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EXECUTIVE SUMMARY

Aims of the study

A survey of the reading standards of pupils in Northern Ireland aged 8, 11 and
14 was carried out in May 1996. The principal aims of the survey were to

¢  providereliable estimates of the current standards of reading attainment of
pupils aged 8, 11 and 14 in Northern Treland; and

¢  permit comparisons with the results of previous surveys, especially the
Northern Ireland survey of 1993,

Subsidiary aims were to

¢  investigate the attitudes to reading of pupils aged 14, and

¢  make recommendations for future monitoring in the province.

Relating teaching methods to achievement, and/or drawing out implications for
teaching, was not an aim of the survey.

Brief outline of the methodology

Representative random samples of schools, and of pupils within schools, were
drawn. The pupils were asked to attempt tests appropriate to their age; pupils
aged 14 were also asked to complete a questionnaire on their attitudes to
reading, and those aged 8 and 11 to complete a brief questionnaire providing
background information. All the tests had been used in previous surveys. The
markers for the tests all had substantial teaching experience in Northern Ireland,
and both the markers and the participating schools provided comments.

Conclusions

The quantity of responses was sufficient to provide a statistically sound
database. The 144 schools which participated returned 4711 tests and 2959
questionnaires on behalf of 2959 pupils, and these provided the basis for the
following results.




¢  Girls’ scores were on average higher than boys’.

¢  Pupils not receiving free school meals achieved higher mean scores than
those receiving free meals.

¢ Pupils who watched five or more hours television per school day had
significantly lower scores than those who watched less, but this probably
meant that children who had difficulty with reading watched more TV,
rather than vice versa.

¢ At age 8, pupils who had attended a nursery before school entry had a
higher average score than those who been to playgroup, who in turn scored
higher than children who had experienced neither form of preschool
education. At age 11, the differences on this factor were small.

¢ At age 14, pupils in schools with high GCSE results had much higher
average scores than others. This difference corresponded almost exactly
with the divide between grammar and secondary schools.

¢ The attainment of Catholic and Protestant pupils was very similar;
differences in performance were less marked than in 1993,

¢  Atage 14, most pupils enjoyed reading, and their attitudes to it were
mainly positive (girls’ attitudes being more positive than boys’),
though over half preferred watching television to reading. There was a
strong relationship between positive attitudes and higher test
performance.

¢  Theresults appeared to show satisfactory progress inreading between ages
8 and 11. Progress between ages 11 and 14 could not be reliably estimated.

¢  Comparisons with the 1993 survey showed little change at age 8 and a
substantial improvementatage 1 [. Atage 14the 1993 datadid notprovide
a reliable basis for a judgment on the trend of performance.

Recommendations

Monitoring should be continued, in order to provide reliable and up-to-date
information on the performance of the education system. In particular, the next
survey shouid take place in 1999. On that occasion, if possible, the survey
should be coordinated with a proposed survey at age 8 in England and Wales,
and new instruments should be devised, and used alongside the existing tests,
so that the existing tests can thereafter be discarded.




CHAPTER 1

INTRODUCTION

1.1 The origin of the survey

In 1996, the Department of Education in Northern Ireland (DENT) commissioned
the National Foundation for Educational Research (NFER) to mount a monitoring
survey in the province of the reading standards of pupils aged 8, 11 and 14
(Northern Ireland school years 4, 7 and 10), and this is the report of that survey.
The investigation began in January 1996, and was completed in September
1996. It was specifically designed to replicate and update most of the previous
survey, which had been carried out in 1993 (Brooks et al., 1995), but several
recommendations made as the result of the 1993 study were incorporated in the
design. In particular, the samples of schools and of pupils were larger, both to
make this a full monitoring survey rather than a feasibility study, as the 1993
exercise had been, and to avoid the statistical problems which the low response
rate then had caused.

1.2 Aims of the study

The principal aims of the survey were to

@ providereliable estimates of the current standards of reading attainment of
pupils aged 8, 11 and 14 in Northern Ireland; and

@ permit comparisons with the results of previous surveys, especially the
Northern Ireland survey of 1993,

Subsidiary aims were to
@ investigate the attitudes to reading of pupils aged 14, and
@ make recommendations for future monitoring in the province.

Relating teaching methods to achievement, and/or drawing out implications for
teaching, was not an aim of the survey; this would have required a much more -
detailed and complicated investigation,



1.3 The structure of this report

A brief history of the monitoring of reading standards in Northern Ireland is
given in Appendix A, and a description of how the 1996 survey was carried out
inchapter 2. The views of the teachers who marked the tests are stated in chapter
3, the test results in chapter 4, the attitudes to reading of pupils aged 14 (and the
relationship of those attitudes to test results) in chapter 6, and conclusions in
chapter 7. Chapter 5 gives a detailed commentary on performance on two of
the tasks used.




CHAPTER 2
HOW THE SURVEY WAS CARRIED OUT

2.1 Changes from the 1993 design

Much of the survey design was identical to that of the previous survey,
including the reporting of comparative results for Catholic and Protestant
pupils (the 1993 survey was the first time this was done). However, DENI and
NFER agreed two major deletions from the 1993 design, and several extensions.
The major deletions were that:

e there was no survey of pupils aged 15/16 (Northem Ireland school year
12), and

& onlyone ortwo (rather than three or four) tests were used ateach age tested.

Testing of 15/16-year-olds was deleted in 1996 both to avoid overloading
pupils in their GCSE year, and because in 1993 there was a ceiling effect on the
tests used at that age, such that progress between ages 14 and 15/16 was
obscured. The number of tests was reduced both to avoid overloading pupils,
and because some of the tests used in 1993 had been ‘released’, in the sense that
they were reproduced in the report (Brooks et al., 1995) with a commentary on
performance on the individual items. It had also been concluded in 1993 that
fewer tests would provide an adequate statistical base.

The major extensions in 1996 were that

® pupilsaged 14 completed a questionnaire on their attitudes to reading (see
chapter 6) in addition to two tests

¢ a wider range of background information was collected (see section 2.8,
and relevant sections of chapter 4)

@  all schools were eligible to be sampled — in 1993 small schools had been
excluded

@ the samples of schools and of pupils were larger, both to make this a full
monitoring survey rather than a feasibility study, as the 1993 exercise had
been, and to avoid the statistical problems which the low response rate then
had caused.

Smaller changes are noted below.




2.2 Date of testing and ages of pupils

The survey was carried out in May 1996. This was one month earlier in the
school year than the 1993 survey at these ages. The change was made because
in 1993 some schools had found June an awkward time for testing, and the
change of month appears to have been successful — in 1996 there was only one
complaint about the timing of the survey.

The mean ages of the three samples of pupils were 8 years 4 months, 11 years
4 months and 14 years 4 months. These were in each case one month younger
than in 1993, but still gave a close match.

2.3 The tesis

Because the timescale of the project was short, there was no opportunity to
developnew tests. Therefore, all the tests used in the project were existing ones,
and they were a subset of those which had been used in the 1993 survey. This
procedure afforded close comparability between the two occasions.

Ateach age, the design was such that each pupil attempted both a narrative and
an expository text. These text types were chosen on the basis that they are the
two most frequently encountered, both in school and outside it.

Pupils aged 8 attempted level A of the Reading Ability Series (Kispal et al.,
1989), which contains both a narrative and an expository passage. In addition
to the 1993 survey in Northern Ireland, this test has been used with national
samples of 8-year-olds in England and Wales on three occasions (1987, 1991,
1995). Detailed results for Northern Ireland in 1996 and overall data from all
five occasions are reported in chapter 4.

The three tests used at ages 11 and 14 were all originally devised for the
Assessment of Performance Unit (APU) surveys at ages 11 and 15/16 in 1988
(see Appendix A}, and were among the six tests used at ages 11, 14 and 15/16
in Northern Ireland in 1993. Specifically, they were those referred to in the
reporton the 1993 survey (Brooks eral., 1995) as APU tests 2, 3 and 6. For ease
of comparison, they are referred to by the same numerals in this report.




In 1996, test 2 was taken by 11-year-olds, test 6 by 14-year-olds, and test 3 by
both age-groups. In 1993, test 2 was taken by 11- and 14-year-olds, test 6 by
14- and 15/16-year-olds, and test 3 by all three age-groups. In 1988 (when the
tests were used in England and Wales as well as in Northern Ireland), tests 2 and
3 were taken by 11-year-olds, and test 6 by 15/16-year-olds., To facilitate
understanding of the comparisons reported in chapter 4, the pattern of use of
these tests is presented in Figure 2.1.

Figure 2.1: Occasions of use of APUtests 2,3 and 6

PUPILS AGED
DATE OF SURVEY i1 14 15/16
1988 2,3 6
1993 3,6
1996

N.B. When the term ‘same cohort’ is used in this report, it means only that the age-group
sampled at the later of the two relevant dates was the same group of pupils from whom a
different sample was drawn af a younger age at the earlier date. Only by chance would the
same individual pupils have been tested on both occasions — in other words, this was NOT a
longitudinal study.

The use of test 3 at both ages in 1996 was designed to permit a comparison
between the two ages. The repeating of tests from 1993 at the same ages in 1996
was designed to permit comparisons over time (including, for 11-year-olds,
comparisons back from 1993 to 1988). And since the cohort sampled at age 14
in 1996 was the same cohort that had been sampled at age 11 1in 1993, the use
of test 3 with this cohort on both occasions was designed to provide a basis for
an estimate of progress made in the interim. These comparisons are reported
in chapter 4 along with the detailed 1996 results.

Test 3 was based on a short story, and tests 2 and 6 on expository material. All
pupils therefore attempted both types of text.




In most of this report, the APU tests used are referred to only by their numerals.
This is because tests 2 and 3 have been kept confidential, so that they can be used
again in any future surveys. However, it has been agreed between DENI and
NFER that test 6 (Dietary Details) will not be used again for this purpose, and
details of this test and of Reading Ability Series level A are given in Chapter 5,
where a commentary on pupils’ performance on both tests is given.

2.4 The pupil questionnaires

Pupils of all three ages were asked to complete a questionnaire. Pupils aged 8
and 11 were asked to complete a very short, specifically-devised questionnaire
(reproduced in Appendix B) which was intended solely to gather some extra
background information against which performance could be analysed.

Pupils aged 14 were asked to complete a longer questionnaire (reproduced in
Appendix C). This questionnaire also contained a number of items designed to
gather extra background information; a few of these items covered the same
topics as in the primary-level questionnaire.

The bulk of the age 14 questionnaire focused on the pupils’ attitudes to reading,
and was based on thatused in the evaluation of phase I of the Knowsley Reading
Project (Cato et al., 1994), which was in turn derived from that used in the APU
age 11 survey of 1988 (Gorman et al., 1991, pp.54-8).

The use of questionnaires, and particularly their use to collect background
information, was an innovation within the 1996 Northern Ireland survey.

The background information items in both questionnaires are described in
section 2.8 below. Data from the primary-level questionnaire and from the
background information items in the age 14 questionnaire are reported in
chapter 4, together with the relationships between those variables and
performance. The attitudes to reading of pupils aged 14 are the subject of
chapter 6, which also covers the relationship between attitudes and performance.




2.5 Administration times

The working times for the six instruments were:

Reading Abiliry Series level A 60 minutes
APUtest 2 45 to 60 minutes
APU test 3 45 to 60 minutes
APU test 6 60 minutes
Questionnaire for ages 8 and 11 5 minutes
Questionnaire for age 14 30 minutes

Reading Ability Series level A is a timed test, and strict adherence to the 60-
minute working time was specified in the administration instructions. For all
the other instruments used, the working times shown above were suggested
guidelines.

Pupils aged 8 completed the short questionnaire and Reading Ability Series
level A in one session, in that order. Allowing a few minutes for setting up and
collecting in, the test session for 8-year-olds was about 75 minutes (1993: 150
minutes),

Pupils aged 11 had two testing sessions, on separate days. They completed the
short questionnaire and APU test 2 in the first session, in that order, and APU
test 3 inthe second. Againallowing for administrative time, the first test session
for 11-year-olds was about 75 minutes, and the second about 65 minutes,
making a total per pupil of about 140 minutes (1993: 200 minutes).

Pupils aged 14 had three sessions, on separate days. They completed APU test
3 in the first session, APU test 6 in the second, and the long questionnaire in the
third. The first two sessions for 14-year-olds were therefore about 65 minutes
each, and the third about 35 minutes, making a total per pupil of about 165
minutes (1993: 200 minutes),




2.6 The samples of schoois

Complete lists of schools in Northern Ireland, and of the numbers of pupils of
each year-group in each school, were supplied to NFER by DENI. In 1996 there
were 956 primary and 229 post-primary schools in the province. In 1993, the
numbers of schools which returned tests were relatively small, adequate for a
feasibility study, but not for the full monitoring survey which was intended on
this occasion. That experience led to the decision to aim for larger samples in
1996; asample of about 50 schools ateach age level would, it was thought, yield
an adequate sample of pupils. However, in order to allow for refusal, etc., 80
schools at each level were approached initially (for the 1993 feasibility study,
64 schools had been approached for each of the four samples, with a target of
32 participating at each age). In order to select representative samples of
schools to approach, the stratifying variables shown in Table 2.1 were used.

Table 2.1: Stratifying variables used

management type (maintained ' vs other)
sex of pupils in school (single-sex vs coeducational)
area (Belfast Education and Library Board vs rest of province)
* proportion of pupils in school receiving free meals
{at age 14) school type (grammar vs secondary ')
* Jevel of achievement at GCSE

The two variables marked with an asterisk were used in this way for the first
time. Allbutthe first and last of these variables were used solely for stratifying,
that is to ensure a representative sample of schools, and they were not used as
reporting variables. However, management type and (at age 14) the school’s
level of achievement at GCSE were used both for stratifying and as background
variables against which to report levels of reading performance.

All schools were eligible to be sampled, and, within the categories of schools
defined by the stratifying variables just listed, schools were selected randomly
but proportionally to size. The sampling method used in 1993 differed in that
small schools (those with fewer than 13 pupils of the relevant age) were not
sampled. The approach was changed in 1996 because this was intended to be

'The terms ‘maintained’ and ‘secondary’ are used here in their Northern Ireland senses:
‘Maintained’, that is, almost entirely funded by the state but mostly managed by the Catholic
Church; ‘Secondary’, formerly called ‘secondary intermediate’, that is, non-grammar schools
(corresponding to the former ‘secondary modern’ schools in England and Wales).

10




a full monitoring survey, and it was thought important on this occasion to
sample all types of school. The statistical procedure adopted to take account of
this change of design when making comparisons over time is described in
section 4.16.

Lists of schools which had been selected and for which they had responsibility
were sent to each of the five Education and Library Boards and to the Council
for Catholic Maintained Schools, and those bodies were given the opportunity
to withdraw schools which they felt should not take part; no schools were
withdrawn by any of these authorities.

The numbers of schools drawn and finally returning tests are shown in Table
2.2.

Table 2.2: Numbers of schools drawn and returning tests, by age of pupils

Numbers of schools Response

Age dravm returning tests rate (%)
& &0 51 64
11 &0 49 61
14 80 44 55
Total 240 144 60

Ateach age level the number of schools returning tests was substantially larger
than in 1993 (see Brooks ef al., 1995, p.9). However, in each case the non-
participation rate was rather high - for a summary of schools’ reasons for not
participating see Appendix D. The testing for this survey coincided with that
for a non-statutory trial of end-of-key-stage tests which were to become
statutory in 1997, and which were taken by pupils of exactly the same ages as
in this survey. In the letters to schools asking them to participate, the clear
distinction in purpose and nature between the end-of-key-stage tests and these
surveys was pointed out, but this may not have been entirely successful.

The representativeness of the samples of schools was therefore examined by
comparing the proportions of schools in different categories in the samples with
the proportions of schools in the same categories in the province as a whole.
Minor imbalances in the samples were found; these were corrected by applying
weightings to the results (see section 4.3).

11




Despite the somewhat low participation rate by schools, the numbers of pupils
in the samples were satisfactory (see next section). Both the samples of schools
and the samples of pupils were substantially larger than in 1993, and more
representative.

2.7 The samples of pupils

The sampling of pupils was done from lists supplied by the schools of all their
pupils of the relevant age. ‘Relevant age’ was defined in terms of the dates-of-
birth ranges which apply to the various school years in Northern Ireland, as
defined in Table 2.3.

Table 2.3: Dates-of-birth ranges of pupil cohoris tested

Age Children born between
8 2 July 1987 and 1 July 1988
13 2 July 1984 and | July 1985
14 2 July 1981 and 1 July 1982

The differences between the school years which apply in Northern Ireland on
the one hand, and in England and Wales on the other, were discussed in the
Appendix to Brooks er al. {1995).

In each school with pupils aged 8 or 11 which agreed to participate, all the
relevant pupils were tested. In each school with pupils aged 14 which agreed
to participate, 20 pupils were selected randomly, by date of birth, from the list
supplied by the school. The target sample was 1000 pupils ateach age (the 1993
target was 400). The numbers of pupils for whom tests and questionnaires were
returned are shown in Table 2.4, ‘

Table 2.4: Numbers of pupils for whom tests and questionnaires were
returned, by age

Number of pupils returning
Age tests guestionnaires
8 111} 1164
il 1024 1021
14 789 774
Total 2924 2959

12




The numbers returned at all three ages were statistically adequate, even though
the numbers at age 14 fell short of the target. The great majority of pupils
completed all the items intended for them, but absences meant that a few pupils
at each age did not do so. The numbers of each item returned at each age were
as shown in Table 2.5.

Table 2.5: Numbers of each test and questionnaire returned, by age of

pupils
TESTS QUESTIONNAIRES
Reading Ability APU tests
Age Series level A 2 3 6 Primary Age 14
8 1111 1164
11 1024 1015 1021
14 789 | 772 774
Total 1111 1024 ; 1804 772 2185 T4

2.8 Background data

As mentioned in section 2.4 above, pupil questionnaires were used (for the first
time in a Northern Ireland survey) to gather some background information. As
usual, however, the majority of the background information was supplied by
school principals. The forms of information gathered about the participating
pupils and about their schools are listed in Table 2.6. In the Table, forms of
information gathered in 1996 which had not been gathered in 1993 are marked
with an asterisk, and those supplied by the pupils themselves with a # sign.

School principals were also asked to

e rate the manageability of the testing for their staff and the suitability of the
tests for the age of pupils taking them in their school

@ (af ages 8 and 11) state whether the school had a policy document on
various aspects of the teaching of reading, and if so to send a copy to NFER
(these requests were innovations), and

® make any other comments they felt were relevant.

13




Table 2.5: Background pupil and schooi data collected

Pupil variables
date of birth
sex
whether the pupil was receiving free school meals
* # amount of television viewing
* # access to computers
(at ages 8 and 11 only) * what forms of pre-school education the pupil had
experienced, if any
*# home literacy activities
* whether the pupi} had been tested on entry to school
* whether the tested pupils were in a mixed-age class

School variable
location of the school {e.g. village, inner city)

Data on individual pupils were returned by all schools, and information on
location, manageability and suitability by all but seven of the schools which
returned tests. Because of this missing information and pupil absences, the
numbers of pupils on whom the results reported in chapter 4 are based do not
always tally with the numbers given in Table 2.5.

2.9 Marking the tests

Seven markers with substantial experience of teaching in Northern Ireland were
recruited to mark the tests. Two were teaching in key stage 1, and marked
Reading Ability Series level A. The rest had experience in key stage 2 and/or
3, and marked the APU tests for both [1- and 14-year-olds. Five of the team
had also been markers in 1993; employing them again was intended to ensure
as much comparability as possible with the 1993 study.

Each marker was first sent a sample of scripts for the tests he or she was going
tomark. Within each of the two ‘panels’ the members marked identical samples
of scripts. They then attended a training day in Belfast; at this, two members
of the NFER project team explained the paperwork involved, and took the
panels through the scripts they had marked, ensuring that the marking keys were
appropriate and that the marking was as consistent as possible.




The marking key used for Reading Ability Series level A was the printed one
sold with the series. For the APU tests, they were the keys used in the 1993
survey.

Once the marking was completed, all the markers were interviewed about the
tests, the pattern of responses, and the implications of the study for the
curriculum and for staff development. Their views are reported in chapter 3.

2.10 Feedback to schools

After the survey was complete, each of the schools involved was sent the test
results of those of its pupils who had participated. This information was sent
out in the form of raw scores, accompanied by essential contextualising data:
overall mean score, and maximum score for the test. Schools where 8-year-olds
had participated were also sent their pupils’ age-related standardised scores on
Reading Ability Series level A.




CHAPTER 3

THE MARKERS’ VIEWS

by George Orr

3.1 Introduction

All seven teachers who acted as markers in the 1996 survey participated in a.

face-to-face interview within a month of completing their work. Each of the
seven — two markers at key stage 1 and five at key stages 2/3 — was assured that
no comments would be attributed to any individual.

The participating teachers were invited to comment under the following
headings:

(1) Overall judgements
(a) Quality of material, level of difficulty
(b) Clarity of the written questions
(¢) Helpfulness of the marking scheme
(d) Quality of the preparation and training
(¢) Confidence regarding the findings.

(2) Participation in the exercise: the extent to which the marker gained in
his/her:
(a) understanding of language and literature
(b) knowledge of schools and children
(c) professional development and career prospects
(d) insights into tests and testing.

(3) Suggestions for improving the testing process

(4) Interest in participating in future surveys.

In addition each teacher was encouraged to offer any additional comments.

3.2 Overall judgements

The markers were asked to judge the usefulness of the exercise on a five-point
scale.

Totally positive: two markers were totally convinced about the value of the
survey. They felt confident that it achieved what it set out to achieve. Any
minor criticisms were insufficient to modify their judgement.
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Largely positive: a further two markers felt that the exercise was useful and
that the outcomes were valid, but they had some reservations, particularly about
the appropriateness of the test material.

Neutral: the remaining three markers found the exercise of limited usefulness,
expressing concerns about some of the test material and the marking schemes
and querying the motivation of the participants.

No one took either a largely negative or totally negative view of the survey.

(a)

(b)

{(c)

Althoughone or two markers expressed some reservations about the level
of difficulty of the materials it was felt generally that they were pitched
at the right level. There was complete approval of the materials at key
stage 1 but most markers at key stage 2/3 were less happy. There was
general agreement that test 2 was suitable, well-presented and a fair test
of understanding. The short story in test 3 was felt to be dated, containing
language and concepts which would not be familiar to local children,
particularly those at the end of key stage 2. They are unlikely to be
familiar with terms such as ‘pit-singlet’, ‘under the copper fireplace’,
‘should chance to hop abroad’ or ‘Cats! Why do people harbour them?’
Even words like ‘pedler’ and ‘parlour’ are not in common use. Most
markers felt that some of the material in test 6, notably ‘What's in a
school dinner” and ‘Food for thought’, was written in a very dense style
and was not presented in a user-friendly format. Some markers suggested
that there might have been a better response had these passages been
carefully edited or broken up by the use of illustrations or tables.

Most of the questions were considered to be clear and unambiguous,
giving a helpful opportunity for children to demonstrate their level of
understanding. There were a few questions in the key stage 2/3 exercise
where even the most competent children demonstrated a failure to grasp
what was being asked. In test 3 the question ‘[the rabbit] “had the run of
the house.” Explain why.” almost always elicited a response explaining
the meaning of the phrase. The question ‘How did the mother feel about
the rabbit?” elicited a range of responses which reflected the mother’s
feelings at different stages in the development of the relationship between
the mother and the rabbit. A failure to provide the expected or required
answer did not mean that the child had failed to understand the relevant
passage.

Although there was agreement that the marking schemes were generally
helpful for most of the questions, most markers had concerns. In
particular they expressed concern that they were given insufficient
flexibility to respond to some answers on the bordetline of correctness.
The marking schemes occasionally demanded a narrower interpretation
of what was considered correct than the markers would have wished. The
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(d)

{e)

key stage | markers, for example, felt that the required answer to the
question, ‘Why did Aunt Roberta want them to go to hospital instead of
using pepper, as Gran had said?’ was too circumscribed. Likewise atkey
stage 2/3 some markers argued that the suggested answers were
unacceptably narrow. They were unable to give credit for answers which
were correct but incomplete: questions such as ‘Why does the writer
compare [the rabbit] to a thunderbolt?” frequently elicited a reference to
speed or sound but seldom met the requirement of including a reference
to both.

The preparation and training were appreciated by most of the markers.
Two or three said there was inadequate time to tease out what might
constitute acceptable answers but most expressed satisfaction about their
level of preparation for the task. One marker suggested that the training
session would have been more useful if she had already marked about a
hundred scripts as she would then have been better prepared fo raise
contentious issues for resolution through consensus; others were less
happy with this suggestion.

All the markers were convinced that the exercise was valuable and
that it provided fairly reliable information. It was quite easy to
identify those children who had a clear understanding of what they
read and those who had failed to grasp the essential gist of the
material. Some concerns were expressed about the many children —
particularly at key stage 3 — who failed to complete the exercise. The
fact that they failed to answer all the questions —on occasions, very many
of the questions — raised issues about the motivation of the participants.
Did they, perhaps, suffer from ‘test fatigue’? Was the exercise, in the
summer term, when there would be class tests and end of key stage tests,
the best time for the exercise? Did the children take the exercise as
seriously as they should? It was generally felt that the resulis at key stage
3, in particular, possibly did less than justice to the children’s true level
of understanding. The key stage 1 markers questioned whether the
children at the end of key stage 1 should be expected to have the
concentration required for an exercise lasting an hour; they also wondered
whether the scores were reduced because of the children’s ability in
writing.
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3.3 Participation in the exercise

No one claimed to have gained any insights into the understanding of language
and literature through participation in the exercise. They all felt that it was
professionally of benefit to see how children in other schools performed — it was
reassuring to make comparisons with children whom they themselves taught.
One marker had the experience of having her own class undertake the test —
though of course she did not mark her own pupils’ scripts. She had, however,
locked through the scripts unofficially and had found that they reflected very
well the abilities of the children as she had personally assessed them. Some
markers would have liked to use the tests with their own classes.

All the markers felt that participation in the exercise had benefited them
professionally, and indirectly this might enhance their career prospects. They
had learnt much about the testing process. In particular they had, since
participation in the previous exercise three years before, been more careful in
choosing test material, more aware of avoiding ambiguity in questioning, and
more tolerant of pupils’ interpretation of what they read.

Both key stage | teachers, independently of each other, made a very telling
point. They had tended in the past to concentrate on promoting inferential
comprehension. They had both observed during this exercise that many
children who coped well with demanding questions failed to answer simpler
questions which demanded only the repetition of simple information. They
both felt that they would in future pay more attention to ensuring that the
children read the passage more carefully and were better equipped to retain
basic information.

3.4 Suggestions for improving the testing process

There were several suggestions about ways of improving the testing process.

A key stage 1 marker felt that at that level the provision of a set of multiple-
choice answers would have removed the writing element from the equation.
Another key stage 1 marker suggested that a lead-in to the answers would have
helped to steer the children towards the required answer while still providing
a genuine test of nnderstanding.

It was suggested that the children — particularly those who were older ~ might
take the exercise more seriously during the first or second term of the school
year,

19




Although it was recognised that it would be much more expensive to undertake
oral one-to-one testing, most markers felt that it would be very useful for each
marker to conduct an oral test — using the same test material — with a sample of
those who had already undertaken the written test. It would be possible to ask
for clarification or amplification, to obviate any misunderstanding of the
questions by re-phrasing them and to make use, if necessary, of simple prompts
to elicit information about the child’s understanding of what he or she has read.
Most markers felt that such an exercise would probably indicate that the
children’s scores would improve.

3.5 Interest in participating in future surveys

Although, as this report indicates, several markers expressed some concerns
about the exercise and suggested some modifications for the future, most felt
that it had value and that participation as a marker had been professionally
rewarding. Allindicated that they would be prepared to participate in a similar
capacity in any such future exercise.
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CHAPTER 4
THE RESULTS

In this chapter, schools’ views on the manageability and suitability of the tests
are presented first. The second section states the findings on primary school
reading policies. Section 4.3 gives some background to the calculation of test
scores, and section 4.4 states the overall results. Sections 4.5-4.12 relate the
results to the various pupil variables investigated, and sections 4,13-4.15 to the
school variables. The last three sections attempt to provide comparisons of the
1996 results with those of previous surveys, comparisons between ages on the
1996 results, and estimates of the progress made by the two older cohorts since
1993,

4.1 Manageability and suitability of the tests

Teachers’ views on the manageability of the tests were very favourable; only
very small numbers considered the testing unmanageable. On suitability there
was more variation in opinion, as can be seen from Table 4.1.

Table 4.1: Teachers’ opinions of the suitability of the tests

Number of teachers
Age of
pupiks Test responding thinking test borderfine or unsuitable
8 RAS/A 46 8
11 2 43 i1
3 42 26
14 3 41 i1
6 40 16

RAS/A = Reading Ability Series level A

All these reactions represented considerable swings of opinion since 1993,
when very few teachers considered any of the tests unsuitable. Test 6 had
definitely become dated, and will not be used again. Test 3 was certainly rather
demanding for 11-year-olds, both in 1996 and in 1993, but had been used
successfully and without objections in the 1988 APU age 11 survey. However,
a few teachers on this occasion found the language of the short story used in this
test somewhat dated, and on balance it seems that neither this nor test 2 should
be used on more than one further occasion.
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4.2 Primary schools’ policies on reading

Participating primary schools were asked if they had written policy documents
on four fopics relevant to reading and, if so and if they were willing, to send
copies of the documents to NFER. The numbers of schools saying they had
such policy documents are shown in Table 4.2,

Table 4.2: Numbers of schools with policies on various aspects of reading

Schools
with pupils aged

8§ 11
Total number of schools in survey 49 45

Schools with a written policy document on
— materials for and approaches to the teaching of reading 28 22
— pupils taking school reading books home 30 18
— parental involvement in teaching children to read 20 16
—using other adult volunteers to teach children to read 6 3

The most surprising finding in Table 4.2 was that distinctly fewer than 100 per
cent of schools stated that they had written policy documents on these aspects
of reading.

Even if copies of all the relevant policy documents had been provided to NFER,
the numbers would have been rather small for analytic purposes. In the event,
the numbers provided were very low indeed; therefore no document analysis
was carried out,

The question of the existence and use of reading policies would appear (o be a

worthwhile topic for local investigation and policy-making, perhaps along the
lines suggested by Keating et al. (1996).
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4.3 Variables reported and weightings applied

Table 4.3 shows the variables against which results were calculated and are
reported.

Table 4.3: Pupil and school variables used in calculating and reporting
resulis

Pupil variables
sex
free school meals
television viewing

access to computers

(atages 8 and 11 only)  pre-school education
home literacy activities
whether or not tested on entry to school
whether or not in a mixed-age class

School variable
location
management type (Catholic/Protestant)

{at age 14 only) school’s GCSE achievement

In addition, in calculating results for Reading Ability Series level A pupils’
dates of birth were used, since this is a standardised test with norms adjusted for
age.

Because of minor imbalances in the numbers of tests returned, weightings were
applied in the calculation of results. This was done on the basis of the proportion
of pupils receiving free school meals for all three ages, and for schools’ GCSE
achievement at age 14 only.

Also, because schools were sampled proportionally to size, the results were

weighted proportionally to the sampling, so that the bias in the sampling
towards small schools was balanced out,
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The procedure adopted to take account of the difference between the 1993 and
1996 methods of sampling schools is discussed at the opening of section 4.16
below.

4.4 The overall resulis

The overall results for pupils aged 8, 11 and 14 for each test are given in Table
4.4, Inthat Table, and at the relevant points in each of the remaining Tables and-
Figures in this chapter (exceptin sections 4.16-18), the average score, standard
deviation and number of pupils are shown. Mean scores and standard deviations
are weighted (see above); numbers of pupils are unweighted (or real). Also,
in Table 4.4 the maximum possible score for each test is given, and the overall
average score is shown as a percentage. Throughout the chapter, statistically
significant differences in performance (p<0.05) are indicated with an asterisk.

Table 4.4: Overall resulls, by age and test

. Avefage score
Maximuom

Age Test Score raw %o s.d. M

8 Reading Abiliry 25 16.0 64.0 6.1 1111
Series level A

11 APU 2 27 17.3 64,1 5.3 1024
3 44 17.7 40.2 7.8 1014
14 APU 3 44 222 504 8.0 771
6 50 26.5 53.0 11.3 757

s.d. = standard deviation N = sample size

PUPIL VARIABLES

4.5 Differences in performance between boys and girls

The results for boys and girls of the three ages are shown in Figures 4.1-3. These
figures show that in every case girls’ average scores were higher than boys’; all
the differences were statistically significant. These findings were consistent
with those of many surveys of language performance,
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Figure 4.1: Average scores of boys and girls, age 8

TEST: RAS/A®
Boys

Girlg |

0 2 4 6 & 10 iz i4 16 i8 20
Average score

N = Sample size s.d. = Standard deviation # Difference is significant

RAS/A = Reading Ability Series level A

Figure 4.2: Average scores of boys and girls, age 11

TEST: 2* N sd
Boys| 516,58

TEST: ¥

4] 2 4 §] 8 10 12 14 16 18 20
. Average score

N = Sample size 5.d. = Standard deviation * Differences are significant

Figure 4.3: Average scores of boys and girls, age 14

TEST: &
Boys
Girls
TEST. 6
Boys

Girls

0 5 0 15 20 25 30 35
Average scorg

N = Sample size s.d. = Standard deviation * Differences are significant
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The pattern of differences on these tests in 1996 was very similar to that
observed in 1993, except that the differences on test 2 at age 11 and test 6 at age
14 were not significant in 1993 (but only 123 pupils aged 14 took test 6 on that
occasion). However, from a broader point of view there was an overall
difference between the pattern of results on the two occasions.

In 1993

there did seem to be a tendency for the differences in overall performance
between boys and girls to be strongest at age 8, to diminish across the ages
tested, and to be weakest at age 16. (Brooks et al., 1995, p.21)

However, in 1596 the differences on the fewer tests used and fewer ages tested
showed no such tendency - the differences were of about the same magnitude
at all three ages. If this trend proves to be reliable, it would be consistent with
the wider tendency in the United Kingdom for girls’ performance to remain
ahead of boys’, rather than (as in the past) for boys to catch up.

4.6 Pupilsreceiving and notreceiving free school meals

The results for pupils receiving and not receiving free meals are shown in
Figures 4.4-6. These figures show that, for all five test results, pupils who
were not receiving free meals had higher average scores than those who
were; all the differences were statistically significant. The pattern, and the
magnitudes of the differences, were very similar to those found in 1993.
The results on this variable were unsurprising, but confirmed, again, that
material disadvantage continues to be associated with lower educational
attainment.

Figure 4.4: Average scores of pupils receiving and not receiving free
schoo! meals, age 8

TEST: RAS/A*

receiving
free meals

not receiving
free meals

0 2 4 6 8 10 12 14 16 18 20
Average score

N = Sample siza s.d. = Standard deviation * Diffarence is significant

RAS/A = Reading Abliity Series level A
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Figure 4.5: Average scores of pupils receiving and not recelving free
school meals, age 11

TEST: 2* Ao

receiving
free meals | 252, 5.5

not receiving
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TEST: 3
receiving
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not receiving
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Average scors
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Figure 4.6: Average scores of pupils receiving and not receiving free
schoot mesls, age 14

TEST: &
receiving
free meals

not recetving
free meals

TEST: &
receiving
free meals

not receivingy
free meals

G 5 10 15 20 25 ac 35

Average score
N = Bample size s.d. = Standard deviation * Differences are significant

4.7 Amount of television viewing

Pupils of all three ages answered a questionnaire item on how much television
they usually watched on school days. Their responses are summarised in
Figures 4.7-9, which also relate the responses to the pupils’ test results. Data
for pupils stating they watched 5, 6 or 7 or more hours per day were combined
because of the small numbers in each of these categories.
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Figure 4.7: Amount of television viewing and test performance, age 8

TEST: RAS/A

1 or less 404, 5.7

2| 309869 o

31 194 6.2 _

4 89, 6.4

Number of hours
usually watched on school days

5 of more [ 83, 6.7

0 2 4 & 8 10 i2 14 16 18 20
Average score
Average hours viewedfschool day = 2.2 N = Samgls size s.d. = Standard deviation

RAS/A = Reading Ability Seriss lavel A

Figure 4.8: Amount of televiston viewing and test performance, age 11

TEST: 2
i or less
2
2 S
g 4
g £ 5 or more |
E7
O
g ¥ TEST:3
£ & 1 o less
=
& 2
g Sge8U . .
4
5 or more
a2z a4 & 8 2 14 16 18 20
Average score
Average hours viewed/school day = 2.8 N = Sample size s.d. = Standard deviation

In considering the numbers of hours watched, it needs to be borne in mind that
pupils of different ages may differ in the accuracy of their estimates. Tt should
therefore not necessarily be concluded from these figures that amount of
television viewing increases with age. The relationship between amount of
viewing and test scores is more reliable, especially where a consistent pattern
can be seen.
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Figure 4.9: Amount of television viewing and test performance, age 14
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Ir this case, for most of the five sets of test scores, the lowest average was
achieved by children who said they watched five hours or more on a schoolday.
But again, it is necessary not to jump to the conclusion that more television
viewing caused the lower scores. It is more likely that the relationship is the
opposite, that is that children who have difficulty with reading tend to watch
more television; and it is also possible that both outcomes were the result of
some third factor about which no information is available.

4.8 Access to computers

Pupils of all three ages were asked about their access to, or use of, computers
at school and at home. Their responses are summarised in Figures 4.10-12,
which also relate the responses to the pupils’ test scores.

The differences in results between pupils who did use computers and those who
did not were mostly very small. There is no obvious explanation for the one
large difference (on test 6 at age 14 according to computer use at school) or for
the other two statistically significant differences.
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Figure 4.10: Access to computers and test performance, age §
TEST: RAS/A

Do you use a cemputer [
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YES
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Do you use a computer |
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RAS/A = Reading Ability Series leval A

Figure 4.11: Access to computers and test performance, age 11
TEST: 2 L T R TS
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Difference is significant
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Figure 4.12: Access to computers and test performance, age 14
TEST: 3

Do you have access

10 & computer
at school?” YES

NO

Do you have access
to a computer
at home? YES

NO

TEST: 6
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NO
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N = Sample size s.d. = Standard deviation ¥ Difference is significant

4.9 Preschool education (pupils aged 8 and 11)

At the time of the survey (and for some time before), there was considerable
interest in the relationship between amount of early education, including
preschool education, and achievement. The school entry age in the province
was lowered from 5 to 4 in 1990, and the evidence from this survey on the
impact of that innovation is reported in section 4.16 below. This interest
encompassed the relationship between preschool education and achievement,
but no previous attempt had been made to gather information on this variable,
and the attempt on this occasion was therefore in the nature of a trial run.
Primary school principals were asked, if they had access to the information, to
state which of their participating pupils had had various forms of preschool
education. Following discussions with relevantexperts in DEN, the following
classification of preschool education was adopted ~ it is quoted verbatim from
the administration instructions to primary schools in this survey:
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“Definitions of categories of preschool education

1. Childminder -~ paid by parents or guardians to look atter children in the
childminder’s home for all or part of the day. May be
registered with Health and Social Services Boards.

2. Playgroup - provides play for children of 3-4 years of age for a few
hours each week. Usually run by voluntary or
community groups. Includes Mother and Toddler

groups. which provide play for toddlers supervised by

parents, usually about 2 hours per week. In both cases,
parents make a small contribution towards costs.

3. Private Nursery that is, a Private Day Nursery run by private
individuals or companies — provides full or part day
care for children who are not yet at school. Some
provide after-school care for school children. Paid for
by parents. Includes work place nursery-créche -
provided by employers at the work place, provides care
for employees’ children. Parents contribute to cost.

4. Grant-aided nursery that is, Nursery Schools and Nursery classes
attached to Primary Schools - provide education for
3-4 year old children staffed by qualified teachers and
assistants. Provided by the Department of Education at
no cost to parents. Please distinguish carefully from
category 3.7

Principals were then asked to indicate which of these categories each pupil had
experienced; if a particular child had experienced more than one category then
all relevant categories were to be marked. Provision was made for stating that
a child had experienced none of these forms of preschool education, or that the
information was not available.

The basic pattern of the information gained is shown in Table 4.5, which shows
that the information was available for all but six per cent of pupils aged 8, and
for all but 15 per cent of pupils aged 11; and 84 per cent of pupils aged 8 and
67 per cent of pupils aged 11 had received at least one form of preschool
education.
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Table 4.5: Numbers of children aged 8 and 11 who had received various
forms of preschool education

Children aged 8 i1

Number % Number %
Childminder 68 & 86 8
Playgroup 555 50 300 29
Private nursery 51 5 70 7
Grant-aided nursery 286 26 248 24
None of these 112 10 188 18
Information not available €9 6 151 15
Total 111 100 1019 100

N.B. Because many children had received more than one form of preschool provision, the
categories do not sum (o the totals shown, Percentages are calculated on the overall totals
show,

For the purposes of further analysis, pupils for whom the information was not
available were excluded; and the small numbers under ‘childminder’ and
“private nursery’ were amalgamated with ‘playgroup’ and ‘grant-aided nursery”
respectively. When this was done, it was found that only 33 children aged 8
and only 25 pupils aged 11 had experienced both playgroup (including
childminder) and nursery (of either type); these children were therefore also
dropped from the analysis.

The resulting pattern is shown in Figures 4.13-14, which also show the
relationship between the categories and test results.

Atage 8, all the differences in average scores were statistically significant. At
age 11, only the difference between ‘playgroup’ and ‘neither’ on test 2 was
significant. These findings may mean only that after six years of full-time
schooling any earlier differences had mainly washed out, whereas in 8-year-
olds they were still detectable (though these 8-year-olds had entered school at
age 4 and had had four years of schooling by this point), On the other hand, the
differences at age 8 could be taken to support the general view of the beneficial
effect of preschool education, and within that of the greater benefit of nursery
over playgroup.
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Figure 4.13: Preschool education and test performance, age 8
TEST: RAS/A i T T
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RAS/A = Reading Ability Series level A

Figure 4.14: Preschool education and test perf
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4.10 Home literacy activities (pupils aged 8 and 11)

Pupils aged 8 and 11 were asked three questions about literacy-related activities
at home. Their responses are summarised in Figures 4.15-16, which also relate
the responses to the pupils’ test scores.

Notable features of these results were the very low proportions of pupils

choosing the ‘Not sure’ option on adults reading with them at home and on their
own writing, and the high proportions choosing that option on whether they
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learnt to read before starting school. Both tendencies were plausible, since in
the former case pupils were stating what was true for them now, whereas the
other item required long-term recall, especially for 11-year-olds. But the high
proportions of pupils saying they were not sure about whether they learnt to read
before school mean that the results from those who were sure (one way or the
other) need to be treated with a little caution,

Given this proviso, with one exception (writing at home, test 2, age 11), the
pattern in these results was that independence in literacy was associated with
higher reading performance. Pupils who learnt to read early, who no longer had
adults reading to them at home, and who wrote alot at home on their own tended
tohave higher average scores. All of this reinforces the well-known importance
of an early start to literacy learning.

Figure 4.15: Home literacy activities and test performance, age &
TEST: RAS/A N s.d

I learnt to read at home before § startad sehool. ©

Yes
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No
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Average score
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RAS/A = Reading Ability Serles ievel A
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Figure 4.16: Home literacy activities and test performance, age 11
TEST: 2 N s.d
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4.11 Pupils who had or had not been tested on entry o
school (ages 8 and 11)

Primary school principals were asked to state, both for pupils aged 8 and for
pupils aged 11, whether or not individual pupils had been tested on entry to
school; the option of saying that the information was not known was also
available. For the pupils aged 11 in this survey, school entry would have been
mainly at age 5 in 1990; for those aged 8, it would have been mainly at age 4
in 1992. The 11-year-olds were the last cohort for whom entry could be at age 5;
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they would have entered school at the same time as the next cohort, since entry
at 4 became compulsory in the province in 1990. The intention of gathering
this information was to investigate whether having been tested or not at entry
was associated with later differences in performance.

The principals were able to supply the information for the great majority of
pupils at both ages; the numbers for whom the ‘not known’ option was chosen
were 28 (three per cent) at age 8 and 66 (eight per cent) at age 11.

At age 11, however, the overwhelming response was that the pupils had not
been tested: of the 730 pupils for whom the information was available, only
five had been tested at entry. Therefore no statistical test could be performed
on the test results.

Of the 938 pupils aged 8 for whom the information was available, 189 (20 per
cent)had been tested atentry; their average raw score on Reading Ability Series
level A was 16.3, whereas that of their 749 peers who had not been tested was
16.1. This difference was not significant,

The proportion of pupils tested at entry had therefore grown considerably
between 1950 and 1992, but was still a minority, Because the numbers tested
were small, the non-significant difference in performance at age 8 would seem
to have no implications for policy in this area, in either direction.

Since the numnbers tested on entry have been growing, the question’s viability
may increase in any future surveys.

4.12 Mixed-age classes (pupils aged 8 and 11)

Primary principals were asked to state whether or not the pupils who were
tested in their school were drawn from a mixed-age class, The purpose of
gathering this information was to investigate whether being in a mixed-age or
single-age class bore any consistent relationship to test performance. At age
8, 161 pupils out of 985 were in mixed-age classes, and the difference in
average score between the two groups of pupils was tiny. Atage 11, only 70
pupils out of 860 were in mixed-age classes, and the differences in average
score between the two groups of pupils were quite small, and in opposite
directions on the two tests. Inso far as these results were reliable, they appeared
to show that being in a mixed-age or a single-age class had little effect on
average achievement.
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SCHOOL VARIABLES

4.13 School location

The results against this variable are shown in Tables 4.6-8.

Table 4.6: Average scores of pupils in schools in different locations, age 8 |

Test: Reading Ability Series level A

Location: average score s.d. N
village 16.1 5.9 232
small town 154 6.6 169
rural/urban fringe 174 4.7 168
large town 16.2 6.4 390
inner city i1.8 6.8 71

s.d. = standard deviation N = sample size

Table 4,7: Average scores of pupiis in schools in different locations, age 11

APU tests: 2 3
Location: average score | sd. | N average score | S.di. N
village 16.4 52 245 17.0 7.8 | 239
small town 8.5 49 273 18.2 770 273
rural/urban fringe 182 54 1157 16.7 72 1159
large town 17.7 51 | 204 20.2 6.9 | 201
inner city i8.3 4.6 38 16.6 7.4 38

s.d. = standard deviation N = sample size

Table 4.8: Average scores of pupils in schools in different locations, age 14

APU tests: z 3
Location: average score | s.d, j N averagescore | sd. | N
village 18.0 82 56 16.3 10.5 56
small town 237 8.0 338 289 L1 | 333
rural/urban fringe 17.7 7.9 52 21.0 10.8 55
large town 22.8 72 | 215 26.9 9.6 | 206
inner city 18.7 87 53 20.0 126 1 50

s.d. = standard deviation N = sample size
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Very little pattern was discernible in these results. In three cases the highest
average scores were for schools in small towns, but this was quite different from
1993, when ‘in most cases, the inner-city mean score was the lowest’ (Brooks
etal., 1993, p.25). It may be that location is not a particularly fruitful variable
against which to analyse results.

4.14 Catholic and Protestant pupils

Figures 4.17-19 show the differences in performance between Catholic and
Protestant pupils.

In each case, Protestant pupils’ average score was higher than that of Catholic
pupils, but some of the differences (especially those at age 14) were tiny, and
only one (age 11, test2) was statistically significant. Atages 8 and 14, the small
differences represented very little change since 1993. Atage 111in 1993, all five
tests used then produced significant differences in favour of Protestant pupils;
in 1996 the differences on the two tests used were less marked.

Figure 4.17: Average scores of Catholic and Protestant pupils, age 8
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Protestant pupils
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N = Sample size s.d. = Standard deviation
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Figure 4.18: Average scores of Catholic and Protestant pupils, age 11
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39




Figure 4.19: Average scores of Catholic and Protestant pupils, age 14
TEST: 3

Catholic pupils

Protestant pupils

TEST: §
Catholic pupils 431, 11.5

Protestant pupils
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N = Sampls size s.d. = Standard deviation

4.15 Schools’ GCSE achievement (pupils aged 14)

The results against this variable are shown in Figure 4.20.

Figure 4.20: Average scores of pupils aged 14, by schools’ level of GCSE
achievement

O
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La’j 26-35% &
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a5 36-45%
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s ¢ above 45%
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g8
5o TEST:6 [0
s £ below 26%
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2 il
g above 45% |
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Average score

N = Sample slze  s.d. = Standard deviation * Differences are significant

The differences between the first three bands were not statistically significant,
but the differences between those and the fourth band were highly significant
on both tests, A further analysis by school type showed that all the pupils in the
first three bands were in secondary schools, whereas all but a handful of those
in the fourth band (16 and 14 pupils for the two tests respectively) were in
grammar schools. This could be interpreted as showing the accuracy of
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selection at age 11 — but the ‘self-fulfilling prophecy’ nature of that selection,
and its heavy reliance on reading ability, should be taken into account. Also,
the fact that even a few of the pupils in the fourth band were in a secondary
school shows that that school was producing GCSE results comparable to those
of grammar schools.

COMPARISONS WIiTH PREVIOUS SURVEYS AND
BETWEEN AGES

4,16 Comparisons over time
In principle, statistical comparisons could be made (cf. Figure 2.1) between

- pupils aged 8 in 1996 and pupils aged 8 in 1993, on Reading Ability Series
ievel A

—  pupils aged 11 in 1996 and pupils aged 11 in 1993, on tests 2 and 3
~  pupils aged 14 in 1996 and pupils aged 14 in 1993, on tests 3 and 6,

and, for each of these, further qualitative comparisons could then be made with
previous uses of the relevant tests,

However, before the 1996 and 1993 scores could be compared statistically,
checks had to be made on the effect of the different sampling methods
employed. In 1993, small schools (those with fewer than 13 pupils of the
relevant age) were excluded, but in 1996 they were included. Analyses were
made of the effect on the 1996 results of including and excluding small schools.
The differences in average scores were so small as to be statistically insignificant.
Comparisons over time were therefore based on the full 1996 data (rather than
on just the data from schools with atleast 13 pupils of the relevant age, as would
have been necessary if there had been large differences).

Pupils aged 8

For Reading Ability Series level A, there are now data from five surveys:

- the original standardisation of 1987 (Kispal ef al., 1989)

—  the Comparative Reading Study of 1991 (Gorman and Fernandes, 1992)
—  the 1993 Northern Ireland survey (Brooks er al., 1995)

- the Trends in Reading at Eight study of 1995 (Brooks et al., 1997)

- the present, 1996, Northern Ireland survey.
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Though the 1987, 1991 and 1995 surveys were carried out in England and
Wales, and at a different time of year (March) from the Northern Ireland surveys
(May/June), all five average standardised scores are of interest, and they are
shown in Table 4.9.

Table 4.9: Comparisons with previous surveys, age 8 (average standardised
scores on feading Ability Series level A)

England and Wales Northern Ireland
1987 1991 1995 1993 1996
Average score 160 * 975 * 098 97 106
N 2376 2170 5337 417 iitl

* = differences are significant N = sample size

In England and Wales, the 1991 average score differed significantly from the
average scores for both 1987 and 1995, which did not differ. This indicates a
fall in average attainment between 1987 and 1991, and areturn to the 1987 level
between 1991 and 1995. The difference between the two Northern Treland
average scores just failed to reach statistical significance (p=0.06). It is
therefore not possible to state with confidence either whether the lowering of
the school entry age in the province from 5 to 4 in 1990 had had an effect on
pupils’ attainment, or whether the province showed arise in average attainment
in the early 1990s parallel to that noted in England and Wales.

However, it seems that the reading attainment of 8-year-olds in Northern
Ireland in 1996 was statistically indistinguishable from that of §-year-olds in
England and Wales in 1995,

Pupils aged 11 and 14

The data needed for these comparisons are shown in Table 4.10 (for the 1988
and 1993 data see Brooks et al., 1995, especially Table 9, p.19). The 1988 data
are given for England, Wales and Northern Ireland combined because the
numbers of pupils taking any one test in Northern Ireland in 1988 were too small
to form a basis for separate reporting.

Table 4.10 shows that on both relevant tests at age 11 the 1996 scores were
higher than the 1993 scores, and both differences were statistically significant,
but the result should be treated with caution, because of the small numbers of
pupils and schools involved in 1993, especially ontest 3. (The 1996 scores were
also higher than those for 1988, but these differences could not be tested
statistically.) The difference between the 1993 and 1996 scores appears to show
that there had been an improvement in the achievement of 11-year-olds over
this period.
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Table 4.10: Comparisons with previous surveys, ages 11 and 14 (average

raw scores on APU tests 2, 3 and 6)

EW & NI NI Ni
Age 1988 1993 1996
il average score 15.6 154 17.3
N 1078 305 1024
average score 151 169 17.7
N 1099 172 1014
* * *
14 3 average score n/a 270 * 222
N 263 771
6 average score nfa 316 * 26.5
N 123 757

* = differences are significant N = sample size
n/a = not available - the APU survey of 1988 did not cover 14-year-olds

Table 4.10 also shows that on the two relevant tests at age 14 the 1996 scores
were lower than the 1993 scores, and again both differences were statistically
significant, again despite the small numbers of pupils involved in 1993,
especially on test 6. The superficial interpretation of the changes from 1993 to
1996 would be that there had been a decline in the achievement of 14-year-olds
over this period. However, the small numbers involved in 1993 may mean that
the findings then were unreliable as a basis for calculating trends over time.
This possibility, and its implications, are discussed further in section 4.18.

4.17 Comparisons between ages

Pupils aged 8 and 11 in 1996

No statistical comparison of the performance of pupils aged 8 and 11 was
possible, because they took different tests, and those tests were not statistically
related.

Pupils aged 11 and 14 in 1996

However, a statistical comparison of the performance of pupils aged 11 and 14
was possible, because they did take a common test (no. 3). As shown in Table
4.10, the average scores on this test for pupils aged 11 and 14 were 17.7 and 22.2
respectively in 1996 (in 1993 they were 16.9 and 27.0 respectively). The 1996
difference was statistically highly significant (as was the 1993 difference,
despite the smaller numbers involved). This shows that in 1996 pupils aged 14
were, as would be expected, performing distinctly better on this test than pupils
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aged 11; this finding was very similar to the general pattern on the four tests
used at both these ages in 1993. However, the 1996 difference on test 3 was
smaller than that found in 1993; this aspect of the results is discussed in the next
section.

4.18 Estimates of progress

The cohorts of pupils sampled at ages 11 and 14 in 1996 were the same cohorts
which had been sampled at ages 8 and 11 respectively in 1993, In such
circumstances, given an appropriate survey design, a quantitative estimate of
progress made by a cohort between the two occasions of testing would be
possible. An ‘appropriate survey design’, however, ideally requires both
adequate samples and the use of the same test on both occasions.

Pupils aged 11 in 1996 and pupils aged 8 in 1993

For this cohort, the second of these conditions did not apply. Neither of the two
tests which were used with 8-year-olds in 1993 (Reading Abiliry Series levels
A and B) would have been suitable for use with 11-year-olds in 1996 (or at any
tirne). Nor {(even supposing the required forward planning had been possible)
would any of the tests used with | 1-year-olds in 1993 have been suitable foruse
with 8-year-olds then (as the basis for re-testing on the same instrument in
1956). Estimates of the progress made by this cohort therefore have to remain
qualitative, The relevant facts are that

& 1in 1993, this cohort’s average standardised scores on Reading Ability
Serieslevels A and B were 97 and 92 respectively, which was slightly low;
and

@ in 1996, this cohort’s average raw scores on tests 2 and 3 (see Table 4.10)
were quite high.

This appears to show that this cohort had made good progress between 1993
and 1996.

Pupils aged I4 in 1996 and pupils aged 11 in 1993

A quantitative estimate of progress made by the age 11 cohort of 1993 might
be possible, since one of the tests taken by that cohort then (no. 3) was re-used
with the new sample from that cohort at age 14 in 1996. The relevant average
scores (see again Table 4.10) were: 16.9 (38.4 per cent of the maximumn score
on this test) in 1993, 22.2 (50.4 per cent) in 1996, a statistically significant
difference. However, in 1993 this test was taken by only 172 pupils, and the
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difference between the two occasions therefore cannot be interpreted without
taking other results into account. The relevant data are the following:

the 1996 average scores for 14-year-olds both on this test and on test 6 were
substantially lower than those found in 1993 (see section 4.16 above) ~but
the 1993 sample sizes were small (test 3, 263; test 6, 123);

the difference in performance between 11-year-olds and [4-year-olds on
test 3 was much smaller in 1996 than in 1993 (see section 4.17 above) —but
the 1993 sample sizes were small (age 11, 172; age 14, 263);

in 1693, the 1996 age 14 cohort’s average standardised score at age 11 on
Reading Ability Series level D was 95, rather below the 1987 England and
Wales standardisation average of 100 (see Brooks et al., 1995, p.31) —but
the 1993 sample size was 127; and

this cohort’s performance on tests 2 and 3 in 1993 was lower than the new
1 -year-olds’ in 1996 (see again Table 4.10 above) — but the 1993 sample
sizes were small (test 2, 305; test 3, 172).

However, the interpretation of the 1996 age 14 results in relation to the 1993
resuits hinges on the 1993 sample sizes. Because those sample sizes were
small, and in some cases very small, any deduction based on the 1993 results
would be highly problematic. Therefore, no conclusion is drawn here about
the trend of achievement of the 1996 age 14 cohort.
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CHAPTER 5
DETAILED COMMENTARY ON TWO TASKS

This chapter provides a more detailed commentary on two of the tasks used in
the 1996 survey. In the annex at the end of the chapter all the item-level data
for both tasks are provided.

5.1 Reading Ability Series level A
by Anne Kispal

This test was devised by Anne Kispal in 1987, and was used with 8-year-olds
in this survey. It involves children in using two booklets — a Reading Booklet
containing two of the three pieces of stimulus material and a Reading Answer
Booklet, which contains the shortest and simplest piece of stimulus material,
and in which pupils write their answers. The questions are all open-ended, some
requiring one-word answers, others soliciting slightly longer responses. Pupils
are not required to respond in full sentences and any errors in spelling,
punctuation or grammar are overlooked. During the training of markers it was
emphasised that the focus was only on the content of children’s responses.

The stimulus materials consist of three increasingly challenging texts. Two are
short non-narrative texts:

¢ anotice about two Jost kittens. Five simple questions (one with two parts)
are setf on this text;

¢ a ‘Wonderland Cafe Children’s Menu’ from a restaurant, with five
questions (one having five parts);

The final text is a longer one - a complete short story, entitled *About the Time
I Put a Bead up my Nose’, by Iris Grender, with 10 questions.

Working time is 60 minutes, and the total number of assessable items is 25.

The total number of pupils who completed the test was 1111, of whom 543 were
boys and 568 were girls.
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PATTERNS OF RESPONSE

Bottom Band (Less Able Readers)

Lost Kittens

The notice on which this task is based is of the variety, often seen attached to
trees and in other public places, announcing the loss of a pet. The task is a
practical one, requiring pupils to extract several pieces of information from the
text in response to questions about the number of kittens lost, their appearance,
their owner and how to contact her, and about a reward. This task proved well
within the capability of the age group, with over 90 per cent of the children being
able to say how many kittens were lost and who their owner was. Both these
questions required straightforward retrieval of explicitly stated information.
For the least able readers in the sample, however, success stopped here. The
subsequent questions, though requiring the pupil to copy explicitly stated
information, also necessitated varying degrees of interpretation and proved
more difficult for the least able readers. The third question, for instance, asked
about the colour of the kittens. Confusion was caused by the fact that the notice
mentions three colours, but only two kittens:

Lost: 2 kittens
one ginger, one black & white

The responses of the jeast able readers often consisted of just two of the colours
mentioned. Similarly, the fourth question asked about the reward that would
be given for the recovery of the kittens. Many children in this band simply
copied £10—the only reference to a sum of money on the notice. This, however,
was not sufficient, as the text explicitly states that the reward is given at the rate
of £10 per kitten. The patterns of response would indicate that children in this
ability band are often able to identify the appropriate segment of text required
to answer a question but are not able to go beyond copying it to reinterpreting
or adapting the relevant information to meet the requirements of the question.

Menu

This task is based on a menu of a type that is now ubiquitous in restaurants which
hope to attract families with young children. The menu offers a wide choice of
meals for a flat rate of £4.00. The first task for pupils was to complete an order
in which they chose one item from each section of the menu. The success rate
on this question was stunning, given that pupils needed to select five items and
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insert each on the appropriate line on the order form. Just under 92 per cent of
the sample were able to do this successfully, revealing their ability to recognise
and use the classificatory system imposed upon the items in the menu. (It may
also reflect something of the familiarity that children have with restaurants,
menus and how they operate, although they are not usually asked to present their
orders in writing.} The ability of this age-group to use classificatory systems
is demonstrated again in the final menu-related question, in which children are
asked to allocate ‘new’ items of food to the appropriate sections of the menu.

Although this was not answered with quite the same level of success as the

above, over 70 per cent of the sample were able to classify four of the five items
appropriately, indicating that many poorer readers were amongst those who
could manipulate the information in this way.

Narrative

A similar proportion of pupils also demonstrated some success in handling a
narrative text. The story, being of a much greater length than the expository
texts, may appear rather daunting for the unconfident reader. It is surprising to
note, therefore, that many less able readers produced acceptable answers to
three questions. One of these, moreover, although requiring straightforward
retrieval of detail, necessitated a very close reading of the text. This question,
What is the name of the girl in the story?, was not as straightforward as it may
seem, as the story is told as a first-person narrative and the name of the narrator
is revealed indirectly half-way through the plot. Nonetheless, almost 80 per
cent of the sample read the text with sufficient attention to locate the name of
the heroine. '

Two other questions were well answered by less able readers — both asking for
essential elements in the plot (where Joanne was that day, and why she ran
downstairs without bringing the tablets). Their performance on these three
items indicates that even less able 8-year-olds were able to interpret some
aspects of this extended piece of text, although they were not able to read it with
complete appreciation of the plot, characters and language use.

Middie Band (Able Readers)

Lost Kittens

Although the Lost Kittens exercise posed the types of problems described
above for the least able readers, the majority of the sample, in fact, handled the
exercise with apparent ease. There was one question, however, which is worthy
of note as it caused more widespread difficulty. This asked for two ways in
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which the owner of the kittens could be contacted. With the name, address and
telephone number of the owner provided, the expected answers were that one
could relephone or write or call in person. While many poorer readers simply
copied the address and telephone number without stating how they would make
use of this information, 62 per cent of the sample deduced one sensible
suggestion, and 52 per cent deduced two. These percentages would indicate
that children of this age are just starting to make inferences and that it is a skill
within the capability of this middle band of readers and above.

Menu

Like poorer readers, children in this middle band completed their order forms
successfully and allocated new items to the different sections of the menu
appropriately, thus showing that they could use a menu for its intended purpose
and more. This band of pupils outperformed the lower band largely on one
question: they were able to explain why their parents could not use the same
menu to place an order - through a simple deduction from the fact that the text
is entitled ‘Children’s Menu’. Many of them were also able to state how much
their meal would cost them, by directly lifting the price of £4.00 from the menu.
Yetothers were able to surmise, through much more complex inferencing, what
a ‘Wonderland Surprise’ might consist of. It was rare, however, to find
individual pupils in this band who could answer all three of these questions
appropriately. This would indicate that, although they were able to use this
genre of text for its authentic purpose, it was somewhat more challenging for
them to adapt the information in ways that are not normally required of them
in real-life situations.

Narrative

The performance of this middle band of pupils represented an improvement
over the poorer readers in that they were, by and large, able to follow the main
events of the plot, as measured by the first four questions on the story, and they
were usually able to use simple inferential skills to respond correctly to one or
two other questions about the characters or language use. About half the
sample, for instance, deduced Aunt Roberta’s scomn for old wives’ tales, or
inferred the reasons for Granny’s displeasure, or located the word used to
convey worry and alarm in the text. The performance of this group of children
dechined when their interpretation of the events came into conflict with life
experience or extrinsic knowledge. In cases where they found the text was at
odds with their experience of the real world, many were unable to provide an
appropriate response, either leaving a blank or offering a response that adhered
to their own understanding of the world.

49




Top Band (Very Able Readers)

Lost Kittens
This being a relatively simple exercise, it was only the bottom band of readers
whorevealed any difficulties in handling the notice. The patterns of performance

of children in the top band were indistinguishable from those in the middle
band.

Menu

The children in the top band experienced no problems in answering the
questions on the menu, retrieving all the explicitly stated information as
required, using the classifications competently and making all the necessary
deductions. Not only did they tend to answer all the questions appropriately,
they often exceeded the call of duty. This was noted in responses to the question
which asked about the possible ingredients of the “Wonderland Surprise’.
Many adequate responses consisted of one or two ingredients which served to
indicate that it was a dessert and that it was different from the others on the
menu, e.g.:

Pancake and cherries;

A surprise toy.

The most able readers, however, frequently gave long, detailed answers,
painstakingly listing the possible constituents of this fictitious dessert, e.g.:

Sweets, sponge cake, ice-cream, chocolate and lots of lovely things. I think
they have probably put a little toy hidden in it for people to find;

Ice-cream (vanilla), covered in toffee sauce and hundreds and thousands
with a wee umbrella in it

The tendency of the ablest readers to answer questions as fully as possible was
also seen in relation to other questions across the whole answer booklet, but it
was the one about the “Wonderland Surprise’ which inspired the most elaborate
responses.

Narrative

The top band of readers handled the questions on the story with confidence and
accuracy. Their answers were often expressed in full sentences and written in
such a way that there could be no possibility of misunderstanding, e.g.:

She came down without the tablets because she was silly enough to put a big
black bead up her nose. {Why did she run downstairs without bringing the
tablets 7)
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The use of the word silly passes an unsolicited comment on the events, thus
revealing the reader’s certitude in his or her interpretation of the narrative. This
confidence was also revealed in responses to the most challenging questions in
the booklet. Discussion will focus primarily on one question:

How can you tell that her parents were not worried when they heard what
had happened?
The motivation behind this question was to refer pupils back to the textin search
of textual evidence. The patterns of response revealed that all but the most able
pupils lacked the ability to locate textual evidence and either to quote or
paraphrase it. For the most part, pupils provided explanations rather than
textual evidence, for example:

because they could see that the bead was out.

This question was one of those which brought pupils’ understanding of the text
into conflict with their extrinsic knowledge. Many children in the lower
performing bands answered it as if they refused to believe that parents could be
anything but worried and explained the absence of panic, hence the occurrence
of such answers as the following:

Because Gran did not tell them.

It was only in this top band that pupils consistently revealed an ability to refer
to the text to extract evidence and offered such answers as:

Because her mother teased her and her dad laughed.

Two other questions which served to distinguish the most able readers from the
rest of the sample required complex inferencing and personal response in
speculation beyond the text (why Granny wanted to use pepper, and why the
reader thinks adults neversay ‘Don’t putanything up yournose.”). These pupils
revealed not only that they had the technical reading ability to answer all or
almost all questions appropriately, but the fullness of their responses indicated
that they had enjoyed the story and willingly engaged in the exercise.
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5.2 APU test 6: Dietary Details

by Tom Gorman

This test was used at age 14, It was devised by Fiona English in 1987, and was
firstused in the APU age 15/16 survey of 1988. For the Northern Ireland survey
of 1993 some details (for example the average cost of school meals) were
updated, the text of one pamphlet was shortened, and the vocabulary of both
pamphlets was simplified slightly. Six stems were omitted which were based
on text that had been dropped, and which had proved somewhat unreliable
statistically in the APU survey. The 1993 version was used again unaltered in
1996. Administration time was 60 minutes, and there were 50 assessable items.

The form and siructure of the test

Dierary Details was a complex test, consisting of a Work Book and two
pamphlets. The expository material to be read comprised three reports in
summary form. The first (‘Dictary Details’) was based on a report by a
Committee on Medical Aspects of Food Policy ~ the Coma Report. This report
made a number of dietary recommendations aimed at children and middle-aged
adults. Those relating to the fat, fibre, salt and sugar content of a typical diet
were given in the report, together with associated bar and pie charts in atext of
approximately 1200 words.

The second sumimary report was on school dinners. It was modelled on areport
in Which? magazine. It contained approximately 1900 words, with llustrative
menus. The summary had relatively few headings and presented numerous
statistics. The final report, of approximately 1400 words, was based on a
Department of Health and Social Security report on the diet of British
schoolchildren. The version of the report cited was extracted from a professional
Jjournal. It contained an account, technically presented, of a research project
that purported to link pupil behaviour and test scores with aspects of their diet.

In addition to these materials, the Workbook in which pupils recorded their

responses contained a further bar chart linking the incidence of heart disease
with levels of blood cholesterol in men’s diets in a number of countries.

52




Forms of response

The range of tasks pupils were asked to do was quite wide, including completing
tables, charts and a graph, note taking (via a flow chart) and explanation, as well
as giving written answers. The test as a whole was designed to investigate
pupils’ inferencing skills, as well as their powers of selective and critical
reading.

The total number of pupils who completed the test was 757, of whom 423 were
boys and 334 were girls.

SECTION 1: The Coma Report

The furst question asked pupils to identify the groups of people that the report
was aimed at. The relevant information was given explicitly in the first
paragraph of the snmmary and it was therefore easy tolocate, Seventy-nine per
cent of the pupils answered correctly - nine out of ten girls and seven out of ten
boys. A gender-linked pattern of response, with girls obtaining higher scores
than boys, was apparent in the majority of questions in the test and the mean
score of girls on the test (29.3) was significantly higher than that of boys (24.1).

Evidence from other national surveys indicates that, while girls perform
significantly better than boys on tests of writing, this is not always the case with
regard to reading. The difference in performance is typically less marked on
reading tests requiring multiple-choice as opposed to written responses, for
example, and some variation in test response can also be linked to test topic. In
this case, there is a likelihood that a larger proportion of girls than boys might
be interested in questions to do with diet, even though health issues are of equal
relevance to both sexes.

The pupils were nextasked to consider a histogram which showed arecommended
maximum daily intake of fat, salt and sugar and the suggested daily intake of
fibre. They were asked to insert the names of these items under the columns
related to them. Again, eight out of ten pupils were able to link the text and the
chart as required to insert the correct subheadings.

The next question asked pupils to extract and synthesise information from the

report relating to the ways in which salt operates in the body. The text, the
relevant section of which is given below, contained several examples of ways
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in which salt affects bodily functions, but these were subsumed under four more
general statements:

Salt, or sodium chloride as it is chemically known, is essential to us. About
10 per cent of sodium is found in tissue cells, 40 per cent in bone cells and
the remaining 50 per cent is found outside cells particularly in body fluids.
Itis necessary fornerve and muscle functioning (e.g. too little salt can cause
muscular cramps), the control of body fluids (e.g. high intake causes thirst)
and for determining blood volume and pressure (e.g. high intake can cause
high blood pressure). The chlorine component of salt plays an important
role in our digestive functions.

Only the four generalisations were regarded as correct answers, and each of
them was identified by about six out of ten pupils. Most of the others referred
to parts of the body where salt is found or to specific examples of how salt
affected bodily functions, as in the example shown in Figure 5.1.

Figure 5.1: Example of response to question on bedily functions of salt

In the DIETARY DETAILS pamphlet, you'll read that SALT is essential to us.
1t is responsible for certain functions in the body.

List the 4 ways mentioned in which SALT operates within the body.

LIS, so.... Lound... 0. eadSue. . celle,

20086 de . Sound. a0 the.  hone... el
3 ...m?l............iﬁ........@@ur:xc:l....'m.....me,....mmde...aﬁncub
4 koo likkle...Saik....Con...Qause..Coomes.

Pupils were then asked to complete a table that specified, in part, the different
types of sugar and their sources. Seven out of ten correctly inserted the name
of one type of sugar referred to (sucrese) and 55 per cent correctly named its
source (sugar cane or beet). Aneven larger proportion —nine out of ten — linked
a second type of sugar, fructose and/or ghucose, with its sources, which were
given in the chart. However, only five out of ten (48 per cent) were able to link
a third type of sugar ~ lactose — with its sources. This apparent fall in
performance can be largely explained with reference to the grammatical form
of the sentence in which lactose was defined;
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The naturally occurring milk sugar is known as lactose and maltose is the
name given to those sugars found in malted cereals such as barley and
sprouting grains.

A cursory reading, overlooking the first occurrence of “is”, leads to the
interpretation that the source of lactose is malted cereals such as barley or
sprouting grains. An error analysis of a randomly selected group of papers
indicated that 60 per cent of the pupils who answered the question incorrectly
had indeed given that interpretation to the sentence cited.

The next question presented pupils with a flow chart that summarised, again in
part, information given in the text about dietary fat. Between 70 and 80 per cent
of pupils correctly completed the various gaps in the flow chart, which linked
the types, sources and appearance of different fats. Approximately 10 per cent
of the pupils did not attempt this task.

When subsequently asked to construct a similar flow chart relating to dietary
fibre, just over a third omitted the task., Pupils were informed that not all the
headings from the dietary fat chart given in the previous question could be
utilised with reference to dietary fibre. Most pupils used the same list of
headings, however, and as a result fewer than 10 per cent of pupils gained all
eight of the marks available for this section. However, just over half of the
pupils were judged to have produced a flowchart which was satisfactory
overall, in that it related together at least three categories of information (for an
example see Figure 5.2).

Figure 5.2: Example of satisfactory flowchart on dietary fibre

Now, using the same system, make a flow chart for the section on DIETARY FIBRE.
Some of the headings from the dietary fat chart above may be suitable, but not all of
them, so you'll have to think of others of your own. Don’t have more than five headings.
Use the space below.

TT¢m TUPES FUNCTIONS | AFFECTS
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, | | Eheosgh the bad SR Y s
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. [ Hel(;s
~ ’.[
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Approximately five out of ten pupils correctly showed the two different types
of dietary fibre (soluble and insoluble) and their sources, but only two out of ten
completed the flow chart fully by linking these to their different effects on the
digestive system. To do sorequired setting up anew category of response rather
than utilising the category system given previously in relation to fats. It is
therefore not surprising that relatively few pupils displayed that level of
originality in analysing the content of the text.

The topic of dictary fat and its effects was also raised in the next question, in
which pupils were asked to draw conclusions from a bar chart. The chart
presented figures and graphic information thatrelated the incidence of coronary
heart disease to the levels of blood cholestercl among men in a number of
countries. Many pupils gave answers to the question that made accurate
reference to one of more aspects of the chart, but only about a third gave answers
to the precise question asked. i.e. From your reading, what might this suggest
about the diet of Finland or the USA compared to that of Japan? A correct
answer was judged to be one that explicitly related what the pupils had
previously learnt about the effects of saturated fats and the evident link between
the consumption of these and cholesterol levels and heart disease, to information
given in the chart about these factors in the three countries. The question
required them not just to interpret the chart but to draw conclusions from it in
the context of what they had already learnt. Responses such as ‘Disgraceful’
and ‘More people suffer from Coronary Heart Disease in Finland and the USA
than in Japan’ did not meet these criteria.

SECTION 2: The report on school dinners

The second set of questions related to the Whichever? report on school dinners.
Mostrelated to specific factual or statistical details given in the summary. They
were answered correctly by between 41 and 60 per cent of pupils, except for a
question concerning the number of schools that responded to a questionnaire
sent out by Whichever? magazine, which only 20 per cent answered correctly.
This response can be accounted for by the location of the relevant statistic in a
separate boxed paragraph at the end of the report.

In general, pupils found the task of locating answers to the questions asked

about specific statements in the report increasingly difficult, as the numbers of
pupils omitting questions increased to just under 40 per cent. Over a third of
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the pupils also omitted to answer two subsequent questions about a healthy food
policy pioneered in North Yorkshire which was referred to in the report; the two
questions were answered correctly by only i3 and eight per cent of pupils
respectively. In contrast, 90 per cent of pupils attempted a question in which
they were asked to assign scores to two menus, basing their scores on the
method described in the report. However, in answering the question, most
pupils judged the menus either in terms of what they knew about diet generally
or in terms of their own favourite foods. One pupil, for example, assigned the
highest mark of 4 to Menu A ‘because 1 like chips and baked beans and steak
and kidney pudding’.

Justunder 40 per cent of the pupils analysed at least one of the menus correctly.
Most gave less explicit responses such as

A Twouldn't ear it

B: a nice mixture with everything I like.

SECTION 3: Food for Thought

The final report in the reading materials dealt with the diets of British
schoolchildren. Tt included an account of an experiment, carried out in New
York, which was designed to investigate possible links between diet and pupils’
behaviour and academic attainment. The passage to be interpreted was
extracted from a professional journal for education officers. It first specified
changes that were made in the diets of schoolchildren in four successive years.
Then it listed changes in pupils’ scores.

Over 60 per cent of the pupils correctly noted what each of these changes were
in the relevant boxes below a graph that was presented as needing completion.
Between 40 and 50 per cent also accurately completed each of the missin g parts
of the graph, which involved the interpretation of acomplex series of statements,
as follows:

At the end of the first year the scores rose from 39 to 47; after the second
vear the pupils’ ranking rose to 51. It remained virtually static the following
year, the control year, when no changes in diet were made. After the final
year, when the preservatives were excluded, there was a Surther four point
imcrease in ranking, taking New York pupils from the 39th to the 55th rank
in four years.
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Over a third of the pupils did not complete the graph, and 30 per cent did not
answer a subsequent question which asked them to say what these results
appeared to suggest. Some were unwilling in the circumstances to extrapolate
from what they had read or to attempt to draw more general conclusions from
it. Most made a statement that described or referred to a feature of the graph,
e.g. ‘The results are getting better every year.” Only 27 per cent were judged
to have given correct answers involving a positive relationship between a
healthy diet and academic performance.

The last two questions referred to alternative ways of timetabling the school day
that were referred to in the report: the continuous day and the continental day.
The pupils were asked to say which of the two the writer of the article preferred.
Just under half correctly specified the continental day. A quarter omitted the
question, A similar proportion (24 per cent) gave what was judged to be an
appropriate answer to a related question which asked how the writer expressed
this preference. Over a third omitted the question.

General conclusions

Dietary Details was a test of more than expository reading. To interpret the
evidence presented and to respond appropriately to the questions asked required
the ability to interpret and to produce or complete charts and graphs — an ability
sometimes referred to as graphicacy. The completion of the test also required
reading stamina and a willingness to interrogate semi-technical prose in order
to find specific facts. Some questions also required pupils to go beyond the facts
given so as to draw more general conclusions both from particular passages and
from evidence presented earlier.

Given the complexity of the test and of the questions asked, it is of interest that
over two-thirds of the pupils taking the test took the opportunity, given them on
completing it, to comment on aspects of the reports that they found interesting.
Some of their comments are reproduced in Figure 5.3.
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Figure 5.3: Some 14-year-old pupils’ comments on the Dietary Details task
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ANNEX TO CHAPTER 5:
ltem data on Reading Ability Series level A
and Dietary Details (test 6)

The correct answers are shown or summarised in italics.

Reading Ability Series level A

T
Exercise 1: Two Lost Kittens cotrect omittod:
1. How many kittens were lost? 2 98 <1
2. Who lost the kittens? (Mrs) J Blake 91 3
3. What colour are they? ginger, black & white 78 1
4. What would you get for finding both kittens? £10 for each kinen/t20  § 63 3
5. Suppose that you found the kittens, in what two ways
could vou let Mrs Blake know?
(Accept any two of:)
write 1o herftelephone her/ 62 10
go 1o her house 8§30
Exercise 2: Wonderland Cafe
1. Imagine that you are at the Wonderland Cafe, What would you order?
To start }
Main Dish } Accept any item
Vegetables } Srom correct part 92 3
Sweet } of meni
Drink }
2. How much would your meal cost? £4.00 67 4 .
3. Why couldn’t your parents order the same meal as you?
because it’s only for children, 6r 12
efe.
4. Write down what you think ‘“Wonderland Surprise’ has in it.
any sweet or pudding described
except those already on menu 52 15
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i . %
. torrect omitted
5. Suppose that the cook at the Wonderland Cafe were making some new dishes. R—
They would have to go in the right course on the menu.
Egpg and chips would go in the main dish course.
What course do these new dishes go into?
fruit safad sweel(s) 47 10
Carrots vegetable(s) 75 10
tea drink(s) 79 10 ;
sausages and potatoes main dish 0012
chicken soup starterfto start 76 11
Exercise 3: A bead up my nose
1. What is the name of the girl in the story? Joanne 78 11
2. Where was she on that day? with granny, efe. 74 9.
3. How did she know where to find her Granny’s tablets? :
her granny had rold her where to look 68 13
4. Why did she run downstairs without bringing the tablets? 5
becaise she had a bead up her nose, et 73 15
5. Granny wanted to use pepper. What was the pepper for?
to make her sneeze the bead owut 20 17
6. Why did Aunt Roberta want them to go the hospital instead of using pepper,
as Granny had said?
she thought using pepper was a silly idea, efc. 52 21
7. Why was Granny so cross with Aunt Roberta on the way home? !
because the pepper had worked, etc. 45 22 ‘f
8, What ene word in the story shows that Granny and Aunt Roberta were
very worried when they found out what the girl had done?
panic{ked)/screamied) 47 28
9. How can you tel} that her parents were net worrted when they heard
what had happened?
because they laughed about it/did not panic, etc. 27 30
10. Why do you think grown-ups never say ‘Don’t put anything up your nose'?
because they don’t think anyene would doit, efc. 24 29
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Test 6: Dietary Details

N.B. The original test was printed on A4 paper, and has been considerably reduced in size for

reproduction here.

1. older children and young and middle aged adults

The COMA Report of 1984 made certain basic recommendations concerning what we eat.
What group of people were these recommendations particularly aimed at?

%

grams

BB BB BB BIBIEIRFR

sugar

3.
fat

ﬁbre

salt

dietary item

Look at the histogram below. It is designed to show the maximum daily intake of salt,
fat and sugar recommended in the Coma Report and the suggested daily intake of fibre.

Ineach of the boxes provided af the bottom, write the name of the dietary items represented
by the columns (i.e. salt, sugar, fat and fibre),

oA W

i .

correct nmitted;:
79 5

84 3
80 3
77 3
80 3
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In the DIETARY DETAILS pamphlet, you'l] read that SALT is essential to correct omited
us. Itis responsible for certain functions in the body.
List the 4 ways mentioned in which SALT operates within the body.
6. nerve and muscle functions 68 3
7. control of body fluids 55 3
8. (determines) blood volume/pressure | 59 4
9. digestive functions 58 7
Look at the table below. It concerns the various types and sources of SUGAR.
Some of the information is missing so your task is to complete the table by referring
ta the relevant section in the pamphlet.
SUGAR
TYPE SOURCE
10, sucrose 1. sugar cane/beet
12 A 10, 69 6
. O .
Jructose andfor fruit, honey 1. }55 6
glucose
12. 1 890 4
o 13§48 6
lactose 13, mill/mitk sugar
maltose malted cereals e.g. barley
2
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s
Flow charts, like tables, can also be used o present information clearly, illustrating the

correct omitted
relationships between things. :
The flow chart below describes DIETARY FAT. The headings are there to help you
follow the flow, which goes from feft to right.
Fill in the blank boxes with the missing information:
{TEM  FUNCTION TYPES SOURCES APPEARANCE
14, samirates =1 %ngﬁl’gagfgﬁv w16, solid
provides
FAT = energy & monounsaturates s  vegetable liguid
vitamins \
%Iywwaturates = 18 vegetable = liquid or very soft _
4.8 81 6
5.0 75 12
16.§f 69 12
171 81 10

18175 12

What further aspects of DIETARY FAT would someone concerned with health be
interested to know?

19. Highfatdiets are related to heart disease or some cancers or overweight § 47 20

Now, using the same system, make a flow chart for the section on DIETARY FIBRE.
Some of the headings from the dietary fat chart shove may be suitable, but not all of
them, so you’ ] have to think of others of your own. Den’t have more than 5 headings.
Use the space below.

The following is an example of a fully successful flowchart which would have gained
all eight of the available marks.

20, Overall satisfactory flowchart § 52 34

ITEM  ORIGIN TYPES SOURCES FUNCTION
26. stows passage r}f
lood

24. fruitorve ood or regulates b
y 22. soluble g and grains 08;‘ k. ’iugar leve%s or defays
pulses hunger gains or maybe
DIETARY| |21+ plant em————1 “cures’ heart disease
FIBRE horplant. :
walls/skin 27.increases passage of
AP 25. cereals or || food or helps digestion
23. insolublep fibrous fruit | "or helps prevent illness
or veg caused by poor
H————— | digestion :
20012 51
22,454 38
23§54 38
24.1 39 40
25. ] 47 41
26.1 19 53
271 19 56
3
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Below, you will see a chart concerning heart disease related to blood
cholesterol levels in different couniries.

From your reading, what might this suggest about the diet of Finfand or the USA

Source: Coronary Heart Disease in seven countries
Circulation, 1970 {study of men aged 40-59)

Blood cholesirol and coronary heart disease

;] 7% Japan
15-20

14% Gresce
; 32

I 7% Yugosiavia
53

~113% Italy
SEEDEERRG 100

2% Holland
S 130

| 39% United States
PRI 177

| 56% Finland
S |02

[ ] Percentage of men with bleod cholestrol above 250mg/100ml

W - vorage number of men per 10,000 i study who developed CHI

during each year of trial.

compared to that of Japan?

28, USA and/or Finland have diets high in saturated fats or

animal fats/dairy produce

correct omitted :

B9
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CHECKLIST ON WHICHEVER? REPORT corvect omited |

Skim through the Whichever? Reporton School Dinners and find the information
to put in the boxes. The first one is done for you.

MONTH AND YEAR OF SURVEY |  ##aech %2

29. 300

NUMBER OF STATE SCHOOLS RESPONDING vzl 20 17

PERCENT OF SECONDARY SCHOOLS WITH CAFETERIAS| 30. 88% 60 19 .

PERCENT OF SCHOOLS WITH HEALTHY EATING POLICY| 31. 68% 47 20 -

PERCENT OF SCHOOLS WHERE A HEALTHY EATING POLICY| 32 7905 | 46 25
HAS LED TO AN INCREASE IN PUPILS EATING SCHOOL DINNERS

33 £1.30
MOST COMMON PRICE OF A SCHOOL DINNER “£150 156 15

PERCENT OF MENUS APPROVED BY WHICH MAGAZINE] 34. 75% 45 39

APPROXIMATE NUMBER OF CHILDREN IN THE SURVEY[  35. 105,000 |
BEING OFFERED UNHEALTHY SCHOOL MEALS or8% | 41 37

66




The North Yorkshire healthy food policy described in the Whichever report appears o be
very successful. The most important result of their policy is that pupils are being offered
a healthier choice of food.

Write down TWO further benefits mentioned.

36-37. Accept any two of - prices not increased / more pupils eating school
meals / ethnic or variety of vegetarian food available / more relaxing
(with pop music}/ more jobs created

36.
37.

e
correct omittedi

13 33
g 36

Whichever? magazine studied menizs sent in by the schools in their survey,
Scores were given fo the menus based on FOUR ‘healthy choice’ factors.

Basing your scores on the method described in the Whichever? Report
Jjudgeeach of the menus below and put the score out of 4 in the box provided.

A MENU/ B MENU
|
steak & kidney pie cod in batter
fishcakes in bread crumbs wholemeal pizza
chips chips
mashed potato baked potuto
peas mbbagr
{ baked beans fresh salad
sponge pudding & jam sauce apple pie & custard
fruit salad in syrup J fresh fruie

SCORE [:::] SCORE |::]

Explain briefly why you gave each of the Menus that score:

40.  no or only one healthy alternative offered

41, full choice of healthy alternatives

12 10

20 11
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In NASMO News you’H read about an experiment carried out in the USA. Tt was devised
to find out if what pupils ate had any effect on how well they did in yearly school tests. The
resuits of the experiment are described in the article.

Your task is to {it the results to the graph below.

N.B. In the original, the 1951 part of the graph {the rise from 39 to 47} and the answer
below it { ‘reduction in added sugar’) had been done for the pupils.

60 H
50 ] i
40
30
20
10
0 ] : i i oo el
1981 1982 1983 1984
weduction. 1145, colouring | |46, 47,
ire cdledt | \and flavouring| | no change || preservatives
sagar removed removed

42. During 1982, graph rises to 51
43. During 1983 it remains level
44, During 1984, it rises to 55,

45.
46.
47.

What do these results appear to suggest?

48. that there is a positive relationship between healthy/non-synthetic
diet and academic performance '

corvect omitted |

49 34
8336
44 37
65 25
61 29
64 28

27 30
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The school day in this country is normally split in two, with about an hour's dinner break
in the middle.

NASMO News discusses TWO alternative ways of arranging the school day:
The Continuous day and the Continental day.

Which of the two do you think the writet of the article prefers?

49, Continertal day

How does the writer express this preference?

50. highlights good points

% . %

corrvert omitted
48 24 .

24 37

69




CHAPTER 6

THE ATTITUDES TO READING OF
PUPILS AGED 14

by Vivienne Cato and Greg Brooks

6.1 The guestionnaire

In all the APU surveys between 1979 and 1988 (which covered England and
Wales as well as Northern Ireland), the attitudes to reading of pupils aged 11
and 15/16 were investigated. However, in the 1993 Northern Ireland survey,
which was more of a feasibility study, attitudes were not investigated. Since the
1996 exercise was intended to be a full monitoring survey, it was decided to
mnclude an attitude instrument for pupils aged 14, as a trial.

Pupils aged 14 therefore completed a six-page questionnaire (reproduced in
Appendix C) on their reading attitudes and habits. In all, 774 pupils aged 14
completed the questionnaire. This contained 55 items, and was largely based
on that used in the evaluation of phase 1 of the Knowsley Reading Project (Cato
etal., 1994), which was in turn derived from that used in the APU age 11 survey
of 1988 (Gorman et al., 1991, pp.54-8). Ofthe 55 items, six sought background
information (results against these are reported in chapter 4), 37 were attitude
statements to which pupils responded by circling one of YES, Not sure, and NO,
and the rernaining 12 addressed pupils’ reading interests. Interms of topics, the
questionnaire elicited information concerning pupils’

enjoyment of reading

ease or difficulty with reading
independence in reading
reading preferences

favourite books and authors

e & % & @& @

reading habits.

These topics are dealt with in turn in the next six sections of this chapter.

Once the responses to the separate items in the questionnaire had been analysed,
a factor analysis was carried out on the responses to the 37 attitude statements:
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the factors which emerged were then related to the test scores, The results of
this exercise are reported in section 6.8.

6.2 Enjoyment of reading

QOverall pleasure in reading

Two-thirds of the pupils responding claimed to enjoy reading. About a quarter
said they were unable to find books they wanted to read, and about a fifth
described themselves as not interested in books. Only a seventh of the sample
claimed they could not recall reading anything enjoyable.

A marked gender difference was apparent in enjoyment of reading, with 56 per
cent of boys but 76 per cent of girls responding positively on this statement.

Voluntary reading

Positive attitudes to reading correlate closely with the degree to which children
choose to read when such activities are not imposed on them by the school.

Just under a quarter of the sample said that they read only what they had to, and
29 per cent read just in order to find out something. For 15 per cent, the only
books read were those provided by the teacher.

Enjoymentin reading at home can be taken as a meaningful indicator of reading
undertaken willingly. Nearly two-thirds agreed that they liked to do so, though
only three out of ten said that they liked reading by themselves for hours (see
Table 6.1).

Table 6.1: Enjoyment of private reading

Boys Girls
Yes No NotSure | Yes  No Not Sure
%% % % % % %
I like reading at home 55 30 15 75 15 10
I like reading to myself for hours 16 67 16 46 37 18

Whilst 51 per cent preferred playing out to reading books, a similar figure
disagreed with the suggestion that their life outside school was too full for
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reading, and only 36 per cent agreed that they were too busy doing other things
to read at home.

There appeared to be a marked difference in the voluntary reading habits of
boys and girls. Whilst 55 per cent of boys liked reading athome, the corresponding
figure for girls was 75 per cent. The proportion of boys saying they liked
reading by themselves for hours was especially low. Given the choice of
reading by themselves or playing out, 58 per cent of boys, but only 41 per cent
of girls, chose the former. Boys’ attitudes to reading were more functional than
girls’.

Within the overall 49 per cent who liked to read to help them understand their
own and other people’s problems, there was again a statistically significant sex
bias (61 per cent of girls; 39 per cent of boys).

Talking about bocks

Rather fewer than half of pupils (38 per cent) said they liked talking about books
they had read, and 42 per cent actively did not. Of those who enjoyed this
activity, a greater proportion were girls (44 per cent, as opposed to 33 per cent
for boys).

Reading aloud with expression appeared to be an unpopular practice. Those
who actively disliked doing so greatly outnumbered those who enjoyed it (62
to 22 per cent).

6.3 Ease or difficulty of reading

Whilst 43 per cent of pupils said that it took them a long time to read most books,
only nine per cent claimed to find reading difficult. Just over 40 per cent were
confident enough in their reading ability to find some books in the class library
too easy for them (leaving a quarter at instructional level or worse with all
library books). Confidence increased, however, when applied to books used in
class. Only a sixth found some of these too difficult, and 62 per cent asserted
they had no problem with them.

Once again, boys displayed a greater aversion to print than girls. Thirty-three
per centof boys, contrasted with 22 per cent of girls, wished that books had more
pictures and less writing, and similar numbers (38 and 22 per cent) felt they did
better in subjects where a lot of reading was not required.
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6.4 Independence in reading

Independence in reading is a chief aim of literacy teaching. An overwhelming
majority of pupils (96 per cent) agreed that they liked to choose their own books:
50 per cent also felt confident in the use of a library to find things out, although
the mean rate of affirming this masked a significant gender difference of 55 per
cent for girls and 45 per cent for boys. An even larger difference obtained on
the question of whether pupils like to go off to read by themselves (see Table
6.2).

Table 6.2: Independence in reading

Boys Girls
Yes No NotSure | Yes No NotSure
o  F % %S % %
I like gomg off and reading
stlently to myself 43 40 17 66 22 12
I enjoy using a library to find
things out 45 38 17 55 25 20

Active engagement with the text is indicated by pupils who like asking a lot of
questions about the books they have read. Although 24 per cent enjoyed doing
s0, 57 per cent chose the ‘No” option for this statement rather than the more
diffident ‘Not sure’. However, a higher degree of independence was reflected
in responses to the statement, ‘I prefer listening to a story being read out to
reading it by myself’. Here, nearly half the sample (46 per cent) preferred
independent reading to ‘storytime’.

6.5 Reading preferences

Reading and television

Many more pupils overall preferred watching television (two-thirds of the
sample) to reading (just 11 per cent), The preference for television was more
marked amongst boys (75 per cent chose it, compared with 54 per cent of girls).

Reading and computers

This area was addressed by three questions. The responses to these items are
summarised in Table 6.3.
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Table 6.3: Pupils’ attitudes to reading and computers

Boys Girls
Yes No NotSure | Yes  No NotSure
% % R % 9% %

I find reading from books easier
than reading from computer screens | 41 36 24 52 26 22

I only use computers for playing
games 44 48 8 34 59 7

The information I get from
computers is more interesting than
the information in books 4 25 3 24 33 43

Though both boys and girls were more likely to say they found reading from
books easier than reading from computer screens, and that they did not use
computers only for playing games, both these opinions were stronger among
girls.  On whether the information in books or in computers was more
interesting the gender preferences were opposite, with boys finding the
information they got from computers more interesting, and girls the reverse —
but in both cases the preference was muted by the high proportion of those
choosing ‘Not sure’; this may be a more sophisticated answer, implying that
both are interesting, perhaps for different purposes or reasons.

Reading materials

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

® A great majority of pupils (70 per cent) liked reading stories, although
fewer, 59 per cent, preferred them to information books. A further quarter
of the sample claimed the reverse, a positive preference for information
books over stories. Preference for stories over informational texts was
expressed by a greater percentage of girls than boys (73 to 48 per cent), a
bias that was only slightly less marked in relation to the simple, non-
comparative statement, ‘I like reading stories’. Here, 82 per cent of girls
agreed, as against 60 per cent of boys.

In the sample as a whole, a preference for stories similarly won out over
reading about one’s hobbies, although the demarcation was less emphatic
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than when stories were compared with informational texts. Forty-three per
cent preferred stories to hobby reading, and 38 per cent the reverse. Once
again, girls showed a partiality for stories above all: only 20 per cent (53
per cent for boys) preferred hobby reading to fiction.

® Inresponse to the simple statement, ‘I like reading non-fiction’, nearly a
half (45 per cent) of all pupils agreed and a quarter (24 per cent) disagreed.
In this non-comparative context, no significant gender differences emerged.

&  Pupils’ preferences for comics, magazines and annuals over other reading
material were gauged through two matched, opposing but separately
placed statements. The results are shown in Table 6.4.

Table 6.4: Pupils’ preferences for comics, etc.

Boys Girls
Yes No NotSwre | Yes No NotSure
T % Yo % % %
I prefer reading comicbooks and
annuals to other sorts of books 50 30 20 29 55 16
I prefer reading books to reading
comics and magazines 26 53 21 33 047 20

Girls’ responses to the two questions may seem contradictory at first
glance, if about half are taken to have said they prefer books on the first
question but only about a third to have said this on the second (and vice
versa for comics, etc.). But perhaps there was a deeper consistency, in the
sense that about half denied a preference either way on both questions, with
a third or slightly fewer expressing positive (and opposite) preferences.

Boys’ preferences were less complicated: on both questions about half
preferred comics to books.

@  Although 44 per cent claimed not to enjoy poetry, nearly as many pupils
(42 per cent) agreed with the statement, ‘I like reading poems’. The taste
was more marked amongst girls, 56 per cent of whom liked poems
(contrasted with 31 per cent of boys).

Section B of the pupil questionnaire incorporated alistof 21 genres of text, from
which pupils were invited to select three to represent their favourite types — see
Table 6.5.
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Table 6.5:- “Top Ten’ genres of reading material

Percentage of pupils selecting
1. Magazines 54
2. Ghost/horror/supernatural 43
3. Sport 33
4. Teenage stories 32
5. Adventure stories 26
6. Newspapers 24
7. War stories 19
8., Love stories 18
9.  Comics 17
10. School stories 16

Significant differences in the preferences of boys and girls appeared within a
few categories. Girls indicated stronger preferences than boys for magazines
(68 to 44 per cent), teenage stories (34 to 15 per cent) and love stories (35 to five
percent). A greater proportion of boys, in turn, preferred sports books (selected
by 51 per cent of boys and nine per cent of girls), adventure stories (33 to 16
percent) and comics (28 to eight per cent). The sexes’ reading preferences were
already beginning to differentiate along traditional lines.

Section B also asked pupils whether they had a favourite book or author, and
39 per cent replied in the affirmative. When asked whether they had enjoyed
reading any fiction or non-fiction in 1996, somewhat different responses
emerged. Whilst 59 per cent of children could think of some fiction work they
had recently enjoyed (once again a more common response from girls), only 44
per cent felt they had enjoyed any work of non-fiction that year. About two-
fifths of those who could think of an enjoyable fiction book said they had read
it as part of their school work.

6.6 Favourite books and authors

Pupils were invited to supply a name for their favourite book and/or author, a
work of fiction they had enjoyed within the last year, where they had obtained
it, and a work of non-fiction recently enjoyed. They were also asked for their
favourite magazine or comic, and invited to supply an example of a work in each
of their three preferred genres.
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Overall there was a huge diversity of responses. When asked to name their
favourite book or author, about 40 per cent of pupils declined to name either.
Among those who answered, an author’s name was given much more frequently
than a book title. Roald Dahl emerged very strongly as the favourite author
(with several titles mentioned), although other authors mentioned several times
included Judy Blume, Nigel Hinton, Stephen King, Joan Lingard, Francine
Pascal and R.L.. Stine.

Titles of favourite books and of fiction enjoyed recently overlapped so much
that they are treated here as one category. Titles were enormously diverse,
ranging from Animal Farm, Treasure Island and Shane to Carrie’s War, The
Secret Seven and Reservoir Dogs. The only titles quoted more than once each
(in a representative sample of 100 questionnaires) were The Babysitter Club,
Brother in the Land, Buddy, Good Night Mr Tom, 1 am David, Into Exile, Julius
Caesar (cited once as non-fiction), The Lion, the Witch and the Wardrobe,
Madame Doubifire, Pigman, Point Horror (also cited once as non-fiction),
Sidewalk Surfer, The Twelfth of July, Under the Hawthorn Tree, Sweet Valley
High, Wildflower Girl and The X-Files.

So few pupils answered the question on where they had obtained the work of
fiction they had recently enjoyed that the data could not be considered
representative, and are not reported.

When asked to give the title of a non-fiction book they had liked, hardly any
pupils provided a recognisably non-fiction title ~ St Parrick, Michael Jackson
Unauthorised and The Diary of Anne Frank were among the very few.

In contrast, very few pupils had any difficulty in providing the name of a
favourite magazine or comic, and these therefore seem to be the staple non-
fiction reading of these pupils. Some children’s comics figured, such as the
Beano and the Dandy. There were a few mentions of hobby magazines such as
Net and PC Pro and Dirz Bike Rider. But the clear favourites were magazines
reflecting teenage interests: Big, Bliss, Just Seventeen, Shoot, Smash Hits,
Sugar and various football titles.

When they had selected their three favourite text types, pupils were asked to
name an example of each. Whilst overall this item revealed that pupils had a
sound understanding of genre types and were able to cite appropriate examples,
the examples themselves defied summary. However, among those who picked
newspapers as one of their favourite genres, both national (Daily Mirror, Sun)
and local (Belfast Telegraph, Irish News) titles were represented.
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Test results against several of the variables reported in this section are shown
in Table 6.6.

Table 6.6: Reading preferences and test performance

Test: 3 6
average  average
score score N
Have you read any fiction this YES 24.1 29.5 392
year which you have enjoyed? NO 19.6 227 277
Did you read it as part of YES 204 24.5 227
schoolwork? NO 237 28.0 352
Have you read any non-fiction this | YES 23.1 28.9 289
vear which you have enjoyed? NO 219 25.2 359
Have you a favourite magazine YIS 23.1 275 499
ofF comic? NO 215 253 119

N = sample size (for both rests)

These results fell into a consistent pattern. Pupils who had not read the work
of fiction they had enjoyed as part of schoolwork, and those who gave positive
answers to the other three questions, tended to have higher average scores than
others.

6.7 Reading habits

Time spent reading

® Fiction Most children who read fiction for their own pleasure did so for
one, two or three hours each week (22, 18 and 11 per cent respectively).
Asmany as 15 per cent claimed not to read any fiction, but 34 per cent read
fiction for more than three hours a week.

® Non-fiction Fully one quarter (25 per cent) claimed to read no non-fiction
at all. More children spent one or two hours a week reading this genre of
text for their own pleasure than fiction (26 and 20 per cent), but fewer read
non-fiction for three hours or more (29 per cent).

78




Number of books owned

Only seven per cent of pupils owned no books whatsoever. Nearly two-fifths
said they owned between one and 10 books, a quarter between 11 and 25 books,
a sixth between 26 and 50 books, and a tenth between 51 and 100 books. A few
claimed to own more than 100 books. Those pupils who said they owned no
books had much lower average test scores than others:

&  on test 3, non-book owners’ average score was 14.8; averages for other
groups ranged between 21.1 and 24.9;

® on test 6, non-book owners’ average score was 15.3; averages for other
groups ranged between 25.2 and 30.1.

6.8 The factor analysis

A factor analysis was applied to the pupils’ responses (o the 37 items in part A
of the questionnaire; to each of these pupils had to reply YES, Not sure or NO.
Weak loadings (of 0.3 or less) were ignored. Four particularly strong factors
then emerged. Three of the questionnaire items (nos. 2, 7 and 17) did not load
very heavily on any of the factors and were dropped. The other 34 items mainly
clustered under the four factors shown in Table 6.7 overleaf, where the items
are listed under the factor on which they loaded most heavily, and within that
in decreasing order of loading on that factor. The reliability coefficient
(Cronbach’s alpha) for each factor is also shown; this coefficient is a measure
of the overall consistency of the individual items with the factor as a whole.
There was some overlap in content between the first two factors: several items
which loaded most heavily on ‘enjoyment of reading’ also had smaller loadings
on ‘reading preferences’ — see especially items 5, 25, 35 and 36.
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Table 6.7: Four main factors in pupils’ attitudes to reading

L.oading

Factor 1: Enjoyment of reading Cronbach’s alpha = 0.88
1. Tenjoy reading. 0.71
11. Tlike reading at home. 0.71
24. Tlike going off and reading silently by myself, 0.62
12. Tonly read books provided by my teacher. -0.60
6. I only read what 1 have to. -0.59
27. Iam not interested in books. -0.59
5. Ilike reading stories. 0.57
29. Tam too busy doing other things to read at home. -0.55
8. Outside school T only read if I want to find out something. -0.54
31. Icannot remember reading anything [ have enjoyed. -0.53
25. T would rather read stories than information books, (.48
35. 1find reading from books easier than reading from computer screens.  0.43
21. My life outside school is too full for reading. (042
3. Ilike to choose my own books. 0.39
36. The information I get from computers is more interesting

than the information in books. -(3.37
Factor 2: Reading preferences Cronbach’s alpha = 0.79
13. Iprefer watching television to reading books. -0.70
22. Iprefer reading comic books and annuals to other sorts of books. -0.68
30. Iprefer reading books to reading comics and magazines. 0.60
9. [Ilike reading by myself for hours. .55
19. Iprefer playing out to reading books. -0.55
34. I prefer reading about my hobbies to reading stories. -0.54
16. I prefer listening to a story being read out to reading it by myself, -0.44
15. Iwish that books had less writing and more pictures. -0.43
Factor 3: Willingness to read Cronbach’s alpha = 0.60
28. 1like reading poems. 0.62
20. Ilike to read to help me to understand my own and other

people’s personal problems. 0.60
18. Tlike to read aloud with expression. 0.5%
14. Ienjoy using a library to find things out. (.56
32. llike to ask a lot of questions about the books I’ ve read. 0.54
23. llike talking about books I've read. 0.52
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Factor 4: Difficulty with reading Cronbach’s alpha = 0.57

4. Ifind reading difficult. -0.67
26. Some of the books we use in class are too difficult for me. -0.57
16. Tt takes me a long time to read most books. -0.56
33. Tdo better in subjects where 1 don’t have to read a lot. -0.42
37. Tonly use computers for playing games. -0.40

The four strongest tendencies in these pupils’ attitudes therefore were
@  whether or not they enjoyed reading

e  whether or not they preferred reading (especially of books and stories) to
other activities

e  whether or not they willingly read across genres and for diverse purposes
e whether or not they found reading difficult.

The final investigation carried out on the attitude data was into whether these
four main factors correlated with performance on the two tests these 14-year-

old pupils had taken. The results are given in Table 6.8.

Table 6.8: Correlations between four main attitude factors and test

performance
Test 3 6
Factor
I - enjoyment of reading 0.31 0.36
2 — reading preferences 0.27 0.30
3 - willingness to read 0.08 0.01
4 - difficulty with reading -00.38 -0.40

The correlations between factor 3 and test performance were negligible. In
contrast, the correlations between factors 1, 2 and 4 and test performance were
strong. and statistically highly significant.

That enjoyment of reading and reading preferences should correlate positively
with test scores, and difficulty with reading negatively, was unsurprising. The
low correlation between test scores and the other factor was more surprising,
but might be taken to mean that pupils’ willingness to read outside the test

situation had little to dowith their ability to carry out the forms of comprehension
demanded by these particular tests.
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CHAPTER 7
CONCLUSIONS AND RECOMMENDATIONS

7.1 Conclusions on procedures

This project demonstrated that reading standards in Northern Ireland can be
monitored by this kind of survey. Moreover, it showed that the larger samples-
of schools and pupils needed for a full monitoring survey (as opposed to the
smaller numbers needed for the 1993 feasibility study) can be recruited,

The decision not to survey pupils aged 15/16 (which would have required, as
in 1993, a second round of work in September) allowed the project to be
completed and reported much more quickly.

The decisionto use fewer tests was also justified: estimates of standardsin 1996
proved possible with the smaller number of tests, and the burden on individual
pupils was reduced.

Though school response rates were modest, the pupil samples were large
enough to permit reliable statistical calculations.

From the comments provided by the schools, and despite the contrary opinions
of the markers, the change in the time of year chosen to May appeared to be
satisfactory, and the amount of testing per pupil appeared to be manageable.

The fact that the gap between this and the previous survey (three years) was
equal to the gaps between the three ages of pupils tested meant that the middle
and oldest samples on this occasion were drawn from the same cohorts as the
two youngest samples of 1993. This feature of the design, and the fact that one
of the tests which the 14-year-olds of 1996 took had also been taken by pupils
sampled from the same cohort at age 11 in 1993, were both intended to allow
stronger conclusions to be drawn about progress made in the interim. A
conclusion was drawn about the progress made by 11-year-olds; but inferences
about the progress of 14-year-olds would have had to be based on possibly
unreliable data from 1993 based on small (in some cases, very small) pupil
samples — therefore no conclusion was drawn about the progress made by 14-
year-olds.

Most of the other innovations in 1996 were successful; the extension of
sampling to small schools, the attitudes questionnaire for 14-year-olds, the

factor analysis based on it, the use of questionnaires with pupils of all three ages
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to gather some background information, the gathering of new background
information variables (for the results arising from them, see below), and the use
as stratifying variables of proportion of pupils receiving free meals and (at age
14) GCSE attainment. The only innovation that was unsuccessful was the
gathering of primary school policies on reading.

Gf the new background variables, several provided interpretable and useful
results (amount of television viewing, preschool education, home literacy
activities, mixed-age classes, GCSE attainment). Accesstocomputers provided
results, but these were rather uninteresting. Whether pupils had been tested on
entry to school produced a non-significant result at age 8, and no result at all at
age 11 because hardly any of these 11-year-olds had been tested. However, this
variable would be worth retaining because its viability will increase. In
contrast, one existing variable, school location, yielded so little information
that it could well be dropped from any future surveys.

Some doubts were expressed about the tests used. Over half of the teachers of
11-year-olds whose pupils participated thought test 3 borderline or unsuitable,
and smaller numbers were critical of each of the other tests. Some of the schools
and some of the markers found parts of the language of the short story in test
3 dated. Some of the markers also thought that parts of test 6 were too complex
— but for some contrary views see the pupils’ comments reproduced at the end
of chapter 5.

The markers” comments, though largely favourable, were perhaps slightly less
so on the whole than in 1993, In addition to the points just mentioned, they had
particular concerns about a few of the questions and a few points in the marking
schemes. Some of these concerns will be met by the agreement already reached
that test 6 will not be re-used. If changes were made to the other tests in future
in the light of other concerns, this might compromise the comparability of
existing and future testresults. The full set of concerns could only be addressed
through not re-using any of the existing tests after 1999; this would in turn
require the development of new tests (see section 7.3 below).

7.2 Main results

Girls performed significantly better than boys in reading at all three ages tested
and on all of the tests used.

Pupils receiving free school meals performed significantly worse than those not
receiving free school meals at all three ages tested and on all of the tests used.
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Pupils who watched five or more hours television per school day had significantly
lower scores than those who watched less, but this probably meant that children
who had difficulty with reading watched more TV, rather than vice versa.

Differences in performance according to pupils’ access to computers at home
or at school were small.

At age 8, pupils who had attended a nursery before school entry had a higher
average score than those who been to playgroup, who in turn had a higher score
than children who had experienced neither of these forms of preschool
education. At age 11, the differences on this factor were small.

Independence in literacy, as indicated by high levels of literacy activity at home,
was associated with higher scores for both 8-year-olds and 11-year-olds,

The average scores of Catholic and Protestant pupils were very similar;
differences in performance were less marked than in 1993.

Atage 14, pupils in schools with high GCSE results (more than 45 per cent of
pupils achieving five or more passes at grade C or above) had much higher
average scores than others. However, this difference corresponded almost
exactly with the divide between grammar and secondary schools.

The detailed commentary on Reading Ability Series level A and test 6 (Dietary
Details) revealed a pattern of performance very similar to that found in previous
surveys. Pupils achieved the highest success rates on questions requiring the
straightforward retrieval of factual, single-item, information; had more difficulty
with questions requiring interpretation, or the integration of information from
more than one place in the stimulus text; and had most difficulty with questions
requiring inference or the understanding of implications or personal response.

The main findings on the attitudes to reading of pupils aged 14 were:
¢  most enjoyed reading, and most engaged in voluntary reading

¢  girls” attitudes were more positive than boys’

¢ only a few found reading difficult

¢  about half showed strong independence in reading (and 96 per cent liked
to choose their own books)

¢ over half preferred watching television to reading

84




¢ many had strong reading preferences, with magazines topping the list of
genres of material

¢ about one-fifth did little outside reading, and seven per cent owned no
books.

The factor analysis and test results calculated against some separate items from
the questionaire both showed a strong relationship between positive attitudes
and higher test performance.

The average score at age 8 was not significantly different from that found in
1993,

Average scores at age 11 were significantly higher than in 1993.

At age 14, however, no conclusion could be reached about the trend in
attainment since 1993, because of the small numbers of pupils involved on that
occasion.

As would be expected, 14-year-olds had higher levels of attainment than 11-
year-olds, who in turn had higher levels than 8-year-olds. The progress made
between age 8 and age 11, though difficult to judge because different tests were
taken, appeared to be satisfactory. No judgment could be reached about the
progress made between age 11 and age 14,

7.3 Recommendations

In 1993, Northern Ireland became the first of the three relevant countries to re-
institute a form of national educational monitoring following the abolition of
the Assessment of Performance Unit in 1990. The 1996 reading survey
continued the province’s commitment to providing system-level information
separate from national tests and examinations. The first recommendation
arising from this study is that this form of monitoring should continue,

If so, then much of the 1996 system could be re-used, but the following
modifications would or might be necessary.

The date that the research team would recommend for the next survey is March
1999. Holding the survey in 1999 would ensure that the system picked up again
at ages 11 and 14 the cohorts sampled at ages 8 and 11 in 1996, as shown in
Figure 7.1.
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Figure 7.1: A pattern of ‘same-cohort’ surveys

YEAR AGES TESTED
1993 16

1996

1999
etc

. = same cohort

The choice of March rather than May for the month of testing requires separate
justification. Asmentionedinsection4.16, surveys of reading attainment at age
8, also using Reading Ability Series level A, have occurred in England and
Wales in 1987, 1991 and 1995, and (providing that funding can be secured) the
next such survey would be due in 1999, Thus the Northern Ireland and the
England and Wales series of surveys at age 8 are due to converge in that year.
The opportunity would therefore arise, for the first time since the last APU
survey in 1988, for a direct comparison of the performance of a particular age-
group across the three countries. For maximum comparability, the survey
should occur at the same time in all three; and all the relevant surveys in
England and Wales have taken place in March. It is recognised that this choice
of month would slightly reduce the comparability of the putative 1999 survey
with that in Northern Ireland in 1996; but statistical measures could be taken
to allow for this, and the opportunity for comparisons across countries is now
rare. Itis also recognised that this suggestion requires much forward planning
in Britain as well as in Northern Ireland, and that it covers only one of the three
ages monitored in this study.

For all three ages, the comparability of any 1999 results with those from 1996
would depend on the re-use of three of the tests (that is, all except test 6).
Reading Ability Series level A would be used at age 8, and both of APU tests
2 and 3 at ages 11 and 14. This would lead to the pattern shown in Figure 7.2
(which is an adaptation of Figure 2.1).
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FIGURE 7.2: Possibie future use of APU tests 2 and 3

DATE OF SURVEY PUPILS AGED
11 14
1988 2.3
1993
1996
1996
= same cohort
This would provide

& over-time comparisons between pupils aged 11 in 1996 and 1999
@ over-time comparisons between pupils aged 14 in 1996 and 1999
®  across-age comparisons between pupils aged 11 and 14 in 1999

&  same-cohortcomparisons between pupils aged 11 in 1996 and pupils aged
14 in 1999.

Allthese comparisons would be quantitative. They would be more reliable than
those attempted in 1996 because of the greater size of the 1996 pupil samples.
Across-age and same-cohort comparisons involving pupils aged 8 would again
have to be qualitative.

But it has already been suggested that none of these three tests should be used
again after 1999. Inany reportona 1999 survey, tests 2 and 3 should be released
and described as test 6 has been here. Continuity thereafier would be broken,
uniess new tests were developed. It is therefore also recommended that four
new tests should be developed for first use in 1999, two (one narrative, one
expository) to be used at ages 8 and 11, and two (again one narrative, one
expository) to be used at ages 11 and 14. These would provide exira across-age
comparisons in 1999, and the basis for over-time and same-cohort comparisons
beyond that, as sketched in Figure 7.3 for possible surveys in 1999 and 2002.
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FIGURE 7.3: Possible future test pattern

DATE OF SURVEY PUPILS AGED
8 11 14

1999

2002

= same cohort

N = narrative E = expository

On this model, all the across-age, over-time and same-cohort comparisons
would be quantitative. The model also offers the possibility, if strong pupil-
tracking measures could be implemented, of instituting longitudinal monitoring.

Itisrecognised that such new tests would also be useful for monitoring purposes
in England and Wales, and therefore that Northern Ireland would seek partners
for this development. It should be noted that, for any such new tests to be ready
in time, development work should begin no later than July 1997,
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APPENDIX A
Previous Reading Surveys in

Northern lreland

A1 The NICER survey of 1972

The first survey of reading standards in Northern Ireland took place in 1972
(Wilson, 1973). That survey was confined to Northern Ireland, and was
conducted by the Northern Ireland Council for Educational Research (NICER).
The test used was the National Survey test 6 (NS6), which consisted of 60
unrelated multiple-choice sentence-completion items of increasing
difficulty. NS6 was developed at NFER in 1954 specifically for national
monitoring purposes, and was used in this way in England and Wales on five
occasions;

1955 (Great Britain. Ministry of Education, 1957)

1960 (Jones, 1969; Start and Wells, 1972)

197071 (Start and Wells, 1972; Horton, 1973)

1976-77 (Great Britain. Department of Education and Science, 1978)

1979 (Gorman et al., 1981, pp.17-8 and 36-7; 1982, pp.3~4 and 23-5).

NS6 was also used for this purpose in the Republic of Ireland on four occasions:
1972 (Mulrooney, 1985) -

1980 (Ireland. Department of Education Curriculum Unit, 1982; Mulrooney,
1985) '

1988 (ireland. Department of Education Curriculum Unit, 1991)
1993 (Ireland. Department of Education Curriculum Unit, in press).

The pupils tested in Northern Ireland in 1972 were aged 11 and 15/16, that is
in their last year of primary school and last year of compulsory education
respectively. One of the purposes of the 1972 survey was to compare the
performance of Northern Ireland pupils with that of pupils in England and
Wales of the same ages tested on NS6in 1970-71; though only the difference
at age 15/16 was statistically significant, at both age levels Northern Ireland
pupils were found to have slightly lower average scores than their English
counterparts (Wilson, 1973, p.11). This was, however, also true of Welsh
pupils of both agesin 1970-71 (Start and Wells, 1972, p.19), and of 10/11-year-
olds in the Republic of Ireland in 1972 (Ireland. Department of Education
Curriculum Unit, 1991, p.2).
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The 1972 Northern Ireland reading survey was a one-off, and did not lead
immediately to the establishment of a monitoring system, that is surveys at
regular intervals designed to investigate the trend of standards over time.

However, since 1972, reading standards at ages 11 and 15/16 in Northern
Ireland have been surveyed on seven further occasions, annually from 1979 to
1983, and in 1988 and 1993, and this series of surveys has involved the
establishment of two monitoring systems (and the abolition of the first).

A.2 The APU surveys of 1979-88

The surveys of 1979-83 and 1988 (see Gorman ef al., 1988, 1991, and other
references given there) covered not only Northern Ireland but also England and
Wales, and were conducted on behalf of DENI, the Welsh Office Education
Department and the (then) Department of Education and Science by the
Assessment of Performance Unit (APU) Language Monitoring Project based
at NFER. Within English, the surveys covered not only reading but also
performance in writing, pupils’ attitudes to reading, and (in 1982-88)
performance in speaking and listening, and pupils’ attitudes to writing. All the
instruments used (except the NS6 test in 1979) were devised specifically for the
APU surveys; at both ages the range of reading tests included both narrative
and expository material. Only a few of the items were multiple-choice; the
open-ended majority ranged from simple items requiring one-word answers to
some requiring a few sentences to be written, and included some examples of
form-filling, graph-completion, etc. Differences in performance in reading
(and in other aspects of language performance) between pupils in Northern
Ireland, England and Wales were slight, though occasionally statistically
significant (Gorman et al., 1988, p.209; 1991, pp.59-60).

Besides possible national differences, another purpose of the APU surveys was
toinvestigate trends in performance over time. Nodataexist from which a trend
between the 1972 NICER results and the 1979 APU results can reliably be
estimated for Northern Ireland. The APU surveys did, however, allow the
calculation of trends over the periods 1979-83 and 1983-88: no significant
overall trend inreading performance in Northern Ireland was found at either age
foreither period (Gormanetal., 1988, p.213,Table 12.1; 1991, pp.61-2, Tables
I'and 3 — in the last case the significant but contrary results for the two reading
tests cancelled each other out).

Following the establishment of the national curriculum in England and Wales
in 1989, and the decision to introduce a similar system in Northern Ireland, the
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APU was abolished in 1990, and there have been no further surveys covering
all three countries, or at ages 11 and 15/16 in England and Wales,

A.3 The NFER survey of 1993

However,in 1993 Northern Ireland became the first of the three countries which
had taken part in APU surveys to re-establish a form of national monitoring of
performance. Inthat year DENT commissioned the NFER to carry out a survey
of the reading attainment of pupils aged 8, 11, 14 and 15/16 (Northern Ireland
school years 4, 7, 10 and 12). The second and fourth of these age-levels
corresponded to those in all previous reading surveys in the province, but the
inclusion of pupils aged 8 and 14 was an innovation - there had been no previous
surveys at these ages in the province; and in England and Wales there had been
no previous surveys at age 14, and just two at age 8, in 1987 (Kispal et al., 1989)
and 1991 (Gorman and Fernandes, 1992). Though the 1993 survey in Northern
Ireland covered only one aspect of the curricutum, that aspect (reading) is so
crucial for success in all subjects and in life that it was natural that it should take
precedence.

The 1993 survey was designed not only to estimate the current levels of
attainment of the four age-groups involved, but also, where possible, to
compare those levels with each other, and with the results of previous surveys.
In brief, the results (Brooks er al., 1995) showed that:

e  Theresponserate wasdisappointing, and some of the statistical calculations
were affected. However, the 118 schools which participated returned 3978
tests on behalf of 1353 pupils, and these provided the basis for the
following results;

e  Girls’ results were on average higher than boys’;

e  Pupils not receiving free school meals achieved higher mean scores than
those receiving free meals;

e  Pupils in inner-city schools tended to have lower mean scores than those
in schools in other areas;

e  The attainment of Protestant pupils was in general higher than that of
Catholic pupils; '

e  Theresults showed satisfactory progress inreading between ages 8 and 11,
and between ages 11 and 14. Progress between ages 14 and 16 was masked
by ceiling effects on the tests, but did show up in the scores for particular
questions;
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e  Comparisons with previous surveys suggested that attainment of Northern
Irish pupils in 1993 was broadly similar to that of pupils of the same ages
in England and Wales in 1991 (age 8) or in England, Wales and Northern
Ireland in 1988 (ages 11 and 15/16).

The principal recommendation arising from the study was that monitoring of
reading standards should be continued, in order to provide reliable and up-to-
date information on the performance of the education system, and in particular

on the impact of the lowering of the school entry age in Northern Ireland in
1990.

The 1996 survey reported in this volume was designed to follow on from the
1993 survey.
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APPENDIX B
Primary level questionnaire

NATIONAL FOUNDATION FOR EDUCATIONAL RESEARCH
on behalf of the
DEPARTMENT OF EDUCATION IN NORTHERN IRELAND

READING SURVEYS 1996
PRIMARY LEVEL PUPIL QUESTIONNAIRE

Please answer these questions.
Your teacher will explain what you have to do.

How many hours do you usually watch TV on a school day?
Please circle the answer: 0 1 2 3 4 5 6 7 hours

Do you use a computer at scheol?7YES/NO

Do you use a computer at home? YES/NO

I learnt to read at home before | started school.

YES Notsure NO

Grown-ups read books with me at home.

YES Notsure NO

I write a lot at home on my own.
YES Notsure NO

THANK YOU FOR FILLING THIS IN
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APPENDIX C
Attitudes to reading questionnaire

for pupils aged 14
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APPENDIX D

Numbers of schools drawn, participating
and not participating

Age 8 Age 11 Age 14 | Total
Drawn in sample
and contacted 80 80 80 240
Agreed to take part but
not needed 9 9 0 18
No reply 9 12 23 44
Refused 2 6 8 16
Tests sent 60 53 49 162
Tests not returmed 9 4 5 18
Tests returned completed 51 49 44 144

The following table gives the reasons why schools did not wish to take part in

this project.

Age 8 Age 11 Age 14 | Total
No time/pressure of work 0 1 1 2
Inspection 0 2 0 2
Staff shortage/illness /changes 0 1 [ 2
Involved in another project 1 0 3 4
Other 1 2 3 6
Total 2 6 8 16

104










Surveys nf the readmg standards of puptls in Northern Ireland aged 8, 11and 14

- were carried out in May 1996 for the Department of Education in Northern Ireland.
- The aims of the study were to estimate the level of reading attainment of the three

=  age groups studxed and to provide results which could be compared with those of

previous surveys, particularly the Northern Ireland survey of 1993. For the first
~ time, pupils aged 14 were also asked to complete a questionnaire on their attitudes
- §t0 readmg |

o ‘The mam ﬁndmgs were that
' . Gtrls results were on average higher than boys

e Pupils not r’ecetving free school meals achieved ‘higher mean scores than
- those receiving free meals.

e Puplls who Watched five or more hours television per school day had
~ significantly lower scores than those who watched less, but this probably
~ meant that children who had dlfﬁculty with readmg Watched more TV,

. _rather than vice versa. _

@ Atages, puptls who had attended a nursery before school entry had a
~ higher average score than those who been to playgroup, who in turn
- scored higher than children who had experienced neither form of pre -
school education. At age 11, the dlfferences on this tactor were small.

1 0 ‘At age 14, puptls in schools with hlgh GCSE results had much higher
- average scores than others. This difference corresponded almost exactly
- withthe d1v1de between grammar and secondary schools. i

:50 The atta.tmnent of Catholic and Protestant pupils was very snmlar
deferences in performance were less marked than in 1993 '
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