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ABSTRACT

Well-developed literacy skills support effective learning and provide students with the skills necessary to achieve success within education, work and society. However, boys’ acquisition of literacy has been and continues to be an area of concern. Reading, which could be reasonably argued as sitting at the core of literacy skill development, allows pupils to develop not only intellectually, but culturally, spiritually, emotionally, and socially. Echoing the concerns raised regarding boys’ acquisition of literacy skills, a significant gender gap in reading in favour of girls continues; boys’ attitudes towards reading, the amount of time boys allocate to reading and boys’ performance in reading are all poorer than girls. Hence, the aim of this action research project was to evaluate the effectiveness of a shared reading programme in raising boys’ reading motivation. This evaluation was founded from a review of existing literature concerning shared reading interventions and through the systematic collection of evidence from pupil participants within a particular school context. A shared reading programme was executed, in which 11-year-old boys were paired with 17-year-old boys. Evidence collection originated from pre-intervention and post-intervention questionnaires. The strengths and limitations of the research were discussed and conclusions have been drawn. What has emerged is a formative body of research, which has prompted further questions. An insight into how to amend school policy and school practice has been offered. This action research project revealed that the use of a shared reading programme was an effective method in improving boys’ reading motivation. It is argued that the success of the shared reading programme can be attributed to the relationship built between the younger and older pupils throughout the duration of the programme. It is concluded that older pupils play a crucial role in improving boys’ reading motivation and therefore, recommendations for the use of a shared reading programme in improving the motivation of boys towards reading have been made. 
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1. INTRODUCTION AND CONTEXT

Introduction
Reading skills support effective learning in school and are a key predictor of future socio-economic success (Clarke and Foster, 2005; Duncan et al, 2007; Ritchie and Bates, 2013). Further support for this statement comes from Daniel Rigney, who argues, “While good readers gain new skills very rapidly, and very quickly move from learning to read to reading to learn, poor readers become increasingly frustrated with the act of reading, and try to avoid reading where possible” (Rigney, 2010, p.76). Consequently, very few practitioners are going to argue about the prominence given to the teaching of literacy, and more specifically the teaching of reading; it is generally agreed that good literacy skills support effective learning and provide students with the skills necessary to achieve success within education, work and society. Through reading, pupils can develop not only intellectually, but culturally, spiritually, emotionally and socially (National Literacy Trust, 2014). 
In recognition of how crucial effective reading skills are to the development of pupils, boys’ reading has, and continues to be, an area of concern (National Literacy Trust, 2012). The issue is both historical and entrenched; the research suggests that this issue is both a long-term and international one. One of the earliest large-scale studies concerning gender differences in reading, conducted in Iowa in 1942, indicated even then, that girls in both elementary and high school were better than boys at reading comprehension (Stroud and Lindquist, 1942). Seventy-five years later, the statistical data suggests that boys are still underperforming against girls in reading, “76% of UK schools said that boys in their school did not do as well in reading as girls” (National Literacy Trust, 2012, p.4).
However, one must question how valid a viewpoint this supposed gender gap is; many boys have been effective leaders and world participants, and despite girls’ achievement in literacy, “women continue to earn substantially less than men” (Levy, 2015, p.279). Analysis of the attainment data illustrates that, in reality, it is likely that a combination of factors have a greater influence on educational attainment than gender alone, “the social class attainment gap at Key Stage 4 is three times as wide as the gender gap” (DfES, 2007, p.4). Also, girls remain underrepresented in STEM subjects at university, for example, science, technology, engineering and mathematics (Francis, 2000). Welsh boys actually outperformed Welsh girls in science and mathematics, highlighting the fact that boys do not underachieve across the curriculum. However, there is a large gender gap favouring girls in reading which has been confirmed by the Programme for International Student Assessment (PISA) test results (OECD, 2016). 
The Programme for International Student Assessment (PISA) is an international survey of educational achievement organised by the Organisation for Economic Co-operation and Development (OECD), and claims to provide the most comprehensive picture available of the education in ninety percent of world’s economy, “it assesses the extent to which 15-year-old students near the end of compulsory education have acquired some of the knowledge and skills that are essential for full participation in modern societies” (OECD, 2017). PISA is used by Welsh Government to measure pupils’ performance in mathematics, science and reading. In PISA 2015, approximately 540,000 students completed the survey, representing 29 million 15-year-olds in the schools of 72 countries. Interestingly, in 2015, the average gender gap in reading across the OECD countries indicated that boys’ performance had increased and that the gender gap in reading in favour of girls had narrowed by 12 points. Nevertheless, a gender gap remains and a statistical difference in gender performance on the reading scale continues to favour girls (OECD, 2016). 
However, debate has sparked over the methodology used and the validity of the results produced. Dr Sjoberg’s article, ‘PISA: Politics, fundamental problems and intriguing results’, focuses on the more problematic sides of PISA testing. For Sjoberg (2010), one issue in particular arises when items on the survey are translated to other languages. Many PISA items are based on lengthy stimulus texts and these ‘authentic texts’ have originated in certain situations in one of the OECD countries, and of course, in the language of that country. The text is translated into the language of each participating PISA country following strict guidelines. However, it is noted that one can never arrive at what may be called “equivalence of translation” (Sjoberg, 2010, p.10). The survey item about the cloning of Dolly the Sheep is a good example of how such issues may arise; based on the original English example, the three Scandinavian texts, although translated according to the guidelines laid down by PISA, became “strange and clumsy”, indicating that even small changes in the text due to issues surrounding translation would deem the scores unreliable and invalid (Sjoberg, 2010, p.12). Such issues however would not impact adversely on boys in particular, thus validating the gender differences in reading; both boys and girls would be equally impacted by any challenges posed due to translation. 
Further studies have highlighted a significant gender gap in reading in favour of girls; boys’ attitudes towards reading, the amount of time boys spend reading and boys’ performance in reading are all poorer than girls. Only 1 in 4 boys read outside of the classroom daily and it is important therefore to consider the factors that contribute to this concerning trend (Clarke and Foster, 2005).

Context
The school in which this action research project was completed is located in South East Wales and, with regards to boys’ attitudes to reading, echoes the aforementioned concerns. The school is an English medium mixed comprehensive, with approximately 1,044 pupils on roll, with an age range of eleven to eighteen years. Very few pupils receive support to learn English as a second language, although 7% of pupils have a statement of special educational need, a statistic significantly higher than the national average of 2.6%. Furthermore, 27% of the pupils (15% of which are boys) are eligible for free school meals (eFSM), a percentage substantively higher than the national average of 17.4%. These statistics are particularly important when identifying targets for school improvement. The results and trends in performance at Key Stage 3 (KS3) and Key Stage 4 (KS4) do not compare favourably with national averages, similar providers and prior attainment. The Headteacher, Senior Leadership Team and Governing Body have recognised the need for swift improvement at both KS3 and KS4, and this has been encapsulated in the School Improvement Plan. Since inspection in January 2013, areas of improvement within the school are evident. For example, a rise in the number of pupils gaining five A* to C grades, inclusive of English and mathematics, has risen from 29% in 2011 to 42% in 2016. However, a significant gender gap, and a gap between the pupils who are eligible for free school meals (eFSM) and the pupils who are not (non FSM) remains. In 2016, 36% of boys gained five A* - C grades, inclusive of English and mathematics, in comparison to 54% of girls. In 2016, 9% of eFSM pupils gained five A* - C grades, in comparison to 53% of non FSM pupils. Reducing these gaps remains a priority.  
Research Aim
The aim of this action research project was to evaluate the use of a shared reading programme in improving boys’ reading motivation. Three research questions were established from a review of literature surrounding boys’ reading motivation:
1. Can the implementation of a shared reading programme improve boys’ attitudes towards reading?
2. Can the implementation of a shared reading programme increase boys’ reading motivation? 
3. Does the use of an older male role model encourage a younger male reader to read?

Rationale 
Reading is complicated and unnatural. Our brains are designed to employ and understand oral language but learning to read challenges us to use “brain areas that have evolved for other purposes such as language, vision and attention” (Norton and Wolf 2012, p.429). The ability to read is not innate, it must be explicitly taught and broadly speaking there are two main approaches. First, the phonic approach emphasises that the basis of reading involves the decoding of letter sounds. The alternative approach, based on seeing reading as essentially a linguistic process, suggests that reading should be acquired as opposed to taught, just as language is (Long, 2000). However, for children to become skilled readers, they need to become competent in both word recognition and language comprehension (Didau, 2014).
Phonemic programmes such as ‘Reading Reflex’ (McGuinness, 1998) and ‘Jolly Phonics’ (Lloyd, 1998) provide children with the skills to learn the written representations of the forty plus phonemes within the English language. More recently, programmes such as ‘Read, Write, Inc’ have helped children to develop their phonological knowledge in independent writing (Gorard, Siddiqui and See, 2015). However, Pressley (1998, p.220) argues that there is “substantial evidence that elementary students can learn to comprehend actively – they can learn to predict, question, make mental images, seek to clarify confusions, and summarize as they read,” and he emphasises the importance of teachers modelling this learning.
Modelling enables teachers to demonstrate to their pupils how readers interact with texts (Taylor and Pearson, 2002) and one of the most common forms of teacher modelling of text processing is ‘shared reading’ (Fisher, Frey and Lapp, 2008). The activity of sharing a book was introduced by Dan Holdaway (1979) who established the use of ‘Big Books’ as a way for teachers to model reading while pupils watched. Since then, ‘shared reading’ has become a generic term to describe a range of interactive reading experiences: echo reading (where students ‘echo’ the words out loud after the teacher), choral reading (reading aloud in unison with the teacher and class), or cloze reading (where students are required to fill in the blanks within a passage that the teacher has read out loud). Essentially, ‘shared reading’ is an interactive reading activity that occurs when pupils join in or share the reading of a book with a teacher or older model, while guided and supported (Blachowicz and Ogle, 2001). 
‘Shared reading’ has become an important approach in literacy education; the interaction that occurs through ‘shared reading’ forms an essential part of pupils’ language and literacy development (Fountas and Pinnell, 1996). Teachers can ‘scaffold’ and support pupils’ learning (Campbell, 2001), in an environment where pupils can talk, think, listen and join in the reading (Parkes, 2000). Furthermore, ‘shared reading’ has been shown to improve reading motivation (Allen, 2002) and reading related motivation has been shown to correlate with reading skills, “… young children who enjoy reading do so more often and they tend to become skilled at it. Poor readers, by contrast, often display low motivation to read” (Morgan and Fuchs, 2007, p.167).  
In response to the concerns regarding the acquisition and development of literacy skills by pupils within the focus school, many new initiatives have been introduced by the Senior Leadership Team (SLT) in an effort to raise general standards. The Literacy Coordinator, in collaboration with the Assistant Headteacher responsible for teaching and learning, have led developments in the teaching of literacy. Staff attended a bespoke INSET day run by David Didau on the topic of whole school literacy and also attended three workshops in Tactical Teaching Reading, to explore the different ways of supporting pupils in their reading across the different subject areas within the school. More recently, the Principles of Excellent Teaching (PET) Programme has been implemented in order to improve the quality of teaching, learning and assessment; the explicit teaching of reading forming part of the PET Programme. It was apparent, after exploring these strategies that none of the initiatives specifically identified how to address the gender imbalance in the acquisition of literacy skills and the gender imbalance in approaches to reading. Therefore, as part of my continuous professional development (CPD) and in response to a target to develop practical, high-level experience of research methods in an educational setting, I focussed on exploring how the school might address the differing attitudes and motivation towards reading between the genders. Funding to complete the MA Education at the University of Wales Trinity Saint David was granted on the basis that research into one of the six school priorities was completed and the results discussed with the Senior Leadership Team at the school.

Summary
Consistent findings in the literature suggest significant gender differences in reading in favour of girls (Clarke and Foster, 2005; National Literacy Trust, 2012; OECD, 2016). Thus, the primary aim of this action research project was to evaluate the use of a ‘shared reading’ programme in improving boys’ reading motivation. This evaluation was based on a review of the existing literature concerning ‘shared reading’ interventions and through the systematic collection of evidence from pupils and staff.













2. REVIEW OF THE LITERATURE

The aim of this action research project was to explore what factors motivate reluctant male readers to read and furthermore, evaluate the effectiveness of a shared reading programme in increasing boys’ reading motivation. It was expected that the results and conclusions drawn would build on the existing literature and research, and subsequently, inform school policy on how best to engage reluctant male readers within the classroom and wider school setting. 
The pressure on pupils to be competent readers has never been greater than it is today. High stake testing and performance based evaluations mean that pupils, particularly at secondary school level, are required to demonstrate their proficiency as readers. For instance, on entry into secondary school, pupils in Wales are required to complete NFER (National Foundation for Educational Research) tests in reading, mathematics, grammar and punctuation, and spelling. Other pupil assessments at secondary level include Cognitive Ability Tests (CATs), National Reading and Numeracy Tests, and Programme for International Student Assessment (PISA) tests. At Key Stage 4, pupils are expected to achieve good grades at GCSE. At Key Stage 5, pupils are expected to achieve good grades at Advanced Level. School performance is measured against key performance indicators at all Key Stages and with the introduction of ‘National Categorisation’, the pressure to improve school outcomes at all Key Stages has never been higher. 
Because of the pressure for both pupils and schools to perform, it is not surprising that concerns regarding boys’ reading remain prominent. The research suggests a significant gender gap in reading in favour of girls; boys’ attitudes towards reading, the amount of time boys spend reading and boys’ performance in reading are all poorer than girls (Clarke and Foster, 2005; OECD, 2016; Welsh Government, 2016). Although widespread research has concentrated on the cognitive aspects of reading, for instance, reading development in terms of word recognition and phonological processing, the factors which motivate and engage readers are often overlooked, and therefore need to be explored (Atkinson, 2009). First, the concept of motivation is considered.  


What is motivation?
For psychologists, motivation signifies the cognitive processes that direct humans to do certain things (Long, 2000). Educational definitions of motivation tend to focus on the involvement of pupils with tasks and activities, and on educational achievement. The function and importance of motivation within education leans towards motivation being a personal quality, one which can directly influence learning (Galton et al, 1999). 
Motivation, it would appear, is particularly important when considering how to increase the positive interactions that boys have with reading. Motivation and engagement, it would seem, exist in an interactive relationship; without reading motivation, pupils will fail to engage in the reading process, limiting their ability to develop their literacy skills, subsequently limiting their ability to gain knowledge, therefore hindering their future success (Morgan and Fuchs, 2007). Twist and Sainsbury (2009) suggest that girls often outperform boys in reading because they enjoy reading, consequently read more and are therefore better at it. It is therefore clear that motivation has an important part to play in the learning process, and therefore it is important that the factors which may play a role in motivating boys to read are considered.

Boys’ reading habits and preferences
In December 2005, the National Literacy Trust published a report regarding children’s reading habits and preferences. This report, based on a survey of 8,000 primary and secondary pupils, across 98 schools within the UK, explored why some pupils choose to read while others do not. The key findings by gender make for interesting reading and support the political concerns regarding boys’ reading: 

· Girls reported greater enjoyment of reading in comparison to boys.
· Girls were more likely to read in comparison to boys.
· Boys held more negative attitudes towards reading in comparison to girls.
· Girls and boys preferred different types of reading material.
· Boys reported reading because it would help secure them a better job in the future whereas girls reported reading to be fun.
· Girls were more likely to read more if they had more time and boys were likely to read more if they found reading to be easier.
· More boys than girls stated that they never talk about what they have read with their family.

Interestingly, Clarke and Foster (2005) reported that both boys and girls rated themselves to be equally proficient readers. This does not necessarily mean that in reality, boys and girls have the same reading ability, but if taken at face value, would directly contradict previous citations, suggesting that engagement in reading is not due to reading ability but to more complex socio-cultural factors. 
Research suggests that boys are disadvantaged by pre-ICT pedagogies which implies that although reading within school typically incorporates the use of textbooks, boys prefer electronic and digital text (Millard 1997; McGeown 2015). Hall and Coles (2001) suggest that there is preference from boys for non-fiction reading material, whereas McGeown et al (2015) suggest that there is a preference from boys for fiction reading material. Pennac (2006) suggests that anxiety, technological advances, a lack of perseverance, family influences and early experiences are contributory factors in influencing reading motivation. Didau (2014, p.11) refers to the term learned helplessness in his consideration of what factors influence reading motivation, suggesting that “literacy anxiety” and therefore the reluctance to read, stems from a sense of powerlessness typically arising from persistent failure to succeed at reading. Additional studies have focused on the importance of roles, conformity and obedience (Miller 1997); instincts, drives and needs (Kleinman et al 1998; Hughes et al 2011); arousal, stress and emotion (Dweck, 2017). It would therefore appear that there is no single solution to turning unmotivated boys into motivated and proficient readers. However, for this action research project the importance of roles, conformity and obedience will be explored in detail because a great deal of children’s behaviour in school can be seen as conforming to peer pressures (Long, 2000). 

Roles, conformity and obedience: the role of masculine identities 
Conformity can be defined as “behaviour in accordance with socially accepted conventions”, yielding to group pressure to ‘fit in’ with others (Oxford Dictionary, 2012). One could suggest that boys, in a school context, also conform to group norms and that reading motivation is categorically a gender issue. According to gender stereotypes, reading is for girls (Wolter et al, 2015) and the research implies that pupil perceptions about what forms appropriate masculinities can inhibit reading motivation and engagement (Duncan, 1999). 
From the systematic collection of evidence via pupil interviews, it is suggested that as well as being recognised as meaning homosexual, the use of the term ‘gay’ is used by boys within the school context to police masculinities and furthermore, can be directed towards boys who demonstrate behaviours inconsistent with dominant masculine forms (Duncan, 1999; Martino, 1999). Long (2000) suggests that the failure of some pupils to uphold social roles at school, results from adopting particular peer-group roles which are in direct opposition to the work-orientated norms of schooling. This is consistent with the suggestions offered by Duncan (1999) and Martino (1999). Long (2000) further suggests that the negative roles learned within peer groups can particularly affect boys, where academic or cooperative behaviour can be ridiculed, resulting in pupils who do conform to school rules, consequently developing a culture within schools that is difficult to manage. Further support for the role of socio-cultural factors in the inhibition of boys’ reading comes from Younger et al (2005), who suggest that some boys go to considerable lengths to protect their ‘macho’ image and sense of self-worth, suggesting that perhaps boys fail to engage in the reading process because they perceive it as feminine. 
Furthermore, McGeown et al (2011) examined sex differences in reading skill and reading motivation. One hundred and eighty-two primary school children aged 8-11 completed a reading comprehension assessment, reading motivation questionnaire and gender role questionnaire. While there were no sex differences in reading comprehension, it was reported that the girls had significantly higher reading motivation, “a feminine identity was more closely associated with many different aspects of reading motivation than a masculine identity” (McGeown, 2011, p. 328). 
In addition, Wolter et al (2015) investigated the role of pre-school teachers in conveying gendered expectations, suggesting that boys would be less motivated to read in pre-school and therefore less skilled at reading, if their teacher held a traditional gender role and attitude, than if the teacher has egalitarian beliefs. Wolter et al (2015) concluded that the more traditional a preschools teacher’s gender role attitude was, the weaker was the boys’ motivation to read, indicating that gender stereotypes and masculine identities play a role in influencing boys’ motivation to read. 
A recent study investigating the relationship between children’s attitudes towards reading and their parent’s gendered views about literacy, suggested that male children of parents with highly gendered views about literacy, exhibited lower attitudes towards reading, with boys reporting significantly poorer attitudes towards reading in comparison to girls (Ozturk et al, 2015). 
Having considered the affective factors of role, conformity and obedience, it is now important to consider how best to reverse this negative stereotype and consider what strategies could be used to promote positive attitudes towards reading for boys. The effectiveness of shared reading is considered.

The effectiveness of shared reading interventions
Hyland (2005), in her report ‘Shared Reading: The Concept of Shared Reading’, identified five key reasons why shared reading is effective, stating that shared reading is fun, simple, interactive, efficient and skills-based. Hyland (2005) suggests that shared reading can be an advertisement for the pleasures of reading and argues that learning is most effective when it is fun. Shared reading, according to Hyland (2005), works directly on converting negative attitudes about reading into positive attitudes towards reading, “Reading is an accrued skill: The more you do it, the better you get at it; the better you get at it; the more you like it; and the more you like it; the more you do it” (Hyland, 2005, p.4). Working on this premise, it is easy to understand how shared reading programmes could be effective; logically, if children do not enjoy reading, they will not read and will therefore not become proficient readers. Yet, if we can promote positive attitudes towards reading through the use of positive role models, pupils can be exposed to the idea that reading can not only be beneficial, but also fun. 
Further supporting evidence for the use of shared reading programmes comes from Alsubaie (2015), who set out to explore the gender differences in how pupils participate in reading centres within the classroom setting. Qualitative data collection methods, in the form of researcher observations, pupil interviews and teacher interviews provided the data for this study. A demographically diverse sample using 23 pupils was used; 55% of the children qualified for free or reduced price meals, many children came from ethnically diverse backgrounds and many children spoke English as their second language. Throughout the five-week observation period, observing pupils twice a week for two hours each time, pupil engagement in six different literacy type activities was observed. The conclusions drawn suggest that the pupils’ preferred literacy experience involved shared reading with the teacher. During the shared reading process, the teacher would first discuss the pictures inside the book with a small group of pupils, ask the pupils about what type of book they thought it was, to later reading the book with the pupils. When reading was complete, the teacher would ask the pupils questions about the content of the book.  
Leou et al (2009) aimed to explore how much shared reading influences pupils’ reading comprehension ability and reading motivation. The participants comprised 35 pupils from an elementary school, who took part in a shared reading programme for the duration of twelve weeks. Pupils’ reading comprehension ability and reading motivation were assessed prior to participation in the programme and after, using qualitative and quantitative data collection methods. Leou et al (2009) concluded that the shared reading programme could effectively increase both pupils’ reading comprehension ability and reading motivation. However, several limitations of this study are noteworthy. Firstly, the research was conducted in a small school in a rural area, comprising a small sample of 35 pupils, a sample not representative of all schools, therefore the results cannot be generalised and the results cannot be applied outside the context of the study. Furthermore, the differences between the pre-test scores and post-test scores in relation to pupils’ reading comprehension ability were significant, yet, the difference between the pre-test scores and post-test scores in relation to pupils’ reading motivation were not significant. The increase in the mean of the pupils’ reading motivation from 71.41, prior to participation in the shared reading programme, to 73.59, following completion of the study, suggests that the programme did improve pupils’ reading motivation somewhat, but not significantly. However, it is pleasing to note that both teachers and pupils took a positive attitude towards the shared reading programme, and with continued implementation, the effect of the shared reading programme on pupils’ reading motivation could be increased.
A larger study aimed at exploring the impact of reading buddy groups comprised a sample of 120 pupils, 60 boys and 60 girls (Assaf, 2008). Unlike the previous study conducted by Leou (2009), the buddy reading programme used for the purposes of this research study ran for a longer duration; pupils met weekly with their reading buddy for a thirty-minute session, following a ‘modified calendar’. Assaf (2008) describes ‘modified calendar schools’ as having additional days of instruction, where pupils begin school the first week in August and finish the third week in June. Using quantitative data collection methods, in the form of reading tests scores, Assaf (2008) concluded that both boys and girls equally benefited from their participation in the reading buddy programme – the results were statistically significant. A strength of this particular study is that the researcher used a control group to demonstrate the validity of the research; the results of the buddy reading group were compared with results from a class that did not follow the buddy reading programme. Unfortunately, one limitation of this study is that the participants were of one age and therefore, further research could explore the effectiveness of buddy reading groups across all pupil age groups. 
By contrast, although a supporter of shared reading interventions, Harrison (2012) suggests that while shared reading experiences are useful in developing literacy practices, other factors are an important contributory factor in improving boys’ reading motivation. In an inquiry aimed at exploring the reasons for the decline in boys’ reading motivation, Harrison (2012) agrees that shared reading practices are successful because such opportunities allow pupils to engage in the process of selecting and sharing books. Yet, Harrison suggests that the factors of time, availability of reading material and reading environment are also critical in improving boys’ reading motivation. Year 13 boys were asked to complete a questionnaire regarding the time that they spent reading and their reading preferences; four boys participated in an in-depth interview with the researcher. Several themes emerged from the content analysis of the interview script: boys read a wide range of material; boys regularly read online; boys read less because of the time constraints placed upon them. Harrison (2012) therefore argues that for improvements in boys’ motivation to be made, although shared reading practices are useful, firstly, reading material applicable to their interests must be made available. This would suggest that school libraries are a good choice of venue for the implementation of shared reading programmes, where boys would have a large choice of reading material. Secondly, research implies that shared reading programmes should involve the use of online reading material. Harrison (2012) argues that non-print based literacies are often not acknowledged in the school context and recognising this will become increasingly important for schools as we move into an ever more technologically advanced society. The third and most dominant theme that emerged from the research indicated that the boys felt that a lack of time put constraints on their reading, suggesting that for shared reading programmes to be truly effective, creating time for reading is crucial.
Further supporting research regarding the gender differences in reading motivation and reading engagement stems from a large-scale study. With the aim of exploring trends in youth reading habits, using online questionnaires administered to twenty-two UK primary schools and twenty-four UK secondary schools, several conclusions were drawn from the statistical analysis of the data (Bogel, 2011). The results indicated that the number of children who described themselves as ‘enthusiastic readers’ decreased with age. Significant gender differences were also apparent; 49.7% of girls aged 4 to 7 considered themselves to be ‘enthusiastic readers’, compared to 37.3% of boys in the same age category. Furthermore, girls in comparison to boys were reported to borrow more books from their school library and non-library sources, such as family members and friends, again reinforcing the view that girls are more likely to read for pleasure compared to boys. When exploring the idea of shared reading, pupils were questioned on how often they would read a book based on the recommendation of a friend, a family member, a public librarian, the school librarian, or other adults. Interestingly, friends were the strongest recommendation source for both the 7 to 11 and 11 to 16 age groups. Celebrity recommendations were also popular reasons for choosing a book. Such findings could further imply the importance of positive role models in reversing the negative stereotypes surrounding boys and reading.

Why is shared reading the most effective strategy?
Clearly, providing pupils with the skills and strategies to decode and comprehend is not sufficient. If pupils are not motivated to read, they will fail to reach their full literacy potential, (Gambrell, 2011), and therefore selecting the most effective tool in order to improve pupils’ reading motivation is key.

Foster (2017) suggests six reasons why shared reading should receive more instructional time than direct instruction. Shared reading is a merge between direct instruction and the actual application of the reading process; during shared reading the teacher supports, questions and challenges while the pupil applies his or her recently acquired skills. Shared reading, as opposed to direct instruction, challenges pupils to read texts beyond their level of expertise; teachers scaffold reading development through the modelling of fluency and decoding. Shared reading increases pupils’ knowledge and comprehension; during shared reading, pupils are exposed to a wide range of texts; when the teacher takes ownership of the decoding, pupils are able to focus on the content of the text, allowing time for reflection and comprehension to take place. Questioning during shared reading can also help pupils to develop their knowledge. Through shared reading in pairs, pupils can gain instant feedback, whether this be praise or advice on how to correct errors that have been made. 

Guided reading is an instructional approach and is considered the step between shared reading and independent reading (Dawson, 2013). Guided reading, in a school based setting, typically involves dividing pupils into small groups appropriate to their reading ability. The teacher usually begins by introducing the book and modelling a particular reading strategy. The pupils are then required to read individually, in quiet voices, as the teacher listens. The aim of guided reading is to develop independence, fluency, comprehension skills and problem-solving strategies (Educational Foundation, 2002).  The main difference between shared reading and guided reading therefore is that during shared reading, interactions between teacher and pupil are maximised, whereas, during guided reading, thinking is maximised (Learning for All, 2016). Guided reading in the context of this action research project was not deemed suitable due the very nature of the strategy; guided reading is suitable for pupils who are engaged during the reading process and for those pupils who are skilled at decoding and processing. Shared reading, on the other hand, allows pupils to develop social relationships when reading (Gramstorff, 2000) and this was deemed particularly important in reversing the negative stereotypes that potentially exist regarding boys and reading. 

Summary
In summary, gender differences in reading motivation and reading ability are evident. Motivation has an important part to play in the learning process and it is therefore important that we consider what factors inhibit boys’ reading motivation. The complexities regarding cause and effect remain; are boys less motivated to read because they are poor at reading, or are boys poor at reading because they are not motivated to read? Research suggests socio-cultural factors are responsible. It is suggested that boys fail to engage in reading practices to protect their sense of self-worth and to ‘fit in’ with the cultural expectations of the boys within a school context. It is suggested that boys do not engage within reading practices because they are thought of as ‘girly,’ and it is this narrow interpretation of masculinity that is ‘conformed’ to as the ‘norm’ for boys. Shared reading has been suggested as a way of improving boys’ attitudes towards reading. Shared reading, with the use of positive role models can be an advertisement for the pleasures of reading. However, shared reading interventions must be well planned; the choice of reading material and time factors are also important.



























3. METHODOLOGY

Research Aims
The aim of this action research project was to evaluate the effectiveness of a shared reading programme in improving boys’ attitudes towards reading and boys’ reading motivation. This evaluation was founded from a review of the existing literature concerning shared reading interventions, and through the systematic collection of evidence from pupils and staff within a secondary school context. 

Ethical Issues
It is the responsibility of project researchers to approach their task in a moral manner and therefore a fundamental feature of all good research will involve obtaining ethical approval prior to investigations taking place (Coolican, 1999; Denscombe, 2010; BERA, 2011). Prior to data collection, ethical approval was requested from the Ethics Committee at the University of Wales Trinity Saint David, regarding the key principles which underline codes of research ethics. An application for ethical approval was presented to the Faculty Ethics Board during March 2016, and approval was granted on the basis that the highest ethical standards in both practice and research were maintained by the researcher. 

Participants’ interests should be protected
It is widely agreed that participants should not suffer as a consequence of being involved in research. This refers to short-term and long-term consequences, and therefore it was necessary to consider in advance of this action research project, what potential harm could come to the participants as a result of their involvement within the research. It was felt that the risk of physical harm to participants was minimal; the action research project was to be conducted within a school setting, a setting with which each pupil was familiar with. However, the researcher felt that there was a low risk of psychological harm and this was highlighted to the Ethics Committee when the application for ethical approval was submitted. It was felt that because the shared reading programme was being implemented during the school day, the participants involved would have needed to have been excused from assembly or registration time, which may have led to them being identified as requiring additional support, which in turn may have led to decreased pupil self-esteem or potential cases of bullying. However, many pupils in the school frequently leave lessons or registration to participate in ‘catch up’ sessions; this is the norm. If such issues were to become apparent, the researcher would withdraw the participant from the research and arrange counselling for the participant if it were deemed necessary. 

In addition to the prospect of physical and psychological harm when using participants within action research, one must consider the potential of harm arising from the disclosure of information collected during the research, due to embarrassment for the participant. It is therefore agreed that researchers should protect participant data by ensuring confidentiality and anonymity (Denscombe, 2010; BERA, 2011). Consequently, in the interests of confidentiality, the name of the focus school remains anonymous throughout the action research project. The name of the school will not be stated in any section of this report and will simply be referred to as ‘the school’. Furthermore, the participants will remain anonymous. On completion of the action research project, pupils were given the option of withdrawing their data. Pupils were provided with access to their personal data upon request.

Participation should be voluntary and based on informed consent
It is the responsibility of the researcher to ensure that participant involvement within the research is voluntary and based on ‘informed consent’. The terms ‘voluntary’ and ‘informed’ indicate that participants should not be coerced into helping with research and furthermore, sufficient information regarding the research should be provided to the participants so that they can make an ‘informed’ judgement about their participation within the research. Participant involvement within the research should be ‘voluntary’ and consent given only when sufficient information regarding their role within the research has been provided (Denscombe, 2010; BERA, 2011). It was therefore essential that written consent was gained from the Headteacher of the school, from the parents of the pupils who had been selected to participate within the action research project, and from the participants. To gain ‘informed consent’ the Headteacher, the parents and the pupils were fully briefed about the aim of the action research project and were advised that there was no obligation to participate; a fundamental feature of good research. 
In addition, discussions regarding the right to withdraw from the research were held with both parents and pupils. Parents and pupils were informed that signing the consent form did not oblige participants to continue in the action research project, if at some later stage, they decided that they no longer wanted to participate. However, it was felt that pupils may feel uncomfortable approaching the teacher (researcher) to discuss their withdrawal from the action research project due to the power imbalance between teacher and pupil. Due to the difficulty in managing this power imbalance it was felt that an exit pass card was necessary to limit any possible anxieties felt by the pupil in approaching the researcher. Each participant was provided with an exit pass card prior to the commencement of the research and each pupil was informed that if they wanted to withdraw from the study at any time, they could drop their exit pass card into a dedicated box within the library; in this instance, pupils would be withdrawn from the study, without the need to speak to or give their exit pass card directly to the researcher. Parents and pupils were additionally informed that if a participant chose to withdraw from the action research study, any data provided by the participant would be destroyed.   

Researchers should operate in an open and honest manner with respect to the investigation
Researchers are expected to avoid deception. Researchers are expected to be open and honest with their participants and uphold their standards in professionalism when dealing with participants and in their treatment of the data collected. This means that researchers should be fair and unbiased. Researchers should not take any action to sway the data or report the data in a misleading manner (Denscombe, 2010; BERA, 2011). To avoid deception and to be open and honest, all participants were fully debriefed on completion of the shared reading programme, where pupils were provided with the opportunity to ask questions relating to their participation in the study or to withdraw their data from the study. This involved a semi-structured interview between the researcher and pupil where all elements of the research study were discussed openly and honestly.


Research Strategy
Action research and case study approaches are among the most popular for educational based research, and both have their benefits and limitations (McAteer, 2013). Case studies involve the detailed study of one individual or group of people, through the development of a comprehensive case history. The advantage of using a case study is that the researcher gains a deep insight into the field of study; the use of more than one research method allows for the collection of rich, valid, qualitative data, increasing the validity of the research findings (Coolican, 1999). The use of a variety of research methods within case study approaches also allows for triangulation of the data. Triangulation is particularly important in the formation of research findings and conclusions because it provides a more holistic view of the setting being investigated (Denscombe, 2010). However, case studies are perceived as producing ‘soft data’, data that is often qualitative in nature, and therefore descriptive as opposed to the analytical, ‘hard data’, that is expected of social science research (Bernard, 2013). Action research on the other hand, normally associated with a ‘hands-on’ approach, has become an increasingly popular choice of research strategy within the educational setting (Denscombe, 2010), where it has become prominent in the field of professional development (McNiff, 2001). Recognised and acknowledged as a rigorous research methodology and powerful learning tool, action research in schools has been used to not only gain a better understanding of the issues or concerns that arise in everyday practice, but to seek ways in order to change matters and alter everyday practice for the better (McNiff, 2001). The idea of reflection is central to action research; the researcher enters a cyclical approach of evaluating, and it was felt that because this study intended to inform school policy and practice through the evaluation of a newly implemented shared reading programme, action research would be most applicable (McNiff, 2017). 

Research Methods
This action research project employed both qualitative and quantitative data collection methods; it was the intention of the researcher to interview the Literacy Coordinator, and a questionnaire was designed and developed to collect data regarding pupils’ attitudes towards reading. The pupil questionnaire was completed on two occasions, pre-intervention and post-intervention. The two methods were used in conjunction with a critical evaluation of the literature concerning shared reading programmes to present a balanced triangulation of the findings gained from the research. 
A pupil questionnaire was deemed as a more suitable method than a pupil interview. Although, semi-structured interviews can produce rich and genuine data because of the relatively natural conversation involved, it was felt that in reality, pupils would respond to the pupil questionnaire in a more open and honest manner (Coolican, 1999; Denscombe, 2010). It could be argued that due to the power imbalance between teacher and pupil, a face-to-face interview could inhibit or alter pupils’ responses. This argument is based on the concept of ‘social desirability’, where when faced with an esteemed researcher, people ‘manage’ their attitudes and opinions to a misleading extent (Coolican, 1999). When collecting data from pupils regarding their attitudes and opinions, pupils usually know what they ought to say to a teacher and may keep their real views hidden. Secondly, questionnaires are economical; questionnaires can provide large amounts of data quickly and for a relatively low cost because the researcher does not need to be present during the time of completion (Bryman, 2015). Questionnaires can comprise both open and closed questions which results in the production of both qualitative and quantitative data (McLeod, 2014). It is however recommended that open-ended questions are limited in the context of a self-reported questionnaire; despite the wealth of data potentially gained from open ended questions, because of the greater effort involved in completing such questions, many respondents may be ‘put off’ by the prospect of writing extensively, and a low response rate would likely hinder the reliability and validity of the research (Bryman, 2015). Therefore, the questionnaire was designed to include a range of closed questions and the fact that closed questions supply standardised responses was particularly important in the context of this research. The collection of standardised data results in increased external validity; questionnaires pose identical questions to all participants, with no scope for variation. Consequently, interpersonal factors are reduced, meaning that that researcher measures what they intended to measure (Coolican, 1999). 

An interview was arranged with the intention of gaining an insight into the Literacy Coordinator’s opinions and experiences concerning boys’ attitudes towards reading. It was anticipated that the Literacy Coordinator would offer an insight into the field of boys’ literacy due to her position held within the school; the Literacy Coordinator is considered a ‘key player’ within the field of literacy and has led developments in literacy within the school. An interview method of data collection was deemed more appropriate than a questionnaire method of data collection; interviews have the potential as a data collection method to collect in-depth information regarding people’s opinions, feelings, emotions and experiences. Questionnaires on the other hand, provide relatively brief information. Questionnaires, through the use of identical questions provide standardised data, and although this is important when using large numbers of participants, it was felt that this was not so significant when interviewing one member of staff (Denscombe, 2010).

A semi-structured interview method was chosen in consideration of the advantages and disadvantages surrounding the major questioning techniques. Semi structured interviews, contrary to structured interviews, produce richer, more genuine data. It could be argued that when using semi-structured interview methods, a technical comparison of the data collected is limited and therefore generalisability is reduced. However, with the intention to interview one member of staff, the Literacy Coordinator, the advantage of flexibility and of asking questions in a more informal, relaxed atmosphere, where complete and meaningful answers may be more forthcoming, was considered more beneficial (Coolican, 1999). However, several disadvantages in the use of interview data collection methods exist and must be considered when interpreting research findings. Interview methods are often criticised because they produce what is termed ‘soft data’, that is the data gathered from the interview is qualitative in nature. Qualitative data can be beneficial, however, is descriptive in comparison to the analytical data expected of social science research (Bernard, 2013). A second disadvantage of using interview methods to collect data is that the researcher is involved within the ‘situation’, resulting in what is called ‘interviewer effect’; the presence of the researcher can invalidate the data gathered because participants are likely to demonstrate demand characteristics. Demand characteristics occur when participants change their behaviour to suit the aims of the research (Coolican, 1999). It was therefore pertinent that the researcher took great care when conducting the interview. Those who have sought to eradicate or limit the effects of social desirability have typically tended to do so by following a set of strategies. First and foremost, the researcher must make it clear to the participant that the answers provided will remain anonymous and confidential. Anonymity and confidentially is a key ethical concern and maintaining this will also help to reassure participants that they can provide honest answers. An informal atmosphere, a reminder about how confidentiality will be maintained and ensuring that the interviewer does not overreact to the responses provided by the interviewee will help to avoid interviewer bias (Dudovskiy, 2016). 

Research Schedule
Phase one – questionnaire design
For the purposes of this action research project, it was necessary to design and develop an original questionnaire (appendix 1). For the first question, “What do you think about reading?”, eleven statements concerning attitudes towards reading were theoretically generated, following a review of literature concerning boys’ reading engagement and motivation – these were deemed the scale items. Participants were asked to indicate, for each item, their response using a five point Likert scale. 
Likert-type scales require respondents to agree or disagree to a variety of statements; respondents indicate, for each scale item, their response to the statement according to the following scale: strongly agree (5), agree (4), neither agree or disagree (3), disagree (2), strongly disagree (1). The values on the scale are used as a score for each respondent for each item, so that the respondent scores ‘five’ for strong agreement to a positive item, but ‘one’ for strong agreement to a negative item. For example, pupils who strongly agree to the item “I enjoy reading” will produce a score of five, whereas pupils who strongly agree to the item “Reading isn’t for boys” will produce a score of one. Scores for each item are added to provide an overall score for the respondent (Coolican, 1999). Likert-type scales have the advantage that they do not demand a ‘yes’ or ‘no’ answer, but rather extents of an opinion, or even no opinion at all. The numerical score for each item, along with the overall score for each respondent results in qualitative data that can be easily analysed (McLeod, 2008). However, like all questionnaires, the validity of the Likert scale as an attitude measurement, can be compromised due to the effect of ‘response acquiescence set’ - the tendency for the participants to agree rather than disagree to scale items. To limit the effect of ‘response acquiescence set’, it was necessary to alternate the direction of the scale items. For example, item one required a response to “I enjoy reading”, while statement two required a response to “Reading isn’t for boys”. Designing questionnaires which comprise an unpredictable mixture of positive and negative statements has the effect of keeping the participant thinking about each item. This enables the researcher to arrive at more valid conclusions (Coolican, 1999).  
Phase two - pilot study
When constructing questionnaires, it is important to phrase the questions clearly and unambiguously, so much so that the participant is in no doubt which answer to give (Coolican ,1999). It was felt that this issue was a particular concern considering the pupils included in the study demonstrated low literacy levels in the first instance, and therefore it was important that the pupil questionnaire was piloted and tested as a method of data collection. The pilot study consisted of an opportunity sample of five Year 7 pupils. Opportunity sampling involves using people from the target population. It is a quick and easy way of selecting participants (McLeod, 2014). The pupils were asked about their understanding of each question. No changes were made to the initial pupil questionnaire; it seemed that no issues of ambiguity or misunderstanding were raised. 

Phase three – main study
The main study included six Year 7 pupils who were selected via a non-probability sampling technique - purposive sampling. Purposive sampling operates on the principle that researchers can retrieve the best information from a relatively small number of participants chosen on the basis of their known attributes. In essence, a purposive sample is ‘hand-picked’ by the researcher on the basis that these participants are relevant to the issue being investigated (Denscombe, 2010). For instance, for the purposes of this action research project, prior knowledge regarding pupils’ reading ability was key. It was assumed that pupils with lower literacy levels would find reading difficult and therefore be reluctant to engage in reading and more importantly reading for pleasure. In addition, pupils were selected on the basis that they were not participating in alternative reading interventions; the impact of the alternative reading intervention could compromise the validity of the research. The researcher therefore wanted to ensure that it was the impact of the shared reading programme that had caused the changes to the participants reading attitudes, if this was indeed to be found (McLeod, 2008). 
For the purposes of the shared reading programme, a sample of six Year 12 pupils, all of whom were male, were selected using a volunteer/self-selected sampling technique. An advert requesting volunteers was displayed within the sixth form common room at the school and the opportunity to assist within the programme was advertised by the Head of Sixth Form during a morning briefing session with all Year 12 pupils. A volunteer/self-selected sample was deemed necessary for the purposes of this project as not only does this type of sampling allow the researcher to quickly and easily reach a wide selection of potential participants, it was felt that participants should want to partake within the shared reading programme because they held an interest in the topic area.

Conduct of the Research
Completion of pupil questionnaires
For the purposes of this action research project two data collection points were mandatory. Following the design and pilot of the pupil questionnaire, six pupils were selected via the sampling methods discussed previously. The pupils were requested to complete the questionnaire prior to participating in the shared reading programme (pre-intervention) and on completion of the shared reading programme (post-intervention).

Implementation of the shared reading programme
Making the shared reading programme a success meant that it was important for the researcher to meet with the Year 12 pupils prior to the start of the programme. This meeting provided the Year 12 pupils with initial training on how to develop the reading of their ‘buddy’. Emphasising the leadership role was vital; the Year 12 pupils were responsible for helping the younger pupils to select a book and for supporting their ‘buddy’ during shared reading (Theurer and Schmidt, 2008). Typically, during shared reading, the teacher selects an appropriate book. However, it was felt that to increase boys’ reading motivation, the Year 7 pupil should have ownership over their reading material (Pennac, 2006). Nevertheless, the Year 12 pupils were provided with guidance on what to do if the selected book was not deemed suitable as it was felt that poor readers may lack the skills to choose wisely. During the ‘buddy training’, the researcher provided examples of books that might be appropriate and also examples of books that might not have been suitable. A list of characteristics was created and given to each Year 12 pupil (Theurer and Schmidt, 2008). The Year 12 pupils were encouraged to:

· model fluency and expression while reading.
· read using different pitches and to create distinct voices for different characters. 
· read the title of the book and ask their buddy to make predictions about the book.
· stop the reading and question their ‘buddy’ about his comprehension of the text. 
· remember the importance of decoding unfamiliar words, sounding out words and looking for smaller words within big words. 
· take appropriate measures in the unlikely event that their ‘buddy’ failed to listen, engage or behave appropriately. 

The shared reading programme was scheduled to take place in the school library twice a week, during assembly/registration time, for the duration of six weeks. During the first session, the Year 7 pupils were introduced to the Year 12 pupils and time was given for each pupil, with the support and guidance from the Year 12 pupils, to choose a text for reading. Free choice was given; pupils were provided with a vast choice of reading material. Once a text had been chosen by each Year 7 pupil, all six pupils were provided with information concerning how to ‘share reading’. For instance, the person nominated to read would be chosen by the Year 7 pupil using a counter. If the counter was moved by the Year 7 pupil towards themselves, this indicated that they wished to read. If the counter was moved towards the centre of the pair, this indicated that the Year 7 pupil wanted to read with the Year 12 pupil. If the counter was moved by the Year 7 pupil towards the Year 12 pupil, this indicated that the younger pupil wished for the older pupil to read. It was made clear to the Year 7 pupils however that they could not opt out to read on every occasion. 

Interview with the Literacy Coordinator
The Literacy Coordinator was requested to participate in a semi-structured interview. The primary aim of the interview was to gain a deeper insight into boys’ attitudes towards reading. Not unlike the process used in the completion of the pupil questionnaires, the right to withdraw, anonymity and confidentiality were explained.
Despite initial questions being set, as this was a semi-structured interview, the researcher would be able to respond to the interviewee during the interview and vice versa. A ‘voice memo’ phone application would be used to record the responses from the interviewee during the interview. 

Research Analysis Methods
Quantitative data
Primarily, the responses derived from the pupil questionnaire were ‘coded’; transforming the material into a suitable format necessary for qualitative analysis (Denscombe, 2010). Coding will entail the attribution of a number to piece of data and a scoring key was devised for this purpose (appendix 2). For example, pupils were required to indicate, on a five-point Likert scale, their response to eleven statements (scale items) concerning reading: strongly agree (5), agree (4), neither agree or disagree (3), disagree (2), strongly disagree (1). The values on the Likert scale were used as a score for each pupil for each item, so that the pupil scored ‘five’ for strong agreement to a positive item, but ‘one’ for strong agreement to a negative item. For example, pupils who strongly agreed to the item “I enjoy reading” produced a score of 5, whereas pupils who strongly agreed to the item “Reading isn’t for boys” produced a score of 1. High scores indicated a more positive attitude towards reading. The pre-intervention scores were compared with the post-intervention scores. A series of tables and charts were used to enable the researcher to interpret, through visual cues, the data gathered from the pupil questionnaire.  
Qualitative data
The audio recording taken at the time of the interview was to be transcribed. Transcription was necessary for the researcher to search for themes within the data, and therefore make comparisons with the existing literature regarding boys’ attitudes towards reading.  Thematic analysis was utilised; this approach involves the detailed scrutiny of the text to pinpoint, examine and record patterns within the data. The advantages of employing thematic analysis are numerous. Thematic analysis offers a flexible method of analysing large data sets, which is relatively easy to learn, and therefore it is accessible to researchers with little or no qualitative research experience (Braun and Clarke, 2006).

4. ANALYSIS AND DISCUSSION

The aim of this action research project was to evaluate the effectiveness of a shared reading programme in improving boys’ attitudes towards reading and subsequently boys’ reading motivation. This evaluation was founded from a review of the existing literature concerning shared reading interventions and through the systematic collection of evidence from pupil participants within a particular school context. A description and analysis of the results is detailed within this section of the report. A selection of tables and charts are used as supplementary aids. A discussion surrounding the three research questions is detailed.  

Can the implementation of a shared reading programme improve boys’ attitudes towards reading?
A shared reading programme was implemented in the hope of improving boys’ attitudes towards reading. The shared reading programme included six Year 7 pupils, all of whom were selected due to their low literacy levels. From a review of the existing literature, it was anticipated that those pupils with lower than average literacy levels, would more likely than not, be reluctant readers (Rigney, 2010). A pre-intervention and post-intervention questionnaire was used to determine differences in attitudes towards reading. It was predicted that at the end of the six-week intervention, pupils would exhibit higher scores on the post-intervention questionnaire, suggesting a more positive attitude towards reading.
Table 1 reveals that almost all pupils held a more positive attitude towards reading, following completion of the shared reading programme. This is evident by looking at the sign of difference between the two scores (column C). One pupil’s (pupil 6) attitude towards reading did not improve following the shared reading intervention, and this is shown by the fact that the difference between his pre-intervention and post-intervention score was negative (-3).
Project researchers often wish to compare two sets of data to determine if there is a significant difference between them (Denscombe, 2010). A test of significance determines whether the differences between the two data sets were to be counted as showing a genuine effect, or dismissed due to chance fluctuation. The ‘Wilcoxon (T) Matched Pairs Signed Ranks Test’, one of the major tests used at ordinal level for testing differences, was chosen on the basis that it is used with ‘related’ data, from a ‘repeated measures’ design; the pupils in this action research project were asked to indicate their responses to the scale items on the questionnaire on two occasions (Coolican, 1999). Prior to statistical analysis, a null hypothesis was used as a starting point. A null hypothesis presumes that there is no significant difference between the two data sets. Researchers only treat differences as significant (real) when they find that there is a probability of less than 1 in 20, typically expressed as p < 0.05, that any difference between the two data sets is due to chance. If the difference between the two data sets is found to be significant, the alternative hypothesis is accepted, echoing the research prediction, in this instance, post-intervention scores will be higher than pre-intervention scores.
In column D, the size of the differences has been ‘ranked’, ignoring the sign, to convert the raw score values into ordinal data. The observed value of T was calculated by adding the ranks of the positive differences, then by adding the ranks of the negative differences, and then taking the smaller sum. Hence, T =1. In examination of the table of critical values (appendix 8), as the observed value (1) is less than the critical value (2), one can accept the alternative hypothesis (post-intervention scores will be higher than the pre-intervention scores) and reject the null hypothesis (there will be no difference between the pre-intervention and post-intervention scores), and conclude that there was a significant difference in boys’ attitudes towards reading following completion of the shared reading programme (p < 0.1).   

Table 1: Boys’ attitudes towards reading
	
	A
	B
	C
	D

	Pupil
(N=6)
	Pre-intervention score
	Post-intervention score
	Difference
	Rank of
Difference

	1
	36
	42
	6
	2.5

	2
	37
	37
	0
	-

	3
	37
	44
	7
	4

	4
	45
	51
	6
	2.5

	5
	33
	43
	10
	5

	6
	42
	39
	-3
	1


These findings relate to earlier research (Hyland, 2005; Alsubaie, 2015) and suggest that shared reading interventions are an effective tool in improving boys’ attitudes towards reading. However, an improvement in attitude does not necessarily result in improved motivation, and therefore an exploration into the relationship between shared reading practices and improvements in motivation was required.  

Can the implementation of a shared reading programme improve boys’ reading motivation?
A shared reading programme was implemented in the hope of not only improving boys’ attitudes towards reading, but in the hope of improving boys’ reading motivation. Research has highlighted the importance of motivation (Atkinson, 2006; Twist and Sainsbury, 2009); motivation is considered a personal quality and one that can directly influence learning. Research suggests that whatever learning pupils do is very much dependent on their individual level of effort and involvement (Galton et al 1999). Motivation therefore is particularly important when considering how best to increase the positive interactions boys have with reading.
To assess this view, pupils were required to indicate, pre-intervention and post-intervention, the frequency with which they read for pleasure. Pupils were asked to choose from one of four categories: 0-10 minutes, 10-20 minutes, 20-30 minutes, and more than 30 minutes. The data were coded, for example, the category of ‘0-10 minutes’ was given a value of 1, and the category of ‘more than 30 minutes’ was given a value of 4. The responses to ‘more than 30 minutes’ were considered more positive than those categories which were given a value of 3, 2, or 1. It was predicted that at the end of the six-week intervention, pupils would exhibit higher scores on the post-intervention questionnaire, indicating an improvement in reading motivation. 
Table 2 illustrates the pre-intervention and post-intervention scores, and illustrates that for three pupils, there was no difference in the time spent reading (column D). However, for three pupils, the time spent reading increased following completion of the shared reading programme. Pupil 3 indicated an increase in the time spent reading from 0-10 minutes a day, to 10-20 minutes a day. Pupil 4 indicated an increase in time spent reading from 10-20 minutes a day, to 20-30 minutes a day. Pupil 5 indicated an increase in time spent reading from 0-10 minutes a day, to more than 30 minutes a day. The results therefore, suggest that for some pupils, participation in the shared reading programme had a positive impact on the amount of time those pupils now spend reading. These findings relate to earlier research (Leou et al, 2009; Bogel, 2011) and suggest that shared reading interventions are an effective tool in improving boys’ reading motivation. 
Table 2 – Time spent reading for pleasure 
	
	A
	B
	C
	D

	Pupil
	Pre-intervention
Score
	Post-intervention
Score
	Difference
	Sign of difference

	1
	2
	2
	0
	

	2
	2
	2
	0
	

	3
	1
	2
	1
	+

	4
	2
	3
	1
	+

	5
	1
	4
	3
	+

	6
	1
	1
	0
	


	
However, it is unfortunate that statistical analyses could not be performed due to the small sample size used, and it is therefore difficult to report the significance of such results. This is a limitation of the research and reproductions of this action research project should include a larger sample size. It would also be beneficial to run a factor analysis so that the relationship between ‘attitude’ and ‘motivation’ can be explored further. The one-way ANOVA (analysis of variance) could help to assess not only whether a relationship between ‘attitude’ and ‘motivation’ exists, but to what extent. Unfortunately, even a simple scatterplot, if presented here, would indicate a misleading correlation due to the large data sets typically required (Denscombe, 2010). 

Does the use of an older male role model encourage a younger male reader to read?
Research suggests socio-cultural factors are responsible for the decline in literacy practices. It is suggested that boys fail to engage in reading practices to protect their sense of self-worth and to ‘fit-in’ with the cultural expectations of boys within a school context. It is suggested that boys do not engage with reading practices as they are seen as ‘girly’ (Duncan, 1999; Martino, 1999; Long, 2000; Younger et al 2005). Further research regarding peer conformity supports such claims, and indicates that peers are a main source of social influence and information. Furthermore, the pressure to conform to peers becomes particularly strong during adolescence (Cardwell and Flanagan, 2004).       
However, research suggests that pairing younger boys with older male role models, can be an advertisement for the pleasures of reading, therefore improving boys’ attitudes towards reading and potentially, reading motivation (Fountas and Pinnell, 1996; Hyland, 2005; Bogel 2011, Harrison 2012). Figure 1 illustrates the key findings regarding ‘influential characters’; it was felt that if an older male role model was key to reversing the negative stereotypically behaviour presented by boys within a school context, pupils, post-intervention, would choose male influential characters when asked “Who should encourage you to enjoy reading?” 

Figure 1: Influential characters
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The results suggest that prior to participation in the reading programme, all pupils perceived their mother as someone who should encourage enjoyment in reading. This finding remained consistent between the pre-intervention and post-intervention collection points. However, this is hardly surprising; the nature and role of the mother in child development is well documented. Research regarding attachment, “the disposition of a child to seek proximity to and contact a specific figure”, evolved from the early work of John Bowlby (1982, p.371), who suggested we have a natural and innate tendency to form strong emotional bonds with our mothers or primary caregivers. 
More recent studies have supported Bowlby’s claim and suggest that the tendency of a child to develop attachments with primary caregivers is biological and present at birth (Golding, 2007). Furthermore, Frey and Rothlsiberger (1999) suggest that parental relationships appear to be more important to boys than girls during adolescence. 
Interestingly, the number of boys who felt that their father should encourage enjoyment in reading doubled following completion of the reading programme. These findings may suggest that the use of an older male role model had a positive impact on improving boys’ attitudes towards reading. These findings may suggest that reading with an older male appealed to the younger male pupil. Perhaps the younger male pupil felt that typical negative stereotypes surrounding boys and reading could be ignored within the context of the situation. Perhaps the younger male pupil enjoyed the activity so much so that they now felt that their father should encourage reading at home. In the first instance, these results seem positive, although, a recent investigation into pupils’ preferences for a teacher indicated that the majority of boys and girls prioritise the effectiveness of the teacher, over the gender of the teacher (Skelton et al, 2009). Further research suggests that for the majority of children, the gender of the teacher has no significant effect on the motivation and engagement of either boys or girls (Carrington et al, 2007).  

Reading material
When questioned about reading preferences, pupils indicated reading a diverse range of materials. Figure 2 illustrates the frequencies provided. Non-fiction books and mysteries were a popular choice of reading material, as were websites, song lyrics, comics, joke books and posters. In contrast, newspapers, poems, and plays were not popular choices. These findings are consistent with previous research and suggest that choice of reading material is an important factor when considering how to motivate children to read (Chambers, 1991; Hall and Coles, 1999). Therefore, for reading practices, shared reading or otherwise to be enjoyable, a wide range of reading material must be available and accessible to pupils. Furthermore, the suggestion that pre-ICT pedagogies disadvantage boys is maintained. Figure 2 suggests that boys prefer electronic and digital text, and therefore, modern day pedagogies should incorporate digital materials where possible (Millard, 1997).
  
Figure 2: Preferred reading material  
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Reading environment
Pupils were asked prior to, and following the shared reading programme, “Where do you like reading?” Eight different options were provided and pupils were asked to tick all that applied: home, school library, classroom, friend’s house, local library, book club, outside and other. Figure 3 indicates that following completion of the reading programme, a higher number of pupils stated that they like to read at home, in the school library, in lessons and in their local library. It is particularly pleasing to note that of the six boys participating in the study, 5 of them stated that they liked to read in the school library, a proportion much larger than before participation in the reading programme. Furthermore, two pupils, following completion of the reading programme, indicated that they like to read in their local library. 

These findings could imply that the shared reading programme provided pupils with an opportunity to experience reading in a library. Without more in-depth questioning, it is difficult to assess the relationship between the shared reading programme and the results, which suggest that boys, following the shared reading programme, now consider the school library and for some the local library, an environment in which they like to read. However, the initial findings do support previous research and suggest that reading environment is an important factor in motivating children and young people to read. Chambers (1999) suggests that for the reading process to be repeated and for pupils to willingly engage in reading practices, psychologically speaking, one must experience a positive response. Books choice and reading environment are important factors to consider when exploring how best to improve the reading motivation of boys; reading must be done in surroundings that help concentration (Chambers, 1999).   

Figure 3: Reading environment
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In summary, the findings of this action research project suggest that shared reading interventions can improve boys’ attitudes towards reading, and to some extent, can be used to motivate pupils to read for pleasure. The findings suggest that pupils, following participation in the programme, looked to male role models more so than prior to participation, as characters that should encourage reading for enjoyment. The importance of material choice and reading environment, as suggested in previous research, was evident.  






Limitations and recommendations for future research

The limitations of this action research project are important in evaluating the value of the research and can be addressed with reference to the design, materials, sample and procedure used. 

Design and materials
It was the intention of the researcher to hold a semi-structured interview with the Literacy Coordinator at the school. It was anticipated that the Literacy Coordinator would offer an accurate insight into the field of boys’ literacy due to her position held within the school; the Literacy Coordinator is considered a ‘key player’ within the field of literacy and had led developments in literacy within the school. However, the interview was not conducted as planned due to unforeseen circumstances, and subsequently, triangulation of the data was not possible. This is a considerable disadvantage; triangulation is particularly important in the formation of conclusions because it provides a more holistic view of the setting being investigated (Denscombe, 2010). Reproductions of this action research study should therefore consider including a third data set, potentially an interview with the Learning Resource Centre (LRC) manager within the school. The LRC manager is responsible for the day to day operation of the LRC and is likely to have knowledge about the reading habits of boys within the school. 

Secondly, this action research study employed qualitative data collection methods, in the form of pre-intervention and post-intervention questionnaires. Consequently, pupils’ thoughts and feelings about the topic of reading relied heavily on subjective self-report measures. Unfortunately, self-report measures such as questionnaires are plagued by ‘response sets’; at times, participants may choose to respond to statements or scale items in ways that are complimentary to the respondent, rather than telling the absolute truth (Murphy and Davidshofer, 2001). The effect of ‘acquiescence response set’, the tendency for participants to agree rather than disagree to scale items, was limited in part due to the random allocation of negative and positive items. For example, statement one required a response to “I enjoy reading”, while statement two required a response to “Reading isn’t for boys”. However, the response set of ‘social desirability’ can also influence the manner in which participants respond to self-report measures. Social desirability is the tendency of participants to display oneself in a positive light and therefore deny perceptions, attitudes and behaviours that may be deemed socially unacceptable (Coolican, 1999). The design of the pupil questionnaire was therefore potentially flawed; although participants were asked to answer honestly and accurately, the response set of social desirability cannot be totally eliminated. It could be argued that due to the power imbalance between teacher and pupil, the effect of ‘social desirability’ was intensified, due to the fact that the pupils wouldn’t want to displease the teacher – pupils typically know what they ought to say and may have kept their real views hidden. The fact that the Year 12 pupils also sat alongside the Year 7 pupils for completion of the questionnaire potentially compromises the data, especially the post-intervention questionnaire where the Year 7 pupils may well have wanted to please the Year 12 student as well as the teacher. Future replications of this action research project, in which the Year 7 pupils are asked to complete the questionnaire unaccompanied would be beneficial. 

Reliability and Validity
Two concepts are vital in evaluating self-report measures. Reliability is the first requirement for good measurement; the measure should produce consistent or reliable scores. Secondly, the measure should generate correct or valid inferences about the person being measured (Murphy and Davidshofer, 2001). Evaluating the questionnaire used within this action research project, in terms of its reliability and validity, is therefore is an important aspect to consider before additional cycles of action research are planned. This is particularly important because the results gained from such research are used to inform school policy and as a basis for making decisions about school practice.  
Reproduction of this action research project should include an evaluation of the reliability and validity of the self-report measure utilised throughout.  Estimating the reliability of the pupil questionnaire is important in determining whether it was a good measurement. Some variability in scores is expected; all methods of measurement are subject to some degree of error. However, the goal of reliability testing is to establish how much of the variance in test scores is due to errors in measurement. There are many methods of estimating test reliability and the most common method is the test-retest method (Murphy and Davidshofer, 2001). 
The test-retest method determines the extent to which scores are consistent from one administration to the next. Therefore, to assess the reliability of the pupil questionnaire, the same group of pupils could be asked to complete the questionnaire on two different occasions, and a correlation between their responses provided on the first questionnaire and their responses on the ‘retest’ can be used to estimate reliability. It is however important to note that boys’ attitudes towards reading may change between the first and second test, and therefore, the interval between ‘test’ and ‘retest’ must not be overly short or overly long.  
The validity of such inferences is referred to as ‘validity of measurement’, that is, whether the questionnaire used in this action research project actually measured what it intended to measure. Concurrent validity is the extent to which the scores on the original self-report measure, in this case, scores derived from the pupil questionnaires, conform with those on another valid measure, taken at the same time, and reproductions of this action research project should include as assessment of validity. For example, if the pupil questionnaire is validated by comparison with a currently existing test known to have good validity, the study would have concurrent validity. The results are therefore more generalisable (Coolican, 1999).     

Sample
This action research study comprised a sample of six Year 7 pupils. Given the small sample size, careful interpretation of the findings is warranted. The non-random, purposive sampling strategy limits the ability to generalise the findings to a wider population, therefore reducing the external validity of the research. The choice of sample presents limitations in terms of generalising the findings to a wide variety of age groups, as older pupils, for example Year 8 and Year 9 pupils, were not represented in this research. The findings relate to one geographical region, also rendering the research less generalisable. A replication of this action research study, involving a larger sample of pupils, is required before any certainty can be attached to the value of this study. The recruitment of different age groups could enhance the external validity of the research within this field. Future shared reading programmes should include pupils from other year groups within the school. It was recognised by the researcher that the sample was in one way biased, but it was assumed that pupils with low literacy levels would have poorer attitudes towards reading and therefore would be less motivated to read. However, a larger sample, comprising pupils of all abilities should also be considered. Samples such as this would allow confidence in generalisability and furthermore provide practical methods of increasing the statistical power of the study (Coolican, 1999; Denscombe, 2010). 

Procedure
The data collection procedure involved asking participants to complete a pre-intervention and post-intervention questionnaire. However, data collection conditions in which the participants completed the questionnaire were inadequate. The younger pupils sat alongside their reading buddies during questionnaire completion; although the pupil questionnaire had been piloted during its design phase, it was felt that if the younger pupils required help reading or understanding the different questions within the questionnaire, the older pupils would be on hand to provide support. In hindsight, the older pupils may have potentially influenced the responses provided by the younger pupils; some pupils may have provided socially desirable responses as they would have not wanted to embarrass themselves. Due to the methodological limitations, future research should be considered.
















5. CONCLUSIONS AND RECOMMENDATIONS

The research suggests that the benefits of reading are numerous. Well-developed literacy skills support effective learning and provide students with the skills necessary to achieve success within education, work and society. Through reading, pupils can develop not only intellectually, but culturally, spiritually, emotionally, and socially. However, the literature, by contrast, suggests that reading for pleasure is declining and the political concerns regarding boys’ reading are growing. These concerns are both historical and entrenched. Research suggests a significant gender gap in reading in favour of girls; boys’ attitudes towards reading, the amount of time boys spend reading and boys’ performance in reading are all poorer than girls. 
Hence, the aim of this action research project was to evaluate the effectiveness of a shared reading programme in improving boys’ attitudes towards reading and therefore increase boys’ reading motivation. This evaluation was founded from a review of the existing literature concerning shared reading interventions and through the systematic collection of evidence from pupil participants within a particular school context. 
Prior to data collection, three research questions were established from a review of literature surrounding boys’ reading habits and preferences:
1. Can the implementation of a shared reading programme improve boys’ attitudes towards reading?
2. Can the implementation of a shared reading programme increase boys’ reading motivation? 
3. Does the use of an older male role model encourage a younger male reader to read? 

Shared reading programmes were suggested in ‘Guided reading: Good first teaching for all children’, due to the very fact that such programmes provide an environment in which pupils’ reading skills can be ‘scaffolded’ by their peers (Fountas and Pinnell, 1996). Shared reading programmes foster a sense of community because children can talk, think, listen and join in the reading (Parkes, 2000). Shared reading programmes provide literacy support for children because children learn literacy through an adult who provides a model for reading (Campbell, 2001). 
Evidence collection originated from pupil questionnaires. The strengths and limitations of the research were discussed, and conclusions have been drawn. What has emerged is a formative, as opposed to summative body of research, which has prompted further questions. An insight into how to amend school policy and school practice has been offered. The conclusions and recommendations drawn from this action research project are as follows.
In conclusion, shared reading seems to be an effective way of improving boys’ attitudes towards reading and to some extent reading motivation. It could be argued that the success of the shared reading programme can be attributed to the relationship built between the younger and older pupils throughout the duration of the programme. The number of boys who felt that their father should encourage enjoyment in reading doubled following completion of the reading programme, and it is these findings which may suggest that the use of an older male role model had a positive impact on improving boys’ attitudes towards reading. Reading material and reading environment were also considered important contributory factors for reading enjoyment. The findings support current research and suggest that shared reading is an effective way to improve boys’ attitudes towards reading and potentially reading motivation. 

Recommendations 
The aim of this action research project was to inform school policy and school practice, and therefore several recommendations based on the findings have been proposed. 
1. Create a culture within the school environment which will encourage boys to be enthusiastic readers.
2. Introduce a long-term shared reading programme and evaluate its effectiveness in improving boys’ reading motivation.
3. Develop home – school links to encourage and support parents/guardians in creating a culture within the home environment which will enable boys to be enthusiastic readers.


1. Creating a culture within the school environment which will encourage pupils to be enthusiastic readers.
The findings suggest that the school library was a preferred reading location for many of the participants following completion of the shared reading programme. The LRC not only offers resources that support the school curriculum, but offers resources that could be used to develop a love of books and other reading materials. A wide range of reading material is available; fiction, non-fiction, magazines, newspapers, anthologies, and graphic novels. The LRC manager operates the LRC and does well to create the right environment. For example, pupils have access to the school library catalogue, which is searchable online at school and at home. The catalogue includes 20,000 books and resources, in addition to many approved websites. In the LRC, pupils have access to several computers, with internet access, and a printer. As well as a study space, the LRC offers many informal reading areas; beanbags, comfortable chairs are an option, therefore offering not only a diverse selection of reading materials but also a comfortable environment in which to read.   
Furthermore, research suggests that the day-to-day operation of the most effective school libraries occurs when it is underpinned by school policy and linked to the School Improvement Plan (Osborne, online). Currently, the School Improvement Plan includes six key school improvement priorities. Priority four makes specific reference to the learning environment and suggests that further improvements to the learning environment, both physically and digitally, are to be made. Indeed, recent funding has allowed for a refurbishment of the LRC. However, there is no reference to how the LRC intends to support the school in achieving its targets. Therefore, suggestions on how the profile of the LRC could be raised should be sought and considered. 
Firstly, perhaps the school could open the LRC before the start of the school day to provide further opportunities for pupils to engage with reading material. This would of course be determined by staff capacity, but older pupils, for example, pupils from Year 12 and 13, could be trained to run the operational routines of the LRC. This would provide additional opportunities for pupils to read. Furthermore, although the LRC supports classes in developing pupils’ independent research and learning skills, there is no official book club in operation in the school. A book club which offers shared reading opportunities could be offered before the start of the school day.
Research also suggests that Learning Resource Centres need to be ‘owned’ by everyone to be effective, and therefore, all pupils within the school should be given the opportunity to suggest reading materials and how improvements to the LRC environment can be made (Osborne, online). Indeed, pupils at the school are regularly asked about their viewpoints. The School Council meet half termly and it is this forum that provides pupils with the opportunity to voice their opinions about several school issues. The school council is comprised of two elected representatives from each year group, one male and one female. The Head Boy and Head Girl chair the meetings. In addition, form captain meetings also provide a forum for pupils to express their opinions about the school and how improvements to it can be made. Form captains, two pupils elected from each form group across the school, meet with their Head of Year during calendared meetings throughout the academic year. However, school council and form captain meetings could follow a specific literacy agenda. Research suggests that boys enjoy reading different materials to girls and for different reasons (Clarke and Foster, 2005). Investing in ‘boy friendly’ stock on the recommendation of the male pupils through said forums could offer a way of improving boys’ reading motivation. Investing in new stock does require significant funding, although this need not be the case. Books could be purchased from charity shops at a reduced cost or relevant book lists could be shared with parents/guardians alongside a request to donate these texts to the school.  

0. Introduce a long-term ‘shared reading’ programme and evaluate its effectiveness in improving boys’ reading motivation.
In addition to making the LRC at the school more accessible to pupils, and in addition to the encouragement of boys reading around their personal interests, the involvement of male staff and older male pupils in a long-term shared reading programme should be considered. 
Although a recent investigation into pupils’ preferences for a teacher indicated that the majority of boys and girls prioritise the effectiveness of the teacher, over the gender of the teacher (Skelton et al, 2009), it is clear that in this action research project, a larger number of boys, post intervention, felt that their father should encourage enjoyment in reading. Furthermore, Frey and Rothlsiberger (1999) suggest that parental relationships appear to be more important to boys than girls during adolescence, which adds further support to the use of male role models in shared reading interventions.
However, before proceeding with the shared reading programme, if the programme was to operate long-term, careful planning would be necessary. Decisions on who, where, when and how need to be made. First and foremost, it could be difficult to find appropriate mentors. Currently the school has 130 sixth form pupils on roll and only 43 are male. Furthermore, many sixth form pupils do not attend school during the morning; sixth form pupils, as long as they attend their timetabled lessons, choose when to attend school and return home. Year 10 and Year 11 pupils in the school would be unable to participate within the shared reading programme due to their pre-existing commitments to the English and Mathematics Departments within the school; all Year 10 and Year 11 pupils receive additional tuition in English and mathematics in preparation for their KS4 examinations. Furthermore, all staff within the school hold pre-existing responsibilities; the majority of the staff are form tutors and would be unable to participate in the shared reading programme if the programme was to operate during registration time. However, on a more positive note, sixth form students, as part of their Welsh Baccalaureate qualification, are required to give thirty hours of their time to ‘make a difference’ in their community. This has in the past meant that pupils look for opportunities within our school community to assist teachers with the running of small mentoring schemes. Other methods of motivating mentors could include advertising the benefits of volunteering for UCAS applications or providing small monetary rewards, for example book tokens. Advertising in the common room for mentors was successful in this action research project and it is hoped that this method of recruitment would prove successful in the future. 
It is important that all mentors (older male role models) are trained in advance to the operation of the shared reading programme. Training could be organised and completed by the LRC manager; the LRC manager is available during registration. If the shared reading programme was to take place in the LRC, the presence of the LRC manager or an alternative member of staff, would be necessary, to meet health and safety conditions. Also, staff should be present to deal with any issues or concerns the pupils may have.
Selecting mentees would be less of an issue. Vast amounts of data are held about all pupils within the school and it is this data which could be used to select potential participants. Prior to joining the school, the Head of Year 7 makes regular visits to all the feeder primary schools, and it is through these ‘transition’ meetings that disengaged pupils are identified. In addition to this information, each feeder primary school provides a range of KS2 data, which could be used to identify poor readers. Recalling what Daniel Rigney suggested is particularly noteworthy here, and therefore, reversing negative attitudes to readings promptly is crucial, “While good readers gain new skills very rapidly, and very quickly move from learning to read to reading to learn, poor readers become increasingly frustrated with the act of reading, and try to avoid reading where possible” (Rigney, 2010, p. 76). Other pupil assessments at secondary level include Cognitive Ability Tests (CATs) and National Reading and Numeracy Tests, both of which could be used to identify poor or reluctant readers.
It is important to note here that in addition to the factor of gender, there may be additional factors that influence a pupils’ motivation and performance. Analysis of the attainment data illustrates that, in reality, it is likely that a combination of factors have a greater influence on educational attainment than gender alone, “the social class attainment gap at Key Stage 4 is three times as wide as the gender gap” (DfES, 2007, p.4). Therefore, including eFSM pupils in the selection criteria will be crucial, particularly in light of the school context; 27% of the pupils are eligible for free school meals (eFSM), a percentage substantively higher than the national average of 17.4%, and reducing the attainment gap between eFSM pupils and non-eFSM pupils remains a priority for the school. 
The findings from this action research project suggest that the school library was a preferred reading location for many of the participants following completion of the shared reading programme. Therefore, the school should use the Learning Resource Centre (LRC) within the school to run termly shared reading programmes. The LRC is accessible during registration time and it is suggested that, in concordance to the operation of this action research project, the long-term shared reading programme should operate during this time. It is important that the terms of confidentially and anonymity remain. Many pupils in the school frequently leave lessons or registration to participate in ‘catch up’ sessions, and although this is the ‘norm’, pupils often do not want to be identified as requiring additional support. 
0. Developing home-school links to encourage and support parents/guardians in creating a culture within the home environment which will enable boys to become enthusiastic readers.
Research suggests that parents have the greatest influence on their child’s educational development (Elliott and Hewison, 1994). Furthermore, results from this action research project support this view; participants clearly felt that their mother or father should encourage them to enjoy reading, and therefore encouraging family reading should be a school priority. Clearly, the creation of a reading culture within the home environment will further enable pupils to become enthusiastic readers. The implementation of information evenings to raise the profile of shared reading is therefore considered. 
The transition period within the school, which supports the transition of Year 6 pupils, begins in the June of each academic year. During each transition period, Year 6 pupils visit the school and parents are invited to a ‘New Parents’ Evening’. During this meeting parents are provided with a plethora of information regarding the school. Furthermore, shortly after the start of the new academic year, Year 7 parents are invited to a Numeracy Support Evening. During this meeting, parents are provided with a range of strategies that could be used by parents to support their child/children at home. For example, the Mathematics Department at the school uses the ‘mathswatch’ website as a tool to develop pupils’ numeracy skills. During the Numeracy Support Evening, parents are given a demonstration on how to use this website and are encouraged to explore it with their children. In contrast, parents are not invited to a Literacy Support Meeting, and it is through such meetings that the first steps in creating the correct home culture could be made. One limitation of this action research project was that the parents were not questioned about the reading culture at home. Such meetings could provide opportunities for staff to discuss with parents the importance of reading at home. Furthermore, strategies and ideas about how to fit reading into everyday life could be suggested, with specific reference to shared reading. Parents could be provided with information regarding the local town library, given a tour of the LRC within the school and given guidance on how to use the online catalogue, in the hope that parents will further encourage their child/children to use such resources. The importance of parents modelling reading themselves needs to be encouraged. 
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Appendix 1: Pupil questionnaire
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Appendix 2: Scoring key
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Appendix 3: Data matrix - what do you think about reading?
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Appendix 4: Data matrix - where do you like reading?
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Appendix 5: Data matrix - what do you like to read?
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Appendix 6: Data matrix – who should encourage you to enjoy reading?
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Appendix 7: Data matrix – how much time do you spend reading outside of school each day?
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Appendix 8: Critical Values of T in the Wilcoxon Signed Ranks Test
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Calculated T must be EQUAL to or LESS THAN the table (critical) value for significance at level shown. 

SOURCE: http://www.stat.ufl.edu/~winner/tables/wilcox_signrank.pdf
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