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Introduction (600 words approx.) 

Reading is an essential skill. It is arguably, as Lemov et al. contend, the single most important skill taught in school – the one on which all others depend, with its “enduring power to shape and develop minds.” (Lemov et al., 2016: 1) Alongside oracy and writing, reading is a decisive factor in educational achievement in all subject areas (Shilvock, 2004: 200; Ritchie & Bates, 2013: 1301) and facilitates lifelong learning (Jerrim & Shure, 2016: 86.). There is a significant positive association between childhood reading achievement and socio-economic status in adult life (Ritchie & Bates, 2013: 1305); and it also plays an important role in equipping individuals with the skills they require to navigate successfully through the complex dimensions of adult life in our rapidly changing, information-based world (Moje et al., 2000: 400; Shanahan, 2014: 8; and Shilvok, 2004: 200).

All things being equal, beginning readers progress steadily from decoding "visual patterns and their phonemic pronunciations”, to passage fluency, before moving onto ever more complex comprehension and criticality (Afferlach et al. 2008: 368; Fisher et al., 2017: 10). For reasons yet unclear, Wales has consistently faired poorer than most other countries in Europe when it comes to reading (Estyn, 2015: 1). In their detailed analysis of the Organisation for Economic Cooperation’s 2015 Programme of International Student Assessment (PISA) results, Jerrim & Shure note that there are 22 other countries where the average reading score is more than 20 points higher than in Wales (Jerrim & Shure, 2016: 85).  Moreover, one fifth of all 15-year-olds in Wales lack basic reading skills, with the highest-achieving Welsh pupils remaining “more than 20 PISA test points (eight months of schooling) behind the highest achieving pupils in 32 other countries” (ibid.).

School X – a secondary comprehensive in South Wales where the present research took place – also has low levels of literacy in Key Stage 3. According to unpublished data provided by the school, 26% of the current Year 7 cohort have a reading age below the functional literacy age of 9.5 years. Moreover, the total number of pupils with additional learning needs at the school is significantly higher than the 20% average for Wales (ibid.). On average, the set 4 year 9 class from which the research sample was drawn were 5 years below their chronological reading age. Just over half the class was registered with an additional learning need.
[insert table.]

As part of my professional teaching experience at School X, I set out to evaluate the impact that a reading comprehension intervention known as reciprocal teaching would have on low-achieving students. Specifically, my study sought to determine whether reciprocal teaching would improve the ability of my low-achieving year 9 students to answer literal, inferential and prior knowledge type questions? Not only was this research question something I felt personally passionate about as a subject, but it was also clear that the project would be aligned with the Welsh Government’s education reform priorities. In its National Literacy and Numeracy Framework (LNF) (Welsh Government, 2016) as well as with the more recent adoption of Graham Donaldson’s “widely supported” recommendations for a transformational new curriculum (Welsh Government, 2017: 17), the Welsh Government has signalled that raising standards of literacy was at heart of its education reform agenda. ...
As I was keen to secure the best outcomes for learners in the class, and ensure that my pedagogic practice was innovative and drew on the latest research findings, I began the project with a literature review.

Literature Review

Reading comprehension

The general consensus in the literature reviewed for this study is that reading comprehension is dependent on the reader’s ability to recognise known words and to decode unfamiliar ones (Lemov et al, 2016; Okkinga et al., 2018; Davidson et al.; Palincsar and Brown, 1984). Decoding errors can and do persist well past the age that letter sounds and patterns are taught as part of the school curriculum (Lemov et al, 2016), especially in children with Autistic Spectrum Disorder (ASD) (Davidson et al., 2018) and dyslexia (Lawrence, 2009). However, assuming a reasonable facility with decoding, the main predictors of reading comprehension appear to be vocabulary knowledge and the adequacy of the strategies readers use to “enhance understanding and retention” and “circumvent comprehension failures” (Palincsar & Brown, 1984: 118; Okkinga et al., 2018: 21; Petty, 2014: 155; Davidson et al., 2018; Afferlach, 2008). The literature shows that when strong or mature readers encounter unfamiliar concepts or recognise that they do not have a firm grasp on what they’ve read, they can “debug” and fix the comprehension failure. Poor comprehenders can’t.

But although there is agreement on the need to employ "goal-directed" reading strategies (Affelach et al., 2008; Oczkus, 2013; Fischer et al., 2017), the array of potential strategies can initially be bewildering. Fisher and Frey (2008) note at least 50 different instructional strategies for helping learners to read. In addition, there are strategies that help students understand text through an analysis of text structures and features (e.g. plot, setting, literary and presentational devices); and also explicit reading comprehension strategies based on the behaviour of good readers. Nevertheless, there is considerable agreement among them. Underpinning most of these strategies is the constructivist view that readers are more than just the passive recipients of information they were once assumed to be. Reading is no longer just “an endeavour to extract successfully (the author’s) meaning from the text” (Cairney, 1990: 15). Rather, it is the active process of constructing meaning – a “transaction of three key elements (reader, text and context)”, that builds on prior knowledge and encourages critical thinking (ibid.). This is important because it suggests that the goal of any reading strategy must be to move readers away from a mere "struggle to ‘read the words’” and towards the higher-order thinking skills that will be required of them in the 21st century (Lemov, 2018). It also suggests a change to what happens in the classroom: increasing the emphasis on reading strategy instruction -  in particular, those that encourage “active student participation (Stricklin, 2011), “deep learning” (Fischer et al., 2017) and  "defosselise” the skill of reading (Afferlach et al., 2008: 369) to help students become confident, independent readers. 

There is also agreement on the “functions common to all” effective comprehension strategies; that is, they enable readers to: 1) understand the purposes of the text, 2) activate relevant prior knowledge, 3) focus on the main idea, 4) evaluate content for internal consistency, 5) monitor ongoing comprehension as it occurs, and 6) make and validate inferences based on the text. (Palincsar & Brown, 1984: 120) 

Reciprocal teaching was designed to achieve all of the above.

Reciprocal teaching

Reciprocal teaching (RT) - also known as reciprocal reading or reading detectives - is an instructional technique first developed by Palincsar and Brown to improve the ability of readers with comprehension difficulties to generate, clarify and check their understanding of texts (Palincsar & Brown, 1984; Petty, 2014; Harper et al., 2010). It's method of “student-led”, “peer assisted” dialogic learning (Fischer et al., 2017) has its origins in the theories of “guided learning” developed by the founder of social constructivism, Lev Vygotsksy (Mitchell, 2014: 134). 

Vygotsky postulated that the process of learning was analogous to an apprenticeship in which the student first plays the role of spectator, observing the master at work, and then gradually takes on increased responsibility before gaining independent competence (Mitchell, 2014).  Teaching, in this sense, is “proleptic” in that it anticipates the gradual release of responsibility from teacher to student and the gradual internalisation of the skill by the pupil (Palincsar & Brown, 1984: 123 & 153). Likewise, the central hypothesis of RT is that students can, with guidance and practice, internalise the strategies used by good readers (Harper et al., 2010). 
 
Vygotsky also put forward the related idea that learning was mediated by “expert scaffolding” within the pupil’s “zone of proximal development” (Palincsar & Brown, 1984: 123). By this he meant that the role of the expert or teacher was to take the novice from the point where they are unable to perform a task without assistance and guide their development to the point where instruction was no longer required (Mitchell, 2014). In addition, Palincsar and Brown were also influenced by Vygotsky and Piaget’s idea that learning takes place on both a social and individual level, and that it is through interaction with other learners that an individual’s knowledge is reinforced, clarified and expanded (Fischer et al, 2017: 105). Thus, one of the core design principles of RT is that provides structured interaction with for students with their teachers and more-skilled peers (Mitchell, 2014).

***
In taking a closer look at the components of Palincsar and Brown’s method, this review will use the framework established by Okkinga et al. (2018) who identified three “instructional principles” of RT: namely, comprehension strategies, scaffolding and student practice.

Comprehension strategies

In reciprocal teaching, students work in small, peer-led groups to 1) summarise the main ideas of a text, 2) generate questions to aid their understanding of it, 3) clarify unfamiliar words or confusing passages, and 4) make predictions about what will happen next (Fisher et al., 2017; Harper et al., 2010). Palincscar and Brown were keen to emphasise the interrelatedness of each strategy. In their original design, all four strategies were meant to be applied “in the context of a dialogue between student and teacher” centred on a clear purpose: namely, that of “deriving meaning from the text” (Palincsar and Brown, 1984: 120). 

Thus, contrary to the claims of Weedman and Weedman, reciprocal teaching does not approach comprehension as a “sequential problem-solving activity” (Weedman & Weedman, 2001: 43). The skills should not be “decontextualised” or “isolated” (Palincsar & Brown, 1984: 122), and “do not need to be performed in a strict order” (Fisher et al., 2017: 127; Oczkus, 2013: 34). This being said, when introducing the strategies to pupils in real classrooms in whole-class (as opposed to experimental) settings, it is not unusual for lessons to focus on one central strategy (cf. Okkinga et al., 2018: 28) before students begin rotating freely through all four as and when required (Oczkus, 2013; Harper et al., 2010; Fisher et al., 2017).
Summarising is both “comprehension-fostering” and “comprehension-monitoring” (Palincsar & Brown, 1984: 121) in the sense that it requires poor comprehenders to establish the literal meaning of a passage first (cf. Lemov, 2016: 223), condense the text down to its essential points (blocking out any trivia and redundant information), and finally reviewing whether they have understood what they’ve read by restating it (Fisher et al., 2017; Okkinga et al, 2018; Mitchell, 2014). This metacognition is crucial in helping struggling readers to develop awareness of their own “comprehension failures” and, in group settings, to help correct the mistakes of their peers. 

Questioning plays an equally important role. However, unlike direct instruction where questions are generated by the teacher and answered by learners, reciprocal teaching encourages “more personal involvement” from students by requiring them to develop “inferential and evaluative questions” based on the text (Fisher et al., 2017: 110; Mitchell, 2014). Specifically, pupils learn how to formulate three types of questions about the material they’ve read, based on Pearson and Johnson’s three question categories (Fisher et al., 2017; Weedman & Weedman, 2010): 

· Text explicit questions – that is, questions about information directly stated in the text;
· Text implicit questions – that is, questions about information implied by the text which requires them to consider and clarify its meaning; and,
· Script implicit questions – that is, questions that seek to draw connections between the text and student’s prior knowledge and also encourage predictions. 

Clarifying is a strategy that further extends the critical evaluation functions pupils develop through questioning and summarising. Its main purpose is to prompt a deliberate act of “self-questioning” (Affelach et al, 2008: 368; Okkinga et al, 2018: 26) that is intended to help pupils identify barriers to comprehension and counteract any “inappropriate and ineffective” strategies they may have developed before. Students learn how to look for context clues, use word parts to determine meaning, re-read texts, discuss the meaning of words with others and use dictionary for the meaning of difficult words (Fisher et al., 2017; Blane, 2011; Mitchell, 2014). However, as the overall goal is reading for comprehension, clarifying and predicting only takes place when it is useful or necessary (Petty, 2014).

In learning how to make predictions, poor comprehenders begin to activate prior knowledge and make connections between the texts they read and what they already know (Okkinga et al, 2018; Harper et al., 2010). Typically, prior to reading, students are instructed to make predictions based on text features and content, justify their views, and evaluate them during and after the text has been read. (Okkinga et al, 2018; Harper et al., 2010) The connection between background knowledge and reading comprehension is well established in the literature and is perhaps best illustrated by the experiments of Rech and Leslie (cited in Lemov et al, 2016: 119). In their research, Rech and Leslie found that “weaker’ readers outperformed ‘stronger’ readers on comprehension questions because their prior knowledge of the text’s subject matter (baseball) gave them the ‘context’ to understand what they were reading (ibid.). As Cairney has noted elsewhere, activating information already held in memory provides readers with a structure “within which to fit information” and thus places “less demands...on their working memories.” (Cairney, 1990: 86)

Taken as a whole, the comprehension strategies outlined above are either identifical to or develop the skills and competencies detailed in the Literacy and Numeracy Framework. Reciprocal teaching enables leaners to “use their knowledge of word roots, grammar, context and content” to “make sense of words, sentences and whole texts” - that is clarifying in a nutshell. Reciprocal teaching also presents an opportunity to try out some of the reading strategies mentioned in the LNF, in particular: close reading of texts, annotation and prediction. Skimming and scanning can be integrated into work of reading groups too. Moreover, the LNF highlights the importance of reading comprehension and notes that key skills include: reading with concentration, being able to select the main points of a text, citing evidence for views and making inferences. 

Scaffolding and independent learning

As noted above, the second and third principles of RT are scaffolding and independent learning. Cairney  defines scaffolding as ‘the behaviour of any person(s) designed to help a student engage in some aspect of learning beyond their actual level of development.” (Cairney, 1990: 27) True to its constructivist roots, this definition includes support from both teachers and peers, but as Cairney notes, any support that is provided should not take responsibility away from the learner. Ultimately, any type of “cognitive bootstrapping” must be premised on the student’s ownership of their learning journey and must be temporary in nature (Mitchell, 2014: 136). The end goal is ultimately for students to begin to use the reading strategies independently and unconsciously. (Fisher and Frey, 2008: 19.)
In RT, teacher-assisted learning most obviously takes the form of modelling the comprehension strategies in the “instruction” and “guided practice” stages of the process as well as coaching in the independent practice or ”group sharing” stage (Weedman & Weedman, 2001: 46; Petty, 2014: 156). However, in both whole-class and small group settings, the teacher also establishes a clear purpose for each lesson, controls the complexity of tasks undertaken (through differentiation), provides prompts, points out key features and success criteria, motivates and maintains their interest and, crucially, provides feedback (Mitchell, 2014; Blane, 2011; Fisher and Frey, 2008). This view echoes that of Joseph Bruner, the constructivist theorist who suggests that scaffolding enables the teacher to, amongst other things, control the focus of attention and segment the task at hand (cited in Cairney, 1990: 26). While some have criticised Bruner for placing too much responsibility/power in the hands of the teacher, Cairney thinks the criticisms go too far in reducing the role of the teacher to one equivalent with the learner (ibid.).

Peer-assisted learning is undoubtedly one of the most crucial aspects of reciprocal teaching, constituting as it does the “reciprocal” element of reciprocal teaching. The process enables students to provide modelling for and feedback to each other, to fill in experiential gaps and to collaborate and problem solve together (Palincsar and Brown, 1984; Blane, 2011; Harper et al., 2010). But, as Rojas-Drummond and others have noted, “researchers have differed in their assessments of the educational value of putting children into small groups to work and talk together.” (Rojas-Drummond et al., 2012: 140) As anyone who’s ever been in front of a classroom can tell you, off-task chatter is hardly unheard of. The consensus view appears to be that a significant contributing factor is the fact that children are not taught how to talk effectively in situations requiring cooperation and shared learning (Rojas-Drummond et al., 2012; Fisher et al., 2017) “The ability to enter and exit conversations, take turns, pose and answer questions, and build on each other’s ideas comes in part from direct experiences with peers.” (Fisher et al., 2017: 106) Reciprocal teaching achieves these ends by assigning individual students clear roles - predictor, questioner, clarifier, and summarizer – enabling them to rotate between them as required, and focusing the dialogue on the overall enterprise of creating meaning from the text (Oczkus, 2013).

The effectiveness of RT

Reciprocal teaching has been implemented in many different settings since Palincsar and Brown’s initial studies; the technique has also been adapted to suit a much wider range of beneficiaries than originally envisaged, including people learning English as an additional language (Harper et al., 2010; Mitchell, 2014; Okkinga et al., 2018). Nevertheless, the results have (for the most part) been similar and a substantial base of research evidence and literature on the subject presents an unambiguous picture of its effectiveness. It is generally accepted that reciprocal teaching has a large effect size of 0.86: i.e.  the standard deviation between average scores of the experimental and control groups in reciprocal teaching studies is 0.86, where 0.5 represents the difference between one grade at GCSE and A-level and a standard deviation of 1 represents 2 grades (Petty, 2014: 55 & 154; Okkinga et al., 2018). 

In David and Melissa Weedman’s study, on which the present one was in part based, 60% of pupils improved their ability to answer factual questions as a result of the intervention; while 75% improved their ability to answer inferred and prior knowledge questions (Weedman and Weedman, 2001: 46) But what is more impressive still about the evidence in favour of reciprocal teaching is that the effect size is “for comprehension skill generally”; and furthermore, that the skills gained have not only been integrated into normal reading practice but the overall results shown to be durable (Petty, 2014; Oczkus, 2013). Studies have also reported increased confidence with struggling readers (Rosenshine & Meister, 1994 cited in Oczkus, 2013: 35); as well as gains in critical thinking skills (Weedman and Weedman, 2001).
 
Recently, however, the work of Okkinga and others has begun to paint a more nuanced picture (Okkinga et al., 2018). Their review highlights the dearth of studies of reciprocal teaching in whole-class settings, pointing out that studies to date have generally been conducted in “controlled experiments”, with groups led by experienced researchers rather than the students’ own teachers (ibid.). The main findings of both their review of literature and their survey of a random sample of Dutch schools are consistent, and the authors conclude that - 

· Implementation of reciprocal teaching interventions (in Holland) are variable with many teachers finding it difficult to maintain the original student-led dialogic format when confronted by “poor group discourse skills" and "poor application of reading strategies”; 
·  Not all strategies were used, and some were often used inadequately; and, that,
· Overall, reciprocal teaching provided by students’ own teachers in whole-classroom settings had no main effect on the reading comprehension of low-achievers in the sample schools. (Okkinga et al,. 2018)

Clearly, these findings pose important questions for further academic research.



School Policy and Practice

Raising literacy standards at Key Stage 3 is one of School X’s top priorities. As one might therefore expect, its School Development Plan sets out a range of key objectives in this regard, including the use of national data to assess the need for literacy intervention (specifically those with reading scores between 90-110); improving oracy, writing and reading in years 7 and 8; and working with primary schools in the cluster to support literacy development. The plan goes further to set out specific actions and interventions to raise literacy standards and, at the time of writing, many of these initiatives were already being implemented. For instance, the Literacy and Numeracy Framework was clearly embedded in schemes of work (certainly within the English Department of which I was a part); there was broad compliance with the school’s marking for literacy policy which required teachers to mark books using the literacy codes in the mark scheme; moreover, as a norm, teachers strove to incorporate literacy targets into the success criteria for all extended writing pieces, used WAGOLLs to support improved accuracy and competence, and (at Key Stage 3 at least) regularly monitored pupil progress on spelling. For purposes of this essay, however, I will focus on one of the school’s flagship literacy initiatives, a computerised reading comprehension programme called Lexia® Core5®.
Covering six areas of reading – from phonological awareness through to comprehension – the Lexia® Core5® system provides interactive, student-led, scaffolded activities to develop active reading and higher order thinking skills (Lexia, 2019). These skills map very neatly onto those fostered by reciprocal teaching techinique. In both interventions, students learn strategies for clarifying unknown information (e.g. how to use context clues, pictures and other text features); both encourage pupils to generate questions, make inferences and draw conclusions about a range of narrative and informational texts. Finally, as students progress through Lexia® Core5®’s component modules, they must consistently monitor the meaning of what they are reading with a view to applying those skills independently (ibid.).
One English lesson a week is set aside for pupils in the sample year 9 class to complete work on a Lexia® Core5® module. As pupils work through various modules and levels, the system tracks individualised performance in particular areas (e.g. fluency, comprehension and vocabulary) and can generate reports on the specific skills students are currently struggling with. Furthermore, the system is able to make recommendations for direct instruction resources the teacher may want to use in class and selects reading material appropriate to the reading age of the student. It is, in short, a wonderful resource, with an equally impressive evidence base to back up its claims. (Lexia, 2019).

In practice, however, it is not clear that School X is currently deriving maximum value from its use. Student data did not appear to be tracked in any formal capacity, nor reports on the system used to shape lesson or strategic planning. At present, more than half of students from the sample class were not due to meet their individual year-end targets; and a similar number were not meeting their recommended number of hours on the system.


Methodology & Ethics (1000 words approx.) 

Sample selection and description
As previously noted, the study focused on a group of low-achieving year 9 students with a mean age of 13, who, on the basis of their predicted grades and learning needs, had been placed in the lowest set of their year group at School X. National Reading Test data revealed that, on average, students in the sample class were 3 years behind their chronological reading age, which placed them just above the generally accepted baseline for functional literacy – i.e., 9.5 years. 8 out of a total of 14 pupils were on the Additional Learning Needs Register for conditions including dyslexia, austic spectrum disorder, and other social and behavioural issues. Nevertheless, the spread of ability within the class was quite significant with the “reading age difference” (i.e. the gap between their chronological and actual reading age) ranging from a low of 6 to a high of 0. This becomes even clearer when one looks at data from the Lexia Core Reading programme, which shows that pupils at the lower end of the sample spectrum were struggling with Year 2 and 3 reading material, while only one or two at the top end were en route to processing Year 6 material. 
As the research project was small in scope and severely limited in terms of resources, it was clear from the outset that the study population would be drawn using a non-probability, convenience sampling method; and that, as a result, the findings would not be generalisable (Cohen et al., 2011; Thomas, 2009). At best they may serve as a case study (Cohen et al., 2011: 156).
One of the main advantages of using this method was that I had ready access to this group as their class teacher and had already built up rapport with the group over the course of the Autumn term. The decision to select this particular group for the study was taken in consultation with my subject mentor as the research would take place within a classroom setting and needed to fit with the scheme of work to be covered that term. Conveniently, the students were due to start a new unit of work at about the same time as the research was due to begin – a unit that would culminate in a reading response analysis essay on the set text for that term.
Ethics 
The study complied with the University of Wales Trinity St. David’s ethics procedure, as well as guidance from the British Education Research Assocation (British Education Research Assocation, 2011). A letter seeking to secure consent for the student's participation in the programme was sent via the school to the parents concerned. As no objections were received, consent was presumed. However, the students were also asked in class to confirm their willingness to participate in the study. After considering the intended benefits of the intervention, all members of the class gave their informed assent. 

Research Design

Given that the aim of the research was to assess the impact of a particular invention, the study adopted the pre-test post-test design favoured by other reciprocal teaching studies (Palincsar & Brown, 1984; Weedman & Weedman, 2001; Okkinga et al., 2018) and professional educational researchers more generally (Thomas, 2009: 122). The most notable difference in this regard is that the present study did not (in line with advice from the University) include a control group. 
 
It should also be noted that, despite the positive changes to my teaching practice brought about by the research, the intervention was not structured as an action research project. No “systematic feedback” opportunities (Thomas, 2009: 122) were accordingly planned or considered at the design stage.  

Data Collection
Pre- and post-test data was collected in class under examination-style conditions on the 6th and 21st of February respectively. I supervised the pre-test session, while the post-test session was adminstered and supervised by my subject mentor, the class teacher. Students were given a worksheet with unseen excerpts from the set fiction text and a paired non-fiction text touching on related issues. Each text was accompanied by a series of 10 questions: 4 text explicit questions, 4 text implicit questions and 2 script implict questions, as per the question categories used in Palincsar and Brown’s original study (Palincsar & Brown, 1984; Weedman & Weedman, 2001). Critically, although the specific questions asked in the pre-test differed from those asked in the post-test, the question types remained consistent across both data collection sessions. Thus, these differences ought not to affect the reliability of the data. One limitation of the instrument is that its construct validity - i.e. “the extent to which the results of (the) test correlate with the theoretical construct” it is seeking to assess” (Thomas, 2009: 107) - was not independently tested prior to administration.

As noted above, the intervention was designed to be delivered in a classroom setting. Thus, although the specific fiction extracts included in the data collection instrument were previously unseen by the students, all students were familiar with the broader narrative as they had been studying it in class. The text in question is a young adult novel by Catherine Macphail called The Tribe and was selected by my subject mentor both for its accessible language and engaging subject matter (gangs, identity and juvenile deliquency). In the pre- and post-tests, these fictional texts were paired with thematically related non-fiction texts on county line gangs in Wales. The hypothesis this sort to test was whether there was any significant difference between the participants ability to comprehend fiction vs. non-fiction texts. However, the non-fiction (or informational) texts were also included with a view to enabling students to draw upon them when answering script implicit questions in the tests. 

Additional data for the study was also captured in a research journal kept intermittently over the duration of the project. The observations entered into the journal sought to capture general impressions of how the lessons went and were not structured or made with any pre-determined frequency (Hopkins, 2008: 104).

Finally, during the data analysis phase of the research, students' responses were marked against a pre-determined mark scheme modelled on those used in the National Reading Test (Appendix C). 

Evaluation

Sequence of lessons

Students received 5 reciprocal teaching lessons over a three week between the 7th and the 20th of February 2019. (As noted above, our first session on the 6th of February was used to provide a general introduction to the reciprocal teaching intervention and administer the pre-test, while the final session on the 21st of February was set aside for the post-test).  I had initially hoped to have a total of 8 lessons with them: the first two modelled on the “instructional” phase of the process, followed by 4 “guided practice” lessons and ending the sequence with two “independent practice” lessons (Weedman & Weedman, 2011). However, three of my lessons were interrupted by critical revision for the class’ mock-GCSE exams (sessions led by my subject mentor). As a result, participants were unable to complete the transition to independent practice that had been initially envisaged. 

The first lesson was structured around Chapter 9 of the set text and focused on the summarising strategy. Given how frustrating summarising can be for young children and adolescents (Palincsar & Brown, 1984), it is worth noting that the first impression I recorded in my research journal is that “the class really seemed to enjoy it.” We worked through an exemplar summary I prepared, with the students marking it against the success criteria I presented to them, before the students summarised a chapter from the book with the prompts and cues I provided.
 
In the second lesson, the students continued to practice their summarising skills following the models I provided and were introduced to a summarising pnemonic. Working in pairs for the first time, the students then summarised another chapter of the book, peer assessed each other’s summaries and responded to the feedback they received. At this point, I began to receive positive feedback from my subject mentor about the flow, pace and structure of my lessons, and started to grow in confidence in the techniques I was using.

The third lesson focused on strategies for clarifying unfamiliar words. After discussing pupils’ existing strategies for dealing with difficult or unknown words and phrases, I modelled 3 of the “word-solving” strategies outlined in the literature review above, and divided the class into reading groups to apply those strategies to the chapter we had just read. Although each pupil was working within a group context to identify and solve words that were unknown to them, the lesson was characterised by great collaboration between them. All the pupils were fully engaged and on task; they all contributed well to group discussions and helped each other find the definitions for unfamiliar words. There was a feeling of pride whenever a pupil was able to figure out the meaning of a word applying one of the strategies. 

By the end of the fourth lesson, in which the pupils were introduced to the predicting strategy, I noticed something surprising. This was the first lesson in the sequence where the set text was not read aloud to the whole class. However, without me giving them explicit instruction in that regard, the pupils had assigned one member of their group to read the chapter to the group. During this activity the pupils discussed their predictions before, during and after reading, making notes about the reasons for their views on a worksheet provided. Finally, before the bell rang, I called on a student with dyslexia to summarise the chapter we just read. She did so with a very high degree of accuracy, much to her own delight.
  
In the final lesson of the sequence, the pupils generated questions and predictions about the text, and worked together to find supporting evidence. Admittedly, this is something the pupils found challenging to do unaided, but what was noticeable was how well they seemed to manage their frustration levels.

Tasks, resources and approaches
Turning briefly to the resources used for the above sequence, one of the big changes I made to powerpoint presentations during this period is to use more dyslesxia-friendly backgrounds. This was prompted by readings I was doing for the project. I also made deliberate attempts to cut down on the amount of text I was using, and to focus on the accessibility of my language and the clarity of my instructions. 

During the ‘clarifying’ lesson, the use of speaking frames proved an effective tool. The pupils seemed comfortable using them in small group settings, and I had the feeling that the novelty of using them diverted attention away from any embarassment pupils might have felt about not knowing what a word meant. 

Results findings

Before we look at the results related to the main research question, I think it will be important to draw attention to some of the micro-level issues that did not change as a result of the intervention. Firstly, when reviewing pupil responses to both the pre- and the post-test, it is clear that a substantial number of the responses to text explicit questions were copied from the text with spelling mistakes. A number of the responses to script implicit questions lacked coherence or were illegible; however, it is fair to say that accuracy in expression did improve by the post-test, with many more pupils responding in full sentences.

There were clear changes in the quality of class dialogue and the questions pupils themeselves generated. Student interactions and their levels of engagement also improved significantly. There was a real sense of cooperative learning in the classroom. Crucially, I found that the process had changed me as a teacher. I found myself conducting more regular checks for understanding and making more explicit use of WAGOLLS to foster and deepen insight into the skills pupils needed to practice. All of this has proved invaluable and immensely rewarding, and it is something I hope to take with me on my career ahead. 

On the main research question, analysis of the pre- and post-test results show the following:

· All pupils improved their to answers to text explicit questions in relation to fiction texts, and with only one exception the same is true in respect of non-fiction texts;
· Pupils showed variable improvements in their ability to answer text implicit questions in relation to fiction texts, but no clear pattern emerges in relation to informational texts;
· Overall, all pupils improved their scores in the post-test.
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Read carefully through texts below from Chapter 12 of the book Tribes and answer the questions that follow. Please answer in full sentences and use quotations from Chapter 12 to support your answers.


 ‘Are you sure they’re not just coming to cause trouble?’ 
Why did Glory always have to put a spoke in every wheel? There he was, eating his dinner, watching his favourite television programme, and the only mistake he’d made was to tell Glory the Tribe were coming to the line dancing display.
Why does Kevin think it was a mistake to tell Glory the Tribe was coming?
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________


‘They wouldn’t cause trouble. They’re my friends.’ 
That didn’t impress Glory. ‘They’ve caused trouble before. When the Salvation Army played in the mall at Christmas they put chewing gum down their trombones and struck their cymbals together.
Kevin laughed. He’d thought that was funny at the time. Even before he had moved to this part of the town. Even before he was one of the Tribe. 
But to do anything like that on Saturday, when it was so important to Mum and Dad. No! They wouldn’t. He dismissed that thought. ‘They won’t cause any trouble. Trust me.’


Why is Kevin convinced that the Tribe won’t cause trouble at the line dancing?
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________


‘Will you introduce me to Salom?’ Glory asked, looking excited at the prospect. 
‘No, I won’t. You’ll only embarrass me.’ 
‘I’ll make sure you introduce me.’ 
‘I’ll pretend I don’t know you, squirt.’ 
‘Nerd.’ 
Why is Glory excited about being introduced to Salom?
__________________________________________________________________________________________________________________________________________________________________________________________


He smirked. ‘I’m not a nerd now. Now that I’m one of the Tribe.’
‘They must be lowering their standards to let you in.’ 
What does Glory’s comment imply about her attitude to Kevin?
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________


It was building up to an argument. Added to that, Glory was putting him off his beefburgers. He lifted his plate and headed for the bedroom, and peace and quiet.
‘You wait and see, Kevin Davidson. There will be trouble if they’re there!’
And she was right.
There was trouble. But it didn’t come from the Tribe.
What was Kevin doing while Glory was talking to him?
________________________________________________________________________________________________________________________________________________________________________________________________


At first Kevin thought they weren’t going to come at all. The crowd in the mall was building up and Mum and Dad and the rest of their dance troup were just about ready to start. But there was no sign of Doc or Torry or Salom.


Where is the line dancing event taking place? 
________________________________________________________________________________________________________________________________


He could see Glory with her friends at the other side of the mall. He had warned her not to come near him. He wasn’t sure she would listen; she never had before. He tried to hide behind one of the telephone booths and hoped she wouldn’t spot him. 
The music began to ring out round the mall, tapes played on a machine by a DJ who was wearing a ten-gallon hat. The dancers lined up in three rows, all of them dressed in cowboy gear. El Diablo and Honey Sue were right at the front, leading the display. And no wonder, with the practicing they had put in. They could line dance for Britain.


What type of costume are El Diablo and Honey Sue wearing?
____________________________________________________________________________________________________________________________


The Tribe weren’t coming after all. They were probably already cycling around the island, Kevin totally forgotten.
So much for friendship, for support, for…
The Tribe! Suddenly they were all racing towards him. He felt like whooping when he saw them. Torry had spotted him immediately and beckoned to the others to follow him. Salom loped along behind the rest and still managed to look as if he was leading them. Doc, grim-faced – could he never manage a smile? – looked as if he’d rather be anywhere else than here.
‘Not started yet?’ Torry asked as he joined Kevin.
‘Just about to,’ Kevin answered.
Torry punched his arm. ‘Dead embarrassing, eh?’ Then he laughed. ‘Never mind, we’re here. It’ll be a laugh.’
‘Hi, Salom.’ They gave each other a high hand salute. Doc hardly acknowledged him.


Which member of the Tribe is the first to talk to Kevin at the line dancing event?
______________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________


‘Now, just promise me, no making a fool of them,’ Kevin warned them all, add, ‘They’re going to manage fine by themselves.’
‘Hey, maybe we’ll enjoy it so much we’ll want to join!’
Torry did an intricate step and took a jump in the air. He landed with a thump on the group. ‘Maybe not. Think I’ll stick to football.’


What do you think the word ‘intricate’ might mean? 
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________


‘Somebody’s waving at you, Kev,’ Salom said.
Kevin had been trying to ignore Honey Sue as she flapped her arms wildly to catch his attention. He looked behind him as if she must mean someone else.
‘Wave to your mummy, Kev,’ Salmon said with a laugh, and he began to wave back at her. Torry did too, and soon all of the Tribe were waving and yelling at the line dancers.
Glory’s words came back to him. ‘There will be trouble if they’re there!’ They wouldn’t, surely. Yet he had a sinking feeling in the pit of his stomach that something was going to happen.
Why do you think children are sometimes embarrassed when their friends meet their parents?
____________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________
Read carefully through the article about drug gangs and answer the questions below. Please answer in full sentences using quotations from the text.
My friend is caught up in a gang, what should I do? 


Your friend or family member just loves their new mates, but you’re worried it’s going to end abysmally. We spoke to St Giles Trust to ask their advice on what to do if you think your friend is getting in with the wrong crowd. 


What can I do?
Let them know you’re concerned. They might not respond straight away, but you could get them thinking.
Show them our “Breaking free from crime” article.
Be there if they want to talk. They might feel they can’t tell anyone what’s going on – especially if they’ve broken the law. Let them know you’re always there to chat.
Keep inviting them out. They might be worried that if they leave the gang, they’ll lose their mates and have nothing to do. Show them what else is out there.


But what if they don’t want my help? 


If they’re being a rubbish friend, it’s easy to give up on them. But it might not be all their fault.
They may feel under pressure to hang out with gang members.
They might feel embarrassed they haven’t been around as much.
We can’t deny it- they might be swept along in the gang and think their new mates are more exciting. 
This can really hurt. Tamsin Gregory from the charity St Giles Trust says: “Lots of people don’t believe in themselves enough, and they look for approval from others. Gangs are really good at exploiting new people and making them feel special. It can be hard to resist.”


If they’re caught up in gang life, it might be a while before they realise they don’t want to lose their other mates. Swallow your pride and keep talking or texting so they know you’re around if they need you. They’ll thank you for it later.
.
Who can I talk to about this?
Talk to someone you trust – maybe a parent, youth worker, teacher or family friend.
Call Gangsline or St Giles Trust – lots of their staff are ex gang members and they can help talk things through and work out what you can do.


What is St. Giles Trust?
______________________________________________________________
Can you name 3 other people or organisations you can talk to if you’re concerned about a friend joining a gang?
____________________________________________________________________________________________________________________________
What do you think the Gangsline might be? Please give reasons, referring to the text.
__________________________________________________________________________________________________________________________________________________________________________________________
According to the article, why are gangs really good at exploiting new people?
__________________________________________________________________________________________________________________________________________________________________________________________
How does Ms. Tamsin Gregory, who is quoted in the article, feel about gangs? Please give reasons, referring to the text.
__________________________________________________________________________________________________________________________________________________________________________________________
In the article, the writer uses the word “abysmally”. What do you think it means?
______________________________________________________________
Name two things the article recommends you can do to help a friend you’re concerned about? ____________________________________________________________________________________________________________________________
Why do you think the boys might feel pressure to hang out with gangs?
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________
Why do you think new recruits to gangs might feel embarrassed about not being around their old friends as much?
____________________________________________________________________________________________________________________________
10. What organization does Tamsin Gregory work for?
______________________________________________________________
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Read carefully through texts below from Chapter 12 of the book Tribes and answer the questions that follow. Please answer in full sentences and use quotations from Chapter 12 to support your answers.


 ‘Are you sure they’re not just coming to cause trouble?’ 
Why did Glory always have to put a spoke in every wheel? There he was, eating his dinner, watching his favourite television programme, and the only mistake he’d made was to tell Glory the Tribe were coming to the line dancing display.
Why does Kevin think it was a mistake to tell Glory the Tribe was coming?
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________


‘They wouldn’t cause trouble. They’re my friends.’ 
That didn’t impress Glory. ‘They’ve caused trouble before. When the Salvation Army played in the mall at Christmas they put chewing gum down their trombones and struck their cymbals together.
Kevin laughed. He’d thought that was funny at the time. Even before he had moved to this part of the town. Even before he was one of the Tribe. 
But to do anything like that on Saturday, when it was so important to Mum and Dad. No! They wouldn’t. He dismissed that thought. ‘They won’t cause any trouble. Trust me.’


Why is Kevin convinced that the Tribe won’t cause trouble at the line dancing?
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________


‘Will you introduce me to Salom?’ Glory asked, looking excited at the prospect. 
‘No, I won’t. You’ll only embarrass me.’ 
‘I’ll make sure you introduce me.’ 
‘I’ll pretend I don’t know you, squirt.’ 
‘Nerd.’ 
Why is Glory excited about being introduced to Salom?
__________________________________________________________________________________________________________________________________________________________________________________________


He smirked. ‘I’m not a nerd now. Now that I’m one of the Tribe.’
‘They must be lowering their standards to let you in.’ 
What does Glory’s comment imply about her attitude to Kevin?
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________


It was building up to an argument. Added to that, Glory was putting him off his beefburgers. He lifted his plate and headed for the bedroom, and peace and quiet.
‘You wait and see, Kevin Davidson. There will be trouble if they’re there!’
And she was right.
There was trouble. But it didn’t come from the Tribe.
What was Kevin doing while Glory was talking to him?
________________________________________________________________________________________________________________________________________________________________________________________________


At first Kevin thought they weren’t going to come at all. The crowd in the mall was building up and Mum and Dad and the rest of their dance troup were just about ready to start. But there was no sign of Doc or Torry or Salom.


Where is the line dancing event taking place? 
________________________________________________________________________________________________________________________________


He could see Glory with her friends at the other side of the mall. He had warned her not to come near him. He wasn’t sure she would listen; she never had before. He tried to hide behind one of the telephone booths and hoped she wouldn’t spot him. 
The music began to ring out round the mall, tapes played on a machine by a DJ who was wearing a ten-gallon hat. The dancers lined up in three rows, all of them dressed in cowboy gear. El Diablo and Honey Sue were right at the front, leading the display. And no wonder, with the practicing they had put in. They could line dance for Britain.


What type of costume are El Diablo and Honey Sue wearing?
____________________________________________________________________________________________________________________________


The Tribe weren’t coming after all. They were probably already cycling around the island, Kevin totally forgotten.
So much for friendship, for support, for…
The Tribe! Suddenly they were all racing towards him. He felt like whooping when he saw them. Torry had spotted him immediately and beckoned to the others to follow him. Salom loped along behind the rest and still managed to look as if he was leading them. Doc, grim-faced – could he never manage a smile? – looked as if he’d rather be anywhere else than here.
‘Not started yet?’ Torry asked as he joined Kevin.
‘Just about to,’ Kevin answered.
Torry punched his arm. ‘Dead embarrassing, eh?’ Then he laughed. ‘Never mind, we’re here. It’ll be a laugh.’
‘Hi, Salom.’ They gave each other a high hand salute. Doc hardly acknowledged him.


Which member of the Tribe is the first to talk to Kevin at the line dancing event?
______________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________


‘Now, just promise me, no making a fool of them,’ Kevin warned them all, add, ‘They’re going to manage fine by themselves.’
‘Hey, maybe we’ll enjoy it so much we’ll want to join!’
Torry did an intricate step and took a jump in the air. He landed with a thump on the group. ‘Maybe not. Think I’ll stick to football.’


What do you think the word ‘intricate’ might mean? 
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________


‘Somebody’s waving at you, Kev,’ Salom said.
Kevin had been trying to ignore Honey Sue as she flapped her arms wildly to catch his attention. He looked behind him as if she must mean someone else.
‘Wave to your mummy, Kev,’ Salmon said with a laugh, and he began to wave back at her. Torry did too, and soon all of the Tribe were waving and yelling at the line dancers.
Glory’s words came back to him. ‘There will be trouble if they’re there!’ They wouldn’t, surely. Yet he had a sinking feeling in the pit of his stomach that something was going to happen.
Why do you think children are sometimes embarrassed when their friends meet their parents?
____________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________
Read carefully through the article about drug gangs and answer the questions below. Please answer in full sentences using quotations from the text.
My friend is caught up in a gang, what should I do? 


Your friend or family member just loves their new mates, but you’re worried it’s going to end abysmally. We spoke to St Giles Trust to ask their advice on what to do if you think your friend is getting in with the wrong crowd. 


What can I do?
Let them know you’re concerned. They might not respond straight away, but you could get them thinking.
Show them our “Breaking free from crime” article.
Be there if they want to talk. They might feel they can’t tell anyone what’s going on – especially if they’ve broken the law. Let them know you’re always there to chat.
Keep inviting them out. They might be worried that if they leave the gang, they’ll lose their mates and have nothing to do. Show them what else is out there.


But what if they don’t want my help? 


If they’re being a rubbish friend, it’s easy to give up on them. But it might not be all their fault.
They may feel under pressure to hang out with gang members.
They might feel embarrassed they haven’t been around as much.
We can’t deny it- they might be swept along in the gang and think their new mates are more exciting. 
This can really hurt. Tamsin Gregory from the charity St Giles Trust says: “Lots of people don’t believe in themselves enough, and they look for approval from others. Gangs are really good at exploiting new people and making them feel special. It can be hard to resist.”


If they’re caught up in gang life, it might be a while before they realise they don’t want to lose their other mates. Swallow your pride and keep talking or texting so they know you’re around if they need you. They’ll thank you for it later.
.
Who can I talk to about this?
Talk to someone you trust – maybe a parent, youth worker, teacher or family friend.
Call Gangsline or St Giles Trust – lots of their staff are ex gang members and they can help talk things through and work out what you can do.


What is St. Giles Trust?
______________________________________________________________
Can you name 3 other people or organisations you can talk to if you’re concerned about a friend joining a gang?
____________________________________________________________________________________________________________________________
What do you think the Gangsline might be? Please give reasons, referring to the text.
__________________________________________________________________________________________________________________________________________________________________________________________
According to the article, why are gangs really good at exploiting new people?
__________________________________________________________________________________________________________________________________________________________________________________________
How does Ms. Tamsin Gregory, who is quoted in the article, feel about gangs? Please give reasons, referring to the text.
__________________________________________________________________________________________________________________________________________________________________________________________
In the article, the writer uses the word “abysmally”. What do you think it means?
______________________________________________________________
Name two things the article recommends you can do to help a friend you’re concerned about? ____________________________________________________________________________________________________________________________
Why do you think the boys might feel pressure to hang out with gangs?
________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________
Why do you think new recruits to gangs might feel embarrassed about not being around their old friends as much?
____________________________________________________________________________________________________________________________
10. What organization does Tamsin Gregory work for?
______________________________________________________________



Appendix C: Mark schemes 
Pretest Text 1 Mark Scheme:
1. How does Kevin feel after completing the Walk of Death?
Award 1 mark for any of the following:
· Exhausted
· Drained
· Excited
· Alive
Question Type: Text explicit
2.  Kevin’s plan was to tell everyone about the Tribe’s initiation test. Why has he changed his mind?
Award 1 mark for any of the following:
· He was one of the Tribe now.
· He felt good about being one of the Tribe.
Question Type: Text explicit

3. When the Tribe start to how outside the chip shop, the writer uses the word “warily” to describe the reaction of people in the queue. What do you think the word ‘warily’ means?
Award 1 mark for any of the following:
· Carefully or with care;
· Suspiciously or with suspicion;
· Or a synonym listed in a Thesaurus.
Question Type: Text implicit

4. What are Doc’s feelings towards Kevin?
Award 1 marks for any of the following:
· Unfriendly. 
· Proud.
Question Type: Text implicit
5. What is Kevin thinking about on the walk home?
Award 1 mark for any of the following:
· If anyone had fallen on the Walk of Death.
· The Walk of Death.
Question TYpe: Text explicit.
6. Who is Stash and what happened to him?
Award 1 mark for both of the following:
· Stash is Doc’s best friend.
· Stash fell doing the Walk of Death (in the old wharehouse.)
Award no marks if only 1 of the above is given.
Question Type: Text explicit

7. Is Doc telling Kevin everything he knows about what happened to Stash? Give at least 1 reason for your answer, referring to the text?
Award 1 mark for both of the following:
· No.
· Doc was “running away from any more difficult questions.”
Question Type: Text implicit

8. If Kevin were asked to do the Walk of Death again, do you think he would? Give a reason for your answer, referring to the text.
Award 1 mark for both of the following:
· No.
· ‘Who’d be crazy enough to try it again?’
Award no marks if only 1 of the above is given.
Question type: Text implicit.
9. Why do you think young boys like Salom, Doc and Torry join gangs?
Award 1 mark for answers that explore any of the following:
· Pressure from friends
· A sense of belonging
· Fear
· Protection
· Boredom
· Status or power
· Money problems
· Family problems

Question Type: Script implicit

10. Why do you think there were no girls at the Walk of Death?

Award 1 mark for answers that explore any of the following:
· The gang was an all boy gang
· Gir

Pretest Text 2 Mark Scheme

1. What is St Giles?

Award 1 mark for the following:
· A charity
· A charity that helps young people caught up in drug crime

Question Type: Text explicit

2. According to the article, how many ‘deal line’ telephone numbers did NCA authorities previously identify?

Award 1 mark for the following:
· (Approximately) 1,000.

Question Type: Text implicit

3.  What do you think the National Crime Agency does? Please give reasons, referring to the text.

Award 1 mark for the following:
· Fights crime
· Government agency

Award no marks if no reasons given.

Question Type: Text implicit

4. According to the article, what are people who deliver drugs called?

Award 1 mark for runners.

Question Type: TExt explicit

5. How does Mr. Evan Jones, who is quoted in the article, feel about the issue? Please give reasons, referring to the text.

Award 1 mark for any of the following:
· He is worried the situation is getting worse. “the drug trade in Cardiff is changing...”

Question Type: Text implicit.

6. In the article, the writer uses the word ‘illicit’. What do you think it means?

Award 1 mark for any of the following:
· Illegal
· Against the law
· Prohibited
· Banned

Question Type: Text implicit

7. Name 3 cities the county line gangs operate in?

Award 1 mark for all of the following:
· London
· Birmingham
· Liverpool
· Cardiff

Award no marks if any of the 3 are missing.

Question Type: Text explicit.

8. Why do you think the gangs are recruiting young children?

Award 1 mark for any of the following:
· To deliver drugs (on their behalf);
· To smuggle drugs;
· Because they are eas

9. Why do you think the gangs are called ‘county lines’ gangs?

Award 1 mark for the following:

· They operate across county lines.

10. Are county lines gangs an urban problem?

Award 1 mark for no.


Post Text 1 – Mark Scheme

1. Why does Kevin think it was a mistake to tell Glory the Tribe was coming?

Award 1 mark for any of the following:

· She was going to cause trouble.
· She puts a spoke in every wheel.
· She would tell his family.

Question Type: Text implicit.

2. Why is Kevin convinced that the Tribe won’t cause trouble at the line dancing?

Award 1 mark for the following:

· He assumed the tribe wouldn’t because it was important to his parents.
· They wouldn’t get him into trouble with his parents.

Question Type: Text implicit.


3. Why is Glory excited about being introduced to Salmon?

Award 1 mark for the following:

· Wants to embarrass her brother.
· Wants to know more about Salmon.
· Because he is the leader of the gang.

Question Type: Script implicit.

4. What does Glory’s comment imply about her attitude to Kevin?

Award 1 mark for the following:

· She thinks he is not good enough to be in a gang.
· She thinks he is not up to the normal standards they set for gang membership.

Question Type: Text implicit.

5. What was Kevin doing while Glory was talking to him?

Award 1 mark for any the following:

· Eating (beefburgers)
· Went to his room.
· (Ignoring her.)

Question Type: Text explicit.

6. Where is the line dancing event taking place?
Award 1 mark for “the mall”.
Question Type: Text explicit.

7. What type of costume are El Diablo and Honey Sue wearing?
Award 1 mark for “cowboy costume”
Question Type: Text explicit.

8. Which member of the Tribe is the first to talk to Kevin at the line dancing event?
Award 1 mark for “Torry”.
Question Type: Text explicit.

9. What do you think the word ‘intricate’ might mean?
Award 1 mark for complex, difficult, hard or other recognised synonyms.
Question type: Text implicit.

10. Why do you think children are sometimes embarrassed when their friends meet their parents?
Award 1 mark for...
Question: Script explicit.

Post Text 2

1. What is St Giles’ Trust?
Award 1 mark for any of the following:
· a charity 
· A charity who give advice if you’re in a gang 
· A charity who give advice if you’re concerned about someone in a gang.
Question Type: Text explicit.
2. Can you name 3 other people or organisations you can talk to if you’re concerned about a friend joining a gang?
Award 1 mark for any of the following:
· Gangsline
· A parent
· Youth Worker
· Teacher
· Family
· Friend
Question Type: Text explicit.
3. What do you think Gangsline might be? Please give reasons referring to the text.
Award 1 mark for any of the following:
· An organisation (like St Giles) you can call.
· An organisation that employs ex-gang members.
· An organisation that can help you talk things through and work things out.
Question Type: Text implicit.
4. According to the article, why are gangs really good at exploiting new people?
Award 1 mark for any of the following:
· Lots of people don’t believe in themselves
· Gangs can make people feel special.
Question Type: Text explicit
5. How does Ms. Tamsin Gregory, who is quoted in the article, feel about gangs? Please give reasons, referring to the text.
Award 1 mark for any of the following:
· Thinks gangs are exploitative.
· Against gangs.
Question type: Text implicit.
6. In the article, the writer uses the word ‘abysmally’. What do you think it means?
Award 1 mark for any of the following:
· Very bad, 
· Bad
· Terrible, etc.
Question: Text implicit.
7. Name two things the article recommends you can do to help a friend you’re concerned about?

Award 1 mark for any of the following:
· Tell you’re concerned
· Show them an article
· Be there if they want to talk
· Invite them out.
Question Type: Text explicit

8. Why do you think boys might feel pressure to hang out with gangs?
Award 1 mark for any of the following:
Question Type: Script implicit.
9. Why do you think new recruits to gangs might feel embarassed about not being around their old friends as much?

Award 1 mark for any of the following:
Question Type: Script implicit.

10. What organisation does Tamsin Gregory work for?
Award 1 mark for St. Giles.
Text explicit.

Appendix D: School/department policies and so on. 

