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Abstract

“Education and reading are circular, the more a person has of one, the

better the development of the other” (Chall, 1996, citied in Clark and Rumbold). 

Reading for pleasure has not been a research priority despite the fact that fostering positive attitudes towards reading and a love of books is one way to advance literacy attainment in children (Clark and Rumbold, 2006, p.5 - 9). 

Pupil choice, challenge, enjoyment and independence were fundamental to the study, which explores the impact of “peered reading” on reading engagement.

Four classes in a large primary school took part, however, a small group of 23 pupils were selected as the focus of the study on the basis that they could read but chose not to, most of whom were boys (Moss, 2000, citied in Smith and Ellis, 2005, p.6). Data was collated from questionnaires, interviews, observation, standardised tests, learning and reading logs.  

Findings show a slightly positive increase in pupil attitudes towards reading, which also extended into the home. There was an increase in social behaviours associated with reading tasks and a significant shift in pupil engagement in sustained silent reading. Most pupils read more books and there was heightened interest in reading across the school. The overall conclusions of the study suggest that “peered reading” does have a positive impact on reading engagement, with the biggest implication for schools being the provision of resources.
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Research Question

· How does adopting reading partners (peered reading) impact upon reading engagement in children, particularly boys, who can read but choose not to? 

Aims:
1. To ascertain current attitudes towards reading.

2. To introduce reading partners with one class in P4, 5, 6 and 7 for a period of one term, targeting children who can read but chose not to.

3. To reinvestigate attitudes towards reading after the development has been introduced.
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Rationale 

The focus of the research study became obvious having embarked upon a new stage for the first time in 8 years. In the upper primary the focus is on reading to learn, the basis of previous action research undertaken during a literacy module. Developing reading is also a key area of ongoing development in my own school.

Some research shows that whilst reading skills have improved In the UK, there is evidence that this improvement has not been reflected in children’s enjoyment of reading.  The Progress in International Reading Literacy Study (PIRLS; Twist et al., 2003) and the Scottish analysis of PISA data (2004) showed comparable results. 33% of Scottish pupils never or hardly ever read for pleasure, with 22% feeling that it is a waste of their time, and 40% stating that they only read if they have to (Clark and Rumbold, 2006, p.11).

Motivation to read and reading for enjoyment are clearly acknowledged as having significant impact on writing and indeed all areas of learning in children. We refer to students who are intrinsically motivated to read for knowledge and enjoyment, as “engaged” readers (Guthrie, 2001). 

In primary 5, during periods of ERIC or sustained silent reading, it became apparent that, “ just because someone is able to read does not mean that he or she will choose to do so” (Clark and Rumbold, 2006, p.7). Targeting these pupils in order to raise the profile of reading throughout the class and yield benefits for all, developed as the focus of the study (Moss, 1999, citied in Ellis et al, 2005, p.6). Clearly defining a requirement to focus on reading for pleasure and not on thinking about reading, which had been previously been the case (Topping).
In addition to motivation, another important factor in fostering lifelong readers is choice. Gambrell (1996) found that when pupils were asked which book they had enjoyed most, 80% of them said it was the one they had selected themselves (citied in Clark and Rumbold, 2006, p.21). Adopting a collaborative, interactive approach, introducing pupil choice and enjoyment also fully embraced the ethos of A Curriculum for Excellence.
Introducing reading partners (peered reading) enabled readers to see themselves as participants in a community that views reading as a significant and enjoyable activity (Strommen and Mates, 2004, citied in Clark and Rumbold, 2006, p.24). 

Indeed,” the gift of reading can best be given by another reader who models what it is like to get pleasure from reading” (Sheldrick-Ross, McKechnie & Rothbauer, 2005, citied in Clark and Rumbold, 2006, p.24). As such, issues of gender and peer influence were inherent to the study. 
Page 5

Developing reading is also part of a Literacy Strategy at local authority level, with Sue Ellis and Vivienne Smith involved in the delivery of Continuing Professional Development. They also provided valuable advice and clarity on the focus of the study, the size of the sample group and resources in the form of the pupil reading profile (MRP). 

“Pupils who read for pleasure demonstrate a wider general knowledge (Wells, 1986), a better understanding of other cultures (Meek, 1991) and more complex insights regarding human nature, motivations and decision-making (Cunningham & Stanovich, 1998; Bruner 1996, citied in Ellis et al, 2005, p.5). As an avid reader myself, I could not agree more with Baseman’s (2008) comment that,  “the greatest gift we can give our students is a love of reading”. The research study aims to go someway towards achieving just that. 
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Literature Review  

“For whosoever hath, to him shall be given, and he shall have more abundance: but whosoever hath not, from him shall be taken away even that he hath” (Matthew 13; 12): citied in Smith and Ellis, p.6).

“Reading is a skill, and like all skills, the more children use it, the better they get at it. On the other hand, the less time children spend reading, the more difficulties they will have becoming readers. When children are motivated to read alone, they read more often and their reading skills improve. As their reading skills improve, children see themselves as competent and able and want to read more and more” (Gambrell, accessed 2009).

Allan et al report that many pupils rarely read for enjoyment and almost a third do no reading for pleasure in their own time (2005, p.5), with reading for pleasure decreasing in the teenage years and early adulthood but increasing again later in life  (Nestle Family Monitor, 1999, citied in Clarke and Rumbold, 2006, p.12).  Nevertheless, one in four adults say books are not for them, including Victoria Beckham who claims she has never read a book in her life and according to Buckley this is a common trait (2005).

“A UK survey – Children’s Attitudes to Reading (Sainsbury & Schagen,

2004) indicates that children’s reading enjoyment has declined significantly in the last five years, especially amongst older children. Although a substantial majority of children still like to read stories and are confident about their reading skills, the study showed that the percentage of engaged readers has declined between 1998 and 2003 from 77% to 71% among Year 4 pupils and from 77% to 65% amongst Year 6 pupils” (Clarke and Rumbold, 2006, p.13).
The decline in reading for pleasure can be attributed in part to educational policies such as national testing where enjoyment is not a priority (Pullman, 2003, citied in Clarke and Rumbold, 2006, p.13). The school context, with its emphasis on assignment and assessments places particular demands on cognitive competence and strategy use. With reading for enjoyment however, individual interests prevail and reading amount is determined most strongly by motivation (Clarke and Rumbold, 2006, p.17 – 18).
Additionally,  “digital technology permeates nearly every aspect of children's everyday lives - and particularly their leisure time becoming the dominant means of entertainment, communication and cultural expression” (Buckingham, 2001, p. 7). Ten-year-old children in England tend to play computer games more frequently than their international peers (Twist et al, 2001, p.6), are less likely to enjoy going to a library and more likely to prefer watching television to reading than they were in 1998.  Reading doesn`t  only relate to books, we will have to develop new strategies for promoting reading through ICT in future (Garner, 2008). However, the relationship between these activities and reading achievement is a complex one and requires further study (Clarke and Rumbold, 2006, p.13).
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Conversely, Clarke and Rumbold highlight studies that show that the majority of pupils enjoy reading, with girls enjoying reading (2006, p.12) and having a more positive attitude to reading than boys (Smith and Ellis, 2005 p.3). 

The Assessment of Achievement Programme also shows that girls in Scotland are performing consistently better than boys in reading and writing at P4 and at P7 (Allan et al, 2005, p.5). Interestingly Moss (2000) finds that the common assumption that boys prefer the content of non-fiction books to fictional content is unfounded stating that boys, who are struggling with reading, find that information books, especially those designed around and well supported by illustrations, enable them to hide their lack of expertise (citied in Smith and Ellis, 2005, p.6). 

More boys than girls reported that they read because it will help them get a job or because they have to, while girls indicated that reading is fun and gave them a break. They also read because of how it makes them feel, because it is a skill for life and also helps them to understand the world (Dungworth, 2004, Clarke and Rumbold, 2006, p.14-15).
Reading develops vocabulary, general knowledge and verbal reasoning skills and avid readers perform better across the whole curriculum, outperforming peers with the same basic cognitive ability but who read less widely (Cunningham and Stanovich, 1998, citied in Allan et al, 2005, p.5).  Although learning to read quickly and easily is important (Stanovich, 1986, citied in Allan et al, 2005, p.5), reluctance to read is not confined to pupils with low reading attainment (Ofsted, 2004, citied in Allan et al, 2005, p.5).  
Moss categorises readers into those who ‘can and do read’, those who ‘can but don’t read’, and those who ‘can’t yet read’. She argues that teachers would do well to direct their energy towards those aliterate,  ‘can but don’t read’ pupils (often boys) and that concentrated input into this group raises the profile of reading throughout the class and yields benefits for all (2000, citied in Smith and Ellis, 2005, p.6). Schools share some responsibility in that  “we have taught our children how to read but have forgotten to teach them to want to read” (Krashen, citied in Wolf, 2007).

Research has shown that intrinsic but not extrinsic motivation predicts reading for pleasure (Cox & Guthrie, 2001; Wang & Guthrie, 2004, citied in Clarke and Rumbold, 2006, p.18). Being able to relate to and motivate learners is a key requirement of the Standard for Chartered Teacher (SCT, 2002, p.9).  Recent studies have shown that to view the two forms as antagonistic to one another is unproductive and that extrinsic motivation can be harnessed to bring about intrinsic motivation (Clarke and Rumbold, 2006, p.19). Literacy-targeted rewards, such as books or book vouchers, are more effective in developing reading motivation than rewards that are unrelated to the activity (Clarke and Rumbold, 2006, p.21).
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“There is not enough time during the school day or year, however, for children to become strong independent readers. Children need to read beyond the classroom and engage in independent reading outside of school and they need to be motivated to do so” (Gambrell, no date). Julia Strong, director of the government-funded National Reading Campaign, says reading habits are formed early. "Children copy what they see and if you don't come from a reading home, or haven't been read to as a child, there's a much stronger chance you won't read yourself” (citied in Buckley, 2005).  Children with more books at home tended to be higher achieving, to be more positive and confident about reading, to participate in reading activities at home more frequently and talk more about their reading (Twist et al, 2001, p.7). 

Children from lower socio-economic backgrounds read less for enjoyment than children from more privileged social classes (e.g. Clark & Akerman, citied in Clarke and Rumbold, 2006, p.7), which differentially impacts on the reading attainment of pupils from the lowest socio-economic groups. Reading engagement can therefore mitigate the effect of socio-economic status  (Topping et al, 2003, citied in Allan et al, 2005, p.5).
Schools therefore have a critical role to play. Teachers who successfully produce avid readers regularly read novels to the class; offer pupils a wide range of reading materials, regularly discuss books and give pupils, including those who struggle with reading, the freedom to choose their own books. Such teachers play a significant role in introducing pupils to new texts but also consult them about what should be in the library, actively promoting reading in a variety of ways and intervene quickly to build both self-esteem and skills when children experience difficulties (OFSTED, citied in Allan et al, 2005,

 p. 5 -6).  

Linnane adds support to this in his comment that: “ you have to encourage a path to reading that the young person is comfortable with, and that means letting them choose books which appeal and which they will enjoy“ (citied in Ross, 2009).  The National Debate also found that people want a curriculum that offers more choice and enjoyment (SEED, 2004, p.3) Moving away from direct instruction towards a cooperative learning model, incorporating challenge and personalisation, is also at the heart of the of A Curriculum for Excellence (Bloomer, citied in Buie, 2008).
Providing choices about where and with whom they can read, encouraging collaboration amongst pupils whilst reading and not making gender-based assumptions about reading are also significant (Allan et al, 2005 p.6). 
PIRLS adopts this definition of reading literacy:

“ The ability to understand and use those written language forms required by society and/or valued by the individual. Young readers can construct meaning from a variety of texts. They read to learn, to participate in communities of readers, and for enjoyment” (Twist et al, 2001, p.6).
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The ability to learn is built on a foundation of comfortable relationships with others, including peers and family, and classroom learning is all about learning with and in the presence of others (Abraham H. Maslow 1954,  citied in Stateuniversity, no date). Vygotsky also supports this in his beliefs that the learner cannot reach full potential without the aid of others (1978,  citied in state university, no date).
Literature circles capitalise on this principle. They take two powerful ideas, collaborative learning and independent reading, and integrate them into a powerful, interesting and open-ended classroom activity (Daniels,1994, citied in Chase and Pheifer, no date, p.2). 

“Readers need to have time to read both extensively for enjoyment and information and intensively to deepen and enrich a reading experience.  Talking about a piece of literature with others gives readers time to explore half-formed ideas, to expand their understanding of literature through hearing others’ interpretations, and to become readers who think critically and deeply about what they read…  Literature circles help readers become literate” (Sibley, 2007, p.1).
Reading engagement requires a coherent curriculum, in which literature circles have the potential to contribute. Building intrinsic motivation to read, creates a physical and social environment for reading, provides instruction about strategic reading and comprehension and provides sufficient pupil choice in all areas of reading (Guthrie and Wigfield, 2000, citied in Ellis et al, 2005, p.6). 
Reciprocal teaching and reading are at the core of Literature Circles. Having been introduced during the 1980s in New Zealand, Australia and the USA, literature circles have been recently recommended by the UK Revised Primary National Strategy (2006), (think2read, no date). 

The teacher models the reciprocal process for the class; it offers a reading, interpreting and questioning framework, independent of the teacher. It engages them in collaborative exploration of a variety of texts at different levels; providing them with the scaffolding for interactive predicting, questioning, summarizing and clarifying to support their understanding of text and how the author’s intention makes links with their own experiences and thinking  (Oczkus 2006, citied in think2read, no date).  

Oczkus also emphasises that,  “even though reciprocal teaching is a powerful research-based teaching technique, it is not comprehensive enough to stand alone as a method for teaching reading comprehension…. Reading is such a complex process that it requires a range of skills that students need to be shown how to use first, before they can fully and meaningfully engage in the reciprocal teaching process” (think2read, no date).
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A reciprocal teaching and learning approach is already well established in the form of teacher directed reading sessions in my own school. Additionally, talking partners are embedded in the culture of the classroom, in which children think, talk ideas through and gain a greater understanding. An effective strategy for children who are less confident, whilst also encouraging more confident children to listen to their peers and others (Clarke, 2008). Ultimately creating and sustaining a positive climate for learning so that all pupils feel valued, supported and encouraged, and their ideas and suggestions are welcomed and used (SCT, 2002 p.9).

Having attended a local authority CPD course on reading engagement run by Sue Ellis; a partner reading approach emerged as the best way to take reading engagement forward by interpreting changes to education policy and practice and contributing and responding to such changes  (SCT, 2002, p.10).  
Reinforcing the basic procedure of  partner reading, including knowing how to listen to their partners, making positive remarks to their partners, selecting appropriate reading material, or discussing effective paired or partner reading strategies, are key elements of the proposed development (Griffin, 2002; Koskinen & Blum, 1986, citied in Mesienger, 2004, p.115). Using strategies which increase pupils' learning by having high expectations of pupils, and empowering and supporting them in setting challenging but achievable targets for themselves is also a requirement of the SCT (2002, p.9).  
Although the quality of language interactions taking place through discussion is an important issue, comparatively few studies have focused on reading for pleasure or its derivates (Clarke and Rumbold, 2006, p.7).  In addition to placing reading in the context of a language-rich environment, the Rose Review (2006) also stressed the importance of teaching pupils a love of reading, and of schools promoting the reading as fun (Clarke and Rumbold, 2006, p.27). 

At this point a distinction needs to be made between paired reading which generally involves a less able reader reading simultaneously with a more able reader, and partner reading (or peered reading) which extends the role of supporter and reader to both participants who take turns (Meisenger, 2004, p.1).

Topping (2001b) differentiates between paired (partner) reading and paired thinking recommending that the former is necessary to ensure that pairs become fluent with the method, before moving on to paired thinking which is much more challenging, particularly for younger children.
Children who choose their own partners show greater social cooperation than children whose partners were selected by teachers.  Furthermore, in accordance with Griffins  (2002) suggestion,  children are encouraged to organise the paired or partner reading activities in ways that are appropriate for them  (citied in Meisenger , 2004, p.3).  
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The positive interdependence hypothesis assumes that the goal of partner reading can only be achieved through the coordinated efforts of both children (Mesienger , 2004, p.6). Both need to provide assistance and require assistance to stay on task. Increasing the difficulty level of material might create a more interdependent situation. Conversely, if pairs of struggling readers were provided less difficult texts, they might be better able to support and assist one another through the reading of the text (Meisenger et al,2004, p.18).  

The nature of the reading material itself is an important factor for facilitating cooperative interactions during partner reading  (Meisenger et al, 2004, p.18),  
and the practicalities of book choice are complex. Including how to take account of individual preferences and yet reach a consensus; how to build and sustain a selection of books for future use and how this might impact on the free or more limited choice of subsequent classes to be involved. Allowing children book choice clearly has financial implications and schools may need to consider how funding is allocated to allow the supply of children’s books to be constantly refreshed, including the purchase of multiple copies or pairs of books (Allan et al, 2005, p13-14).

Hurd and colleagues (2006) also lend support in their findings that higher book spending in primary schools, which can be used to support independent reading and learning, translates into higher pupil performance at age 11, even when other key factors have been taken into account. Yet, they also found that expenditure on books in primary schools has declined  (citied in Clarke and Rumbold, 2006, p.27).
Factors such as  reading ability, friendship, temperament of the children, and gender were taken into consideration when pairing them for partner reading (Meisenger et al, 2004, p.13). Heterogeneous grouping, the foundation for literature circles, is supported by the work of Allington et al, who, according to Daniels (1994), documented the fact that ability grouping "harms the achievement of kids in low and middle groups while providing few, if any, benefits for the kids in top groups" (p. 41), (citied in Holmes et al, 2000/2001). However, as with gender, Allan et al suggest that the answer lies in ensuring that children work in a range of groupings over a period of time (2005, p.12). 

When books are finished, readers’ can share with their classmates and then new groups can be formed around new reading choices. The constant recombining of people into new groupings also enacts the principle of group dynamics whereby widespread, diffuse communication and friendship patterns in a classroom build cohesion and productivity (Daniels, 2002).

Teacher monitoring and observation during paired reading sessions is  essential as children may need to be grouped or regrouped to ensure that they work collaboratively. Children who are monitored by the teacher also show higher levels of on-task behaviour and social cooperation than children who are not monitored (Meisenger et al, 2004, p.17). 
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Peer influence is also a key consideration, as learning by watching then "modelling" or acting similarly to others pervades school culture and those who surround themselves with academically focused, goal-oriented peers will be more likely to appreciate, internalise, and exhibit these features themselves (Bandura, 1996, citied in state university). 

Including  partner reading in successful programmes such as Fluency Orientated Reading Instruction (FORI), Peer Assisted Leaning Strategies (PALS), Cooperative Integrated Reading and Compostion (CIRC), and Success for All suggests that it may be a useful instructional strategy. However, given that partner reading represents only one component of these programs, the effectiveness of partner reading as an independent strategy is unclear (Meisenger et al 2004, p.2). 

Overall, partner reading seems to be an enjoyable pedagogical strategy for teaching reading fluency (Meisenger et al, 2004, p.1). Topping also highlights the improvement in motivation as particularly striking in addition to the improvement in pupils’ ability to relate to each other and that their social competence improved both during paired reading and beyond  (April 2001, p.2).
To return to the opening statement:

“For whosoever hath, to him shall be given, and he shall have more abundance: but whosoever hath not, from him shall be taken away even that he hath” (Matthew 13; 12): citied in Smith and Ellis, p.6).
Motivation and attitude are clearly linked. We want children to have a positive attitude and to approach literacy tasks with enthusiasm. We want them to read with pleasure and ease.

Correlational studies have consistently shown that those who read more are better readers. Indeed, reading amount and reading achievement are thought to be reciprocally related to each other – as reading amount increases, reading achievement increases, which in turn increases reading amount (Cunningham & Stanovich, 1998: citied in Clarke and Rumbold, 2006, p.9). Although the cornerstone for lifelong reading is laid in the early years, we also know that it is never too late to start reading for pleasure (Sheldrick-Ross, McKechnie & Rothbauer, 2005:  citied in Clarke and Rumbold, 2006, p.7). 

Research from the Organisation for Economic Co-operation and Development (OECD, 2002) showed that reading enjoyment is more important for children’s

educational success than their family’s socio-economic status. Reading for pleasure could therefore be one important way to help combat social exclusion and raise educational standards (Clarke and Rumbold, 2006, p.6), (SCT, 2002, p.12).
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Research Plan

Methodology

Action research helps us understand how to influence social change. “This commitment is contained in Marx’s idea that it is not enough only to understand the world; the intent is to change it for the better” (Macniff, 2002).  Adopting a more reflective and proactive approach towards teaching and learning is an ongoing challenge for most teachers and a key requirement for a chartered teacher (SCT, 2002, p.10). 

Literacy and specifically reading is a significant focus this session within both the local authority and school development plan. The research essentially evolved as “an action research case study” (Stenhouse, 1985, citied in Cohen et al, 2000, p.183), where the focus group was a purposive, hand picked group for a specific purpose: to nurture a love of reading in aliterate pupils (Krashen, citied in Wolf, 2007). The sample size was deliberately restricted and selected by their class teachers and 70% were boys (Cohen et al, 2000, p.92). Although deliberately selective and biased, the sample seeks only to represent itself or instances of itself in a similar population (Cohen et al, 2000, p.102 -104).
Internal validity will be afforded through multiple participant researchers and methodological triangulation, affording greater reliability and corroboration to the evidence gathered (Denzin, 1970, citied in Cohen et al, p.113).

Implementation

Data Collection Methods
Both qualitative and quantitative data was collected using questionnaires before, during and at the conclusion of the study and by keeping individual pupil reading logs, teacher learning logs and researcher observation checklists (Appendix document A).  

Learning Logs

Teacher learning logs (Appendix document V) will document a more responsive and honest approach, gathering information, filling the gaps in other data methods adopted and noting observations as they arise  (Cohen et al, 2000, p.306).

Researcher colleagues will act as ‘critical friends’ and regular validation meetings will be held to discuss and detect possible flaws, adding a degree of inter-rated reliability.  The researcher will also maintain an ongoing reflective log of issues as they arise (Cohen et al, 2000, p.312).  

Pupils will also maintain a reading log recording the books they read, whether targets set have been met and any issues that arise (Appendices B and B2).
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Questionnaires
The pupil questionnaire was recommended and supplied by Sue Ellis at the local authority training session. It is tried and tested and consequently, was not piloted (Cohen et al, 2000, p.319). The Motivation to Read Profile (MRP) (Appendix document C), involves cued responses, focusing on pupil Self Concept as a reader and the Value placed on reading (Gambrell et al, 1996, p.2). Using a four-point response scale to avoid neutral central responses, as there is evidence to suggest that young children have difficulty simultaneously discriminating among more than five discreet categories (Gambrell et al, 1996, p.10). The Reading Survey was read aloud to the whole class to ensure that reading ability did not affect the results, particularly as the focus group consisted of proficient but not motivated readers (McCombs, 1991; Roettger, 1980, citied in Gambrell et al, 1996, p.10) and to help ensure the veracity of student responses. The MRP was administered at the beginning, middle and end of the research. It was also adapted to address issues of gender, levels of on task behaviour and pupil attitudes towards the partner reading approach (Appendices D and E). 
Although there is support for the reliability and validity of the MRP, it is a self-report instrument and has limitations, as it is impossible to determine whether or not pupils actually feel, believe or do the things they report. It is also recommended that the MRP be used in conjunction with other instruments in order to substantiate and verify the information obtained (Gambrell et al, 1996, p.13).

A parental questionnaire will ascertain the reading habits and attitudes of the focus group prior to the development and highlight any impact of the research on children's reading at home (adapted Twist et al, 2001: Appendix 2, p.89 – 90) (Appendices F and G). 

The timetabling logistics of interviewing the focus groups during school hours was impractical, although it would have offered an effective way of generating information and authentic insights into pupils reading experiences that might otherwise be missed, particularly with the youngest primary 4 pupils (Gambrell et al, 1996, p.8). Teacher researchers also collated pupils’ views at strategic points throughout the research, providing a greater degree of triangulation and reducing the level of bias (Cohen et al, 2002, p.92) (Appendix document H).
Teacher Observation

Observation is a versatile, ‘in situ’ data collection tool that can reveal information not available by other methods (Patton, 1990:203-205, citied in Cohen et al, p.305).  
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Having considered various options, it was decided for ease of analysis to adopt overt, non-participant, structured observation, with the observer adopting a passive non-intrusive role. As observers inhabit the world they are researching, their influence may not be neutral. Bias can appear and objectivity be reduced by both the ‘halo and hawthorne effect’. Using a highly structured observation schedule and checking the final interpretation with colleagues should address this (citied in Cohen et al, 2000, p.306 -313). 

All teachers bar primary 4, used observation schedules, affording some level of inter rater reliability. Both schedules utilised frequently occurring event sampling in addition to more detailed notes kept in teacher logs. Using data from different perspectives should also offer a degree of concurrent validity (citied in Cohen et al, 2000, p.306 -313). Adopting a more emic approach also sat more comfortably within a qualitative framework (Silverman, 1993). 

The social behaviour schedule was adapted from: Daniels student behaviours occurring in Literacy Circles criteria (1994) and Pomplun`s (1996) Cooperative Group Rating Scale for the purpose of evaluating the quality of the partner reading interaction (citied in Meisenger et al, 2004, p. 7-9). Whilst a thinking behaviour schedule planned to record pupil dialogue and was adapted from Blooms Taxonomy (Sanchez, 2000) (Appendix document I).

The Sustained Silent Reading (SSR) checklist was already designed tried and tested and should afford fairly rapid data analysis. Most unmotivated students are unnoticed because they are not being disruptive in the classroom (Buschick et al, 2007, p36.). The purpose of the observation tally sheet was to observe the frequency of problem behaviours related to the lack of reading motivation. Each teacher researcher observed all focus pupils at least twice during the study for a period of 15 minutes. There were 15 listed behaviours observed during each of these sessions (Appendix document J, Buschick et al, 2007, p.83). The Depute Head Teacher also acted as an observer in each class and supported all teacher researchers enabling them to observe each others class.

Consideration of standardised and national testing data may also throw light on the impact of the study.  
Resources   

Resourcing the study was a big issue as the practicalities of book choice are complex. The senior management team facilitated an influx of pairs of books from local libraries and also provided funding.  Maximising the full potential of the resources will be an ongoing challenge (Allan et al, 2005, p13-14).
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Management of the Study

The children’s ownership of their reading will extend to the choice of books using of the five-finger rule (Topping, no date, p.19), control over the pace and quantity of reading, in addition to choice of activity and discussion agendas, all of which will be recorded in their reading log (Allan et al, 2005, p.10). Teacher modelling was not considered necessary due to the existing culture of reciprocal reading and talking partners.
During the study, class teachers will exercise some control over the composition of the pairs by setting parameters of: free choice, choice from within the same ability group and mixed gender pairs. Balancing pupil choice in friendship pairs with promoting high levels of engagement and capitalising on the potential of “cool” role models in the class who are good readers

In order to minimise teacher participation, children will be provided with activity prompt sheets enabling them to engage independently with each other (adapted from (Daniels, 2002, p. 91:Hill 144-5) (Appendices K1 and K2). 
Sample/Cohort

Over 100 pupils from four classes in primary 4, 5, 6 and 7 participated in the study, making it easier to manage whilst also minimising the Hawthorne effect. A group of 23 pupils, about 5 in each class formed the focus group for the purposes of data collection, specifically the aliterate, middle group of pupils who can read and choose not to (Wolf, 2007). The Learning Support teacher was also involved in supporting the researchers class during the sessions.
Timeline

Partner reading was adopted as a weekly session for approximately 45 – 60mins, over a period of a term between January and March 2009, replacing the existing reciprocal, comprehension based reading focus. All teachers aimed to work in tandem as far as was practical, but as learning to read was still a key priority for the composite ¾ class, the teacher adopted a less formal approach.
Ethical issues
The research sought to abide by the principles of non-malfeasance and beneficence whilst employing a “combination of reason and a sense of rightness” (Cohen et al, 2005, p.71).  

Verbal permission was obtained from the Head Teacher and Depute Head Teacher of the middle area. The Literacy Coordinator and Quality Inspection Officer for the local authority were informed and are taking an interest in the progress and findings of the study. 
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Information on the proposed new approach to reading was shared with all stakeholders. Pupils were also informed that their responses to the survey will not be graded but will provide information that the teacher can use to make reading more interesting for them, and the information will only be helpful if they provide the most honest responses (Gambrell et al, 1999, p.9).

Issues of respect, anonymity, storage of data and confidentiality in sharing results are inherent to the study (Lewis and Munn, 2004, p.150). A copy of this report is available through the university library to anyone who requests it.
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Findings   

Findings are based on a focus group of 23 pupils from four primary classes, 70% of who were boys and 30% girls (Appendix document L).  Data was collated by comparative and thematic analysis. Quantitative data required mechanical coding and frequency counts from questionnaires and observation schedules. With the researcher adopting a qualitative, reflexive and intuitive approach, whilst also bringing personal preferences and experiences to the process (Cohen et al, 2000).
The Motivation to Read Profile (MRP) was adopted as a key instrument in the study as it explored the relationship between levels of motivation and attitudes towards reading (Gambrell et al, 1996, p8). Scoring directions were followed  (Appendix document M) and scores computed as percentages on the entire reading survey and on the two sub scales (Self Concept as a reader and Value placed upon reading) (Gambrell et al, 1996, p.9). 
Caution was recommended when interpreting responses to individual items in the MRP due to the contextual nature of reading motivation, however it was considered useful to explore some areas in this way. Focusing on data that answered the specific aims of the research was key.  

1. To ascertain current attitudes towards reading.

2. To introduce partner reading with one class in P4, 5, 6 and 7 for a period of one term, targeting children who can read but chose not to.
3. To reinvestigate attitudes towards reading after the development has been introduced.
All the following data and associated line graphs relate to Appendix document L, which shows that the majority of pupils began the study with reasonably high scores relating to Self Concept as readers, with only five pupils scoring themselves less than 60% and two pupils awarding themselves scores of over 90%. This was reassuring for the teacher researchers who agreed that their focus group could indeed read, the problem however being that they chose not to do so. Most of the parents who returned their questionnaires (9) also confirmed that their children were good readers, with five stating that their child read everyday/almost everyday at home, contrary to what their teachers observed in school (Appendix document R).
Yet it was apparent from the start of the study that in general the younger pupils had a more positive attitude, placing a Value on reading of over 60% with only one exception, whereas only half of the older pupils did the same and their scores were generally lower, reinforcing the research in this area highlighted in the literature review. However, all twelve parents stated that their child had access to more than 20 books at home and that they were either very happy or quite happy when given a book as a present, somewhat contradicting pupil perceptions (Appendix document R). 
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Figure 1a
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Figure 1a. above illustrates the situation in primary 4. During the study, one pupil increased their self-concept as a reader by 4%, two pupils retained the same score and three scores decreased by 5%, 4% and 8% respectively. The scores for Value placed on reading decreased for four pupils and increased for the other two by 12% and 8% respectively. Indeed, two pupils in primary 4 demonstrated a drop of over 20% in the value they placed on reading prompting further investigation. 

Figure 1b. below shows that by the end of the study, all pupils in primary 5 had higher perceptions of themselves as readers, with the exception of one boy. There was also a positive shift for four pupils on the value they placed upon reading, with two pupils showing an increase of 17%, whilst two scores stayed the same. A much more positive outcome than was the case in the other classes. The reasons for this will be explored in a later section.

Figure 1b.
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Figure 1c. below demonstrates the situation in primary 6 where two pupils increased their scores in relation to their self-concept as readers by 4% and 9% respectively, two stayed the same and one decreased quite dramatically by 17%.  With regard to value placed on reading, two pupils increased their scores by 4%; one remained the same and two pupil scores decreased by 8 and 9% respectively. The Full survey scores show a slight positive shift for three pupils, one remaining the same and one decreasing by 13%.

Figure 1c
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Figure 1d
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Figure 1d. depicts the situation in primary 7, where one pupil had a particularly high perception of himself as a reader and this did not change. Two pupils increased their perceptions of themselves as readers by 4%, a further pupil remained unaffected and one pupil score decreased by 4%.  In relation to the value placed on reading, two pupil scores increased by 5% and 4% respectively, two scores stayed the same and one decreased by 8%. The Full Survey scores show only one pupil increasing their general perceptions.
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The primary 7 class experienced unavoidable disruption part way through the study in order to perform a musical, which must be taken into consideration and the class teacher also reported a significant loss of focus and momentum when trying to re introduce partner reading thereafter.

Conversely, the class teacher’s observations and feedback report much more in depth discussion between the pairs, in addition to higher levels of on task behaviour and engagement during the reading sessions. Indeed the researcher herself observed the class for a forty-minute period and can concur, reinforcing the importance of triangulation with as many data sources as possible in order to ensure that a representative picture can be formed. 

In Figure 2. The results of the Full Survey Scores are summarised and show that 53% (12 pupils) of the focus group exhibited a positive shift in their perceptions towards reading by the end of the study.  More specifically, there was a marginally larger shift in pupil Self-Concept (48%) than on the Value placed upon reading (44%). While this can be considered as a marginally positive outcome, it must also be pointed out that 47% of pupil perceptions remained the same or decreased, most significantly in primary 4 and 7 (Appendix document L). 
Figure 2.
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During the course of the study pupils maintained their own personal reading logs.  Figure 3. shows that in the primary 5 and 6 groups, a percentage of pupils always read more than the reading target set.  However, in primary 7 they agreed as a class not to read more than the target set but to read other books instead. A high majority of the primary 7 and 4 group achieved their targets, whereas 44% of the primary 6 class did not (Appendix document P).
Figure 3.    
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Figure 4. on the next page lends support to a general increase in reading engagement as it shows that 60% of the focus group read either a lot more or more books than usual.  Whilst 65% read a lot more or more books at home than usual during the study, excluding feedback from the primary 4 parents. 
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Figure 4.
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Analysis of pupil reading logs also lends support, as overall the focus group read 123 books during the course of the study, a mean score of 5.35, with younger classes reading more and several pupils reading a lot more than the average (Appendix document P). Six out of seven parents also stated that their child was a much more/more enthusiastic reader at home and the same number also said that their child was reading much more/more than they did before (Appendix document S).
Prior to the study, primary 5, 6 and 7 had a less structured approach towards reading for enjoyment and would ordinarily have read much fewer books during this period. Whereas primary 4 read about the same number as before. 
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Nevertheless, the class teacher reported significantly increased levels of engagement in reading, pupil independence, dialogue about the book and a general buzz in the classroom during the sessions, which also extended to her primary 3 pupils involved as part of a composite class. The teacher also reported feeling under much less pressure with regards to hearing every individual read.
When asked how much talking they did at home about reading, 52% of the focus group stated that they talked much more or more during the study (Figure. 5).  With seven out of seven parents reporting that their child talked about books or reading more/much more than they did before the study (Appendix document S).
Figure 5.
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Figure 6. summarises data collated from teacher observations carried out during sustained silent reading and shows a significant shift in this area. By the end of the study 7 out of 17 pupils exhibited none of the behaviours and 7 exhibited only 1 or 2, equating to 83% of the sample (Appendix document U).
Figure 6.
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Figure 6.
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Figure 7. below illustrates mean scores taken from frequencies of social behaviours  observed at the start and end of the study and reveal a clear increase in pupil engagement with the task in all classes. With primary 6 showing the most significant shift (+10) and scores almost doubling in other classes (Appendix document V). 
Figure 7.
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In primary 7 there was a steady increase in the frequency of social behaviours over the period of the study, with dips where new partners were introduced and a peak on the 2.2.09 (10.2), just before the musical performance. A higher level than that reflected in the final mean score. The teacher’s log particularly refers to higher levels of pupil dialogue than were observed in other classes, from the start (Appendix document V). 
Standardised results from the Performance Indicators in Primary Schools (PIPS) conducted by primary 6 last year support the negative attitudes of the focus group towards reading, with one exception. Parametric and National 5 – 14 test results in reading during this session also allow certain inferences to be made (Cohen et al, 2000, p.318). In primary 5, four pupils significantly decreased their scores in December compared to those in September, with only two of the focus group showing an improvement. However, the scores in April show that all pupils improved by at least 10%. The situation in primary 7 also sees an improvement by all pupils bar one, with one pupil’s score increasing dramatically (Appendix document Q. 
Apparently actions speak louder than words but words but can be pretty powerful too, so the pupils themselves should have the last word.  When asked how they felt about working with a partner for reading, nine pupils said that it made them feel very happy and seven said happy (94%) (Appendix document H). With responses including:

 “My partner made me more confident…we could chat about the book more in partners and not just in a big group… I enjoyed working with my partner when we are reading out loud because I understand it more… It’s a bit different from normal and its fun…I am reading much more books than I did before because I didn’t think I was a good reader but I am “(Appendix document H).
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Conclusions   
The first aim of the study was to ascertain current attitudes towards reading.

As can be seen from the findings, the majority of pupils began the study with reasonably high perceptions of themselves as readers. All class teachers and most of the parents agree that ability to read was clearly not a problem for most of the focus pupils. It was also apparent from the start of the study that the younger pupils had a more positive attitude towards reading than their older peers (McKenna & Kear 1990, citied in Gambrell et al, no date, p.9). 

Significantly however, all 7 girls involved in the study were in the two younger classes. Girls enjoy and have a more positive attitude towards reading, which was supported by teachers observations of more focused sessions led by dominant girls in mixed pairings. The key is to capitalise on this in order to engage boys and to ultimately develop a love of reading by any means, particularly in order to widen their horizons beyond the comfort of information books (Moss, 2000, citied in Smith and Ellis, 2005, p.6).
It was somewhat of a revelation that the target group had such a positive opinion of themselves as readers, particularly as they  “can read but don’t” (Moss, 2007, citied in Smith and Ellis, 2005, p.6). As the cornerstone for lifelong reading is laid in the early years, primary teachers have a responsibility to capitalise on these positive attitudes and to keep the momentum going (Sheldrick-Ross, McKechnie & Rothbauer, 2005, citied in Clark and Rumbold, 2006, p.7).

Further aims of the study sought to introduce reading partners with one class in primary 4, 5, 6 and 7 for a period of one term, targeting children who can read but chose not to, and to reinvestigate attitudes towards reading after the development had been introduced.
Overall, 53% (12 pupils) of the focus group exhibited a positive shift in their perceptions towards reading by the end of the study, with a marginally greater shift in Self-Concept as a reader than in the Value placed on reading. Whilst over 60% reported reading more/a lot more books than usual at home and in school during the study, with the younger classes reading more books. Clearly the level of difficulty of the books read and varying number of reading sessions, where 6 – 8 were considered the optimum number, must be taken into consideration. We know from the literacy review that those who read more are better readers so the findings although not striking, indicate a shift in the right direction. 

Reading amount and reading achievement are also thought to be reciprocally related to each other (Cunningham & Stanovich, 1998: citied in Clarke and Rumbold, 2006, p.9). The standardised test results available for some of the classes could indicate positive intervention of the peered reading research however; normal maturation during this period would also be a significant factor.
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Findings show that ten pupils thought the choice of books was good, with the rest holding a lesser view, despite class libraries being reinvigorated through extensive borrowing and investment during this period (Appendix document N). Book choice is clearly critical to success and collating data on pupil’s favourite authors can address this. 

Consideration must also be given to how effectively pupils used the `five-finger` rule in order to select appropriate books (Topping, no date, p.19).

In addition to how realistic they were in setting themselves targets, particularly in primary 6 as their targets were rarely met. Significantly, the entire focus group in the upper stages were boys, who may not have been as meticulous or organised in their record keeping (LTS, 2007) (Appendices H, U and W).

Teacher researchers themselves reported a personal rejuvenation in their passion for reading in school and of reacquainting themselves with their own class libraries.  Blessing the books (Ellis) raised the profile of individual books maximising the use of resources (Daniels, 2002) and pupils also brought in books from home to make up pairs, regenerating the buzz in reading. Hurd and colleagues (2006) are quite literally bang on the money when they recommend higher spending on books as a very worthwhile investment indeed (citied in Clarke and Rumbold, 2006, p.27).
The MRP was adopted to keep error and bias to a minimum and to ensure that measurements were stable and consistent. Yet the findings do not reflect the positive outcomes of other data. In order to form a full and balanced view, the reading profile results must be considered alongside all the other findings, as recommended by Gambrell et al (1996).  
The most extreme results of the MRP are apparent in primary 4 in that two pupil scores dropped by over 20% on the value they placed on reading. Significantly, the class did not follow the same schedule as others nor was data recorded in the same formal way. Reasons for this include: the age of the children, time restrictions, the composite nature of the class and job sharing issues. Hence, the possibility of any data triangulation is significantly reduced. However, interviewing this group revealed that they had all really enjoyed the study and preferred it to normal reading, which was also corroborated by the class teacher’s observations.

The most significant results are seen in the primary 5 class, which could be due in part to the larger size of the sample, but most likely due to a more thorough commitment to the study on the part of the researcher. Equally, however, plans, timelines and instructions may not have been explicit or standardised enough
The biggest influencing factor when deciding the aim of the study was the inability of the focus group to engage in sustained silent reading. 
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Particularly significant, if not somewhat ironic when the majority of pupils (13) indicated that they preferred to read in silence during the partner reading sessions (Appendix document N).  The higher incidences of behaviours observed in the researchers class could be attributed to commencing observations earlier than other classes. Establishing a baseline score on a set date prior to the study would have increased comparative reliability. Nevertheless, the most significant impact of the study reported by all researcher teachers was longer periods of pupil engagement in sustained silent reading. 

The second teacher observation sheet was modified early on, in order to focus specifically on reading engagement behaviours and less on pupil dialogue or “paired thinking” (Topping, 2001b). Observers also found it extremely difficult to hear conversations between pupils during the sessions, although both pupils and parents reported an increase in reading related dialogue. Whilst the increase in the social behaviours observed supports engagement in reading, the personalities of the individuals, potential impact of introducing the prompt sheets and structured nature of the sessions themselves, must also be taken into account (Appendix document T). 
The established culture of talking partners eased the introduction of peered reading once a routine had been established. As pupil preference and choice were at the heart of this study (Griffins (2002), citied in Meisenger, 2004, p.3), a balance was achieved by ensuring that children worked with a range of partners (Allan et al 2005, p.12). 

Teachers reported higher levels of resistance to mixed gender partners in the upper stages but overall findings were generally inconclusive with regards to the role gender played in the study. Pupils’ views include: (Appendices C and H). 

“I am doing the same amount of reading as I was with my other partner…  this partner was difficult because we weren’t very good friends but I got more work done with this one because I was too friendly with the last one…. because we are friends it can distract us.”
Friendship pairings and same ability groupings were the marginal preference of ten of the pupils, whilst nine said, I don’t mind (Daniels (1994), citied in Holmes et al, 2000/2001). Only pupils in the upper stages wanted to work with someone who was a better reader than them (Appendix document C). With peer influence apparent in such comments as: “you read more of the book because you don’t want to let your partner down” (Bandura, 1996, citied in state university). However, adjusting to new partners and pupil absence caused disruption and required settling in time, which may have ultimately affected the momentum of the study.
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The study revealed some interesting parental feedback despite primary 

4 parents not being involved. There was a good rate of return (70%) for the first questionnaire (Swetnam, 2004, p.60) but not for the second (41%), especially in primary 6 (Appendices Rand S).  As such, some important corroborative information is missing and resulting trends will be less reliable or robust. However, it should be noted that verbal feedback during the primary five parents evening was very positive, specifically from the parents of three of the focus pupils.

Findings show that all parents surveyed reported that their child had access to more than twenty books at home (Twist et al, 2001, p.7), but never/almost never go to the library with their child, a situation that remained unchanged at the end of the study.  
One parent in primary 7 read to their child everyday, three primary 5 parents read to their child once or twice a week and four parents listened to their child reading once or twice a week.  This is particularly relevant as parents and the home environment are essential to “fostering of a love of reading” (Clark and Rumbold 2006, p.24).
Additionally, eight parents reported that their child played computer games everyday and four, once or twice a week and all twelve parents reported that their child watched television everyday/almost everyday.  There could clearly be a considerable connection between these findings and lack of interest in reading books, well worthy of further clarification (Clarke and Rumbold, 2006, p.13).
In conclusion, conducting this study has gone a long way towards developing an ethos of cooperative learning, challenge, enjoyment, personalisation and choice in line with A Curriculum for Excellence (Bloomer, citied in Buie, 2008).
There has also been school wide interest resulting from this study and a request for feedback at authority level from Sue Ellis. It is clear that teachers, parents and peers have a fundamental role to play in developing a love of reading, which has been rated by teachers as one of the most important areas for research, and I would certainly have to agree (Gambrell et al, 1996, p.1). 
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Implications  

It should by now be clear that we need to create a culture in which all pupils are encouraged to be enthusiastic readers, most importantly, we must see reading for pleasure as an activity that has real educational and social consequences (Clark and Rumbold, 2006, p.27).

Although the quality of language interactions taking place through discussion is an important issue, comparatively few studies have focused on reading for pleasure or its derivates (Clarke and Rumbold, 2006, p.7).  As this study shows, through action research, practice can be modified (SCT, 2002, p.10). Continuing to build on the work of the study and progressing towards thinking more deeply about reading (Topping), are the natural next step. Literacy Circles have been well researched and capitalise on the benefits of heterogeneous and mixed gender groups (SCT, 2002, p.7). Getting the balance right between reading for pleasure and thinking about reading can be achieved through ongoing professional enquiry, collaboration and professional dialogue with colleagues (SCT, 2002, p.11).

Provision of quality resources was critical to the success of the study. Ofsted (2004) observed that often the lowest attaining readers in England are still given no freedom to choose and discuss books; they have little intrinsic motivation to read and consequently see reading as a chore (Allan et al, 2005, p.14). Funding is required in order to provide choice, no mean feat in the current climate of efficiency savings. However, promoting a climate of sharing, reusing and recycling certainly contributed towards the success of this study. 
Raising the profile of books is also a key element of the equation. Capitalising on events such as book fairs, festivals and World Book day. 

 ICT presents opportunities not previously available; utilising the potential of GLOW Meet in order to speak to Anthony Horrowitz about his books is one such example. Although Garner (2008) goes too far when he says that the days of traditional books are numbered. 
Good role models including peers, teachers and parents are also necessary (SCT, 2002, p.11). Gambrel, Buckley and Twist herald the importance of involving parents in the success of their child’s reading. Actively promoting male role models could also increase reading engagement in boys. It is important to remember however that just because someone is able to read does not mean that he or she will choose to do so. We must encourage children once they can read, to actually want to read and ultimately to become readers.
Adopting a lead role, acting as a source of advice and contributing to the professional development of colleagues both in school, at authority level and beyond will continue to be an ongoing commitment (SCT, 2002). 
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Dissemination of peered reading across the school is already underway in view of the findings and in response to the high levels of interest from both pupils and teachers (SCT, 2002).

The Scottish Executive's vision for children and young people is “A Scotland in which every child matters, where every child, regardless of his or her family background, has the best possible start in life” (SEED, 2004, p.6). Nurturing a love of books has to be at the centre of all learning in order to achieve this.

According to Krashen, when children get  “hooked on books”, a multitude of benefits result, however, without this intrinsic motivation to read he suspects that,  “children simply do not have a chance” (1993, p. 85, citied in Clark and Rumbold, 2006, p.6). As teachers this is a chance we simply cannot take.

Appropriately, Grayling should have the final word:

To read is to fly: it is to soar to a point of vantage which gives a view over wide terrains of history, human variety, ideas, shared experience and the fruits of many inquiries (citied in Clark and Rumbold, 2006, p.16).
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Appendix document A

Partner Reading

Data Collation Summary

Pupil 

· Survey 1                                                           

· Pupil Survey 2 – before changing partners     
· Pupil Survey 3 – before changing partners   

· Pupil Survey 4 – end of development             

· Pupil Reading Logs

· Focus group interviews – if time permits

Parents

· Survey 1 – beginning                                     

· Parental Survey 2 – end                                 

Teacher 
· Observation checklist – reading engagement/social behaviour exhibited

· Sustained Silent Reading – minimum of two sessions

· Teacher notes/ learning logs

Timeline of Action Research for P5A

(Each class worked to their own timelines and number of sessions depending upon class timetable restrictions)

	P5
	       Action   Taken
	Date – 

	Week 1
	Pupil choice (same gender/ ability pairs)

Pupil Survey 1

Parental Questionnaire 1
	8.1.09

	Week 2
	   As above
	15.1.09

	Week 3
	    As above
	22.1.09

	Week 4
	     As above
	29.1.09

	Week 5
	     As above
	5.2.09

	Week 6
	Pupil Survey 2

Change partners (mixed gender)

Bless the books
	19.2.09

	Week 7
	As above
	26.2.09

	Week 8
	World book Day

As above
	5.3.09

	Week 9
	Change partners (pupil choice)
	12.3.09

	Week 10
	As above
	19.3.09

	Week 11
	Last Session

Final Pupil Survey 3

Parental Questionnaire 2
	26.3.09
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Appendix document B

Pupil Reading Log

 Name:                                

	Title of book


	
	
	

	Reading 

Target Set


	
	
	

	Date


	
	
	

	Paired

Reader
	
	
	

	Reading 

Target Achieved?
	
	
	

	Reason?
	
	
	

	Notes/

Comments
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Appendix document B2

My Personal Reading Log Summary (end of study)
Name:

	Write down the title of the books you read with your partners:

1.

2.

3

4

5

6

7

8

[image: image34.png]e

East Lothian

Council




9

Which is the best book you have ever read:

Why was it your favourite:


	[image: image35.jpg]


How many weeks did you read more than the target set:

How many weeks did you achieve the target you set:

How many weeks didn’t you achieve the target you set:



	
	What type of book genre is your favourite?


	
	Write down the names of your favourite authors:

1.

2.

3.

4.
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Appendix document C

MRP  Pupil Reading Profile 1

(adapted from Gambrell et al)
Name:                                           Date:                                      Class:

Sample question:

I am in

P1    P2         P3        P4          P5         P6         P7

I am a

boy            girl 

	1. My friends think I am

A very good reader

A good reader

An OK reader

Not a very good reader
	2. Reading a book is something I like to do:

Never

Not very often

Sometimes

Often

	3. I read:

Not as well as my friends

About the same as my friends

A little better than my friends

A lot better than my friends


	4. My best friends think reading is:

A lot of fun

Quite fun

OK to do sometimes

Not fun at all

	5.  When I come to word I don’t know, I can:

Almost always work it out

Sometimes work it out

Almost never work it out

Never work it out
	6.  I tell my friends about good books I read:

I never do this

I almost never do this

I do this sometimes

I do this a lot

	7. Reading is

Very easy for me

Quite easy for me

Quite hard for me

Very hard for me
	8. When I grow up I will spend

None of my time reading

Very little of my time reading

Some of my time reading

Some of my time reading

	9. When I am in a group talking about stories, I:

Almost never talk about my ideas

Sometimes talk about my ideas

Almost always talk about my ideas

Always talk about my ideas
	10. I would like my teacher or an adult to read books aloud:

Everyday

Almost everyday

Once in awhile

Never

	11. When I read out loud I am  

Not a very good reader

An OK reader

A good reader

A very good reader


	12. When someone gives me a book for a present, I feel

Very happy

Sort of happy

Sort of unhappy

Unhappy


(Adapted section)

	When reading with a partner I would like them to be:

A   boy                       A girl 

Explain why?


	When reading with a partner I would prefer to work with someone who:

Is the same level of reader as me

A better reader than me

Not as good a reader as me

I don’t mind

Explain




At the end of this term you will be asked for your views on what you liked and disliked about partner reading.

Collated data (adapted Section)

When reading with a partner I would like them to be:

	Class
	Boy
	Girl

	P4

5 girls  1 boy
	 1 1
	1 1 1 1

	P5A

5 boys 2 girls
	1 1 1 1 1 
	1 1

	P6B

5 boys
	1 1 1 1
	

	P7A

5 boys
	1 1 1 1 1 
	

	Total

16 boys  7 girls
	16
	6


When reading with a partner I would prefer them to be:

	Class
	Same level reader
	Better reader than me
	Not as good a reader as me
	I don’t mind

	P3/4
	1 1
	
	1
	1 1 1

	P5A
	1 1 1
	
	
	1 1 1 1

	P6B
	1 1 1
	1
	
	1

	P7A
	1 1
	1 1
	
	1

	Total
	10
	3
	1
	9
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Appendix document D

Pupil  Reading Survey  2   

Name:                                           Date:                                                          Class:

Sample question:

I am in

P1    P2         P3        P4          P5         P6         P7

I am a

boy            girl

	Working with my reading partner over the past weeks has made me:

Very happy about reading

Happy about reading

Sort of unhappy about reading 

Unhappy about reading


	When I am working with my reading partner talking about stories, I:

Never talk about my ideas

Almost never talk about my ideas

Sometimes talk about my ideas

Always talk about my ideas



	When working with my reading partner I read out loud:  



Never

Sometimes

Mostly

Always 


	When working with my reading partner:

We are always on task

We are on task most of the time

We are on task some of the time

We are never really on task

	When working with my reading partner we:

Always read more than the reading target

Always achieve our reading target

We sometimes achieve a reading target

We never achieve our reading target


	When working with my reading partner we read in silence by ourselves:

Never

More than reading aloud

Less than reading aloud

All the time


What problems or challenges did you have during the reading sessions?
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Appendix document E

Pupil  Reading Survey 3    (final)

Name:                                           Date:                                                      Class: 
	1. My friends think I am

A very good reader

A good reader

An OK reader

Not a very good reader


	2. Reading a book is something I like to do:

Never

Not very often

Sometimes

Often

	3. I read:

Not as well as my friends

About the same as my friends

A little better than my friends

A lot better than my friends


	4. My best friends think reading is:

A lot of fun

Quite fun

OK to do sometimes

Not fun at all

	5. When I come to word I don’t know, I can

Almost always work it out

Sometimes work it out

Almost never work it out

Never work it out


	6. I tell my friends about good books I read:

I never do this

I almost never do this

I do this sometimes

I do this a lot

	7. Reading is

Very easy for me

Quite easy for me

Quite hard for me

Very hard for me


	8. When I grow up I will spend

None of my time reading

Very little of my time reading

Some of my time reading

Some of my time reading




	9. When I am in a group talking about stories, I:

Almost never talk about my ideas

Sometimes talk about my ideas

Almost always talk about my ideas

Always talk about my ideas


	10. I would like my teacher or an adult to read books aloud:

Everyday

Almost everyday

Once in awhile

Never

	11. When I read out loud I am  

Not a very good reader

An OK reader

A good reader

A very good reader


	12. When someone gives me a book for a present, I feel

Very happy

Sort of happy

Sort of unhappy

Unhappy



	
During partner reading the choice of books was:

Good

OK

Could have been better

Not very good


	When I read with my partner I preferred to:

Read silently myself

Read aloud and take it in turns

A mixture of both



	During partner reading I read: 

A lot more books than usual

More books than usual

The same number of books

Less books than usual


	Since doing partner reading, at home I have read:

A lot more books than usual

More books than usual

The same number of books

Less books than usual

	During partner reading when I worked with a different gender – girl//boy, I was on task:

Much more than when I read with a friend.

More than when I read with a friend.

About the same as when I read with a friend.

Less than when I read with a friend.


	Since doing partner reading I have talked about reading at home:

A lot more than usual

More than usual

The same as usual

Less  than usual



	Compared to reading by yourself or reading with a teacher or adult, 

what did you enjoy about reading with a partner:


	Was there anything you not enjoy about reading with a partner:
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Appendix document F

Parental Questionnaire
Neil Barnes MA

HEAD TEACHER

                                                                                                                    Law Primary School

Haddington Road

North Berwick

                                                                                                        East Lothian                                                                                                                                      
                                                                                                                                 EH39 4QZ

Tel  01620 893775

Fax 01620 89557
Dear Parent
We are currently introducing a new approach towards reading in class with the aim of engaging and motivating pupils to read more.   This paired reading approach is a different from the activity currently carried out between older and younger pupils e.g. P7 and P1. The children will be encouraged to adopt a more independent approach, taking more responsibility for their own learning. 

Your child will be working with a partner in his or her own class, reading the same book over a period of time.  They will set themselves weekly targets on how much to read for the next session and each child will have an active role to play in the discussions. There will be a large element of choice in the books they will read and the content of the discussions they will have. The class teacher will facilitate this process. 

Books have been borrowed from the library to improve the amount of choice for pupils and these will be brought home. Please ensure your child brings the book back to school each week otherwise this will impact upon what can be done in class.

We would ask you to complete this questionnaire now and again at the end of the term to highlight any significant changes that have taken place.

Please return this to school by    ______________________

Thank you for taking the time to complete this questionnaire.

This information has been really helpful.

Yours sincerely

Gill Baillie 

DHT
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Parental Questionnaire               Name of Child:                                 Class:

· Would you consider your child to be:

A very good reader

A good reader

An OK reader

A poor reader

· How often does your child read at home?
 Everyday/ almost every day

Once or twice a week

Once or twice a month

Never/almost never

· How often does an adult read aloud to your child

Everyday/ almost every day

Once or twice a week

Once or twice a month

Never/almost never

· How often does an adult listen to your child reading?

Everyday/ almost every day

Once or twice a week

Once or twice a month

Never/almost never

· How often does your child talk to you about books or reading?

Read everyday/ almost every day

Once or twice a week

Once or twice a month

Never/almost never
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· How often do you discuss class/school reading with your child?

Read everyday/ almost every day

Once or twice a week

Once or twice a month

Never/almost never

· How often do you go to the library with your child?

Read everyday/ almost every day

Once or twice a week

Once or twice a month

Never/almost never

· How many children’s books are available to your child at home?

About 20 or less

Between 20 – 40

Between 40 –100

More than 100

· When your child is given a book for a present are they:

Very happy

Quite happy

Fairly Unhappy

Very unhappy

· How often does your child play computer games? 

Everyday/ almost every day

Once or twice a week

Once or twice a month

Never/almost never

· How often does your child watch television or videos?

Everyday/ almost every day

Once or twice a week

Once or twice a month

Never/almost never
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Appendix document G

Parental Questionnaire  2              Name of Child:                                 Class:

Since we introduced partner reading in class at the beginning of the term:

· Would you consider your child to be:

A much more enthusiastic reader

More enthusiastic than before

The same as before

Less enthusiastic than before

· How often has your read at home this term?
 Much more than they did

More than they did

The same as before

Less than before

· How often has your child read to/with you:

Much more than they did

More than they did

The same as before

Less than before

· How often has your child talked to you about books or reading?

Much more than they did

More than they did

The same as before

Less than before

· Has your child asked about buying books or going to library?

Much more than they did

More than they did

The same as before

Less than before

· Have you noticed any other changes? Any other comments much appreciated:
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Appendix document H

Focus Group Quotes
Primary 4

· Really enjoyed reading as I could ask my partner questions.

· My partner made me more confident.

· I liked it because it was different.

· With the teacher I didn’t like reading books I don’t like (boy)

· It’s better than the other reading.

· We enjoyed setting targets for our reading.

· We could chat about the book more in partners and not just in a big group.

· I am choosing to read more at home.

· It’s good to be able to recommend books.

· It’s easier to clarify words with your partner. When I’m working out a work my partner helps me with it.

· Sometimes we read more than our target.

· I like it because we choose our own books

· We get to choose your own books

· You could do activities.
· Sometimes when you are trying to read lots of people are talking out loud and putting you off

· My partner didn’t always want the same book.

· I had a partner who was better and wanted to read more than I can.

· I didn’t like it when I got a girl partner.

· I like my partner because girls concentrate more than boys

· My boy partner was OK because some boys are good readers
Primary 5 
· I enjoyed working with my partner when we are reading out loud because I understand it more.

· I think I am reading more because I enjoy books more.

· I liked setting our own targets because we can set it at our own level.

· I am reading more because I am trying hard to reach our targets.

· Sometimes we set too hard a target.

· You get to make your own decisions.

· When you’re friends you can recommend different books to each other.

· It’s a bit different from normal and its fun.

· I am reading much more books than I did before because I didn’t think I was a good reader but I am. 

· It’s more fun with a person your own age.

· We sometimes found it hard to agree on a book.

· With my reading partner he understands me and I enjoy talking about the book because we can see different views.

· I have enjoyed everything and nothing has been difficult or a challenge.

· I really enjoyed working with my reading partner because we work well together because we are good friends.

· Because we are friends it can distract us.
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· I enjoy reading less because I used to be relaxed but I am not anymore.

· Sometimes they talk to you while you are reading.

(Mixed gender pairs)
· It was not as easy. (girl)

· They just didn’t make that much conversation.

· I am doing the same amount of reading as I was with my other partner.

· I like being with this partner because I got more work done. (boy)

· Choosing books was a bit hard because some books I had not read and she had.

· We just couldn’t decide on a book.

· I like working with both partners.

· I got more work done with my first partner. (girl)

· I preferred the first partner because we had more conversation. (girl)

· This partner was difficult because we weren’t very good friends but I got more work done with this one because I was too friendly with the last one.
Primary 6
· It’s easier because you are the same age.

· I enjoyed it because I was normally with a friend.

· You got to tell them things and talk about the book and the story.

· I like it because it could be a friend

· Most of my friends are girls, I don’t like boys

· So they don’t think I’m a bad reader – (same ability partner)

· Like chatting about the book instead of just reading it

· Like looking back at the story

· I read more books

· I read different kinds of books because of my partner and the choice in school

· I don’t want to stop reading, even at home (stated by more than one pupil)

· I like making my own targets and then achieving them and sometimes I end up reading the whole book

· I found a new series and I want to read them all

· Working with a partner makes you read more of the book because you don’t want to let them down

· I didn’t like setting tasks.
· Primary 7

· It is something to talk about.

· Someone your own age knows more about the books you read. Adults read different types of books.

· You can go at your own pace.

· My partner sometimes distracted me from the book.
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Appendix document I

Observation Log 1

Tally record of observed behaviours.
Date                   Pupil Observed                                Duration
Social Skills Observed                           Does the target pupil:

	Show respect for others’ ideas
	

	Participate actively in the group
	

	Take turns
	

	Ask questions
	

	Make eye contact
	

	Lean forward 
	

	Nod, confirm, respond
	

	“Piggyback” on others’ comments
	

	Allow all members of the group to participate
	

	Avoid dominating
	

	Pull other people in
	

	Take turns actively listening
	

	Avoid interrupting
	

	Speak up when they disagree and disagree constructively
	

	Help others
	

	Exhibit animated talk/enjoyment
	


Blooms Taxonomy

	Knowledge
	Recall or recognise information

	Comprehension
	understand meaning, re-state data in one's own words, interpret, extrapolate, translate

	Application
	use or apply knowledge, put theory into practice, use knowledge in response to real circumstances

	Analysis
	interpret elements, organizational principles, structure, construction, internal relationships; quality, reliability of individual components

	Synthesis (create/build)
	develop new unique structures, systems, models, approaches, ideas; creative thinking, operation

	Evaluation


	assess effectiveness of whole concepts, in relation to values, outputs, efficacy, viability; critical thinking, strategic comparison and review; judgement relating to external criteria
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Thinking Skills Observed

	reading favourite passages aloud
	

	notes and drawings that reflect readers' ideas 
	

	Stay on the task
	

	Support opinions with evidence from the book
	

	Explain what they are thinking
	

	Asking lower level questions
	

	Asking searching and open-ended questions
	

	Clarifying words
	

	Notice words and language
	

	Constantly revisiting the text
	

	Make connections with personal experience, current events, other books, artwork
	

	Check and confirm facts
	

	Draw conclusions
	

	Make inferences
	

	Make judgments
	

	Analyse, interpret
	

	Evaluate the book, author, characters
	

	Attend to the author’s craft/style
	

	Question the author, characters
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Appendix document J

Observation Tally Sheet
(The teacher will observe their students during a 15-minute period of silent reading. They will be looking for behaviors that indicate a lack of motivation to read. The teacher will make a tally each time a listed behaviour is seen.)
	Behaviour
	Frequency of Occurrence

	Flipping through pages


	

	Tapping/beating pencil


	

	Staring into space


	

	Placing hands inside of desk
	

	Fidgeting


	

	Placing head on desk


	

	Saying “I’m bored”


	

	Getting out of seat frequently


	

	Lack of interest
	

	Complaining


	

	Doodling/drawing


	

	Not paying attention


	

	Doing other work


	

	Wasting time
	

	Indecisive on book selection
	

	Chatting – disrupting others

* addition
	



Total tally marks
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Appendix document K1
Reading Tasks 1

Choose something different each week.

	Discuss how the main character is like or unlike yourself and people you know.
	How do you feel about the characters in this book?
	Predict what is going to happen next in the book.

	Ask five discussion questions on what you have read and answer them.
	Summarise what has happened so

 far in the book.
	Clarify words that are tricky.

Choose interesting words to discuss

	Discuss what you really like and dislike about this book.

	If you were the main character in the book, would you have acted differently? Explain.
	Discuss the style used by the author of this book.

	For a film of the book, which actors would you choose for the main characters and why?
	Explain what the main character would prefer for Christmas and why?
	Compare where you live with the neighbourhood or town in your book.

	Explain how your book could be made into a film: clothes, setting, cars, props, etc.
	Discuss why you chose this book.

What do you think of the cover and the blurb? Would you change them? Why?
	Pupil suggestion



	Pupil Suggestion


	Pupil Suggestion


	Pupil Suggestion
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Appendix document K2
Reading Tasks 2
Choose something different each week.

	Write a diary in the day of a life of a character


	Create FIVE interview questions to ask a character then role play an interview situation with your partner
	Write a song or rap about the book and think of suitable music

	Plan for a party for the characters in the book – what theme, food, games would you have etc.


	Create a board game based on the book
	Rewrite part of the story  as a picture book for infants

	Create a new character for the book – appearance, personalities, family, hobbies, pets etc.


	Create a news broadcast reporting events from the book
	Design a new front cover for the book

	Create a new ending for the book


	Draw a Map of setting
	Create a timeline of the main events in the story

	Create a story board sequel to the story
	Design a poster advertising the book


	Create an advert for the television about the book



	Design a backdrop for a play about the book

(like the P7 musical)


	Pretend you are the author and explain why you wrote this book, what inspired you?
	Discuss what you think would happen to the main character after the book was finished and in five years time.
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Appendix document L

Focus Group

	Class
	Boys
	Girls
	Total

	4

12 sessions
	1
	5
	6

	5A

11 sessions
	5
	2
	7

	6B

10 sessions
	5
	0
	5

	7A

7 sessions
	5
	0
	5

	Total
	16    70%
	7

30%
	23


· Summary of Self Concept as Readers Scores (start of the Study) %

	P4
	P5
	P6
	P7

	63
	75
	63
	54

	75
	63
	58
	63

	63
	54
	64
	92

	92
	63
	67
	71

	71
	46
	63
	63

	63
	54
	
	

	
	79
	
	

	71
	62
	63
	67

	
67
	65


Summary of Value placed on Reading Scores (start of the Study) %

	P4
	P5
	P6
	P7

	88
	67
	50
	54

	71
	71
	42
	71

	63
	58
	79
	63

	79
	75
	63
	58

	79
	67
	54
	63

	96
	75
	
	

	
	71
	
	

	79
	69
	58
	62

	
74
	60
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Collated Results for Whole Pupil Sample of 23 pupils (end of study)
	
	Self concept as a reader
	Value placed on reading
	Full Survey Score

	Increased Score
	11     48%
	10        44%
	12      53%

	Score stayed the same
	6       26%
	5          22%
	4        17%

	Decreased Score
	6      26%
	8          34%
	7        30%


MRP Pupil Reading Profiles

Scoring Sheet Results

Primary 4          Survey 1 (start of study)    

	Name
	Self concept as a reader 

 Raw score 
	%
	Value of reading   

  Raw score 
	%
	Full Survey % Score

	IC
	15/24
	63
	 21/24
	88
	75

	CW
	18/24
	75
	 17/24
	71
	73

	MS
	15/24
	63
	 15/24
	63
	63

	AC
	22/24
	92
	 19/24
	79
	85

	KM
	17/24
	71
	 19/24
	79
	75

	AM
	15/24
	63
	 23/24
	96
	79


Primary 4          Survey 2 (conclusion of study)

	Name
	Self concept as a reader 

 Raw score 
	%
	Value of reading   

  Raw score 
	%
	Full Survey % Score

	IC
	14/24
	58   - 5
	16/24
	67       -  21
	63               -12

	CW
	17/24
	71   - 4
	20/24
	83       + 12
	77                +5

	MS
	16/24
	67    +4
	17/24
	71        + 8
	69                +6

	AC
	22/24
	92    
	16/24
	67       - 12
	79                - 6

	KM
	15/24
	63    - 8
	18/24
	75        -  4
	69                - 6

	AM
	15/24
	63    
	16/24
	67        - 29
	65               -14


Primary 5A Survey 1

	Name
	Self concept as a reader 

 Raw score 
	%
	Value of reading   

  Raw score 
	%
	Full Survey % Score

	JM
	 18/24
	     75
	    16/24
	      67
	     71

	BM
	 15/24
	     63
	     17/24
	      71
	     67

	RG
	 13/24
	     54
	     14/24
	      58
	     56

	RS
	 15/24
	     63
	     18/24
	      75
	     69

	DF
	 11/24
	     46
	     16/24
	      67
	     56

	MH
	 13/24
	     54
	     18/24
	      75
	     65

	JE
	 19/24
	     79
	     17/24
	      71
	     75
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Primary 5A Survey 2

	Name
	Self concept as a reader 

 Raw score 
	%
	Value of reading   

  Raw score 
	%
	Full Survey % Score

	JM
	19/24
	79         + 4
	17/24
	71        +  4
	75         +4

	BM
	17/24
	71         + 8
	17/24
	71
	71         +4

	RG
	17/24
	71       + 17
	18/24
	75       + 17
	 73      +17

	RS
	14/24
	58        -   5
	17/24
	71          - 4
	65         -4

	DF
	15/24
	63       + 17
	16/24
	67
	65         +9

	MH
	18/24
	75       + 21
	22/24
	92       + 17
	83       +18

	JE
	22/24
	92       + 13
	19/24
	79         + 8
	85       +10


Primary 6B Survey 1

	Name
	Self concept as a reader 

 Raw score 
	%
	Value of reading   

  Raw score 
	%
	Full Survey % Score

	RM
	15/24
	63
	12/24
	50
	56

	BC
	14/24
	58
	10/24
	42
	50

	BD
	13/24
	54
	19/24
	79
	67

	JC
	16/24
	67
	15/24
	63
	65

	NA
	15/24
	63
	13/24
	54
	58


Primary 6B Survey 2

	Name
	Self concept as a reader 

 Raw score 
	%
	Value of reading   

  Raw score 
	%
	Full Survey % Score

	RM
	16/24
	67        + 4
	12/24
	50         
	58         +2

	BC
	14/24
	58        
	11/24
	46        + 4
	52         +2

	BD
	15/24
	63        + 9
	17/24
	71        -  8
	67

	JC
	12/24
	50       - 17
	13/24
	54         - 9
	52       - 13

	NA
	15/24
	63
	14/24
	58        + 4        
	60         +2


Primary 7A Survey 1

	Name
	Self concept as a reader 

 Raw score 
	%
	Value of reading   

  Raw score 
	%
	Full Survey % Score

	GS
	13/24
	54
	13/24
	54
	54

	CT
	15/24
	63
	17/24
	71
	67

	AB
	22/24
	92
	15/24
	63
	77

	KS
	17/24
	71
	14/24
	58
	65

	MH
	15/24
	63
	15/24
	63
	63


Primary 7A Survey 2

	Name
	Self concept as a reader 

 Raw score 
	%
	Value of reading   

  Raw score 
	%
	Full Survey % Score

	GS
	13/24
	54       
	13/24
	54        
	54

	CT
	16/24
	67        + 4
	15/24
	63        - 8
	65         -2

	AB
	22/24
	92
	15/24
	63
	77

	KS
	16/24
	67        -  4
	15/24
	63        + 5
	65

	MH
	16/24
	67        + 4
	16/24
	67        + 4
	67        +4
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Appendix document M1
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Appendix document M2
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Appendix document N

Reading Profile 2 (end of development)

When reading with my partner I preferred to:

	
	P3/4
	P5A
	P6B
	P7
	TOTAL

	Read silently alone
	  1 1
	1 1 1
	1 1 1 1 1
	1 1 1
	   13

	Read aloud taking it in turns
	1
	
	
	
	    1

	A mixture of both
	1  1 1
	1 1 1 1
	
	1  1
	    9


During partner reading I read :

	
	P3/4
	P5A
	P6B
	P7
	TOTAL

	A lot more books than usual
	1  1 1
	1 1
	1 1
	
	 7    30%

	More books than usual
	1 1
	1 1 1 1
	
	1
	 7    30%

	The same number of books
	1
	
	1 1 1
	1 1 1
	 7    30%

	Less books than usual
	
	1
	
	1
	 2    10%


Since doing partner reading at home I have read:

	
	P3/4
	P5A
	P6B
	P7
	TOTAL

	A lot more books than usual
	1
	1 1 1 1 1
	1 
	
	7     30%

	More books than usual
	1 1
	1
	1
	1 1 1 1
	8     35%

	The same number of books
	1 1 
	1 1
	1 
	1
	6     26%

	Less books than usual
	
	
	1 1
	
	2       9%


During partner reading when I worked with a different gender, I was on task:

	
	P3/4
	P5A
	P6B
	P7
	TOTAL

	Much more than when I read with a friend
	1 1
	1
	1
	1
	5

	More than when I read with a friend
	1
	1 1
	1
	1
	5

	About the same as when I read with a friend
	1 1
	1 1 1
	1 1
	1 1 1
	10

	Less than when I read with a friend
	1 
	1
	1
	
	3


Since doing partner reading I have talked about reading at home:

	
	P3/4
	P5A
	P6B
	P7
	TOTAL

	Much more than usual
	1
	1 1 1
	1
	1
	5

	More than usual
	1 
	1 1 1 1
	
	1
	7   12/22

	The same as usual
	1 1 1 1
	
	1
	1 1 1 
	8

	Less than usual
	
	
	1 1 1
	
	3
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Reading profile 3 (end of Study)

During partner reading the choice of books was:

	Class
	Good
	OK
	Could be better
	Not very good

	Primary 4
	3
	1
	1
	1

	Primary 5
	6
	1
	
	

	Primary 6
	
	3
	1
	1

	Primary 7
	1
	4
	
	

	TOTAL
	10
	9
	2
	2
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Appendix document  O

Pupil Reading Survey 2 (interim)
Working with my reading partner over the past weeks has made me:

	
	P3/4
	P5A
	P6B
	P7
	TOTAL

	Very happy
	
	1 1 1 1 1 

    1 1
	 1  1
	
	      9

	happy
	
	
	 1 1
	1 1 1 1 1 
	      7

	Sort of unhappy
	
	
	 1
	
	      1

	unhappy
	
	
	
	
	


When I am working with my reading partner talking about the book:

	
	P3/4
	P5A
	P6B
	P7
	TOTAL

	Always
	
	1 1
	
	1
	3

	Mostly
	
	
	1  1
	
	2

	Sometimes
	
	1  1 1 1 1 
	1 1 1 
	1 1 1 1
	12

	Never
	
	
	
	
	


When working with my reading partner I read out loud:

	
	P3/4
	P5A
	P6B
	P7
	TOTAL

	Always
	
	1 1 
	
	
	 2

	Mostly
	
	1 1
	
	1
	 3

	Sometimes
	
	1 1 1
	 1 1
	1 1 1 1
	 9

	Never
	
	
	1 1 1 
	
	 3
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When working with my reading partner (on task):

	
	P3/4
	P5A
	P6B
	P7
	TOTAL

	Always
	
	1 1
	1
	1 1 1
	  6

	Mostly
	
	1 1 1 1 1
	1  1 1
	1
	 9

	Sometimes
	
	
	
	 1
	 1

	Never
	
	
	
	
	


When working with my reading partner (reading target set)

	
	P3/4
	P5A
	P6B
	P7
	TOTAL

	Always

Read more
	
	1 1  1
	
	
	  3

	Always achieve our target
	
	
	1 1 
	1 1 1 1 
	 6

	Sometimes
	
	1 1 1 1 
	1 1
	1 
	 7

	Never
	
	
	
	
	


When working with my reading partner we read in silence by ourselves:

	
	P3/4
	P5A
	P6B
	P7
	TOTAL

	Always
	
	
	 1 1
	
	   2

	More than reading aloud
	
	1 1 1 1 1 
	1 1
	1 1 1
	  10

	Less than reading aloud
	
	1
	
	1 1
	   3

	Never
	
	1
	
	
	    1

	TOTAL
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Pupil Personal Reading Log Summary
	Class
	No. of books read
	Always read more than target set
	Read target set
	Read Less than target set

	P4
	37  (mean 6)
	0
	
	60/72
	83%
	12/72
	17%

	P5
	50  (mean 7)
	24/77
	30%
	52/77
	67%
	4/77
	3%

	P6
	24  (mean 5)
	9/50
	18%
	19/50
	38%
	22/50
	44%

	P7
	12  (mean 2)
	0
	
	34/35
	98%
	1/35
	2%


	Primary 4

(12 sessions)
	No. of books read
	Always read more than target 
	Read target set
	Read Less than target set

	IC
	9
	0
	10
	2

	CW
	6
	0
	11
	1

	MS
	4
	0
	8
	4

	AC
	3
	0
	12
	0

	KM
	6
	0
	11
	1

	AM
	9
	0
	8
	4

	TOTAL
	37 (mean 6)
	0
	60
	12


	Primary 5

(11 sessions)
	No. of books read
	Always read more than target 
	Read target set
	Read Less than target set

	RG
	6
	1
	10
	1

	RS
	8
	5
	6
	1

	JM
	8
	8
	3
	0

	DF
	8
	1
	11
	0

	MH
	5
	3
	7
	1

	JE
	6
	2
	9
	0

	BM
	9
	4
	6
	1

	TOTAL
	50  (mean 7) 
	24
	52
	4


	Primary 6

(10 sessions)
	No. of books read
	Always read more than target 
	Read target set
	Read Less than target set

	BD
	3
	0
	1
	9

	BC
	7
	0
	7
	3

	NA
	8
	2
	4
	4

	JC
	3
	5
	3
	2

	RM
	3
	2
	4
	4

	TOTAL
	24  (mean 5)
	9
	19
	22


	Primary 7

(7 sessions)
	No. of books read
	Always read more than target 
	Read target set
	Read Less than target set

	GS
	3
	0
	7
	0

	AB
	3
	0
	7
	0

	MH
	2
	0
	6
	1

	CT
	2
	0
	7
	0

	KS
	2
	0
	7
	0

	TOTAL
	12  (mean 2)
	0
	34
	1
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Standardised/ National Testing
PIPS 2007 -08

Primary 5

Pupil Scores

Attitudes Towards Reading
	Primary 6
	Attitudes

	NA
	[image: image28.png]


((

	RM
	(([image: image29.png]




	BD
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((

	BC
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((

	JC
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Primary 5 2008-9

Standardised Reading Testing Scores (%)

Source (Close reading, Firth and Ralston, 2006)
	Pupil
	Sept 08  
	Dec 08
	April 09

	RG        C
	80
	81     + 1
	91    +10

	RS        C
	66
	42     -24
	44    +2

	MH        C
	46
	42       -4
	56    +14

	JE         C
	73
	73    
	94    +19

	BM        B
	48
	63    +15
	74    + 11

	JM         C
	71
	45    - 26
	61    + 16

	DF         C
	84
	48     -36
	61    + 13


Primary 7 2008 -9

Standardised Reading Testing Scores (%)  

Source: (Quality Circle)
	Pupil
	Dec 08 
	March 09

	CT         D
	61
	69              + 8

	KS         D
	37 unfinished
	31 uf        

	AB          E
	73
	83            + 10

	GS         E
	77
	83             + 6

	MH         E
	44
	87            + 43
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Appendix document  R

Parental Questionnaire Findings (start of study)
(Primary 4 questionnaires not sent home)   12/17 returned
Would you consider your child to be:

	
	P3/4
	P5
	P6B
	P7A
	Total

	A very good reader
	
	
	
	
	

	A good reader
	
	4
	1
	4
	9

	An OK reader
	
	1
	1
	1
	3

	A poor reader
	
	
	
	
	


How often does your child read at home?

	
	P3/4
	P5
	P6B
	P7A
	Total

	Everyday/ almost everyday
	
	4
	
	1
	5

	Once or twice a week
	
	
	1
	4
	5

	Once or twice a month
	
	1
	1
	
	2

	Never/almost never
	
	
	
	
	


How often does an adult read aloud to your child?

	
	P3/4
	P5
	P6B
	P7A
	Total

	Everyday/ almost every day
	
	
	
	1
	1

	Once or twice a week
	
	3
	
	4
	7

	Once or twice a month
	
	2
	1
	
	3

	Never/almost never
	
	
	1
	
	1
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How often does an adult listen to your child reading?

	
	P3/4
	P5
	P6B
	P7A
	Total

	Everyday/ almost every day
	
	
	
	
	

	Once or twice a week
	
	3
	
	1
	4

	Once or twice a month
	
	2
	1
	3
	6

	Never/almost never
	
	
	1
	1
	2


How often does your child talk to you about books or reading?

	
	P3/4
	P5
	P6B
	P7A
	Total

	Everyday/ almost every day
	
	
	
	
	

	Once or twice a week
	
	3
	
	4
	7

	Once or twice a month
	
	1
	2
	
	3

	Never/almost never
	
	1
	
	1
	2


How often do you discuss class/school reading with your child?

	
	P3/4
	P5
	P6B
	P7A
	Total

	Everyday/ almost every day
	
	
	
	
	

	Once or twice a week
	
	3
	
	3
	6

	Once or twice a month
	
	1
	1
	1
	3

	Never/almost never
	
	1
	1
	1
	3


How often do you go to the library with your child?

	
	P3/4
	P5
	P6B
	P7A
	Total

	Everyday/ almost every day
	
	
	
	
	

	Once or twice a week
	
	
	
	
	

	Once or twice a month
	
	
	
	
	

	Never/almost never
	
	5
	2
	5
	12
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How many children’s books are available to your child at home?

	
	P3/4
	P5
	P6B
	P7A

	About 

20 or less
	
	
	
	

	Between 

20 – 40
	
	2
	1
	2

	Between 

40 –100
	
	2
	1
	2

	More than 100
	
	1
	
	1


When your child is given a book for a present are they:

	
	P3/4
	P5
	P6B
	P7A
	Total

	Very happy
	
	1
	
	1
	2

	Quite happy
	
	4
	2
	4
	10

	Fairly Unhappy
	
	
	
	
	

	Very unhappy
	
	
	
	
	


How often does your child play computer games? 

	
	P3/4
	P5
	P6B
	P7A
	Total

	Everyday/ almost every day
	
	4
	1
	3
	8

	Once or twice a week
	
	1
	1
	2
	4

	Once or twice a month
	
	
	
	
	

	Never/almost never
	
	
	
	
	


How often does your child watch television or videos?

	
	P3/4
	P5
	P6B
	P7A
	Total

	Everyday/ almost every day
	
	5
	2
	5
	12

	Once or twice a week
	
	
	
	
	

	Once or twice a month
	
	
	
	
	

	Never/almost never
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Parental Questionnaire 2 (End of Study)       7/17 returns

Since partner reading was introduced at the beginning of the term: 

Would you consider your child to be:

	
	P3/4
	P5
	P6B
	P7A
	Total

	A much more enthusiastic reader
	
	1   1 
	
	1
	         3

	More enthusiastic than before
	
	1
	
	1   1
	         3

	The same as before
	
	
	1
	
	         1

	Less enthusiastic than before
	
	
	
	
	


How often has your read at home this term?

	
	P3/4
	P5
	P6B
	P7A
	Total

	Much more than they did
	
	1   1
	
	1
	3

	More than they did
	
	1
	1
	1
	3

	The same as before
	
	
	
	1
	1

	Less than before
	
	
	
	
	


How often has your child read to/with you?

	
	P3/4
	P5
	P6B
	P7A
	Total

	Much more than they did
	
	1   1
	
	
	2

	More than they did
	
	1
	
	1
	2

	The same as before
	
	
	1
	1    1
	3

	Less than before
	
	
	
	
	


How often has your child talked to you about books or reading?

	
	P3/4
	P5
	P6B
	P7A
	Total

	Much more than they did
	
	1
	
	
	1

	More than they did
	
	1    1
	1
	1  1   1
	6

	The same as before
	
	
	
	
	

	Less than before
	
	
	
	
	


Has your child asked about buying books or going to library?

	
	P3/4
	P5
	P6B
	P7A
	Total

	Much more than they did
	
	1
	
	
	1

	More than they did
	
	1    1
	
	1    1
	4

	The same as before
	
	
	1
	1
	2

	Less than before
	
	
	
	
	


Any other Comments:
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Copy of Interactive Whiteboard Flipchart Page

Partner Reading Sessions
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Sustained Silent Reading Checklist Data

Frequency of behaviour observed
The purpose of the observation tally sheet is to observe the frequency of problem behaviours related to the lack of reading motivation.
Primary 5
	Pupil
	 8.1.09
	22.1.09
	5.2.09
	19.3.09

	DF
	12
	0
	0
	0

	MH
	25
	11
	4
	1

	RG
	31
	0
	0
	0

	RS
	17
	1
	0
	0

	JM
	9
	2
	4
	2

	BM
	19
	2
	3
	2

	JE
	14
	2
	0
	0

	Total
	127
	18
	11
	5


Primary 6   

	Pupil
	28.1.09
	18.3.09
	Comments

	BD
	17
	3
	 Big change as previously could not concentrate on anything even for a few minutes

	RM
	18
	5
	Much more settled

Previous lack of concentration, often at library, reading fact books only

Also observed on 25.2.09 – 3 

	NA
	8
	0
	Totally focused on book

Also observed on 25.2.09 - 2

	BC
	6
	1
	Previously never chose to read, lacked focus and had difficulty working with others

Cheered when silent reading session started

	JC
	4
	1
	Previously always at the library, lack of concentration, would only read fact books

	Total


	53
	10
	


Primary 7

	Pupil
	19.1.09
	2.3.09
	5.3.09

	MH
	8
	5
	0

	GS
	7
	0
	1

	AB
	11
	4
	1

	KS
	6
	0
	0

	CT
	4
	0
	4

	Total
	36
	9
	6


Page 73

Appendix document V

Teacher Observation Checklists 

Data Collation

Class Comparison

Mean Score – Frequency of Social Behaviour Observed

	Class
	Start of

study
	End of study
	Change

	P5
	4.43
	9
	+ 4.57

	P6
	7.2
	14.2
	+7

	P7
	3.8
	7.4
	+3.6


Primary 5

Frequency of Social Skills observed   8.1.09 – 26.3.09

Not all pupils observed all the time (11 sessions)

* change of partner

	Pupil


	8.1.


	15.1.09


	22.1.09


	29.2.09


	5.2.


	19.2.09

   *
	26.2.09


	5.3.
	12.3.

  *
	19.3
	26.3

	RG
	6
	9
	
	7
	
	9
	
	8
	
	11
	

	MH
	2
	
	7
	8
	
	7
	
	9
	
	9
	

	JM
	5
	abs
	11
	
	9
	
	5
	
	10
	
	10

	RS
	4
	
	11
	
	10
	
	8
	
	7
	
	10

	DF
	3
	5
	
	8
	8
	6
	abs
	
	5
	
	10

	JE
	9
	12
	
	14
	
	11
	
	14
	
	18
	

	BM
	2
	4
	 5
	
	7
	
	
	7
	
	6
	7


Primary 6

All pupils were not observed all of the time.   (11 sessions)
	Pupil
	Date
	Social skills observed
	Teacher comments

	BD
	4.2.09
	7
	 Being silly, missed start of discussion

	
	4.3.09
	17
	Working with a girl

	RM
	14.1.09
	8
	

	
	11.3.09
	7
	Working with girl. Chose an easy book

	NA
	7.1.09
	14
	

	
	11.3.09
	22
	Worked with a dominant girl. Doing a reading task and talking to others

	BC
	4.2.09
	0
	Not on task at all, fiddling, not having a good day, read silently near the end of session

	
	4.3.09
	13
	Working with a girl. She was asking lots of questions and leading. Working on task, taking turns

	JC
	14.1.09
	9
	

	
	4.3.09
	12
	Working with a girl. Discussing front cover , talking to other people about book, laughing together
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	Pupil
	General observations by teacher P6

	BD
	Session 4 – unsettled due to observers in class,. Vanished into library so he could remain focused – amazing. 

Session 7 – partner off so telling someone else about his book and setting targets.

Session 10 unsettled because his partner is off but worked with someone else.

Session 11 unable to focus says he is tired.

	RM
	Session 4 unsettled due to observers in class. Session 6 Blessed the books and changed to mixed partners. Not keen , finding it difficult to chosoe a book. Session 7  - working better with girl partner.

	NA
	Session 2 – sharing a book with partner in very focused way. Session 7 – working better with girl partner.

	BC
	In first session reading with great gusto. 

By session 2 had finished complete book.

Session 3 – settled session – really engrossed in book

Last session not interested in reading with a partner, reading silently now

	JC
	In session 2 very engaged, focused and on task.

	Teacher
	Session 4 more unsettled generally due to observers in class. Session 8 again unsettled during silent reading – this is a first – boys particularly restless though they are enjoying the second reading task sheet. Think some boys getting fed up now. Ideal length would be 6 – 8 week block. Could develop where we are now with mixed groups in literacy circles and dominant girls can lead discussions.


Primary 7

All pupils were not observed all of the time.  (7 sessions)

Summary Chart for Primary 7

	Pupil
	5.1.09
	12.1.09
	19.1.09
	29.1.09
	2.2.09
	23.2.09
	2.3.09

	MH
	0
	2
	0
	11
	3
	0
	11

	GS
	3
	7
	11
	10
	13
	8
	5

	AB
	5
	10
	14
	1
	14
	5
	7

	KS
	5
	8
	4
	13
	11
	4
	12

	CT
	6
	4
	4
	3
	10
	3
	2


	Pupil


	Date
	Social skills
	Thinking skills
	Comments

	MH
	5.1.09
	0
	2 – on task/ clarifying
	Generally focused throughout, reading aloud

	GS
	
	3
	 On task most of the time
	

	AB
	
	5
	on task throughout
	

	KS
	
	5
	
	

	CT
	
	6
	on task throughout
	Daydreaming but on task a lot

	MH
	12.1.09
	2
	Reading aloud in turns, not much discussion
	Off task quite a bit 

	GS
	
	7
	3 – on task, explaining, making judgements
	

	AB
	
	10
	4 – on task, explaining, revisiting, making judgements
	

	KS
	
	8
	5 – explaining/revisiting

evaluating/making judgements
	Most focused he has been

	CT
	
	4
	5 - explaining/revisiting

evaluating/making judgements
	

	MH
	19.1.09
	0
	Reading favourite passages aloud
	Off task a lot

Daydreaming/yawning

Not interested

	GS
	
	11
	3 – on task, explaining, making judgments
	Enthusiastic, lots of discussion

	AB
	
	14
	3 - As above
	As above

	KS
	
	4
	6 
	Most  focused pupil

	CT
	
	4
	3
	Likes to challenge himself

	
	
	
	
	

	MH
	29.1.09
	11
	On task throughout
	

	GS
	
	10
	On task and focused
	

	AB
	
	1
	0
	Chose another book

	KS
	
	13
	2 – on task/ making connections with personal experience
	Expressive and animated

	CT
	
	11
	2 – making connections with personal experience, reading fav. Passages aloud
	

	MH
	2.2.09
	3
	
	Started focused – lost momentum

	GS
	
	13
	On task and focused
	

	AB
	
	14
	1 reading favourite passages aloud
	Very very animated

	KS
	
	11
	2 –on task/reading fav. Passages aloud
	

	CT
	
	10
	2 on task/reading fav. Passages aloud
	

	MH
	23.2.09
	0
	
	New partner – less focused

	GS
	
	8
	
	New partner – saying less than before

	AB
	
	5
	 0
	New partner/ less dynamic

	KS
	
	4
	1   on task
	New partner

Less dynamic, reading to himself, still on task

	CT
	
	3
	
	New partner – off task at points

	MH
	2.3.09
	11
	More discussion, 
	More motivated than previously

	GS
	
	5
	On task some of the time
	Distracted, settles down eventually

	AB
	
	7
	On task most of the time
	Generally focused

	KS
	
	12
	On task
	Very focused, less chat about book

	CT
	
	2
	
	Less focused, easily distracted, off task most of the time
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Average Scores





Average Scores








1.Complete you reading log information.





2. Discuss what you have read. 





3. Complete the selected task together for this week.





4. Read another section of the book.





5. Set your new target for next week.





6. Choose a new task to complete next week.
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