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Background

This project is atw@ S NJ Ay@SadAalraazy Ayid2 GKS €SI N
Europe, undertaken by the University of the West of England),(the University of Akurey
(Iceland), Gazi University (Turkey) and the University of Murcia (Spain), with funding fro
Comenius sthJNB I NI YYS 2F GKS 9dzNRBLISHY [/ 2YYA&aaizy
to gather, analyseand disseminateyi F 2 N¥Y' I G A2y Fo02dzi G§KS Odz2NNE
a0K22fta YR Ay OKAf RNByQa f A @R ageingup.9TdibliBvol&ad
comparison of reading habits, learning and teaching methods, and the cultural placadirigeThe
data for the project was gathered largely by means of surveys administered to pupils and tec
and by focus group interviews conducted with both groups.

¢t KS OdzZNNByidG LINRP2SOG O2Y0AySa OKAf RNBY @adind
priorities of each partner country: Spain, Turkey, Iceland and England. Equally important
practical emphasis on outcomes and impact, which will include both general recommendatior
highlighting of good practice contained in this repaapd a number of Continuing Professior
Development packs for use across European countries, using the identified good practice exi
Opportunities will be taken to learn from children and teachers and the project website can be
as a resource bot for academic researchers and educational practitioners. The project thus
together academics and practitioners, ensuring not only a project of academic significance b
one of practical application for the benefit of children within the parteeuntries, and in support o
intercultural understanding and European citizenship goals.

The research group

The participating countries were Spain, Turkey, Iceland and England and the participants were

Dr. Purificacion Sanchez, senior lectureMimdern Languages, University of Murcia
Dr. Pascual Pérdé2aredes, senior lecturer in Appliedduiistics, University of Murcia

Dr. Ayten Kiris, professor in Primary EducatomzE f I | YAGBSNEAGE 6aAAYyOE
Dr. Hamz& S f psofessor Department of Teaching History, Gazi University
Ms. Nihan Erol, PhD student and research assistant, Departmenaohifig History, Gazi Universit

Dr. Kristin Adalsteinsdottir, professor in Education, University of Akureyri
Mr. GuomundurEngilbertsson, adviser and lecturer iruEdtion, University of Akureyri

Dr. Catherine Butler, senior lecturer in children’s literature, University of the West of England
(Principal Investigator)

Mrs. Jane Carter, senior lecturer on Primary Education,ddsity of the West of England

Dr Penelope Harnett, reader in Education, University of the West of England

Dr. Elizabeth Newman, principal lecturer in Primary Education, University of the West of Englai
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Reading - Theoretical Review

Historical review

To begin withthe project built on work done in a variety of different areas: comparative children's
literature (e.g. Emer O'Sullivagomparative Children's Literatu(@005)); comparative work on
education and culture (e.g. Robin Alexand@ulture and Pedagog{2000)); singleountry reading
surveys (e.gBroddason, 19966 SOf AyAy 3 06221 NBFRAY3 I|;¥Wayfaad L OSE Iy
Mackay, Smyth and Reynojd&ung People's Reading in 2q2608)), parEuropean studies of other
cultural activities $urfing the Ne{2008)) and the Progress in International Reading Literacy Study
(PIRLS) cited in Lockwood (2008pmparing the literacy standards of tgrearold children from 41
countries; as well as previous projects suclh@asComenius 3 Network BARFIE.

/| KA RNByQa fAGSNY GdzNB Aa 2F AyiSNBaag Fa |
OKAf RNBy Qa RS @S/trRrALIVEENRIY Q 34 art NSSdtiERNElsiddayBin thelteching
of reading Adalsteinsdottir, 198; Appleyard, 1990; Jenthd = HnnoT aSS{ Bncemdppm O |

Q)¢

children can read to themselves, the quality of the books they read will have a direct influence over
their motivation to readand an impat upon their future as readeg¢s(Goodwin, 2008 p. 5).
Understanding the connections between the readprgcessess the role of literature is of growing
significance in the light of shifting reading patterns across Europe (PIRLS).

Reading halong beenrecognized aa complex activity. In the early twentieth century Huey
OMpnykmpecys> L coO yrfte@aSR NBIFIRAY3I yR RSaONAROGS
KdzYl'y YAYR®E [FGSNI Ay (GKS OSydGdz2NEsX DFGSa omdn
organizaton2 ¥ LI G GSNya 2F KAIKSNI YSyidlf LINRPOS&aaSaxXwick
thinking, evaluating, judging, imagining, reasoning, and proklethf Ay 3¢ ® a2 NBE NBOSy i
l AS6SNI> {0200 FYyR 2Af1Ayazy o mdgnpelof ddgmphogy O2 Y LI
2NOKSaldNI ¢ o

In the 1980s and 1990s as the literatdrased curriculum movement developed, the study of
OKAf RNBYyQa fAGSNI GdzZNB G aOK22f o0SOlIYS AYyONBI A
the complexity of the consticts of literature, readers, and contexts for reading as well as the
interaction among readers, texts and contexts for reading, all became key focuses for research
(Galda, Ash and Cullinan, 2000). The questions posed, the methodologies employed, and the
theoretical arguments used in Galda’s et al. (2000) research reflect the complex nature of
NE&aSHNOKAY3I OKAfRNBYyQa fAGSNY Gdz2NB® { dzRASE 2y GF
1978 and 1995), views of reading (Pearson, 1986) and leafWiygptsky, 1978), together with the

influence of contexts on the nature of the reading transaction (Beach, 1993) have deeply influenced

9| Page
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GKS g1 & OKACf peNdgofghas bden rieseaddhdd d8¥iBies such as those by Galda and
Cullinan (1991), Martineand Roser (1991), Monson and Peltola (1976), Monson and Sebesta (1991),
Morrow (1991), Purves and Beach (1972), Hearne (1988), and Short (1995) have all contributed to a
02R& 2F NB&SI NOK teaghind) & Aéll RN\aB ghidigen o literda@seE ( dzNB
9FNIfe& ada0GdzRASa 2F OKAftRNByQa tAGSNI GdzZNB ¥F2 Odz
OKAf RNBY® ! f 1K2dzZaK &adzOK fAySa 2F SyljdzZAiNE O2ydAyd
NEalLlyasSa (2 0G§KSAN MEIRRRRIzyEF 0 RNIK Gfad /NSA (RRNSY Qdy
have been the subject of various studies. Monson and Sebesta (1991) have provided theoretical
frameworks and broad generalizations concerning interests and preferences which are still used to
select book for children. For example, age affects interests, fiction is preferred ovefiction, and
boys and girls prefer different types of bookdth boysfavouringadventure books and girls enjoying
stories about family and school life. Individual differesdn terms of abilities and interests as well as
cultural, environmental and social influences have all been seen to be decisive factors when
FylFfeaiy3d OKAf RNByQa NBa&LR yMaSidez dan@RobeR 19B1).y 3 € A G SNI
The National curaulum (2007) in Iceland states that reading apilg the foundation of
education; it is the prerequisite and motivation for being interested in reading and able to enjoy
literature and teachers are obliged to report upon the importance of reading througthe primary
and secondary school (Ministry of Education, Science and Culture, 2007). When the first PISA surveys
was conducted in Iceland) the year 2000, pupil’s reading comprehension skills in the country were
above average, but since it habeen measured below averageSince then ltere has been a
considerabledecline inpupils” reading performance, compared to natismoring thehighest. In
2003though, it wasstriking that girls in Iceland showed much better reading comprehensiam
boys. Themain conclusion though was that the difference between schools in the country was
smallerthan in most of the other countries participating in tRéSAsurvey, which may indicate more
social equality in Iceland than in other countries (Jénasson, 2008 ppy b Hc O @ . NP RRI a2y
1968, conducted surveys within mass communications. He, and later he and his asshaiates
LINE JARSR S@PARSYOS Ia (2 O2yaARSNIOGfS aKATGa Ay |
year old) as well as demonated important social changes, which do have relevance for
understanding of the role of children’s readif®roddason, 1996).
Ly ¢dzNJj Sex !'@dFoe ownnpv adraSa dGdKIFG NBIFRAY3
that it has an important function ithe completion of these two skilldJnfortunately, studies on
reading education are inadequate inisltountry andpublishedopinions on how tdeach children to
readtend to berepetitive of each otherbut special attention has recently been paid torging a
different perspective andimension ofevaluationto teachingreading. It has beenoted that reading

is askillwhich isacquired oveitime, and the reading process and the main elements related to this

10| Page
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process need to be evaluated on a regulasibalhe need to work on the various dimensions of
reading education, the main problems that might come up during this proeessthe practices to
be followed in order to solve these problemsobvious. There is a strong need to consider the fact
that reading is something which is not only needed in education and teaching periods but also in
every stage ofJS 2 LliveS.Q &

Reading in primary schadh Spain is regulated by the Ley Orgénica de Education (LOE). The
LOE (2006) pays specific attentonNd&S I RAy3d Ly (GKS 20 2F GKA& I &
NBI RAY3 | YR (i KsSne d£3h8 keg factors fo indtdadéd gbalitgof teaching In §19 of
the same law it is also stated thatpnimaryeR dzOF G A2y &da2YS G Aeadingéverft 0SS |
RIFe 6gAGK GKS 202S00A JS Acgofdinghty MeNd\FegaA(3066) iNZDO1Rthey 3 K |
Spanish Ministry of Culture initiated ifdan to promote reading (Plan de Fomento de la Lectura),
which has periodically been reviewed and ufath The national plans encompass different actions
relating to the promotion of reading in collaboration with a variety of actors, which always include
libraries, publishers and booksellers. Collaboration programmes with schools are usually included as
well. Likewise, many regional and municialthorities have initiated specific plans to pronet
reading It should also be mentioned that recent educational legislation has included the promotion
of reading as part of the basic content of the educational system. In the 2004 law establishing the
primary education curriculum{ K NP dzZPkan tb Prémote Readin and Develop Readiéig
Comprehension (Plan para el fomento de la lectura y de la Comprensién Lectora). This plan makes it
mandatory for all schools to organise reading promotion activities, using the library as an essential
resource centre for any schodaiifiatives.

These views of reading provide the background context to research on reading acquisition
and the influence that different types of instruction has on the rate of progress in learning and on the

way the child attempts to learn.

More recentresé NOK 2y OKAf RNByQa KlIoAda FyR |
Lewis and Ellis (2006) outline the importance of learning to read and suggest the far reaching
consequences of mastering, not only the skill of reading but also the development of children who
are readers, able to use their skills for pleasure and purpose. An analysis by the Organisation for
EconomicC@ LISNI A2y FyR 5S@St2LISyli o6h9/50 02y Of dzRSR
WoSAYy3I | FNBIjdSSyd NBEIFIRSND ¢gSESE WENY &gkl yRaOIg\S
LI NByiaQ o0h9/5% HnnuI LI o0 YR WFAYRAY3I gl e&a i:
STFFTSOGADS gl ea G2 fSOHSNI IS &a20A1Lt OKFy3aISQ 0h9/ 5%
The focus of political activity in the United Kingdom has baeund the teaching of early
readingc how to ensure that all children are able to read withA Yy ONB I a Ay 3t & O23IyAlGA

11| Page
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NE I R A yoiast be@auazé someone is able to read does not mean that he or she will choose to do
sc (Clark and Rumbold, 2006, 7% !y |yl ft&aia 2F OKAf RNBYyQa KI oA
essential element of building a picture of the health of a reading country.

In 2001 the Progress in International Reading Literacy Study (PIRLS cited in Lockwood, 2008,

p. 5) reportal that English pupilsamefirst in terms of attainment in reading for literary purposes

[but] were placed 2% in terms of attitudes to reading (Lockwood, 20®8 5). This translated, in the

PIRLS 20069 an overall mean score and so ranking of 19 fugl&nd, 30 for Spain and 32 for Iceland

(Turkey is not part of the PIRLS study). The Programme for International Student Assessment (PISA)
conducts a similar survey with a focus on secondary aged students. In the 2006 study (published in
2007) the UK wasanked 17 (a decline in rankings); Iceland 25; Spain 36 and Turkey 38. Sainsbury
and Schagen (2004) in the UK stulyK A f RNBy Qa ! (i &ldoideaf¥iSdithis @etlinanis I RA y 3
OKAft RNByQa NBIRAy3a Syecz2eyYSyido

Since 1968 Broddason and his associates have followed up on his first survey on mass
communication,with six additional surveys. In each survey, the respondents have answered the
Ftt26Ay3 jdSadAizyayYy aLFT @&2dz (KAogFjook§ HoNBuRhdak f & = K3
@2dz K9S NBIFIR Rd2NAYy3a (GKS LI ad on RIFI2aKé ompecy |
LI} &G on RI@&KEé 6! AFLAYI G(GKS I-wetkkK(2oBF 198 F1097d2B08 6 2 2 |
and 2009). Broddason et. al. (2009) bgwesented results that indicate a drastic decline in book
reading among children and youth in Iceland. All the above surveys have shown a clear difference in
reading habits in terms of gender and age, with girls reading more than boys and young children
reading more than youth (Broddason, 1996; Broddason, Olafsson and Karlsdottir, 2009; Broddason,
Olafsson and Karlsdéttir, 2010). Broddason et al. (2010) trace this consistent trend in reading habits
to the growing importance and prominence of televisiondamore recently other new media,
particularly the internet. The authors state that the overall trend between 1968 and 2003 is
unmistakeableTK S NJ y | &5 2 R&EBdGEORiygespecially fastHowever, the last survey in
2009 revealed an exception, &®0ok reading among children and youth had risen. This growth in
reading, the authors explain, may be caused by the emphasis and campaigns in reading within
schools in the country.

{FAYyaodaNE FyR {OKF3ISy o6unnnd SYLKIng&iathE ¢ oA &I
enjoyment of reading is a long term phenomenon, which may be resistant to the influence of
teachers, a number of reports (Office for standards in education (OFSTED), 2004 and 2005) have
identified the significant role of the class teacher aschool leadership in developing positive
reading attitudes, dispositions and habits.

The first national plan to promote reading in Spain was initiated in 2001 and extended until

2004. Among the activities included as part of this plan were numerous ptibhe and national

12| Page
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conferences for reading and library specialists. A sizeable budget was earmarked for advertising
reading campaigns on television, radio, and in the press, and for advertisements on bus shelters and
in stations, in cinemas and in footbatadiums. EducatiohlB5f | G SR AYyAGAl GABSa Ay
guide to beginning reading, literary tours for secondseciool students and author visits to schools.
Another action that focused on elementary and secondary schools was the creation of ttimdrea
Promotion Award (Premio de Fomento de la Lectura), aimed at recognising the schools themselves.
In the first plan, as would occur with the subsequent ones, a large part of the budget was allocated to
public libraries, to building and restoring fad#é# in order to expand public reading areas or to
providing free Internet access at these libraries. One noteworthy experience from this plan, which is
still active because it has proven to be so useful, is the Reading Guidance Service (Spanish acronym
SOL http://mwww.sol-e.com), where books for children and young people are featured and discussed
(Federacién de Gremios, 2007)

Baker, Dreher and Guthrie (2000) identified the benefits of reading and so the more a person
reads the greater the benefits iretms of reading skills, abilities and wider knowledge. Those who
choose not to read, we may conclude, are not only making a choice about how they use their time
but also, possibly unknowingly influencing their future abilities, skills and understandimgand
Gutherie (2001) found thathe amount that children read for enjoyment is a major contributor to
their reading achievement. Juel (1988) as cited in Clark and Rumbold (2006)sfiéct 1 KS & @A OA 2
OANDES Ay 6KAOK LJ22N NEésRSRIA0) dedbile howextehdd/e idadidgs || R S N
promotes fluency, vocabulary and backgroundiedge. Irwin (2003) identifiegvhat she calls
Galiteracg Y GKS fFO01 2F + NBIFIRAYy3 KFIoAG Ay OFLFo6fS N
children to devedp regular reading habits, positive attitudes to reading and the ability to make
informed choices about their reading is essential. This is summed up clearly in the ltgpature

Circles, Gender and Reading for Enjoyment

Children who say that they @y reading and who read for pleasure in their own
time do better at school. Reading for enjoyment is positively associated with
reading attainment and writing ability (OECD, 2002). Pupils who read for pleasure
also demonstrate a wider general knowledge el\4, 1986), a better
understanding of other cultures (Meek, 1991) and more complex insights
regarding human nature, motivations and decision makimyuifer, 1996
Cunningham and Stanovich, 1998

Allan, Ellis and Pearson, 2005, p. 5

LG Aa ¢2NIK y2iAy3 GKFd ¢KSy O2y&aARSNAYy3a OKAf RNI
MoU0 KI @S F2dzyR GKIFd NB&ASINDK FAYRAy3Ia NB faz f
YR @2dzy3a LIS2LX SQa NBIFRAYy3I LINSBTSNByOSao
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Motivation and encouragement

Children need to be motivated to become good and enthusiastic readers. Motivated readers seek to
understand; they enjoy learning and they believe in their reading abilities. They are intrinsically
motivated; read with involvement and cosity, and enjoy the challenge of reading. These qualities
I NB 322R LINBRAOG2NAR 2F OKAf RNBYQa NBIRAY3I TNBI dzS
In the report, A review of Inspection Evidenee® y 3 f A a K: (@fsted,12b05)pit was
recognised that teachers often selé&cR (G SE(Ga y2i 0680l dzasS 2F GKSANI |
LISNE2Y Il f NBalLkRyasS (2 (GKS ARSIFa FyR F¥SStAy3daQ od
teaching of writing. Moss (2010, p. 228) considered the transition of children from supported seader
G2 AYRSLISYRSYyl NBFRSNE YR FT2dzyR GKFG @aAyLdzi FNE
FAYR (KAy3a GKSe GKAY]l IINB 62NIK NBFRAY3IQ | YyR
RAGSNAEATEE (GKS NBIFIRAYy3I SEWMENRSYyOSHO2TYOKA i RBNB W N
Mottran, Collins and Powell, 200Bloss, 201)is seen as paramount as part of the pedagogy of the
teaching of reading.
The school is one setting that children can learn the value of literatmd,the value of
becoming a reader. Cremin et al. (2007, p. 2) found that teachers themselves say they lack time to
NEFR LISNB2YFffe F2N) LJX SFadaNBE yR KIFI@S | fAYAGSR
childhood experiences of books despite the growing numbdy dizl f A i@ OKAf RNByQa f A
Cremin et al. (2007, p. 11) also found many teachers continued to read aloud to their class for
pleasure btithat this reading aloud diminishe®Vvhilst the majority of teachers used literature in the
classroom a reltively high number [noted] the use of literature as purely functional.
An example of projedhat describe the motivated readehasbeen carried out in Akureyri,
Iceland, run by the town library and the town museum. This is a summer reaglimgefor children
F3S Tbmm &SIENRAI ¢gK2 FINB AYiSNBailSR NBIFIRSNE | yR
makes children active readers. Interviews with all the children revealed that therach reading in
the OK A f Rdndes/aQditheir parents reair them when they were small. They like exciting and
funny books, and in addition to being very active, practicing sports and music, they said they read a
lot, most of them every dayThey like reading in the evening addring the winter and attend
libraries frequently, not least the school librariheylike to dscuss books wittheir friends andheir
mothers They found it hard to explain the reading habits of their friends, but said it was important to
recommend books to others These children seemedo have a notable selfperception
(Porarinsdéttir, 2009).
I TFEN]JZ hao2NyYyS FyR ! {SNXIY 06H selipegeptiBnsas Odza & SR

readers and the influence this had on their future reading. It was found that children perceived a
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particularsort of text as being valid within school and this was the sort of text they basedstléir
perception & I NBFRSNJ 2y®d ¢KS NB&ASFNOK KAIKEAIKGISR |
choices and the materials they perceive to be promoted by sish@608, p. 21). Fiction bookeere
aSSy (G2 0S LINAGAEtSISR Ay ao0OKz22f |yR y2i NBTf SOJ
argues that there is also a gendered bias in the reading curriculum offered to children, favouring
fiction over nonfiction.
Gambrell (1996, p. 20) identifies some key factors in developing reading motivation in the
Of FaaNR2Y> £3GSFOKSNI 6K2 Aa | NBIFIRAY3I Y2RSET | O0S
to choose books oneself; being familiar with books; social ioteras with others about books;
AyOSyiaA@Sa GKIG NBFESOG GKS GFrtdzS 2F NBIFRAy3Ida
Guthrie et al. (1996, p. 323) suggest classroom activities with text should allow children
choice and collaboration emphasising the social construction of meaning. OECD §2006i2¢d in
Lockwood (2008) adds the importance of making links between reading inside and outside the
Of raaNR2Y® ¢KS yIGdz2NE FyR ljdzfAde 2F OfaiciaNR2Y
understanding of texts [in] a rapidly changing weér{@ombey, 2010, p. 176). She considers this in
NEtFdA2y (2 GKS LJdz2N1R2aSa 2F dzaAy3d fAGSNI Gdz2NB Ay
Fa 2L1J12asS G2 W/ dz GdzNIF £ wSLINPRAzOGA2y Qd S5AFE23AC
transformatian. If reproduction of cultural values and philosophy is required then monological
GSFOKAY3 A& &adzFFAOASY (G odzi LI2 G Sy (sklifpérdegtiondsSRi NA YSy
reader.
Guthrie (2008) identifies six practices which serve as prirgiglesupporting more engaged
classroom reading which include: using knowledge goals; linkingvardd experience to reading;
adzLILR2 NI AY3I a0dzRSyGaQ ldziz2zy2YeT dzaAaAy3a | GFNASGe 2
use of cognitive strategse
The classroom reading environment is also important in supporting both enthusiastic readers
and less skilled readers (see e.g. Eggertsdottir, 2009; Oladottir, 2010). Some features of positive
reading environments include: boalkisplays which are accékk, well organised and clearly
labelled; the inclusion of a range of texts including books that support learning to read, picture
books, poetry, information books, traditional tales from a range of cultures, funny books, puzzle
books, comics and magazh& OKAf RNBYy Qa 26y Lildzof A&4KSR (SEG&Z &
books; books related to class topics on display in the room alongside interactive displays and a
carpeted book area for browsing and collaborative reading with maybe posters inwitildgeo to
read and cushions and plants to make the area attractive. In addition, there may be a class reading
22dNY I f 2N gttt RAaALILE 2F OKAfRNByQa O02YYSyida z
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be available on the classroom computer anérd may be multiple sets of some books for guided
reading.

In the UK there has been much debate contrasting the use of reading scheme books with
WNBIf 0221aQd !aAy3a | NBFIRAYy3I A0KSYS:Ise@soht RNBY
books with carefully controlled vocabulary until they become competent and confident readers. The
sequence of their reading is thus determined and choice permitted within a limited range of similar
books. In contrast, schools favouring a more progkessipproach to reading have encouraged the
FR2LIGAZ2Y 2FKOPRPBI GNABABY o0& WNBIfQ | dziK2NBR 6K2
vocabulary and particular sentence constructions (Wyse and Jones, 2001).

Recent research questions the advantagésreading schemes for developing competent
readers and indeed for low achieving pupils. Solity (2006) cites studies which suggest that too great a
concentration on basic reading schemes is not appropriate and these children in particular need to
experiencea combination of both real books together with a focus on core phonic and sight
vocabulary skills.

The limitations of reading schemes in motivating and introducing children to a range of
interesting and exciting literature have been noted by scholarsséweral decades (Meek, 1988;

Beard, 1990) and Bruner (1984) cited in Browne (2009) observes that scheme books do not provide
opportunities for children to enter into real world experiences. The limitations of schemes in
developing positive attitudes to feRAY 3 gSNB | fa2 y2G4SR o6& | SNJ al 2
England in their report orReading for Purpose and Pleas\@ffice for standards in education,

2004).

It could be argued therefore that children may receive a variety of messages about tiee valu
of reading and also ways in which reading different texts are enjoyed. Monson (1995) cites three
jdzSatdAaz2ya (2 O2yaARSNI Ay aStSOdGAy3a tAGSNI Gddz2NBY
0221 6Stf GNRAGGSYK La KS p.dmp Thes¥ &¢ usefly dlifieticekté 0 a 2
consider when selecting literature in the classroom. Besides content, the layout of the book should
also be taken into account. Some characteristics such as the number of pages, size of print, use of
illustrationsmt @ 6S ONHzOAlf RSOARAY3 FlLFOG2NA Ay OKAf RNBY

The teaching of reading

Children have different approaches to reading and Beers (2003) categorises readers as motor
readers, auditory or visual readers. Motor readers vocalise or mogie lips as they read and as a
result, their speed of reading slows down because they atrtificially keep their speed down to the rate
at which they can pronounce words. Such an approach may lead to poor comprehension since

readers are concentrating more dhe mechanics of reading instead of reading for ideas. Auditory
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NEFRSNE 2y G(KS 20KSNJ KI'yR WKS| NXocdliz ® théntséldess (1 K S @&
Thus auditory reading is faster than motor reading and auditory readers may be seen as itfidre sk
The fastest readers are visual readers. Visual readers understand words and phrases without saying
and hearing them. They read with their eyes and mind, not with their mouths or ears.

. SSNEQ OFidS3az2Nasa | NB SEI Y L}gSvaich have profodnd S NB y
implicationsfor the ways in which reading is taught. There has been much debate about the teaching
and learning of reading in England and since the introduction of the National Literacy Strategy (NLS)
in 1998 the teaching of phonias the prime approach to the teaching of early reading has been
controversial Goswami (2005) suggests that the orthography of English, in comparison with other
languages, presents considerable challenges to the beginner reader. English has an opaque
orthography, with graphemes often representing more than one sound and sounds being
represented by more than one grapheme. Phonics, as an approach to the teaching of early reading is
therefore not without its difficulties. Since the introduction of the NLSorarireports have focused
on the teaching of early reading with the most significant, The Independent Review of the teaching of
early reading, by Rose for the Department For Children, Schools and Families (DCSF, 2006). Following
GKAad NBOASGalKSRYBEQ!I RBDKNFBRAYI GKIG KFER 0SSy dzas
0KS 0S3IAYYSNI NBFRSNJRNIga 2y | NIry3IS 2F OdzSa G2
Simple View of Reading. The Simple View of Reademgifiestwo components to reaaig: word
recognition processes and language comprehension. With a recent change in government the focus
on word recognition processes has intensifigdA 0 K G KS Lzt AOF GA2YyY 2F WEKS
(Department For Education (DFE), 2010) which stitasthe evidence is clear that the teaching of
systematic synthetic phonics is the most effective way of teaching young children to read,
particularly for those at risk of having problems with reading. The English National Curriculum sets
out the requirenents for the teaching of reading and descriptions of national expectations for
reading as well as identifying phonics alongside other strategies to teach reading. The National
Curriculum is due to be revised in the light of the new guidance on the teadfimgading in
2012/13. It also details the range and scope of reading children should be engaged with as they
develop as readers and sets out a genre range for study alongside how children should be engage
with and appreciate text.

In Iceland, the prima& f A G SNJ} O& GSIFOKAy3a 200dzNE sbl)S T A NEK
For these years it is a regular part of school, but thereafter it is less frequent. After this period
uncertainty prevails concerning who is responsible for teachilitgracy (Leiknisdéttir,
Gudmundsdottir, Bjornsdottir, Jonsdéttir and Jénsson, 2009). Eggertsdéttir (2009) states that in the
YARRtS @SINBR o6mnbmMnOE NBFRAY3I NFYGKSNI GKFy £ AGSNY
that pupils in general have not been jpared to read to learn, and therefore they may face
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comprehension difficulties when reading. Her view is consisteith an OECBstudy, in which
LOStFYRAO a0GdzRSyiaQ O2YLINBKSyaAzy aiAftta oSNBE &K
andthePISA nnc (SadAy3a LINPOSR OKAf RN Kabrsson? Mdisss K Sy a A
and Bjornsson, 2007). Notably, the outcomes from the PISA 2009 survey on reading comprehension
among 15 year olds in Iceland, showed a progress in reading comprehansag these pupils, as

only 10 out of 68 countries that participated in the survey showed significantly better results in
reading comprehension (Menntamalaraduneytid, 2010). This change is very important, and may
indicate better teaching in reading in prary schools in the country.

Leiknisdoéttir et al. (2009) claim that it is important to formally organise reading instruction in
the country, not least because of childramho experience reading difficulties and students in
educationwho need more formapractice in teaching reading.

Since 2004, Eggertsdottir (2009) has been implementing an interactive balanced reading
approachg Beginning Literacy in 1st and 2nd grade in schools in Iceland, now endorsed all over the
country. This has been administereg he Center of School Development at the University of
Akureyri. Since 2006, 67 schsmut of 174 schools in the gotry have signed a contract with the
Centre to take upBeginning LiteracyEggertsdottir, 2011). Eggertsdoéttir (9 explains that the
approach highlights inclusive practices, collaboration and active participation of pupils as well as
integrated language arts. Participating teachers have stated that the approach offers rich
opportunities to work with vocabulary, comprehension, comprehenstrategies, creative work and
autonomy as well as authentic writing. Comparison of outcomes reveal that pupils Bsgigning
Literacysucceed at leasaswell as pupils taught by other methods atitht boys get good results

with this approach.
InSpairi KS émmmep t €y (2 tNRBY20S wSIRAYy3IE 41 & ol &

1. Development of analysis tools to learn the current situation of reading,
libraries and bookshops: statistics on reading and Howking habits, maps
and an observatory for bookshepstatistics about public libraries.

2. Projects targeting the student population at schools: literary meetings at
secondary schoals dzy A GSNERAGE @QAaAGa o0& { LI yAak I dziK
Of | apiogr@vime (Porqué leer a los clasicos?)

3. Projects to @velop public libraries as centres to promote reading: the
renovation of libraries and construction of new ones, the expansion of new
technologies, and above all, the continuation of the special plan for the
allocation of resources to libraries.

4. Communication activities: television and cinema advertising campaign,
different fixed and audiovisual advertising initiatives.

5. Activities to encourage reading: Taking books to the streets campaign (Libros
a la calle) programmes to stimulate reading in 8n@wns, participation at
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fairs, assistance to bookshops and schools, collaboration with foundations,
associations and NGOs working in this area.

6. Actions to develop awareness and cooperation with other institutions, in
collaboration with Ministries, foudations and other public and private
institutions.

The significance of the homend socio economienvironment

Clark and Rumbold (2006) conclude that parentsar®ngstthe most important literacy teachers
YR OAGS Cf2dzNR FyR . dzOKFYylty oOoHnnn0 6K2 ARSY(GA
practices as a more powerful force than other family background variables such as social class, family
size and level of grental education. The home environment therefore, in terms of the attitudes,
habits, preferences and practices seems to play a significant role in shaping the readers of the future
and their relationship with literature.

Csikszentmihalyi (1991) noted thehildren who saw adults gaining pleasure from reading
assumed themselves that reading was both meaningful and helpful. The amount of literacy materials
in the home was found to be linked to reading achievement and cognition (Close, RA8T)ot just
0KS SY@ANRYYSYyld 2F GKS K2YS (KIF{d AyTtdzsSyOSa OKAf
nature of the interactions that parents have with their children. Hockenberger, Goldstein and Haas
(1999) suggest that if parents talk to children whilsey are reading, relating the book to home
SELINASYyOSa IyR O02YYSyidAy3da 2y gKIFIG A& o6SAay3a NBI
teaching of the classroom can in fact, have a natural home in the parent child relatioimshipgkey,
severalsdholars have stated the importance of parents, teachers and friends, being a role model for
NEFRAY3I KFEoAGa o051 1YSys mppnT mi eSt So6A @S / SoSOA

The benefits of reading aloud in the classroom may also be replicated in the home. Close
(2001) cites numerous studies (Clark, 19%6inthrop, 1999Weinberger, 1996Wells, 1987) that
conclude the benefits of reading aloud to children. These benefits include the development of their
reading abilities, knowledge of vocabulary and contextapm@hension and understanding of
literary structures.

Clark and Hawkins (2010, p. 30) conducted a survey on behalf of the National Literacy Trust
of the United Kingdom and found that book ownership in the home correlated strongly with greater
WNBI RRgzZSy NGB s KAOK KFa 0SSy RAaOdzaaSR S NI ASN A
NBIFRAY3 oAfAGE YR LRAAGAOS FGdGAGddZRSEa G2 NBI RA
(particularly books) betweed 2 &r&%TR 3JIANI aQ | YR odiférenSsbob ecdmomit R NB y
groups.

Socieeconomic background, social class and education have been the subject of much

research: Ball (1990 and 2000) considers the role of social class, effect on pupil achievement
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implications for educational policy. Boued (2004) explores the notion of social or cultural capital in
education. Both may offer some relevant theoretical perspectives. Specifically, with regards to
literacy Kellett (2009) considers the impact of poverty on literacy drawing on the work of iViactii
McNally (2006) who undertook a review of research on Education and child poverty. Chall (1990, p.
3) considered similar concerns in America, finding that as many ashodeof children from low

income families were reading a year or more below ttlveignitive abilities.

Comprehension

'a ¢S NBIFIR S Sy3r3sS IyR AyiSNIOG 6AGK GKS 62NR

situations as part of our personal experiences of the world. As David (2007, p. 17) suggests,

W/ 2YLINBKSyaAz2y das A SE2IENABFIOBA AT RAFFAOdA § SOSYy T3
t I NAa Oounnp0 ARSYGAFTFASaAa (o2 &aSta 2F NBFRAY

W/ 2yaiNIAYSRQ NBIRAYy3 &ai1Affta INB 2FiGSy | OljdzAa NBR

limited to the early 8 38a 2F NBIFRAyYy3Id Y! yhRliyigikindwledgy” Snid Q NS |

understanding of vocabulary and comprehensiane parts of an ongoing, lifelong process (Hall,

Hanco® LG Aad GKSaAS WwWdzyO2yaid NI Ay SRQ.Stafjokidh {1880)d K G |

OAGSR Ay CAAKSNE . NR21& YR [SogAAYWEYiahb2 NBASRY ZH

reading comprehension that identified word recognition and comprehension working together to

elicit meaning from text. Goodwin (2005)3d@ Sada (KSasS aiAftfa I NBE LI NI

NBI RSNB Sy3alFr3aiy3da gAilK ¢ KI {ggéslatconprel@SsiolNitvoves @ . NP &

... discovering hidden meanings as well as what is obvious. It means looking

closely at how texts haveelen written. It involves deciding whether this is a book
| care about and being able to give seas for that decisioriBrowne, 2009, p.

34).
Smith(20 p X LI® WO Lldzireading s a halitdfithé &iNd, nbt-a@ accumulation of skills. It
isaway ofthinking'2 G I LJ2 NI F2{ A Goodwih (2(D8) $ugliestsihe@ ks Sadifference

between dcomprehensiof and dresponse to texd® YA ALI f Qa OwHnny0 NBaSIk N
Department for Children, Schools and Families, on the teaching of inference, suggess theaage

of skills required for reading comprehension. These skills are similar to those of listening
comprehension because they draw on the same skill set. Thedede the linguistic skills of
vocabulary knowledge, grammatical skills, pragmatic abilities and metalinguistic awareness and
cognitive resources which are essential for both reading and listening comprehension. They are also

a repertoire of response teeadingg avenues for discussion, avenues for thinking about what we are

reading, avenues that form our habits of the mind. The development of these interrelated skills is

dependent on the texts that teachers choose to use. Kispal (2008, p. 47) iderdtiffadge of
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considerations for choosing texts for teaching including selecting texts that were relevant to children
and their interests and that provided opportunities to infer.

¢CKS !'{! DblradAz2ylrf wSFRAY3A tI ySt Qa keyBtiaigghdi O H 1N .
for reading comprehension: prediction, questioning, clarifying, imagining and summarising. These
strategies enable the reader to build a mental model of the text as it is being read. Kintsch and
Rawson (2005) called this mental model thisituation modef and suggested reading
comprehension is dependent on its construction.

The term reading comprehension in the English primary classroom is often used to describe a
written activity that involves the reading of an extract, whose content hs br no relationship to
a context relevant to the child, followed by answering a set of questions. Harrison (2002, p. 13) cites
the work of Lunzer and Gardner (1975) and Bloomer (1966) and says if these sorts of exercises on
which teachers have reliedif decades to play their part in reading development, may be a more or
less a complete waste of time. In fact children engaged in these activities spent less than 5 per cent
of their time reading, but used 65 per cent of their time writing. What is missiogording to Smith
(2005), is making explicit the process of comprehension and the active engagement with the text. If
the process is not made explicit for the learner then they have to rely on the meaning making
processes they already have. They are bheing introduced to new ways of thinking. These
decontextualised experiences of reading and the lack of opportunities for interaction with text (Burns
and Myhill, 2004) conspire to develop children into children that are able to read but are not readers.
Martin (2003, p. 14) expresses this as not teaching children to read as a minimum entitlement but
F20dzaAy3a 2y aGSIOKAYI ci2NDOSBREYSlI EANBNYRSNI X NBYV S ¥

Meek (1988) concludes that what we learn about reading, we learn from whatkad; it is
texts themselves that teach readers how to read. The important element of the teaching of reading is
therefore about the selection and use of texts in the classroom. Some texts are better than others at
teaching children how to tune into axt and to think about it (Smith, 2005, p. 34). Some demand
little of the reader they do not use unusual or challenging vocabulary; they do not have multiple
layers of meaning; they do not challenge our view of ourselves or the werdgsley and Affledth
(1995) drew together research on reading comprehension and used this to offer teachers effective
pedagogic approachebnderpinning this was the understanding that comprehension was enhanced
through engagement with the text (Harrison, 2002, p. %ilhe teacher therefore plays a crucial role
in selecting texts that will engage children, selecting texts that offer possibilities for interaction
(asking why questions, reciprocal reading) active engagement (generating mental images and
activation of prior kowledge) and transactional strategies (discovering texts alongside other children
and the teache#) (Ibid, 2002, p. 17).
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The Project - Method

The aim of the project

Theaim of theproject was to undertake a twgear investigation into the learning and teaching of

OK At RNEB y Q &Eurbpk. (MSeNimindzNt®s gathey, analyse and disseminate information about

0KS OdzNNByid NRtS 2F OKAfRNByQa fAGSNIGdz2NB, Ay ao
Spain, Turkey, Iceland and Englafatusing particularly o®8¢11 year oldchildren. This involved a
comparison of reading habits, learning and teaching methods, and the cultural place of reading. The

aim was also to produce recommendations with regards to:

a) best practice in learning and teaching
b) criteria for the choice and rangd texts selected for teaching in schools and
c) strategies for promoting international (and particularly pBoropean)
6 NBySaa 2F OKAfRNByQa f AdSNI GdzNB
The projectalsoproduceal case study material for continuing professional development of teachers, a
website for discgsion and dissemination, and a series of dissemination and discussion &wents
academics and teachers.

The project aimed to identify and disseminate good practice in the learning and teaching of
OKAf RNByQa f AGSNI Gras\EBdid i@/ A g yODRARRENBY 02 dzff Rl S NI
to improve literacy skills and to encourage reading for pleasure.

The projecthas the possibility téncrease teachers' cultural and diversity awareness through
exposure to children's literature on a Europeaitde scale, ando provide a platform for networking

and the sharing of best practice for teachers.

The procedure

Children’s own experience afeading in schools and at homewvas investigated through a
guestionnaire as well as teachers™ experiences and approaches to children’s literature inlclass
2NRSNJ 62 AR GKS lylrfearas F20dza 3INPdzLJaturest SNE dza
The questionnaire was administered in schools in the Murcia region in ;Shairtity of Ankara,
Turkey Akureyri and Hasavik in Icelgrahd the city oBristol, England.

The questionnaire was administeretiring the springof 2010. The questionnairevas first
piloted on agroup of students and teacheri all the participating countriesn order to acquire
appropriatefeedback.In order to eliminate possible misunderstanding, by students and teachers, of
concepts and constras central to the study, the questionnaire was designed in group sesbipns

the research team, which included members from all the participating countries.
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It was decided to selectchools based on a conveniérsample that would seceran
appropriate nunier of participants including (where applicable) an economic and cultural eross
section of the schools in the participating citiés. order to help with carrying out a comparison
between the countrieseach country would survey a similar number of studess well as teachers.
Educational authoritiesvere contacted and appropriatpermits received. The study was presented
to parents giving them the opportunity to withdraw their children from the surv@uestionnaires
coud be answered and submitted @m through the projectQ a webpage
(http://www.um.es/childrensliterature/site/). In all the countries, except Turkey, the participants
answered the gquestionnaires electronically and had the assistance of class teachers and IT teachers.
In Turkey both children and teachers answetesing a paper surveyadministered anaollected by

the research team.

The participants

In Spain, seven schools were chosen for the sur@me of the schools is a private school, with
approximately 150Cstudents located in the city centr@and attended ty children whose parents
belong toa higher or middle sociaiclass Anotherschoolis a public school in the suburbs of Murcia,
attended mostly by immigranthildren and children more inclined to haveddficult family and
socialcircumstancesFor a hig number ofthose children, Spanish is a second language. The rest of
the schools surveyed are public schools, located in small villages surrounding the city. Most of the
families have a lovmedium income level and work in the service sector gods linkel to
agriculture

In Turkey, five schde were chosen for the survef¥he schools are from the capital city,
Ankara and the schools were chosenrepresentdifferent socio economic levels of the city. Two
schools are close to city centre and have more facilities; most of the parents of those children are
working in the servicesector. The others schoolare more crowdedand have fewer facilities; the
parentsof these studentgienerally have dower income level. The students speak Turkish as a native
language and a high percent of the students are same ofigirkish) and they are MuslinAll the
schools areequiredto follow the same curriculurmplementedby the Ministry of Education.

In Iceland, eightschools were chosen for the surveyhey are operated by local
municipalities like almost alkchools in Iceland. Seven of the schools are locatéolwn of Akureyri
and theonein Hisavik, a neighbour towrWith few exceptions the first language of the participating
studentsis Icelandic. All schools are to follow the same curriculum. All the participating schools are
operated by local authoritieOne of the schoolss especiallprepared to accept immigant students.

In England, seven schools were chosen for the survewré$tate-run schools, located in

different areas of Bristol, catering to a variety of economic, ethnic and religious populations. They
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range from a school from a relatively deprived inner city area, with a high proportion of children
speaking English as a second language and/or having Special Education Needs to a school from an
affluent area of the city, at which a large proportion of @ats are employed in professional or
academic jobs. Also includede schools from the suburbs and from the large housing estates at the

edge of the city; as well as schools with a religious (Roman Qa#imaliChurch of England) ethos.

Analysis and ethics

Questionnaire responses were coded and entered in a SPSS data structure. The quantitative and

gualitative data were analysed according to the following independent variables:

Children:Background information, Reading and reading habits out of schodk, boo
covers, reading in school.

Teachers:Background information, using children’s literature in class, What is

important when selecting children’s literature for teaching, reading habits, who is

reasonable for promoting reading for pleasure, reading aimmtesjies and

processes.
Therelationshizo S 6 SSy @F NAFo6ofSa yR @FNA2dza AaadzSa GKI
2F OKAf RNBYyQaO fAGSNI GdzNB Ay Of-sqaasedestvablusedN®B | RA y 3
determine whether or not aignificantrelationship existed between variableShe chisquare test is
the most widely used tests of significance when dealing with nominal data (Ary, Jacobs, Razavieh and
Sirensen, 2006).

Further, focus group interviews weoenductedin each countrywith groups of teachers and
OKAf RNByQad Ly SIOK 0O02dzyiNRzZ (g2 F20dzaz INRdAzL) 2
groups of children with four children in each group, was organized. All of the participants came from
schools whohad participated in the survey. The interviews were taken in the spring 2010 and
analysed in each country. All interviewees gave their consent to the use of the data for the purpose
of the study.Questions on book covers were dispenseilh as they seem not tapply to the
children, the answers to them were few and unsystematic.
Data collection may be regarded as a transaction in which it is usually fairly obvious that the

researcher stands to gain. On the other hand the responsleaened to be asked to givaime,
thought, privacy and effort. Anything that will make this transaction less unequal andideé will
help the quality ofresponses (Oppenheim, 1992, 82). Negotiating accssis a balanced act
(Hammersleyand Atkinson, 1983). When negotiating accdbhe researcher needs to give clear

information about the research, its aim and process, and the strict confidence in treating data.
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Permissionwas requested and granted frorappropriate authorities in each country to
perform the research. Local school authorities granted permission and a letter with description, aim
YR LINRPOSRdAZNBE 2F GKS NBaSINOK gKSNB aSyid G2 &aO0K:
theirappro f 2F (GKSANI OKAf RNBYQaO LI NIAOALN A2y D
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Survey Results - Children

Background information anénalysis

In this section information abouthe number of children participatng in each country, age of th::

children andtheir genderis presented Thereisalsoananalysi T OKAf RNBy Wwa NJ3aLlRy &
related to their backgroundChildrenwere asked questionike: how many siblings they have, if theyy

havea private room, coverage of books in their home, their accesthéointernet, whether adults

readfor them or not and Wether they buy their own books or not.

In all a total 0of2965 children from schools inEngland,Iceland Turkey and Spain answered th2

guestionnaire(seeFigure ).

m England
m celand

Turkey
H Spain

609

Figurel. In which country is youschool?

The rumber of participants in eacbountry variesfrom 609 up to 820, in a proportion of 21%to 28% of the
total number of participantsChildren were 7 to 11 years ol@lhe proportion of children in differing age grot p
is further disseminated ifigure 2.
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m7years m8years m9years m10years m 11 years

Spain

Turkey 1%

Iceland 1%

England

0% 100%

Figure2. How old are you?

The distributionof participantsby age variesomewhat as seen irFigure 2 A few children are amonthe 7
years oldanda clearmajority isin the age group9 or 10 years oldin total thisage groupvaries between 5¢
72%.Distribution by age is most equébr the Englishchildrenwhile the distributionis less evenly spadedor
the Turkishchildren

m Boy m Girl
Spain
Turkey
Iceland 51%
England 51%
0% 100%

Figure 3. Are you a boy or a girl?
Overall the distribution by gender igery equal and variesonly slightly between samplesas can be seen i
Figure 3
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11%
; 14%
1 child 16%
18%
; 33%
2 children 51%
40%
— 36%
: 0
3 children 24%
20%
12&5%
H 0
4 children 6%
11%
7% E England
5 children 5%
3% m Iceland
4%
200 i Turkey
0
6 children 1;/%/ B Spain
0
3%
7 or more
4%

Figured4. Number of childrenn the home, includinghemselves
Figure4 shows that 10%to 17% of the childrerr NJ singlé child in their homeand around 60%f the

children say there are two or three children (themselves included) at horhere is a notable differenc:
between countries especiallywhere thereare two or three children at home This is seen where 51% of tt e
Turkishchildren, two children live in the home, and where?8®f the Icelandic children, three children live in
the home.
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m None H Some = Alot
Turkey
Iceland
England 4% 35% 61%
0% 100%

Figureb. Does your family have books in your home?

The dildren from Icelandare most dissimilarin their attitude, claimingthat there are alot of books in their
home (86%) while the Turkishchildrenresponses show more children saying that there are nonenty some
books There is a significant difference related to age overathat youngr children are more likely than olde
to say that there are no books at home. Cloaralysigeveals thateven though this is not a strong indicator n
Spain and Iceland, the data were so significant in Turkey and England that it warranted mention.

= None m Some = Alot

Spain 2%

Turkey 3%

Iceland 3%

Figure6® ! NB (G KSNEB I Viryoubme? RNByYy Wa 06221 &
2KSYy a1SR ALSOAFAOLIfte lo2dzi OKAf RNByQa 02217 1
jdzSadAz2y | o2dzi ao0221a +d K2YSéd ¢KS NBaLkryasS -
decisive in this case, and attiigh 16% of the Turkish children say there ao books at home only 3% sty
GKSNBE NS y2 OKAfRNByQa o6221a |G K2YS® h@SNI f¢
thereisa differencerelated to genderin favour of girls.
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= No = Yes
Spain
Turkey

(o]
=

Iceland B11% 9%

ﬂ
D
°

England

100%

o
X

Figure7. Do you have a room to yourself at home?

In Iceland, 8% of the children say that theyhave their own roomat home (Figure7). A slightly smaller
proportion of children from Turkegay theyhave their own room at home (72%Around two thircs of the
Spanish and English children also have their own rabrhome 65% in Spain and 66% in Engla@dly in
responses fronthe Spanish childreis therea significant difference related to ag&his is not linear, and show s

a Yegesponsdrom 8 yeargo 10 years but then dropping down in the 11 years group. There is no differenze in
responses related to gender.

m No " Yes
Spain

|
o}
X

Turkey

Iceland 2%
England 92%
0% 100%

Figure8. Do you have internet at home?

A total of 98%0f the Icelandicchildrenand 92% of the English children haagcesgo the internet at home.
Although a majority of children in Spain and Turkey have access to the internet at howee a third of
childrenhave nointernet access Thisindicatesa difference inthe O K A f RXp&Sightezandackground
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m Always ® Often m Sometimes m Seldom m Never

Spain 4%
Turkey 42%
Iceland 3%} 9% 28% 45%
England 49%
0% 100%

Figure9. How oftendoes someone in your family read for you in the evening, before yot

go to sleep?

When children were asked how often someone in their family reads for them in the evening, before they go to
sleep answersary ratherequally between samples. The main resalthat aroundhalf of the children say nc

one reads for them at home befotthey go tosleep. No difference related tgenderis reported Difference
related to agehoweverexists and between schoolsege Figure 0 below).

mAlways mOften = Sometimes B Seldom m® Never

11lyears 4%

10 years

9 years

8 years

7 years

0% 100%

Figurel0. Age of children andime someone in the family reads for children before they

go to sleep

Figure 10 shows thatmore often someone reads for childrem the lowerage groupghan the upperage
groups and the difference is quite lineafhe reason mst likelybeingthat the older childrencanread, or want
to read for themselvesParentsmay alsgoreferthat they do so.
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m Always ®Sometimes & Seldom m Never

Spain
Iceland 2%
England
0% 100%

Figurell. Do you ever buy books yourself?

When askd édo you ever buy books yoursélO K A f Resgdnsexiifer substantiallypetween countriesThe
Turkish children most often say they buy bookkemselvesbut the Englishchildren are not far behind
Icelandic childrerare leastlikely to say they buy bookthemselve® L (i Q& y 2 (i th&diffaréncelbat
most likely this is a cultural differer. There is no significagender differencen responsesbut difference
relatedto agedoesexist It is more commonfor childrenin upper agegroups buy books themselves thathe
younger ones.
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Reading and reading habitsut of school

This sectioncontains answers toquestionson readingand reading habitsThe most significant
guestions wereon what sort of a readechildrensay theyare, where they read and how long tirr e
they spend readinghow theychoo% books to readtheir use of libraies, whether they read books
more than onceand if so whywhether they read books in a seriesnd if so why whatthey like in
readingbooks,what kind ofmain characters in bookihey preferand what characteristics of the

main charactershey favour.

H | lovetoread mIt'sokaytoread mIdon'tlike reading

Spain 6%
Turkey @
Iceland 33% 58% 8%

England 45% 47% 8%
0% 100%

Figue 12. What sort of reader would you say you are?

Responseto the questiondiffer between countries Almost 80% of the children from Turkey say they love to
read but the children from Iceland are least likelyerpressthe same opinionThis may bea result of the
wording of the question
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mllovetoread mlt'sokaytoread mIdon'tlike reading

0% 100%

Figurel3. Gender andattitude to reading
There was significant difference related to gender, where girls seem to be more in favour of reading the n boys
(see Figure 13 above).

m | love to read m It's okay to read m | don't like reading

11 years 9%
10 years 6%
oyear
o years
7 years 65% 27% 8%
0% 100%

Figureld. Age and attitudeto reading
When analysingthe answers a significant differensgas foundrelated to age. Aseen inFigure 4, when

compared between age group KA f RNBYy Q& | GGAGdzZRS ingre nhdativeR witfi Aage 6 SO2 Y S

Following this question,he children wereasked vhere they read out of school, if they di (seeFigure 5
below).
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In the library m Spain
= Turkey

On journeys 42% m Iceland
m England

45%
Somewhere else
in the house

58%

82%

In my bedroom 75%

76%

Figurel5. Outside of school, where do you read?
Most of the children read at homesither in their bedroons or somewhere else in the houseChildren will
most oftenreadin their bedroom.This could indicate that children prefaiquiet place whileeading.

m | don't read at home H Five minutes a day
m Fifteen minutes a day  m Thirty minutes a day
H An hour or more a day m1don't know

Spain 199%

Turkey 29%)6% 10%

Iceland 2%

England 4%

0% 100%

Figurel6. How long do you spend reading at home in a day?

Most of the children read from 15 minutes to about an hour a day. Interestingly the Turkish children most
often answer that they read thirty minutes and an hour or more a day, while half of the Icelandic childre n say
that they do not know how much they rdaat home any given day.
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m | don'tread at home ® Five minutes a day
m Fifteen minutes a day m Thirty minutes a day
H An houror more aday  ®ldon't know

11years 4%

10 years 2%
9 years 2%
8 years 2%
7 years 4%

0% 100%

Figurel?7. Age andime spert reading in a day

When answers to the question on how much time children spend reading is compared between age gro ips we
see that the two or three oldest age groups are only slightly more likelpsaver that they read thirty minutes

and an hour or more a day.
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2%
Ateacher tells me about i 14% 31%
21%
25%
Someone else tells me about LS
29%
38%
| have read other books by the same auth 29%
46%
53%
It's on a subject | am interested i 50% 59%
35%
My friend tells me about it 2005°"°
35%
19% .
Everybody is talking about i o 24% B Spain
22%
120 Turkey
- 12%
Because it looks eas 130?8% = [celand
18%
. - n
Because | like the description on the cov 16% 34% England
34%
_ _ | 18%
Because | like the picture on the cov L1225 0%
34%
= 28%
Because | have seen the mov A
35%

Figurel8. How do you choose books to read?

Most of the children say they choedooks becausestcontent interests them, they have read other books by
the same author or friends or others tell them about the books. It seems that descriptions or images o book
covers have also a significant impact on what children read and so do books that havaed@®imto movies.

There is naverall differencen responses between gendelnsit within countriesthere are a few examplesf
differences between boys and gidsthin the countries Icelandic girls choose books their covers more often
than boys. In Englanthis is reversd. Boys in England also choose books naiften than girls iftheir friends
have told them about the booksln Turkeygirls are more likely than boys to choos&ook if it has beemmade
into a movieln Spairthere isno difference related to gender.

There isa difference related to age in four cases. Older children are more likely than younger to chbosk
related totheir owninterests. Younger childremre more likely than older tahoosebooks if it lookseasy, or
because the book cover looks interesting or becausebthak has been made into a movie.
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H Very often m Sometimes m Seldom ® Never

Spain
Turkey

etand

England 40% 15%

0% 100%

Figurel9. Do you ever borrow books from the public library?

About 70¢90%of the childrenborrow books from a public libranAlthoughthere are differences in answers
between countries more than half of the children say they borrow books from the library sometimes or very
often. The Icelandic sample differs in that only 10% of children say they bewaw books from the library

but around 2@30% ofthe children in Spain, Turkey and Englaay theydo so. There is no overall difference
related to gender or age except in Iceland were girls significantly more often tharsbgifsey borrow books
from the public library.
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86%

Spain

92%

Turkey

88%

Iceland
m Myself

= My mother
m My father
H Librarian
England m Grandparent

m Teacher

m Someonelse

Figure20. If you borrowv books from the public library, who chooses the books most often?

In Figure20 we see that the mairfindingis that children chose bookshemselvesand if they get help with
choosing,it is most often provided by their motheOverall theresultsA Y RA O G S OKAfdNE Y Qa AY
choosing books

There is only a significant difference in responses byfagie Icelandc and Turkish children
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m Often B Sometimes = Never
Spain
Turkey 15%
Iceland 24% 10%
England 34% 57% 9%
0% 100%

Figure21. Do you ever read books more than once?

Around 27% of the children said they often read books more often than once and 62% said they do it
sometimes. Only 1€15% of the children say theyever read books more than once. Overall there is 10
significant difference related to gender but icelandand England there ia difference with girls more often

than boys saiyngthey read books more than once.

m | like the story
m | like knowing what is going to happer
1 | see things | missed befort

Spain 56%
Turkey 36% 37%
Iceland 26%
England 28%
0% 100%

Figure22. If you read books more than once, why?

The children that said they read books more often than onege asked why theylo so. Theywere given
three choices an@n option to answer it as an opeanded question Most of the childrersaidthey liked the
story and one third ticked other optianIn the openendedanswers most often children saidecausethe
story was funny. Many children satidey could understand the stories better when-readingit. Someof the
children saidhey reread books when Was a long time since tlydastread them.
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m Often H Sometimes = Never
Spain 31%

Turkey

Iceland
0% 100%

Figure23. Do you ever read books in a series?

Most of the children answered that they read baok a series, often or sometimes. As Figure 23 reveals the

children in Turkey stand out as the proportion of those who read books in a series is nearly dout le the
proportion of children in the other countries that do the sajwehich may reflectthe nat@ 2 F GKS OKAf RN
books available

| want to know
58%

what is going to 5% H Spain
happen next
m Turkey
| like collecting M Iceland
the set
m England
| know the
charecters

| liked the ones |

have read before 45%
36%

Figure24. If you read books in a series, why do you like them?

Most of the children who read books in a series g&t they do sdbecause theyvant to know what is going tc
happen next Thedistribution ofanswers both within countries and the options given, asequite even
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Make me feel the charecters are

like friends

Make me sad

Make me happy

Are exciting

Are scary

Tell me things | don't kno

Make me laugh

Figure25. | like books that:
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39%
18%
27%
36% )
B Spain
9%
9% m Turkey
6%
18%
m Iceland
40%
31% a0% m England
0
46%
53%
45%
64%
56%
37%
38%
22%
42%
36%
36%
25%
40%
69%
53%
57%
65%

When asked what type of books children like the masijdrenmost often say that theyike books thaimake
them laugh orthey find areexciting to read.The least popular reason for liking a book seems tothowt it
makes children sad-igure 24shows us that difference betweencountries is sometimes considerable with n

the reasons givefor liking books.
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38%

A magical creatures (e.g.vampire, fair 48%
ghost) 29%
36%
22%
i 29% .
Alien 250 0 ] Spa|n
29%
u Turkey
17%
i 18% m Iceland
Machine (e.g. a robot) 15%
19% m England
35%
; 13%
Animal 43%
31%
14%
24%
Adult 20%
21%
40%
28%
Boy 47%
36%
46%
; 35%
Girl 1%
37%

Figure26. When you read a story, who do ydike to be the main character?

TheOKIF NI} OGSNB Ay OKATf RN yeeforétBehosie lishs ngt exhaugtide. Ovdrahe ¥ 2 NI &
findings show thatchildren like magical creatures to bmain charactes in stories but they like adults

machines or aliers the least.Several options were given and the distribution of answexgesconsiderably
betweencountries withtheseexceptions machine, adult or alien were equaktyosen TheTurkish childrern

the studyseem to bemost fondof magical creatures but the Icelandic children are lesstWhereaslcelandic
childrenseem to likeanimak to be main charactes, the Turkish children likthisthe least.

When answers are analysed by age and gender a diféer is revealed. Younger children like it less if the i ain
character in a story is a child (boy or girl) or a magical creature, than the older children. Girls like it betti:r than
boys if the main character is a machine or an alien. Both boys and gifts fire main charactetto be of their
gender.
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25%
...come from a family like yours 222%%
23%
38%
...are about the same age as you 7% 36%
35%
20%
...have the same religion as you 19% 28%
14%
25%
...are the same sex as you 7% 37%
18% H Spain
27% B Turkey
...have the same interests as you 29% 37%
258 M [celand
27% M England
..live in the same times as you 19% 29%
18%
24%
. . 25%
...like the kind of people you know 15%
24%
33%
...live in the same country as you 28% 46%
29%

Figure27. If the main character in a story is a human being, is it important that they

Responses wersomewhat spreadamong all the optiongjiven varying from20% to 40%n each option.
Although it is difficult to draw oufeaturesthat are more or less importardsa characteristicasit generally
seemsthat children want the main character to live in tlsamecountry, havesimilar interest as the childrer
and be of a sinmar age as themilt is less important for thehildrenthat the main characte® religion is the
same orthat the character is similar to peoptie children know well.

Overall therewasno significant differencéetweengendersor betweenagegroupsinthe OK A f RiBeys!) &
G2 GKS ljdzSaidAaz2y 2F YIFAYy OKIFNFOGSNDa OKINIOGSNR iGAOad
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m Often B Sometimes = Never
Spain
Turkey
Iceland
0% 100%

Figure28. Outside school, do you ever read books for adults?

Thedistinctiond SG 6 SSy OKAf RNBYy Qa 0 2 Dpsdiblyd § RO 2 @&$ a A ¥ 2.06] RAANA ¥ Q
children were asked if they read books for ad(fisvels, biographies, plays, etojtside of the school and the

answer is that rather sizeable number of thesay that theydo sa Onequarter of the Turkish children sa’

that they read books for adultdut only 12% of children from Spain. In Spain 42% of the children say they

never read books for addtbut less than onequarter of children from Turkey do the same. There is 10

significant differencéetween the gendersr age groups i K A f Rris#ayidXiEis question.
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0,
53% 6004
60%
0,
14% s0%,
o oo
18%
12% e 20%
: 25%
8%
- 150 S1%
= 23%
58%
- > 70%
5%
29<y3§g8/°
2 36%
79%
s— S0 s 47%
. 40% _
9796 W Spain
. 47%
20% 35% = Turkey
53% H |celand
0,
3% 400
® England
18%
25%

Figure29. What sort of books do you read out of school?

When children were asked about what kind of boolkisey read outside of schoglresponsesvaried
considerablyas seenin Figure ®. Funny storiegomitted from the Icelandic questionnairdue to technical
error) and fairy tales seerto be popular literature with over half of theespondents andantasiesand horror
stories are not far behind in popularity The biggest variation within a response option is in tiase of
information books ifon-fiction), where over half of the Turkish childreay they read such books.
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Reading in school
Ly GKA&a aSOGA2y OKAf RNByWa NBa&LJ] ghalded The 2hildjiedzS a G A 2 y
were asked questionkke: do teachers read aloud in class and if so why thektigiachers daso, is

reading followed by writing, what do children learn from reading in school and what activitie:s do

teachers use to help children twetter understandthe booksthey read

m Often B Sometimes = Never
Spain 45% 5%
Turkey 2%
Iceland 3%
England 44% 51%
0% 100%

Figure30. Does your teacher read aloud to you?

It seems to varpetween countreshow often teachers read for the childrefihe mainfindingis thatin general
teachersseem to readquite often for them. There is no significant difference related& A f Reéney, bui
in England teacherare more likely to read for the younger children than the older ongkereasin Spainthis

isreversed
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| don't know

So we can talk 56%
about the story

H Spain
m Turkey
M Iceland

m England

So we can learn
more about an
author

So we can enjoy
a story

64%

Figure31. Why do you think your teacher reads aloud to you?
Four different options were given to the questianéy do you think your teacher reads aloud to yéuPhe

responsesvaryto all optiorsgivenbuti KS OKA f RNBYy Q&

Yszditliiat th@y2cahvialkyaboblityha ¢ S NJ

story and so they can enjoy the storyhere is a significant difference related to age and the opdimmwe can
enjoy the storg in considerably more common for the younger childréimalysisalso reveal a particula
gender difference, were girls chose the optidin R 2 y ©dignificafhtly énore often thaboys.

m Often

Spain

Turkey

Iceland

England

B Sometimes

= Never

0%

Figure32. Do you ever write about what you read in class?

100%

Children were asked if thegver write about what they read in clas&s can be seen iRigure32 responses
from Iceland differsubstantiallyfrom the other @untries just over half of children in Iceland darite about
what they readcompared t080¢90% of children in England, Spain and Turkey. Onlyf@®# Icelandic children
say the writeoften about what heyread compared to 2§28% in the otheicountries.Thereis no significant

RAFFSNBYyOS NXBfI (SR

(erdlirgsfonssN) ISYRSNJ Ay OKAf RNB rwa
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New ideas 61%

- B Spain
56% 1 Turkey
New words 56%
H Iceland
Something ! ® England
about the world
Something
about other
people
Something
about me

Figure33. What do you learn from reading books or stories in school?

When asked whathe children thought they learad from reading books and storiea schools, respondent::
most often said: new ideas, new words and something about the world. The studentsleest likely to say
that reading taughthem something about themselves amsomething about other people. Analysises not

reveal a significardifference between answers given by boys and girls nor between age groups.

50| Page



... that reading is usefu

.. use reading to help me with my writin

... ask quetions about book

.. for a particular purpose, for informatio

... to make choices about what to rec

... read different sorts of book:

... to give my own opinion of a boo

... make connections between differen
books

... answer questions about the bool

... what the story is abou

Learning and Teaching Children’s Literature in Europe

520¢
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48%
39%
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15% 27%

56%
44% " 63%

0
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Figure34. Here are some things that children learn about through reading in sch@ghat

do you learn in yourclass?

When asked about what children learn by reading in school the answerdistributedfairly evenlyamongthe
given options. The difference in answers betwessuntriesis significant excdpin two answers:to make
choices about what to rea¢p=.087) andwhat the story is abou{p=.012) In one particular case there is a
significant difference related to age, younger childeme less likely to say:learn to answer questions abot t
the book than older childrenIn one cas there is also a significant tkfence related to genderwith boys
beingmorelikelythan girlsto say:l learn to use reading to help me with my writing
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When we have a visit by an author to our sche 160227 = Spain
32%
3190 m Turkey
0
35%
When we retell a story we have read to othe 18% o = Iceland
0
m England
When we talk about what we have rea 25% 35%
42%
27%,
When we make notes on what we have re: 2204 30%
32%
43%
When the teacher helps us to picture the sto 26% 37%
41%
40% )
When the teacher reads aloud to L 4%)/06
48%
. T . 42%
When | underline, highlight or circle parts of a story to he — 37% 0
I (]
me to understand it 37%
31% .
When we use drama and act out parts of the stc 20% 48%
47%
65%
; 70%
When the teacher asks questior 530

Figure35. List of activities that teachers use to help children to understand books

Childrenwere asked what type of activitidselp them better understand the books they readost often
children agred with the statementswhen the teacher asks questioaadwhen the teacher reads aloud to .u:;
There is no differencbetween thegendes and only in one case ikere adifferencerelated toO K A f Rd¢F y Q &
with older children more likely to agree withe statementd 2 & we make notes on what weack.
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Survey Results - Teachers

Background information and analysis

In this sectionthere is information about the number ofteachersparticipatingfrom each country,

their gender andage. Therds alsoa short analysief teacher€xesponses to questions related 1o
their background Teachersvere asked questionabout teachingexperience what age group they

were teaching, whetherthey hadstudiedO K A f Rtét&uye@dring their teacher trainingndif they
hadhad training or takncoursesh y OK A f RNXB y Q theirfcdraesSadlteachdzsllS R dzN.A y 3

In all here were 127 teachersho participated in the survefrom the four countriesThe eachers

came from8 schoolsn Iceland, 7 schooli& England, 7 schools Spain and 5 schooils Turkey.

m England
m Iceland

Turkey
m Spain

Figure36. In which country do youeach?

The number of teaches, from each of the participating countriesaried from21 to 40. Despite Turkey héng

the lowest number of childretthat participated in thecK A f RS ggtheahighest number of teachersame

from the Turkish schoolsThe smallenumber of participants werall doviously greatly diminishes theopsibility

of generalizing about the findings. However the answers give an indication and an insight that helps sh :d light
on a number of issueegardingthe ains of the study. The findings also help sbed light on the results fron

the/ KAt RNMBY Q&
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m Male Em Female
Spain
Turkey 6594
Iceland
England
0% 100%

Figure37. Gender

The teachingprofession is often taken as an exampleaofiender segregation of the labour market. This is
especially true of teachers of younger childréigure 3 revealsan unequalratio of male and female teachers
Under onefifth of the Icelandideachers are male but more than one thirdtbe Turkish teacherare men.

m 25-29 age m 30-34 age m 3539 age
m 40-44 age m 4549 age = 50 or over

Spain 1394 [ 16odN 13940 1094
Turkey
Iceland 4%

England
0% 100%

Figure38. Ageof teachers

There is a notable difference relatéd the ageof teachersin the four countries.Figure38 shows that the age
of teachers inlceland differs substantially from thehree other countries. They are much older and tt e
distribution in ageis in contrastto the other countries In Icelandonly 11%are between25-34 in age,
comparedto 46-56% of teachers in England, Spain and Tur44%6 of teachers ithe Icelandicsampleare 50
years or older compared tonly 8-10%in Spainturkey and England
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m England
B Iceland
1 Turkey

| B Spain

1-2 35 6-10 11-15 16-20 H N

45%

40%

35%

30%

25%

20%

15%

10%

5%

0%

Figure39. Teachers experience in years

Teachersxperiencediffers slightly between the four countrieszigure39 shows, that the Icelandideachersin

the samplehave the most experiencé his is obviously in part explained by the age of Icelandic teaatense

the averageage is the highestthus showing that teaching experience and age seemingly correlates. Nctable
also is tkat over 40% of the Turkish teachers say they has&6/ears of experience.

mAge 7/8 m Age 8/9 m Age 9/10 m Age 10/11

Turkey B 14% 28% 33% 25%
England 36% 16%
0% 100%

Figure40. Age group(s) teachers currently teach

As shown inFigure40, there are three age groups of children in Spain and Iceland but four age grotps of
children in England anBlurkey.
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m No = Yes
Spain
Turkey
Iceland
England
0% 100%

Figure4l. During your teacher training did you study the teaching of children's literature ?

Here, he difference in responses between countries is significBetween two thirg and threequartersof

teachers in Spain, Iceland and Englénd dzZRA SR (Sl OKAy3 OKAf RNBYy Q& HutA G SNI {dz
as shown inFigure41l, responsa from Turkeyseem to indicatea less prevalent emphasis on teaching of

OKAf RNBYyQa f AGSNI Gdz2NB @

= No mYes
Spain
Turkey
Iceland 44% 56%
England
0% 100%

Figured2. During your career as a teacher have ybad any training or taken a course in

children’s literature?

Most of the teachers from England have had trainindnavetaken coursed y OKAf RNBy Qa f A G SNJI G«
careers, whileonly 25 to 30% othe teachers in Spain and Turkéyave done soThe responses arajuite

interesting compared to the earlier responses aboutudying OK A f RNB y Qi tedchedit@iNihgl dzNB
Accordingly theeachers in Tudy seem toget lesseducationin O K A f Rtat&BufeCi3%in teacher training,

26%in careej than others,especialljcompared to England73%in teacher training85%in career).
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F'AAy3 OKAfRNBYyQa fAGSNY Gdz2NES Ay Of | aa

In the followingpart, answersto questionsabout teaching readingre analysed The key question:;

are about reasondor usingOKA f RNByYy Q& f AGSNI (dzNB (2 Hhoeldiéd NI G S|
OKA f RNB Yy Qia usddAtai Sippabriitdaskihg and learninghether it is a part of scho@
curricuumK2 g Syea2el 6t S Q¥fdrdhiRndwhérer tranalaieS8aN $hortdadidton of

storiesare beingused whetherOKA f RNBY Q& f AGSNIF GdzNB Aiacladmand X (2 A
K2 OKAt RNBYQa f A (sSedtedimphdant &l areziuéstiohsyon Whtthches A a

assess as beirgignificantto take into consideratiowhentheychood S OKAf RNBYy Q& f A 4 SNJI

m Every week m Every two weeks m Once a month m Never

Spain 7%) | 11%
Turkey 449 31% 22% ?Z/o
Iceland 67% 21%

England 88% 12%
0% 100%

Figure43. How often do you use children’s literature to support teaching and learning in

your class?

82¢88% ofthetS OKSNE Ay { LI Ay | yR 9y 3uppoy tRactdng &d BHning iRINEry Qa f A
class every weelind majority of Icelandic teachers also do so. Turkey is unique in comparison where les s than

half of the teachersaytheydza S OKA f RNByYy Q& f A (g&ner of tHeNdGchSS Nikepm@dyS S{ @ hy
dza S OKAf RNBy Qa f A ( Gohdt all doNBne #tyd® i Sy OKSMNBYEK RASE yR 2yf
literature oncein a month.
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To promote ethical values 28040

10%
To support children in considering national identiti 7%

To widen children's vocabular 100%

13%
Because the children ask to read children’s literatt 33%%

To improve children’'s gramma 41%
To improve children's language ski 93%
To develop a lifelong pleasure in readi 2 93%

To teach children to reac o =00 B Spain

65% Turkey
To have fun 81%
81% m |celand

To develop children's responses to readi 5004 ® England
96%

To support the teaching and learning of comprehens 78%

Figure4d. L ¥ &2dz dzaS OKAf RNByQa fAGSNI GdzZNB A/ &2da
to supportteaching and learning?

Thereis no significantdifference betweenthe countries,in the responsedo three of the given optionsito
promote ethical valugsto A YLINE @S O KnknarRRNSIF Q18 dzANI § KS OKAf RNBy a1l
literature. In addition two options are close to measuriagignificant difference, between the countiethese

are: to have fun(p=.013) and to teach children to reaqp=.018) Responses to other options are significan:ly

different between countries and in some cases the differenceniy linked to responses in one countmn

example of this is the difference betweanmswers othe Turkish teachers and oth@ountriesin responding to

the statementto 4 A RSy OKA f R Nagtddevel@hadieldngzileash® in readirg.other cases the

difference is betweenwo and two countries,asin the responsesi @ support children in considering nation:

identitiest Where Turkg peaks with Englanih second placel y Ro hawe fud Where responses from

Icelandic and English teachers are on par with each other while responseSfrain and Turkey &gnificantly

lower.¢ KSNB I NB RAFFSNBYOSa AySHBQAKYySHBKEYINBST (8R 1iRS (18I &
gARSY OKAfRNByQa @200o6dz I Neé¢ GSIOKSNA Ay t2¢6SMNJ 3S 13
teachers in the age group 839 years are more likely to agree with the statement. In fact this agepgoften

differs from others, resulting in the overall differersagot being linear.
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m Always m Often m Sometimes
Spain
Turkey
Iceland
England 4%
0% 100%

Figure4b. Do children in your class enjoy learning through children's literature?

Asseenin Figure45 responseto the questionR2 OKAf RNBSYy Sy22eé § SI NJ dayied ( KNP dz=
somewhatbetweenthe countries. In Englanthe teachers arenore positive, followed bythe Spanistieachers

Even thoughthe Icelandic and Turkish teachers are not as posiéisehe other countriesthe main result is

that amajority of children(over 70%}pupposetySy 228  SI NYyAy3I GKNRBdZAK OKAf RNByQ:

= Yes m No m Don't know
Spain
Turkey 6%
Iceland
England 4%
0% 100%

Figure46. Is the use of children's literature to support teaching and learning an establist ed

part of your schods curriculum?

Thereis adifferencebetween countries in response the questiondd. G KS dzaS 2F OKAf RNByQa
school curriculurk &one of theSpanistteachers disagreewith the statement,but 38% of theTurkishteachers

do sa Over 90% ofhe i SI OKSNA Ay { LI} Ay | yR 9 Nehatuteis Rart afitheir scheol (i dza S
curriculum but in Turkey anth Iceland less than 60%gree with the statementOverone fifth of the teaches

in Iceland do not know theuse ofOK A f RNBy Q& f AGSNJ dzZNB. A& LI NI 2F GKS &
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m Always  mOften B Sometimes  ®m Seldom  m Never

Spain 10941 3%
Turkey 38% 3%
Iceland 4%
England 35% 46% 19%

0% 100%

Figure47. Do you use translated children's literature for children to read in class?

If the optionsalways often and sometimesare merged the difference between Spain, Turkey bedandis not
great Answersfrom the Engish teachersare uniquein comparison Somemight say that this is becaus# the
availability ofOKA f RNByYy Q& f AtlieENgGlish Baditagedidtiarnsliat&dy butxhys could also be sairl
aboutliterature written in Spnish, which islsois a globallanguage.

m Always mOften mSometimes ® Seldom m Never

0% 100%

Figure48. Do youusechildren's literature for introducing other cultures?

Asseenin Figure48the LOSf I yYRAO G(GSI OKSNA R2 y20 dzaS OKAdaRNBy Qa f
often as teachers from the other countricBhe S OKSNA FTNRY 9 y Rdratuei® thilzfufos®@ K A f R NB
most often and no teacher in England say they seldom or ndwesn
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m Always mOften m Sometimes m Seldom m Never

Spain

Turkey 3%
Iceland 4%

England

0% 100%

Figure49. Do you use adaptations or shortened versions of texts instead of originals?

Adapted or shortened versions of texare often offered instead of original longer versions. This type of
OKA f RNB Yy Qskems$ tb besviddlyludeN B the four countries, especially the Spanish and Turkis
teachers The findings show that the Icelandic teachese shortened versions of text considerably less tt an

the teachers in the other countries.
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What isimportant when selectingD K A f Htdt&ufeCiar teaching?

The followingsectionpresentsteachers answes to questions regardingvhat they feel isimportant

6KSY a5t SOGAY I . vk differRriuBaye@ents WergieSeNtedandziehes asked to

assess theirelevance The statements weréhe followingo N2 F RSy Ay 3 OKAf RNBy Qa oA
ONRI RSYyAy3 OKATf RNBaghivg ethdidaSualdeseaching ahoit $elligand to

introduce children to good literature

B Strongly agree m Agree m Neutral m Disagree m Strongly disagree

Spain
Turkey ?EA;
Iceland
England
0% 100%

Figure50. Broadeningchildren's views of themselves

The mairfindingis that teachersn all of the countrie4 ANBES A GK GKS &aidrdSYSyi{d GKI G
literature to teach that broadeningO K A f Ridld8 yf@h@mselves ia valuable reasoro do sa No teachers
disagreewith the statement but 28% of the Spanish teachers claim to be neutral towards the validity ¢ f the
statement.
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m Strongly agree m Agree m Neutral mDisagree m Strongly disagree

Spain 3%

Iceland
England 54%
0% 100%

Figure51. Broadeningchildren views of others

As shown irFigure51, teachers agreavith the statementthatg KSy a St SOGAy 3 OKAf INByQa
broadening children views of otheisanimportant factor.

m Strongly agree m Agree = Neutral m Disagree m Strongly disagree

Spain
Turkey 50%
Iceland 59% 33%
England 35% 65%
0% 100%

Figure52. Teaching ethical values

¢SIFOKSNE | ANBS 6A0GK GKS adladSYSyid GKIG oKSy aSt SOGAy:
important. Howeverthere is difference between countries how strongly teachers agree with the staterr ent,

from 35% t062%. Only in Turkey do senof the teachers disagree with this statement.
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m Strongly agree m Agree = Neutral ® Disagree m Strongly disagree

Spain 3%
Turkey 9% 3%
Iceland

England
0% 100%

Figure53. Teaching about feelings
¢SFOKSNE | ANBS gAGK (GKS adl dSyYSyid G Rlisimpatanghat tieé t SOGA Y
books or the literaturdgeaches children aboufeelings.

m Strongly agree m Agree = Neutral ® Disagree m Strongly disagree

Spain
Turkey 3%
Iceland 60%

England 27%
0% 100%

Figure54. Introducing good literature

Introducing children to good literature is valuedasA Y L2 NI I yi FIF Ol02NJ Ay &St SJdiay3a C
in the classroomNo one disagres with the statementbut the difference between countries in howrshgly

the teachess agree noteworthy is the case of theEnglish teachera/ho seem to agree more strongly with th 2

statement than others.
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Reading habits

In the followingsection,answers toquestiors related to reading habits in schoate presented The

key questions weravhether there isa reading/book corner in the classroomtho selects books to

read teachesQsuggestion for reading and whwhether traditional or classic texts are usekow

teaches gather informationon OKA f RNBy Qa f A (iCGHA i RANIBY 1adzo X W DS LIS 2 Y
during school when teachers anet directly teaching themteachers reaihg aloud for childrerand

why they do read aloudand finallywho the teachers feel should besponsiblefor makirg children

read.

m No Yes
Spain 89%
Turkey 9% 91%
Iceland 54%
England 87%
0% 100%

Figure55. Do you haveareading/book corner for children's literature in your classroom?

A majority of the teachers do have reading corner irthe classroom. In fact around 90% thie teachers in
Spain, Turkey and England dave one Thereforeresponsefrom the Icelandic teachers diffedsom the rest
as only 54% ahe teachers have specificeadingbook corner inthe classroom.
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41%

| select the books 45%

50%
The school selects the book 1?:;)

52%

30%

Children select the book: 33%

Both the children and | select th ® England
books 40% = Iceland
) 1 Turkey
The national or local governmen
suggest the books to use 20% B Spain

Figure56. Who selects the books that are available in the reading/book corner?

In England and Spa more than half of the teachers say the school seldutbooks, but less than 20% of th 2
teachers in Iceland and Turkey say so. No teacher in England says children select the books, but over 30% in
Iceland and dirkey say that they do so. Orfdéth of the teachers in Turkey say that the national or lo:al
government selects books, but only 8% of the English teachelis dagsso and none of the teachers in Spein

and Iceland.

H Always mOften m Sometimes ® Seldom

Spain
Turkey
Iceland 4% 31% 19%
England 33% 50%
0% 100%

Figure57. How often do you suggest books to the children for timeto read independently

in school or at home?

In the four countries the teachers say they suggest books for children to read independemilyteacher

ticked the option Never. In Iceland one fifth said they seldom suggest books to read but in no othémycou
teacher ticked this option. In Spain and Turkey majority of the teachers always suggest books to reac and in
Turkey all teachers suggests books to read, always or often.
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The author motivates children to read more 24%
73%
32%
The author raises issues relevant to childrén 43% 63%
42%
. . 0,
The author can be read at many different levels, givihg 16% 45%
children a range of ways to respond to the text 15% 42%
55%
; ; ) 53%
The author writes engaging plot 63%
50%
. 35%
The author uses language in an interesting manne 25% 44%
58%
48% ;
. H Spain
The author is humorous 3306 48% P
54% Turkey
. . . 0,
The author is considered to be a classic authorj@ S
35% m Iceland
i s i 41%
children's literature 0
42%
— 35% m England
. - A
| remember reading the author as a chil 48%
73%
48%
; ; ; 8%
The author is popular with childre 63%

73%

Figure58. If you suggest a particular author to children, why do you i@

Teachers suggest a particular author to children ¥@rious reasons,as Figure 58 shows. In summaryhe
Spanish teachers deo mostly becausethe author motivates children to readwrites engaging plotsis
humorous and popular with children The Turkish teaches do so typicallybecausethe author motivates
children to read morecan be read at many different levelarites engaging plotand is humorous The
Icelandic teachers dsomostlybecause the authoraises issues related to childremrites engaging plotshey
remember reading the author as a child and because the author is popular with childre&nglish teacher
do so becausethe author motivates children to read marevrites engaging plotuses language in a»
interesting manneris humorous they remember reading the author as a chddd becauseahe author is
popular with childrenThe greatest contrast betweetountriesis wherethe Icelandic teachersaythe author
raises issues relevant to childremherethe English teachemnost oftensay theyremember reading the authol
as a child and wherethe Turkish teachersare lesslikely than other countrieso say they suggest an authcr
because theauthor is popular with children

Theteachers inolder age groupsare more likelythan teachers in lower age groups t@lue thatthe author
raises issues related to childrefhere isalsoa significantifference related to gender. Male teachers are mcre
likely than femaleteachersto suggest book®y an author that is popular with dldren and becausehey
remember reading the author as a child
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m No m Yes
Spain 32%
Turkey 38%
Iceland 29%
England 33%
0% 100%

Figure59. Are thereclassic texs from your own country's traditions or national literature

that you regularly teach?

As shown in Figure 59 around 32% to 38% of the teachers say thatefeharly use classic textrom their
26y O2dzy 1 NB Qa (NI RA Tiherd i hovdN@da Ydnsiderablalifférended rélSdddto tedaiid:
age,where the percentage of teachers whagree with the statementises steadily from 6% the agegroup
2529 years old up to83% of teacherin the age groupl5-49 years old,but then fals again slightlydown to
30% in the 58 age group.

m Always  mOften B Sometimes  ® Seldom  m Never

Spain 4% 57%

Turkey [ 10% 23% 57% 794 3%
Iceland
England 42% 4%
0% 100%

Figure60. Do you read children's books for the age group you teach?

As shown irFigure60 the difference between countries isubstantial Responsgfrom Icelandare distinct
where over 606 of the teachersi @ (G KS& FfglF&ad NBFIR OKAfRNByawe 0221
optionsalwaysand often are merged the Icelandic responses are stillque
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publishing companies

LINE

Through courses | have attende

| don't gather information about children's literature

By word of mouth

(from any special source)

By reading and watching other medi

By reading children's book publicatior

By reading academic journa

Figure61. HowteachersgatherA Y F 2 NXY I G A 2 y

By reading websites
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8%

10%

3%
15%
7%
8%

16%
30%
30%
27%

19%
5%
11%
12%

52%
53%

54%
61%

I 6 2 dzi

78%
81%

78%

u Spain
Turkey
H [celand

= England

OKAf RNB'rQa

t A

¢S OKSNA 3IFGKSNI Ay T2NYI ( kafiofiswhy® Pheré areQdiffarénéedliB sespanses o G S NI
many of the given options between countries, gender and, agmmetimes just a slighinclination but
sometimesthe difference is substantia] as shown inFigure 61. A majority of the teachersread book
publicationsand gather informatiorby word of mouth Up to half of the teachers redstochuresandwebsites
A minority of the teachers mark other given optien A fewteachersanswered by statingither, that they

gather informationby readingacademic journalor that they R2 y Q (i

literature.

A gender difference existawithin statements such asi &

NE I

RAy3

OK A f R NBnd brdughd 2 2 |

courses | have attendédwhere female teacheare more likelyto say so than thenale teachersAn age

RAFFSNBYOS

2 0O dzN&

Ay

GAUKAY

0 K $ers2indiwerage goupsd areNdoleR A y 3

likely to say so than teachers in older age groups, although the difference is not linear.
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m Always m Often m Sometimes  m Seldom = Never

spain
Turkey
Iceland
England 4%
0% 100%

Figure62. Do children in your class read independently during the school day other thar:
when you are directly teaching them?

Children seem to read independently during the school e@agnwhen not directly taught. About #83% of
the teachers, dependingn country, saychildren always or often do stnd only 47% say thegeldomread.

H More than once a day H Daily
m About twice a week E Once a week
m Less than once every two weeks Never

Spain 7%
Turkey 3%
Iceland 4% 4%
England 75% 4%

0% 100%

Figure63. How often do you read alouda children in your class?

Figure63 shows that two third up to four fiftrs of teachers say theread aloud to children daily or more than
once a dayA smallminority of the teachers say that they read once a week or [Esaches were thenasked
aboutthe reasons for reading aloud following questiongseeFigure64 below).
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42%

. B Spain
For their pleasure 93%
92% Turkey
m Iceland
For my own pleasure
m England

68%

To model reading 81%

88%

To teach specific literacy skil

To widen children's vocabular 96%

Because children ask me to read to the
42%

To introduce children to new texts and autho 48%

73%

To fill up time

Figure64. If you read aloud for the children in your class, for what purposes do you reac

for them?

The reasormgiven for reading aloud are different and answatsovary considerably within given optionsTo

model reading is the mostcommonreason givenThe nost starkdifferenced S 6 SSy G KS GSI OKSNEQ
in the optiond 2 G ARSY OKAf R NBeyeQhe highestperceddgfNd@acher agreeing with the

statement is96% and the lowest 3%t is also noteworthythat the Icelandic and théengish teachergpeak

every time inpercentages buequally notable is that percentagésr answers of thelurkish teachersre very

low, only once highethan 10%.
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Who is responsiblefor promoting reading for pleasure

Teachers were asked whhbey feel should beresponsiblefor promoting reading for pleasurerhe
following options weregiven:teachers, parents, siblings, media, classmates and frieseks ffom

Figure65 below andforwards).

m Strongly agree m Agree = Neutral m Disagree m Strongly disagree

Spain
Turkey 3%
Iceland 4%
England
0% 100%

Figure65. Teachersre responsible for promoting reading for pleasure

As seen in Figuré5 teachers feel responsibler promoting reading for pleasure. In Iceland and Turkey, a ‘ew
teachers disagree, butverall96%to 100% of teachers agreeth the statement
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m Strongly agree m Agree = Neutral m Disagree m Strongly disagree

Spain 4%
Iceland 96% 4%
England
0% 100%

Figure66. Parentsare responsible for promoting reading for pleasure

A vastmajority of teachers strongly agreedith the statementthat parents are responsible for promotin j
reading for pleasure.

m Strongly agree m Agree = Neutral m Disagree m Strongly disagree

Spain
Turkey
Iceland 4% 52% 4%

England 50%
0% 100%

Figue 67. Siblingsare responsible for promoting reading for pleasure

Asseenin Figure67 there are mixed opinionamong the teacheraboutthe responsibility ofO K A f RNBs Q& & A 0 f
for promoting reading for pleasure. Only 26% of Icelandic teachgreed but 71 to 93% of teachers in tt e

other countries.The Turkish teachers seem to agree more strongly with the statement than others, whil 2 the
Icelandic teachers are more likely to say that they are neutral towards the statement.

73| Page



Learning and Teaching Children’s Literature in Europe

m Strongly agree m Agree = Neutral m Disagree m Strongly disagree

Spain 4%
Turkey 4%
Iceland 32% 41% 5%

England
0% 100%

Figure68. The nediaisresponsible for promoting reading for pleasure

Figure 68 shows that the teachers havevaried views on mediaQ &sponsibility for promoting reading fo-
pleasure.Only32% ofthe Icelandic teacheragreed but 71 to 93% of teachers in the other countrleslandic
teachers are more likely to say that they are neutral towards the statement, than the teacloansSpain,
Turkey and England.

m Strongly agree m Agree = Neutral m Disagree m Strongly disagree

Spain
Turkey
Iceland 45% 5%
England 5%
0% 100%

Figure69./ f I 3a Y I S a QfolnBradtigy yeadigpfdr pldasuie
Figure 69 show that there are also mixed opinions dssmatesresponsibility for promoting reading fo-

pleasure. Only 23% ttie Icelandicteachersagreed but 77 to 83% oéachers in the other countries. Neutralily
towards the statements close tothree times mordikelyamong the Icelandic teachers.
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m Strongly agree m Agree = Neutral m Disagree m Strongly disagree

Spain
Turkey
Iceland 18% 55% 5%

England 509 9% | 5%
0% 100%

Figure70. C NR&A Srgspoasiility for promoting reading for pleasure

Figure 70 shows that there are mixed opinion&NB 3 | NR A y @spohidibflit$ frRpiio@oting reading fo-
pleasure. Only 18% dhe Icelandic teacheragreed but80 to 86% ofthe teachers in the other countriet.
agreed with the statemeniOnce again rmrkingneutralis more common among the Icelandic teachers.

75| Page



Learning and Teaching Children’s Literature in Europe

Readingaims, strategies and processes

In this sectiornthere isan analysiof (i S I O ke§pbidesito questionsconcerning what aspects ¢ f
GSFOKAY3I OKAfRNByQa f AdSNI G tzNedlitiod Kededare Tads®ers tcy 2 &
questions about whaactivities teaches use to help childremetter understandO K A f Rt&t&Buye &

how to developand teach comprehension skills and how to assessprehensiorskills.

Inthe followingsection each country responsereported separately Teachers were asked to tick L p

to five ofthe given activities they feel most confident to teade€Figure71to 74).

... to use reading as a model for children's own writi 62%

... to infer meaning from a text 58%

...to ask questions about a tex 58%

...to comrehend the literal meaning of a te 46%
...to make a personal response to the text based on the chi 420
own view 0
... to read for a particular purpose, e.qg. to find out informatio 42%
... to understand new vocabulal 42%
... to select a good book to rea 38%
... to make connections between different texts that have be 350
read 0
... to decode a text 31%
... to infer authorial intent 31% - England
... to make choices about what to rea 31%
... to make connections between what is read and childre 27%

own lives and experiences

Figure71. Which of these do you feel most confident teachingngland

AsFigure71 shows, the Englishteachersgenerallyfeel confidert teaching how to use reading as a model fcr
OK A f RNBEB y Q ateaghingthens thldhfér ingagBingirom a text and teaching children how to ask questic ns
about atext.
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... to understand new vocabular 78%

... to ask questions about a tex 67%

... to make connections between what is read and childre
own lives and experiences

59%

... to decode a text

... to infer meaning from a text 44%

... to make a personal response to the text based on

0,
child's own view 44%

.. to read for a particular purpose, e.g. to find out informatio 44%

.. to select a good book to rea 37%

... to make choices about what to rea 33%

... to use reading as a model for children's own writi 30%

... to make connections between different texts that ha m Iceland

0,
been read 15%

... to comrehend the literal meaning of a te 11%

... to infer authorial intent

Figure72. Which of these do you feel most confident teachindceland

Asseenin Figure72 responses vary from no response up#8%. Thelcelardic teacherdeel rather confidert
teachingchildren how to understandnew vocabulary, how to ask questions about a textd how to make
connections between whatis read and chifr@a 26y f A @PSa FyR SELISNASyO&a
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... to infer meaning from a text 55%

... to make connections between what is read and childre 530
own lives and experiences 0
... to decode a text 48%
... to understand new vocabula 43%
... to read for a particular purpose, e.g. to find out informatio 40%
... to infer authorial intent 35%
... to make a personal response to the text based on
. ; 35%
child's own view
... to ask questions about a tex 35%
... to use reading as a model for children's own writi 28%
... to make connections between different texts that ha
25%
been read
... to comrehend the literal meaning of a te 23% = Turkey
23%

... to select a good book to real

... to make choices about what to rea 15%

Figure73. Which of these do you feel most confident teaching@ urkey

Asseenin Figure73 teachers in Turkey feehther confidert teachingchildrento infer meaning from a text
K2g (G2 YIS O02yySOiAzya o0SGsSSy 6KI G dndhoiBdetddela/ R

text.
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... to understand new vocabular 61%
... to make connections between what is read and childre 5506
own lives and experiences 0
... to make a personal response to the text based on
child's own view
.. to read for a particular purpose, e.g. to find out informatio
... to use reading as a model for children's own writi 45%
... to infer authorial intent
... to select a good book to rea 32%
... to infer meaning from a text 29%
... to comrehend the literal meaning of a te 26%
... to ask questions about a tex 23%
... to make connections between different texts that ha 16% B Spain
been read 0
... to make choices about what to rea 13%
... to decode a text 10%

Figure74. Which of these do you feel most confident tieaching- Spain

Asseenin Figure74 the Spanish tachers seem to feel mosionfidentteaching children how to understand

ySé @20l odzZ F NBX K2g (2 YIS O2yySOilAazya o0SiGsS4y oKIG
45%o0f the Spanish teachersaid they feel confident teaching hoiw make a persoal response to the text

oaSR 2y (KS OKAfRQa 2¢y @ASés K2g (G2 NBIR F20I F LI N
OKAf RNByQa 246y oNARGAYy3TO
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. 73% 8%
Reading aloud Tt b
77%
58%
Oral questioning 56% 00
71%
. ) 3%
Group discussion 2500 74%
68%
. m— 69%
Oral retelling 3300 56%
71%
46%
Vocabulary investigation oo 89%
45%
. LT 77%
Story mapping = 0 58%
(0]
54%
. e .
Written questioning %780/2)
48%
19% 69%
i 0
Co-operation, e.g. drama, role-play o 43%
(1]
65%
Writing as if you were a characte 1800 37%
29%
58%
4%
Performance 0 20%
55%
38%
Author visits to the school 8% 33%
29%
. _ 12% .
Visits to the local library 8% 41%
45%
50%
i 15%
Text marking % 8%
10%
Reading journal or diar o % 350
0
31%
i isati iag 11%
Visualisation strategie 1W° 28% m England
0
m Iceland
Note takin 19% S1%
= 25% = Turkey
31% m Spain
Making links between textsfS 30 26% P
13%

Figure75. Activities that may help children to nderstand children's literature Which do

you use?
In order to simplify presentation of the findings, activities have been ranked according to the average of the
four countries, where reading aloud scores the highest and making links betextsthe lowest on average.

A majority of the teachess in all countriesbelieve it is helpfulto use oral questioningand reading aloud
Activities thata majority ofteachersin three countries beliee is helpful isgroup discussiomand oral retelling
Activities that a majority of teachers in twapuntries belige is helpful arestory mappingand performance
Activitiesthat a majority of the teacheisin only one country belige is helpful are co-operation, text marking
writing as if you were a charactéall England) andocabulary investigatioficeland)
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(Figure 75 continuedl is interesting to seavhere the differencas considerable between the countriesnd
what activities score low in oneountry compare to another. These includec-operation (difference between
lowest and highest score is 50%&xt marking (40% difference)writing as if you were charactefd7%
difference), performance (54% differenceproup discussion(39% difference) andstory mapping (74%

difference).

In eightof the lided activities responsedgrom the Engish teachersare the highest. In three casegsponses
from the Icelandc and Spnnish teachersire the highestAnd inone caseresponse from the Turkishteachers
scorehighest In severactivitiesresponses fromthe Turkish teachers score thiowest and in five cases the
Spanish teachers score tlevestpercentages.
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Discussion

Highlights of the findings

A brief report is unable to capture the richness of the data contained in the survey btgndsto

highlight some of the most important findings:

1 ¢KSNBE A& I O2NNBflFGA2y 06Si6SSy (GKS ydzyo SN
interest in reading
1 There issignificantvariation iNnOKAf RNBy Qa Ay idSNBad Ay NBIFR
showing less interesthowever the majority of children (over 70%) report enjoying
f SENYAYI GKNRdAK OKAf RNByQa f AdSNI GdzNB
1T ¢KSNE |NB G6ARS OGFNAIFIGA2ya 0S0s6SSy O2dzy i NR
literature and of classroom practice. For example:
0 A high proportion (80%) of the children from Turlsay theylove to read while
only one third of the children from Iceland express the same opinion
0 The Icelandic children’s responses differ substantiatiynfthe other countries
when asked if they ever write about what they read in clags) just over half of
them reporting thatthey write about what they read comparetb 80¢90% of
children in Spain, Turkey and England
1 In all the countries teachers seetm readfrequently for the children they teach, often
with the intention of developing a positive reading ethb®wever, the data collected
does not support the proposition that all teachers are likely to value the importance of
children’s literature ingaching
1 In both England and Spain the use of children's literature to support teaching and
learning seems to be aestablished part of the scho@® dzNNA Odzf dzY o6 tpc b hsE? 0
Turkey and in Iceland less than 60% report this
f The English teachersuse ch8dy Qa f AGSNI G0 dzNE Ay Y2NB G NA S|
Spain, Turkey and Iceland; they feel confident teaching how to use reading as a model
FT2N) OKAf RNByQa 246y oNARGAYy3AZ (G2 GSIFOK G2 Ay
to ask questions about &xt, but the Spanish, Icelandic and Turkish teachers feel more
O2yTARSY(G Ay YI1Ay3 O2yySOtrzya oSGsSSy o¢
experiences
1 The teachers from Turkegppeari 2 NB OSA PGS t Saa SRdzOFGA2Yy Ay
during teacher training and during their career as teachers, than teachers in the other
three countries
1 Only half of the teachers from Iceland say there is a reading corner in the classroom
where children can read in peace and enjoy reading, while around 90% ¢tédkhers
in the other three countries say they have such a place in the classroom
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Limitations of the survey

The study ha certainlimitations and possibilitiedor bias In Turkey and Iceland, the head teachers
selected the participants. Thus, it is possible that there, the teachers were chosen because of their
gualifications,which may have influenced the resultdowever, the questionnaire was followed by
interviewingboth children and teachers in focus groups. In these interviews, children and teachers
described in more detail their own understanding of children’s literature in teaching.

A part of the data from the four countries varies significantly. Not only cameson for this
be related to the cultural differences in the countries, but also to the instrument used; the
guestionnaire. InTurkey the children used pen and paper but the others answerdihe, via the
project websie, which may have affected the sdom they felt to answer candidhAgain, éhough
the accuracy of the translated text had been thoroughly analysed and could be regarded as fairly
reliable, in a few instances it was difficult to find equivalent wording for the questions, which may
haved S6 SR a2YS8S 2F GKS NBadzZ# Gaod ¢2 IAPS 2yS SEF YLX
implies a stronger attachment than in the other three countries. Therefore the response is not quite
comparable among the countries.

The findings, however, gvan important insight that does help shed light on a number of

issues egarding the aims of the study.

Survey results and discussion

Background informatiorg children and teachers

In this section information about the number of children participatinggéth country, age of the

OKAf RNBY YR GKSANJ 3SYRSNJ A4 LINBaSyiSR® ¢KSNB A
related to their background. @bdren were asked questions suchtasv many siblings they have or

if they have a bedroom of &#ir own. There is also information about the teachers; how many were
participating from each country, their gender and age. Teachers were also asked about teaching
SELISNASYOSs 6KIG F3IS ANRdzZLI (KSé& sSNB (iyth&ikK Ay 3z
teacher training or if they have had training or had taken courses in their careers as teachers.

In all, a total of 2965 children from schools in England, Iceland, Turkey and Spain answered the
guestionnaire. The number of participants in eapbuntry varies from 609 (Turkey) up to 820
(Iceland), in a proportion of 21% to 28% of the total number of participantsp@heipants in the
children’s survey ieach country were 7 to 11 yeatd children, with the majority at the age 9 and
10 years @, an age group that varies between 54 to 72% of the sample. Distribution by age is most

equal among the English children and the distribution by gender is equat. fn&a wmMnbwmTi: 2 7F
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children are the onlychildren in their home and around 60% of the khien say there are two or
three children (themselves included) at home
In all 127 teachers participated in the survey from the four countries. The number of teachers,
from each of the participating countries, varied from 21 to 40. The teachers came3fisrhools in
Iceland, 7 schools in England, 7 schools in Spain and 5 schools in Turkey. The teaching profession is
often taken as an example of the gender segregation of the labour market. This is especially true of
teachers of younger children. Under ofifth of the Icelandic teachers are malalthoughmore than
one third of the Turkish teachers are men.
lf 0K2dAK ¢dzN) Sé KIFIR GKS t26SaiG ydzYoSNI 2F OKAf
it contributed the highest number of teachers. Thereaisiotable difference related to the age of
GSFOKSNAR Ay (GKS F2dz2NJ O2dzyiNRSad ¢KS LOStEIYRAO (-
countries. As many as 44% of teachers in the Icelandic sample are 50 years pcantggaired to
2yt e vy BSpam;:Turkey and England. In Iceland only 11% are between tlse2afie Hpbon X
O2YLI NBR (2 ncbpcz 2F (GSFOKSNR Ay 9yrdedsthiR> { LI A
Icelandic teachers having the longest teaching experience. Notable also isviad0% of the
CdzNJ AaK GSIFI OKSNR aleé GKS& KI @S 2yteé& cbmn &SI NER 2
Huck, Hepler, Hickman and Kiefer (1997, p. 39) claim that if a literature programme for
OKAf RNBY A& (2 0SS adz00Saa¥dzZ = GSI OKSthwkiadttifaR f A 0 NI
it is only half the task; it is necessary to understand children. Between two thirds and three quarters
2F GKS (GSFOKSNBR Ay {LIAYysS LOStFYyR YR 9y3flyR
teacher training. Most of the teachersoin England have had training or have taken courses in
OKAf RNBYyQa f AlSNI (i tasyScondr laMRoyiedcity i Bri§dl bidd Dé sBcatN®
authority in the city had invested in training for at least one teacher in each school to attend a course
in the useof OKA f RNBYy Wa f A0SNI §dzNB® ¢ KS ¢bkérvgtiandakoutNB a LJ2 v
d0dzReAYy3I OKAfRNBYyQa fAGSNI GAZNBE Ay GSI OKSNJ GNIF AYA
Spanish Ministry of Education is aware of the impoyt OS 2 F (G KS GSIF OKSNRQ NI A
STF2NI (2 LINRPOARS (SIFOKSNB ¢AGK O2dzNEKSa (G2 YIS
0SIFOKSNE Ay ¢dzN)y Sé asSSy G2 3ISG tSaa SRdOF A2y A
training, 26% in their careers as teachers), especially compared to England (73% in teacher training,

85%in their careers as teachers).

Children’s home environment

Ly (GKA&d aSOGA2y GKSNB Aa Iy lylrfteara 2FundKAf RNB
They were asked questions likite numberof books in their home, their access to the internet,

whether or not adults reado them and whetheror not they buy their own booksThe home and
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environment in terms of its attitudes, habits, preferencesdgractices seems to play a significant
role in shaping readers and their relationship with literature. Children who have access to literature
and stories in their homes have been found to learn to read more quickly, read more fluently, and
have a more pdsve attitude towards readingQlark, 1976Durkin, 1966 Thorndike, 1973Wells,

1986 Pararinsdottir and Bjarnason, 2010).

Whenthe children ae asked if the family have books at homeeth is a significant difference
related to age. Overall, younger children are more likely than older to say that there are no books at
home. Closer analysis reveals that this tendency appaalssin the English and Turkish sample. The
Turkish children responses show more children saying that there are none or only some books in
their home.In all 34% of the Turkish children said there are a lot books in their home and 16% said
there are none, comared to 1% in Iceland. These results are not consistent to the finding&raor
(2009) who found that the majority of the Turkish students (68%) in his research stated that they
have a library or a book corner athoni2l y Sy = my O(R004) gafked dutaRtiidy ifi schools
in Ankara and found that 85% of the students have a library in their homes, but added that the
results might change depending on the income and the education level of families.

In Iceland, there is a general belief that the Ioelie nation has a great interest in literature.
There seems to be considerable interest in reading in the country,tlaadcelandic children are
most decisive in their attitude, claiming that theeee a lot of books in their homes (86%}pn the
otherharRY ¢KSy GKS LOSfIYRAO OKAftRNBY ¢6SNBE | ailsSR
they are not as decisive (56%). In her study Oladéttir (2010) found that seven out of 12 children
interviewed about their reading habits, said there are a lot afkmin their homes.

In England the questionnaire wasnsideredin more detail for two schools in focus groups.

One school was in an area loifjh socio economic contedSC), when considering aspects such as

housing, employment, crime, health and educati and the other having dow socio _economic
context(LSC) (gh separation of schools does not exist in Iceland). As may be expected, the children
in the HSC say therare a lot (87%) of books in their homes, against 55% in the LSC schools. The
comparism between the LSC and the HSC schools was undertaken as an example of the kind of
further analysis of intranational data that could be undertaken in addition to the international
analysis offered elsewhere in this discussion.

While children may have BA T FSNBY i dzy RSNE G | Yy RA yrHay @&ean i K | {

terms of number of books, the numbd 2 F OKAf RNBY & loRbhoksdn tiefa@re isK | @S

significantly higher in the HSC school. Interestingly, children suggested in the HSC sc¢hbelk¢ha
were more books for adults than for children (with a similar trend in the LSC school). Children in the
HSC school, it could be assumed, seem to see books as a normal part of their home life and the lives

of the adults they live with. They are, ad be suggested, surrounded by more books. It is possible
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therefore to conclude that they regularly see their parents and other adults within the family home
NEIRAY3 yR Sy3dlr3aay3a gAlGK GSEdG® Ly GKS ph/ &a0OK2
their home; this represents over half of the children and suggests therefore a relatively literate
background. However, this figure becomes more significant when compared with the much higher
percentage in the HSC scho®his is important since, aoted above,Clark and Rumbold (2006)

have showrthat children who see their parents engaging in reading as an enjoyable experience are

more likely to see reading as a worthwhile activity and so become more motivated to read
themselves.

Cox and Guthrig2001) found that the amount children read for enjoyment is a major
contributor to their reading achievement. Juel (1988), as cited in Clark and Rumbold (2006), refers to
GKAA a GKS G@OAOA2dza OANDES Ay 6 KA Codetail® BoMd NI RS
extensive reading promotes fluency, vocabulary and background knowledge. Irwin (2003) identified
GKI G GdrKaera®ft YEAKS& f1 01 2F | NBFRAYy3I KFIoAd Ay OF LI
encouraging children to develop regularading habits, positive attitudes to reading and the ability
to make informed choices about their reading is essential.

Some texts demand more of the reader: they extend vocabulary, challenge thinking and offer
new insights into familiar problems. Suchtgexgan allow children to rehearse issues that may arise in
their own lives or communities and so support cognitive development. It is therefore useful to
O2y&ARSNI K2 (KS SELISNASYOS 2F K2YS | yR al0OKz22ft A
MO NBOASHGSR (GKS NBaASINOK SPGARSYyOS 2y LI NByidl f
AYyFtdzSyoOSa whaé GKS AGNRy3ISad AyRAOISQRINEL 2 FI yOK A3
the differences shown in the HSC and LSC schools are importgerms of the impact on the child
as a reader. The data from the two schools resonates with that of Roberts et al. (1999) who
concluded that the number of books in the home relates to social class differences, and Twist et al
OHNNTZI LId @ was & ddariiaSsBciatioril fet8/é&h the number of books in the home and
NEFRAY3I GdFAYyYSylGaoe 126SOSNE +a {y2g¢ Sl Ifd om
books in the home but about the conversations between adult and children about tludes that is
significant.

When asked, in the focus groups, about reading in the home, these comments were indicative
of the responses at the HSC schools in England:

9 14 K2YSE AGQ& YdzOK Y2NB fA1S I fAONINEO®
1 I like Noughtsand Crosse$Malorie Blackman]. J&¢ my brother, introduced

me to it. He has a special shelf of books he likes.
1 At home there are no boundaries to what you read.
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The comments related not just to reading at home but the ethos of the reading environment within

the home. Clark (2007) consiger the nature of this reading environment and suggested that

LI NByda o¢K2 ONBFUGSR | aK2YS SYy@ANRYYSyd GKIFdG S

NBIF&a2ylotS SELISOGFGAZ2ya FT2NJ I OKASGSYSyilié LI2EAAGAC

thatthA & ¢+ a al Y2NB | OOdzNY 4SS LINBRAOUZ2NE 2F | OKAS@S
When children at the LSC school were asked about reading at home, in contrast, their

responses related solely tehere and if they read at home:

9 Ireadin bed.
9 Iread a lot at home.

Children in the two schools in England (LSC and HSC) described the role of peers, including how peers
influenced them as part of the formal teaching of reading in the classroom and also in informal
moments in school. When asked abadufluences on boolchoice the children in the HSC school
(44%) were more likely than children at the LSC school (32%) to cite a friend as an influence. Girls at
the HSC school, in particular, cited friends as a key influélftde was further supported in ¢hfocus

group data, where children talked about their relationships to their peers in school reading activities:

1 We get put in groups that are the same ability. | like taking turns, sharing with
friends.
1 1can be quite patient if | am inthe wrong groulR 2 Y Qi YAYR KSf LAy 3 LIS
LQY y2 322R |4 t9 FyR (KSe YA3IKIG KSELI YS 4.
1 On some days we share reading. In literacy we read stuff together.
1 I like the way you can share books if you want and share your imagination
with a friend.

In the HSGchool, there appeared to be a collegiate and collaborative approach to reading, where
friends and peers were positive influences in both formal and informal contexts. In contrast, the
children at the LSC school identified peers as sometimes problematic, wherhiltheen said:
1 LT @&2dz 3SG | 0221 @&2dz tA1S @&2dz R2y Qi GSft ¢
YR 0KS& ¢gSNBYyQil @OSNEB yAO0S (2 KSNO
1 People tap you on the shoulder when you are trying to read.

1 Some people laugh at you when you say a book.
1 I sometimes go to th [school] library with friends but they get bored.

A couple of the girls in the LSC school talked about keeping their reading habits quiet for fear of being
made fun of and many children talked about managing the distractions caused by their peers during
quiet reading in the classroom. Howé HAamns LJ® c0 SELX 2NBR G(KS aa
O2y(NROdziAZ2Y ¢ 2F LISSNA Ay OKAfRNBYyQad RS@St2LIYSyYy
Yy2GSR GKFG LISSNB AyTtdzSYyOSR O rdirfpeenSas @dll ad tleicJA NI G A

reading choices. This research showed that children who categorised themselves -e=aders
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0SSt ASOSR GKSANI LISSNBA OASHSR NBIRSNE Fa a3SS1eky!
themselves as readers thought théidlS SNE KIF R  GLRAAGAOBS OASs 2F NB
da0K22f aSSYSR (2 OASs GKSANI LISSNARA UGKNRdzZAK GKS f ¢
children at the LSC school, who may have categorised themselves as readers, seemedstdisaigge
thenonNB I RSNJ OGASs ¢+ a& R2YAYylLyd yR ¢gFa GKSNBET2NB
jdzA SG ¢ Fo62dzi NBIFRAYy3ID

Broddason, Olafsson and Karlsdottir (2010) state that their-teng research project shows,
that the general pattern for all ne introductions to the media market seems to be that there is a
time when each particular medium changes from being new and exotic to being an everyday
phenomenon. The internet seems now to be an integral part of or an everyday phenomenon in the
homes of telandic and English children. A totdl 98% of the Icelandic children and 92% of the
English children said they have access to the internet at home. These rieglitiste that their
experience and background is different @aghird of the children in Syn and Turkey do not have
internet access at home. This may recoil on the Turkish and Spanish children as it has been found
that computer learning may help students sedfyulated learning, the earlier they start; they will
develop the necessary skillsdemonstrate academic achievement (Zimmerman, 2001).

The children were askedolw often someone in their family reads for them in the evening,
before they go to sleep. The striking result is that around half (48%) of all the children in the sample
say no me reads for them before they go to sleep and only 30% of the seven years old and 21% of
the eight years old, say that someone always or often reads for them before they go to sleep. No
difference related to gender is reported. Reading for children arldrtglto them about a book seem
to be of great importance, as thesey 4 SNI OlA2ya GAGK LI NBylha AyTFfi dz
abilities as readers. Hockenberger, Goldstein and Haas (1999) suggest that if parents talk to children
whilst they are reading, relate the book to home experiences and comment on what is leeithg r
childrerQa f A G SNJ O& tadseé dhidramoRdBIPiBiss 2heddleasurdzof the book content,
they also miss out on the affective experience such a time can give them. Furthermore,
Csikszentmihalyi (1991) noted that children who saw adulisigg pleasure from reading assumed
themselves that reading was both meaningful and helpful. Hearing stories read aloud is beneficial
and pleasant and a majority of children say they enjoy being read to (Krashen, 2004).

The boys in HSC are twice as likelynave a bedtime story (always and often) as boys in the
LSC. Bearne (2007, p. 28) cites a significant number of studies that focus on the concern in education
of the literacy gender gap that seems apparent in, not only Britain, but in many other caurhe
highlights the growing moral panic around achievement and points to studies that offer reasons for
the gap in attainment. She cautions however against a simplistic response and analysis and reiterates

the postion of Younger et al. (2005nahe importance of taking note of the specific nature of every
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learning situationsince community, school and classroom cultures are shifting constructs. With this
in mind it is useful to put the survey data alongside that of the focus group and alongside ghdat
girls.

It is interesting that there is little difference in bedtime story reading habits of girls and boys in
the LSC but in the HSC boys are more likely to have a bedtime story, always or often, than the girls.
There was little difference betweenos and girls in terms of children that seldom or never had a
story read to them. It is possible that parents in the HSC, consciously or not, are aware of the gender
RAFFSNBYyOSa Ay FOKASGSYSyid Ay NBIFIRAY3I |YyR &2 a
Alternatively, it may be that parents are aware that their male children read less, or are less
independent in their reading than their female children (Clark and Foster, 2005) and so again, the
K2YS SYy@ANRYYSyil adSLia Ay ldasiresSDf raéadimmgShroGok hdamiglB vy Q &
stories read aloud. It is also possible that parents see boys reading a wider rangefaftioartext
(Clark and Foster, 2005) and so balance this with story reading at bedtime. Whatever the
explanation, boys in the l€chool have access to those activities that have, a significant positive
influences not only on reading achievement, language comprehension and expressive language skills
(Clark, 2007 refers to Gest, Freeman, Dromitrovich and Welsh, 2004) but alsobri @@ A Yy (1 SNEB &
reading, attitudes towards reading and attentiveness in the classroom (Clark, 2007 refers to Rowe,
1991)

The data is further highlighted by the focus groups:

The boys commented

Being read a story at bedtime sort of tucks you into gith a good feeling.

My mum reads to me and | find it relaxing before | go to sleep.

{G2NASa a0G2LIISR G Fo2dzi v odzi AdQa | NBf I
Dad reads Enid Blyton to me, we only have ten minutes. You can relax when

someone reads to you.

= =4 4 A

The girlcommented:

f a&@ RIFIR NBIR&a G2 YS® L g2dAZ R OflFAY GKIFO L
sleep so he reads to me. The stories stopped when | was six because | was
reading by myself.
1 My dad reads to me. | really enjoy both my parents reading to me and they
still do sometimes.
9 It stopped when | was seven or eight, dad used to tell me stories. My mum
still reads to me, we go into the garden.
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Children in the HSC offered some detailed reasons for enjoying the bedtime reading experience,
often linking it to relaxing and enjoyment. Many suggested that the bedtime story had stopped
because they were now able to read on their own, but a number regothe continuation of the
experience beyond the age when they could read independently for pleasure.

| KAt RNBYy OAGSR 020K LINByida +ta GKS NBFRSN 2
mentioned more frequently. The presence of a reading male role inisdgequentlymentionedis
significant in terms of its impact on boys as readers. The findings of Clark and Akermanv@@06)
GKIFIG o02e8a 6SNB Y2NB tA1Ste (42 AYLNROS GKSANI Fadl
Ay GKSANI SRdzOI A2y é o

TheOKAf RNBYyQa NBalLlyaSa &adzzasad | akKFNBR Odz G
reading in the family. This experience is not about learning to read; it is not a formal teaching
SELISNASYOST Al Aa y20 | 02dzi lénentyfhdsécocultkahlife afa 2 dzi £
the family and in so doing establishes an ethos around one of the roles and purposes of reading. The
work of Close (2001) who cites numerous studies (Weinberger, 1996; Clark,St@#@hrop, 1999,
andWells, 1987) alsceminds us that not only is this ethos built but almost incidentally, the skills and

language of a reader are being developed.

H/ o028aQ NBalLRyaSamesodky. a1SR o0o2dzi 0SSR

E ]

L 1y26 L RARYQl KI @S lyeo

What do you mean by bedtime stories?

T Neverc they are too busy. My dad is on the X Box and my mum is on the
computer. It would be nice.

1 Sometimes | am in the mood, even though | am witecalms me down and

get the angriness out of my system.

L/ 3IANIAQ NBaLRyasSay

]

f L RARY Qidimastoliegtl | hadsaR'V in my room. | just watch it until
my eyes get tired. | would prefer both.
1 I have my MP3 player and | go to sleep and listen to music. | just drift off.
| used to have a story to get to sleep but not now.
T L KIFEZS 06SRiOAYS Sheihaddhns & sintel wa¥ Btle.lSheyfe@ds ®
Al 6AGK SELINBaaAazy yR L R2yQi® {KS LAO] a

E ]

The children from the LSC did not report that the bedtime story was a feature of the cultural
practices of their home nor that was a pleasurablgperience. Some comments suggest the bedtime
story was a purely functional aspect of getting to sleep that could now be accomplished more
effectively with a TV or MP3 player. Some children seemed to suggest that they would like to engage
with a parent ina bedtime story but many others saw it as an activity confined to younger children.

There did not seem to be any marked differences between the experiences of boys and girls
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although one boy claimed he did not know what a bedtime story was. One boy dieMeo suggest
that the bedtime story, for him, was a means of relaxation although this was phrased in terms of
getting rid of his angeg a slightly different context to that of the discussion of relaxation by the
children from the HSC.

One child talked animatedly about the bedtime story with her Nan (grandmother). She was
viewed as an experienced, engaging reader who clearly modelled fluent and expressive story telling.
It raises the question as to whether the parents of the childrethenLSC did not see themselves as
confident and competent readers who had experienced the pleasure and purpose of reading.
wSIFRAY3 A& y20G GKSNBT2NB a2YSliKAy3a GKS@ 6A&aKSR I
to be part ofthe shared culturaéxperiences oparenting. It is useful to reflect on the possible cycle
of disadvantage at this poinKellet (2009, p. 406) suggesimany of the parentgin poor families]
were themselves children living in poverty whose disadvantages have been congaband carried
F2NBINR Ayid2 I RdzZ 6K22RdP¢é /2y aSldsSyidfte GKS fAGSN
historical disadvantage.

The children were asked if they ever buy books themselves. The responses differed
substantially between the countrie®©f the four countries, the Turkish children most often say they
0dz2 o0221a GKSYaSt@gSa owumM:200 DNyYy3IAI N d6vnndod NBELR
jdzSatAz2y aGaK2g 2F0Sy R2 @&2dz odz22 06221a oAGK @&2dzN
seldom (9%), sometimes (28%) and always (15.3%) and Sinbdl et al. (2010) found that 23% of
Turkish children stated that they buy books with their pocket money. Our survey supports these
findings. Gonen et al. (2004) found that 42% of girls stated that they sg®idgocket money on
buying books while 38% of boys prefer to spend their money on food. Children in England tend to
receive pocket money of varying amounts and so generally do have money that they could spend on
books. Therefore, that 40% of English dlgitdsay they never or only sometimes spend money on
books is a finding of some significance, demonstrating that books are generally not a desired item or
are obtained in some other way.

A survey conducted in 2007 identified that children in the UK spendfifieir pocket money
on books or magazineg¢The Office of National Statistics, 20Ihe Independent2011), which is in
line with what we found in this study in England (8%). The ndé&achildren were least likely to say
that they buy books themselves (2%), which may be due to the custom that parents, relatives and
friends tend to give books as presents, both at Christmas and for birthdays. A study of this
phenomenon showed that 83% 42 and 10 year olds, and 63% of 14 year olds received a newly
published book at Christmas, which supports the notion that the tradition of giving children books for
Christmas is the foundation on which general publishing for childremenl¢elandic laguage is

based(Hannesdéttir, 1998).
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Ly KSNJ adzNwSe jtFRsGOGANI 6vnmno FailSR GgSt @S
reading habits and what affected their reading. The twelve participants said they were aware of the
importance of reading gooddwmks and the value of literature; they talked about the pleasure of
reading, that it sharpened their mind and they found it very relaxing in the evening to read. Oladottir

(ibid) found that it was a disappointment for children not to get bsals gifts, €. at Christmas.

Reading habits in and out of school

In this section, the most significant questions for children were on what sort of a reader they
consider themselves to be, where they read and how long time they spend reading, how they choose
books toread, their use of libraries, if they read books more than once and if so why, if they read
books in a series and if so why, what they like about reading books, what kind of main characters in
books they prefer and what characteristics of the main chamacthey most favour. The questions
for the teachers were on their suggestions for reading; whether there is a reading/book corner in
GKSANI OfaaNR2YaT jdzSadAaz2ya Foz2dzi GSEGT K246 F
LJdzo £ A Ol G A 2 y dpenddbtkedadinig NBing @chooliwyidk $eachers are not directly teaching
them, and teachers reading aloud to children.

When he children ae aked what sort of a reader theyre, the responses differ between
the four countries in the survey. Almost 80% of the children from Turkey say they love to read but
the children from Iceland are least likely to express the same opinion (33%), which might be due to
the wording ofthequest 2y s | a& (KS SELINBaaAzy aL f20Soodé |
way in the language. The response to the question showed a significant difference among the
children related to age and reading. It appeared that children get less inter@stezhding as they
get older, or at least are less willing to describe themselves as such. The seven year olds are most
interested in reading (65%), and the eight year olds follow (with 61%), with a great interest in reading
(see Figure 14). In all, 44%bK S St S@PSy &SI NJ 2f Ra SELINB&aa GKSANJI f

FYR , PEYFT ownntO F2dzyR LIRAAGAGS NBadzZ Ga F2N
sought the reasons for students to read books and found that 49% of the studentsfoead
enjoyment. Glngor (2009) reported that 69% of the Turkish students he asked, like reading and they

are motivated to read. Furthermore, in their study, Goénen et al (2004) found that the majority of
students like reading. These findings are supportedbyresults. The students interviewed in the

F20dzaz 3INRBdzZLIA Ay ¢dz2N]J S& FNBIdsSyidte adlridSRY aL Y
found that female students in Turkey have a higher level of regular reading habits, compared to male
studentsb Ly Fff GKS O2dzyiNASasz 2yteé | ¥Sg OKAfRNBY
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Data from the focus groups in England revealed that girls like reading more than boys (Table
4.1), which is in line with other responses in this study as well as previoussthdi reported girls
reporting greater enjoyment than boys in reading (see e.g. Clark and Foster, 2005) but the

significance of having positive attdes is important to consider.

Table 4.1 What sort of reader would you say you are? (LSC and HSC Schools)

LSC school LSC school HSC HSC
Boys Girls School School
Boys Girls
| love to read 31% 45% 47% 61%
It's okay to read 57% 49% 46% 31%
L R2y Qi f 12% 6% 7% 8%

| KA RNBY ¢gK2 alé aukSe t2¢S G2 NBIRé O2dAZ R 0SS
because they want to. Motivation is a key to learning as found by Hall and Myers (1998) and later by
Baker, Dreher and Guthrie (2000) who identified thatéhéd is not motivated to read their capacity
for learning to read is reduced and so a vicious circle follows. Motivation was identified in the
FAYRAY3IA | o02dzi OKAf RNBYyQa SELISNASYyOS&az: KAIKE AT
offeredtotheOKA f RNBY 2F (GKS [{/ &a0K22fd | NBOSyd tL{!
K2g GalddzRSyilia 20SNR2¥2YA0KIAN] BNROIKRZRE D ¢KSe T
OY2UAQFGA2y8ddd GKIFG I NAaSa TFTNRYX Agtbpexsfrhai RNA O
A0AYdzZ dzae o1 a Y2ald aAIYAFAOLYG Ay OKAfRNBY 2@3SNIL

LG Aa y20 2yte Y20AQFGA2y (GKFdG AyTtdzsSyoSa |
learning dispositions towards reading. The focus group data from the ¢f®Gl gave a clear insight
into their thoughts m this area.

1 I could have friends around and they get cross with me because | want to
finish my book. | really need to read.

1 Some books are hard to get into. You have to wait to get into it but you have
to doit.

The following is a statement from a child who declared being dyslexic at the start of the focus group:

1 You have to practise what you find hard.
Children seemed to believe that perseverance was a necessary part of the learning process and that
this extended to reading as well. Children at the LSC School did not discuss this directly although they
talked about texts that were long and were therefdsering. The PISA report mentioned above also
ARSYGAFTFASE GNBaAtASYOSéeé OAO0ARIT LI HO +Fa F 1S& FI
perseverance is an essential ingredient of resilience.
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The PIRLS report (2006) showed that students wdaxl independently and in silence get
better results in reading (Martin, 2008)Vhen asked where the children read, the Spanish children
seem most prone to read in their bedroom (82%) and seem to find time for themselves where
nobody disturbs them, as mamf them said in an open ended question. This is also the case for the
English (76%) and Icelandic (75%) children. When the English, Icelandic and Turkish children had the
opportunity to answer an opeended option to the question about where they readetbmphasis
changed. They mentioned a wide variety of places where they like to read; particularly common were
outside spaces, e.g. garden, balconies and on holiday, in the car or with friends, but most of the
Icelandic children said they read in the livimmpm (in that way they differ from the others). Also
noteworthy were the number of children in Iceland and England that cited the homes of
grandparents as locations for reading outside of school. In Iceland it is very common that
grandparents take care difieir grandchildren, e.g. after school arweekends. In England, chddre
practices are changing with 16% of grandparents providing child care for their grandchildren (Policy
briefing paper, 2010).

If children read regularly it is demonstrated tha&igs has a significant benefit for the child as a
reader (Krashen, 2004Ylost of the children in our survey say they read from 15 minutes to about an
hour a day. Interestingly the Turkish children most often answer that they read thirty mitatas
hour or more a day, while half of the Icelandic children say that they do not know how much they
read at home. In terms of economic statuswe look closer at how long the children read at home,
comparing the twoEnglishschools (LSC and HSC), and take the 30 minutes and one hour options
combined for the children from the LSE school, this is 37.3% and for the children of the HSC School, it
is 42.1%. There is not a significant difference. The percentages of children withegalp not read
at all, this too is very similar, in both types of schools, with a slightly higher number of children in the
HSC School claiming not to read.

The problem with the validity of the data presented here has to do with the difficulty of
genet f ATAY 3 | 062dz2i OKAf RNBYyQa LISNDSLIIAZY 2F GAYSO®
doing something is a difficult task. This is also the sort of question that children may feel there is a
GNRAIKGE FyasgSNI GKFG GKS@ yéu sdyiyoulispendIdadity Ihe mobeS & i K
F LILINR @ £ @2dz 3S0G FNRY GKS GSFEOKSNE S@Sy (K2dzaK
time of the survey) researchefhis may apply especiallyto the Turkish children as they were the
only group who filled irpaper surveys rather than online ones, and they may have therefore felt
more obligation to provide aNA 3K i a | y & g S NI

In a longterm study Broddason, Olafsson and Karlsdéttir (2009) found that children’s reading
has, for some years, been decreasing inflgflIR® ¢ KS LINBLR2 NIOAZ2Y 2F mMnbwmp ¢
not read a book in the last 30 days rose from 11% for the year 1968 to 28% in the year 2009. For the
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same period, the number of children who read the most, within a fixed scale of measurement,
decreasd substantially or from 10% in 1968 to 4% in 2009. In addito®)St I yYRA O & ( dzR
comprehension skills have been below average in recent years, compared to other OECD countries,

and the PISA 2006 testing proved children’s comprehension has been detegofidalldérsson,

Olafsson and Bjérnsson, 2007). Broddason et al. (2010) state that the trend between 1968 and 2003

Ad SOARSY(GsI SaLISOAL ENBE RSNEEK S yIONSUIANIAA ZFYWR 2T Mags 2 )
However, the last survey in 2009 relesh an exception, as book reading on the whole, among

children and youth had risen. This growth in reading, the authors explain, is confounding, but may be
caused by the emphasis on and campaigns in reading within schools in the country.

The majority of the teachers in the survey have created a cosy reading corner in their
classroom, where children can sit comfortably and enjoy reading. In fact around 90% of the teachers
in Spain, Turkey and Englanave such facilitiem their classrooms. On the other hdythe Icelandic
teachers differ from the rest as only just over half of them have such a corner in the classroom. There
are significant differences in the ways that books are chosen for these corners, perhaps indicating the
extent to which children or tet@K SNE Of I AY G2y SNEKALXE 2F (GKAa alL
than half of the teachers select the books for the corner, while less than one fifth of the teachers in
Iceland and Turkey do so. The teachers in Iceland and Turkey (30%) also say tieat chddse the
books they read in the corner themselves. One fifth of the teachers in Turkey say that the national or
local government selects books to read in class, while only 8% of the English teachers say it is so and
none of the teachers in Spain ancdeland. Guthrie (2008) identifies six practices which serve as
principles for supporting more engaged classroom reading which include: using knowledge goals;
linking reald 2 NI R SELISNASYOS (2 NBFRAY3IT adzZILR2NLGAy3 &l
learning collaboratively and encouraging the use of cognitive strategies. The classroom reading
environment is also important in supporting both enthusiastic readers and less skilled readers (see
e.g. Eggertsdottir, 2009; Oladéttir, 2010).

In all the couwmtries, the teachers suggest literature for children to read, as well as
recommending particular authors. This they do for various reasons; teachers in Spain and Turkey say
they choose books where the author motivates children to read, writes engaging} dtumorous
and popular with children. The English teachers add to this list the author’s use of language, and
their own memory of reading the author as a chikdy also bea factor in their choice. The Icelandic
teachers mostly agree with the teacheirs the other three countries, but the greatest contrast
0SG6SSYy O2dzyiNARSa Aa (GKS AYLRNIFyOS LXIFOS o0& (f
children; where the English teachers most often say they remember reading the author as a child;

and where the Turkish teachers less than in any other county suggest an author to children because
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GKS I dziK2NJ A& LIRLMzA N 6AGK OKAf RNBY® azail oOcH:O
for the age group they teach, before they present them. Irt thiay they are unique.

Ly Ffft cnbt1m: 2F GKS GSIFOKSNB Ay &ffodthéri dzZRe &l
2y O2 dzy (i N& @ aatiohalliteRatuie ATRe/teachers gather information about children’s
literature in various ways. A majoyibf them read book publications and gather information by word
of mouth. Up to half of the teachers read brochures and websites. Female teachers are significantly
more likely than the male teachers to say they have gathered information about childtenasuie
through courses they have attended.

It is also of interest that teachers often use adapted or shortened versions of text instead of
the original f 2y ASNJ OSNEA2Yyad ¢KAA G(GellS 2F OKAf RNByQa f
Spanish (38%And the Turkish (21%) teachers. The findings show that the Icelandic teachers use
shortened versions of text considerably less (8%) than the teachers in the other three countries. In
Spain at present, a high number of books are published every year,naB@08,15% of books
LJdzof AAKSRZ ¢6SNBE OKAf RNByQa fAGSNI GdzZNE daAyAraid SNy
similar, with 14% of all published books in 2009 (Statistic Iceland, 2010) being for childreng
such a wide variety of booksimg published every year may be a reason for the teachers to try to
present the students with different texts.

It is of considerable interest to see how the children themselves choose books to read. Firstly
they say, they choose books, when the conterierests them, or they have read other books by the
same author. Their friends also tell them about interesting books. Older children are more likely than
younger to choose a book because of their own interbsall 70¢90% of the children borrow books
from a public library, and more than half of them say they do so sometimes or very often. In Iceland
girls borrow books from the public library significantly more often than boys. The Icelandic
participants differfrom the restin that only 10% of children say they never borrow books from the
library but, in Spain, Turkey and England this figure is much higher, at aroaB890 The high
percentage of English children, who do not borrow from public libraries is in lifetkndé National
Literacy Trust Repartvhich identified that 56% of children did not use public libraries (Clark and
Hawkins, 2011). This is of particular concern in light of other findings that suggested that children
reading below the expected level ftreir age were twice as likely not to use their local libraries. It is
suggested that children are more likely not to visit a library if their parents do not use the library.

Only 2% of the population say they have never used a public libpakyt appeas that this figure

will increase if children do not become used to using a library when they are young (Museums
Libraries and Archives, 2010he Spanish Educational Law encourage reading and the use of public
libraries is one of the key factors to imm® children’s reading in primary school (Ley Organica de

Education, 20068 2). Many schools in England have their own school library and, although these
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vary in size and quality, most English children have had the opportunity to use a Ithoavgver, in
the year since this survey was undertaken both public and school library services have been subject
to very heavy cutsThe data from the English focus group showed a number of responses about
school library visits. These were generally positive, althaugldren often complained that they did
not visit the school library frequently enough. The focus group data also showed innovative projects
that gave each class of children money to spend on books. These books were then made available to
all childrenini KS aOK22f fAONINE® ¢KA&A KIFIR | LR2aAGADS ST7
on the amount of control they had over their own reading. In Tuyl&inbul et al. (2010) found that
the percentage of students stating that they borrow from pulliicaries is only 15%. This may be
due to lack of a availabilityaccording toa recent study 78% of students stated that there is no
public library close to their homes (Gung6r, 2009). The findings of Génen et al. (2004) are cgnsistent
astheyfoundthh GKS ydzYoSNJ 2F Lldzof A0 fAONINARSa Ofz2a$s
omz0d Ly 2dzNJ adGdzRés OFNNASR 2dzi Ay !'y{1FIN}IZX 4S5
YR GyS@OSNE KIS I fAYAGSR 2 LILJxbhlsdzyglher &carditg Y 1 S
Moreover, Sunbudl et al. (2010) found that 61% of Turkish students stated that they make use of
school library or classroom library. Many schools have their own school library which gives most
Turkish children the opportunity to esa library. The results for Spain whemosing books show no
difference related to gender, which correlates to the findings reported in the PIRLS report from 2006
(Instituto de Evaluacior2006).

In all the countries, the children favour humorous bodk#iowed bybooks that are exciting to
read. The least popular reasdar liking a book seems to be th#t makes one sad. The biggest
variation within the response options is in the case of information books-fietion), where over
half of the Turkish lildren say they read such books, but majority (70%) of the Turkish children
a0 dSR OKIG GKS& ftA1S NBIRAY3I I ROSY(GdzNBE 060221ad C
reported findings that seem to be consistent to this finding.

Krashen (193, p. 50) refers to Wertham (1954), who asserted that comic book reading

interfered with learning to read and with language development, claiming that such reading could
cause reading difficulties; that they are a causal and reinforcing factor in chidmesding disorders.
2 SNIKFYOa OflrAaya KIFI@S y20 06SSy &adzZlR2NISR wl i
O2yaARSNIo6ftS SOARSYOS GKIFIG O2YAO o6221a OFy I|yR |
as a conduit to heavier reading and some studiesasthat comic book readers read as muasor
even more thamon-comic books readers (Krashen, 2004). Therefore, it seems controversial to rule
out comic books for reading, but some children in the Icelandic focus group said they get a clear
message fronteachers that comic books are not valid reading material in schools. Enforcing such

opinions may however be counterproductive for promoting reading for pleasure.
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Most of the children in the Icelandic focus groups indndl expressed their pleasure in
readng in school. They said they like it most when they can choose the books themselves, and some
said they like it best hen the reading is work relatedt alsoemergedthat it is desirable to have
time for reading because it is relaxing, intsiag andcf 06 S S R dzQouifekl@é&l; ybuyldarn €
62dzi LIS2LX S5 FS8StAay3das NAIKG FyYR gNRy3Is 2GKSNI C

In England, the most popular books were those linked to either a celefarity Mylie Cyrus
a pop bande.g. JLSa TV programmée.g Top Geara programme about cars) ardr Whq or a
film spin off(e.g.High School MusicalThe following authorsvere particularlypopular: Jacqueline
Wilson (n = 35), Jeremy Strong (n = 27), JK Rowling (n = 24), Roald Dahl (n = 22), the Twilight series
Stephenie Meyer (n = 20) and Enid Blyton (n = 17). These books match the survey data in that a
number are humorous, feature magiaaracters and could be considered to be exciting reads. The
wider selection of books that children listed was extensive, with over 500 recommendations made by
545 children although 220 children skipped this question. The Turkish children like reading abo
magical creatures but the Icelandic children are the ones least excited about that. Both boys and girls
prefer the main character to be of their own gender. The Turkish answers concur with the result
showing thatHarry Potterand Twilightare the most ppular series. Moreover, the main characters
(Magical Rose, Venus School Trip) mentioned by the students in the focus groups support these
findings. In Iceland the most popular books mentioned were exciting reads, comics, humorous books
and informative bo&s and books about sport. The most popular books listed wskéli
skelfir/Horrid Henryn = 58),Syrpa/Donald duck and friends = 43),Fiasél(n = 36),Geesahudn =
35), Dagbaekur Berts/Bert Diarida = 29) andKafteinn ofurbrék/Captain Underpan{s =24). The
focus group interviews confirmed the status of the listed books.

Ly 9y3aftlryRE (GKS LISNOSydalr3IsS 2F OKAfRNBY fA1AY
significantly higher at the HSC school. Children may possibly become so engrossee wegh that
0KS OKIFNIOGSNA 06S02YS fA1S FNRASYyRad® /aiilalSyidayvya
absorption in an activity. He says flow is:

Xconcentration... so intense that there is no attention left to think about anything

A NNE t S Gdxpérieixce id $0Jyratifying that people are willing to do it for its
own sake Csikszentmihalyi, 1991, p. 71)

Csikszentmihalyi goes on to say that by achieving this state of flow, those engaging with the activity
AYONBFASR GKSANI af S@Sta 2F LISNF2NXIFyOSeéd ¢KAa a8
skills, attitudes and knowledge in reading can beiewed through reading more (Krashen, 2004) and

so the child that reads more, because they want to, will improve and develop as a reader at a greater

rate than the child that does not enjoy this level of engagement with text. The focus group data

further illuminates this:
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1 I'was so scared once | had to shut the book. It was gruesome, my heart just
leapt, it felt like it was going to happen.

1 Yes | know what you mean. It feels like the character is you.

T [Ilike it when the exciting bit comes. | read it whegolto bed. My mum
sometimes has to stop me. You need books to really grip you.

There were no similar comments in the LSC School data. Children in the focus groups were also asked
in the survey to name their favourite book. A third of children in the Lc®Ga$ could not name a
favourite book. Of the books selected, approximately 15% of books in the LSC school and 12% in HSC
school, were books with a film, TV or celebrity connection. There were 13 different books mentioned
in this genre (12%) at the LSCaalhand 6 (5%) at the HSC school. Whilst both groups of children are
influenced by TV and film, a greater proportion of children at the LSC school are. At the HSC school
there were no books inspired by celebrities (dgt 6 at the LSC schgollhere is a suggestion here
that it is the perceivedrelationship of the books to their lives that may be differethiese books are
more straightforwardly extensions of their nditerary interest in, say, music or TV. This may also
explain whypupils atthe LSC schoalke less able to recall particular book titles and authorsall 22
different authors were mentioned by the children of the HSC school and only 4 authors mentioned
by children at the LSC school. One author at the LSC school, Jerenty ®aisnmentioned 20 times
however, and this could be explained by his recent visit to the school. This author’s visit, it appears,
KFda KFR F AA3YATFAOIY(d STFFSOG 2y OKAf RNByQa NBI RA

As far as the focus group data is concerrtbdre were 30 diffeent book titles and/or authors
mentioned byHSC schoathildren when they talked about favourite books in and out of school
comparedwith 12 book titles/authors mentioned by children at the LSC school. These children
seemed to struggle naming particulauthors or titles ¢ they could recall books they had read
generally but not specifically. It is interesting to surmise the possible reasons and implications for
this: a similar number of children in both schools say they either love to read or like to read,
suggesting that even though children at the LSC school were not able to name a variety of books they
had read, they did read and enjoy text.

Around onequarter of the children in the survey said they often read books more than once
and 62% said they do sometimes. Most said they did so because they liked the story. In an open
ended question many children said they could understand the stories better wherading. Others
saidthey reread becausét was a longime since they first read the bookkilceland and England
more girls than boys say they read books more than once and many Icelandic children said they like
re-reading entertaining books. Cain (2010) found thateading supports the developing of fluency

and so in turn supports comprehensiohtext In addition, rereading allows children to activate their
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prior learning and so is part of developing the mental model needed for comprehension (Zimmerman
and Hutchins2003;Kintsch and Rawson, 2005).
When the children were asked what is importan a story(assuming thathe main character

is a human beingthe answers from the Turkish children diffslightly from the other participants.
Almost half (46%) of thempreferthe main character to live in the same country, compared to 30% in
theotheNJ G KNBS O2dzy iNASad DI ySy SiG td onnmm0 SEI YA
Turkey and found that oftethemesin these books are related to social and cultural structures
(30.3%) and ethics (19.2%). The least comthemesin these books i@ related to religion (9.5%) (a
4dz0 2S00 RAaO02dzNy 3SR 6AGKAY ¢dz2N) Séewa aSoOdzZ I NJ SR
(13.1%). Hence, it can be claimed that the reason why 46% of the children from Turkey marked the
2LIA2Y aGf AGS NBY (K HI2¥W&E OG2adzyoidS O dza Sroniialable | NB  dz3
TurkishOKA f RNBy Qa fAGSNI GdzZNB® hy (KS gK2f ST NBaALRYyAS
all the options given, varying from 20% to 40% in each option. Although it is difficdiaw out
features that are more or less important as a characteristic, it generally seems that children want the
main character to live in the sanwuntry, have similar interests them and be of a similar age. In
an article, the popular Icelandic author Gerdur Kristny (2006) speculates what children like to read.
Shre writes:

If I had been asked at the age of eight, what | liked to read, | would have said: |

like to read about an mlinary girl, in an ordinary part of Reykjavik, who had

ordinary gifF NA SyRa FyR GGSYRSR 2NRAYINE &a0Kz22ft o

as much as myself.This ordinary girl might easily have experienced fanciful

situations, which she could solve herséeality would have been a good repose
from lightfooted fairies and magic...

Children’s reading in school and teachers” use of children’s literature in class

Ly GKA& aSOGA2y OKAfRNByWwa NBalLRyasSaTheehildjedzSadaA 2y
were asked questions like: do teachers read aloud in class and if so why they think teachers do so, is
reading followed by writing, what do children learn from reading in school and what activities do
teachers use to help children better undéand the books they re&dlhe key questions answered by
GSIFOKSNE |NB o62dzi NBlFazya F2N) dzaAyd OKAf RNByQa
K2g 2F0GSy OKAfRNBYyQa fAGSNI GdzNBE A& dzASR thé2 & dzLJL
a0K22f Q& OdzNNA Odzf dzYT K2 ¢ Sy 22 avhetherSandlnted dr BhiS y Q&
verdon of stories are being used; wheth&fK A f RNBy Qa f AGSNF GdzZNBE A& dza SR

Ofaa yR K2g OKATf RaBIY seiectetl. imp&thkit alsdzit&questbns dudivdhat A Y
(S OKSNE | 523844 +a 08Ay3 AAIAYAFAOLYG G2 GF18 Ayl
G2 GSIFIOK®d !'faz2x Ay (GKA& aSOGA2y GKSNB ingavhat y I y I f
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FaLlSoda 2F GSIOKAYy3a OKAfRNByQa tAGSNI GdzZNBE G KS@
FyagSNB (2 l[dzSadAazya o2dzi gKIFdG | OGAGAGASA (S| OK
literature, how to develop and teach comprehgan skills and how to assess comprehension skills.
Louise M. Rosenblatt, the distinguished teacher and researcher, insisted upon attending to

the human element and suggested several principles by which teachers might allow their students to
find in text. To mention a few of her principles; she argued that students must be free to deal with
their own reaction to text. Secondly, the classroom situation and the relationship with the teacher
should create a feeling of security. Thirdly, teachers must pra¥idleY S I y R 2 LILJ2 NI dzy A (i &
ONBaGFEEATFOARZY 2F | LISNER2Y I &Gng aféhe @ahn fimlidgs) ¢ 0 Cl
in this study is that the children state that teachers in general read quite often for thdrich is
consistent wih what teachers say themselves. As many as two thirds up to four fifths of the teachers
say they read aloud to children daily or more than once a day. Teachers declare that they are
responsiblefor promotingreading for pleasure (in a®6% to 100% agreeith the statement) and
they also stress that this is the responsibility of parents as well.

The reasons given for reading aloud for children vary considerably within the given options.
The most common reason given for reading in class is to model reddiregoption given for reading
Ff2dzR o6l a WwWi2 BARSY OKAfRNByQa @20l odAZ I NEQd ¢K
RAFFSNEYyOSa Ay (SIFOKSNBRQ NBlFaz2ya TF2ipeeBdwRA y 3 | f 3
the statement is 96% (Icelandipd the lowest 3% (Turkey). It is also noteworthy that the percentages
of Icelandic and the English teachers who responded to each of the options offered for reading aloud
were high for each option, but equally notable is that the percentages for andwmrsthe Turkish
teachers are very low, only once higher than 10%ictv raises the question of whether the
motivations fori S I O K S NEN urkeds areRweli/uAderstood by teachers themselves, or whether
they were simply missed by the survey options.

Gererally, Younger children are more likely to say that teachers read for them, than the older
ones, whereas in Spain this is reversed. Why this is so is not clear. In England a large nhumber of
OKAf RNBY aSSY (2 o0StAS@S (KR GKSENIOHYI GySNIENE |
would be consistent with the focus in Bristol, where the survey was carried out, on reading for
pleasure, response and engagement. All of the schools surveyed had been part of the Local
9RdzOF G A2y | dzii K2 NdsipRadevel@pthaghiievefitdzinytiie ydaiN® the survey that
focused on this aspect of reading. Approximately a third of the schools were part of the Centre for
[ AGSNI O&8 Ay t NRYFNE 9RdzO| vinkieyifhdsises teadingSiotipleagur wS | RA
Engagement with text is an indicator of future positive attitudes to reading and also attainment in

reading and so is of particular interest.
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The teachers respondesignificantly differently between countries concerning the use of

children’s literaturen class. First, a difference in answers occurred between the Turkish teachers and
the other countries.l Spain and Englares many a82¢88% of the teachers claim that they use
OKAf RNByQa fAGSNI GdzNB (2 adzJdl2 NI (SFOKAYy3a FyR
Icelandic teachers also do so. In Turkey, by contrast, less than half of the teachers say they use
OK A f R NBue@very ivdeki & Ndne quarter of them use children’s literature once every month
or even neverThere are various reasons why teachers use children’s literature to support teaching
and learning, and there is not a statistically significant differencevéen the countries, in the
NEBalLlRRyasSa G2 GKNBS 2F GKS 3IAGSYy 2LIiAz2yay G2 LINE
YR 06S0lIdzaS G(KS OKAftRNBY lal G2 NBFIR OKAf RNBYyQa
the children in theirclasS§y 22 @& f SFNYyAy3d GKNRdzZAK fAGSNI Gdz2NBI 4
Iceland and Turkey are of the same opinion. The main result is that a majority of children supposedly
Syezeée tSINYyAy3d (§KNRdIzZAK O cantbrieINEeytiiea své Rey BdirsindzNS = 2
RSOPSt2LIAY3A NBIFIRAY3I Y2UAQLGA2y Ay (GKS Ofl aaNe2vYy
rich classroom environment; being able to choose books oneself;, being familiar with books; social
interactions with others about books anacientives that reflect the value of reading (Gambrell, 1996,
LI HAnUOPa

In both England and Spain the use of children's literature to support teaching and learning
aSSvya G2 06S Iy SadlofAaKSR LI NI inZdwkeylakdSnceia@K 2 2 £ Oa
less than 60% agree with the statement. In all almost half (44%) of the Icelandic teachers in the
Al YLX S FNB pn &8SFENB 2NJ 2f RSNJ 602YLI NBR 6AGK ybmn
should have most teaching experience and they hale® attended courses in their field of work.
CKSNBF2NBE Al A& adzZNLINAaAy3d (2 &48SS GKIFG 20SN) (6
literature is part of the school curriculum. Cross tabulations indicate that these teachers have
received led UGNI AYyAy3a Ay OKAfRNByQa fAGSNF GdzNE GKIFy @&
might be more ignorant of the subject. In Iceland there is not much research available in this field,
but Guojonsdottir's (2010) results contrasts our findings. Shetiitkd that that there is a significant
effort made to increase children’s interest in reading literature in Icelandic schools. However, the
emphasis on literature was measured as greater with younger studefitgrédie) than the older (7
grade). The articipants in her study reported having a decent understanding of the importance of
literature, the positive influence it can have on language developmerdcabulary and
comprehension as well am children’s development in general. Discussions in ebsesit literature
can be an ideal opportunity for children to read with the support of their classmatetscan create
a productive social situation. Such discussions can help children to think, to develop the habits of

mind that will support their indepettent efforts (Nichols, 2006). According to the regulations of the
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{LI yAEK aAyAaiNE 2F 9RdOFGA2yS OKAf RNByQa f AdSNT
current Educational law pays more attention to reading then previous legislation (lgéni€a de
Education, 2006). Therefore it is interesting to see thebpainas many a82% of the teachers claim
GKFG GKS@& dzaS OKAf RNByQa fAGSNI GdzNB G2 adzLJLJ2 NI
English teachers even more so (88%) arajonity of Icelandic teachers also favour using children’s
literature often every week (67%). Turkey is unique in comparison, with less than half of the teachers
al@Ay3 GKS& dzaS OKAf RNByQa tAGSNI Gdz2NBE SdH&SNE ¢SS
use children’s literature once every month or even never.
There are various reasons why teachers use children’s literature to support teaching and
learning, and there is not a significant difference between the countries, in the responses to three of
GKS 3IA@SYy 2LJiAz2yay (2 LINRY2(0S SGKAOIFIt @ fdsSazx
OKAf RNBY a1l G2 NBFIR OKAfRNBYyQa fAGSNI Gdz2NBod | 24
difference, between the countries, namely: to have fun (p=)04a8d to teach children to read
(p=.018). Responses to other options are significantly different between countries. A difference
occurred between answers of the Turkish teachers and other countries in response to the statement:
02 6ARSY OKArydhiNB gedeivp adielong plazute in reading. There are differences in
NBaLRyasSa NBfFGSR (2 S| OKS NI Fears &éniore likaly td &yleed K S N&
gAGK GKS adraSySyd G2 ¢ARSyYy OKAf Rdiferg o ote2sOl 0 dzf |
resulting in the overall difference not being linear. In England half of the teachers claim that the
OKAf RNBY Ay GKSAN)I Oflaa Syeaz2e fSINYyAy3d (KNRdIZAK f
and Turkey are of the same odn. The main result is that a majority of children (over 70%) report
Sye22eAy3a fSINYyAy3a GKNRddzZAK OKAf RNByQa f AGSNI (dzNBd
The teachers in this survey were asked to tick up to five of the given activities they feel most
O2yFTARSYy Ul G2 GSFOMNBRY OKI{BNBYyRAKt EEERKSNAE dza S
varied ways than the teachers in Spain, Turkey and Iceland. Firstly, the English teachers generally feel
O2yFARSYG GSIFOKAYy3a K2g (2 dz&aS NBIFIRAY3I Infar I Y2R
meaning from a text and teaching children how to ask questions about a text. By interrelating these
factors and skills, the English teachers seem to understand the fundamental importance of writing in
class; it seems to be a reality to them that thewch writing and that the teaching is embedded in
reading (Cowley, 2004). On the other hand, the Spanish, Icelandic and Turkish feel very confident to
YIS O2yySOGAz2ya 0SGsSSy gKFdG A& NBFR FyR OKAf RN
initiate discussions which Rosenblatt argues, is one of the important principles necessary for students
to deal with the human element. Rosenblatt states that teachers must find points of contact among
the opinions of students, which she says is one of thal&nmental principles for discussion in the

classroom. She continues by claiming that literature serves a socializing function that integrates us
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into society (Farell and Squire, 1990). The teachers in the survey also place emphasis on teaching
children howto understand new vocabulary and how to ask questions about a text. A majority of the
teachers in all countries believe it is helpful to use oral questioning and reading aloud. An activity
that a majority of teachers in three countries believe is helgfuroup discussion and oral retelling.
Activities that a majority of teachers in two countries believe is helpful are story mapping and
performance. Activities that a majority of the teachers in only one country believe is helpful is co
operation (England)text marking (England), writing as if you were a character (England) and
vocabulary investigation.
¢KS 020S NBadzZ Ga NS YANNBNBR Ay (KS OKAfRI

they learned from reading books and stories in schools, the childrest often said: new ideas, new
words and something about the world. The children were least likely to say that reading taught them
something about themselves and something about other people. This seems to indicate that children
are not aware of learnigp about their own identity when they read. These results may lead to the
assumption that the teaching of reading is not focused on the children’s own feelings and thoughts,
which may be practised e.g. through the process approach that is well known Wkh@onsdbttir,
2010). It is also worth considering that Solity (2006) suggests that too much emphasis on basic
reading schemes is not appropriate and children need to experience a combination of both real
books together with a focus on core phonic andhsigocabulary skills. The limitations of reading
schemes in motivating and introducing children to a range of interesting and exciting literature have
been noted by scholars for several decades (Meek, 1988; Beard, 1990) and Bruner(¢it884hn
Browne R009) observes that scheme books do not provide opportunities for children to enter into
real world experiences.

¢CKS ljdzSadAz2y daéKFdG R2 @&2dz £t SINYy GKNRdzZAK NBI RA
approaches taken by schools to text. It is netethy, that there is a significant difference between
the answers from the Turkish and the Icelandic children’s answers, with the answers from the
Icelandic children lowest in all cases (Table 4.2):

Table 4.2 What do you learn through reading in school?

| learn: Turkey Iceland
... that reading is usefu 59% 38%
... ask questions about book 46% 23%
... for a particular purpose, for informatio 42% 25%
... to give my own opinion of a boa 59% 24%
... make connections between bool 46% 15%
... answemuestions about a bool 63% 44%
... What the story is abou 68% 60%
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The data from the focus groups in England revealed that the children at the LSC school are more

likely to think that the teacher reads for them so that they can learn more about authors. This was

y20i GKS GSIFOKSNNa AyaSyildAaenyews dherd develo@ng a pogitivelil KS T
reading ethos was the prime reason given for reading aloud. It is possible that by teaching children

more about authors the children would exhibit an indicator of a positive attitude to reading (knowing

more about booksand authors) but this is a result of a positive attitude rather than a prerequisite.

Their recent experience of an author visit (see above) may also have been a factor in the LSC school

OK A f R NS yhe ahildfer? @ theiHBC school, on the other hamudsibly already inducted into a

L2 AAGADBS SiK2a FNRBdzyR NBFRAY3I FNRBY GKSANI K2YS &
being for the main purpose of providing enjoyment. The HSC school children recognised this as a

valid reason for a classroomlreRA Yy 3 I OGAGAGed ¢KS& RAR y2i 7FSS¢
particular author. The data is further highlighted when looking at the gender differences (Table 4.3).

Table 4.3 Why do you think your teacher reads aloud to yqu3C and HSC Schools).

LSC LSC HSC HSC
School School School School
Boys Girls Boys Girls
So we can enjoy the stor  70.2% 63.0% 79.7% 87.3%
So we can learn more about a 36.9% 43.5% 27 1% 23 6%
author
So we can enjoy the stor  70.2% 63.0% 79.7% 87.3%
So we can talk about the stor  27.4% 41.7% 45.8% 36.4%
L R2YyQ 16.7% 10.2% 10.2% 12.7%

The boys at the HSC school were more likely to say that their teacher reads aloud for their pleasure
than the boys at the LSC school and the boys at the HSC school felt that talking about the text was a
key purpose. When comparing differences in gendehinithe schools, the HSC school boys seem to

take on a more common view of boys as not enjoying reading as much as girls (Clark and Foster,
2005). It is the girls from the LSC school that see reading aloud as a teaching moment rather than an
enjoyable encanter. More boys at the LSC school claimed they did not know why they were being

read to, possibly suggesting a lack of interet ¢y 20 02 G KSNBRé NBaLRyasS I &
response. Children at the LSC school talked about their teacher reddir a
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1 We want to know what happens and she only reads every few ¢lalie should read it
every day.
f She asks us questions and its home tidedd R2 Say Qi 3IAGS dza Sy 2dzaAK
She should stop the questiogsh 1 Q& 062 NAYy I d
f Onthe blurb onthe backitsaysk NNAS R2Sa a2YSGiKAy3a akKS Aay
aKS KIFIa 0SSy NBIFIRAYy3I Al G2 dz& F2Nlp Yz2yidKa

E ]

Again the children suggest that little time is made available for reading aloud and so they lose the
continuity of a storydecreaing the pleasure of the read. The children seemed frustrated by this.

C2dzNJ RATFSNBY (G 2LJiA2ya ¢6SNB 3IAQSYy G2 (GKS 1jdzSa
G2 @2dKé¢ ¢KS NBalLkyaSa GFENER FT2NJ Fff 2Lloxhatya 3IA D
they can talk about the story and so they can enjoy the story. There is a significant difference related
G2 1138 GgAGKAY (KS 2LJiAz2y daaz2z oS OFy Syez2eée (KS
younger children.

It has been identified that thelass teacher and school leadership have a significant role in
developing positive reading attitudes, dispositions and habits (Office for standards in education
(OFSTED), 2004 and 2005). The school is one setting that children can learn the valueuréJiterat
the value of becoming a reade@ladéttir (2010) found that it is of profound importance that the
teacher is a model; that she/he demonstrates interest in readimgi reads for the students as well
as taking them more often to the library. Howevengte seems to be an obstacle, @semin et al.

(2007, p. 2) found; teachers themselves say they lack time to read personally for pleasure and have a
fAYAGSR (y26tSR3IS 2F OKAf{RNBYyQad o6221ax NBfteAy3ad ;
thegroth y 3 ydzYoSNJ 2F ljdzr t Ade OKAf RNByQa f AdGSNI GdzNB
that many teachers continued to read aloud to their class for pleasure but that reading aloud
diminishes considerably in older classes. Whilst the majority ofhexacused literature in the

classroom a relatively high number reported the use of literature as purely functional.

Children need role models for readirtdgearing a teacher or other adults read aloud allows a
child to hear the phrasing, inflections andpesssions as well as being an opportunity to expose
students to good literature. Listening develops listening skills which may benefit a student in life. For
some children, this can be the motivation they need to read more themselves. Edmunds and
Bausermg2006) found that students were motivated to read when people read to them and share
what they were reading. Further they recommend that teachers take advantage of the influence that
LISSNB KIF @S 2y OKAf RNBY QA NBI RA ghars progide bportinkiesy & ¢ K S
for classmates to share what they are reading with one another, as their study showed the effect
peers have on their reading motivation by frequently mentioning them when asked how they found

out about a book and when asked whmtivated them to read.
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In this study, the children were asked if they ever write about what they read in class and the
responses are quite intriguing. First, the Icelandic children’s responses differ substantially from the
other countrief as just ovehalf of them say they do write about what they read compared tq 80
90% of children in Spain, Turkey and England. Only 6% of the Icelandic childrerysatetherite
about what they read compared to 228% in the other countries. It is therefore notewoytto see
that nearly half of children at the HSC school say they never write about what they read in class
compared to less than a fifth of children at the LSC school (Table 4.4).

Table 4.4 Do you ever write about what you read in class? (LSC and H8QISc

LSC School HSC School
Often 24 % 7%
Sometimes 61% 48%
Never 17% 45%
wSIFRAY3 A& F ag2N] olaSRé FOUGAGAGE F2N) GKS OKATfF

learning in other aspects of literacy. Cremin et al. (2008, p. 449) state that the changes in the UK
government agendas and policies about the teachifg oNB I+ RAy 3 KI @S SR (2 |
FNI IYSYGSR YR ftAYAGSRE YR GAYy 6KAOK (GKS LizNLJ
LX Sl adz2NBa 2F NBIFIRAYy3I aARStEAYSReéd [201622R 6Hnnny
vehicle to identify the fatures, vocabulary and organisation of text in preparation for writing.
Jonsdattir (2010) claims that writing should be an indiscrete and integrated part of teaching reading,
but this has not been emphasised enough in schools in Iceland. She claims $hat ¢hLINR OS & &
F LILINBF OKé€ X F+ GSFOKAY3 FLIWNRBFOK GKFG Ay@2t@Sa (S
practiced and popular in many countries, but not in Iceland. The method places emphasis on writing
in which children can express them freely, whigives them an opportunity to tackle real problems
and express complicated thoughts, which obviously can be beneficial for their development and
learning. In the last few years Eggertsdottir (2009) has begilementing an interactive balanced
reading appoach ¢ Beginning Literacy in schools in Iceland. The approach is meant to offer rich
opportunities to work with vocabulary, comprehension, comprehension strategies, creative work and
autonomy as well direct work with orthography. The approach is intera@nd highlights inclusive
practices, and therefore it should be welcomed in schools in the country.

In England there has been national training for all teachers by the Primary Strategy on

aspects of reading pedagogy over the last ten years. At thedinige survey, teachers in Bristol had
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receivedtraining in approaches to using text and this may have influenced the survey results. A key
approach has been to use reading to support the teaching of writing; by using a quality text in a
particular genreteachers are able to demonstrate the language features and organisation of the text
type to children. Children are then able to use these to support them in writing. Children will also be
aware of the range of genre they have been introduced to for thippse (as set out in the English
National Curriculum) and this may explain the slightly higher responses in these areas for the English
sample.

The English teachers claim they only sometimes or seldom (46%) use translated children’s
literature in class, fad as many of them as 19% say this is never the case. One could argue that this is
because of thavidel @I Af I oAf A& 2F OKAf{ RiNEguage (nbvansISéd). (i dzZNB 4
However, & Spanish is also a global language, such a statemenesianable; in all 55% of the
Spanish teachers insist they always or often use translated children literature in class. Translated
OKAf RNBYyQa o0221a 0dAfR ONARRISA 0SG6SSy RAFFSNBY
teachers use them in childyeQa € S Ny Ay 3Y

2 KSYy adGdzReéAy3dI GNIryatlrdiSR OKAftRNByQa ffAGSNI G
O02YS AyiG2 GKS F2NBINRdzyR® / KAf RNByQa
YR KSfLI] RSOPSt2L) OKAf RNByQa NBIFRAy3 a
world, about values, ustoms and accepted behaviours... They can be used to
shape identities, values, cultural expectations... (Fornalczy, 2007, p. 94).

¢—°OI

¢SIFOKSNAE Ay Fff GKS F2dzNJ O2dzy i NASa F3ANBS GKIFG o
criterion when selecy 3 OKAf RNBy Qa €t AGSNY GdzNB G2 GSFOK® b2
although28% of the Spanish teachers claim to be neutral towdrdéccording to the information
200FAYSR Ay (GKS F20dzaz 3INRdzLJA Ay { ellassyoam niaklg G S| O
to present the children with new ideas, enlarge their vision of the world and educate in values, apart
from using the literary texts as a springboard for improving their general reading abilities.

In Spain, Mata (2008) found that it isplicitly thought that reading is a means of self
knowledge and perfection. However, Chartier (2008) argues thakaeelivledge is acquired not only
through reading but by experience. He writes about the two main characters of thekmain
Spanishnoe G452y vdZAE230S¢ FYR GKSANI NBfFdGAZ2y (2 NBI
able to manage the way in which the imagination and empathy fostered by reading articulated with
the world beyond literature. As the survey answers show, children aadhees value both these
skills.

C2NyItOl & ounntI LI dhpv aiaNBaasSa GKFIG AT 2yS
ONARISE 0S06SSy Odzf GdzNBa¢s AG asSSvya SaaSyidaalt
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possible, and help familiaz G KS &2dzy3 NBFRSN) gAGK F2NBAIYy 621
achieved e.g. by showing respect to names in their original form. It is important to highlight that
although the English teachdpase of translated children’s literature seem to be lirditehey use

OKAf RNBYQa fAGSNI Gdz2NBE F2NJ AYGUINRRdzOAYy3I 20GKSNI Odz
countries. And there is more to consider, when selecting literature for children. Almost all the
teachers agree with the statement that teaching ediizalues is important and as well as to teach

children about feelings. Therefore, they also endorse the value of introducing good literature to

children.

Implications of the findings and the theoretical Issues arising from the study

Scholars (see e.g. EHirand Squire, 1990 and Lewis and Ellis, 2006) have for long stressed that
learning to read is a vital foundation to becoming a literate, educated person. Reading offers
opportunities for enjoyment, to acquire knowledge of the world and for enhancingimatgn and
ONBIFIiAGAGed Ly GKAa aiddzRes GKSNB |NB 200A2dza Ay
ONHzOA £ OflFaaNr2Y FIOG2NAR GKFdG AyFfdzSyOS LJdzLJAf &
GKS ljdzt £t AGe 27F S OKKSANBRNI)R2QEY AfGAYISS/NIF (ideNBXIzamay 33 Sy S
wide variations both within and between countries in terms of the degree of expertise teachers have
Ay OKAf RNByQa f AlS Nlwhidzsh®yput ilhid$he inddhRds théy Ade &hifig. dza Sa

Literature is a powerful tool for helping children to understand themselves and the world, to
use their imaginations and expand their vocabulary. We believe that family members and teachers
who read stories for children can widen their horizofihe influence of a quiet and peaceful time,
reading and listening to a good book chae londasing. This study shows an appetite for and
enjoyment of reading amongst children, which finds expression in many different genres and reading
situations, within ad beyond the classroom. It also suggests, however, that the habit of reading is
not assured, and that teachers, parents and others need to be alert to the changing needs and tastes
of children as they grow, and be ready to adapt accordingly. Particulaggriant is the reading
environment enjoyed by children: the availability of books at home, in school and in libraries, and the
assumption that reading is a normal and worthwhile activity.

The different cultural contexts of each set of survey results aeds further study. For
example, Turkish children seem more motivated as readers than children from other countries and
report enjoying and reading more, even though their teachers appear to place less emphasis on
OKAf RNByQa f A G S NEesiluzddvies fortkex &xplatatioN1oNel wiged cultNdal
influences on reading. The relationship between time spent reading (inside and outside school) and
OKAf RNByQa ©OASg 2F NBIFIRAY3I & Iy I OGAQDA nds & K2 dzf |

needed of the wayin which reading is taught across Europe, and in particular of how pedagogy
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influences children as readers. There are some initial indications from this study that suggests links
0S06SSy OKAfRNBYyQa LISNDS LijogicalyappddhesNBddR augld an | y R
investigation could usefully include the role of assessment in each country.

[ AGSNI G§dzNBE OFy NBTESOG GKS OKAfRNByQa 2¢y az20
differences, multicultural children's literaturean help children understand that all people have
feelings and longings. Those feelings can include love, sadness and fear and the desire for fairness
and justice. Selecting good multicultural children's books begins with the same criteria that apply to
selecting good children's books in general, but selecting good multicultural books can involve a
commitment to challenge prejudice, stereotyping, and discrimination. It may be suggested that a
wider use of translated books should be encouraged, but alsgxagnition that cultural differences
fAS GAGKAY a ¢Sttt a 0SieSSy ylLiaAz2ylf 02NRSNAC
about people and situations like their own, we may expect a certain resistance to a greater diet of
multicultural bookshut this may be partly overcome by stressing (at least in the initial stages of such
exposure) the similarities and analogies between the experiences of people in different cultural

situations, as wellsthe significant differences.
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Appendix |

The four universities

The University of Murcia

The University of Murcia in Spain is an institution devoted to providing higher education to the
public. Among its main objectives are the creation, development and research into science,
technology and culture and the transmission of such knowledge thr@alyication. As the university
approaches its centenary, its complete approach to education commits the students to their social
environment. Quality, technology, compliance with society and a broader internationalisation
(focusing on the European HighedUugation Area) are key concepts in our university development
process today. More information can be obtained frdmttp://www.um.es

Gazi University

Gazi University in Turkey carries out its educational and researchtiastiwith its 14 faculties, 5
colleges, 9 vocational high schools, 35 research centres and 5 institutes. With its 50 thousand
students and more than 3000 academic staff the university is close to the world average in terms of
the number of students per structor. Gazi includes faculties from education to communication,
from fine arts to engineering, sports to forestry, medicine to pharmacy, dentistry to science and arts,
economics to technology. Gazi University Faculty of Education was founded as "GbSegendary
School Teacher Training" in 1926. In view of its history, quality of education and academic staff, and
the number of students, Gazi Faculty of Education is the prominent faculties of Turkey. The
department of History Education offers B.A.,AM.and Ph.D. programmes. More information can be
obtained from:http://gef.gazi.edu.tr/english.php

University of Akureyri

Teaching and research constitute the core elements of the operation of theekdity of Akureyri in
Iceland. It has been a significant aim to create the best possible conditions and support for students
and teachers to practice their study and research, contemplate and to create new knowledge. The
UofA has had an impact in many aseof Icelandic society and for the benefit of the community at
large. Highly competent scientists teach and carry out research at the UofA in academic fields which
will grow in importance for Icelandic society, and in matters involving international catipe. By
means of this international cooperation the university will gain ground on the international scene
where it will make a contribution to areas of knowledge which are of particular significance, both for
progress within of Icelandic society andttevelopment of theoretical and practical knowledge on a
global scalehttp://www.unak.is
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University of the West of England (UWE)

The principal objectives of the University of the West of England (UWE) are concetthethev

provision of higher education, research, consultancy and professional development. Its mission is to

W ROIYyOS y AyOtdzaA@dSs OABAtAT SR FYR RSY2ONX GA
NEASEFNOK:E O2yadzZ I yOeé ydang Sincd adhietiny OnivérstyNszaus) QWEthasL y (|
grown in every way; in reputation, in quality and in size. Its vision, amongst others, is to promote
educational opportunity, create a markedly international environment of scholarship, postgraduate

work, research and consultancy while maintaining a particular commitment to its region. More
information can be obtained fronhttp://www.uwe.ac.uk
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Appendix Il

The four countries and their school systems

Spain - the Country

Spain officially the Kingdom of Spain is a countryraethber state of the European Unidocated in
southrwestern Europen the Iberian Peninsuldts mainland is bordered to the south andse by the
Mediterranean Seaxcept for a small land boundary with tiBitish Overseas Territogf Gibraltar,

to the north byFrance Andorra and theBay of Biscgyand to the northwest and west by thtlantic
Oceanand Portugal. Spain is a democracy organised in the form of a parliamentary government
under a constitutionaimonarchy It is adeveloped countrywith the ninth largest economy in the
world by nominal GDP, and very higiking standardq20th highest Hman Development Index)
including the tentkhighestquality of life index ratingn the world, as of 2005. It is a member of the
United NationsEuropean UniofNATQOECDandWTQ

Spain has always been a catholic country, albeit at present it is a secular country.

Murcia is a region situatl in the south east of Spain. With a population of 436.870
inhabitants is the 7th bigger town in Spain. The most important industries in the area are the food
industry, as well as the chemist, building and furniture industries. It has also a large @adtanc
University with more than 35,000 students. Murcia is located in a very rich area and the rate of
immigrants is very high, 25% of the total population mainly coming from South America, North of
Africa, and East of Europe.

The schools chosen to completiee surveys are located in different areas of the town in
order to get a significant sample in terms of socioeconomic and cultural status.

Education in Spain

The main principle in Spanish education is that all children should have full accesseddoagion.
The Educational system can be seen as consisting of four levels:

Preschool- 3 to 6 years of age

Primary School six years of schooliggto 12 years of age

Compulsory Secondary Education four years of schooli@ggo 16 years of age
PostCompulsory Schooling two years of schooliti§ to 18 years of age

Children 3 to 6 years old Bpainhave the option of attending th@®reschoolstage, which is non
compulsory and free for all students. It is regarded as an integral part of the education system with
infants' classes at almost every primary school. There are some separate nursery schools.

Children (whse parents chose that they should) enter fmehool in the autumn of the
calendar year in which they turn three years old. Following this pattern, the ages given here as
corresponding to the different phases are the ages turned by children in the calgadain which
the academic year begins.

Spanish students aged 6 to 16 undemanary and secondary schooéducation, which are
compulsory and (like the preceding preschool from age 3) free of charge. Successful students are
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awarded a Secondary Education Certificate, which is necessary to enter theopgstilsory stage of
Schooling for their Urersity or Vocational Studies. Once students have finished their Baccalaureate,
they can take their University Entrance Exam which differs greatly from region to region. The
compulsory stage of secondary education is normally referred to by its inEa(S:

The Primary school is structured as three 2 year cycles:

9 First Cycle (6 to 8 years of age)
I Second Cycle (8 to 10 years of age)
9 Third Cycle (10 to 12 years of age)

Compulsory Secondary Education is structured as two cycles of two academic yeartoedch (
years):

1 1st Cycle (12 to 14 years of age)
1 2nd Cycle (14 to 16 years of age)

Upon finishing ESO the student has a number of options, including: Spanish Baccalaureate (post
compulsory diploma), vocational training or work (it is only possible to get a job from 16 onwards).

Schools in Spain can be divided into 3 categories: Sthtwk privately run schools funded
by the State, purely private schools

According to summary data for the year 260809 from the Spanish Ministry of Education,
state schools educated 67.4%, private but state funded schools 26.0%, and purely privatls scho
6.6% of pupils the preceding year.

All nortuniversity state education is free in Spain. There are private schools for all the range
of compulsory education. At them, parents must pay a monthly/termly/yearly fee. Most of these
schools are run by religis orders, and include singéex schools.

Primary school hours at present are typically from 9:00 a.m. to 12:00 p.m. and from 3:00 p.m.
to 5:00 p.m., or full time classes from 9:00 a.m. to 2:00 p.m., depending on each school, except
during June and Septdyar when they work mornings only, 9:00 a.m. to 1:00 p.m. There is a move
towards a single session day in primary schools which would bring them in line with secondary
schools. To achieve this, each school submits to the education authority a programméaf e
curricular activities to be offered in the afternoons, and if approved, the proposal to move to a single
session day is put to a vote by the parents for their approval. Children have 1 or 2 , 30 minutes break
depending of the schedule of the school.

Most schools have a dining room and provide lunches. Many schools offer the possibility for
working parents to take their children as early as 7:00 a.m., which in some cases includes breakfast
as well as providing sport or leisure activities.

Primary Students study the following subjects: Spanish language, Mathematics, Natural Sciences,
Geography, History, Physical Education, Art and Craft, a second language (usually English but in some
areas it may be French or both), music, and children can chodsede Catholic Religion or Ethics.

The state system also provides support teams consisting of a psychologist, social worker and
speech therapist which are shared by several schools. Children normally have the same class
teacher/tutor for each tweyear cyat for Spanish language, Mathematics, Natural Sciences, History
and Geography. For the rest of the subjects children have specialist teachers.
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A maximum of 25 students are allowed per class in primary schools; however, in most of the
schools the averageumber of students per class is around 20. Most of the schools have their own
f AONIYNE YR (K2aS 6KAOK R2y Qi KIFI@ZS | fAONINE NB
children to borrow books. In all classes there is a reading corner/book ded€habls have computer
rooms and it is compulsory for children to use them.

According to the law issued by the Ministry of Education the schools should produce
curricular projects detailing objectives, content, methodology and assessment criteria. rogses
should take into account the general objectives of the cycle as well as the socioeconomic and cultural
context of the school and the characteristics of the students.

Evaluation should be continual and the teachers will assess both the produgracess of
the learning process as well as their own teaching practice in relation with the achievement of the
objectives proposed.

At the end of each cycle the tutor considering his/her own evaluations and those of the rest
of the teachers involved witlecide on the promotion of the student to the next cycle.

| KAt RNByQa fAGSNI GdzZNB Aa y2aG GFdAKG +a adzOKT
comprehension and skills all over Spain as recommended by the Ministry of Education. There are not
ALISOAIfAE&G GSIOKSNE F2NJ 0SIHOKAYy3I OKAtRNByQa fAdS
time devoted to Spanish language, usually one hour per week. However, children are encouraged to
go to the school library and take as many bookthay want. There is a library in most of the schools
and a teacher in charge of it. Apart from that, most classes have their own reading corner or book
self.

Turkey - the Country

Turkey, known officially as the Republic of Turkey, is a Eurasian cohatrgttetches across the
Anatolian peninsula in western Asia and Thrace in the Balkan region of-sastérn Europe.
Turkey's location at the crossroads of Europe and Asia makes it a country of significant geostrategic
importance.

Ankara is the capital of Turkey and the country's second largest city with 4.4 million
population after IstanbulCentrally located irAnatolia Ankara is an important commercial and
industrial city. It is the center of th&urkish Governmentand houses albfeign embassies. It is an
important crossroads of trade, strategically located at the centre of Turkey's highway and railway
networks, and serves as the marketing centre for the surrounding agricultural area. Ankara lies in the
center of Anatolia on theastern edge of the great, high Anatolian Plateau. The region's history goes
back to the Bronzé&\ge Hatti Civilization.The city subsequently fell to the Romans, Byzantines, and
Seijuks and then to the Ottomans .It again became an important center when Keatatk chose it
as the base from which to direct the War of Liberatidhe city is a cultural center with museums,
theather and ancient sites.

Schools are required to maintain data on the number of children in the school that
government schools fromoWw-averagehigh socio economic areas of Ankara. For the current project
5 schools were selected. The 2 schools with big computer labs, library, social clubs, sport centres for
children (high and socio economic level) and 3 schools (low and average smuomméc level) with
little library, canteen and with fever opportunities.
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In Turkey the predominant religion by number of people is Islabout 97% of the
population, the second by number of people is Christiarit$%, according to the World Christian
Encyclopaedia. The country's official language is Turkish. The population of Turkey is 73.72 million.

Turkey is a democratic, secular, unitary, constitutional republic, with an ancient cultural
KSNAGEF3ISd 1 62dzi ¢dzNJ SeaQ SOadjda YehJlargegsSGDPRPYanda I & =
17th largest Nominal GDP. The country is a founding member of the OECD ane2then&jor
economies. More than 73 million people live in Turkey, three quarters of them in towns and cities,
and the population is increasing ty5% each year (according to the 2011 census) .

Turkish Constitution defines a "Turk" as "anyone who is bound to the Turkish state through
the bond of citizenship"; therefore, the legal use of the term "Turkish" as a citizen of Turkey is
different from the ethnic definition. However, the majority of the Turkish population are of Turkish
ethnicity. The Kurds, a distinct ethnic group concentrated mainly in the seagtern provinces of
the country, are the largest nefurkic ethnicity, estimated at about ¥8 of the population..
Minorities other than the three officially recognized ones do not have any special group privileges,
while the term "minority” itself remains a sensitive issue in Turkey. Reliable data on the ethnic mix of
the population is not avaible, because Turkish census figures do not include statistics on ethnicity.

Education in Turkey

Education System in Turkey was built in accordance with the Atatiirk Reforms after the Turkish War
of Independence. It is a state supervised system designguiaduce a skilful professional class for
the social and economic institutes of the nation.

According to theConstitution of the Republic of Tlkey, every citizen has the right to
education which is free of charge for the compulsory primary education. Except in specially licensed
and foreign institutionsTurkishmust be taught as the mother gue.

The Ministry of National Education (MEB) runs educational administration afoitnetry and
is responsible for drawing up curricula, coordinating the work of official, private and voluntary
organizations, designing and building schools, developing educational materials and so on. The
Supreme Council of National Education discusses and decides on curricula and regulations prepared
by the Ministry. In the provinces, educational affairs are orgeah by the Directorates of National
Education appointed by the Minister, but working under the direction of the provincial governor.

Thecentral governments responsible for all educatial expenses of the public; about 10%
of the general budget is allocated for national education.

The academic calendar generally begins in late September and extends through to early June,
with some variations between urban and rural areas. The schooludaglly has a morning and an
afternoon session, but in overcrowded schools there is a split session. Schools are in session for five
days a week (Monday to Friday) in a total of4b hours. There is a two week winter break in
February. The Turkish Natidn&ducational System is composed of two main sections: Formal
Education and Noformal Education.

Formal education is the regular education of individuals in a certain age group and given in
schools. Prd’rimary education is for children betweer63yearsof age who are under the age of
compulsory primary education. The purpose of this education is to ensure physical, mental and
sensory development of children and the acquisition of good habits, to prepare children for primary
education, to create a commaatmosphere of growth for those living in inconvenient circumstances
and to ensure thafurkishis spoken correct and well. Rsghool education is given in kindergartens,
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day care homes, nursery classe primary schools, and in private nurseries, all under the supervision
of the Ministry. They are usually concentrated in larger towns and cities.

With a new Law in 1997, eight years of Primary school is compulsory today (former system
was five years ofompulsory primary school, followed by three years of middle or junior high school
education). Primary education is compulsory for all boys and girls at the age of 6, and is given free of
charge in public schools. These schools provide eight years deunpted education. There are
also private (and paid) schools under State control. In most of the primary schools, foreign language
lessons start from 4th class. Most elementary school students dress similarly in a type of uniform to
avoid any social clasdifferences between rich and poor students. If the children fail to pass the
class, he/she has to repeat the same class next year. At the end of 8 years, successful students get
their Diploma and can go for the Secondary education.

The purpose of primargducation is to ensure that every child acquires the basic knowledge,
skills, behaviours, and habits to become a good citizen, is raised in line with the national moral
concepts and is prepared for life and for the next education level parallel to higitenests and
skills.

Iceland z the Country

Iceland is a free and sovereign state by state breakdown of the executive, legislative and judicial.
Election to Congress is at least every four years in parliament and the government is formed, usually
in coaltion of two or more parties. Iceland was under Danish sovereignty but got full independence
in 1944. Iceland has been in good cooperation with its neighbouring countries in Europe, especially
Scandinavia. Iceland belongs to the European Economic Arehamntbeen involved in Western
cooperation for security and economic issues.

With a population of 318,000 inhabitants, Iceland may be regarded as one of the smallest
countries in the world. However, the country has a national language and a distinctivey rasit
fAG0SNY 0dzNBE® LYy KFEEF | OSyildaNBE>X LOStlFIYyRQa SO2y2Y)
to one of the fastest growing OECD countries. For decades, the rate of unemployment has been one
of the lowest among the OECD countries, beingragmately 2% 2008. For the last two years
FAYIFIYOAlLfT ONR&AE KIFa NBRAdzOSR GKS O2dzyuUNEQA SO2y?2
to 7¢8% Gtatistical Yearbook of Iceland010). ife expectancies are among the best known, men
nearly 80 yearand women over 83 years and life expectancies is believed to be extended coming
years and decades (Statistics Iceland, 2010).

Education in Iceland

The educational system in Iceland is divided into-mienary education (% years), primary school
(6-15 years) and vocational schools level 2@ years) and tertiary education. The educational level

of younger generation is comparable among countries in Europe but according to the Icelandic
Ministry of Education the educational level of 25 to 64 years irahcklare among the lowest in
Europe.

The primary school is for children and teenager between 6 and 16 years of age. Pupils attend
the school nearest their home. Private schools are rarely operated in the country. According to the
Educational Act of 2008he role of theprimary schools to prepare pupils for life and work in a
continuously developing democratic society. The fundamental principle of the Icelandic education
system is that everyone should have equal access to education, irrespective ofr,gecoieomic
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status, residential location, possible handicap, and cultural or social background. The law stipulates
that all children are to receive suitable instruction, taking into account the nature of the pupil and his
or her needs and promoting the depment, health and education of each individual. Tolerance,
Christian values and democratic -operation shall therefore guide the educational methods
(Educational Act, 2008). Thus, inclusion is an official government policy in the country. The am of th
Icelandic National Curriculum (1999, 2006) is to clarify the objectives of teaching and learning. The
curriculum has to satisfy the requirements of the Act, which are that the curriculum should be
carefully considered and broadly based as well as diftéated, so that what is taught is according
02 AYRAQARdAzZ £ LlzLAf aQ FoAfAGASE YR FLIWGAGAdzZRSE 609
Each year, all schools in the country are required to issue a school curriculum. The head teachers are
held responsible for owseeing the work, which is carried out by teachers. The school curriculum is a
further expansion of the National Curriculum (Educational Act, 1995). National examinations are
held, in 4th and 7th grades in Icelandic and Mathematics (Regulation no. 413/20@D10th grade
pupils take final National examinations in core subjects. Each primary school is responsible for
applying methods to evaluate school processes, such as teaching and management, for interaction
within the school and for external relationigis. On behalf of the Educational Ministry, an inspection
aK2dzZ R 0S O2yRdzZOGSR SOSNE FAGS @SINAR 2y GKS aoOk
849). The principles in the Educational Act of 1995 are in coherence with the Educational Acts of
1974and 1991. The year 1996 the Icelandic primary school was decentralised and transferred from
state level to local community level.

The Icelandic state is responsible for high school educatiotR(lgears) and seven different
universities are novwoperating in Iceland, four of them entirely driven by the Icelandic state which
also grants in part to the private universities.

To qualify as a teacher in Iceland at compulsory school level,-ffe@es teacher training at
university level have been reged. This year, a fivgears teacher training takes effect. The
University of Iceland and the University of Akureyri offers graduate and postgraduate programme for
teachers leading to a qualification (300 ECTS), diploma in education (60 ECTS) or MAdedveEd
(120 ECTS). In both these Universities, special emphasis is placed on distance learning and the use of
AYF2NXYEGA2Y (SOKy2ft2328d ¢SHFOKSNEQ LI NGHAOALI GA2Y
but it is recommended that teachers atterichining courses at least every second year (Ministry of
Culture and Education, 1995; University of Akureyri, ed.; University of Iceland, ed.).

¢SIFOKSNEQ AYy(iSNBald Ay O2yliAydzAiy3da SRdAzOFGA2Yy K
for teachers and heatkachers have been received with considerable interest. An investigation on
O2yAydzAiy3a SRdzOF A2y Ay LOStfFIYyR aK2ga GKIFIG GKS 3
practice and selésteem; teachers expect to gain knowledge and skills, batdition they find this
type of education challenging, and that it has encouraged them to initiate innovative changes within
their schools.

According to theStatistical Yearbook of Icelani@010) 4978 teachers were employed at
compulsory school level indland in autumn 2009. Most teachers are qualified, although a few
teachers outside the densely populated area may not be.

England - the Country

The United Kingdom is an industrialized, Western European social democracy with a long history of
international trade and empire, as well as a complex historical and cultural relationship with its
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continental neighbours. It has been a member of the European Union (Common Market) since 1973.
The population is somewhat over 60,000,000, and its economy is the thgdskain Europe, after
Germany and France. Although the United Kingdom is a fairly centralized state it enjoys devolution at
the level of nation (for Scotland, Wales and Northern Ireland, although not for England) and at local
level. Within England, educatial policy is set by the UK Secretary of State for Education, but some
powers and funding decisions lie in the hands of Local Education Authorities and, increasingly, with
individual schools.

Bristol is a port in the soutlvest of England, and is the majindustrial, financial and
cultural centre of its region. Its population is approximately 430,000, making it the sixth most
populous city in the country. The city consists of relatively sharply defined districts, often with
distinctive cultural, economicacial and religious characters, and this is reflected in the diversity of
its schools. According to 2007 estimates by the Office for National Statistics, the population of Bristol
was 88.1% White British. 4.6% Asian or Asian British, 2.9% black oBhbl&tk 2.3% mixed race,

1.4% as Chinese, and 0.7% as Other, percentages that broadly reflect the population of the country

as a whole. The figures are however far higher in the school age population. The Bristol City Council

data in the report to the Sategic Planning & Performance TearEqualities Impact Assessment of

GKS . NrhadG2f / KAfRNBY |yR ,2dzy3a tS2L)SQa tftly OH.
(Black and Minority Ethnic). This figure rose to over 30% for nursery aged (ages I@#nchi

Numbers of BME pupils and pupils with English as an Additional Language (EAL) are rising
disproportionately in the inner city.

The majority of Bristolians described themselves as Christian at the last census in 2001, and
there has historically beea high proportion of norconformist protestant denominations within the
city; although active participation is relatively low. Muslims are the next largest religious group,
accounting for approximately 2% of the population.

Approximately 18% of familiessé¢ in social housing in the city and there are areas of the city where
social housing dominates. Large estates of social housing were constructed during and after the
1930s and these estates remain largely in public ownership.

Schools are requiredtomaill F Ay RIGF 2y (GKS ydzYoSNJ 2F OKAf RI
{OK22t aSlIftaQ oC{avd ¢KSaS OKAfRNBY IINB 2FiSy ¢
o0l O1INRdzyRa a4 OKAfRNBY IINB StA3aAo6ftS 28€hodls A ¥ LI
Ffaz2 KIFEgS RIEGE 2y (GKS LISNOSyYydGlFr3aS 2F LlzLlAta 6K2 F
children who have Special Educational Needs (SEN).

For the current project 12 schools were selected. The 12 schools include four with a high
proportion of children having FSM, four with a high proportion of children who have EAL and within
this group of eight three with both high levels of FSM and EAL. The eight schools generally had higher
than average percentages of children with SEN. A further $shools were selected that had low
indicators of FSM, EAL and SEN

Education in England

People outside of the UK are often surprised to find that the four territories that make up Great
Britain and Northern Ireland, England, Scotland, Wales and Northern Ireland each have their own
schooling systems and curriculum structures. This sectionrithescthe system of schooling and
curriculum in England.
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The statutory age for starting school is 5 years old, although many children begin school in
the year before their 5th birthday. Pupils currently in secondary schools may choose to end their
schooing aged 16, or continue to study in a school or college up to the age of eighteen. National
policy change means that younger pupils will continue in some form of education or training until
they are eighteen. Although there is a national structure fotestchools the nature of school type
varies a great deal, and recent governments have encouraged diversity in the range of schools
available. The types of school in any local district vary between each Local Authority (LA) and
considerable variety can ekiwithin one authority.

The National Curriculum was introduced to ensure conformity between schools and help
raise standards. Pupils in state schools study a centrally designed curriculum from age 5 to 14 for
most subjects, and after this follow a rangkeexamination courses, which are tested at age 16, when
pupils can choose to stay on at school until age 17 or 18, or can seek employment or a place in a
college to study further.

All primary school children have been entitled to foreign language tegchince 2010.
Citizenship, Personal, Social and Health Education isstatumory for primary aged children,
although the English government provides guidance on these subjects. Outside of the National
Curriculum, all pupils in state schools are requitedstudy Religious Educatiorthis is a study of
world religions and ethics rather than religious instruction. Schools usually also offer a programme of
personal, social and health education or PSHE.

The National Curriculum Programmes of Study provitktails of the knowledge, skills and
understandings to be learned within each subject at each Key Stage. The Foundation Stage
Curriculum for very young children is organised within different areas of learning rather than distinct
subjects.

The curriculm in England has been monitored and managed by the Qualifications and
Curriculum Development Authority, although this is now under review. In England schools are
inspected by an independent inspectorate called Ofsted (Office for Standards in Educatioa)nTh
of inspections is to judge quality standards of schools and teaching and promote high quality
achievement. Inspection reports in England are published on the internet.

In England, over the last two decades, pupils have national tests called Stakskssment
Tasks (SATS) aged 7, 11, and 14. These tasks involve some teacher assessment and examination
papers which every child in a state school must complete on certain days. These tasks measure
attainment against the National Curriculum Levels (desons of skills/abilities defined within the
blFrdA2y Lt / dzZNNR Odzt dzy R2O0dzYSydo® Ly 9y3flyR (GKS NE
9y 3f AaK INB LlzofAaKSR Fa G2adFrta FT2NJ SFOK a0K22f
the National Curriculum in England can be foundhtép://curriculum.qca.gov.uk/
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Addendix | Il

TheChildren’s questionnaire

1. All About You

United Kingdom

\
J\

Iceland

Turkey
C

* 1. In which country is your school?

United Kingdom Iceland Turkey Spain

* 2, What is the number of your school? (Your teacher should have told you this.)

School Number | |

* 3. How old are you?
7 years
8 years
9 years
10 years

11 years or older

4. Are you a boy or a giri?
Boy

Girl
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5. How many children live in your home, including yourself?
1
2
3
4
5
6

More

6. Does your family have books in your home?

None Some A Lot

7. Are there any children’'s books in your home?

MNone Some A lot

8. Do you have a room to yourself at home?

Yes

No

9. Do you have internet at home?
Yes

No
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2. When, Where and How Do You Read?

10. What sort of reader would you say you are?

| love to read It's okay to read | don't like reading

11. Outside of school, where do you read? (Tick as many as you like)
In my bedroom
Somewhere else in the house
On journeys
In the library
Elsewhere (say where, if you like)

12. How long do you spend reading at home in a day? (Tick the answer that is closest to
the truth for you.)

| do not read at home
Five minutes a day
Fifteen minutes a day
Thirty minutes a day
An hour or more a day

| den't know

13. How often does someone in your family read for you in the evening, before you go to
sleep?

Always
Often
Sometimes
Seldom

Never

14. Do you ever buy books yourself?

Always Sometimes Seldom MNever
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15. How do you choose hooks to read? (Tick as many as you like.)
A teacher tells me about it
Someone else tells me about it
| have read other hooks by the same author
It's on a subject | am interested in
My friend tells me about it
Everybody is talking about it
Because it looks easy
Because | like the description on the cover
Because | like the picture on the cover
Because | have seen the movie

Other...
| |
16. Do you ever borrow books from the public library?

Very often Sometimes Seldom Never

17. If you horrow hooks from the public library, who chooses the books most often?
myself
a librarian
my mother
my father
a grandparent
a teacher

someone else

Other (please explain)
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3. Your Reading in School

18. Does your teacher read aloud to you?

Often Sometimes Never

19. Why do you think your teacher reads aloud to you? (Tick as many as you like.)

So we can enjoy a story

""" So we can learn more about an author
So we can talk about the story

I den't know

Other (please explain)

20. Do you ever write about what you read in class?
Often

Sometimes Never

21. What do you learn from reading books or stories in school? (Tick as many as you like.)

Something about me

Something about other people
""" Something about the world
New words

New ideas

Other (please explain)
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22. Here are some things that children learn about through reading in school. Tick the
ones you learn in your class.

I learn what the story is about

| learn to answer questions about the book

I learn to make connections between different books

| learn to give my own opinion of a hook

I learn to read different sorts of books

I learn to make cheices about what to read

| learn to read for a particular purpose (for example, to find out information)
| leam to ask questions about books

| learn to use reading to help me with my writing

| learn that reading is useful

23. Here is a list of activities that teachers use to help children to understand books. Tick
the ones that you have found helpful.

When the teacher asks guestions

When we use drama and act out parts of the story

When | underline, highlight or circle parts of a story to help me to understand it
When the teacher reads aloud to us

When the teacher helps us to picture the story

When we make notes on what we have read

When we talk about what we have read

When we retell a story we have read to others

When we have a visit by an author to our school

Something else (please explain)
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4. Book Covers (a)

24, Judging by their covers, which of these books would you be most likely to want to
read?

(You may see the same covers more than once in this and the following questions. Don't
worry! This is on purpose.)

a) b) -0 d) e) f) None

Appendicexvii



Learning and Teaching Children’s Literature in Europe

Appendicesxviii



Learning and Teaching Children’s Literature in Europe

Appendicexix



Learning and Teaching Children’s Literature in Europe

5. Book covers (b)

25. Judging by their covers, which of these books would you be most likely to want to
read?

a) i b) C o o d) "~ e) & f) " None

a)
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e)
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6. Book covers (c)

26. Judging by their covers, which of these books would you be most likely to want to
read?

C a) € b K € Jq) C e B 1) " None
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7. Book covers (d)

27. Judging by their covers, which of these books would you be most likely to want to
read?

a) b) c) d) e) f) None
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8. What Do You Like Reading?

28. What sort of books do you read out of school? Tick as many as you like.

Books about ordinary life

Fantasy

Mystery or detective

Haorror
Animal stories
Adventure stories

Information hooks (non-fiction)

Love stories

School stories

Funny stories

Other

[Other (please explain)

29. Do you ever read books more than once?

Often Sometimes MNever

30. If you read books more than once, why? (Tick as many as you like.)

I like knowing what is going to happen

| like the story

| see things | missed before

Other

31. Do you ever read books in a series?

Often Sometimes Never
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32. If you read books in a series, why do you like them? (Tick as many as you like.)
| liked the ones | have read hefore
| know the characters
| like collecting the set

| want to know what is going to happen next

Other

33. 1 like books that: (Tick as many as you like.)

Make me laugh

Tell me things | don't know
Are scary

Are exciting

Make me happy

Make me sad

Make me feel the characters are like friends
Other

34. When you read a story, who do you like to be the main character? (Tick as many as
you like.)

Girl

Boy

Adult

Animal

Machine (e.g. a robot)

Alien

A magical creature (e.g. vampire, fairy, ghost)

Something or someone else
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35. If the main character in a story is a human being, is it important... (Tick any that are
important to you.)

That they live in the same country as you
That look like the kind of people you know
That they live in the same times as you
That they have the same interests as you
That they are the same sex as you
That they have the same religion as you
That they are about the same age as you
That they come from a family like yours
36. Outside 50h00|, do you ever read hooks for adults? {NOVB'S, hiographies, plays, ETC.)

Often Sometimes Newver

37. What is your favourite book right now, if you have one? (You can put the title, the
author, or both.)
|

38. And you're finished! Thank you very much for taking part in our survey.

If you have anything you would like to tell us about your reading that we have not asked,
you can use the box below...
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Appendix 1V

The Teacher’s questionnaire

1. Personal Information

1. In which country do you teach?
Iceland
Spain
Turkey

United Kingdom

2. What is the number of your school?

Enter number assigned to |
your school here:

3. Sex
Male

Female

4. What is your age?

Enter number: | |

5. How many years have you been a teacher?

Enter number (o the nearest | |
year):

6. What age group(s) do you currently teach?
~ Children aged 7/8
Children aged 8/9
Children aged 9/10

Children aged 10/11

7. For how many years have you taught this group?

Enter number (to the nearest | |
year):

8. How many children in your class speak English as an additional language?

Enter number: | |

9. During your teacher training did you study the teaching of children's literature?
Yes

Mo
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10. During your career as a teacher have you had any training or taken a course in
children's literature?

Yes

No

11. Who are your favourite children's authors? (You can nhame up to three.)

Choice 1: | |

Choice 2: | |

Choice 3: | |
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2. Using Children’s Literature in your Class

12. How often do you use children’s literature to support teaching and learning in your
class?

Every week Every two weeks Once a month Never

13. If you use children's literature in your class, why do you use children’s literature to
support teaching and learning? Tick as many answers as you wish.

To improve children’s language skills

To develop a life-long pleasure in reading

To promote ethical values

Because the children ask to read children's literature

To develop children's responses to reading

To teach children to read

To support children in considering national identities
To widen children's vecabulary

To support the teaching and leamning of comprehension
To improve children's grammar

Ta have fun

14. Do children in your class enjoy learning through children’s literature?

Always Often Sometimes Seldom MNever

15. Is the use of children's literature to support teaching and learning an established part
of your school's curriculum?

Yes
No

Don't know
16. Do you use translated children's literature for children to read in class?

Always Often Sometimes Seldom MNever

17. Do you use children's literature for introducing other cultures?

Always Often Sometimes Seldom Never
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18. Do you use adaptations or shortened versions of texts instead of originals

Always Often Sometimes Seldom Never

19. Do you use passages and/or extracts of children’s literature in your teaching? (Tick as
many answers as you wish.)

| use extracts of passages | select myself for teaching
I use whole texts for teaching

| use extracts of passages from a course book or published scheme for teaching

20. When selecting children’s literature for teaching, the following is important:
Strongly agree Adree Neutral Disagree Strongly disagree
Broadening children's views

of themselves

Broadening children's views
of others

Teaching children ethical
values

Teaching children about
feelings

Intreducing children to
good literature
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3. Reading Habits

21. Do you have a reading/book corner for children's literature in your classroom?
Yes

No

22, If you answered Yes, who selects the books that are available in the reading/book
corner? (You can tick as many answers as you wish.)

| select the books

The school selects the books

Children select the books

Both the children and | select the books

The national or local government suggest the books to use

23. How often do you suggest books to the children for them to read independently in
school or at home?

Always Often Sometimes Seldom Never

24, If you suggest books for children to read, what do you primarily base your suggestions
on? (You can tick more than one option.)

My own knowledge of current children’s books

My favourite authors

The school/librarian recommendations of children's books
What children recommend

Reviews on the internet

25.If you suggest a particular author to children, Why do you doit? (TiCk all that apply.]
The author is popular with children
| remember reading the author as a child
The authaor is considered to be a classic author of children's literature
The author is humorous
The author uses language in an interesting manner
The author writes engaging plots
The author can be read at many different levels, giving children a range of ways to respond to the text
The author raises issues relevant to children

The author motivates children to read more
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