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cerceptions of 3elf in Adults with Literacy Difficulties

R. Laura Clark

This study examines the percejptions of self in two zroups of 24ults with
literacy difficulties.

The methodologies used include interviews, the resertory zrid, = senck's
Personality Inventory (3.P.I.), Levenson's IPJ and self re.ort questicas.

The interviews build on, and extend, work carriei out by Charnley (1973),
the only Ph.u. to date, in ©the field of =2cult literzc,.

The research pioneesrs the use of the repertorsy zrid technigue in studies
of adults with literacy difficulties.

The theoretical framework for tne thesis is the Learmed Felplessness model
(Seligman, 1975) and its reformulation (Abramson, et 21, 1978,. Learned
helplessness can impede le2ruing by affecting self esteem negativel:r and
inhibitin: cognitive, emd>iional and notivational develovpment.

The study seeks to establish (among other perceptions of self, whether
respondents exnibit signs of learned nelplessness.

The findings include 2 tendency for the sample to score more hiznl:- on
neuroticism, as measured by the B.P.I., than the general pooulation
established by Dysencke.

All the respondents cons.der there nad peen =2n izmvrovenent in their
literacy skills.

The majority viewed the 'nresent self' less negatively than the 'self
prior to tuition', as shown by the former beinz rated nearer than the
latier to the idezl self on the repertor, grid.
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A minority we=re decmed to show continuins learneld heinles:nes
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This continued learned helvlessness, despite improved literacr sxkilis,
has implications for the tutors of =21ults with literacy difficulties.
These implications are discussed.

Teaching stratezies which could be adopgted tc overcome lezarneq nelplessness
are outlined in the final chapter.
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Introduction

This study examines the perceptions of self of two groups of literacy
students. The motivation for the study arose from the writer's experience
as an adult literacy tutor when, observing students over a number of years,
she became interested in the possibility of initiating a research project

to examine the students' perceptions of self.

The field of adult literacy is an extremely under researched area. This
study has built, where feasible and relevant, on the work of Charnley

(1978), the only Ph.D. to date, in this area in this country.

The theoretical stance which underpins the design and framing of the
hypotheses for this thesis is the notion of learned helplessness. This
theory was expounded by Seligman (1975) and developed further by Abramson,

seligman and Teasdale (1978).

Learned helplessness theory notes that a person's behaviour is partly

infl .enced by how much control he perceives himself to have over any situatio
in which he finds himself. An important aspect of the theory is the way in
which failure is attributed, as this relates to a sense of control. This
applies especially in a failure situation, since a particular attribution
for fajlure will be likely to affect self esteem and impede the individual

from reaching his full cognitive, emotional and motivational potential.

Therefore, a major concern of this study is the way in which adults with

literacy diifficulties attribute their failure in this area.

It is an a priori assumption in this study that adults who have been
through the education system in this country, attending school for nine,

ten or eleven years, and ending their time th:re unable to cope adeguately



with literacy, have experienced a sense of learned heloless in the

area of literacy.

The study has sought ways of elucidating learned helplessness in the
respondents, as well as examining other perceptions of self. Consideration
has been given to strategies which could ve adopted by adult literacy

tutors to alleviate learned helpleszness in their students.

The design for the layout for the thesis was shaped with several
considerations in mind. Among these was a desire to make the information
as easily accessible as possible. The grouns to be studied and the

methodologies adopted also imposed their own restrictions.

The work was conducted with two groups. The first group was very small (10)
drawn from the literacy classes at which the researcher was a tutor. The
second, much larger sample (49) came from different schemes in wvarious parts
of the country. The two groups were studied separately, the research being
conducted in two phases. One of the advantages of studying two groups of
such different size was that it allowed for the inclusion of methodologies
usually belonging in either the qualitative or quantitative paradigms in
educational research (Rist, 1977). The size of the first sample allowed time
to be spent on interviews, which enabled an analysis of the transcripts which
resembled the case study approach familiar in gualitative studies. The

size of the second sample provided scope for quantitative analysis, including
a statistical analysis of data collected using Eysenck's Personality

Inventory and Levenson's Internality, Powerful Others and Chance Scale.

A further methodology used - the repertory grid - could e said to .ridge

the two paradigms because Personal Construct Theory, upon which the rid

is based, does not split the cognitive and affective into different domains
and the grid allows qualitztive data to »ne obteined but in a way that i=

oven to gtructured analysis which is favoured oy tie quantitative 2pproich.
-2 -



It was felt that using a variety of methodologies would allow for the

emergence of perceptions of self across the broadest possible spectrua.

As well as the two groups in the study being examined separately, some of
the hypotheses framed for testing with the first sample were expanded for
the second sample, 80 not all methodologies used were applied to both groups.
Therefore, one logical way in which to write up the research would have

been to treat it as two separate studies.

The writer chose not to do this as she felt that, where relevant, direct
comparison between the two groups would be more difficult for the reader

if he needed to turn from one part of the thesis to another. It would also
have entailed considerable repetition where the methodologies for both

groups were the same. Instead, it was decided to divide the work into
sections according to the methodology applied. Since two paradigms were
being bridged this seemed logical, allowing those most interested in the
qualitative approach, for example, to turn to the chapter detailing the
interviews, while perhaps only glancing at the chapter giving the statistical
results of the hypotheses in the form demanded by the quantitative approach.

Thus, the final layout decided upon was as follows:

Chapter One. The Literature Search,

In the first chapter the literature search is reported. The background in
adult literacy is documented and aims and objectives and notions of success

in literacy schemes considered.

Chapter Two. Hypotheses and llethodology.

The second chapter identifies the hypotheses upon which the study is based

and discusses methodologies adopted for the study.



Chapter Three. Interview Chapter.

The third chapter details the design, sample, procedure and analysis and

discusses the results of the interviews conducted with tae first sample.

Chapter Four. 25.P.I., Levenson's IPC Scale and 3¢lf Re.ort questions.

The fourth chapter expands the rationale for adopting tie methodologies
Sysenck's Personality Inventory, Levenson's IPC Scale and self reosort

questions and discusses the sample, procedure and administration of these.

Chapter Five. Revertory Grid Chapter.

The fifth chapter (divided into two sections, one group in each section)
considers the design of the repertory :rid, procedure, elicitation of the

grids and analysis and discussion of the results.

Chapter Six. Statistical Analyses.

The sixth chapter forms a statistical analysis of t:e hypotheses for hoth

phases of the study.

Chapter Seven. Results and Implications of findings.

The seventh chapter summarizes the results of the study and considers the

implications of tie findings. Sugs estions are made for further research.



CZAPT 22 ONE The Literature Search

The Literature 3earch

lesearch which explores the affective domain and reading achievement has
not been as extensive as the correlation uf perce :tual, linguistic and
cognitive factors to such achievement. Athey (1976) has sointed out that
while the relevance of the latter domain is imediately obvious some
research~rs and others are liable to be more skeptical about the usefulness
of research in the affective domain. She notes, "By increasing our
knowledge of the affective state ... we vroaden our understanding of ...
totzal functioning in the academic situation'. (p. 352). Intellectual
variables do not operate in isolation; they are modified »y the individual's
attitudinal and personality characteristics and, therefore, both domains
need to be given equal consideration in the search for ways to improve

reading performance.

Studies in the affective field have sometimes procuced contradictory
findings. For example, despite a well established link between low self
esteem and academic acaievement (Calpan 1969, Coopersmith 1967, Cummings,
1971, Lamy 1965, Purkey 1970) there are still studies which find no
association between these two wvariables (Badwal 1969, Beebe 1972, Chang
1976, LaBelle 1970). The yroblems inherent in this field of research
relate to difficulties in defining what is meant by such terms as 'self!
and 'self concent' (see appendix I for a full discussion) and the unc-rtain
validity and different item content of the measures of self esteem used.
The proliferation of a variety of measurement technijues (see Cohen 1976,
for full details of tuese), many of tiem researcher desi.ned for a
sarticular project, mean that there has been very little replication of
studies. These factors are likely to increase any existingz skepticism,
and growth in the field could be encourazed oy repliczting useful reseairch

and attempting to standardize measurement tecanigues wnere practiczaole.



Most studies to date have investigated the self concept of school children
which means that the technique used may not be suitable for use with
adults. To the writer's knowledge onky one study, to date, has attempted
to develop a self concept measure for use with adults in a basic education
programme. (Cunningham 1973). However, the technique was considered by

Cunningham to need further refinement before it coild be usefully anplied.

The literature search revealed that studies, to date, in adult literacy
have been limited both in nmumber and in scope. There has been one study
to Ph.D. level in this country (Charnley 1978). The present study sought
ways of replicating and extending some of Charnley's findings which were
obtained using interviews as the main methodology. This study pioneered
the use of the repertory grid technique in adult literacy work. How the
decision was made to use this technique and how the theoretical framework
for the analysis of the data collected for this study was decided upon

will become clearer in the following explication of the literature search.

Self Concept and Reading

Research literature shows that good readers have, generally, more positive
self concepts than poor readers (Athey and Holmes 1969, Lockhart 1965,
Lumpkin 1959, Malmquist 1958, Padelford 1969, Seay 1960, Zimmerman and
Allebrand 1965). These studies suggeet that important factors relating
to reading achievement include self confidence, self reliance and feelings

of adequacy and personal worth.

It is also suggested that underachieving readers exhibit negative feelings
about themselves and their world and further they are often immature and
impulsive. (Atbey and Holmes 1969, Brucklin 1963, Eerbert

1968, Lockhart 1965, Schwyart 1967, Sopis 1964, Toller 1967, Zimmerman

and Allebrand 1965).



Brucklin, (1963) and Sopis, (1964)suggesuﬁ that the negative feelings of
a poor reader apply only to his image of himself as a reader. But Herbert
(1968), used the Tennessee Self Concept Scale (Fitt 1965) which includes,
a8 well as a total self concept measure a measure for family, social,
physical, personal, moral and ethical self. In a study of fifty, fourteen
year olds in America, he found that only the total self concept correlated
significently with reading comprehension. Schwyart, (1967) and Toller,
(1967), suggest that as well as exhibiting negative feelings towards
themselves generally, underachieving readers exhibit impulsivity and
immaturity. Wattenburg amd Clifford (1964), suggest that measures of self

worth are more accurate than IQ in predicting future academic achievement.

Reading and Counselling

Because of the established relationship between a negative self concept and
poor academic performance some attempts have been made to change a pupil's
self-conoept through counselling. (Bruce 1958, Pigge 1970). A study with
particular reference to reading has been carried out in this country by
Lawrence (1971, 1972, 1973). Four groups of primary school children
retarded in reading were established, twelve children in each group. The
four groups were all subjected to a different treatﬁent programme?

group 1 - remedial reading only

group 2 - remedial reading and counselling
group 3 - counselling only, from a psychologist
group 4 - no special treatment.

At the end of six months group 2 showed a significant rise in reading and
improved self images as measured by the Children's Personality Questionnaire.
Since it was felt impraeticable to use trained personnel for individual

counselling in this way a further experiment was set up using untrained
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The results of this 3tady were not so clezr cut and Lawrence
suzzestea that the physical conditions under which the ccunseliinzs +2ok
place and the personality of the coinselier were ver important. A tnird
study was conducted using four village schools with two matched groups
within each scho:l, one group receiving cc nselling from 2 2erson
recoumended as suitable by the headmaster. In this study tnere was 2
sipnificant rise in tne counselled group in three oat of the four scho . 1ls.
Lawrence concluded tnat cunildren ret:=rded in r-2ding often nave

'unsatisfied emotional needs' whicnh sho.li ve taken into acccunt when
planning a remedial proszramme. He felt that cowmseliling could be carried
out by 'suitable ancillary nelpers', but t::1at the organisation and selection
of the children should be carried out in association with an educational
»sychologist to eliminate children in need o-f a different sort of help.
Unfortunately, no follow u» work seems to have heen d~ne. However, one of
the difficulties inherent in such 2 task wo:ld be defining wh-t

constituted 'suitable ancillary nelpers', since tnis is vita'ly important

to the final result. The attributes required do not appear t5 nave been

adequztely defined in Lawrence's work.

Studies including self concent which are scecific to Adult Literacy

Studies of self concept which are sgecific to adult literacy include

Boyce et al (1-70), Cunningham (1973), Smali (1970), Zahorchak (1977).
However, these studies deal with the self concept as one consideration
among many others not relevant to the affective domain, which is the focus
of this study. Also, the work was carried oit in America where there 1is
no adult literacy programme resembling the one in this country, therefore,

direct comparisons are not possible.



Berger (1968) in a study of college students with reading difficulties,
stressed the importance of promoting a positive sense of identity.
Mangieri et al (1977), investigated the relationship between reading
ability and self concept of academic ability for 188 black and white male
adult basic education students who were grouped according to colour and
whether they read above or below their grade level. Tests used were the
Nelson Denny Reading Test and the Michigan State Self Concept of Academic
Ability Scale. Low reading ability correlated with a low concept of

academic achievement which was significantly lower in the case of whites.

Martin (1978), investigated the psycho-social characteristics of T2
students aged between 16-70 receiving adult basioc education (ABE) in America .
All students were given a self description questionnaire and an educational
experience questionnaire was also administered to detemmine the extent to
which the students believed their education was causing them to deal
positively or negativel} with trust, autonomy, initiative and industry.

It is suggested that ABE prografmes are doing well in promoting positive
psycho-social development and c;ntrol of 'megative influences'. It could
be said, however, that the use of a questionnaire to colleet such data
gives rather an incomplete pisture. The suggestion seems to be that mere
participation in ABE is adequate for improvement to occur; +this seems an

unfortunate notion to foster.

Some of the differences hetween adults and children are stressed by
Cumningham (1973). She suggests that the adult needs to acquire and
retain a greater degree of confidence and to experience greater feeling

of success. She goes on to note that ABE programmes must perform a
socialization, as well as an educative, function. This point is noted
either explicitly or implicitly by other studies and should be an important

consideration in programme planning.

-9 -



Zand and Puder (1977), s1gest that as well as ne-ding to overcome the
self image of being illiterate, other sersonality factors which interfere
with le rning are alienation, av. idance, aggression towards authority ani
fear of school. They stress that in order to achieve, the illiterate

nhas to break out of a 'slough of despair'.

This slough of despair could be described as a feeling of helplessness or
a lack of a sense of control of mastery over one's environment. It is an
affective attribute waich is considered by this study to be of major
importance in assessing perceptions of self which could affect >rogress

towards becoming a participating,literate member of society.

It, therefore, seems relevant at this »oint to consider studies which have

investigated how feelings of nelnlessness relstes to academic achievement.

Reading and Locus of Control

The importance of 2 sense of naster; of the environment in academiec
achievement is discussed by Bee et al (1969), Crandall et al, (1965),

Feshback, (1975), Milner, (1963}, Seligman, (1975, 1978).

Coleman (1366) in a large scale national survey conducted in America,
suggested that a school pupil's belief in his control over his destiny
was more important tc zchievement than any other school factors measured

in the study. These included facilities and teachers.

Studies showing that poor readers manifest less sense of master; of the
environment include Abrams (1969), Blackham (1955). Carter (1964),

Taberlet (1953). sntwhisle (1971) hypothesized how Rotter's

(1966) notion of locus of control may affect reading. He

sucgests that, generally, micdle class pzrents teach their children

to expect meaning and order in their daily lives and to develo

- 15 -



strategies for coping with any disruption which occurs. It is suggested
that such children will view reading as a tool containing its own
consistency and order and this will help to create enthusiasm for reading.
The alternative is to view reading as one more chore imposed by an

authority figure and therefore, the task is not viewed with enthusiasm.

Rotter suggested that children will work harder at tasks if they believe
that they, rather than chance circumstances or the teacher, are
responsible for the success they achieve. This notion of internal and
external control leading to success has been studied in relation to
academic work (e.g. Sowell et al, 1979) and specifically to reading by
Nicholl 1979. In the latter study 540 New Zealand children in the 2nd,
4th, 6th and 8th year of fomal schooling were investigated for development
of their own success or failure in reading (as measured by teacher's
ranking) and their causal attributions for their success or failure in
reading. Girls were found to be more highly rated by themselves and their
teachers and also more likely to explain their reading performance using

internal coriteria such as ability.

There are two studies which have examined, among other notions, that of
internal or external control in relation to adults with literacy difficulties
(Boyce et al 1970, Shearon and Puder 1970). The data for both these

studies was gathered in Carolina, USA. In Boyce's study 381 functiionally
illiterate people were given pre and post tests to ascertain the effect of
adult basic education on selected non-cognitive factors. As well as
internal/external control of the enviromment these included self concept

and anomia. While positive changes were found in the latter two, the
findings relating to control of the environment were felt to be too
inconsistent for hypothesis forming. Thishighlights the problems which

are inherent in such data gathering and confirms the importance of an
- 11 -



appropriate methodology for obtaining such data. (The anthor's study
applies techniques which have not previously been used in this field for
data gathering. It is hypothesized that a consistent patterm in external/

internal control of the enviroment will emerge).

Shearon and Puder (1970), in a study of 360 students, 34 teachers and a
control group of 30, gave pre-tests and post-tests following 60 hours of
instruction. They tested, among other oconcepts, the self concept and
internal/external control. They found positive and negative changes in self
concept and 'improvement in intermal and external control'. These findings
conflict with Boyce's study and Shearon and Puder conclude that a
longitudinal, evaluative study would only be possible if inadequacies in
the current instrumentation could be corrected. As well as the
difficulties with data collection techniques there is also the problem

of defining what is meant by internal and external control. These problems
seem to be overcome by using Seligman's theoretical framework which has

clearly defined these terms within his model of learned helplessness.

Seligman (1968, 1975) uses the term learned helplessness to describe the
behaviour of a subject lacking a sense of mastery of the enviromment.
Seligman, et al (1978) hypothesized that learned helplessnees and its
generalizability were dependent on how‘a person attributed blame in a
situation of failure. If the blame was internalized self esteem would be
affected negatively, if blame was externalized self esteem would remain
unaffected. He added the dimensions stable/unstable and global/specific to
the exiasting internal/external dimensions in order to refine these

latter notions. As Seligman's model is so important to the analysis of
the data in this thesis his terms will be explained in more detail here as

well as in the later relevant chapter.

- 12 -



Seligman (1975) originally used the term learned helplessness to desscribe

an interference with escape avoidance behaviour produced in dogs by previous
inescapable shock. Seligman notes, "when an animal or person is faced with
an outcome that is independent of his responses he learns that the outcome
is independent of his responses." (op.cit p6). He stated that

laboratory experiments on helpleassness produce three deficits, "They
undermine the motivation to respond. They retard the ability to learn that
responding works and they result in emotional disturbance, primarily
depression and anxiety" (op. cit. p.6). The original hypothesis has baeen
reformulated: (Abramson, Seligman and Teasdale 1978) "The helpless
individual first finds out that certein outcomes and responses are
independent, then he makes an attribution about the cause. This attribution
affects his expectations about future response-outcome relations and
thereby determines the chronicity, generality and to some degree,the intensity,
of the deficits." (p.56). It is important how general the given
attribution is because, "a global attribution implies that helplessness

will occur across situations, whereas a specific attribution implies
helplessness only in the original situation®. (op.cit. p.57). This global/
specific dimension has been added by Abramson et al, to the dinensions
external/internal, stable/unstable, already explained by Attribution
theorists. (e.g. Weiner 1974). Abramson et al, point out that "when a bad
outcame occurs", the individual can interpret this in several ways. Take
the situation in which X failed an examination. Here are some possible
alternative attributions. X may say "I failed the exam because I am stupid".
Lack of ability is a global, stable and internal attribution, which means
that feelings of helplessness will occur across situmations. If X stated

"I failed the exam because I had a headache" this is a specific, unstable,

internal attribution which need not apply to other situations. X may say

- 13 -



"I failed the exam because they set bad exam papers". This attribution
is specific, stable and external and need not apply to other situations.
If X stated "I failed the exam because it's Friday 13th and that's

unlucky", this is a global, stable, external attribution which will apply

to other situations occurring only on that day.

Of these attributions the one which is most likely to affect self esteem
is a global, stable,internal attribution sinee this can apply to every new
gituation. Abramson et al, hypothesize that in order to reach full
potential in the cognitive and motivational domains, self esteem should be
positive and, therefore, any helplessness experienced should be attributed

in such a way that it does not affect self esteem.

Dweck (1975) used this hypothesis to see if it was possible to alleviate

a sense of learned helplessness in children who had failed in arithmetic
by re-shaping their attributions for failure. Twelve children at two New
Haven public schools who were notorious for 'giving up and daydreaming!
during arithmetic lessons were divided into two groups. One group was
labelled 'success only' (SO); +the other group was named 'attribution
retraining' (AR). Both groups were given 25 days special training, but
the first group received only problems they could successfully cope with -
any failure was glossed over or blamed on the problem. The second group
were also given the same problems but twice a day they were given problems
beyond their ability. When they failed they were told "time's up you didn't
finish in time, that means you must try harder". This training of the AR
group to attribute their failure to their own lack of effort (rather than
to lack of ability) resulted in their showing no impairment following
failure in later tests whereas the SO group continued to 'go to pieces'

after failure. This result, as well as correlating with Seligman's hypothes:

- 14 -



has interesting implications for teaching adults with literacy difficulties.
It may be that, especially where most tutors are part of a volunteer work
force (perhaps untrained) weyl meaning tutors may gloss over problems
leaving the student with a negative self concept and & continuing sense of
learned helplessness, even within the framework of improved literacy skills.
At an anecdotal level it is possible to speculate that this may be one
reason why so many tutors report that their students are reasonably
competent when working in the company of their tutor but are unwilling to
use their literacy skills out of the tutor's company. No study, prior to
the present one, has examined learned helplessness in relation to adults
with literacy difficulties. But one study, using a different methodology
to the one planned for this thesis, has examined the notion in relation to

children and reading ability. -

Butkowsky and Willows (1979) selected 72 boys from 4 public schools in
America in largely middle class areas. They were placed in three equal
sized groups of good, average and poor readers on the basis of their scores
on IQ and reading tests so that the child's IQ was used as a predictor of
his reading potential and his score on the reading test as an index of his
reading performance. The children, all boys, were given solvable and
unsolvable anagrams, the results being manipulated. Subjeots were asked
how they thought they would perform prior to the task and on completion

of the task they were asked to attribute the reason for their success or
failure. 12% of good readers, 13% of average readers and 68% of poor
readers gave internal attributions. The hypothesis was confirmed as the
poor readers displayed more characteristics indicative of learned
helplessness and low self concept of ability. These included "significantly
lower initial estimates of success, less persistence, attributions of

failure to lack of ability and success to factors beyond personal control”.

- 15 -



This notion that the way in which a person attributes his failure, can
shape his future sense of mastery of the environment and, therefore, his
learning strategies and self concept, seem of fundamental importance to
understanding those with learning difficulties. It was decided that
Seligman's learned helplessness and attribution model would form the

structure upon which the methodology for this study would be fashioned.

Before reviewing the hypotheses and methodologies adopted for the study,
brief consideration will be given to the aims and objectives and notions

of success which shape adult literacy tuition in this country.

Background to the studyt Aims and Objectives in Literacy Schemes for Adults.

The comparatively rapid growth and the particular structure of the adult
literacy campaign in this country has meant that only limited attemntion
has been paid to the framing of aims and objectives. This lack of clear
aims and objectives has permitted the growth of different contrastive
views of success. These views have been influenced by the two main,

worldwide programmes in adult literacy, namely, UNESCO and that of Friere.

Although, because of the nature of UNESCO projects there are some variations
in methodology and ideology, the basic ideology is economic and centres

on producing a qualified work force. The person without literacy is

viewed as a problem; the aim is to inculcate literacy skills and success
is achieved when this is accomplishéd. The rationale is summed up by
Mahieu (1969), "Because functional literacy is regarded as contributing to
development it must be furthered in areas where modernization is in
progress and where a high percentage of adult illiterates constitute a

particularly serious obstacle to the implgmentation of certain projects".

- 16 -



Friere's pasycho-social approach includes inculcation of skills, but this is
not the sole purpose of the programme. The structure of his teaching
method reflects this. Words are selected which form 'a minimal linguistie
universe'. Wext, based on pragmatic and phonic values, using generative
words and a gencrative theme, a basic teaching vocabulary is construoted.
Friere's aims include encouraging people to believe in themselves and their
culture. This process of 'conscientization' is said to give people the
freedom to improve their existential existence. Skills evaluation is not
the only measure of success, the 'practice of freedom' and ‘critical
consciousness' would be evidenced in other ways than the formal achievement

tests applied to their reading skills. (Friere 1970, 1972).

The major study of adult literacy in this countirny, to date, has more in
sympathy with this latter approach. Jones and Charnley (1978, 1979) use
education to mean 'educare'. The study included the profiles of 68
students as described by 49 tutors, interviews with 35 students and second
interviews, approximately one year later, with 19 of the original 35. Jones
and Charnley conclude that individuals without literacy ekills are

happy, well adjusted members of society; "They were not and did not
perceive themselves as being problem people" (p. 23, 1978). In defining
success for adults receiving literacy tuition they isolate five eategories
for success - affective personal achievement, affective social achievement,
soclo-economic achievements, cognitive achievements and enactive
achievements. They place particular emphasis on the first of these - the
student's feeling of confidence. Their interpretation of the interviews
they recorded is that this was considered by the students to be the most
important result of their attendance for literacy tuition. Jones and
Charnley (1979), conclude that 'real gains may be made in the absence of

technieal accomplishments' since a person may feel more confident as a
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result of participating in adult education, even if their literacy skills

have not improved.

Jones and Charnley have carried out valuable pioneer work in this field.
However, as no example transcript of the interviews is available for
perusal with the Charnley's Ph.D. it is difficult to ascertain how clearly
the feelings of confidence were stressed. Interviews carried out by the
writer confirmed Charmley's finding that studeats do stress feelings of
confidence. However, by applying to the transcripts the theoretical stance
provided by attribution theory and learned helplessness gnd by croas
referencing to the results obtained from the repertory grid study a more

complex pattern emerges.

It can be seen that there are two main approaches to adults with literacy
problems, one is a skills centred approach, the other is person centred.
There is nothing new in such a divisioen-in education, both sides have
advocates and defined systems of classroom management, both have had a
share of popularity. The situation in education for adults remains less
clear cut because there has been no clear statement of aims, objectives

or needs.

The identification of needs is fundamental to planning useful programmes
(Smith 1969). Gorman (1976) suggests that for these adults there are

three needs: reported needs, expressed needs and observed needs.

Reported needs are those judged by informed observers to be necessary or
useful. These include various tests devised to measure the needs of an

adult in society (Bentovim 1974, Harris et al 1971, Merrit 1975, Moyle

1977).

Expressed needs include those to which the learner gives priority and

includes the reasons that students have given for coming forward to help
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(Gazin 1980, Jones and Charnley 1978, Radcliffe 1976). Obviously, there is
a danger here, as Mason-Attwood and Ellis §971)note; adults stated needs
may sometimes be superficial and often adults need asssistance to recognize

their real needs.

Observed needs include frequency of usage, difficulty and usefulness of
words. (Bullock Report 1975, Friere 1972, Marlow 1954, McNally & Murray

1962, Mitzell 1966, Murphy 1973 ).

The needs focussed on in this study will be those put forward by the
students themselves, but the general situation in adult basic education
still lacks clarification. Zimmerman (1972), pointed out that the truism
"if you're not sure where you're going you're likely to end up some

place else" is particularly appropriate to planning and curriculum
development in this field. Kedney (1974), adds "without due attention to
the needs ands interests of adult learners and their effective translation
into aims and objectives the provider may also end up some place else and
alone™. (pe 29). This study aims to contribute to this field by detailing
some of the needs factors as expressed by the respondents. While
recognizing that this gives only a partial picture it is hoped to add

useful knowledge to a field urgently requiring research and analysis.

Teaching Methods

The recognition that there is a difference between teaching adults and
teaching children has not always been stressed in the literature
available to adult literacy tutors. The use of a largely volunteer
labour force, not trained teachers, means that most of the advice is
concerned with practicalities, such as how to identify specific skills
problems presented by the students, or prepariug work cards etc. When

mention is made of the special needs of adults it can suggest rather a
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dauntingly negative attitude, as is ex ressed by Davidson (1972). He notes,
"the cwnulative effects of their development, of tre environmental and

socizl rel-tionships include a faulty and incomplete develosment ~f audio

and visual skills, poor perce,tual discrimination skills, an impoverished
language, a lack of classifying, relating and intefgratin: knowled-e 2and a
low tolerance of frustration" (p. 103). Alternatively, iace (1979) suggested
an equally one sided picture of the student with literacy difficulties

as 4 victim of society. Jones :nd Charnley in oortraying students 'not

as problem people' offer a further verspective. All these views have Some-
thing to contribute, but they would perhaps be nore valuable if considered

as an amalgam.

Adults without access to literacy in a literate society are roblem people
to some extent. They may also possess some or a1l of the difficul:ies
sumnarized by Davidson. But volunteer tutors need most of all to be
reminded that the relstionshion with their student is adult to adult and
must rest on = sense of mutuzl resect and contribution if the student is
to continue his studies to an independent conclusion. The paternalistic
attitude which may be a function of a satisfactory child/adult learning
relztionsnip will not help an adult literacy student to achieve the sense
of mastery necessary for him to be able to function eventually without the
constant vacking of =2 tutor. rro ress will, of coirse, be slow, but until
there is a deeper understanding of adult literacy students and an
anpreciation of what the role of a tutor entails the picture rememing =rtly
obscure. Unless tutors are given a much fuller picture of the serceptions
of self held by adults with literacy difficulties it is unlikely tn2t many
of them will be fully aware of how aspects of the affcctive domain may

influence the student's learning and general progress.

Thie study hopes to ne anle tu contribute in this di ection.

i
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CHAPTER TWO Hypotheses and Methodology

This chapter details the hypotheses for the first and second phases of
the thesis. It describes how the methodologies for the study were
arrived at and discusses how the groups of students to be studied were

defined.

The researcher®s experience as a literacy tutor and the opportunity this
gave for the observation of students over a number of years led to the
development of a desire to initiate a research programme examining the
perceptions of self in adults with literacy difficulties. This interest and
the results of a literature search in the field of reading and the
affective domain, and adult literacy, led to the design of the study and

formation of the following hypotheses:

Hypotheses for the 1st phase of the study.

Hypothesis 1A

The distance between the respondents! ideal self and the self prior to
tuition will be greater than that between the ideal self and the present
self on the repertory grid. I.e. respondents will view themselves less
negatively after tuition than before, as expressed on the repertory grid.
The sample will be selected to ensure they have received tuition for at

least one year.

Hypothesis 1B

The sample will score more highly on neuroticism, as measured by Eysenck's
Personality Inventory than the normal population as established by

Eysenck.
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Hypothesias 1C

The degree of neuroticism, as measured by the EPI, will correlate positively
with the distance between the present self and ideal self elicited by the

repertory grid; those scoring highest on neuroticism being furthest away

from their ideal self.

Hypothesis 1D

Those respondents who give continuing negative perceptions of self in
the repertory grid are likely to be those who, in the interview,
perceived the cause for their past literacy failure to have an internal
locus of control orientation. (Internal and external locus of control

being defined by Abramson et al's model, 1978).

As well as testing the above hypotheses the first phase of the study
sought to replicate and extend some of the findings from Charnley's
study in the field of adult literacy, in this country, by conducting
interviews with the respondents which examined their perceptions of
school, parents, siblings, partner, work, past literacy failure, present
tuition, expectation for the future, and impact, if any, on the

respondents' life of any perceived improvement in their literacy skills.

The second phase of the study tested hypotheses 1A, 1B and 1C with a larger

sample.

In order to olarify links between the repertory grid and locus of control
orientations, the fourth hypothesis (1D) was redefined and became two

separate hypotheses, 2D, and 2E. It was surmised that if these hypotheses
were confirmed it could indicate that the repertory grid may be of future

use as an additional methodology in studies of learned helplesaness.
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The need for such alternative techniques has been stressed by Seligman et
al, when they noted, "An important future task will be to develop an
adequate technology for measuring attribution expectations". (p.19, 1980).
Therefore, it was felt that as well as amalgamating the grid findings

with verbal reports, an already established locus of control measure should
be used as a confirmatory tool in these hypotheses. The measure chosen

was Levenson's IPC Scale (this will be discussed in detail in Chapter Four).

Since it was not practical to use interviews with the second, much larger
sample, self report questions were used to ascertain relevant, verbal

information previously obtained by interview.

In order to clarify the hypotheses for each stage of the study, those
belonging to the first phase are prefaced with the number one, those

belonging to the second phase with the number iwo.
The hypotheses for the second phase of the study were as follows.

Hypotheses for the second phase of the study.

Hypothesis 2A.

The majority of the sample will show a greater distance between the ideal
gself and the self prior to tuition than between the ideal self and the

present self i.e. they will view themselves less negatively after tuition

than before, as expressed on the Kelly Repertory grids.

N.B. All the sample will have received at least one year's tuition.

othesis 2B.

The sample will score more highly on neuroticism as measured by the EPI

than the normal population as established by Eysenck.
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Hypothesis 2C.

The degree of neuroticism as measured by the EPI will correlate positively
with the distance between the present self and the ideal self, as measured

by the Kelly Repertory grid, those scoring highest on neurotiocism being

furthest away from their ideal self.

Hypothesis 2D, part 1.

There is a relationship between closeness to the ideal self, as measured
by the repertory grid, and the attribution for literacy failure given on
the self report questions. Those closest to the idesl self being more

likely to externalise the reasons for their literacy failure.

Hypothesis 2D, part 2.

Those closest to their ideal self, as reported on the repertory grid, are
more likely to be those who see themselves as having more control over

their own life than either powerful others or chance on Levenson's IPC Scale.

Hypothesis 2E, part 1

Those who internalize their reasons for failure on the self report questions
are likely to be those who see powerful others and/or chance as having

control in their life, as measured by Levenson's IPC Scale.

Hypothesis 2E, part 2.

Those who internalize their reasons for literacy failure on the self report
questions are likely to be those who show no change towards the positive
pole on one or more constructs between the elements 'AS I USED TO BE BEFORE
CLASSES' and *AS I AM NOW! on the reportory grid. i.e. They will have

continuing negative perceptions of self.

N.B. Positive means more desirable to the respondent.

- 24 -



If these hypothese are confirmed they would have implications for the tutors

of adult literacy. For example, if continued learned helplessness is

indicated by the respondent:

a) Showing a tendency to see chance and/or powerful others as more dominant
than the self in controlling their life.

b) Replying to the self report question asking them to attribute their
past literacy failure with an internal, stable attribution.

¢) Replying to the self report question asking if they perceive an
improvement in their literacy skills,in the affirmative.

d) Showing continuing negative perceptions of self on the repertory grid

this will suggest that for some respondents skills improvement alone is

not enough to free them from a sense of learned helplessness.

It has been noted that Seligman states that in order to reach full potential
students should be free of internal attributions which are likely to

affect general self esteem negatively.

The implieations of these findings for tutors would be that in incorporating
the knowledge of learned helplessness into their teaching model they would
have to adopt strategies for teaching which are perhaps more familiar in
counselling, where an awareness of the client's affective needs is accepted
as relevant. Details of what these strategies might. entail will be

considered in depth in a later chapter.

Deciding the Methodology

Because of the accepted link between g negative self concept and poor
reading and the role of ocounselling in attempting to overcome this negative
self concept:the search for suitable methodologies for this study began

with a search of the literature on counselling.
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Although the study was not attempting to ehange the self concept through
counselling it was felt that the person centred approach, intrinsic in
counselling would be most likely to Yield a methodology in which the
respondent was as active participant. This was seen to be important in
order to obtain meaningful data in a study of perceptions of self in
adults with literacy difficulties. A methodology which fitted this criterion

was the Kelly Repertory Grid (discussed in more detail shortly).

Most studies in the field of adult literacy to date (e.g. Gazin 1980,
Radcliffe 1976) have used questionnaires to obtain their data. These
questionnaires are not usually researcher administered and while they can
be useful in obtaining certain data (e.g. Gorman, 1979) they are not
suitahle for yielding the depth of information sought by this study.
Therefore, it was hoped that it would be possible to include interviews
among the methodologies adopted for the study, since the interview technique
overcomes the objections raised by questionnaires and enables more

detailed data to emerge by allowing probe questions, elaboration and explanatior

Interviews have been used successfully to obtain informetion in at least
one study of adult literacy. (Charnley, 1978). In his Ph.D. Charnley re-
ported increasesjin self esteem in his’respondents and suggested that this
increase in self esteem was more important than skills improvement. This
writer wished to replieate part of his work concerned with increase in

self esteem. But the methodology used by Charnley, of collecting interviews
from thirty five subjects and then attempting to interview the same
respondents a year later, seemed unsatisfactory and cumbersome for a
number of reasons. One of these being the difficulty of tracing the
respondents after a year. Charnley was only able to interview nineteen of
the original thirty five students and he was in an exceptionally favourable

position to elicit géneral co-operation as he was involved in monitoring
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the establishment and coordination of literacy classes at the time of their
inception (in the sense that the government provided money for a literaoy

project. In some areas classes had been established previously).

However, a technique which has been used Ssuccessfully in counselling

and been subsequently adopted in educational research (e.g. Keen 1979,

Nash 1973, Pope 1978, Ryle and MacDonald 1977) seemed particularly suitable
for this study as it overcame the necessity for two interviews, as well as
having many other advantages. This technique is called the Kelly
Repertory Grid (1955). As well as overcoming the necessity for two
interviews the grid has other advantages. The repertory grid technique
describes the world as it is viewed by the respondent, not as the researcher
imagines the respondent views it. It is, therefore, useful in reducing
research:r bias. It is a technique in which the subject partiocipates

fully and it is one of the least overtly directional methods of data
collection. Although it has not been used previously in the field of

adult literacy, a study using the technique has been applied with children
experiencing literacy difficulties. Ryle and MacDonald (1977) found, using
this technique with a sample of nine year old boys in England, that those
with reading difficulties identified more with their peers than did a
matched sample of boys without reading difficulties. Because of the
structure of the repertory grid such data can emerge without the necessity
for posing a question which may seem directional. It, therefore, gives

access to alternative as well as confimmatory data, to that likely to arise

from questionnaires or interviews.

In counselling,this established technique is used with clients to elicit

perceptions of their past, present and ideal self. It seemed that such a
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technique could replicate information gsought by Charnley without having to
conduct two interviews with each réespondent. Instead, the subjeoct would
be seen after he had received tuition for some time and perceptions of his
past, present and ideal self could be ascertasined simultaneously. (The
validity of collecting such information in this way is well established
in the counselling field, e.g. Bannister and Fransella, 1971). The grids
could also yield other perceptions of self from the adults with literaocy

difficulties which would be pertinent to the study.

However, in order to ensure as much authenticity as possible where the
elements were to be supplied, interviews were to be used with the first
sample so that areas of concern could be elucidated from the interviews

and then presented to the respondents as elements in the repertory grid.

A second reason for using interviews in the first, smaller sample was that
it would be possible to spend some time interviewing respondents and, there-
fore, a direct comparison could be made between some of the findings in
Charnley's study, the comparison being more relevant as the same methodology

would be employed.

However, it was not considered practical to use interviews for the second
phase of the study with a much larger sample. (There were 49 respondents in
the second sample. 18 respondents were interviewed for the first sample

and 10 also completed repertory grids and Eysenck's P.I.). Instead,
relevant information obtainable only by verbal report was aseertained by

self report questions.

Having established that interviews, self report questions and the repertory
grid technique would be used in this study, further methodologies were
sought which could relate directly to loous of control and attribution

theory. As the theoretical framework for the study was the learned
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helplessness model established by Abramson et al, the interviews could be
used in the first phase of the study to ascertain attributions for failure
in literacy. Further methodologies were sought which could relate directly
to Learned Helplessness/Attribution studies as a confirmation of the.verbsal

findings, and as an additional measure to clarify the possible future role

for the grid in learned helplessness studies.

As will be shown, a search of the methodologies revealed Levenson's IPC
Scale to be the most suitable measure in relation to Learned Helplessness/

Attribution theory.

Levenson's IPC Scale and Eysenck's Personality Inventory

The locus of control variable which is important in forming the theoretiocal
framework for analysis in this study has been related to a number of other
variables. For example, Lefcourt (1980) has concluded that a tendency
towards an external orientation correlates with an 'abnormal' personal

functioning.

Morelli, and Morelli (1979) used Levenson's IPC Scale (1972) and linked
externality on that scale to various measures of irrationality, using a
gample of psychiatric patients who were hospitalized. A study by Morelli,
Krotinger and Moore (1979) linked neuroticism to Levenson's IPC Scale.

The researchers hypothesized that subjects scoring highly on neuroticism,

as measured by Eysenck's P.I. would be more likely to believe in an external
orientation and would also see chance as being a determining factor in
their lives. This hypothesis was confirmed, neuroticism being significantly
related to internal control (-27) and chance (.34) on Levenson's soale.

Why there is no mention of the relationship to the powerful others dimension
on this scale is not clear, presumably because no significant relationship

was disocerned.
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Neuroticism has been linked with learning. It has been suggested that
neuroticism can be a motivating factor in intellectual achievement. (Lynn
et al, 1961). Others (see above) have suggested it is a factor in under-
achieving. These later findings linking neuroticism with locus of control
suggest that perhaps the latter is more likely. Since Eysenck's Personality
Inventory is a well validated personality measure it was decided to
administer this inventory to respondents. It was felt it would be a useful
extension to the perceptions of self revealed by the interviews and grid.
It was surmised there would be no significant difference between the general
population and the researcher's sample on extraversion/introversion. But
the writer hypothesized that her sample would score more highly on
neuroticism. However, she was reluctant to make any further comparison
between neuroticism and other variables, such as thdése made in the Morelli
et al study described above. The lack of correlation of all the variables
in Levenson's IPC discouraged a replication of that study. Instead, the
writer chose to focus on the establishment of neuroticism and a possible
relationship between this and the ideal self on the repertory grid. It was
hypothesized that those who scored highlyon neuroticism were likely to be

those who were furthest away from the ideal self on the repertory grid.

It was decided that Levenson's IPC Scale would be used for the second phase

of the study if high neuroticism was confirmed in the first sample.

The choice to use Levenson's IPC was a difficult one to make. There have
been many studies which have focussed on locus of control}using a variety

of measures. The validity of a relationship between locus of contrél and
learned helplessness is, however, well established. Lefcourt has noted

M... given descriptions which have been derived from a large body of
empirical research, one could conclude that the locus of control is an
adequate personality equivalent to the states of helplessness that have been

» +- % -v-—-+-— regearch" (1980, p. 248).
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Both Lefcourt and Phares (1976) have cautioned researchers about a number

of "misinterpretations and misuses of the scalas that have been constructed
to assess the locus of control variable" (Lefoourt 1981, p+5). Lefcourt
notes that there are two types of researchers. One group, labelled by
Lefcourt as 'conservatives' have tended to reify constructs and assume that

a measuring device is the sole definition of a construct. He suggests

that thesge researchers would be conservative in their choice of measuring device,
choosing a method which is 'established, well used and popular',regardless

of whether or not it is really relevant to their study. In these cases

the most common choice is Rotter's Internal, External Scale (1966). This
scale was originally devised to 'assess control expectations' in the
following goal areas: achievement, social recognition and love and affection.
Because the scale needed to be subjected to factor analysis its final form

of twenty three items is rather more global in concept. Lefoourt suggests
that the use of such a short, general questionnaire to divide people into
either external or internal types has led to much confusion. Because it

has been used in studies where its application has been expedient rather

than appropriate, confused or contradictory findings abound.

Lefcourt labels the second group ‘'constructivists'. These researchers view
locus of control as 'a convenient abstraction describing individuals'

causal beliefs! (1981), p.1) rather than thinking of locus of control as

'a real trait to be found within a person' (op. cit.). Such researchers

are seen as less likely to make assumptions on the results of findings which
acorue from the use of an irrelevant measuring device and are more likely
to search for alternative methods, or pioneer their own measuring
technique. Unfortunately, many of the devices initiated by this second

group are not readily transferable to other studies, so the problem of

validity remains.
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In the search to resolve the =2bove oroblems the researcher corsidered nsing
Rotter's scale but rejected it on the above Jroanis. Instead [evenson's
Internal (I), Powerful Others (P), und Chance (C) scale (1372) was chosen.
Levenson's IPC scale was "desizned as a reconce tualiz=2tion of Rotter's
I-E scale (1966)" {Levenson 1831, p. 17). Because it is multidimensionsl
rather than unidimensional it overcomes the objections discussed above in
relation to Rotter's scale. The redefinition of Rotier's notions of
intern=1 and external in Levenson's scale mean that it is more amenable
with tne learned helplessness/attribution theory measures of internal/
externsl and is therefore seen as useful and relevan: to this study. (For
full detzils see Levenson 1981). The scale has been used with over 500
adults including the general .onulation, undergradustes, prisonsrs and

psychiatric patients.

As alresdy stated, it was felt that it wo 1d be unnec=zssary to introduce
Levenson's IPC Scale in the first ohase of the study since its use as a
coafirmatory tool for locus of control orientations devended to some extent

on the results of the first phase of the study.

A further factor was the length of time taken to conduct iaterviews. Because
the interviews were very time consuming for the resjpondents it was felt

that the methodolozies to elucidate perce>tions of self in the first ohase

of the study should be confined to tie interview, the re.ertory zrid and

gysenck's P.I., in order not to impinge too much upon the students' time.

In the second phase of the study Levenson's IPC Scale was also administered
but tie interview was renlsced by self report questions. (Fuil details

of these methodologies are given in the relevant chapters).

The following diagram is included to clarif the rangye of methndoloies

used with esch sample,

l
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Table showing methodologies used for the study.

self
method interview repertory E.P.I. report Levenson's
grid questions I.P.C.
18t phase \/ \/ \/
2nd phase. \J/' V/, V//‘ \//

The problems encountered in defining the group of students to be studied

will now be considered.

Defining the Group of Students to be Studied

Because of the nature of growth in the adult literacy movement, the materials
for assessment - such as reading age tests - have been borrowed from

schools, where they were designed for use with children. This is not a
satisfactory situation for a number of reasons. The reliability of such
tests, particularly in relation to the division into sub-skills, has been
questioned by Farr (1969) et al. Moyle (1977) has suggeated that a more
valid test for adults would be one based on everyday reading tasks (see
Unsworth (1976). Bormuth (1973) felt that in order to define functional
literacy for adults "only those tasks that are commonly needed by all
should be included in a definition to be used with a basic literacy
progremme" (p. 56). As Barrow (1977) points out it is a problem to define
reading tasks that are 'commonly needed by all'. There does seem to have
been confusion between 'most frequently read' material and 'most useful'
material, an assumption being that the former must be more important. A

1ist of the most frequently read material would include (in order) newspapers,
non-fiction, magszines, personal correspondence, advertisements, street

names, traffic direction sigms, television programme guides and words on

television. A list of the most important materials includes: dosage
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instructions, danger signals, emergency procedures, traffic directions,
official forms, job application forms, wage 8lips, legal documents, firast
aid instructions and the highway code. The reading age for these tasks

varies from 9.00 years to 18.03 years. (Barrow, 1977).

The U.S. National Reading Center's definition of a functionally literate
adult is one who has command of reading skills "that permit him to go about
his daily activities successfully or to move about society normally, with
comprehension of the usual printed expressions and messages he encounters"

(Bentovim, et al 1974, p. 437).

Bormouth (1973) suggests that 'literacy behaviour' must include decoding,
literal comprehension, critical reading skills and reading flexibility
studies. But Barrow (1977) suggests that "instruotion‘in this wide variety
of skills cannot easily be given within the limited resources of many
existing literacy schemes" (p. 35). He notes that some students may only
require a limited sight vocabulary, and tutors should be guided by their
students needs. This idea has a place in the teaching of adult literacy
and has been successfully launched in some 'drop in' workshops situated in
shops in high streets. However, there is a great danger, generally, in
accepting only the student's definition of his needs and this is discussed

in detail elsewhere in the study.

Macfarlane (1977) stresses there is a danger in separating the idea of
literacy into a set 'mechanical skills' on the one hand and 'information to
be acquired' on the other. He quotes from Reed (1970) who, in talking of
children's reading development noted "I think understanding is of vital
importance ... but I also believe that to introduce this second goal
before he has learned to read can only confuse him and delay his progress'.

(Macfarlane, p. 68). This view can be discredited. Much research has
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shown that anticipation and prediction of word meaning, based on semantic

or syntactic information and expectation,is essential behaviour for a
reader (Farnes 1973, Goodman 1969, Siler 1974, Smith 1971). The meaning of
words is extremely context bound. This applies also to sentences and
passages (Farnes 1973). The different models of reading epitomize the
difficulties of arriving at a definition of what constitutes funotional

literacy for adults.

Powell (1977), points out that literacy 13 a term which takes on a less
conorete meaning the more closely it is observed. He states that "it is a
particular society which defines literacy" (p. 3) and suggests that literacy
and computational skills are the "cormerstones of the foundation which

give the individual the power and the freedom to meet the conditions

imposed by society" (p. 3). He states unequivocally, "without literacy a
person cannot be truly free" (p. 3). Powell defines five levels of
literacyt illiteracy, preliteracy, basic literacy, carcer literacy and
literacy. He notes, "since work is one of the primary functions of being
an independent, contributing member of society, career literacy is necessary
to become a minimally literate person in American society". (p. 7). The
description he applies to the skills required for each of these stages

suggests that for Powell a functionally literate person would possess a

very high reading age.

In deoiding how to arrive at a definition of the group to be studied, various
factors were considered. Partly because of the unreliability and unsuitability
of available material (Unsworth (1976), Moyle (1977)), and partly because

of difficulties in attempting to apply reading and spelling tests to adult
literacy students (Jones and Charnley 1978) it was decided that no attempt

would be made to colleot such data for this study. However, all the
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students are adults who have experienced literacy difficulties and have
chosen to join a scheme to improve their literacy; to this extent they

are defined as adults with literacy difficulties. This definition is very
similar to that given by Charnley and Jones (1979) who, in describing

the sample for their study, note that it is not possible te apply reading
tests and "It is the perception of his inadequoy, attested by his willingness
to seek tuition, that includes him in this category". (p. 4). Where test
data does exist (Gorman, 1979) it seems the majority of students coming
forward are not totally illiterate, but have basic reading skills suggesting
a reading age of between T and 9 years. This is enough to enable them to
attempt to cope, but not enough to enable them to be fully effective.Since,
as a BAS report (1973) has shown, to cope with most newspapers and labels
on household goods requires a reading age of 14 - 16 years, while various

government forms (e.g. family income supplement) have higher requirements.
(See Bentovim (1974) for details).

A further important consideration in defining students to be included in
the study was that they had to have received tuition for at least one
academic year. This was in order to ensure that comparisons on the
repertory grid with the present self and self prior to tuition would be

meaningful.
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CHAPTER THREE The Interview Chapter

The interviews conducted for the study are discussed in this chapter. The
rationale for using interviews in this study has been described in an
earlier chapter. This chapter outlines the design of the interview
schedule and then presents details of the sample, procedure and an
analysis of the transoripts, and a discussion of the results. Where
relevant, comparison is made with the work carried out in this field

by Charnley (1978).

Design of the interview schedule.

The schedule was designed with two purposes in mind:

1) to ask the sort of questions which could replicate or build on

information obtained in Charnley's study of adult literacy, (1978).

2) To consider factors not previously investigated which related to the
respondents! perceptions of self, particularly the attributions they gave

for previous literacy failure.

The factual information to be obtained included age, sex, marital status,
employment and the length of time the respondent had been receiving

literacy tuition.

Charnley's interview schedule contains nineteen questions. However, many
of these appear in note form suggesting that the interviews were relatively
unstructured, no emphasis being placed on using the same wording with

each respondent. The sshedule begins by asking why the student decided to
join the scheme and how they heard about it. It then asks about work and
how they manage literacy difficulties encountered there and whether they

have any achievements using their newly acquired knowledge. He then asks
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if they have experienced embarrassment and if this has changed. He then
asks for samples of their writing and permission to ask their tutor about
their progress - questions which seem strangely placed in the middle of an
interview schedule, albeit an unstructured one. He moves on to enquire if
the student receives help from the family and then asks 'has your
confidence increased?' If the question was asked in this way it seems
rather too directional. (This study in seeking similar information asked
'Since starting tuition are there ways you feel different, e.g. at home,
at work, with your mates?' Other questions (still quoted in order) were,
the respondent's attitude to his tutor, his educational history, the
literacy ability of the rest of his family, the sources from which he
obtains information (e.g. t.v., radio, newspapers) whether he has time to
study at home and lastly, 'general probing of use of literacy by student'
(p. 113, 1978). 1In the second interview one year later, respondents were
asked

a) how have you got on?

b) In what way have you changed since joining the scheme, e.g. success in
reading, writing, human relationships?

6) What are your hopes and objectives now?

The writer replicated the last three questions, (using different terminology)
and asked questions concerning educational background, literacy ability
within the family, help and support from home, possibilities for home

study. However, the format chosen for the interview schedule was more
structured. The rescarcher considered the wording for each question and
used the same phrasing with each respondent. The sequence of questions was
also more formalized. As the interview schedule was structured to elioit
information covering a ocomprehensive time span it was decided that the

ease with whioh the information could be recalled would be facilitated by
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dividing the schedule into sections concerned with different spans of
time.

The first seotion of the schedule required the respondent to remember back
to thebeginning of literacy tuition. It was felt that this would probably
fulfil the student's expectations and, therefore, not be seen as
threatening. The researcher introduced this section by announcing "I'm
going to ask you about when you first joined the scheme. We're looking
back to when you first came forward for help." It was felt that defining
each section in this way would enable the student to be better able to

recall rélevant information.

Respondents were first asked what decided them to seek help and how they
heard of the scheme. Such information could be useful in future

programme planning. The next question sought attitudinal findings relating
to the respondent's immediate family. Family support has been seen as a
factor in eontinued attendance for tuition; olarification of this factor
was sought. Fourthly, students were asked whether it was reading, writing,
spelling or all of these, they required help with. This question relates
to the definition of needs, discussed in detail elsewhere. The fifth
question focussed on what respondents imagined classes would be like before
they attended. It was thought this may give some indication as to why
they felt able to come forward for help, since only a very small proportion
of those requiring literacy help actually seek tuition (approximately
00,000 out of an estimated population of 2/3 million). They were then
asked about their chosen method of study. A unique feature of the adult
literacy movement is the opportunity offered for one to one tuition. There
are two other methods in common use. One system provides a professionally

qualified tutor who instructs a small group of students. An alternative



method is for one qualified tutor to supervise a group where students
8till work with individual tutors who are volunteers, usually unqualified.
When the scheme was launched it was felt that individual tuition in the
privacy of the tutor's or student's own home would have strong appeal to
the students - this question sought the student's views on this

'anecdotal'! assumption. Next respondents were asked what they thought they
would get out of joining the scheme. Bearing in mind Charnley's finding
that an increase in confidence was a more important result of attendance
at classes than whether literacy skills improved, it was thought useful

to ascertain if respondents began their learning with a narrow, skills
oriented definition of their goal or whether they envisaged a wider ocanvas,

including changes in feelings of confidence.

The next two questions dealt with respondents'perception of the time it
would take to reach their goal and whether their ideas about this had
changed over time. In the initial stages of recruitment for volunteers

in the scheme it was often not rgalized that the commitment would probably
be one of years rather than weeks or months. The degree of realism of

what the student's commitment entailed was sought.

With the final question in the first section focussing on their feelings

at present the next seotion followed logically. However, the researcher
advised the respondents "We're going to talk about how you feel now - not
how you used to feel". The first two questions in the second section asked
whether ideas about classes and tutors had ochanged with experience and if

so in what way(s).

Interviewees were then questioned on their ability to study at home - whether
there was the physical conditions, time or inclination. This information
could help to show if it was realistioc to expect students to work at home.
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The next two questions focussed on the respondents! leisure time and sought
information regarding any changes in this area, including reading habits.
For example, had the interviewee begun to read in his spare time since
attending classeas? This question aimed to clarify anecdotal evidence that
respondents are sometimes reluctant to use their newly acquired skills

outside the setting in which these skills were acquired.

The final question in this gection, phrased as non-directionally as possible,
asked respondents if there were ways they felt different since starting
tuition. This question was seen as the equivalent of Charnley's question

'Has your confidence increased?!

The third seotion covered educational background and was introduced by
the researcher saying "Now I'd like to look back to your school days, we're
talking about when you were at school". The rationale shaping most of
these questions is self evident. Links between the home and the school are

well established (e.g. Goodacre, 1968). Questions concerning the family were:

1) While you were at school do you think they knew at home that you had

problems with your reading, writing and spelling?

2) Do you think any other members of your family had difficulties with

reading, writing or spelling?

Respondents were then requested to give their first recollections of
experiencing literacy difficulties and were then asked how they attributed
their failure in literacy. As has been noted in detail elsewherse, this
latter question eliocits information required for analysis within the learned
helplessness model. The two questions following asked specifically about
the reaction of the achool to the respondent's literacy difficulties,in

order to ascertain whether the school had offered any assistance. The final
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question in this section sought the respondents! general memories of school.

The fourth section of the schedule asked the respondent how he perceived
the future. It was introduced by saying "Well, we've looked backwards in
time now I'd like us to look forward to the future". The first question
asked the student when he felt he would be able to cease tuition. The
probe for this question covered three choices: skills, self confidence,
tutor advising student to leave. These indicate the rationale for this
question, which was twofold. Firstly, to refer back to an earlier question
concerned with expectation of what would be received from the scheme.
Secondly, to indicate the comparability in importance of these areas for
the student, thus giving further opportunity for comparison with Charnley's

study, where feelings of confidence superseded skills improvement.

The student's attitude to learning and desired level of attainment were
next requested by inquiring if he planned to attend other classes in the
future. Finally in this section, furtherclarification of any changes in
the respondent's concept of self were sought by asking him to elucidate
any changes in his perceptions of his future 1life. Respondents were then
asked whether they thought there had been an improvement in their literacy
skills. If they replied in the affirmative they were also asked if they

felt the improvement had changed their life in any way.

Closing the interview with a discussion on their literacy progress was
calculated to give them an opportunity to expand on this theme, knowing the
interview was ending. The researcher drew on her imterviewing experience
as a social worker and a counsellor for the timing of this question. It

is well established in interview situations in those fields that the
interviewee may only reveal his major concerns as he 'walks out of the door!

so time was allowed for the respondent to elucidate and expand on areas of

concern.
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When the conversation was concluded, factual details required such as age,

marital status, employment and length of time attending classes, were

requested.

In designing the interview schedule the researcher drew on her experience
as a literacy tutor to ensure the phrasing of the sentences was easily
comprehensible without being patronizing in tone. (See appendix 2 for

the full interview schedule and appendix 3 for an interview transeript).

Sample

Thirteen éemi-structured interviews were conducted with an 'opportunity
sample! of students attending adult literacy classes run by the local
authority. The students were obtained from two groups. One group had been
running for over two years, during which time there had been very little
change in the struceture of the group. The second group was much more
fluid; some students had attended for two years, others for a shorter
time. Some, but not all of the students,had previously received individual

tuition. Both classes were receiving tuition from the researcher.

After these interviews had been conducted it was felt that since all the
respondents had been taught by the researcher a certain bias might be
present. In order to olarify the position it was decided to conduct
further interviews. These students were obtained from another two local
authority classes within the borough under the instruction of two different
tutors. Five further interviews were conducted. Four lasted for one
hour, one lasted for half an hour (see appendix 4). (No significant
differences were noted between the replies in these interviews and those
given by the groups taught by the researcher). A total of eighteen
interviews were conducted.

There were fourteen male and four female respondents.
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The age of the sample rangsd from 18 - 55 years.

All respondents had received at least one yearé tuition.

All interviews were conducted during the first phase of the study.

Procedure

One pilot interview was conducted in January 1980. In order not to reduce
the already small sample, a student from another class within the same

borough was chosen for this. The method of slection was as follows:

The researcher was invited to observe the class and discuss her research
and request an interview during the coffee break. In the event about half
the class offered to be interviewed, so the researcher chose the one who
seemed to be shiest and least articulate, on the principle that this would
be the moast difficult interview and therefore, the most likely to show up

any flaws in the proposed interview schedule.

The interview was carried out on the same evening using an alternative
classroom. It lasted for one hour. The only change made to the interview
schedule was to clarify the wording of question 4, section 3; otherwise

the schedule remained unaltered.

There were no refusals to take part in the interviews which were conducted

with the researcher's students.

The interviews were conducted at the school where the evening classes took
place, although the venue was not the classroom in which the classes were
usually held. Instead, a domestic science room was used as it provided

easy chairs and a less formal atmosphere. Interviewee and researcher sat
facing each other in easy chairs in the part of the room which was set

out as a dining/living room. The tape recorder was placed on a table parallel
to the chairs and the microphone was turned towards the respondent, but
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was not obtrusively close.

The interviews were conducted individually and lasted, on average, just
over one hour. All interviews were recorded in the evening betveeﬁ seven

and nine p.m. during February - April 1980. Each appointment was outside
the usual tuition time.

Provision was made to conduct eight interviews with students not taught
by the researgher. A total of ten students were asked to participate;

there were two refusals to take part.

The venue for these interviews was a classroom. Interviewee and researcher
sat facing each other across a table. The tape recorder was placed on the

table, the microphone turned towards the interviewee.

The interviews were conducted individually and lasted approximately one

hour (except for one interview, see appendix 3).

Al]l interviews were recorded in the evening between 7 - 9 p.m. during June,

1980, Eaoch appointment was outside the usual tuition time.

Analysis of the Interviews.

Each interview was recorded on a taperecorder and the transcription took
place as soon as possible after the interview so that all the nuances of

body language and facial expression were still clear in the researcher's

mind.
Each tape was transcribed, noting the above where relevant.

The tape was then replayed, particular attention being given to conversation
that was at first indecipherable. The time taken for this task varied
from tape to tape and depended partly on the speaker and partly when the

interview took place; sometimes there was background noise from the
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other activities in the building. Often this was a task of several hours.

When the tape was fully deciphered it was replayed and the pauses in the

conversation were timed.

Then the transoripts were compared. Each question on the schedule was
noted and the answer to this question on each transcript was considered.

The answers were then compared and areas of similarity or difference were

recorded.

The final quotations which were used to compile the interview chapter may
seem straightforward and thé comparisons obvious, but they involve many
hours of transcription analysis and consideration to ensure the researcher

did not superimpose a pattern where none existed.

The interviews are considered by referring as fully and closely as possible
to the words of the students themselves. Although the answers will be
commented on a8 necessary, no attempt will be made, in this chapter, to

fit these replies into a previously conceived theoretical framework.(13 The
information obtained, therefore, may be directly compared with other studies
where relevant (e.g. Charnley). Some questions may not have been covered

by previous research and therefore, the simple, straightforward presentation
may assist later researchers seeking to add to this field. It also ensures

that any new information is easily accessible to interested parties.

The information will be presented under the heading of each question, or
where necessary an amalgamation of several question. Each quotation is
followed by a mumber. This gives the identity of the student. Numbers

followed by 'a' denote students from the groups not taught by the researcher.

(1) Although any kind of selection assumes some kind of framework.

- 46 -



The verbal information is olarified by a table giving numerical information

about the replies to the interview questions. (see appendix, tables 1 and 2).

How did the respondent's family feel about his/her‘joinigg the scheme?

The attitude of other members of the family is an important factor in
considering whether the student is likely to be motivated enough to
continue attendance for literacy tuition. The commitment of time and
effort required is considerable and would be very difficult to attain
without family support. There are many reasons why a spouse may not
support a student. It could be that a satisfactory, mutually dependent
relationship exists and that this would be threastened by the student
becoming literate. This may be because one partner is literate and takes
responsibility in the situations which arise requiring this skill. The
literate partner may feel threatened if this balance begins to change.
It may be that both partners experience literacy difficulties, but only
one partner wishes to take remedial action. In such cases it could be

anticipated that the student would socon 'drop out'.

In the sample those who were married had received encouragement from their

spouse. The degree of this encouragement variedt

"My wife sort of, not pushed me, but, um, advised me, you know,
that it would be a good thing". (to go to classes). (3a).

(03 of

"Phe wife wrote to them and they sent somebody round". (10)

The greatest amount of pressure is described in the following case:

"T pelieve it was my wife more than anything. She said there's this
scheme going. Like she says 'why don't you do it?' See? I said
'Not on your nelly I'm not going to do that' ... I said 'in no way'.
So she said 'Well I'm going to phone up'. So I said 'You're not
because I shall just go out'. Anyway it went on like that say six
months, then it cropped up again ... She said 'I'm going to do
something about it'. I just didn't take no notice. Then all of a
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sudden she said 'There's a Mrs. so and so coming one night of the
week to see you'. I said 'What for?' She said 'well I've put your
name down'. So after a while I said 'Oh well, that's up to you then.

I shan't be here'. Anyway I was in the garden one day and this
woman just come. She was a very nice lady what took me name and
address and that. She said 'I'll let you know if anything happens
like' and I said 'Don't bother' and I suppose it must have been a
month after that ... she phoned the wife and said there's someone
near me wouldn't mind teaching me ... So I didn't like the idea very
much. Anywey the wife pushed me, see? So I said 'Oh, 0.K. on the
understanding that I just give it two or three weeks try ... then
I'11 just say yes or no". (1)

In this latter case it was a change in life circumstances (redundancy,
then difficulty in obtaining another job, finally obtaining one much less

congenial than the one held for twenty years prior to redundancy) that

caused the wife to exert sush pressure on her unhappy husband.

In many cases the spouse had been dealing with all correspondence, (often
quite happily), for the duration of the relationship:
"Its terrible really. I can't write Christmas cards or nothing you
knowe I leave it to my wife all the time. Sort of leaving it to
the wife if it suits the wife". (10)

or

"I{ike when it comes to write for holidays, she did the necessary.
she used to write like and even when it come to writing a cheque,
you know, she wrote it on plain paper and I used to copy if from

that". (5)

The wife may be glad to relinquish this role: as this husband's comments

showt

"I get the pleasure of writing out the bills now. I get the cheques
now for the bills (laugh) to give me practice (laugh) I don't know
whether its a good thing or a bad thing (laugh). But I suppose its
taking a bit of responsbility from the wife". (13)

Sometimes it seems her feelings may be less positive. The wife of the
following respondent has never made reference to the fact that her

husband now handles correspondence without her assistance:
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"The marvellous part about today is you can sit down and write it
yourself., Well, you know the wife's never passed any comment, but
I think she's quite chuffed at the idea that she hasn't got to do it".

(5)
While the encouragement of the Spouse was necessary, most respondents went
to some lengths to keep their literacy deficiencies hidden from their
children. In only one case was the son, a teenager, aware of his father's
attendance at classes. At the other extreme one respondent refused to
bring any books with him to class as he told his children he was going to

the pub and carrying books would have 'aroused their suspicions!.

The age of the children is a very relevant factor, as they become literate
the situation becomes more threatening to the respondent. This will be
discussed in greater detail elsewhere, but the feelings of the majority
can be summed up by one respondent's comments:
"Its more embarrassing at home with the children. They're pretty
good now (at reading). My boy is anyhow. Yeah, I tend to keep
away from my boy, anyhow in English". (12)
Of those students not married most had mentioned joining the literacy

scheme to their parents, even though they no longer lived at home with

their parents.

One student, divorced and bringing up his children alone had mentioned his
attendance at the literacy scheme to no-one in his family, but in his

case he had received considerable help and encouragement from a friend,
who even went to the lengths of taking an evening class in a different
subject, but in the same building as the literacy class, in order to

ascompany his friend each week.

It seems probable that the support and encouragement of a member of the

family or close friend is important in ensuring the student does not

give up too easily.
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Were the respondents! parents aware they were having literacy difficulties

at school”™ Did they try to help the respondent in any way?

Respondents were asked whether their parents were aware that they were
having literacy difficulties at school and if so whether the parents had
attempted to help their children in any way. About two-thirds of the
sample said their parents did know and of those who were aware of the
problem the majority tried to help the child with his literacy difficulties
in some way. In two cases this involved obtaining private tuition for

the child, although in neither case does this seem to have been satisfactory:

"I got sent to a private tutor for two years and it didn't help me
at all. She didn't give me anything to tax me". (8)

In another case the tutor decided to end tuition and told the grandmother

who was paying for the lessons:

"You're wasting your money ... even if this boy has got something in
him he just refuses to learn". (3)

Sometimes the parents tried to help the child themselves:

"Mother always tried to entice me to read more and spell, you know,
instead of watching tele or going out. But when you've got no
interest in a thing your mind just goes blank". (1)

This attempt at help could be resented:

"When I was little they used to try and teach me. They didn't teach
me properly so I just wasn't interested". (4a)

In one case the attitude of the parents, particularly the mother, has

been positively harmful to the child:
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"My mum didn't have time. She didn't really help me. She used to
take me to school and that was it really ... My father spent hours
with me more or less every evening. I used to come back from school,
have my dinner, then he used to spend an hour with me at least. My
father was very good with me; he was very patient. I mean its
difficult with your own father sitting there ... You start laughing
or you start getting bad tempered or you start looking at the T.V.
behind you. So we used to go up into another room or something.
And the trouble with my dad he would be very patient then right at
the end he'd start raising his voice and he used to get very upset.
And that's when I used to say, 'Oh, damn all this' and put my pen
down and walk out because I couldn't take anymore. Then mum would
hear us having a row. You didn't mean to have a row. My dad just
told me straight, he says 'try and pull yourself together' all that
kind of thing. And I'd get downstairs and mum would say to me
'"There you are I told you you can't do anything. You've always
been that way really' ". (2).

The scene depicted here shows that when the situation is going to be so
emotionally charged the child would have been better off receiving no

attempts at help from his parents.

In the cases where the parents were said not to know the child had literacy
difficulties the respondent sometimes stated that they attempted to hide

their problem from their parents:

"I found I kept it a secret, to save embarrassment you know". (13)
or
"I just kept it to meself™. (9)

or

"Phey probably knew I couldn't spell very well. But I don't think
I ever let on how much it worried me". (2a)

Although Charnley states that very few of his sample blamed their parents,
in this sample the responses were more mixed. In this case about one

third of the sample externalized some responsbility for their literacy

inadequacies by blaming their parents.



"Neither my mother or father took any interest at all in school work
«++ I can never remember my father sitting down and reading to me.
There was books around and he read and me mother and that but never
not once, personally did one of them ever sit down with me and went,
through a book with me. I've got no recollection of that whatever ...
Whether the school ever told them T had problems with me reading or
not I don't know. I certainly never told them". (13)

"Yeah, I blame them (parents)".

"Do you?"

“Yeah I do. I think they should have done more than what they did

for me being backward at school®. (12)
One respondent, brought up by his grandparents, partly blamed them for
his difficulty at school. This seems a realistic appraisal since he did
not attend full time school until he was ten years old:

"You know what grandparents are. Anything you want you get. So, it

was my misfortune to come up in war time. So what happens? 'You

don't have to go to school, you stay at home with us'. O-oh. What
did I want to go to school for? So I never went."

After he had stayed away from school for a year the war came:

"Then we went away. I went away to the country with my gran. I
never went to school, never knew what a school was, used to muck
about on the farm. When I came home I went to school the first day
then I come home dinnertime. I said I didn't want to go no more.

Anyway I had some more time off. Anyway, my mother remarried so
that meant we moved to another distriot. I was getting on then, ten.
And that's when I started going to school properly, when I was ten'".

(1)
Some students exonsrated their parents from blame, although the question
in no way implied blame but asked only 'do you think your parents knew you
had problems with reading at school?! Only one student fitted the popular

stereotype of being from a large family:

Mhere was eight of us and they (parents) didn't have time to
help". (10)

Another student excused his parents in terms of neighbourhood expectation:
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"I don't think, especially where I was bought up, parents worried
about their children, especially at that age anyway you know. I
don't think they worried too much until the children used to get to
twelve or thirteen and they see the exam results and that sort of
thing. Then they'd start taking notice, sort of thing". (4)
In only one case is it olear that the parents were illiterate themselves.
The student describes bringing a form home from school that had to be
filled in as she was a school leaver. A neighboéur had to be called in
to read and fill in the form since neither she nor her parents could cope
with it. Prior to this, she notes:
"When I used to come home and ask for help with reading and homework
dad used to say 'Oh you don't want to bother with that'". (11)
Many parents, especially those who 'choose'! not to notice their child's
difficulty may be very weak in literacy skills. While no one obvious

pattern emerges from this data it is clear that where these parents

have attempted to help their children this has been markedly unsuccessful.

School background

About half the subjects recalled receiving some kind of help from their school.
Sometimes this help seems to have been delayed until the last year of

sohool, but some schools have gone to some lengths to help pupils from a

much earlier age. Usually the impact on the respondent had been made

by one particular teacher helping them. Several students refer to

receiving specific help in the form of extra homework or tuition after

school. One student received half an hour's extra tuition every day while

in the olass of a particular teacher at his primary school. Another

student seems to have developed the art of finding emotional, if not

educational, support:
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"Every year there'd be a teacher who'd always feel sorry for you.

They would help you and protect you from the other teachers and

protect you from the other children". (2)
As can be expected when dealing with people who have failed at school,
some bitterness is expressed towards school. It was really only after the
1944 Butler Education Aot that remedial classes began to be universally
established. It must have taken some time after the war before the
system was operating on a realistic scale. Many of those, though not all,
with the worst memories of school are those who were at school prior to,
or during, the war. Here are some of the more negative comments:

"No, school didn't help me at all. You Just used to get a swipe on

the side of the head or something, see? Inever had nobody help me
at school, never". (10)

or

"Nobody it seemed ever wanted to take an interest in people that are
disadvantaged and try to help them with special classes. It was just
a question of everyone had to be at the same level and if its too
advanced for them then its just too bad". (6)

Overcrowding in the classroom was often mentioned by the respondents as a
reason why they did not receive enough attention. Charnley also notes a
frequent mention of this and he suggests that this may be one reason why

the individual tuition offered by the literacy scheme appeals to many

prospective literacy students.

"They was understaffed and the reaction of the teachers was the ones
who were bright would sit at the front and the ones who were backward
was slung at the back and given menial jobs to do. You know, like
taking round the milk, sweeping the school out, doing the garden,
chopping wood or bringing the coal in. All this sort of thing you
know. And this is how they ocoupied our time sort of thing, you
know. Just to keep you out of the way, to keep you quiet. They
didn't give you no extra tutoring or nothing". (4).
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The pervasive effect on education if one suffers problems with literacy
is mentioned frequently . One student sums up thus:
"That was the end of my education reall
Ys because geography you
couldn't read your book and maths you couldn't read the sums, so it
ruined everything really". (4a)
The extent to which this is experienced depends on whether the student was
illiterate or semi-literate. Studies (Charnley, 1978, Gorman, 1980) to
date suggest that the most common pattern’in those who have so far come
forward for literaoy tuition is that they are semi-literate and often
present with spelling problems. However, this can still be the cause of
considerable distress as is summarized by this student:
"I remember one teacher, I was in her class and we used to have a
spelling bee before assembly every day. I didn't get on with her and
she didn't get on with me. It was everyday, 'How many have you got
right? If not stand up and tell the class the ones you got wrong!'.
I've never got over that. I always have the feeling, Oh, Miss -----
is going to make me stand on a chair and tell them all the spellings
I got wrong. I'm still fighting that one I'm afraid." (2a)
It was noticeable that those subjects who had received help from the school
were the younger ones who attended school after the war. Charnley notes

"More recently the remedial services have made even greater efforts to

raise standards". (p. 54).

Respondents perceptions of their children's education.

Students, referring to the situation for their own children held different
opinions. One student's daughter had experienced reading difficulties and
was put in a remedial oclass for a year where she received intensive reading
tuition and was then able to return to her previous class. Another

respondent talked of the spelling lists his child brought home every week

to learn.
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"Nobody ever concentrated on you, know what I mean? They'd give you
a thick ear that was about all. But nowadays they send a list of

spellings home and say your daughter's got to do these by &
sort of thing". (10) g y tomorrow,

One student felt the situation had not improved since he was at school:

"My son's told us there's quite a few in his class when he left
school who couldn't read or spell, even today. And some of the boys
look the nicest, you would look at them and think they was one of
the brainiest blokes going. Yet when it boils down to it they know
nothing ... and yet today the school s still don't seem to do nothing
for you at all. In fact if you can't read at school today you're
worse off now because all you learn from - well my son did - is
books". (1)

School attendance

In his study Charnley notes that adult literacy is considered by many to
be a problem of non-attendance at school 'for one reason or another'.

The extreme example in this study, of the student who did not attend
school until he was ten years old, is an exception. Some student's
schooling was disrupted by the war and there is one case of schooling
being disrupted by illness. However, most of the sample attended school
regularly and attended only one primary and one secondary school. There
is very little mention of truanting. Where it does occur it is on an
occasional basis, not as a regular activity. What is clear is while at
school the respondents felt they learnt very little. Charnley notes "“the
form of remedial treatment, whilst no doubt successful with some children
had little effect on our student sample. If anything the further efforts

of the secondary school merely confirmed the sense of failure in this

respect". (p. 60).

If the hypothesis of this research is correct it is not surprising that
concentration only on the cognitive aspects of the learning situation should

produce this result in some cas=2s.
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When did the respondents first become aware of their literacy difficulties?

Charnley states of his sample:

"Without exception every student left school as soon as legally

possible, well aware of his/her inability to read, write or spell
correctly" (p. 49)

and that furthermore

?the problem of their reading and writing performance usually appears
in their earliest school days". (p. 51)
If earliest school days can be taken to mean sometime during primary
school, the same can be said of these subjects with two exceptions. One
respondent notes:
"I think the first time it hit me was when I went up for a medical
for the forces because then you had to fill in forms. You know
school and all this and that's when it really, you know, first got
home to me. Up to then, you know I can't say it was ever really
embarrassing to me'. (53
Another student states that he wasn't especially aware of having difficulties
at school but "just got by " and spent his time "having a crafty fag" and
"keeping out of trouble". (Ya). This attitude is interesting in the
light of Ryle and MacDonald's research (discussed elsewhere) as it suggests
that because this person identified with his peer group rather than

identifying with adults, any difficulties with the school lessons were

not perceived as very important.

The majority of respondents became aware of their difficulties during
their time at junior school. One, with hearing difficulties, became
aware of problems in the infants school. Mostly the ages nine to eleven
are ment.oned. When asking respondents to focus on their first awareness
of literacy difficulties students are likely to remember an emotionally
charged moment, as is illustrated in the example above when the respondent
experienced difficulty with filling in a form. Sometimes the student

ooitms o _rmraieoen with others:



"People the same age group as me had no >robl
: ems at all and
people could read very good indeed and I was bad', (4a) Sone

or

"I was one of those who from an earl
Yy age didn't seem to mak
progress. I seemed to be the odd one out™". (4) i

or

"Al} the rest (of the class) are all bigheads and are always putting
their hands up and, you know, bragging what they can do. Md it
used to put me off a lot with my reading and writing and then I used
to know I'd got a problem - not like them. Why am I like it? I
used to wonder to myself. I used to go home at night and say 'Oh
my god I wish I could take my brain and get his brain and put it in
my brain'. It sounds confusing, but see what I mean?" (2)

The frustration of not being able to write down one's thoughts is a

recurring theme:

"Soon as I picked up a pen that was it. I knew all the answers but
I couldn't write them down". (10)

or

"I couldn't put down in words what I wanted to say. It held me
back". (12)

Memories of School

Accompanying their memories of first becoming aware of difficulties were

other vivid memories of difficulty at school:

"It was a thorn in me side when they used to stick things up on the
board. Even in primary school I'd try and write it all down and
they'd be wiping it off and leaving the bottom bit for me. Because
everybody could read the word and then write it down, but I had to
take it letter by letter and put it down. And, er, I used to get
real butterflies in me stomach and I used to get all tensed up and
just, er, lose heart with it really". (4a)

or
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"Regards reading, on a Friday you had to catch up on what yo: do in
tpe week --what you hadn't read. ¥e used to have a se:ies c;lled
Ring-a-Rosies Books. I'm talking about the ezxly forties. I can
remember those hateful books were thrust at us and I couldn't read
any o? the words. And you weren't allowed to go out to rlay or do
anything, you know, until you'd done your so many pages". (2a)

These early difficulties could affect later schooling. About a third of

the sample had only negative memories of school:

or:

or:

"It was horrible. Terrible. You don't know what a dread it is
really you know. It's sort of like living in fear. You say to
yourself 'what lessons have we got today?' you know if its Englisa
you'd be sitting there in fear like." (10)

"It became a nightmare to me actual_y. Really my schooling wzs s
nightmare. Although I tried I just couldn't do it. So it was just
a nightmare, it really was". (3a)

"In the secondary school they just put us in a little group, you
know, 'get over there you stupid children'. You didn't get much
attention. We used to be in the :class, but if you didn't keep up
ese It was al: right if they were saying things you know. But if
you had to put it down on paper or from the board ... no-one knows
what its like really. You can't explain it to anybody really". (11)

1.

Sometimes the feeling of failure led students tc sezk nors jpositive

experience in other areas of school life:

"I was a keen sportsman really, er, football and all that you know.
Basically it was my main interest. I suppos: even if you're
succeeding in such things as sports you can be accepted". (5)

Being good at sports may confer other advantages as one student notes:

"] used to do boxing. Iwas fighting in the schcol team .... I think
I done boxing you know, beczuse I coulin't gpell. Ses, beczuse if
they used t> take the mickey I'd hit 'em hari. And they stopped

taxing the mickey, see?" (1J)
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Not all the respondents found their experience of school totally negative

Many had mixed feelings:

"I liked most thinus the general atmos
! : coe phere of school ... but I
didn't enjoy English because I couldn't get the hang of it". (7)

"I ?njoyed it except when they put up boards of writing, there was
a little bit of aggravation with that". (4a)

"I enjoyed going to school, because at school I knew nothing

different than school". (6)
Charnley expresses the opinion thzt when a respondent says they hated
school, they were "referring not simply to the school, the teachers and
their curriculum. Rather they were describing the deeper relations of
youth, the relations with their peers at school, their parents' view of
school and their school progress and their perception of themselves as
failures". (p. 56). A child's view of school may contain all the
elements he mentions but the picture was not vi.ewed as totally negative

by the majority of subjects in this study, as the above remarks show.

Did the other members of the respondents' faimily have difficulties

with reading, writing or soelling?

It is often observed that deprivation operates in a cyclical fashion;
this seems at least partly true of illiteracy. About two-thirds of the
subjects said that some other member of their family had experienced
difficulties with literacy. However, it did not follow that those

students who were parents were content to see the pattern continue as the

following remarks show:
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"(Because I'd had trouble) this is why I made sure my son could
read before he went to school. Because I made this g point, I said
to my wife 'no way do I want him to be li<e me'. And he's not,
thank goodness. But that's only because we pushed him at the
beginning". (1)

or:

"My kids have got so many pens they don't know what to do with them.

We had nothing like that, same as we never had any books ... When

they first went (to school) I used to always buy them books every

week, reading books. The wife used to say 'What do you buy them for?'
and I said 'Because I never had none so I want to make sure they

have them'. Because I believe this as a fact you know. The more
books they get and that and pens and that, the quicker they get on"(10)

Even though some parents were determined that their children did not
guffer their disabilities, later aspects of education, such as attending

parent-teacher evenings, were left to the spouse where possible:

"I used to go (to the school) when they was in the juniors because
I could cope. But now they're in the senior school,um, you know.
If you go to the teacher and ask about geography ... Well, I know
there's different countries, but really if you go up to the
teacher you've got to know something about something or other
haven't you? If you go and ask about your child. You wouldn't

go and make your self look a fool would you? That's the way I

look at it". (11)
As mentioned earlier only one student was aware that both her parents were

illiterate. Sometimes, however, there scems to have been a conspiracy of

silence within the family:

"Perhaps my brothers are the same as me, but I wouldn't, er,
tackle them on the subject". (3a)

or:

"I don't think I'm badder than my brothers. They keep it to their-
selves. I don't know how to explain it. Like I say even between

brothers and sisters they keep it to theirselves'. (5a)
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or:s

"I never said anything to my brothers in case they might take the
mickey". (10)

However, some students seem to have taken on an alloted lifescript by

identifying their literacy difficulties with their families:

or:

"I must have taken after all the women because the women on my
mother's side have all been behind with reading and spelling from
a young age". (2a)

"Phis problem runs in her (mother's) family. Most of the brothers
and sisters in her family were the same. I don't think its anything
to do with the environment they were brought up in. I don't think
it was anything to do with that. It was just, er, a genetic effect
and unfortunately it has been passed on to me". (4)

"My sister's perfect. Oh, she'll write a whole foolscap page. Stuff
like that you know. She followed mum and I followed dad - he's
never been a very good speller, so she followed mum and I followed
dad. I try but it just don't seem to get there". (7).

The pervasive nature of this view means that the prognosis for improvement

is not good. More hopeful is this student's attitude towards his

mother's difficulty:

or:

"My oum has (problems). She has difficulties with her handwriting
and she does hgve spelling problems. I mean even I can spell words

that she can't spell". (2)

I know my father didn't have any problems .xcause he used to write to
me and he had a steady hand. Everything was virtually meagured out
if you know what I mean. If you go along a complete line it wag

like a row of soldiers standing upright. Well, my father wag llke'
that, even in his garden everything had to be in a dead straight line
you know. I believe, well I know I'm right, my mother obviously.had
some difficulty. She could read, oh yes! Name, address, everything.
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Certain thingzs she was a bloody sight better than I was. But she

Wwas a long way from good. She used to write like if you a birthd
' 11 you had ay.
She used to write out her own birthday cards to you. But, you k;o:
9

I think a lot of this was what we done this
e
type of thing". (5). year we do next year,

About one third of the Bample stated that as far as they knew no other

member of the family had experienced literacy difficulties:

"My §ister was very good - school captain. She was very good at
English. My parents could spell all right. It's just me". (12)

or:
"My brother's got O level English so he's all right". (1a)

or:
"My dad's good and when I say good I mean good. Mums 0.K. too". (13)

Those who stated that other members of the family had not experienced
literacy difficulties tended to be those who stressed their spelling

weakness, rather than general literacy problems.

Where both parents experience literacy difficulties children are obviously
more likely to experience the same problem. Only one respondent came from
such a background in this case. Most of the two-thirds who came from

backgrounds with literacy difficulties had one parent sharing their

difficulties.

What decided the student to come forward for help?

There is no doubt that the programmes on the BBC and the publicity given
to the campaign on such programmes as 'Nationwide' prior to the commencement
of the programmes had a great impact on the general public. This

atmosphere of acceptance may have made it easier for people to come
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forward for help and many students mention seeing television as the

decisive factor in their seeking assistance:

"I saw the advert. on tele and it was just a on the spot decision.
That was it. I just picked up the phone and rung. I don't know
why. Couldn't tell you why. I'd seen the advert before and it

didn't do anything for me. But this particular time I just picked
up the phone and rung". (13)

"I'd wanted to do something about it for a long time you know. But
I just didn't know what to do until I saw this programme, and, um,
then I thought I'd really find out about it". (6)

"I found it a bit awkward reading and spelling and filling in forms.
I saw the programme on tele and decided to come". (8)

"Obviously its always been on my mind. But I do believe that the
first thing that ever gave me the push was the fact I saw it on TV.
It gave you a telephone number to ring from the privacy of your own
home so there was no embarrassment". (5)

"It had always been on my conscience, then I saw it on TV". (9)

These students were all recruited at a time when the programmes were
being shown at popular viewing times. It is the writer's impression that the
situation is now altered and the atmosphere of the public has largely

returned to its previous indifference.

Provision in literacy had been growing for some time prior to the publicity,
and despite cuts the existing provision is still greater than it was prior

to initial funding of the scheme. However, it remains inadequate.

The atmosphere of general acceptance which surrounded the literacy campaign

probably helped those who were motivated by many reasons to actually do

something abo.t obtaining help:
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"I'd been thinking about it for a few years - just didn't have the

;ouz;ge. I just happened to see one of the advertising papers the
ocal authority put out and I ) i :

nave & o Yy P thought it was a good opportunity to

this decision was strengthened by family pressure:

"My girl said she wanted to come on a typing course at the same
sehool on the same night. That really made me mind up". (4)

A chanze of job can sometimes be a motivating factor:

"I got this job where I had to write people's names and addresses,
so I decided to improve". (8)

More often people with literacy difficulties will not change their job if
they feel uncertain of their ability to cope in new situations, but

wanting to change jobs can be a motivating factor:

"I felt I was losing out at work". (9)

"I wanted another job and I got fed up going places when you couldn't
fill in the forms like. Well, you could fill 'em in but you was so
nervous all the time about writing, you know". (3)

"Its going for jobs which you can't get because of the lack of
reading, writing and spelling. Its every time you go for a job
there's a test and once you find there's a test, sort of, you think
'here we go again' sort of thing. It's like hitting your head
against a brick wall and not getting nowhere". (5a)

One student was motivated by redundancy. The situation is clesrly

described by the student:

"The main reason is when I got made redundant. I me:n I was there

twenty years so t.ere was no point in me, sort of, wanting to read

and spell because you get in a routine and because if you work in a
factory nine to five that's it, you know. There was no need for me

to spell. It was as simple as that. Then when you want another

job you've got to fill in forms and everything and you start realizing

what you should have done years ago". (1)
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One student was encouraged by his teacher at school to enrol at evening

classes:

"There was a nice lady, Mrs. ... she told me to go (to evening classes)
because at school I couldn't concentrate because the kids kept

messing me about. So she thought my best bet was to go when I left

school. So she found out about classes and sent me up there". (2)
Whatever the motivation for this action it seems to be fairly unusual for
the secondary school to suggest the scheme. Where schemes have been linked
to work-places and have tried to help those who have just left school with
literacy problems (e.g. Bournville Project) they have met with little
success since the students were not seeking help but rather having it
thrust upon them. Most of those who attend classes have been at work for
some years and met the practical difficulties of managing without literacy
competency. School leavers with a history of failure usually want to put

any learning situation which resembles school, firmly behind them.

"At school, you know, I was pretty bad, but I accepted it, I just
didn't read and write. I couldn't do it. But, like society forced
me to do it. I felt embarrassed at work". (4a)

If the adult with literacy difficulties has found an undemanding job, in

which he feels secure, it is sometimes family pressure which motivates him.

perhaps when his children become literate:

"The main reason is children you know and they start growing up and
they come of an age when they ask meé a question and I won't be able

to answer it". (5a)

"Phe children started asking me spellings. You couldn't do it
yourself so you'd say 'ask mum, I haven't time'. You know. Some-

thing like that - any excuse would do'. (10)

One student focusses on what was probably 'the straw that broke the camel's

back'.
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"... It happened that when I went to buy somethin i

: g on hire purchase I
had to fill in a form and I had to ask the address and spelling of
places for reference 2>nd I had to turn round to a friend who was with
me and ask him to spell the names with the assistant standing there

and I got rather embarrassed and then said 'I'll have to d thi
about it'". (7) o sonetiing

What did the students imagine the classes woulé?ﬁike? Why did they
ghoose group or individual tuition?

For people who have failed in school it must take some courage to enter a
learning situation which resembles school. It was felt that it would be

useful to ask the students what they imagined ﬁhe classes would be like as
this may give some insight into what encouraged and discouraged them about

coming forward for tuition.

One of the advantages of the literacy scheme is the flexibility that is
possible, offering tuition in either the tutor's or student's home, or in

a group at an adult education institute.

The majority of students in this study contacted the literacy scheme by
telephone and were then jnterviewed. Their skills were assessed and if
very basic they were of fered individual tuition, otherwise they were given

the option of attending a group.

Students transfer from individual to group tuition for a number of reasons
- either because they have progressed in literacy skills and the tutor
feels they need professional teaching, or because one or other party is
digsatisfied with the one to one arrangement. Also a change in circum-
stances may cause a tutor to cease offering his/her services. In this

study two students were dissatisfied with individual tuition and asked to

be transferred to a group:
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"That (individual tuition) didn't work out. He talked too much and
we didn't get much done". (3a)

ort

'"When you're with a person for two hours you get, well, a little bit
fed up when you're working for two hours at a time and there's just
the two of you in the room. When there's just two of you one of you's
got to be talking all the time. And it's very hard if she asks you
to spell a word and you haven't got no idea what it is. You feel ...
well in my way of thinking you feel such a bloody idiot. And you're
looking at her and you start to tremble and everythink. But in a
class you don't get that so much. You get it wrong, 0.K. But the
others don't really kmnow if you got it wrong or not ... But you
don't feel so much of an idiot ... The point is you don't get so
uptight so much. But when you are with a tutor and she's sitting
next to you and she asks you to read something and perhaps you only
know three words out of twelve, I tell you you feel like dropping in
a flipping hole - well I do". (1)

Some students who opted for group tuition in preference to individual

tuition expressed similar feelings to these:

"I thought being taught in a group it wouldn't be so concentrated on
me all the time". (1a)

"Basically I'm quite shy and I thought if there was a crowd I
wouldn't stand out so much as if it was one person you know. You can
blend in the background and you don't feel such a fool really". (2a)

It would be interesting to know how many students drop out from individual

tuition for the above reason, but don't have the courage to ask for a

transfer to a group.

In one case the tutor had requested the transfer: the student describes

the situation:

"So many people volunteer you Kknow. These volunteers come up gnd
they think it's going to be easy. They think - they've mos? likely
all got the same idea - a couple of months and the p?rson w11} be
able to read and write, sort of thing. She thought it was goilng to
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be easy but I think she found it wasn't. It was work for her to find
work for the person involved. It is hard work, they've got to find
something completely new for me because I get fed up and they get

fed up doing the same thing". (5a)

While the main fear of individual tuition is too much attention, the main

fear about group tuition is the ability to cope with the level of .ork

that is given:

"What worried me before I went to classes I didn't know what grade
I would be starting you know. I was frightened of oeing slung in at
the deep end, sort of thing, and being embarrassed sbout it". (4)

"Why I didn't want to go (to classes) I thought people would be a lot
better than me and you're sort of sitting there like an idiot if you
like". (4a)

"I reckon a lot more people would come if they knew what it was like.
But I'm sure there's lots more like me who are just frightened and
think 'well I'm not going because I can't spell a three letter word
so I'm not going when other people can'". (1)

The television series 'On the Move'! helped to alleviate these fears in

some people's minds when they showed a film of a group receiving literacy
tuition:

"They did show some of them on T.V. and I thought if they was that

bad I'm laughing". (10)
It can ve surmised that these fears are shared by many. The estimated
numbers of those with literacy difficulties shows that only a tiny fraction
have come forward for help and most of these are not totally illiterate.

Perhaps those with the most severe disability rarely find the courage to

come forward; new aporoaches are needed to reach these people.

Another fear shared by many students was meeting some-one they knew. Here

it is essential that enrolment for classes is sensitively handled. Sometimes



arrangements are made for the students to enrol at the class itself, which
forks well. But having to queue on enrolment night demands special
courage:
"On the night you're supposed to come I didn't want to stand in the
queue and be recognised. I realize everybody's coming to learn
something but I think there's a stigma attached. For instance the
first time you come there's a blackboard with an arrow saying basic
education over there. It puts you off you know". (3a)

While many people had worries, one seemed to have very unrealistic

expectations:

"I thought it was 'oh, it's just a sort of a six or twelve week
course, you know. A crash course. And then it seemed to go on". (7)

Some students imagined going to a class would be like going back to

school:
'"Well, I imagined it was going to be just like school". (2)

"(I thought it would be) frightening. I think back to when I was
at school and I think how that was frightening. (13)

One of these people was among the three who were only offered group

tuitions:

"I thought 'I will try this class' and ... I went about six times
before I went into the class. I went there once and he came out
and said 'Can I help you?' and I said 'I'm looking for the class'
And the teacher come out and spoke to me, but I just couldn't go
in still, I said 'I'll come back next week' sort of thing because

I was still frightened there was going to be somebody there I knew.
That's the reason I didn't go to ------ school because its so close
to home, so I picked a school what's a bit further away". (5a)

It seems likely that the student is partially rationalizing his fears by

focussing on a dread of meeting someone he may know, although it is

undoubtedly a part of his fear. This step - a 'public admission' of being
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a person needing literacy help can perhaps be compared with the trauma of
'coming out' for a homosexual. When a person has kept an aspect of their

self hidden, revealing it is seen as a painful and dangerously threatening

step to take.

When the step has been taken there is a great relief in being able to

shares

"Once I felt very nervous, very shy about it really. But once you
come you realize you're not the only one and it does make you feel
better, you know". (1a)

"Didn't discuss it. Never discussed it with anybody in me life.
So it was all of a sudden finding yourself talking to people and
realizing there was other people the same as me - had trouble". (13)

Did the respondents' ideas of tuition change with experience?

When asked whether their ideas about classes or tutors had chanzyed with
experience most mentioned positive factors and this relief about sharing

their problem instead of keeping it hidden secmed to dominate:

"Well, it seems somehow it's getting easier than it was before.
Once the ice is broken you can talk openly with one another, you've
got no inhibitions against one another. You know one another and
you know what you're striving for". (7)

"It's not having to hide things any more". (2a)

Most respondents expressed relief that the situation had turned out

so differently to their school experiencet

"It was a more friendly atmosphere than I imagined. There wasn't
a teacher just standing over you". (2)

"You don't feel so embarrassed (as you did at school) when you
can't do it". (9)
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I'ne whole relatioashiy 1s wuch Aifrlerent. I ne-- yoa tens to base
Jjour ideas on how you were when you were st school s it's nst ke
that sny more. It's & much bettar atmospiaere =2ad you're Lot mads to
feel you're inferior if you can't sveli®. [1a)

"The tutor helps you more than I ex:eccted in .o wa they gzt vou

to join in and, er, orin: forth your own ilezs. The 2ot that r=2ally
does help me is becwuse you mzke 1ist-kes but you don't set worcied
or upset over them so much becsuse it's not oou it un ia front of
everybody". (2a’ - )

"You don't feel s5 bad as lots of otiers are mzkin: mistakes as
well. (11)

Perhaps because the respondents nhave mostly neg-tive memories of school
their expectations are so low that tney =re almost bound to find the
situation less negative than they imazined. The’r negative memories
also focus on n unsatisfactor, ciila to adult relati nship which they
14Ve come Lo associate with at least some asoects of the le.rain:

situation. They aay, thereifore, be nle=s-ntly surpriseil to find themnselves

in an adult to acult relationship.

vhat did the resoondents exject to get_out of joining ths literacy scheme?

A1l the students nopea to improve their litersc skills. It wus

interesting to note that when the guestion »robe 'Did yo1 ex_.ect to

w
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improve your reading ans writing' w-s a2skeld, tw. students
- 5 . . TN
"Not expect, no. I honed, but I didn't excect". 4,

some resuvond-nts mentioned only thne s-1ill:s factor as thelr expectation
on joining:

"There was only on= thinz I wanted to 2t out of it and thut was +
learn to spell. I dian't want to be no <enius s eller - just to

7
Ly, you oarew's (1 8))
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"Just the ability to spell. That was oy, you know, that was the one

thing. Really, you know I didn't have any big dreams. But just to

be able to spell when you're confronted with a form to fill in just
fill it in without panic. That's the main thing". (13) '

"Only the satisfaction that I would be much more further educated in
reading, writing and spelling". (6)

The fact that some respondents stress Just spelling does not necessarily
mean that their other literacy skills are not also weak. This student
expresses this clearly:
"I just wanted to spell. I mean I didn't want to spell long words.
I just wanted to be able to spell so that if I went anywhere and

anyone said anything to me I could just write it down and look at
it afterwards and be able to know what I put down". (4a).

What he actually needs is help with reading, writing and spelling.

Some students mentioned confidence as well as skills improvement as part
of their expectation: often this confidence was considered an important

factor in future improvements:

"Well I think rea.ly it's confidence. I don't know if you can
understand how that is. But if you can't spell very well you're
not very confident. I mean you go after a job and they thrust forms
at you. You know, you're worried you're going to have something
you're not going to be able to spell". (2a)

"Well, I think to spell you've got to have confidence". (11)

One student had been embarrassed at having to turn down a job she had

been offered as a social secretary on a committee and this was uppermost

in her mind:

"Well, what I really wanted was to be able to correspond with people.
I would like to get up to the stage where I ocould take a social
gecretary's Job, or something like that. Because I am in a guild
and people think because you don't take your share in the secretarial
work, you know, working on committees and that, they think you're
not bothered really. I would love to, but waay written work's just not
up to it". (1a)
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One student spoke in more general terms about his expectations:
"A better education and a better social 1life". (2)

Only one student specifically mentioned that he wanted to get a better
Job, but this could be said to be implicit in much of what is said about
being able to cope better with forms. Also, when only skills are
mentioned it could be implied that the student expects to feel more
confident. However, it is important to note that many chose to focus only

on the skills. This doesnot sesm to have been the case in Charnley's

study.

When the students joined how long did they think it would take them to

regch their goal” Did their ideas about this change over time?

Charnley found that most of his sample expected that it would take a long

time to reach their goal,

"Most students realized that progress was slow and that it would
take a long time to reach the standard they wanted". (p. 95, 1978).

In this study the students perceptions varied from

"Oh, ages" (11)

to the student who was expecting a 6 or 12 week crash course.

About one third thought that it would take a long time to reach their

goal:

"Oh years, definitely years. Because of the time factor in teaching.
You spent years at school and they never taught you. And you know
jt's only a matter of an hour or so a week, 80 it's got to be years,
you know. If they couldn't teach you at school and I was at school'
14 years (sic, means until age 14) I can't expect anybody to do it in
under that time really you know. It's up to me, er, out of school

to try and learn something". (4)
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"I didn't expect it overnight I'm quite h
t
of thing". (3) q appy to plod along, sort

Two students stated they had no idea how long it would take:

"Oh, I d9n't know - as long as it took because I was very slow at
School with reading and writing and that". (12)

"No idea, no idea at all". (9)

About a third mentioned times which varied from between two and five

years. Just under half the students stated that their ideas of how long

it would take hadn't changed with time:

"it'sjust plodding on. I've got used to coming anyway. The problem
is starting something". (12)

Of the remainder some said it was taking longer than anticipated:

Soue

"I thought at first it would take me sbout three years. But I've
been that, including the other class. What I started off on was
very basic stuff you know ... I hope by the time I'm 27, I've given
myself until I'm 27 and I'm 20 now. So that's seven years time.
Well, I hope to be like everybody else". (2)

"It seems like it's taking me longer to learn than what I
imegined it would take". (4a)

"I find I'm not advanced as I'd hoped to be over the period I've
been studying". (6)

said they now realized they would never reach their goal:

"I never, I don't expect to reach me goal at all because I'm not
that quick at learning. In fact I know it now, I know it takes
longer than ever. I know I shall never be able to spell how I
would like to spell. Don't matter, without I took it up full time

I'11 never be able to do it". (1)
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"Tell the truth I never think I will. No, you know I've not set
meself nothing. I don't want no GEC (sic) or O levels or nothing
llFe that. I just want to be able to spell when I come to do some-
th%ng you know. I'm not worried about being a famovs speller or
going on quiz games or nothing". (10) ‘

"I don't foresee my actual goal there. Because I'm tiring now and
er, I don't do enough at home. But I'm & lot better than I was'". [~

A

Two students realized that their goal had changed as they improved:

"Well, I think I would like to go on and try for O level in English".

(13)
"I think now I'm striving for more, to get a bit furtuier". (1a)
One student saw the successful conclusion of his tuition in sight:

"I think to be 100% sure of myself another couaple of years. Because
now I keep going over things myself. This may not always be
necessary you know. But it's something that's taken over and I
believe if you want to do it you've really got to stay with it". ( 5)
Some students may have begun their studies with a goal of perfection, in

spelling for example, which is not attained by most literate members of

society. Alsosit is easy for students to denigrate their achievements.

The organization of classes mean that, at most, about two hours tuition is
received each week. If the student adopts a passive role, tainking that
mere attendance at the class is enough to improve skills, then progress
will be very slow. A student whose job and general life situation give
him no opvortunity or motivation to oractise newly acquired skills will

forget much of what he has learnt from one week to the next.
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Did students intend to g0 on to further classes?

About half the subjects stated that they would like to go on to further
classes. The most frequently mentioned hope was to be able to go on to
O levels. If this seems an unrealistic goal it should be remembered that
the O level may be a focal point which, as one student stated "is the
ultimate in education". It is the highest point to which they can

subscribe. Also it is an external, public recognition of a certain skill.

This is summed up by one student:

"O level. I don't know if I'd ever get there, but I would like to.

Well, I'd like to go on and see if I could get an O level English.

I think to prove it to myself that I'm there you know. It would vpe
for me inner self mainly, where I'd think 'now I've done it' (laugh)
Yeah, I should get great satisfaction out of that". (13)

Two students stated that they were not sure whether they would go on to

further oclasses, it would:
"Depend on time and circumstances I suppose". (1a)

or:

"It depends on what my job would entail. If I go on to a job where
it needs extra classes I would go. Otherwise I wouldn't". (4a)

Some of the reasons why students did not wish to go on to further classes
relate to reasons why they would leave classes e.g. lack of time or

family pressure.

When did the respondent feel they would be ready to leave?

Tutors and students do not always share similar perceptions about when the
student is ready to cease tuition. Charnley refers to tutors expressing

disappointment that the student has ceased tuition, while remarks from the
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student indicate that they are ready to leave and not dissatisfied.
Sometimes students have limited specific expectations and the tutor
hopes to widen the student's horizon. For example, in a case knownto the
writer, a student arrived at evening class announcing she wanted to learn
to write her name and ad.ress, happy birthday and happy Christmas and
"the names of the girls I work with so I can write on their cards proper
when they have a whip round at birthdays and that". Having acquired this
information and learnt it the student announced after a few weeks that she
would now cease tuition. The tutor tried, unsuccessfully, to persuade
the student to stay and learn to read and write some more. The student
declined, she did not see the need to learn anything else. The tutor
felt the exercise had been a fajlure; the student had not received an
'education'. However, if the student feels satisfied that he/she has
reached his/her required level, notions of what the tutor wishes the
student to achieve may not be relevant in considering the student's success.
It is important, however, that the student feels that 'the door is left
open' so that if they want to return to tuition at a later date it is

easy for them to do so.

Most students in the sample related their readiness to leave to acquiring
a sense of confidence in situations they were likely to encounter:
"I think when I can relax when there's anything to be done like

writing something out - or a job where I can fill in a form
witho.t worrying or taking bits of paper to copy from'". (3)

""When I can write fluently without thinking. That's when I should
feel oconfident". (2a)

"When I'm as good as everybody else"
"Who do you mean by everybody else?"
"The people I work with I suppose'. (4a)
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"Now I realize you can never 8top learning. I think I will come
?ext year. I'll leave when it comes to the point that I think
Well I'm on the main road now'. The rest I can pick up myself".

(32)

"When I ocan spell satisfactorily, be able to write a reasonsble
letterz make small reports. I think once I've achieved that the
rest will be able to follow by itself". (6)
If the person did not have a Job in mind they referred to their reading
skill as a measure of their success. No reference was made to books

however. They related it to the daily task they set themselves - trying

to read the newspaper:
"When I can go through the paper without no problems". (9)

"When I can read the newspaper from beginning to end and spell all
the words in it". (11)

Sometimes the student's remark seems to be negative:

"I've thought about this, tell you the truth and I don't think I'11
ever be ready to leave ... I suppose there might come a time when

you might get fed up". (10)
But he goes on to note:

"It wouldn't worry me. I think now, with what I've been taught I
could learn meself enough you know, the rest of it". (10)

This respondent follows a similar pattern:

"I don't think I will be fully ready. If I was I could sit down and
write a fooscap page - not of something absolutely silly - but with
hard words in like circumstantial. If I could write down a word
like then I'd know I was confident. But I'll never be that oonfident
because I have trouble with silly wurds. But I'll struggle along

all right". (7)

These students seem to be beginning to acquire some confidence, perhaps

because they are redefining teir expectations.
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Another student sums up her feelings and expectations thus:

"Ifll be ready to leave at the end of the year. I've got to the
point where I feel there are some people who can spell and some
people who can't spell. Perhaps I needed to come here to realize
that. I think there are some people who are just never going to be

very good spellers you know. You can get by". (2a)
Two students appear to have shifted any responsibility for their learning
away from themsslves and on to the tutor's shoulders, so that the only

perception they hold of completing their tuition is when they are told,

by the tutor, to leave:

"I think it's the tutor really will turn round and say to me 'I
think you've improved a lot and I don't think you need to come
any more'. (2)

"I won't (leave) until somebody tells me, I'll just keep coming". (8)

It could be said that these responsents will not be ready to leave until

they feel ready to make the decision themselves.
One student stated that he would never be ready to leave:

"I shall never be able to leave the class if I want to do how I

want to spell. I shall never be able to spell the words. I've

been coming to classes three years and there's still three and four
letter words that I can't even spell now. It's going to be another
twenty odd years - well, I won't even be able to spell. If someone
said 'Right take a letter' I could never be able to take that letter
down. It's just as simple as that and that's not saying nothing
about the teacher. I'm a slow learner and that's all trere is to it".

(1)

Other students are expecting pressures outside the learning situation to

direct their decision about leaving tuition:
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"I think once you become interested in English you can go on

indefinitely. I think it would be cirounstances I would have to
leave for".

'"What sort of circumstances are you thinking of?"
"Well, just the journey, travel an: my job end perhaps not havi:

the time to oarry on to do the homework you kmow". (1a) ~

"ngl if I'get involved in a thing I like to hang on to it. I don't
think my wife would be surprised if I stayed another five years. I
think there'll be things telling me to finmish".
"Such as?"
"If it interfered with my marriage". (5)
From remarks elsewhere in the interview it seems that in the latter case
the wife felt threatened by the change in the relationship which occurred
when the husband's literacy skills improved so that he no longer needed

her constant assistance.
One student felt that he was ready to leave tuition:

"Personally I can manage, I can get by now. I can't get by easily
for clerical work, but for the type of work I do I can get by with
what I know now, so probably I'll finish the end of the year". (12)

As can be seen the majority of students perceived the end of the tuition
in terms of skills attainment which they felt would raise their confidence.

Others named factors not directly relating to confidence.

Were respondents able to study at home?

An important factor in how students oprogress is how much time outside the

classroom, they are able to devote to their studies.

About half the students said they couldn't study at home. It would be

too easy to dismiss all their reasons as mere excuses:



"No, it's the hours I work. 5% day week and I got ti.ree children
and the wife ain't home at nights so I have to get them all to bed.
And time I come home I'm tired anyway, you know. When you first
come home the children are up. Time they go to bed its late and

you just don't want to go and sit down at ten o'clock at night and
start studying". (12) : e

"No up to a little while ago I was doing a lot of hours. When I got
home I was just tired. The wife sort of, 'we won't eat 'til you

come home and we'll eat with the children'. You know they come

home at four o'clock and they're having tea at seven. And time you've
washed up and got the children to bed you find its nine o'clock, know
what I mean? Then I feel I've had it, turn the tele on and - whompff -
(imitates falling asleep). I'm off you know. Then the wife goes to
evening classes and I don't sort of do nothing that night. Then
there's shopping night. There just don't seem enough time. I have
tried and I've found you know, my eyes are closing up. So I've said
to myself 'Well you aren't learning anything you're too tired' you
know. I've always promised myself I'll do it. But when it comes to
it I don't and I should do". (10)

"Very difficult because my two eldest girls, they're doing exams and
study and lots of revising. And we're ov-rcrowded at home. I've

got a writing bureau in me bedroom and, er, it's more or less
commandeered every night by the girls. Well from six o'clock there'll
be one of them there. The youngest is fourteen and she's doing lots
of homework as well. One wants to watch a particular programme that's
on the T.V. downstairs. One'll want to play a record in their
bedroom. And, of course, it only leaves my bedroom for the study
like. So naturally I have to take pot luck when I can'". (4)

"Finding time is the thing. I come home too tired, not a great interest.
Time I've done the dinner and cleaned up and sat down it's eight
o'clock and I don't feel like starting to take books out then". (7)

"Yes, I am able to study but I find, unfortunately, I don't study
as much as I shouldbecause of the distractions of ordinary household
chores and TV is the biggest distraction of all. One finds after
work you're tired and you know to wrack the brain after a full day's

work is a bit too much". (6)
Many of the students had jobs which were physically demanding yet boring
(e.g. factory worker, waiter); the tiredness they complain of should not
necessary be seen as an empty excuse. The students who did study tended

to be motivated by the positive encouragement to do so which they received

from their family:



"I try tosudy at least something every night because the wife -
she's much better than I am, put it like that. She says 'You do one
night and miss one night and you're not going to do it!. See? I
do try and stick to an hour each night when I'm on day work". (3a)

"My wife gives all the help she can". (1)

"The wife helps me with studying at home ... she's around all the

time if I need help. Some things we do together you know, go through
it together and I find that helps". (13

some other students were able to study because they had home conditions

conducive to study.

"Yes, I'm very fortunate there - being shift work and no ohildren.
So two or three times a week I've got the place to myself type of
thing. I do 6, 7 or 8 hours a week. On the night shift I do 9 or
6. Afternoon shift not so much as you're up at 4.30 and its a bit
tiring like. But I take the books and go through them a few minutes
everyday. 1 might look at a book half a dozen times in the course
of a shift". %?)

Some students aim to use their new reading skill everyday:

" Oh, I pick up a newspaper everyday now. Even if it was only juat
a little chapter I try and read every day, you know, in the evening".

(11)

"I always read the papers every day, the evening and the morming one'".

(6)
Another student is not yet competent enough to manage alone:

"I try and read bits out of the newspaper. Some of the words ' can't
read so I'm stuck then". (4a)

Being given specific homework may be a help:
"Well, I have to do my homework. I just shut myself off in a room

on my own you know". (1a)

"jell, I do about two nights a week. .ne day I do my homework in
rough, next day I do it neat'. (2a)
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Some

"Yeah, mainly the confidence you know. That's the main thing I think
you know. Because if you can start to spell and someone comes up ’
with a piece of paper in their hand and says 'Look at this' you can
stand and read it and not make out you can read it which I did in

the past". (13)

"It makes a lot of difference at work because it give me the
opportunity to be union shop steward". (3)

"I feel more confident at work you know, taking down telephone
messages and people's names and things like that". (8)

"Now when I'm at work with two or three others and we'll sit down I'm
not frightened to sort of say 'oh such and such'. And T feel a 1ot
better now. You know before it was - I used to be too busy, but now
I sort of join in". (12)

"It's this confidence thing all over again. Well now I can write and
my writings a lot neater. Before it was up and down and pressing
hard. But now it's nice and neat and small. And spelling you do

as you go along! It's amazing I *hink". {4a)

students were reassured that they could learn:

"It's made me feel reassured about my own capabilities. I know I've
got a long way to go yet to be good. But I know I can always better

myself". (3)

Others felt their improvement had broadened their horizons:

"It's made me far more interested in - well, given me a sort of
broader outlook, I think. Really I expect I don't watch television
very much I listen to the radio and lots and lots of things I've
heard are a lot more meaningful to me because I understand quite a
few more of the words and their meanings". (1a)

One student has gained confidence not just by improving his skill but

redefining his perceptions of the level of skill possessed by others.

This is an important step in learning, as students quite often have

unrealistically high expectations for themselves, based on unrealistic

percepvions of others:
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"Yeah, confidencewise. Yeah, more confident now. It don't bother ame
now, spelling you know. If I can't soell it don't bother me where

it used to. If someone asks sz question I just say I can't spell it
you know because that ha.pens to everybody. It's surprising how ,
bad most people are when you really look into it you know. When
you can't spell you tend to think everybody else can. But when you
can you find loads of them are wrong. 3 it don't really bother me".

(12)

"It gives me more confidence in myself knowing I'm not at a

disadvantage to most people". (6)
A small minority of respondents stated they they felt no difference since
starting tuition:

"I still feel wary of reading and writing. I feel I've improved

but not that much that I feel confident yet". (5a)
One student said that he felt worse since starting tuition. The possible
reason why some students may feel worse will be discussed in the chapter
dealing with attribution theory. Although restricted to one student in
this study, Charnley also mentions that a minority of his sample noted
that they felt worse since tuition commenced. The reasons given in his
study are, an over friendly tutor/student relationship, which is
misinterpreted by the student, extraneous circumstances such as a jealous
spouse, over expectation on the part of the tutor (p. 98). In this study

it is the student's expectations and perception of self which affect the

situation.

"I feel worse really. I never realized there was so many different
spellings and different ways you co:ld spell the same word. It's

put me back really because I thought once you coild spell a word

one way that was it. I could spell ... I just didn't kmow. I thought
when you could spell one word that was that. You could use that word
a hundred times any way you wanted ... I find it very hard. So
really it's made me worse. And this is why I get in a rut because
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it's opened my eyes to what I never knew existed. It'g j i
being indoors for a year and a.l of a sudden going outzig:SZniI;Eu
see hundreds of people. Well, you 8ay they're not .eople they're
words ... You think 'oh bly'. Quite often now I think 'well I know
I shall never be able to 8pell them all' that's all tnere is to it".

(1)

Did the respondents think. there had been an improvement in their reading,

writing and spelling?

All the respondents, including those who said they felt no different, or

worse, since starting tuition, perceived an improvement in their literacy

skills. The majority mentioned specific skills as their measure of this

improvement:

"Oh yes, definitely. I couldn't read at all before. But now I can,
you know. I'm not saying I know all the words but if I'm reading
something I can get the basic idea of the story". (11)

"Definitely. There's no doubt about it. I was very poor before I
come to these lessons. I had trouble filling in my time sheet at work.
Today it's a much harder level that I get stuck at". (12)

"Yes, definitely. I find I've improved because there's lots of
things I've learned that I never knew vefore I came. Things like
you change the y to ie. One of the reasons I suppose I could never
read properly was because I didn't understand a lot of hidden, well,
just a lot of little things I never knew about which made things
much more difficult to understand. And now that I've learned so
many things like that I find I've improved much more". (6)

"Oh yes. I can write a letter much better. I can actually get down
what I mean and express really proper thoughts that I want to get
across to people. Whereas before I couldn't, express the proper
opinion and also I never felt confident because I didn't really know
how to write properly, you know, to punctuate sentences, or you
know, the grammar of English I can never remember anyone explaining
it to me before". (1a)

"Yeah, a definite improvement. It's understandable where it was
just a confusion before". (4a)

"Yes. I write it down. I know it's right rather than have to look
it up just to confirm it to myself". (8)
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"It's helped me a lot looking after my private affairs, in
transactions with banks and writing letters i businesses". (6)

"Only thig morning the cnargehand writ a ticket out for a job. It
?as 'repalr.hyerIic Junkshun'. He said 'How's that?! and I said
You spelt junction wrong'. He accepted the fact what I said. He
Just ruobed it out snd put what I saig". (5)

Two students, while acknowledging there had been an improvement in their

skills noted:

"Oh, yes, a marked improvement, but not the marked improvement I

would like to have done. I'd have thought in a few weeks or a few
months I would be up to a fair standard which hasn't fully materialized.
Completely due to myself because I haven't sat down and spent hours
learning like I should". (7)

"Oh yes, of course there has, But it's not the rate I expected. I

expected that once I could spell fifty or a hundred words they would

automatically fall into place. They don't learn to spell at school

it just comes natural to them. They just pick up the words theirselves.

They don't say 'Right there's six words you've got to learn t> spell!

it's just part of everyday life. To me it's like walking. Once you

can walk you're away like a shot, no looking back. Well, I thought

it was going to be like t.at with spelling". (1)
As well as being affected by factors to be discussed in relation to
attribution theory, both t.ese students could be said to hold unrealistic
expectations which they have failed to modify over time. In the latter
case the student's perceptions of wha: learning involves have not helped
him. He seems to see his role as a passive one while things 'automatically
fall into place'. In the first case the notion of a crash course was

based on seeing advertisements for foreign language courses and is an

inappropriate comparison of quite different learning situations.

Did the respondents think this improvement had changed their life in

any way?

Asked whether they thought the improvement in their literacy skills had
changed their life in any way most respondents referred to incidents

involving skills or confidence - remarks very similar to those evoked
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by the question 'are there ways you feel different since starting

tuition?!

"With my husband I feel ... I don't have to rely on him, you know.
What's the word? Independent. I feel more independent and that's
the thing you know, really. That's what I want so I don't have to
ask anybody, so I can do it all myself". (11)

"Well, I've joined a club where at one time I wouldn't have dreamed
of joining anything. Well I just wouldn't have gone in case I had
to do anything, so I just wo.ldn't go'". (2a)

"Yes. I'd never go to parties in case I was asked to do anything,
you know, quiz games or something like that". (1a)

"The confidence is gushing out of me. For me to be sitting here
talking about reading and spelling. Well 3 year, 2% years ago I
wouldn't even have sat here with a tape recorder or talked out it

at alle No way ... I think there's probably lots of things that I
would have done, you know the different clubs that I would have
joined. You see I do go now. I know if they give me a form to fill
in I can fill it in quite easily. But before like, give you a form
and you would shy away like, all the time". (13)

Several respondents referred to their freedom from needing to hide their

weakness:

"It makes you more relaxed to know you're not hiding it no more.
Like I've done in the past. I've sort of kept myself in a cormer
all the time and thought I won't do that because I can't do it,

you know". (3a)

"It certainly helps you to talk about it, whereas before you tried
to hide it you know". (12)

MIt's nice when people you know, know you can't spell. Er, people
very close to you and they help you out, see? Before you didn't
discuss it. They sometimes might think 'Oh he can't spell very
well' but you didn't talk about it. But when you do talk about it
and then they know how bad you are and they're with you or a ainst
you and I'm lucky because I've ot people who are with me". (7)

Only a few referred to changes in their working life which were directly

related to this improvement:
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"It's made a difference at work, you know, when I'm going to write
something there where I wouldn't have before. Even if T look it up,

you know, I know how to look it up and I sort of carry a dicti
round with me". (10) e

"It's changed my life in the respect that I couldn't do the job I'm
doing at the moment unless I digd improve, so I wouldn't be in my
present job. And if I can't spell a word it don't bother me, I look
it up in a dictionary and I don't mind if somebody sees me looking
it up because,I mean,my joﬁs not an English teacher,therefore, I'm
not expected to be one hundred percent. And you find if you look in
the desks of the factory foremen they've all got dictionaries and
they all look words up so it's no problem". (12)

This student's situation is undoubtedly eased by his increased confidence

and his relaxed and realistic attitude towards literacy skills, as well as

by the improvement of these skills.

Another student who changed his job was in a different position. He had
been in a job which he hated for twenty eight years, and after two years
attendance at classes he felt confident enough to apply for another job

and face filling in the necessary forms:

"I wouldn't worry now if I had to go and fill in a form for a job.
I'd never be able to come out with a word there. I'd know how to
spell it before I went. I wouldn't worry so much. And I think
that's why I stayed in that job so bleeding long. If I'd been a
bit more brainy I'd have gone in five minutes not twenty eight

years". (10)
As can be seen,his confidence is limited in that he feels he would need
to know the necessary words before attending an interview. His life has
changed, however, not just because he has a different job after all those

years, but because he now feels he would not have to put up passively

with an unsatisfadory situation.

Several respondents said it had made no difference to their life and one

student said he now felt worse because he was now aware of how much he

didn't knows:



"No, it's made me worse reall
Yy because I get
can't spell a word". (1) gel so frustrated when I

Did coming to classes made a difference to what students did in their

spare time?

Some students mentioned that their Spare time now involved less watching

of television:

"Say the only difference it's made really is I don't watch so much
tele". (9)

"In a way it's stopped me watching so much T.V. I used to be a
T.V. addict - watch the box all the time". (2)

"Well my spare time is taken up with spelling. This is my spare
time now. I mean I used tv sit and watch T.V. that sort of stuff -
particularly when I was by myself. Now I sit and work". (5)

Some students mention that they read more, but what they are usually
referring to is an increase in their skill rather than any great change
in their reading habits. For example,most students had always taken a

newspaper; even if they did not make a very thorough job of reading it:

"I used to read a newspaper, it was read a word, miss a word, just
sort of scraping through sort of thing. Now every word is important".

(6)

"I read the paper. Before I just browsed, you know. Now I read it
more, sort of thing". (5a)

One respondent changed the newspaper he read (from the Sun to the Mail)

and one now bought a quality Sunday newspaper:

"Now I buy the Sunday Times and on Sunday afternoons I sit and read
it from cover to cover". (8)

With two exceptions none of the students ever read novels. Any books

read tended to be concerned with their hobbies:
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"Well I garden so I read more i

gardening books and that. I've got
thrge or four gardening books at home. If T want to know somefﬁin
I pick them up and sort of look at them ", (1a) ¢

Since coming to classes had what respéndents wanted to do with their life

chan:ed in any way?

Very few students felt their ambition for the future had changed in any
way; here is one exception:

"véll ?riginally I never wanted to get promotion anywhere ... Now

I'm quite content ... I took a Job not meaning to stay - now I've

been Promoted, I've got a clean job, security - it pays me to stay

on this type of job. It's been good to me". (12)
Those who had changed their job since starting classes had already achieved
one ambition)but this did not necessarily change their view of their
future:

"Well I got another job didn't I? I think I feel happier. I feel
happier, yeah". (10)

Some students described their unchen ged pipe dream:

"No, I'm very ambitious, that's the trouble with me ... I'd like to
run me own shop - to be me own boss I should say, sort of thking,
that's me dream. It's only because I can't do it I wanna do it.
Once you've done it you wanna do another ti.ing, see? This is the
thing with me ... It's like someone climbing a mountain. Once he's
climbed one mountain he wants to climb another". (5a)

Several other students also mentioned owning a shop or working for them-
selves as their continuing hope for the future. Some students responded

to this question by mentioning opportunities that they had missed in the

past, due to their lack of literacy skills:

"I've lost a lot of opportunities, especially when I was younger, not
being able to spell properly and I'm luckier than most people I've
had another chance. When I was twenty I was :oing to join the

fire brigade and I failed in English. That was one job that today I
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m%ght be doing. I'm not saying I would have been better off as a
fireman but I actually went and I failed, so it can change your life.
I usgd to sell cars once. I couldn't write down the ous:omer's
particulars. I might have been a salesman. I think I could of left
sehool and got a better job than I did if I got a better education".

(12)

"There's nothing you can do a lot with,you know,if you haven't got
the basics of an education. I definitely wouldn't be in the trade
I'm in now if I had a decent education. I definitely wouldn't be

in the position I'm in now anyway. I've had opportunities offered
to me in the past. I was offered a managerial position abroad

which I couldn't take".

"Can you tell me a bit more about this opportunity - it would have
involved reading and writing would it?"

'"Yeah, well it must have done, being the manager. It was in my
trade. A person that had emigrated over there (Australia) and
established hisself as one of the managers of this place wrote that I
was offered the managership of this particular department. Of
course I had to decline it."

"You didn't think to yourself I'll go and find a way round it?"

"T couldn't take a chance on the embarrassment, you know. It would
have cropped up. See I had the oractical knowledge of the job, but
the academic - I couldn't really do the writing. I could organize
it, how the processes had to be handled and everything and I could
teach my particular job that I was doing. I could have taken it from
the word go,but because of the writing it just couldn't work". (4)

These lost opportunities had not been revived in the latter case.

One particularly articulate student summed up his own, and many other

people's future:

"Nowadays I think we're all looking round for a safe, safer, job
occupation. I mean I work in a factory - sort of semi-skilled.
They've just made 500 redundent from where I work. I'm a3till
employed, but I don't feel safe. The amount to read nowadays if
you're intelligent with the silicone chip here they can automate
anything. So what I can do a machine can do. Then I'll be out and
no-one will be worrying about me. I think perhaps it's made me look
round a bit. The main thing is the services. You've got to look
round and see what you think a machine won't be able to do and think
10h, I'1ll get into that job and try it'. And if you've got to write
an essay - well that's what I'm here for - to learn as much as I

can". (3a)



In a shrinking job market those without skills are in a much worse
position than before. Some writers hypothesize that with the recession
more people will come forward for tuition. However, it may be that many
unemployed people without skills will sink into a 'slough of despair' and
may not feel able to come forward for help. The cuts that have been made
in literacy provision are likely to obscure the picture further, making

comparison with the situation in the middle seventies difficult.

The perceptions of self emerging from the iaterviews show that all students
perceived an improvement in their literacy skills and many exhibit increased
feelings of confidence. It would be easy to include these feelings of
confidence under one label and to assume, as Charnley does, that this
overall xpression of increase in confidence is the single most important
factor to emerge. However, by applying a further technique - the

repertory grid - a more complex pattern can be shown to exist.
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Findings which link neuroticism with academic achievement have sugzested
that neuroticism can be a motivating factor. (Lynne et al 1961). However,
later studies (Joubert 1978, Morelli and Morelli 1979) which show a
correlation between neuroticism and locus of control sug-est that the
relationship may operate in the opposite direction, since those who feel
that they are not in control of reinforcement contingencies are likely to
feel a sense of helplessness and this has been implicated in under-

achievement (Seligman 1975).

A study relating neuroticism to locus of control was conducted with 67
college students (Morelli, Krotinger and Moore 1979). (This study was
mentioned in an earlier chapter. Further details are given here). The
measures used were Eysenck's P.I. and Levenson's IPC Scale. The
researchers hypothesized that those who see themselves not in control of
reinforcement contingencies would score more highly on neuroticism as
measured by Eysenck's PI than others. They note "It would be expected
that the EPI would be related to internal control, powerful others and

chance factors of Levenson's scale as well". (p. 153, 1979).

A relatiorship was confirmed for neuroticism and internality (inverse)
and chance (direct). But, as was noted in an earliep chapter the writers
make no further reference to the relationship with powerful others, and

this seems a weakness in their study.

They conclude "subjects predisposed to neurotic breakdown are more likely
to believe they are not in control of reinforcement contingencies and,
furthermore, that consequences are determined by chance. The question as
to why these particular expectancies develop for subjects high in

neuroticism remain to be investigated". (op.cit.).



While no reason was given for the link established between locus of control
orientations and Eysenck's PI the researcher felt it would be useful to
include Eysenck's PI in her study as this well established personality

measure could increase knowledge of adults with literacy difficulties.

It was decided that for the first phase of the study Eysenck's PI would
be administered. If a high neuroticism score was confirmed then, during
the second phase of the study, Levenson's IPC Scale would be introduced

to eludicate locus of control orientations.

The first phase of the study also sought to establish a link between
perceptions of self elicited on the repertory grid and attributions for
literacy failure given in the interviews. It was anticipated that if the
hypothesis linking these two methodologies (I,D) was confirmed, then
during the second phase of study further innovative work could be
initiated by the framing of hypotheses directly linking Eysenck's PI,

Levenson's IPC Scale, self report questions and the repertory grid.

Hypotheses in the first phase of the study relevant to Eysenck's P.I.

The hypotheses for the first phase of the study which related to
Eysenck's PI were as follows:
18) The researcher's sample will score more highly on neuroticism, as

measured by the EPI, than the normal population established by Eysenck.

1C) The degree of neuroticism, as measured by the EPI, will correlate
positively with the distance between the pres.nt self and the ideal self
elicited %y the repertory grid, those scoring highest on neuroticism being

furthest away from their ideal self.
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1D) Those respondents who gave continuing negative perceptions of self

on the repertory grid are likely to be those who, in the interview,
perceived the cause for their past literacy failure to have an internal
locus of control orientation. (Internal and external locus of control
being defined by Abramson et al's 1978 model). (Although this final
hypothesis does not relate directly to Eysenck's PI it is included here
because it was anticipated that confirmation of this hypothesis would allow
the development, in the second phase of the study, of hypotheses directly

linking Eysenck's PI and other methodologies).

Sample for the first phase of the study -

The EPI was administered to the respondents in two groups, five in each

group. Age range 20 - 55 years. All the sample were male.

Administration of the EPI for the first phase of the study.

The venue was the classroom where tuition took place. Kach person was
given Form A of Eysenck's Inventory and asked to tick the appropriate
box (yes or no) while each question was read out loud by the researcher.

Administration was prior to evening classes in July 1980.
No problems or difficulties were encountered.

(Details of the administration of the repertory grid are given in the

appropriate chapter).

Result

Both hypotheses 1B and 1C were confirmed at the 5% level. (For full

details see the statistics chapter).
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Table showing the extraversion and neuroticism Score, as measured by
Eysenck's Personality Inventory and the % matching score (called K)
between 'AS I AM NOW' and 'AS I WOULD LIKE TO BE!
for respondents in the first phase of the study.

on the repertory grid

)

Grid No. E. N. K.
4 9 22 41
3 6 20 21
1 4 14 43
10 13 14 50
9 11 12 56
2 13 12 65
6 15 11 84
5 11 10 56
T 15 8 85
8 7 7 70

For hypothesis 1D, because of the small numbers involved, from an initial
sample size of ten, it was not possilile to find a suitable test to test

this hypothesis with the first sample.

It was, therefore; not possible during the second phase directly to
1
link Eysenck's PI, Levenson's IPC Scale, self report questions and the

repertory grid, as had been anticipated.

Hypothesis 1D became hypothesis 2E part 2. If this hypothesis was
confirmed with a much larger sample it was hoped that the link with the
repertory grid and locus of control orientations co.ld suggest the grid

maybe a useful additional tool in locus of control studies.

(1) It should be noted that while this study has used the EPI since it sn extensively used
standardized test, linked in some studies with Attribution Theory, this does not imply
that this thesis argues for Eysenck's underlying theoretical position. However, it is
considered beyond the scope of this thesis to enter into detailed discussion of
Eysenck's work. ( For such an approach see Vernon, P. 'Personality Assessment. A

Critical Survey'. Methuen 1972).
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The other hypothesis framed for the second phase of the study sought ways
of elucidating locus of control orientations in respondents. Further

methodologies introduced at this stage of the study included Levenson's

IPC Scale and self report questions.

Before considering the hypotheses for the second phase of the study

these additional methodologies will be considered in more detail.

Development of Levenson's Scale

Levenson's scale arose from a questioning of the validity of including
under external control, as Rotter did, such different types of external
orientation as 'belief in the basic unordered and random nature of the
world and belief in the basic order and predictability of the world,
coupled with the expectancy that powerful others are in control'. (p. 15,
1981, Levenson). She notes that in the latter case such a person may
believe that since the control exercised by powerful others contains
regularity of action 'he or she may obtain reinforcements through
purposeful aciion' {(yp. 1%, op.cit). She notes that this view of

externality is quite similar to Rotter's notion of intermality.

As the IPC scale developed as a reconceptualization of Rotter's IE scale

it contains items adapted from his scale,as well as specifically written
statements. It contains three eight item sub scales with a 7 point Like_t
format (0-6) presented to the subject as a unified scale of 24 items.
Internality (I) measures the extent to which people believe they have control

over their own lives. (e.g. "When I make plans I am almost certain to

make them work").

The powerful others dimension (P) measures the extent to which powerful

others are seen to control life (e.g. "In order to have my plans work I
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make sure they fit in with the desires of people who have power over me'.
The chance dimension (C) reveals the person's perceptions of chance as a

factor in life. e.g. 'It's not wise for me to plan too far shead because

things may turn out to be a matter of good or bad luck.
Scoring

The scales are scored separately. ie. A low I score means that the person
does not see himself as having control in his life. It cannot be inferred
from this that he, therefore, necessarily believes in chance and powerful
others. These separate scores have to be consulted to ascertain what

attitude prevails.

Levenson notes, '"for most samples,scores on the internal scale are consistently
higher than those on the P or C scales. Such a finding is expected for

two reasons - (a) for most Western societies belief in personal control

is given a cultural perception. (b) A certein degree of personal means/ends
connection is necessary for survival and coping in the world". (p. 21, 22,

op.cit).

Levenson notes a tendency among tested groups to see powerful others as
thwarting attempts at mastery and control. (Although, interestingly, some
groups e.g. Conservative activists and chronic pain sufferers see powerful
others as benevolent). She suggests further research to ascertain
conditions under which these are viewed positively and negatively. In this

gtudy the consensus attitude is assumed.

Levenson also suggests further clarification is needed to differenti-te

between feelings of mastery and perceptions of culturael values on the

internality scale.
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As has already been noted,in this field unvalidated meeasures designed for a
particular study abound and cause problems of validity. Levenson's measure

is well validated and arose from a theoretical not an empirical base. Tt

is the most suitable measure available b date.

As already noted, scoring is by circling the appropriate number (from -3 to
+3). The scales are Scored separately. i.e. a low internality score does
not necessarily mean there will be a high powerful ot:ers or chance score.

The scores must be considered individually.

Because, during the course of calculating the results of the hypothesis
it became necessary to compare the scores on Levenson's IPC Scale with other
variables (the repertory grid and self report questions) a way of expressing

which of the modes (I, P or C) on Levenson was dominant had to be found.

The raw scores which Levenson provides give no clue as to whether internality,
powerful others or chance is the dominant mode. For example, subject 52
has an I score of 38, but a P score of 40 and a C score of 33. However,

subject 4 has an I score of 15 but a P score of 6 and a C score of 2.

In order to alleviate this problem the researcher developed a measure
(called R) which was based on the algebraic difference between the I score
and the higher of the other two (P or C). To make the measure positive 20

was added. Thus, subject 52's measure becomes 18 (38-40+20) and subject 4's

measure becomes 29 (15-6+20).  mpe figure 20 was chosen as this was the
minimum number needed to produce the measure positive.

This statistic could be used in future investigations of locus of control
which include Levenson's IPC Scale as a measure and which wish to correlate

an index of the inter-relationship between the scores and some other variable.

Administration

The scale was administered in conjunction with the other items :resented to
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the respondents (repertory grid, Eysenck's PI and self report questions).
In every case the grid was presented first, Eysenck's PI second, Levenson's

IPC third and finally, the self report questions.

The items on the scale were read out to the group,who were then asked to

circle the number they felt most closely matched their feeling about what

was being read out.

The numbering was explained in the following manner. "If you strongly
disagree then circle -3 and if you strongly agree circle +3. If you feel
'well that's not really true', put -2. 'Yes, that's true' means +2 and

'Well, I'm not sure'is -1, 'Well, could be is +1'.
These scores were reiterated as each question was read.

Respondents' comments

Some of the researcher's sample commented on the American English. For
example 'I feel like what happens' instead of 'I feel as if what happens!
and 'pretty much' in place of 'more or less'. Of the 24 items, 3 dealt with
car accidents and many students commented on this. Also,the format-
statements using the first person singular - although, no doubt a deliberate
ploy by Levenson to ensure the questions were applied personally rather

than generally, caused some comment it seemed because of unfamiliarity.

Although students made more adverse comments about this than the other data
collection methods in the study they did not experience comprehension
difficulties, although the scoring (-3 to +3) had to be carefully explained

and was reiterated after each question.



Self Report Questions

In the second phase of the study it was not osractical to conduct interviews

with such a large Sample. Instead, the information required was collected

by self report questions.

Self report questions have been used in previous research examining
attributions for academic failure (e.g. see Butkowsky and Willows, 1979,

described in detail in chapter 1).
Not all the questions referred to attributions for failure.

The questions asked by this researcher, given in order, were as follows:

1. How long have you been coming to classes?

2. What do you think the reasons were that you had difficulties with
reading/writing/spelling?

3. Do you think there has been an improvement in your reading/writing/

spelling?

These questions had been asked as part of the interview schedule in the
initial research. The wording was not changed in any way as it was chosen
with great care for the original study and no problems concerning clarity of

meaning were encountered during the interview phase.

The reasons these questions were chosen is largely self explanatory.

The first question was posed in order to eliminate students who had not

attended classes for a minimum of one academic year.

The second question sought the attributicn for past literacy failure.
The word reasons was deliberately plural, allowing the respondent to feel
free to list as many of these as he considered relevant. No direction was

given as to possible reasons to allow the minimum of direction from the
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researcher. Occasionally a respondent would ask for clarification 'What

sort of reasons do you mean?' in which case the probe from the initial

interview schedule was used (sce appendix).

Although the information required by the third question is obvious the
following will reiterate why this and no formal tests were applied. The
difficulties which arose in a previous study (Charnley, 1978, when an
attempt was made to apply formal reading age tests to adults with literacy
difficulties has already been noted in an earlicr chapter. A decision was
made by this researcher not to attempt to collect data in this way.
Instead students were asked for their own perceptions of their literacy.
(Apart from the difficulties of using RA tests, whether or not the
respondent perceived an improvement in his literacy skills was more relevant

to this study).

Analysis

Question 1.

A table was constructed showing the length of attendance. Students
attended a two hour class once a week. The data was deliberately collected
towards the end of the academic year to include as many students as
possible. In fact, only one student needed to be eliminated from the

study as he had begun classes only a few weeks previously.

Question 2

Definitions of Abramson and Seligman's attribuces are given fully in the

interview chapter. The students' replies were written out and then

categorized by the researcher into:

External - wholly blaming outside factors such as school.

Mixed - blaming the self and external factors
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Internal unstable - blaming the self, altho.gh not in such = way that
this would be perceived across situations e.g. 'I hated English
80 I never tried in that lesson'.

Internal stable - blaming the self in a way that may be perceivad
across situations e.g. 'I'm a slow legrner'.

The responses were given to a panel of 3 judges for categorizing. These
categories were then compared with those given by the researcher. Where

discrepancies arose these were discussed wi*h the judges and a final

1
result agreed unanimously. (The judses were teachers, 1 female, 2 male).

Question 3

This question necessitated either a negative or a positive response.

(In fact all respondents replied in the affirmative).

Administration

The questions for this study were kept to a minimum and presented as the
final task. The researcher read out the questions one at a time.
Respondents were asked to write their replies to these juestions on the
sheet of paper provided. It was stressed that spelling was unimportant
and if they wanted to use a particvlar word but were not sure about
spelling to just guess. They were also told that if they felt they really
couldn't write anything down to think about the answers and as the
researcher came to collect up their papers she would write out what they

said. (This only happened on two occasions).

Hypotheses from the second phase of the study relevant to the methodologies

discussed in this chapter.

Hypothesis 2B The sample will score more highly on neuroticism, as measured

bv the EPI than the normal population established by Eyscnck.

(1) The Thurstone Interjudge Reliability Measure was considered suitable for this purpose.
It was used by Yharnley in his study and worked well. This factor and pragmatic
considerations such as time and availability encouraged its use in this thesis.
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Hypothesis 2C The degree of neuroticism, as measured by the ZPI, will

correlate positively witnh the distance between the present self and the
ideal self, as elicited by t..e repertory grids, those scoring highest

on neuroticism being furthest away from their ide:l self.

Hypothesis 2D, part 1. There is a relationship between closeness to the

ideal self, as measured by the repertory grid, and the attribution for
literacy failure given on the self report questions. Those closest to
their ideal self being more likely to externmalize the reasons for their

literacy failure.

Hypothesis 2D, part 2. Those closest to their ideal self, as resorted on

the repertory grid, are more likely to be those who see themselves as
having more control over their life than either chance or powerful others

on Levenson's IPC Scale.

Hypothesis 2E, part 1. Those who internalize their reasons for literacy

failure on the self report gquestions are likely to be those who see chance
an@/or powerful others as having control in their life, as measured by

Levenson's IPC Scale.

Hypothesis 2E, part 2. Those who internalize the reasons for literacy

failure on the self report questions are likely to be those who show no
change towards the positive vole on one or more constructs (where positive
means more desirable to the respondent) between the elements 'as I am now!'

and 'as I used to be'. They will have continuing negative perceptions of

self.

Two of these hypotheses (2B and 2C) which refer to Eysenck's PI will be

discussed here.
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The other hypotheses are considered in more detail in the repertory grid

and statistics chapters.

Sample for the second phase of the study.

From a total of 58, 49 respondents were selected for inclusion. (Full
details are given in the repertory grid chapter).

Age range 17 - 58 years. 32 male and 17 female respondents.

Administration

Each student was presented with a package containing (in order) the
repertory grid, Eysenck's PI, Levenson's IPC Scale and a blank sheet of
paper on which to write the answers to the self report questions. Fuller
details of the administiration of relevant methodologies has been given
earlier in this chapter, except for the repertory grid which will be
covered in the next chapter. Administration for the EPI was identical

to that conducted with the first sample.

Regults
Hypotheses 2B and 2C were confirmed at the 5% level of significance.

Although it was confirmed that the sample scored more highly on neuroticism,
as measured by the EPI, than the sample of normals established by Eysenck

it is not clear whether this score is a result of, or a factor in, non-

achievement.

The confirmation of a link between a high neuroticism score and the
distance between the present self and the ideal self on the repertory grid
(those with the highest neuroticism score being firthest away from the

ideal self) is an interesting finding which could be investigated further

in future research.
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Fuller details of the results are given in the statistics chapter. A
discussion of the implications of the results is contained in the final

chapter.
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CHAPTER FIVE Repertory Grid Chapter

There are tw i i . .
are two separate sections to this chapter, covering the first

and second phase of the study. Both discuss the design, administration,
elicitation and results of the hypotheses relevant to the repertory grid

aspects of the study.

These two sections are prefaced by a brief introduction to the repertory
grid. There is no attempt in this study to explioateKellyfstheoretical
position; only aspects directly relevant to this thesis are considered.
Readers interested in a comprehensive review and an explication of the

role of the grid in education should refer to Pope and Keen (1981).

Summary of rationale for using Kelly Repertory Grids in this Study.

The Repertory Grid Technique is based on Personal Construct Theory which
sees man as
"an inveterate inquirer, self-invented and shaped, sometimes
wonderfully and sometimes disasterously, by the nature of his
inquiries". (Kelly 1968, p. 42).
The grid is seen as useful in producing alternative factors to those which
emerged from the interviews as well as reducing researcher bias. The
grid technique can be used to enable a person to become aware of and
examine his own conceptual system. Some work has been carried out using
this technique with school children who &re backward readers, (Ryle
and MacDonald 1977), but to the researcher's knowledge the technique has

not been previously used with adults with literacy difficulties.

Personal Construct Theory has as its fundamental postulate 'a person's
processes are psychologically channellized by the way in which he

anticipates events" (Kelly, 1955). It focu ses on the person, and as



Bannister and Fransella note "modern psychology is not in the main, about

persons, and so by making the person the central subject of the matter of

psychology, Construct Theory changes the boundaries and the content of the
science". (Bannister and Fransella, p. 43, 1971). They go on to outline

five ways in which one considers oneself a person. These are:

"1. You entertain a notion of your own separateness from others, you
rely on the privacy of your own consciousness.

2. You have a notion of the integrity and completeness of your own
experience so that you believe all parts of it are relatable because
you are the experience.

3. You have a notion of your own continuity over time. You possess
your own biography and live in relation to it.

4. You hold a notion of the causality of your actions; you have
purposes; you intend; you accept a partial responsibility for the
effects of what you do.
5« You have a notion of other persons by analogy with yourself, you
assume a comparability of subjective experience".
While noting that many psychologists can and do try to look upon other
persons as moving objects, explicable in mechanical terms it is argued

from a construct theory point of view that "we will understand, explain

and predict more about people ... if we centre our thinking on the idea

of a person". (p. 45).

In seeking to start with the individual and look outwards from there,

the repertory grid technique was developed by Kelly as a way of observing
the "Bi-polar comstructs" through which each of us observe our universe.
The technique, as originally conceived, involves a list of approximately
twenty cards on which are written the names of people important in the
person's life, such as parents, siblings, friends, employers, enemies,
husband or wife, and so on. These form the elements. These are then

selected in threes and the person is asked to name a way in which two of
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the people are similar, and contrast with the third. Suppose the three
cards were your boss, your mother and your father. It may seem to you
that your mother and your boss always secmed to know the answers to
questions, whereas your father hesit-ied or told you to find out the
answer for yourself. (Kelly 1955, p. 223). You may choose to define this
as decisiveness and its opoosite as hesitancy. This 'construct' is then

applied to the other people (elements) you have named.

Instead of using people as elements you could list important events in
your life, such as your wedding, your first serious quarrel with your

parents and so on.

The elements, whether events or people, are listed along the top of e
matrix and the constructs are filfed in down the side. The entries in the
matrix are single digit binary numbers; usually a rating scale of one to
five, or one to seven is used. When completed the matrix can be factor
analyized to find to what extent the person is using a variety of constructs
or only a few constructs masquerading under different names. The columns
can be examined to see which figures, or events, in the person's life are

viewed similarly.

Kelly designed the grid for clinical use with his psychotherapy clients.
Others have used it to show, for example, how a stutterer, suicide or
smoker, views his world (Fransella 1970, Landfield 1971, Mair 1970). 1Its
usefulness ocan be illustrated by a brief consideration of a study of
smokers! attitudes towards smoking. (Mair 1970). This study showed that
many smokers view smoing as a desirable and masculine activity, while
others thought that seeing a person smoking conveyed the impression that

the smoker was confident. Because the grids revealed these attitudes it
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became clear that it is not realistic to expect people to give up sometiing
they view so positively; first the respondents' perceptions of smoking

need to be changed.

The grid has been used in the area of interpersonal relationships to show
the attitudes of military men to relationships, the attitude of men to
women, leoturers to students, students to subjects, etc. It has a wide
area of appliocability and has the great advantage that it portrays the
world viewed through the bi-polar constructs which Kelly hypothesized we
all use to Zive meaning to events. What the grid gives us is a picture
of the individual's world as they actually view it, not the world as we

(the researchers) think they see it.

Development of the Grid

Since Kelly originated the repertory grid, other forms of the grid have
been developed, but all contain certain common characteristics. These

characteristics have been summarized by Bannister and Fransella (1971).

1. All are concerned with eliciting the relationships for a person
between a set of constructs, either in terms of construing elements,
as in the Repertory Test or the Rank Order form, or by directly
comparing construct with construct as in Hinkles' Imp Grid (1965).

2. The central aim is to reveal the construct patterning for a
person and not to relate this patterning to some established normative
data. There is no reason why data shouldn't be collected for some
specific purpose such as in the Grid Test of Thought Disorder,
(Bannister and Fransella 1966).

3. "There is no fixed form or content'". It is a technique not a
test and the selection of form and content is related to each

particular problem.

4. "all forms are designed so that statistical tests of significance
can be applied to the set of comparisons each individual has made.

A basic assumption underlying the method is that the psychological
relationships between any two constructs for a given person are
reflected in the statistiocal association between them when they are

used as judgmental categories". [p. 70, 71, 1371).
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Considerable thought was given to the form of grid that would be most
suitable for use with adults with literacy difficulties. Ravenette's

work in the field, as he sought to find ways of applying Personal Construct
Theory to his work with children, was examined. In an unpublished
manuscript (The Situation Grid: A Further Development on Grid Techniques
with Children) he suggests that Kelly's technique, where the client supplies
both elements and constructs "is too complex for children and may also be
too complex for less intelligent adults - especially if they are working
class". While it is in no way suggested that the adult semi-literates

in the sample were of low intelligence,the fact that the grid is a very
verbal situation in which they might not feel at ease, led to a consideration
of these techniques. Ravenette's methods involved the use of photographs
of same age, same sex children and supplied constructs with special
reference to parents, teachers, the peer group and the child's own feelings
in the belief that a ''child's attitude towards significant others would be
instrumental in behaviour determination" (Ravenette, op. cit). In the
Ravenette study further techniques were developed, using Pickford
Projective Pictures where either the child was asked to relate two or
three stories suggested by one of the pictures or to indicate similarities
and differences between three pictures. The picture technique has been
modified by M. Bender, working as a psychologist in Community Mental
Health with adults who are S.N. or S.S.N. and been found to work. He

used T.A.T. or ORT sets of pictures and restricted the elements to

speoific pictures.

As a method of rating the grid,consideration was given to Kilpatrick and
Cantrell's self-anchoring scale. For this, constructs are obtained by

triadic elicitation but these constructs are then vresented pictorially by

a ladder containing ten rungs. The top rung, revresenting ten, is the best



and the bottom rung - zero - is the lowest score. The subject is asked to
rate sach construct by placing an x on the ladder at the rung which
represents their present feelings; a Separate ladder is used for each
construct. (Details of this and many other techniques, with advantages and

disadvantages listed, may be found in Fransella and Bannister, 1977).

Eventually it was decided that a rating scale of one to five provided
adequate scope for the research. Some suggestions of Ravenette's were
included in the final presentation of the material (see later note' and
it was decided to pilot a method supplying &«ll of the elements and some

of the constructs.

Suoplying the Constructs

Adams-Webber (1970) reviewed many studies and suggested that constructs
can be supplied. This is still an area for debate but it is now a well
tried and established method and has been found to produce meaningful

results.

Ryle (1975) justifies the use of supplied constructs by noting that "Kelly
paid rather little attention to the developmental and social processes'
Ryle believes this is because Kelly was concerned with the personal

rather than the social and Ryle believes that the individuality corol.ary
(persons differ from each other in their construction of events) would be

strengthened by the additional statement that people resemble each other

in their construction of events.

However, Pope and Keen (1981) disagree with Ryle and point out that Kelly
"did raise the possibility of shared areas of personal meaning and this

is explicit in his commonal.ty corollary "to the extent that one person
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employs a constructions of experience similar to that em»loyed by another,

his >srocesses are psychologically similar to those of the other person'.

(p. 157, 1981).

Bannister and Fransella (19{1) suggest that although it seems that people
prefer to use their own constructs, rather than those provided for them by
others, it nevertheless appears that the same degree of differentiation may
be found in carefully selected sunplied constructs as in those of the

individual's own elicitation.

Bannister and Mair (1968) suggest that using supplied constructs is useful
in certain cases, notably in experiments where hypotheses have been
formulated and also where comparison of groups is involved. They warn,
however, that the researcher may assume that the polar adjectives or
phrases he provides are the verbal equivalents of the psychological
dimensions in which he is interested. This latter point is very important

and needs to be constantly borne in mind by researchers.

For the first phase of the study it was possible, because of the time
available, to allow respondents to elicit their own constructs. Some
constructs were also provided, but there was no compulsion to use them,
students could do so if they wished. For the second shase of the study
practicalities dictated that it would be necessary to orovide all the
constructs. While it is acknowledged that this is not an ideal situation
care was taken to use constructs arising from areas of concern elucidated

either in the interview or in the grids elicited during the first phase

of the study.
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Supolying the elements

This is a readily acceptable ,rocedure as it is Little removed from
Kelly's original ideas. It has become widely accepted since the elements
'ME AS I AM', and 'ME AS I WOULD LIKE TO BE' (ideal self) have proved

very useful in clinical studies and it is through clinical use that the

grid has been developed.

The main danger in supolying both the constructs and the elements seems to
be that the person may be unable to apply all the constructs to all the
elements in a meaningful way. There is always the doubt that perhaps the

construct is only being applied to these elements because the person has

been requested to do so.
In both phases of the study all the elements were supolied.

Design of the grid for the first ohase of the study.

Kelly (1955) produced a series f questions which he used with children
to help them in the task >f elicitation of a grid. In the answers to
these questions the child can state how he views his peers, teachers,
varents and so on, how he understands what they are like, what he would
like to hapspen and how such changes could make a difference to his world.

The questions are as follows:

The trouble with most eevees iS evee..

They are like that because +.....

Another reason they are like that 1is «.....
It would be better if o.....

What difference would that make ......

Wwhat difference would that make to you «.....

If, for the purposes of t.is study we fill in the first blanks with the

words 'adults with literzcy difficulties' it can be s:en than an
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enlightening discussion could follow. 1In order to formulate meaningful
elements consideration was given to these questions and the sort of

answers they wo.ld evoke. The questions had, in effect, already been asked
in the semi-structu.red interviews previously conducted with the respondents,
although not in the same form as the above questions. Because the
information existed in the transcripts of the interview, it was not felt
necessary to pose the questions to the respondents. In fact, the
interviews, presenting as they did quite detailed pictures of the adult
semi-literate's world, were a rich source of dats for the formulation of

elements and constructs.

In searching for elements to use in the study several related so obviously
to the information being sought that the necessit; for their inclusion was
immediately obvious. These were 'ME AS I USED TO BE!', 'ME AS I AM NOW!

and 'ME AS I WOULD LIKE TO BE'. The relationship between 'AS I USED TO

% BEFOR® CLASSES!' and 'AS I AM NOW! could indicate if s shift in the
self-image had occurred during this time, while the distance between the
present self and the ideal self could provide information which may indicate

how closely the person matched their ideal self.

Other elements considered important were 'PZOrLE WHO FIND READING, WRITING
AND SPELLING HARD' and 'PEOPLE WHO FIND READING, WRITING AND SPELLING
EASY' as it was thought fruitful to observe to what extent the respondent
related to these. For example did the 'IDEAL SELF' closely match 'PEOPLE
WHO FIND READING, WRITING AND SPELLING EASY'? This could suggest a
rather simple construct system which 'blamed' all the inadequacies felt
to be present in life on literacy and saw the irradic.tion of literacy

problems as an end to all troubles. Obviously,there is a danger in such



an attitude. 'PEQOPLE WHO FIND READING, WRITING AND SPELLING HARD! could
be related to 'ME AS I WAS BEFORE CLASSES' and show how closel; the

person identified with this group, and, through 'ME AS I AM NOW' how

closely, if at all, they continued to do S0.

Of the situations in which semi-literates find themselves in dirficulty it
is, obviously, those connected with work, aoplying for jobs nd filling in
forms which are felt to be most stressful. This was re-iterated in all
the interviews, so it was decided to include fora filling/applying for
Jjobs as one element, w..ile placing 'work' a. a separate element. This was
because in some cases in the interviews there seemed to be satisfaction
with the presemnt job, whereas in other cases the op.osite applied. It

was thought useful to observe if there had been any shift in attitude

with regard to these elements since tuition began.

From the situations we all face in everyday life several possibilities were
examined for inclusion in the grid. Finally, it was decided that the
'blanket' term 'ME WITH STRANGERS' would give a general picture of how

threatened or otherwise the person felt in his/her less intimate relationships.

Another aresa of importance was the family and their supportive or non-
supportive role. Many of the respondents in the interviews referred to
feelings of shame in their relationship with their children. These feelings
arose because of such incidents as being unable to answer questions

about homework or read bedtime stories. One student's remarks express

this succinctly:

"My little girl said 'Oh, let Mummy read it. Your reading is so
jigely and slow and you don't put expression in it'. I mean, you
feel so small. Your own kid saying that to you. You could just
crawl in a hole".
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This student is exceptional in that he attempted to read to his children.
Many answer their children's queries for spelling help, homework assistance
and so on, with "Go and ask your mother/father I haven't time now".
References are often made to the fear of appearing inadequate in the
child's eyes, as has been noted in the chapter analysing the interviews.

In fact, sometimes this is given as motivation for attending classes.
Because of this it was decided to use two separate elements for the family
situation 'ME WITH THZ CHILDREN' and 'Me WITH MY PARTNER'. The use of

the word 'partner' rather than husband or wife was chosen with considerable
care so that non-heterosexuals or couples living together, but not married,

wo.ld still feel able to use that element.

When the ten elements had been finally selected and set out in the form of
a matrix it was felt that the continual use of the term 'me' looked
rather threatening. It was, therefore, decided to remove the word 'me!
from elements where this was possible without detracting from comprehensibility.

The final wording of the elements was as follows:

People who find reading, writing and spelling comes easy.

People who find reading, writing, spelling hard.

*

Filling in forms/applying for jobs.

oW N

As I used to be before classes.

As I am now.

As I would like to be.

With strangers.

At work.

With my partner
With the children.

Q W O ~3 O W

-—

They are given in the order in which they apoeared in the matrix. The

'partner' and tchildren' elements were placed venultimately and last so that
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those without a partner or children knew they just had to leave the last
column(s) blank. The more general elements appezred first as it was felt
they ;éuld be easiest to rate. 'FILLING IN FORMS/APBLYING F'R JOBS'
followed these as this was felt to be firly easy to categorize also.
Following these were 'AS I USED TO BE', 'AS I 4M' and '43 I WOULD LIKE TO
BE'. It was felt these may be more difficult to rate but they were placed
in chronological order to ease the task of rating. The most 'neutral'
elements in that they may or may not be difficult to rate, followed. The
elements which referred to the family were placed last. The difference
that this made to the ease with which the grid could be filled in justified

its priority over any other consideration, particularly as the respondents

were adults likely to find this a demanding situation.

Many notions in the interviews recurred, illustrating the importance given
to them by the respondents. Consideration was given to the possibility of
supplying constructs as well as elements. The remarks referred to the

following, which became the constructs:

confidence/lacking in confidence
remembers things/doesn't remember things
sticks at thnings/ gives up

takes life as it comes/worries

successful/unsuccessful

The reason for inclusion of some of these constructs will be immediately

obvious. In the interviews and in general conversation quite frequent

reference is made to difficulty with memory,often as a justification for

spelling weaknesses. The construct 'STICKS AT THINGS/GIVES UP' is also

used in the same sort of way; an inability to 'stick at things' perhaps

being used in conversation about incompleted homework. It was felt that

to suoply them as conatructs would reveal whether there was any patterning

in the way in which they were aoplied to the elements.
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The construct 'TAKES LIFE A3 IT COMES/WORRIES' is not used as a justificztion

in the above sense (to explain weaknesses in literacy skills) but as an
explanation of how a person with literacy difficulties has to approach
life generally. Sev:mral times in th- interviews references were made to
the fact that other people without literacy difficulties could take life
as 1t comes because they did not hav to live with the constant worry of
appearing inadequate. It was felt it would be interesting to observe if
this, and the construct 'SUCCESSFUL/UNSUCCESSFUL' were applied to the
elements in a rather simplistic way ehich would suggest a division between
those with literacy problems and those without literacy difficulties,

rather than a more complex snd interwoven picture.

The constructs supplied were given after individual constructs had been
elicited and there was no compulsion that they be used, only the suggestion
they they could be if desired. Although this might mean sacrificing the
possibility of a direct comparison between the grids, a 'truer' overall
picture would emerge from each grid if the person was a2llowed to reject

the construct if they felt so inclined.

The grid was prepared for presentation to the respondents by typing the
elements along the top of the matrix. There were eleven spaces at the side
for insertion of the constructs. In the first of these spaces was typed
the construct 'HAPPY/UNHAPPY'. This was used by the researcher as an
example when demonstrzting the method of eliciting constructs and the

respondents were told they could r:te it if they wished.

Sample for the first phase of the study

Grids were elicited from the researcher's students in two groups, each

of five. The age range was 20 - 59 years. All the sample were male.
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Administration of the grid for the first vhase of the study

Restrictions of time and distance meant that it was not possible to
consider individual grid elicitation. Since the grid is 2 demanding
task, even for those who are quite verbally sophisticated and highly
educated, very careful thought had to be given to the method of
administration to adults who felt unsure in situations which demanded
the sort of skills from them t:at grid elicitation would require.
Usually on a grid, the elements are numbered.But it was felt that this
may have caused confusion with the numbers which would be used to rank

each construct so instead of numbers, letters were used.
An individual pack was prepared for the respondents. Each pack contained:

1. the typed grid described above

2. ten pieces of card each with an element and its corresponding
letter written on it

3. five cards (3 x 5) numbered from one to five, for ranking

4. thirty sheets of paper (4 x 1) on which could be written the
constructs.

The grid was piloted with a small group of literacy students at a different
establishment to that where the research was being carried out. No

changes were made in the procedure after the pilot.
In all three cases a classroom was the venue.

A list of random numbers (taken from 'Statistics Tables' H.R. Neave.
George Allen Unwin 1978) and converted from numbers into letters was
written on the blackboard. Each of tiese letters presented an element.
They were placed in triadic groups for later elicitation. Also on the
blackboard was a copy of the grid contained in each individual pack.

These were written on the board prior to the students' arrival. On
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arrival the group were invited to examine their packs. Although none of
the groups were illiterate, in order to use the same technijue in cases
where the researcher would not necessarily be aware of the standard of
literacy in the group, the researcher used a pack identical to that given
to the students, as well as using the slackboard. Firstly, each element
card was held up énd the letter called out. When each student had
identified the card by the letter, the element was read out. When this
was completed the respondents were asked to place the element cards on the
desk in front o6f them and to line up the numbered cards, one to five, at

the top of the desk. The blank cards were left to one side.

When this had been completed the researcher briefly explained triadic
elicitation and then demonstrated it. This was done by using a triad of
letters and the grid on the blackboard and eliciting the construct 'HAPPY/
UNHAPPY.' A rating was given to each element ensuring that the whole

range of numbers were used, and these were filled in on the blackboard.
The method of rating was explained by following Ravenette's example

where he found, working with children, that the concept of a 'mark out of

five' worked well.

The group were then asked to gather round a desk where the researcher
repeated the orocess using the pack so that the layout and filling in of
the construct cards could be observed. The respondents were then asked if
they wished to ask questions. When these had been dealt with they were
invited to fill in their own ratings for the construct 'HAPPY/UNHAPPY' if

they so wished. Otherwise they were to use the letters from the blackboard

and proceed straight to the next triad.

The sample were advised that initially they should call the researcher

before they transferred their ratings from the cards to the grid form. It
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was also stressed that spelling was unimportant and that the supplied card
was just for their convenience. If they were unsure of a spelling and
did not want to guess it they were to call the researcher and ask, rather
than just choose another word. After the initial check that the
information was being transferred correctly to the grid most subjects were
happy to transfer the information themselves, occasionally asking for
spelling help. Only one person seemed intimidated by the fact that the
form was being kept by the researcher so that he asked that the form be

completed for him each time he transferred the construct to the form.

The total administration time was approximately two hours for each group.
During this time the researcher moved round the group talking to individuals
if they had difficulty in eliciting a construct. When some subjects had
elicited six constructs and appeared to be ex .eriencing difficulty in
producing any more the researcher wrote the supplied constructs on the
board and suggested these could be used if desired. It was feared that
other subjects would then cease to use their own constructs but this

proved to be unfounded. It occurred only in one case and the subject was
having such difficulty it is doubtful if further constructs would otherwise
have been elicited. 3Some resoondents filled in all ten boxes using their
own constructs. Others used those supplied to them after they had

elicited some more of their own.

When a subject felt they had completed the grid the researcher examined
the grid and if necessary asked them about any aoparent discrepancies in
the numbering. This lessened the need for feedback because in the case
of research carried out at some distance it could be unrealistic to

proceed otherwise than on the assum)tion that the respondent would not be

seen again.
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. . » 1‘
Analysis of the grids in the first ohase of the study

There are two hypotheses from the first phase of the study whioh are

relevant to consider here. They are:

Hypothesis M - the distance between the respondents ideal self and the
self prior to tuition (as expressed on the repertory grids) will be
greater than that between the ideal self and the present self on the
repertory grid. ie. Respondents will view themselves less negatively
after tuition than before, as expressed on the repertory grid. N.B. All

respondents will have received at least one year's tuition.

Hypothesis 1D - Those respondents who give continuing negative perceptions
of self on the repertory grid are likely to be those who, in the interview,
perceive the cause for their past literacy failure to have an intermal

loous of control orientations.

Hypothesis 1A was confirmed at the 5. level.

Hypothesis D presented problems of analysis in finding a suitable test, as
very small frequencies were involved. The number of respondents giving
continuing negative perceptions of self was too small, from an initial
gample size of ten, to.allow the 5% significance level to be apvlied.
Therefore, the hypothesis could not be tested. However, since the
results seemed to show that a pattern existed this hypothesis was tested

on the second, larger sample.

A discussion of the analysis of these hypotheses and the results obtained

in the first phase of the study now follows.

(1) In disocussing the grid findings individual grids are used as examples and discussed in
detail. No attempt has been made to aggregate the grid findings and discuss them in
this way. While there has been a degree of cross referencing it is felt the grid is
viewed more appropriately as an idiographic measure and aggregation would be
inappropriate. (See Shaw, M.L.G. 1980 for fuller discussion of this point).

- 127 -



The grids were analysed using Shaw's FOCUS program (1980). FOCUS is a
cluster amalysis technique, re-ordering constructs and elements so that

a FOCUSed grid gives the cloest similarity between adjacent constructs and

elements. (For full details see Shaw 1980).

Hypothesis 1A was analysed in the following way. By isolating the faree
elements 'AS I WAS BEFORE CLASSES', 'AS I AM NOW!' and 'AS I WOULD LIKE
TO BE', the relationship of the respondent to his ideal self image, prior
to the commencement of tuition and at the present time, could be shown.
Any closing of this gap since tuition commenced was taken as a positive

shift in self image, which was measured in percentage terms. (See figure?2 )

Hypothesis 1D was analysed as follows.

Having ascertained the incremental shifts in self image, the rating given
to each construct for the three elements was noted on the individual grids.
Where a construct remained at the same negavive rating for both the elements
'AS I WAS BEFORE CLASSES' and 'AS I AM NOW', this was deemed to represent

a continuing sense of learned helplessness. Where the ratings on every
construct had moved away from the negative, showing a positive shift on

all the constructs since the commencement of tuition, this was taken to

demonstrate increased freedom from feelings of failure.

Partly because of difficulties experienced by previous researchers
(Charnley 1973) in attempting to apply standardized reading and
spelling age tests to adult literacy students, no attempt was made to
collect such data. It was also felt it would be unnecessarily stressful
to the respondents. Instead, the respondents were asked the question
'Do you think there has been an improvement in your reading/writing/

spelling?' as part of the interview schedule.
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The interviews were also analysed for the attributions of failure

(Abramson et al, 1978) given by each respondent in answer to the question
'"Why do you think you had difficulties with reading/writing/spelling?"
As the interviews were semi-structured any other remark(s) pertaining to

attributions of failure, but made in some other part of the interview,

were also noted.

In order to clarify the method of arriving at the attribution for failure
given by the respondent and in order to reiterate its importance in
learning difficulties .Seligman's notion of learned helplessness and the
reformulation of this theory (Abramson et al 1978) will be reiterated here

although they have been discussed in an earlier chapter.

Seligman reached this thecory through a conclusion that motivation and
emotion are more plastic than cognition and that this can have a dramatic
effect upon performance. He noted,

"I am convinced that certain arrangements of environmental contingencies
will produce a child who believes he is helpless - that he ocannot
succeed - and that other contingencies will produce a child who
believes that his responses matter - that he can control his little
world. If a child believes he is helpless he will perform stupidly,
regardless of his I.Q. If a child believes he is helpless he will not
write piano sonatas regardless of his inherent musical genius. On

the other hand, if a child believes he has control and mastery he

may out perform more talented pe-rs who lack such a belief. And most
important, how readily a person believes in his own helplessness or
mastery is shaped by his experience with controllable and uncontrollable
events". (Seligman 1975, p. 137-136).

The original hypothesis has been reformulated: (Abramson, Seligman and
Teasdale 1978) "The helpless individual first finds out that certain
outcomes and responses are independent then he makes an attribution about
the cause. This attribution affects his expectations about future response/

outcome relations and thereby determines the chronicity, generality and to

some degree the intensity, of the deficits". (p. 56, 1978). It is
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important how general the given attribution is because "a global
attribution implies that helplessness will occur across situations,
whereas g specific attribution implies helplessness only in the original
situation" (op. cit p. 57). This global/specific dimension has been
added by Abramson et al, to the two dimensions external/internal, stable/
unstable, already explained by attribution theorists. (Weiner 1974).
Abramson et al, point out that "when a bad outcome occurs", the individual
can interpret this in several ways. Take the situation in which X failed
an examination. Here are some possible alternative attributions. X may
say, "I failed the exam because I am stupid". Lack of ability is a global,
stable and internal attribution which means that feelings of helplessness
will occur across situations. If X stated "I failed that exam because

I had a headache" this is a specific, unstable, internal attribution which
need not apply to other situations. X may say "I failed the exam because
they set bad exam papers". This attribution is Specific, stable and
external and need not apply to other situations. If X stated, "I failed
the exam because it's Friday 13th, and that's unlucky'", this is a global,

stable, external attribution, which will apply to other situations occurring

only on that day.

Of these attributions the one which is most likely to affect self esteem
is a global, stable, internal attribution, gince this can apply to everxry
new situation. Abramson et al, hypothesize that in order to reach full

potential in the cognitive and motivational domains, self esteem should
be positive and, therefore, any learned helplessness experienced should

be attributed in such a way, that it does not affect self esteemn.

As previously stated in the interview chapter definitions were as follows:



External - blame for past literacy failure attributed to outside factors
e.g. school.

Mixed - some blame on external factors, some on self.
Internal Unstable - blaming the self, although not in such away that
this would be perceived across situations e.g. I never made an effort

because I found school boring.

Internal Stable global - blaming the self in a way that can be perceived
across situations, e.g. "I'm a slow learner".

N.B. (unless otherwise stated the attributions are assumed to be specific)-

If these ten grids are analysed within Abramson et al's theoretical frame-
work .and in conjunction with attributions for literacy failure given in
the interviews it ocan be seen that two patterns emerge. It should be
remembered that all the respondents, except one, perceive an increase in
gelf esteem as measured by a moving closer to the ideal self on the
repertory grid. All the respondents reported an improvement in their

literacy skills.

Results and discussion of the initial study

All the grids (except one considered 1in detail elsewhere) showed an
increase in self esteem as measured by a moving closer to the ideal self
on the repertory grid. This increase in self esteem confirms the findings
from an analysis of the interviews conducted during tnis study. It also
confirms part of Charnley's study (Ph.D. 1978) where, using interview
techniques as his main methodology, Charnley isolated five categories

for success placing particular emphasis on the respondent 'feeling better

in himself!.

Further analysis combining the researcher's interview findings with

perspectives illuminated by the grid technique and analysing the findings



within Abramson et al's theoretical framework aiiowed a more complex

pattern to emerge.

The gzrids showed that within t.is positive shift in self-esteem, two

patterns existed.

INSERT FIGURE 2 HERE

About two-thirds of the sample showed a small Jositive shift in self-
esteem, as measured by a moving closer (approx. 205) to the ideal self.
However, there remained on these grids continuing and unchanged negative
self perceptions. These grids were presumed to illustrate the
perpetuation of a sense of learned helplessness (Abramson et al 1978

op. cit.). The remaining grids showed a gre-ter positive shift (approx.
50%) in self esteem, reflected in a positive gain in the ratings on all
constructs. These grids were presumed to show increasing freedom from a

sense of helplessness.

The answers to the question in the interview, 'Why do you think you had
difficulties with reading/writing/spelling?' were analysed to discover
the attributions which were being made for their perceived failure in

literacy skills.

INSZRT FIGURE 3 H:=RE

Of those who showed a greater shift in positive self esteem, one gave
external attributions and three gave mixed attributions. Of those showing
a smaller improvement and continuing negative self perceptions, four

gave internal attributions and two gave mixed attribut.ons.
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PERCENTAGE RELATIONSHIP TO ELEMENT 3 (IDEAL

FIGURE 2

SELF) OF ELEMENT 1

(FORMER SELF) AND ELEMENT 2 (REAL SELF)

ﬁﬁﬁg:gt (as ;lﬁgzgtté be) (a:;ingtngw) increase |classification
7 32% 85% 53%

1o O3 50% 50% improved on
5 - 20% T 56% —736% | allconstructs
2 40% 65% 25%

6 59% 84% 25% continuing
9 344 -56% 22% negative

4 19% 41 22% perceptiéns
3 o 21% 21% of

8 65% 70% 5% self

1 65% 43% -22% decrease in

self esteem

Y
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FIGURE 3

ANALYSIS OF ATTRIBUTIONS GIVEN DURING INTERVIEW

GRIDS SHOWING CONTINUING NEGATIVE PERCEPTIONS OF SELF

igig:gt attribution on interview schedule | definitiong of attribution

1 self internal

3 n n

4 " "

6 » "

8 self/school internal and extermnal
9 - "

W TS

10 war/school external

2 school/self external and internal
5 ] ’ L]

don




As ocan be seen from the table, for one student (subject 1) the pervasive
nature of internal, stable, global attributions caused a decreas2 in self
esteem from the time he began classes. An analysis of his grid and
interview s.ggested that his improved literacy skills only highlighted
the gap between his present competence and what he wished to acnieve. He
stated in his interview "I get so frustrated, now when I can't spell that

its making it worse reallly, because I'm thinking I should be able to do

it «.¢ 80 really it's just making me worse'".

The attribution results approximate to those of Butkowsky and Willows
(1979) who used a different methodology to discover attributions in good,
average and poor readers and found that 12% of good, 13 of average and

68% of poor readers gave internal attributions of failure.

All the respondents in the sample replied to the guestion, 'Do you think
there has been an improvement in yo r reading/writing/sPelling?' in the

affirmative. Therefore, the continuing negative perceptions of self need
to be viewed within the framework of a perceived improvement in literacy

skills.

To exemplify the persistence of feelings of learned helplessness and
contingent perceptions of low self esteem subject 4's FOCUSed grid (see

Figure 4) and relevant passages of the interview will be discussed in

detail.

INSSRT FIGURE 4 HERE

Although this subject showed a small positive shift in self image there

remained unchanged negative perceptions of self on the important construct
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of uselessness. There was no change in the feelings of 'uselessness' fronm

the time prior to tuition to the time the grid was elicited, which covered

a period of two years.

There was 100% similarity between 'PEOPLE WHO FIND READING/WRITING/SPELLING
EASY'! and 'AS I WOULD LIKE TO BE' (ideal self). Not surprisingly both
elements were viewed positively, seen as able to take life as it comes,
feel easy, confident, untroubled, useful, happy, free from frustration

and unlimited. There was 100% similarity between '(me) AT WORK' and 'AS

I WAS BEFORE CLASSES'. The situations were viewed negatively as quite
worrying and troublesome causing some unease and apprehensiveness. In
these contexts the subject found difficulty remembering things and felt
very unhappy and frustrated and quite useless and limited. These
perceptions indicate persistent feelings of inadequacy and low self

esteem in the situation of his present job, despite improvement in
literacy skills. Understandably, 'FILLING IN FORMS/APPLYING FOR JOBS'

and 'PEOPLE WHO FIND READING/WRPPING/SPELLING HARD!'! were clustered at a
97% level of similarity. All were viewed in a very negaztive fashion

on all constructs. However, the subject felt less frustrated in the

form filling situation than 'PEOPLE WHO FIND REABING/WRITING/SPELLING HARD'.
This improvement is indicative of the slight improvement in self-esteem.
However, 'AS I AM NOW' was viewed with ambiguity on all constructs,

except unhappiness and uselessness, both of which were viewed negatively,
and there had been no change in the feelings of uselessness since prior

to tuition, suggesting that his perceptions of self had not increased to

a really meaningful degree.

In the interview the subject's attributions were solely stable, internal

and global, confirming that low self esteem would be perceived across
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situations. During the interview, in answer to the question, "Why do

you think you had difficulties with reading/writing/spelling?" the subject
stated unequivocally, "I sup.ose I'm just thick ... I haven't got a
retentive mind". The enduiing nature of the negative .erceptions of self

were highlighted by the use of the present tense, despite the perceived

improvement in literacy skills.

Subject 7 exemplified the smaller number of grids which showed a greater
positive shift in self esteem reflected by the positive rating which was
given to all constructs. There was 100% similarity between !'PEQPLR

WHO FIND READING/WRITING/SPELLING EASY' and 'WITH MY PARTNER'; both were
viewed positively; 'AS I AM NOW' clustered with these at 89% similarity
and showed the subject viewed himself as quite happy, successful, joyous,
confident, easy going, relaxed and able to take life as it comes. On

these last three constructs the subject viewed himself more positively than
'PEOPLE WHO FIND READING/WRITING/SPELLING :ASY' and, in fact, on these

constructs he matched his ideal self.

The ideal self was viewed as happy, confident, relaxed, joyous, successful,

fairly easy going and able to take life as it comes.

1AS T WAS BEFORE CLASSES!' was viewed rather negativ:ly as quite nervous,
not very relaxed, a bit afraid and worried, inclined to give up and find
1ife difficult. There remained uncertainty over the state of happiness.
This subject show=d a marked gain in gelf esteem reflected on all the
constructs in this grid. During the interview, in answer to the question
concerning literacy difficulties he replied with mixed attributions,
blaming himself as a lazy learner (internal, stable, global), but also
stressing that he missed a lot of school throughout his childhood, due to

hospitalization (external, stable, specific). This subject while admitting
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laziness, refused to internalise all the blame; rather it was the fault of
chance circumstances related to his health that caused nis literacy
problems. As his litergcy skills improved, because he blamed external

causes for prior failure, he may have overcome his laziness. Not surprisingly
this grid reflected clear positive gain in his affective domain, mirrored

in the considerable increment in self-esteem.

Abramson's (et al) hypothesis was broadly confimed in that, of those
respondents showing the most marked gains in self esteem, none gave only
internal, stable, global attributions. However, three out of four who
showed the greater increments in self esteem gave mixed attributions,
which suggests that while the attribution framework is a useful one,

definition may be so complex that some refining is still needed.

The second phase of the study

The second phase of the study was conducted with a much larger sample so

certain changes were made in design and methodology.

In order to clarify definitions for the second, larger sample it was
decided that as well as self report questions, Levenson's IPC Scale would
be used as a confirmatory tool for assessing locus of control. (A full
disoussion of these methodologies is given in a separate chapter. For

olarification of analysis they will be described briefly here also).

The sample for the second phase of the study

During the second phase of the study data was collected from a further
fifty eight respondents. Data was collected at three different venues.

There were five groups of six subjects, four groups of five subjeots
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and two groups with four subjects.

One class of six pupils was immediately recognisable as unuseasble since

they were second language students.

Although it had been specified that only indigenous English speskers were

relevant to the study the researcher dviously collected the data any way. in
order not to offend the students or the organizing establishment. A

secondary numbering system was used so that such irrelevant data

would not interfere with the final numbering system. No attempt was made

to analyse the data.

Of the remaining students,one had to be discarded because he had not

received tuition for the necessary length of time. Another student was
omitted partly on the advice of a tutor who stated "That student's ESN
and hasn't a clue what he was supposed to be doing, he just made pretty
patterns with the numbers®, and partly because he hadn't completed any

of the tasks anywaye.

One further student was not included because the researcher felt that

the subject had been unduly influenced by his own tutor. In some of the
classes a scheme was operating where a paid tutor was helped by voluntary
tutors who worked on a one to one basis within the group. In most

cases the tutor's were splendidly neutral, sitting qrietly beside their
students. However, one tutor leaned constantly over her student and
when the student was rating the element 'AS I AM NOW' she said, "Oh,

you can't put that. You can't put you feel the same as you used to
before classes. Don't you darel" Although the researcher reiterated

that tutors should not comment on the student's response and only offer
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help with writing or spelling, the respondent had obviously been intimidated
by his tutor. During feedback the researcher encouraged the respondent

to reassess any numbers if he wished to. However, he declined and since

he then had not given himself the same rating on 'AS I USED TO BE' and

'AS T AM NOW' on any constructs,his grid was removed as this did not seem

to be a reflection of his *true feelings'.
This left a sample size of forty nine. The age range was 17 - 58 years.

Design of the grid for administration to the second sample

The size of the first sample (ten) and the conditions of the elicitation
of the grid (two hours could be spent on elicitation) meant that some
changes had to be made in the collection of data for the second, much

larger, sample.

In order to achieve continuity in the collection of data and also to
ensure as little disruption to the students' normal programme as possible,
it was essential that all the data be collected in one session. In all
cases this meant that those who had agreed to cooperate in the research
were prepared to allow the researcher to take up the whole of one evening
session in the collection of data. As a result there was a total of iwo
hours in which to elicit a grid, administer Eysenck's P.I., and Levenson's

IPC and receive answers to the self report questions.

Ohviously, in dealing with students who do not feel very relaxed in
situations requiring them to exercise writing skills it was important
that initially the time be spent in explaining the research to the

respondents in order to enlist their cooperation, and to allow them to

become more relaxed.
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Because of these restrictions it was decided that in the second study all
the elements and constructs would have be supplied and feedback severely
restricted. As the elements had already been supplied in the original
study and selected with care for their relevance to areas of interest
within the socope of the thesis the same elements were again used. The
only change was to reverse the order of elements one and two. This was
carried out as a result of discussion with the initial sample who
suggested that they found it easier to think about people who had reading
difficulties as they identified more oclosely with this group, so element
one became ‘'PEOPLE WHO FIND READING, WRITING AND SPELLING HARD' and

element two 'PEOPLE WHO FIND READING, WRITING, SPELLI'G COMES EASY'.

During the initial research not all the constructs were supplied, but
areas of consensus arising from the interviews were given as constructs

which could be used if desired.

In the second phase of the study the most frequently applied of these
constructs and other elicited constructs from the grids of the first

study, were considered alongside with the conversation which arose
sponteneously amongst the researcher's students during the feedback

session in the initial research when they elucidated important areas to

them in the process of becoming literate. The danger of supplying constructs

needs to be constantly borne in mind. It is summarized by Pope and Keen

(1981)

"One should remember whatever meaning words may have they are assigned
or ascribed to them by people. Thus, when a person is proviﬁ?& with
the investigator's labels or construot poles the meaning ascrlped to
those labels may not be isomorphic with the meaning the investigator
assumes these labels hold. Thus, if one is forced through
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circumstances to use provided constructs.... one should be conscious
of the need for extensive preliminary work to establish a reasonable

selection Qf constructs and the need for ocaution during the
interpretation phase". (p. 41).

The researcher felt it was important that all the words used should come
from the respondents and not be imposed upon them by the researcher. It
seemed, given necessary pragmatic restrictions, the best compromise was to
ensure that only constructs chosen or elicited by the initial group of
respondents were used and that when these respondents' constructs were
imposed on other subjects care was taken to explain the meaning given to
these verbal labels, by those originating them. The final selection was

as follows:

unhappy/happy
lacking in oonfidence/confident

gives up/sticks at things
useless/useful
limited/unlimited
worries/takes life as it comes

doesn't remember things/remembers things

They appeared in that order on the grid, consideration being given to ease
of rating. Each respondent received a pack containing the grid with the
elements and constructs already filled in and the EPI, Levenson's IPC and a
blank sheet of paper for the self report questions. All these were

olipped together with a paper clip, the grid apoearing on top.

In every case the classroom where the lesson normally took place was the

venue.

Elicitation of the grid for the second phase of the study.

Since all the elements and constructs were supplied for the second study

the only procedure which was repeated from the first sample was to explain
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the rating system for the grid. Here, again Ravenette's method was used,
the explanation being that each 'box! had to be given a mark out of five.
In order to avoid the respondents becoming confused about the rating

system it was reiterated that one out of five was the lowest mark and five
out of five was the highest. The researcher then went on to explain each
of the grades in the following manner. "Five out of five is the best,

it's the highest mark you can give. Four is quite high. Three is a mixture
a bit high, a bit low, an inbetween number. Two is quite low and one is

as low as can possibly be". The information was then summarized,

beginning at one and repeating through to five.

Each respondent had on their desk in front of them a grid with the

elements and oonstructs already written in. Having exnlained the rating
system the researcher, standing in front of the group, held up a copy of
the grid and pointed to each element and construct in turn, reading each
one out as she pointed. This was to ensure that each element and construct
was understood and to eliminate any difficulty a respondent may have found
in reading any of the words. (Where possible words were kept as simple

as possible, but words like 'confidence! may have caused difficulty to

those with restricted reading skills).

This task was deliberately carried out very slowly with considerable
repetition to ensure that those with very weak literacy skills would be
gble to fully understand. Also, since it was the first task of data
colleotion the researcher was aware that there was bound to be some

tension which may initially inhibit the respondent's comprehension.

In order to further ease any possible tension the researcher then went on
to stress to the respondents that they were the experts who had something

to tell her - she could only guess what they felt.
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It was then explained to the subjects that the situations (elements) and
words describing how the people felt (constructs) were chosen by the
researcher's own students because they had experienced them and thought
they were important in giving a picture of what it felt like to be someone
who had difficulties with reading, writing and/or 8pelling. Each element
was then read out individually and discussed. Where comprehension could
be clarified by doing so the constructs were .resented to the respondents

in the contexts in which they had arisen.

This did not seem necessary in the case of the first two constructs
(UPHAPPY/HAPPY, LACKING IN CONFIDENCE/CONFIDENT). The researcher noted
that many of her students had referred to these notions, but no particular
context was evoked. The construct 'GIVES UP/STICKS AT THINGS' was
discussed, foous was given to students' remarks that they often gave up

very quickly when confronted with a task involving literacy skills.

In the case of the constructs 'USELESS/USEFUL' and ' LIMITED/UNLIMITED

relevant remarks made by the students were quoted verbatim:

"(not being able to read, write and spell properly) it gets you in
so many ways, not just the reading and writing parts. You feel
useless, just useless'.

"Phere's so many things you can't do. (If you have literacy
diffioulties). To me it seemed everyone else coild do just what

they wanted. They see a job they fancied - right, have a go! Not
me. No chance. My life was really limited".

The construct 'WORRIES/TAKES LIFE AS IT COMES' was explained in the same
way using the following quotation:
"It's all right if you can read you can take life as it comes. For

me it's worry all the time 'Am I going to get found out? Can I go so
and so place?'®.
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The construct 'REMEMBERS THINGS/DOESN'T REMEMBER THINGS' was explained by
noting that while students felt that remembering was important some felt
they weren't able to remember and that ocaused difficulties, and others felt
they had to remember things in order to ensure they wouldn't get 'caught

out' in a situation which could expose their literacy difficulties.

On completion of the discussion of the elements and constructs the
researcher explained elicitation of a rating. This was accomplished using
the same technique as with the first sample. The construct 'HAPPY/UNHAPPY'
was given a rating by the researcher, who ensured that the whole range of
the numbers one to five were used. The first element and the first
construct were then read out by the researcher who asked the subjects,
"Now, do you think that PEOPLE WHO FINDREADING, WRITING, SPELLING HARD,

as a group, are UNHAPPY or HAPPY? Remamber, you've got to give them a
mark out of five - one is unhappy, two is quite unhappy, three is a mixture
or not sure, four is quite happy and five is hapoy. Choose the number you
think describes how this group feels and write it in the first box". The
whole process was repeated for each element and construct until the grid
was completed. At the introduction of the construct the context in which
the construct was viewed by the researcher's own students was reiterated

to ensure respondents were aware of the meaning attached to the verbal

label.

INSERT FIGURE 5 HERE
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Analysis of the hypotheses relevant to the grid for the second phase
of the study.

Grids were analysed, as the first sample, using Shaw's FOCTS program. (For
full details see Shaw 1980).

In order to clarify loocus of control orientations in the second phase of
the study Levenson's IPC Scale was administered. Full details of the

scale are given in the relevant chapter discussing methodology.

Self report questions replaced the interviews in the second phase of the
study. The question relevant to this section is the one which sought the
respondent's attribution for his past literacy failure: 'What do you
think the reasons were that you had difficulties with reading/writing/
spelling?'. The replies were analysed according to Abramson's (1978)
reformulation of Seligman's (1975) learned helplessness model. (Full
details of how this analysis was applied are given earlier in this chapter
as this question originated as part of the interview schedule and so was

relevant to the first phase of the study).

Results and discussion of the second phase of the repertory grid study.

There are three hypotheses which need to be considered in the repertory
grid section of this study. They are hypotheses 24, 2D (part 1 and 2) and

2E (part 1 and 2).

Hypothesis 2A states that the distance between the respondent's ideal self
and the self prior to tuition will be greater than that between the ideal
self and the present self as expressed on the repertory grid. In other
words respondents will view themselves less negatively after tiition than

before. (All respondents having received at least one year's tuition).
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This hypothesis was confirmed, 47 of the 49 respondents showing movement
tovards the ideal self. (Full details are given in the table in the

appendix).

Hypothesis 2D, part 1, notes that there is a relationship between closeness
to the ideal self on the repertory grid and the attribution for literacy
failure given in the self report questions, those closest to their ideal

self being more likely to externalize the reasons for their literacy failure.

Hypothesis 2D, part 2 states that those closest to their ideal self, as
reported on the repertory grid are more likely to be those who see
themselves as having more control over their own life than either powerful

others or /and chance on Levenson's IPC Scale.

This hypothesis was confirmed at the 5% significance level.

Hypothesis 2E, part 1, notes that those who inteﬁ;lize the reasons for
their past literacy failure on the self report questions are likely to be
those who see powerful others and/or chance as having control in their life,

as measured by Levenson's IPC Scale.

This hypothesis was confirmed at the 5% level of significance. Although
this hypothesis is not directly relevant to the grid it is useful to

consider here as it clarifies the following hypothesis.

Hypothesis 2E, vart 2, notes thei those who internalize their reasons for
literacy failure on the self report questions are likely to be those who

on the repertory grid show no change towards the positive pole on one or
more oonstructs when rating for the elements 'AS I AM NOW' and 'AS I USED TO
BE BEFORE CLASSES!. In other words, they will show continuing negative

perceptions of self. This hypothesis was confirmed at the 5% significance

level.
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The full statistiocal details for all the hypotheses in this study are

given in a separate chapter.

Here, the hypotheses will be discussed in more general terms by juxtaposing
relevant findings and considering them within the context of two

individual grids which illustrate the findings from the hypotheses.

A grid exemplifying hypothesis 2A, and hypothesis 2D, parts one and two,

will be considered first.

Confirmation of these hypotheses reveals the following picture. A
respondent confirming thes. hypotheses views himself as having moved
considerably nearer to the ideal self on the repertory grid since tuition
commenced. This closeness to the ideal self is related to the attribution
given for literacy failure on the self report questions. Those who are
closest to their ideal self are more likely to blame thei-past literacy
failure on forces outside themselves. such as the school they attended. If
they do blame themselves the reasons are likely to be internal but unstable

e.g. N0t trying rather than a stable attribution such as poor memory.

Such respondents are also more likely to see themselves as having more

control in their own life than either chance and/or powerful others, as

measured by Levenson's IPC Scale.

These respondents are deemed to be free of learned helplessness and

therefore, to be able to progress towards their optimum learning potential.

A grid exemplifying those who followed this pattern (the majority of the

sample) is student 4. (A copy of 4's grid is enclosed for clarifiocation).

INSERT FIGURE 6 HERE
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4 is a twenty-five year old male who has attended classes for just under
two years. He has a close match (85%) between the present and ideal self.
He is, incidentally one of those who has shown the largest shift towards
the ideal, as will be seen from the table in the appendix. Neither of
these factors is surprising since the respondent has externaslized the
reasons for his literacy failure, blaming the teacher's inability to
control classes for his past literacy difficulties. He also sees the
self as a more strongly controlling factor in his life (I5) than either
powerful others (6 ) or chance (2.). (These figures are explained fully
in the ohapter discussing Levenson's IPC in detail). These attributions
mean that low self esteem is unlikely to be perceived across situations,
thus an improvement in literacy skills is able to facilitate a moving

closer to the idesgl self.

The previous self (AS I USED TO BE BEFORE CLASSES) is viewed towards the
negative end of the pole on all construots. The most dramatic shifts

have been made on feelings of confidence, usefulness, happiness, ability

to remember things and take life as it comes, where 4 now matches his ideal
self. He is towards the positive end of the pole on ability to stick at
things. Although there has been a slight shift on the construct LIMITED/
UNLIMITED 4 still views himself towards the negative end of the pole.

In explanation 4 stated that money placed most limitation in his life,

"Don't matter how good a reader you are if you haven't got money you're

limited what you can do".

This grid shows a clustering of the elements 'ME AS I AM NOW', ME AT WORK,
WITHE MY PARTNER, WITH THE CHILDREN and THE IDEAL SELF. The latter three

have 100% matoh, viewed positively on all constructs.
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'ME AT WORK' joins these at 8%% similarity viewed towards the positive
end of the pole on all constructs, except the ability to remember, which

is viewed with uncertainty in this situation.

The element 'APPLYING FOR JOBS/FILLING IN FORMS' is rated >ositively on
the two constructs 'TAKES LIFE AS IT COMES' and 'REMEMBERS THINGS'. The
other ratings conform to the expected negative pattern expressed towards
this element in most grids. There is a lack of confidence and a tendency
to give up rather than stiock at things and ambiguity is expressed about
feelings of happiness and usefulness. The group of PEOPLE WHO FINB
READING, WRITING AND SPELLING EASY, matsh the above at 64%. While viewing
this group as HAPPY and ABLE TO TAKE LIFE AS IT COMES they are seen
negatively on feelings of limitation and usefulness. The respondent's
attitude t§ limitation has already been discussed. His comments on the
construct USEFUL/USELESS were that everyone is useless at something.
"Somebody might be the best reader in the world but then his car breaks

down - he's useless, hasn't got a clue'.

4 rated this group negatively on ability to REMEMBER THINGS and matched
them with the group who FIND READING, WRITING, SPELLING HARD. Most
respondents record a wide discrepancy between the two groups. 4 noted
that (for him) remembering was not necessarily a major factor in literacy
achievement. He comments "The wife's a good reader and she's hopeless
at remembering things!" Thus, it ocan be seen that the respondent has a

non idealistic appraisal of the group finding literacy skills easy.

It has already been noted that 4's increase in self esteem (which confirms
hypothesis 2A) has been facilitated by his external attributions of failure
and his internal locus of control orientation. thus confirming hypothesis

2D, parts 1 and 2. As already noted, such orientations suggest the



respondent is free of learned helplessness and, therefore, able to

progress towards optimum cognitive and motivational development which

would not be feasible if learned helplessness were present.

Next a grid exemplifying those confirming hypothesis 2E, part 1 and 2 will

be considered.

Such respondents, if they have moved towards their ideal self will still
be considerably distanced from the ideal. The distance from the ideal
self is related to the attribution given for past literacy failure on the
self report questions. These respondents are more likely to blame
themselves for their past literacy failure, giving internal stable global
attributions (e.g. slow learner) which are likely to affect self esteem
because of their pervasive nature. Such respondents are likely to show

continuing negative perceptions of self on the repertory grid.

These respondents are deemed to be showing continued learned helplessness.
They are, therefore, being impeded in progressing towards their full
learning potential. (Strategies which may be alopted to help such students

are considered in detail in the final chapter).

Although these students formed a minority in this sample it is considered
important that such students are recognized and helped since unless they
are helped to overcome learned helplessness they remain impeded from

reaching their full cognitive and motivational development.

A grid exemplifying those showing continued learned helplessness is

student 10. (see copy of grid 10 enclosed).

INSERT FIGURE 7 HERE
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10 is a forty-four year old female who has attended classes for the past
sixteen months. This respondent's grid has the lowest % match between
the ideal and present self in the whole sam>le. The match is 21%.

This low match is reflected by the respondent's internal, stable, global
attributions which will affect self esteem across situation. In the self

report questions, in answer to the inquiry about literacy failure 10

replied, "I've got a bad memory so it wouldn't sink in".

On Levenson's IPC Scale the category ‘'powerful others' is seen as the
most dominant influence, (39). This is followed by chance (32) the self
is envisaged as having less control than either of these (26).

These results confirm hypothesis 2E, part 1 and 2.

The pervasive nature of the student's negative feelings regarding her poor
memory seem confirmed by her rating 93% similarity between the constructs
'DOESN'T REMEMBER THINGS', 'LACKING IN CONFID=NCE' and'UPHAPPY.'

The whole grid is tightly construed. There is a further 93% match between
'"FEELING LIMITED!' and 'GIVING UP' rather than 'STICKING AT THINGS' and

all five constructs match at 87%.

Not surprisingly on a grid which is so far from the ideal self,- almost
all the ratings, (except those given for the IDEAL 3ELF) express either
negativeness, or at best ambiguity or uncertainty. This grid reveals

continuing negative perceptions of self on several constructs.

The »revious self is rated at the most negative end of the vole on all
constructs and these perceptions persist on the constructs 'GIVES UP!,

IDOESN'T REMEMBER' and ¥EELS IOMITED'. The present self continues towards

the negative end of the pole in lacking confidence and in WORRYXNG

rather than TAKING LIFE IS IT COMES, while uncertainty is expressed about
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feelings of uselessness and happiness. Clustering together at 100%
similarity matoh are the previous self, the group who find reading,
writing and spelling hard and situstions involving form filling. A1l are
viewed negatively on all constructs. 'ME WITH MY PARTNER' joins these

at 96% similarity match. This latter finding is interesting as interviews
with the initial sample showed the importance of a positive relationshinp
with the partner in ensuring sustained effort in trying to eradicate

literacy difficulties.

The subject identifies a 92% match between ideal self and PEOPLE WHO FIND
READING/WRIRING/SPELLING EASY. Both of these, understandably, being rated
positively on all constructs, except that the group finding reading easy

are viewed with ambiguity on the construct 'WORRIES/TAKES LIFE AS IT COMES'.

In summary, this grid reveals an overall negative picture with contihuing
negative perceptions of self (showing low self esteem is likely to be
perceived'across situations). Attributions for literacy failure are
internal and stable. There is a view that powerful others and chance are
more relevant than the self in controlling life circumstances (and,
interestinglyy a high neuroticism score of 19). These findings confirm
the researcher's hypotheses and it does not seem surprising that the
student is so distanced from her ideal self. All the above factors need

to be viewed within the framework of the respondent's perczived improvement

in her literacy skills.

This respondent's internal, stable attributions and continuing negative

percentions of self on the grid suggest she may be suffering from a

continuing sense of learned helplessness which, despite her perceived

improvement in literacy skills, impedes her reaching optimum learning
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potential. For this student and others like her it is hypothesised t-at
certain contingencies should be borne in mind by literacy tutors.

For these respondents an improvement in literacy skills is not enough to
free them from a sense of learnmed helplessness and, therefore, give them
a ohance to reach full motivational potential. In order for this type of
student to show a meaningful increase in self esteem it is hypothesized
that certain contingencies, most particularly teaching a student to handle
failure, need to be borne in mind by literacy tutors so that such students
have a chance of reaching their full potential. (These notions are

discussed more fully in a later chapter).

Possible role of the grid in learned helplessness research

The confirmation of hypothesis E, part 2, that those respondents who
internalise the reasons for past literacy failure on the self report
questions are likely to be those wno, on the repertory grid, show

continuing negative perceptions of self, suggests that the repertory

grid may be a further, useful methodology in studies of learned helplessness.

The attribution given and the locus of control orientation suggest,
according to Abramson and Seligman's hypothesis (1978), that these
respondents are experiencing learned helplessness. The researcher's findings
and confirmation of the hypothesis thst these correlate with negative
perceptions of self on the repertory grid suggest that the repertory grid
may be a useful additional technology for elucidating learned helplessness.
As has been explained elsewhere Abramson and Seligman note that definition
of helplessness is comvlex and new methodologies are needed. The possible

role for the repertory grid should be further explored in this area.
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Summary

Since respondents experiencing helplessness are impeded from maching full
potential in the affective domain, learning is adversely affected. In
other words, for some students with literacy difficulties it is not enough
that their skill in literacy improves to ensure thes begin to move
towards optimum development and, therefore, to achieve the maximum
learning potential. Before they can do this they have to be freed from

a sense of helplessness and skills improvement alone, is for them, not
enough to ensure this occurs. This finding has implications for adult

literacy tutors and these will be considered shortly.

This study has used the available data to specify attributions but as
Abramson, Garber and Seligman (1980) note, " ... verbal reports are only
one of a number of potential converging measures for assessing attributions"
(ps 19) and an important future task will be, "to develop an adequate
technology for measuring attribution expectations'. (p. 19, op.cit).
Repertory grids may be an additional relevant technology in this

developing area.

Respondents' response to grid elicitation

The elicitation of the grid was seen by respondents as a pleasant
experience. This may have been vartly due to their awareness that they
were acknowledged experts. As Pope and Keen (1981) note, '"psychology
based on personal construct theory offers a new relationship with
education - one in which the views of those actually involved in the

educational process are paramount and not subordinate to the elegance of

experimental design". (p. 24). The relevance the subjects seemed to find



in the elements and constructs seemed a reassuring factor to them. The

grid was an excellent way to begin the data collection. In the feedback
afterwards although some students complained sbout some other tasks
required of them (notably the language in Levenson's IPC discussed
elsewhere) no-one complained about the grid. Indeed, many were positive
in its oraise saying how much they ‘enjoyed filling it in{. This says a
lot for the grid, carefully presented, as a tool for research,even for
those respondents who do not normally find much pleasure or relaxation

in handling the written word.
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The stztistical details for the bypotheses from both the first ani 3econi
phase of the study ar- given in this chajpter. These will be de-.1t with in
chronological order and 13id out in the conventional style beginnin: w th

the null hypothesis (hereafter referred to an H.0.). This is followed oy

the alternative . hypothesis (hereafter raferred to 23 H.1.). Next comes

the statistical test, followed by significance laval, then sampiing

distribution, critic=l region and result.

where necessary for clarification a brief discussion of the uetnodology
adopted will be given, but 2 full discussion of the results is given in

the approvriate chapter of the study.

Mrst ohase of the study

Hyoothesis 1A

There will be as many respondents moving away fro. as towzrds the ide=1
self ( as shown by the present self of the repcrtory grid). In other woris,
of those showinz any movement, between -revious 3elf and oresent self, t-
probability of anyone moving towards tne ideal self e-uzls th2 osrobability

i : ne I e ry >rrid.
of anyone moving away from the ideal self on the renertory 7

g.1.

The distance between the resyondents' ideal self and the self _rior to

I 1 1 ne idesl it yresent
tuition will be greater than that vetween the idesl s21f and the pres

i . ondents will view thneaselves less
self on the repertory grid. I.e. resgon

negatively afte> tuition than before, as ex ressed on the rejertory srid.

I ! { 55 ne yeaixr's tuiti. o n.
N.B. All respondents will nave weceived at lenst one year's

- 101 -



Statistieal test

Binomial probability as there are two outcomes (after removing stationary

respondents c.f. sign test) - moving towards and moving away .

Significance level

5% i.e. & = .05 one tailed

Sampling distribution

Bi nomial with N = 10

Critical region

Number of resoondents moving towards the ideal self > 8

Result

On the null hypothesis that the probability of moving nearer the ideal
self is the same as not doing so (i.e. p = .5) the result obtained of 9

moving nearer the ideal self is significant at the 5j level.

Hypothesis 1B

H.O.
There will be no difference in neuroticism, as measured by Eysenck's
Personality Inventory, between the researcher's sample and the normal

population as established by Eysenck.

H.1.

i i icis me-sured
The researcher's sample will score more highly >n neuroticism, as

by the EPI, than the normal vooulation as established by Eysenck.
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Statistiocsl test

The t- test, as it is the difference between sample means.

Significance level

5% i.e. X = .05, one tailed.

Sampling distribution

students t distribution with 2008 degrees of freedom,

Critical region

Greater than 1.645 standard errors of difference between the means in the
direction indicated by Ho1. (student's t distribution with 2008 degrees

of freedom is apjyroximately the normal distribution).

Result L
NEUROTICISM SCORE
Eysenck Clark
sample size 2000 10
mean 9.065 13.000
standard deviation 4.783 4.560

On the null hypothesis that both samples are from the same population a
pooled estimate of the population variance is 4.784. So a best estimate
for the standard error of the difference between the means of the iwo

samples is 1.517. The difference between the means is 3.935 i.e. 2.594

standard errors in the direction indicated by H.1.

The hypothesis is thus confirmed at the 5% level (one tailed significance).



Hypothesis 1C

H.O.

There will be no correlation between the degree of neuroticism, as

measured by the EPI, and the distance between the vresent and ideal self

elicited by the repertory grid.

H.1

The degree of neuroticism, as measured by the EPI, will correlate positively
with the distance between the present self and the ideal self elicited by
the rdpertory grid; those scoring highest on neuroticism being furthest

away from their ideal self.

Statistical test

Product moment correlation co-efficient as it can be assumed interval

scales are being dealt with.

Significance level

5% i.e. oL = .05, one tailed.

Sempling distribution

1+ r
Z transformation (2 = 1.15 log,y 1—7 )

on correlation co-efficient yielding normal distribution.

Critical region

Greater than 1.645 standard errors of Z in the direction indicated by H.1.

Result

’T’ NK =807 (N = neuroticism. K = distance between the present and

ideal self). Using the 2 t-ansformation Z = 1.120.The stindard error of Z is
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1
0.378 1i.6¢/ 10 - 3 )

¥ith the null hypothesis that there is really no correlation, 1.126 is

2.9?9 standard errors from zero.

This result is significsnt at the 5% level, one tailed.

Hyoothesis 1D

H.O.

There is normlationship between continuing negative perceptions of self in

the repertory grid and the attribution for failure given in the interviews.

HOI.
Those respondents who give continuing negative perceptions of s21f on the
repertory grid are likely to be those who, in ths Interviews, perceive the

cause for their past literacy failure to have an intermal locus of control

orientation.

Statistical test

Hypergeometric - as very small frequencies are involved. As categorical
variables are involved here the t-test and the other similar parametrioc
tests cannot be used. Chi-square cannot be used because of the low

The hypergeometric is the table equivalent of the

(See Mostseller, G. et al, 'Probability
Wesley 1972 for full details).

cellular frequencies.
bi-nomial so is a suitable test.
with Statistical Applications'. Addison
Significance level

5% i.e. X = .05, one tailed

Sampling distribution

Hypergeometrio.
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Critical region

The sample is too small to allow the 5% level to be aoplied, i.e. critical
region is when the number of respondents who both intermalize their reasons

for literacy failure and who have continving negative perceptions of self

is «£ 0, which is impossible.

Result

Not tectable _ - because of the lack of a suitable test.

Hypotheses for the second phase of the study.

As has been explained elsewhere some changes and additions were made in
the hypotheses for the second phase of the sample. The methodologies for
both samples have been discussed elsewhere (in the chapters describing
the interviews, the repertory grid and Eysenck's Personality Inventory)

as well as in the introductory chapter.

The hypotheses for the second phase of the study are as follows.

Hyoothesis 24

H.O.

— e

There will be as many respondents moving away from as towards the ideal

self, as shown by the .resent self on the repertory grid. In other words,

of those showing any movement between orevious self and present self the

orobability of anyone moving towards the ideal self equals the probability

of anyone moving away from the ideal self on the repertory grid.

H.1.

The distance between the respondent's ideal self and the self prior to

tuition will be greater than that vetween the ideal gelf and the p»resent

self on the repertor, grid. I.e. respondents will view themselvos less
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negatively after tuition than before ,g expressed on the repertory grid

N.B. All respondents will have received at least one year's tuition.

Statistical test

Binomial probability as there are two outcomes (after removing stationary

respondents c¢.f. sign test ) moving towards and moving away.

Significance test

5% i.e.X = .05, one tailed

Sampling distribution

Binomial with N=47 (i.e. 2 showed no movement) and P=+5

Critical region

Number of respondents moving towards the ideal self > 29

Result
On the nmull hypothesis that the probability of moving nearer the ideal
self is the same as not doing so (i.e. p=.5) the result obtained of 47

moving nearer the ideal self is significant at the 5% level.

Hypothesis 2B

HOO.

There will be no difference in neurotioism as measured by Eysenck's

Pereonality Inventory, between the researcher's sample and the normal

population as established by Eysenck.

Hoq.

i ig on neuroticism, as measured
The researcher's sample will soore more highly ,

by the EPI, than the normal population as established by Bysenck.
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Statistical test

The t- test as it is the difference between sample means.

Significance level

5%,one tailed .

Sampling distribution

Student's t distribution with 2047 degrees of freedom.

Critical region

Greater than 1.645 standard errors of difference between the means in the
direction indicated by H.1. (Student's t distribution with 2047 degrees

of freedom is approximately the normal distribution).

Result
NZUROTICISM 3CORE
Eysenck Clark
sample size 2030 49
mean 9.065 12.408
standard deviation 4.783 5.391

On the mull hypothesis that both samples are from the same population, a
pooled estimate of the population variance is 4.801. So a best estimate
for the standard error of the difference between the means of the two

samples is .694. The difference betwe=n the neans is 3.343, i.e. 4.817

standard errors in the direction indicated by H.1.

The hypothesis is thus confirmed at the 5. level, one tailed significance.

Hypothesis 2C

H.O.

——

There will be no correlation between the degree of n2uroticism, 48
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measured by the EPI, and the distance oetween the present self and the

ideal self elicited by the repertory grid.

H01o

The degree of neuroticism, as measured by the EPI, will correlate
positively with the distance between the present self and the ideal

self elicited by the repertory grid, those scoring highest on neuroticism

being furthest away from their ideal self.

Statistical test

Product-moment correlation co-efficient as it can be assumed interwval

Scales are being dealt with.

Significance level

5?2, ioec & = 005’ one tailedc

Sampling distribution

1
Z transformation (Z = 1.15 log10 T%f )

on correlation co-efficient, yielding normal distribution.

Critical region

1.645 standard errors of Z in the direction indicated by H.1.

Result
'T' NK = .536 (N = neuroticism. K = distance between the present self and

the ideal self).

Using the Z transformation Z = .598.

. . 1
The standard error of 2 is .147 Le.z;‘——;'>

With the null hypothesis that there is really no correlation .598 is 4.068

standard errors from zero.
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This result is significant at the 5> level, one tailed.

Hyvothesis 2D, part 1

H.O,

There is no relationship between closeness to the ideal self as measured

by the repertory grid, and the sttribution given for failure on the self

report questions.

H.1.

There is a relationship between closeness to the ideal self, as measured
by the repertory grid, and the attribution for literacy failure given on
the self report questions. Those closest to the ideal self being more

likely to externalize the reasons for their literary failure.

Statistical test

Mann-Whitney U Test since it is desired to avoid the assumptions of the

1
parametric counterpart.

Significance level

5% i.e. D<\ = .05, one tailed

Sampling distribution

Mann-Whitney U with N1 (those classed as external)=12 and N2 (those classed

as internal or mixed) = 37.

For these figures U can be assumed to be normally distributed with mean

1
sN,N_ and variance __
ERit ) o NN (N1+N2+1)

Critical region

U< 151.2 for the direction indicated by H.1.

likely to produce
1) The method of generating the closeness to the ideal self is
) a sampling distribution of the difference between the means that is not nommal.
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Result

U has a value of 136 and so is significant at the 5% level.

Hypothesis 2D, part 2

H.O.

There is no relationship between closeness to the ideal self, as reported
on the repertory grid, and seeing oneself as having more control over one's
life (Internality) than either Powerful Others or Chance on Levenson's

IPC Scale.

Hel.

Those closest to their ideal self, as reported on the repertory grid, are
more likely to be those who see themselves as having more control over
their own life than either Powerful Others or Chance on Levenson's IPC

Scale.

Statistical test

Product moment correlation since it can be assumed interval scales are

being dealt with.

Significance level

5%, i.e. O = .05, one tailed.

Sampling distribution

7 transformation on correlation co-efficient yielding normal distribution.

Critical region

Greater than 1.645 standard errors of Z in the direction indicated by H.1.
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Result

Here a correlation co-efficient can be found. It would not be correct to
take raw I (Internality) scores as these give no indication of which

mode, I, P (powerful others) or C (chance) is dominant. For example, subject

52 has an I score of 38, but a P score of 40. Whereas subject 4 has an

I score of 15, but a P and C scores of 6 and 2.

There are several measures which could be constructed. The one chosen here
is based on the algebraic difference between the I score and the higher of
the other two (P or C). To make the measure positive 20 is added. Thus,
the measure for subject 52 is 18 (i.e. 38-40+20) and for subject 4 is

29 (i.e. 15-6+20).

When this measure (called here R) is correlated with the match between

the ideal self and the present self, the following correlation co-efficient
is obtained: 7Y KR = .337

Using the Z transformation we have Z = .350

Using the value of .147 which is the standard error for Z, we have, with
the null hypothesis that the correlation is really zero, a value of 2.381

gtandard errors from zero.

This is signifiocant at the 5% level, since it is one tailed here.

Hypothesis 2E,part 1.

H.O.

There will be no relationship between attribution given for failure on

the self report questions and the variable R derived from scores on

Levenson's IPC scale (as defined in hypothesis D, nart 2).
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H.1.

Those who internalize their reasons for failure on the self report
questions are likely to be those who see Powerful Others and/or Chance

as having control in their life, as measured by Levenson's IPC Scale.

(R, as above).

otatistical test

t test on the difference between the means of R for those who

internalize and those who do not.

Significance lavel

5%,c%\-005, one tailed.

Sampling distribution

Student's t with 47 degrees of freedom.

Critical region

t > 1.678

Result
The standard error of the distance between the means is 4.066 The actual

5
difference between the two means is 6/86 which is 1.691times the standard

erroX.

This is significent at the 5% level.

Hypothesis 2E, Part 2

H.O.

There will be no relationship between the attribution for failure given

on the self report questions and the changes shown in the repertory grid

on any constructs as applied to the elements '43 I UszD TO 3k Bo:0R®
CLASSES! and 'AS I AM NOW'.
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H.1.

Those who internalize their reasons for literacy failure on the self
report questions are likely to be those Who show no change towards the
positive pole on one or more constructs between the elements 'AS I USED TO
BE BEFORE CLASSES' and 'AS T AM NOW!' on the repertory grid. i.e. They

will have continuing negative perceptions of self.

N.B. Positive means more desirable to the respondent.

Statistical test

Hypergeometric test as categorial variables are involved here and

cellular frequencies are too small for chi-square.

9ipgnificance level

%o iee M =.05, one tailed.

Sampling distribution

Hypergeometrioc with m=30, r=7 and n=49 as defined in the table below.

continuing negative perceptions | totals
No Yes
internal stable 1(x) 6(r-x) 7(r)
other 29(m-x) 13(n-m-r+x) 42(n-r)
totals 30(m) 19(n-m) 49(n)

Critical region

x < 2 (for the direction indicated by H.1>

Result

Since x is actually 1, the result is significant at the 5% level.
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CHAPTER SEVIN Results and implications of findinws.

.This final ch.pter swanarizes all the findings from the stuly, 235 well as

discussing the results of the hypotheses.

The implications of these results for adult literacy tutors ares examined,

and suzgestions for further research are outlined.

Summary of the findings

General findings

The perceptions of self and general information expyress=d by respondents

during interviews in the initial phase of the study were as follows.

The majority of the sampie had heard of ths literacy scheme through the
media. Those with 2 partner had received encouragement froa tliem to seek
literacy tuition. In a partmership, receiving positive support seemed

to be a factor in their continued attendance at classes. There were two
major reasons given for attending classes. One referred to the respondent's
work. This could be a change of job, redundancy, or being offered more
responsibility at work. The second reason ziv-n was that seeins the
television programmes ('On the Move' or news programmes covering the
literacy campaign), had encouracsed the respondents to seek help with
their literacy difficulties. All the respond=nts considered that their
literacy ha@ improved since attending literacy classes: a few t'oagnht

this improvement had changed their .ife. Two respondents reported they

were now in a job with which they would have vreviously be n unable to cope.
Many said that they now read more, but with one exception this did not

refer to novel reading. Most real only reference books on subjects such



as gardening, ani then only very occasion- ly. ost of th2 increaseld

reading ref-rr-d to was of wssazines anj news.asers. The maionrity to

a daily paper, but for most of the sample th= paper had .raviously »e'n

in the house, although they had rot rezi it. One res oni-nt chansed

the paper he read (from the Sun to the Daily Wail) 8aying his origzinal

o
<

reason for chnosing the Sun was that it was easy to read. one =22l the

«\L

" . 3 t - N 3 3 2
quality" newspapners (except one responvent who claimed he read the 3dundsay

Times from cver to cov=r, spending she whole of 3.nday so doing).

Some other studies (e.z. Gazin 1980) have reported disrupted schooling
and frequent truancy among adults with literacy difficulties. 1In this
Sample, with ona noticeable exception who bezun school at eleven, all
respondents had attende: school re_ularly. A- in Ch-rnley's sample
(1973) the majority became aware they hai a literacy problem fairly early
in their school career - while they were still at junior school. Just
about half had been offered positive help by the school with their
literacy provblems. The majority of the sample had other siblings ox
relatives who had experienced literac; difficulties. Hewever, the cyclical
pattern often associated with literacy aroblems did not seem to be
reflected in the attitude most respondents displayed towards their own
children; this may be because none of the respondent's soouses

exverienced literac, difficulties.

- M R =~ 3 B AR TR I ol
Just over half the sample sta =3 that they ho el tc gain conlii-nze, a8
well as improve their skills, as a result of enrclling for literacy tuition.

] G ¢ ) 8 3 b .7 N P \ 2 '} =)
This .erhaps indicates an expectation of receiving zn education rather
then only skills training.

. | [ - - . ’~’ o1 t’j ,,vi_,w D‘fl'_;l.-qe Of t} o 9t'ld'~'
This thesis, «her- fea2sible during tn.e in c . -

pi1ilt on the work of Shurnley (1373).
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Tnis writer shares some of Churnley's rerceitions ~f 4ialt elic=zion,

articu i i I Dol
P cularly his notion that a e son's sense of personzal worth is

paramount and that the liter-cy schem= shonld embody th: concept of

adult education as 'a healing process' (5. 178, 1679). However,
Charnley's choice of the Btholosical methodology has mesnt thiat no attemnt
was made to impose a framework which allowed f-r rigorous analysis. This
is probably a deliberate function of tre metiodolosy chosen. Mile it

has the advantage of allowings the students' serceptins from the interview
transcripts to be ex.ressed, it nas 2 disadvantage. To use a doctor/
patient analogy, it is as if the doctor accepted only the patient's
diagnosis of his disease, instwad of takin: note of the patient's account
but also applying nis own rofessional knowlelise to 2n assimilation of his

own and the patent's judgments.

Charnley made no su;gestions for future areas of resesrch. Thar-fore,
except for certain areas in the interview scnedule, this study has ¢ arted

new ground in the field of adult literacy research.

This study, by examining the respondents' verceptions of self and applying

the learned helples-sness model as z theoretical framework has aimed to
surzest ways in which a contribution can hHe made to the healing process!

which shoi'ld be nart of adult education.

It was not ,racticable to repeat the interviews at the second sta e of
the study, but the repertory grid nhad besn designed so that some other
useful information, as well as _-rceptions of revious, pres:cnt and 1deal

Y

is staz % ‘ 1 ts 'PL PLT W
gelf, could emerge at this stace of the study. The elements 'PZ FL ‘0
’

. - STy ST T T AT Ty Y oowoso Y v TN T ua wTr ris
D READING/;{RITIJI.}/;)PF,LL,IL‘G mar)? and '280rfLy VO T D :t_‘--_)-nql Vil Lover,

rmy w3Vl gere inclodeld to 3e  1f respondents polarizel the

- 1"7 -



two groups.

unrezlistic a) raisal of thouse with

It was 2l=0 ¢ nsidered useful to se

with the group who experienced lite

It was felt thot if th

18 428 the cise it may iniicats an

and withoat liter=cy iifficulti~s.

2 hw closel tue 3anple ilentified

racy difficulties, =s

identify why they came forward for assistance.

Only eleven grids out of a total of forty-nine shiwed .olzriz4tion (onl,

rzting 1s or 5s), suggesting that most r=spondent- constri=¢ £h- yr-uus

in a2 realistic way.

While most

J5ED TO 3

TIOR3t A S
DAy s ad YLD 2NnG S4awW

'PEOPLE 7HO FIND READINI/WRITING/3PELLING

not uniformly clos=. However, it i

this was a factor in their coming forw:rmd

respondents viewed themselves negzitively on thz element '"A5 I

thems=lves resemolingz the —rou:

i1430', the didentification was

8 only possible to speculate whether

for tuition.

Most respondents identified a close match between the ideal self and

'PEOPLE WHO FIMD RuADING/WRITING/SPELLING SVMES 3437'.

The element

e YITH STRANGER3' w-s included to try to establish now the

respondents felt in their day to day encounters with people who were

neither work mates, friends, family or acju:intances.

emer-ed.

The relationshin with the family was divided into two sepzrate =lem2nis.

N

o JITH MY PN RY, 'NEOGITH RO

stated earlier, was becanse during

some respondents were inhibited by

SHTIDREY!'. The r2ason for this, as

the interviz=ws L1t became clear that

the tlou:ht of their c¢hildren diacoverin

s .

: Sp at ) exag;nils NS
their literacy difficulties. 4An extreme anzcdot 11 exanple of this 1s

one of the r2se rch-r's students

s he toll the chllidren e wos 2 ing

—_2
-]

who refu==: to bring =ny tooks to class,

s to oAy darts for the evening.

this couli el

Yo cle»r pattern

5



I I 2cons 8amn )l i - . .
in tne seconl sanile of forty-nine, trenty-nine res_onicnts did 1>* have

'. h] D A VEEE Y 4 - 4 . » .

children. Those who Jid tenied to _ive p081tive ratings for this eleneut,
but those with older children included more ne;otive roii-
due to factors other thin fear of the 2ui:lpen Ai-

literacy difficultiss. 3Such rossible reasons were 1:f robed 28 +hoy v

onbside tne scope of tnis staly.

Seventeen res,ondznts did not hive Dartners. Those for v-om this element
was relevant gave generally vositive ratings. There were oniy thre-
exceptions to this. Grids three and ten gave only negative ratings and

SH& v

grid sixteen rated only 3s.

These nigh ratings are perhaps surprisinz, but it may reflect the sattern
which emer - ea from the intervi:us. This suowed tnat res_ondents had
receliveua positive encourajgement from their partncr; this may oe an

indication of a generally _ositive relationshiy.

The element 'WE AT (OURK' was given a v:rizble rating by respondents.
Thirty-one respondznts included positive ratings (48 or 5s) ani only one

grid (15) elicited only negativ- rotings.

The element on tie -rid vhich received the most consistently nezsative
r:tin:s frou all respondents was 'FILLING IN FCTHJ/AJPLIING R JOB3!Y.
where any vositive ratings were given th2y tendei to be for the construst
tSTICKS AT THINGS/GIVES TPt or 'REIIIELRS THINGS/JDES WOT Pl 3l T-I053.

These situations are demznding of literacy skills so this negative findin,:

is unsurprising. Further findings relevant to the grid will be considered

with the hypotheses.
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Results of the hypotheses

A1l the hypotheses (except hypothesis 1J in tae initial phase of the

study) were confirmed at the five ser cent level of significance.

Thus, it was shown that those adults with literacy difficulties who were
respondents in this study rated the present self more jositively than
they rated 'ME A3 I 132D TC 3% BEFORE CL.33Z3', as ex»nrezszed on the

Kelly Repertory Grid.

They were also more neurotic than the normal population, as established

by Eysenck.

This neuroticism was found to be as.ociated to the distance between the
present self and the ideal self on the repertory grid, those ne2rest their
ideal self having lower neuroticism scores than those furthest away. an
association was 2lso established between the closeness to the ideal self
on the repertory grid and the attribution for literacy failure given on
the self report questions, those closest to their ideal self being more

likely to externalize the reasons for their literacy failure.

As well as externalizing the reasons for tiueir literzcy failure, those
closest to the idea. self on the repertory grid also saw themselves as
having more control over their own life than either chance or powerful

others on Levenson's IPC Scale.

Conversely, those who blamed themselves for their literacy failure on

the self report questions saw tiemselves 5 naving less control over their
own life than eithexr chance and/or powerful others on Levanson's IPC
Scale. They also showed c ntin.ing negative perce.tions of self on the

repertory .rid. As the links between attribution and learned helplessness
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are already establisha2d { e.;. L-fcourt 1:8)) this 2d4itisaal link (using
the repe tory grid) has implicatiuns for tn: future iir-ction in s-ich the

grid may be a valid research to:l in locus of control stuaies.

The need for additional technologies in locus of control studies has been
fully discussed elsewhere in this study. Further research should be
conducted using the repertory grid (containing the elements, past, oresent
nd ideal self) in locus of control studies to further examine the

possible usefulness of the repertory gricd in t is developinz area.

Those students who viewed themselves as more in control of their lives

than either powerful oth-rs and/or chance on Levenson's IPC 3cale, tended

to attribute reasons for past _iteracy failure -xternslly, viewed the
present self on the repertory srid as closer toc the ideal self than the
previous self, showed less neuroticism on Eysenck's P.I. and less continuing
negative erceptions of self on the repertory grid were seen as not likely
to be impeded in their literacy proiress by learned helplessness. This
means they are more likely to be able to reach their full cojnicive and

motivational potential. These students formed the majority in this sample.

However, some =students, despite a perceived im.covement in their literacy
skills, were deemed by the researcher to show learned helplessness. (3ee
grid chapter for details). These students viewed their lives =2s controlled
more by powerful others 1ni/or chance than by the self. They tended to

be those who showed c. ntinuing negative serceptions of self on the

repertory gri’. They were more distanc2d from their ide=1 self and showed
hicner neuroticism scores. These respondents tended to be those who

oy
blamed themselves for their past titerzcy failare. This attribution tended

1 - oy e > 3 Y R
to be intornal, stable and global, sugges*in: thas low self esternm wold

be perceived across situations.
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Previously establishea links between locus of control anc leazrned
helplessness (Lefcourt 1958") suszest that those respondents are

experiencing learned heiplessne:s.

Studies of lesrned helplessness have identified the importance of attribution
for failure (Dweck 1975, Abramson et 21 1978). It has also besn sh.wn
that those students experiencing learned helplessness are also likely
(vecause they gperceive themselves as not in control of the situation) to
show a lack of »Jersistence, passivity and anxiety (Klein and Seligman
1976, Roth and Bootzin 1974, Thornton and Jacobs 1971). These traits
inhibit efficient learning. Therefore, the finding that some respondents,
while oerceiving an improvement in their literacy skills, continue to
experience learned helplessness, hag implications for their literacy
tutors. If, for some respond mts, an improvement in literacy skills is
not enough to free them from learned helplessness then tuiors will have
to adopt other strategies to assist theoir students in alleviatin: this
learned helplessness, so that such a respondent may srogress towards full
cognitive and motivational development. Before considering ways in which
this may be achieved, »ossible ad itions which could have been made to

the present study will be discussed.

Porhaps it should be mentioned here th2t although this dissertafion has
chosen to focus on the perceptions of self in adults with literacy
difficulties, it is recognised that these jpercepntions are not the only
consideration in the literacy srocess. There are many others (e.g. the
organisstion of the eiucation system, socizl factors, the structure of
society etc.). Because they are not the focus of this study and are,
therefore, not mentioned is not to say that they are not considered

important.



An obvious ad ition to this study woull have bezn to find a satisfactory
method of checking the literacy ,rojress of the students - p-rhaps by
consulting their tutors. The researcher was reluctant to do this as it
seemed an inSrusion, and would 2lso be time consuming of the tutor's time.
Since attempts to apply formal reading tests had caused such stress in
Charnley's study this researcher was reluctant to consider their use.

The fact that they are designed for children and/or teenagers and are,
therefore, not necessarily suitable for adults was a further consideration;
time was another. Nevertheless, such information as they yield would

have been useful in the study.

The eliciting of elements and constructs from the respondents for the
repertory grids is a further technijue which could have yielded more
detailed perceptions of s=1lf. Howevar, the time factor ensured this was

not possible.

The study would have benefitted from a larzer sample because, even with a
second sample size of farty-nine, the number of respondents giving
internal, stable, global attributions (one-seventh of the total sample)
was small. Clearer perceptions of this sroup conld have emerged from a
larger sample. The smallness of the numbers attributing their literacy
failure to an internal, stable, :lobal cause could not bec .ne fully
apparent until the data was beinyg analysed. At the field work stage it
seemed reasonable to assume the samile was of an adeguate size.
Pragmatically, for one researcher working alone,it would a=ve been

difficult to increase the sample size to a meaningful degree.



Identifyinz helplessness

Before those experiencing learned hel)les ness c-un ve assistel to overcome
this, practical ways of identif;ing need in those who hiave come forward for

tuition will have to be found.

1) One possibility is the screenin; of respondents upon =ntry to a literacy
scheme. For this, locus of control and grid methodologzy adoyted in this
study, could be applied. Howevur, these methdids may be consiiered too

time consuming and demznding to present at an early stage in the

respondents' exporience of a literacy scheme.

2) A less time consuminz method could be, where screening processes exist,
to ensure that a self report question concerning the attribution given for
past literacy failure is included. Those who give internal, stable, global,
attributions for failure could then receive special tuition which

attempts to redefine these attributions. Iethods by wvhich this may bve

accomplished are considered later in the chapter.

The disadv.ntase of this selection srocedure may be that the student

could distort the attribution in such circumstances (e.g. they may feel
too inhibitea to 'blame' the school if the interview is being conducted
in a school), or they may feel it is a test of some kind and, therefore,

distort their 'true' answer.

3) A further possibility is that the tutor could be trzined to make the
diagnosis of learned helplessness wh:n they get to xnow their student.
This could be accomplished by the tutor »jaying careful attention to the
behavioar of their student when confronted with a lezrninzy failure

situaticn. If the atudent respondsto difficaliies with rem=woks @nch as



'I'm no good at learning', 'I'm stupil', 'I alwiys make a mess of t in~:'
etc., the tutor can recognize internal, stable, global attributions,

indicating learned helplessness.

4) If the student is passive, lacks persistence and is inclined to be

anxious, these can be taken as furth:r possible indications of helnlessness.

5) The manner in which success is handled is a furth:r indication of
learned helplessness. For example, the student is unlikely to be willing
to accept the credit for a job well done. If prsised by the tutor he/
she is likely to attribute success externally. For example, the student
will reject the praise by using phrases such as 'I just got lucky', or

'iny kid could do this sort of work anyway'.

N.B. In order for such data to emerze freely from the respondent the
tutor will also have to be trained, as ccunszllors are, to monitor his own
responses in situations. For example, many tutors may feel threatened by
certain responses g student makes in a failure or success situation.

They may, therefore, tend to manipulate their student to respond in a

certain way.

In order to avoid this hapoening tutors would need to learn 'neutralizing"
techniques for their own reactions so tha: the student is given the

opoortunity for as free a res.onse as possible.

If tutors are trained to recognise the signs of learned helplessness,

steps may then be taken to alleviate this.

Bow this may be accomplished will now be considered.



Alleviating learned helnlessness

As well as the work by Dweck referred to earlier, work by Abramson,
Garber and Seligman (1980) has isolated four ways in which learhed
helplessness may be alleviated in individuals. The therapeutic inter-
ventions they suggest have been translated by the researcher into

teaching models.

1) One of their suggested interventions is identical to Dweck's notion

of attribution reformulation.

Dweck's study (1975) divided children with learned helplessness into two
groups for attribution retraining. One zroup were labelled 'success

only' and were given only math problems they could solve. The second
group, named 'attribution retraining' were giv:n occasional 'unsolveable!

probiems, their inability to solve them being attributed by the tutor

to lack of effort. After twenty five individual training sessions the
'success only' children continued to evidence a deterioration in

performance whenever they encountered a failure situation. However,

the 'attribution retraining' children did not. Their performance was

either maintained or escalated.

The tutors task in assisting the student to reformulate ::is attribution
for failure away from an internal, stable attribut.on, can be defined as
encouraging an internal, but non-stable attribution such as a lack of

effort or lack of confidence, or any of the other attributions which do

not damage self est:em.

The tutor also needs to remember that Dweck has shown thut the teacher's
response to learned helplessness is crucial. Any attempt to 'gloss over!
the learning »roblem encounterea will only tead to 2 continuing: sense »f

leazrned helplessness in th= vupil.
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2) A further suz estion is that the enviromment of the individual
experiencing lezrned helplessness is manipulated in order to change the

respondent's 'estimated Hrobability of outcome!.

For the teacher, this means encouraging in the pupil an expectation of
success, instead of an expectation of failure. A4 way of sroviding this
would be to pay careful attention to the material )resented to the pupil
ensuring that he/she is generally given tasks which match his skill
level and that thz learning of new sSkills is structured so that he achieves
more success than failure. It must, however, be remembered that it is
necessary for the respondent to have some experience of failure. If the
tutor pressnts only material which does not give the exp-rience of
failure and therefore, the opportunity to learn coping strategies, this
will only result in the continued experience of learned helplessness.
Dweck (1975) stresses that failure, when carefully manipulated, can
become a cue to escalate effort, whereas continuous reinforcement and
errorless learning only render the learner less able to cope with

subsequent errors.

Obviously, it is important that the tutor is sensitive to the pupil's needs
and is aware of the aprrooriate time in the learning progra.me =2t which
failure can be tackled to advantage. For example, in the early stages of
reading it is necessary that the student experiences success =nd builds

up enough confidence to dev:loy. strategies for co ing with unfamiliar words.

This first stage of confidence building ma s be yrolonged in the case of
adults who have already exoverienced failure. Ilevertneless, it 1s necessury
that the 'success only' syndrome be avoided and that failure is introauced

at an appropriate stige so that coopinw skills may be lezrnt.
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3) A further important interventi.n is to meke 'hishl, preferred
outcomes less preferred by reducing the desirability of unoot-.in=ble

outcomes' (Abramson et al p. 33, 1980).

Respondents who «xverience literacy difficulties may carry «ith them

two inhibitions relating to the above. They may have unrealistic goal
aspirations for thems=lves, and they may imagine that those without
literacy difficulties have reached a 'peak of literacy perfection'. For
the adult literacy student this may mean an expectation of achieving a
standard of perfection which is unobtainable. Further, they may imagine
that those who do not share their literacy difficulties have reached this
standard of perfection. The tutor should, therefore, aim to show the

student that there is no such person as the perfect SQeller/writer/reader.

There are several ways in which this may be achieved. The tutor could
show that he/she experiences uncertainty about the spelling of some

words, stressing the necessity to refer to the dictionary on occasions.
Rather than telling the students that this is so the tutor may achieve
more by enacting it sometimes during 2 lesson. (1i.B. The tutor should

be aware that this may initially arous= the hostility of respondents whose

expectations of the 'perfect tutor' are bein: disappointed).

The tutor could also notice spelling mistakes in shops ete. and report
these to the students, indicating it does not really matter too much as
long as the word is comprehensible. IZverything; should be done to
encourz;ce the students to realize that everyone makes mistakes at some

time.

4) Finally, Abr:mson, Garber and 3eligman (1930} point out that as well
as ex ecting to fail and blaming themselves for tuis, individunls who

experience le-rned hzl lessness exnibit unrealistic sttributions for



success. (Jiener and Dweck 1978, Jiener and Dweck in press).

An enecdotal example in the resec-rcher's exjerisnce is a student who
always gave internal, stable, global attributions for literscy failuare.
When the student had accomplished a task particularly well the rese=»cher
praised him, 'You did really well today. Look at th=at oare, not a single
mistake'. The pupil replied, 'I didn't do well, I just got lucky!'.

(This kind of response to success 1s another way in which tutors can

identify learned helplessness,.

Therefore, as well as changing attributions for failure, tutors have to
encourage respondents to chanze their attributions for success. 3Students
should be encouraged to rate their own performance realistically znd give
themselves permission to say 'I did well' when this is the casz. The
tutor should aim to do this too - always ensuring that vraise is ziven,
but only when it is due. When criticism is called for this should not
be shirked but it should be handled sensitively so that the student
realises that his strategy for dealing with the work,not he/she as a
person, is being criticized. The individual experiencing learned
helplessness is likely, jec=ause of low self esteem, to misinterpret
criticism as referrin= to the 'whole person' rather than just teo a

particular task.

Criticism of the learned helovlessness model

Because Abramson et al's theory is in a staze of zrowth there zre,
inevitably, areas to be clarified, weaknesses that ne=d strengthening and

methodologies to be developed.

The theory is appliceble in clinical and social psychology =ni nuch
research and consegu-ntly criticism, is directed 2t work concern=1 with

denression, which it is not rzizv:.nt 4. congile: here.
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desearch in applying the learned he.plessness model t5 education is =

growin - area, (se: Dweck and Goetz, 1977 for a review).

Jackson and Larrance (1379) w.ile acknowledging toat the ref rmulatio:
(Abramson et al 1978) adds new insi_hts, psint to a lack of clarity in
explaining the antecedents to the stable/unstable, global and specific
a* ributions for helplessness "in terms which are themselves independent

of the helplessness phenomena" (1979, 0. 682).

Wortman and Dintzer (1978 p. 82) also argue that circularity is a major
weakness in the model. This is not wholly valid as Seligman 1975, and
Hiroto and Seligman 1975, describe many experiments inducing helplessness.
Nevertheless, this is an area in which work remains to be accomplished.
It mey be for example, that personality factors not yet considered may

contribute towards a tendency to exverience learned helplessness.

This study heas rot focussed on t:iese criticisms as they are concerned with
the origin of helplessness while this study has been concz=rned with
establishing whether or not learned helplessness was heing experienced

by respondents.

Abramson et al (1978) have noted that measurement of attribution is complex.
W.ile verbal measurement is one valid technique they acknowledge that
development is needed in this area to ensure that all avenues are

explored in the search for adequate techniques for defininz attribution.

This study has aimed to contribute in tnis 2rea by postulating a role for

the revertory grid in locus of control studies.
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Adult Literacy Tutors

The relationship between the teach r and the taught has implicztions for
all learning situations. However, adult literacy has particular oroblems

to overcome in this aresa.

Firstly, the fuct that the respondents are a2dults may mean that they

have become more entrenched in their failurs role.

Secondly, since many literacy staff are volunteers, not nzcessarily
trained teachers, they may bring to their role many assumptions about
teaching which have not been clarified and/or modified by experience and

wide realing of relevant texts, as hayjens during teacher training.

Voluntary tutors may not be aware of the iiportant relationshin between
the affective and the cognitive domains in learning situations.
Therefore, it is oossible to hypothesize that some of them may, in a
kindly way, tiinkxing to encourage their student, gloss over zny failure
in exactly the wa; that Jweck (1975) Las shown leads to continuing

learned helplessness.

In order for tutors to accomplish the tasks outlined they will have to
accept a role far more demanding than that of a triiner in literacy
skills and 2dopt a role more closely resembling that of a counsellor.
Perhaps the most satisfactory guidelines to a mutually fruitful
partnershio are thos e estzblished by Rogers (1959) as essentizl in a
wide variety of orofessional rorx involving relacionzaips with pje.ple,

within which he includes teaching.

They are congzgruence (being open), emvpathy, positive regard and

7

¢

unconditionality of reg:ord. For Rogers the 1w0st simificant el-ment 1a



deternining an =2ffective u.come is the quality of the interp=rsonal
relationship. If voluntar: tutors wer:c familiarizei with this conceot and
the notion of includingz an element of counsellins in th:ir role, where
necessary, they could fe=l confident =ni reassured of “he relevance of

such an apr,ach to a learning situation.

Trainingz for tutors

The training; procedures for voluntary liter=cy tutors is an area in which
research could usefully ve conducted. For example, is training alwa s
siven? Is there a cohesive programme for 5Sraining availzble to all

local z2uthorities” (At the schemes with which the usriter is familiar
tutors are given a two hour group training session once a week for six

weeks ).

The training literature availsble for literacy tutors seems to reflect an
orientation towards coznitive =zkills. A typic=l example >f such
literature {Robarts, 1974) amounciny itself as a 'practical aid intended
to hely, the tutor of adult illiterates assess the students nezds as well
as olan a programme and evaluate progre=s'. The booklet is divided into

four headed sections.

. Planning and |reparatory work vefore meeting the student.

2. Activities and skills to prepare for the earl, stzges of reading.

S ]

1

2

3. Plannin;, teaching 2nd evaluation of the pnonic method.
4

. Su__estions for interest materials,

while this is all valuable and necessary informatiocn, to concentrite only
on the cognitive domain, even in an introductory Bandbook purporting to
discuss students needs, shows that an unn2cessarily narrow definition

of necds has shzped the cont2nts of the oook.

1
-
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any traininy of tutors could be said to be incomplet= unlez= i* contzins

consideration of both cognitive zna affectiv: dom=ins.

Until research is conducted in the zrez of tator training it is impossible
to ascert~in how much, if any, attention is siven to the aff=ctive

domain.

Further research

Several methodological consid:rations arose from the study which may be

useful to explore furth-r.

Further research could be conducted to examine the possible role for the

repertory grid in locus of control studies.

The relationship between an external locus of control and continuing
negative perceptions of self on the grid suggests that the 2rid may bve
a useful additional technology in locus of control studies if the
previous, )resent and ideal sel1f, a_oear as elements. TFurther research
could be conducted which examinei the relationship between the grid and

locus of control in more depth.

The researcher's study has established a link between neuroticism and the
distance between the ideal self zna the present self on the repertory -ril,
those furthest away from the ideal self tendin; to show more nxaroticism,

as measured on sysznck's rI.

Morrelli, Krotinger and Moore (1979) found a1 relationship between
neuroticism, as measursd by Eys-rncx's PI, and locus of control on Levenson's

IPC Scale, those showing most neuroticism being likel; to 'believe they

are not in control of reinforcemont c.outingencies and furth-rmore, t.at

N

consesuences are determined by chznce' (n. 123, 1972).

\
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4 locus of control study coulc attemst +o d:velos furth.r methodolojgies
by relating all three variables. (The ..id, Sya-nck's I, Leveason's
IPC 3cale). The role of the powerful others dimens:ion on _evenson's
scale appears to have been insufficiently investigated in the Iforelii,

et al, study and further work would also need to ne conducted in this =zrea.

During the use of Levenson's IPC Scale in this study it became necessary
to compare the internality scores from this sc.le ~ith other variables
outside the scale. It became obvious that it would not be correct to

take the raw internality scores, since these gave no indication of whether

internality, powerful others, or chance was viewed as th: Jdominent mode.

A measure (called R) was used, which w23 based oa the algebraic difference
between the I score and the nigher of the other two (F or C). (For full

details see statistics chapter, hypotne=sis 24, part 2, page 172).

That statistic (R) could oe used in further investigations of locus of
control which include Levenson's IPC 3cale &3 a measure and which wish
to correlate an index of inter-relationship between internality and the

other two modes. .

Having outlined further rese-rch in the =rea of metiodology, consideration
will now be given to further research relating dirzctly to tutors and/or

students, and the alleviation of lenxrned helplessness.

The content and availability of training schemes for voluntary tutors

is a suitable area for further research.

Perhaps a study in this area could include 2n examination of the aspirations
and expectations of voluntary literacy tutors. For example, it coald ve
fruitful to aucertain the tutor's zttitude =ni 2lso to define what literocy
mesns to them, since this will huve an imp:ct on how tiey a2, reach their

+aglt »s liter.cy tutor. This oo 1ld oe dccoasiishad oy 2 ly.ng taz

I
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repertory srid technique.

The information which could be elicited from the voluntary tutors by
their completing repertory grids wo:1d be us=ful to those trainin, then,
but would be equally valuable to the voluntary tutors themselves.
Enabling them to become fully aware of their own oerceytions of literacy
would be important in developing knowlei e which could increase their

chance of becoming more effective tutors.

An anecdotal exzmple of how the tutor's attitude to literacy can affect
tuition can ve illustrated by describing two students who join=d the
researcher's literacy group after they had been tausht by voluntary

tutors on a one to one basis.

One student arrived at the class with a list of books he=ded '50 books
you must read' which had been given to him by his individuszl tutor.
The student had been presented with Lne of taese books each week (they
were established classics, Dickens etc.) told to read it and be
prepared to discuss it with the tutor a week later. This student had

struggled for some weeks before optin; to attenl classes.

The second student was totally illiterate when individual tuition
commanced and had been tauzht to read by usin; the Ladybird reading
scheme. She had been presented by her tutor with the whole scheme, in
numerical order, until she had read every available book, wnereupon the
tutor suggested to her that she attend classes. o atfempt was made to
introduce newspapers, magazines or suitable literature, which meant

the student's concept of reading was unnccessarily limited.



“hile these may ve isolated examples, trere is no way of composing a
picture of the literacy expectatioms of tutors until resesroh is

concduct=a in this area.

In the 1light of the findings of learned heljplessness in this studs, a
useful study coald be conducted into the teaching methods tutors use,
particularly, the handling of problems and learning failure situations

experienced by the students.

Here again the grid could be a useful reseircha tool. while such a study
should include observation of tutors and their pupils, understanding
could be enhanced if tutors completed grids which elicited their
perceptions of a 'good'! and 'bad' student. They co11d also be asked to
elicit situations with their pupils which they found difficult to cope

with, and situations in which they felt themselves to be at ease.

The future role for volunteers in literacy schemes would seem to he

established. Literacy tuition could not possibly have been available on
the scale it has veen without either voluntary labour or Utopian amounts
of funding. Therefore, it se:ms important that research is conducted in

this area.

The four technigues advocated by 4bramson, Garber and 3eligman (1930) for
alleviating helplessness (outline& e:rlier) could be the focus of

research examining the efficacy of the teaching strategies.

A small study could be conducted by comparing two groups of respondents

exneriencing lezrned helplessness.
One group could be taught by a tutor apply ns the above technijues.

L4 saecond grouy would receive no special treatment.



Pro_ress could be monitorei over time to ob.:zrv: if % exr- were ans

differznc=s in the two zrous.
4 larg-r study could be carried out by in-tigatin; six zroups.

4 groups could each receive -ne of the tecianijues.

One group could receive a combination >f 211 t:echnijues, while a further
group ccnld receive no zu=cial treatment.

Progress could be monitored over time and ¢ .m.:rison for the efficacy

of the different techniques could be made.

The literacy movement: past, .resent and future.

This study wa: conuenced at a time of optimum develoya»nt in the literacy
ficld. The existence of lavge nuibers of adults with literacy difficulties
had become estgblished as a volitical reality. The government had s=t

up a unit to co-ordinate information and some =spects of funding for

literacy, which was to be provided at local authority level.

The national television network wa. showin> a series of literacy
oro_rammnes 2t peak viewin. times, which iacluded a teleph ne number which
the viewer could ring Lumediately and through which zrrenr2ments were
made to forwad cersonal d=tails to the ay.roprinste locz2l zuthorivy.
This, and wide advertising of the scheme, which even included one l.rge
supermarket chain distributin. information lezflets, crestea 2 climate

of ublic awareness. (Full dstails of the dev:-lopment of the screns

. N N \
are siven by Charnley 1979,.

As was siown in t.e intorview findings in tnis stidy, many respond nts

came forward for tuition having lewined of the scheme throuari the neiiz,
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oinc: this study was ialtiatel there nave ve:n 217 chon

5e3.  Jdthoun
short term funding for the lit=racy unit hss beei consinus] by succes:ive
governuents, its orief and title hav: been chun el so thiat it now
embrzces not oaly literacy provision but num2racy, b2sic sxills and
second language znzlish speaxin: as well. Wiilst thie remit nzs been
extended, the funding has not, and t.is inevitably means less _rovision
of services. Literacy no longer rzczives mediz attention. Th- B3(

television programmes were first movea froz peak vieving time and have

now virtually ceased.

At the same time there is no reason to believe that the literacy problem
has diminished to the extent that media coverz e misht suzzest. Cf

an estimated 2/3 million »eople needing literacy, aelp, approximately
200,000 have received tuition. How many of these have ceased tiition
because they are sztisfied with the standard thzy have reached and how

nany left for H>th-r rzasons is not xnown.

The future .1omosis for thes whole of aault education aspears very bleak
2t the present time. This is reflected in the Government figure for
spending on education for 1983/4. Qut of a total of 712,548 million,
ajdult education rec=ived a tiny .rooortion. The figjure for dasic
education is about O.@ﬁﬁ (i.e. 1/2000). ACACY calculate that 3 million

neople nesd hely with baszic education (1/20) of the porwlation. It can

n tnat at uresent it would be impossible to provide hely to 211

I

ve 3e
those in ne=d. Reorganisation of local governuent funding is sutting
increasing pressure on local authorities. Adalt ediacation is the only
branch of eunecation, =2t nresent, which there is no statutory obligation

on a locol authority to oroviae.
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All the c=lculations of the numbers ne-iing literacy nal,
gues.es to some extent. This situaticn conld be resalvei, at least ©
the future, if all school leavers we-e testad in sasic skills. At the
moment it is not kuown how many school leavers have = re23ing :3e %00
low to allow them to cope adequately »ith ev:ryday demands. 3Such
information would be useful to schools and colle es in h2l)ing with
curriculum planning and the allocating of resources. Jolleses :re now
est=blishing a Youth Training Scheme [or yo:n: unemployed school leav:rs
=nd such courses as tnis could orovably be vlamne. more =ffectively if

such a statistic were avgilable.

This thesis could end with a discus:ion about tns iw_ortance of access to
literacy in a democratic society. The _.raiscworthy concept of iife lon:
education, the chzance for =211 tc step back on the escationzl ladder,
even at the bottom rung,could be zdvocated at length. Instead, the

writer wonld 1like to give tlie last word to her students.

One man, a teenaoer in the day-: following the war when litile literacy
provigion was available, describes how he thougnt of tryinz to obtain help

by getting into psrisons

"I knew they educated you if youa went insile 'cos it nap ened to
one of .y mates. He lew med to read and write insice. You x:ow
when you're 16 or so yo. always ;2t a ch-nce to become a rogue.

I often wondered whether to do it. Sez it wouldn't have bothered

me if I got caught 'cos I could have learned'.

It seems a sad r=flection on a society that he saw the only access to

education as bein, through the .rison system.

TPhere will probably always oe some students wio ¢o nct take the
ouoortanities offered them =2t school. The door should therefore,
Thi

THis cooeNs

remain oven so that those who f:iledl oun return to study.
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should be easily available to all (community colleges are an interesting
development in this area), and it is important that no stigma is
attached to returning to a situation of previous failur: becauz2, 23 one
student's remarx show=, the decision fo raturn to a failure zituztion
m=y take some courajet

"What do they teach you at school? Thev teach ycu one tiing -

that yo: can't de anytuing. They tezch you that you're good
for nothing".

|
1A
')

1



APPENDIX  ON=

vefining oercentions of self

A search for the definition of what is meant by 'self' has fascinated
philosophers through the ages and early psychologists argued about the
extent to which it belonged within the former discipline. The history of
the self in psychology begins with James (1890) and has been developed
since by the Symbolic Interactionists and Phenomenologists. Behaviourist
psychology (Skinner 1938, 1953) influential in the second to fourth
decades of this century could find no place for 'mind' or mental events
which were not amenable to rigorous scientific methodology. To the
Behaviourist the study of self represented a subjective interpretation

of internal experience, difficult to me= ure or validate. This assumption
that aspects of the self were closed to experimental validation was
constantly challenged (Blodgett 1929, Kubo 1933, Todd 1916 ). Work was
carried out on the relations:ip of self ratings to r tings by others,
self pictures of various ethnic groups, self concept of delinquents and

self concept assessed by adjectival check lists.

The Behaviourists gradually widened their stance as evidence accumulated
which was incomprehensible unlesz credance was given to intermal processes.
Burns (1979) suggested that although Behaviourist and Phenomenoloical
gself theories have quite distinctmodels of man, they support each other in
that while the latter stresses that self attitudes influence behaviour,
perceptions, needs and goals, it does not siow now change can occur in the
self concept, perceptions or behaviour,and that behaviourist principles
can be introduced at this stage. For example, someone with feelings of
failure needs to be presented with positive reinforcement contingencies

as a way of increasing self esteem.



Symbolic interactionism sees the self as 'closely knit' with society.
Cooley (1902) and Mead (1934) sug ested that a person reacts to his
environment according to the way in which he interprets that environment.
The way in which they interpret is seen as a product of social interaction,

which is modified by individual interpretation.

The Phenomenological aoproach has dominated the study of self for ti.ie

past twenty years. It is realized that the self is not directly
observable, but that all that is available for study are verceptions based
on inference and interpretation of observed behaviour. Behaviour is not
viewed only as a response to o:tside stimulii in society; equal importance
is given to the individual's feelings about himself. For example, whether
a person has a negative or positive self-concept is likely to 'colour!

the way he perceives his reality and the way he behaves. In order to
maintain a consistent picture of self the individual tries to avoid
conflict and incompatible ideas and situations. Therefore, his perception
of 'reality' is selective and distorted by defence mechanisms, motives,
goals and attitudes (Bruner and Goodman 1947, Vinacke 1952, Judson and
Cofer 1956). Kelly's (1955) interpretation of 'man the scientist' has

its basis in phenomonology, Kelly's view being that man observes the
universe through bi-polar goggles (or constructs). The repertory grid

was developed by Kelly as a way of observing these constructs and,
thereby, building a picture of the individual's universe. The grid has

the further use that it can be subjected to statistical analysis.

Having briefly outlined the main areas of development in understanding
what is meant by 'self' the work of some influential psychologists will

be discussed in greater detail since the notion of 'self' is central to

this study.



James (1890) identified the self as an object of kno.ledge consisting of
all the individual regards as belonging to himself. Included in tais are
the social, spiritual and material self. The social self includes the
individual's perception of how otners view him. His emotions and desires
are seen as contained within the spiritual self, while the material seclf,
as well as containing the individual's body, extends outside himself to
include family and possessions. James saw all asotects of the self as being
able to evoke heightened self esteem and, therefore, satisfaction, or
lowered self-esteem and, t:.erefore, dissatisfaction. He felt tuat
limitations eithsr of time, talent or both, could prevent maximization of
our various selves and he suggested that man, therefore, choosec a
particular self "on which to stake his salvation" (p. 310). Vhen this is
chosen self-esteem can be raised by achievement or reduced by deficiencies,
but this only applies to activities relevant to that aspect of self.

James symwed this up neatly, referring to his own choice: "I who have
staked my all on being a psychologist am mortified if others know more
osychology than I. But I am content to wallow in the grossest ignorance

of Greeck" (p. 310). James summed up self esteem thus:

success
gelf esteem =

pretentions

Cooley (1902) defined the self as '"that which is designated in common
speech by pronouns of the first person singular, me, my, myself, mine"

(p. 136). He developed the idea of a 'looking glass self' - that is the
concept of an individual perceiving himself as otners perceive him. This
idea was extended by Mead (1934) who oointed out that individuals learn
to perceive the world as others do in order to anticipate their reactions.
Mead suggested thece are as many selves as there are social situations.
Tnese different selves var. in the significance they have for the

individual, some personality variables beinyg very situaiion specific.
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ifead sav behaviour being regulated in the abssnce of external pressure
by the individual jud,ing how 'generalized others' would respond to his
actions. For him the development of a stable and realistic self image is a

sisn of maturity.

For Lecky (1945) the self coancept formed the nucleus of the sersonality.
The personality is secn as dynamic,involving continuous assimulation of
new ideas and the modification or rejection of o0ld ideas. However, the
major motive is seen as seeking for unit; since any t:reat to the
organisation of the personality produces distress. "Behaviour exopresses
the effort to maintain the integrity and unity of the organization. The
nucleus of the system, around which the rest of the system revolves is

the individual's idea or conception of himself". (p. 29).

Snygg and Coombs (1949), following Lecky defined the self concept ag the
parts of the phenomenal fields which the individual has differentiated

as definite and reasonably stable characteristics of himself. They
criticize behaviourism as giving rise to "a mechanistic conception of
human beings as physical objects whose behaviour is the result of }orces
acting upon them". (p. 310). They stressed that "man is not a puppet
bandied about at the mercy of forces exerted upon him. He is a creature
of discretion who selects his perceptions from the world he lives in.

He is not the victim of events, but is capable of perc:siving, interpreting,

even creaving events'". (p. 312). They see man as "a growing dynamic

creature being continuously in search of adequacy". (p. 312).

Rogers (1951) built on this conception of self which had fused self-as-
process and self-as-object. His self tiueory developed from his clinical
work and was redefined later (1959). Initially he defined self as

"composed of such elements as the perceptions of one's ch:.racteristics



and abilities, the percepts and concepts of self in relation to others and
to the environment; the value qualities which are perceivea as associated
with exp:riences, objects, goals and idez=1s which are perceived as having
positive or negative valence" (p. 136). When he redefined his theory
'self actualization' became the only motive and sclf concept was defined
as '"the organized consistent, conceptual, Gestalt composed of the
characteristics of the 'I' or 'me', the perceptions of the relations:ips
of the 'I' or 'me' to others and the various aspects of 1life together with
the value attached to t:nese perceptions". (p. 200, 1959). Here Rogers
secms touse self-concept to uean what others have ca2lled 'self'. He also
introduced the idea of an 'ddeal self' as "The self conceot which the
individual would most like to possess and upon which he places the highest
value for himself". (p. 200, 1959). For Rogers the individual is always
in a state of becoming; when he does not feel threatened he will be able
to assimilate new experiences which will involve changes in his self

image, moving vositively towards the 'true self'! he can become.

One of the most recent developments in 'self' has been Epstein's (1973)
suggestion that the self concept should be identified as a self theory.

He sees this theory as a conceptual tool for accomplishing a purpose: to
optimize the pleasure/pain balance for the individual. For him this is
fundamental and it is only after this that the individual uses his system
to facilitate maintenance of self esteem (whether high or low) and to
organize the 'data of experience' so that it can be effectively handled.
Epstein admits that his theory has much in common with Kelly's (1955),

but he says that unlike Kelly's 'man the scientist! who needs the distinction
between self and non-self to study the objective world, Epstein's 'man the
human being‘needs this distinct;on only in as much as it contributes to the
satisfaction of versonal ne-.ds and hapoiness. wsustein's incerpretation of

Kelly is, of coirse, wen to q:estion.
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Because Kelly's personal construct theory (1955) is important to the
methodology of this study his idea of self will be considered in greater

depth in the chapter dealing with metnodology. It is briefly outlined here.

Kelly, while acknowledging a debt to Lecky,took the view that self con-
sistency is not the major motive for man. He Suggests that, "It is seeking
to anticipate the whole world of events ani thus relate himself to them thst
best explains man's psychological processes. If he acts to preserve the
system it is because the system is an essential chart for his personal
adventures, not because it is a self contained island of meaning in an

ocean of inconsequentialities" (p. 59, Kelly 1963). Kelly's theory is
built upon a fundamental postulate and a series of eleven corollaries.
His fundamental postulate is "a person's processes are psychologically
channelized by the way in which he anticipates events" (p. 46). Kelly refers
to 'self' as, "a group of events which are alike in a certain way and, in
that same way, necessarily different from other events. The way in which

the events are alike is the self ... The self having been thus conceptualized
can now be used as a taing, a datum or an item in the context of a
superordinate construct ... When the person begins to use himself as a
datum in forming constructs, exciting things begin to hapien. He finds
that the constructs he forms act as rigorous controls upon his behaviour

««+ this behaviour in comparison to other people is narticularly affected.

It is of course, the comparison he sees, which affects his behaviour.
Thus, much of his social life is con®rolled by the comparisons he has come
to see between himself and others'. (p. 131, 1955). Personal Construct
Theory can view the self both as a construct and an element (these terms

are explained in detail in the methodology chapter). The self as a construct
is the 'me-ness' or consciousness permeating the whole life; the self as
an element is ourself in the different roles we play (functions we perform)
in our life. For example 'me as husbana', 'me as tather', 'me as lecturzr'
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'me as friend'. It is this second aspect of self th:it would be measured

b, any self measuring technique, including the Rep=rtory Grid.

It can be seen that notions of self are not always easily or clearly
defined. Although the phenomenologists fused some of the contradictions
in notions of self taeir unwillingness to admit the influence of the
unconscious leaves a still incomplete picture. Altho.gh the idea of self
in tnis study owes much to phenomenology and to Kelly it was felt that by
using the term 'perceptions of self' rather than 'self concept' such
confusion could be avoided. The self conce>t can be interpreted in many
different ways. What is meant here by perceptions of self is some of

the views a person holds about himself. There is no suggestion t.at these
are all the perceptions he holds; they may not be the most important ones
to him. Because they are concerned with his role as a person with
literacy difficulties who is functioning in a society which values iiteracy
they are the most imoportant as far as this study is concerned. The ideal
self is seen as attributes of the self that the individual thinks he

would like to possess. Repertory zrid studies have sn.wn that the ideal

self can be surprisingly stable over time (Bannister and Fransella, 1971).
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APPENDIX Tv0

Interview schedule

Section one - remembering

1.

What decided you to come for help?

Probe: Could you taink if tie e was an actual incident that
made you decide to come?

How did you hear of the scheme”

How did your family feel about your joining the scheme:

Probe: Were they not very interested or 3id they encourage you?

Was it reading, writing, spelling or all of these you felt you needed
help with?

Before you came to the class can you remember what you imagined it
would be like?

Probe: )1. like you, therefore, you didn't feel
other students) oothered.
)2. frizndly/unfriendly
13, enoouraging/not encouraging

)1. frizndly/unfriendly

)2. helpful/unhelpful

)3. telling you what to do/letting you help
) in decisions about what to do.

tutor

receiving GROUP tuition:

Why did you decide you wo la like to be tauint in a Toup?

receivinz ONE to ONE tuition:

Vhy did you decide on 1 - 1 instead of group tuition?®

Do you tnink you will eventually join a Jroup?

If no: why?

receiving BOTH tvpes of tuit.on:

What is it you like about being able to come to both"

When yo: started what did you think you wo 1ld get out of joining the scheme®

Probe: help with reading/writing/spelling
confidence
both
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When you joined the scheme, how long did you tuink it wo.ld take to
reach your goal?

Now, are your ideas about this different.
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section two - Now

1.

Have your ideas about classes/tutors chanzed with experience?
If Y¥3: How?

Are you able to study at home?
Probe: physical conditions

time
inclination

Has coming to classes made a difference to what you do in your spare
time?

Has coming to classes made a difference to what you do in your spare
time for enjoyment?

Probe: Do you feel you are doing more reading?

If YoS: well, being able to read more of what® Books, newspapers,

magazines?

Since starting tuition are there ways youa fezl different e.g.
at home, at work, with your mates?



Section Three - Educational backazround

Now I'd like to look back to your school days. .e're tzlking about

when you were at school.

1.

3e

While you were at school do you think they knew at nome, -hat you
had problems with reading/writing/Spelling?

If YES: Can you give any examples of ways they tried to help you”?
Do you think any other members of your family had difficulties with
reading/writing/spelling?

Probe: parents

brothers and sisters

When you were at school can you remember when you first became aware
of having reading/writing/spelling difficulties?

What do you think the reasons were thut you had difficulties?
Probe: Some people think it's because they had trouble with

hearing/eyesight, or missing school through illness or
moving or maybe something to do with school.

What did the school do about it?
How did the school help you?

What are your memories of school like?

Probe: Summarise their memories and ask 'so, on the whole
are your memories of school pleasant or unpleasant?
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Section Four - Future

1. How do you think you'll know when you're ready to leave the class?

Probe: (a) Is there sometning you will have done that makes
you feel 'this is the time'?

(b) When your reading/writing/spelling reaches a certain
level? What level?

(c) When you feel confident?

(d) When your tutor suggests it?

2. Do you think you'll go on to further classes”®

If YES: What?
Why*

3. Since you started attending classes has what you want to do with
your life chan -ed in any way?
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Jection Five - Return to probe

1. Do you think there has been an improvement in your reading/writing/
spelling?

If YES: (a) Why?
(b) Can you give me any examples?
If NO: (a) When you do improve do you think it will change your
life in any way?
(b) Why don't you think you've improved?

(c) Can you give me any examples”

2. Do you think this improvement has changed your life in any way?
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Factual Section

Sex
Age
Married
Job

Length of time attending class/tutor

Thank you for your help. Is there anything you'd like to ask me?
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APPENDIX THREE

Back-up Interviews

Provision was made for eight further interviews to back up the thirteen
original ones, to be conducted. A total of ten students were asked to

participate; there were only two refusals to take part.

Between the arrangement to conduct these interviews and their elicitation
various changes took place in the structursl organization of the college
concerned which meant that there was a redefinition of roles for the
person from whom permission to conduct the interviews was obtained. There
were now, in effect, two people with equal responsibility for running a
department which one of them had previously been running. This change

had caused considerable feelings of insecurity and threat, as well as a
personality clash between the two people involved. The researcher became
a victim of this clash. After four interviews had been conducted in
conditions replicating earlier interviews one of those in charge sought to
conclude the research by suggesting that the students were being co-erced
since '"'nobody could possibly want to talk about her/himself for an hour".
The researcher asked that the person involved accompany her when she met
the student as arranged to satisfy himself that no co-ersion was involved.
When it became obvious that the student was quite happy to participate in
the interview the person became quite agitated and said that it was
impossible for the interview to last for more than thirty minutes. Although
it oroved possible to cover the schedule in this time it was decided that

it would be better to terminate research at this centre.

When these five interviews were compared with those from the initial

respondents, there was no significant variation in the responses of the
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two groups. Since those interviewed had been selected randomly from

those who volunteered to participate (i.e. they were not the first five
to volunteer) it was decided that it would not be necessary to locate a
further centre and conduct more interviews at this stage. The original
thirteen interviews were then taken as generally representative of this

type of student.
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APPENDIX FOUR

Specimen interview transcript

N'B.

Quotations used in the main text are shown underlined.

Student 13

Student 13 is a 37 year old male who has attended classes for 2} years.

w2

Right, the first question is, I wonder if you can remember what
decided you to come for help?

Um, I saw the advert on the television and, er, it was just on the

spot decision. That was it. I just picked up the phone and rung.

Don't a - I don't know why (laugh) couldn't tell why. I'd seen it

before - the advertising on there. And it didn't do anything to
me. But this varticular time I just picked up the phone and rung

the number.

Was it, was it something about the oprogramme do you think?

No, I think I just came to terms with meself you know. I said 'well
I'm going to do it'. I don't think it was anything about the programme
as such that persuaded me. I was just sort of watching it and I
thoaght 'Right I'm going to do it now'. I'd thought about it before
but didn't have the courage, and er, but tais time for some reason 1
just did it and that was it.

What made you watch the programme. Can you remember that?

Un (pl) Yes. I was off work and I had 'flu and I was watching the
horse racing (1augh) and it happened to come on (laugh) either before
or in between (laugh) I didn't put it on specially to watch it at all.

But you had hapoened to see it before?

Yes
Had you specifically watched it before?

No, I'd seen snippets and heard about it, and seen the posters they
did for the libraries - and often stopoed and thought 'yes' and then
changed me mind again, you know, and um. So there was nothing really
from the advertising that made me do it. I was just . = it was just
something I looked at and thought 'Right I'm going to do it' anc that

was 1ite.

Did you used to go to the library then?
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I used to pass the library because the wife used to go to the library
and get out books. And um, I used to attempt. I'd say 'well get me
a book'. 3She used to get me a book and, um, I used to attempt it

and have trouble in reading it to start with. All right if the first
two or three words you knew. You come to the next six you didn't -
you just used to ohuck the book down and put the book away - you know.
Struggling to get to the end of the sentence and, er, Just put it
down then. You just didn't pick it up any more then.

0.X. How did you hear of the scheme?
(p2) Just through the newspaper I think mainly.
You used to read a newspaper?

Yeah3 um (p2) 'The Sun' because it was the easiest one to read. But
knowing the symbol, you know, knowing it I noticed it and, er, mainly
got it from there (p3).

How did your family feel about you joining the scheme?

Er um. Well the wife was pleased you know. Um (p2) That's it mainly
you know. The rest of the family (p2) didn't really know, you know (p2).

Was it reading, writing, spelling or 21l of these you felt you
needed help with?

No, mainly spelling: (p1) and, er, some reading naturally. But mainly
it was spelling. Writing always... you know... I can copy anything
down you know.

Yes

No trouble with the writing at all. But my main thing was the spelling
(p5)

Before you came to the classes can you remember what you imagined it
would be like?

Frightening (laugh) Um. (p3) Not really. I think, um, back to when I
was at school and thinking how that was frightening (laugh). That was
about the only thing that got me nervous - meeting other .eople I
suppose, nervous about it and having to learn. Didn't discuss it -
never discussed it, with anybody in me life. So it was all of a sudden
finding yourself spesgking to other people and realising there was other
people the same as me ... had trouble. And er, I think that was the
main, the main thing at first.

That was how you imagined the students, can you remember how you
imagined the tutor would be?

(p}) Well having had a private tutor at home before I came to the class,
um, I knew exactly how you would be (laugh).

Oh!
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No, you know I knew that I could speak to you about it and not feel
(p2) like I used to feel um, ver, frightened, and frightened to soeak
about it, nervous and sweat (laush) you know. This ... I think this
happens to quite a few you know. Even talking to some of the class

at the moment - the feeling is exactly the same. You get tight inside
and go to pieces completely (p4).

Er, why did you decide you'd like to be taught in a group”

Um, I had a tutor at home for about a year and a half (p2). She - we
both felt she'd done what she could for me at home. She thoaght it
was time I met other people in the same situation in a class. Ani, er,
I felt yeah I would like to try it now having a little bit more
confidence. Yes I would like %o try a class. 4And, er, I went you
know there and the feeling was still there (lauzh) you know, it was
still there (laugh) (p3).

So, do you come to both?

No, I only come here now, er, to the class. Unm, my teacher has just
had a baby so that's taking up most of her time at the moment. But,
er, I find coming to the class and doing the homework and I read a

lot more now than I ever used to... More confident - and I've progressed
from 'The Sun' to the 'Mail' (laugh) which is nice you know. I read
that every day and I also have occasional books from the library.

And, er, I find that, you know, at the moment its enough, with what I
can take in myself, you know. Um, I kaow me tutor sort of had fears I
may get ... have too much coming at me and I may get bogged down e bit.
But er, the amount I'm doing now - feel confident that I can handle
that. Plus working, plus everything else without, you know sort of,
too heavy on me, you know.

Yes
And liable to throw it in 2nd say ... if you know I can't do it.

0.K. fine. When you started - this is not when you started the class,
but when you started going to your individual tutor - what did you
think you wonld zet out of joining the scheme”

(p3) Just the ability to spell. That was my, you know, that was my
QnguihinéfZEW), Really, I didn't, I didn't have, you know, any big
dreams. But just to be able to spell when you're confronted with um,
a form to fill in. Yo just fill it in without panic. That's the

main thing.

Right (p}) Wthen you joined the scheme how long did you think it would
take to reach your zoal”

(p1) I don't think I set myself a time. I knew it would be - you
know, I knew it would take time - take a long time. Um, I didn't trinx
well, a year and I shall be able to do it. I didn't even think of how
long it would take, you know. I just wanted to be able to do it. So

I wasn't worried if it was a yezr or two or three or four. Yo I didn't

think about it at =211 .

5T, how about now?
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(p3) I still, I'm still not ‘Well T want to be able to 4o it by the
end of this year. Just ... Ho ... I haven't, I haven't really thousht

about it in that term Jou kndw, start and finish ;
le I h ! 1] 2
about it like that at all. aven't thougnt

O.K. well this sections about now.

Mmmm
Have your ideas about classes and tutors changed with experience?

Yes, um, I'm certainly not frightened any more. That's the main thing
(p1). I enjoy it, um, the help, talking to other students in the
class, which I find easy now I've got more confidence now than I've
ever had. And I know it's only since I've been doing the scheme - the
confidence. But the confidence has just bubbled out now. Perhaps a
bit too much (laugh) (p2).

That's nice. Are you able to study at home?
Yes. Well when I say yes - when I've got the time, yes, you know.

Yes, well have you got a particular place that you keep where you go
to study?

Yeah. Well it isn't too bad. 3See I've got two living rooms, so you
can be in one room with the television and everything else going on
while you're in the other room by yourself. But the wife helps me
with studying at home.

She works with you?

Yeah, yeah. Well she's around all the time if I need help. Well some
things we do we do togzether you know, go through it together and I
find that helps.

What sort of things? Things you've already done in the class?

Yes things we've done in the class. Things I've done with the tutor.
Un, I got a book what me tutor got. It's an English book and its got
sentences in it and differ .nt words and associaztion with words and
crosswords 8o we sort of work through that. ‘We work on that together.
Specially, the crosswords, you know. Whereas before you'd just look

at a crossword and go 'phew' now I think 'we'll have a go at a crossword
tonight'. We both sit down and we do it and I find that helpe with
spelling, you know. Specizlly, if you're not sure of the middle inrt

of a word and you have the letters set out from the other clues. You
think 'oh yeah' you can see a word fittiung in there which I could

never do before (p3).

How, how often would you say you worked at home? Is it something you
do regularly or just when you have time, or when somebody else tells you?
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Un (p2) I like to try and do it about twice a week which, with coming
to the classes gives me three times a week, you know. B&t sometimes
I'm not always able to. There's ceople knocking at the door and
'What's hapoening?' but I try, you know, a couple of nights at home.

Has coming to classes made a difference to what you do in your spare
time?

(p3) No, I don't think so. Not me spare time. Well, yes, except for
reading. Yeah, reading. I tend to read a bhook now, and enjoy a book
i? its good. Other than that no, vecause I've always had a busy spare
time anyway. So it's just slotted in with whatever else I do (p2).

You don't feel its taking away from your spare time at all then?
No, no (p3)
Can you remember what the last book you read was?

Um, um, Bruce Tully 'The Long Distance Runner'. It was, it was about
running. I like running. I like athletics. I tend to, um ... read
sports books anyway. I like boxing - Henry Cooper naturally (laugh)
um, any sports. Mainly I like so I stick to s»orts books mainly at
the moment.

And is that what your other spare time activities used to tend to be -
mostly sport?

Yeah, mostly sports and growing vegetables (laugh). I suopose that's
a sport as well really. But I don't know (laugh).

A worthy one. Um, since starting tuition are there ways you feel
different either at work, at home or with your mates?

(p2) Yeah. Mainly the confidence you know (p2). That's the main thing
I think you know. Because if you can start to spell now and someone
comes up with a piece of naper in their hand and says 'look at this!
you know you can stand and read it and not make out you can read it
which I did in the past. And I think most people make out they can
read whether they can or not. In that way I think it's helped.

That that's at work, and with your mates that sort of thing would apply?

Yeah
What about home?

Um (p5) I think that now we ... I get the pleasure of writing out the
bills now. I get the cheques now for the bills (laugh) to give me
practice (laugh). I don't know whether it's a good thing or a bad
thing (laugh) But um, (p2) I suppose taking a bit of remponsibility
from the wife. She used to do the bills and writing off for things.
But now I can do it (p2) you know. I think that's the main thing.

So when you first got married she had to do all those sort of tnings
did she?

Yes
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And how did you feel about that?

(p2) /ell I suppose its, um, it was nidden. It was hidden. Tt's
been hidden from way back, from when I can first remember from the
school, you know. You try to hide the feeling you had, and I supnose
because the wife did it and I was glad for her to do it and it was
easy for her to do it, therefore I was hap.y. If it had been the
situation where she can't do it or no she wasn't going to do it,
things would have been different, you know. I don't know, but because
she was willing to do it I thought 'that's good! saves me!' But then
again I'd no need to bother, you know. Um (p1) and so I might have
felt differently about it. But at the time I didn't you know.

30 when you talk about hidden feelings, you mean that you hid the
feeling from yourself or from her or both?

Both I should say I think. I think, everyone, well who I've spoken to
who's been in the same situation as me hides it from theirself (p1).

I think this is the main thing. I know I did until that fateful day
I got on the blower to do something about it. (p1). But it needed a lot
of courage as well. It did need a lot of courage you know and (p1) I
can't say where the courage came from and that I just did it.

You can't remember a particular incident?

No, no, there's nothing sort of sticks in my mind which made me think
'all right I must do this' (p2). For some reason, I don't know
whether I just come to terms with meself (1augh) and just did it. I
don't know.

S0, now what do you think the feel _ng you were hiding from yourself
and everybody else was then?

Um (p3) um (p1) Shame I suppose. It's a funny thing. You have trouble
with reading and spelling and anybody who's never had that problem
don't know the feeling you get. Its, um (p2) it's hard to exnlain.
Un (p5) I don't know the best way to explain it. Um (p4) I suppose
you're basically ... You tend to think that you're comiletely thick
because you can't take something in. And um, you find that somebody
can't add up. They say 'I can't add 2 2nd 2' and people laugh. If
you say you can't spell then t ere's something wrong with you. You
know, they don't want to know you. But if it's arithmetic or you
can't add up 'Oh well, huh, he can't add 2 and 2'and they laugh. But,
er, you know, if you can't write and you're confronted with somebody
standing over you and they say 'can you spell so and so' and you just
don't know, you know, then I think every bit of life drains out of
your body you know. It reaily does you know, you just panic. You
feel yourself panic. You just feel your heart pound, you start to
sweat you know. I don't know, you kaow, other than that (p3).

Now I'd like to look back to your schooldays 0.K.? We're talking

about when you were at school. So while you were at school @o you
think they knew at home that you had problems with your reading and

spelling?

No, no
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They didn't know?

No. Um (p3) Neither my mother or father took any interest at all in
school work. Um, basically you went to school and you came home from
school. Basically other than that I can never remember my father
sitting down and reading to me (p2) you know or even - there was books
around. Yeah ... we always had books around and he read and me

mother and that. But never not once personally did one of them ever sit
down with me and went through a book with me. I've got no recollection
of that whatsoever. 30 I've always had problems, right from the very
first. At school we used to go into the headmistress's class twice a
week for reading. So right from the beginning I had trouble, you

know, and um, I started going to a school when I was four and I can
remember when I was six going into the class and sitting there and
reading a book. I think it was about Bob. I think I can remeuwber.

But um, I always had problems but it was never ... Whether the school
ever told them I had oroblems with me reading or not I don't know. I
certainly never told them. Um, the school reports all used to go

home but whether they used to look or not, I don't know. But I ocan
never remember having any help at all (p1).

You don't know if it was on your school report?

Well, later on at me secondary school yes I knew that was there. Um
"Tries hard could do better in English'. That was about it, you
know. Um. Arithmetic I was always good at, you know, but you know,
um (p1) other than that I can never remember. I can't imagine my
father if he had known not doing something about it. Obviously he
wasn't that, what can I say, interested, but he didn't see I wasn't
reading proper or you know he just accepted that I wasn't reading and
that was it. I don't know.

Mmmm

But I never, as I say, I never had any help. I never had any homework
to take home. Never did homework all the time I was at school.

What, they just didn't give you any or you just didn't do it?

e didn't have any. We just didn't get it. Never. I've never had
to do homework at home. This is at my gsecondary school as well (p2).
Un, I know, well I can always ... it must have been the last two or
three years at school that ... Un ... Thie is when there's forty in
the class you know, and um you'd get a word written up on the board
and they'd throw it out 'Right spell so and so'. You was only asked
once (p1) and that was it. Then you was left you know, and you was

at the back and that's where you stayed. Um, it was only at the first
school they took an interest in our ljearning. I had trouble reading
but certainly I was never helped, never at all in secondary school.

And did it help when you went into the headnistress's to read?
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Um, yes. I can always remember it at the junior school thai I did come
first once in the class. Once. I thinkthe only time in me 1ife. But

I can still remember that you know. So obviousl, it did helo. It diad
help. )

That was after you'd received nelp for reading was it~

Yeah, that was towards, just before I went up to secondar  school. But
from the secondary school no help at all. None at all, and because,
because, of that you tend to sink down and down and down. Yo sit =at
the back and you know, you don't want to be seen. You sort of, you
know you're going to make a fool of yourself, and this is probably one
of the reasons you do it even. You tend to sit in the corner and not
say anything because you didn't want to make a fool of yourself in front
of your mates (p2). Um. And so being in a classroom where there used
to be forty in a class was just one or two in a class and that's where
you stayed. Not like it is today where you know thit a lot more is
done to help children who are b....er, er, a bit backward in reading
and speiling, where the teacher will spend more time with tnose than
the ones w:o are bright - which wmakes sense. But when I was at school
it was the other wa, round. You know if you was good you was all
right, but if you was a bit slow you was left behind. Um.

So what do you think it was varticularly about this sear when you came
first in your class?

(p3) Just the fact of coming first I think. You know, just, you know,
you, you know (p2) you got on with it a bit, I suppose.

Was it a different teacher? Do you think that could have made a
difference?

(pZ) No we had the same teacher right the way throigh (p2). You did
in those days (laugh). It's a bit, it's quite a few syears ago. Too
many years ago (laugh).

Um, we're going back a bit. Do you think other members of your family
had difficulties with reading, writing or spelling®

Un. I think me brother and sister did. Me sister did until she left
school and went to work. Then she secmed to be all right. But, um, I
seem to get bits and pjieces because I t.ink me brother had problems.
Not so bad as me, but I think, when I look now it looks to ue my
sister was one step down, my brother was two and I was three.

Mminm

In the reading and spelling, you Know.

‘What sort of things made you feel tnat? Can you Jive me any exam)les?
(p3) No I think it's just a feeling I've sort of got inside a2 you |
know. I couldn't say anything pacific,(sic) you know, gives me thgt. It's
just 2 feeling. That's how I feel you xnow, or now I felt that taings

were, you know. I can't think of anything that could put it clezrer
than that.
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WWhat about your oarents. Do you think they had difficulties®

(p2) Me father didn't. Me dad's good and when I say good I mean good.
As I say me father, me father always did all the bills and enything to
do with money, and writing. Me dad always did that. But now he's
gone and mwn has to do it and she's coping all right. So basically

she ... it's just while they was together and that was it you know.
Mum's O.K. too.

Yeah 0.K. Can you remember when you were first at school. Can you
remember when you first became aware of having resding and spelling
difficulties? )

(p1) Un (p4) Yes, when I was really about six. I sort of, you kmow,
all of a sudden. I was in the headmistress's classroom for this one
lesson. Just for readins you know, and then I remember all right, I
was having tronble you know. But, um, spelling must have come a bit
later on, you know.

Yeah, how many were there in her room? Can you remember”
(p2) TFive or six (p2)
And how did it appesr? I mean was it like a treat going to her room?

(p4) Yes, yeah. Probably going back to it really it's being in the
same class with children, well grown-ups now, who are having the same
oroblem, knowing that she knew that you had this problem and you
wasn't trying to hide it. I think even then you were trying to hide
it from the other ohildren in the class (p3).

What do you tnink the reasons were that you had trouble?

(p4) I don't know.

Well some veople think it's because they had trouble with their eyesigsht
or missed school through illness or moving or maybe something to do
with school.

No, I had none of these - touch wood. We lived in the same place for
twenty years. Br, 1 only went to two schools, the junior and the
senior school. BEr, I never had any trouble with my eyes or anything.
Un (p2) I alwgys went to school. I can never remember not going to
school. Very seldom played truant (1augh). I used to get a right
hander and it used to hurt (1augh). No, but I can't remember being
weeks or months off at all. I know I was ... Well me brother and me
sister ... well I was the youngest. T went when I was four. They
went when they was five but they run back home. But apparently I went

when I was four and stayed there.

Mmmum

But, er, it wasn't through nissing school or anything like that at
alle

So you don't really know?
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No, no it's a, it's a mystery to me - even now I can enjoy sports. I
can do lots of sports. I'm handy. You know handy jobs I caﬁ do in
the house, you know I mean decorating, cupboards, building, anything
to do> with me hands. Anytning like thst you know. Arithmetic was all
right at school. But it was just um reading and spelling, for some
reason. Obviously to me they're the two that go together - reading
and spelling. The other things was all ri:ht. Handwriting was ali
right. No trouble with that at all (p2). Perhaps if I'd been
encouraged at home it would have helped, like T said. (p3) But other
things at school I managed. o

Mmmm. What are your memories of school like?

Er (p4). Not too bad excest for the English class (laugh). I mean
other than that I wasn't too bad. But there I was. It was forty
words on the board and 'Right look at those. Right spell 'em.' You
know, but my history and geography I like, um, I always got on all
right with those. Naturally games I liked. But the rest of it -
science, biology, I was all right.

What about reading in those subjects? That didn't give you any
problems.

No, I think mainly because the teachers, from what I can remeuber,
went through what you were reading at the time. You know, if you
was readingz a book the teacher would come down and help you over two
or three words. But when you was doing English for some reason you'd
be on your own (p1). You know the teacher wasn't worried about
coming round and seeing if you wgs all right and helping you. You

was on your own and you sStarted to panic as soon as they said 'spelling'.

You know you couldn't do a thing. You just - that same feeling come
up and, um, your heart started to pound and you sweat. A terrible
feeling you know. It's the only time I've ever felt anything like
it before. But as soon as your mind gets to that stage that is it.
It just goes blank completely and what bits you do know goes. This
is it - everything goes (p4).

Fine. Now we're going to look at the future. How do you think you'll
know when you're ready to leave the class?

(p6) Um (p2) Could be when somebody can dictate something from a
newspaper and I can write it down and only make the odd mistake. And
I'd feel that yeah, I've got it. You know I've grasped all the
lessons and the work I've been doing previous.

Mmmm
Something like that where I'm writing something down and I know tuat
I can look at it meself and think 'right, well I've made one mistake

there! and I'd think you know 'Well I tnink I've got it now'. I'd
know then.

Fine. Do you think you'll go on to further classes?

Wwould like to (p2). TYeah, now I would (p1)
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What sort of classes?

Unm (?3) Well, I think I'd like to 2o on and try for O level in
English, I think to prove to myself that I'm there you know. <+hat it
would be for me inner self you know mainly. Where I think, yeah - now

Iive done it (laugh). I think I'd get great satisfaction out of that.
( éuglg !

Good (92) Since you started attending classes has what you want to
do with your life changed in any way?

(p2) No I don't think so, no.

You haven't, um, changed your ambitions about the sort of job you
want for example?

No, no. The job I'm doing I've done for twenty-two years now. S0 1
think I'm stuck with it.

You're quite happy with your job®

Yes I enjoy it. I enjoy it. I always have done you know. Um.
Anything using me hands I enjoy you know. I still get the same
feeling that I've done a good job even now that Thad when I first
storted. To me that's what I meant to do. That's the one I'm meant
to do you know, like you know. Naturally there's been some ,rogress.
Um. I've got me own department what I run. All right, I wouldn't,

I wouldn't like to go right through not doing any work on the bench
because as I say I enjoy it. To me if I started a load of office
and paper work you know. Um, I couldn't do it you know. I'd sooner
be on the bench working.

When you say you couldn't do it, do you mean you could do it but you
wouldn't do it?

Oh, I could, but to me it would be a waste of time. Yeah.

You mean?

For me to sit down and do paper work all day when I could be out there
making something, to me would be a waste of time. Oh yeah, I could

do it but I don't think I would get any gatisfaction out of it. In
fact it wonld drive me to drink, T think you know. I couldn't stand
pei:g stuck in one place, you know, all the time. But give me a
drawing and a sheet of metal and say ‘'make this' well that's fine.

My ambition would be to work in a firm where they do prototypes.

Where you'd do something that's never been done before, you know. I'd
enjoy that where you, everyone's in the same boat and you start off
thinking like, 'well we'll try this and we'll try it this way and

gee if we can do it'. You know, I'd enjoy that. Sometning like that.
I'd enjoy sorting out the problems like that. I would enjoy one offs

you know.

Mmnm
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Well, I'm so used to it. Well I don't know any othe
Terrible isn't it? J r work (laugh)

No, it's not terrible (p1) Do you think there has been an improvement
in your reading and spelling?

Yes

Can you give me examples?

Un (p2) I can write cheques out now (laugh) and cay the bills (laugh).
No things like that really, Um. (p2) I enjoy sitting down reading

now whereas I, you know, didn't enjoy it. Before I couldn't read

or enjoy a newspaper. Whereas before I used to start to read and put

it down. But now, you know, I enjoy sitting down and reading a
newspaper, which to me, you know is fantastic, you know. Well to read
a newspaper (laugh) but to me it'g, you know, it's a hell of a lot (p4).

Do you think this improvement has changed your life in any way?

Really, just confidence mainly. A lot more confidence now. I've always
been a bit (laugh) What can I say? (p3) I think mainly laughing and
Joking started when you had trouble reading and writing and spelling,
you know. You sort of cover it up laughing about it you know. Making
a joke in that sort of wvein.

Mmmm

~ But now, um, the confidence is gushing out of me (laugh) No, well I

prefer it now actually. For me to be sitting here now talking about
reading and spelling. Well three year ago, two and a half year ago,
no way. I wouldn't even have sat here with a taoe recorder or talked
about it at all. So it, you know, it has made a vast improvement.

It certainly helps you to talk about it whereas before you tried to
hide it, you know. Now you come into classes like this. "What are
you doing tonight?" "Oh, I'm going to evening oclasses tonight". '"What
are you doing?'" "Oh I'm doing English". Well for me to say that now
instead of years ago moaning about it at night. I wouldn't even thnink
about a night school because of that filling in a form. When I think
about it now there's orobably lots of things now that I would have
done. You know the different clubs and that I wo.ld have joined
probably. You see I do go now. I know if they give me a form to fill
in I can £ill it in quite easily. But before like, give you a form .ngd
you would shy away like, all the time. See in that respect, you know,
see it's given me that. But, um, I'm (p1) I'm sitting here talking
about it.

Mmmm

I think that's the main thing now. That and confidence. The confidence

in myself and to do it, and to do anything now you know. I just
don't care now, you know. Anything that some along - Yeah ! (laugh)
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I'11 do it! Before I used to you know. "I'm not sure, I'm not
sure about that". But now, Yeah! you know. Probably it's (p2)
I don't know, whait I would have been like if I'd done reading and

spelling at school (laugh) I would have been terrible. I'm bad
enough now. I'd think I'd be worse.

Thank you. That's nice. I've been asxing you all these questions.
Is tiere anything you'd like to askme?

(p3) No I don't think so (laugh). Not really, no.
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Table One shows responses - btained during interviews with thirteen

students, taught by the interviewer. Interviews conducted

Feb/April 1980).

Table Two Replies to each question are given individually.

N.B. The total may not be 13 in every case as sometimes respondents
gave two reasons in an answer.

KEY

scl school

c confidence
sp spelling
r reading

w writing

pron  pronunciation
J yes

n no
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APPENDIX FIVE

General grid findings

The elements for the repertory grid were designed so that some other
relevant information could emerge, in addition to the elements >revious,

present and ideal self.

Two groups, those w.o exp:rience liter=cy difficulties and th se who do

not, were considered important and theywere included as two elements:

'PEOPLE WHO FIND READING/WRTTING/SPELLING HARD' and 'PeOPLE WH. FIND READINQ/
#RITING/SPELLING COMES EASY'. It was felt that if respondents tended to
polarize the two groups this may indicate an unrealistic appraisal of those
with and without literacy difficulties. It was also considered useful to
observe how closely the respondents rated the »revious self and the group
with literacy difficulties. It was felt that if they did not identify
closely this may be a factor in their feeling able to come f~rrward for
tuition. There was very little polarization in either of the two samples.
In the second sample 11 grids out of a totel of 49 grids showed polarization,

suggesting that most respondents construed the groups in afhirly realistic

wWaYy .

Whilst most respondents viewed themselves negatively orior to tiition and
saw themselves closely resembling the group '¢EOPLE WHO FIND READING/
WRITING/SPELLING HARD', the identification was not uniformly close. However,

it is only possible to speculate whether this was a factor in theircoming

forward for tuition.

Most respondents identify a close match betw en the ideal self and the

group 'PE/PLE WHO FIIND READING/WRITING/SPSLLING COMES EASY'.
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The element 'Mi WITH STRANGERS' was inciuded to try to establish how the
respondent felt in day to day encounters with people who we-e neither
workmates, friends, family or acquaintances. No clear pattern emerged

for either sample.

The relationship with the family was divided into two separate elements:

"ME WITH MY PARTNER', 'M= WITH .Y CHILDREN!'. The reason for this, as

stated earlier, was because during the interviews it became clear that

some respondents ware inhibited by the thought of their children discovering
their literacy difficulties. A small minority of the first sample did

not have children. In the second sample of 49, 29 did not have children.

In both samples respondents with children tended to give positive ratings
for this element, but those wi.h older children included more negative
ratings. This may be due tn factors other than fear of the children
discovering the parents literacy difficulties (as in tiae interviews ), Such

possible reasons were not probed as they are outside the range of this study.

In the first sample under half of the resypondents did not have partners. In
the second sample 17 respondents did not have partners. Those for whom

this element was relevant gave generally jositive ratings. There were only
three exceptions to this. Grids 3 and 10 gave only negative ratings and

grid 16 only gave 3s.

These high ratings are perhaps surprising, but it may reflect the pattern
which emerged from the interviews. This snowed th © respondents had
received positive encouragement from their partner; this may be an

indication of a generally positive relationship.

The element 'ME AT WORK' was given a variable rating. Io cle=r pattern

emerged. Some enjoyed thelr work, others did not. 1In the 3econd sample
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31 respondents included positive ratings (4s or 5s) and only one grid (15)

elicited only negative ratings.

The element on the grid which received the most consistently neg.tive
ratin:s from all respondents was 'FILLING IN FORMS/APPLYING FOR JOB3!'.
These situations are demanding of literacy skills and this negative finding
is unsurprising. Where any positive ratings were given they tended to

be on the constructs 'STICKS AT TAINGS/GIVES UP' and 'REME.BIRS THINGS/

DOESN'T REMEMBuR THINGS.

The elements previous, present and ideal self are discussed in det=il in

the grid chapter.
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Number
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4
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3
24
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11
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12
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4 50 50

- x1li -

+4
38
15
34
38
31
26
30
31
28
26

45

14
37
34
44
25
24
26
41
3
33
34
22
16
35
43
42
30
43

23
27

24
29
33
24

19
27
24
25
13
19
26
20
16
16
16
27
29
15
29
28
16
34
35
31
25
23

23
30

31
27
33
24
15
19
24
18
24
27
18
28
25
13

44

28

W =3 O 0w

A~ =2 O N @

22

14

14
12

10
16
15
10
23

A

=1

H 2 =

2 R

=

IU

I0
M
M

=3

IU
IU

-

U

=

[

-
e

M

N
W

N

Lod
“

<o

Ny ta) V]
N

()
L



Lengtn

Closeness ¢ shift

3 o? between towards
on % Age TR gresent/  idean
self I P SN A NE3
48 F 40 1% 50 43 3 2 21 11 gy
1 35 1% 50 50 30 24 18 14 13
38 F 55 2 46 43 29 30 30 21 U Y
7 M 53 1 46 18 39 37 36 22 M Y
28 i 33 1 46 25 25 23 33 14 I Y
42 M 30 3 46 29 25 32 30 17 N Y
32 Mo 19 15 42 25 29 43 34 14 10 Y
15 1 34 3 42 39 3029 34 20 K}
45 M 17 1 42 3 32 26 23 13 1S
50 F 31 1 42 21 39 6 17 10 M
2 M 32 2 39 25 3230 13 14 IS Y
36 F 24 1 39 18 45 35 43 19 IS Y
34 M 25 1 39 25 43 24 29 13 M Y
18 M 22 4 39 11 28 21 29 13 i Y
29 M 24 1 39 3 28 30 24 1s Y
8 F 24 1 35 0 18 31 22 11 M Y
52 F 45 1 35 35 38 40 33 14 M N
10 F 44 3% 21 21 26 39 32 19 I3 Y
KEY
I = Internality )
P = Powerful Others ) on Levenson's IPC Scale
C = Chance )
N = Neuroticism as measured by Eysenck's P.I.

A = Attribution for literacy failure given on self report guesticns.

B = BExternal

M = Mixed

IT
IS5

it

Internal Unstable

Internal Stable Global

. ﬁ/i
NEG= continuing negative .erceptions of self \Yeb/ﬂo)

R = Dominsznce score for Levenson's IPC {see statistics ch- t->
. \
for ful: exvlanation,

N.B. Jtudents irran_ed in order to closeness of thne 1 sent self %o
the ideal self.



BIBLIOGRAPHY

Abrams, J.C. (1969) Further considerations on the ego functioning of the
dyslexic child - a psychiatric viewpoint. In 3Spache,
Gev. (Ed.) Reading Disability « Perception. Proceedings
of the 13th Annual Convention of the International Reading

Association. Newark, Del: International Reading
Association 1969, 13(3), 16-21

Abrams, J.C. (1955) 'A gtudy of certain Personality characteristics of
n?n-readers and achievers'. Unpublished doctoral
dissertation, Temple University.

Abramson, L., Seligman, M.Z.P. and Teasdale, J. (1978) Learned Helplessness
in Humans: Critique and Reformulation. Journal of
Abnormal Psycholozy, 87, 1, 43-74.

Abramson, J., Carber, J., and Seligman, M.:.P. (193)) Learned Helplessness
in Humans: An Attributional Analysis in Garber, J. and
Seligmen, #.E.P. (Eds.) Human Helplessness: Theory and
Applications. Academic Press, London

Adams-Webber, J.R. (1970) 'Elicited versus provided constructs in repertory
grid technique', Brit. J. iled. Psychol. 43, (1979)
349-54.

Athey, I. [1976) Reading Research in the Affective Domain in Singer, H.
and Ruddeli, R. (®ds.) (1976) Theoretical Models &
Processes of Reading (2nd Ed.). International Reading
Association.

Athey, I.J., & Holmes, J.A. (1969) Reading Success and a Personality Value -
Systems Syndrome: A Thirty-Year Then and Now Study at
the Junior High 3School Level. U.S. Oifice of Education,
Contract No. 5-248, Bureau of Research, No. 5-8027-2-12-1,
1969 (pub. by University of California Press, 1969).

Backer, J.C., Wooden, 5., lullex, D. (1977) 'Individualized, success oriented
instructions in achievement and self concept of first
graders'. Perceptual and Motor 3Skills, Dec. 1977, 45
721-722.

Badwal, B.S. (1959) A study of the relationship petween 2ttitude towacds
school and ac.ievement: sex and grade level. Jiss._rt.

Abstr., 30, 6-A, 2366.

Bannister, D., and Bott, I (1970) personal communication as quoted in:
Baanister, D., and Fransella, r. Inguiring Man. The
Theory of Personal constructs. Penguin

=

! 1 i It my -
Bannister, D. and Fransella, (1971) Inquiring iian. The Theory of
Personal Constructs. Penguln

Barmister, D. and Mair, J. M., (1968) The dvaluation of P-rsonal constructs.
’ ¢ B
Academic Press

Barrow, +.(1977) ‘hat Adults lead - Implication, for —iter.cy in -foyls, J.
’ ) (Qd_) 1977 Pers.ectives on aadlt Liter:>v. T la




3ezy, HoI., Van = -oren, %.\dteisguth, acPey Hyman, B.A., and Leckie.
(1959) Class differences in maternal teacai..
strategles and speech patterns. Develqpmentai
Psychology, 1969, 1, 726-734.

Beebe, J.U. (1972) self concept and achievement among elementary studants
19 an experimental program. Unpublished doctoral
dissertation, University of North Dakota.

Bentovim, . et al (1974) A Right to Read. B.i.3.

Berger, a. (1968) 'Identity, confusion and reading instruction'. Journal
of the Reading Specialist,1968, 7, (4) 17:-174.

Berretta, 3. (1970) 'Self-concept development in the reading srogram.'
Reading Teacher, 1970, 24(3) 232-238.

Best, F. & Stern, B. (1976) Lifetime Distribution of zducation, #ork and
Leisure: Research Soeculations & Poiicy Implications.
#ashington D.C. Inst. for Z&d.

Blackham, G.J. (1955) A clinical study of the personality structures
and adjustments of pupils underachieving and over-
achieving in reading. Unpub. doctoral dissertation,
Cornell University.

Blodgett, H.C. (1929) !'The effect of the introduction of reward upon
maze behaviour in rats. Univ. Calif. Publ. Psychol.,

4, 113-34.

Bormuth, J.R. (1973) 'Reading literacy: its definition and assessment'.
Reading Research Quarterly, Vol. 9, FNo. 1, pp. 7-66.

Boyce, V., Milton, et al. (1970) The Lffect of Adult Basic Education on
Selected Non-Cognitive Attributes. Paper pres:nted
at the Adult Education Research Conference, Minneapolis,
Minnesota, Feb. 27-28, 1370.

Brucklin, P.il. (1963) Self-related concepts and aspiration behaviour
of achieving readers ani two types of non-achieving
readers. Unpublished doctoral diss:.tation. Temple
University.

Bruce, P. (19958) 'Relationship of self acceotance to other variables with
sixth grade children oriented in self understanding.

J. Bduc. Psychol., 49, 229-27.

oA i e
Bruner, J.3., & Goodman, C. (1947) 'Value and need as Srganlzlno’fact9r§‘
in perception'. J. Abnorm. Soc. Psychol., 42, 33-il.

Bullock, Sir A. (1975) A Lenguage for Life. Report of a Committee of
Inquiry under the Chairmanship of A. Bullock. H.i.5.0.

Burns, R.B. (1979) The self concept, in theory, mezsurement, develorm:-at

ani bhehaviour. Longman.

- xliv -



Butkowsky, I.3., % ¥illows, D.i. (1979) Learned delolessness in
Chlldre? with Reading Yifficulties. Paper presented
at the AERA annual meeting. San Francisco,LCalif.

Caplan, il.D. (1969) I'The relationship between self conceot ani academic
achievement.' J. exp. Zduc., 37, 13-15. _

Carsetti, Janet ,1978) 'Self-concept and the self-fulfilling prophecy!'.
Reading News (Newsletter of the College Readiné
Association) 3ept. 1978, 7, 1.

Carter, J., Jr. (1964) A descriptive analysis of the adult adjustment
qf persons once identified as disabled readers.
Unpublished doctoral disse_ tation, Indiana University.

Chang, T.3. (1976) 'Self concepts, academic achievement and teacher
ratings'. DPsychol. in Schools., 13, 111-113.

Charnley, A. H. (1978) Aims and Achievements of Adults in Remedial
Literacy Schemes: with sjpecial reference to
Cambridgeshire. Ph.D., Leicester University.

Charnley, A.H. & Jones, H.A. (1979) The Conceot of Success in Adult
Literacy. Huntingdon Pub. Ltd.

Charnofsky, S. (1971) Zducating the Powerless. Jadsworth Pub. Co. Inc.,
Belmont, Calif.

Cohen, L. (1976) Bducational Research in Classrooms and Schools: A
Manual of naterials and llethods. Harper « Row,

Cohn, M. « Kornelly, D. (1970) 'For better reading - a more positive
self image'. Elementary 3chool Journal, 1970, 70(4),
199-201.

Coleman, J.3. (1966) Ruality of tducational Covortunity. Washinzton D.C.:
U.S5. Government Printing Office.

Cooley, C.H. (1902) Human Nature & the Social Order, New York: 3sribners.

Coopersmith, S. .1967) The Antecedents of Self wssteem. 3an Francisco:
Freeman.

Crandall, V.C., Katkovsky, #., . Crandall, V.J. (1965) Children's belief
in their control of reinforcement in intellectual
academic achievement situations. Child Develo ment,

1965, 36, 91-109.

Cummings, R.N. (1971) A study of the relationsaip between self-concepts
and reading achievement at third-grade level.
Dissert. Abstr., 31, 1-4, 5195.

Cunningham, Phyllis. M. (1973) The Zffects of 3elf Esteem and Perceived
Urogram Utility on Persistence and Cognitive
Achievement in an ABE orogram. Ph.D. Univ:rsity of

Chicago, June, 19723.



Davidson, C.V. (1,72) Xnowleige, 3kills x attitudes which tie ABE
shoald fossess. In Brooke, ... (Ed.) ABE.
Book of Readings. Ir:e ~’ress, Toronto.

Teacher
A Aesource

Jiener, C.I., & Dweck, C.3. (1978) An analysis of learned helvlessness:
continuous changes in nerformance strategy,‘ani
achievement cognitions following failure. Journal
of P2rsonality and Social Psychology, 1978, 36, 451-462.

Diener, C.I. & Dweck, C.S. (in press) An analysis of learned helpless: II

The processing of success. Journal of Personality and
Social Psychology.

Dweck, C.S. (1972) The Role of eXpectations and =ttributions in the
alleviation of learned helplessness. Unpub. doctoral
dissertation, Yale University.

Dweck, C.3. (1975) The role of expectations and attributi ns in the
alleviation of learned helplessness. Journal of
Pergonality and Social Psvchology 1975, 31, 674-685.

Dweck, C.S. & Goetz, T.E. (1977) Attributions and learned helplessness.
In Harney, J.H., Ickes, W. and Kidd, R.F. (Zds.) New
Directions in Attribution Research (Vol. 2) Hillsdale,
N.J. Lawrence Erlbaum Aissociates.

Dweck, C.3. & Reppuceci, N.D. (1973) 'Learned hel.les :ness and reinforce-
ment responsibility in children'. Journal of Personality
¢ 3o0cial Psycholosy, 1973, 25, 109-116.

Entwisle, D.R. (1971) 'Implications of language socialization for reading
models and for le:rain: to read'. Reading Research

uarterly, 1971 (Fall), 7(1), 111-167.

Epstein, S. (1973) 'The self concept revisited: or a theory of a theory'.
Amel’- PSJYChOl. ) tha.y, 404‘16.

Erikson, E.H. {1350) Childhood and Society. New York: HNorton.

Erikson, E.H. (1959) Identity and the life cycle. In Klein G.3. (=d.)
Psvchological Issues, New York: Basic Books, 18-171.

Eysenck,H.J. (195 ) Manual of the liaudsley F:.rsonality Inventory. Univ.
of London Press.

Eysenck, H.J. (1960) The Structure of Human P2rsonality. ilethuen, London.

iysenck, H.J. & Eysenck, Sybil, B.G. (1964) The Eysenck Personality
Inventory. University of London Press.

Farnes, N.C. (1973) Reading ~urovoses, Comﬁrehegs%on &‘the Tge of Jontext,
PE. 261, Units 3 & 4, Open University.

Farr, R. (1969) Heading: #What can be measured? Internationzl Rezding

Lasociation.




Feshbach, N.D. (1975) Some interpersonal factors associated with
successful and problem readers. Paper pressntz1 at

th§ annual meeting of the Society for Research in
Child Development, Denver, Colorado. 1975.

Fillmer, E.T., Busby, W.i. & Smittle, P. (1972) 'Visual rerception
and self concepts: new directions in ;eading'.
Journal of Reading Behavior, 4(3), 17-20.

Fitts, W.H. (1965) Menual: Temmessee Self-Concept Scgle. Nashville
Tenn.: Counselor Recordings and Tests. ’

Fransella, F. (1970) 'Stuttering: not a symptom but a way of life'.
Brit. J. Disord, Communic. vol. 5, 22-9.

Fransella, F. & Bannister, 0. {1977) 4 Manual for Repertory Grid
Technioue. Academic ~ress.

Freire, Paulo (1970) The Political "Literacy" Process - an Introduction
Geneva.
(1972) Pedagogy of the Oppressed. Miadlesex.

(1972) Cultural Action for Freedom, Penguin.

Frost, B.P. (1965) 'Intellig-nce, manifest anxiety, and scholastic
achievement'!. Alberta Journal of cducational
Research, 1965, 11, 167-175.

Gazin, E. (1980) An investigation of some environmental and educational
factors contributins to restricted literacy in
acults attending Leeds literacy scheme classes.
unpub. M. Ed. thesis, Leeds University.

Goodacre, E.J. (1968) Teachers and their Puvoils' Home 3ackground. s3lough:
National Foundation for Zducational XResearch.

Goodman, K. (1969) Reading: A Psvcholinguistic Guessing Game.
International Reading Association.

Gorman, T. (1976) Needs 4nalysis as a basis for the preparation of
materials to teach functionzl literacy. Unpub.
manuscript quoted in Xedney, R.J. (1977) Adult
literacy: needs, aims and objectives in Moyle, D.
(Ed.) (1977) Persoectives on Adult Literacy. U:2R4.

Gormen, T. (1979) Survey of attainment and oro ;ress in adult literacy
schemes. Report submittel on behrlf of N.F.Z.R. to

the D.®.3. July, 1979.

Griffiths, A.N. (1971) '3elf Concept in remedial work with dyslexic
onildren'. Academic Therapy, 6(2), 126-133.

Groff, P.J. (1962) 'Children's attitudes toward reading and tneir
critical avilities in four content tyoe mater}a%s'.
Journal of Zducational Research. 1962, 59, 313-317.

- ivii -



Hallock, G.A. (1958) Attitudinal factors affectinz achievement in

reading. Jnpub. doctoral disscrtation, Wayne state
University.

Hand, 3.E., .uder, William H. (1977) Personality Factors which may
interfere with the Learning of Adult Basic Education

Students. Paper available from Florida State "niv.,
Tallahassee.

Harris, L. & associates Inc. (1971) The 1971 Reading Difficult; Index:
A Study of Functional Reading Ability in the U.S.
for the National Reading Center. National Reading
Center Foundation, Washington.

Haviland, .M. (1973) Provision for Adult Literacy in England.
Dissertation, 3cho)l of Ed., University of lassachusetts.
1973, oub. in part as Survey of Frovision for Adult
Literacy in England, School of Ed., University of
Reading, 1973.

Healy, A.K. (1965) 'Effects of changing children's attitudes towards
reading'. Elementary English, 1965, 42, 269-272.

Hedges, R.E. (1971) An investigation into the effects of self-directed
photography experiences upon self-concevt and reading
readiness achievement of kindergarten children.
Unpub. doctoral dissertation, Syracuse University.

Herbert, D.J. (1968) 'Reading comprehension as a function of sclf-conceot'.
Percevtual and Motor Skills, 27, 78.

Hiroto, D.3. & Seligman, il.E.P. (1575) Generality of Helplessness in Man.
Journal of rPewrsonality and Social Psycholozy 1975,

31, 311-327.

Jackson, R. (1972) 'Building reading skills and self conceots'. ieadin.
Teacher, 25(8), 755-753.

Jackson, L.A. & Larrance, 0.T. (1979) Is a 'refinemsnt' of attribution
theory necessary to accommodate the learned helnlessness
reformulation? A critique of the reformulation of
Abramson, deligman and Teasdale. Journal of Abnormal

Psycholozy, 1979, Vol. 88, Wo. 6, 631-682.

James, W. (1890) Principles of Psychology, New York: Holt.

Jones, H.a. x Charnley, A.H. (1978) Adult Literacy, a stuiy of its
imoact. National Institute of Adult >ducation.

Joubert, C.E. (197%) 1fultidimensionality of locus of control anx th-
Sysenck Personality Inventory. rsycholozical
Reports, 1978, 43, 3133.

. s . -~ “1
cofer, C. (19}6) 'Reasoning as a1 assoclzative process’,

Judson, 4. & :
Psychol. Ren. 2, 469-76.

- lviil -



Kedney, 1.J. (1977) Adult Literacy: new=ds, sims 2 objectives. In '5s1o
e A |

tarla. D " o on Lo ;
doyle, B. (Hd.) Pers,zctives on adult _itorass. Gro..

. oiaaa e

Keen, T.R. (1979) Peda_ogic styles in physics education: an-atsitude
scaling =ni repertory grid study. Ph.D. Thesis,
Open University.

Kelly, G.A. (195)) The Psychology of Personal Constructs, Vols. 1 x 2,
Norton.

Kelly, G.A. (1963) A Theory of Personzlity: The Psych;lozy of Personal
Constructs, Norton.

- » YA . !

Ketcham, C.A. (195) Factors in the home backgro.nd and re:jer self-
concept which relate to reading achievement. n ub.
doctoral dissertati :n, Lehigh University.

Klein, D.C. & Seligman, M.E.P. (1976) Reversals of performsnce deficits
and perceptual deficits in lez med helplessness and
deprzssion; Journal of Abnormal Psychology, 1.76, 89,
11-26.

Kline, P. (1966) 'sxtraversion, neuroticism and academic performance
among Ghanaian university students'. British Journal
of Bducational “sychology, 36, 2, 92-94.

Krim, L.F. {1968) Underachieving readers in an elementary school summer
reading improvement program: a semantic differential
measure of their change in attitude towards school,
self and aspiration. UnDub. doctoral dissertation
Univ. of Denver.

Kubo, Y. (1933) 'Judgements of chzracter traits in self and others'.
Jan. J. Aopl. Psychol., 1, 105-116.

La Belle, T.J. (1970) \ititudes ana academic achievement among male
and fenzle Anglo and Spanish American fifth grade
students. Dissert. Abstr., 31, 4, 1624-A.

Lamy, i.#. (1965) Relationship of gelf-pzrceptions of early orimary
children to achievement in reading. In Sordon, I.J.
(Ed.), Human Jevelooment: Readlngs in nesesarch.
Chicago, 3cott Foresman.

Landfield, A.W.~(1971) Personal Construct 3ystemns in rsychotherapy.
Rand McNally.

(1971) The effescts of cowmselling on ret .r~ded resders.

Lawrence, D. (
Zducational Research 13, 2, 119-120.

Lawrence, D. {(1972) Counsellin: of ~>tarded readers by non-profession-1s.
ducatioaal Research 15, 1, 48-54.

dd T h O 1lin-. Yara Lock
Lawrence, J. (1973) Imoroved Readinz Throigh Counsellin

Sdncational.

- lix -



Lecky, P. (1945, Self Consistency, New York: Island -ress.

z
-

Lefcourt, H.ii. (1980) Personality and locus of control. In Garber, J

Se%igman, WeE.P. (Eds.) Human Helplessness Theory
ané Applications. Academic Press.

Lefcourt, Herbert, . (2d.) (1931) Research with the Locus of Control
Construct, Vol. 1: Assessment Methods. Academic rress,

Lefcourt, H.i., Von Baeyer, C.L., Ware, d.B., % Cox, u.J. (1979)
'"The multidimensional - multi-attributioned causality
scale: The development of a goal specific locus of
control scale'. Canadian Journal of Behavioural
Science, 11, 286-304.

Levenson, H. (1972) Distinctions within the concept of internal-external
control: Development of a new scale. Proceedings
of the 80th Annual Convention of American Psycholosical
Association, 1972, 261-262.

Levenson, H. (1981) 1Differentiating among internality, powerful others
and chance', in Lefcourt, H..0. (Ed.) Research with
the Locus of Control Construct, Vol. 1, Assessment
“ethods. Academic Press.

Lockhart, H.M. (1965) Personality and reading readiness. Illinois
School Resesrch, 2, 9-11.

Lumpkin, D.D. (1959) The relationship of self-concept to achievement in
reading. Unpub. doctoral disscrtation, University of
Southern California.

Lynn, 2. & Gordon, I.z. (1961) 'The relation of neuroticism =2ni extra-
version to intelligence and edicational attainment'.
British Journal of Bducational Psychology+ 31, 2, 194-293.

Mace, J. (1979) Working with Words, Literacy peyond School. Writers and
Readers Publishing Co-operative in association with
Chameleon.

Mace, J. (1975) Blaming the victim. Times 4. Supp. (London), 3131, 18-3.

Mahieu, Rene (1969) Speech siven at meeting of experts on the Experimental
“orld Literacy Programme, UNESCO. Paris 1969.

Mair, J.M.H. (1970) tPsychological problems and ciga?ette smokinz'.
J. Psychosom. Res., vol. 14, 277-563.

; B. ( P sed inz disabilities, in the

Malmquist, L. 1958) 'Factors relased to reading i , in :

* ’ k first rrade of elementary gchool'. dtockhola otudlgs
in Zducational Psychology, No. 2, Stocxholm: Almquist

and Wiksell.

—of-achiev=nent
langieri ., & Olson, He D. (1977) 'Self-conce t-of-acnievensn
Mangiert, John N ability’andnggaiing proficiency of black and white

3 \ al m ~
nales in an adult_educstlol cv Ts€ 4 The Jo.rn2l of

- ; v [
Ne o &d:cation, rall Tis 40, 450=4C




Martin, Larry 5. (1978) 4 Descriptive Study of the Psycho-social
Sharacteristics of AJB.E./A.3.Z. Students. . op
osregented to the Annual Adult zducational Reséééch
Conference (San Antonio, Texas, April 5-7, 1973).

Maslow, A.H. (1954) llotivatisa & Personality. Haroer & 3ros., New York.

Mason attwood, H. x Ellis, J. (1971) The Jonceot of leed: An Analysis
for Adult Education. Adult Le.dersiip, p. 210.

Mexwell, M. (1971) 'The role of attitudes and emotions in changing

reading and study skills behavior of college students!,
Journal of Reading, 14(6) 359-364, 420-:20.

Mead, G. (1934) Mind, Self and Society. Chicago: Univ. of Chicarzo ‘ress.

Merrit, J. (1975) 'Status Illiterate, “rospects: Zero! in Kedney, R.
(Ed.) The Adult Illiterate in the Community, Bolton
College of Ed. (Tech.) p. 27.

Miller, W.H. & Windhauser, E. (1971) Reading disability: tendency
towards delinquency. The Clearing Ho se, 46(3),
133-187.

Milner, E. (1963) 'A study of the relationshio between rezding readiness
in grade one school c..ildren and »Jatterns of »arent-
child interaction'. 62nd Yearbook of the National
Society for the Study of Education, Chicago: “niversity
of Chicago Press, 1963, 108-143.

Mitzel, A. (1966) The Functional Reading Word List for Adults. Adult
sducation, U.S5.A. ‘

Morelli, G., & Morelli, R. {1972) Irrationality and multidimens-onal
locus of control. Psycholosical Reports, 1979,
44, 1001-1002.

Morelli, G., Krotinger, H., ’: Moore, S. (1979) Neuroticism and Levenson's
Locus of Control Scale. Psycholojical Reports, 197%

44, 153-154.

Moyle, D. (1977) Assessment & Diagnosis.In lioyle, D. Bd.) Parsoectives
on Adult Literacy. UKRA.

Moyle, J. (1977) Adult Literacy Tests. =dge Hill Coll. of Higher Bd.

Murphy, R.G. (1973) Adult Functional Reading Survey, T.3. Jest. of
Health, Ed. & Science.

Murphy, R.T. (1975) Assessment of Adult Reading Competence-lnﬂﬁeilsgn
D.f. % Hjelm, H.F. (Eds.) Reading & Career Isdaczation
Wewark, Del. International Reading Association.
pp. 43-47.

McDermott, R.P. (1974) Achieving School Failure: 4n Anph;ogo;o:igal
approach to Illiterucy « Soci:l otratlfloazlan:;n
5pindler, G.D. {(2d.) 1¢74) .ducztion Julturai Jricess
4olt, Rineh:rt « Jinston, Jew T




nlacFarlane, T. (1977) The use of real-worla reading tests
literacy orosrzines. in oyle, 0.
on Adult Lit-=racy. UKRA.

n 23jult

/ey
g JOF T IN - -
\ ul-) I2r30eCT1lves

McNally, J. . Murray, N. (1962) Keywords to Lit:racy. The Schoolmasters
L)u.b L] CO *

Nash, R. (1973) Classrooms Ubscsrved. London: Zoutledge and Ke.-an :aul.

Neave, H.R. (1978) Statistios Tables. Geor.e Allen, Unwin.

Neville, D., Pfast, P., % Dobbs, V. (1967) 'The relationshiy between
test anxiety and silent reading gain'. American
Sducationzal Research Joarnal. (1967), 4, 45-50.

Nicholls, John G. (1979) 'Development of serception of own atteinment
and causal atiributions for success an? failure in
reading'. Journal of Educational Psychology, Feb.

1979, 711, 94-99.

(The)Open University (1974) MOT 241 14, 15 & 16. Statistics - An
Interdisciplinary Approach. The 0.U.P.

Padelford, W.B. (1969) The influence of sociosconomic level, sex and
ethnic background upon the r2lationshir between readin:
achievement and self-concept. Unpub. doctorsal
dissertation, Univercsity of California at Los Anzeles.

Pacheco, A.D. (1964) Anxiety and reading achievement in sixth grade
children. Un ub. doctoral dissertation. Colorado
3tete "niversity.

Palardy, J.M. (1969} For Johnny's Reading 3ake. Reading Teach.r, 22(8),
720-724.

Persell, C.H. (1977) Educztion & Inequality. N.Y. Free Fress.

Peter, Sister . (1963) The role of intelligence, personality and
gselected psychological factors in remedizl reading
progress. JUnoub. doctoral dissertation. University
of Hochester.

Phares, &.J. (1976) Locus of Control in Personality. Morristown, N.J.:
General Learning.

Phelps, R.E. (1967) The measurement of manifest anxiety in young children
and its relationship to later reading acilevement.
Unpub. doctoral dissertation. University of
Connecticut.

Pigge, F.L. (1970) 'Children and their self concents', Childh. =duc.,
47, 107-3.

. . e e o meaas
Pope, M.L. (1973) Constructive Alternatives in 2duc:tl a. h.J. Tnesis,
* .
Brunel Univevsity.



2ct P3ycholc o oand

ion. acalznic Press.

-~ I - /o~
Pope, ii.L. % Heen, T.R. (1221) Person:l Cons*

Powell, W.R. {1977) Levels of Literacy. InD. loyle (197 7) (Zi.;
Pe-spectives on Adult Literacy. wi3a.

’

. - > \ - .
Procuik, T.J. & 2reen, L.J. (15975} Defensiv: exte mality and its
r2lztion to ac2demic serformance. Joarnal of
oy N I P S ST ™ -
Personzlity and Social —Zsycholozy, 1975, 31, 5

2-556.

”
+

Purkey, W.W. (19792) 3elf Jonceyt sn: 3chool Achievement. Znglewooi Clifrs,
N'Jt H Prentice—};all.

— .y - / 4 Ay . .
Zlutchik, 2. (1968, 1%{4/ Foundations of experimental research. Harper
& Row Publishers, New York : Lonion. -

Radeliffe, C.J. (1976) Adult I.literacy: Tayside, Unpub. dissertacion
Jundee College of =d.

Ravenette, A.T. (1978) The 3ituation Grid: A Further Jeveiopment in
Grid Technigues with children. Unpub. manuscrint.

Ravenette, aA.7. (1977) Psycholo ical Investigation of Children and
3 R - .
Youn; People. In Bannister, J. (Ed.) New Pers ectives
™~

in Personal Construct rsycholo . scalemic Press, 1277.

5

eech : Jriting. In Singer, ¥. &
) Theoretical liodels and
Processes of Readingz. International Reading Associati 'n.

Reed, D.W. (1970) A Theory of Lengnag

O

. AN - . - . - .
Rist, R.C. (1977) On the relations among sducational paradigns: from Jdisiain
to detente. In: Anthropology and Lducation Quarterl. .

3, 1977, 42-49

Rogers, C.R. (1931) Client Centred Therapy, Boston: Houghton dfflin.

Rog=rs, C.2. (1959) 4 theory of therapy, osersonaiity and interpersonal
‘relati '1ships =s developed in client-centred framework.
In Koch, 3. (8d.), Psychology: A 3tudy of a Science,
Vol. 3, We: Yorx: IilcGraw-dill.

Roberts, Janet (1976) Harra s Handbook for Literacy Tutors. darra2o = Co.

Roth, ». & Bootzin, d.A. {1974) Zffects of experimentally inducedi expectancies
of external control: in investigation of learned
helolessness. Journal of fersonality & Sociael isycholo 7y,

1974, 29, 253-C54.

Rotter, J.B3. (1966) Generalized ex.ectancies for internal versus
control of reinforcement. Psychol. lionozr., 3J,

Rubin, Rosalyn s. (1273) Stability of self estesn ratings and their relation
to acolemic echievement: a longitulinal stady.

Psycholozy in the schools, July 1278, 15. 437-133.

S
v
jau

; 39S a 13217 osteon
Rubin, Rosalyn 4., Dorle, Jeinne, 3ndid e, Susanne (1177) ?eli ﬁylt :
an?! school porformance’.  Psyeholo 1 17 tn: 2772002 ¢

Oct. 1977, 14, 5D23-3227.

- -



yle, 4. (1975) Frames and Cages: The Re ertory Sri. i

: : 3 roacn tc
Human Understanding, Sussex ‘aiversity

o FUR, ~
Ire33 1;4,/

Ryle, A. % MacDonald, Janet (1977) 'Res) nses tu reading as erceiv-d
by boys with and without specific reinng ietaéda%ign
and behavioural disorders: A repertory grid study.'
Journal of Child Psychology « Psychiatry « Allied
Disciplines: 1977 Sept. Vol. 18(4) 123.737.

Savage, R.J. (1966) 'Personality factors and academic at” ainment in
Junior school children'. British Jo rnal of Sducat: cnal

Psychology, 1966, 36, 91-92,

Schwyhart, F.K. (1967) Exploration of the self concept of retarded
readers in relation to reading achievement. Jnoub.
doctoral dissertation, University of irizona.

Seay, L.C. (1960) A Study to determine some relations between changes in
reading skills and self conce,ts accompanying a
remedial program for boys with low reading ability
and reasonably normal intelligence. Unoub. doctoral
dissertation. Texas State College.

Sebeson, L. (1970) '3elf concept and readin. disabilities'. Reading
Teacher 23(5), 460-464.

Seligman, M.Z.P. (1968) 'Chronic fear produced by unpredictable shock'.
Journal of Comparative and Physiological Psychology,

1968, 66, 402-411.

Seligman, M.E.P. (1975) Helplessness: On Devression, Development and
Death. W.H. Freeman : Co.

Shatter, F. (1956) An investigation of the effectiveness of a zroup
therapy program inclading the child and 2is mother,
for the remediation of readin- disability. Unpub.
doctoral dissertation. New York Univ .rsity 1956.

Shaw, M.L.G. (1980) On Becominz a Personal 3cientist. =academic ‘ress,
London-

Shearon, Ronald, ¥., .uder, #¥illiam 4. (1570) The Effect of Adult 3Jasic
Tiucation on the Cccupational Adjustm2nt and
Acculturation of the Low Literzte adult. reoper
oresented at the Adult mducation Research Conference,
Jinneapolis, Minnesota Feb. 27-23, 175,

3iler, E.R. (1974) 'The =if ects of 3Syntactic & Semantic Constraints on
Orsl Reading Performance'. Reaain: Researci viarterly
Vol. IX, Ho. 4.

skinner, 3.F. (1933) The Behaviour of Organisms. New Zork: A pleton-

Century-Crofts.

. o vr Taw . RO .
Skinner, B.F. (1953) Science & Haman Behaviolr. o€w Jork: li:2’i.lan




Small, Hazel C. (June, 1970) Effectiveness of Reinforcensnt 3:iziale
in Relation to Cert=in Aiult Charaﬁteristicqusin*
Computer Assisted Instruction. 4dul+ Le rning )
Resources Project ionogram Wo. 3. . Carolins State
University. Ralei.h Dept. of A.E. )

Smith, =.H. {1969) Innovations in ABE.In J.A. Mangano (Ed.) Strate.i-s
of ABZ.International Reading Association.

Smith, F. (1971) Understandin: Reading. Holt, Rinehsrt & ‘Winston.

Smith, Z.W. (1969) Self concent gain scores and reading efficiency
terninal ratios as a function of specialized reading
instruction or personal integration.In i mrel J.
(Ed.) Reading and Realism. Proceedings of tue 13th
Annual Convention of the International Reading
association. llewark, Del. International Reading
Association, 1969, 13(1),671-674.

Snygg, D. & Coombs, A.W. (1949) Individual Behaviour: A New Jrame of
Reference for Psycholozy. New York: Haryzr.

Sopis, J.F. (1965) The relationship of self-image to reading
achievement. Unpub. doctoral d.sscrtation. New York
State University.

Sowel., Virginia & Burgin, Ann. (1979) 'Locus of control in high-
achieving and low-achieving junior college males'.
Texas Tech. Journal of Education, 1979, 6(1), 63-70.

Stern, W. (1922) The Self Concept of teenagers, 2. 2aed. Psychol.,
23) 8"15.

3tevens, 0.0. (1971) 'Reading difficulty and classroon acceptance'.
Reading Teacher, 25(1), 52-55.

Tabarlet, B.E.i. (1953) 4 study of mental health status of retarded
readers. Unpub. doctoral dissertation, Louisiana
3tate University.

Thornton, J.i. & Jacobs, P.D. (1971) Le-rned helvlessness in nunan
subjects. Journal of Experimenial Psychology, 1971,

87, 367-372.

Todd, A.J. (1916) Primitive Notions of the Self. ane.. .. L3001,
27, 171-203. ,

Toews, A. (1972) ‘'mmotions and reading difficulties’. Jchoo. a3

/ \
Gmmunity, 958(8., 35.

Toller, G.3. (1967) Certain aspects of the self-evaluati ns mae oy
achieving anc retarded rzaders of averige . acove
averagze intelligence. Jnpub. doctoral Slasertartion,
Wayne Jniversity.

- ey - T 3 UA ) kK . ;).‘..o.:‘..
Unsworth, =. (1376) TFunctional Litwrady Tests. “;QDV.“ 2 iom
Dissert -bion, oige i1l Jollege OF nlgh=i ot Crilii



Vinacke, E.W. (1952) Psycholozy of Thinking. New York: McGraw-Hill.

f self concent to

Wattenburg, C.W.W. & Clifford, C. (1964% 'Relation o
nt in reading. (Child Dev., 35, 461-7.

beginning achieveme

Weiner, B. (1974) Achievement Motivation and Attribution Theory.
General Learning Press, Morristown, N.J.

Wortman, C.B. & Dintzer, L. (1978) Is an attributional analysis of the
Learned Helplessness phenomenon viable? A critique
of the Abramson, Seligman, Teasdale reformulation. .
Journal of Abnormal Psychology, 1978, 87, 1, 75-90. (//”

Wylie, R. (1974) The Self Concept, Vol. 1, A Review of Methodological
Considerations and Measuring Instruments (rev. edn.)
Lincoln: University of Nebraska Press.

Z&horohak, Michael, J. (1977) 'Teaching a Philosophy Course with Adults,
in g High School Completion Program'. In Adult
Literacy and Basic Education: 1: 3: 19-24 (F 1977).

Zimmerman, L. & Allebrand, C.N. (1965) 'Personality characteristics and
attitudes toward achievement of good and poor readers'.
Journal of Educational Research, 59, 28-30.

Zimmerman, L. (1972) Task Reduction, A Basis for Curriculum Planning
& Development for ABE. In Brooke, W.M. (Ed.) ABE A
Resource Book of Readings. New Press, Toronto.

-~ lvi -



	254017_0001
	254017_0002
	254017_0003
	254017_0004
	254017_0005
	254017_0006
	254017_0007
	254017_0008
	254017_0009
	254017_0010
	254017_0011
	254017_0012
	254017_0013
	254017_0014
	254017_0015
	254017_0016
	254017_0017
	254017_0018
	254017_0019
	254017_0020
	254017_0021
	254017_0022
	254017_0023
	254017_0024
	254017_0025
	254017_0026
	254017_0027
	254017_0028
	254017_0029
	254017_0030
	254017_0031
	254017_0032
	254017_0033
	254017_0034
	254017_0035
	254017_0036
	254017_0037
	254017_0038
	254017_0039
	254017_0040
	254017_0041
	254017_0042
	254017_0043
	254017_0044
	254017_0045
	254017_0046
	254017_0047
	254017_0048
	254017_0049
	254017_0050
	254017_0051
	254017_0052
	254017_0053
	254017_0054
	254017_0055
	254017_0056
	254017_0057
	254017_0058
	254017_0059
	254017_0060
	254017_0061
	254017_0062
	254017_0063
	254017_0064
	254017_0065
	254017_0066
	254017_0067
	254017_0068
	254017_0069
	254017_0070
	254017_0071
	254017_0072
	254017_0073
	254017_0074
	254017_0075
	254017_0076
	254017_0077
	254017_0078
	254017_0079
	254017_0080
	254017_0081
	254017_0082
	254017_0083
	254017_0084
	254017_0085
	254017_0086
	254017_0087
	254017_0088
	254017_0089
	254017_0090
	254017_0091
	254017_0092
	254017_0093
	254017_0094
	254017_0095
	254017_0096
	254017_0097
	254017_0098
	254017_0099
	254017_0100
	254017_0101
	254017_0102
	254017_0103
	254017_0104
	254017_0105
	254017_0106
	254017_0107
	254017_0108
	254017_0109
	254017_0110
	254017_0111
	254017_0112
	254017_0113
	254017_0114
	254017_0115
	254017_0116
	254017_0117
	254017_0118
	254017_0119
	254017_0120
	254017_0121
	254017_0122
	254017_0123
	254017_0124
	254017_0125
	254017_0126
	254017_0127
	254017_0128
	254017_0129
	254017_0130
	254017_0131
	254017_0132
	254017_0133
	254017_0134
	254017_0135
	254017_0136
	254017_0137
	254017_0138
	254017_0139
	254017_0140
	254017_0141
	254017_0142
	254017_0143
	254017_0144
	254017_0145
	254017_0146
	254017_0147
	254017_0148
	254017_0149
	254017_0150
	254017_0151
	254017_0152
	254017_0153
	254017_0154
	254017_0155
	254017_0156
	254017_0157
	254017_0158
	254017_0159
	254017_0160
	254017_0161
	254017_0162
	254017_0163
	254017_0164
	254017_0165
	254017_0166
	254017_0167
	254017_0168
	254017_0169
	254017_0170
	254017_0171
	254017_0172
	254017_0173
	254017_0174
	254017_0175
	254017_0176
	254017_0177
	254017_0178
	254017_0179
	254017_0180
	254017_0181
	254017_0182
	254017_0183
	254017_0184
	254017_0185
	254017_0186
	254017_0187
	254017_0188
	254017_0189
	254017_0190
	254017_0191
	254017_0192
	254017_0193
	254017_0194
	254017_0195
	254017_0196
	254017_0197
	254017_0198
	254017_0199
	254017_0200
	254017_0201
	254017_0202
	254017_0203
	254017_0204
	254017_0205
	254017_0206
	254017_0207
	254017_0208
	254017_0209
	254017_0210
	254017_0211
	254017_0212
	254017_0213
	254017_0214
	254017_0215
	254017_0216
	254017_0217
	254017_0218
	254017_0219
	254017_0220
	254017_0221
	254017_0222
	254017_0223
	254017_0224
	254017_0225
	254017_0226
	254017_0227
	254017_0228
	254017_0229
	254017_0230
	254017_0231
	254017_0232
	254017_0233
	254017_0234
	254017_0235
	254017_0236
	254017_0237
	254017_0238
	254017_0239
	254017_0240
	254017_0241
	254017_0242
	254017_0243
	254017_0244
	254017_0245
	254017_0246
	254017_0247
	254017_0248
	254017_0249
	254017_0250
	254017_0251
	254017_0252
	254017_0253
	254017_0254
	254017_0255
	254017_0256
	254017_0257
	254017_0258
	254017_0259
	254017_0260

