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Foreword by the President of the Reading Association of Ireland

It gives me great pleasure to write a brief introduction to this, the
proceedings of the 12" European Conference on Reading, hosted by the
Reading Association of Ireland at Dublin City University in July of 2001.

The conference was a wonderful event, bringing together as it did,
educators and reading specialists from the far-flung corners of the globe. It
was also a truly international event. We celebrated our diversity from our
common interest in literacy and in the written and spoken word. It was avery
gentle and gracious event, marked with good humour and tolerance for our
many differences. And all of this was made possible by the hard work of a
truly remarkable group of people on the organising committee! We owe each
of them a debt of gratitude, especialy those who may not have found
themselves in the limelight during the week, but who quietly went about the
work of making sure that each and every delegate was |ooked after, and made
welcome. And on your behalves, | would like to acknowledge the work of the
organising committee and to thank them.

Thisbook isan ‘ éacht oibre’ —agreat work. It bringstogether a selection
of papers on arange of topics on the teaching of reading. Each paper adds to
our collective understanding of the efforts we are engaged in to bring reading
education into focus at the centre of the wider education debate. We thank
each one of you who submitted papers and hope that you find as much to
think about in the other papers here as their authors will in yours!

Le Gach Dea Ghui,

FINIAN O'SHEA

(President, RAI, 1999-2002)

Learning Support Department

Church of Ireland College of Education
Dublin

June 2003
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Foreword by the President of the International Development in Europe
Committee of the International Reading Association (IDEC)

It was a great pleasure and honour to preside at the 12" European
Conference on Reading in Dublin, in Ireland, my mother’s native land. As
Declan Kiberd powerfully argued in his opening keynote address, thereisevery
reason to resist being forced into false dichotomies—and | am proud to be both
English by birth and (half) Irish by ancestry. It gave me great pleasure to hear
so many excellent presentations and see the interest and friendship that grew
from thistruly international occasion, for which we thank the host organisation,
the Reading Association of Ireland (RAI), most warmly.

These volumes of Proceedings from the conference contain amost 70
papers from 19 countries. Forty-two papers come from Europe and 28 from
elsewhere. Within those from Europe, the host country features strongly (15),
and 14 other countries are represented.

Having given some idea of the quantity, let me give you some fegling for
the quality. In the three keynote addresses, Declan Kiberd ranges over Irish
literature in Irish and English and the complexities and ambiguities of identity
involved; Bente Hagtvet reports on research tackling the pressing problem of
poor reading through prevention rather than remediation; and Vincent Greaney,
former President of RAI and now working for the World Bank in Washington,
DC, writes movingly of the problems of literacy in developing countries.

In addition, the Contents pages show that the papers cover the full gamut of
literacy processes and topics (except that information and communications
technology is curioudy absent), and that every topic is shared across countries
(except that al the papers on teacher development come from the United States)
— both observations suggest powerful areasfor future research in Europe. Andin
all the research and devel opment that we do, learners must be central —asindeed
they are in al the papers here. | trust that these volumes will give readers as
much pleasure and food for thought as the conference gave the participants.

GREG BROOKS

(President, IDEC, 1998-2002)

University of Sheffield School of Education
England

June 2003
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1 Reading — A Perspective on Life

Kaye Lowe, Australia

This study sets out to explore the holistic nature of reading failure
from the perspective of those who have endured the emotional and
intellectual burden of not being able to read. Having worked in drug
rehabilitation centres, gaols, remand centres and with personal referralsfor
more than fifteen years, | have been privy to very intimate and revealing
accounts of what it meansto beilliterate. If we are serious about education
for all learners, we must listen to and understand the plight of those who
have experienced years of being bonded to the belief that attaining literacy
success was beyond their intellectual capacity.

Reading failure is most frequently viewed from a fragmented,
reductionist perspective. Causeis defined according to categories broadly
labelled as educational, emational, physical and socio-cultural factors.
The solution is based on the ‘fix-it'" principle — better teachers, improved
curriculum, improved medication, higher living standards, to name but a
few. Quick solutions abound and range from the bizarreto the absurd, from
upside-down reading to colored glasses. Controversy and uncertainty
dominate the field. Irrespective of the methods of remediation, the results
are inconclusive and all report limited success. Getting to know and
understand theindividual’ s perception of literacy failureisafactor ignored
in the literature.

This study draws on the stories of seven adults and their experiences
of being illiterate. Illiteracy is examined within the context of their lives.
The participants remained in the study up to the point that they no longer
needed reading assistance. The time frame ranged from a few weeks to
several months.

The Remedial Programme

Theremedial programme was negotiated with the participants— they
chose what they read and what they wrote about. These choices served as
the basis for discussion, demonstration and the application of remedial
strategies. Adopting traditional school-typeliteracy practices was avoided
and homework requirements were kept to a minimum. Participants were
required to read every night for ten minutes and to write for ten minutes.
For those hesitant to write, writing out the labels from food cupboards and
copying from newspapers and magazines were suggested. It was essential
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that these adults put pen to paper. In order to become writers, they had to
write despite their vulnerability. It wasthe only way to overcome the fear
and trepidation often associated with being exposed on a piece of paper.
Lack of writing skills, illegible handwriting and poor spelling were
indelible reminders of their failure.

Participants self-selected textsto read. In previousyears| sought out
reading material based on their interests. However, | came to realise that
success lies in putting choice and responsibility in learners hands rather
than taking ownership of the problem. An indicator of the participants
commitment to overcoming reading failure was their willingness to visit
the library, to look at books and to buy magazines.

The Initial Meeting

Threeto four hours were set aside to discuss the participants' reading
histories, memories of schooling, family support and reading habits,
interests, how they coped with failure and their knowledge of the reading/
writing processes. This was done on a one-to-one basis. Participants did
not read or write during thistime. They cameinto the programme as self-
referrals and | trusted that they knew whether or not they could read and
could justify this according to how they lived their lives. Understanding
why they held such beliefs was crucial. Establishing trust was a
fundamental step in the process. Participants had to know that they could
freely share their pain, suffering, loss and grief without fear of being
judged. Building arelationship around honest, open dial ogue and genuine
concern was a prime objective.

Piecing Together a Literacy History

Participants attended weekly meetings of approximately one-hour
duration. During these meetings, they were observed reading and writing.
Discussions revolved around the writing they had completed during the
week. They were assisted to read from their self-selected texts and
demonstrations of how thereading processworkswere given at the point of
need.

In addition, participants were asked to nominate for interview
someone who understood their literacy failure. These informants were
interviewed and included family members, friends and employers. These
informants offered another dimension to understanding the participants
literacy failure and the impact that it had on their lives. Participants were
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freeto leave the programme at any time and they had to decide when they
had achieved their literacy goals.

Understanding Literacy Failure

The study described here draws on the literacy experiences of four
mal es and three femal es over aperiod of ayear. After ceasing theremedial
programme, contact was maintained and follow-up interviews were
conducted. All had attended school up to and including Year Ten —long
enough to master basic literacy skills. The participants defined themselves
as failures in relation to reading and writing and they saw themselves as
‘different’. They associated feelings of embarrassment and humiliation
with reading and writing. They described themselves in terms of being
slow, dumb and having acomplex about their inability to master something
that others do with relative ease.

There was a remarkable similarity in the participants memories of
their early school-days. All recall specificincidentsin Y ear 1 or 2 that they
associated with their literacy failure. These memories were often so vivid
that the colour of the teacher’s dress, the print on the page arranged in
narrow columns, and where and with whom they were sitting are recalled
in great detail. Some participants remembered the exact wordsthey failed
to spell or read. All remember the anxiety and humiliation they felt at the
time. Most cried asthey reflected on experiences of being embarrassed in
front of peers. They described how teachers stopped reading and left them
to complete sentences. They remembered the physically aggressive acts of
teachersdirected at them, for example, being hit and teachers thumping the
desk because they could not read. They recalled the insults and taunts
aimed at them and membersof their familiessuch as: ' Y ou arejust asdumb
and stupid asyour sister was'. The depth of the hurt and pain had endured
over many years and had shaped their view of reading and writing. Infact,
they were pre-occupied with experiences that reinforced their failure. The
same feelings of humiliation surfaced whenever they attempted to engage
with print.

The participants prime method of word-attack was sounding words
out, causing them to fixate on unknown words. Misconceptions about the
reading process prevented them from anticipating or predicting on the
basis of meaning and they frequently gave up in frustration. Most were
puzzled at how therest of the world knew that t-h-e said ‘the’ and they did
not. They believed there was something wrong with them. They did not
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know and understand how good readers used a range of clues including
contextua clues, syntax and comprehension strategies.

They refused to write words that they could not spell. Warren
explained that he was forced to write shift reports for the next foreman
using three and four letter words because he was so embarrassed that he
might spell something incorrectly. Beryl remembered getting hit with a
ruler because she could not spell ‘ potato’ and to thisday has a phobiaabout
spelling. She said that outside of the spelling quiz, she was confident that
she knew how to spell the word.

All participants had attended remedial classes at some point in their
education. They agreed that the school system contributed to their
illiteracy. Generally, they claimed to be disinterested and let down by a
system that did not know what to do with, or for, them. Often they were
relocated to lower classes, constantly sent on messages, or ignored.

Thelevel of support from parentsvaried. Some parents sought tutors.
Other participants felt that they could not confide in their parents and so
spent considerable time camouflaging their failure at home.

During theinitial meeting, if participantsidentified a significant other
that they felt had somehow contributed to their illiteracy, they were asked
whether or not they were willing to discuss the issue with the significant
other. Some participants elected to have these conversations and the
outcomes were significant and positive. Sam felt that he could never live
up to hisfather’ sexpectations. Following avisitto hisfather, he explained:
‘| went to visit dad. Heisliving in a caravan and we drank untold cups of
coffee. | finally got up the courage to say, ‘Dad, what isit you want meto
be? Dad replied, ‘Sam, the only thing | have ever wanted you to be is
happy.” Sam said that hefelt free. How he saw himself intermsof literacy
was very much embodied in the emotional relationship he had with his
father.

All participants avoided literacy tasks for fear of being humiliated.
Most devel oped very complex and sophisticated coping strategies, ranging
from wearing dlings ‘in case they were asked to complete forms’, to
ordering the same take-away meal as the person in front of them. Others
had business cards made instead of leaving notes, or they ‘tuned out’
completely.

Commitment to achieving literacy success was paramount. It was
essential that the participants identified real reasons for breaking the
patternsthat keep them from engaging with literacy acts. The motivationto
achieve had to come from their desire. They set the goals and | embraced
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every goal irrespective of how grand or minuscule it was — choosing to
read bedtime storiesto their children, going to university, and applying for
promotion were just afew.

Punctuality, completion of homework tasks, eagernessto engage with
literacy tasks and critical self-reflection are just afew of the indicators of
the participants dedication to success. Diane failed to arrive for our
prearranged meeting. After waiting for thirty minutes, and realising that |
was more committed to her success than she was, | phoned her. She
explained that it was her birthday and that the family had planned a
birthday dinner at an expensive restaurant. She decided that she needed to
have her hair done. | promptly explained that while she continued to make
everything in her life more important than literacy success, her pattern of
failure would continue. By seeking remedial therapies and then sabotaging
her attempts, she did not have to assume responsibility and could lay the
blame on the failed approach. Throughout her life, Diane had tried many
solutions that served to distract her from the real issue — reading. At our
next meeting time, Diane arrived looking rushed and flustered. She said
that there was no one available to drive her so she had to organise ataxi to
ensure she would arrive on time. Finally, Diane took ownership of her
problem and within a few weeks, she was a successful reader.

Conclusion

Fear of failureand lack of literacy successgo handin hand. Whenever
the participants confronted texts, they were reminded of the humiliation,
embarrassment, and sadness that was attached to previous unsuccessful
experiences. They relived the experience in every subsequent literacy
attempt. When faced with the choice of participating and failing or not
participating at all, the subjects chose the latter. The solution wasin their
willingness to give up coping strategies in preference to taking the first
risky, uncertain steps towards reading and writing. Success depended on
them rethinking the beliefsthey held about themsel vesand what it meant to
be areader and writer.

Just wanting to read and write was not enough. Acting on the decision
and assuming responsibility was the only way forward. Confronting
barriers and owning the problem was crucial.

They had rationalised their failure to those whom they trusted and
avoided those they didn’t. Establishing atrusting relationship where grief,
anger and frustration could be expressed freely was an important part of the
remedial process.
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The participants identified real purposes for reading. These redl
purposes had to be important enough to outweigh any reason for remaining
tethered to literacy experiences of the past. Two months after ceasing
remediation, Tom confided that he had come to the realisation that ‘It
wasn't the books that were stopping me. It was the bloke that wastrying to
read them’. When the illiterate adult reaches Tom’s level of awareness,
successisimminent.
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2 A Monitored Functional Literacy
Research Programme

Janos Steklacs, Hungary

Defining Literacy

Basic and Functional Literacy

In the 1960s and 1970s, researchers noted the phenomenon of
functional illiteracy in most of the developed countriesin Europe, and later
al over the world. UNESCO has been coordinating research and
supporting programmes which have been aimed at improving literacy
levels. According to UNESCO, the adult education system is the most
suitable for effective work in thisfield. It suggests that its member-states
establish national programmes as soon as possible. It stresses the need for
the prevention of illiteracy and the increase of mother-tongue education.

Recent definitions of illiteracy include the following:

* A person is illiterate if he or she cannot undertake those activities
which demand the skills of writing, reading and counting. (UNESCO,
1978)

* A personisilliterateif he or sheisunable to write, read and count, in
conseguence of which he or she cannot integrate himself/herself with
the society as an equal member. (European Parliament, 1989)

* A personisilliterateif heor she cannot use printed material for his/her
activities. (Mardti, 1996)

These definitions all refer to theoretical categories, so they simply
describe the phenomenon. Here lies the problem of course, because these
organisationsare political institutions, so their task isonly ideological. One
further point isworth noting: these definitionsreflect two different ways of
thinking. Two of them put theindividual in the centre. Thethird focuseson
the relationship between the individual and society.

A number of member-states of UNESCO have developed
programmes for addressing functional illiteracy. Arising from this, five
different modelshave emerged. Thefirst, sometimesfound inthe UK and
the US, operateswith the assistance of volunteers. In some cases, it forms
part of public education. The second takes the form of school courses,
which generally fit the criteria of classical adult education. The third is
the model of an institution designed specially for this task. The fourth
type is that of literacy courses which are guided by the demands of the



10 A Monitored Functional Literacy Research Programme

labour market. Thistypeisto be found in France. The fifth type is the so-
called holistic model, the most important feature of which is that it works
on aterritorial or communal basis (Chosson, 1992; Harangi, 1996)

There are many definitions of literacy in the fields of palitics,
philosophy and pedagogy, but we can make two separate groups
according to whether or not they take into account the contact between
the individual and society. Proponents of one perspective hold that the
most important function of literacy is the preservation of values and the
safeguarding of human survival. Thisfunction isrealised on five levels:
survival of the physical being, economic survival, social survival,
political survival and cultural survival (Bhola, 1979). According to
Bhola, this understanding is complex because it includes all aspects of
life. The understanding which explainsliteracy only on thelevel of skills
is much more widespread in Hungary. The perspective adopted in this
paper is one in which literacy is interpreted as a phenomenon of social
integration.

Interpreting Literacy

In my country the ‘teaching through reading’ approach isoften used to
addressilliteracy. Accordingtothis, thereader first indicatesan awareness
of the letters of the al phabet and provides an interpretation of atext, while
the writer learns the letters of the alphabet and how to compose atext. In
practice, thelower sections of primary school deal with these skills, and the
main purpose hereisto facilitate the automatisation of the most important
of these operations. Unfortunately, insufficient attention is given to
devel oping these skills. Reading becomes the instrument of studying, and
writing the instrument of testing knowledge, in most cases.

There are three other major approachesto literacy interpretation. The
first of these relates to cultural history. In this area, studies deal with the
history of reading and writing, and the skillsrequired to read and write. The
Hungarian view and that of other European countries links these tasks to
historical studies. The second approach deals with the structure of reading
and reading habits. This discipline is wide-ranging, and we often find the
term ‘reading research’ here.

We must not forget the third approach either, when we are talking
about the disciplines dealing with reading and writing. In recent years the
field of psycholinguistics has shown an increasing interest in written
language.
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Integrated Interpretation of Literacy

Experiments have been initiated which move towards an integrated
approach, combining the sociolinguistic and psycholinguistic aspects. One
of the most interesting works is a study the by Slovenian Ester Mozina
(1999), who poaints to four basic ideas that might be useful to teachers of
reading and writing:

1. Literacy should be treated by schools from the beginning as a

social activity

2. Peoplein general possess many forms of literacy

3. During our lifetime, we have to adapt ourselves to the activity of

writing and its complex rules.

4. Literacy is a symbolic system, which is closely connected with

verbal ability.

We can see that the nature of functiona illiteracy, like every
phenomenon connected with complex written language, can be examined
only as part of anintegrated approach to literacy; otherwise we may obtain
irrelevant data and draw meaningless conclusions.

The Research Study

My colleagues and | developed the Functional Literacy Research
Programme (FLRP) on the basis of the approach to literacy described
above. It consists of the following steps:

1. Education and training in a prison setting.

2. A survey of basic and functional written language communication
skillsat Bacs-Kiskun County Prison, Regional Prison for Juvenile
Offenders.

Evauation of the results.

4. Experimental functional literacy programme at Bacs-Kiskun
County Prison, Regional Prison for Juvenile Offenders.

5. Evaluation of the results.

6. Recording of 1000 questionnaires among 18-25 year old regular
soldiers.

Evaluation of the results.
Adaptation of literacy programme in different areas.
9. Integration of the results and experience into college training.

w

o N
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Purposes of the Programme

The purposes of the research programme are

1. Toexaminefunctional written language communication skillsand
attitudes among young men. According to UNESCO, thisisone of
the most susceptible populations.
To explain the context and nature of functiona illiteracy in
Hungary.
To provide alinguistic description of functional illiteracy.
To develop the skills of the people concerned.
To introduce the phenomenon to university students.
To train studentsin order to combat functional illiteracy.

N

oUW

The Research Component

An earlier contract which had been established between the Teacher
Training College in Kecskemét and Bécs-Kiskun County Prison for
Juvenile Offenders allowed us to conduct research from a linguistic point
of view. Its purpose was to reveal the features of functiona illiteracy in
Hungary, and to work out a programme to improve basic and functional
written language skills, based on the results of this research and the
experience of awider survey.

Within the scope of the above-mentioned contract, we introduced a
special training course for our students, entitled Education and Training in
the Prison. More than one hundred students attended these lectures and
they had the opportunity to get acquainted with this relatively unknown
field. In addition, they could join in our research and scientific work.

The Subjects

We conducted our tests in Bacs-Kiskun County Prison for Juvenile
Offenders. Thisprison isthe only onein Hungary which was built after the
change of regime. Usually 25to0 30 juvenilesfromthe age of 16 to 21 serve
their termsthere.

Twenty-four young men took part in our tests —their average age was
19. The crimes committed ranged from minor offences to serious crimes.
Two subjects had completed 4 years of primary school, 3 of them 7 years,
16 of them successfully completed primary school and three of them had
attended industrial school. Thirteen of them were brought up in families, 2
of them in state homes, one of them by foster parents, one lived both in a
state home and with his parents. Seven had been brought up by a single
parent.
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The Questionnaire

The first group of items on the questionnaire administered to all
subjects asked for background information. The second group consisted of
statements relating to subjects experiences with written texts. Subjects
had to choose those sentences that were typical of them. Itemsin the third
group asked about attitudes towards written language and about their
reading habits, and asked them if they kept a diary and corresponded with
othersin writing. Subjects were also asked if/how they remembered their
reading and reading lessons at primary school.

The fourth group of items dealt with specific reading/writing skills:
Reading skillsincluded identification of errors, interpretation of atext on
micro and macro levels, and critical reading skills. Writing skills included
spelling, composing a text, filling in a form (cheque, bank transfer) and
making requests.

Although habits, abilities and skills connected with complex literacy
were assessed in thisresearch, | cannot be sure that these resultswould extend
to alarger population. Since only 24 people answered my questions, or tried
to answer them with some success, | can say that our work is a case study.

Research Results

Self-Evaluation Outcomes

In the first task, participants had to choose statements which were
‘typical’ for them, from among more than 40 sentences describing written
language skills. The most frequent answers were the following:

* | have no problems with reading, | read fluently. (16 respondents)
I can make requests easily, if it is necessary. (11)
e | know how to write a curriculum vitae. (10)
I like reading. (9)
* In general | have no problems with reading. (9)
e |t does not worry me if | have to compose something in writing. (9)
 Ifitis necessary | make a request, but | don’t like to do it. (9)
* In most cases | can fill in any forms easily. (8)

So we can see that the participants considered their own abilities and
competence to be good, and they did not seem to be aware of their
weaknesses. Their actual literacy levels were found to be poorer than one
might expect based on their self-evaluations, as they tended to
overestimate their written language competence.
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Evaluation of Attitudes and Habits

Responses to the second group of questions showed that inmates
maintained adiary or date calendar permanently or occasionally. However,
their correspondence habits were much more regular. Here we could see
that all of them corresponded with somebody on an ongoing basis, but with
different levels of frequency. Some of them corresponded daily, but most
of them weekly. Seventeen of them corresponded with their family, 9 of
them with friends or acquaintances, and one of them with an officer.

When | examined their reading habits, | found that they all regularly
read newspapers, 12 of them more than once a week. These printed
materialswere usually suitablefor their age group, and included music and
youth magazines, but some obscene publications were also listed. For the
guestion How often do you read books? only three persons chose the
answer never; on the other hand, 6 of them read books daily.

When | examined what kind of booksthey read, | discovered that they
liked novels best and in one case a book of fairy-tales was mentioned.
Seven of them answered that they had no favourite poets, 8 of them named
famous Hungarian poets, and 5 of them did not answer this question.

Assessment Outcomes

In this group of questions | examined firstly the subjects
interpretation of texts on the micro-structural level. We asked six questions
about a newspaper article which consisted only of eight linesin asingle
paragraph. All answers were explicit in the text. Eight respondents gave
acceptable answersto all questions and 5 wrote good solutions. Two wrote
correct answersto three questions, and 2 answered two questions; one could
answer only one guestion and only onedid not try to tacklethistask at all.

When | examined the interpretation of the text on a macro level, the
results were much worse. The participants were given questionsrelating to
a two-and-a-half-page story. They gave the most correct answers on the
level of handling information. Only two persons could answer those
guestions which related to the level of critical reading, while none could
interpret the text at aliterary level.

To examine grammatical correctness, | gave them a text in which
typical stylistic and spelling mistakes had been included and they were
invited to identify them. Here we could not establish any tendencies
relating to either the number or the characteristics of mistakes.

| had designed three tasks to examine their writing skills and
competence. First they saw some pictures about an early-morning routine
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and they had to write a short composition about it. From the point of view
of formal implementation, my conclusions were the following: none of
them made clear the beginnings of the paragraphs, only four of them
gave a title to their compositions while others applied the title
‘Composition’.

Subjects’ written texts were also informative: one of them turned
the paper round and wrote lengthwise, several of them did not useamargin
either at the side or at the top. Two of them wrotetheword ‘end’ with some
decorations.

If we examine these works from the point of view of the structure and
the content, it is immediately apparent that the participants used four
different methods:

1. Words, sentenceswrittenintheimmediate vicinity of the pictures.

2. Numbered sentences according to the pictures.

3. Composition written directly about the pictures.

4. Composition using the pictures as inspiration.

The other task was a simulation, which consisted of three parts:
making a request, filling in a cheque, and filling in a bank transfer form.
Eighteen of them tried to fill in the cheque, 9 of them succeeded init, 2 of
them made little mistakes, and though they could try it twice, 7 of them
failedtofill itin. Thirteen personstried to make the request. From thesewe
found 7 correct and 6 wrong solutions. Sixteen of them filled in the bank
transfer, but none could do it correctly.

The Functional Literacy Programme

On the basis of the results of the research reported here, we
developed a programme whose purpose was to develop basic and
functional written language skills. During the planning stage, it was
very important that the programme should show the written language
worldtoitsbest advantagein the eyes of the participants. We hoped that
if the inmates completed this course, they would be able to adapt
themselves more easily to everyday life where these activities are
routine. The programme in its present, experimental form lasted four
weeks. There were two or three lessons aweek. The groupswere led by
our final-year students, who had completed a special course, Education
and Training in the Prison, at our college, and felt at homein the theory
and practice of mother-tongue education. Altogether, 11 students took
part in this project astutors, so it was possible to work with 24 inmates
in small groups of 2 or 3.
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Each lesson was constructed as follows:

1. Thefirst part was a conversation, the purpose of which was not
only to prepare thetext, but to introduce the words which might be
unfamiliar in the text. This was followed by silent reading of the
text, which, on the basis of previous research, might interest a
young person. After every text, we asked questions which
developed the different levels of textua interpretation.

2. The second part of the lesson was a written simulation of a
situation which could often happen in everyday life: filling in
postal, bank and official forms; writing a request, a letter, a
curriculum vitae.

3. At the end, the members of the group worked out a poem in the
form of a conversation, with one student leading. The purpose of
this activity was to make literacy activities accessible to
programme participants.

Reflections on the Programme

Public education has a very important role in diminishing functional
illiteracy. Education which can suit the requirements of society could bring
significant improvements in this area, but, in order to achieve this, it is
necessary to break with itsdogmas, to provide teaching materialswhich are
based on reality, and to develop more practicable skills.

[lliteracy must not be interpreted as an illness. If a person wants to
become a member of society, he or she must adapt to a very strict rule
system of literacy, and alow level of literacy must not serve asthe basis of
any discrimination. We must remember that illiteracy isnot a metaphor for
ignorance, crime and poverty (Mozina, 1999).

Asin the other countries of the world, herein Central Europeonly a
programme tailored to national and local needs is able to achieve
successful results. It is expedient to work with small groups, because our
work can be much more effective in thisway. The participants who are on
different literacy levels can work together.

During each programme it can be very significant if the written world
becomes more familiar to the participants; the present anxieties dissolve and
they can accept that use of language is not necessarily a humiliating
experience, and that, with some basic knowledge and easily learnable skills,
literacy could become a useful and effective instrument in everyday life.

Written language communication is becoming increasingly
important, an unavoidable part of everyday life. This meansthat those who
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struggle with any kind of communication problems will have
disadvantages in more and more areas. So the research into this problemis
avery pressing task. The treatment and elimination of functional illiteracy
is not within the power of only one disciplineg; it needs collaboration.

On the basis of the foregoing results and experiments, in the
immediate future | would like to examine the skills and competence of a
bigger population of 18-25 year old men. | have chosen this group because
according to the UNESCO data, it is one of the most at risk from the point
of view of functional illiteracy. | have chosen the Hungarian Army because
thisisthe only feasible way | can examine a clearly-defined population. It
derives from the special situation that we can develop a programme for
written language communication competence in the army which will suit
NATO’s requirements.

The most important outcome of the programme described here is the
utilisation of the methods and results of literacy research from new points of
view and introducing a complex approach to literacy in teacher training.
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3 The Struggle to Become Literate: The Story
of a 21-Year-Old Learning Disabled Reader

Johnnye L. Morton, U.S.A.

Thisisthe story of ayoung man who did not learn to read until hewas
14 yearsold. | want to tell thisstory because the teaching of reading isahot
political issue in the United States. As | write this paper, legislation is
working its way through Congress that will seriously impact reading
instruction in our country. Furthermore, many individual statesare passing
legislation that mandates specific reading instruction and requires that al
third-grade children will be able to read at third grade level. | believe
Chuck’s story illustrates in a powerful way the need to focus on the
individual rather than on a particular method of teaching. His story also
illustrates why we don't need standardized tests to inform us about a
student’ s literacy needs.

Chuck (not hisreal name) and | met in September 1993. His teacher
had just told his mother that he would never learn to read because he could
not learn phonics. Hismother refused to accept the fact that hewould never
read. She sought help for him, and someone referred her to me.

During our first meeting, | was impressed with this 14 year-old boy.
He was polite, motivated, and had a sense of humor. He could carry on a
conversation about a wide range of topics, and his common sense was
extraordinary for a 14-year-old. | knew immediately that | had to help him
become literate.

Assessment

| used authentic assessment to find out where he was in his literacy
development. | pulled several books of varying difficulty from my
children’s literature collection and asked him to pick one he thought he
might be able to read. He chose a book with simple words and only afew
lines of print on each page. Although he told me he couldn’t read, | was
intrigued and puzzled when he hesitated on thefirst word. | asked him what
he was thinking, and he replied, ‘Well, my teacher tells me to look at the
first letter and think of what sound the letter makes, then go to the next
letter and think of what sound that letter makes. But that never seems to
work.” (The word was ‘what’. Later in that session, | discovered that
Chuck did not know the letter w.) Chuck clearly viewed reading as the
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process of sounding out each letter in every word! | asked him if he could
find any words on that page that he knew — he couldn’t.

A writing sample gave me information about Chuck’ s understanding
of letter/sound relationship. | asked him to write about something of
interest to him. He said he couldn’t write, but he could draw apictureof his
horse. As he drew the picture, he talked about his horse, so | encouraged
him to write something under the picture. Through much coaxing and
coaching, Chuck wrote, he su wit he ets krn, (Heiswhite. He eats corn.)
Asheattempted to write ‘white', he paused and said he couldn’t remember
how to make that |etter. When | asked him what letter he wanted to make,
he said he didn’t remember what it is called.

| learned a lot about Chuck at that first meeting. | learned that he
believed that reading is sounding out words letter by letter, that phonics
makes no sense, that school is amiserable place to be, and that he wanted
very much to learn to read.

Through informed observation (Wolf, 1993) and interviews (Rhodes
& Shanklin, 1993), | determined what Chuck knew about print, his
interests, and what his immediate needs were.

His strengths included the following:
* Heknew approximately five words
* Heknew most of the letters of the a phabet
* He had good listening comprehension
* His spelling was early phonemic /letter name
* He had good memory for text
* Hehad alot of knowledge about animals and farm life
e Hismotivation to learn to read was high.
His immediate needs were:
* Todevelop alarge store of sight words
e Tolearnto use meaning (semantic) and structure (syntactic) cues.
e To use prior knowledge to develop problem-solving strategies.

As| reflected on the information | gathered during our first session, |
remembered that Goodman (1996) had stressed that there is just one
reading process. The process is the same for everyone regardless of the
label they wear or how old they are. Therefore, | decided to plan a
programme for Chuck that was much like the programme | would plan for
any emergent reader.
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Instructional Plan

Since no one had ever read to Chuck, | knew that he needed help to
learn the language of books. | knew that he needed to develop some sight
words and to understand that the information he carried in his head could
help him know what the words on the page were—he had to learn to use his
prior knowledge. Thus, | decided on this plan.

1. Read to him to develop his vocabulary, and his understanding of

book language.

2. Use the Language Experience Approach to develop appropriate
reading material that he could control and that would help build his
sight words.

3. Have him write every day to reinforce and extend his letter/sound
awareness.

Instructional Sessions

Chuck isafarm boy. He has an assortment of animals (critters, as he
calls them). His verbal skills were well developed, and he could tell
wonderful storiesabout hislife onthefarm. | knew we had to tap into those
stories. His mother took pictures of Chuck and the critters. He brought
those picturesto our sessions and we began to develop hisreading material
from the stories he told about the pictures. | used a language experience
approach.

As Chuck accumulated sight words from his language experience
stories, | searched for information books about farm animal s that would be
appropriate for him. The Rookie Read-About-Science Books provided
reading content that was both interesting and manageable for him. As
Chuck gained more control of print, he brought mule magazines, farm
equipment catalogues, and books from home. These books, together with
his language experience stories, provided appropriate instructional
material.

I met with Chuck once a week. The instructional sessions had three
components: he read to me (in the beginning he read language experience
stories—later, heread trade books or hismule magazine), | read to him, and
he wrote. Appropriate instructional/coaching was embedded within each
of these components. For example, if he came to aword he didn’t know, |
encouraged him either to read on or go back to the beginning of the
sentence and think about what word would make sense. Sometimes, after
he had finished reading the piece, | asked him to go back to aword hedidn’t
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know and see if there was a part of the word he could get. This helped me
understand what grapho-phonic cues he was using.

During the writing time, | encouraged him to focus on the message he
wanted to convey. | showed him how to stretch the words and to think
about what |etters he might need for a particular word. His misspellings
gave me information about what he knew and about what he was ready to
learn.

In the beginning, progress was slow, and there were many peaks,
plateaus and valleys. After four years of once-a-week instruction, Chuck
had a large store of sight words and he used al of the cueing systems,
although grapho-phonic still tended to bethefirst strategy (the strategy that
was stressed in his Learning Disabilities class at school). He read for
meaning, and he always knew when meaning had been distorted due to a
significant miscue. His spelling was transitional with plenty of correct
spellings, and his writing was becoming more sophisticated.

Conclusion

What made the difference? Why was Chuck finally able to learn to
read after experiencing failure for so many years? The answer is that the
instruction had been carefully tailored to fit his particular needs. By
observing him closely to find out what information about print he had and
how he was using that information, | was able to provide the appropriate
mediation. Another critical factor was paying attention to what interested
him and using that interest to provide effective instructional material.

During the four years Chuck and | worked together, he taught me alot
about literacy, and helped me reaffirm my beliefs. Among these are:

» Labelsgive usexcuses for not teaching.

* Every child can learn to read and write.

* We have to be patient with the learning process.
* We have to focus on the student’s strength.

Currently, thereisastrong political movement in the United States to
requirethat schoolsteach phonicsthrough an intensive, systematic method
toall children. This*proven, scientific’ method of teaching phonics hel ped
create Chuck’ s literacy problems. He was taught phonics but did not learn
to read in first grade and was held back. He didn’t learn to read the next
year either. Chuck was placed in a Learning Disabilities class in second
grade and was given a heavy dose of phonics instruction and worksheets.
Heremained inthe same LD classroom with the same L D teacher doing the
same phonics worksheets for six years. A conversation with the teacher
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confirmed this. She concluded that if he hadn’'t learned to read after six
years of intensive, systematic phonics instruction, then he would never be
able to read. During those first few months of working with Chuck, |
concluded that he did, in fact, know phonics, but he had no other
information about print —information that would enable him to make use of
his knowledge of phonics.

To help children become successful readers and writers, we must
recognise that norm-referenced standardised tests do not provide the
needed information. We must learn to carefully observe learners as they
engage in literacy events. Through ongoing observation/assessment we
must determine what the child knows about print and then plan instruction
that will support the individual learner. Testing and mandated curriculum
will not guarantee that all children will learn to read.
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4 Third-Level Students with Dyslexia:
Can They Be Helped?

Jean Whyte, Ireland

This paper presents some background on the development of services
in Trinity College Dublin for students with difficulties in the area of written
language; it outlines the considerations underlying the development of the
model of service adopted; it describes the model itself, and gives some
facts and figures about the operation of the service.

Dyslexia is a complex neurological condition that occurs in
approximately 4% of the population. It primarily affects the acquisition of
written language, memory and organisational skills (NWPDHE, 1999). In
the United Kingdom, dyslexia is a legally-recognised disability and the
Higher Education Funding Councils have power to impose conditions on
Higher Education Institutions regarding provisions for disabled students.
A survey carried out in the UK in the late 1990s found that 94% of Higher
Education Institutions claimed to admit students registered as dyslexics to
all courses and the data on incidence suggested that between 1.2% and
1.5% of all students in higher education were dyslexic.

Talented students with dyslexia legitimately aspire to undertake
courses in higher education. It is known that such students can be
successful. However, institutions need to have a clear policy setting out
regulations, procedures and guidelines as appropriate for the identification
and support of students with dyslexia.

The handbook produced by AHEAD (Association for Higher
Education Access and Disability) in Ireland acknowledges that students
with disabilities are under-represented in third-level institutions in Ireland
and that many barriers to admission and participation still exist. Students
with disabilities have in the past been reluctant to disclose their difficulties,
fearing that to do so might militate against them. However, since the early
1990s, third-level institutions have adopted a positive policy on disability,
and have been gradually providing support services and appropriate
alternative arrangements. Grants and other forms of assistance are now
available for this purpose.

A survey of support and facilities generally available in third-level
institutions in Ireland for students with specific learning difficulties
(AHEAD, 1998) found that the following were included in many
institutions:
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* Priority registration

* Reader service

* Use of audio tape to record lectures and tutorials

e Text-HELP software

* Word-processing facilities and tuition

* Photo-copying facilities

* Copies of lecturers’ notes or overheads

* Notetaker

* Time extensions on assignments

 Study skills courses

* Special arrangements (accommodations) for examinations and

assessments
The Handbook (AHEAD, 1998) indicates that it is important for

students with specific learning difficulties who require specific supports, to
make themselves known to the relevant College Office, presenting
documentation that supports their disability. It is still frequently the case,
however, that students arrive in College having survived the second-level
education process struggling with dyslexia, without ever having been
assessed or documented. Or, in some cases, they manage to get through the
first two years in College and then realise that their potential is not being
fulfilled because of dyslexia. In Trinity College, when that realisation
dawns, they can turn to the Learning Support Service.

Background

The student undergraduate population of TCD is around 12,000
undergraduates, with 2000 postgraduates doing degrees by research or
taught Master’s course. The School of Clinical Speech and Language
Studies (henceforth, referred to as the Department) provides professional
and academic education for speech and language therapists — the only such
course in the Republic of Ireland. As well as courses which are obviously
and directly relevant for understanding all aspects of oral speech and
language production and comprehension, the course includes input on
psychological and cognitive development and functioning, and also on the
contribution made to our understanding and production of written
language, based on insights gained from psychological research.

Up until 1997, there was an informal service available to students with
learning difficulties in the College. Assessment was provided in the
Department and remediation was organised for 2-3 students per year who
came to the attention of the examinations office or other lecturers in the
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college. The remediation was carried out by students in our Department as
part of their practical work under supervision and, in general, it was very
effective. This work represented a growing awareness of the existence of
students with dyslexia in the College who needed help.

In the final term of the academic year 1996-97, the College decided to
run a pilot project, providing more extensive services for students with
reading, spelling and writing difficulties for just one term, and asked our
Department to develop a model of service and put it in place. It was
recognised at the end of that first term that there was a demand to be met —
we had seen and assessed 21 students over a five-week period —and that the
service could continue on a provisional basis.

The Process

Referral

Students can refer themselves or they may be referred by lecturers,
tutors, the counsellor, the health service, or any other agency. They may
have seen one of our cheerful posters advertising the service, which we sent
to all departments and services in the College. Between 1997 and 2001,
over 50% of students who availed of the service were referred by their
lecturers; about one quarter learned about the service through posters;
some students were told about the service by friends.

Students can attend the service at an open drop-in time (1-2 p.m. on
Tuesdays), or they can make an appointment by phone or e-mail to attend
on one of the days on which the service operates each week. After the first
appointment, the majority of clients decide to return for a series of sessions
with the same tutor on a regular weekly basis, at times when the service
operates. Between 1997 and 2001, 20% of students attended for one
session, 40% for 2-5 sessions, just over 20% for 6-12 sessions, and 20% for
13 or more sessions.

Opening hours have been gradually increased as demand has
increased and the Department has been able to retain the services of tutors.
In 2000-01, the available times were on Monday afternoon and all day on
Tuesdays and Wednesdays during academic term. Four tutors were
generally on duty on Tuesdays, and one or two on Mondays and
Wednesdays, depending on demand. Tutors can see a maximum of six
clients per day, or three per half-day sessions. In 2000-01, we could see up
to 42 students for regular appointments. The numbers of students availing
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themselves of the service in each academic year has increased from 20 in
1996-97 to over 70 in 2000-01.

Since the Department provides professional education and training
for speech and language therapists, the provision of clinic facilities where
students can gain practical experience is part of the set-up. These include
five small rooms, a waiting area and a receptionist. The facilities are not
used every day by the Department however, and the Learning Support
Service has been able to slot neatly into the gaps. The services of a
receptionist who can welcome clients, answer the phone and keep the
appointments diary are seen as absolutely essential. The receptionist also
tracks down clients who fail to show, and sends out appointments and
reminder letters.

Assessment

We begin with an assessment because, in order to help, we have to
have an idea of what is/is not working for our clients, and of their initial
view of themselves. Assessment is very important. As well as providing a
starting point for support, it must be ongoing. One can pinpoint the client’s
initial difficulties in a session or two; in the longer term, it is important to
assess how the student actually learns, and this means working with the
client.

Our basic assessment includes a structured interview based on a
written questionnaire, part of which is completed by the client, with
assistance if necessary. It provides basic demographic and contact
information. It also provides an informal example of writing and spelling.
Information is obtained on past educational history, incidence of written
language difficulties in the family, present educational experiences, the
student’s own ideas of what is causing difficulties, and the nature of those
difficulties and their consequences for the student.

Some clients come fully documented, often with a psychologist’s
report summarising the results of standardised tests. This is accepted, if
two years old or less, as evidence of need. Then we ask for an example of
more formal writing — sometimes an exam paper, or an essay which has
been returned to the student or is obtained from the student’s department;
sometimes this is a piece of spontaneous writing which has not been
corrected by a second party.

Up to recently, all our clients have arrived in College by the ‘normal’
route — i.e., with appropriate Leaving Certificate points. The fact that a
student had completed the Leaving Certificate is taken as proof of
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intellectual capacity. So we don’t feel it necessary to administer individual
tests of intelligence. More recently, a number of adults have come to us as
‘mature students’, bypassing the traditional Leaving Certificate points
requirements, and these have requested that we administer the Wechsler
Adult Intelligence Scale (WAIS, Wechsler, 1998). In the future, we may
administer this test to more clients in order to establish a more standardised
profile.

In the past year, all clients have undertaken the Quickscan part of the
StudyScan suite (see Zdzienski, in press). This is a computerised
assessment procedure which assesses learning style in a very positive way
and indicates whether or not the client is manifesting some indicators of
dyslexia. As a follow up, some clients take the complete StudyScan
assessment, which is very detailed.

In some cases, we administer the WRAT tests of reading and spelling
(Wilkinson, 1993). These are mostly reassuring to the clients, as they let
them know where they stand in relation to their age groups. We also use the
Boder tests of reading and spelling, as these can be helpful in determining
more specifically the nature of students’ difficulties.

The difficulty mentioned most often by students when they first come
forward is spelling. Others mention difficulties in reading, writing or
organisational skills, and fear of exams. A few simply request a diagnosis.

Provision of Support

The next stage is when clients are offered a follow-up appointment if
that seems appropriate, and they are advised to register with the Student
Disabilities Services Co-ordinator with a letter from us. The co-ordinator is
responsible for maintaining a range of ‘external props’. He maintains a
register of learning resource assistants, trains them, and, very importantly,
pays them. Learning resource assistance may be requested for students
who require help with note-taking in lectures, reading, and writing in
examinations (i.e., scribes). He also can provide photocopying cards and
arrange for books from the library to be borrowed for extra time. He also
arranges for facilitations at exam time — extra time, the use of a personal
workbook, a scribe, a computer, a reader — on the basis of recommendations
made by our service about what we and the student consider might help.
Not all students require all of the available facilitations.

Although facilitations can be very effective in reducing stress in the
short-term, there are important considerations to be taken into account and
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discussed fully with clients before facilitations are put in place and when
decisions are being made on whether or not to continue with them.

We have to ask whether clients will view themselves as people who
are dependent on facilitations, or as people who can be helped to achieve
more control over their performance. We also focus on developing their
understanding of how they perform in a particular way and why. They
consider whether availing of facilitations might result in an inferiority
complex that is even worse than what they may have already. Granted,
some students, such as those with hearing or visual impairments need
facilitations; however, it is much harder to pin down exactly what is the
problem for students with dyslexia — yet dyslexia can seriously undermine
student performance.

The Tutorial Process

In addition to putting tutorial processes in place where these are
thought necessary, we offer weekly tutorial sessions with an evaluation of
progress at the end of each term in consultation with the student. A decision
is also made, again with input from the student, on whether or not to
continue with the sessions. Work is based completely on what each
individual student needs, as gleaned from the assessment and his/her
examples of ongoing written work. There is no set course that all students
go through. There are some elements common to all students’ course, but
the sequence of delivery and mode of presentation are altered to suit each
student.

The tutors need to have a range of strategies at their disposal. As part
of the process, they engage in consultation with college tutors and lecturers
as well as the students concerned, at the end of each term to discuss
progress and increase understanding. A report is prepared in consultation
with each student at the end of the academic year, or at the termination of
tutoring sessions.

We view a referral or self-referral to our service as an indication that
the student wants to change. But sometimes our clients need help not
simply with literacy but in adjusting their ideas about themselves as
learners, and in understanding the nature of their problem. Often, our
clients have a history of failure and lack confidence in their ability to learn
and therefore in their ability to change. And they don’t necessarily realise
that the process will involve change. They are working toward greater
independence, not dependence on tutors or others. Some of them find this
very difficult. Not all of them succeed in the task. Sometimes their learning
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strategies can be improved; often they need specific knowledge — about
spelling rules, about structuring essays and interpreting language. And we
accept that there may be cases of specific learning difficulty where a
ceiling on progress is reached and it is not possible to move the client on in
some of the specific skills of literacy. This is where the counselling skills of
the tutors are important. The service cannot simply be about providing
spelling rules. It also has to be about helping individuals cope with their
difficulty and with the process of change. This process emphasises our
view that the students are taking responsibility for their own learning and
for their own change — changes in what they know, and changes in their
attitudes and skills.

We have always found that clients move on in different ways, and
especially in their attitudes towards themselves. They can become more in
control when they know more strategies, and more confident when they
have a greater understanding of the problem and they bring these feelings
with them when they leave.

Outcomes of Tutoring

In 2001, we sent an evaluation sheet to all students who had availed of
the service. One of the questions, an open-ended one, asked them to tell us
of any particular skills or strategies they had learned from attending the
Service. They reported growth in the following areas: confidence in own
ability, essay-writing, exam techniques, grammar, dealing with exam
stress, reading, study skills.

Measure of Satisfaction
When students are about to stop attending the Service for whatever
reason, we ask them to complete an evaluation form. Here is a
representative sample of recent responses:
* Was problem being addressed? — 54% strongly agreed, 39% agreed
* Getting what they hoped to get? — 46% strongly agreed, 54% agreed
» Greater awareness of nature of problem? — 39% strongly agreed, 46%
agreed
* Better able to cope? 39% strongly agreed, 46% agreed
* Feeling less distressed and more confident? 39% strongly agreed,
62% agreed
While the logistics of the service undoubtedly contribute to these
levels of satisfaction, it seems that there are other factors involved which
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relate to the way in which the service is run. These appear to underpin the
success of the provision we have made:
* Presenting problem: An understanding of the complex nature of the
problems that clients present with
* Attitudes towards the clients: Professionalism, respect, belief in
abilities of clients
It starts with what seems like little things, but it’s often the little things
that matter — like making sure appointments are given in writing, by letter
or on an appointments card; by making sure the client is not kept waiting
beyond the time stated for the appointment; that the length of the session is
specified — after all, they have lives to live too; by letting them know in
advance if a tutor is ill or can’t make the session; by making sure that the
client is involved in, agrees with and receives copies of reports that are
written about him or her, and that he/she is fully informed about tests and
assessment results, and where they are being sent to; and by writing up
evaluations of the sessions afterwards — by keeping adequate records we
show how much we value our clients and monitor their progress. By
evaluating the service constantly, we also show our respect for our clients.

Attitudes Towards the Tutors

Our philosophy — based on respect for the individual and belief in
his/her potential is also important from the point of view of the tutors who
provide help for our clients. In our service, the view the tutors have of
themselves is that they too, like their clients, are active learners,
responsible for changes in themselves. Tutors need to be cherished as
whole people too. They need someone to listen to them when they have had
adifficult client. They need opportunities to offer each other support. They
need to feel that it is OK to learn from each other; they need to know each
other so that, if one tutor has strengths in a particular area, they can, if
necessary, and with the consent of the client, pass on clients to each other;
they need to feel that it’s OK to ask for advice. They need to feel that they
are all working together to help clients; we support each other in this way
so that we can provide a better service for students.

The way the service is set up can determine how easy it is to provide
the right kind of support. We did it by having the service available on just
one day per week, with all tutors working on that day. Appointments are
arranged so that, usually, we have time for a team meeting at some stage
during the day, and tutors can communicate with each other. Tutors also
need infra-structural support — someone to keep the appointments book, to
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receive clients, to send out letters if necessary, to take phone calls
cancelling or changing appointments. The model has to provide for
adequate remuneration, resources, time, facilities, but above all, support.

Financial Costs

Good quality support provision comes with a price tag. We provided
666 hours of support in 2000-01 at a cost of approximately 1R£14,500
( 18,400). In addition, administration took a further 330 hours at a cost of
IRE2,640 ( 3,350). Lecture substitution costs for the director — IRE2,280
( 2,900) — must also be taken into account. These costs have been met from
the Higher Education Authority Targetted Initiative Funds to date, but
alternative arrangements are now being considered. In addition, there are
costs that are absorbed by the College, such as space, computers, resources,
materials and training.

Conclusion

At the beginning of the paper, | posed the question, *‘Can third-level
students with dyslexia be helped?” We certainly think so, and hope that we
will be able to offer a service long into the future.
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5 Psychological Profiles of Third-Level
Students with Dyslexia

Kathleen B. Murphy, Ireland

The purpose of thispaper isto put into psychological context the early
school experiences of a sample of third-level students with dyslexia. This
study explored the educational backgrounds of 4 third-level students with
dyslexia, using material obtained through semi-structured interviews. The
participants completed an interview schedule and also took part in a
follow-up interview designed to gather more sensitive information. The
central aim of thisresearch wasto discernif acommon set of psychological
factors characterisesthird-level studentswith dyslexia. The central finding
indicatesthat there are three aspects of experience that are common among
all of the participants: a perception of low self-esteem, a need to protect
oneself from ridicule by hiding the disability, and an enduring sense of
tenacity in the quest for knowledge.

Introduction

Coping with university life places new and often stressful demandson
students whose early educational experiences were negative as a result of
specific written language difficulty. Edwards (1994) lists the most
common psychological responses to university life that people with
dyslexia experience. They are, in order of prevalence, lack of confidence,
self doubt, sensitivity to criticism, behaviour problems, truancy/school
refusal, competitiveness disorders, lack of communication, isolation/
alienation, and psychosomatic pain. These responses are born out of the
following possible negative experiences from early schooling: educational
neglect, teacher violence, teasing and bullying from peers, academic
humiliation, and academic unfairness (Edwards, 1994).

Severa studies of self-perception of students with dyslexia suggest
that these students generally experienceinadequaciesin the academic area
(Gralnick & Ryan, 1990; Renick & Harter, 1989; Marsh, 1993; Burns,
1982; Lawrence, 1987; Huntington & Bender, 1993; Fairhurst &
Pumphrey, 1992). A number of studies have emphasised theimportance of
looking at differencesin self-esteem in different domains (Chapman, 1988;
Grolnick & Ryan, 1990; Prout, Marcal & Marcal, 1992; Montgomery,
1994; Riddick et al., 1999). For example, having an ability in one domain,
such as athletics, can improve feelings of overall self-worth. The literature



Kathleen B. Murphy 33

indicates that a negative school experience can have an effect on both
academic self-esteem and global self-esteem (Osmond, 1993; Edwards,
1994; Fairhurst & Pumfrey, 1992; Marsh, 1993; Lewandowski &
Arcangelo, 1994; McLoughlin et a., 1994).

Crocker and Major (1989) suggest that minorities, individuals with
physical handicaps and people with mental retardation do not express
lower self-esteem than non-stigmatised groups because they make
comparisons within their own cohort. Those in stigmatised groups
maintain self-esteem by comparing their outcomes within the stigmatised
group rather than looking to the mainstream for comparison (Crocker &
Major, 1989). Students with learning difficulties are also stigmatised
(Bryan & Bryan, 1990; Priel & Leshem, 1990); however, such students do
not use within-group comparisons as a self-protective measure (Renick &
Harter, 1989). Miles & Verma (1994) and Edwards (1994) suggest that
their difficulty with written language often creates atenacity in their quest
for knowledge. As a result of placing an importance on academic and
intellectual functioning, and then falling short of their own expectations,
does their perception of self suffer?

Method and Research Issues

The main aim of this study was to put into psychological context the
early educational experiences of third-level students with dyslexia. The
case histories of four mature university students with dyslexia, who ranged
inagefrom 34 to 53, arereported in thispaper. A questionnairewasused to
gather information on the participants educational histories. They
completed the interview schedule and a follow-up in-depth interview took
place to gather more sensitive information. The first issue this study
explored concerned the students' perception of the significance of their
specific written language difficulty. The second issue concerned the
identification of psychological implications arising from such difficulties,
including perception of self-esteem. The third issue concerned the
importance students attributed to education, and the association between
this and their self-esteem.

Results
Case History 1 — HS

HS, aged 53, left school at the age of 12 and is currently in third-year
Sociology. She places a high value on education, and has aways been



34 Psychological Profiles of Third-Level Students with Dyslexia

embarrassed by her written language difficulty. Shereportsthat school was
unpleasant and that she suffered physical aswell asverbal abuse asaresult
of her difficulties with reading and writing. Assessment indicates that HS
has Dyslexia; she reportsthat her main problem iswith spelling, but many
of her errors are the result of panic as she puts down whatever comes into
her head when she is under pressure. HS reports that she has very little
confidence and that she has poor self-esteem. The self-esteem issue is
centred around her difficulty with written language, but this spillsover into
many aspects of everyday life as she reports that she has generalised her
academic failures.

Case History 2 — JW

JW, age 40, left school at the age of 14. He has been aware of his
spelling difficulty since hewas 12 yearsold, yet received no remedial help.
Heblameshislack of successin school on hisown lazinessand on truancy.
When JW was younger, education was not important to him and he
thereforewithdrew from formal education asaresult of hisdifficulties, and
sought other areas of interest to fulfil his need for achievement. He was
successful in employment as a youth and reports that he gained a good
sense of self from this and other non-academic endeavours. AS JW
matured, he began to place a higher value on education so he decided to
overcome the challenge of academic underachievement in order to cometo
terms with his written language difficulty. He did the Leaving Certificate
last year and earned sufficient points to study drama at Trinity College
Dublin. Assessment indicates that JW has dysexia, with specific
difficulties in the areas of spelling, essay organisation, punctuation and
grammar. His perceived sense of self-esteem around academic issues is
low but his sense of global self-esteem, he reports, has not suffered from
his negative school experience because of his success in other domains of
life.

Case History 3 - DD

DD, aged 37, left school at 15-years of age and worked at odd jobs
until 10 years ago when she completed her Leaving Certificate and entered
Trinity College Dublin to study Sociology. She had always placed a high
value on education but was never able to meet her teachers' or her own
expectations. She had a very unhappy school experience and reports that
shewas often physically abused and madeto sit at the back of the class. She
reports that she was often called stupid by her teacher and was regularly
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told that she would amount to nothing. She internalised these messages,
and therefore feels she suffers from a low sense of both academic and
global self-esteem. DD has difficulty meeting her essay deadlines and she
was missing class in order to work on her essays. Her pattern during her
time in Trinity College Dublin was to fail a year, stay out a year for the
funding necessary to continue her education, and then repeat the year. DD
perseveres with third-level education, despite the strain it causes her,
because of the importance she places on learning. She reports that her
specific written language difficulty had impacted greatly on her academic
self-esteem and her global self-esteem.

Case History 4 — PM

PM, aged 34, left school at 17, having failed his Group Certificate (at
age 14). Hereturned to second-level education recently, passed his Group
Certificate, and entered Trinity via the Trinity Access Project. He was
diagnosed with dyslexia at age 9, but reports that he had no remedial
tuition. His school experience was academically negative and, as a result,
he sought acceptancein adeviant peer group. PM experimented with drugs
and alcohol in hisyouth and had severe self-esteem problems. He seemsto
have overcome any problems he had with drugs, and currently works with
at-risk youths in his neighbourhood. As a result of this meaningful work,
PM feels hisglobal sense of self was enhanced. Recently, asaresult of the
decision to no longer hide his written language difficulty, he is beginning
to accept it and feel better about himself academically.

Summary of Case Histories

The participants in this study were mature students — two males and
two females. They were studying arts or business and social science. All of
them had a family history of specific written language difficulty, had
negative school experiences, had left school prematurely, and had failed to
complete the Leaving Certificate examination. All of the participants had
presented with writing and organisational difficultiesinitially while two of
them had also presented with reading difficulties. The participants all
experienced atime delay in completing their third-level programmes, with
one student taking a four-year course over aten-year time span. All of the
participants had utilised self-protective behaviours in school to hide their
learning difficulty. Often, these behavioursincluded pretending that school
work was unimportant to them and therefore, avoiding doing certain work
or school activities. In retrospect, they were able to put those behaviours



36 Psychological Profiles of Third-Level Students with Dyslexia

into context, and reported that contrary to what they had led their peersand
teachers to believe, education was and is very important for them. Their
commitment to educationisevident intheir struggleto overcomeor at least
copewith dysexia. Three of thefour participantsreported that their overall
sense of self-esteem was poor asaresult of the negative school experiences
they had as students with learning difficulties. One of the participants
reported that hefelt he had an overall good sense of self-esteem but that his
academic self-esteem was low. The difference between his experience and
the experiences of the other three was that he had a sense of achievement
from other domains in his life and academic achievement had less
significance for him as an adol escent.

Conclusion

The case studies reported here, which support the literature, indicate
that a negative school experience for students with specific learning
difficulties, can have a negative affect on both academic self-esteem and
global self-esteem (Burns, 1982; Huntington & Bender, 1993; Riddick et
a., 1999; Osmond, 1993; Edwards, 1994; Fairhurst & Pumfrey, 1992;
Marsh, 1993; Lewandowski & Arcangelo, 1994). The reported need to
protect themselves from ridicule by hiding their difficulty from others also
corroborates findingsin the literature (Crocker & Major, 1989). This self-
protective behaviour is coupled with a tenacity for learning (Miles &
Verma, 1994; Edwards, 1994). Each of the students featured in the case
studies reported that they were struggling to put into perspective their
negative school experiences and to overcome the learning difficulties that
ledto their negative experiences (Miles& Verma, 1994; McLoughlinetal.,
1994). The importance which the participants placed on academic
achievement is evident in the committed way they continue to pursue
education despite their struggle with dyslexia.
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6 Cognitive Profiles of Third-Level Students
with Dyslexia

Edel Flanagan, Ireland

This paper presents the results obtained by students who have
completed the StudyScan Computerised Dyslexia A ssessment programme
at Trinity College Dublin. StudyScan isacomputerised battery of teststhat
was devel oped to diagnose dyslexiaamong studentsin higher education. It
aimsto identify indicators of dyslexiaand preferred learning styles, and to
provide detailed cognitive profiles and, as such, is useful in tailoring
specialised tuition for third-level students. To date, 11 students have
completed StudyScan. These students are past or current attendants of the
Learning Support Servicefor studentsat Trinity College Dublin. Of the 11,
8 are male and three are female. They range in age from 18 to 43 years.
They come from a variety of faculties including Arts, Engineering and
Business Economics and Social Studies (BESS).

Cognitive Deficits in Dyslexia
Several characteristics have been widely noted in connection with

dyslexia among students:

* a persistent or severe problem with spelling, even with easy or
common words
difficulties with comprehension
slow writing speed and reading speed
alack of fluency in expressing ideas
difficulties with vocabulary
failure to marshal learned facts effectively in examinations
inability to listen with understanding while taking notes
difficultieswith organisation including structuring materialsfor essays
There is no single theory as to what causes dyslexia, but one
hypothesis is that it is related to a deficit in short-term memory
(McLoughlin, Fitzgibbon & Young, 1994). Inefficiencies in short-term
memory appear capable of accounting for many of the manifestations of
dyslexia. Inadequate phonological processing-skills affect the acquisition
of phonic skills in reading and spelling. These inefficiencies also affect
language comprehension, serial order memory, and recall of information
from long-term store (McL oughlin, Fitzgibbon & Y oung, 1994). They also
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affect the speed at which information is processed, affecting both reading
speed and writing fluency. In addition, written work may appear digjointed
or words or phrases may be omitted because astudent haslost track of what
he/she istrying to express.

Despite the cognitive deficits experienced by people with dyslexia,
the difficulties are not insurmountable as is demonstrated by the level of
both academic and vocational success that is achieved by individuals with
dyslexia. By thetimethey reach adulthood, most dyslexics have devel oped
an array of compensatory strategies to enable them to manage their lives,
and many of the manifestations of dyslexia are often overcome, but their
dyslexia has not ‘disappeared’ and they will continue to experience
difficultiesin several areas of their lives.

The StudyScan Computerised Dyslexia Assessment Suite

StudyScan is a computerised battery of tests that was developed to
diagnose dyslexia among students in higher education. Pico Educational
Systems produced it in the UK in 1997, following more than 5 years of
research by Dorota Zdzienski. Essentially, it was developed as a practical
solution to the logistical and economic difficulties facing special needs
coordinators and educational psychologistsin higher education.

StudyScan consists of three inter-related programmes. The first,
QuickScan, is a self-administered, computer-presented questionnaire. It
functionsasascreener, aimed at identifying indications of dyslexiaprior to
sitting the more detailed StudyScan tests. Typically, participantsrequire 20
minutesto compl ete the questionnaire, after which the software generatesa
report for the student on their preferred learning style, areas in which
additional support may be needed, and whether additional assessments for
specific learning difficulties are warranted. If QuickScan refers participants,
they then sit StudyScan, which consists of a full battery of cognitive and
educational tests designed to assesstheir dydexia-likedifficulties (Table 1).
The programme incorporates most aspects of a full educationa
assessment.

The StarScan programme interprets the results of QuickScan and
StudyScan and generates a final report that relates to the student’s
performance on each of the tests, and (which) provides a diagnostic
assessment of each individual’s indications of dyslexia and a compre-
hensive cognitive profile that can be used to identify specific areas of
strength and weakness. StudyScan distinguishes between five types/
degreesof dyslexia: borderline, mild, moderate, severe, and compensated.
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TABLE 1: ELEMENTS OF STUDYSCAN TESTS

Cognitive Subtest Content
Memory and verbal non-verbal  vocabulary
Coding reasoning  reasoning
Proficiency Tests  visual digit auditory visual coding

span digit span  abstract

form

Literacy reading reading audio spelling punctuation
Attainment Tests ~ comprehen- comprehen- spelling recognition

sion (silent  sion
and timed)  (audio and
untimed)

Mathematical numerical  application
Attainment Tests  calculations of
arithmetic

Validity of StudyScan

Pilot testing of QuickScan was conducted at 6™ form collegesin the
UK and at several universities with groups of confirmed dyslexic students
and groups of non-dyslexic students. Reliability rates of .90 were found
and results seemto confirm that the QuickScan is capabl e of discriminating
between dyslexic and non-dyslexic students (Zdzienski, in press).

To date, StudyScan has not been subject to large-scale reliability or
validity studiesthat would berequired in order to substantiate claimsthat it
is fully capable of accurately identifying dyslexia. Such research is,
however, currently being conducted by the Dyslexia Assessment Working
Group within the WEBB Accessibility Project at the University of Bath.

Analyses of Reports

As part of the study reported here, analyses were made of the
StudyScan reports of 11 students who are past or current attendees at the
Learning Support Service for students. According to StudyScan diagnoses,
3 have borderline dyslexia, 2 have mild dyslexia, 2 have moderate
dyslexia, and 4 are categorised as ‘ compensated dyslexics'.

Performance on each subtest was categorised as either weak, below
average, average, above average or strong. In thisstudy, the weak category
was assigned ascore of 1, the below average category 2 and so on. A cross-
tabulation of StudyScan diagnostic categorisations and performance on the
three cognitive subtests in the suite are given in Table 2.
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All students appear to have arelatively rich lexicon at their disposal,
as evidenced by their scores on the vocabulary subtest. Their overall
performance appears to lie between ‘above average’ and ‘strong’. As
expected, the moderate group performed least well, but they still obtained
scores in the average to above-average range.

TABLE 2: MEAN SCORES ON COGNITIVE SUBTESTS, BY DIAGNOSTIC

CATEGORY
Students Vocabulary Verbal Reasoning  Non-verbal Reasoning
All Students 4.18 3.10 2.80
Borderline 4.00 3.30 3.30
Mild 5.00 3.50 2.00
Moderate 3.50 1.50 1.50
Compensated 4.25 3.50 3.50

On the reasoning tasks (see Table 3), there were few differences in
average obtained scores between the verbal and non-verbal tasks. Only the
moderate group performed more poorly on the non-verbal task, achieving a
weak to below-average score. Overal, however, the students achieved an
average score on the reasoning tasks.

Performance on the short-term memory tasksreveal ed that these tasks
posed adifficulty for students.

TABLE 3: MEAN SCORES ON SHORT-TERM MEMORY SUBTESTS,
BY DIAGNOSTIC CATEGORY

Students Coding Snowflakes Visual DS* Auditory DS*
All Students 2.90 1.60 2.70 3.00
Borderline 3.00 1.30 2.60 3.00
Mild 3.00 2.00 2.50 2.50
Moderate 2.00 1.00 1.50 2.00
Compensated 3.25 2.00 3.50 3.75

*DS = Digit Span

In the auditory digit span task, the mild and moderate groups
performed in the below-average to average range. Scores on the visual
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tasks were lower than those on the auditory tasks: al groups except the
mild dyslexia group (who remained consistent) achieved a lower mean
score on the visual digit span task than on the auditory digit span task. In
particular, students performed most poorly on the visual abstract form task
(Snowflakes), where the overall score was in the weak to below-average
range. Overall, the students obtained an average score on the coding task,
with the exception of the moderate group, who achieved a below-average
score.

When proficiency tests were analysed, it was clear how the cognitive
deficits associated with dyslexia affect performance on school-related
tasks. Firstly, on the reading speed task, both the borderline and mild
dyslexic groups achieved below-average scores and the compensated
group achieved average status, thereby suggesting that this group had
developed improved strategies for their rate of reading.

TABLE 4: MEAN SCORES ON PROFICIENCY SUBTESTS, BY DIAGNOSTIC

CATEGORY
Students Reading Speed Writing Speed Copying Speed
All Students 2.40 2.50 2.00
Borderline 2.30 2.00 2.00
Mild 2.00 3.00 1.00
Moderate 1.50 2.00 2.00
Compensated 3.00 3.00 2.50

Similarly, the groups did not perform especially well on the speed of
writing tasks, although the mild group did perform better on thistask than
on the reading speed task. Finally, performance on the copying task wasin
the bel ow-average range, and even the compensated group did not achieve
an average grade.

On the comprehension tasks (Table 5), the students generaly
performed at an average level on both versions, but they seemed to perform
better in the auditory condition than in the visual-only condition. Two
factors appear significant. First, in the auditory condition, there are notime
constraintsand, second, thetext is presented in both modalities—visual and
auditory. Thisfacilitates processing of information. It isinteresting to note
how the compensated dysl exics outperform the other groups, and how their
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comprehension is further facilitated in the auditory condition. In addition,
it is noteworthy how the moderate dyslexic group falters under the timed
condition, but achieves average status when there are no time constraints
and the material is presented both visually and in audiory form.

TABLE 5: MEAN SCORES ON THE LITERACY ATTAINMENT SUBTESTS,
BY DIAGNOSTIC CATEGORY

Silent Auditory Audio Spelling
Students Compreh. Compreh. Spelling ~ Recognition Punctuation
All Students 3.00 3.60 1.45 2.90 3.40
Borderline 3.00 3.30 1.30 3.30 3.60
Mild 3.00 3.50 1.00 1.00 3.00
Moderate 2.00 3.00 1.00 1.00 3.00
Compensated 3.50 425 2.00 4.00 3.50

The audio-spelling task highlights the greatest difficulty experienced
by students. All students performed in the weak to below-average range.
The compensated group obtained the highest scores, but even their average
score was in the bel ow-average category. It is clear from these results that
al 11 students have difficulty processng sounds to creste written
representations.

Recognising the correct spelling of aword appears to be a somewhat
easier task for these students than producing a correctly-spelled word. The
borderline and compensated groups performed much better on the spelling
tasks, suggesting that they have developed compensatory strategies that
have not been developed by the mild and moderate groups, who show no
improvement from the audio-spelling task. The mild and moderate
dyslexia groups appear to have great difficulty with both producing a
correctly spelled word, and with recognising a correctly-spelled word,
suggesting inefficiencies in the phonological store.

Each of the groups performed satisfactorily on the punctuation task,
which involved identifying the correct punctuation marks (from a list of
such marks) that is necessary for a presented sentence. All students
performed in the average-to-above-average range.

Finally, the numeracy attainment test scores revealed that there is a
slight trend for higher performance on the application of mathematicstasks
than on numerical calculation tasks (Table 6). The borderline and
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compensated groups performed in the average range on both tasks, but the
mid and moderate groups performed better on applications rather than on
the calculations tasks. The moderate group experienced most difficulty
with baoth the calcul ations and application of mathematics tasks.

TABLE 6: MEAN SCORES ON MATHEMATICAL ATTAINMENT SUBTESTS,
BY DIAGNOSTIC CATEGORY

Students Calculations Math Applications

All Students 2.80 3.10

Borderline 3.30 3.00

Mild 2.00 3.00

Moderate 1.00 2.00

Compensated 3.75 3.75
Conclusion

StudyScan highlights areas of strength and weakness among the 11
studentswho completed it and illustrated where the compensated dyslexics
had developed successful strategies and where those with moderate
dyslexia were experiencing most difficulty, and therefore, required most
assistance.

Students in the study appeared to have difficulties ranging from quite
mild to apoint that could significantly affect their success at college. They
appeared to have spelling problems, inefficiencies in short-term memory
processing, and slow reading and writing speed. In this sense, StudyScan is
useful in pinpointing the extent to which the cognitive deficits associated
with dyslexia may influence academic performance. The programme
therefore facilitates the development of strategies to assist students so that
they can cope with the demands placed on them at college.
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7 Literacy and Emotions: Data Analysis
from the Dudelange Project

Charles Berg and Paulette Lick, Luxembourg

This paper examines relationships between students literacy
achievements and their emotional states for learning. First, the theoretical
underpinnings of the study are described. Second, measures of literacy and
of emotional state which were administered to ailmost 200 students in
fourth grade, are described. Third, the use of factor analysis to construct
indicators of general literacy and emotional state for learning is outlined.
Fourth, the application of cluster analysisto categorise students’ emotional
states is described, as five clusters of students are identified. Fifth,
associations between students' literacy and their emotional states are
examined. Sixth, practical consequences of the findings are outlined.

Theoretical Background

The theoretical path of our work went from cognitive modelling of
the reading acquisition process to focused intervention in environments
where literacy thrives. Initially, models by Ellis and Y oung (1989), Van
Grunderbeeck (1994) and Graf (1994) appealed to us as they addressed
factors associated with the reading difficulties experienced by individual
students. But we soon encountered problems. Therewerefew hintsonthe
frequency with which different types of reading problems occurred.
Many of the models were based on the outcomes of experimental or
clinical studies, and gave no indication of how to address the reading
problemsencountered in schools. Finally, whilethe model s addressed the
development of word reading in some detail, little information was given
about literacy development as a complex socialisation process (see, for
example, Harrison, 2000, p. 17). Therefore, we tried out an alternative
approach. We studied examples in the literature on teaching reading
which emphasise learning and social environments such as families,
classrooms, schools. We learned that it was important to reflect on the
complexity inherent in classrooms and learning contexts (Cambourne
2000, p. 514) and to devise strategies for enabling schools to create new
literacy classrooms (Kist 2000, p. 711). We became aware that the
representation of reading as situated cognition calls for more effective
strategies for practitioners to make appropriate interventions. To do so
we aso had to highlight the link between literacy and school
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development and to clarify the social functioning of exclusion processes
linked to problemswith literacy acquisition. So the reading processwas no
longer viewed solely in terms of an information-processing activity, but as
asocial practice relying on and shaping students’ identities. Thisled usto
examining associations between students' reading literacy and their
emotional states for learning. Coles (1999) has pointed out that the unity
between cognition and emotions has been disregarded both by
psychologists and educationalists, though there is good neurological
evidencefor viewing literary asacognitive processthat isintertwined with
emotions (Damasio 1994; LeDoux 1996). The available data allowed a
first exploration of therole of emotionsintheliteracy acquisition process.

Analysis of the Data

All the data we have worked on come from the Dudelange School
Project in which we have been active since 1998. In September 1998 we
undertook a quantitative survey that included all Dudelange fourth graders
(N=198). Data on achievement and social, educational, emotiona and
cognitive variables were gathered. The global datafile includes more than
270 variables. For this study, we focus on variables relevant to the
exploration of alink between literacy and the emational state for learning
of childrenin school. These data are complemented by those from arelated
study conducted in 1999 in which all poor readersin our sample (N = 80)
were interviewed in order to gain insights into their perspectives about
their own literacy devel opment.

Our first step was the construction of ageneral literacy index. Dataon
each of the following aspects of literacy were in the data file: word
recognition, two aspects of reading comprehension (1 and 2), spelling,
sentence structure and passive vocabul ary. Comprehension 1 distinguishes
between four different levels of comprehension and covers severa text
genres. Comprehension 2 is narrower; it is based on only one text and nine
guestion items.

Our next step is concerned with the measurement of emotions. Eleven
variables in the areas of anxiety, stress, self-concept and motivation were
available, based on four instruments.

The General Literacy Factor
The six literacy variables are strongly interrelated. Consequently, we
concluded that the concept of literacy refers to a set of interdependent
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characteristics. It therefore seemed sensible to construct a scale based on a
factor or multiplefactorsunderlying the observed literacy characteristics.
A principal components factor analysis that involved 5 iterations
revealed one principal factor underlying thesix reading literacy tests. The
corresponding Scree plot showed a clear elbow point at Factor 2. Hence,
the six literacy variables were combined to yield asingle general literacy
factor. The factor matrix (Table 1) shows strong loads on spelling,
comprehension 1, and structure, and a lesser load on vocabulary and
comprehension 2. In the bottom position we find word reading.

TABLE 1: FACTOR MATRIX FROM FACTOR ANALYSIS OF STANDARDISED

LITERACY VARIABLES
Factor 1
Spelling .87
Comprehension 1 .85
Structuring .83
Vocabulary 77
Comprehension 2 .70
Word Reading 45

The Emotion Factor

The emotion variables are strongly interrelated. A principal components
factor analysis involving the 11 emotion variables yielded three factors.
The first isinterpreted as anxiety about school. It is characterised by
very high loads on the two anxiety variables, on school reluctance and on
the effort avoidance variable, medium high negative loads on self-value
variables and medium high positive loads on stress variables (Table 2).
The second factor expresses a positive attitude towards school, while the
third suggests adislike of school. The second factor shows high loadings
on coping with stress, on the self-value variables and zeal, and low
positive loads on the anxiety variables; the school reluctance and effort
avoidance variables do not load on this factor. The third factor loads
strongly on school reluctance, self-value in leisure and effort avoidance.
Thelowest valuesarefor anxiety, stressand zeal. Whereasfor self-valuein
school the load is very low, we have a negative load for self-value in the
family.
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TABLE 2: FACTOR MATRIX FROM FACTOR ANALYSIS OF STANDARDISED
EMOTION VARIABLES

Variable Factor 1 Factor 2 Factor 3
General Anxiety 75 .26 -.10
Class test Anxiety 75 24 .03
Effort Avoidance 1 .09 .29
Self-value in Leisure -.67 .55 .30
Self-value in School -.67 .34 -.07
Self-value in Family -.63 .49 13
School Reluctance 53 .04 Sl
Somatic Stress 43 .29 -17
Stress Experience 42 .32 -.05
Coping with Stress 32 45 =21
Zeal 13 .37 -.19

Comparing the means of the emation variables for groups split up by
the three factors might illustrate the meaning and the differing importance
of the variables. As Factor 1 explains a large part of variance, the
comparison of meansfor five 20%-groupswith Factor 1 varying from very
highto very low isthe most interesting analysis. Wefind aregular increase
or decrease for al variables except those concerned with self-esteem: the
lowest means appear in group with the lowest 20% of scores on Factor 1,
and the highest means are found among the highest 20%. The oppositeis
true for the three self-esteem variables. The difference between the means
of the top and the bottom groups are high and significant for anxiety, self
value and effort avoidance. They are lower and non-significant for school
reluctance, stress variables and zeal. Due to the decreasing amount of
explained variance, the corresponding analysesfor Factor 2 and Factor 3 are
less interesting as irregularities are more frequent and differences smaller.

The Emotions Clusters

Reducing data through factor analysis might give us insightsinto the
genera functioning of school failure. But it is still difficult to produce
evidencethat might influence practitioners’ belief systems, and assist them
in being more reflective in their work and interactions with individual
students. Thus we looked for an alternative means for reducing data.
Cluster analysisallowed usto group cases according to waysin which they
were similar on the 11 emotion variables. We reordered and labelled the
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five obtained categories as. (@) Cluster 1. Helplessness (18.6% of
students), (b) Cluster 2: Hostility (21.7%), (c) Cluster 3: Unease (21.6%),
(d) Cluster 4: Realism (23.2%), (€) Cluster 5: Optimism (14.4%).

Comparing the means of both emotion factors and emation variables
for the sample broken down by clusters (Table 3) will allow usto arrive at
the meaning underlying the statistically-constructed clusters. It becomes
apparent that suffering from school is strongly, aimost linearly related to
the cluster solution (Eta Squared: .75). Suffering decreasesin regular steps
by clusters, with the helpless students suffering most and the optimistic
ones least. The second factor again plays a less important role. It merely
differentiates specific groups: the hostile ones versus those who do not feel
at ease, the realists versus the optimists, with, in both cases, a relatively
more positive attitude towards school for the latter group. Thereisonly a
weak relationship between the cluster solution and factor 3 (Eta Squared:
.07). The striking feature is that a dislike of school is weakest for the
hel pless students and the optimistic ones. What leads to luck for one group
leads to misery for another!

TABLE 3: COMPONENTS OF THE EMOTIONS CLUSTER

Emotion Cluster Suffering from  Positive Attitude Dislike of
School Towards School School
Helplessness Mean 1.12 .05 -.33
N 36 36 36
Std. Dev. 46 .63 78
Hostility Mean .56 -.76 18
N 43 43 43
Std. Dev. .54 72 .57
Unease Mean .04 1.11 .10
N 42 42 42
Std. Dev. .56 .52 .86
Realism Mean -.58 -35 .14
N 45 45 45
Std. Dev. .36 .53 .86
Optimism Mean -1.43 .00 -.24
N 28 28 28
Std. Dev. 47 .52 .50
Total Mean .00 .00 .00
N 194 194 194

Std. Deyv. .95 .88 .76
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Studying associations among the emotion variables and emotion
clusters lets us see how the different variables contribute to the clusters.
The top group (Eta Squared above .40) includes both anxiety variables,
self-esteem in family and in leisure as well as effort avoidance. In the
middle group (Eta Squared between .40 and .30) are self-value in school
and coping with stress, and in the bottom group are somatic stress
symptoms, stress experience, school reluctance and zeal.

Comparing the means of the emotion variables also provides a good
picture of the meaning of the five clusters. The group of the helpless
students shows low means for self-esteem and high meansfor anxiety and
stress variables, aswell asfor effort avoidance. Characteristically, thereis
no indication for an opposition against school values, as school reluctance
on the one hand is relatively low, and zeal on the other hand is relatively
high. Students whose attitude has been interpreted as hostility towards
school apparently can rely on a few more defence mechanisms than the
helpless ones. Self-esteem is still low, but anxiety and stress variables and
especially zeal decrease. Regarding the relation between zeal and effort
avoidance, the hostile and the optimistic students are the only ones who
show coherent positions — coherently negative, low on zeal and high on
effort avoidance, or coherently positive, high on zeal and low on effort
avoidance — whereas the others, a large majority of students, want to
succeed without being prepared to work. For the three remaining groups,
the means of self-value variables are above average, with optimists scoring
highest and realists lowest. The values of all the other means, anxiety and
stress variables, school reluctance and effort avoidance drop consistently
over the three remaining categories. There are two exceptions to this
general tendency: zeal and coping with stress are strikingly higher for
optimists.

Results

Whereas the second and the third factors are not interrelated with the
general literacy factor, the first factor (suffering from school) correlates
negatively. Splitting the whole sampleinto five equal groups according to
the suffering factor and comparing means, we see that the means of the
general literacy factors decrease systematically as suffering from school
increases. The one-way analysis of variance is significant, and gives an
explained variance value of 28.2% (R=-.530 and ETA =-.531). Aswe do
not want to speculate about causality at this stage, we made the same
analysis in the other direction. The picture is as obvious, again with a
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significant one-way analysis of variance and an explained variance of
32.3%. So there is support for the hypothesis that poor readers very often
suffer from school, and that students who suffer from school are at risk of
becoming poor readers.

Comparing the means of the general literacy factor for the five
emotion clusters, we again find a clear tendency. There is a regular
decrease of literacy performances over the five emotion clusters. The
explained variance amounts to 28.4%. Splitting the sampleinto five equal
groups and comparing with clusters produces a crosstab with a highly
significant Chi-Square test which confirms the observed tendency. Fifty
percent of students with a very low general literacy factor come from the
group characterised by helplessness, whereas none of the optimists belongs
to that group. On the other side of the continuum, among those 39 students
who have top genera literacy scores, we only find two (5.1%) in the
helplessness cluster, compared to 15 (38.5 %) in the optimism cluster. So
from whatever anglewelook at our data, it becomes evident that there exists
astrong relationship between general literacy and the emotional situation of
children in the school context.

Discussion and Prospects

We have just started a parallel qualitative study. Its purpose is to
reconstruct students' insights from the data of the Dudelange Case Study
where in-depth interviews have been conducted with 80 poor readers in
order to compare and to link qualitative and quantitative approaches. This
is particularly important if we want to use our results for teacher training.
We hope to get the opportunity to consider our quantitative modelsin the
light of children’ severyday semantics. Thedomains of inquiry retained for
the interview study were the following: What contact do students have
with reading material ? What concept of reading do they have? What istheir
reading experience? What is their reading biography? What role does
reading play in their family background, in early reading education and in
school now? What life prospects does literacy give them? The other main
topic in the interviews is the emotional reaction towards school and how
the link between literacy and emotions becomes apparent to children.

Conclusion

Asafirst conclusion we plead for atheoretical re-framing of literacy
matters. Literacy isnot only aproblem of mere information processing. It
is generally linked to cultural and social issues. Learning to read is more
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than acquiring atechnical skill, and literacy cannot be regarded asasimple
instrument. For it is an important element of socialisation. Providing
access to literacy thus also means negotiating the construction of an
interface between social and individual emotions. To manage this task,
learning environments, classrooms and school, can promote literacy by
being socially integrative and by facilitating the devel opment of optimism.

So our second conclusion concernstherole of schools. Schoolswhere
literacy thrives are schools where optimism thrives (Berg & Lick 2001).
Our results can actually be read in parallel to Seligman’s (1991, 1995)
work on learned helplessness and optimism. Success in learning to read
makes students optimistic; but it also works the other way round.
Optimism makes students successful. Children learn their own explanatory
style. Parents are not the only adults who unwittingly impose their
explanatory style on children. Teachers and coaches are enormously
influential (Seligman, 1995). Learning to read is an important link in this
development process. School teachers should at least be aware of the
power of explanatory styles and schools should develop aclear policy. Our
idea is that the concept of learning optimism should be linked to early
reading education. For if schools function as optimistic organisations, less
students will go off the track, and more students will develop enough
perseverance and frustration tolerance to be able to cope with the difficult
task of learning to read in a multilingual context. Obviously this cannot
replace accurate knowledge on the reading process, nor doesit make early
intervention programmes superfluous. Neverthel ess devel oping optimism
isanecessary element of al reading instruction.
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8 Diversity and Synergy? The International
Context of the English Literacy Strategy

Roger Beard, England

This paper builds upon the Review of Research and Other Related
Evidence that was commissioned for the UK government’s National
Literacy Strategy (Beard, 1999a; seea so Beard, 2000aand b) and also upon
asubsequent review of international research evidence on children’ swriting
(Beard, 2000c). The paper will suggest how ‘synergy’ (combined effect)
may be created by linking previoudly diverse research areas to established
thinking in literacy education, in order to inform policy and practice.
Synergy reflects the gains from considering what Declan Kiberd referred to
at the beginning of the 12th European Conference as‘ not ‘either ...or...", but
‘both...and...". Four research areas will be discussed: school effectiveness
research; reading processresearch; overseasreading pedagogy research and
writing research.

The National Literacy Strategy

The National Literacy Strategy (NLS) was implemented in English
primary schools (5-11 year olds) in 1998. Itsmain aim isto raise literacy
standards by encouraging schools to use a combination of teaching
approaches derived from an internationa review of effective practice
undertaken by a Literacy Task Force (LTF, 1997a, 1997b). This
combination is brought together in a daily ‘literacy hour’, comprising
whole class and group teaching and independent work. Specific teaching
methods include: shared reading and writing; guided reading and writing;
and plenary sessions for whole class review, reflection and consolidation.
The teaching is based on a Framework for Teaching, comprising termly
objectives (based on the English National Curriculum), structured at text,
sentence and word levels. The NLS also encourages reading to the class,
children’s individual reading and extended writing (DfEE, 1998; see dso
Beard, 1999b). The NLSis underpinned by a national target that, by 2002,
80% of 11 year olds should reach the standard ‘ expected for their age’ in
English (Level 4) inthe National Curriculum tests. The proportion reaching
this standard in 1996 was 57%. The NLS has been held up by international
authorities on educationa change asthe most ambitious large-scale strategy
of educational reform witnessed since the 1960s (Fullan, 2000).
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School Effectiveness Research

The NLS reflects several key implications of school effectiveness
research. School effectiveness is generally gauged by the further progress
which pupils make than might be expected from consideration of the
school’s intake. The measures are normally in basic subjects, especiadly
reading and numeracy, and examinations.

School effectiveness research was drawn upon in both reports from
the Literacy Task Force (LTF, 1997a, 1997b). The Task Force included
two authorities in the field, Michael Barber and David Reynolds. Both
have highlighted the tensions between British teaching practices and
research findings on effectiveness, including issuesrai sed by unnecessarily
complex teaching arrangements (e.g. Barber, 1997; Reynolds, 1992). This
concern has a so continued to be expressed in reports of inspection evidence
(e.g., OFSTED, 1997).

English primary schools have for many years been influenced by
notions of ‘good practice’ that have been summed up by what Robin
Alexander has described as ‘multiple curriculum focus in teaching
sessions, with different groups working in different curriculum areas and
the kinds of teacher-pupil interaction associated with a commitment to
discovery learning’ (Alexander, 1992, p.143). Alexander notes that a
feature of such approachesisoften that ‘ the good tends to be asserted but
seldom demonstrated’ (Alexander, 1992, p. 180).

Two particular meta-analyses (research syntheses) on school
effectiveness were singled out by the Literacy Task Force (LTF, 1997b):
those by Jaap Sheerens (1992) and Bert Creemers (1994). The following
account from Sheerens analyses identifies a number of factors that,
according to research and inspection evidence, were relatively uncommon
in English primary schools before the advent of the NLS.

Scheerens (1992) identifies two characteristics of school
effectivenessthat have ' multiple empirical research confirmation’, namely
structured teaching and effective learning time. The elements of structured
teaching are identified as follows:

* making clear what has to be learnt

 dividing material into manageable units

* teaching in awell-considered sequence

e using material in which pupils make use of hunches and prompts
regular testing for progress; and
* giving immediate feedback
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Effective learning time is partly related to structured teaching in that
whole class teaching can often be superior to individualized teaching
because in the | atter the teacher has to divide attention in such away that
the net result per pupil is lower. Other aspects of effective teaching time
are‘curricular emphasis’, related to the time spent on certain subjects, and
the need to inspire, challenge and prai se so asto stimul ate the motivation to
learn and thus indirectly to increase net learning time.

Thus, the combined effect of bringing together school effectiveness
research and literacy education underlined the likely value of more
sustained attention to literacy, through a limited focus in lessons, greater
emphasis on whole class and group teaching, and the use of various
interactive shared teaching techniques.

Reading Process Research

If generic research on school effectiveness partly predicted the success
of the NLS, so did findings from reading research, especially that concerned
with the reading process. There is evidence of another substantial tension
in recent years. between the model of reading assumed by influential
British teacher education publications and the conclusions from
experimental research. These conclusions have been recently marked by an
unusual consensusin what has often been a contentious area of investigation.
Recent psychological research indicates that what characterises reading
fluency is context-independent word recognition and context-dependent
comprehension. This is well discussed by Charles Perfetti (1995). UK
literacy education has, for many years, been disproportionately influenced
by amodel that isin some ways diametrically opposite (e.g. Brookset al.,
1992; Beard and Oakhill, 1994).

For someyearsfluent reading washeld to bea’ psycholinguistic guessing
game’ by someinfluential writers. Thisview assumed that fluent reading was
characterised by increasing use of contextual cues and minimal use of visual
cues (Goodman, 1967; Smith 1971). In the last twenty years a great dea of
evidence has been put forward in support of the opposite view (see also Beard,
1995; Stanovich, 2000).

Recent research-based models of fluent reading suggest that reading
involves the use of sources of contextual, comprehension, visua and
phonological information which are simultaneoudly interactive, issuing and
accommodating to and from each other (Rumelhart and McClelland, 1986;
Seidenberg and McClelland, 1989; Adams, 1990; Reid, 1993; Stanovich &
Stanovich, 1995; Perfetti, 1995). These findings are reflected in the NLS
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‘searchlights model of reading, which draws attention to four main cue
systems:contextual understanding, grammatical knowledge, word recognition
and phonic knowledge. The model dso allows for the fact that beginning
readers may draw disproportionately on one or more of these cues systems
until reading fluency is established.

Overseas Reading Pedagogy Research

Inspection evidence and curriculum development research have also
highlighted several other aspects where British primary education may
have been out of step with thinking in other countries. Early reading in
English primary schools hasbeen largely taught by individualised methods
in which the structure of commercial materials was often very influential.
There was little use of regular direct class or group teaching of reading,
even when the design of commercial materials suggested it (OFSTED,
1996¢). As an earlier HMI report had pointed out, for most 5-7 year old
pupils, reading to the teacher was often the most frequent experience of
one-to-one teaching... often less than five minutes per pupil. Schools
generally provided too few opportunities for the pupils to see and hear the
text of astory simultaneously (HMI, 1992, p.16).

This state of affairs contrasted with the shared reading approaches
which have been developed in New Zealand. In these, teacher and pupils
simultaneously read aloud a large format text. The approach has been
especially promoted in thewriting of Don Holdaway (1979, 1982). Hewas
particularly interested in devel oping methods which resembled the visual
intimacy with print which characterises the pre-school book experience of
parents reading with their children. Research suggests that, before the
Nationa Literacy Strategy, large format texts were not widely used for
teaching reading in English primary schools (e.g., Cato, et d., 1992; Ireson
et al., 1995; Wragg et al., 1998; see dso Beard, 2000b).

Therewasasimilar story in relation to the teaching of skillsfor dealing
with information texts. According to inspection evidence, these were taught
rather patchily and sometimes left to chance (OFSTED, 1996a). Links
between reading and writing were often not directly made (OFSTED,
1996b). This indicated that much might be gained from the approaches
developed from Australian genre theory. The distinctive features of various
genresare used firstly to raise awareness about their structures, then to model
them in shared reading and writing and eventually to tackle them in
collaborative or independent writing (Martin, 1989; Callaghan and Rothery,
1988; Cope & Kaantzis, 1993; seealso Lewis & Wray, 1995).
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Thus the NLS has used reading pedagogy research to develop a
framework whose synergy is created by combining text level teaching
(including various literary and informational genres) with attention to
sentence level features and theletters and soundsthat form the foundations
of the alphabetic writing system.

Writing Research

Finally, what research perspectives might contribute to a global
synergy in the effective teaching of writing? There are growing concerns
about writing performance in English schools. In annua national test
results, the writing scores have consistently lagged behind the others. In
2000 the annual percentage of pupils achieving national expectations was
only 55% (compared with 83% in reading), with boys performing much
lesswell than girls.

Recent years have seen greater attention being paid to purpose and
audienceinwriting. There hasalso been increased interest in the process
of writing. However, some significant international research findings
remain under-exploited. Meta-analyses of research have identified four
broad approaches to the teaching of writing (Hillocks, 1986; 1995). The
most widely used, ‘ presentational’, approach (setting tasks and marking
outcomes) appearsto betheleast effective. Itinvolvestelling pupilswhat
is strong or weak in writing performance, but it does not provide
opportunities for them to learn procedures for putting this knowledge to
work. In contrast, ‘guided writing’ teaching approaches have been
gauged to be over four times more effective than the presentational
approach and two or three times more effective than ‘process or
individualised approaches. This may be because guided writing presents
new forms, modelsand criteriaand facilitatestheir usein different writing
tasks.

The teaching of guided writing approaches can also be enhanced by
the use of shared writing, where the teacher and pupils construct a text
together. The value of shared writing was underlined by experimental
studies which indicate that pupils (and teachers) need to be made aware of
the full extent of the composing process (Bereiter and Scardamalia, 1993).
Again, according to inspection evidence, shared and guided teaching
approaches have not been widely used in the teaching of writing in the UK
until recently (Ofsted, 2000).
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