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Preface

The 14th European Conference on Reading took place in Zagreb, Croatia on July 31-August 3", 2005.
The Conference, which was attended by over 300 participants from 40 countries, was jointly organised by
the International Development Committee of the International Reading Association (IDEC), and the
Croatian Reading Association.

It is with great pleasure that we publish the Proceedings of in electronic format. These
Proceedings represent a permanent record of the presentations delivered at the Conference, and, as such,
will be of interest both to participants and to those who, for whatever reason, were unable to be present in
Zagreb for the Conference.

The editors of the Proceedings are grateful to the Editorial Board. Members of
the Board, who were drawn from several European countries, provided feedback on the quality of
the papers submitted, and, in some cases, provided specific comments on the style and language
of the papers. Their feedback was invaluable in putting the Proceedings together. It should also be
stressed that their contributions were entirely voluntary.

The Conference included five keynote addresses, and we are delighted that all of these are
included in the Proceedings. In his paper on ‘Reading in Croatia — Past and Present’, Aleksandar Stipéevié¢
describes the development of reading over a period of 13 centuries. He acknowledges that the ‘chaotic
linguistic and cultural circumstances’ that characterized Croatia over the centuries had both positive and
negative effects, and takes solace in the fact that many Croatians today can read in a variety of different
languages. An interesting feature of the paper is the use of library catalogues to make inferences about the
reading habits of people in different historical periods.

In her paper, ‘Bridges to Lifelong Literacy’, Kay Raseroka of Botswana, President of the International
Federation of Library Associations and Institutions (IFLA) at the time of the Conference, writes about
links between IFLA and the International Reading Association, highlighting areas in which the two
organisations have common interests, including advocacy for improved literacy levels. Her paper also
provides an interesting recount of the excellent work being carried out by libraries around the world in
promoting literacy in very challenging circumstances.

Richard Allington of the United States of America, who was President of the International
Reading Association at the time of the Conference, describes ‘Five Missing Pillars of Scientific Reading
Instruction’ in his paper. These are: (i) providing children with access to interesting texts and giving them
choice; (ii) matching children with appropriate texts; (iii) integrating reading and writing instruction to tap
into their inter-relationships, (iv) balancing whole-class teaching and small group work; and (v) providing
expert tuition on a needs basis. He argues that, if implemented, these missing pillars have the potential to
significantly improve the effects of reading instruction in schools.

In her paper, ‘Literacy without Boundaries’, Renate Valtin of Germany provides a most
interesting analysis of the outcomes of two international studies, PIRLS (involving 9-year olds) and PISA
(involving 15-year olds), from the perspective of children’s rights. The paper lists ten rights of children
established by the International Reading Association, and examines these systematically using both
achievement outcomes and questionnaire data, such as the numbers of books in children’s homes, the
extent of parental involvement in reading, and the types of reading instruction provided to children. In her
concluding section, she ranks countries in each study on the extent to which they succeed in addressing
the rights of children.

A fifth keynote speaker, Danko Plenvik of Croatia, writes about at ‘The 21* Century Reader: A
Pioneer or a Victim’. He acknowledges that learning to read is a lifelong task, and laments the fact that
‘the golden age of a relaxed approach to learning to read is long behind us’. However, he does not dismiss
the importance of some new trends, including the widespread use of text messaging and the availability of
audio-books. He concludes on an optimistic note by stating that ‘It takes exactly this kind of diverse media
competition, with various forms of textuality, to make the ideal reader of this century more independent
and creative than ever before.”



As well as the papers by our keynote speakers, these Proceedings contain 71 papers distributed
over 15 Conference themes.

Under the theme of Literacy and Democracy, Gail Goss of the USA provides examples of
children’s textbooks that can be used to help them understand issues of conflict and war in their lives,
while Asa Wedin and Hogskolan Dalarna of Sweden describe their ethnographic study of literacy
practices in a rural community in Tanzania.

Under the theme, Literacy and National Minorities, Heini-Marja Jarvinen of Finland describes
how the Storyline Method can be used to teach a second language (Finnish) to immigrant students.

Under a related theme, Multi-lingual Literacy, Shlomo Alon of Israel describes how students in his
country learn at least three languages (Hebrew, Arabic and English), and outlines school programmes
designed to foster language learning. Then Smiljana Naranci¢ Kova¢ of Croatia describes a study of the
differences between original English language texts, and versions of the same texts that have been revised
for use with students learning English as a second language. Following this, Meta Grosman of Slovenia
describes some of the cultural differences that students in her country must consider when asked to
interpret novels that are set or written in English speaking countries.

Under the theme Pre-school Literacy and Early Literacy, Kadi Lukanenok and Tiiu Tammemée of
Estonia describe a training programme for working with children between 5 and 7 years of age who have
phonetic or phonological difficulties. Following this, Dubravka Male$ and Ivanka Stri¢evi¢ of Croatia
outline a study on the role of parents in pre-school children’s reading development, and the importance
that families attach to literacy. Following this, a team of four researchers from Estonia, Svetlana Belova,
Ene Kulderknup, Meeli Pandis, and Qie Vahar, describe an internationally-supported evaluation of a
project designed to teach Estonian to pre-school children in Russian-speaking areas of the country. Then
Kornelija Petr and Boris Badurin of Croatia look at associations between family literacy and family SES
in that country. Finally, Hanna-Sofia Poussu-Olli of Finland describes a test designed to measure the
reading-related skills of pre-school children. The test arises from recent reforms of pre-school education
in that country.

Adolescent and Adult Literacy provides a unifying theme for the next cluster of papers. These include
an examination of attitudes to illiteracy in England between 1850 and 1890 by Maxine Burton of England,
a case study of work-place literacies by Portuguese researchers Maria de Lourdes Dionisio and Rui Vieira
De Castro, and a paper on changes in adults’ reading habits in Esténia by Signe Jantson and Helle
Maaslieb of Estonia. The next three papers deal with adolescent reading: Trevor McDonald and Christine
Thornley of New Zealand discuss the reading demands on secondary schools students in that country
across the curriculum; Anela Nikéevi¢-Milkovié¢ of Croatia draws on the Flower and Hayes model to
examine the use of cognitive and metacognitive processes by high-school students; and Zofia Zasacka of
Poland profiles different types of adolescent readers in that country.

In a paper under the theme of Literacy and Lifelong Learning, Sara Ann Beach of the US, Angela
Ward of Canada, Mary Melvin of the US, Sapargul Mirseitova of Kazakhstan, and Maria Malikova of
Slovakia, all prominent reading experts, describe variables that impacted on their development as readers,
writers and literacy professionals. Under the same theme, Cecilia Nielsen of Sweden uses a
phenomenological perspective to examine the life histories of two students who experienced difficulty
learning to read at school.

Of particular interest is the large number of papers under the theme of Literacy and Libraries, several
of which were submitted by Croatian authors. First, Lorenka Bucevi¢-Sanvincenti describes new
approaches to learning, including informal and non-formal learning, and reflects on how e-learning will
evolve in Croatia. Following this, Hela Cicko of Croatia writes about the 'Biblioland' project, which
involved re-desiging children's libraries around the themes appearing in children's books. Then, Lea
Lazzarich and Eugenia Popovi¢ look at how library services at a Croatian university have responded to
recent technological developments in learning. Following this, Marijana Miseti¢ of Croatia a digital
library project (the Manuzio Project) at the Italian Studies Department at the University of Zagreb.

Other contributions under the same theme include a paper by Agapi-Stamoulia Polyzou and Theodora
Tsoli of Greece on Internet censorship in public and children’s libraries, a paper by Aira Lepik and



Shvea Sogenbits of Estonia on comparisons between library services for children in Tallinn and Helsinki,
and a paper by Silvija Tretjakova and Aija Kalve of Latvia on a reading promotion project in that country
in which children take on the role of jurors. Following this, Elena Corradini of Italy writes about the use of
libraries by teenagers, Bozica Draga$ Matijevi¢ and Boris Bosanci¢, of Croatia review the ‘Ask a
Librarian” Service and write about ways in which librarians can support library users in searching for
information on the Internet, and Sanja Frajtag of Croatia writes about the role of The Croatian Library for
the Blind in improving literacy of its members. Finally, Jadwiga Kotodziejska of Poland considers how
some groups in society benefit form literacy, while others, who lack literacy skills, are effectively
marginalised.

Although a number of papers under other themes addressed aspects of Literacy and Technology,
three papers are included specifically under this theme. The first of these, by Estela Banov of Croatia,
looks at kindergarten children’s reactions to an electronic version of ‘Croatian Tales of Long Ago’. The
second, by Debra Price, Mary Robbins, Leonard Breen, Betty Higgins and Melinda Miller of the US,
describes the development and delivery of an on-line Masters-level course in reading in that country. The
third, by Silko Stefancic of Croatia, describes a digital literacy project related to the work of Croatian
writer lvana Brlic Mazuranic.

Several papers in this volume also address aspects of assessment, though just two of these appear under
the theme of Assessment of Language and Literacy Development. The first, by Eero Laakkonen and
Hanna-Sofia Poussu-Olli of Finland, describes a national assessment programme for fourth grade students
in Kosovo. The second, by Valerija Skender of Australia, describes efforts to develop a literacy
curriculum for English as second language (ESL) students in New South Wales.

Five papers appear under the theme Reading Difficulties and Intervention Programmes. The first, by
Vesna DBurek of Croatia, describes a reading programme for pupils with slow cognitive development. The
second, by Ruya Guzel Ozmen and Gungor Cevik of Turkey, outlines an approach to developing the
reading fluency of children with learning difficulties. The third, by Veerle Portael and Caroline Andries of
Belgium describes an activity called The World Game that can be used in the assessment of dyslexic
difficulties. The fourth, by Aliye Evin Kasapoglu and Ebru Tuba Yurur of Turkey looks at the effects of
extensive reading in English on the literacy development of students at a university preparatory school.
The fifth, by Bronistawa Wozniczka-Paruzel of Poland, considers the rights of students with hearing
impairment to library and information services, and identifies some areas in need of development in
Poland

There are 11 papers under the theme, Reading and Teaching Strategies. First, Jessica Gail Bevans of
the US looks at the historic and continuing role of the reading clinic in university settings in that country.
Then Marie Ernestova of the Czech Republic describes the role of binomial phrases (such as ‘food and
drink’ or ‘pins and needles’) in the development of students of English as a foreign language, and
considers ways in which this aspect of collocation can be used as a teaching tool. The third paper, by
Vesna Grahovac-Prazi¢ and Katica Balenovi¢ of Croatia, argues that some elementary-level textbooks in
that country do not pay sufficient attention to non-literary discourse such as directions or descriptive texts
about animals. The fourth paper, by Thienhuong Hoang of the US, looks at how a teacher and seven of her
fourth grade students used viewpoint, textual connection, interpretation and socio-cultural dynamics to
make sense of literacy texts. In the fifth paper, Vuokko Kaartinen of Finland considers ways in which 22
preservice teachers develop their understanding of how to teach reading and literature. The sixth paper, by
Barka Marjanovi¢ of Croatia, describes some strategies in teaching reading and writing in the first grade
of elementary school. In the seventh paper, Sue Rogers of the US describes the responses of experienced
elementary-level teachers to a programme for teaching content area reading strategies to young children.
The eighth paper, by Aysegiil Salli of Cyprus, looks at reading comprehension strategy usage by
University freshmen in an English as a second language programme. The ninth paper, by Renata Samo of
Croatia describes ways in which verbal protocols can be used to uncover students’ reading strategies in
research and instructional contexts. The tenth paper, by Jutta Kleedorfer of Austria, outlines approaches
that have been adopted in that country to encourage adolescents to read more often and to apply reading
strategies when they do so. The eleventh paper, by Lejla Nebiu, Anica Petkoska, Violeta Januseva,
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Verica Jakimovik, and Valentina Anastasova of Macedonia, describes an approach to the professional
development of practicing teachers as they prepare to implement innovative teaching and assessment
activities in literacy.

Under the theme, Reading and Writing for Critical Thinking, José Brandao Carvalho and Jorge
Pimenta of Portugal describe a study in which they examined the writing skills of university-level
engineering students, while Visnja Grozdanic, of Croatia outlines two approaches to the evaluation of
critical thinking in written texts of students in a business college setting.

There are six papers under the theme Schools Where Literacy Thrives. The first five are linked to a
project of the European Committee of the International Reading Association called Schools Where
Literacy Thrives. The first, by Estela D" Angelo, Piedad Pozo, Maria Rosa Sobrino, Javier Cabafiero and
Laura Benitez of Spain, describes a five-year long intervention programme for immigrant children in
Madrid, for whom Spanish is a second language, and focuses specifically on the children’s writing
development. The second paper, by Ann-Sofie Selin and Pehr-Olof Rénnholm of Finland, describes how
teachers implement dynamic assessment to identify reading needs of children during the first year of
formal schooling. The third paper, by Tatiana Potyaeva of Russia, describes how a language school in
Moscow successfully implemented a range of programmes and strategies to improve the literacy levels of
students. The four paper, by another Russian, Svetlana Ushakova, outlines the how certain reading and
writing strategies were implemented in the same high school over a number of years, and the impact that
strategy use by students had on their reading and writing skills and on their motivation to read. The fifth
paper, by Natalia Smetannikova of Russia, looks at the implementation of reading and writing strategies in
three high schools — two in Moscow, and one in St. Petersburg. She stresses the importance of literacy
activities in both curricular and extra-curricular contexts, and across languages. The sixth paper, by Loone
Ots, Mare Leino, Viive Ruus, Ene-Silvia Sarv and Marika Veisso of Estonia, describes the reading habits
of teachers and pupils in that country, and note that two thirds of teachers read for pleasure.

There are six papers under the theme of Literacy and Literature. First, Irina Bochkova of Russia
presents strategies for developing students’ understanding of Shakespearian plays. Then, Tatiana
Galaktionova of Russia describes the Little Prince Award, which is made to teachers who instil a love of
reading in children, based on nominations by the children themselves. Third, Stjepan Hranjec of Croatia,
writes about text in children’s literature serving to enrich student’s literacy.

The fourth paper, by Marinko Lazzarich of Croatia, describes the interest of adolescents in
required course reading as well as modifications made to courses in order to increase interest. The fifth
paper, by Peter Schneck, President of the International Board of Books for Young People (IBBY),
provides an overview of IBBY’s efforts to provide children around the world with equal access to high-
quality books. The sixth paper, by Iris Smidt Pelaji¢ of Croatia, considers the relevance of Grimm’s
fairytales to today’s readers, including their continuing impact in Croatia, and their role in teaching
foreign languages.

Finally, six papers are presented under the ‘Free Papers’ theme. First, Jadranka Lasi¢ Lazi¢, Marija
Laszlé and Damir Boras of Croatia outline a study in which university students’ understanding of
scientific articles was investigated. Then Morag Mac Martin of Scotland describes a programme designed
to improve the English proficiency of volunteer workers in a care setting in that country. Third, Renato
Nistico of Italy discusses reading as an anthropological problem. He begins his paper with the observation
that ‘Reading is damaging, both for the devoted reader and for those closest to this unfortunate creature.’
Fourth, Nada Todorov of Serbia outlines the role of parents in promoting children’s reading in that
country and points to factors associated with parents’ efforts to motivate their children to read. Fifth,
Linda Wason-Ellam and Angela Ward of Canada present three-year long ethnographic study of out-of-
school reading practices in a Canadian community, including reading practices in libraries. In the final
paper, Jutta Kleedorfer of Austria describes a European Union-funded project called Books and Reading
for Intercultural Education, which was implemented in 16 countries.

The set of papers in this volume clearly demonstrate the range of ideas on reading and literacy
development that were shared at the 14" European Conference on Reading in Zagreb, and there cross-

11



national relevance is consistent with the Conference theme, Literacy without Boundaries. While the
editors did everything possible to ensure the consistency and accuracy of language and references, final
responsibility for these aspects lay with individual authors.

Editors

Gerry Shiel,

Ivanka Stri¢evi¢ and
Dijana Sabolovi¢-Krajina
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Keynotes

Reading in Croatia — Past and Present!
Aleksandar StipcCevic, Croatia

The title of my paper suggest a long and exhaustively historical reconstruction of the reading in Croatia,
but according to my personal experience, the human endurance in similar circumstances, and especially
the human patience, is very limited; therefore I will reduce my speech to twenty minutes, not more.

At the beginning | will give you a brief introduction about the historical situation in the Croatian
lands during the past 13 centuries, from the immigration of the Croats on the east coast of the Adriatic Sea
to this day. This land is very beautiful indeed, but the coast with so many havens and harbours was
extremely important for the navigation of the sailing-vessels and the warships, of course not only Croat,
but for all the others. as well. So, the Croats soon after their coming in the Adriatic coast became aware
that living in this beautiful land was very dangerous. Many nations and empires were interested in
dominating this strategic littoral. First the Byzantines, than the Franks, the Venetian Republic, the
Hungarians, Turks, Austrians, Germans, Italians, French, Serbs, Montenegrins etc. have had the plans to
control not only the coast, but also the continental part of the Croatia.

The complicated geographical, political and strategic situation, the occupations of the Croatian
lands throughout history, greatly influenced the production and the reading of books among the Croats.

From the Middle Age onwards the Croats wrote and read books in several languages and scripts. In the
cities along the coast and in the continental parts of Croatia the liturgical language was Latin. All the
books, not only the liturgical one, were written in the universal language of the Catholic Church, but in the
villages the books were written firstly in the old Slavic, then in old Croatian, and finally in the Croatian
language. These books were written in Glagolitic and in Cyrillic alphabets. In the cities along the coast the
official language in administration and in public life was not Croatian, but the Italian language. So, at the
same time in Croatia in the Middle Age, there were three languages and three alphabets is use.

The books with national characters (orthography) were, of course, written in Croatian; not all the
books were written in Latin and Italian. We know the monasteries and cathedrals where the scriptoria
worked for centuries, but we have also many documents about the importations of Latin and Italian
manuscripts. So, the priests, monks, learned men read in Latin and Italian language and at the same time
the priests in the villages read books in the national language and characters. This cultural situation
persisted for centuries, in some parts of Croatia until the XIX century.

During the Middle Ages, common people in the villages were absolutely illiterate and only toward
the end of this historical period were the first schools outside of the church institutions founded. These
schools were founded by the city authorities for the future functionaries, servants, city clerks, merchants,
public notaries, and were indispensable for the functioning of the mediaeval cities. We know that many
among them housed small libraries with 10-20 volumes, mostly in the Italian and Latin languages.

In Renaissance period the number of the house libraries grew more end more and increased also
considerably the number of books of classical (Greek and Roman) authors and especially the books of the
great Italian writers and poets such as Dante, Petrarca, Boccaccio etc.

In is necessary here to stress the enormous role of the Latin language in Croatian culture. A great
number of learned Croats from the Middle Ages onwards lived abroad, mostly in Italy, Germany and
Hungary, and all those theologians, philosophers, physicians etc. wrote in Latin. Not only the Croats
scientists and writers living abroad, but even those living in Croatia, wrote their essays, historical studies,

! Keynote address.
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mathematical works etc. in Latin. The Croat common people were not able to read those books, but on the
other hand learned men all over Europe read such books.

So, Latin was the language of communication between the Croat scholars and the learned Europe.
Incidentally, Latin was for many centuries the only language understandable to all educated Croats in
littoral and continental Croatia. | remind you that the Croatian language is divided in three dialects and
that each of them developed their own book production processes. The differences between them were so
great that common people in one region could barely understand a book written in the dialect used in the
other region. So, the popular books written in Kkajkavian dialect in the continental part of Croatia was
illegible for the Croates in littoral Croatia (Dalmatia, Histria, Dobrovnik et.). This curious situation
continued for centuries until the decision of the leaders of the National Movement in mid-Nineteenth
century to choose the Stokavian dialect spoken in Dubrovnik and in Bosnia as the official or literary
language for all Croats.

From the Sixteenth century, the vernacular dialects became the usual language both in littoral and
in continental Croatia, especially in the popular books but in the course of time also in the books of
medicine, agriculture, fishing etc. written for the common people. The vernacular language was used first
of all in the prayer-books. Many of them were printed by the protestants in Germany and in Croatia, then
by the Jesuits and Franciscans in continental Croatia (especially in Zagreb). Firstly the Protestants and
then the Catholics distributed among the common people prayer-booklets printed in the Croat language.

Many writers from the Renaissance onwards wrote their books in vernacular language for the
common people who read only in this one. The writers Marko Maruli¢, Petar Zorani¢ and many others
explicitly stressed in the prefaces of their books that his intent was to bring their works closer to the
common people. For this reason those writers not only wrote in their mother language, but adapted their
style and phrase to the intellectual level of the people of poor literacy.

In the long period stretching from the Renaissance all the way to the Croatian National Movement
(mid-Nineteenth century) there were many group of readers in the Croatian lands depending on the
language used at home, in the everyday communication, and this was linked to their social position. In the
cities the priests, monks and the whole clergy and the learned community read books in Latin, Italian (in
the littoral) and German (in the continental parts of Croatia). In the Croat lands under the Turkish
occupation people read books written in Oriental languages (Arab, Turkish, Persian). Some of these books
were written in Croatian language, but with Arabian characters (the so called aljamiado literature).

There are many differences in the kind of books registered in various parts of Croatia. In littoral
parts the learned community read religious books in Latin, and Italian literature, historical and other
scientific books imported from Italy. The learned men of Zadar, Split Dubrovnik, Zagreb etc. retuning to
their homeland from Padova, Bologna and from the other Italian university centres brought scientific and
other books and created in their houses very rich private libraries.

In the archives of Zadar, Dubrovnik etc. we found lists of books, included in testaments of
library owners and we can read the names of authors and the titles of their works. Until the end of the
Eighteenth century the contents of those private libraries reflected the intellectual interests of the
owners. Therefore, very rarely in those libraries do we find the unscientific, frivolous and similar
literature.

In the Nineteenth century the structure of the private libraries changed. In continental Croatia
ladies, married and unmarried, read cheap German books, and so the private libraries in the cities filled
more and more with German novels or French, English etc., but in German translations. The very well
organized booktrade between Zagreb, Varazdin, Osijek etc. with the great booksellers in Leipzig, Graz,
Vienna etc. provided the booksellers in Croatia with virtually all book production in Europe. In the
Nineteenth century the Croat patriots were engaged in a fight against Germanisation in continental
Croatia and Italianisation in littoral Croatia.

Many circumstances helped their efforts - firstly the advances of the strong national typography,
then the expansion of the scholastic system, especially the elementary one, but most of all the awakening
of patriotic feeling among all the strata of the Croatian society.
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However, the complicated political situation caused a serious troubles in Croatian culture,
including in the production and reading the books. The fall of the Venetian Republic and consequently the
cessation of the centenary Venetian occupation of the Croat littoral, determined the end of a long period of
the domination of Italian culture in Dalmatia. But unfortunately the end of this domination was not the
end of foreign domination of the east part of the Adriatic Sea. Very soon the Venetian occupation was
replaced by French occupation and then by the Austrian occupation. The language of administration and
the public communication during the long Austrian rule was in German. For more then a century, the
German language dominated in the everyday life in Croatia and only the fall of the Austro-Hungarian
Monarchy in 1918 changed the position of the books in Croatia and of the Croats as well. In meantime the
retreat of the Turks from the Croatian lands stopped the production of books in Oriental languages.

In the meantime, during the Nineteenth century, books became cheaper and accessible to all
peoples. More and more people books which were not indispensable to them. The catalogues of the
private libraries show the fact that the contents of those libraries did not reflect the intellectual interests of
the owners because those libraries were full of books which were probably never be read by the owners.
For this reason the catalogues of this time often give us a wrong information about the reading habits of
the owners.

Well, this is not a phenomenon specific to Croatians. You know that today the private libraries all
over the world are full of books absolutely unnecessary to the owner.

A very important source of information about the reading in Croatia are the printed booksellers
catalogues. A great number of those catalogues are preserved from all parts of Croatian lands, but the
majority belong to the town of Zagreb, which became in the Nineteenth century a cultural and political
centre of Croatia.

Usually the printed catalogues held the titles of books interesting to the middle class of the urban
population. The booksellers have had a good feeling for the citizens' interest for specific kinds of
literature and ordered from Germany, Italy etc. precisely that kind of literature. There is no doubt that the
booksellers knew very well what books were needed in Croatia and their lists also revealed the reading
interests of the various regions in Croatia.

However, those catalogues are not always a sure source for the reconstruction of the structure of book
reading in Croatia. The reason for this uncertainty is the cheapness of the books in Nineteenth century.
Again, many people bought many books, but they never actually read them.

On the other hand many categories of popular books (e.g. prayer-books, almanacs, calendars, school-
books etc.) were not included in those booksellers’ catalogues. Those book were sold only in the churches
and by the ambulant booksellers. It is why a big part of the popular literature was never mentioned in the
booksellers’ catalogues, yet this literature was read by the majority of the people, especially those living
in the country.

Much better estimates of the reading habits in the Croatian population in cities can be obtained
from the printed catalogues of the subscription or lending libraries. The members of those libraries
borrowed only books for personal reading or for members of their families and it is likely that these books
were really read.

The catalogues of subscription libraries in continental Croatia are full of books in German
language, but in littoral parts they contain mostly the Italian books. In any cases the borrowerstook out the
books exclusively for reading, so the evidences of those libraries about the borrowed books and about the
borrowers themselves is for us the best documentation about reading. As an example, we can mention
the printed catalogue of the subscription library founded by Emil Hirschfeld, the German bookseller
coming to Zagreb from Bremen (Germany). In this catalogue from 1842, he listed 2144 titles. Only 100
books were in French; the other were all in the German language. There were no Croatian books in this
catalogue.

In a similar catalogue printed 1856 in Varazdin, the catalogue of the the bookseller J.J.Prettner
listed mainly books in German; there were a few in French, but not a single one in Croatian.

The structure of the books in subscription libraries continued to change and by the second half of
the X1X century the proportion of books in Croatian language (original or translated from the foreign
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languages) grew more and more. So in Zagreb in 1858 a catalogue holding 834 titles was printed, with
101 of these in the Croatian language.

It is interesting to note that the owners of those subscription libraries were often publishers and printers
who also published some Croat books, but those books never appeared in their own catalogues!

All the time, the leaders of the Croatian National Movement and the other patriots were engaged
in fighting against the German, Italian and other foreign books. One of the most prominent leaders of this
political movement, the count Janko Draskovi¢, published in 1838 a booklet in which he pleaded to
“lllyrian" women to cease to read German books and to begin to read Croatian ones. He requested the
active participation of the women in the national movement through helping with the affirmation of the
Croatian book. It is intriguing that the count DraSkovi¢ wrote this appeal to the Croat ladies in German
language, not in Croatian, evidently because the count knew that they weren’t able to read in their native
language.

In the littoral parts of Croatia the situation was not very different. In Rijeka, for instance, the
bookseller Ercole Rezza founded a subscription library and 1856 published three catalogues, one
containing titles of books in Italian language, the second containing German titles, and the third with
books in French. At this time in Rijeka 78% of the residents were Croats, 5.5% Germans and only 10
persons (mostly merchants) declared themselves to be French. Not a single book in those catalogues was
in the Croatian language. Of course the Croats in Rijeka read books in their mother language, but they
couldn’t borrow them from Rezza’s subscription library.

These unhappy and in some respects chaotic linguistic and cultural circumstances, | believe, are
unigue in Europe, and had very bad consequences for reading in Croatia. But, on the other hand, we
cannot deny some positive consequences of this situation, because the people reading books in various
languages, were in permanent contacts with contemporary European literature and science.

Still, these positive effects of the multi-linguistic reading in the past, are present even today. In
fact, many people in Croatia can speak fluently and read books in many languages.

I described in my paper the linguistic situation in the Croatian lands throughout history simply
because it is the factor which determined the position of books in Croatian society and the position of
reading as well.

At the end of my speech | must conclude that, throughout history, the small country of Croatia
used many languages and many scripts in books. Perhaps for this reason it is a very good idea to discuss
in Croatia the subject Literacy without boundaries.
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Bridges to Lifelong Literacy?
Kay Raseroka, University of Botswana, Botswana®

The theme of the conference is ‘Literacy without Boundaries’. People from 40 countries, traditions and
professions have committed themselves to share knowledge and explore new meanings of literacy in a
globalised environment.

We are grateful for this opportunity provided by the Croatian Reading Association to present at
the 14™ European Conference on Reading. We acknowledge the hard work of the Local Organizing
Committee reflected in the richness of the Conference and Program. We wish to recognize the vibrant
library community, which as long as 1954, operated in a global environment and hosted a conference of
IFLA here in Zagreb.

Children’s libraries in Croatia have developed high standards of service. They are engaged with
literacy from early childhood. In this way they have been partners with communities — even under difficult
circumstances. They recognize the right of every child to information, education and literacy. This is a
concern worldwide.

In the International Federation of Library Associations and Institutions (IFLA), there are sections for
reading, children’s libraries and school libraries, in addition to 45 other sections. Most are concerned
about society and what librarians can contribute to human development through the use of information
which, by itself, is just data. Good use of information helps us as individuals to understand the context in
which we live. That means reading about ourselves and the world around us. This is what we mean by a
literate person.

It is my view that literacy goes beyond reading, writing and numeracy. It includes other types of
literacies that start with oral communication or orality, which is talking, telling and sharing. It is on this
account that I chose Lifelong Literacy as my Presidential theme for IFLA.

“Literacy without Boundaries” made me think of how | myself became literate and I think it is
appropriate to share this with you at this conference:

HOW I STARTED TO READ

I was born in Zulu Natal, South Africa, into a large and busy family. My grandfather had worked
for and with an Afrikaner. Together they had trekked across the plains to settle in a part of the country that
echoes the influence of Scotland; Glencoe, Dundee and Ladysmith. My grandfather died, leaving his
younger wife to manage members of a family that spanned several generations. When my father and
mother married, they took over some of her responsibilities of caring for the family members and ensuring
that they followed their schooling and took on a profession.

Into this bustling household I was born and raised among my relatives. Dad loved to read his
newspaper because he was a court recorder and, in the living room, in a prized glass case, he had his
treasures: books in English and Zulu.

We all know that little children imitate. As so many of the family were in school, they did their
homework in the kitchen. | would climb up beside them and take up pencil and paper. When | was with
my Dad, | would look at the cartoon, Prince Valiant, and read along with him, in the same way that he was
reading the news. And when the whole house was quiet, | would sneak into the living room and open the
glass case to feel and look at Dad’s treasures, without, of course, ever admitting that | had done so. In this
way, and with the added stimulation of Sunday School, I absorbed the sounds of stories and the smell,
look and feel of print before | went to school. I began, like so many of us, the happy journey that
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time of the Conference.
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combines orality, writing and reading and that stimulates all the senses in search of pictures, questions and
answers, meaning, imagination and communication.

You may say that my story is not so different from your memory of childhood: the natural desire to
imitate what older people are doing; the fascination with words, stories, alphabets, illustrations, and books.
Those of us introduced to the passing on of this pleasure in the natural course of growing up are
privileged; we followed the lead of others around us; we stimulated our imaginations by conversing with
the authors and storytellers whose works we held. But as we know, many children grow up in homes that
have no books, with people who do not read and do not have a place to study or paper on which to write.

There are many reasons why homes may be without books, paper or models from which to learn to
read. But you know most of those reasons, so today | want to discuss the alternatives that can provide
youngsters and adults with an environment that simulates the natural stimulation of a home like mine. The
building of bridges to literacy is the role of the local library and its partners. And on our journey together,
I wish to discuss the library not only as place with its collections and services but also the presence of
models such as those | had the privilege of imitating. We are learners and teachers!

I am honoured to have been invited to give a keynote address at this 14™ European Conference on
Reading. | am also delighted to represent the International Federation of Library Associations and
Institutions. IFLA, like the IRA, has many members from every corner of the world. For the most part, our
members are either library associations or institutions, like national, university and public libraries, but we
also have individual members and we know that a good number of them have memberships both in IFLA
and IRA.

IFLA is a venerable association begun in 1927. It has grown and evolved immensely in the
intervening 80 years just as libraries have. Quite recently IFLA shaped its priorities, values and
programmes around three main pillars: Society, Profession and Membership. We have put society first, as
we are anxious to highlight the role and impact of libraries and information services on individuals and
communities, within their own cultural, social and economic contexts, and also within the larger
international environment where issues of human rights such as access to information and intellectual
freedom, as well as copyright, publishing policy, and global technologies and communications have a
great influence. (1)

As librarians and educators, we know that human beings learn, communicate and take action
using all their senses. We recognize that voice, image and the ability to write and read text are particularly
important in supporting a literate environment. Orality, text, hieroglyphics and multi-media websites all
have their place in our understanding of the world and our search for meaning. While many of you here at
this conference are teachers of these literacies to young people in formal educational settings, we also
know that much work is conducted by members of the community and not-for-profit organizations
working with youth who are not at school and adults to develop and support the practice of literacy.
Librarians see all of these groups as partners and bridge builders. We support the teaching and
understanding of literacy but also develop collections, programmes and services to stimulate the practice
of literacy for all age groups and members of the community.

EXAMPLES OF COMMUNITY ACTION AROUND THE WORLD

Perhaps some examples will illustrate the importance of work at the community level. There is a
network of rural libraries in the mountainous region of northern Peru, far from Lima, the capital, and from
the nearest town. Most of the residents are Amerindians whose way of life (the Incan way of life) was
destroyed by the Spanish in the sixteenth century. The villagers have to walk for several hours to get to
market each week to pick up necessities and to sell produce and their animals. But each of these isolated
hamlets has a “librarian”, a person nominated by the citizens to keep the library books and to provide
access to them. Some of the books have been bought for the whole network of libraries and are moved
from one village to another by a coordinator, a few times a year. But many of the books, in multiple
copies, have been researched and written by the librarians themselves, although they have little formal
education. The topics they write about cover all aspects of their life, past and present: their music, animal
husbandry, use of herbs and plants, clothing, traditions and so on. Each subject deserves its own volume
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and contains from about 30 to 200 pages. The text is typed and illustrated in black and white and the
persons who have done the research and writing are named in the book. A simple cardboard cover in one-
colour is added.

While there are several native Amerindian languages in the Andes, almost everyone speaks Spanish.
This means that they understand each other. By tradition, groups of adults and children gather at the
librarian’s home in the evening and they read together from these local volumes. Everyone who reads
takes a turn. Those who do not read listen and absorb the information and join in the discussion
afterwards. Clearly, this sharing has an impact on the whole community. There is opportunity for
imitation, discussion, use of memory and sharing. As the women work together in the fields next day, they
sing from their traditional songs or discuss some of the issues they read in their “peasant encyclopaedia —
enciclopedia campesina” the night before. (2)

The experience in Peru has been a model for the development and strengthening of community
information resource centres in lllubabor, Ethiopia.

In another part of the African continent, in southwestern Africa, reading is considered so
important that the Namibian Children’s Book Forum developed a national annual Readathon. It is a week
long reading and book festival that culminates in the National Readathon Day on the Friday. It purpose is
first to develop a love of reading among learners in an effort to nurture a book culture and secondly to
help schools develop their libraries.

At the end of September each year across Namibia, every member of the school community stops for a
half hour to read: the principals, teachers, learners, and school staff. Booklets with wonderful stories are
written and illustrated in English and eleven Namibian languages and are sent off to the schools with ideas
about how to celebrate; no textbooks or school readers are allowed; and over the years, many schools have
demonstrated great creativity and enthusiasm. A newspaper publicity campaign is launched so that
everyone can become involved, including those who cannot read, parents and grandparents, community
workers and members of the private and public sectors. Many partners are involved and the response to
the annual Readathon has increased since its early days in the 1990s. In a number of cases, money is
raised so that books for leisure, creativity and enjoyment may be bought for the school library, so that
children can continue to read during the rest of the year. (3)

The National Library of Malaysia, like some other national libraries, has special responsibility to
support reading, in collaboration with the Minister of Education. The Library is heavily involved in
National Reading Month. Last year, the National Library hosted a 3-day celebration of storytelling, along
with a reading summit. Many local figures illustrated how reading had influenced their lives and
storytellers from Malaysia and abroad entertained the public at the conference and in bookstores
throughout Kuala Lumpur. During this celebration, the link between storytelling and reading became very
clear. The audience was so enchanted with the tales they had heard from the storytellers that they bought
the books in which the stories were written and illustrated! So storytelling often leads to reading and
writing reinforces a sense of identity and culture.

I have chosen these examples from different parts of the world because they illustrate both the local
conditions and particularities of each society but also the connections that we who promote and value
reading share. It seems to me that teachers and librarians are natural allies in understanding the needs of
children and young people and of also relating to the families and communities in which they live. This
knowledge and respect for each context allows us to work together in the creation of collections, services
and programmes that meet the needs of community members.

You may have grown up at a time when libraries and librarians seemed to make all the decisions about
their collections and programmes. Increasingly, library staff and the management committee (or board)
have learned to consult with community members. Together they plan the library as a centre where a
number of activities can take place. In Northern Canada, for instance, the library in the school serves both
the educational staff and students but also the residents of Rankin Inlet. After school, the elders and
community members go to the library for books and reading but also for events and classes, including
computer classes. There are many audio-visual products related directly to the life of the Inuit people and
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videos of the leaders are recorded and stored at the library. There is a local publisher that puts out the text
in Inuktitut which uses syllabics.

In Accra, Ghana, there are a number of children’s libraries, including a very successful library in Nima,
a slum area of this capital. There a number of children are fed and all of them wash and dry their hands
before going into read, hear stories or play games. The library has a number of extra-curricular activities
including a choir and a soccer team. A study, financed by an American foundation, has been conducted,
and has involved the children who attend this library. There is concrete evidence that their academic
performance has improved through attending the library and a number of children have gained
scholarships for secondary school. (4)

CONCLUSION

If we were to analyse the components of success in all these examples, we would acknowledge a
number of important elements. The library staff and volunteer management committee are in touch with
their communities. They are well-trained and can organize programmes and procedures. They are not
afraid to ask for input and suggestions from the users. They seek out partners from all sectors: public,
private and not-for-profit. They understand that learning is different among different age groups and
genders and they look for collections and programmes that recognize and respect those differences but
also stimulate interest. Many of the examples I have cited also involve creative activities: the making of
books, videos and radio scripts and journals; the playing of games that call on one’s capacity to learn and
read the world; the celebration of communication and community, however, materially impoverished the
situation. As it happens, most of these examples exhibit strong public relations. Their programmes,
facilities and collections are well-managed and evaluated and they are accountable to the community and
donors.

You may ask how we link these sterling examples to make a greater impact. And that is where our
national, regional and international associations have a great role to play. In this connection, IFLA and
IRA are privileged. We have association affiliates providing conferences, training, resources and
opportunities to share with members at every level.

We also have members in most countries who can speak up on behalf of students and adults who
benefit or could benefit from a stronger emphasis on reading and literacy. Advocacy of these basic human
rights of access to information, education and freedom of expression cannot been taken for granted. Many
pay lip service to them but do not deliver to the grassroots level of every country. It seems to me that we
are honoured and privileged to take up action in arenas where the voice of many is not heard — at
UNESCO, within the international spheres of the other UN agencies and the World Bank and International
Monetary Fund, World Trade Organization etc. We should speak up in our own societies to our
governments and regional councils. The clearer our message, the stronger our voice, the more likely we
shall have some impact. Literacy and reading do allow individuals and communities to be more
autonomous, more democratic in the sharing of responsibilities and power. They provide strength and
confidence to individuals and groups to identify their needs and contribute to their solutions. Creating an
environment for learning is itself a creative act — it opens our minds and hearts to different possibilities
and different ways of seeing and knowing. It allows us to consider the importance of indigenous
knowledge and cultural identity and helps build respect among peoples and institutions.

Through this address | shared a personal story — a story of watching and imitating those around me.
What I now invite all of us to do, individually and collectively, is to commit ourselves to creating an
environment where reading and the practice of literacy may flourish — not for our sakes, but for the
members of all our communities. And because we work internationally as teachers and librarians,
educators, policy developers and decision-makers, let us share our successes, learn from our failures and
take seriously our responsibility to speak for and include those whose voice and writings are normally not
heard or seen.

This is the 14™ European Conference on Reading. Its theme is “Literacy without boundaries”, and
therefore | have not hesitated to give examples from all over the world. And therefore | do not hesitate
either to express my hope that IFLA and IRA will work formally in partnership to influence those working
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on the Millennium Development Goals and all those who can influence policy and decision makers, by
speaking persuasively about the power of reading and literacy in providing strength, stimulation, pleasure,
creativity and confidence to meet both individual and collective goals. We must demonstrate the impact of
a literate society on the economic, cultural and social dimensions of development.

| wish you a very interesting and rewarding conference!

NOTES

1. For information on the International Federation of Library Associations and Institutions (IFLA), please visit the
website at: www.ifla.org. For a discussion of role of libraries in predominately oral cultures, see the paper, Library
Service to Oral Cultures: The Reality versus the Ideal. By Michelle Edwards at:
http://www.slis.ualberta.ca/cap05/michelle/main.htm

2. For information on the Rural Libraries Network in Cajamarca, Peru, please see the following websites and articles:
Thirty Years in the Saddle Bag
http://www.wacc.org.uk/de/publications/media_action/archive/236_jul_2001/30_years_in_the_saddle_bag

Evans, G. (1998). Literacy and Rural Libraries: Canadian Researchers in Africa Draw Ideas from Peru. LOGOS, 9, 2,
pp. 80-85.

Bernard, M-A. (1998). Lecture et identité dans les bibliothéques rurales péruviennes. Bulletin des bibliothéques de
France, 43, 5, pp. 32-37. (http://bbf.enssib.fr/bbf/html/1998 43 5/1998-5-p32-bernard.xml.asp)

3. Information on the Namibian annual national Readathon was supplied by Professor Jeanne-Andrée T6temeyer
during the 3" Pan African Conference on Reading for All. The proceedings of this conference in Kampala, Uganda,
August 2003 are to be published by IRA in 2005.

4. For information on the Osu Children’s Library fund, please see: http://www.osuchildrenslibraryfund.ca/
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Five Missing Pillars of Scientific Reading Instruction®

Richard L. Allington, University of Tennessee, USA

In the U.S., the National Reading Panel report (2001) set forth five pillars of scientific reading instruction:
phonological awareness, phonics, fluency, vocabulary, and comprehension. While there is little
disagreement that these are critical aspects of reading acquisition, the NRP report has been criticized for
its narrowly-focused research review. Below | list five additional pillars of scientific reading instruction
based on the available evidence concerning what really matters for learning to read. Each of these five
pillars points to absolutely essential elements of “scientific’ reading instruction. | provide citations for the
most recent and powerful papers pointing to the scientific evidence supporting these additional pillars.

1.

Access to interesting texts and choice. Children need easy access to a large supply of texts they
can read and are interested in reading. Guthrie and Humenick (2004) completed a meta-analysis of
a number of studies of classroom reading instruction and found that when classroom environments
provided lots of interesting and appropriate texts, the impact on reading achievement was three
times greater than the National Reading Panel found for providing systematic phonics instruction.

Matching children with appropriate texts. Children cannot learn much from texts they cannot
read. They cannot learn to read from difficult texts. They cannot learn science or social studies
from difficult texts. The first step in planning effective instruction is to find texts that match the
reading and conceptual levels of the students you will be teaching. While many classrooms
provide a large supply of grade level texts that are appropriate for normally developing readers, in
too many classrooms there is scant supply of off-level texts for struggling readers. Struggling
readers need appropriately difficult books in their hands all day long. (see International Reading
Association; O’Connor, Bell et al., 2002; Swanson & Hoskins, 1998).

Writing and reading have reciprocal positive effects. The more effective curriculum plan ensures
that lessons in reading and writing, composing and comprehension, and decoding and spelling are
well-linked so as to take advantage of the natural reciprocity between the various reading and
language processes. Less effective curriculum plans create lessons where decoding and spelling
are separate, or where writing activities have no relationship to reading activities. Such plans
ensure that the natural reciprocity will not be tapped into (Hefflin & Hartman, 2003; Tierney &
Shanahan, 1991).

Classroom organization: Balance whole class teaching with small group and side-by-side
instruction. Whole class instruction is simply unscientific. Children differ and effective
classroom reading instruction provides a balanced mixture of whole class, small group, and side-
by-side instruction all day long (Allington & Johnston, 2002; Taylor, Pearson et al., 2000).

Availability of expert tutoring. Some students simply need more intensive and more expert
instruction if they are to maintain a pace of development that is comparable to their peers.
Ensuring that such children have access to expert tutoring is essential if no child is to be left
behind. Further, there exists little evidence supporting interventions where the instructional group
is larger than 3 students. While tutoring is the most powerful design, expert very small group
instruction will be sufficient to accelerate the development of many struggling readers (Allington,
2004; D’Agostino & Murphy, 2004; USDE, 2005).
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Literacy Studies without Boundaries:
A Different look at International Studies®®

Renate Valtin, Humboldt University, Berlin, Germany

PISA 2000, PISA 2003, PIRLS 2001, PIRLS 2006 — we are faced with a growing number of large-scale
international studies providing us with a rich body of information about levels of reading competence and
factors related to reading achievement in various countries.

Why do we need these studies? We are told: PIRLS is “designed to provide policy makers,
educators, researchers, and practitioners with information about educational achievement and learning
contexts” (Mullis et al. 2003, 3). Likewise a central aim of PISA is to enable countries to monitor their
educational performance and offer information to judge the comparative effectiveness of the education
systems.

These data have been analysed, re-analysed and meta-analysed for information about the
efficiency of national educational systems, as a basis for political decisions. You get the impression that
these data are produced for institutions and adults. In this presentation I have chosen to take a different
look at them: from the perspective of children and their rights, with the aim of answering the question: In
what countries are children’s rights to literacy education most effectively upheld.

It is not very long ago in history of humankind that childhood was identified or even “invented”
and that children were for the first time considered not as small adults but as individuals with specific
needs, perceptions and thoughts — entitled to special care and assistance. Rousseau in 1762 in his book
“Emile” made the famous statement “Childhood has its ways of seeing, thinking, and feeling that are
proper to it” (para. 258) and need to be respected. Rousseau is regarded as one of the first people to claim
that children have rights (or let’s specify boys have rights because Sophie, the girl in his book, was
treated rather badly) and he was more a man of theory than of practice, since he consigned his own five
illegitimate children to an orphanage.

More than 100 years ago Ellen Key’s book “The Century of the Child” was published, and in 1924
the Geneva Declaration of the Rights of the Child stated the need to extend particular care to the child for
reasons of physical and mental immaturity. In 1989 the United Nations declared the Convention on the
Rights of the Child. Article 17 refers to the aim of these rights: the promotion of the child’s social,
spiritual and moral well-being and physical and mental health. Article 28 in rather general terms refers to
the rights of children on the basis of equal opportunity. More specific rights of children to literacy have
been declared by the International Reading Association (2000) which have been adopted by the Deutsche
Gesellschaft fur Lesen und Schreiben (10 Rechte des Kindes auf Lesen und Schreiben, www.dgls.de).
The International Reading Association children’s rights are as follows:

1. Children have a right to appropriate early reading instruction based on their individual needs.

2. Children have a right to reading instruction that builds both the skill and the desire to read
increasingly complex materials.

3. Children have a right to well-prepared teachers who keep their skills up to date through effective
professional development.

4. Children have a right to access a wide variety of books and other reading material in classroom,
school, and community libraries.

> Keynote address

® Notice: The power point slides of this presentation may be downloaded from the website of the German
Association of Reading and Writing (www.dgls.de).

I am very grateful to Henrietta Dombey for polishing my English.
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5. Children have the right to reading assessment that identifies their strengths as well as their needs
and involves them in making decisions about their own learning.

6. Children who are struggling with reading have a right to receive intensive instruction from
professionals specifically prepared to teach reading.

7. Children have a right to reading instruction that involves parents and communities in their
academic lives.

8. Children have a right to reading instruction that makes skilled use of their first language skills.

9. Children have the right to equal access to the technology used for the improvement of reading
instruction.

10. Children have a right to classrooms that optimize learning opportunities.

Source: International Reading Association (2000).

In this presentation | define some rights of children in terms adapted to the databases of PIRLS
and PISA. The rights thus defined are both more general than IRA’s 10 Rights of Children to Literacy and
also more specific than the rights of children set out in the United Nations Convention. The Convention
states that the child should “grow up in an atmosphere of happiness, love and understanding” in the family
environment. Likewise one may claim that children should grow up in an atmosphere of respect, support
and individual encouragement in school environments.

A good framework for defining more specific children’s rights is offered by the UNESCO report
written by the Delors Commission on Education for the Twenty-First Century. The report states that
education plays an important role in the attempt of humankind to attain the ideals of peace, freedom and
social justice, and identifies four pillars as fundamental to education: learning to know, learning to do,
learning to live together and learning to be (Delors, 1998).

Based on these pillars | have outlined nine rights of education to literacy. They fall into three categories:

¢ ““Learning to know and learning to do”
1) Children have a right to parental support.
2) Children have a right to attend preschool or kindergarten.
3) Children have a right to favourable educational resources at school.
4) Children have a right to appropriate instruction based on their individual needs.
5) Children have a right to be supported by teachers.
6) Children who are struggling with reading have a right to receive intensive instruction from
professionals specifically trained to teach reading.
7) Children have a right to equal educational opportunity, regardless of social class, gender and
nationality.
¢ “Learning to live together”
8) Children have a right to favourable conditions in school to learn to live together in peace and
harmony.
e “Learning to be”
9) Children have a right to learning environments that help them to develop
positive self-related beliefs and confidence in their own learning abilities.

The procedure is as follows: For each right, possible indicators in the databases of the
international studies were identified. PIRLS and PISA offer a rich body of information about factors
related to reading achievement in various countries: pupil characteristics like reading habits, engagement,
gender, and socioeconomic status (SES) as well as information about features of the learning
environments at home and in school. In each case | will present the top three countries with the most
favourable scores on the indicators. | admit the arbitrariness of selecting only the top three: other countries
may not have significantly different scores from these.
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Because this is a European conference, | will consider only European countries participating in
PIRLS and PISA’. When looking at the results, three aspects should be kept in mind:

¢ Different countries participated in PIRLS and PISA, with only 13 countries participating in both
studies (with United Kingdom in PISA, England and Scotland in PIRLS).

o We have different databases: In PISA students and school principals completed a questionnaire; in
PIRLS students, parents, teachers and principals participated.

e The results from PIRLS and PISA are difficult to compare with each other: In PIRLS the student
is always the unit of analysis: the figures presented in the International Report (Mullis et al., 2003)
are the percentages of students to which a certain characteristic applies.

But PISA gives different kinds of information about results: percentages (sometimes embedded in
graphic information and difficult to translate into numbers), scale values and sometimes also index values
(with the average of zero and a standard deviation of one across OECD countries). Because percentage
measures are clear and evident, only these figures will be presented.

One word of caution is necessary: The data are based on self reports rather than external
observation and so there may be biases in the answers: teachers, parents and principals may answer
according to the social desirability of certain responses. Answers may be influenced by cross-cultural
differences in response behaviour (such as modesty), or there may be cultural differences in the meanings
connected to certain features.

RESULTS CONCERNING CHILDREN’S RIGHTS: “LEARNING TO KNOW AND LEARNING
TO DO”
Children have a right to favourable learning conditions at home and in school so that they
are encouraged and supported in learning to know and learning to do. Here, some contexts of
learning in home, preschool and school will be considered.

1) Children Have a Right to Parental support

The home is an essential context factor for children’s reading literacy. Parents are important for
fostering early language and literacy activities, providing literacy and cultural resources and activities and
as literacy role models. Both PISA and PIRLS demonstrate that there is educational benefit in home-based
access to literature and other cultural possessions. Involvement in literacy activities from an early age is a
key element of the foundation of future literacy.
The PIRLS data base offers three indicators for parental support:

Index of early experiences with oral and printed language

PIRLS used an index of Early Home Literacy Activities based on parents’ responses to the
frequency of the following activities they engaged in with their child prior to entry in primary school:
reading books, telling stories, singing songs, playing with alphabet toys (e.g., blocks with letters of the
alphabet), playing word games or reading aloud signs or labels (Mullis et al., 2003, 97).

PIRLS showed a positive relationship between reading performance and parents’ engagement in
early literacy activities with their children. Notably, children who were read to often had high reading
performance.

" European countries participating in PIRLS 2001 are: Bulgaria, Cyprus, Czech Republic, England

France, Germany, Greece, Hungary, Iceland, Italy, Latvia, Lithuania, Rep. of Macedonia, Rep. of Moldova,
Netherlands, Norway, Romania, Russian Federation, Scotland, Slovak Republic, Slovenia and Sweden.

In PISA 2000 the following European countries participated: Austria, Belgium, Czech Republic, Denmark, Finland,
France, Germany, Greece, Hungary, Iceland, Ireland, Italy, Latvia, Liechtenstein, Luxemburg, Netherlands, Norway,
Poland, Portugal, Russian Federation, Spain, Sweden, Switzerland, United Kingdom (Scotland).
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Index of home educational resources

Based on parents’ and students’ reports, an Index of Home Educational Resources was also used.
A high score on this index indicates: more than 100 books in the home, more than 25 children’s books,
presence of 3 or 4 educational aids (computer, study desk for own use, books of their own, access to daily
newspaper) and where at least one parent finished university (Mullis et al., 2003, 105). Students from
homes with extensive educational resources had higher achievement in reading. Children in homes with
many children’s books (more than 100) had higher reading achievement than homes with fewer than 10
children’s books.

Parents as literacy models

PIRLS assessed parents’ reading habits and attitudes. Students with the highest reading
achievement had parents who spent more than 10 hours a week reading at home (Mullis et al., 2003, 122).
Likewise students whose parents read for enjoyment every day or nearly every day had a higher reading
performance. This relates to parents’ positive attitudes toward reading. The Index of Parents’ Attitudes
Toward Reading is based on parents’ agreement with items like the following: “I like to read”, “I like
talking about books to other people”, “Reading is an important activity in my home”. The results are
presented in figure 1.

Figure 1: Results from PIRLS: Top Three Countries on Different Aspects of Parental Support

Countries with the highest percentage of students in terms of:
¢ high level of Early Home Literacy Activities:
England (83%), Scotland (82%), Russian Federation (66%),
international average 52% (Mullis et al., 2003, 97)
e high level of Home Educational Resources:
Norway (33%), England (27%), Sweden (26%)
international average 13% ( Mullis et al., 2003, 105)
e parents read at home more than 10 hours a week:
Bulgaria (27%), Scotland (27%) Norway and Sweden (both 23%)
international average 17% (Mullis et al., 2003, 122)
¢ high index of Parents’ Attitudes Toward Reading
Hungary (74%), Norway (73%) and Sweden (71%),
international average 53 % (Mullis et al., 2003, 124)

PISA provides three indicators from the students’ questionnaire, all correlated with reading performance:

Index of cultural possessions in the home
PISA asked students about possessions in their home related to classical culture, such as literature
and arts.

On a measure of participation in cultural activities, students reported on activities related to
classical culture, such as visiting a museum or art gallery, watching live theatre, or attending an opera,
ballet or classical symphony concert, communication on aspects of culture.

On a measure of frequency of communication, PISA asked students how frequently they
communicated with their parents on cultural aspects (discussing political or social issues; discussing
books, films or television programmes; listening to music together) and social issues (discussing how well
the student was doing in school; eating the main meal with the student; and spending time just talking). On
average, cultural communication shows a stronger relationship with reading scores than does social
communication (OECD, 2001, 147).

The results are presented in figure 2.
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Figure 2: Results from PISA: Top 3 Countries in Terms of Cultural Activities and Possessions

Countries with the highest levels of:

o cultural possessions: Iceland, Latvia, Russian Federation (OECD, 2001,144)

e participation in cultural activities: Czech Republic, Hungary and Latvia (OECD, 2001,146)
e communication on aspect of culture: Italy, Hungary, France (OECD, 2001,147)

2) Children Have the Right to Attend Preschool or Kindergarten

The transition from a family to a school environment is a big step in a child’s life. Preschools,
kindergartens or similar programs might be useful in helping children and to prepare them for school.
Furthermore these institutions offer children valuable opportunities to interact with peers. This is
important because in the modern family children do not have many siblings.

PIRLS revealed that the average reading achievement was lowest among students not attending
preschool and highest among those who attended for more than two years (Mullis et al., 2003, 130).
In the absence of qualitative data (how well do preschools work?) a quantitative measure was used: the
number of children attending preschool, kindergarten or similar programmes for more than 2 years (Mullis
et al., 2003, 130). The results are presented in Figure 3.

Figure 3: Top 3 Countries with Highest Percentage of Children Attending Preschool

Countries with the highest amount of children attending preschool for at least 2 years are:
France (88%), Hungary (86%), Italy (78%), with an international average of 40%.

Leaving the level of preschool and kindergarten we now move on to the school and start with
school resources related to the third right.

3) Children Have a Right to Favourable Educational Resources at School Fostering the Acquisition
of Literacy
An adequate supply of educational resources is an important factor in a favourable learning
environment, even if it may not guarantee high performance. For the acquisition of literacy the child’s
access to a wide variety of books and other reading materials as well as to computers in classroom and
school is essential. PIRLS and PISA assessed different aspects of school environment and resources.
PIRLS asked for the availability and the use of libraries and computers in classroom and schools.
Almost all fourth-grade students attended schools with a school library. More than half of the students also
had classroom libraries. Despite the widespread availability of classroom libraries teachers reported using
them relatively infrequently. Classroom libraries are under-used. In PIRLS there was a correlation
between the frequency of using a classroom library or a reading corner and the average reading
achievement (Mullis et al., 2003, 203ff). Concerning computer availability and use for reading instruction
there was a remarkable variability between countries (Mullis et al., 2003, 254). The following indicators
were used for our analysis.
From PIRLS:
e Students using a library in school every day (teacher report)
e Teacher reported that students used either a classroom library (or a reading corner) or school
library every day or nearly every day.
e Students reporting using a computer at school at least once a week
From PISA:
e Principals® views on the quality of educational resources at school
e PISA asked principals for the adequacy of educational resources, such as computers, library and
teaching materials, including textbooks, and multimedia resources for learning.
The results are presented in Figure 4.
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Figure 4: Top Three Countries in PIRLS and PISA Concerning Favourable Educational Resources in
School.

Results from PIRLS (%)

e Students using class or school library every day:
Russian Federation (68%), Slovenia (66%), Moldova and Netherlands (both 61%), international
average 44% (Mullis et al., 2003, p. 208)

e Students who reported using a computer at school at least once a week: England (67%), Scotland
(63%), Iceland (59%); international average 29% (Mullis et al., 2003, 212)

Result from PISA

e Highest on index of the quality of schools’ educational resources: Switzerland, Hungary, Belgium
(OECD, 2001, Table 7.10, p. 304)

4) Children Have a Right to Appropriate Instruction Based on Their Individual Needs

In PIRLS teachers were asked to complete a questionnaire and we learn much about the
organization of reading instruction, and the activities of teachers and students, as well as instructional
materials. Because of the absence of observational data, it is difficult to answer the question, in which
country do students receive the most appropriate instruction in terms of their individual needs?

Looking at the international data, the main results from the teacher questionnaire are: Teaching
reading as a whole-class activity was the most popular approach; about half of the students were reading
the same materials but at their own speed and another one-third were reading different reading materials
according to their reading level.

My assumption is that the organization of reading instruction might meet individual needs of
students when teachers report:

e using a variety of organizational approaches; and

e using different instructional material for students at different reading levels.

The answers of teachers on these organizational aspects of reading instruction were used as indicators.
The results are presented in figure 5.

Figure 5: Top Three Countries in Terms of Organisational Aspects of Reading Instruction

Results from PIRLS (% of students)

e Teachers reporting using a variety of organizational approaches:
Hungary (85%), Slovenia (84%), Norway (73%),
International average 46% (Mullis et al., 2003, p. 156)

o Students using different instructional material at different reading levels:
Scotland (89%), England (69%), Iceland (62%),
International average 32% (Mullis et al., 2003, p. 154)

The numbers for Hungary have to be handled with caution, because of the small data base (Mullis
etal., 2003, p. 156).

The PIRLS questionnaires for teachers and principals offer a multitude of bits of pieces of
information, elements of a puzzle about reading instruction that we have to put together. Using more
refined statistical methods we can put the elements in order and so construct a more coherent picture. Eva
Lankes, leader of the German PIRLS 2001 team, used the information given by teachers concerning
teaching methods, materials, organization of reading instruction, and activities of the students — namely
those features that may indicate a child-centred instruction. She included 8 European countries. By means
of Latent-Class-Analysis she identified 4 groups of teachers with 4 different instruction types, presented in
the different columns of table 1:

- no daily reading instruction in fourth grade
- teacher-centred instruction. Teachers use standardized reading material and teach the whole class
(esp. in Greece, but also in Italy, Germany and France).
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- individualized instruction. Teachers don’t use much structure or direct teaching. Children often read
children’s books. This type is most often seen in Sweden.

- children work in groups and have individualized methods but the instruction is teacher directed (very
often seen in England and Scotland).

Table 1 : Distribution of groups of teachers with different instruction types

= Teacher centered instruction Source: Lankes,
. Teacher directed, individualized instruction in aroups 2004, 561)
4 No daily reading instruction
Individualized instruction, child centred
sl | ‘ : ‘ .@
France Germany Greece Italy Nether-  Sweden  England Scotland

lands

According to the analysis done by Lankes in 8 selected countries, students seem to receive
individualized instruction in Sweden, England and Scotland (Lankes, 2004).

5) Children Have a Right to be Supported by Teachers

An important factor of success and well-being in school is perceived teacher support — the feeling
of the students that teachers encourage and support their learning. Students feel and do better if teachers
are interested in their progress and their problems.

In PISA students were asked to indicate the frequency with which teachers show an interest in every
student’s learning, give students an opportunity to express opinions, help students with their work and
continue to teach until students understand.

The relationship between student performance and teacher support turned out to be complex. The
correlation between the index of teacher support and performance is not positive in all countries, perhaps
because teacher support may be limited to the weak performers or because “supportiveness” may not be
an important element in teachers professional culture (OECD 2001, p. 162). Nonetheless, | think teacher
support is a goal in itself, regardless of the relation to reading performance. If we look at the data we find:
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Countries with the highest index of perceived teacher support are United Kingdom, Portugal and
Denmark.

6) Children Who Are Struggling with Reading Have a Right to Receive Intensive Instruction from
Professionals Specifically Prepared to Teach Reading

PIRLS asked teachers about the availability and the use of remedial or reading specialists or other
professionals (learning specialists, speech specialists, etc.) to help students having reading difficulties.
Internationally the vast majority (54%) of students were in classes where the teachers reported having
access to specialists (Mullis et al., 2003, 161). Countries where almost all students were in classes where
the teacher could call on some kind of professional assistance were Iceland, the Netherlands and Scotland.
Internationally about one third of students falling behind in reading are working with remedial or reading
specialists (Mullis et al., 2003, 163). Figure 6 presents the results.

Figure 6: Top Five Countries from PIRLS for Availability and Use of Remedial or Reading Specialists
(Percentage of Students)

o Availability of professional assistance:
Scotland (94%); Netherlands (93%); Iceland (90%),
international average 54% (Mullis et al., 2003, p. 161)
e Students falling behind in reading who worked with remedial or reading specialists
Iceland (82%), Sweden (77%); Netherlands (76%),
International average 31 % (Mullis et al., 2003, p. 163)

7) Children Have the Right to Equal Educational Opportunity, Regardless of Social Class, Gender
and Nationality

Acrticle 28 of the Convention of the Rights of Children states that children have a right to
educational opportunity. The big challenge for countries is to achieve jointly high overall student
performance and low disparities between socio-economic groups, between genders and between children
with and without a background of migration. The majority of statistical analyses provided by PISA are
dedicated to this topic. So | will only point out the key results:

The European countries that are most successful in softening the impact of socio-economic
background, and manage to combine a relatively high quality of student performance with relatively high
equality between socio-economic groups are Finland, Iceland and Sweden. This shows that schools and
education systems can succeed in moderating the relationship between social background and learning
outcomes.

Eliminating gender gaps in reading performance is another challenge. On average the difference
in performance between male and female in reading is 32 points (one third of the OECD average standard
deviation), with the lowest difference (about 25) in Spain, Portugal and Denmark. Several countries
combine low gender inequality with high performance including Ireland and United Kingdom (OECD,
2001, p. 125).

In PIRLS in all countries, girls had significantly higher reading literacy achievement than boys.
The international average was 20 points (Mullis et al., 2003, 30). Countries which combine low gender
inequality with high performance are Italy, Czech Republic and Germany (Mullis et al., p. 30, Bos et al.,
2003, p. 115).

Concerning nationality, both PIRLS and PISA found out that students who spoke the majority
language as their mother tongue outperformed those whose mother tongue was a minority language. In
most countries with a large immigrant population, students born abroad or with immigrant parents read
well below native students. With regard to educational opportunity of immigrant students the picture is
very complex because of different circumstances of their relocation: differences in social-cultural
background interact with differences in the effectiveness of the education system into which they have
moved. So no data are presented here because it is difficult to make valid comparisons.
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The rights referred to up to now have been concerned with learning to know and learning to do.
We will now turn to the next pillar of education for the 21* century ““learning to live together”.

8) Children Have a Right to Favourable Conditions in School to Learn to Live Together in Peace
and Harmony
Living together in harmony is not only an aim of education but also a means and constitutes an
important feature of school climate and a positive learning environment.
In the PIRLS data base 3 indicators are available:
e students reporting feeling safe in school
e alow level of incidence of violence
e principals’ perception of school safety.

Students were asked whether they agreed or disagreed that they felt safe in school. Feeling safe in
school is an important factor of well-being as basis for learning. As one indication for the level of violence
students had to answer “yes” or “no* to the question of being hit or hurt at school in the last month.
Principals were asked about the degree to which each of the following was a school problem: classroom
disturbances, cheating, swearing, vandalism, theft, intimidation or verbal abuse of other students, and
physical conflicts among students. This resulted in an index of Principals’ Perception of School Safety
(Mullis et al., 2003, 250).

If we look at the PIRLS results there is no linear relationship between the percentage of students
who agree/disagree with feeling safe in school and reading competence. However, students who disagree a
lot have the lowest average achievement. Students answering “no” to the question of being hit or hurt at
school in the last month had higher scores in reading achievement than those answering with “yes”. The
Index of Principals’ Perception of School Safety correlated with reading achievement (Mullis et al., 2003,
250). The results for the right to live together in peace and harmony are presented in Figure 7.

Figure 7: Results from PIRLS: Top Three Countries for Indicators of ““Learning to Live Together”

¢ Students reporting feeling safe in school:
Macedonia (87%), Romania (82%), Greece (79%)
International average 64% (Mullis et al., 2003, p. 247)
e Students answering “no* to the question of being hit or hurt at school in the last  month:
Norway (84%), Czech Republic (80%), Slovak Republic (79%)
International average 68% (Mullis et al., 2003, p. 249)
o High level of Principals’ Perceptions of School Safety:
Russian Federation (92%), Romania (87%), Moldova (76%)
International average 58% (Mullis et al., 2003, p. 250)

The PISA database offers the opportunity for choosing three further indicators:

o feeling a sense of belonging in school
PISA measured the sense of belonging based on students’ responses to 6 items describing their personal
feelings about being accepted by their peers and whether or not they felt lonely, “like an outsider” or “out
of place” (OECD, 2003 b).

e principals’ reports of student-related factors affecting school climate
PISA also studied the disciplinary climate in the school. Principals were asked to their perception of
student-related factors affecting school climate such as disruptive behaviour, students lacking respect for
teachers, and bullying of students as well as student absenteeism.

o students feeling positive about learning in co-operative situations
Since working in a team might be essential for future academic success and learning, in this section | will
also look at a further indicator for learning to live together: students feeling positive about learning in co-
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operative situations. PISA confronted the students with statements about whether they felt positive about
learning in co-operative situations (OECD, 2003, 44). The results are presented in figure 8.

Figure 8: Results from PISA: Top Three Countries for Indicators of “Learning to Live Together”

¢ Highest level of sense of belonging in school:
Sweden, Austria and Switzerland (OECD, 2003b, p. 20)
¢ Highest level of principals’ report of school climate:
Denmark, Czech Republic and Belgium (OECD, 2001, Table 7.2, p. 296)
e Students feeling positive about learning in co-operative situations:
Denmark, Portugal and Norway (OECD, 2003a, p. 110)

The next right refers to the fourth pillar of education “learning to be”.

9) Children Have a Right to Learning Environments that Helps Them to Develop Positive Self-
related Beliefs and Confidence in Their Own Learning Abilities

Both the Convention of the rights of the child and the UNESCO report pf the Commission on
Education for the 21st Century assert as a fundamental principle that education should contribute to the
full and harmonious development of the individual’s personality. Education has to ensure that everyone
has the personal resources and the intellectual tools to cope with the tasks of life, to solve his or her own
problems and shoulder his or her own responsibilities. Literacy is an important competence for
participating in the social, cultural and political domains of our society. Children and young people must
not only become literate, but, to make use of this competence, they also need to develop favourable
personality characteristics such as motivation and positive self-related beliefs.

PIRLS and PISA have shown that students who approach learning with a strong belief in
themselves and who read for pleasure outside school are more likely than other students to achieve high
scores on tests of reading literacy. But I think that positive self-related beliefs and confidence in one’s
own learning abilities are desirable as outcomes in themselves.

In this section of my presentation | will look at three indicators: the scores students have in:
- self-concepts in reading;
- reading for pleasure outside school; and
- self-efficacy — the belief in one’s own ability to overcome difficulties and to handle learning situations
effectively.

These scores are dependent on self-reports and it is possible that students react to these questions
differently, because of different cultural norms concerning modesty, scepticism or self-assertion. The
PISA team sees these difficulties but suggests that the strength of the student attributes referring to self-
concept in reading and self-efficacy can still be directly compared across cultures (OECD, 2003a, 39).
Let’s look at the self-concept data first. The results are presented in Figure 9.

Figure 9: Top Three Countries in Terms of Favourable Reading Self-concepts

Highest index of students’ reading self concept:

o PIRLS: Italy (56%), Sweden (54%), Bulgaria (52%),
International average 40% (Mullis et al., 2003, p. 263).

o PISA: Denmark, Ireland and Italy (OECD 2003a, p. 110)

The results for reading for fun outside school are presented in Figure 10.

Figure 10: Top Three Countries in Terms of Student’s Reading for Pleasure Outside School

PIRLS
¢ Students reporting reading for fun outside school every day or almost every day:
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Russian Federation (59%), Lithuania (53%), Iceland (52%),
International average: 40% (Mullis et al., 2003, 268)
PISA
¢ Students reporting reading for pleasure outside school daily for at least one hour:
Russian Federation (31%), Greece (29%), Poland (25%), OECD average 14% (source: OECD, 2001,
table 4.4, p.268 )

As figure 10 shows, there is internationally a remarkable drop in reading for pleasure outside
school between the ages of 10 or so and 15. Self-efficacy, the degree to which students believe they can
deal with learning challenges, even if they find them difficult, are highest in the PISA countries Austria,
Sweden and Scotland (Scotland was the only country of the United Kingdom that participated) (OECD,
2003a,110).

SUMMARY AND CONCLUDING REMARKS

I have reflected a long time on whether to produce and show overall country rankings on the
indicators used here for the review of children’s rights. At first | decided not to, in order to avoid this
winner/loser perspective, because the child, not the country should be at the centre of consideration.
However, | ended up deciding to show these rankings, because you can do it alone just by counting how
often a country has been mentioned. But this can only be done with caution:

e Self report measures may not be directly comparable. If indices are constructed, measurement
errors multiply.

e The indicators used here are not independent and may not be of equal weight.

e The distance between the scores of the top 3 countries and those of other countries may not be
significant.

With these dangers of interpretation in mind, we allocated one point for each mention of a country
as being among the top 3 countries for PIRLS and PISA-based indices. This process resulted in the
following scores for frequency of mention. (The results from the Lankes analysis are not included here,
because only 8 European countries were included).

Figure 11: Cumulative Results for the Analyses of the PIRLS and PISA Data

PIRLS

5 points: Iceland, Norway, Scotland, Sweden

4 points: England, Russian Federation

3 points: Hungary, Italy

2 points: Bulgaria, Czech Republic, Moldova, Romania, Slovenia

1 point: France, Germany, Greece, Lithuania, Macedonia, Slovak Republic
PISA

4 points: Denmark

3 points: Sweden, Hungary, United Kingdom/Scotland

2 points: Austria, Belgium, Czech Republic, Iceland, Ireland, Italy, Latvia, Portugal, Russian Federation,
Switzerland

1 point: Finland, France, Greece, Norway, Poland

What may we conclude? Each country should examine whether children are given appropriate
conditions in their environment and should take all appropriate legislative, administrative and other
measures to ensure the rights of their children to education.

The power point tool created by the PISA/PIRLS Task Force of the International Reading
Association may be helpful for discussing national reading achievement. The title is: National Reading
Achievement: Using PISA/PIRLS Data for Informed Discussion. It is located at
www.reading.org/resources/issues/reports/pisa.html.
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Members of the Task Force are Renate Valtin, Germany (chair), William Brozo, US, Maria
Lourdes Dionisio, Portugal, Keith Topping, Scotland, and Cathy Roller, International Reading
Association.

Let me close with a remark from the Delors Report of the Commission on Education for the
Twenty-First Century:

“Education is an expression of affection for children and young people, whom we need to welcome

into society, unreservedly offering them the place that is theirs by right therein” (Delors, 1998, 10).

The data from international studies may be used to examine whether the national educational system
supports young learners and whether or not a specific country offers a warm welcome.
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The 21st Century Reader: A Pioneer or a Victim?®
Danko Plevnik, Croatia

Readers today are under increasing pressure from different media while their freedom of choice is being
narrowed down. Some read not what they think they ought to read but what they are being made to read.
The weak readers are victimised by needs of a market. That is why it is not only important to make
reading popular but to create an infrastructure for life-long reading improvement. Knowing why and how
to read is more important than reading a lot — all the time.

It appears to me the golden age of a relaxed approach to learning how to read is far behind us. In
the Sarawak Jungle of Borneo, during the 1930s, the native women lying in bed and known as the
“sleeping dictionaries”, taught the English the indigenous Ibani language. This close reading was
gradually declining so that, already in the 1970s, Geoffrey Hartman (1975, 248) defined the type of
reading as “girl watching”. This kind of reading, as a “primitive waste of intellect”, was a forerunner of
the searching and browsing types of reading.

In the 21st century reading will be exercised by the assistance of the computer mouse, turning the
whole process into a navigation through Internet hypertext. Jacques Attali, in the preface to his book
Dictionnaire du XXle siécle, claims that “in the future reading will resemble navigation”, (Attali, 1998, 7)
and he makes similar predictions. However, the “navigational” reading will be just one of numerous types
of reading to master in one’s lifetime.

The German genius Johann Wolfgang Goethe realised a long time ago that it had taken him 80
years to learn how to read. And yet, he was still unable to say that he had fully accomplished the task. The
thing is, one shouldn’t spend one’s lifetime only reading, but also learning how to read. Every stage of
life, as well as personal growth, requires different types of reading. Nevertheless, regardless of what we
read and how pointless it seems, we should always have our brain engaged in the process.

Reading is primarily a neurological ability and cerebral grace. Christopher Stancomb, grandson to
the sister of the famous Croatian sculptor Ivan MeStrovi¢, was so dyslexic that he never mastered reading.
Some recent experiments have proved he could have succeeded had he started learning at the right time.
That is, regardless of a difference between inborn and acquired dyslexia, the neurological reading
mechanisms remain intact in both cases. This important discovery creates a boundless world of
opportunities for a dyslexic person. If activated promptly, this rudimentary mechanism could improve the
reading skills. Sally Shaywitz of the Yale University, the author of the differentiation study between the
genetic and more environmentally-induced type of dyslexia, maintains: “If you can provide these children
early on with effective reading instruction, these children can really learn to read”(Morris, 2003,9).

What was not possible in the past century now becomes a reality, owing to the benefits of
present-day technology. There is such a thing as the Reading Pen for Dyslexia that reads the written words
out loud. The hope that anyone can master reading skills is founded in modern science, technology and
education. Still, no one can guarantee a person will keep his or her skills in perfect condition right till the
very end. The Irish writer and philosopher Iris Murdoch, at the age of 80, couldn’t follow in the footsteps
of Goethe and verify the thesis on the life-long duration of the reading acquisition process, since as an
Alzheimer’s victim, she’d forgotten how to read. Her reading mechanism was irrevocably damaged, with
the methods of its stimulation and recovery still unknown. So, for each and every one of us there is a
unique and optimal reading period in life that we have to seize in terms of greater and longer reading
freedom.

Children encounter reading before they actually learn how to read, usually through the goodnight
stories read by their parents. The small pre-literate readers always want to hear the entire story, without
skipping details, let alone whole passages. This child-associated communal reading period is also found
among the grown-ups at the start of literacy. Listening to the priest delivering his sermon has always been
an integral part of religious faith. Thus was in the case of American President Woodrow Wilson, the only
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son of a severe Presbyterian minister. Wilson did not decipher the alphabet until the age of nine, and did
not read until the age of eleven. But he was fond of reading aloud in modulated tones and he liked to read
the same books over and over.

This is typical religious reading. Such determinist reading has grown into the logic of scripturalism.
The Bible or the book and the Qur'an or the reading book as holy writings, require reading inspired with
holiness. Jehovah specifically ordered Moses what to read. In the Holy Qur'an, Surah 75, Ayat 17 warns
us that reading belongs to Allah. As for St. Bonaventura, he considered the reading without inner
consecration to be without substance.

When he was about to commence reading, Niccoldo Machiavelli used to put on papal vestments.
The multi-faceted profane reading gradually rivaled the unambiguous sacred reading, for a long time
considered a heretic and subversive activity. As late as nowadays, the Roman Church still proscribes
certain books, albeit without burning them or their authors. And yet, if there is still a belief that one should
read only in the prescribed way, isn’t it a clear proof we haven’t completely outgrown the determinist type
of reading?

Viewed from a different angle, we are also driven to such conclusions by the oppression of free
writing. The President of the Kurdish Human Rights Committee, Osman Baydemir, according to the
reports of the Kurdish Human Rights Project in London (September, 2002), used in his article some
Kurdish alphabet signs. Instead of Turkish "Nevruz" he wrote a Kurdish version "Newroz". He was
immediately arrested and, along with five of his fellow Committee members, charged with the abuse of
the forbidden letters "w" and "0" in his brochures and leaflets. Readers can sometimes escape such
charges by claiming dyslexic disorders characterised by mixed up lettering. That Turkish courts are busy
with the "popularisation™ of reading is further attested by a 2003 case, when the appeal court confirmed
the verdict of a 15-year old boy sentenced to reading books.

PRIVISHING VS PUBLISHING

Regarding the duration of the reading life of the average man or woman, it’s quite easy to agree
with Leo Strauss: “We have to live with books. Still, life is too short to be spent but with the best of
them”(Strauss, 1990, 17). It's much easier to accept this statement than to define what the best books are.
When the illiterate king Charlemagne got satisfied of being read to from his own biography, he asked
monk Alkuin to read the monk’s cuisine recipes for him. To read the best texts is not merely a quality but
also a quantity issue. The weekend edition of The New York Times comprises more facts than the average
person in the 17th century England could encounter in his or her lifetime.

The traditional approach, as a democracy of dead literary tastes, defines the best of books in a
much more convincing manner than modernist, let alone post-modernist or even post-post-modernist
approaches. Book publishing has become a global business trend, creating free market space not for the
best but most profitable books. Publishing corporations generate not only mainstream writers but also
mainstream readers. What is to be read is no longer prescribed by the religious, ideological or educational
institutions. All the marketing power is concentrated at the hands of distribution companies.

The Nobel Prize winner Ivo Andri¢ wrote in the last century: “Regimes and governments of our
time can do a lot, almost everything short of one thing: they cannot make people enjoy writers they don't
like”. However, what the 20th century ideology was incapable of, will be made up for by the 21st century
consumerism. Guided by the compulsive global reading trend, all of us seem to devour the same read at
the same time: the young generation — Harry Potter, the grown-ups — the Da Vinci Code. We are
persuaded to read what the mass-media tell us to.

Writers no longer write books they want, but ones that bring instant success and long-term profit.
So writing is transformed into a quest for publicity, and reading into a sheer marketing echo. The former
National Vice President and present Co-Chair of the National Book Division of the National Writers
Union, Gerard Colby relates the self-imposed censorship to privishing, a phenomenon that marked its
début in the 1970s, and is now a symbol of “wise” publishing. It is illustrative of the way the publishers
“kill” books without the authorial knowledge or consent. This particularly refers to writers whose books
contain truths unpalatable to the dominant ideological or marketing trends. Unlike publishing, open to the
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public eye, privishing is utterly dominated by private interests, even at the cost of financial failure. The
publishers release a book that is not going to be read: “We privished the book so that it sank without a
trace” (Colby, 2002, 15).

To that aim the following mechanisms are employed. First, there are cuts in the expenses that
could prolong a book’s life. From the very start of the process there is no profit-creating formula for the
book in question. Furthermore, there are drastic cuts in the advertising segment. All the book promotions
get cancelled, which makes the potential later editions virtually impossible. Instead of creating a fair
market of ideas, instead of “giving books time to build a readership through good reviews and word-of-
mouth recommendations, conglomerates and chain bookstores demand quick, high-volume sales and
higher profit ratios, thereby shortening the books’ lifespans” (Colby, 2002, 15).

What readers want is an established value judgement instead of statistical information on
circulation numbers. Traditionally, this type of judgement is provided by libraries, book award institutions
and literary circles such as Chautauqua Literary and Scientific Circle (U.S.A.), which has been
recommending some dozen books per year ever since 1878. The biggest Internet bookshop, Amazon.com,
provides its titles with links referring to similar books and their reviews. It's getting more and more
important to buy a book than actually read it, since the so-called ghost readers do that instead of us.

Yet, readers do the most honest evaluation themselves, without media agents and commercial
interests involved. On the occasion of the World Book Day 2001, the Americans came up with the idea of
“bookcrossing”-, that is, leaving your books in a public place to be found and picked up by others, with
the idea of free and non-commercial reading. The trend was started by some people from the computer
branch in order to, metaphorically speaking, transform the whole world into a huge library, perhaps the
one Jorge Luis Borges dreamed about. Hundreds of thousands bookcrossers have so far released almost a
million books from their shelves. In this way reading has become more important than possessing a book,
and reading solidarity a new human standard.

Computer hackers push it even further forward, advocating a more active approach to reading.
The Finnish scientist and philosopher Pekka Himanen calls for more freedom for the very act of educated
reading: “Reading materials in a hacker-like way — reviewing and improving them, i. e. working on them
as well as your own motivation — is of much more help to those who practice it than the present way of
reading” (Himanen, 2002, 57). This, however, erases the line between the reading on one hand and content
interpretation on the other, since, according to Jonathan Culler, to read is to play the role of a reader; to
interpret is to postulate the experience of personal reading (Culler, 1982).

The modern reader’s refusal to continue playing a passive role by not allowing the text to
dominate him or her, foregrounds the issue of reading quality. If the “right reading” is realised through
the author’s textual intentions, then all the readers departing from the norm are in the wrong. Harold
Bloom thinks that nothing is achieved through the idealisation of reading or inferior attitude towards the
text. Therefore, the best thing to do is read in the wrong way, since only the wrong reading leads to new
readings. Reading is wrestling with the text, a kind of war where the reader defends his own inner-self
(Blom, 1975).

Wasn't it that Michel de Montaigne himself who confessed that regardless of the original language
of books, he communicated with them in his own specially devised language? It’s obvious that he too
favoured the “wrong reading”.

MEDIA CHALLENGES COME AND GO, THE BOOK STAYS
New technologies strongly favour the active reader. The electronic book is much more interactive

than the old-fashioned book. However, the reader’s hyperactivity does not abolish the need for a good
book. The media complement rather than exclude each other, meaning the reader will have to be more
independent and resourceful not only in choosing the right reading approach but also the right content.
Umberto Eco, an Italian of “universal sensibility” is a bit less in favour of the electronic, than the old-
fashioned paper book: “Books are still the best companions for a shipwreck or the Day After.” (Fahmy,
2003, 15). The author of the Name of the Rose considers the medieval cathedral a kind of permanent and
constant TV programme, whose encyclopaedic role was abolished by Guttenberg’s invention. The 20th
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century television was another assault on the book, threatening to replace the effort of reading by its
receptive superficiality.

Jonathan Franzen, one of the most distinguished young American writers, describes in his essay
collection How to be Alone (Franzen, 2002) this kind of TV temptation that stops him from reading. If he,
as a writer, can’t take off his eyes of the TV screen, how can he expect his readers to be any different? It
was only after he got rid of his TV that he managed to savour the joys of reading. In this respect he is
much like Marcel Proust, who, while praising the silent communion of readers, found his true fulfilment in
the actual conversation with his favourite authors. It is the very alienation of readers that’s become a
factor of “literary stability” and the freedom of choosing one’s own favourite reads. As a TV buster,
Franzen refused to participate in the Oprah Show, but is such a radical attitude always necessary? Later
on, he realised his mistake of ignoring the TV as a powerful reading booster.

Oprah Winfrey exerts a kind of suggestive power over her audiences, quite similar in its nature to
that of ancient gods over their prophets. Last year, Oprah’s Book Club pronounced Tolstoy’s Anna
Karenina one of the most beautiful love stories of our time, winning it a status of a favourite read in the
States. The book immediately found its way to the best-selling lists of The New York Times, USA Today
and Publisher's Weekly. Prior to its début on the Oprah Show, the novel had been published in pocket
editions only, with poor selling prospects. Since the show, millions of copies have been sold. In reality,
however, the readers are often cheated into buying books unworthy of intellectual attention, due to the
powerful TV propaganda. Sadly enough, popularity has become synonymous with quality. The good news
is that neither positive nor negative reviews endanger the reading need of those who want to read. But
what about those who don’t want to read?

It seems that the very notion of reading has been threatened lately as non-book media is replacing
the book. New and personal media, as proved by the Internet and mobile phone communication, determine
the reading form and motivation. Guttenberg’s reader had to read the full and unabridged text out loud
(this option being quite unacceptable for the present-day Turkish Kurds), for this was the only way to
decipher its true meaning. This type of book reader, raised on a similar tradition of manuscripts, couldn’t
just skip through the text and practice the nomadic reading described by Attali.

There is another thing too. The books have their own language that we refer to as literary
language. New media bring along their own ways of communication. The Internet and mobile phone
generation no longer uses the standard but rather a condensed and cryptic form of language, with separate
textual segments, denying in reality all the accepted notions of the text. There is no such thing as text
structure any more, and no central text as such, only the independent message structure. With the text
determining its reading method and public, and being more dominant than the message it carries, one may
sooner talk about its recipients than its readers.

Contemporary tabloids and web publishers have paved the way to detextualisation of reading. One
reads headlines, straps, sub-heads and callouts in bold fonts, while the text itself is being replaced by
illustrations. The electronic age has turned writers into “texters”, storytellers into commercial catch-phrase
makers, and text writing into filling the column space. Reading is a time-consuming process. The media
time is expensive and limited so the messages require fast reading. The communicational society of the
past is being replaced by a society advocating commercial information systems of the mobile phone
technology, such as SMS. Mobile phones are acquiring a multimedia dimension, keeping us in touch with
the world through its MMS and SMS services, whether it is of personal or global interest to us.

Telephone companies commercially back up this SMS-reading trend. A Slovenian mobile phone
operator, for example, invests more money in an advertising campaign than the public libraries are
allowed to spend on new books.

The trend of condensed writing will have a long-term effect on the culture of reading. The 21st
century reader will be a navigator of their own textual destiny. It’s a big risk but also a big challenge.
Unlike the reader of the past, not only are they faced with the choice of the book, its promotion and
evaluation machinery, but also the choice of the reading media. What media recommendations are to be
trusted as far as text quality is concerned? It is by no means an easy task to select from the global offerings
a text that may be of some relevance to us.
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Should they strive for a safer navigation, contemporary readers ought to stick to the text, enclosed
in the book form like a baby sheltered in its crib and stirred to life by reading. They will have to learn
about the media oceans and seas that they set off to sail on. Moreover, they’ll have to develop a clear
sense of direction and create their own routes, as was understood by Jean-Paul Sartre, who referred to
reading as a directed creation (création dirigée). A new reading is another chance for creation, an
opportunity to come up with new meanings, actions and our new selves. This does not imply the new
reader should renounce the old media completely but rather combine them with the new ones in order to
come near the ideal text.

The newest trend is the popularity of audio books (tapes, CD's and iPods) which redefine the notion
of reading and develop the hybrid "listener-reader”. The smallest iPod (the Shuffle) holds four books.
Although audio books represent only 3 percent of all books sold, the tendency of their usage is increasing
— thanks to children’s audio books and memoirs. To read Clinton's “My Life” through Clinton's mouth is
more relaxing. Visual reading requires one’s full attention, while auditory reading allows division of the
attention and does not stimulates the whole cognitive process. However, it would be wrong to
underestimate an audible reading because it opens the new dimensions of reading and creates new
opportunities for reading: during jogging, cooking, eating, car or bike driving, walking a dog ... It is much
more a time friendly reading.

It takes exactly this kind of diverse media competition, with various forms of textuality, to make
the ideal reader of this century more independent and creative than ever before, resembling in this respect
deaf Beethoven, who used to hear the music while reading his Ode to Joy.

REFERENCES
Attali, J. (1998). Dictionnaire du XXle siécle. Paris: Fayard.
Bloom, H. (1975). Kabbalah and Criticism. New York: Seabury.

Colby, G. (2002). The Price of Liberty. In Kristina Borjesson (Ed.), Into the Buzzsaw (pp. 15 — 35). New York:
Prometheus Books.

Culler, J. (1982). On Deconstruction: Theory and Criticism after Structuralism. Cornell: Cornell University.
Fahmy, N. (2003, November 6-12). Eco and the book. Al Ahram, p.15.

Hartman, G. (1975). The Fate of Reading and Other Essays. Chicago: University of Chicago Press.
Himanen, P. (2002). Hakerska etika i duh informacijskog doba. Zagreb: Jesenski i Turk.

Morris, B.R. (2003, July 10). Isolating why Johnny can't read. International Herald Tribune, p. 9

Strauss, L. (1990). La libéralisme antique et moderne. PUF, 17.

40



Literacy and Democracy

Helping Children Deal with the Issues of War and Conflict
through the Use of Children’s Literature

Gail Goss, Central Washington University, USA

Few individuals today are isolated from the devastating events of wars, terrorism, and various acts of
destruction. Adults have trouble processing these difficult situations. These events are even more
perplexing for children to try to understand. Children fear for their own safety, are confused about the
violence, and often have anger because of these episodes that they do not know how to handle. As adults,
we listen to their concerns and try to reassure them the best we can. There is another way to help. That is
by using children’s books that address these difficult subjects. Literature can be used to assist all of us in
gaining a common language for fostering more international understanding. “The conviction that
children’s books are the key to peaceful coexistence has spread through countries all over the globe and
spawned a growing worldwide network of people working in diverse environments and under disparate
conditions” (Lepman, 1964, p.7).

“Reading is . . . a way to broaden children’s conceptual backgrounds . . . by introducing them to a
variety of things, people, and places of which they might otherwise be unaware” (Hamlin, 1982, p. 62).
Stories have always been a way to convey information and messages to children about their world. All
cultures use stories to guide and shape their children and those stories have always played a role in
children’s psychological, social, and cognitive development (Creighton, 1997). Powerful books touch the
emotions of children, lead them to an expansion of their knowledge, and help to develop a grasp about
difficult issues. Books can help children begin to comprehend their fears, assisting them in developing
international understanding, and also in formulating some solutions to the issues.

There are many books written specifically to help children understand these troubling subjects.
Faithful Elephants (Tsuchiya, 1951) is one of those books. Chieko Akiyama in the forward (1988) writes
that “Building a world without wars has been the greatest ideal throughout history. Unfortunately, it has
never been accomplished”. That does not stop Akiyama, or many others, from “believ[ing] it is absolutely
necessary to work toward the prevention of war and the establishment of peace. . . . [The] continuous
sowing of the seeds of peace and the prevention of war [can bear] fruit. . . . Strongholds of peace have
been built in the hearts of adults and children when they realize the sorrow, misery, horror, and
foolishness of war” (forward).

The subjects of books published for children have changed through the years so it is now easier to
find ones that address the topics of war, terrorism, and acts of destruction. There are also numerous books
that help children visualise possible solutions to these issues and ways that they can contribute to changes
that lead towards more peace in their lives. Many of these books use an allegorical approach to help
children understand these complex issues. The symbolical or fantasy approach is often easier for younger
children to relate to as they begin to develop some understanding about conflicts and disagreements. This
is why stories, such as traditional folktales, fables, and parables, have been used for centuries to help
children grapple with many of the world’s realities.

When groups of books based on the same theme or topic are shared together, the stories have a
greater impact because the reader acquires a variety of perspectives and ideas about the same concept.
This article will share some books that deal with war and its effect as well as potential ways of working
towards peace. The books being shared are divided into three groupings, How War Affects Children’s
Lives, Escalating Conflicts, and Thinking About Peace.
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These stories can be used separately to help extend children’s understanding or used in clusters
because of their similarity of themes. When using a variety of books on the same topic, it is interesting to
observe the connections between the books that children make. What children see and are able to
articulate is always amazing. Starting with preconceived ideas on the part of the adult, structures the
outcome to an adult’s thought patterns. If peace is to be a reality, new patterns need to be tried; letting
children devise some of those ideas provides hope for a better future. The objective is to get the children
reading, then to begin discussing the connections. During discussions, children learn that others have
many of the same fears and concerns. This helps to alleviate some of their fright. If, at an early age,
children practice thinking in open avenues rather than past closed boxes, there is more of a chance for
putting an end to the types of terror that erupt so often in the world.

Sometimes the leader will need to get the discussion started. Some ideas for doing that with
reluctant groups might be to use the following suggestions. What does war do to the environment? What are
the losses in a war? Why do people apply negative labels to people different from themselves? What role
do those labels play in communication difficulties and to the escalation of conflicts? How have you stopped
the escalation of a conflict? In what ways are all people alike? Do children have rights during a war?

Possible research projects that can spring from the reading of these books would be to have class
members interview relatives or family members who may have gone through a war or a dislocation
experience. Use Venn diagrams to compare and contrast the treatment of different groups of people
during war versus under normal conditions. Research what started the wars in the various books. Interview
war veterans about their experiences and their thoughts looking back. The children will also have topics
they want to know more about; that is one of the advantages of groups of books on the same topic.

These books range in reading level from beginning readers up to middle grades. There is no
specific order for the use of the books; the group and the teacher’s objectives will determine that. Each
book discussed begins with bibliographic information and is followed by a brief synopsis of the story.
Hopefully these books and ideas will further Akiyama’s goal of sowing the seeds that encourage children
to work for peace.

BOOK SUGGESTIONS
Tsuchiya, Yukio (Trans.Tomoko Tsuchiya Dykes). (1951). Faithful Elephants: A True Story of
Animals, People, and War. Boston, MA: Houghton Mifflin.

The story, told by an old zookeeper, describes the euthanasia of the animals in the Tokyo Ueno
Zoo during the Second World War bombing raids on Tokyo, focusing especially on the deaths of the
faithful elephants. The elephants are the zookeepers’ favourites because of their wonderful personalities
and abilities to perform tricks. They are the last animals to be put to death causing their keepers to agonise
about the emotional costs of war. Such costs of war are seldom dealt with in children’s literature.

HOW WAR AFFECTS CHILDREN'’S LIVES

Many children have their whole world completely disrupted by wars. That is what happened to the
lives of the children in the books mentioned in this section.

Mochizuki, Ken. (1993). Baseball Saved Us. New York: Lee & Low. This book, about Japanese
interment camps in the United States during the Second World War, centres on a camp baseball team. The
parents in the camp decide a baseball team would provide their children with something familiar from
their former lives. How the camp builds the field and grandstands, obtains uniforms from mattresses, and
boosts the morale of everyone involved is explained at the same time as life in the camp is described. The
main character learns to play better ball because he does not like the guard in the tower behind the barbed
wire fence watching him play.

Coerr, Eleanor. (1977). Sadako and The Thousand Paper Cranes. New York: Penguin Putnam
Books for Young Readers. Sadako has contracted radiation sickness from the atomic bomb dropped on
Hiroshima in 1945. She believes that the act of folding one thousand paper cranes has the power to
restore health to an ill person. She folds 644 paper cranes before she dies. Her classmates fold the
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remainder so she can be buried with the required thousand. Today school children around Japan keep a
monument built for her in the Peace Park in Hiroshima filled with strings of folded cranes. This web site,
http://rosella.apana.org.au/~mlb/cranes/reslink2.htm#Books — Thousand Cranes Peace Network: Peace
Links and Resources — is built around the actions in the book and contains many activities and ideas for
children to participate in to promote peace.

Bunting, Eve. (1990). The Wall. New York: Clarion Books. Through visiting the Vietnam
Veterans’” Memorial in Washington D.C,. a son learns of the many losses he and his father have suffered
because of his grandfather’s death in the Vietnam War. The young boy was never able to know his
grandfather. Through the illustrations and text, the reader can feel the pain of that loss as visitors come
and go from the wall that holds all the names of those lost in the battles.

Pak, Soyung. (2002). A Place to Grow. New York: Scholastic Press. This story relates a family’s
needs to those of seeds. Both need safe, healthy places free from guns, oppression, and overcrowding in
order to grow. The story describes why families sometimes have to journey to other countries in order to
obtain safe conditions in which to grow as both the author’s and illustrator’s families did. The end pages
of the book map those journeys and show pictures of both families. The illustrations in the story change
from very colourful when the seeds and families are happy and receiving what they need to grow to
monotone during the times of wars, guns, and oppression.

Khan, Rukshana. (1998). The Roses in My Carpet. Toronto, Canada: Stoddart Kids. This story is
told through the eyes of a young, fatherless, Afghan refugee living in a camp full of mud, little food, and
great crowding. He is learning to be a carpet weaver so he can always take his skills with him. He will not
use the colour brown in his carpet because it reminds him of all the dirt in the camp. He does use the
colour of red to fill the carpet with roses so he can create some beauty. His world crumbles again when a
car hits his sister. After he learns that she will heal, he falls into an exhausted sleep and dreams of running
freely in a space the size of his carpet where the bombs cannot touch his family. This is timely book
addresses the issues of children caught in current war situations.

Ellis, Deborah. (2000). The Breadwinner. Toronto, Canada: Groundwood Books. The main
character of this story has to become the breadwinner for her family after her brother is killed and her
father is arrested because he was educated in England, leaving no males in the family. She cuts her hair
and dresses in male clothes because the fundamentalists do not allow any female outside alone. She faces
many challenges and dangers as she tries to save her family from hunger. Two other books follow the two
main female characters through their difficult times in Afghanistan, Parvana’s Journey and Mud City.

Winter, Jeanette. (2005). The Librarian of Basra. New York: Harcourt, Inc. The librarian at the
Basra library is concerned about all the books being lost in the coming Iragi war. To protect the books,
she begins carrying home as many as she can. Finally, others notice what she is dong and join in helping
her achieve her goal. When the war reaches Basra, the library is bombed and burns, but because of her
efforts many books are saved.

Creech, Karen. (2004). Heartbeat. New York: Scholastic. These words, which reflect a number
of children’s concerns, are written by the main character of Heartbeat in response to her teacher’s
assignment about the things the children fear.

Things | Fear:
| am afraid of war
Of shootings and murders.

Of other people killing our people
Because our people killed their people
On and on

Until maybe nobody will be left.

| am afraid of dying
And of my family dying. (p. 32-33)
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ESCALATING CONFLICTS
The titles in this section are about how conflicts affect the environment and disrupt lives when they
explode into full war.

Popov, Nikolai (1995). Why? New York: North-South Books/Zurich, Switzerland: Nord-Sud
Verlag AG. This wordless picture book begins with a frog peacefully sitting on a rock enjoying the
surroundings when a mouse pops up out of a clump of flowers. In an effort to obtain the rock, the mouse
begins beating on the frog. The frog and mouse each gather friends to help in the attack and counterattack
until the confrontation escalates into a full-scale war. The book’s final illustration shows the frog and
mouse surrounded by a blackened, devastated environment as they survey the once peaceful countryside
with dismayed expressions on their faces. Popov’s object when creating this book was to help children
think about how easily it is to be drawn into an escalating, senseless cycle of violence. He wants the book
to be a force of peace in the future.

Fox, Mem. (1996). Feathers and Fools. New York: Harcourt, Inc. A pride of peacocks and a
flock of swans live side by side in peace until one day peacocks begin to notice differences between the
two birds. The peacocks decide they should protect themselves and begin to manufacture weapons. This
means that the swans must do the same thing. Both groups begin to arm against an attack by the other
group and of course, the attack is triggered by panic when a swan flies over with nest building material.
All the birds are killed. The story ends with the hatching of one peacock and one swan who decide they
should be friends.

THINKING ABOUT PEACE
This grouping contains suggestions that encourage peaceful settlements of differences rather than an
escalations in hostilities.

Vagin, Vladimir and Asch, Frank. (1989) Here Comes the Cat! Cho™a N*et Kot! New
York/London:Scholastic. This almost wordless picture book was a collaboration between two writers and
illustrators, one a Russian and the other an American. Their story is about a cat approaching a community
of mice. News is spread by the mice passing on “Here comes the cat/Cho”a N”et Kot! in English and
Russian and by illustrations showing the shadow of a huge cat on the landscape. When the cat arrives in
the village, it has brought cheese for everyone. The story ends with smiles on all the mice and the cat
peacefully sleeping, indicating that former enemies can be friends.

Baker, Keith. (1990). Who is the Beast? New York: Harcourt Brace Jovanovich.

Various jungle animals are filled with fear as they attempt to describe different parts of an unknown beast
passing through their jungle. The beast is revealed to the readers as a tiger who asks the question “Who is
the beast? Who can it be? | see no beast. | just see me”. The tiger confronts each fearful animal
verifying how he and each of them share many similarities. The book leads the reader to consider why
they apply negative labels to others when in fact there are no great differences.

Morrison, Toni & Slade. (2002). The Book of Mean People. New York: Hyperion Books. Using
everyday occurrences in children’s lives, such as “shouting is a favorite thing of mean people” and
“mostly, mean people frown, the authors try to help children understand some of the contradictions in
their world. The bunny in the story gives the solution to handling the situations by deciding “I will smile
anyway”.

Munson, Derek. (2002). Enemy Pie. San Francisco, CA: Chronicle Books. The main character
tells his dad he does not like the new boy in the neighbourhood. His dad knows how to solve that problem.
He will bake him an ‘enemy pie’, but first the son must spend a day with his enemy and he must be nice to
him. He discovers the awful things he believed about his enemy are not true and the two become good
friends. The dad does bake a pie, but rather than an ‘enemy pie’, it is a cherry pie.

King Jr., Martin Luther. (1963, Ill. 1997). | Have A Dream. New York: Scholastic. This book is
Martin Luther King’s famous civil rights speech given in 1963 but illustrated in 1997 by award winning
children’s authors. One important idea from that speech that is appropriate to this topic of peace is his
statement “. .. we will be able to hew out of the mountain of despair a stone of hope . . . we will be able
to transform the jangling discords . . . into a beautiful symphony of brotherhood”.
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Hamanaka, Sheila. (1994). All the Colors of the Earth. New York: Morrow Junior Books. Bright
illustrations depict children as all the colours of the earth, sky, and sea. Examples include ‘roaring
browns, soaring eagles, and whispering golds’. The descriptions inspire connections, emphasising
similarities between everyone all around the world as well as connections to the elements of the earth.

Fox, Mem. (1997). Whoever You Are. Orlando, FL: Harcourt, Brace, & Co. This book in verse is
about the joys, loves, pain, and sorrows that are shared throughout the world. The concluding verse states
“But remember this: Joys are the same, And love is the same. Pain is the same, And blood is the same . . .
all over the world”. Everything mentioned and shown in the illustrations emphasises how alike all people
are throughout the entire world. The illustration are very inclusive of all cultures, religions, and living
dwellings.

Baskwill, Jane. (2003). If peace is ... New York: Mondo Publishing. The poetry in this book
contains things everyone can do for peace such as waving a hand in friendship and the making and
keeping of promises to one another. One excellent line states “Peace is a promise we make to one another .
.. kept always by you”. The ideas are items everyone is able to use on a daily bases.

Garrison, Jennifer & Tubesing, Andrew. (1996). A Million Visions of Peace: Wisdom From the
Friends of Old Turtle. New York: Scholastic. Ideas for world peace were collected by the authors in
response to their United States tour in their VVolkswagen “turtle car”. The contributor of each idea is also
the illustrator of that idea. This gives the book a child-like feel that will help children realise they too have
good ideas. The suggestions are varied, novel, and quite simple for children to try.

UNICEFF & Castle, Caroline. (2001). For Every Child: The Right of the Child in Words
andPictures. New York: Phyllis Fogelman Books & UNICEFF. The United Nations Convention on the
Rights of the Child is presented in this picture book. In the forward, Desmond Tutu states that “We can
make a difference if we are vigilant to create a new kind of society . . . where children’s rights are
respected and protected. Politicians ultimately offer what the people want. Let us tell them we want
peace and prosperity for everyone.” A different international, award-winning children’s artist illustrates
each convention with the illustrations depicting a variety of cultures and customs. The book provides an
excellent base for generating discussions about children’s rights and how those rights are often violated
during times of war.

WEB SITES
These are some current web sites that are useful to both adults and children for connecting with others

interested in promoting peace.

www.sol-plus.net/peace.htm Weapons of Mass Instruction: Anti-War Books for Young People.
This is an extensive site listing, by age level, providing details about a huge number of books on the topic
of war. The last entries lead to other sources on the same topic.

www.celebratingpeace.com/BooksForPeace.htm Young Peacemakers Club. This site is designed
to promote the skills of peacemaking and contains many different sections such as list of books, activities,
teacher’s resources, children’s drawings, and links to other peace sites.

www.global-ed.org/e4p/resource.htm Educating for Peace. There are classroom resources as well
as tips for conflict resolution and a list of links to other sources within the site.

http://rosella.apana.org.au/~mlb/cranes/reslink2.htm#Books Thousand Cranes Peace Network:
Peace Links and Resources. There are many activities and ideas built around peace that began as the
result of the children’s book Sadako and the Thousand Cranes.

www.ncss.org/resources/moments/610506.shtml  Trade Books for Reducing Violence. This list
from the National Council of Social Studies lists books dealing with violence and its consequences. The
titles begin with third grade and up through high school.

CONCLUDING THOUGHTS
Warren, Andrea. (2001). A Boy in the Nazi Death Camps: Surviving Hitler. New York:
HarperCollins Children’s Books. Jack Mandelbaum, the subject of this biography, was arrested and taken
to the Auschwitz concentration camp in Poland at the beginning of World War 11. He lost all the members
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of his family and 80 relatives of his extended family during the Holocaust. Although Jack’s story is grim,
he survived with the attitude to live his life with tolerance and forgiveness. This is his quote at the end of
the book:
God gave us the power to be good or evil. This is our choice. Because some pick evil, we must
work together to recognize and stop it. But while we survivors may lead the charge, we cannot do
this alone. It must be the goal of all people.
If we will join in this goal, then there is hope for humanity. (p. 127)

This makes an excellent goal for all of us as we help children grapple with the topics of this
article.

Quoting again from Akiyama’s writing in the forward to Faithful Elephants, “The biggest gift
adults can give to children is to make public the complete history of and the different viewpoints about
war, and to help them consider how we can realise the human ideal [of peace]”. Hopefully, some of these
books and ideas can move children toward that goal.
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The Relationship between Literacy and Power:
The Case of Literacy Practices in and out of School in
Karagwe, Tanzania®

Asa Wedin and Hogskolan Dalarna,
Central Stockholm University, Sweden

This article builds on a study carried out in Karagwe, Tanzania (Wedin, 2004). In the article I argue that
there is no direct positive relation between literacy and power but that the relation is complex. The results
from my study show that different types of literacy practices relate differently to power and authority but
also that there is an interaction between different practices. Through history individuals in some groups in
Karagwe have used literacy to manifest their authority while others, from groups that were perceived of as
low status, have managed to challenge existing elites and acquire access to power that traditionally they
would not have had. Today, the élites of the society use literacy to manifest and reproduce their authority
while members from groups that are perceived of as of low status, may use literacy to challenge existing
social patterns and attain better conditions for life.

INTRODUCTION

Literacy has often been assumed to be positively linked to democracy. However, literacy is not a
technical device that can have effects in and by itself; it is what we make with literacy that matters. In this
article the notion of literacy is used as a heterogeneous phenomenon and includes all uses of print. The
notion of literacy practices has been used as a powerful way of conceptualising the link between different
literacies and the social and cultural structures in which they are embedded (see, for example, Scribner
and Cole, 1981; Street, 1993; Barton and Hamilton, 1998). Literacy practices in this article refers to
people’s perceptions of literacy that are not directly observable but manifest themselves through
behaviour. Different literacies have different status and usually some literacies dominate others. There is
often a “standard” form which is perceived as “better” than others, usually the type of literacy taught in
and promoted by the school system. Power is, following Street (2001), not a property of the object but is
contested in dialogue and is always being changed and transformed. Literacy is often perceived as
positively related to democracy but the case of Sweden shows us that acquiring literacy skills does not
automatically imply getting access to power (Isling, 1991). The peasants in Sweden were made literate as
early as in the 16™ century but this did not in any way give them access to power in feudal Sweden.

During the years 1999-2003 | carried out research in Karagwe, which is in the north-west of
Tanzania, on the boarders with Uganda and Rwanda. Ethnography was used to build an understanding of
literacy practices in and out of school, that is people’s understandings of and perspectives on literacy. The
objectives of the study were to find bridges between literacy practices in homes, in school and in the
community to find ways to make literacy education more relevant and efficient. During five field studies
totalling nine months I observed and conducted interviews in different settings, such as primary schools,
homes, churches, offices and health care centres.

The roughly 500 000 inhabitants in Karagwe, the Banyambo, live scattered over the area relying
on farming using hoes, with plantain as the main staple crop and coffee as the cash crop. The area was
heavily affected by the streams of refugees from the wars in Rwanda and Burundi and has in the last ten
years suffered from draught and a drastic decrease in coffee prices. The Banyambo are multilingual with
Runyambo as the local language used in homes and in daily life, and Swahili as the official language used
in schools and in official settings. Most people are functionally bilingual in these two languages. Other
languages frequently used in the area are English as a high status language, mastered by very few, Arabic

® This article is based on a study financed by grants from SAREC and Hégskolan Dalarna in Sweden, under the
supervision of Centre for Research on Bilingualism, Stokcholm Unviersity.
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used by Muslims and Kinyarwanda. For a more extensive review of the linguistic situation in Karagwe see
Wedin (2004, in press-a).

Karagwe has changed during the last century from being mainly an oral society with advanced
forms of language use (see Wedin, 2004, in press-a), to a society where both literacy and orality are used
in different settings. Literacy was imposed through schooling of a Western type, which was infused by
Christian religion, by missionaries and German and British colonisers. This means that literacy in
Karagwe is heavily influenced by the history of education and Christianity.

The Banyambo do not very frequently use literacy in their daily lives and very few read and write
with good command. The main literacy practices are related to schools and religious life. Religious texts
are read and discussed in homes, letters are sent between relatives and friends and exercise books are
brought home from schools. A feature of these literacies is that they are usually shared. As texts are
usually written in Swabhili and discussed in Runyambo, most literacy practices outside school are
bilingual.

In my research I have found many different types of literacy practices. Here | structure them according
to their relation to power. | divide them in three groups, 1) dominant literacies, 2) semi-dominant literacies and
3) dominated literacies. (For a more extensive description of these see Wedin, in press-b.)

DOMINANT LITERACY PRACTICES
The first group, dominant literacy practices, consists of practices that are highly valued socially
and culturally and that are used to govern and regulate the life and actions of the inhabitants. These
literacy practices are prescribed by authorities, such as schools, and they are standardised and normative.
Form is more focussed than content and they are often examined and deemed “right” or “wrong”
according to formal norms. They are mainly in Swahili but also English is often used, although very few
understand English. As English has higher status, the use of English is often a marker of authority and
status. Runyambo is not used in these literacies. Dominant literacy practises are taught in school and the
most common literacy activity in classrooms is the testing of pupils’ skills. Extremely little reading, that is
taking meaning from text, and writing, that is conveying meaning to text, is done in classrooms by pupils.
We can use literacy practices in primary school to exemplify that form is more important than

content. The notice board in the headmaster’s office is one example. These boards are very homogeneous
across different schools, and typically contain the following:

e The time-table for all classes, of the dates for the school year and numbers of lessons per teacher

e Statistics about pupils (number, gender, number of disabled children and orphans) and teachers
(grade, year of exam, wage grade)
Tables of academic responsibility among the staff
Rules for the school
Table of school projects
Tables of other responsibilities, such as monitoring
The names of the persons in the school-board
Official letters from the District Education Office

These are in Swahili or English and are seldom read. The head master may have read them, some are
written by him/her, and other people entering the room do not read on the walls but finish their task and leave
the room. So why are they patched to the wall? We may get a hint if we look closer at some of them.

We may start with the school rules. One of them is always about language use in school, only Swahili
and English are to be used. (We should remember that most pupils master Runyambo but have only heard a
few Swahili words when they enter school.) Now this poster is in the headmaster’s room, the room where
Runyambo is most frequently used. The headmaster use Runyambo with visiting parents and teachers use both
Swahili and Runyambo in their communication with each other in school. Only pupils are punished if they use
Runyambo in school and they do not spend time in the headmaster’s office.

Another example is the time-table for the whole school. This is always irreproachable, according to
official regulations. It gives the number of lessons for each class and stipulated times to start and end the day.
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However, | never came across one single school day where what was stipulated in the time-table was in
accordance with lessons actually being taught. Teachers in Karagwe have many additional tasks that infere
with teaching, such as collecting statistics, visiting the District office, collecting the salary, carrying out
income-generating projects for their own family and taking care of own children. This seems to be officially
accepted, as a visiting inspector examining teacher’s planning books (which also follow given norms) is not
likely to comment on the fact that commonly only a few of the stipulated 6-8 lessons per day are planned.

From this we can conclude that the reason for attaching these documents to the notice board is not
that they should be read. Instead one might conclude that the main reason is to show obedience and
attention to superiors, although that does not mean that one actually obeys. In an authoritative system like
the Tanzanian school system, it is common that people show obedience but resist given regulations in
hidden ways, such as when teachers do not teach all stipulated lessons. (For other examples of resistance
see Wedin, 2004.)

Other types of literacies that refer to this group are the reading of the Bible and the Qur’an and
official letters. Religious readings are often done collectively and interpretations are carried out word for
word with introductions such as: Maneno ya Mungu yalikuwa ... ‘God’s word were ...” Official letters
carry high status and someone visiting an office should “come with a letter”, that is a letter with the
stipulated stamps and signs.

SEMI-DOMINANT LITERACY PRACTICES

The second group, semi-dominant literacy practices, constists of literacies that are prescribed and
initiated by authorities but used in the daily lives of the inhabitants to improve their economic or health
situation. These literacies are often in Swahili but also in Runyambo. The degree of normativity is lower
than in the first group and if they are examined they are more likely to be commented on according to
content than form. These literacies are mainly spread through community mentors and local leaders and
through different groups of, for example, farmers or women. More qualified group members teach their
fellows. People are taught, for example, simple book-keeping for projects or micro-loans, to plan meetings
and to write an agenda and the minutes.

Other examples of semi-dominated literacies are “clinic-cards” that are kept by mothers where
facts about pregnancy and infants are written down. These are filled at the monthly “clinic-days” where
mothers collectively meet a nurse, and they are usually carefully taken care of by the mothers. Examples
of religious literacies that I refer to this group are the reading of religious pamphlets in Ruhaya. Ruhaya is
a neighbouring language that is intelligble by Runyambo-speakers. | also refer personal letters to semi-
dominant letters. These commonly follow given norms but the form is not commonly examined. In many
cases letters are written or read with the help of mediators. This means that people who do not know how
to read or write still produce and receive letters by using other family members or neighbours.

Important differences between this group of literacies and the first, dominant literacies, is the
focus both on content and form, and the use of language — Swahili and Runyambo are languages with
lower status. The book-keeping of a micro-loan project is likely to be assessed by a local leader but rather
on the outcome of the project than on formal features.

Children bring their exercise books from school and may use them in another semi-dominant
literacy practice. If there is time between duties in homes, children may sit together, elder children reading
for and teaching younger ones. Also adults may ask a school child to read for them. This is thus an
example of school literacy practices being used in homes.

DOMINATED LITERACY PRACTICES
The third group, dominated literacy practices, are not used in communication with authorities, nor
are they prescribed or explicitly taught in school. The level of standardisation is low and a multitude of
languages are used, Swahili, Runyambo and English are the most frequent but also languages such as
Luganda, Kinyarwanda, French, Arabic, Japanese, Chinese, Danish and German may be found.
“Swahilisation” of English words is common, for example, beikeri, for bakery, and saloni, used
for hair dressers. One example from this group are decorations of different types, mainly used in homes,
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churches and bars. They vary from words of wisdom to the use of written materials, such as school
children’s school books and newspapers, to create garlands and imaginative shapes. These decorations are
often dyed the same way as grass is traditionally dyed for plaiting. Also mud in different colours may be
used to decorate walls in homes with words such as “LOVE” and “Yesu”. In this way traditional ways of
decorating houses have incorporated written text. More “modern” types of decorations are wall-calendars
and papers with sayings attached to walls. One popular type is emota, decorated papers with written words
of wisdom. These are rare in schools.
Other types of dominated literacies are:

e Chitabu cho bosika (a book where shares of an inheritance are written)

e A diary for important occasions which is kept in some homes

e Advertisements such as: Tunauza soda bei nafuu, “We sell soda low price’, or Tunatoahuduma ya
kufua na kunyosha nguo, “‘We assist with washing and ironing clothes’
Writings on walls and doors such as Stoo ya baba, ‘Fathers store’ and Bafu, ‘Bath-room’
Sayings printed on kanga, a type of cloth used mainly by women.
Signs on buses and small shops
Secret letters

Secret letters are referred to this group. Banyambo generally have many personal secrets and have
developed sophisticated and intricate ways to exchange information secretly. In the extended family many
generations and co-wives live together and members are anxious to keep secrets. A husband and a wife
would typically be anxious not to reveal eventual economic resources to each other. The husband fears
that the woman would waste money if she got to know his resources while the wife fears that the husband
would stop supporting the children with clothes and schooling and give this to the children of his other
wives if she revealed her resources to him. In this interactional pattern, secret notes and letters are
important. These are either delivered personally, by a child or another trusted person.

CONCLUSIONS

The study of literacy practices in Karagwe has made the links between power and literacy more
visible. These links, referred to by, among others, Gee (1996), Street (2001) and Barton (2001) are
obvious also in Karagwe. However, while Barton identified two types of literacy practices in Lancaster
(Barton, 2001), | have identified three which I call dominant, semi-dominant and dominated. Both the
dominant and the dominated literacy practices share similar characteristics to the ones described by
Barton, prescribed and standardised versus low valued and non-formal. However, in the case of Tanzania,
people have also developed forms that give them tools to challenge existing authorities and search for
improved life conditions, what | call semi-dominant literacy practices. The different types of literacies
relate differently to power and authority and may be summarised as in table 1.

Table 1: Relations between Different Literacy Practices in Karagwe

Dominant literacies Semi-dominant literacies | Dominated literacies
Relation to Prescribed by Prescribed Less valued
power authorities
Focus Focus on form Focus both on content and | Focus on content
form
Learned Supposed to be learned | Learned in semi-formal Learned in informal
in formal settings and in informal settings settings
Language In Swahili or English | In Swahili, English and In a multitude of
Runyambo languages
Standardisation | Standard forms Both standard and non- Non-standard forms, local
standard forms, code- norms
switching is common
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As is illustrated in Table 1, semi-dominant literacies may be perceived as a stage on a continuum
from dominant literacies to dominated. Most literacies have social, cultural and economic functions but
when it comes to main functions they differ. | claim that the first group, dominate literacies, have a main
function to test and sort people and thus to maintain authority. The second group, semi-dominant
literacies, mainly have a developing function, in the economic and health fields. The third group,
dominated, mainly have aestethic and personal functions. One may claim that there is a potential for
liberation and resistance not only in the semi-dominant literacies but also in dominated literacies as people
use them in their struggle with their harsh conditions of life.

However, the relation between literacy and power is more complex than that. People use literacies
from all groups. Low educated people and poor peasants from rural villages may also use dominant
literacies. They occasionally read a newspaper or write a formal letter to apply for aid. In this case they
often use mediators such as an educated relative or neighbour. This means that at the same time as
authorities maintain their power by using dominant literacy practices, poor people challenge or resist
authorities using the same literacies with the help of mediators. Thus there is constantly an interaction
between different groups of literacies in both directions, both top-down and bottom-up.

Thus I argue that people did not only passively receive literacy as it was imposed on them but that
they have also made literacy a tool in their struggle for life. | also argue that literacy has been used, and is
still used, both to create new élites and to reproduce existing ones, both to manifest existing social orders
and to challenge them. Through history members of the old élite, the king and his family, got hold of more
power through the literacy brought by Westerners at the same times as some individuals from groups that
traditionally were perceived of as low-status, such as women and young people, have been able to use
literacy to contest the social order and acquire access to power.

The conclusion is that in the history of Karagwe, no less than in the history of Sweden, there is a
simple positive link between literacy and democracy. In both cases it is clear that literacy can be used to
attain authority as well as to reproduce authority. If literacy is to be the tool for liberation and democracy
it is claimed to be, it is essential that the decision of what constitutes “good literacy”, including norms and
restrictions, is in the hands of ordinary people and not only in the hands of the élite. This includes power
to choose standards, such as what language is to be used for literacy, and political control over education,
the mass media and economic funds for printing and editing.
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Literacy and National Minorities

Using the Storyline Method in Teaching Finnish as a Second
Language

Heini-Marja Jarvinen, University of Turku, Finland

Teaching the majority language of a country to recent immigrants with another first language is a
multifaceted task. It consists not only of the teaching of the language itself but it has to incorporate other
factors as well in order to facilitate the adaptation of recent immigrants into the new community and to
equip them with sufficient competencies to become fully functioning citizens in the new country. A
comprehensive language-teaching programme should take into account to the cultural, social and political
aspects of the target community.

A programme with the aim of providing a new community member with competencies which enable
them to be ‘good citizens’ but does not value and consequently take into account their first culture, the
knowledge, skills and language skills that immigrants possess when they arrive at the new country, can
only succeed partially and may bring about maladaptation: a number of social and psychological problems
that cause a lot of suffering at an individual level but also at the societal level.

The task of teaching a functional second language to a minority group from a number of
backgrounds with a number of first languages and other individual dispositions is a lot more demanding
one than that of teaching foreign languages to a linguistically and culturally homogeneous group. This is a
new situation for a previously culturally and linguistically homogeneous country, such as Finland, a fairly
recent object of immigration. The teaching of a second language in Finland has traditionally consisted of
teaching the two official languages of the country, Swedish to Finnish-speaking children and Finnish to
Swedish-speaking Finns. Thus, the context of teaching a second language to citizens of one country, with
a long-standing common history, similar values and cultural background is very different from teaching
Finnish to recent immigrants with vastly differing backgrounds.

From this point of view, the teaching of a second language has to incorporate features other than
the traditional components of language teaching, such as grammar, vocabulary and the four skills of
speaking, listening, reading and writing. In addition, it has to be based on both the teaching of first
languages and the teaching of foreign languages.

In this paper, | will focus on teaching Finnish as a second language to immigrant students using
the storyline method. My focus will be on discussing the storyline as a flexible framework, which can
incorporate a number of aspects by means of which it can be applied in the instruction of a second
language to students from different cultural, social and political backgrounds. The questions that are dealt
with in the present paper are based on a survey conducted on Finnish as a second language teachers
(Jarvinen, 2005; Kaartinen, 2005), on models of intercultural communication (the ICOPROMO model),
and on theories and methods of second and foreign language learning. The remaining part of the paper
will first discuss the key principles of the storyline method and then address the relationship between the
storyline method and language learning and teaching. In particular the following issues will be dealt with:
How can the storyline support the learners’ cultural background and previous experiences? How can the
storyline method provide for effective second language learning?

WHAT IS THE STORYLINE METHOD?
The storyline method was originally developed for the teaching of an integrated curriculum in
Scotland in the 1960s and 1970s. It was developed by Steve Bell and used primarily in teaching
environmental education. The storyline method uses creative, experimental, active hands-on methods in
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instruction, such as visual arts and drama, but it also relies heavily on the learners’ existing schemata in
building knowledge. So far, the storyline method has been more popular in teaching non-language
subjects than in language teaching, but a Comenius project set out to find new ways of applying the
storyline in teaching second and foreign languages. (Lindberg, 2000).

Constructivist Notions of Learning

The storyline approach draws on constructivist ideas about learning. The learner’s role is a very
active one, whereas the teacher’s role is less central. This is not entirely true, as the teacher is in fact in
charge of providing the storyline framework, a skeleton upon which the students add the “flesh’ or
content. The teacher designs a sequence of events and provides the thematic thread. The teacher provides
a good model for the students and introduces their work by posing key impulses, questions, problems or
other triggers for activities. The students then set out to solve these problems creatively, first by
generating hypotheses, and then by testing their suggested solutions against research evidence.

Story Framework

The sequence of the key questions creates a logical story, which the teacher has planned and in
which s/he has incorporated the curricular content to be covered. The students are then gently encouraged to
work within these guidelines by activating their previous knowledge on the key question, and by setting up
hypotheses about the topic to be learnt. Thus, the learners feel that the storyline is their property and they feel
confident and secure in the learning process. The learning that they are engaged in is optimally
individualised as the learners work within a clearly defined context as they are engaged in relevant activities.

Learning to Learn
In the storyline approach, the learners’ process of learning is emphasised. As the learners initiate

their own processes of hypothesis-formation and research, they are not confined by any premeditated ways
of working, but instead are encouraged to find the ways that best suit them. The goal is an independent,
autonomous learner who is aware of the strategies that s/he has and can use them in a coherent manner,
selecting those strategies that are commensurate with the task at hand. In Steve Bell’s words:
“In Storyline we try to model the study process in everything we do:

we start from the known

we design key questions

we create a hypothesis or model

we test the model against research evidence

we adapt our model according to the results

we review what we have done” (Bell, 2000)

Feelings and Respect

A very important element of the storyline is the emphasis on feelings of security and respect. The
storyline calls on personal involvement through the learners’ identification with the characters of the
storyline. The students create the characters and their identities, and at the same time they reflect their own
identity in the process. This is one of the strengths of the storyline approach that makes it a viable method
for teaching multicultural groups. There is a chance for the learners to reflect upon their background and
experience and value their past, their first language and their culture. At the same time, there is a chance
for the learners to create a positive and highly individual learning experience about the new culture and
the new language. The learners are not forced to adopt the majority culture in a manner that does not suit
them. It is thus more likely that the experiences with the new culture and language are less violating and
less inhibiting to their learning of the language and adaptation to the new community. The chances of
becoming a fully functioning citizen in the new country are probably better.

The products of the storyline, the friezes, models and other artefacts are treated with respect. The
following quote (Bell, 2000) shows how storyline creates emotional involvement, which in turn may
evoke a powerful holistic learning experience: For example if | were to approach a frieze of a row of
shops made by groups in a class and pretend to be a graffiti vandal and threaten one shop | would
immediately get an angry response from the creators of that particular visual. | would, of course, never
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deliberately damage something a child has made but the threat is enough to stimulate a strong reaction.
Similarly I can explore the feelings of those whose shops have not been threatened.

The following example shows how the storylines can accommodate different cultural
backgrounds. In a multicultural group, this can be used to activate, share and value cultural variation. For
example, the concept of a family varies from the North-European concept of a small and fairly isolated
nuclear family to the African family consisting of a large number of relatives.

As teachers we are expected to teach and discuss about families and family relationships. Talking
about the real families represented in the classroom can often be very difficult and maybe even
embarrassing for the students involved. Using the visuals of an imaginary family created as part of a
Storyline is always effective. Children with no father / mother at home can create the family they have or
the family they would like to have. The relationships between father and son, mother and daughter etc can
be explored, and family rules designed. Friendships can be developed and dislike can be discussed openly
and in an unthreatening atmosphere. (Bell, 2000).

The storyline structure and the assigned roles make it possible for the immigrants to act out family
roles that are typical of their home cultures. In addition, they have an opportunity of experimenting with
and experiencing new family roles, such as the Finnish ones, typical of their new home country. This
experiential enactment of the two family concepts in a playful and safe environment — both of them
different but yet equal — is likely to add to the understanding of the new culture and society and facilitate
the transition and adaptation to the new culture and its values.

The Storyline Matrix

The storyline does not primarily rely on textbooks for learning, although a variety of resources,
such as encyclopaedias, the Internet, dictionaries and textbooks, are available for the learners to do
research to verify their hypotheses. Storylines typically use matrices in which columns are reserved for
episodes, key impulses, tasks and activities, artwork, etc. The matrix is the teacher’s planning aid. The
following storyline design (Figure 1) is a modified matrix showing how the storyline progresses from one
episode to another, introduced by key questions leading to student-generated hypotheses and research. The
key questions are formulated on the basis of the episode. For episode 1, potential key questions might be:
What is a planet? What do you think it looks like on another planet? The first and second episodes
provide the setting and the characters for the events to take place, and the following episodes develop the
plot. Each episode integrates a number of subjects, and a selection of resources that are available for
finding out information about the research questions that the learners have formulated in connection to
each episode.

Figure 1: An example of a storyline matrix (http://www.storyline.org)

Topie Line - Logiral and Marrative Sequence =

Epdsode 1 Episcde 2 Epdsode 3 Episcds 4
DEstioe Cuestices estioe Destiore
Space Abduction

Settitig: Character: & Way of Life: Ewents:
Another Flanet An Alien Being & Day/Week inthe  Aliens Abduct
Life of an Alien 4 Classtrates
language LSrts Langua oe Arts Tirre Math
IMewspaper Biographies The Arts IS:FBEE Trawel
Artinles Stories Drarra Lrratities
Snierice Sniefinge Filrns Different Cualtures
ce Trawvel Hurman Physiology  Musie
fiets Soieroe
Solar Systern Spaceship Design
Geopraphy
Maps
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THE STORYLINE AS EFFECTIVE LANGUAGE LEARNING

Story Grammar in the Storyline

The storyline method is about stories. Very young children have the prototype structure of a story
stored in their memory, because they have been told fairytales. In other words, they know that they are
going to hear a fairytale, when they hear or read the words: “once upon a time...”. This is the beginning
script that triggers the story script in the recipient’s memory. The recipients also know that there is a
setting of the story: a certain place and time, which form the background of the story, and the key actors
whom the story is about. The children know that there is a chain of events in the story. Each event
contains a problem which has a solution and the event is completed. Another event takes place and then
another until the story comes to an end. The end of a fairytale is signalled by certain words in the story
script: “and they lived happily ever after”. This structure is called story grammar, and the storyline method
uses the memory structure of a story that the children already have to teach them new content and
language (Rumelhart, 1980).

Drama and Role-play

The storyline method provides a lot of opportunities for drama activities. The whole storyline is
actually a drama, consisting of separate acts and acting out roles. Some of the role-plays have scripts;
others are free and open for the students’ creativity. The more guided role-plays follow the principles of
communicative language teaching, such as realistic context, authentic language, learning language for use
outside the classroom, and processing whole texts on-line.

Communicative Language Teaching

The storyline provides opportunities for the practice of functional language, that is, chunks of
language with certain functions, such as greetings, introducing people, identifying oneself (for beginning
learners) and making promises, sharing wishes, hopes, desires and problems and making excuses (for
more advanced language learners). The storyline provides a context, not an authentic one, but one that is
embedded in a story structure, resembling true life. The storyline can be adapted to a number of various
contexts and language learning goals.

The Common European Framework

The storyline method is adaptable enough to cater for all levels of language proficiency, from the
beginning A level dealing with the personal domain and modest language learning goals up to the highest
C levels with a high level of linguistic competence and the knowledge of a great number of sociolinguistic
conventions and an advanced pragmatic competence. The action-oriented approach that the Common
European Framework (http://www.coe.int/t/dg4/linguistic/CADRE_EN.asp) advocates and which is
apparent in tasks with associated texts and strategies is easily and satisfactorily implemented in the
storylines. In the Finnish curricula, the target level for Finnish as a second language is B2 (www.oph.fi)

Language Skills

The storyline approach provides multiple opportunities for oral work as well as reading and writing. At
the beginning stages of language learning, the students benefit from spoken activities, such as introducing
oneself, acting out short role-plays, such as buying ice cream, simple descriptions, such as describing the
fictitious family and their house. At more advanced levels of language learning the students are involved
in reading and writing activities from different registers and genres, using elaborate cohesive devices to
produce text for a number of different contexts, such as writing (and delivering) a speech at the hotel
opening, writing a newspaper article, or writing an application or a complaint.
Vocabulary Learning

The storyline approach provides plenty of opportunities for vocabulary learning in which recent

findings about human memory for vocabulary learning, storage and retrieval can be applied. Lexical items
are best stored in groups of all kinds. Words can be grouped on the basis of thematic or structural
principles. Hierarchical groupings are known to aid conceptual thinking; antonyms and synonyms are
likely to be stored in the same place in the memory (Kristiansen, 2001). Their memorizing is enhanced if
they are taught together. A storyline dealing with farms or shops or hotels offers natural vocabulary for
semantic webbing, i.e. grouping words, such as farm animals, fruits and vegetables, shops, items in the
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shop windows, ice-cream flavours, etc. A hotel storyline provides a hierarchical schema for people
working in a hotel. Words can be registered in individual dictionaries; they can be stored in word banks
and recycled in games and quizzes.

Learning Styles and Strategies

The storyline approach is flexible enough to provide room for all types of learners. It is an active
method with plenty of movement and kinaesthetic activity for young and kinaesthetic learners. There is
ample use of visuals (e.g. friezes). Listening is important in dialogues, role-plays and following
instructions. Listening to taped material is also possible, such as radio and TV commercials, weather
reports, airport announcements, etc. The choice of a role to be worked on allows for individual use of
strategies. A shy person may create a similar role but it is equally possible that the character is the
opposite of the learner, a very vivid, active one. The role offers a mask that releases the real person to
adopt a new personality. In the case of teaching Finnish as a second language, the learner may try out the
role of a Finn, or act out their ethnic identities, or even both.

Learning strategies can be explicitly taught using the storyline method. Classifications, communication
strategies, compensation strategies, memory strategies, social and affective strategies (see e.g. Oxford, 1990)
can be taught e.g. by modelling. The teacher may model a strategy by reading a story about successful use of
a strategy. The text may be an analogy, such as climbing a mountain with all the phases, including planning
and preparing for the climb, overcoming obstacles while climbing and feeling happy after reaching the top.
This analogy teaches the students the importance of goal setting, planning, monitoring learning in progress
and finally evaluating the outcome of learning. Scaffolded (for the concept of instructional scaffolding, see
e.g. Wood et al., 1976) activities for planning a roundtrip to a holiday resort, solving small problems along
the way and finally evaluating the result might function as storyline activities to teach metacognitive
strategies. A new opening for teaching Finnish as a second language would be to use native speaker peers as
partners in educational dialogues or small-group work. In this way, the zone of proximal development would
be created and the learning of the Finnish language would be optimised.

CONCLUSION

It is obvious that the storyline itself is not a method that would cater for all aspects of teaching of a
second language. The method does not incorporate effective teaching of formal features of language, such
as grammar, and it does not provide focused instruction in accuracy training. The language input is
primarily created by the learners, so there is little or no input from outside sources, such as native
speakers, textbooks and other written material, which would allow for implicit learning to take place. On
the other hand, second language learners have access to ample amounts of the second language outside the
school and they can learn a lot from it if they want to.

The strengths of the storyline method are the flexible framework that it provides for many kinds of
language learning. For immigrant learners of Finnish it may work as a therapeutic tool that helps them not
only to adapt to the Finnish society but also to become empowered citizens of the society.
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Multilingual Literacy

Multilingualism in Israel: Literacy in 3+ Languages

Shlomo Alon, Hebrew University in Jerusalem and
Ministry of Education, Israel

Israel has a long tradition of very complex and ever-changing multilingualism. More than two thousand
years ago, a pattern of triglossia had emerged, with Hebrew, Greek and Judeo-Aramaic, all playing
meaningful roles. Hebrew was used for religious and literacy purposes, a Jewish language for other home
and community functions, and one or more ‘co-territorial vernaculars’ for communication with non-Jews.
The present pattern of multilingualism in the region started with the return of Jews to Palestine in the
middle of the 19th century. The subsequent revitalization of Hebrew and its growth into a national
vernacular, has guaranteed continued linguistic complexity. By the close of the 19th century, Palestine
was already undergoing a change in its multilingual pattern. The language of government was Turkish.
Town-dwellers and peasants spoke local dialects of Arabic. Classical Arabic was the written language of
the educated elite. European languages were being introduced and encouraged by Churches and powerful
foreign consuls. French had an important status, and German was supported by government language
policy. Most of the large number of Jews who started to arrive from Eastern Europe in the middle of the
19th century spoke Yiddish, but also Russian, Polish and Hungarian. In contact situations like Jerusalem,
bilingualism developed and changed rapidly. Many Arabs were developing spoken proficiency in Yiddish,
spoken by Jews with whom they were doing business.

Jewish nationalism in the latter part of the 19th century took two paths: a non-territorial cultural
nationalism that chose Yiddish as its language, and a territorialist socialist movement that aimed to
develop a new Hebrew man, speaking Hebrew in the newly-redeemed land. The battle between the two
ideologies and languages was fought in Europe and in Palestine, with Hebrew the victor in Palestine (Erez
Israel). The brief successes of Yiddish in Europe were to be wiped out by the Holocaust. The settlers in
the new colonies and in the Kibbutzim and the new town of Tel Aviv, were in fact the major element in
the linguistic and ideological revolution of the Hebrew language.

THE TWENTIETH CENTURY

From the early teaching of Hebrew in the schools of the colonies in the 1890s, to its use as their
main language by Zionist socialists, Hebrew spread through the Jewish communities (Yishuv) of
Palestine. By the 1920s, Hebrew was a native language for many and the public language of the Jewish
community of Palestine, although many leading academic and literary figures were still far from
comfortable speaking it.

The British Mandatory government bolstered the standing of Hebrew in several ways. The use of
German in schools was banned and the teachers interned. Even before the mandate was formally
proclaimed, the British government agreed that Hebrew was the language of the Jewish population, and
British regulations and the Mandate itself established Hebrew as an official language alongside Arabic and
English. To minimize its commitment to the mandated territory, the British left the Jewish community to
conduct its own educational system. Thus, Hebrew grew as the language of instruction in Jewish schools
and in the university, into a language well-equipped to deal with modern life and technology. Under
British Mandatory rule, while English was the main language of government, the Jewish and Arabic
communities remained distinct, with separate school systems. Some contact bilingualism developed, with
English serving both communities as a potential language of wider communication. New Jewish
immigrants needed to acquire Hebrew, the language of work and education and cultural life.
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The traditional Jewish multilingualism has been superseded first by an ideological Hebrew
monolingualism and then, with a new Hebrew-English bilingualism. There has been some resistance to
this language shift, but it provides a fair general characterization of the changes over the last century.

Many of the Jews arriving the 1920s from Eastern Europe went first to kibbutzim, where the strength
of communal pressure encouraged them to move from their use of Yiddish and Russian or Polish to
private and public use of Hebrew. Their children grew up as monolingual native speakers of Hebrew, with
some passive knowledge of their parents’ languages. The second generation sometimes learned Arabic
and the third was strictly Hebrew speaking, with a growing tendency to add English. The same pattern
continued with later immigrants from Europe. The highly educated German speakers tended to keep up
some language knowledge into the second generation. The less educated later-arriving Romanians moved
even faster to Hebrew.

Hebrew has penetrated, transformed and unified the groups of immigrants who arrived in Israel and
who were originally speakers of Eastern and Central European languages. Over the generations, Polish,
Russian, Romanian and German have been pushed back in favour of the new language — modern Hebrew.
By 1948, when the state of Israel was established, Hebrew was the principal language of the majority of
the Jewish population. In the next decade, large numbers of new immigrants arrived, but their high
linguistic heterogeneity contributed to the rapid acceptance of Hebrew by the new immigrants and their
children. Jews from Arabic speaking countries accepted many of the values established by the
Ashkenazic-dominant society, and also participated in the shift to Hebrew. North African Jews, many of
them bilingual in at least Maghreb Arabic and French, soon moved to add Hebrew. In some families,
Arabic was dropped and French retained as a home language alongside Hebrew; in others it was
vernacular Arabic that continued as the language of the first generation, with passive knowledge passed on
to later generation. Hebrew has thus continued to penetrate immigrant groups, succeeding often in a
generation or two to replace the original language. Where there was a concentration of population sharing
a language other than Hebrew, the linguistic homogeneity contributed to its preservation. In the last
decade, knowledge of Modern Hebrew has grown even among the ultra-orthodox religious communities,
and there are Hassidic sects who use it at home, but ultra-orthodox education continues to use Yiddish as a
language of instruction.

THE ARABS OF ISRAEL

The Arabs of Israel also constitute a culturally and linguistically heterogeneous group. One division is
between the Christian Arabs, mainly living in towns and with long contact with linguistically diverse
churches, and the Moslems, many of them villagers or recent city-dwellers. Bedouin and Druze also make
up distinct groups. Arabic speakers share in the same diglossia that marks the Middle East, with a single
Classical variety accepted for literacy and formal use, a large number of local vernaculars as spoken
language, and a tendency to develop an educated standard version (MSA). With the increase of education,
there is a growing tendency for the vernacular speakers to add prestige or standard forms of phonology or
lexicon to their repertoire. The Arab community has also been strongly influenced by Hebrew, which is
slowly penetrating it. The Arab population constitute some 19% of Israel’s population. Arabic is officially
recognized for education and public use. In spite of this, most Israeli Arabs are now bilingual in Arabic
and Hebrew. The intrusion of Hebrew into the sociolinguistic repertoire of Israeli Arabs is also
instrumentally motivated. A more serious penetration is shown when the knowledge of Hebrew is
traceable among younger groups to the educational domain. In Israeli Arab villages and Arab towns, there
is growing Arabic-Hebrew bilingualism, with employment in the Hebrew-speaking sector outside the
villages as the major cause. In cities like Haifa and Jaffa, where there is close contact with Hebrew-
speakers, there is an increasing development of high levels of proficiency in Hebrew, even at the cost of
Arabic maintenance. A significant number of Arab children in Haifa and Jaffa now attend schools and
kindergartens. While the Druze use Arabic as their first language, because they mostly serve in the Israeli
army, they are often fluent speakers of Hebrew. The divergent pull of Arabic and Hebrew is clearly
demonstrated in the two Circassian-speaking villages in Israel, one of which prefers its education in
Arabic and the other in Hebrew.
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LANGUAGE POLICY

As Israel does not have a written constitution, and as there is no law defining language policy, the
policy issue is somewhat unclear. Access to courts and government offices is in Hebrew and Arabic. The
decision to leave education to the communities made it possible for each to use their respective languages
for instruction. Both systems teach also English as a mandatory language.

The Arab schools teach Hebrew as a second language starting in the second or the third grade.
Some 40% of the children in Jewish schools learn Arabic for three years, from 7th to 9th grade; about
15% start it earlier and continue it later, but the success of the teaching remains questionable. As
mentioned, all students in both Jewish and Arabic systems learn English as the major foreign language,
starting in third or forth grade or even earlier and continuing to the 12th grade. In addition, a significant
number of pupils learn French, Russian, Yiddish, Amharic or Spanish. With some foundation during the
19th century, the role of English grew after the conquest of Palestine by British troops and the subsequent
award of a Mandate for Palestine to the British government. Between 1917 and 1948, English was the
main language of government. British rule provided a solid base for English which has remained the
principal foreign language, although there was some brief flirtation with French in the first few years after
the Independence of Israel.

By the early 1970s, the effects of the process of globalization of English were obvious, and there
was a growing status for the language and competence in its use. The demand for English continued to
grow. As well as serving as a language for access to business, science, education and travel, English is the
language of major Jewish diasporas in the U.S.A. and elsewhere. There was a significant impact from the
large number of English-speaking immigrants who arrived in the years after 1968. As well as being the
first immigrant groups whose language could compete with Hebrew in standing, they provided a stock of
native speakers of the language, many of whom became English teachers. About one third of teachers of
English in Jewish high schools are native speakers of the language. The demand for English has continued
to increase. It is parental pressure that forces the schools to start teaching English earlier. Many parents
arrange private tutoring in English for young children. Hebrew-English bilingualism is becoming a
possibility for the future.

NEW INFLUENCES ON MULTILINGUALISM

There have been three major groups of immigrants over the last 20 years that have a new
influence on Israeli multilingualism. The first is the 1,000,000 immigrants from the former Soviet Union,
who constitute a large enough group to affect Israeli society and whose language integration is quiet
varied. Many newspapers are now published in Russian, and a political party representing the immigrants
won several seats in recent elections. From the beginning of the wave of immigration, signs and
advertisements started to appear in Russian, and, without any central decision, local offices started
providing service in Russian. This group may well have better success at slowing language shift than
others.

The second is a group of about 100,000 immigrants from Ethiopia, mainly speakers of Amharic and
Tigrinya, with some literacy in Amharic and Geez. The major cultural gap has meant that integration is
slow, and only younger people are making progress in acquiring Hebrew.

The third group are between 100,000 and 200,000 foreign workers, including sizable numbers from
Romania, Thailand, Africa and China. It is not clear yet if these groups remain and have the same
linguistic fate as European gastarbeiter.

THE TWENTY-FIRST CENTURY
During the last three years we experienced also a new sizable immigration of Jewish people from
Latin America, mostly Argentina, and from France. Their integration into the school system and into
public life in Israel has been relatively easy and smooth. Israel continues to provide fertile ground for
research in multilingualism. The unique revitalization of Hebrew resulted in a strong tendency for an
ideological and instrumentally-motivated monolingualism to replace the earlier multilingual pattern. But
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this has been challenged, on the one hand by the mixed success of resistance to language shift by Arabic,
Russian, Yiddish and many other languages, and on the other by the fact that Hebrew is now forced to
compete with English in an increasing number of domains.

A new project has been designed to investigate the role of teaching three obligatory languages
plus one elective language, in maintaining effective literacy. Thirty classes between the 5th and the 8th
grade are involved in a unique programme of integrating the teaching of English, Hebrew and Arabic and
a fourth optional language — Russian. French, Spanish or Amharic. The pupils learn 15 hours of
languages every week. The curriculum includes five proficiencies: reading, writing, listening, viewing and
oral proficiency. The pupils compose multilingual dictionaries and translate short stories and plays from
their mother-tongue to the four languages, and vice versa. The pupils produce their own multilingual
newspapers and exchange messages with pen pals from countries in which the mother tongue is one of the
languages taught in class. Questions of immigrant and heritage languages are examined as part of the
project.
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Literacy in English as a Foreign Language:
Reading Readers vs. Reading Literature

Smiljana Naranci¢ Kovac, Faculty of Teacher Education,
University of Zagreb, Croatia

The language of graded readers of literature in English aimed at young or beginner learners of EFL
(English as a foreign language) is analysed and compared to the language of graded readers aimed at
pupils whose first language is English and to the language of literature in ‘real books’, mainly picture
books and poetry.

The implications of the ‘disinfected’ language of the graded readers for the development of
literacy in the target language are discussed. Special emphasis is put on structural, functional and cultural
aspects of the analysed texts, and on their respective potential ‘instructional’ value in terms of achieving
literacy of a higher order in EFL.

Learners of second/foreign languages develop literacy in all their languages. To achieve and
sustain literacy in a foreign language, they need to read independently as much as possible — just as in
their first language (L1). Graded readers — books of texts and materials that facilitate acquiring reading
skills — have been part of the educational context for a long time. They are teaching materials used to
expand learning opportunities.

This paper focuses on ELT (English language teaching) readers of literature in English for young
beginner EFL (English as a foreign language) learners. It analyses how they compare with L1 reading
schemes on one hand, and, on the other hand, with ‘real books’ — authentic, not simplified literature
(mainly picture books and poetry) aimed at young L1 audiences.

ELT READERS VS L1 READERS

There is an urgent need for appropriate texts in the ELT world today, especially for young
learners. While there is a vast selection of L1 readers and reading schemes available, originally written
ELT readers for young learners are still rare. To meet the demand, some publishers adapt their L1 reading
schemes and reissue them as ELT readers.

Two such series of parallel picture books have been compared to establish differences: Cambridge
Reading (1996) and Cambridge Storybooks (2001) for primary classes. Several titles from Cambridge
Reading (CR) are adapted and published as the Cambridge Storybooks (CS) series. Individual books
contain traditional texts, such as nursery rhymes, retold fables and stories, e.g. Hickory Dickory Dock, The
Gingerbread Man, The Raven and the Fox, but the majority contain texts specially written for CR, the L1
series, by several authors. Both sets are graded; levels 1, 2 and 3 are called ‘Becoming a reader A,” ‘B,’
and ‘C’ in CR and ‘Beginner,” ‘Beginner/Elementary’ and ‘Elementary’ in CS, respectively. Some L1
books appear at higher levels as ELT readers. The illustrations (artwork) and the design of the parallel
books are exactly the same; all the differences are detected in their texts.

The established variants can be grouped into several categories: structural differences, vocabulary,
cultural and literary aspects.

As shown in Table 1, the ELT readers tend to simplify the originals, avoiding or rephrasing more
complex structures. It is not always clear, though, why one structure is considered more complicated than
another, especially as ELT readers do include instances of sophisticated structures (e.g. passive). For
example, a “‘Shall we ...” suggestion is rephrased to become ‘Can we...” which follows the same pattern; or
‘Let’s ...”, which is perhaps more complicated.
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Table 1: Structural Differences between First Language (L1) and English Language Teaching (ELT)

Books
L1-(CR) ELT - (CS)
Past » Present
Present Perfect + avoided or Present Simple
Shall we, Will we » Can we / Let’s / Present Simple
Non-finite forms + Finite forms (not always)
Dependent clauses (Relative clauses) + avoided
If * When
When A, B + A and B
Wh-questions + avoided

Structural Changes

The most frequent structural changes include consistent transformation of past into present tenses,
even when it sounds awkward. For instance, the ELT version: ‘A raven sees some cheese. He takes the
cheese. He flies to a tall tree’ (Rose, 1996, pp. 2-4) replaces the L1 text: ‘One day, a raven saw some
cheese. He took the cheese. He flew to a tall tree’ (Rose, 2001, pp. 2-4). It also skips the storytelling
marker ‘one day’, and deprives readers of a valuable clue. Exposed to the ELT version, we might even
have difficulty accepting the given sequence of sentences as a story, if the text were the only cue — the text
is functionally flawed. We accept it as a story because we know the fable already, because the illustrations
support the retelling or because we expect a story. Besides, young learners will not concentrate on tenses,
but understand the text globally and in accordance with their literary competence. It can be confirmed by
asking children to recount the story in their mother tongue. They routinely switch to past tense(s), because
they rely upon their experiences of storytelling conventions, rather than on the grammatical features of the
given ELT text. An interesting consequence for EFL learning ensues: it seems that texts which expose
children to present forms in typically ‘past-tense’ contexts probably lead them to connect present forms
with past meanings, while recognizing the lexical meaning of the verb. This can be supported by a
recording of a Croatian nine-year-old boy in his third year of learning English as a foreign language,
reading a story he likes. On three instances he simultaneously (1) recognizes the verb, (2) reads its past
form as present, (which he is familiar with from his ELT classes), and (3) connects the verb with the past
meaning: he reads ‘begin’ instead of ‘began’ in ‘and the whole house began to shake’; ‘come’ instead of
‘came’ in “When they came out of the tunnel’, and ‘leans’ (!) instead of ‘leaned’ in ‘Everyone leaned over
to see’ (Gurney, 2003) When he recounts the story in Croatian, he consistently sticks to past tenses of all
the verbs.

Vocabulary

Regarding vocabulary, two kinds of changes appear: idioms and phrasal verbs are rephrased or
omitted, even those as simple as ‘show round’ and ‘laugh at’, and, secondly, individual words are replaced
by other, often similar words, e.g. the ELT raven is ‘angry’, not ‘cross’. Yet, difficult phrases sometimes
occur in both readers, e.g. ‘weighing flour’.

Some of the vocabulary replacements influence the culturally relevant aspects of texts. For
instance, neutral expressions replace those of everyday conversation, which depict how people really
communicate in a specific community. Thus ‘so easy’ substitutes ‘easy-peasy’, probably because it does
not belong to the ‘common core’, but to a more informal register. Similarly, ‘Teddies’ is expelled to make
room for less cosy ‘Teddy bears’, perhaps also because of its plural form (y -> i+es), which young learners
would not notice at all.
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Nursery Rhymes

Another culture-related issue is the status of nursery rhymes. They are sometimes modified to
meet the structural requirements mentioned above. Past and non-finite forms are expelled, so that in Incy
Wincy Spider ‘Climbs up the water spout’ replaces the original ‘Climbing up the spout’, and ‘The mouse
runs up the clock’ replaces ‘The mouse ran up the clock’. In the former, not only the cultural reference,
but also the rhythm is unnecessarily ruined. In the latter, in addition to that, an opportunity to practice
linking in spoken English in ‘ran up’ is ruined by the clumsy ‘runs up’.

Betrayed literary conventions and traditions also belong to the literary aspects affected by the
changes detected in ELT texts. They include the obstruction of a dialogue between/among texts as well:
simplifying sometimes conceals crucial clues, so that intertextuality, clear in the original, remains hidden
in the adaptation, depriving readers of an exciting literary experience.

ELT READERS VS. REAL BOOKS

In addition to ELT readers, ‘real’ books, most often picture books (story books) are frequently and
successfully used in EFL classes, especially with young learners (Brewster, Ellis and Girard, 1991; Ellis
and Brewster, 1991; Machura, 1995; Milinovi¢, 2004; Naran¢i¢ Kovag, 2001; Usnik, 1999). The emphasis
on visual clues provided by artwork and design allows for an easy application of picture books in class;
but it is the feature real books share with ELT readers for primary children. Therefore, a comparison of the
texts may provide clues as to the respective potentials of two kinds of sources for the development of FL
literacy.

Real books and ELT readers on similar topics and of similar length have been selected for
comparison. Gillham’s and Snow’s My Pet (2001), a CS book, compares well with Burningham’s The
Friend (1995). My Pet is only 7 words shorter with its 42 words (46 in the L1 version). The Friend is
richer in choice of vocabulary and less repetitive than The Pet. Although the language of The Friend is
slightly more advanced with a negative statement and an idiom (‘by myself’), the books include several
similar structures: ‘Arthur is my friend’ vs. ‘This is my pet’; ‘Sometimes | don’t like Arthur’ vs.
‘Sometimes | play with her’; "We play outside when it is fine’ vs. “When she’s dirty, | wash her.” It
should be noted that The Pet is particularly amusing due to a discrepancy between the pictures and the
text: the pictures suggest that the dog is in charge, not the girl, as implied by the text.

Another pair of examples involves Carle’s From Head to Toe (1997), and Prater’s Dan’s Box
(2001). The former is a real book, and its text is highly repetitive:

‘I am a penguin and I turn my head. Can you do it?

| can do it!

| am a giraffe and | bend my neck. Can you do it?

| can do it!”

The latter tackles the same structure, and is also repetitive:
‘Dan says, “I can do lots of things. | can stretch up high.”
Jack says, “I can stretch up very high.”

In this case, the ELT text seems to be even more complicated than the text from the real book.
Nevertheless, it cannot match the rhythm of the question-answer exchange in the real book, which is then
amusingly repeated many more times, inviting the child to read aloud.

Finally, the analysis of the classical Rosie’s Walk (Hutchins, 1968) shows that even simple and
short stories may include items that would be replaced or omitted in an ELT reader. Its text consists of two
independent clauses combined into one sentence, which tells a simple story: ‘Rosie the hen went for a
walk (...) and got back in time for dinner.” The text tracks the walk by a cumulative list of prepositional
phrases: “across the yard, around the pond,” etc. However, the story is told by the illustrations rather than
by the short text (32 words in all), which only provides the frame. Thus the book is easy to understand
even for very young learners, in spite of its seemingly difficult language. The illustrations and the book
design make the text not only almost irrelevant for the comprehension of the story, but also easy to
understand in its logical choice of words and structures. In other words, the story, related by means of
pictures, allows for the comprehension of the text. It should also be noted that The Pet resembles Rosie’s
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Walk in that the illustrations interfere with text to provide humour and to perform some narrative
functions.

The comparison of real books and ELT books for young children has shown that it is not always
simple to distinguish between them solely upon their texts: a consistent difference has not been
established. They may include similar structures and vocabulary items, or, alternatively, structures and
vocabulary of various levels of complexity.

THE IMPLICATIONS FOR FL LITERACY

The question still remains whether the purified or ‘disinfected’ language of ELT readers really
helps improve literacy in a foreign language, or rather, whether the original texts of real books may hinder
the development of literacy. The answer depends on the ideas behind teaching children a foreign language
on one hand, and on how literacy is understood in the context of EFL learning, on the other hand.

The widely accepted goals of ELT classes with young learners include developing positive
attitudes toward (learning) a foreign language, raising children’s self-esteem based upon the feeling of
accomplishment, establishing and sustaining basic communicative skills, providing the opportunities for
the exposure to the foreign language in an interesting and amusing way, developing strategies, etc.; and all
that in an enjoyable and stress-free atmosphere. Teaching young learners involves providing good models,
and simple, but natural language they can understand from the meaningful context, and which they can
use appropriately and without difficulty, in turn. Understanding or analysing structures is definitely not
among the concerns of teaching young learners, and neither are tenses.

Besides, there is no reason why present verb forms should be less complicated than past forms, or
easier to understand, especially when the notion of past is immanent to or only logical in a given context.
Similarly, if a “Why’ or a “When’ or a “Where’ question is needed, it should not be avoided. The only
possible reason for avoiding it lies in the prescribed lists of structures to be expelled from various ELT
levels. Such lists usually lead to correct, but artificial language of ELT materials, not the natural authentic
language of everyday usage, which is the model young learners should be exposed to.

Successful adoption of authentic nursery rhymes in teaching EFL to very young children supports
the point. As the main features of rhymes normally include rhythm, rhyme, and even a tune, they are
easily remembered by youngsters, regardless of their often difficult language, especially as they are
usually excellent poetry. Just as A.A. Milne, the master of light verse, says, ‘If you can find words which
keep time to the music and which are just the words for what you want to say, then the verses (...) sing
themselves into people’s heads and stay there for ever’ (1929, p. vii). This traditional rhyme is exactly
such a piece of poetry:

’One, two, three, four, five,

Once | caught a fish alive,

Six, seven, eight, nine, ten,

Then I let it go again.

Why did you let it go?
Because it bit my finger so,
Which finger did it bite?
This little finger on the right.’

Interestingly, it has not been simplified in the CS series, Level 1 (Davidson, 1996/2001). Once
remembered, the rhyme will *stay forever’ in children’s minds, helping them *store’ rather complicated
structures.

It is clear that the basic skills normally expected from L1 readers, such as punctual, absolutely
accurate reading of individual words, etc., may not be the necessary requirements for young EFL learners.
They are encouraged instead to globally comprehend the texts using available contexts. Thus, the ‘I can
read’ of a young FL learner may differ from the ‘I can read’ of an L1 child, but their end is the same: to
comprehend what they read, and to develop literacy of a higher order, i.e. to become literate beyond the
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basic skills, in the sense that “becoming fully literate means, among many things, being able to use
strategies independently to construct meaning from text, draw upon texts to build conceptual
understanding, effectively communicate ideas orally and in writing, and possess an intrinsic desire to read
and write” (Mazzoni and Gambrell, 2003, p. 11).

In this light, it can be concluded that real books do not hinder, but rather encourage literacy of a
higher order in young FL learners perhaps even better than ELT readers, provided they are appropriate (in
terms of topics, vocabulary, syntax, illustrations etc.) and provided they are generally (not entirely)
correspondent to learners’ FL levels. They also offer better models due to their natural language. In
contrast, simplifying ELT readers does not seem to help significantly, as young learners are not bound to
concentrate on details, including specific grammatical structures.

In support of these conclusions, the analysis of the recorded readings in English of the Croatian
boy shows that he generally achieves global understanding of the appropriate texts, regardless of whether
they are ELT or real books, and that he uses similar strategies when reading familiar and new texts. A
more interesting finding is the irrelevance of structural and other details for the comprehension of stories,
poems, and dialogues he reads. In other words, the boy understands and enjoys reading, even though he
does not read accurately, and even though he does not understand all the words and structures. He does
not distinguish between grammatical structures, at least not consistently (singular vs. plural forms, past vs.
present forms), nor does he have problems with the sentence structure. He even replaces some expressions
with other contextually acceptable ones (‘Go to bedroom’ instead of ‘Go to bed now’), and he sometimes
fails to recognize words he definitely knows (*house’), but that does not jeopardize his general
understanding of the texts.

It seems that even young children are capable of achieving important and advanced components
of full literacy, even when they are not yet ready for accurate reading or for understanding in detail.

The simplifications painstakingly performed in ELT readers do not seem to be necessary: the
general level of the text, the appropriateness of the content and the language may play a more important
role in facilitating reading and raising literacy levels with young learners than shirking a complex structure
or deleting a rare vocabulary item. Interesting texts and attractively illustrated books that appeal to
children help improve their literacy the best, whether in L1 or in L2.

The solution is carefully choosing texts, rather than simplifying them.
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Multilingual Literacy through Literature
Meta Grosman, University of Ljubljana, Slovenia

“We give things meaning by how we represent them — the words we use about them, the stories we tell
about them, the images of them we produce, the emotions we associate with them, the ways we classify
and conceptualise them, the values we place on them.” Stuart Hall (2002:3)

All the sense making processes listed by Stuart Hall take place in language, the medium in which we
‘make sense’ of things and produce and exchange meanings. In the multicultural world of the 21% century,
thousands of languages are used to produce and exchange such meanings in individual cultures and cross
culturally. Thus it has become obvious that literacy in one language only is not enough for communicating
and making sense of the globalised world, and also not enough for living and successfully functioning in an
ever more multicultural Europe. The need to read in a second/foreign languages is no longer discussed by
authors specialising in foreign language reading only (Alderson & Urquhart, 1984; Grellet, 1994; Sollars,
2002) but is given considerable attention in general studies of reading (Cf., Grabe and Stoller, 2002, p. 40).
In Eurydice’s Key Competencies (2002, p. 23) designed by the group of basic skills specialists appointed by
the European Commission, communication in foreign languages is listed second after communication in the
mother tongue, before ICT and numeracy competencies, thus really requiring literacy in two or more
languages, in short multiliteracy. The definition of reading literacy in Key Competences (2002, p. 15) as “the
ability to understand, use and reflect on written texts, in order to achieve one’s goals, to develop ones
knowledge and potential, and to participate effectively in society” can thus describe literacy in both
languages, the mother tongue and a foreign language. The questions of the teaching, acquisition and broader
educational significance of multiliteracy, however, are to be resolved in individual countries both by setting
curricular goals and providing for their implementation.

FOREIGN LANGUAGE TEACHING IN SLOVENIA

In Slovenia in the mid-1990s several educational reforms resulted in the design of new national
curricula approved in 1998 requiring all students in primary and secondary education to acquire a well
developed “intercultural communicative competence’ in a foreign language, English, French, German,
Italian, Russian or Spanish, along with their primary literacy in Slovene or any of the other first languages in
bilingual areas. This has lead to intensified teaching of reading skills in foreign languages aiming not only at
instrumental reading literacy but rather at a more complex reading competence for various kinds of texts
including literary texts. The importance of the latter was unanimously agreed because they invite the
development of critical reading and intercultural competence, and thus, in comparison to other authentic
texts, provide richer educational challenges for the students. The decision to set required literary texts in
English and other foreign languages for the written essay and oral discussion in final secondary school
leaving examinations (at the age of 19) was taken because of the possible beneficial impact of literary
competence, i.e. the expectation that literary reading after school leaving could help everybody to maintain
and even upgrade the acquired level of foreign language knowledge and literacy, thus contributing to a
lifelong multiliteracy. Since reading in a foreign language is less automatic than reading in the mother
tongue, it is usually easier with the former to stimulate students to monitor their reading processes, to reflect
on their miscues, on the impact of unknown words in reading, and on their own contribution in the processes
of making sense of the text. This is particularly important for Slovene students, because they acquire
practically no knowledge of the reading processes and of the possibilities of improving them with various
strategies when reading texts by Slovene authors due to still mostly learning about literature, authors and
periods. To help students to understand their own reading and to become more critical and thinking readers
the teachers of English were introduced to the possibilities of manipulating and controlling the speed of
reading, of promoting deeper understanding by guided questioning of texts, of reflecting on their own
culture-specific (mis)reading, and of comparing different possible readings and thus upgrading their textual
comprehension and wider literacy.
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TEACHING A LITERARY TEXT

To motivate students for reading, to teach foreign language literacy and so to achieve the set goals it
was first necessary to choose a literary text that could be expected to have personal resonance for Slovene
students and would so make a personally significant literary experience available to them. When Salinger’s
The Catcher in the Rye (1994/1951) was identified as such a text, inservice teacher training was organised to
offer the teachers of English the possibilities of experiencing the effects of slowed down reading, guided
questioning of the text and other possible manipulations of it. In this way teachers could also simultaneously
reflect on the impact of such approaches to teaching literature on their own textual comprehension. Reading
segments of the text sentence wise, i.e. with pauses among individual sentences to provide room for
reflection on what is on Holden’s mind, what makes him describe some things and omit others, why does he
narrate - i.e. behave verbally - as he does, firstly reveals the depth of Holden’s motivation for his narrative
and also offers readers insights in how they fill in the frequent gaps in the text, thus providing their own
explanations of his narrative. Such questioning is a frequent (subconscious) ingredient of the reading
process.

Discussing the opening paragraph (“If you really want to hear about it, the first thing you’ll probably
want to know...”) thus prompts several questions concerning the reader’s position as the addressee of “you”
who is at the same time voicing the first person pronoun “I””, about Holden’s anticipations of his readers’, or
rather listeners’ expectations, of what they want to hear, and his own culture-bound expectation that such
narrative should follow the pattern of David Copperfield autobiography, mostly unknown to Slovene
readers. His selection of information concerning his family can also be questioned in this way, and such
questioning reading can be applied to any other segment of the novel (or other texts), for instance the
opening paragraph of chapter 6 in which Holden meditates on how he cannot remember the details of
Stradlater’s return from his date with Jane. Guided questioning of this paragraph can help readers to realise
the unusual ways in which Holden reveals more about himself thank he knows himself or wants to tell, and
how much readers can see of him, if they scrutinise his descriptions and omissions along with his lack of
understanding himself. Discovering and verbalising such implied meanings that the readers have to bring to
the reading realisation of literary texts is often easier when reading in foreign languages, since students are
more disposed to pay closer attention and reflect on various possible meanings, and less inclined to take the
first meaning that comes to their minds. In this way readers learn how attentive reading is repaid by insights
into characters, surpassing mere identification with them and penetrating below the surface of the text. Such
attentiveness is particularly important for reading foreign language texts that may offer unknown and
unexpected character features which are otherwise assimilated to reader’s own culture. When learnt, it can
also contribute to developing a better reading competence in the mother tongue.

SOCIAL REPRESENTATION IN INTEGRAL TEXTS

Once students have been sensitised to attentive reading of detail and to searching for meaning
beyond mere surface, they can proceed to the discussion of the integral text. In this connection it is important
to remember that literary texts always involve social representations as conglomerates of perceptions,
beliefs, standards and values of a given culture and also of the ways in which its members interpret their
various human relations and the reality that surrounds them and attribute to it its special culture-bound
meanings. Such representations and interpretations of reality differ from culture/language to
culture/language and are always culture specific; that is why literary texts from foreign languages make
special demands on readers encountering them in different cultures, i.e. in specific intercultural contexts.
Such differences in the reading of texts from unknown cultures were first established and examined in 1932
by Barttlet who in his experimental studies of memory for stories found out that all unfamiliar elements, both
characters and events of stories from foreign cultures, got assimilated to reader’s own culture in the process
of reading and accordingly could not be recalled accurately. Such cultural assimilation may present
additional problems for reading in a foreign language, but we can also view such reading as a challenge
which — when taken and realised — enhances the value of reading in a foreign language and speaks for the
acquisition of multiliteracy. In order to achieve the latter, teaching reading in a foreign/second language calls
for consideration of the student’s intercultural position as involved in all language contact (Kramsch, 1993)
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and requires special attention to the differences in reading due to students’ own culture-bound expectations.
It also requires the development of intercultural awareness to help students see and understand such
differences in their reading. Literary texts seem to offer best possibilities of developing such understanding
because they have a unique capacity to encourage readers to put themselves into the characters’ position and
to see the world through their eyes, thus helping them to develop empathy and the flexibility to perceive the
world from different perspectives (Cf., Bredella, 2005, 54) as preliminary to the development of intercultural
perception and awareness.

When reading Salinger’s The Catcher in the Rye Slovene readers felt uneasy and asked questions
about the reasons for Holden’s ‘unfriendly’ attitude to his classmates and roommates, thus revealing that
they could at first not see that their expectations of what is friendly and how a friend behaves towards his/her
classmates simply did not help to understand Holden’s behaviour. Though the Slovene word ‘prijatelj” for
the English word “friend’ is a lexical equivalent, the concept of a friend and friendship as entertained by
Slovene readers differs a great deal from the concept inscribed in Salinger’s novel. The semantic fields of
this word in Slovene and in English include quite different components that can only be checked in
comparing the descriptions of friends and friendship produced by Slovene students in the class with the
definitions as offered in different EFL dictionaries. When students came to see that the complex meanings of
‘friend’” and “friendship’ (and of other words such as family and other social institutions) are culture specific,
they could also understand that English embodies a different set of beliefs, values and shared meanings
reflecting another culture. In this way students could come to see why their ideas of a friend and friendly
behaviour among classmates produced expectations that differed from the expectations of American readers
and simply did not fit the text or produce acceptable understanding of it. The realisation that meanings of
individual words in two languages are equivalent only at a high level of generalisation, whereas in the reality
of daily and literary use they have very particular culture-bound constellatiosn of meanings helps students to
read more critically in both languages, in English and in Slovene, and helps them to see more in words than
they are used to when reading automatically in their mother tongue. Once students acquire the habit of
paying attention to information the text does not explicitly provide, because it is taken for granted in the
target readers in its original cultural context, they can use this technique in further reading. Countless
students of those teachers of English who regularly use various approaches of slowed down reading and
stimulate critical questioning of the hidden dimensions of literary texts as introduced in EFL have come to
state that they have learnt a completely new dimension of reading in Slovene also.

EXTENSION OF ANALYSIS TO OTHER TEXTS

Similar approaches have been adopted to read other English texts set for external examinations in
EFL contexts. Depending on the particular genre and qualities of the text, they have been combined with
other ways of introducing students to critical reading, as for instance discourse analysis and the use and
comparison of Slovene translations as parallel texts. In discussion of the dramas, turn-taking practices are
analysed and compared with Slovene practices, so when for instance the students think that Osborne’s
Look Back in Anger involves too much quarrelling they are encouraged to consider the differences
between the ways quarrelling is done in Slovene and the different possible reasons for such linguistic
practices. So in one way or another they are constantly stimulated to compare different linguistic
practices and cultures to be able to see better and understand both of them and to develop the necessary
intercultural awareness. Students with outstanding interests in languages and in literary reading are also
encouraged to compare the original texts in English with their Slovene translations. This is possible
because reading assignments in secondary schools are in principle always English literary texts that have
already been translated into Slovene and have thus as translated literary texts become part of the Slovene
literary system. English studies at the university however systematically involve more complex
comparisons of English texts with their Slovene translations aiming explicitly at discovering the different
possibilities of the two languages and their special ways of embodying their respective cultures in order to
promote intercultural awareness while trying to better understand both cultures.

The presented teaching of literature for the acquisition of multiliteracy presupposes two things, the
teacher’s readiness to stimulate the expression of students’ readings and the students’ willingness to attend
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to their own readings and to see alternative possibilities. The teacher must never take students’ perception
of the text for granted. On the contrary, students should persistently be encouraged to articulate their own
meanings since only in this way will their difficulties and differences in reading become visible and
provide a realistic basis for discussion and upgrading their understanding and literacy. Only those teachers
who encourage their students to express their puzzlement and take the trouble to find out what disturbs
them, what is beyond their comprehension, goes against their expectations and makes them uncomfortable
in any possible way, may hope to see the differences in the meanings actually produced by their students
and to understand their feelings about and attitudes to the literary text originating in a foreign culture.
Without such encouragement the differences and misunderstanding in students’ readings will remain
unnoticed and underestimated and could not be discussed to enrich their comprehension. The students’
part when reading foreign literary texts is no less difficult. After voicing their first reading and questioning
the text, they must somehow learn to step out of their own pattern of expectations as acquired in their
mother tongue and own culture and, learning about the differences between languages and cultures,
become able to see in a new perspective their reading in both their mother tongue and a foreign language,
at the same time developing the intercultural competence necessary for maintaining such a dual
perspective.

CONCLUSION

Though the students’ responsibility in this process may be more difficult, multiliteracy is certainly worth
learning. Coming to understand the cultural context of a foreign language requires their realisation of the fact
that all people have culturally conditioned specific schemata for understanding and, accordingly, exhibit
culturally conditioned behaviour. Students should further become aware of their own culture specific
schemata and of the fact that they cannot fully understand a different language, the culture embodied in it,
and its literature and speakers, through their own culturally conditioned schemata, which often function as
culture-bound filters. To avoid misunderstanding of characters in foreign texts and actual people with
different cultural backgrounds, students must unlearn the natural assumption that their ways of seeing and
doing things are the same everywhere in the world and accept that other people have different perceptions
and ideas through which they understand human relations and their physical and social world. As an
awareness of the complexity of every intercultural and interlingual contact, intercultural awareness can help
students to develop a dialogical relationship to the otherness of a different culture, its literature and its
members, in which their understanding of a different culture and its literature will not be impaired by their
own cultural expectations, whereas their own cultural identity will remain undisturbed by the otherness of a
different culture. Contributing to the openness of mind, upgraded reading of literature in a foreign language
and thus acquired multiliteracy can benefit their cognitive development and bring an enrichment of
personality. Last but not least, reading literature in foreign languages with well developed multiliteracy can
lead to valuable experiences offering the realisation that multiple ways of viewing the world, the people and
their relationships are possible, along with better comparative insights into one’s own culture. It can also
teach students that there exist different possibilities of making sense of human life and different ideas about
what things, relationships and actions matter. In our world, cherishing diversity of cultures and languages
certainly constitutes a sufficient reason for trying as hard as necessary to read and upgrade the students’
reading of foreign literary texts and to help them acquire the multiliteracy necessary to do this.
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Pre-school Literacy and Early Literacy

Beginning Reading and Writing through Phonetic and
Phonological Exercises:
New Training Materials for Children of Preschool Age

Kadi Lukanenok and Tiiu Tammemae,
Tallinn Pedagogical University/Tallinn University, Estonia

INTRODUCTION
Literacy acquisition in regular languages (as Estonian languages: Hint 1978, Karlep 1998) basis on
for one phonetically and phonologically correct speech output. Children with SLI has several speech
and language processing problems, among the other phonetic and especially phonological difficulties.
Children with phonetic and especially phonological difficulties have risk for literacy acquisition
difficulties, especially specific reading difficulties (Human Development... 2007, Martin 2001,
Mukherji&O " Dea 2002, Pastarus 1999, Reid 2007, Shaywitz 2003, Snowling 2003, Sousa 2005)

THEORETICAL BACKROUND

Specific reading difficulties are mainly caused by deficiency of speech perception and
production. The deficiency is noticeable since early years in childhood. This deficiency appears as
weakness of phonological processing and awareness, limited grammatical and semantical skills,
limitations in working memory, inability to retrive and/or repeat words from memory and deficiency
in speed and fluency in using words. It seems that between 7% and 15% of children have above
mentioned difficulties in preschool age. These difficulties and limitations lead to persistent reading
difficulties.

Specific reading difficulties co-occurs with cognitive factors as auditory and visual
perception, memory processing, fine motor skills (Beaton 2004, Catts&Kamhi 2005, Leij et
al 2006, Mukherji & O Dea 2002, Pastarus 1999, Reid 2007, Shaywitz 2003).

Treating the speech and language difficulties in pre-school age could prevent and
decrease literacy acquisition and specific reading problems in school age. Including cognitive
factors into treatment process we could increase efficiency and get better results (Beaton
2004, Martin 2001, Reid 2007, Shawitz 2003).

Treating phonetic and phonological difficulties admits to include early literacy learning into
the process. Phonetic and phonological exercises organized and offered as games are useful tools for
the children in preschool age. Author’s practical experiences in the area affirm the statement.

PRACTICAL ISSUE

Lukanenok, K. and Tammemade, T. (2004) developed exercise book Kdnearenduse ja
haalikuseade harjutustik (Exercises for Speech and Language Practice). The exercise book is
designed for children between 5 and 7 years of age, who have primary phonetic and phonological
difficulties and speech and language difficulties as co-occurant.

The material was developed to correct phonetic and phonological difficulties, to develop
speech and language usage and promote early literacy skills in childhood.

Linguistically, the exercise book takes account the Estonian spoken and written language
(Fenno-Ugristic group) specific. The exercise book consists 7 sets of most difficult sounds in
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Estonian language. Literacy acquisition exercises mainly bases on traditional alphabetic-phonetic
teaching method. Whole language method is available include as needed.
The training set is organized according to speech therapy theory and practice.
The main goals are:
correct articulation and phonology;
increase in grammar, semantics and syntax;
development of paralinguistic abilities;
development of fine motor abilities;
encouragement of communication;
development of cognition — i.e., perception, attention, memory, thinking, creativity
develop early literacy skills.

NookrwbhpE

A key principle underlying the training material is - learning and practice are most efectives
in the context of games and play. The authors’ aim is to offer lot of games and methods using play
elements.

The training material consists 7 sets for sounds R, S, V, P, K, O, A, O, U. Every set includes
12 - 30 colored plastic covered lists. Every colored list has linguistics (suggestions for grammar,
semantics, syntax) in verte. Manual book is added.

Every set begins with practice the isolated sound, the sound in the beginning position of
syllables and words, and the sound in the final and medial positions. At the end of a session, the
authors offer practice on sounds in varying position and various suitable games. All these methods
and games are available practice as reading exercises and games. (See Appendix)

Ofcourse, proposed directions in the material are suggestive ones. Every practitioner and
parents should establish their own the best working way to use the material.

The task group working with the material were kindergarten teachers, primary school
teachers, speech therapists, supporting teachers, and parents with children with specific learning
difficulties, dysphasia and other conditions sometimes associated with reading and writing
difficulties.

Training material Kdnearenduse ja haalikuseade harjutustik (Exercies for Speech and
Language Practice) (Lukanenok & Tammemaée) was first published in Koolibri Publisher’s at 2004.
The material is widely used in the kindergartens, schools and health centers by teachers, special
teachers and speech therapists.

SUMMARY
Treating speech and language difficulties (incl. phonetic and phonological difficulties) in
preschool age we could prevent specific reading difficulties in school age. In the order the above
mentioned aim learning and practice should occur in the context of games and play. Well developed and
organized training material improve the practice.
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APPENDIX

Some examples of the materials are shown in Figures 1 to 3:

1. TRIINU AND RUUDI (names of children) who collect TRIIBULISI (striped) and RUUDULISI
(checked) objects. Practice connected R and T- sounds. Word cards.

2. DOOMINO S. Practice S- sound via game. Word cards.

3. NURGAD (corners). Cut corners should be match to whole objects. Practice K and R- sounds. Word
cards.

Figure 1: Striped Words for Ruudi and Triinu
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Figure 2: Domino Game for Practice of S Sound
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Figure 3: Corners for Practice of K and R Sounds
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Literacy Starts at Home in Early Childhood

Dubravka Males, University of Zagreb, Croatia,
and Ivanka Stricevi¢, Zagreb City Libraries, Medvescak Public
Library, Croatia

In the theoretical part of the paper, the emphasis is placed on discussing the impact of parental and family
contexts on the development of a reading culture in young children as a prerequisite of the child’s later
performance. Indeed, the child’s environment contributes significantly to the development of pre-reading
skills as well as the child’s motivation for independent reading. The empirical part of the paper contains
some of the results obtained through a field survey conducted on a sample of 363 parents of pre-school
children. The aim of the survey was to find out how many parents read to their pre-school children and
how much importance the family attached to reading.

Literacy is a skill that has to be mastered by each individual in contemporary society. It was
believed for a long time that it was the teacher who affected the development of reading and writing skills
the most, but the situation has turned out to be much more complex. (How to Help Every Child Become a
Reader, 2001). The child’s sensitivity to speech and language and his/her acquisition of knowledge
required for the later use of speech and language depend on the environment from the child’s earliest age.
The sense of family and the communication that parents establish with the child from the day he/she was
born have a key role in the development of reading skills.

A STIMULATING FAMILY ENVIRONMENT

There has been a lot of talk about what kind of family environment is required to stimulate the
child’s development. The quality of family environment is not only important from the educational point
of view but is of utmost importance to the development of the child’s interest in learning and his/her later
school performance. Parents are often unaware of the power of family influence, which is the strongest in
early childhood. and its consequences are felt by individuals throughout their lives. Tizard and Hughes
(1984) studied the reasons why it is the family where a pre-school child has the most learning
opportunities. The suggest the following:

o for a very young child, family situations represent natural learning opportunities — learning occurs
in a real life context;

e parents (particularly the mother) and the child share experience, which allows the new knowledge
to be built on the existing knowledge, and this makes it easier for the child to understand
messages;

o there are numerous opportunities for uninterrupted conversation (adults focus on individuals,
rather than the responses and dynamics of the entire group, which is the case when they work with
a group of children);

e learning occurs in a context of utmost importance for the child from the socio-emotional point of
view.

From the point of view of the development of the child’s skills that make the basis of literacy, the
parent-child interaction is particularly important in the family context. This interaction involves more than
simply reading to the child and providing books. The way the parent talks to the child is essential.
According to Mikulecky (1996), how the parent communicates with the child is more important for the
child's later reading achievements than the time the parent spends reading to the child. The most important
aspects of parent-child interaction relating to the child's later literacy performance include the following:

e parental reading to and with the child;

e linguistic complexity and strategies used in parent-child interaction;

e parents' understanding of the role of education and literacy;

o literacy model and support the child receives from their parents.
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The time parents and children spend together reading can contribute to the development of
vocabulary (Robbins & Ehri, 1994) and communication skills but also to their bonding and establishing a
good relationship, which are all essential to the development of the child’s literacy (Chomsky, 1972;
Tracey, 1995) and his/her later educational achievements.

An important question raised here is how the family and its daily routines can affect the child’s
interest in books and reading. In an environment where the child reads a picture book or book every day,
where the parent is prepared to listen to the child as he/she reads regardless of the type of reading text
(book, advertisement, recipe etc.), in other words where reading is given a lot of attention, the child is very
likely to adopt reading habits and develop interest in the written word. From a very early age parents can
create a basis for the development of reading and literacy skills through reading to the child, playing with
words, singing songs, using nursery rhymes, naming objects, events etc., linking speech sounds and letters
and creating conditions for communication with other children. (Wells, according to How to Help Every
Child Become a Reader, 2001). Practice is the most important element leading to fluent reading, and in
order for children to practice they have to be surrounded by books, and the family in the first place
provides basic reading motivation and models. Nagy (1999) believes that many children who cannot read
have parents with poor reading skills, who see reading as a waste of time, a useless activity.

Parents’ positive attitude to literacy may help children become effective readers. Children who
learn from their parents that reading can be fun are more willing to put an effort in learning how to read.
Baker et al. (1997) believe that those children whose parents think reading is fun will develop a more
positive attitude to reading than those whose parents see reading simply as a necessary skill. This, too, is
why pre-reading skills and children’s interest in reading are best nurtured through play.

Cudina-Obradovi¢ (1999) reported that despite the assumption that early language development
(particularly verbal expression) is a prerequisite for effective reading and an interest in reading, scientific
research has shown that the knowledge of children’s literature and an interest in it are essential to effective
reading that will occur later. Children’s reading achievements are greater if their parents read to them from
an early age. According to Robbins and Ehri (1994), reading picture books by adults to a large extent
contributes to the enrichment of the child’s vocabulary.

Wells and Nicholls (1985) emphasise that reading stories to children at an early age not only
provokes interest, but also helps children develop thinking about the real and the hypothetical and create
notions from perceptions, which is the basis of mental development. This is why they emphasise that
when parents read to their child, the child does not only benefit emotionally but he/she also learns:

o how books work (the so-called «book language» e.g. what is a page, line, word, letter group of
words and the like);

e how to use language in the process of thinking, which allows the separation of the physical
context and understanding of the language as an abstract communication tool.

Out of many recommendations for parents on what to do about reading with a pre-school child
and encourage the child’s interest in reading and books (i.e. Mastain (1995), the following may be
considered as the most important ones:

e recognise the importance of talking with the child, especially in a situational context, and then
also with no reference to real and current events (the child learns the basics of syntax and
semantics);

e use written messages from the child’s environment to encourage reading (names of places,
advertisements, short written messages etc.);

o read yourself to provide a stimulating model for the child;

e make stories and children’s poetry a daily (and not occasional) part of the child’s life (develop the
so-called reading rituals — e.g. reading at bedtime, at a specific time when everybody in the family
reads etc.).

A stimulating reading environment also involves availability of reading material. For a family it
may mean having a home library (books, magazines, encyclopaedias, lexicons etc.), regular purchase of
newspapers and magazines and library membership for family members. Chazan et al. (1971) confirmed
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that parents of a lower socio-economic status have fewer of their own books, buy fewer newspapers and
magazines and are not as often library members as middleclass parents.

Apart from the above mentioned family factors that affect the child’s literacy, we should also
mention how significant it is for the parents and the family to believe in the importance of reading,
intergenerational passing on of literacy, co-operation of the family and the educational institution, parents’
education and the cultural environment of the family. Research data on literacy best illustrate the power of
parental influence — they show that the level of literacy prevailing in a family is passed on from generation
to generation (intergenerational passing on of literacy) so that the children usually reach the level of
literacy that corresponds to the literacy of their parents (OECD, 2000).

Scientists emphasised the influence of parental environment on the development of pre-reading
skills as early as in the second half of the 20th century, and this instigated the development of numerous
programmes for parents, the aim of which was promoting family literacy and reading to the child from a
very early age.

The term 'family literacy’ is used for a variety of activities in scientific and professional literature
(Family Literacy, 1994). This term is very complex and embraces all the methods and situations in which
family members use reading and writing skills, but also includes a variety of educational practices, the
purpose of which is to raise the level of literacy in all family members. (Knafli¢, 2000). Based on a lot of
research and family literacy programs it seems to be reasonable to conclude that the entire family should.
To be really successful, the entire family — parents and children — must be involved be involved in the
systematic development of a reading culture. If this happens, the entire family and thus the entire society
of which families are members can benefit from that programme. Such programmes provide benefits for
the children and for the parents in terms of enabling them to help their children (Brooks, 2002). Therefore,
no society should miss the opportunity to have an impact on the literacy of parents and families through
programmes that cater for their needs, thus allowing children to get a better education.

FIELD SURVEY

In the Republic of Croatia, the term family literacy is most often mentioned in the context of
presenting foreign studies or programmes, while there are almost no relevant studies on the national level. If
any, they are conducted by public libraries in order to get information on what parents expect from the
children’s library and are related to parents’ attitudes to the importance of reading to babies, toddlers and
pre-schoolers. According to a survey conducted by the Section of Children's Libraries of Croatian Library
Association in 2002, there are 179 children’s libraries or children’s departments in public libraries in Croatia.
All of them have library services for pre-school children, mostly focusing on lending picture books. . 38.5 %
have playroom activities for children from 3-6 occasionally, but only 5.60 % of them work with babies up to
three and their parents. Few libraries have organised programmes for children up to six on a daily basis. The
most frequent activities are organised visits, arranged by kindergarten pre-school teachers and librarians. At
the same time, according to the data from the Ministry of Science, Education and Sports, only one-third of
pre-school children attend kindergarten or some other kind of out-of-family organised programmes for
children up to six. It is mostly unknown what kind of early child care and education is received by two thirds
of children in early childhood at that extremely important early age.

The fact that there is no research in Croatia on the family environment as a factor in the
development of the child's literacy was the reason why we decided to do conduct a field survey. The aim of
the survey was to find out how much importance parents of pre-schoolers attach to reading in the family.
This paper will present and analyse only part of the data obtained in the pilot-survey on family reading
culture. Reading culture here means all the interests, habits and actions of all family members that are related
to reading and written texts.

Subjects and procedure

The survey was conducted in 2001 and it included families from Zagreb whose children went to
four local kindergartens. Kindergarten teachers received 800 questionnaires which they distributed to
parents who were supposed to fill them in at home. They returned 392 questionnaires (almost 50%).
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Questionnaires where some key data were missing were not taken into consideration, so only 363
questionnaires were processed. Due to the method used to select parents for the sample, the obtained
results cannot be applied to the entire population, but can point to certain tendencies in Croatian families
and serve as an encouragement for further research.

As for the type of family in the sample, the majority of families were two-parent families (89%),
while only 10% were single-parent families. The analysis of parental qualifications showed that most
mothers had a high school degree (54%) and an undergraduate college or university degree (35.8%). There
is almost an equal number of mothers who finished only elementary school and those with a graduate
degree. The sample of fathers is not vary largely: 53.7% of them had a high school degree, 35.3% had an
undergraduate college or university degree, 2.8% finished only elementary school, and 5.2% had a
graduate degree. Eleven respondents did not answer this question.

The questionnaire used in this survey was designed by the authors of this paper, and it contained 48
questions. This paper will present some of the results pertaining to the attitudes of parents towards reading
to children in families (how much pleasure reading gives them) and those pertaining to adults’ activities
related to reading to a pre-schooler in the family (frequency of reading, time of reading, who reads most
often, if the child requires to be read to).

Results and discussion

Parental attitudes to reading activities, both reading in general and reading to one's own child in
the family, have proven to be essential to the development of a reading culture and literacy in children. In
the studied sample as many as 95% of parents claimed that reading and telling stories to their child is
enjoyable (Table 1). Only 2.8% claim categorically that they do not like it, and 2.2% enjoy reading to the
child only occasionally. Therefore, it may be concluded that a large majority of parents is motivated to
read to children or tell them stories.

Table 1: How parents View Reading to Their Child

% f
Is reading to the child an yes 95.0 345
enjoyable activity for parents  no 2.8 8
sometimes 2.2 10
Total 1000 363

Such data may lead to the conclusion that a large number of parents read and tell stories to their
children every day. Unfortunately, the obtained data do not confirm this (Table 2). Almost all parents read
to their child but only 40.2 percent do that daily. A little over one half of the polled parents claim that they
read with their children 2-3 times a week.

Table 2: Is Reading an Enjoyable Activity for Parents?

% f
How often parent/s daily 40.2 146
read to their child 2-3 times a week 51.8 188
rarely (once a month or less) 8.0 29
never 0 0
Total 100.0 363

These data are not conclusive as they refer only to the frequency of reading, but there is no information
as to the duration of these activities and the interaction between the parent and the child. This is where the
cause of parental dissatisfaction may lie. A relatively small percentage of parents have a special or regular time
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for reading, like evening bed time or some other so called «reading ritual» (Table 3). This suggests that reading
is mostly occasional, something that is done if there is enough time or willingness to do it.

Table 3: Time at Which Parents Report Reading to Their Child

% f
When parents whenever possible 67.5 245
choose to read weekends 10.7 39
bed time 154 57
have a special time just for reading 6.4 23
Total 100.0 363

It must be stressed that only 10% of the sample were single parents. It is, therefore reasonable to
expect that both mothers and fathers share the time spent with the child. Although mothers read
significantly more often than fathers (Table 4), the fact that almost in one-third of families both parents
read to the child on a similar basis sounds encouraging because it indicates that sharing books is a family
activity, which makes the child’s environment more stimulating.

Table 4: The Adults Who Read to the Child

% f
Who usually reads to  father 8.5 31
your child? mother 57.0 207
other adult family members 5.8 21
all of them similarly 28.7 104
Total 100.0 363

The aim of this survey was to see how stimulating the family environment is for the development
of reading and pre-reading skills in the child and to find out who in the family provides encouragement for
reading and discussing what has been read (Table 5).

Table 5: Child’s Interest in Reading

% f
Does the child ask the parents  yes 97.2 353
to read to him/her no 2.8 10
Total 100.0 363

Based on the obtained responses it may be concluded that it depends on the children whether they
will be read to in the family or not. Indeed, 97,2% of parents answered that it is the child who asks to be
read to by an adult, while there are only 2.8% of children who do not ask to be read to, according to the
parents’ responses The data show children’s great interest in reading, which may be a result of the child’s
positive reading experience at home.

CONCLUSION
In conclusion, we may say that parents would like to share a reading experience with their
children and are aware of the importance of reading to children under six, but only half of them read to
their children daily. Although the results obtained in this survey do not allow generalization, they may be
taken as indicators of the situation in families in terms of encouraging the development of pre-reading
skills and reading habits in children. And they certainly suggest the need for the introduction of various
programmes focused on the development of family literacy, primarily those whose aim is to encourage a
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positive attitude of parents to reading in general and to reading to children, and emphasise the importance
of daily interactions between adults and children focusing on reading and telling stories.

What does it mean for professionals? Those parents who are aware of the importance of reading
and early literacy need just encouragement to put it into practice. They need information and advice on
when, how and what to read and a basic knowledge of early literacy development as well as a good
selection of reading materials for children. Children’s libraries, which are open to all children and all
family members in the same space and at the same time and not only to those children who are in
kindergarten, are invited to respond to that challenge.
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According to estimates, the Russian-speaking population in Estonia totals about 390,000, accounting for
nearly 30% of the Estonian population. The figure includes Russians along with other ethnic minorities,
such as Ukrainians, Belorussians, Latvians, and others. Russian is the language spoken at home for 98.2%
of the non-Estonian population (www.ngonet.ee/nationalminorities/EST/index.html).

For the Russian-speaking population to participate actively in all aspects of public and social life,
knowledge of the official language (Estonian) is essential. Knowledge of the official language is a
prerequisite for the receipt of citizenship if obtained by naturalisation, which guarantees holders their
political rights and allows them to join the civil or municipal service. Serious attempts have been made in
Estonia to facilitate integration of the Russian-speaking population at an early age. The Basic Schools and
Upper Secondary Schools Act of 1997 provides that by 2007 the curricula and the organisation of study of
non-Estonian language basic schools shall ensure that all graduates of basic schools have a level of
Estonian language skills which enables them to continue studies in Estonian (subsection 52) (Statistical
Office, 2000). Instruction in Estonian will be in at least 60 per cent of the teaching of the curriculum.
(subsection 9 ). The deadline provided by the act has proved unrealistic. In 1997 the deadline for the start
of transfer to studies in Estonian was set for the 2007/2008 academic year.

If Estonian is studied only in lessons of Estonian as a second language, students may not achieve a
language level which enables them to cope with studies in Estonian after basic school. Because of this, it
was recommended to introduce subject studies in Estonian in schools with Russian as the language of
instruction within the limits of the school’s ability (availability of teachers, study aids etc.). A number of
studies (Asser, 2003) and parents’ decisions in choosing schools showed that the non-Estonian population
has a great interest in learning Estonian.

HISTORY OF LANGUAGE IMMERSION

There are a great many language learning programmes in the world, but language immersion has
proved its viability as an efficient method of language learning in many countries. Immersion is
instruction which is carried out not in the child’s mother tongue but in the target or immersion language.

The immersion approach was a characteristic feature of the one-time system of private tutors. For
instance, in the 19" century, Russian aristocratic families employed governesses of German or French
origin, who, in most cases, did not speak Russian, to teach and raise their children. These tutors
communicated with the children in their own language, i.e. the immersion language. As a result, the
children acquired subject knowledge and skills as well as another language. The child’s mother tongue
was retained and it developed at a normal speed. Language immersion provided children with regular
tuition along with efficient bilingualism.

The immersion method as a targeted way of language learning was introduced in Montreal,
Canada, at the initiative of parents who noticed that ordinary methods did not help the children acquire
sufficient second language (French) skills to allow normal communication. Methods were looked for
which would be more interesting and more efficient at teaching children to speak another language. The
first kindergarten immersion group was thus opened in Montreal in 1965. The good results were
encouraging and the immersion initiative started to spread.

In 1986 the immersion method was applied in practice at parents’ request in Finland to teach
Swedish. Vaasa University has done a lot of research into the effects of immersion
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(http://lwww.uwasa.fi/hut/svenska/centret/english.html) and the approach has received a lot of positive
feedback.

Language immersion as a method for learning foreign languages or Estonian as a second
language, has been a talking point in Estonia since 1992 (Rannut, 2004). The Estonian immersion
programme is a part of the sub-programme “Education” of the national programme “Integration in
Estonian Society 2000-2007”. Thus the project “Immersion in the Estonian schools” was launched in
collaboration with the Canadian International Development Agency and Toronto School Board in 1999.
Studies show that parents are fully satisfied with the results and express unanimous support for the
programme. This programme offers the most efficient way for non-Estonian children to acquire the state
language at a high level.

THE IMPLEMENTATION OF EARLY LANGUAGE IMMERSION
In 2002 the Integration Foundation, in cooperation with the Finnish National Board of Education
and the foreign aid project “Integrating Estonia 2002-2004”, began the implementation of the immersion
programme in kindergartens. The kindergarten immersion programme enables children to acquire
Estonian in the course of daily life, activities and games, and to continue studies in immersion classes in
school (www.kke.ee). The early total immersion programme in kindergartens in Estonia is targeted at five
or six-year olds. The aim of the project “Immersion in the kindergartens” was to support state language
studies of non-Estonian children, and thus enable them to acquire equally good skills in both the mother
and Estonian tongues in their first years of school in order to guarantee them opportunities for successful
participation in political, economic and cultural life. The objectives of learning a second language in the
kindergarten are:
e toarouse children’s interest in Estonian and maintain it through their school years;
to teach children to listen to and to perceive the sound of Estonian;
to teach them to recognise familiar words in sentences, and familiar sentences in texts;
to begin to teach correct pronunciation;
to develop communication skills, memory and attention;
to provide vocabulary and to guide the use of acquired words and phrases;
to involve parents by disseminating relevant information and to deepen interest in language
studies.

The project “Immersion in the kindergartens” comprised the following activities:

e training immersion teachers and preparing methods for work in immersion groups;

o providing information on the objectives of immersion, and immersion methods, to kindergarten
managers, methodologists, inspectors of pre-school education, and officials of local authorities;

e informing and including the parents in the programme;

e cooperating with higher education institutions in order to draw up an immersion-specific
curriculum, and provide in-service training to teachers;

e purchasing aids which foster the design of the language environment, and compiling study
materials.

SELECTION OF PILOT KINDERGARTENS

A public competition was announced in order to find kindergartens interested in participating in
the project. 18 applications were received. Nine pilot kindergartens were selected. The selection
considered the regional location of the applicant kindergartens and their work carried out in the
development of teaching Estonian to the non-Estonian children. Immersion kindergartens are located in
the neighbourhood of immersion schools, thus allowing the children to continue their studies in the
immersion programme.

Preparation and management of the kindergartens’ immersion programme is carried out by the
Integration Foundation and the Finnish National Board of Education, and Vaasa University. In 2001 the
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Immersion Centre of the Integration Foundation was established for the purpose of developing and
applying immersion methods. Activities are outlined in Table 1.

The success of the project was not only ensured by teachers. Introducing language immersion

methods is a complex process which requires the inclusion of the entire staff of the kindergarten; it also
needs cooperation between parents, local municipalities, and other immersion kindergartens and schools.

Table : Project Activities 2002-2004

Activities/  Training immersion teachers ~ Training the Informing the target Acquisition of aids and
Year for pilot kindergartens trainers groups and including them  preparation of study
in the programme materials
2002 - Meetings and seminars Mapping of needs
for representatives of local
governments, kindergarten
managers, teachers,
parents;
preparation of an
information leaflet
2003 - 4 training seminars carried - Establishment - Opening meetings of the - Preparation of study
out by Finnish trainers; of a group of project; materials and
- 2 additional training kindergarten - 9 pilot groups begin work  distribution of them to
sessions organised by the teachers who in immersion settings; kindergartens;
Integration Foundation; want to become - a study trip to Finland for - electronic preparation
- drawing up of an teacher trainers  the representatives of local ~ of materials of training
immersion-specific governments, managers sessions and delivery to
framework curriculum; and methodologists of the  participants
- monitoring of the activities pilot kindergartens with
in the immersion groups, the aim of gaining an
analysis and feedback to insight into Finnish
teachers language policy and
immersion practices;
- 9 information meetings
with parents;
5 seminars for the planning
of cooperation between
pilot kindergartens and
schools
2004 - Mutual visits of teachers, - The group - A study trip of the - Electronic preparation
managers and methodologists  received basic representatives of the of materials of training
of the pilot kindergartens, training; University of Tartu, sessions and delivery to
monitoring of the activities, - preparation of  Tallinn Pedagogical participants;
discussions; the training University, Ministry of - 12 picture books

- teachers of the pilot
kindergartens received three
3-day training on immersion

methodology delivered by the

Finnish partners;

- visits to kindergartens,
monitoring of the activities,
analysis and feedback to
teachers

curriculum for
future teachers
and drawing up
of training
materials;

- 25 new
teachers
attended the 34-
hour training
programme

Education and Research to
Finland to get acquainted
with the language policy
and practices in training
immersion teachers in
Finnish universities;

- information meetings
with immersion group
children’s parents;

- 9 pilot groups continue

aimed at supporting the
learning of Estonian in
kindergartens are
completed in the
framework of the
project “A series of
picture books for
supporting the studying
of Estonian”, supported
by the US Government;
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carried out by and 4 groups begin work - the teachers received

the trainers; in immersion settings; a set of books along

- training the - drawing up of a strategic ~ with training in their
trainers in plan on immersion for use;

monitoring of 2004- - the pilot

the activities 2008 in cooperation with kindergartens received
and giving the representatives of the sets of study materials
feedback to target groups (books, games, etc)
teachers

ASSESSMENT OF ACHIEVEMENT, PERFORMANCE AND SUSTAINABILITY
In the autumn of 2004, when the project was about to finish, it became essential to cast a look
back and compile an evaluation concerning the achievement of the project’s targets and its sustainability.
The aim was to evaluate:
o the training of the kindergarten teachers and the trainers;
e the curriculum of training in immersion methods;
o the study and training materials compiled in the course of the project;
o the cooperation between the participating groups (e.g. parents, managers of the pre-school
institutions, officials of municipalities);
project management and coordination;
e project sustainability.

The following groups were asked to assess the project: kindergarten teachers, trainers, managers
of kindergartens, methodologists, inspectors of municipalities, and parents. Questionnaires with open and
multiple-choice questions were used in the survey. Evaluations were conducted using a 5-point scale: 5 —
excellent, 4 — very good, 3 — good, 2 — satisfactory, 1 — insufficient. Interviews were carried out in
kindergartens. The questionnaires were filled in by 18 teachers, 8 participants in the teacher training
course, 9 managers, 6 methodologists, 4 inspectors and 108 parents. (The parents received the
questionnaire in Russian.)

VIEWS OF TEACHERS

According to the teachers and those on the teacher training course, the application of the
immersion methods had changed the study environment in kindergarten and made teaching/learning better
suited to children. There are more methodological materials and study materials for children now.
According to the teachers, children’s co-operation skills, general aptitude for communication and courage
to communicate in Estonian also improved. However, several teachers did imply that teaching would be
simpler if the number of children in the group was not too high (20 or more children in a group).

The teachers thought that a thorough preparation in methodology, which was carried out by
Finnish and Estonian trainers, was the most positive aspect of the project. Ninety-four percent of the
teachers thought that training provided by the lecturers from Vaasa University was excellent or very good,
while 91% of the teachers considered the training provided by the Estonian trainers was excellent or very
good. The teachers and teacher trainers highlighted the competence of both Finnish and Estonian lecturers,
the relevance of the topics covered, and the presentation of various methods. Didactic materials compiled
by the Finnish or Estonian trainers were considered very good and useful by the teachers.

A high rating was given to the visit to the kindergartens under the guidance of the Finnish
partners, analysis of the activities in the immersion group and feedback to the teachers. The fact that all
participants would recommend the course to their colleagues, should underline the high ratings given by
the teachers.

The teachers also rated highly the methodological and material support from the administration of
the kindergarten, the local municipality and the Immersion Centre of the Integration Foundation. The
Immersion Centre of the Integration Foundation provided most assistance regarding methodology.
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MANAGERS AND METHODOLOGISTS
The managers and methodologists give a positive rating (100%) to the project as the expectations
towards the application of the immersion method were met in reality. The comments were as follows:

e we think highly of early language immersion because in order to meet the parents’ wishes we
have already tried to teach children in Estonian, and now we have the methods;

e we joined the project as the parents want to ensure communication skills in Estonian and
preparation for study in Estonian at school;

o the children’s skills in Estonian improve fast;

e the whole staff are learning constantly;

e co-operation skills in the groups are acquired; the communication culture of the children
improves;

e co-operation with the parents increases;

e there is closer cooperation now between the Estonian kindergartens and schools with immersion
classes;

e the non-Estonian children have more contacts with the Estonian children and families;

o the teaching conditions improved — good modern teaching materials, the equipment, room
facilities.

PARENTS

Parents’ satisfaction is considered very important. A similar wholehearted common agreement is
expressed in the managers’ and methodologists’ opinion that this method should be recommended to their
colleagues.

The parents’ general evaluation of the immersion project is positive. At the beginning of the
project the kindergarten managers, teachers or project managers informed all the parents about the aims,
contents and organisation of the immersion project. More than 80% of the parents considered information
sharing in the course of the project excellent or very good.

According to the parents, early immersion is most suitable for children as a playful, stress-free
form of language learning, which allows continuing study in Estonian. A positive internal atmosphere in
the groups favours the child’s comprehensive development and ensures interest in learning and the
language. The children gained more self-confidence and courage to communicate. Interesting teaching
materials, qualified and dedicated teachers, and a well-appointed learning environment were also
mentioned (36%).

The parents’ activeness and their attempts to use Estonian at home and outside the home definitely
have a positive impact on the language situation in our society. This is also supported by the promotion of
the immersion methods by the parents in their respective communication spheres as a vital skill the
children should have (35%) and as a child-centred, general development promoting, and efficient form of
language training (30%).

There is a certain conflict of interests as the parents worry about the child’s competence in the
mother tongue — they think the immersion groups do not pay sufficient attention to it. They also think
national culture (music, dance, children’s literature) requires more profound attention (39%).

Close to 70% of the parents would recommend their acquaintances to take their children to an
immersion group, and 85% wish their children to continue in immersion classes.
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THE PROJECT’S IMPACT AT LOCAL AND NATIONAL LEVELS

The launch of the immersion project has improved the internal atmosphere in the kindergartens
and positively affected co-operation between pre-school institutions and parents. The kindergartens
participating in the project are ready to support and encourage other similar institutions to start language
training based on the immersion methodology.

With the current language situation in mind, especially in Ida-Viru County where the rate of
Russian speaking population is highest, the parents are more active in finding opportunities for their
children to communicate in Estonian. The parents have started using more opportunities for
communication in Estonian at home with their children (children’s programmes on TV, language CDs,
songs, board games) — 39%, in the street, service-providing institutions, socialising, hobby activities, at
work — 52%. The parents note that their children’s communication sphere in Estonian has widened
because they have more courage to communicate and an increased self-confidence (51%).

The immersion kindergartens have perceived an increase in trust from the parents and thus
reputation of the kindergartens has improved in several places. It has brought about a growing demand to
open more immersion groups in kindergartens and first classes in schools. This means a higher demand for
specially trained teachers but the number of such trained teachers is insufficient today. Therefore it is
necessary to expand the training of teachers of Estonian and to organise better language training.

CONCLUSION

According to the results of the survey, the introduction of early immersion has deepened the non-
Estonian population’s understanding of the necessity of and opportunities for learning Estonian as well as
other languages. The project has opened new directions in language learning, and the advantages of the
early immersion methods are given more attention today by the population.

The results of early immersion are directly related to our circumstances, regional features,
kindergarten traditions, needs and opportunities. Thus a constant analysis of our experience in early
immersion is required, as is continued research which could supplement the international experience of
other countries with the forms, course and results of the application of immersion under Estonian
circumstances. Differentiated curricula developed on the basis of research results and original study
materials would enable a more flexible and efficient application of generally acknowledged immersion
principles in local conditions.

Positive changes towards functional bilingualism have taken place in society in recent years, thus
supporting hopes for continuation of the programme. Immersion in kindergartens is continued with
funding from the government under the guidance of the Immersion Centre. The Centre coordinates the
required activities, which ensure a good level of Estonian, enabling the children to continue their studies
in school. For the programme to be more flexible and efficient, it must be constantly improved.
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Family Literacy and Poverty: Related or Not?

Kornelija Petr and Boris Badurina,
Faculty of Philosophy, Osijek, Croatia

The influential role of parents in developing children's language and early reading skills is widely
recognized. Family literacy is defined as the way families show that talking, reading, writing and learning
are an important part of life. Family literacy happens naturally in our homes and in our community, every
day (Nunavut Literacy Council). Furthermore, some definitions include also the research of the
phenomenon and they define it as literacy that includes both the research and the implementation of
programmes involving parents, children, and extended family members and the ways in which they
support and use literacy in their activities in their homes and communities (Strickland).

Research from the second half of the 20th century consistently identifies and reports strong
correlations between parental reading to and with children and children’s later success with literacy
(Chomsky, 1972; Andersen et al., 1985) as well as correlations between family literacy and important
parent-child interactions (Saracho, 1997). Hess and Holloway (1984) identify five factors that may
motivate the children’s literacy development in a family setting:

e Value placed on literacy — parents read and stimulate children to read.

e Press for achievement — parents communicate their expectations concerning their children’s
achievement, reading instruction, and children’s reading initiatives and interest.

e Availability and instrumental use of reading materials — parents present literacy experiences in the
home that include children’s reading and writing materials.

e Reading with children — parents read to children at home as well as listen to and help them when
they read orally.

e Opportunities for verbal interaction — parents interact with their children in a variety of ways.

However, parents are often unaware of the importance the family has for the early development of
children’s literacy (Male$ & Stricevi¢, 2003). In fact, the absence of literacy activities in families may lead
to severe consequences for the child’s later academic and economic success in life. In their homes,
children should be surrounded by written materials (e.g. newspapers, books, magazines, posters, notes
etc.) and engaged in frequent discussions about it with the members of their family.

There are many factors (Yarosz & Barnett, 2001) that are reported to influence the family literacy
activities such as: family poverty (Yaros & Barnett, 2001), race/ethnicity, mother’s education, mother’s
age, number of siblings, home language other than official (English), etc. The amount of money that
comes into the household seems to be the one of the most frequently researched factors and the one which
is most commonly brought into correlation with literacy skills.

It is well-known that one of the underlying causes of un- or underemployment and poverty is low-
level literacy skills. According to 1992 National Adult Literacy Survey (NALS) (2001), individuals with
high levels of literacy are more likely to be employed, work more, and earn more than individuals with
lower proficiencies. Performing at the lowest literacy level™ of the NALS means being unable to read a
bedtime story, a prescription label, or a note from a teacher. It also means lacking the skills necessary to
read and fill out a job application, to decode a bus schedule, or to understand a tax statement. Many
parents who struggle with supporting their families economically also face enormous challenges when
trying to support their children's language and literacy development. Children of parents who lack basic
literacy skills are less likely to have access to reading and writing materials at home, to have educational
opportunities outside of the home, and are less likely to be enrolled in pre-kindergarten programmes. They
are also less likely to observe role models who are reading and writing throughout the day (Darling, 2004).

19 Individuals at the lowest literacy level have median weekly earnings that are $450 less than those at the highest
level ($23,400 less per year). The survey also found that 40 to 44 million adults in the United States have literacy
skills at the lowest level, and nearly half of these adults live in poverty.

89



Poverty™ is one of the most commonly used factors to explain the absence of family literacy
activities. There is, however, some disagreement about the role of parental support for literacy in the home
environment. On the one hand, there are reports such as The Condition of Education by the United States
National Centre for Education Statistics (NCES) in 2003 which includes survey results showing that
literacy activities in the home contribute to early reading success, and reports on the positive relationship
between a home literacy environment and children's reading knowledge and skills, regardless of the
family's economic status. On the other, there are much more authors who claim just the opposite (e.g.
Mikulecky; Saracho, 2002; Darling, 2004). Research from the 1970s and early 1980s (reported by
Anderson et al., 1985) identified more books, magazines, and educational literacy materials in the homes
of higher-income families and the families of children who performed well in school. However, when
some researches expanded the definition of literacy materials to include more functional materials like
notes, bills, grocery lists etc., the difference between groups was observed to shrink (Taylor & Dorsey-
Gaines, 1988). Still, Goldenberg et al.(1992) reveal that low-income parents tend to focus on less complex
strategies such as letter naming and spelling-sound correspondences. Unfortunately many of these
approaches are among the ones that have been identified as those that make learning to read and write
more difficult for children. Furthermore, Hart and Risley (1995) found that children in professional
families will hear 20 million more words by the age of three than children in welfare families. The authors
also found that the differences in language interactions between parent and child in the early years were
directly reflected in a child’s vocabulary growth and use of vocabulary, two measures of an individual’s
ability to succeed both in school and in the workplace.

Parents are their children’s first and most influential teachers and models. If parents lack the skills
that they need to encourage and enhance their children’s language and literacy development'?, their
children are more at risk of failing in school. By the time that disadvantaged children enter kindergarten,
their limited number of language experiences and exposure to a varied vocabulary can be difficult to
overcome and may lead to a frustrating school experience. As teenagers, those children may find leaving
school an easy alternative to struggling to keep up.

In Croatia, literacy and topics related to it (such as family literacy) have become more frequent
objects of research. There are several studies that deal with topics of early childhood literacy (Male$ &
Stricevi¢, 2003; Badurina et al., 2003; Petr, 2005). Also in Slovenia, Croatia’s neighbour, special
attention has also been given to early childhood and home-related literacy issues (Knafli¢, 2002). Both
countries are former-Yugoslav republics and have many similarities due to their territorial closeness and
common past. However, those Slovenian studies tend to be mainly of a quantitative nature, focused on
statistical and other easily counted data. What missing are the qualitative data that will tell us about
parental viewpoints on family literacy, their awareness of the importance of family literacy activities, etc.

This paper presents a part of the data collected through the research project Research of Reading
Interests and Information Needs of Children and Young Adults* that are relevant for the issue of poverty
and family literacy. The paper investigates whether the poverty in Croatian context can be considered to
be one of the factors that affect family literacy activities. For the purposes of this investigation, poor (low-
income) families are defined as those families that receive some kind of welfare support from the
government.

1 Definitions of poverty vary from country to country. In the USA in 2002, the poverty threshold for a family of four
was $18,400, while severe poverty meant having an income less than half of this — an annual income of $9,200 or
less for a family of four. (Darling, 2004) . In Croatia, on the other hand, the number of recipients of social welfare
support rises constantly: in 2003 the number was 356 467, in contrast to 2002 when the number was 333 742, or
2001 when it was 310 254. (Statistical yearbook of the Republic of Croatia: 2003)

12 A primary prerequisite of academic success.

13 Project is run by the Department of Information Sciences, Faculty of Philosophy Osijek (PI: Srecko Jelusic) and is
funded by the Croatian Ministry of Science, Education and Sport.
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INSTRUMENT AND PROCEDURE
In the first two years the Project focused on the research of reading interests and information
needs of pre-school children.
The data collection occurred in two stages:

e in May 2003 more than 4,000 guestionnaires were distributed among all kindergartens of Osijek-
Baranya County. 1,900 questionnaires were completed and returned (response rate 47.5 %). The
questionnaire was aimed at parents or family members of kindergarten children.

o from 2003 to now the data collection has occurred through students' writing their diploma papers
(they complete the same questionnaire that was used in the first stage of data collection). The data
collected in this way come from the following counties: Osijek-Baranya, VVukovar-Syrmia, Split-
Dalmatia and Zadar.

SAMPLE

The sample comprises 2,409 cases. The dominant type of a family in a sample is a family with
two parents (92.6%). When it comes to the educational background, the highest percentage of mothers
graduated from the secondary school (63.6%), followed by those with a university degree (26.3%).
Almost identically, the majority of fathers finished secondary school (67.6%), and a smaller percentage
held a university degree (21.9%). Just a small proportion of the sample finished primary school only
(mothers — 9 %; fathers — 8.6%), or held a post-graduate degree (mothers — 0.9%; fathers — 1.5%).

Almost half of the sample were in receipt of some sort of a welfare financial support (44.9%).
Among families in receipt of welfare, large proportions of fathers (79.4%) and mothers (81.3%) finished
primary school only. They are followed by families where mothers finished a secondary school (52.2%)
and fathers either did not finish a primary school (50%) or, like mothers, finished a secondary school
(48.9%).

In a majority of the families both parents were employed (60.6%). If only one parent worked, then
it was usually the father (24.8%). As expected, the highest proportion of families that received a support
were those where none of the parents worked (87.7%).

The most dominant in the sample are the families with two children (53.4%). They are followed
by families with only one child (26.2%), three (15.5 %) or four children (3.8 %). Families with more than
four children are rare.

RESULTS
Literacy Activities of Parents
In the sample, 63.9%o0f parents with welfare support read several books a year, or they do not read
books at all (22.5%). Only a small percentage read up to three books a month (10 %), or more (3.6%).
Similarly, the highest percentage of high-income parents read several books a year (63.6%), and then up to
three books a month (17.3%). Figure 1 illustrates the ratio between families with and without welfare
support.

91



80%

70%

60%

50%

40%

30%

20%

10%

0%

several

Figure 1: Average number of books read per year

up to 3/month more than 3/month

do not read books

—e— WS
—=—No WS

Similarly, when it comes to the reading of newspapers, high-income parents read newspapers more
frequently than the low-income parents (Figure 2).
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Frequency of reading and story-telling:

The highest percentage of low-income parents read the newspapers every day (35.2%), then two

to three times a week (30.5%) and then once a week (17.9%) or several times a month (12.3%). Only

4.1% never read newspapers. However, when compared with values for high-income parents, low-income

parents scored lower. Figure 2 illustrates this difference.

Low-income parents read or told stories to their children mostly 'Sometimes' (once or twice a
week) (45.6%) whereas the highest percentage of high-income parents read or told stories Once a day
(40.5%). Table 1 shows values for the whole sample, and Figure 3 illustrates the differences between

those two groups for each category.

Table 1: Frequency of reading/story-telling in the sample

Welfare support no welfare support
Several times a day 84 (9.2%) 155 (13.8%)
Once a day 299 (32.7%) 454 (40.5%)
Sometimes 417 (45.6%) 434 (38.7%)
Rarely 107 (11.7%) 78 (1%)
Never 7 (0.8%) 1 (0.1%)
Total 914 (100%) 1122 (100%)

Figure 3 Frequency of reading/story-telling
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Children from low-income families usually spent between 10 minutes and one hour daily reading
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picture-books or listening to stories (64.9%) and the same amount of time watching TV (51.5%).

However, fewer children from those families spent the day without television, than spent the day without

a book or a story. Table 2 gives values for low- and high-income families within the sample whereas

Figure 4 illustrates the difference in values for Reading and TV Watching only for low-income families.
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Table 2: Picture-book reading vs. watching TV in the sample

Welfare support

no welfare support

READING TV READING TV
Up to 10 min 116 (11%) 31 (2.9%) 113 (8.7%) 30 (2.3%)
10 minto1h 681 (64.9%) 545 (51.5%) 905 (69.5%) 699 (53.6%)
1to3hrs 120 (11.4%) 383 (36.2%) 196 (15%) 483 (37.1%)
More than 3 hrs 16 (1.5%) 61 (5.8%) 20 (1.5%) 48 (3.7%)
Not every day 117 (11.1%) 38 (3.6%) 69 (5.3%) 43 (3.3%)
Total 1050 (100%) 1058 (100%) 1303 (100%) 1303 (100%)

Figure 4. Picture-book reading and TV watching (WS parents)
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The analysis showed a statistically significant difference in answers for two groups of parents when it
comes to watching TV (Chi-Square=0,129).

Parental Views and Practices around Literacy Activities

Both, low- and high-income parents usually bought picture-books guided by their children’s
wishes (LI: 67.6%; HI: 59%). However, high-income parents tend to be guided by their own experience
more often than low-income parents (HI: 26.2%; LI: 16.6 %) and their choice of a picture-book is less
frequently random (HI: 8.7 %; LI: 10.8 %). Table 3 gives values for low- and high-income parents in the

sample.

Table 3: Influence on choice of picture books

Welfare support

no welfare support

Other parents or friends 5 (0.5%) 7 (0.7%)
Child's wishes 690 (67.6%) 749 (59%)
Librarians 4 (0.2%) 8 (0.6%)
Book-sellers 2 (0.2%) 1 (0.2%)
Advertisement, TV 27 (2.6%) 34 (2.7%)
Random 110 (10.8%) 111 (8.7%)
Personal experience 169 (16.6%) 333 (26.2%)
Something else 14 (1.4%) 24 (1.9%)
Total 1021 (100%) 1269 (100%)
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Mothers in our sample spend the most time reading or telling stories to their children (LI: 60.2%;
HI: 56.6%). However, there are greater differences in the distribution of answers between low- and high-
income families for other categories. Table 4 gives data for the whole sample and Figure 5 illustrates the
biggest differences in answers between low- and high-income families.

Table 4: Family member who spends the most time reading or telling stories to a child

Welfare support no welfare support

Father 55 (6.2%) 124 (11.4%)
Mother 536 (60.2%) 618 (56.6%)
Grandfather 9 (1%) 13 (1.2%)
Grandmother 62 (7%) 41 (3.8%)
Older siblings 48 (5.4%) 23 (2.1%)
Somebody else 4 (0.4%) 4 (0.4%)
All equally 175 (19.6%) 267 (24.5%)
Nobody 2 (0.2%) 1 (0.2%)
Total 891 (100%) 1982 (100%)

Figure 5: Reader/Story-teller
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Both respondent groups seem to agree that children should be exposed to reading and/or story-
telling from their birth (LI: 42.1%; HI: 47.8%) or when they start showing interest in picture-books (L1I:
36.3%; HI: 35.1%). However, there are, again slight, differences in answers between low- and high-
income parents. Table 5 gives the data for the whole sample.

Table 5: Beginning of reading and/or story-telling

Welfare support no welfare support

From birth 443 (42.1%) 623 (47.8%)
Start talking clearly 168 (16%) 173 (13.3%)
Interest in picture-books 382 (36.3%) 457 (35.1%)
Letter recognition 23 (2.2%) 15 (1.2%)
Before going to school 28 (2.7%) 21 (1.6%)
Something else 9 (0.9%) 13 (1%)
Total 1053 (100%) 1302 (100%)
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The highest percentage of both respondent groups thought that reading, TV, and computer are all
equally important for children's development (LI: 73.3%; HI: 74.9%). However, there are differences in
the distribution of answers between low- and high-income parents and they are illustrated by Figure 6.
Table 6 gives data for the whole sample.

Table 6: Elements important for children's development

Welfare support no welfare support

TV 8 (0.8%) 2 (0.2%)
Computer (games) 15 (1.4%) 12 (0.9%)
Reading 259 (24.5%) 310 (24%)
All elements equally 774 (73.3%) 965 (74.9%)
Total 1056 (100%) 1289 (100%)

The analysis showed a statistically significant difference in answers for these two groups of
parents (Chi square = 0,094).

Figure 6: Elements important for children's development

aws
B Not WS

TV computer reading all equally
important

The Library
Majority of low-income parents in our sample tend to have home libraries (41.3 %) and therefore
are less frequently library members (20.7 %). Table 7 gives data for the whole sample.

Table 7. Home vs. public library in the sample

Welfare support no welfare support
Home library 438 (41.3%) 278 (21.4%)
Public library 220 (20.7%) 444 (34.3%)

Almost all children in our sample, regardless what sort of a family they come from, possessed a
picture-book (LI: 96.9%; HI: 98.9%). However, children were less likely to be library members (LI:
22.3%; HI: 27.3%). Table 8 gives data for the whole sample and Figure 7 illustrates the differences in
answers between two respondent groups.
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Table 8: Possession of picture-books and children library members

Welfare support
1030 (96.9%)
236 (22.3%)

no welfare support
1288 (98.9%)
353 (27.3%)

Possesses picture-book
Library member (child)

Figure 7: Possession of picture books and children library members
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The most common reason in the sample for children not being library members is that they were too
little. A higher percentage of high-income parents (44.8 %) than low-income parents (38.3 %) claimed the
child’s age was the most important factor that determines whether they took their child to the library or
not. The second most important factor for low-income parents is the fact that they do not really have a
habit of visiting the library (21.5 %), whereas high-income parents choose Something else (23.3 %). Table
8 gives data for the whole sample.

Table 8: Reasons for children not being library members

Welfare support no welfare support

Child too little 348 (38.3%) 465 (44.8%)
No material in lib. for children who don't read 26 (2.9%) 31 (3%)
No library in neighbourhood 148 (16.3%) 98 (9.5%)
No library visiting habit 195 (21.5%) 174 (16.8%)
Money 60 (6.6%) 27 (2.6%)
Something else 132 (14.5%) 242 (23.3%)
Total 909 (100%) 1037 (100%)
DISCUSSION

The purpose of this paper was to find out whether there is a connection between poverty and family
literacy activities. Poor families in the sample were, for the purposes of this paper, defined as those families that

receive some sort of welfare financial support.
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The educational structure of our sample is far above the Croatian average. The average proportion of
Croatian people with higher education is 16 % (Badurina et al, 2004), whereas in our sample this is 27.2 %.
Still, however, a relatively high proportion of our sample receives some sort of welfare support which leads to a
conclusion that almost half of the families in our sample can be treated as medium- or low-income families.
Families that receive welfare support are mostly the families where both parents are unemployed, or only a
father works. It is interesting to note that in cases where only a mother works, fewer families receive support.

According to Hess at al. (1982), children’s reading performance is correlated with the amount of
reading done by their parents, the quality of parents’ reading material, and the value placed on reading by their
parents. In our sample, we asked about book and newspaper reading habits of parents, frequency of reading and
story-telling to children, and amount of time children spend daily watching TV, browsing and/or reading a
picture-book or listening to a story. Although both groups of respondents report similar data for reading of
books (both groups read several books a year in almost 64% of cases), there are still differences in answers
between them. More high-income parents read more than three books a month, and fewer of them report that
they did not read books at all. Similar findings were obtained for reading of newspapers. The greatest
discrepancies between low- and high-income parents were for categories « | never read newspapers», «| read
newspapers only once or twice a month», and «I read newspapers daily». Low-income parents more often do
not read newspapers or they read them rarely. In contrast, more high-income parents read newspapers daily.
Furthermore, in low-income families, children are told or read stories to less frequently than in high-income
households. More low-income families report that they do not engage in those activities at all, and when they
do, then it is usually Sometimes (in contrast to high-income families who usually do Once a day). In low-
income families children spend on average more time a day watching TV than reading. More children read
daily between 10 min and one hour, but more children watch TV between one to three hours a day. Also,
children more frequently spend the day without reading than they do without watching TV.

When it comes to family members’ opinions on literacy and their literacy practices we looked into
how they chose children-books to read or tell to their children. Both parent groups were usually guided by their
children’s wishes or personal experience (although, high-income parents in far greater degree) when they buy
picture-books. However, there are big differences in answer distribution between them: low-income parents
listened more often to the advice from the bookshop salesperson whereas high-income parents were more often
guided by advice from others (other parents or their friends or even from librarians).

As everywhere, mothers in our sample are those family members who devote most of their time to
children. As a result, they are also the most frequent story-tellers or readers, regardless of the respondent group.
Still, there are interesting differences in answers between low- and high-income parents. It seems that in high-
income families male family members devote more of their time to reading with children (for examples, fathers
or grandfathers)™. This finding is very important because so far the fathers’ engagement and children's literacy
outcomes has rarely been explored in detail, especially not with the poverty element included in the research.
Research shows that fathers’ reading habits can have a substantial influence on their children’s ability to read,
their levels of interest and their reading choices (Lloyd, 1999). Indeed, it has been suggested that the lack of
male role models involved in literacy-related activities during children’s early years is one of the possible
causes for the declining rates of school achievement for boys (Wragg et al, 1998).

Both parent groups seem to think that children should be exposed to reading and/or story-telling very
early: from children’s birth or when children start showing an interest in picture books. Furthermore, a majority
of parents in both respondent groups think that all three elements (reading, TV, computer) combined together
are equally important for children’s development. However, when we compare low- and high-income parents,
more low-income parents tend to give importance to TV and computer than do high-income parents. The
analysis also showed a statistically significant difference in answers for two respondent groups.

14 Recent research (See Flouri & Buchanan, 2004) has shown that when fathers take an active role in their children's
education by volunteering at school, helping with children's homework or attending school meetings, children are more
likely to do better academically, to participate in extra-curricular activities and to enjoy school. Overall, children are more
likely to reap these benefits the earlier fathers become involved with their children's learning (Clarke-Stewart, 1978)
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Visits to a library are considered to be an important element in family literacy activities. In our sample,
low-income parents are in fewer cases members of a public library than high-income parents. However, it is
positive that a slightly higher percentage of their children are library (LI parents: 20.7%; LI children: 22.3%).
Still, children from high-income families use libraries (27.3%) more and possess slightly more picture books
(2% more) than children from low-income families. It is interesting that low-income parents claim to have
more often a home-library than high-income parents. This can be explained by the fact that the questionnaire
did not specify how many books constitute a home-library. ** It is clear that this question was misunderstood by
the respondents and therefore should not be taken into consideration.

Even though high-income parents take their children to the local library more often than low-
income parents do, more than 70% of children from both groups do not use the library at all. The highest
percentage of parents (both respondent groups) explained this by saying that their child is too little for that
activity or they confess that they themselves do not have a library-going habit. The distribution of answers
between two groups differed: more high-income parents thought the child was too little; more low-income
parents admitted they do not go to the library. Only 7 % of low-income parents said that library fees'®
were the reason for not taking their child to the library.

CONCLUSION

Family literacy is an extremely important topic when it comes to the development of early children’s
literacy and must not be left out of sight, which is also stressed by many family literacy studies and programs
around the world. Research conducted within the project Research of Reading Interests and Information Needs
of Children and Young Adults (Department of Information Sciences, Faculty of Philosophy in Osijek) brought
some interesting results connected with the issue of family literacy activities and reading culture, primarily in
the wider territory of Osijek-Baranya County, but also some coastal regions. Although the research itself was
conducted with the aim to provide researchers with the state-of-the-art situation it also provided valuable
information regarding family literacy and related issues (e.g. number of books at home, literacy activities of
parents, parental views on reading, etc.).

This paper looked into the relationship of family literacy activities and the amount of money that
comes into the household. The distinction between low- and high-income families was made on the basis of
financial welfare support. Families that were welfare supported were considered to be 'poor'. The data from the
research showed that even though there were not significant statistical differences (they were spotted for only
two variables, both of which include watching TV) between those two respondent groups in the sample, high-
income parents demonstrated better literacy activities and attitudes than low-income parents. Low-income
parents read less (books, newspapers), they read or told stories to their children less frequently (more low-
income parents admit not to read to their children at all), their children watched more TV, parents were very
seldom library users (however, it is commendable that a slightly higher parentage of their children are library
members). Mothers are usually those family members who spend the most time with the child; therefore, the
family member who reads or tells stories more often than the others. However, if we look past mothers, other
low-income family members tend to be of female sex whereas in high-income families the other family
members are male: a feather or a grandfather. The importance of a father for family literacy is insufficiently
researched but even without substantial scientific evidence it is clear that the dedication of time for reading or
story-telling by fathers can send a powerful message to children about the value of reading.

What this research does not show, and what would be interesting to look into, is the level of
academic success of welfare-supported children who come to school from literacy poorer environment.
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Learning Readiness of Pre-school Children
Hanna-Sofia Poussu-Olli, University of Turku, Finland

The results of the study indicate that it is possible to analyze in a versatile way, with the help of a test, the
cognitive development of a preschool-aged child. According to the study, the overall performance of girls
is better than that of boys, and boys show greater variation on test items than girls. One area in which
boys did less well was the linguistic domain. The general notion is that the boys’ language development is
behind that of the girls at the beginning of the school (Poussu-Olli, 1993, 1998, 1999).

This study indicates that the preschool-aged boys’ language development is a weaker predictor of
later reading and writing than that of the girls. There are notable individual differences in the children’s
performances. In addition, the results indicate that up to a quarter of the children studied need special
support in the preschool stage. The children born in the beginning of the year were better in the tasks
requiring independent initiative than those born in the end of the year.

INTRODUCTION

By early education is meant, in a wider sense, daycare which includes social services for families
and educational and pedagogic activity focussing on early childhood i.e. on children aged 0 — 8 years.
Pre-school teaching as a term refers to a pedagogy or conscious and goal-oriented support for growth and
learning in early childhood. The task of early education is to offer a secure environment, support families,
arrange learning opportunities, prevent risk-factors hampering learning, promote heath and provide help in
child-protection (Brotherus et al, 2004).

The scope of early education is wide, but when succesful it may help to create a foundation for
learning, support the child’s activity and curiosity as as an experimenter and acquirerer of new knowledge.
In contrast, failure may cause the child to become passive. Learning is an interactive process involving the
child her/himself and the other children as well as with the adults in the neighbourhood.(Poussu-Olli &
Jarvinen 2004).

The preschool reform, which was started in Finland in 2001 (in Figure 1) and dealt with the launching
of uniform instruction for 5- to 6-year-old children in our country, lies at the background of the study. The
aim of the reform is to grant this group of children equal possibilities for learning (Crieteria of Basic
Education Curriculum, 2004). The assessment provides the framework for this preschool reform setting
the educational goals and monitoring the children’s activities in this process. Pre-school teaching supports
children’s growth, development and learning prerequisites and screens for risk factors which possibly
hamper their learning and later make the development of their reading, writing and mathematical skills
amongst other things difficult (Bryant, 2003; Kress, 1997; Poussu-Olli & Jérvinen 2004). The goal of the
study was to analyze in a versatile way the cognitive skills of a 6-year-old pre-school pupil. We have
chosen cognitive skills that are especially important for the future. The study also investigates the
similarities and discrepancies between girls’ and boys’ performances. In addition the achievements of pre-
school-aged children born in the beginning, middle and end of the year were studied.

The study was carried out in cooperation with the University of Turku and Scribeo Inc. and it
belongs to the comprehensive PEKI Project which has developed the diagnostic assessment methods of
reading and writing in basic instruction. The study is part of the development and standardization of a
new test battery. The test was developed by Hanna-Sofia Poussu-Olli and Tuula Merisuo-Storm. The
subjects of the first stage of the study were 96 pre-school-aged children, 49 of whom were boys and 47
girls. The children have been taught in pre-school teaching groups for 6-year-olds. The study was carried
out in May 2004.
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Figure 1: The Context of the Research
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The assessment looks at the pre-school pupil’s independent initiative, perception, language
awareness and mathematical skills as well as fine-motoric skills through controlled tasks (cf. Anthony &
Lonigan, 2004; Bruce 2004; Miles, 1992; Poussu-Olli & Jarvinen, 2003; Poussu-Olli & Merisuo-Storm
2003).

A short description of the six sub-domains of the test follows:

1. Independent initiative includes 6 tasks. The aim of the tasks is to clarify how the pre-school pupil copes
with the independent initiative tasks as far as knowledge is concerned. S/he must know how to combine a
piece of clothing to the right part of the doll’s body, to choose suitable clothes for a certain occasion, to
pick up correct cutlery for a special course, to organize the events of the day and to connect a certain
object to the correct room.

2. Visual perception is made up of six tasks. The child must be able to combine similar pictures, to find
the similar pictures among several ones resembling each other, to attach halves of figures to each other, to
identify similar figures and to combine similar letters and syllables.

3. Auditive perception includes 6 tasks. In the first task the purpose is to discern similar and different pairs
of rhyming words. The second task is a discernment task of the duration of a sound. In the third task the
child must discern similar and different syllable pairs. In the fourth task the child looks for similar pairs
of words. In the fifth task words beginning with the same initial sound are searched for. In the last task
the child must point out the last sound of the word s/he heard.

4. There are ten tasks belonging to language awareness. The child must recognize letters, discriminate
between words and non-words, discern rhyming words, and compare word lengths. In addition the child
must identify pictures corresponding to given nouns and verbs, understand signs, compare sizes and
amounts as well as classify things.

5. The mathematical sub-domain includes six tasks. The child must recognize numbers, count the numbers
of objects and draw the corresponding number of lines, count numbers and ring the corresponding
number, write the given numbers, to add missing ones as well as count the total and write down the
corresponding number.

6. The motor sub-domain includes two tasks. The first one asks the pupil to strengthen and continue dotted
lines. In the second one, the child completes the given figures. The components of the test are summarised
in Appendix.
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RESEARCH TASK

The research is divided in the following questions:

e How do pre-school pupils cope with independent initiative, visual and auditive perception,
language awareness and the sub-domains of mathematics and fine-motoric skills?

e Inwhat ways do girls and boys perform similarly and differently?

e What are the differences in performance between children born in the beginning and at the end of
a year?

e Is there a connection between the sub-domains of the test and how well does it measure children’s
readeness of reading and writing.?

e What are the factors which best predict the later development of reading and writing?

The statistical methods used for various analyses were distribution data, t-tests, Pearson’s
correlation coeffisients, and graphic figures. The reliability of the measures was analyzed using the
Cronbach alpha-coefficient. With the help of the last-mentioned the internal homogeneity of the test has
been clarified. The common alpha-value of the pre-school test was .85, which is especially good. The
common alpha-coefficient of the six sub-domains was .73 which is also especially good.

MAIN RESULTS

According to the results of the entire test 18 % of the children gave excellent, 32 % very good, 26
% good, 16 % satisfactory and 8 % passable performances (Figure 2). The performances of girl is
altogether better than that of the boys while there is a greater dispersion in item-based performance among
boys, compared to girls. In independent initiative, language awareness and auditive perception, girls
achive statistically significantly higher than boys. Girls also succeeded better than boys also in the
other sub-domains of the test; only in mathematical performance were boys better than girls. Girls had the
greatest variation in the mathematics tasks, followed by language awareness and auditive perception. Boys
had the greatest variation on tasks connected with auditory perception and the next gereatest on the
language awareness.

Figure 2: Performance Levels Across All

Performance Levels of Test Results
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Very good
32%

Tests

The mean value of the overall performances of the children born at the beginning of the year is
higher than that of the other age groups. Variation in the performance of the children born at the end of
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the year is greater than that of the other groups. The statistically significant difference between the
children born at the beginning and end of the year was to be seen only in independent initiative in which
the children born in the beginning of the year were better than those born in the end of the year.

Figure 3: Percent Correct Scores for Sub-domains of the Test
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Ol = Own Initative; LA = Language Awareness; VP = Visual Perception; Ma = Math; AP = Auditive Perception;
Mo = Motor Skills

Figure 3 provides percent correct scores for each subdomain. When we are compairing the
excellent performances with the different sub-domains, the results show that in auditory perception and
language awareness, performance was poorest. Also in these sub-domains there were most the poor
perfomances. In contrast, performance in the visual subdomain was high. Both auditory perception and
language awareness are very important and, fortunately, with support education we have a good chance to
improve these areas quickly.

One of the central goals of the study was to analyze the factors which best predict the later
development of reading and writing. According to the results the factors best predicting the later
development of reading and writing are the discrimination of the duration of a sound, the recognition of
the first and last sounds of a word, as well as the comparison of word-lengths and the recognition of
letters. The next best predictors are the discrimination of syllable and word pairs, discrimination of
rhyme words and rhythm pairs and recognition of a word and a non-word. The same variables were
compared for boys and girls. The girls were statistically better in the discrmination of the first and last
sounds of a word and the recognition of letters. There is no statistical significance between the
performances of children born at the beginning and at the end of the year on the above-mentioned
variables. The study has also provided new information on the variables predicting the later development
of reading and writing, including the mathematics domain. According to the results in mathematics the
factors best predicting the later development of reading and writing are adding the missing figure to a
number sequence, counting of numbers, counting the total number of points, writing figures, counting of
the numbers of objects and identifying a figure.

The results of the variables predicting the development of reading and writing were analyzed in
the test between the groups whose performances were excellent, very good, good, satisfactory and
passable. There is an especially significant discrepancy between the groups with excellent and passable
performances in all variables predicting reading and writing. There are also statistically significant
discrepancies between the groups with the best and satisfactory performances in the recognition of letters,
discrimination of rhyme words, discrimination of word lengths and the identification of the first and last
sounds of a word.
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CONCLUSION

The results of the study indicate that it is possible to analyze the cognitive development of a
preschool-aged child in a versatile way with the help of the test developed for this purpose. We were able
to clarify children’s reading and writing readinesses and their individual performances with the test. Of the
preschool-aged children the performance of boys was poorer in the language domain than that of the girls.
The general notion is that the boys’ language development is behind that of the girls for 1-2 years in the
beginning stage of the school. This study shows that the language development of the preschool-aged
boys is a poorer predictor of later success in reading and writing than that of girls. There were large
individual differences between the children’s performances. In addition the results indicate that 24-25 %
of the 6-year-old children need special support in the preschool stage. On the other hand the results also
prove that more than 50% of the children gave excellent and good performances. The children’s
individual performances varied greatly — i.e. there was dispersion.

This fact should be taken into account in the planning of preschool teaching. The individual
performance profiles should be clarified at the initial stage. This test would be a means especially for the
planning of instruction and thereby for the implementation of correctly focussed interventions. The
identification and maintenance of the boys’ interest is a crucial challenge for preschool instruction. The
meaning of self-esteem is an important readiness for school-beginners. The study indicated that children’s
self-concept as learners was reflected in their motivation.

The study has also provided new information on the variables predicting the later development of
reading and writing including the mathematics domain. By clarifying and intervening in the early risk-
factors and by supporting the children’s motivation and strengths it is possible to address the goals set for
preschool instruction. The formation of children’s self-esteem starts at the ages of 5-7, and includes
physical, social and cognitive development. This period is a very sensitive phase in the child’s
development. Pedagogically well-planned guidance of children offers good possibilities for the
development of reading and writing skills and reduction of risk-factors.
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APPENDIX
Components of the Pre-school Assessment Battery

1. Own initiative 4. Language awareness
Dressing up of a doll Letter recognition
Choosing the clothes Discriminating words and non-words
Choosing of cutlery Discrminating rhyme words
Organizing the events of the day Comparing word lengths
Putting back of objects Noun recognition

Verb recognition

Understanding location
Comparing sizes

2. Visual perception Classifying things
Reconizing similarities
Completing of halves of figures 5. Mathematics
Recognizing the similar and differen Number recognitio
Combining of similar letters Counting the number of object
Combining of similar syllables Counting the numbe

Writing of number

3. Auditive perception Adding missing numbers
Discriminating rhythm pairs Counting of a total
Discriminating the duration of a sound
Discriminating a syllable pair 6. Fine-motoric performance
Discriminating of a word pair Reinforcing and continuing dotted lines
Identifying the first sound Completing a figure

Identifying the last soun
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Adolescent and Adult Literacy

Signs of Stigma? Attitudes to llliteracy in Victorian Fiction,
1850-1890

Maxine Burton, University of Sheffield, England

This paper draws on aspects of my doctoral research into attitudes to illiteracy in England during the
period 1850-1890. | shall start by describing how my interest in this topic arose, and why | wanted to
explore the historical basis of the stigma and the associated stereotypes attached to illiteracy in present-
day England. As the main documentary sources | used were Victorian novels, | will illustrate my
methodology by analysing an extract from one of my sources. | will then outline my main research
findings and conclusions.

THE STARTING POINT

Several years ago, while | was working as an adult literacy tutor, I came across a memorable
comment from Brian Street; for adults who have defined themselves as illiterate, ‘the stigma of illiteracy
is a greater burden than the actual problems evidenced in such cases’ (Street, 1990, p. 3). That had a
particular resonance for me, especially the juxtaposition of stigma and illiteracy. Certainly I had too often
seen distress and embarrassment on the part of my students in their admission of literacy problems, and
also their overwhelming lack of confidence and self-esteem. Stigma essentially involves the creation of
stereotypes and, for adults who have problems with literacy, it is above all the stereotype of the stupid or
thick illiterate. The connotation of illiteracy with qualities of inadequacy, especially low intelligence, is
damaging and the stigma burden can have a devastating effect on the individual. But there are also
implications for educational policy: not only does the stigma discourage students from seeking tuition in
the first place, it is also responsible for a downward spiral of ability. If adults are trying to avoid exposure
as ‘stupid’, then they will avoid exposure to literacy situations, and what skills they do have will receive
little practice.

But was it always like this? | started wondering how the present day attitudes to illiteracy had
arisen. I also wondered to what extent they might be connected with schooling. After all, many literacy
students ascribe their low self-esteem to their feeling of humiliation, neglect or fear during their years at
school. And, the connection is made explicit in the literature: for example ‘much of the basis of
contemporary literacy is in compulsory schooling.....compulsory schooling created the possibility that
everyone could be literate’ (Barton, 1994, p. 127).

BACK TO THE PAST

I was thus hoping that historical research might shed some light on the construction of present-day
attitudes to illiteracy, with implications for adult literacy educational policy. Literacy is imbued with a
range of deep-rooted social and moral values and historical research is recognised as a way of challenging
our pre-existing assumptions. In my journey back into the past, into the history of literacy, | found many
contradictions in the research literature and not many answers to my questions. Many well-known writers,
such as David Vincent, David Barton and Jane Mace, are keen to comment on the presence or absence of
stigma in the past but there was no real consensus about its existence. Was it simply a case of increasing
literacy bringing its own pressure to conform? Although the educational legislation of the 19" century is
often credited with wiping out illiteracy, levels of literacy in England were actually rising before the
Education Acts took effect. Even what literacy meant, how you could define it, was contested — David
Vincent has pointed out its dual nature, referring to it as either a “‘mechanical skill” or a ‘crucial element in
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the system of values by which social groups define themselves or are subject to definition by those in
power over them’ (Vincent, 1989, p. 4).

I chose the period of time 1850-90 for my study in order to include important educational
legislation, particularly the Elementary Education Act of 1870, and subsequent acts through the 1880s,
which gradually extended the provision of elementary education and made attendance at school
compulsory. Furthermore, if we take illiteracy as only being a ‘problem’ when it happens in a society that
is literate — or at least has embraced the expectation of being literate — then by 1850, it seems that the
majority of people in England were literate, about two-thirds. One of the most conservative estimates puts
it at 61% (Stephens, 1990) but it may have been much higher.

THE DOCUMENTARY SOURCES

Although | focussed on Victorian fiction, | also drew on information from Parliamentary Papers
on education. | found them useful as a framework of commentary on the educational legislation, and valid
as a method of triangulation. Despite the difference in genre, | found that both sources came up with very
similar data.

There were sound reasons for using novels, apart from the undoubted enjoyment factor! The main
criticism levelled against works of fiction is that they are not an objective record. But it depends on what
you are looking for. | was trying to uncover the attitudes of the time, so on that basis, lack of objectivity
becomes irrelevant, indeed subjectivity is welcomed. Furthermore, by mid-century the novel was rapidly
attaining status as social commentator and censor, a position perhaps similar to the ‘soap operas’ of today.
The Victorian novel is also equated with the development of realism and topicality. For books by the
‘classic’ authors in particular, their role can be seen not just as reflecting society, but as actively helping to
form or change attitudes and behaviour (Blake, 1989, p. 8).

Table 1: Official and Personal Texts Used

Date Official Personal

1849 Report on Public Libraries

1852-53 Dickens, Bleak House,
Gaskell, Cranford

1854-55 Dickens, Hard Times,

Gaskell, North and South,
Trollope, The Warden

1858-61 Reports of the Assistant Commissioners
1861 The Newcastle Report
1862 The Revised Code of Regulations —
Parliamentary Debates
1864-65 Dickens, Our Mutual Friend
1866 Gaskell, Wives and
Daughters
1874 Hardy, Far from the
Madding Crowd
1875 Trollope, The Way We Live
Now
1878 Hardy, The Return of the
Native
1886-87 First Report of the Royal Commission Hardy, The Mayor of
on the working of the Elementary Casterbridge,
Education Acts; Second Report; Third Hardy, The Woodlanders
Report
1888 Final Report of the Royal Commission
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A huge amount of fiction was produced in the Victorian age, so there was no lack of potential
source material. It has been calculated that a total of about 50,000 novels were produced by about 3,500
novelists (Sutherland, 2002, pp. 259-260). My criteria for selection were that they had to be written
between 1850 and 1890, by an English author, with an English setting and with references to reading and
writing. This way | ended up with a selection of classic authors — Dickens, Gaskell, Trollope and Hardy -
each represented by at least two key works. These, together with all the Parliamentary Papers, are set out
in the following table, which shows a spread of sources over the entire period.

AN EXAMPLE OF TEXTUAL ANALYSIS
The following extract from a Victorian novel is one | have used in teaching sessions and workshops,
including my presentation for the European Conference in Zagreb. It is a means of illustrating some
textual analysis techniques for discovering attitudes, held by both literate and illiterate, to illiteracy.

The narrator, Esther, describes a meeting with Krook in his rag and bottle shop.

He touched me on the arm to stay me, and chalked the letter J upon the wall — in a very curious manner,
beginning with the end of the letter, and shaping it backward. It was a capital letter, not a printed one, but
just such a letter as any clerk in Messrs Kenge and Carboy’s office would have made.

‘Can you read it?” he asked me with a keen glance.

‘Surely,” said I. “It’s very plain.’

‘What is it?’

o

With another glance at me, and a glance at the door, he rubbed it out and turned an a in its place
(not a capital letter this time), and said, ‘What’s that?’

I told him. He then rubbed that out, and turned the letter r, and asked me the same question. He
went on quickly, until he had formed, in the same curious manner, beginning at the ends and bottoms of
the letters, the word JARNDY CE, without once leaving two letters on the wall together.......

‘l have a turn for copying from memory, you see, miss, though I can neither read nor write’.

The fact that the author, title and date have been omitted is deliberate, to highlight the extent of
our dependence on ‘background information’ such as this to help inform our interpretation. The genre — a
novel — has been revealed, and that in itself creates various expectations of character and narrative.
Structuralism, as a method of analysis, ignores the author and social and historical context, and claims that
the language of the text in itself creates the reality. The Post-Structuralist view is that meaning is not
inherent in the text, but is created by the reader, so it could be different for each reading. My leanings are
to a ‘traditional’ interpretation, whereby a text is a product of the author’s way of thinking about the
world. The above is an extract from Chapter V of Bleak House, written 1852-3 by Charles Dickens.

Bleak House has been much analysed by literacy researchers, particularly the character of Jo, the
illiterate crossing sweeper. The character of Krook, also illiterate, is rather more complex and rewarding,
and provides a notable contrast, not just that of Jo’s ‘innocent darkness’ with Krook’s ‘malevolent gloom’
(Mace, 2002, p. 10) but in terms of the power of literacy. Jo is passive and powerless, Krook is quite the
opposite. Krook is far from stupid however, and he has managed to amass wealth. He has strategies for
dealing with his lack of literacy, recording his stock by making chalk marks on the wall panelling of his
shop. As we see from the extract, he has taught himself to copy individual letters, although
unconventionally (and it emerges later in the novel that he is suspicious of being taught in case he is
‘learned wrong’!). Dickens here is creating a picture of an illiterate character and his “curious’
performance, for the benefit of his literate readers. Krook is proud of his skill, as his boastful display
shows, but he is not at all ashamed to admit illiteracy. This is still a world in which there seems to be a
matter-of-fact acceptance that illiteracy exists side-by-side with literacy.

I shall now summarize the main findings from the 4 novelists, following the themes | explored in
my research, namely a) Schooling, b) Class and Gender, and c) Status Stigma and Stereotype.
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SCHOOLING
Responsibility for literacy early on in period under investigation lay with schools, which were
becoming synonymous with literacy to the extent that they had come to be regarded as the main arbiters of
literacy. There is clear evidence of this from Gaskell’s North and South (1854-5). By the time of Hardy’s
novels, literacy is automatically assumed to be the result of schooling. This is illustrated amusingly by
following passage from Return of the Native (1878) on rural graffiti.

“Ah, there’s too much of that sending to school in these days! It only does harm. Every gatepost
and barn’s door you come to is sure to have some bad word or other chalked upon it by the young rascals:
a woman can hardly pass for shame sometimes. If they’d never been taught how to write they wouldn’t
have been able to scribble such villainy. Their fathers couldn’t do it, and the country was all the better for
it.” (Bk I, ChI)

The Revised Code of 1862 had created ‘Standards’ through which each child had to pass, and these
were age-related. But this did not seem to create expectations, merely to reinforce already-entrenched
beliefs that the only appropriate time to acquire literacy was childhood. This is evident from the works of
Gaskell and especially Dickens. Returning to the character of Krook, he is described in the following
terms by another character: ‘Read! He’ll never read. He can make all the letters separately, and he knows
most of them separately when he sees them...but he can’t put them together. He’s too old to acquire the
knack now’ (Bleak House, Ch XXXII)

CLASS AND GENDER

My four novelists themselves represent a range of backgrounds from upper-middle to working
class. Elementary schooling was designed for the working classes, although there are references in
Gaskell’s work to changing standards of literacy which suggest that an increasing school focus on reading
and writing was also affecting the educational standards of the middle and upper classes. Previously they
had felt secure enough socially to regard poor spelling and grammar as of little consequence and indeed in
middle-class fiction there is a presumption of literacy acquisition, so it often scarcely merits a mention
This is not the same as saying that the middle classes imagined literacy did not matter. On the contrary,
literacy was a sign of class membership and gentility. Subscribing to the Hollingsford Book Society in
Gaskell’s Wives and Daughters is described as ‘a test of gentility, rather than of education or a love of
literature’” and “a mark of station’. (Ch XLV1)

Attempts to imagine illiteracy — by the literate - were often couched in the discourse of
strangeness and isolation, vividly realised in the character of Jo in Bleak House:

It must be a strange state to be like Jo! To shuffle through the streets, unfamiliar with the shapes,
and in utter darkness as to the meaning, of those mysterious symbols, so abundant over the shops, and at
the corners of streets, and on the doors, and in the windows! To see people read, and to see people write,
and to see the postmen deliver letters, and not to have the least idea of all that language — to be, to every
scrap of it, stone blind and dumb! (Ch XV1)

Elsewhere illiteracy is used as a device for comic characterization, for instance in the portrayal of
the old bedesmen by Trollope in Chapter IV of The Warden (1855).

The only illiterate characters portrayed are working class. But working class feelings about literacy
and illiteracy have to be interpreted as filtered through middle-class thinking, in other words as a middle-
class construction. (Hardy’s more authentically working-class voice will be discussed in the following
section). However, it may be that the normality of the literate and ‘otherness’ of the illiterate are
interchangeable with class issues, in that the working classes were very much an unknown guantity to the
middle classes. This partly explains the whole tone of the passage from Trollope’s The way we live now
(1875).

The rural day labourer and his wife live on a level surface which is comparatively open to the
eye....And with the men of the Ruggles class one can generally find out what they would be at and in
what direction their minds are at work. But the Ruggles woman — especially the Ruggles young woman —
is better educated, has higher aspirations and a brighter imagination, and is infinitely more cunning than
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the man.....She can read, whereas he can only spell words from a book. She can write a letter after her
fashion, whereas he can barely spell words out on a paper. (Ch XVIII)

He is explaining the lower classes for the benefit of his readers. This is also a reference to the fact
that literacy levels for women did rise faster than those of men. | found little comment on gender in my
sources, although it is worth noting that the Elementary Education legislation made no distinction between
the achievements expected of boys and girls in reading and writing.

STATUS, STIGMA AND STEREOTYPE.

It seems that the ‘literacy myth’, a concept first expounded by Harvey Graff (1979) as an account
of the power of the assumptions regarding literacy and illiteracy, was well entrenched by the start of the
period. We see aspirations for literacy throughout, but at times its usefulness is questioned and it is even
resisted, for instance by the illiterate Gaffer Hexham. in Our Mutual Friend (1864-5) who declares, ‘I’m
scholar enough’ (Bk1, Ch 3). Interestingly, illiteracy is freely admitted to, without comment, in the 1850s
but by the 1860s we do start to see excuses and attempts to conceal illiteracy, and to exaggerate the extent
of literacy. Nowhere, however, is there a convincing account of actual embarrassment or shame suffered
by virtue of illiteracy, only what is ascribed by middle class writers. In the following passage from Bleak
House the narrator, Esther, observes one of her former pupils, whom she knows to be fully literate, signing
the marriage register with a cross and then explaining afterwards:

while tears of honest love and admiration stood in her bright eyes, ‘He’s a dear good fellow, miss,

but he can’t write yet — he’s going to learn of me — and | wouldn’t shame him for the world!” Why

what had | to fear, | thought, when there was this nobility in the soul of a labouring man’s

daughter. (Ch XXXVI)

Jane Mace (2001) takes this at face value, but I am inclined to see it as a middle-class
construction. It is significant that Hardy, the closest of our writers to working-class origins, does not
attempt to portray such feelings.

CONCLUSION

Charting the reasons given for illiteracy by both literate and illiterate is helpful in reaching a
rationale for the social construction of illiteracy. And at the start of the period of time, illiteracy is freely
admitted to and external excuses are given, such as lack of opportunity when young or physical difficulty
with handwriting, or having an illiterate father. We see literacy used as a measure of intelligence and
moral worth — good characters often enjoy reading (with the novelist’s typical bias) — but it is not until the
1880s that the converse applies, that illiteracy is equated with lack of intelligence, strikingly in The Mayor
of Casterbridge (1886). The Mayor’s wife, Susan, is described as simple. “‘How could she be expected to
know? What advantages had she? None. She could write her own name and no more’ (Ch 41). With the
portrayal of the rural labourer in Trollope, noted above, we can see the stereotype being created of the
thick or at least simple illiterate, finally marginalized as a rural simpleton towards the close of the century.
The social mix of literate and illiterate together, as represented by Dickens in 1850s gives way to a society
where the illiterate were starting to make excuses for or conceal their illiteracy. By the time of Hardy’s
later writing, illiterates were being represented as a marginalized minority. Literacy had changed from
being an optional skill to an inner resource, necessary for survival.

If | had expected evidence of a sudden change of attitude because of the major educational
legislation, then I was to be disappointed. Universal schooling may have changed people’s expectations
but it also reflected and reinforced tendencies which were already well established. To return to the
opening quotation from Brian Street on the stigma of illiteracy, that stigma burden carries the weight of
history with it.
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Literacies in Workplaces: A Case Study

M2 de Lourdes Dionisio and Rui Vieira de Castro,
University of Minho, Portugal

What is literacy for? We do our work well! Why do they want to know about our literacy?

These were the questions asked by a 50-years-old woman working in a multi-national corporation
that manufactures electronics components, when the workers were informed about an assessment of their
literacy practices, promoted by the administration of the factory and to be developed by a university
department.

In this text we will describe some aspects of the literacy research project and of the following
intervention programme in workplaces that was carried out in Braga, Portugal, from November 2002 to
June 2004, in that high-tech factory (from now on, the Factory).

The setting is a highly specialized and technologically advanced company, established in Braga
for approximately fifteen years. It is also a highly complex and hierarchical organization, involving
several departments apart from the assembly line: commercial, human resources, and financial
departments, for example. Together with the traditional Fordist model — each individual on the assembly
line doing his/her assigned work — new work methods are being implemented, for instance, working in
teams (where workers supervise each other) in such terms that the workers “collaboratively and
interactively design and redesign their work process with a full knowledge of and overlap with each
other’s functions...” (Gee, 2000, p. 186).

In this organization there are around 2000 workers (howadays called “collaborators™), some of
them working there since the Factory was founded. The workers are mainly (married) women, 85.7% of
them working in the assembly line; their ages can explain different and low levels of formal education:
24.1% have less than 4 years of schooling or less; 27.8% have 5 or 6 years; 28.7%: have between 7 and 9
years (since the beginning of the 1970s, compulsory education in Portugal increased from four to six, and
then to nine years of schooling). In spite of their strong (and traditional) participation in trade unions, the
participation of these workers in popular associations (as reported by themselves) is rather weak. These
people appeared to be very much involved in professional training in the Factory, a practice that was, by
several means, strongly imposed by the administration.

Due to the employment situation of the country, the fears of the workers when they were informed
about the literacy survey that was going to take place were quite comprehensible. Actually, questions like
those of the above quoted worker were asked by the researchers of the Unit for Adult Education (UfAE)
of the University of Minho, when in November, 2002, they were approached by a representative of the
Administration of the Factory, soliciting, in her words, “a programme to assess and improve the literacy of
the workers”.

The need for this assessment was not very clear and it seemed that there was not a straight answer
as the workers demanded. In fact, the point of view of the Administration — “we think our workers have
low literacy levels; we are a technologically advanced factory, so it is difficult to cope with that situation;
we would like to know exactly what is going on at this respect” — was a little bit “contradictory” if we
consider that the low educational levels of the workers were very well known by the Human Resources
Department and that there weren’t immediate implications of that fact in the manufacturing process: the
work was being done according to the norms and there were no news about product damages because of
“illiteracy”. To the questions of the workers such as: “what is there about literacy? Why is it important?
What are you going to do with the data you want to collect?”” the answer and argument was the
importance for high levels of literacy in a high-tech factory, where there was a continuous need for
training the workers for ever new work demands.

To address this issue, the research team shared some theoretical and political perspectives that
weren’t coherent with i) a psychological perspective of literacy — with its “notion of discrete individual
variable” — (Barton, 1994, p. 25) and, therefore, with autonomous approaches (according to this same
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author, those “which claim that literacy can be defined separately from the social context”), and their
consequences in the hows, whys and ways of assessment; ii) strong assumptions towards social issues such
as unemployment and neo-liberal working conditions.

The UfAE researchers point of view was then: “before deciding what to do, it is important to
know what is going on; the research will concern not only some workers, but everybody in the
organisation and the organisation itself.”

After a long process of negotiation concerning both perspectives of literacy and ways to conduct
the process, some conditions were agreed by the Factory and the team:

i)  both the Factory administration and representatives of the workers would be involved in the
general ‘political’ co-ordination of the process;

i)  data collection would consider the situation: what are the literacy demands?; what
opportunities are there for literacy practices?; what are the characteristics of the verbal texts
existing in the organisation?;

iii) data would be elicited taking into consideration what people know and do in the specific
circumstances in which they act, and, finally,

iv) data to be provided to the Factory administration, as result of the assessment, would be
anonymous.

The initial “literacy assessment of the workers” project became, then, a wider one with the
following aims: to characterise the Factory as a literacy context, in its material conditions (what are the
written texts available and what are their characteristics) and foreseen practices (what are people expected
to do with those written texts); to characterise literacy practices and attitudes inside and outside the
workplace; to identify patterns of the reading practices among the workers; and to promote meaningful
literacy practices and attitudes concerning both the workplace and other contexts.

A survey on reading, writing, and more general cultural practices and attitudes inside and outside
the factory was conducted by means of a Questionnaire; and a literacy test build to that particular context
was administered to a sample of the workers (from the assembly line to the administrators). At the same
time, ethnographic procedures were adopted in order to obtain data concerning the ethos of the context,
the relation between the kinds of tasks and the role of literacy, and, as Jo Kleifgen (2005, p. 465) puts it,
“the social life of the signs”. Besides systematic observation and collection of documents, formal and
extensive interviews provided information about the organisation, the work conditions and the training
policy and approaches. For several months, a pilot experiment of an education programme was also held
at the Factory.

STRUCTURING THEORETICAL PRINCIPLES OF THE PROJECT

On the one hand, this research and intervention design was an attempt to resist the reductionist
conceptions of literacy, and to put in practice some of the principles of the social theory of literacy
developed by New Literacy Studies (Barton, 1994; Barton & Hamilton, 1998; Barton, Hamilton & Ivanic,
2000; Gee, 2000). Such framework addresses literacy “as the general cultural ways of utilising written
language which people draw upon in their lives” (Barton, Hamilton & lvanic, 2000, p. 7) and not as “a
skill or set of skills” (Barton, 1994, p. 11). Brian Street (1984) views this as an “ideological approach’ to
literacy — “one that accepts that what is meant by literacy varies from situation to situation and is
dependent on ideology” (Barton, 1994, p. 25). The propositions about the nature of literacy from David
Barton (1994, pp. 36-52) and David Barton and Mary Hamilton (2000, pp. 7-14) nurtured all the process:
literacies are situated in specific times and spaces and are therefore historically located; there is no such
thing as a set of legitimate characteristics which apply in all the times and contexts; literacy practices are
intentional and they are embedded in wider social objectives and cultural practices; different domains of
life (private, public, educational, professional) give origin to different literacies; literacies are means, not
an end in themselves.
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THE FACTORY: A COMPLEX LITERACY AND EDUCATIONAL CONTEXT

The data collected by means of observation allowed the characterization of the Factory as a
multiple literacies context, serving different ends and people: all sorts of verbal information — work orders
documentation, procedures, instructions, graphs, charts — displayed in several formats, surrounded
working areas; hanging near the assembly line there were folders with multimodal and highly specialized
texts (some with foreign words) about technical procedures. Strongly context dependent and highly coded,
not always useful, the majority of this information was produced by certain people in the hierarchy —
engineers or members of the Human Resources Department — and, in most cases, to be interpreted by
workers in intermediate leading positions, when it was necessary because of some problem in the
assembly line.

Besides this “official literacy” that aimed at controlling production and behaviours, external to the
workers, and that, in this way, can be seen as a device of authority, serving “surveillance” and eventual
“punishment” (Foucault, 1977), there was another literacy in the form of flyers and leaflets of the trade
unions and groups of workers, hardly accepted by the Administration.

The Factory also edited a monthly newsletter O Ponto (The Point) with news from the
Corporation, information about past and incoming events, technical procedures, and so on. The content of
this newsletter, and its familiar register, makes it a kind of “space-between” (Bhabha, 1998) where the
power relations are weakened and the Factory appears as something also pertaining to the workers.

Besides, the Factory proved to be a formal educational context. And this could be observed, at
least, at two levels: the professional level and the second chance education level.

At the professional level, training practices can be characterized as i) non continuous, in the sense
that, to a certain extent, they are dependent of the availability of the workers when the demands of
production decrease, ii) developed on a volunteer basis, although the Factory assumes very emphatically a
policy of professional training, and iii) oriented towards production skills, as what is relevant is the
acquisition of knowledge about new technologies and new modes of organizing the work. These training
practices are mostly conducted in classes, supported by traditional methodologies (of a transmissive kind),
and involving the use of textbooks, very school like ones.

During these last years, the Factory developed a protocol with a Secondary School of Braga in
order to provide second chance education to those workers who, for one reason or another, dropped out
from school. The classes take place in the Factory and they are taught by secondary school teachers,
according to the curricula, the methodologies and the assessment practices that are in use in official
school. In spite of the small number of workers (usually the younger ones) who attend those courses, it is
worth noting that the workers were usually successful in them.

READING OUTSIDE AND INSIDE THE FACTORY

As it was mentioned before, data concerning reading and writing practices outside and inside the
Factory were elicited through questionnaires and ethnographic observation: in their everyday life, people
report to read various kinds of texts, mainly for pragmatic purposes, but few writing practices were
mentioned; most of the people that were interviewed (around 90%) recognise the relevance of reading and
writing in everyday life. These practices present both similarities and dissimilarities with what happens
inside the Factory. Here, people report frequent and unproblematic practices of reading (worksheets,
checkilists, tables, digital documents...), in a context where reading appears to be a non-continuous, task-
dependent practice, in spite of all the hanging information. Writing clearly emerges as a socially
distributed task, in the sense that it is not for everybody, and that it is ascribed to very distinct groups. In
the same way as for everyday life, people largely agree (91%) that reading and writing are important for
their activities in the Factory.

The reading assessment was conducted by means of a pencil and paper test, structured around two
different texts — a short-story and an expository text from the Factory newsletter. The reading tasks
concerned retrieving and interpreting information, and metacognitive and elaborative comprehension
processes, taking into account the different goals people may have to read.
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Data analysis allowed the emergence of four patterns of reading performance — from very low to
high performance. In strong relationship with low school levels, work in the assembly line and gender, it
was possible to identify a group of nearly 25% of the population (mainly women) that had severe
difficulties in dealing with e written texts and reading tasks. These difficulties concerned non-canonical
word order, coded uses of language (sigla), less functional reading tasks and interpreting narratives.

NEW DIRECTIONS FOR LITERACY: APILOT EXPERIMENT IN THE FACTORY

Since the beginning of the project, consideration was given to the possibility of developing an
intervention programme aiming at changing the contexts of literacy, at the promotion of literacy practices,
and at the development of literacy skills. This intention was reinforced by some of the data that were
collected, mainly those concerned with some representations of literacy practices and attitudes shared by
the workers, with literacy tasks people were supposed to be involved in, with the characteristics of literacy
materials, and with the literacy dimension of the professional training programmes developed in the
Factory.

Thus it was decided that, before any attempt of generalization of that intervention programme, a
pilot experiment should be developed. The ‘Study Circle’ appeared in this context as an adequate
methodology to promote all those objectives at the same time as critical literacy. For fourteen weeks
researchers and workers from different departments in the Factory sat together discussing issues around
literacy in workplaces, methodologies to promote it, connecting literacy education and professional
training, and designing a proposal for literacy development in the Factory.

During this process, but mainly immediately after it ended, conflicts arose between the principles
and the proposals that were developed in the ‘study circle” and those that the administration and the
Human Resources Department were used to. In this sense, this pilot experiment showed, besides its
potential, the limits of this kind of intervention in a context such as the Factory, by generating
contradictions between established practices and new pedagogies.

FINAL REMARKS

The Factory where both the research project and the intervention programme were developed is
not, as far as literacy demands and practices are concerned, a homogeneous context. Here, access to
literacy is asymmetric and its production and use strengthens the social asymmetries of the Factory.
Actually, when one considers the nature of the tasks that the workers are expected to develop and when
we look for the features of the work positions in association with reading and writing practices, we can
find some strong differences.

On one pole we can find individuals who are deeply and continuously involved in literacy
practices, both in reading and writing and whose main tasks are studying and developing by mediation of
a lot of written materials. On the other pole, we can meet individuals with scarce involvement in literacy
practices, whose main daily tasks are not immediately dependent on written texts, in spite of their
dominant presence around them. These are the workers of the assembly line who don’t view those texts as
their concern, because that is not “their literacy”. All those manuals of instructions, folders, charts, graphs,
posters that say what is being done and what must be done is the “official literacy” of the place “thereby
wielding immense power over working lives” (Kleifgen, 2005, p. 453). To this literacy — the privileged
one — which, to a certain extent, aims at maintaining the workforce disciplined by a “process of
normalization” (Foucault, 1977), the workers responded in their own more dynamic and contextualized
ways — by talking among themselves, by using and sharing their practical knowledge acquired during
years of practice. In a certain sense, these “endogenous literacy practices” (Kleifgen, 2005, p. 460) may
represent to the Administration and the Human Resources Department a form of deviance, not to accept
because it escapes their control and normalization intentions. In this perspective, the need for a literacy
assessment can be seen as a form of keeping this control in the name of the “complexity” and “quality” of
the produced goods.

In this particular situation, the assessment of the literacy of the people working in the Factory
should not avoid taking into consideration the concreteness of the context in which they carry out their
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activity, the kind of demands they are submitted to, the literacy practices that “position them in relation to
the institution and power relations which sustain them” (Barton, Hamilton & lvanic, 2000, p. 1).

Of course we can understand the why of the will of scrutinizing the level of adequacy between
what is expected and what is demanded in literacy terms. But in this particular context, we should not
forget that the tasks people have to develop in their workplaces can theoretically involve knowledge and
abilities that can be behind or beyond those that are actually possessed. In the first case, the context may
not work as a stimulus for those who have to deal with such situation, in the sense that they are not
challenged to push forward their boundaries or even become involved in the process of producing and
interpreting the words of that world. In the second case, the results will be obvious negative for
individuals, as they can be seen as ‘inadequate’ for the job.

In any of these situations, as was apparent in this setting, the issue of literacy is only remotely a
question of person ability. It is not possible in a context like the Factory (and maybe any other context) to
circumscribe a set of knowledge and abilities that are needed (as they are always changing because of their
dependence on time and space). It is very difficult to state what an individual possesses in terms of literacy
as the measure for this will be always contextual dependent and very dynamic in nature. In this sense, life
is the measure of literacy practices and attitudes.
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Changes in Adults’ Reading Habits and Consumption
of Books in Estonia during the Last Decade

Signe Jantson, Tallinn University of Technology / Tallinn University,
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In this paper, we give an overview about how the changes in Estonian society have influenced the
Estonians’ relationship with culture and cultural consumption. By cultural consumption, we use the
example of reading habits, book consumption and the use of libraries. And by book consumption we mean
buying books, lending books from the libraries, reading habits and reading preferences.

Our main aim is to analyse the changes in Estonian adults’ book consumption, preferences and
reading habits during the last decade. Ten years is sufficient amount of time for change; at the same time,
the last decade in Estonia has been politically and economically fast-paced, as in many other post-soviet
countries.

In our paper we compare: Estonian Worldlife in the Beginning of 21st Century (carried out in
2002-2003) (Kalmus & Lauristin et. al 2004) and Saar Poll Culture Research 2003 (Saar Poll homepage)
as well as the statistics of bookstores and libraries and the research conducted by students; we also include
research about reasons and habits in connection with buying books conducted by the authors themselves.

Our analysis is based on previously compiled research of cultural consumption by Estonian
scientists (Lauristin/VVihalemm 1985, 1986; Jarve 1988, 1993; Narusk 1994) and research about reading,
which show that during Soviet times most Estonians had an active relationship with culture, because
cultural consumption replaced lots of other possibilities of self-realization which were not available then
(Ldhmus & Lauristin et. al 2004, p. 97)

Our paper is divided into three parts:

e Selling and publishing business;

e Libraries;

e Questionnaires about interest in books.

BOOK SELLING AND PUBLISHING BUSINESS
In 2004, 3994 new titles were published in Estonia (National Library of Estonia, Estonian print
output statistics). In 1980s around 2000 titles per year were published. In Estonia there were around 900
publishing houses. The following are estimates of the number of places that sell books (Kork, 2003):

Number of bookstores 2003

Bookshops — 71

Supermarkets selling books — 31

Separate premises in supermarkets — 10

Shops which are among other goods also selling books — 7

Internet-bookstores — 6

During the Soviet period the print-runs per book were rather big, and the number of titles quite
small; also the censorship prohibited some topics and authors. The price of books was rather cheap and so
people bought books without considering their topics much. According to the researches in the beginning
of 1980s, there were 16% homes with a book collection bigger than 1000 books and in 2003 there were
only 8% such homes (L6hmus, Lauristin et. al, 2004,p. 103). The people have become more sensitive to
prices than in 1980s and also more careful with choosing the books. The research by Saar Poll also shows
this tendency (Table 1).
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Table 1: Purchase of Books Before and After Estonian Independence

All Answers Nationality
Estonian Other

No % No % No %
If you compare your Less 101 67.5 68 69.0 3.3 64.6
book consumption 10  As much as 14 9.5 8 8.6 5 11.3

years ago and now, do  More 12 8.0 7 7.1 4 9.6
you now buy books. ..  Cannot say* 19 13.0 12 13.0 6 13.1

? Hard to tell 3 2.0 2 2.3 8 1.5
Total 150 100.0 98 100.0 51 100.0

*Student is too young

Sixty-seven percent answered that they buy fewer books than a decade ago. Almost 10% said that
they bought as many books as before. Eight percent said that the never bought books.

During 1990s the book consumption dropped suddenly. Now there is a slight rise again, which
enables us to say that during the last few years book consumption (buying and lending from libraries) has
become more popular. The publishing houses have reported a 2-3% increase in their turnover (up to 250
million Estonian Kroons). Family expenditures on books and magazines/newspapers was 0.8% in 1996,
1% in 2001, 0.9% in 2002 and 1.1% in 2003 (Houshold living niveau 2004, p. 96).

In the poll Worldlife, in which people estimated their expenditures on books, 18% said that in
general they can afford to buy books; 13 % saw no need for books, and therefore no need for expenditure;
26 % said they could not afford to buy books. (L6hmus & Lauristin et. al 2004, p. 99).

BUYERS OF BOOKS

Booksellers estimate the number of potential buyers to be about 750,000 (15-year-olds and older).
About 50% (375,000) of them buys at least one book per year. The average Estonian spends about 43
euros per year on books. The most popular topics of books sold are reference books (12%), children’s
books by Estonian writers (9%), children’s books by foreign writers (8%), Belletristic literature by
Estonian (6%) and by foreign writers (6%), cooking (5%), and interior design (5%) (Pihl, 2004).
According to bookstores, the TOP 10 most popular topics are children’s books (95 different titles),
reference- and practical books (62), belletrist literature (30), and language learning (13) (Pihl, 2004).

Among the factors that people consider to be most important in purchasing books (maximum
score: 5 points) are: new knowledge, information(3.0); price (3.7), usefulness and practical value (3.6),
entertainment value (3.5%), good design (3.1%), hard cover (3.0%), author or friend’s advice (2.6),
reviews and criticisms in periodicals (2.3%), and knowledge of publishing company (1.9%) (Pihl, 2004).

THE USE OF LIBRARIES
The statistics show that the number of visits has been growing, but the number of loans is
decreasing slightly. The libraries have acquired another role besides lending books — they are cultural
centres and places where to get scientific information.

Table 2: Library Usage — 1991 to 2003

Year Number of Number of Year Number of Number of
Loans Visits Loans Visits
1991 8 149,2 2429,2 1997 14 549,2 5022,6
1992 8 793,4 2617,1 1998 15 351,8 5462,0
1993 9585,2 2963,8 1999 15 760,7 5875,1
1994 11 386,4 3467,0 2000 14 011,6 6309,0
1995 12 158,8 4005,2 2001 13 503,5 6426,4
1996 13 643,3 45547 2003 12 963,1 6779,9
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Source: National Library of Estonia, , Statistic of Estonian public libraries 1991-2003 (2004)

Table 3: Frequency of Borrowing Books by Library Users in Last Twelve Months

All Responses by Nationality
Genre Estonian Other
Prose — novels, short stories etc. 2.0 2.1 1.9
Reference books 1.8 1.8 1.7
Periodicals 1.8 1.8 1.7
Speciality-related literature 1.7 1.7 1.6
Dictionaries, language 1.6 1.5 1.7
Children’s literature 1.4 1.3 1.3
Poetry 1.3 1.3 1.3

Key: Never = 1; Sometimes = 2; Often = 3. Answers restricted to library users in previous 12 months.

Source: Saar Poll Cultural research The pattern of responses shows that the most popular books in the
libraries belong to the belletrist literature, followed closely by reference books and periodicals.

READING HABITS IN GENERAL

Previously conducted surveys about reading habits (Kont, 1993) have stated that the Estonians’
expectations on literature are rather conservative. The favourite books are of Anglo-American origin.
Younger people prefer foreign authors, older people prefer Estonian authors.

The older the people, the less frequently they read. It is interesting that in the age group 18-39 the
women tend to read more than men and afterwards the situation changes. The most active readers are
people aged 18-24 (Kont, 1995).

The higher the education level, the higher the reading activity. Education influences women’s
reading habits more. The less active readers are men and women with elementary education, the most
active readers are the ones with secondary school education. The smallest percentage of no-readers is in
the group of women with high education (Kont, 1995).

In 1998, a survey was conducted among the Estonian adults, which showed that traditional prose
(novels, stories) was still the most popular (compared to the results of the survey conducted in 1993),
followed by detective stories and thrillers. Compared with Worldlife 2004, thrillers were in the first place,
historical books and biographies in second, followed by historical novels and poetry in the last place.
There data are summarised in Table 3.

Table 3: Pyramid of Interest: Topics People Would Choose to Read About

Topic Percent Topic Percent
* *

Economics, Finance 10% Memoirs, biography 20%
Philosophy, politics, society 10% Children’s books 25%
Business, Entrepreneurship 12% Travelogues, explorations 27%
Poetry 15% Eating 28%
Russian contemporary 15% Comic books, funny stories 29%
literature

Foreign contemporary 15% Love stories 29%
literature

Computers 15% Mysterious phenomena, omens, 29%

horoscopes

Art, music, theatre, film 16% History 30%
Estonian contemporary 18% Nature 32%
literature
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Fantasy 16%

Foreign classical literature 18%
Estonian classical literature 18%
Scientific discoveries 19%
Cars 19%
Childcare 19%

Home design 34%
Speciality literature 36%
Historical and biographical novels 36%
Detective stories, thrillers 37%
Healthcare 39%
Reference books 39%

*Indicates percent who would choose topic

Source: Estonian Worldlife in the Beginning of 21st Century (L8hmus & Lauristin et. al 2004, p. 104).

From the list given to the participants the most popular turned out to be reference books and books
about healthcare (40%). These were followed by detective stories and historical novels, specialty-related
literature and home design. So we can make an abstraction and say that the topics which interest the

biggest group of people are the general interest topics, bought and read generally (L6hmus & Lauristin et.

al 2004, p. 104). On the top of the pyramid we can place the group with very specific interests like
contemporary literature and fiction, business, entrepreneurship, economics and information science,

philosophy and social studies.

Table 4: Changes in Book-buying Habits between 1974-84 and 2002-03

1979-1984 (N=3784)

2002-2003 (N=1470)

Loves to read poetry

Reads specialty-related literature often

Has 10...90 books at home

Has about 1000 or over 1000 books at
home

Has given up buying books because of
the high prices

35

24

17
16

23

Chooses poetry from the shelves at the 15
bookstore or in the library

Chooses specialty-related literature from 36
the shelves at the bookstore or in the library

More than 50 books at home 23
More than 1000 books at home 8
Cannot afford to buy books 26

Source: Estonian Worldlife in the Beginning of 21st Century (L6hmus & Lauristin et. al 200, p. 105).

If in 1980s poetry came before specialty-related books (accordingly 35% and 24%, then now the

situation is vice versa (36% specialty-related literature and 15% poetry ((L6hmus & Lauristin et. al 2004,

p. 103). There was a question also about the interest in books by topics. The answers were compiled into
groups, so 4 main interest groups or clusters were formed (Table 5).

Table 5: Interest in Books by Clusters (Percentages of Respondents)

I: Active and versatile Il: Practical and family- I1l: Moderate, hobby- IV: Scant interest in
interest in books focused interest in books  related interest in books books
20%* 22% 40% 17%

Historical and 79 Healthcare 84 Detective stories, 42 Detective stories, 4

biographical thrillers thrillers

novels

History 76  Eating 71  Reference books 40 Reference books 3

Reference books 73 Love stories 64 My specialty related 38 Love stories 3
literature

Nature 69 Home design 61 Historical and 35 Healthcare 3
biographical novels

Travelogues, 66 Mysterious 53 History 33 Russian 2
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explorations phenomena, omens, contemporary

horoscopes literature
My specialty 64  Childcare 46  Comic books, funny 30 My specialty
related literature stories related literature
Healthcare 61 Children’s books 45  Cars 30 Children’s books
Home design 61 Detective stories, 43  Nature 28 Cars
thrillers
Memoirs, 57 Comic books, 36  Travelogues, 24 Computers
biographies funny stories explorations
Foreign classics 55  Relationships, 35 20 Historical and
behaviour Fiction biographical novels

e

*Indicates percent of respondents in cluster;

Source: Estonian Worldlife in the Beginning of 21st Century (L6hmus & Lauristin et. al 2004, p. 105).

Cluster 1: Active and versatile interest in books (20%). This cluster consists of broad-minded
people, who have a strong interest in history, nature, classical and specialty-related literature and are also
interested in books about economics and society. They prefer historical and biographical novels (79%),
historical books (64%), reference books (73%) and books about nature (69%). There are more women in
this cluster (60%).

Cluster 2: Practical and family-focused interest in books (22%). This group consists of people
whose interest in books is related to home, family and healthcare. They are interested in love stories (64%)
and books about healthcare (84%), eating (71%), home design (61%), mysterious phenomena, omens,
horoscopes (53%), childcare (46%) and children’s books (45%) Comparing this group to the general
population, there are somewhat more people in this cluster with secondary school education and fewer
with higher education.

Cluster 3: Moderate, hobby-related interest in books (40%). This is the biggest of the four
clusters. It consists of readers with versatile interests and the data in this group is nearly the same as the
average. They prefer detective stories and thrillers (42%), reference books (40%), specialty-related
literature (38%) and historical and biographical novels (35%). The number of men in this cluster is
significantly bigger than average (67% in this cluster compared to 47% in general average).

Cluster 4: Scant interest in books (17%). These people are not really interested in any specific
type of books. The most popular among them were detective stories and thrillers (4%). Most of the other
types of books received 0% of answers.

There are somewhat more men in this cluster, and a bit more of older people than general average.
Slightly bigger is also the number of people with elementary and junior secondary. According to the table
we can say that most of the people with active interest reads often (55%), regularly belletristic literature
and specialty- and hobby-related literature (both 51%). From people belonging to the 11 cluster 33% reads
belletristic literature regularly, from 111 cluster 32% and from IV cluster 16% reads belletristic literature
regularly. (L8hmus & Lauristin et. al 2004, pp. 104-107)

CONCLUSION

To summarize the topic of interest in books we can say that the world of books is still important to
people and that books remain in the centre of cultural media. Reading and owning books is important to
both Estonians and other national groups. There is also no significant difference among age groups. But
differences among gender groups are clearly visible.

The change of interest from belletrist to more practical literature is a sign of a bigger cultural
change, with aesthetic values less important than rational values and self-realization. If people used to buy
more of belletrist literature, now they tend to buy practical literature and reference books. The total
number of books bought is smaller than during the Soviet period, but the last years showed a noticeable
increase. The number of loans in libraries is growing, and belletrist literature being the most popular type
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among books loaned. We can claim that capitalism has influenced people to be more practical even in the
field of culture and book consumption, but the importance of books remains the same.

It is possible to briefly describe the changes of last decades as follows: the Soviet time can be
described as a period where one of the most important parts of people’s relationship with culture was
reading. People developed strong reading habits, they had large collections of books at home, and they
engaged themselves in music and singing. After Estonia regained its independence, the situation changed
both for the creators and consumers of culture. As openness and freedom of choice have increased, the
possibilities of putting people’s activity to use have also become more diverse. The role of culture in
society and in personal life has become less important, and the cultural field has become smaller and
narrower, making space for the fields of economy and politics. Culture, like all other fields, has also been
deeply influenced by the domination of business relationships in everyday life. That is why the creation
and consumption of culture have become commercialised. Culture is not just of aesthetic value, but is also
a means of creating symbolic and social capital for other fields of life and functions as a practical tool in
fulfilling daily needs and developing group identity.
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Literacy Teaching and Learning during the Secondary
Years: Pathways for Success

Trevor McDonald and Christine Thornley, Education Associates,
Dunedin, New Zealand

This paper argues that in order for students to be most successful in their education, schools and teachers
need to recognise, plan and teach for the literacy demands inherent in the learning and assessment
activities they undertake across the curriculum. To these ends we present a ‘scope and sequence’ chart of
the literacy skills central to student achievement in the first three years of secondary school when students
in New Zealand first participate in national assessment. This scope and sequence has been developed
using research findings from the authors’ literacy project with secondary school students; an analysis of
the literacy demands of numbers of nationally assessed achievement standards; the national assessment
tasks undertaken for the Ministry of Education with samples of students prior to secondary entry, and
international literature. To exemplify the significance of this chart we report on their most recent research
findings with a group of 57 students who have completed two years of secondary education.

Over recent years there has been a significant change in the nature and complexity of the texts and
tasks that secondary students have to deal with (Unsworth, 2001). In New Zealand this has been
accompanied by the introduction of a new standards-based assessment and qualification system (NCEA)
in years three (level one), four (level two) and five (levels three and four) of the secondary school. As is
also the case in other countries, changes in the ways in which students are assessed have meant that
students now need to learn a wide range of literacy skills along with the knowledge associated with a
specific curriculum area (Donahue, 2003; McDonald & Thornley, 2005; Stowell, 2000). As has been
found elsewhere also, many New Zealand schools have struggled to support their students in acquiring the
literacy competencies that will lead them to greater success in high stakes assessments (e.g. Baynham &
Prinsloo, 2001; Bray, Pascarella, Pierson, 2004; lvey & Broaddus, 2000).

Although New Zealand students continue to perform well by international standards, there are
across schools in this country, significant disparities in levels of achievement (Alton-Lee, 2003; May,
2001). In particular, and as has been documented previously, approximately 45% of all New Zealand
students perform at levels lower than the OECD median for 15 year olds (Ministry of Education, 2004;
Thornley & McDonald, 2002). Within this group and while technically able to decode text, approximately
14% of students who participated in the PISA (Programme for International Student Assessment) 2000
and 2003 assessments found great difficulty in using information purposefully. Further, many of these
students were described as “severely limited in the skills required to fully utilise written texts and
documents in the learning process” (Ministry of Education, 2004, pg.6).

Most worrying is the point that the skills inherent in the PISA assessments are also those that are
in large part, seen as problematic in the national assessments undertaken with students in the year prior to
their secondary entry (NEMP, National Education Monitoring Project). In particular these issues relate to
students abilities to combine literal and inferred information from more than one source, to gather
information from graphs, tables and maps and to use more complex material or to infer information from
data within a graph, table or map (Crooks & Flockton, 2000; Flockton & Crooks, 2001, 2002).

Interestingly, the 2000 and 2003 PISA reports on New Zealand students’ literacy and numeracy
skills have also alerted us to the importance of students acquiring a range of problem-solving skills. In
relation to such skills, New Zealand students are strongest in terms of memorisation and elaboration
(making links with what they already know) but the relationship between use of the control strategies of
“planning, monitoring and regulating” and students’ performance was “weak” (Ministry of Education
20044a). This suggests that numbers of New Zealand secondary students will likely struggle in situations,
such as external examinations, where they may be asked to undertake relatively challenging tasks
independently.
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LITERACY DEMANDS ACROSS CONTENT AREAS

Recent research has indicated that it is important for readers to understand the extent to which
differences in the multiple genres of expository and narrative texts will affect how such texts are read and
what information can be read from them (Dean & Grierson, 2005). This being the case, and bearing in
mind the differences in both text and task demands in many curriculum content areas, and given New
Zealand students’ relative weakness in the use of control strategies, literacy instruction in different content
areas could be considered essential (Block, Oakar & Hurt, 2002; Moje, Dillon, & O'Brien, 2000;
McDonald & Thornley, 2004; Thornley & McDonald, 2002, Valtin & Naegele, 2001).

In order to determine what the instructional focus for literacy might be in content areas an analysis
of the demands inherent in a number of NCEA achievement standards with high literacy skills demands
was undertaken by the authors (see Tables 1 and 2 for examples). This analysis revealed that students not
only needed to be proficient at locating, evaluating and extracting information from a wide range of
sources and stimulus material but that they had to be competent at bringing seemingly disparate pieces of
that information together for means of explanation, justification, analysis and comparison. Further, and
having undertaken a relatively complex set of reading tasks, students also needed to be familiar with the
various ways in which they could be required to present their findings for assessment. Finally, it also
became apparent that while it might be possible for many students to reach the level of “achieved” through
describing or restating information, the skills of explanation, discussion and detailed or comprehensive
description (implying a level of analysis) that would get students to “merit” and beyond would remain
elusive for many who lacked the more complex skills required to explain, analyse, compare or evaluate.

Table 1: History 1:5 Describe an historical development, in an essay

Achievement Standard Literacy Strategies and Knowledge of Content
Requirements Knowledge
Achieved: Describe cause(s) | Evaluate, based on purpose, Make judgements about the
and/or course and/or various sources of historical value of information from
consequence(s) of an historical | information e.g. explanations, | various sources
development. articles, reports, persuasive Identify relevant information
Structure the historical texts, first hand accounts etc Build arguments to support
information in a satisfactory Knowledge of the structure of | thesis
essay format various text forms to allow for | Gather and organise
Merit: Describe in detail flexibility of reading, locating | information on key questions
cause(s) and/or course and/or | information and authenticating | from reading
consequence(s) of an historical | information and for writing Decide on logical order of
development. Familiarity with language, information from notes to
Structure the historical grammatical and describe historical
information in an acceptable organisational features of text | development
essay format forms for writing Identify commonalities,
Excellence: Comprehensively | ldentify key research contradictions and unresolved
describe cause(s) and/or questions in relation to topic to | issues
course and/or consequence(s) | guide note-making —ensuring | Gather further material where
of an historical development. | coverage of cause, events, necessary
Structure the historical consequences Analyse information ensuring
information in an effective Read information from a that cause, events and
essay format variety of sources to gather consequences are explained
and organise information in
relation to key research
guestions

Source: McDonald & Thornley, 2005
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The literacy skills required to successfully complete national assessment tasks were then
compared with the literacy skills assessed in the year prior to secondary entry on a range of NEMP tasks
(Crooks & Flockton, 2000; Flockton & Crooks, 2001; Flockton & Crooks, 2002) in order to provide a
baseline set of skills for secondary entry and for students to have acquired for success at NCEA level one.
Into this were added the findings of an initial study into the literacy skills and strategies of successful and
struggling students across the secondary years (Thornley & McDonald, 2002) and the results of the first
stage of a larger study tracking secondary students literacy skills development through the secondary years
(see McDonald & Thornley, 2004). Using these data sources the authors have developed a “scope and
sequence” of literacy strategies believed necessary for students to have acquired in order to have the skill
set that would allow independent problem-solving at NCEA level one and beyond (Table 3).

Table 2: Science 1:5 Describe aspects of geology

Achievement Standard
Requirements

Literacy Strategies and
Knowledge

Knowledge of Content

Achieved: Describe aspects of
geology: types of rocks and
their formation

Structure answers into
acceptable language of
description

Merit: Explain aspects of
geology: classification and
use, also how rocks are
formed

Spelling of key terms

Reading of text features
(graphs, diagrams, labels, etc.)
as well as running text
Identify and select relevant
information from stimulus
material

Describe: give details, facts
about ...

Explain: give information

Use of subject specific
language of geology

Requires students to have
knowledge of

o types of rocks

o features of rocks

e appearance of rocks

e use of rocks
Requires students to have

Structure answers into
acceptable language of
discussion and explanation
Excellence: Discuss aspects of
geology: apply understandings
about classification, use and
how rocks are formed.
Structure answers into
acceptable language of
explanation and discussion

about how or why a
phenomenon or process occurs
Compare and contrast:
identify similarities and
differences

Analyse (includes showing
difference)

Justify: give reasons for...
Relate: demonstrate
relationship between as in
cause and effect

Evaluate: determine relevance,
significance

knowledge of formations of
rocks and why they have their
particular qualities and
appearance

Requires students to know
about the reasons for features,
appearance and formations

Source: McDonald & Thornley, 2005

The organisation of the scope and sequence is premised on points arising from the research
findings reported previously. In the first instance, students who described themselves as successful
readers often used the surface features in a text prior to reading for deeper understanding and, secondly,
these activities occurred prior to a focus on solving unknown vocabulary. These readers also adopted
different approaches to their reading depending on their familiarity with the content and form of the
reading they had to undertake and in relation to the demands of the task they were completing.

A vertical reading of Table 3 would therefore indicate that when approaching unfamiliar texts, a
student needs to know how to use the immediately available information from headings, illustrations,
tables and diagrams in order to build a content base to support reading of the running text. Similarly, if
the student knows something of the text form, they will have some ideas about where to locate
information and how it will be presented. The experience of successful readers also indicated that a
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review of the information and the location of that information was an essential component in reading more
deeply in order to locate important ideas and for bringing literal and inferred information from various
sources in and across texts together. Not surprisingly these readers were also well placed to solve word
problems as they arose.

Secondly skills are grouped horizontally in stages to represent the ways in which skills build on
each other over time. The point being that a student needs to know how to locate information in the
surface features of a text before they can use such information to check their understandings and before
they can use different methods of organising information for purposes of thinking critically about new
ideas. Similarly, the skill of locating literal pieces of information and making inferences in single texts is
an important precursor to the more complex task of locating information in multiple texts or beginning the
processes of synthesis, analysis, comparison or explanation. On the basis of the work undertaken it is
therefore suggested that the literacy competencies necessary for success at secondary school arise out of
the development of skills in the use of the different elements of different text forms for the purposes of
finding, understanding, manipulating and reconceptualising information in relation to the different task
demands of different curriculum areas. However, it is important to note that it is not the authors’ intention
to suggest that students be expected to master each stage of the “scope and sequence” before proceeding to
the next. In the interests of purposeful activity and increasing mastery of skills, students should practice
the skills described in the act of finding information for the completion of tasks requiring higher level
skills. What this suggests is that change over time is measured in the abilities of students to undertake
more complex tasks with a wider variety and greater number of more complex texts.

STUDENTS AS PROBLEM-SOLVERS IN TEXTS

The next section of this paper reports findings from a study now entering its fourth year and
involving 100 students in five New Zealand secondary schools. During each of their secondary years
these students are asked about their developing perceptions of themselves as readers, how they attack
unfamiliar text (Nicholson, 1984); their attitude to reading and how much they read for pleasure (Brozo,
2000); and how they transact with words in text (Ruddel, 1994). From the second year of secondary
education, students in the study were also asked to complete a literacy assessment designed by the authors
using a piece of content area text. The results reported here are those from the assessments completed by
the 57 students who had completed two years at secondary school by the end of 2004.

Each of the students was between 14 and 15 years of age at the time of interview and assessment.
The schools from which the students came were identified as those whose students would come from
middle class backgrounds and who could generally be expected to achieve in the mid-range of
achievement on national assessments. In each school students were selected from standardised entry data
and represented a wide range of literacy achievement from those reading well below expected levels for
secondary entry to those reading well above their chronological age. While some of these students
received extra reading assistance at school they were generally capable of decoding but not necessarily of
making-meaning in the texts appropriate to their year level.

The questions for this assessment were developed from a science text (Hook, 1998, p84-85) and
were designed such that a student could answer without needing science knowledge. The skills assessed
were those that are presented in the first two stages of the chart in Table 3.
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Table 3: “Literacy Strategies and Knowledge across the Secondary School Curriculum”

Using Surface Features of the Text

At Stage One students will
need to be able to:

At Stage Two students will
need to be able to:

At Stage Three students will
need to be able to:

Use their knowledge of text
forms to make predictions
about the type of information
they will read;

Use text and language
features to build
understanding of content prior
to reading in extended text.

Use text features to cross-
check information from
running text and to extend
understanding;

Make informed decisions
about and use a variety of text
forms to convey specific
information for a range of
purposes.

Make decisions about
appropriate text forms in
writing;

Use text features for gathering
and organising information;
Use text features in their
writing as tools for
conceptualising and thinking
critically.

Reading for Deeper Understanding

Make meaning using prior
knowledge from text features;
Develop their understanding
of main idea etc.;

Gather literal and inferred
information from single
sources of information.

Make meaning using
supporting and supplementary
information;

Gather literal and inferred
information from multiple
sources of information.

Synthesise, analyse, evaluate
and explain phenomena using
literal and inferred information
from multiple sources;

Use a variety of text forms and
features to explain and
rationalise opinion, argument
and explanation.

Building Vocabulary Knowledge

Make meaning in unfamiliar vocabulary using context cues (in and beyond the sentence)

Make meaning in unfamiliar vocabulary using context, grammar and morphemic knowledge

Make meaning and respond to process vocabulary e.g. explain, define, describe

Source: McDonald & Thornley, 2005

The students were asked to independently read a two page excerpt and then to orally answer
questions. Table 4 below identifies the skills assessed from the scope and sequence chart with student
responses listed in order from most to least proficient in terms of the use of those skills.
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Table 4: *““Content Area Literacy Assessment Results”

Literacy skills

Student
numbers

Level of Proficiency

Using surface features to assist meaning making

Make predictions about 4 Knowledge of form
reading using text forms 13 Understanding of explanation as concept not text

36 form

4 Content, not form
No response

Make predictions about 24 Uses multiple sources e.g. information from more
reading from text features. than one text feature

33 Uses single source only
Integrate information from 39 Uses text feature information to verify running
text features with running text meaning
text 18 Ignores supplementary information in text feature

Reading for deeper meaning

Develop understanding of 4 Conveys meaning fully
main idea, locate main points | 15 Conveys aspects of meaning

22 Rewords information only

16 No response
Gather literal information 8 Makes use of multiple sources of literal
from a single/multiple 46 information
sources 3 Uses single source

Uses no text source

Gather inferential 15 Makes use of multiple sources to support
information from a 37 inference
single/multiple sources 5 Attempts inference using single source of

information
Uses no text source

Using vocabulary

problem-solving strategies

Make meaning in unfamiliar | 25 Successful use of context
vocabulary using context 32 Unsuccessfully uses context

Make meaning in unfamiliar | 37 Makes morphemic connection
vocabulary using 20 Doesn’t use morphemic connection

morphology

Source: McDonald & Thornley, 2005

In terms of the use students made of the surface features of the text only 4 students were able to
provide information about an explanatory text being informational, or as having specific structural aspects
or the text features. However, and like their peers who also responded to this question, no students knew
how knowledge of the explanatory text form could support them as readers or writers of such texts. As a
means of assessing the use of text features for prediction of content, students were asked to list the metals
discussed on the pages. This was a task that required them to use information from several places in the
text and only 24 of this group used more than one source. While the question asked could be seen as
relatively straight forward, it is significant given the nature of secondary school texts in which information
is rarely repeated across different sections. These texts rely on readers moving flexibly within and beyond
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tables, diagrams, running text and across chapters to make meaning and to access information related to a
task. Further, when asked to use a similar skill to complete what should be a familiar task, using
glossaries to assist in the meaning making process, only 39 students were able to do so.

Students were next asked to respond to questions that would demonstrate their abilities to read
for deeper meaning. Students were first asked to identify the key information contained in a statement
explaining how the structure of metals caused them to be malleable and ductile. One student’s response to
this was typical of the four students who demonstrated a sufficient understanding to show they had made
meaning independently from a reading of the whole text and a review of the identified section. This
student said:

“Atoms in metals are very tightly packed in layers which gives them a high unit of mass per volume and a
high density, and since the layers can slide over each other it makes it stretchy and easy to work with.”

The most common response from 22 students was to reword the statement, often inaccurately:
...solid metals — the atoms in solid metals are tightly packed to make up a lattice, | don’t know what that
is, and it says ... that when they are packed tightly that it will give them a high density.

A further 15 students identified some aspect of the phenomenon that was explained, but as in the
instance of the previous student, did not demonstrate an accurate or sufficient understanding to
independently inform their content knowledge:

The metals — the atoms in the metal is all made up into different layers to make it solid.

Two further questions asked students to gather firstly, literal information and then to make an
inference using some of that information. While a number of students used their background knowledge
for the first question, they and their peers tended to rely on one source of information only. However,
when asked to make an inference about the utility of zinc for jewellery, a task requiring information from
two readily accessible tables, only 15 used the multiple sources necessary for accuracy.

As found in PISA 2000 and 2003, students undertaking this oral assessment appeared to have few
difficulties decoding the vocabulary. It is argued here that the low levels of ‘no response’ throughout the
assessment indicate that decoding skill limitations were not related to students’ abilities to pronounce
words, but to solving problems of meaning. Given that in the typically information rich secondary school
texts, vocabulary problem solving relies on the use of context clues from beyond the sentence to the
paragraph, chapter or even whole text, the context question made similar demands on the students’
reading. However, the low level of student success was disconcerting given that using context as a
vocabulary problem-solving strategy is taught from the outset of school literacy instruction. For example
only 25 students were able to successfully draw on numerous clues to describe the meaning of the word
“alloy.” A typical response was that of the following student:

“Mixtures of metals?”

Int: “What makes you think that?”

“Cause it says like melting metal together with an alloy with different properties. And its like kind

of like stainless steel with nickel and chromium so it sounds like its mixed together to make an

alloy.”

Other students, while using information from the text, responded with a “best guess” but devoid of any
effective strategy usage:

“Would it be like shiny, would it make things shiny?”

Int: “How did you work that out?”

“l just guessed. Because it’s got like examples and they’re kind of shiny.”

The use of morphemic clues which were identified as part of this assessment was more successful.
It must be noted that the root word ‘therm’ (the assessment example) has common usage in terms of
clothing and temperature-related vocabulary, so that it may have been familiar to more students than many
other less well-known roots.
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CONCLUSION

While it is noted that these findings relate to students who had one more year of schooling before
they undertook NCEA tasks, it must also be recognised that the questions used in the assessment
addressed only the first two stages of the scope and sequence chart, not those skills that would allow for
success in NCEA tasks. Given that these students represented a cross section of achievement, their success
rates on many of the questions was modest. Therefore, it is important to acknowledge the urgent need for
literacy teaching that would assist them and others like them to develop their proficiency as independent
users and writers of cross-curricular texts. Furthermore, it is argued on the basis of the above findings and
as a result of the recognition that literacy demands are different across different disciplines, such
instruction must be undertaken in the first instance across all secondary year levels and in all subjects of
the curriculum.

While there has been an increased focus on literacy in secondary schools in recent years in New
Zealand, no literacy curriculum exists and therefore planning for such teaching in a coherent and
structured manner has not been achievable. On the basis of the research literature cited, and the findings of
this part of their wider project, the authors are arguing for the use of a curriculum guide such as the “scope
and sequence” chart. It has been demonstrated that while there are commonalities, there are also
significant variations in the literacy skills necessary for success in many curriculum areas. This being the
case, the scope and sequence chart provides a means to ensure coverage of literacy teaching in content
areas as well as being a vehicle for supporting students’ generalisation of the literacy skills taught.

Further, it is suggested that such a guide would assist schools to plan across the early secondary years not
only for literacy teaching that would develop students’ skills and knowledge, but to focus cross-curricular
professional development for teachers on the literacy demands of their content areas.

Finally, and even though New Zealand students perform comparatively well internationally, large
numbers of students continue to experience little in the way of success during the secondary years. Recent
reports from the New Zealand Qualifications Authority (2004) show that not are significant numbers of
students lost to the system beyond year three of secondary school when students are typically 16 years of
age, but that those who do stay are successful in fewer NCEA achievement standards and that their levels
of achievement are low. Given that success in school and beyond relies so heavily on literacy skills, the
need for the curriculum guide such as that suggested by the authors is essential as a means for holding
onto and better preparing students for lives in a highly literate world.
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Cognitive and Metacognitive Writing Processes in Students
of Different Educational Level

Anela NikcCevi¢-Milkovi¢, High Teacher's School,
Gospi¢, Croatia

The aim of this paper is to describe cognitive and metacognitive processes in the Flower and Hayes Model
(1983). We also examine text quality (essays by students who are future teachers and for whom writing is a
crucial ability) and how students use two most important writing strategies (planning and revising) to
achieve quality. Our results show that text quality is better for students from Fourth year than students from
First year (t=4.135; p<0.05). It is concluded that students from Fourth year have more practice in writing
than students from First year, and that this contributed to improvement in writing. When we analyse the
results graphically, we see that there isn’t much different in use of writing strategies between student groups
(First and Fourth year students). We see some differences in the area of planning in that Fourth year students
produce better written plans than 1st year students. Focus group outcomes tell us that students know
relatively little about writing processes and writing strategies. However, they showed interest in the topic,
and considered knowledge of writing processes to be very useful for improving writing. They indicated that
they would like to have some lectures and training in the writing process and on writing strategy use during
their education.

The research we talking about is about cognitive and metacognitive processes in writing throw the
Flower and Hayes Model (1984; Hayes & Flower, 1986; Bruning at al., 1995.). These authors conceptualise
the writing process and its components. This model presents writing as problem solving. It comprises three
main characteristics: a task environment, long-term memory and working memory. When a writer constructs
a text, all of the three components are in interaction.

The task environment consists of two main factors: the writing assignment and a means of storing
the writing. The writing assignment refers to the writer’s framework and goals, and includes the topic, scope,
and intended audience of the text. The writer's initial conception of the assignment or purpose of the writing
is a crucial aspect in the writing process. The writer's initial conceptualisation determines how s/he sets up
the overall writing plan and subgoals. Misconceptions about the nature, scope, or purpose of the text often
produce assignment failures (Jay, 2003.).

The format of the text is used to produce an external representation of the assignment. This may
include handwritten notes or drafts of the assignment or computer versions of it. These external formats
allow the writer to view the text, and they provide a working copy on which revisions and additions can be
made. The ability to generate an external representation reduces demands on long-term memory for
information about the assignment (Jay, 2003.).

Writing relies on two major resources in long-term memory: knowledge about the topic under
discussion and knowledge about how readers respond to text. Writers need to know general strategies, such
as what kinds of writing techniques work best under a given set of circumstances, how to structure an
argument, how to create suspense, or how to get the reader emotionally involved with the text. A writer also
needs to know a large number of facts and ideas about the subject of the writing assignment. Subject matter
knowledge requires a sufficient level of prior familiarity with the topic under construction, either through
reading about topic and related matters or by participating in the actual experiences that constitute the topic.
Bereiter and Scardamalia (1987.) suggested that with increasing experience at writing, better writers raise the
difficulty level of writing by changing from a simple reproduction of the facts (a knowledge-telling
approach), to one that involves more complex reformulation of the facts (a knowledge-transformation
approach). Knowledge transformation produces better documents than knowledge telling when writing time
is held constant. Long-term memory is essential to writing, and so is the manner in which it is used to
improve writing (Jay, 2003.).

There are numerous demands on working memory during the writing processes. Writers must cope
with several competing sources of information regarding planning, translating, and reviewing of ideas.
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Failure to balance the competing memory demands can cause writing difficulties, which interfere with the
writer’s overall writing plan. Thus writing failures may be predicted on flawed information processing as
much as on poor compositional skills. Kellogg (1987) used a workload hypothesis to suggest that better
writers should exert less effort during writing than poor writers who have less topic knowledge. Better
writers can allocate less time and effort to text generation and devote the time gained to revising, where it is
of greater utility.

The planning process refers to the process for generating and organizing information for the text.
Writers must conceptualize a plan, which includes an overall goal and subgoals to be achieved with the text.
The overall format of the text must be conceptualized along with the substages or outline of the overall text.
Writers have to plan a text sequence (chronological order) and the steps within the sequence.

The generation process is difficult for many writers. Here is where the writer must produce ideas to
be laid out as sentences and paragraphs. A writer needs to focus on the topic and not wander in thought, as
well as have the motivation to stick to the physical task of writing itself. The ideas the writer generates for
the text may originate from information in long-term memory or from searching for new information
through reading, collecting data, or synthesizing bits of information. The ideas must undergo a translation
process from the writer’s long-term memory to the text under construction. The translation process requires
the writer to convert his or her ideas into meaningful and grammatically correct sentences. Powerful ideas
must be translated into equally compelling text. The translation process draws on the writer’s knowledge of
words, sentence types, and paragraph structures.

The review process forces the writer to revisit the text that has been externally stored. After some
text has been constructed, the writer can monitor and evaluate what has been produced and make revisions.
The quality of the text will reflect the writer's understanding of what makes a piece of writing good or not.
Qualities like cohesion, clarity, conciseness, reference, vocabulary, and discourse processes are important.
Reviewing the text requires that it be revised on the outcomes of the monitoring and evaluation stages. The
revision process is difficult for some writers because it forces them to destroy or change existing external
representations on which thought and labour have already been expended. Writers learn that revision
produces improved text (Jay, 2003.).

Editing will help almost any piece of writing, but not all writers’ attempts at editing are equal. Poor
writers focus on making mechanical changes, whereas good writers pay more attention to the overall
message and content of the text. Mechanical changes which poor writers make have little consequence of the
overall presentation. Changing the minor details of a text does not improve problems in its overall structure.

What differentiates a good writer from a poor one is not intelligence, academic achievement, or the
motivation to write (Benton, Kraft, Glover & Plake, 1984; Jay, 2003.). Differences in ability are a matter of
how writers use the components and processes of writing. What has emerged in the research about writing is
that good and poor writers differ in their reading, amount of writing, information processing, planning, and
organizational skills. Most researches indicate that good and poor writers differ on how these components
are used. Carey at all (1989) found that good writer understand like rhetorical problems determined by
topics, goals and public. Good writers are better at reading text as writers (Benton at all, 1984.). Good
writers give more attention to the ideas than to the mechanical characteristics of the text. Usually, there have
more practice in writing. Before they write, good writers’ attention is allocated to the processes and to
collecting documentary sources and organising their own ideas. Poor writers usually don”’t make an outline
before writing, which is the one of the most important strategies for text quality. Poor writers are the
knowledge tellers. This contrasts with good writers who can be described as knowledge structurers. Good
writers spend much of the writing process revising text. They revise semantic meaning of text more than
mechanical mistakes (Flower at all, 1986.). In the process of making text, good writers change strategies
easily depending on the needs of the text. Good writers are usually good readers, too.

The goal of our research was to examine text quality (i.e., the quality of an essay on a problem topic
for students who are future teachers). It was recognised that writing is one of the most important abilities for
their profession. The other goal was to examine use of two most important writing strategies for text quality
— planning and revising.
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METHODS
In our research we have two problems: to examine text quality of students at different year levels

(First and Fourth year); and to examine use of two strategies, planning and revising, in the texts of two
different student years (at these year levels). Subjects were students of two high schools in Croatia (one is in
Gospi¢ and one is in Zadar). Our sample was 124 students. We proceeded in three stages. First, students
have to read a science text about pupil’s estimation in numeric or descriptive ways. After students had read
the text they had to think about what they knew related to the topic, and about their own views on the
different estimation strategies used by pupils. In the second stage, students had to write an essay about
numerical and descriptive estimation in primary school pupils. In the third stage, students completed a
questionnaire about their use of two most important strategies for text quality. They then had to estimate how
these strategies influenced the quality of their own texts also.

RESULTS

Student's essays were scored by three independent reviewers. Each rate estimated scores at three
levels: the reproductive level, the applied level and evaluative, analytic or synthetic level. In other words,
each reviewer has to estimate each text on some of the three levels. Correlations between the reviewers were
between 0.31 and 0.45. A t-test between a overall text quality for students of 1.st year and students of 4.th
year was significant (t=4.135; p<0.05). Hence, overall text quality was higher for students of Fourth year.

To answer on second problem we are showing percentages of First and Fourth students using two
strategies.

GRAPH 1: Making plans on separate GRAPH 2: Revising on text for students of 1st
paper from the essay for students of 1st and 4th year
and 4th year
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DISCUSSION

By examining the results we can make some tentative conclusions. The quality of students’ essay
writing improves from First to Fourth year. Improvement isn’t the result of knowing how to use writing
strategies better. It’s probably result of additional writing practice (writing exams, writing seminars,
writing plans and programs for the teaching processes, plans for different projects, etc.) during the
students years at school. Nobody on the teaching faculty about cognitive processes in writing, which
writing strategies they should use and how they can use them for better writing results. The author of this
paper thinks that pupils in primary and secondary schools also do not get enough information about this
topic in the course of language classes. From the graphs summarising use of writing strategies, we can see
that students use planning and revising strategies but not in the most useful way for the best text quality.
We can see some improvement in use of planning strategies on paper from First to Fourth year. Probably,
students admit unconsciously that making plans or drafts help them to write different kind of texts. This
conclusion was reaffirmed in the context of a focus group discussion. Students said that they have not hear
about cognitive processes and writing strategies before their professor’s lectures about cognitive processes
in writing and writing strategy usage (a lecture from the author of this paper). Students said that some of
them use the strategies under discussion in intuitive ways, but didn’t realise that the strategies could help
them with their writing processes. Students’ writing strategy use sometimes was by ‘trail and error’
method and final results from this method meant that strategy use wasn’t always appropriate. Students
showed much interest in the topic. They think that this knowledge is very important for their profession
and for general knowledge also.
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The Image of the Adolescent Reader
Zofia Zasacka, National Library of Poland, Warsaw, Poland

The main purpose of this study was to examine the reading experiences of students leaving the last common,
obligatory level of the education. | tried to determine: are reading books is important for teenagers?. The
study observed adolescents towards the end of compulsory schooling. It provided insights into segments of
the cohort that did not have cultural habits or competencies, which are prerequisite for participation in social,
cultural, political and economic activities throughout their life.

| put the question, in this age of pluralism in education, and in the presence of mass and popular
culture and other institutions of socializing influence, does the school manage to transmit some kind of
canon? If so, what part of national culture it is? What is the common field of symbolic experience taken from
book reading?

This presentation is based on the outcome of national survey conducted on the representative sample
of 15-16-years-old teenagers from 70 schools in Poland. There were 1396 students involved. The
questionnaire was administered during one lesson, towards the end of Third year in grammar school. The
topic of interest were the attitudes of grammar school students towards reading books. First, we have to
characterize the object of the study. These students are the rising generation in their late school age and
adolescence. That means it is a difficult time for them — an adolescence crisis — as they experience increased
emotional incitement, unstable emotions, intensification of reactions. All these problems especially concern
boys. Adolescence is a transitional period between childhood and youth; it’s a process of creating social
personality under influence of environmental constraints as the individual works out new forms of
adaptation. It is a phase when moral, social, ethic, esthetic, and patriotic feelings evolve very intensively.
New intellectual needs arise, critical thinking develops. But these are years of anxiety and uncertainty which
go with learning new social identities and roles. Social roles were simply defined in childhood; now
everything is changing; there are new tasks as adolescents seek to verify previous experiences and embark
on ego integration. According to psychologist Erik H. Erikson, it’s a stage of crisis of self-identity and
period it's a period of redefinition. It’s a process of reintegration of self and adaptation to new social
expectations. In this phase, teenagers ask the questions: Who am 1? Whom | will be in future? They have to
choose a new school, a new educational route, which often decides of their future.

The problem explored in this study is, how does reading books, as participation in symbolic
communication, fulfill teenagers’ needs? What kind of existential, social questions have they? In this paper |
would like to present the picture of the current Polish adolescent reader. | focus on the main categories
which differentiate students’ attitudes toward reading books. Hence this analysis is based on correlation
between socio-demographic attributes of surveyed teenagers and their reading activities. In the beginning |
would like to present some crucial outcome relevant to reading activities of surveyed teenagers.

READING PRACTICES
Only a few persons declared that they don’t read at all. 99% of surveyed teenagers declared
reading whatever they could: papers, magazines, school books, books for pleasure. An important context
for reading books, which is our main issue, is the popular press. 7% of all students didn’t read newspapers,
55% did so irregularly, 33% regularly. But 4% of young people reported that they did not read newspapers
or books, even at school.

Reading for Pleasure

We asked subjects if they did read books in their leisure time during last 6 months and
separately if they read books as part of compulsory school activities. Seventy-two percent of all 15-years-
olds reached for a book just for a pleasure, in addition to their school duties and without advice from their
teachers. That means that one-quarter of students near the end of grammar school lacked the inclination
or interest to read on their own for enjoyment.
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In the group of readers for pleasure, one in ten are occasional readers (they reported reading only
one book), one in three read 2-3 books, and one in five (described here as ‘active readers’) mentioned
more than 9 titles of books read. The socio-demographic position shows differences in book reading by
students in their leisure time. Among readers who decided to read book(s) of their own choice, we can
find more girls — 82% in comparison to 62% boys. This suggests that, during adolescence, girls are much
more eager to participate in a writing culture. Detailed characteristic of read books would help us to guess
what they are looking for in those books.

There is a higher percentage of readers for pleasure among children of persons with university
education (80%, business persons and those owning their own firm (82%), and those working in public
institutions (78%). The number of leisure readers decrease visibly if one of the parents, mainly father, is
unemployed (65%) or if they are farmers (67%). The same patterns hold for frequency of reading. The
percentage of more active readers increases with the level of parental education. The place where one lives
is a less important factor differentiating reading practices.

Reading Books as a School Duty

Three-quarters of Polish high school students declared reading books as a requirement by their
Polish language teachers. That means that one-quarter of Polish students, as they prepare for a
competency test at the end of compulsory education, avoid reading, and effectively resign from
participation in literature. If there is no other institution of cultural socialization, they loose the chance to
learn the code of high culture, to learn to understand belle lettre. Those students loose the opportunity to
become motivated in reading and understanding certain more complicated and difficult texts and to
develop critical thinking. They decline to participate in the transfer of values during the literature
education. They exclude themselves from some parts of social communication; hence they reject the
possibility to participate properly in social life. Social groups, which can communicate with the code of
high culture, become unfamiliar for them and they can feel like outsiders and strangers in such a world.

A large proportion of students (47%) declared that they read 4-5 books recommended by teacher.
One in five read just one title. Just 7%, the most motivated readers, read more than 5 titles. The others
read two or three.

We asked students about their school reading habits over the previous three years. Eleven percent
admitted that they hadn’t read obligatory school readings. The schools were unsuccessful in engaging this
group of teenagers in literary education. The students did not enjoy access to high culture, and to a
transfer of Polish and world cultural heritage. They were excluded from predominant culture, and didn’t
achieve basic cultural competence.

One group that may not be very different from them are those who read only one book (7%). The
variable which differentiates among those completing different levels of required reading is gender. Girls
were better again. Eighty-seven percent of schoolgirls read their school readings, but only 67% of
schoolboys! And girls declared reading more books as well.

THREE TYPES OF READERS
Taking in to account the criterion of two kinds of reading activities: during and outside school
duties, I distinguished three groups of readers: spontaneous readers, school readers and active readers.

The Spontaneous Readers
Spontaneous readers they are those who during the previous six months read books only for

pleasure, by their own choice, beyond school duties, but they avoided reading books recommended by
school. They didn’t read when they had to. There were twice as many boys in that group. One-fifth of all
boys had their own reading interests but avoided reading obligatory texts recommended by the school. It
confirms that resistance to school duties is much stronger among boys than girls.

The group of spontaneous readers is very differentiated. There are some young people with precise
interests, not necessarily with low competences, having relatively good living standards, yet they
contested school readings. On the other hand, there are those who are neglected by they social
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environment, who live in difficult situations, and so read little, and virtually nothing recommended by the
school.

School Readers

School readers are those 15-year olds who didn’t have their own reading interests. They read only
books recommended by the school. School is the only institution which addresses their reading choices.
They read only when they have to do so. School failed to accomplish one of its basic goals — creating the
need to read and the motivation to support reading. School and other socialization institutions such as
family, church, youth organizations and mass-media, couldn’t develop the hobbies or interests which
could be fulfilled in a writing culture. School readers are teenagers with narrow, passive participation in
symbolic culture. They are not curious enough to try to understand the world through reading books or to
relax during reading. They even don’t participate in mass culture like lots of their classmates do. School
readers comprise 17% of all surveyed teenagers.

More boys are ‘school readers’ than girls (the difference is 4%). There were more teenagers from
families of the lowest socio-economic status, students who had less leisure time because of travel to
school (20%) and a need to help at home and on the family farm (22%). Some had a poor material
standards of life, lacking, for example, a computer at home.

Just 10% of ‘school readers’ lived in the biggest cities. In such places there is easier access to
books, especially to popular culture; hence young people more often reached for a book on their own. And
the smallest proportion of such readers came from families of higher social status.

Active Readers

Active readers are those teenagers who read books in both situations: during their leisure time and
as a school duty. Fifty-eight percent of those surveyed were classified as active readers. A little more than
half of all Polish 15-year olds participate in different sources of the writing culture and they are under the
influence of the school and other institutions which could develop their cultural competences. Detailed
analysis of their reading choices will tell us to what kind of culture they belonged: high, popular or other.
The active readers — who are they? Mostly girls — 72%, only 43% are boys. As we see again, gender is the
main variable associated with differences in reading habits among adolescent readers. Looking at the
place of living of surveyed students, the largest number of active readers were in big towns (101-500
inhabitants) - 63%. The highest percentage of active readers were among student who parents had
university education (79%), or were businessmen or members of the professions (77%). On the other side
the smallest number of active readers were among children of unemployed parents, (42%), parents with
primary education (42%), and belonging to farmers families (53%). Among students who used the
computer or watched television for more than 5 hours daily, just one-third were active readers.

ATTITUDES TOWARD BOOKS READING

A Positive Attitude towards Reading

Adolescents aged 15-16 years have not yet developed stable attitudes, suggesting that emotional,
evaluative, cognitive and behavioral dispositions towards certain tasks and objects are still developing. We
can only assume that there will be some relation between these and dispositions that emerge in later life.

In relation to teenagers’ attitudes towards reading books, | simply asked them: Do you like
reading? A positive answer to a such question can, to some extend, tell us more about acceptance of
socially approved values or about conformity than about real emotional state. Then the answer “Difficult
to say” may be given, despite indifference or hesitation, and could reflect a reluctance to say “no”. A
negative response such as “No, | don’t like to read” might be more authentic.

Half of surveyed youth population declared that they liked reading, 18% that didn’t, and 32%
couldn’t reach a decision. Forty-six percent of girls liked reading and only 15% of boys did so. The
proportions disliking reading were 29% (boys) and 6% (girls). Proportionately more children of parents
with higher education tended to like reading.
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Book Recommendations

Emotional, evaluative and cognitive aspect of youth attitudes toward reading books is described
by the information taken from answers on question about eagerness and competence in recommending
books to friend. There are more teenagers who could recommend books, than those who liked reading:
59% offered a recommendation, 16% didn’t , and one-quarter ¥ couldn’t make decision. Only a handful
of girls didn’t recommend a book. One-quarter of boys did not. The location of teenagers’ parents on the
social scale was also linked to the likelihood that a recommendation would be offered. The lowest
percentage of 15-years olds recommending books come from unemployed families (42%), families in
which parents were pensioners (59%), and farming families (54%); the highest were from families with
professionals or business persons.

Involved Readers

There is a fourth type of readers: the involved reader. These are those teenagers who have positive
attitudes toward reading books. They have certain competencies relevant to reading books; they are inclined
to adopt a positive attitude towards reading them, and are likely to pursue their own reading interest.
Involved readers seem to satisfy three conditions: they are active readers (they read books imposed by school
and their own books); they acknowledge that they are fond of reading; and the can recommend a book to a
friend. Reading is an activity which evokes positive emotions in them. Who are they?

There are three times more girls than boys: 46% to 15%. It seems that male students in ninth grade
are more likely to resist spontaneous reading. They may be described as rebels of the writing culture.
Reading attitudes are associated with other factors. The proportion of heavy readers rises with parental
education, and with social status. For example, 22% of students whose farther was unemployed are heavy
readers, while 47% of students whose parents are in the professions can be described in this way.

READING STYLES OF TEENAGERS

The findings of the research described thus far related to the reading attitudes of 15-years-olds. They
showed visible disparities among those surveyed. | have brought together observed tendencies to build
models of the ways in which teenagers read. The demonstrated styles of reading are not independent of each
other. These models show the dominant aspects of reading activity based on socio-demographic factors.
These styles prove how participation in symbolic culture, of which one form is reading books, is distinctly
formed by the social environment. Neglected at at-risk groups, resistant to school and to the prevailing
culture were identified. It was also shown how youth reading depends on adolescent stage needs.

Reading in the Countryside

This style of reading refers to reading attitudes of teenagers living in the countryside, mainly in
farmer families. Parents of those young people got the lowest degree of education as well. These 15-year-
olds had the worst access to books: their households had the smallest collections of books, they reported
buying the smallest number of books, most of them were dependent on public libraries, mainly poor ones
at school. They had less leisure time, being occupied helping family at work on the farm.

The reading activities of these readers were comparably weak, not intensive. Only half of
teenagers from such families were the active readers. Their reading preferences in their leisure time were
functional. Books had to be practical sources of certain kinds of knowledge and information, useful in
every day life or more scientific. They preferred nonfiction or popularized scientific literature. They
reported that good reading depended on educational and cognitive values. They took less interested in
reading for leisure or entertainment. They read the fewest numbers of books covering popular literature,
including romantic, criminal and sensational novels. The reading was ruled by pragmatic philosophy of
life. For reading in the countryside, the school was the authority and the source of respected value, where
reading was concerned. School books were read quite diligently and mostly recommended.

Reading in the Big Cities
Reading in big cities helps to fulfill a need for entertainment and play. It refers to values created
by modern culture, especially its popular version. In this case the most important form of fulfillment (i.e.,
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a need for amusement) is met by participation in a culturally created unreal world. It means an escape
from everyday life into reality of a substitute, intensive experiences. Reading in this style is guided by the
individual’s choices, or those of his/her colleagues. Schools have somewhat less of a say. Instead, the
influence of mass culture is most visible.

Readers from big cities — more than 100,000 inhabitants —most often neglected school reading
duties, and restrict themselves to spontaneous reading. They chose world of magic and frightening
mystery, thrill and dynamic action and incredible adventures, romances and detective stories. They don’t
look for moral or practical advice in their readings, but mainly for entertainment. Classic literature was
dull and difficult for them; only school could made them to reach for it.

Among readers with this style, we find some contracts: a large number of weak readers, readers
who didn’t like school books, and, in contrast, involved readers.

In that group were students with reach home libraries and those with a few books at their household. Both
of them didn’t use public library very often.

Reading in the Intelligentsia’s Style

Representatives of the intelligentsia’s style read the biggest number of books, both school-related
and self-selected. They had their own favorite books, and could recommend books to other students. They
were involved readers.

Their reading preferences were very rich and differentiated. They read everything from books
about adventure, novels (especially girls), popular literature, mainly fantasy, bestsellers, modern novels
for adults, Polish and foreign classic literature, poetry and dramas, nonfiction, and scientific books.
Entertainment and amusement were the values defining successful reading. The readers with this style
could evaluate artistic and formal virtues of novels read. They appreciated those features of literature
which developed the reader’s imagination — the sense of humor and the language. Utilitarian qualities
were less important. The teenagers reading in this way could live anywhere, but mostly in the big towns.
The crucial factor was the social status of their parents. At least one parent had attained a university
education. Parents were in the professions, they owned their own business, or they worked in public
institutions. They had the best access to books, because they could afford to buy books they wanted, and
had big libraries at home. They enjoyed the support of their families, especially the mother. Family
members provided good role models as they engaged in reading. Homes had their own libraries. It seemed
that students with this style inherited patterns of participation in the high culture.

The Female Fans of Reading

The female fans of reading books could live anywhere, but more often in the small and medium
towns. They often came from clerks’ families; their mothers frequently worked at public institutions;
parents had attained at least secondary education. These female readers were involved in reading. They:
read a lot during their leisure time and in school lessons. They were fond of doing it. They had favorite
books and liked to talk about them. Recommendations for books were supported by recalling ethic and
educational-cognitive values. They had quite high cultural competence and certain reading interests. First
of all they preferred fiction, from both artistic and popular literature, romances, novels mainly those for
girls, and novels dealing with youth drug addiction problems. They were looking for advice on how to
cope with their problems with a parents, with classmates, boyfriends, first loves. They chose different
kinds of nonfiction as well. These girls were very interested in new issues, bestsellers by their favorite
authors and published series.

Reading as a Hobby

Reading as a hobby belongs to boys who have precise and defined interests and who find readings
corresponding with their interests. They are at an age when teenagers often have fascinations with certain
kind of music, sport (skiing, fishing, bird watching), disciplines of knowledge (history, computers,
astrology, an so on), or some very specialized hobby like car tuning, dog-fancying, or airplane
construction. These boys could live anywhere. They are from different social environments. They have
differing reading habits, and may be active or weak readers.
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There were boys too who had literary hobbies. They had favorite types of books, very often
fantasy. They read several books by one author — Terry Pratchett, Tolkien, Andrzej Sapkowski, Stephen
King., or comic books and texts about strategic games. These boys used computer a lot. They sometimes
read sensational and detective novels (authors: Follet, Mac Lean, Grisham, Forsyth). The value of good
book for them are connected with entertainment; such books involve action and suspense.
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Literacy and Lifelong Learning

Lifelong Learners:
Literate Women Explore their Learning Paths

Sara Ann Beach, USA; Angela Ward, Canada; Mary Melvin, USA;
Sapargul Mirseitova, Kazakhstan, and Maria Malikova, Slovakia

The research reported in this paper is grounded in the notion that each of us continues to develop a sense
of being literate (Heath, 1991) as a member of different communities of practice (Wenger, 1998). A sense
of being literate is composed of one’s personal theory of literacy and one’s literate identity (Young &
Beach, 1997). Our interest was in the literate identity of these women, key to their understanding of
lifelong learning. A person’s literate identity is a personal view of one’s own set of literate attributes,
including a sense of one’s own competence as literate person in a specific context, a sense of one’s role as
a literate individual in one’s own personal and professional world, and one’s own relationships with others
in a literate society (Young & Beach, 1997). The women whose literate lives have been documented in
this study come from Kazakhstan, the United States, Canada and Slovakia. Their personal histories
exemplify lifelong learning in a range of sociocultural contexts.

LIFELONG LEARNING

In the research literature, the notion of lifelong learning is often equated with or used
synonymously with the terms “adult education’ or ‘adult learning’. This view of lifelong learning has
been identified by Schugurensky and Myers (2003) as the normative dimension of the concept. They
assert that this view uses ‘lifelong learning’ to guide the development of educational policy. In this view
people can be looked on as human capital and lifelong learning can be seen primarily as an economic
strategy (Tuijnman, 2003), particularly in the current global knowledge economy. Lifelong learning is
viewed as professional development and an extension of the workplace (Tight, 1998). It is market
oriented, aimed at the changing needs of the economy. Schugurensky and Myers (2003) believe that this
view can take one of two forms. From this economic perspective, lifelong learning is the responsibility of
the learner; learning is seen a commodity, and independent providers are necessary so individuals can
“shop around”. An alternative view is that lifelong learning can be transformative and emancipatory, and
that learners should be supported in their negotiations to change life contexts, work conditions, and
learning contexts.

The second dimension of lifelong learning, Schugurensky and Myers (2003) assert, is the
ontological view. According to this view, learning continues throughout one’s lifetime, usually in a
variety of different spaces both inside and outside of educational institutions. Strain (1998) saw learning
as caring service and believed that there was a reflexive relationship between a person’s life and their
behaviors. This view looks at learning as systemic throughout the lifetime (King, 1999). Learning then, is
seen as an outcome of the self rather than leading to economic goals.

Our framework for lifelong learning is grounded in this second perspective, the ontological view.
Like Schurgurensky and Myers (2003), we see lifelong learning as both a social process and a social
practice. It is asocial process in that it occurs as part of a social setting and with the involvement of
others, either intentionally or unconsciously. It is a social practice in that like literacy practices, it is
purposeful, meaningful, and contains both the tacit and explicit (Wenger, 1998). As such it occurs in
formal, non-formal, and informal settings (Schurgurensky & Myers, 2003; Tuijnman, 2003). As such,
lifelong learning leads to outcomes that are in the self as opposed to for the workplace, although that may
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also occur. Stehlik (2003) calls this learning from life, which leads to questioning the self and one’s own
understanding of the world to make meaning of it. This meaning making, Stehlik continues, leads to
continual identity formation. We would posit that lifelong learning, using literacy, supports the dynamic
and changing nature of a literate identity.

METHODOLOGY

The tensions that have existed since the 19™ century in Western thought between *science’ and
‘art” remain alive in current discussions of educational research. Bruner (1996) describes these
oppositions as springing from “different conceptions of the mind itself’ (p. 1), but ultimately reconcilable
within education, where both logico-scientific knowledge and other ways of knowing complement each
other. Bruner notes (p. 42), that ‘it is only in the narrative mode that one can construct an identity and
find a place in one’s culture’. In an era where funding agencies call for ‘evidence-based research’,
qualitative methodologies have a role in explorations of culture and identity. In this view, narrative is
more than capturing vignettes of teacher practice.

The possibilities of narrative in capturing ‘the situated complexities of teachers” work’ (Lyons &
LaBoskey, 2002, p. 15) are appealing, but narrative inquiry as a methodology requires that researchers and
participants interrogate narrated experience at all stages of the research. This implies intense critical
literacy during the interview process, shared interpretation of interview transcripts, and in biographical
work, careful investigation of historical and social contexts.

Narrative inquiry supports the exploration of personal and professional identities, and involves
researchers, participants and potential readers in interpretation and construction of meaning and
knowledge. Crites (1986) notes that narrative has the potential to artistically bridge the gap between past
and present selves, and help construct a coherent identity for the participant.

Life history recognizes that our multiple identities interact in different social domains. Stories
told as part of life histories provide ‘evidence to show how individuals negotiate their identities”
(Goodson & Sikes, 2001, p. 2). The narratives of life history enable researchers to explore relationships
between culture, social structure and individual lives. The life history approach usually means that the
stories offered through interview or written pieces are contextualized through other artifacts (documents or
photographs, for instance) provided by the participant. The interdisciplinary nature of this field is evident
in the closely related literary traditions of memoir and biography. The research described in this paper
uses a combination of different narrative methodologies.

Procedures

The five women purposefully selected for this study were known to the authors through shared
work in international projects; three of them are the focus of this paper. The participants were all
influential in education in their own countries, involved in reform efforts at local or national levels. We
conducted an average of three semi-structured interviews with each of the five women in the study; the
conversational interviews ranged between two and four hours each, and were all conducted in English (not
their mother tongue for two women in the group). All interviews were tape recorded and transcribed. The
researchers worked together on organizing the interview transcripts, first putting them together as
chronologically organized narrative summaries (Wengraf, 2001, p. 268), then identifying aspects of the
women’s lives that exemplified lifelong learning.

Researchers’ role

We as researchers are clearly present in our study. This presence is a topic of debate in the field of
narrative research. Much early narrative writing in education set out primarily to honour the voices of
participants. In our research this is an important element, but we also acknowledge our roles in
constructing the narratives and their interpretation. In this study we construct ourselves as ‘minor
characters’ (Chiseri-Strater, 1996, p. 126), mindful of the balance between our own voices and those of
our participants.
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S.M

THE STORIES

Sapargul’s Kazakhstan was established as a republic of the USSR following the Bolshevik Revolution
in Russia in 1917. During Sapargul’s lifetime, Kazak people had been a minority (45%) in their own
homeland. Sapargul grew up in a bilingual Kazak/Russian family and community; her family chose
to have her educated at Russian schools because of their greater potential in preparing students for
postsecondary education. When her father died young, Sapargul went to boarding school in Almaty,
where she became interested in learning other languages. Her family thought it strange that she
wanted to learn English, but she persisted. She wasn’t immediately accepted at university after high
school, so worked in a library and a factory before going back to study English grammar. Sapargul
eventually studied in Moscow at the Institute of World Languages, and on returning to teach
university classes in Almaty became instrumental in educational innovation in language teaching. In
the 1990s, as society became more open in Kazakhstan, Sapargul took up an opportunity to complete
an MEd in secondary education in the US, and was also part of an exchange program where she
worked with Walter Kintsch in Colorado. As part of a later Fulbright fellowship she worked with
Ken and Yetta Goodman at the University of Arizona. During this time she became coordinator of
the Reading and Writing for Critical Thinking project in Kazakhstan, building on her prior
experiences in constructivist learning and strategic teaching.

Sapargul has been the driving force in Kazakhstan for the dissemination of the principles of active
teaching and learning, critical thinking, and democratic educational practices, first through the
Soros Center for Democratic Education and then the Kazakhstan Reading Association, of which she
is Director. This association has launched a series of national conferences, and established an
ambitious publications program.

M. M.

Mary was born at home on a farm in Ohio, USA. Her father raised tobacco, potatoes, and
occasional other income crops as well as livestock. She remembers reading books from the
Georgetown library and her involvement in 4-H projects of sewing and cooking. It seems to Mary
that there was never a time when she didn’t know how to read. She loved going to school so much
that weekends sometimes seemed boring in comparison! She remembers attending the Latin Club at
Walnut Hills High School—as well as taking typing, stenography, and business English.
Immediately after high school graduation, Mary moved to an apartment with four other young
women in Dayton, Ohio where she began work as a secretary. It soon became clear to her that this
was not what she really wanted to do, so she enrolled at Miami University to study elementary
education. She started teaching in a third grade classroom and after one year of teaching decided to
finish a 4-year degree. After several years teaching she applied to graduate school at the University
of Michigan, studying international education. Her interests in travel led her to teach and travel in
Europe for several years before she took a position as a teacher in the McGuffey Laboratory School
at Miami University. She was thrilled to be working in a university environment, and especially
enjoyed having other adults in and out of her classroom seeking information, asking questions, and
trying to figure out how teaching worked.

Within a year of teaching at the lab school, Mary enrolled in a graduate course about individualized
reading. This is only one example of how she was actively learning all the time.... about reading,
about teaching mathematics, about group interaction, about students and the library.

At one point, Mary took a leave of absence from her university position to teach at the American
International School in Prague. After her completion of a doctoral program at the University of
Wisconsin, she was offered a position working with the National Elementary Education Association
(NEEA) in California, and continued her connection with that state through consultancy work.
Subsequently, Mary taught methods courses to preservice teachers, as well as workshops in the US,
Mexico, Puerto Rico and Luxembourg. She also spent time studying education in London. After her
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‘official’ early retirement, Mary became involved in student teacher supervision in Europe, as well
as the Orava project in Slovakia and the Reading and Writing for Critical Thinking Project in a
number of countries in Eastern Europe. She found it to be just “plain fun” to work with 150 like-
minded educators representing 30 or more countries in one of the most awe-inspiring, enriching
events of her life. Traveling to places where she can see a new part of the world as well as learn new
ideas and meet with educator friends from around the globe is still one of Mary’s highest priorities.

M. M.
M. M. was born in 1930 to a family of small farmers in a village in the southwest of the Czechoslovak
Republic. There was no electricity in the region at that time; the life of most villagers was very
difficult, as many were unemployed and could only earn their living as field workers at home and
abroad. Her parents had just enough land to support their family of three children.
Maria started her schooling at the age of 6 in the two-room village school. After the fourth grade
she continued at junior high school—the classical grammar school. She daily walked 5 kilometers to
school and back home. Passing school-leaving exams with honors in 1948 allowed her to continue
studies at the university. She enrolled in Comenius University in Bratislava, studying French and
English. In 1949 the Communist Party prohibited the study of more than one ‘western’ language, so
she gave up French and continued studying English from scratch. After completing her master’s
diploma in teaching she taught English at secondary schools for 16 years, concurrently studying
Russian by distance education, gaining a master’s degree. During this time she married and had
three children.
In 1968, Maria took a position in the teacher training college in Nitra, a first step towards
establishing a training program for teachers of English. Postgraduate studies in the USA and
completion of her PhD in Prague put her in a pre-eminent position in teacher education in post-
Soviet Slovakia. She notes that the main aim of her long professional career was to improve the
teaching and learning of foreign languages, which she considers crucially important for citizens of a
small nation in the globalized world.

INTERPRETATION: THE WOMEN AS LIFELONG LEARNERS

In both our questioning and interpretation, we were looking for illustrations of literacy learned and
experienced, as well as specific examples of lifelong learning.

First, all of these women were curious—curious about the world, about why the world and their
particular place within it functioned the way it did, curious to find out more about topics of interest to
them. All three women travelled outside their own countries, Maria and Sapargul to the US, and Mary to
many places in Europe, at a time when this was not accepted practice for women to travel alone. The
women also saw opportunities and took them; as such they were risk-takers. Mary took on work at the
laboratory school, Maria and Sapargul applied to exchange programs that took them away from their
familiar educational contexts. They weren’t afraid to take advantage of an opportunity that presented
itself, and they often stepped beyond the offered opportunity to take advantage of all that they could.

They were hard workers, expending effort in their learning, often studying while working full
time at something else. They used their continual learning to improve the world, especially for children.
All three made explicit statements about their motivations, which might seem idealistic, but clearly drove
them to keep learning. It wasn’t just learning for learning’s sake, but learning to make the world,
however small or large their sphere of influence, a place where children would have better opportunities.

Lifelong learning for these women also seemed to include an understanding of one’s role in the
world. Finally, lifelong learning for these women included facilitating the learning of others. They were
unafraid to take leadership in their piece of the world nor were they afraid to help others learn more. All
three women helped establish programs to support teachers in developing democratic teaching practices in
their own countries.

The disposition to lifelong learning seemed to be created in the women’s families. Sapargul’s
early memories of reading with her family by lamplight, Mary’s mother encouraging her to teach, and
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Maria’s parents’ support when she wished for a more academic education illustrate the positive
environments for learning created within their families. They had models of lifelong learning in their
parents and support for their formal education, both moral support and, at times, monetary support. This
disposition seems to include the notion of personal agency, taking responsibility for their learning and
their life. They took risks, and had the confidence that the risk would work out for the best, even though it
did not always seem so at first. They sought both education and schooling. The schooling allowed them
to obtain a credential, usually the Ph.D. This credential gave them the credibility to be heard and freed
them to pursue activities that were important to them. The education, the lifelong learning, contributed to
their sense of being literate, including the development their literate identities.

A final theme is that of participation. By participation we mean participation in the political and
institutional system of education. They might work outside of the system to change it, they might work
within the system to make change, or they consciously used the system to work toward the betterment of
their sphere of the world.

Each of these women learned from their life and formed their own identity as lifelong learners
and literate people. They became models of what it means to use literacy and learning as tools to change
the world.
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Finding Oneself in a World of Literacy: Some Reflections on
the Self and Literacy Learning,
from a Phenomenological Life-world Perspective

Cecilia Nielsen, Department of Social and Behavioural Studies,
University West, Sweden

The purpose of this paper is to try to understand how people who encounter difficulties when developing
their literacy abilities perceive themselves. The life-world we inhabit is a meaningful world. We share the
meaningfulness with other human beings. In the encounter with the world and *“others” we learn about the
world. We also learn about ourselves, and understand who we are. According to Merleau-Ponty, our
understanding of the world is not a Cartesian cogito, “I think”, but “I can”. But who is the ‘I’ who either
‘can’ or ‘cannot’?

Certain findings from an empirical study suggest that the encounter between individual and
literacy is characterised by reciprocity between the subject (the self) and the world (the written text). On
the one hand, the struggle with literacy tells a person who s/he is. How the reader views him/herself
affects the way in which literacy problems are tackled. This relationship can develop into a positive circle,
“l can”, or into a negative one, “l cannot”. Both kinds of circles can, however, be broken inter-
subjectively, as a result of the intervention of others.

BACKGROUND

In this paper | want to discuss how people with reading and writing difficulties/ dyslexia
experience themselves in their struggle to master literacy. In today’s society literacy is regarded as a
human right and literacy abilities as necessary knowledge for everybody, in education as a learning tool
and at work as a natural part of the daily routines. As members of a democratic society, we also rely on
literacy to keep ourselves informed and to be able to participate in, and exert an influence on, politics.
Finally, we read and write for our own pleasure, growth and development.

Since these abilities are understood to be so important, much attention is paid to them in schools
and higher education, as well as in general public debate. Dyslexia is a well-known phenomenon and help
and assistance is offered to pupils and students who experience literacy difficulties. Adult education
provides another opportunity to gain assistance and today there is a range of different aids and facilities
that have been developed to help people with dyslexia. Still, if you do not learn to read and write like
other people, you have to work much harder and often with very few rewards for your endeavours.

In my doctorial study I have followed nine persons with reading and writing difficulties during a
period of some 18 months. The individuals in the study are of different ages, ranging from 8 to 53. The
aim of the study is, from a life-world perspective, to try to understand their experiences in their encounters
with literacy. The results will be presented in my thesis (Nielsen, 2005), and defended at the University of
Gothenburg in September, 2005.

WHY A PHENOMENOLOGICAL LIFE-WORLD APPROACH?

During recent decades a wealth of studies on literacy learning have been conducted. Inquiry has
been focused on children’s spontaneous acquisition of language- and literacy, on different ways with
words, on motivation, on the nature of teacher effects and, of course, on dyslexia. However, very few
studies have emphasised the learning subject’s experiences.

From a life-world perspective existential questions such as: “Who is this learning subject?” “How
does s/he change in the encounter with the written word?” How does s/he look upon her/himself?” can be
posed. The question | have asked of myself is How can this perspective, this life-world approach, help me
to understand the lived experiences of individuals, struggling with difficulties in their literacy learning? Is
it possible to see the individual viewpoint in a cultural phenomenon like literacy? How does the self
appear in an inter-subjective world?
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In existential phenomenology the purpose of a study is not to find general laws that can explain
conduct, feelings or actions. Rather, its aims to uncover new ways of experiencing the other and different
ways of understanding the other, or, what Merleau-Ponty would have called, the acquisition of “a certain
style of seeing, a new use of one’s own body; it is to enrich and recast the body image” (1962, p. 153).
From a life-world study we can acquire a style of seeing which guides us in our encounters with other
people.

The Life-world

The life-world is all-embracing and can’t be transcended. It is not possible here to describe it to its
fullest extent. In this paper | want to call attention to a number of aspects that are important for my main
discussion.

The life-world is our normal every-day world in its full complexity. It is the world where we live
our lives, where we work and rest, laugh and weep, learn and teach. It is the world we know by living in
and acting on it, and which we share with all other human beings. It is a world in both time and space.
Husserl (1970) describes the life-world as a world which is meaningful to us even before we reflect upon
it, it is prepredicative to all knowledge. It is a world where we take things for granted. In Husserl’s words,
we are in a natural attitude towards the life-world. As researchers, we are part of the life-world, and we
have to be aware of this natural attitude that we are in as individuals and which we also share with other
people.

Heidegger (1993) argues that the most fundamental condition for our being-in-the-world is that
we exist. Bengtsson (1999) has suggested that this existence has a relation to itself; it is my existence, and
so it concerns me. As individuals, we are cast into an already meaningful world, a historical and cultural
world as well as a world of things. Our understanding is guided by our pre-understanding, that which is
already “given”. We share the life-world inter-subjectively, with others, and we get to know it through
acting on it. As Heidegger says:

- - -, the world is always already the one that | share with the others. The world of Da-sein

is a with-world. /.../ Da-sein initially finds ‘itself’ in what it does, needs, expects, has

charge of, in the things at hand which it initially takes care of in the surrounding world.

(Heidegger, 1996, pp. 111-112)

Merleau-Ponty (1962, 1999) points out that our existence is a bodily existence. Our body,
however, is not an object; it is our standpoint or our position in the world. But this lived body is
ambiguous and risky, both nature and culture, both physiology and psychology. We experience the world
as well as act on it in our lived bodies. “Consciuosness is being towards the thing through the intermediary
of the body” says Merleau-Ponty (1962). In my lived body | am part of the world and the world is part of
me, and my way of understanding the world is not a Cartesian cogito, “I think”, but an “I can”.

Situated, as we are, in time and space, we experience the world from different perspectives. The
world | inhabit is therefore also ambiguous. My identity embraces all aspects of my lived world.
Torstensson-Ed (2001), referring to Merleau-Ponty (1981) argues that “the consciousness is all-
embracing. We live in an intentional arch, that maintains the wholeness of consciousness, demands and
perceptions, and that creates around us our past and our future, the homogeneity of senses, understanding,
feelings and mobility” (p. 4) (my translation).

How Do We Get to Know ourSelves?

Our being-in-the-world is characterized by natural attitude. But this attitude can be overcome
when our knowledge is challenged by other people or by new experiences in the world. We can become
aware of other perspectives on the world as well as other people’s ways of experiencing it. In this way, we
create a distance to the world in our reflections. This is what the researcher must do. This is also what we
all do when we genuinely learn. Colaizzi writes:

Genuine learning radically re-structures our world-views of something./ - - - / No longer
seeing that area in the old way, our learning provides us with a, literally, new world to live
in. Facts acquire new interpretations, percepts appear different, words and language sound
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different, feelings are experienced less blindly, and people behave and act with new and
different meanings for us (1978, p.129).

We learn about the world and other people, and at the same time we learn about ourSelves. Turning again
to Merleau-Ponty (1962) he says that “it is true that | am conscious of my body via the world” (p. 82).
According to Idhe (2001) the phenomenological “I” appears through reflection on the phenomena in the
world, and takes its meaning from the encounter with things, people and every kind of “otherness”.
Torstensson-Ed (2001) points out that, when we describe ourSelves, we do it in relation to other people, to
norms and values in the life-world, to activities and things in our lived world.

So, my identity embraces all aspects of my lived world and | become aware of mySelf in the encounter
with the world and with others. The world teaches me who | am. But this is only one aspect, one side of
the coin, because in our lived world, life and world are mutually dependent. So, my way of meeting the
world has to do with who | am and what | already know. My experiences are guided by my pre-
understanding and my expectations are governed by where | set the limits for “l can”. That is the other
side of the coin. This will also be the point of departure for the presentation of two persons from my study,
two people who are struggling with literacy and with themSelves. But before | introduce them here, | want
to reflect a little on the concept of language and literacy from a life-world perspective.

LANGUAGE AND LITERACY IN THE LIFE-WORLD

Acording to Merleau-Ponty (1962) the meaning inhabits the word. But my words are also carried
by my voice; they are a manifestation of my inner being. Therefore they tell something about mySelf, too.
Using language means to position mySelf in an inter-subjective world, where language is part of our
cultural heritage.

As long as we are in natural attitude, words are meaningful gestures to us. The meaning inhabits
the word. The meaning can’t be understood from the word as merely a sound, but to learn to read and
write, to become literate, we have to reflect on the words as sounds and signs, sentences and expressions.
We have to create a distance between the inner aspect of the word, the meaning, and the outer, formal
aspect. We have to learn to separate form from meaning and to switch from inner to outer and back again.
We also have to learn quite a new form of language, a visual form and it is this switch from auditory to
visual language that makes the world of literacy so problematic for a person with reading and writing
difficulties/ dyslexia. This can be understood from a bodily aspect (Nielsen, 2004) and it and it is closely
connected to mySelf. And let us now turn to Annika and Rebecca.

I CAN, I CANNOT, I CAN, BUT ... - ANNIKAFROM 9 TO 11

At nine years old Annika knows very well that she has reading and writing difficulties. Her
problems with the written language have been thoroughly investigated, and, moreover, her father and
others in her family suffer from the same handicap. This is her situation in the world (c.f. Merleau-Ponty,
1962; de Beauvoir, 1992), the factuality of her lived body. It defines and restrains her learning, but it does
not determine her life. The bounds of her handicap are never definitive. Annika’s way of tackling these
restrains is to work. She clearly demonstrates the “I can” of her spontaneous, creative being and she learns
about herSelf in the encounter with written texts and writing tasks.

Ekeblad (1996) found that children, learning arithmetic during their first year at school, also learn
about themselves and how they learn. The same is true for Annika learning literacy. She finds that, for her,
it is necessary to work hard to learn to read and write, and she also finds out that she loves working, she
loves reading and that she loves writing. During her first three years at school she learns from the books,
pencils and computers in the classroom and she learns by comparing herself to her classmates, and she
learns from dialogues with her parents, teachers and friends that she is an industrious, clever person who is
learning to read and write.

In grade 4 her class is mixed with another class and she gets new classmates and new teachers.
The amount of work has increased; more emphasis is placed on reading and writing. The work does not
bother her. She knows herSelf as a hard-working person. What bothers her is a new spirit in her class, a

151



spirit of comparison and anxiety. There is less warmth between people and greater distance between each
other. Annika handles the situation by creating a space of her own, an almost visible shelter, around her
body and her desk, a place where time and endeavour exist on her conditions. But, now and then, she is
called on by the teacher to do things in public, things she has not chosen herself, like reading aloud in the
class. When this happens, Annika feels that her own time and endeavour are questioned. Her way of
experiencing reading and working is made invisible and she herself, as an individual also becomes
invisible.

To understand Annika’s experiences | want to refer to Schiitz (2002). He writes that only in a
face-to-face relationship can we meet each other as unique persons. When we share time and space it is
possible to capture the Other’s full attention and it is thus possible to join a pure We-relationship.
Claesson (1999) adds, that such a relationship can exist in dialogue as well as in mutual silence, as long as
our attention is directed towards each other. In a situation like that, we share each other’s ongoing life,
plans, hopes and worries. We are mutually involved in each other’s lives and we grow older together, and
maybe even wiser too. In all other relationships there is a distance between us, a distance that makes us
strangers to each other. According to Schitz, people to whom we have no close relationship tend to appear
to us in a typical way or as “ideal types”, no longer “somebody”, but rather “something”.

When Annika reads aloud to the class, some of her classmates moan and start to give her prompts,
whispering the words to her. Annika feels that they steal the time she needs to read from her and that they
regard her endeavours as worthless. They forget she is a real person, “somebody”, and they make her a
type; a typical dyslectic. In those situations Annika’s “l can” is changed to “I cannot”, and she refuses to
read to the class. Because her identity embraces all aspects of her life-world she now finds herSelf in a
situation where her identity is ambiguous and threatened, a situation she is most determined to avoid. Still,
she learns about herSelf.

During grade 5 Annika moves to another town, another school, another class, other teachers. Her
ambiguous Self moves with her and she adopts a wait-and-see policy towards the teachers and the class. It
takes time for her to make friends with her new classmates and to feel at home with her teachers. But after
a few months, she finds that, in her new class, differences are not only tolerated but regarded as normal
conditions for social life. Her class-teacher also makes it explicit that everybody has some sort of problem
to tackle and that everybody can not succeed with everything. According to the new teacher, the most
important thing is always to work the best one can. Annika’s identity, her Self, is restored, although it has
changed. She now realises that she might come into situations when hard work will not be sufficient to
reach her goals. Situations will be encountered in which she will have to choose new ways to act and even
take advantage of resources of different kinds. To the “I can” of her consciousness has been added a “but
...”, meaning “...but not alone”, “...but not in one single way”, “...but not without help”. Her horizons
have expanded while she has integrated the experiences in her Self.

BETWEEN TWO IDENTITIES - REBECCA FROM 14 TO 16

At school, 14 year-old Rebecca, knows herSelf as a person who needs a lot of help. Whatever she
undertakes, whether it is connected to reading or writing, is so sloooow! At the beginning of grade 8 she
has not yet read an entire book of any kind by herself. To be able to complete the one written composition
she has to do during the autumn term, she has had to get a lot of help from her special teacher. Often she is
unsuccessful on written tests but does better when there is an oral test. She would prefer to work together
with her class all the time. In Rebecca’s opinion schoolwork should not be done alone. Most of all she
would like to sit in the middle of the group, to really feel that she belongs to them, but now and then she
realises that the tasks are too difficult for her. She knows that she works too slowly and that she needs
more help than either the class teacher or her classmates, have got time to give her.

Young argues that in the encounter with the world the “I can” of our being-to-the-world can be
changed to an “I cannot”.

For any lived body, the world appears as the system of possibilities which are correlative to
its intensions. For any lived body, moreover, the world also appears as populated with
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opacities and resistances correlative to its own limits and frustrations. For any bodily
existence, that is, an “I cannot” may appear to set limits to the “I can”. (1980, p. 147)

In her encounter with school, Rebecca has learnt that she is a person who cannot by herSelf
manage to meet the demands of school. The school assignments that she has been given tell her that her
abilities are just not enough. The books that she has tried to read have told her the same thing; she is just
not quite good enough and she lacks the necessary patience. Her teachers have told her that she needs
help. Her vital “I can” has become an “I cannot by mySelf”.

But this is not the whole story. In her spare-time and at home she is a creative person who finds
lots of interesting things to do. She likes to sew and cook, draw and paint. She plays with her little brother,
is good with all sorts of animals, goes riding once a week and also takes care of a horse one afternoon
every week, doing a good job of both riding and caring. She is a competent person in all activities she
chooses herSelf. And, because she is so interested in animals, and because she would like to have an
animal of her own, she borrows books from the library and reads and takes notes about many different
animals so that she can learn how to take care of them. Her little brother is allergic to furry animals, so she
has read and learnt about many different kinds before she eventually discovers that he would probably not
be allergic to chinchillas. Somewhere between grade 8 and 9 she finally gets a horse of her own, and her
life becomes filled with caring for her horse, but also challenges. Rebecca is rather small and her horse is
big and tall, and even though she feels a bit insecure on this high horseback, she practices show-jumping.
She and her horse learn together and Rebecca is firm in her determination to do this well. She understands
that it is her responsibility to see that her horse is trained in the best way.

In one part of her lived world she is a competent person, who learns and develops. In another part,
however, she does what she is told to do. In the part of her life where “I can” reigns, she is active, creative
and responsible. In the part of her life where “I cannot by myself” reigns, her learning is piecemeal and
protracted.

Now, this piece of empirical inquiry actually appears to be one of life’s good stories. Rebecca’s
special teacher helps her to find books for young people that really touch her, books that are technically
easy to read, but that awaken her interest and challenge her expertise. At school, when Rebecca, in her
usual way, does what she is told to and reads a storybook, she finds that the story speaks to her. She
responds from a depth of pre-understanding and articulates her opinions just as if the story had been told
to her orally. In this way a process is started where Rebecca first of all learns about herSelf. She learns
that she is a competent person, even when reading (and writing) at school. She also learns that, provided
that the text technically speaking is easy to read, it is no longer an obstacle to her participation in the story.
The meaning also inhabits the written words!! This process, that started with her encounter with a book
that touched her, has rippled out to other parts of her lived world, to other duties at school and to her social
life. She starts to rely on herSelf, and she becomes less dependent on others.

As Merleau-Ponty says, our lives are circumscribed by an intentional arch (above). Claesson
(1999) points out that this intentional arch always makes us situated in our past and directed towards our
future. This insight can help me to understand Rebecca’s situation. She finally finds that different parts of
her lived world can be brought together. Her own story can be regarded as being comprised of different
aspects of her lived life, aspects that can be unified. This makes her identity, her Self, less complicated.
Learning at school can also be learning for life, and what was learnt outside school appears to be
important inside school as well. She finds that it is possible for her to be a competent person at school,
even in encounters with texts. Like the high fences and the water jumps in show-jumping, written words
can also be challenged. They are not definite obstacles, just problems to tackle and to be overcome. And at
the same time as Rebecca’s identity becomes less complicated, it also becomes more complex. Her past,
that was separated and piecemeal, now is whole. She has learnt about herself; her horizons have expanded
while she has integrated the different parts of herSelf in her identity.
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CONCLUSION

In this paper | have discussed how we can understand people in their struggle with literacy
learning from a life-world perspective. The focus has been on the experienced Self. | have argued that we
learn about ourSelves from encounters with the world. The letters, the words, the texts, the pencils, the
computers and all of the other activities that surround literacy, as well as the learning situation as a whole,
teach us about ourselves.

We also learn about ourSelves from other people in our inter-subjective world. Sometimes we are
met as individual persons in a face-to-face relationship, where we become a “Who”, a “somebody”. On
other occasions we are regarded as ideal-types which transform us instead into a “What” or a “something”.
Other people are important for my learning, not only through inter-subjectivity, but also by organizing the
world in new ways in order to change the encounter between me and the world.

In all genuine learning, we learn about ourSelves and, at the same time, we learn about the world.
It is true, though, that in this ambiguous world of ours, our pre-understanding guides and directs us in our
learning, making us see with “a certain style of seeing”. It is also true that our understanding of ourSelves
is crucial for how we tackle the world. The “I can” or the “l cannot” frame our actions. Through our
experiences, our lived world expands and our Selves become more complex, while we grow older and,
maybe, wiser.

REFERENCES
Beauvoir, S. de. (1992). Foér en tvetydighetens moral. Svensk dvers. Mats Rosengren. Géteborg: Daidalos.

Bengtsson, J. (1999). En livsvérldsansats for pedagogisk forskning. In J. Bengtsson (Ed.), Med livsvarlden som
grund. Lund: Studentlitteratur.

Claesson, S. (1999). Inspiration som vidgar horisonten. In J. Bengtsson (Ed.), Med livsvérlden som grund. Lund:
Studentlitteratur.

Colazzi, P.F. (1978). Learning and existence. In R. S. Valle & M. King (Eds.), Existential-Phenomenological
Alternatives for Psychology. New York: Oxford University Press.

Ekeblad, E. (1996). Children*Learning*Numbers. Aphenomenographic excursion into first-grade children’s
arithmetic. Géteborg: Acta Universitatis Gothoburgensis.

Heidegger, M. (1996). Being and time. New York: State Universtiy of New York Press.

Heidegger, M. (1993). Varat och tiden. Lund: Doxa.

Husserl, E. (1970). The Crisis of European Sciences. USA: North-western University Press.

Ihde, D. (2001). Experimentell fenomenologi. Géteborg: Daidalos.

Merleau-Ponty, M. (1962/ 1981). Phenomenology of Perception. New York and London: Routledge.
Merleau-Ponty, M. (1999). Kroppens fenomenologi. Goteborg: Daidalos.

Nielsen, C. (2004). A Mindful Body in a Literate World; some reflections on the lived body, struggling with reading
and writing difficulties/ dyslexia. Understanding Special Needs Education from a phenomenological life-world
perspective. Paper presented at NERA’s 32™ Congress, Reykjavik, March 11-13.

Nielsen, C. (2005). Mellan fakticitet och projekt. Las- och skrivsvarigheter och stravan att vervinna dem. [Between
Facticity and Project. Reading and Writing Difficulties and the Striving to overcome Them]. Géteborg Studies in
Educational Sciences No 234. Géteborg: Acta Universitatis Gothoburgensis.

Schitz, A. (2002). Den sociala varldens fenomenologi. Svensk Overs. Sten Andersson och Joachim Retzlaff.
Goteborg: Daidalos.

Torstensson-Ed, T. (2001). Kan Merleau-Pontys livsvarldsbegrepp belysa unga manniskors kulturella sjalvforstaelse
och varderingar? Paper presented at NERA’s conference, March 15-18, in Stockholm.

Young, .M. (1980). Throwing Like a Girl: A Phenomenology of Feminine Body Comportment Motility and
Spaciality. Human Studies, 3, 2.

154



Literacy and Libraries

New Directions in the Spread of Literacy
Lorenka Bucevi¢-Sanvincenti, Zagreb City Libraries, Croatia

Characteristics of modern society are knowledge and skills, which become its basis and the axiom for its
constant improvement and growth. Therefore, lifelong learning is not just one of the theories or fields of
learning for adults only, but it should be a leading constant in the development of learning systems from
early childhood. In this respect, three forms of learning are critical:

e Formal learning, which implies regular istitutionalised education,

o Non-formal learning, which happens independently of the official educational system, and it can
be organised in kindergartens, or private schools (for example schools of ballet, music,language
schools, informatics, driving, and others) or in a work place, in organizations and unions, political
parties and the like. In order to be able to validate properly the forms of learning that happen
outside of schools, it is important to establish a system of true values of knowledge and skills,
acquired outside of the school system.

o Informal learning, the so-called school of life, which we obtain through everyday interaction and
which mostly takes place outside of schools, in different places of life and work. We must
emphasize that this last form of learning takes place more or less unconsciously, and that is the
reason why even its participants often do not recognize it as the paradigm that contributes to the
development of their knowledge and skills.

Active education includes motivation for learning, critical thinking and knowledge of the correct
way of learning. An important role of educators is to help children and their parents or guardians, to
acquire knowledge and use it most promptly. This implies that educators, teachers, pedagogues, special
teachers, speech therapists, librarians and other experts, not in the future, but now and today, must be
directed towards their own lifelong learning and development. With their knowledge, skills and their
attitude toward learning, they could be role-models for their students, who more and more, through
informal and formal ways of learning, acquire new skills and positions in the global, transitional, and
information world.

First, we should make the fundamental distinction between education in the early childhood and
simply providing for the child. The main condition for the quality of lifelong learning is the high quality
elementary education, starting from the earliest age. The information society requires that after elementary
education and development, vocational or occupational education should teach a young person new skills
necessary for the new knowledge-based economies. These are, according to the conclusions made at the
European conference held in Lisbon in 2000 (article 26): IT skills, foreign languages, technological
culture, entrepreneurship and social skills — self-reliance, self-confidence, self-orientation and risk taking.

The responsibility of every person who is educating a child (no matter if it is done within an
institution or not) is to make sure that the child «learns how to learn» and acquires a positive attitude toward
learning. If experiences in early life are unsuccessful and perceived in a negative way, this may not happen.

That is just one of the important propositions presented in two important documents:
Memorandum on the lifelong learning of the European Council, that is European Commission, and in
OECD’s (2001) Education Policy Analysis, which gives the central role to the educator, pedagogue,
teacher and librarian. Their responsibility as professionals increases with the youngest children because
they should stimulate and motivate those children to except the lifelong learning as their new slogan and
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token of their success. Competence and the application of methods of learning and teaching open to
participation should become be developed.
The Lisbon conference also concluded that the common goal for the EU is that it should present

«the most competitive and dynamic knowledge-driven economy in the world». We are aware of the fact
that Croatia still falls far behind the literacy standards of the developed countries, and especially in the use
of the Information and Communication technologies. We will use statistical data to support this fact:

e 2 % of the Croatian population is basically illiterate

e 685,000 Croatian residents aged 15 years and over haven't finished their elementary education

e 22% of the population in Croatia have only finished elementary school

e 9% of the population in Croatia has higher education copared to an EU average of 36%

Considering that we want to become a member of the European Union as soon as possible, we
should work on strategies that will increase the knowledge and skills of the whole population, paying
special attention to the youngest ones.

DISTANCE LEARNING

Emphasising the role of learning in today’s information world we will be talking about a new
method of learning — distance learning- the e-Learning or distance education. e-Learning aims to raise
computer literacy and provide the schools, teaching staff and students with the necessary materials, expert
skills and technical equipment.

Education based on the ICT technology offers great potential for innovations in teaching and
learning methods. It is time for the classical educational system to take advantage of modern technologies
and be more available to those who need them, as the classical approach does not satisfy them or is not
available to them. Distance learning presents one of the most efficient forms of lifelong education.
Concerning the technical side of distance learning — a big step was made with the LMS (Learning
Management Systems), which follows the technical evolution so we can now talk about the so-called
virtual classrooms, and about the cooperation and communication between teachers and students based on
web technology. This initiative has four components: to equip schools with multimedia computers, to train
European teachers in digital technologies, to develop European educational services and software and to
speed up the networking of schools. This will also connect the teachers and librarians.

Distance learning entails different media through which we can transmit knowledge. Programmed
learning was a form of knowledge transmission by the use of printed media; television transported the
knowledge by the use of electronic media. With the arrival of the computers, those different media were
integrated and attempts were made to teach without the presence of a teacher, with the multimedia
programmes recorded on a CDROM. The appearance of computer networks enables us to adapt the
content of the subject to the one who is learning it, because the amount of data which we can save and
later access by computer network is a few times greater than the most powerful CDROM can save.

E-LEARNING IN CROATIA

Full e-learning project in Croatia have still not come to life and there are no global projects which
would include the whole country concerning the introduction of hypermedia technologies to education,
and which would be led by the Ministry of Science, Education and Sports. There are some ideas, there is a
desire, but most importantly, there is a great need for distance learning. In order to make the idea of
distance learning a reality as soon as possible, two sectors should be made aware of it: education and
economy. In other words, on the list of elements, which are missing in order to start distance learning, as a
possibility for education and learning are: infrastructure, education of the teachers who would run these
distance learning courses and general knowledge about that form of education. Construction of the
computer infrastructure and Internet approach for the Universities and schools is conducted through
CARNet and Hinet. One of the scientific-research projects is called «Innovation in computer assisted
education» (from 1990 to 1996, conducted at the Faculty of Pedagogy in Rijeka).
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Croatia is a member of European network called Eureka since 2000 (European programme of
international cooperation of companies, research-development centres and universities of member
countries), but the affirmation and national funding of the Eureka network project has still not reached a
satisfactory level. Eurolearn is an Umbrella network of Eureka, which stimulates establishing of distance
learning centres. It was formed because of the European effort to use the advantages of distance learning
in education, lifelong education, science and knowledge in general. Croatia has yet to use the advantages
that were offered to her by integration into international funding programmes.

E-SCHOOLS AND ON-LINE EXAMS IN CROATIA

The largest Croatian project, E-school for Young Scientist, and all of the now related natural
science e-schools were initiated by Croatian Natural Science Association in 1997. The site
http://eskola.hfd.hr/ offers a great on-line school for physics, while the address
http://npd.botanic.hr/ast/eastro.htm offers interesting information for astronomy lovers. Biology is covered
by http://hpd.botanic.hr/bio/indeks.html, while geography is http://hpd.botanic.hr/geo/ideks.html.

All of these schools bring a lot of interesting information connected to natural phenomena.
Students can find subject-matter that will complete their regular classes, and if they want to know more, in
all of these schools they can pose a question to a scientist to which they will usually get an answer. Those
who are more ambitious can take part in one of the discussion boards, which are also a great source of
information. If you want to practice your knowledge, some of these schools even have a few assignments,
and the site about Chemistry has whole procedures for chemical experiments. Htnet and Algebra school
on their web pages http://moj.hinet.hr/on-line-ispiti allow you to test your knowledge of informatics and
programmes MS Word, Adobe Photoshop, Macromedia Dreamweaver and some others. All you need is to
register yourself, free of charge, and you will get your test results immediately, on your screen. If you
pass, you will get your written confirmation mailed to your home address.

An excellent school of math http://lavica.fesb.hr/matl/ was started by a Croatian academic
computer network CARNet, and it was conceived at the Faculty of Electrical Engineering, Mechanical
Engineering and Naval Architecture at the University of Split. Although it is still not very visually
attractive, e-school of mathematics is excellent and highly recommendable. It is mainly intended for
younger students, but it will be useful to high-school students too. It has lectures, yes-no questions and
many tasks from different areas of mathematics.

There is an educational portal of the Teacher Education Academy in Zagreb
http:/www.uciteljska-akademija.hr/likovna-kultura/ Here you can learn something about art techniques
and rules of composition, and they also have examples of literary analysis. There is a great collection of
professional texts, and interesting art e-galleries.

CARNet in Pula offers on-line exam of networking knowledge
(http://www.pu.carnet.hr/CARNte/EO/). Informatics knowledege testing on the Internet offers a page
http://www.maxipoint.net/rep-office-croatia.ntml, as well as the access to some on-line informatics and
language courses. Some school for foreign languages, like Sokrat for example, http://www.sokrat.hr, offer
on-line testing.

CONCLUSION

If by the term of e-learning we mean the application of information and communication
technologies in education, we can ask ourselves is it just a short-term trend in the development of
education or a possible solution to many difficulties in the organization of modern, quality, diverse and
purposeful education in the 21st century. If we have a teaching-staff shortage, space and quality literature
shortage, we are not the only ones in the world with these problems. Experts deal with similar problems
all over the world, but those in the underdeveloped countries just try to offer a minimum of education to
their often large population and they often use distance learning. At the same time the governments of
highly-developed countries and international organizations stimulate the development of e-learning as the
means of realization of their own national educational strategies, more equal distribution of knowledge,
and even competitiveness in the market of knowledge. The questions, what is the position of Croatia in
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those, sometimes contradictory trends, and how could we use advantages of e-learning in the existing
circumstances, are yet to be answered.
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Biblioland: A Project for the Promotion of Library Literacy
Hela Ci¢ko, Zagreb City Libraries, Croatia

The Children’s and Young Adults’ Department of the City Library, Zagreb City Libraries is the oldest
library for children in Croatia. It was founded in 1950, and soon afterwards, when other children’s
libraries were opened throughout Croatia, it served as a model for their organization and layout according
to professional standards.

For years the Children’s and Young Adults’ Department has cooperated with professional
organizations and associations in Croatia and abroad. It has organized professional conferences, book
exhibits, and educational seminars. It also has offered many and various educational programs and
activities for children.

Today, the library occupies a pleasant, well-equipped, and functional space of 400 square meters. It
has a multi-media auditorium and a garden with an outdoor stage. The library is also home to Medioteka and
the Croatian Center for Children’s Books. The Department currently houses around 65,000 volumes and
12,000 book titles. Our members are children from 0 to 14 years of age, parents, high-school and college
students, teachers, and anybody else who has some connection with children or children’s books. The
Department serves as the central children’s library for the city of Zagreb, as well as both Zagreb and
Krapina-Zagorje Counties. The professional team of the Children’s and Young Adults’ Department, which
consists of a children’s guidance counselor, a psychologist, a teacher of literature, and a nursery-school
teacher, dedicates a large portion of their time and efforts to projects for the development of reading. These
include the National Quiz for the Development of Reading and the project Reading Literature Differently.

NATIONAL QUIZ FOR THE DEVELOPMENT OF READING

In cooperation with the Croatian Center for Children’s Books, the Department for Children and Young
Adults organises the National Quiz for the Development of Reading, traditionally during Croatian Book
Month. Last year alone, about 15,000 children from 375 public and school libraries in Croatia and abroad took
part in the National Quiz, which is usually dedicated to the literary works of one or more authors.

The workshops that are organized within the project Reading Literature Differently represent a
new approach to the literary texts that are required reading in the Croatian language curriculum for all
pupils in Croatian schools.

Since it is more difficult to attract children to books that they do not choose themselves, the
workshops are led in an unconventional way that is fun for children. The goal of the workshops is to
prepare children for the independent reading of literary works through play, music, and exercises in
daydreaming and imagining, so that the children’s communication with the literary text is at the same time
an incentive for creative writing, acting, and visual artistic expression.

READING LITERATURE DIFFERENTLY

Reading Literature Differently has been a continuously active project for seven years in the
Children’s and Young Adults’ Department, which works in coordination with affiliated primary schools.
This year, as part of Literature on Wheels, a project of the Croatian Librarians’ Society, we also held such
workshops at bibliobus stops for 400 children from rural primary schools who do not have access to local
libraries or reading programmes.

According to the IFLA’s Guidelines for Children’s Libraries Services, one of the main tasks of a
library is to organize instruction in the basic skills that are necessary for children and their parents to ‘find
themselves’ in the library and to utilise its services and sources of information. The Children’s and Young
Adults’ Department of the City Library does this by collaborating with primary schools programs that
develop competency in using the library — or promote library literacy in its youngest users. We feel that
every child must know its local library well, feel comfortable in it, and develop the skills that are
necessary in order to find themselves in any other library.
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In order to help children become more interested in learning about libraries, we decided to teach
them through play.

A JOURNEY TO BIBLIOLAND

In 2002 we started a project entitled “To Biblioland by Ship — a Journey of Discovery”. We took
the idea of a “journey of discovery” from the German project “The Public Library and the School — New
Forms of Cooperation”, which was active in the public and school libraries of six German cities from
1995 to 2000. It is based on the concept of spiral superstructure, in other words, the systematic and
gradual accumulation of knowledge in the area of getting to know and utilizing library services for
children and young people. This includes getting to know the library, using the library, its collections and
programmes, the presentation of the library’s contents in different media, teaching in the library, and
exhibitions and contests.

We first came up with the idea of a journey to Biblioland, and then we completely adapted it to
the contents of our library, our technical capabilities, and the foreknowledge of our users. Biblioland by
Ship is a creative traveling game in which children in the first few grades of school (aged 7-10) learn how
to use libraries, books, and computers. Preparations for the activity begin several months ahead of time,
when children make the necessary props and material for the game, such as an old-fashioned seaman’s
trunk, an anchor, and a mast with a flag at its top. These things, along with imaginatively arranged chairs,
will form the pirate ship “Liber”. Based on the ground-plan of the library, the librarians draw up a treasure
map of the island Biblioland. The area of the reading room turns into the “Volcano of Knowledge”, while
the other sections become the “Forest of Children’s Books”, the “Gulf of Preschoolers”, “Teenagers’
Valley”, and the “Medioteka Coast” ... .

Invitations to cooperate are sent to schools; treasure maps are photocopied; promotional flyers,
signs, and posters are printed; dates are set; a special exhibit is put together for the occasion; and the entire
library is decorated. When the children enter the library they are met by the librarians who are dressed as
the captain of the “Liber” and his crew of sailors. They explain to the little “travelers” the rules of the
game, and the children put “pirate kerchiefs” on their heads. Then, before they set sail for the unknown,
the group is photographed, and everyone takes a solemn oath. The magic of learning through play begins.

With the sound of waves, the anchor is raised. During the short simulated journey, with the
whistling of the wind and the cries of seagulls, the children “experience” a storm, seasickness, hunger, and
thirst. .. “Luckily,” the sailing ship reaches the coast, and the little pirates disembark onto dry land,
where for the first time they begin to look for the “treasure” — children’s books and magazines. The
children bring them to the ship’s deck and present them to the others, while the captain places them in the
ship’s treasure chest. On the ship there are 25 pirates — sailors wearing kerchiefs with different colors and
designs. In fact, it is the kerchiefs that divide them into five different teams. Each team is named after a
different sea creature: the Starfishes, the Pearl-Shells, the Giant Octopuses, the Sharks, and the Seahorses.
Each team gets a treasure map marked with special signs that differ according to which hidden “treasure”
they will seek: books, magazines, or a computer diskette. The Captain’s crew help them with their search.
It is not enough to simply find the “treasure”. Hidden along with the “treasure” are directions for the tasks
that the team has to carry out. Each team is given a different task.

The Pearl-Shells must find the picture book Calico Cat and the Bookworm, by Donald Charles.
They have to read the book with comprehension, after which they answer in writing several questions
about the book, which deal specifically about the difference between libraries and bookstores, how books
should be treated, polite behavior, and the possibilities of learning and having fun at the library.

After they find a collection of jokes and short humorous texts entitled Vicomat, the Sharks choose
several of their favorite texts from the book and learn to retell them before an audience. The Giant
Octopuses has the task of finding a book of short plays for puppets and then locating a play called “The
Frog in Love” within the book. After that, they rehearse the play with puppets, which they eventually will
perform before the other groups.
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After their successful search for an entertaining educational magazine for children, the Starfishes
use their directions to find an article within it containing well-known children’s songs, which they have to
learn by heart and sing for everybody present.

The Seahorses have the task of finding a computer diskette. Once they have it, they must insert it
into a computer and then follow the directions on the screen in order to connect to the Internet. When they
are online, they have to find the web page of a Croatian national park and answer several questions about
the park’s location, climate, and plant and animal life. At the same time, all of the groups carry out their
tasks separately, in different parts of the library. When the allotted time has passed for this part of the
activity, each group presents the results of its search before the other participants in the programme: the
first group reads a written assignment, the second tells short stories, the third group acts, the fourth sings,
and the fifth group shows how they found the requested information on the Internet. In other words, all of
the children showed that they were able to find information, that they understood and valued it, and that
they knew how to use it in order to solve a specific task, which is the definition of functional literacy.
During the presentations, the children usually show their approval by exuberant rounds of applause.

The journey gradually comes to an end. Each child comments on his or her impressions by writing
an illustrated message, and in so doing, participates in putting together the daily entry into the captain’s
log of the sailing ship “Liber”. The creations shine with enthusiasm. Everyone had an extremely good
time and said that they would like to return to the “ship” once again!

CHILDREN’S RESPONSES
Each child expresses his or her impressions of the program with an illustrated and written letter.
Examples include:
e “Itwas great. | would like to come again. The best parts were when we were acting and when we
were in the boat.” - Denis, fourth grade

e “lliked it here very much and | would like to visit this library again. Greetings from BoZidar the
Pirate from the ‘Giant Octopus’ group.” — BoZidar Strganac

e “l liked it the most when we showed the other kids what we discovered on the computer. | love to
read!” — Kristina

e “l liked the fact that only I can open the door to the ship!” — Gabi the Pirate

e “l am happy because we filled the chest with treasures, and because we learned that books are one

of our greatest treasures.” — Teacher

Their messages and pictures are pinned up for others to see, and everyone who wants to says
something about their own creation.

For the last time, the children assemble on the ship’s deck and talk about what they have experienced,
and enjoy candies that the captain and his crew offer from miniature treasure chests as a reward after their
long journey. (The entire journey, with its succession of different activities, lasts two to three hours,
during which time the library is closed to other users.)

CONCLUSION

Our ship has returned to its home port, and one game has come to an end, but it will remain in the
hearts of these children for a long time. Some will remember it as the unforgettable experience that they
had when they first crossed the threshold of a library. Those who already know the library will remember
it as a new and unusual way of experiencing its treasures.

As they say goodbye the children wave in excitement. They constantly ask about our working hours
and how they can get a membership card. They promise to return, and they do come back to the library —
with their parents, alone, or with a brother or sister — to become members, to grow, to study, to dream, to
meet new friends, to feel the joy of reading and the excitement of discovering knowledge, to develop their
functional, visual, digital, and media skills, which will serve as the foundation of their life-long learning.

This is the goal for which we librarians strive; this is basis of our calling. And that is why we feel a
deep sense of fulfillment when we can help children make one steady step forward at the beginning of
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their life-long journey. When we know that we have invested a great deal of creative energy in our

projects, and in children — the future “inhabitants of the twenty-first century” — then we know that our
efforts have not been in vain.
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Evolution of Information Literacy
in University Library of Rijeka

Lea Lazzarich and Eugenia Popovi¢, University Library of Rijeka, Croatia

The University Library of Rijeka is the main library of all college libraries of Rijeka's university system of
13 colleges. Within each college, the library is an autonomous unit. The University Library of Rijeka
works independently of the individual college libraries and according to the current Law (Zakon o
znanstvenoj djelatnosti, 2003) it does not have any integral conditions. The mission of the University
Library of Rijeka is:

o to collect, evaluate and disseminate all kinds of information needed by university community

e use global infrastructure and available databases

e to educate library users

The information society imposes obligations, especially on libraries but also on all members of
university communities, who must make rapid progress in acquiring information literacy skills — an
indispensable imperative of today’s labour market. Unification of information literacy and the library’s
role in the development of that literacy are challenges facing every librarian.

INFORMATION LITERACY

Information literacy is integral aspect of the informatics era in which all academic areas are
situated. Information and knowledge are becoming the main tools of modern society. The progressive
development of informatics and communication technologies started the process of globalization. In the
context of the development of information literacy and library’s role, the best definition is given by
American Library Association: information literacy is a group of skills needed for searching, finding,
evaluating and using information.

The education process, in which all libraries and academic societies are involved, begins with this
definition. With regard to the fact that a library, according to its vocation, belongs to education system, it
must teach how to find, shape and manage information which in the end becomes new knowledge.

A task of University Library of Rijeka according to its mission and vision, and according its
commitment to education is to develop the information skills and education of users in order to promote
information literacy. Information literacy is viewed, not as static, but as a dynamic concept.

Boekhorst (2004) has highlighted: Changeability and adaptability appear in variety of economic,
social and cultural areas in which informatics is developing and bringing results. However, no matter of
diversity of context which is developing, information literacy always means: recognition of need for
knowledge, formulating of questions, finding sources, selection and evaluation of sources, and
dissemination of information. Every piece of information chosen and evaluated by the user before
forwarding it represents new knowledge.

Information literacy and education

The Bologna declaration (The Bologna Declaration of 19 June 1999) and changes that happened
in higher education in Croatia and other European countries’ emphasise the need for developing
information skills. A special accent on life long learning considers continuous development of information
literacy and the possibility of following all innovations that the market and science bring.

Unfortunately, the recognition of the need for manor improvement of information skills is dawning
very slowly. Libraries are often the only ones trying; university professors have not yet developed information
skills in their students. Education is one of the main factors responsible for development of the society and its
adaptation is very important for the changes that new informatics era is bringing. In order to achieve this
adaptation, it’s not enough to change and modernize only the contents of teaching. It’s of equal importance to
introduce changes in teaching methods. Modern education needs new models of teaching: active studying that
is based on information resources of the real world. Nowadays the need for education based on methods that
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use informatics and communication technologies is emphasised more and more. Today professors must know
how to use modern methods and technologies in education system.

It’s also important that professors are informatics literal and that they have knowledge about what
information literacy is and how important is for the current education. Even if it is important that changes
of teaching contents and methods include all levels of education, it’s especially important that this kind of
transformations occurs in universities, especially in those universities that educate students — future
professors. In this way the influence will be mostly on ensuring adaptation of new trends in education and
in schools. The worst mistake in using informatics technology is that giving information to the students is
the same thing as giving them knowledge. But, as every student must convert collected information to
knowledge by themselves, they must be taught how to use, analyse convert informatics into knowledge by
themselves. During this process, the professor is a ‘coach’ who helps students how to learn on their own
and how to convert information successfully into knowledge. The professor’s main task is to teach
students how to learn, in other words how to develop the informatics literate student, and the future
informatics literal specialist in their field.

One way to develop informatics, but also a way of establishing students’ level of information
literacy, is the seminar. Seminars are useful for controlling and checking the students’ progress in finding
information, in analysing and evaluating it, and integrating it and using it in a composition. During
composing we not use only classic bibliography as a source of information, but information gathered by
using modern informatics technologies, especially Internet, as well. Moreover, it is good to teach students
that as well as announcing seminars in classic ‘paper’ form, we can announce the seminar on the computer
as a programme for the elaboration of text, using a web-based presentation, with the announcement made
over the Internet

DEVELOPMENT OF INFORMATION LITERACY AT UNIVERSITY LIBRARY OF RIJEKA

Services offered in our library to students at the University of Rijeka are:

- workshops on searching the Internet

- workshops on searching the library’s e-catalogues

- workshops on searching databases

- asking the librarian

- workshop as a special form of working with readers: defending a thesis in front of audience as
a possibility of preparing for graduation composition, making presentation in Power Point
(presenting written work in presentational form),

- distribution of Microsoft products in area of PIL project of university

- digitalisation of material and availability of digital titles through the web

- FAOs

- discussion lists

- on-line courses

- quick guide for searching.

Searching the Internet in order to find target information is the main work of informatics specialist
with final users. The library’s e-catalogues, available databases, and rich web sources are potential deposits of
all kinds of information. Because strategies for searching information in this way did not typically feature in the
teaching of professors in the Croatian higher education system prior to the establishment of the Bologna
Declaration (2004), libraries have taken a big step forward in educating users, enabling them to develop
informatics skills systematically with continuous searching and evaluation of information.

The project *Ask the Librarian” was conducted in order to explain obscurities and to give
directions in researching sources. If the user cannot or is not able to find the source or information by
himself, informatics specialists are at their disposal for all kind of questions. If there is a group of users
interested in a common theme, a discussion with a moderator — an informatics specialist — is established.
The specific quality of numerous questions enables creation of frequently asked questions that are
available to user on library's web pages.
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Meeting users’ requests for thematic searches is the strongest offering of the informatics service.
Undergraduate students as well as high-school graduates, by high-school leavers and postgraduate
students, use that offer. The request is sent to librarian by on-line module in which, in additional to
personal data, the title of the theme, the scientific area to which theme belongs and the purpose (graduate
work, seminar...) must be written. This allows us to designate the level of the search. In general, users are
relatively poorly educated in search techniques. This is explained by the fact that during their education
they didn’t encounter the library’s e-catalogue, either in their school or at the national library in Rijeka.

An education plan involves an informative meeting with web pages and e-catalogue of University
library of Rijeka. It lasts 45 minutes, and is held in an e- classroom. Education could be extended to 90
minutes if participants want to learn about other libraries’ catalogues on the web in Croatia and abroad.
Education is in the first place offered to professors of high schools so that they can easily introduce the
ideas to their pupils and prepare them for studying and entering into the knowledge society. University
professions can choose a programme consisting of one or two lessons for their students. The programme
introduces students to the library’s holdings on the web. Informatics specialists present the lessons.

A scientific-research reading room offers to users the possibility of scanning material on demand
and sending the material by e-mail. This service represents a foray into the digital era, and is seen as
necessary. Searching of databases available in library is enabled through a unique portal made for Croatia
(Electronic Journals Online Library). The Rijeka University Library is a member.

The experiences of the University Library of Rijeka's show that students do not feel a need for
systematic searching of sources because the mechanisms of academic society that impose individual
searching for information does not exist. Changes that happened to higher education are now bringing
about the development of higher levels of information literacy. Nevertheless, librarians remain pioneers in
the evolution of information literacy.

CONCLUSION

Croatian libraries have been one of the first to recogni