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P ARENTS IN ALL CUL­
TURES are preoccupied 
with thoughts about their 
children ' s future. Edu­
cation is a big element in 
these concerns. With 
growing wealth, expecta­
tions of schools increase. 

It is therefore very 
natural that the outcome 
of the PISA survey have 
resulted in demands för 
improvements in school 
systems the world over. 

While Finnish parents 
still have a humble atti­
tude despite the good re­
ports, some government 
authorities are boasting 
about the results. Their 
feelings are nourished by 
the numerous study tours 
from the People' s Re­
public of China in the 
east to most EU coun­
tries in the west. 

FINNISH EDUCATORS 
on their part cannot help 
being satisfied with the 
results, but they know on 
the other hand that now 
there is onl y one thing to 
do, and that is to work 
even harder. This hap-

pens when teachers think 
that the demands on them 
are already too heavy. 

In any case they ask 
themselves, why Finnish 
students perförm so well. 
What is behind the re­
sults? And what can we 
learn from them in order 
to keep up the level of 
perförmance? 

Depending on who is 
answering, the response 
in Finland varies. I will 
try to present some of the 
reasons I personally belie­
ve in. I have looked at the 
conclusions of researchers 
and opinions of school 
administrators, and liste­
ned to teachers. 

FIRSTL Y WE SHOULD 
recognize that Finnish so­
ciety in general places a 
high value on literacy: 
there is a much stronger 
reading culture than in 
many other countries. 
This translates into wil­
ling and införmed paren­
tal support för students. 
This fact does not dimi­
nish the influence of the 
e<lucalion s ystem. 

Pehr-Olof Rönnholm 

Professiona/ 
Teachers 
• ,n PISA/and 

A GENERALLY-HELD 
opinion is that the basis is 
equal educational oppor­
tunity irrespective of the 
home where the student 
lives, gender, economic 
background or mother 
tongue. This includes re­
gi onal accessibility of 
education and an educa­
tion totally free of char­
ge. It has been an impor­
tant goal för school re­
förm in Finland since the 
60s that everyone should 
have equal access to edu­
cation and equal opportu­
nities within school. 

We have had to accept 
that equal results were 
too much to hope för, but 
we still want to come as 
close to that as we can. 

THE COMPREHENSIVE, 
non-selective basic edu­
cation aims at including 
everyone, which in prac­
tice means that ability 
grouping and streaming 
leading to a dead end för 
a part of the age group is 
forbidden. And it is ob­
vious that this pays. We 
lose very few individuals 

with potential, which is 
extremely important för a 
small nation. 

W e are obliged to offer 
a special or remedial edu­
cation that must meet 
high standards in order to 
live up to the inclusion 
ideals we have set. 

THE SCHOOL AIMS at 
offering individual sup­
port for learning, which 
seems to benefit at least 
those with learning diffi­
culties of some kind. On 
the other hand, we have 
a feeling that the most 
gifted students are never 
challenged to the top of 
their ability, and some of 
us find comfort in think­
ing that they gain social-
1 y from being integrated 
among mainstream stu­
dents . Even if this is true, 
we could do more within 
the system and offer 
more individualised edu­
cation to those whose ca­
pacity is hardly ever ful ­
ly activated. 

It should be said, even 
if it can be read between 
the Iines above, that no 
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Professional T eachers 
in PISA/and 

separation of the sexes is 
allowed. This is perhaps 
where it is most obvious 
that equal educational 
opportunity does not 
mean equal results. Or 
perhaps we need to ask: 
Is the education offered 
gender-neutral? Perhaps 
it is biased and thereföre 
the results seem to favour 
girls, at least at the school 
level. 

THE NATION has highly 
qualified, autonomous 
teachers. Teachers have a 
5-year-long university 
education, which has 
probably helped to main­
tain their traditionally 
high social status. 

Evaluation in school is 
student-centred, and 
teachers carry out student 
assessment and grading 
with their own instru­
ments - no centralised 
mandatory testing exists. 

Teachers have to pay a 
price for this. Because 
teachers' duties are meas­
ured by the number of 
lessons given, and most 
of the increase in work­
load consists of out-of­
class duties, teachers feel 
that they need a total re­
förm of their work pro­
file. 

The current situation 
makes them tired and 
does not give enough 
room för professional de­
velopment. 

NEVERTHELESS, educa­
tion, to an extent that is 
not the case in many 
other countries, is by and 
large in the hands of the 
teachers. At present they 
are working with the 
common goal of creating 
a society richer in cul­
tural as well as economic 
terms, where individuals 
can realise their potential. 

HOWEVER, such a stu­
dent-focused , compre­
hensi ve system should 
not be taken för granted. 
At present teachers feel 
they are trusted and re­
spected. Students feel 
their best interests are at 
the heart of teachers' ac­
tions. There is trust be­
tween all parties and the 
wider society. 

B ut this trust could eas­
il y be lost if government 
decided, in the interests 
of short-term gain, to in­
tervene, to play a more 
decisive role in what is 
taught, or how students' 
learning should be as­
sessed. 

If teachers are down­
graded to become 'deliv­
erers' of a curriculum de­
cided by others and ad­
ministrators of assess­
ment systems which oth­
ers have devised, as has 
happened in many other 

countries, the effects will 
be felt in classrooms all 
over. 

Teachers and students 
who lose ownership of 
what happens in the 
classroom are less likely 
to approach their work 
with energy and enthusi­
asm. There is also a 
grave danger that some 

teachers may learn such 
new lessons too well and 
start föcusing on test re­
sults instead of the long­
term educational goals 
that make a real differ­
ence to society. W e need 
to guard our autonomy. 

PISA-maan ammattitaitoiset 
opettajat 

Vaikka PISAn tuloksia yleisesti vähätellään 
maassamme ja huonoja puolia kaivetaan esiin, 
hallituksessa ylvästellään niillä, sillä monen 
muun maan hallitukset ovat lähettäneet tänne 
edustajiaan selvittämään, miten tähän on pääs­
ty. 

Opettajat taas huomaavat, että on työskennel­
tävä yhä kovemmin, jotta asemat säilytetään. Ja 
opettajat ovat yksi hyvien tulosten avaintekijöis­
tä. 

Suomen opettajakunta on huippukoulutettua 
verrattuna muihin maihin, heillä on yliopistotut­
kinto ja viiden vuoden koulutus. Arviointi on 
oppilaskeskeistä ja kansallisia testejä ei tehdä. 
Opettajille tämä on raskasta. Koska työn määrä 
lasketaan pidetyistä oppitunneista, ja lisääntyvä 
työ on luokan ulkopuolista, opettajat tuntevat tar­
vitsevansa työprofiilinsa täydellistä uudistamis­
ta. Nyt työ on niin raskasta, ettei lisäopinnoille 
tahdo löytyä aikaa. 

Opettajamme ovat yleisesti arvostettuja ja te­
kevät paljon itsenäistä työtä, ja toivoa sopii, että 
näin on jatkossakin, kaikkien parhaaksi. 

Lyhennelmän Pehr-Olof Rönnholmin pää­
kirjoitukseen kirjoitti Paula Malin 

Kielikukko 2-05 

3 



Henrietta Dombey 
University of Brighton, England 

lntroduction 
During the last few decades, education in 
England' has undergone massive changes. The 
accepted view in the profession used to be that 
the nation's teachers shou/d be 'free to decide 
what should be taught and how it should be 
taught'. No-one had the right to te// teachers 
what to do in the classroom, or how to do it. 

/n 19 7 6 things changed. The Prime Minister, 
James Callaghan, argued for a 'core curriculum 
of basic knowledge', together with 'a proper way 
of monitoring the use of resources in order to 
maintain a proper national standard of 
performance'. With these words he had opened 
the door to the 'Secret Garden' of the school 
curriculum. 

1 This article deals with England only, not Scotland, Wales 
or Northem Ireland. 

From Classroom 
Autonomy to 
Government Diktat: 

The politics of 
literacy in 
England 

Politicisation of the 
literacy curriculum 

Phase 1 
Within twelve years, in 
1988, a National Curric­
ulum was introduced. 
For the first time in the 
history of education in 
England, the Department 
of Education clearly 
specified what children 
should know, do and un­
derstand. 

This was set out in a ten 
level framework of At­
tainment Targets, devel­
oped for the whole cur­
riculum (now reduced to 
eight levels), starting at 
Level 1, representing av­
erage attainment at five 
years, and progressing to 
Level 8, representing 
above average attainment 

at 16. This framework 
provides the basis for all 
subsequent assessment of 
school students. 

The Attainment Targets 
(A Ts) for English were 
grouped under three 
headings: speaking and 
listening, reading and 
writing. Currently, the 
A T for reading states at 
Level 4 ( the mean for 11 
year olds) "In responding 
to a range of texts, pupils 
show understanding of 
significant ideas, themes, 
events and characters, be­
ginning to use inference 
and deduction. They re­
fer to the text when ex­
p laining their views. 
They locate and use ide­
as and information." 

At level 4, students' 
writing, in a range of 
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forms, is "lively and 
thoughtful", while also 
showing adventurous vo­
cabulary choices, gram­
matically complex sen­
tence structure, generally 
accurate spelling and 
punctuation and hand­
writing that is 'fluent, 
joined and legible' (DfEE 
1999). 

The National Curriculum 
assessment results quick­
ly became a very public 
matter: primary schools 
were ranked by their chil­
dren' s achievements, and 
judged in terms of the 
percentage achieving 
Level 4 or better at 11 
years. 

For more than a decade, 
education policy has been 
focused on raising the 
percentage of eleven year 
olds achieving Level 4. 
Local Education Author­
ities, schools and individ­
ual teachers are now set 
target percentages of 

Level 4 scores for their 
eleven year olds. 

What was intended as 
the mean achievement for 
this age group is now 
used by politicians as the 
level every eleven year 
old should achieve. 

Phase 2 
In 1998, the National Lit­
eracy Strategy (NLS) was 
introduced (DfEE 1998). 
Every teacher and every 
teacher-educator was pre­
sented with a large ring­
binder. After an intro­
duction, imposing a uni­
form approach to lesson 
design, for all primary 
children, day after day 
and year after year, came 
the termly specifications. 

U n der the headings of 
'word level', sentence 
level' and 'text level', for 
each of the three terms of 
the school year, these set 
out in extraordinary de­
tail what children should 
be taught. For example, 
in Term 2 of Year 3, 

when children are 7 to 8 
years old, the document 
specifies 27 items of 
knowledge, skill or un­
derstanding at 'word 
level', 11 items at 'sen­
tence level' and 17 items 
at 'text level'. 

All this was very far re­
moved from the very 
apen approach to literacy 
teaching for which Eng­
land had been famed in 
earlier decades. 

And this was only the 
beginning of a continuing 
process. Soon after came 
a large box with a handle. 
Inside were six booklets, 
two videos and some 
sound tapes. Since then, 
term by term the docu­
ments have accumulated, 
covering a range of spe­
cial aspects of literacy 
teaching, such as 'gram­
mar for wri ting' and 
ideas for teaching groups 
of children with special 
needs. 

As if the materia! was not 
self-s ufficient, huge 
training programmes 
were developed and de-
1 i v ere d, more closely 
scripted than the lessons 
teachers were meant to 
deliver to their classes. 

Insecure and unadven­
turous teachers certainly 
welcomed the clear 
guidelines and expectat­
ions. But the bolder and 
more imaginative felt 
constrained by the tight 
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planning required and the 
need to meet all those de­
tailed specifications, no 
matter what were the ca­
pabilities, interests and 
experiences of the chil­
dren in the class. 

So a programme, intro­
duced to eliminate poor 
teaching, actually re­
sulted in the loss of some 
very gifted teachers from 
primary classrooms. 

Different 
Conceptions of 
Literacy 

In England at the present 
time there are a number 
of competing conceptions 
of literacy and its uses. 
The three positions out­
lined below are not ex­
haustive, but they repre­
sent the views that cur­
rently seem to be inform­
ing debate. 

An instrumental 
view of literacy 
The government's view 
is narrow and instrumen­
tal, seeing literacy chief­
ly in economic terms, as 
a way of raising the 
Grass Domestic Product. 
Its focus is therefore on 
reading more than writ­
ing, on information texts 
rather than imaginative 
literature and on correct 
interpretation rather than 
persona! response. 



From Classroom 
Autonomy ... 

This instrumental view 
sees literacy as a 
decontextualised skill to 
be applied to practical 
situations. There is much 
stress on the importance 
of children learning 'the 
basics', which are seen as 
the phoneme/grapheme 
rules for reading, our 
complex spelling rules 
and explicit knowledge 
of grammatical catego­
ries and rules. 

A social practices 
view of literacy 
Contrasted with this is a 
view developed by those 
who have studied litera­
cy - or literacies - in out 
of school settings, such as 
homes, workplaces, 
shopping centres (Taylor, 
1998; Barton, 2000). 
These researchers see 
that different social 
groups develop different 
kinds of literacies, that 
enable them to operate in 
their different worlds. 

Literacy is not a skill that 
can be de-contextualised, 
but a collection of dis­
courses mastered through 
putting them to use. 

School literacy, in this 
view, becomes only one 
kind of literacy, neither 
the standard by which in­
di viduals' competence 
should be judged, nor the 
only means of entry into 
a literate world. 

Substantial attempts 
should be made to pro­
v i de all children with 
continuity between their 
in school and out of 
school experiences. 

The distinguished re­
searcher into adult 
literacies, Mary Hamilton 
asked at a recent UKLA 
conference "Why are 
school teachers so hung 
up on teaching children 
to read books when most 
people outside school 
don't?" 

A transformative 
view of literacy 
Like the social practices 
view, the transformative 
view of literacy sees it as 
essential that the school 
should recognise and val­
ue the literacy experienc­
es children acquire in the 
world outside school, and 
in so doing, respect the 
communities the children 
belong to. 

But in this view, the 
school also has a duty to 
introduce children to 
other ideas, experiences 
and ways of seeing the 
world, and to do so 
through powerful texts 
that arrest their attention, 
challenge their under­
standing and give them 
experience of language 
used to powerful effect. 
A transformative view of 
literacy has a strong crit-

ical element: literacy is 
about evaluating texts as 
well as making meaning 
from them. 
This means that children 
should be taught to take 
a thoroughly critical view 
of what they read, rather 
than accepting the au ­
thority of the author un­
questioningly. But criti­
cal literacy is not enough. 

A transformative lit­
eracy can enable readers 
and writers to see other 
ways of being in the 
world, other possibilities 
for action and reflection. 

Politicisation of 
the Act 
ofTeaching 
The National Literacy 
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Strategy (NLS) doesn't 
just specify what children 
should learn. It also sets 
out how this should be 
taught. It specifies: 

Transmissional 
teaching 
This is the style of teach­
ing where the teacher 
sees her role as transmit­
ting her know ledge and 
understanding to the chil­
dren. They play no active 
part in deciding the top­
ic, producing ideas or 
questioning what they 
hear or read. 

The teacher as the 
unquestioned 
authority 
The kind of teaching re-



quired by the NLS does 
not allow the teacher to 
share an evaluative role 
with the students. Ex­
changes föllow the clas­
sic 'Initiation, Response, 
Evaluation' (IRE) for­
mat, where the students 
are confined to the role of 
responding and are not 
permitted to evaluate. 

Yet this is what the 
NLS terms interactive 
(DfEE, 1998). Students 
are thus denied the op­
portunity to take respon­
sibility för decision-mak­
ing, an essential part of 
mastery. 

No room for the 
unexpected 
The NLS instructs teach­
ers to plan a week or a 
förtnight's lessons in ad­
vance, specifying exactly 
what is to happen at each 
stage in the lesson. And 
the lessons for children 
aged from five to eleven 
are expected to conförm 
to the standard förmat set 
out in the initial docu­
ment (DfEE, 1998), with 
the first 15 minutes de­
v oted to 'word level' 
work led by the teacher, 
the next 15 minutes on 
sentence or text level 
work, again led by the 
teacher, föllowed by 20 
minutes of 'group work' 
in which children sit in 
groups of approximately 
the same attainment lev­
el, working on tasks de-

vised by the teacher, then 
a final 10 minute plenary 
session, for which the 
children come together 
with the teacher to give 
an account of what they 
have learned. 

But the most effective 
teachers adapt their 
teaching, from minute to 
minute, to what they 
know and learn of their 
students, recognising, 
valueing and building on 
the children's contribu­
tions (Geekie). 

Mechanisms for 
lmplementing 
(or lmposing) 
Policy 

The architects of the NLS 
made every effört to en­
sure that their vision was 
translated into action. 
They tackled the task on 
a number of fronts. 

Policy drivers 
In addition to the mass of 

the word. sible. 
As well as the National But these tests have be-

Director there are Re­
gional Directors and a 
host of local Literacy 
Consultants, trained to 
transmit the specific in­
s tructi on s to 
headteachers, classroom 
teachers and teaching as­
sis tan ts, and to see that 
they are closely followed, 
through numerous meet­
ings and school visits, at 
which the literacy con­
sultants use more cen­
trall y prepared materia! 
and a centrally prepared 
script, that leaves no 
room för teachers' con­
cerns or ideas. 

Assessment of 
students 
All students at publicly 
funded schools in Eng-
1 an d are formally as ­
sessed in English (and 
other subjects) at the ages 
of 7, 11, and 14 through 
Standard Achievement 
Tasks (SATs). Schools' 
scores on these SA Ts are 
published in newspapers, 
in league table form, like 
föotball teams. 

All this assessment of 
children is compulsory in 
publicly funded schools: 
teachers cannot avoid 
spending a heavy propor­
tion of their time in ad-
ministering the various 
instruments or preparing 
children för them, so that 

come so much a part of 
the culture of primary 
schools that many 
schools do actually opt 
för extra voluntary tests. 
Our children are now 
among the most heavily 
assessed in the world. 

lnspection of 
teachers 
There are some diff erenc­
es between the NLS and 
Ofsted, England' s school 
inspection agency, the 
Office för S tandards in 
Education, which sees its 
role to ensure not that all 
the instructions of the 
NLS are followed, but 
that the requirements of 
the National Curriculum 
are met. 

However, this may not 
always be apparent to 
those undergoing inspec­
tion. Inspection used to 
be a matter of assessing 
whether teachers were 
achieving the school' s 
aims. Time used to be 
given to discussion with 
teachers about their in­
tentions and aspirations 
för the children. 

materia! arri ving at 
schools, the strategy has 
an army of 'policy driv­
ers' - over a hundred em­
ployees, who operate at 
various levels to spread they score as well as pos-

Now the föcus is only 
on whether teachers are 
achieving the govern­
ment' s aims and con­
förming to a set of pre­
concei ved expectations; 
inspectors arrive with 
large ring-binders speci­
fying the behaviours they 
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From Classroom 
Autonomy ... 

wish to see. 
Their observations con­

sist largely of ticking 
boxes (with a heavy em­
phasis on spelling and 
reading accuracy) rather 
than careful interpreta­
tion of what is being 
taught and leamed. 

Schools found deficient 
are 'put into special 
measures' which means 
that the school has to pro­
duce an action plan for 
improvement. Failure to 
improve within a speci­
fied period may result in 
closure of the school. 
The reports of all school 
inspections are now pub­
lished. So inspections 
matter. 

Preparation before they 
take place and action fol­
lowing up their recom­
mendations afterwards 
are time-consuming and 
stressful and cited as rea­
sons for teachers leaving 
the profession. 

Negative 
lndicators 

The govemment has tried 
to claim that these poli­
cies have led to a marked 
and continuing improve­
ment in literacy teaching 
and leaming in England. 
But the figures tel1 a rath­
er different story. In 
1995, only 48 % of 11 

tl IU1 

year olds reached Level 
4, but by 2000 the figure 
had risen to 75%. How­
ever there has been no 
significant improvement 
since that date. 

And the earlier increase 
has been called into ques­
tion, as indicating chil­
dren' s growing familiar­
ity with the format and 
requirements of the test­
ing procedure, rather than 
real improvements in 
their competence as read­
ers and writers (Tymms 
2004). 

Tymms and others 
have argued that the 
'high stakes' nature of 
the tests, the fact that 
scores affect the reputa­
tion of schools and there­
fore professional lives of 
teachers, means that they 
cannot be taken at face 
value. These criticisms 
have been endorsed by 
the govemment' s Statis­
tics Commission (2005). 

Meanwhile Wales has 
taken a much looser ap­
proach than England to 
both testing and literacy 
teaching: they have a na­
tional strategy for lit­
eracy, but it is a product 
of collaboration between 
teachers rather than im-

position from above. 
And, having scrapped the 
formal testing of seven 
year olds, they have also 
ceased to publish the 
scores of individual edu­
cation authorities and 
schools. So testing in 
Wales is not 'high stakes' 
in the way it is in Eng­
land. 

Y et the scores of the 
W elsh eleven year olds 
have risen smoothly, and 
continue to rise: starting 
in 1995 from an even 
lower base than Eng­
land's 48 %, the Welsh 
eleven year olds have 
now outstripped their 
English counterparts, 
with 79 % now being 
judged to be at Level 2 or 
above. 
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Progress in Interna­
tional Reading Lite­
racy Study (PIRLS 
2001) 
The government was de­
lighted when the results 
of this survey, involving 
children in their fifth year 
of formal schooling, were 
published (Mullis et al. 
2003). The mean scores 
of England' s ten year 
olds on the test items 
placed them third out of 
the 35 countries involved, 
just behind Holland, with 
Sweden at the top of the 
table. (Finland did not 
participate.) 

Our children' s high 
scores were taken to be a 
vindication of the tightly 
controlled approach of 
the NLS, with its focus 
on getting the bits and 
pieces right. 

However, the survey 
also showed, as the offi­
cial report for England 
stated, that: 

"pupils in England have 



a poorer attitude towards 
reading, and read less of­
te n for fun than 
similar pupils in other 
countries" (Twist et al. 
2003 p.48). 

Indeed, in terms of their 
attitude to reading, our 
children were near the bot­
tom. This result was quite 
shocking, since a large 
proportion of children in 
English primary schools 
used to like reading. 

This new finding 
seemed to be bome out 
by numerous anecdotal 
accounts of children and 
teachers being bored by 
the NLS, and prompted 
the National Foundation 
for Education Research 
(NFER) to re-run an in­
vestigation into primary 
children' s atti tudes to 
reading. The results 
showed that the nine and 
eleven year olds surveyed 
were more confident of 
their capability than those 
some five years before, 
but also far fewer found 
reading enjoyable 
(Sainsbury, 2003). The 
NLS was introduced just 
after the first survey. 

Qualification 
and Change 

The Strategy is not all as 
bleak as I've painted it: it 
does allow teachers some 
(slight) freedom of ac-

tion. You can choose 
which texts you work 
with on particular topics. 
While teachers are urged 
to plan very tightly, and 
to do so within the con­
fines of the framework, 
this is not a scripted ap­
proach. Teachers choose 
their own words. 

And strong-minded 
teachers can adapt tomor­
row' s plans in the light of 
what happened today, 
and put text level matters 
before sentence and word 
level concerns. They 
can, if they are ingenious 
and bold, even find time 
to read whole texts aloud 
to their children and let 
their children wri te 
whole stories. 

And such boldness pays 
off, even in terms of SA T 
scores. A survey by Gra­
ham Frater, a former 
Chief Inspector for Eng­
lish, has shown that the 
most effective teachers 
work with whole texts at 
the forefront of their 

planning and teaching 
(Frater 2000). Those 
who stick closest to the 
NLS guidelines are less 
successful. 

Many thoughtful, in­
formed, principled and 
productive teachers of lit­
eracy have worked, and 
are continuing to work, 
on the inside of the NLS, 
trying to introduce a 
greater focus on whole 
texts and more respect for 
teachers and their ideas. 
The United Kingdom Lit­
eracy Association 
(UKLA) has worked with 
govemment agencies, in­
cluding the NLS, on top­
ics such as multi-modal 
writing and raising boys' 
achievements in in writ­
ing (UKLA 2004). 
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AnotherWay 
Forward? 

Official reports 
In 1999 a report was pub­
lished on creativity in ed­
ucation that has since 
been slowly reverberat­
ing through England' s 
education system. All 
Our Futures, also known 
as the Robinson Report, 
strongly recommended 
that more attention be 
given to fostering creativ­
ity in all aspects of edu­
cation (NACCCE 1999). 
It was warmly received 
by both educators and 
govemment. 

The govemment' s pri­
orities haven't changed: 
creativity is seen as bring­
ing economic benefits. 

"Economic perform­
ance depends increas­
ingly on talent and crea­
tivity." (David Blunkett 
2001 p. 3) 

Since that date a number 
of official papers have 
been produced by various 
government agencies, 
urging teachers to take 
more creative approaches 
and providing examples 
of creative initiatives in 
many areas, including lit-



From Classroom 
Autonomy ... 

eracy teaching (e.g. 
DFES 2003). 

Pleas by 
teachers 
Teachers at all levels, have 
become tired and dispirited 
by the amount of paper­
work required of them and 
the restrictions imposed on 
them. They do not feel free 
to follow the children' s in­
terests, or their own. 

The Pullman effect 
The acclaimed children' s 
writer (read by many 
adults) Philip Pullman 
has spoken för many oth­
er authors, and won much 
support from parents and 
teachers in attacking the 
NLS for subjecting chil­
dren to endless tedious 
exercises and denying 
them pleasure in reading 
literature. 

Towards a transfor­
mative future? 
In England right now, we 
need to loosen the Strat­
egy up. But we need to 
do this in a way that is 
careful and principled, 
that does not lose sight of 

the 'bits and pieces of lit­
eracy' but teaches them 
in the context of reading 
and writing for real pur­
poses. To make real ad­
vances, we need to con­
sider carefully all the as­
pects of literacy teaching 
that have been sidelined 
by the NLS. We must: 
• discuss widely what lit­

eracy education is for; 
• draw on research about 
effective literacy teaching; 
• work with teachers to 
develop their confidence 
and creativity; 
• help them put autono­
my, pleasure and mean­
ing back at the heart of 
their teaching. 

Only if we do so will 
our children develop a 
real commitment to lit­
eracy. Teachers in Fin­
land have much to learn 
from our recent history. 
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Lukutaito-
politiikkaa 
Englannissa 
koulun itsemääräämisoikeudesta 
hallituksen sanelupolitiikkaan 
Melkoinen myllerrys on tapahtunut Englannin 
kouluelämässä viime vuosikymmeninä. Kun kou­
lut päättivät ohjelmistaan ennen melko itsenäises­
ti, vuonna 1976 pääministeri James Callaghan vaa­
ti perustiedoille lukusuunnitelmaa ja kansallisia 
oppimisstandardeja. Kahdentoista vuoden työn tu­
loksena maan opetusministeriö selkeästi esitti, mitä 
koululaisen piti tietää, tehdä ja ymmärtää. 

Pian alkoi koulujen rankkaus tulosten perusteel­
la. Vaatimukset olivat yksityiskohtaiset, jopa opit­
tujen sanojen määrä oli ilmoitettu. Tämä johti pian 
kauas pois avoimesta lähestymisestä lukutaidon 
opetteluun, josta Englanti oli ollut kauan kuului-
sa. 

Ja homma vain paisui, pian kouluille tuli laati­
kollinen kielenopetusmateriaalia ja seuraavina 
vuosina lisää. Vaikka ohjelman piti olla riittävä, 
suunnattomia harjoitusohjelmia kehitettiin. Luku­
taitokin käsitettiin monella tavalla ja tästä johtuen 
sitä myös opetettiin erilaisin painotuksin. 

Kielteisiä vaikutuksia alkoi näkyä yhä enemmän 
ja lopputuloksena on, että englantilaislapset luke­
vat harvemmin huvikseen kuin muiden maiden 
lapset. 

Teitä parempaan tulevaisuuteen löytyy kyllä, 
mutta kirjoittaja haluaa varoittaa, että suomalaisilla 
opettajilla on paljon opittavaa Englannin kouluelä­
män lähihistoriasta. 
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E. D 'Angelo, 
J. 0/iva, 
L. Benitez, 

J. Cabafiero, 
R. Sobrino y 
D. Viadero 

The Spanish 
Association of Reading 
and Writing (AELE) 
together with the 
research team LECCO 
of the Complutense 
University of Madrid, 
whose main 
researchers are Estela 
D'Angelo and Jose 
Diiva, presents the 
report of the CRlj 
Program 
(Communication in 
Network for the 
Childhood and Youth) 
made in the context of 
the web 
www.dioperico.com, 
during academic years 
2002/03 and 2003/ 
04. This study works in 
the development of the 
written /anguage and 
the use of the ICTs. 

lnformation and 
Communication Technologies 
as a Tool for 
Development in the 
Literacy of Students with 
Difficulties 

/n picture /e~: Javier Cabanero, Rosa Sobrino, Jose O/iva, Estela D 'Angela, Laura Benitez & 
David Jorganes. 

Espanjalaisten artikkelissa esitellään CRlj -ohjelma, joka on verkossa 
tapahtuvaa lapsille ja nuorille suunnattua kommunikaatiota. Sen 
tarkoituksena on tuoda uusi teknologia osaksi luokan arkipäivää ja 
integroida myös mukaan ne oppilaat, joilla on lukemis- ja 
kirjoittamisvaikeuksia. 

Ohjelma tarjoaa teknologisen vaihtoehdon opetussuunnitelman 
kehittämiseen; oppilaat ovat kirjoittajia, toimittajia, kriitikkoja ja 
lukijoita heitä varten tehdyillä verkkosivuilla. 

T apausselostuksessa esitellään luku- ja kirjoitustaidon sekä 
digitaalisten taitojen kehittymistä lapsella, jolla on diagnosoitu 
kehitysviivästymä. 
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lnformation and 
Communication 
T echnologies ... 

DIOPERICO was born 
with the intention of ap­
proaching new technolo­
gies to the daily life of 
the classrooms and not 
only for being used with 
closed applications that 
train the students in cer­
tain contents, also for the 
curricular development 
of the areas of knowledge 
through opened applica­
tions, such as the word 
processors, browsers, 
power points, etc. 

As well, the CRIJ Pro­
gram wants to integrate 
students with difficulties 
in the acquisition of read­
ing and writing. 

The study uses commu­
nic ati ve contexts that 
start up a great number of 
functions of the language 
(not only metalinguistics 
ones, which is the high­
priority in most of the 
observed classrooms) 
and respect the primitive 
stages of the reading and 
writing system in which 
they are. 

Whya CRIJ 
program 

The CRIJ program con­
nects with the conclu­
sions of the PROAI re­
search (Problems in the 
Initial Literacy) also de­
veloped by the LECCO 
research team. It was de­
veloped from September 
of 2000 to J une of 2003 
and analyse the 73 class­
rooms of Primary School 

(students aged 6 to 8) of 
the Community of Ma­
drid (Spain). 

Some conclusions of 
that study (D / Angela et 
al, 2003) are: 

* Children stages in the 
acquisition of the literacy 
are not reco gnized by 
teachers. 

* Learning difficulties 
increase when primitive 
stages of language are not 
respected. 

* The non-implementa­
tion of communicative 
sequences at schools, re­
inforces metalinguistic 
functions. 

W e also wanted to know 
what was happening with 
use of the computers in 
the Spanish environment, 
and although Spain needs 
to develop the use of 
ICTs (Internet, comput­
ers ... ) by the families, in 
the schools: 

* The Spanish Educa-

tive Centers have enough 
computer resources to 
use them like a tool in the 
development of curricu­
lum. 

* In order to integrate 
computer into the cur­
ricular development 
some resources are nec­
essary and a basic techni­
cal formation but also 
training in the creation of 
computer sequences in 
communicative contexts. 

* The teacher who feels 
capable in the use of 
computers, uses more 
this tool in his classes and 
allows pupils / check out 
in the development of the 
tasks. 

Finally, the results from 
PISA 2000 reflected, in 
Spain, high levels of ac­
ademic failure and low 
literacy competence lev­
els. These results be­
come worst in the present 
report of PISA 2003. 
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How the program 
works 
The CRIJ Program has 
four main focuses: 

1. Offer technological 
alternatives for curricu­
lum development 
through the participation 
of the children in a com­
municative project: being 
authors, editors, critics 
and readers in a website 
created for them. 

2. Support the partici­
pation of students with 
literacy problems, in dif­
ferent interactive proc­
esses, so that they get to 
know their reality and 
other children' s reality 
through the use of com­
puters and the Internet. 

3. B uild a space for the 
training and the exchang­
ing of experiences ac­
cording to their needs for 
teachers and parents, try­
ing to help and solve 
questions about school 
and family life related to 
the children' s learning 
process. 

4. Offer a seminary 
where teachers can de­
velop ICTs skills. 

The CRIJ Program was 
developed in two differ­
ent moments. First, into 
the seminary of pedagog­
ical innovation where the 
group of teachers and the 
research team were 
worked together, and lat­
er, into the classrooms 



Example 1 
"Emiliano, hace mucho que no te veo" 
"/t's a /ong time ago that I do not see you" 
(normalized transcription) 17-09-2002 

where the tutors imple­
mented sequences that 
have been worked in the 
mentioned seminary. 

Eight teachers with 
thirty-two pupils with lit­
eracy difficulties worked 
in both academic years in 
their schools and in the 
seminary, all of them 
started with different lev­
els of trainingin the com­
municative focus, little 
skills in the use of com­
puters and mainly using 
metalinguistic functions 
in their literacy tasks. 

Another group of 
teachers worked on their 
own, because being 
Dioperico an open pro­
gram any teacher that 

f 

.. 
.1 ~r-~·-·j 
··--

Example 2 
"He pintado un elefante" 
"/ have drawn an elephant" 
(normalized transcription) 

would like to use this tool 
(in an educative context) 
can participate by sub­
mitting articles to the 
Dioperico/s newspaper. 

Twenty two teachers 
and nearly three hundred 
students ( ages from three 
to twelve) from different 
regions in Spain and one 
förm Argentina made the 
most of this tool. 

Nevertheless, an impor­
tant part of the program 
was developed in the vir­
tual space that the ICTs 
offer us: the contact on­
line between teachers and 
the Research Group to 
demand aid and give ad­
vising. This space, made 

5-1 1-02 

a close monitoring quite 
easy, by the researchers, 
of the work that teachers 
made in their classrooms 
and their approach to the 
new technologies. 

Now , we want to 
present a case study of 
one participant, trying to 
föcus the literacy and the 
digital skills develop­
ment, as an example of 
our practice. 

Case study: Joaquin 
Joaquin began to write 
for Dioperico being 6 
years old and studying 
1st course of Primary Ed­
ucation in the academic 
year 2002/03. He had 
been diagnosed with a 
maturative delay and pre­
sented difficulties in the 
acquisition of the writing 
and the reading skills. 
His teacher was förmed 
in the communicative fö­
cus although he did not 
apply it as general rule in 
his work. On the other 
hand, the teacher did not 
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feel able in the computer 
use either, and did not use 
it in his private life. 

At this moment, 
J oaqufn is in a very 
primitive stage in the ac­
quisition of the writing 
skill, using determined 
marks (pseudo letters) 
and distinguishing his 
writing and his drawing 
(example 1). 

In example 2 Joaquin al­
ready uses conventional 
marks. He takes interest 
in the förm of the letters 
and its connection with 
the phoneme. The sound 
begins to be something 
important för him. When 
he writes, he tries to put 
a mark för each stress of 
emitted voice. He has 
passed to the syllabic 
stage of conceptualiz­
ation of the writing. 

The advance of Joaquin 
is excellent. In this mo­
ment he is in an alphabet­
ical ..: ini tial level of the 



' r ii;,A, 
L IJ J 

' -
/!7/]/fl.-•S-

At the same time, he the handling of the com-
Example 3 
"Voy al cumple de Alba y le voy a regalar una mune­
ca" 
"/'m goig to Alba's Birthday party and /'m going to give 
her a do/1" 
(normalized transcription) 

acquisition of the writing 
skill. There is a great 
correspondence between 
the graphemes and their 
phonemes, in spite of 
finding some confusions. 
However, the groups 
consonant - vowel 
("mufieca") and others 
like CVV ("boi ") or 
VCV ("una") are estab-

Example 4 

22-11-03 

lished (example 3). 

1n example 4 it is possible 
to verify that Joaquin is 
already in an alphabetical 
stage of conceptualization 
of the written system. He 
can incorporate ortho­
graphic norms to his writ­
ings as the use of the pe­
riod and the capital letters. 

"~\,e ,.J_J'.' ,•· -r.,...n -1 1 r ,:; 
j ,,• .. - , l_i • jJ,/- 1 -4: _ io 

·,;, .i-/1 .,·~ .r. •"'· • 
e,f"'. 1 _p.-' 

"El pinchazo duele .El miercoles fui al medico. Me 
desnude y me pincharon en los brazos. Despues me 

can face the resolution of 
groups CVVC 
( "despues") and uses dif­
f erent connectors to link 
his ideas giving coher­
ence and cohesion to his 
production. 

At the same time, in an 
emotional level, the stu­
dent is able to, by him­
self, face acts of writing 
and reading, showing in­
terest by these tasks, in 
contrast with its inhibi­
tion or initial frustration. 

Up to now the role of 
the ICTs has been more 
an incentive than a didac­
tic tool. The student 
made his productions by 
hand and in paper and 
was the teacher, who 
along with him, was in 
charge of sending an 
"email" with the digitali­
zation of the images of­
fering itself as model in 

puse la ropa y me largue al cole con mis amigos y Example 5 

puter. 
The retum of the works 

through the Web page, 
not only motivated 
Joaquin at the time of 
writing by the pleasure to 
see his productions in the 
computer, but that ani­
mated him to read the 
commentaries that ac­
companied the news that 
appeared in DIOPERICO 
(more readable since they 
were not images of 
manuscripts) and to par­
ticipate actively in the 
productions of the others 
commenting them with 
his teacher. 

For the teacher, the for­
mation received in the 
seminary and the possi­
bility of raising doubts to 
the research team through 
the "email", gave him se­
curi ty to face the new 

mis amigas" Ola me llamo Joaquin. Voy al colegio romero pena. 
"The injection hurts. Last Wednesday I went to the Soy muy feliz por que tengo juguetes. 
doctor and he put me on injection. A~er that, I dressed "Hi! My name is Joaquin. I study at the school Romero 
myse/f and I went to the school with my friends" Pena. l'm very hoppu cause I have toys" 
(normalized transcription) 18-12-02 (Writing on computer) Febrary 2003 
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El desfile de La Solana. 

El lunes fue ei desfile de los mayores. 
Los mayores se disfrazaron de demonios y angeles. 

Joaquin Gomez Pimpollo Garcia Catalan 
Martes, 2 de marzo de 2004 

"The procesion at La Sotana 

Last Monday the grown-ups make procesi6n. They dressed 

up of demons and angets. t was with my father and my 

cousin. t tooked at the procession at La Sotana" 

T uesday 2nd March, 2004 

Example 6. 

methodology that incor­
porates the use of the 
computer. 

Joaquin begins to use the 
word processing to elab­
orate his works ( example 
5). Since it is not a 
closed program, it allows 
him to have great free­
dom to carry out his writ­
ings. 

At first, the student 
could lose himself in its 
use, but a clear boundary 
of the purpose of the ac­
ti vity on the part of the 
teacher and his advising 
in the use of the tool 
causes Joaquin to feel 
very motivated and reas­
sured in front of the key­
board and the screen of 
the computer. The use of 
the automatic corrector of 
program Microsoft W ord 
is used by the teacher as 
a short time för ponder­
ing about what may have 
happened for the error 
signal to appear and to be 
corrected by the student. 

Once this skill is ac­
quired the teacher is no 
longer needed for self­
correcting so the student 
himself investigates how 

to solve the problem. 

In example 6 the teacher 
is a little more focused on 
teaching Joaquin the pos­
sibili ties of playing with 
the format of the text, 
colours, fonts, etc. 

The computer use is al­
ready integrated in 
Joaquin' s school life and, 
once he has done the im­
provements in his pieces 
of news helped by his 
teacher ( work in the zone 
of next development -
Vigotsky, 1979), they in­
ves tigate together the 
possibilities that the pro­
gram of word processing 
offers to play with forms, 
sizes colours and infor­
mation organization. W e 
may also observe that the 
journalistic discourse is 
already internalised. 

Joaquin already writes 
his own headlines, pro­
posing the main subject. 
He also includes the date 
and his signature. Com­
plementarily to this proc­
ess, the teacher is ap­
proaching the use of oth­
er computer applications 
and proposing his stu-

dents activities in which 
they incorporate them 
(for example Power 
Point, chats, e-mail, 
browser...). 

Nowadays, Joaquin 
carry on his literacy de­
velopment and is not con­
sidered as a student with 
literacy difficulties. 

Some 
considerations 
We want to outline a se­
ries of general consider­
ations that connect with 
the initial focuses that 
have oriented this pro­
gram and help us under­
stand the reality in inter­
related terms. Although, 
the subjects that worked 
in this project can be fit­
ted in general profiles 
(infantile, educational, 
etc.), its contribution can 
be applied beyond the 
limits of this study. The 
summary of these consid­
erations is defined in the 
following terms: 

THE PR0P0SAL of tasks 
guided to a clear aim and 
that starts up the maxi­
mum number of func -

Kielikukko 2-05 

16 

tions of the language, in 
our program the digital 
newspaper DIOPERICO, 
allows us to improve the 
curricular competences 
of the students with read­
ing and writing difficul­
ties. Influential factors in 
this question, seem to be: 
the knowledge of the 
process conceptualisation 
of the writing system 
(Ferreiro y Teberosky, 
1979) (that can make eas­
ier the involvement of the 
students with and without 
literacy needs in "true 
acts" of reading and writ­
ing) and the evaluation 
offered through a com­
municative didactic ap­
proach, being the ICTs a 
didactic • tool as well as a 
reason to write and read. 

This way, the student 
can be located in the 
place of a person in proc­
ess of learning, able to 
face the fact of writing 
and reading, even though, 
he/she is not so fluent in 
the alphabetical combina­
tory. 

TEACHERS HAVE 
shown moments of low 



self-regulation in the 
processes of innovation 
demanding plenty of help 
from the team of re­
searchers. W e considered 
that the processes of in­
nov ation and change 
have a complex character 
and that the teachers can 
have a certain resistance 
by diverse factors: meth­
odology, emotional, soc­
ial, etc. 

In the case of our pro­
gram, we have appreci­
ated less resistance ( and 
easy incorporation of the 
ICT's into their class ­
rooms) by the develop­
ment of a mediation that 
has tried to act from the 
own context of each 
school and each teacher 
(and not only through a 
technical training on 
ICTs, which is also nec­
essary ). 

A CHANGE in the atti­
tu des of the students 
about the learning of the 
reading and the writing 
skills has been observed. 
They have been influ ­
enced by the teachers and 
researchers attitudes, as 
well as by the communi-
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cative tasks where they 
can be writers and read­
ers (when they have used 
wri tten language in i ts 
whole extent functions 
and the level of primitive 
language they have 
reached has been re ­
spected), but also with 
the use of the ICTs: the 
use of different computer 
applications ( opened and 
closed) has contributed to 
the literacy awareness of 
the students though the 
development of other 
curricular subjects. 

THE AUTONOMY of the 
student can improve 
when the teacher is able 
to create an open and 
clear didactic sequence in 
which the teacher offers 
one task for all the stu­
dents and expects differ­
ent answers from the stu­
dents based on their dif­
ferent levels of develop­
ment. 

Crij's future 
Erom this academic year 
2004/05, DIOPERICO 
has been developed and 

off ers three options for 
students and teachers: a 
digital newspaper, a liter­
acy corner and an art gal­
lery, more than eight hun­
dred students are signed 
in our web. All news, ar­
tistic works, tales, stories, 
etc. are welcome, only a 
Spanish or English trans­
lation is required (with 
the teachers help ). 

We are waiting for you 
at www.dioperico.com 
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Meeli Pandis, 
Tallinn University, 
Estonian Reading 
Association 

Estonians consider 
themselves a highly 
literate nation and 
there is a good reason 
for this view. /n 1525 
the first book was 
published in Estonian 
and the f,rst ABC-book 
followed in 1686, 
when Estonia had 
some 350 000 
inhabitants. /n 1806, 
when the f,rst Estonian 
newspaper was 
printed, the rural 
Estonian population 
was a/most entirely 
literate. Since the 
beginning of the 20th 

century the literacy 
rate has always been 
higher than 90 %; in 
2000 the census 
showed it the be 99.8 
%. /n addition, the 
promotion of literacy 
was one of the boasts 
of the Soviet 

Literacy in 
Estonia . and 
the Estonian 
Reading 
Association 

occupants in I 940. 
So anyone who speaks 
about literacy problems 
in Estonia is thought to 
be ignorant or scare­
mongering. 

Y et, despite all this histo­
ry, Estonia still has liter­
acy problems. No pro­
grammes have been de­
veloped för adult literacy 
or dyslexia, and they re­
ceive no attention. Until 
now, Estonia has not par­
ticipated in intemational 
reading surveys such as 

PISA or PIRLS. 
But in 2003, Estonia 

came 5th in science and 
8th in maths in the 
TIMSS study. The prob­
lem of teaching reading is 
that it is mainly thought 
to be appropriate only för 
the elementary grades 
and mother tongue les­
sons. 

Today, 46 % of the 
population read less than 
they did during the Soviet 
era because of lack of 
time or money (Saar Poll, 
2003), and fewer chil­
dren' s books are bought. 

lars - the state, the busi­
ness sector and the third 
sector - non-govemmen­
tal organisations. NGOs 
can play a role as a cata­
lyst or mediator between 
the government and the 
business sector. Civic in­
itiati ves provide better 
results in a number of 
spheres, including educa­
tion innovation, govern­
ment regulations or activ­
ities of private business­
es. 

, - , - ' 1 • -: . 

THE ESTONIAN Reading 
Association (EstRA) 
(Eesti Lugemisiihing) 
plays this role in Estonia 
today. It was established 
with the support of the 
Finnish Reading Associ­
ation in May 1992, as a 
voluntary organisation 
that brings together indi­
viduals interested in read­
ing and problems con­
nected wi th reading and 

. ' TO IMPROVE literacy, 
we need to develop the 
literacy environment and 
materials for li teracy 
teaching, and beyond 
that, teacher training, pol­
icymaking and research. 
W e also need to införm 
the general public and 
change attitudes. 

literacy. 
MODERN SOCIETIES are EstRA now has more 
held to rest on three pil- than 150 members, repre-
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sentatives from different 
professions related to 
reading, such as teachers, 
librarians, teacher train­
ers, university professors 
and students. 

EstRA is active on a na­
tional as well internation­
al level, organising annu­
al conferences and semi­
nars on different subjects 
related to literacy pro­
motion; putting on work­
shops and exhibitions to 
promote the ideas of IRA 
in Estonia; carrying out 
research projects and 
charity projects, often in 
co-operation with gov­
ernmental and non-gov­
ernmental and business 
organisations. 

THE STATE ORGAN­
ISA TIONS need expertise 
from NGOs., while Es­
tRA needs project-based 
funding. The interests of 

both parties have come 
together on such projects 
as The National Assess­
ment of Mother Tongue 
Skills in the 3rd Grade, a 
project carried out in co­
operation with the Na­
tional Centre of Exami­
nation and Qualification, 
and A Taxonomy of Gen­
eral Competencies for the 
New Curricula, a project 
carried out in co-operat­
ion with the Centre of 
Curriculum Development 
of Tartu University. 

1n this project func­
tional literacy is included 
with other competencies 
underlying the new Esto­
nian curriculum, such as 
thinking skills, learning 
skills, self-oriented skills 
and social skills. 

EstRA is also running a 
number of other projects 
in co-operation with oth­
er NGOs and the business 

sector, such as Reading is 
Fun (http: //www.lom. 
edu.ee), for which the 
project managers are Anu 
Ratasep and Hele Kriisa 
(lom@lom.edu.ee). 

This project' s aim is to 
give Estonian and Russ­
ian speaking students, as 
well as students with 
hearing and speech dis­
abilities, a chance to dis­
cus s popular books, 
which they have chosen 
themsel ves via the 
Internet. 

In J anuary 2005, this 
project won an A ward för 
innovative reading pro­
motion from the Internat­
ional Development in 
Europe Committee 
(IDEC) of the Internat­
ional Reading Associat­
ion. 

THE PROJECT Reading 
N est is managed by Mai­
li Vesiko (maili. vesiko 
@tu.ee), and was started 
in order to give teachers 
new ideas about how to 
make books and reading 
activities interesting for 
children. The project 
works with teachers to 
promote creativity in 
planning and carrying 
through their work, and is 
based on the idea of the 
Step by Step program, 
where a book corner or 
reading corner is used as 
one classroom activity. 
A carefully prepared 
reading corner system 
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can stimulate children' s 
use of books. Skilled and 
creati ve teachers will 
make books and reading 
activities attractive for 
children. 

SO FAR, 86 mentors have 
been trained by EstRA 
specialists to train pre­
school and first grade 
teachers in the country­
side and to co-ordinate 
the introduction of read­
ing corners ( or reading 
nests) and competition 
between them. 

Mentors have trained 
about 1000 teachers who 
have joined the project, 
each of whom has created 
a reading corner in their 
group or class. 

TO TAKE PART in the 
Reading Nest competit­
ion, classes and groups 
present a creative out­
come of work carried out 
in the reading corner, 
such as a poster, a self­
made book, a newspaper 
or a poem. A conference 
of the Reading Nest 
project is planned, where 
participants can share 
their experiences of the 
project. There will be 
also an exhibition of cre­
ative outcomes. 

THE PROJECT-COMPE­
TITION Reading Games 
is managed by Kadi Lu­
kanenok (kadi.lukanenok 
@tu.ee). The goal of the 



competition is to encour­
age teachers to create 
reading games, to devel­
op reading skills and pop­
ularize reading. 

The best products will 
be published by the 
Koolibri Publishing 
House in sets of games 
för use in kindergartens, 
schools and at home. 

LITERACY W AS and still 
is a key för coping in so­
ciety. Now we are talking 
about society in transition 
and are not sure whether 
this transition is for a 
good or bad, in terms of 
literacy. The question is: 
can we adapt our literacy­
teaching environment 
and content to new cir­
cumstances and de­
mands? A text can be 
read from a screen or pa-

per, but both processes 
require the reader to un­
derstand införmation, an­
alyse it critically, apply it 
and also to enjoy reading. 

Teaching and develop­
ing these skills can be 
successful only through 
systematic, well-planned 
team-work. 

The Estonian Reading 
Association sees its role 
as a catalyst and media­
tor between different or­
ganisations in the field. 
Nokia's slogan "Con­
necting people" also de­
scribes EstRA activities 
as well. 

For more information 
about EstRA, go to 
www. viru. tu.ee;reading 
@tu.ee 

Meeli Pandis: 

Lukutaito 

Virossa ja EstRA 

Virolaiset pitävät kansaansa erittäin lukutaitoi­
sena. Ensimmäinen kirja julkaistiin vuonna 1525 
ja aapinen vuonna 1686. Kun ensimmäinen sa­
nomalehti ilmestyi vuonna 1806, maan maalais­
väestö oli melkein täysin lukutaitoista. Tästä 
huolimatta Virolla on lukutaito-ongelmia. 

Aikuisten lukutaidottomuutta tai dysleksiaa 
hoitamaan ei ole olemassa ohjelmaa, ne eivät saa 
mitään huomiota. Tähän mennessä Viro ei ole 
osallistunut kansainvälisiin tutkimuksiin kuten 
PISA tai PIRLS , kunnes se selviytyi viidennek­
si tieteissä ja kahdeksanneksi matematiikassa 
TIMSS- tutkimuksessa vuonna 2003. 

Nyky-yhteiskunta seisoo kolmen tukijalan varas­
sa, valtion, liike-elämän ja yksityisen sektorin. 
EstRA tämän kolmannen sektorin edustajana 
kohtaa kätevästi sekä valtion että liike-elämän. 
Se on käynnistänyt useita hankkeita näiden tu­
ella edistääkseen erilaisia lukutaidon alueita. 

Pyrkimys on saada lukutaidon opettaminen 
vastaamaan ajan vaatimuksiin, jotka muuttuvat 
koko ajan. 

Lyhennelmän kirjoitti Paula Malin 
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PISA 2003 Assessment: 

Finnish students 
top achievers in 
the OECD 
Finland at the top in 

mathematics, science, 

reading literacy, and 

problem solving 

Finnish 15 -year-olds ies, but their skills were 
were among the best in 
all four domains assessed 
in the PISA 2003 survey 
comprising 41 countries. 
In comparison to the pre­
v i o u s assessment m 
2000, the performance 
level of this age group 
has risen in mathematics 
and science. In reading 
literacy Finland has kept 
her position as the lead­
ing country. 

Finland also does well 
in terms of educational 
equality when compared 
to other countries. In 
mathematics, for exam­
ple, the differences be­
tween boys and girls, 
schools, and regions are 
among the smallest in the 
world. Also the Swedish­
speaking students in Fin­
land reached close to the 
top in all assessment ar­
eas. 

PISA 2003 assessment 
focused primarily on stu­
dents' skills in mathemat-

also tested in science, 
reading literacy, and 
problem solving. PISA 
programme is targeted at 
15-year-old students; in 
Finland they are mainly 
9th-graders in the com­
prehensive school. PISA 
2003survey involves 41 
participating countries 
(or regions), 30 of which 
are OECD countries. In 
Finland, the assessment 
involved 5796 students 
from 197 schools. The 
survey is conducted in 
Finland by the Institute 
for Educational Re­
search, University of Jy­
väskylä, in co-operation 
with the Ministry of Ed­
ucation. 

Finnish teenagers,, 
mathematics ski/1s 
the best in the 
OECD 

countries. As for other 
OECD countries, only 
Korea, the Netherlands, 
and J apan reach this lev­
e l, while outside the 
OECD, Hong Kong (Chi­
na) scores even higher 
than Finland. All N ordic 
countries, except för Nor­
way, are above the 
OECD average. 

In Finland the differ­
ences between students in 
mathematics are among 
the smallest of all partici­
pating countries. Never­
theless, these differences 
are rather big in Finland 
as well. In this assess­
ment about 7% of the 

On average, the mathe- Finnish 15-year-olds 
matics skills of 15-year- reached the category of 
olds in Finland are the top performers, while the 
best across all OECD OECD average is 4%. 
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The highest percentages 
of top performers were 
found in Belgium (9% ), 

Korea (8%) and Japan 
(8%). Finland's high av­
erage level is based on 
the small percentage of 
low achievers. In Finland 
only 6% of students re­
mained below the level 
PISA defines as passable 
in mathematics with re­
gard to information soci­
ety. Across all OECD 
countries on average, as 
many as 21 % of students 
failed to reach this pass­
able level. 

According to Senior 
Researcher Pekka Kupari 
from the Institute for 
Educational research, 
who is in charge of the 
mathematics section of 



Suomi on OECD:n PISA-tutkimuksen mukaan 
kärkipäässä matematiikassa, luonnontieteissä, 
lukutaidossa ja ongelmanratkaisussa 

PISA in Finland, most 
15-year-old Finns have 
fairly good mathematical 
competence for the fu ­
ture. 

Kupari says, however, 
that Finland should take 
care of the lowest achiev­
ing group, as well, in 
terms of their possibili­
ties for further studies 
and employment pros­
pects. There could also be 
more top performers in 
mathematics. 

Reading Jiteracy sti/1 
the best of a/1 OECD 
countries 
On average, Finnish stu­
dents' reading literacy 
skills proved to be the 
best of all countries stud­
ied. 

Only Korea reached the 
same level. Finland' s 
success in the field of 
reading literacy is thus 
continuing, as Finland 
held the top position in 
the previous survey, as 
well. Other high-ranking 

countries in reading lit­
eracy in the present sur­
vey include Canada, Aus­
tralia, Liechtenstein, New 
Zealand, Ireland, S we­
den, the Netherlands, 
Hong Kong (China), and 
Belgium. Apart from Fin­
land and Sweden, other 
N ordic countries scored 
around the OECD aver­
age. The results of non­
OECD countries are gen­
erally below average, ex­
cept for Liechtenstein 
and the Chinese Hong 
Kong and Macao, who 
reached relatively high 
scores. 

In Finland the differ­
ences between students in 
reading literacy are 
smaller than in any other 
OECD country. Simi­
larly, the percentage of 
weak readers is the small­
e s t of all participating 
countries. Of Finnish stu­
dents, 15% were catego­
rised as top readers, while 
the OECD average is 8%. 
Only New Zealand 

(16%) had a higher per­
centage of top readers 
than Finland. With regard 
to införmation society, an 
adequate level of reading 
literacy was reached by 
80% of the Finnish stu­
dents, while the OECD 
average is 58%. 

Finland among the 
best also in science 
In this survey on 15-year­
olds' know ledge in sci­
ence, Finland shared the 
top ranking with J apan. 

Within the OECD, only 
Korea reached a similar 
level. As för the N ordic 
countries besides Fin­
land, only Sweden is 
above the OECD aver­
age. Outside the OECD, 
only Hong Kong and 
Macao in China as well 
as Liechtenstein score 
higher than the OECD 
average. Also in science 
the between-student dif­
ferences in Finland are 
among the smallest in the 
OECD. 

According to Pasi 
Reinikainen, who is in 
charge of the science sec­
tion of the survey in Fin­
land, these results show 
that young people in our 
country have got a sound 
knowledge base to build 
on when it comes to ac­
tive citizenship, for in­
stance in environmental 
issues. Young people 
should have opportunities 
to use this competence to 
a greater extent. 
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High achievement 
also in problem sol­
ving ski/1s 
The PISA 2003 survey 
included a new domain: 
problem solving. This 
domain tests students' 
skills in solving problems 
that are not restricted to 
any specific school sub­
ject. 

Finnish students were 
successful in this domain, 
as well, reaching the sec­
ond highest average score 
after Korea. Also J apan 
and Hong Kong (China) 
perförmed at an equally 
high level in problem 
solving. As för the Nor­
dic countries, also Den­
mark, Sweden and Ice­
land scored above the 
OECD average. As in the 
other domains, differ­
ences between Finnish 
students were once again 
among the smallest in the 
OECD. 

The performance of 
swedish-speaking 
finns is close the top 
The students of Swedish­
speaking schools in Fin­
land achieved interna­
tionally close to the top, 
yet remaining slightly be­
low the national average 
in all four domains as­
sessed. 

The best domain för the 
Swedish-speaking Finns 
was reading literacy, and 
they also did quite well in 
mathematics and prob-



lem solving. They also 
scored clearly higher than 
their peers in the other 
Nordic countries. The 
Swedish-speaking Finns' 
performance is reported 
more closely in another 
release, which is avail­
able on the website speci­
fied at the end of this text. 

Finnish students, 
learning results imp­
roved 
Science is the domain 
where Finnish students 
have made greatest 
progress between the 
2000 and 2003 surveys. 
At the same time, differ­
ences between students 
have slightly increased, 
but are still among the 
smallest of all nations. Of 
all participating coun­
tries, the results for sci­
ence improved in twelve 
and decreased in five 
countries. 

In mathematics Finn­
ish students' results have 
slightly improved. At the 
same time the diff erences 

between students have 
diminished in Finland 
Also in other OECD 
countries the average 
level of student achieve­
ment in mathematics has 
risen, although slightly 
less than in Finland. 

There are considerable 
differences between 
countries in this change, 
however. For example, in 
Belgium, Poland and 
Czech Republic math-

ematics results have im­
proved clearly more than 
in other OECD countries. 

In reading literacy the 
general level of perform­
ance has remained much 
the same both in Finland 
and in other OECD coun­
tries. 

Highest increases in the 
national scores for this 
domain can be found in 
Poland and Korea as well 
as, outside the OECD, in 
Liechtenstein and Latvia. 
Within the OECD coun­
tries, reading literacy 
scores have decreased the 
most in J apan and Aus­
tria, and among the other 
countries in Mexico and 
Russia. 

In Finland the differ­
ences between students 
have slightly diminished 
in light of the two sur­
veys (in 2000 and 2003) 
so that the respective per­
centages of both 

the weakest and the 
best readers have slightly 
decreased. 

Boys better in mat­
hematics, girls in 
other domains 
In mathematics Finnish 
boys did slightly better 
than girls, on average. 

This is typical in all par­
tici pating countries ex­
cept for lceland and Thai­
land. Senior Researcher 
Pekka Kupari points out 
that in Finland this gen­
der difference in student 
achievement is relatively 
small. 

In science and problem 
solving, Finnish girls are 
slightly better, on aver­
age, than boys. There 
were 13 countries where 
boys clearly outper­
formed girls in science, 
whereas in only three 
countries it was the other 
way round. In problem 
solving, lceland, Sweden 
and Norway were the 
only OECD countries be­
sides Finland where girls 
did better than boys. 

Girls show higher 
reading literacy levels 
than boys in all OECD 
countries. Gender differ­
ences are clearly wider in 
reading literacy than in 
mathematics. Nonethe­
less, Finnish boys are bet­
ter readers than boys in 
any other OECD country, 
says Professor Pirjo 
Linnakylä from the Insti­
tute of Educational Re­
search. In Finland the gap 
between girls' and boys' 
reading literacy scores 
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has slightly diminished 
since the previous meas­
urement in 2000. 

Homeback­
ground is ref­
lected in mathe­
matics results 

In all participating coun­
tries the children of fam­
il ies belonging to the 
highest socioeconomic 
category reach consider­
ably better results in 
mathematics than their 
peers from lower socioe­
conomic categories. In 
Finland, however, the ef­
fect of parents' occupa­
tional status on student 
performance is the small­
e s t of these countries. 
The situation is almost 
the same in lceland and 
Japan. In Finland, even 
the group of students in 
the lowest socioeconom­
ic quarter performs above 
the OECD average. 

Between-school 
differences in mat­
hematics are sma/1 
Finland and lceland 
showed the smallest be­
tween-school differences 
in students' mathematics 
achievement in this sur­
vey. In Finland, the vari­
ance between schools ex­
plains only 5% of the to­
tal variance in student 
achievement. ln many 
countries even more than 
half of the total variance 



in student achievement 
can be explained by be­
tween-school variance. 

As much as 95% of the 
variation in Finnish stu­
dent achievement comes 
from between-student 
variance within schools. 
Therefore, in order to re­
duce differences in leam­
ing, says Pekka Kupari, 
we should address the 
differential factors 
among students, such as 
their attitudes and confi­
dence in their own leam­
ing potential. 

No big differences in 
mathematics achie­
vement across the 
country 
Student achievement in 
mathematics is fairly 
equal in different parts of 
Finland. Only the stu­
dents of Middle-Finland 
performed at a slightly 
lower level than their 
peers in Uusimaa or in 
the southem and eastem 
regions. There were no 
significant differences 
between Northern Fin­
land and the other parts 
of the country. When par­
ents' social status was 
controlled for in the anal­
y s i s, Eastern Finland 
stood out as the highest 
achieving region. Then 
again, differences be­
tween rural and urban 
schools were negligible. 

Confidence in mat­
hematical skills is 
important 
From the national per­
s pecti v e, attitudes to­
wards mathematics con­
tribute essentially to the 
differences in student 
performance. In Finland, 
high mathematics 
achievement is connected 
with strong confidence in 
own skills and learning 
potential as well as with 
interest in mathematics 
and low anxiety in learn­
ing. Also external moti­
vation - in this case, the 
experienced importance 
of mathematics för fur­
ther studies and prospec­
ti ve employment - is a 
major factor explaining 
achievement differences 
among Finnish teenagers. 
In contrast, parents' soci­
oeconomic status and the 
number of cultural items 
at home have a weaker 
explanatory force in Fin­
land than in the other 
OECD countries. 

KT Maarit Arvoja 

Koulu ei tue 

yhteisöllistä oppimista 

KM Maarit Arvajan kasvatustieteen väitöskirjan "Col/abora­
tive knowledge construction in authentic school contexts" 
(Yhteisöllinen tiedon rakentaminen kouluissa) on tarkastet­
tu Jyväskylän yliopistossa. 

Maarit Arvaja havaitsi 
väitöstutkimuksessaan, 
etteivät koulun toiminta­
kulttuuri ja -tavat tue yh­
teisöllistä oppimista. Ar­
vaja tarkasteli yhteisöllis­
tä oppimista peruskoulun 
yläasteella kolmessa op-

pimisprojektissa, joissa 
sovellettiin pienryhmä­
työskentelyä tai tieto­
verkkojen välittämää kes­
kustelua. 

- Oppimista edistävä 
yhteisöllinen toiminta, 
jossa oppilaat rakensivat 

Ph.m. Maarit Arvoja: Collaborative 
knowledge construction in authentic school 
contexts 
The working system at school doesn"t support 
collaborative studies. The members of the group 
had to be good friends with each others, so that it 
was safe to handle conflicts appearing within the 
group. The results were best, if the task consist­
ed of a lot of pondering, not picking facts from 
books. Information technology worked best as 
common memory. If a pupil does not respect his 
own thoughts, critical thinking does not develop. 
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yhteistä tietoa tai syven­
sivät ymmärrystään oppi­
misen kohteena olevasta 
asiasta, oli projekteissa 
harvinaista. Oppilaiden 
keskustelu oli yleensä 
pinnallista, asioita tai il­
miöitä kuvailevaa ja fak­
toja luettelevaa kritiiki­
töntä tiedonjakamista, 
Arvaja kuvaa. 

Ryhmätehtävien tulisi 
kannustaa pohdintaan 

Yhteinen tieto 
rakentuu 

tilanteissa, 
joissa 

oppimistehtävä 
tukee 

pohtimista. 

Arvaja havaitsi, että yh­
teistä tietoa rakennettiin 
tilanteissa, joissa oppi­
mistehtävä oli pohtimista 
tukeva. Tällaisia tehtä­
vänantoja oli projekteissa 
kuitenkin vähän. Sen si­
jaan faktatietoa peräävät 
tehtävänannot, joita oli 
eniten, johtivat helposti 
kritiikittömään tiedonja­
kamiseen. 

Ryhmätehtävät, jotka 
mahdollistavat erilaisten 
näkemysten arvioinnin ja 
yksilöllisten kokemusten 
vertailun, ja jossa oppi-

laat kohtaavat tiedollisen 
ristiriidan, tukevat par­
haiten yhteisöllistä tie­
donrakentamista. Oikean 
vastauksen löytämiseen 
kirjasta tuskin tarvitaan 
neljän hengen ryhmää. 
Kuten eräässä projektissa 
työskennellyt poika sanoi 
ryhmätyöskentelyn hyö­
dyllisyydestä: "Oisin teh­
nyt sen (tehtävän) 
nopeemmin ja paremmin 
yksin". 

Hyvä kaveruus luo 
oppimisyhteisön 
Yhteisöllisen toiminnan 
onnistuminen edellytti 
positiivista ilmapiiriä, 
joka mahdollisti tehtä­
vään sitoutumisen ja loi 
turvallisen ympäristön 
käsitellä sekä tehtävästä 
nousevia erimielisyyksiä 
että ryhmän jäsenten vä­
lisiin suhteisiin ja toimin­
taan liittyviä konflikteja. 
Tällaisen ilmapiirin luo­
minen onnistui parhaiten 
kavereiden kesken. 

Sen sijaan ryhmähar­
monian ylläpitäminen, 
paine olla samaa mieltä, 
konfliktien välttäminen ja 
kritiikitön tiedonjakami­
nen olivat tyypillisiä sil­
loin, kun toimittiin luok­
katoverien kanssa, jotka 
eivät kuuluneet lähim­
pään kaveripiiriin. 

- Yhteisöllisen oppimi­
sen perusta luodaan par­
haiten keskinäiseen kun­
nioitukseen ja tasa-arvoi-

Tuottaako koulu 
ajattelijoita vaiko 

vain tietäjiä? 

suuteen perustuvan luok­
kayhteisön rakentamisel­
la. Näin kaveriyhteisöstä 
tulee oppimisyhteisön ra­
kentamisen luonnollinen 
perusta, Arvaja kannus­
taa. 

Tietoteknologia viih­
tymisen välineenä 
Tieto- ja viestintätekno­
logiaa käytettiin kahdes­
sa projektissa lähinnä op­
pilaiden väliseen vuoro­
vaikutukseen. Verkko­
vuorovaikutus oli luon­
teeltaan pinnallista ja sitä 
motivoi enemmän oppi­
laiden keskinäinen viih­
tyminen ja viihdyttämi­
nen kuin itse koulutehtä­
vä. 

- Tietoteknologian tu­
kemia projekteja suunni­
teltaessa ja toteutettaessa 
on tärkeää miettiä, mitä 
lisäarvoa teknologia tuo 
opetukseen ja oppilaiden 
toimintaan. Esimerkiksi 
kasvokkain tapahtuvan 
keskustelun siirtäminen 
verkkoon ei ole mielekäs­
tä, koska teknologian vä-
1 i ttämä keskustelu on 
haasteellisempaa kuin 
kasvokkain tapahtuva 
keskustelu, Arvaja kuvaa. 

Tietoteknologia toimi 
parhaiten oppimista edis­
tävänä silloin, kun se toi­
mi oppilaiden yhteisölli­
senä muistina. Tällöin 
oppilaat pystyivät palaa­
maan omiin mietteisiinsä 
ja käyttämään myös luok-
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katoverien verkkotuotok­
sia oman tiedon rakenta­
misen resursseina. 

Koulun toimintatavat 
yhteisöllisen oppimi­
sen esteenä 
- Koulun ja luokan ylei­
set toimintatavat ja -käy­
tännöt tulevat näkyviin 
oppilaiden toiminnassa ja 
puhetavoissa. Faktatie­
don ja tiedon oikeellisuu­
den tärkeys, auktoriteet­
tiusko, oman ajattelun ja 
mielipiteiden väheksymi­
nen ja niiden kuulumatto­
muus koulukontekstiin 
korostuivat oppilaiden 
haastatteluissa ja keskus­
teluissa, Arvaja huomasi. 

- Jos oppilaat eivät itse 
arvosta omia ajatuksiaan, 
tämä asettaa kyseenalai­
seksi koko yhteisöllisen 
oppimisen idean: perus­
tellun ja pohditun tiedon 
rakentamisen yhdessä 
oppilastovereiden kanssa 
ja kriittisen ajattelun ke­
hittymisen. Niin kauan 
kuin koulun toimintakäy­
tännöt tukevat kilpailua, 
vertailua, tiedon omista­
mista ja mitattavuutta, 
tietoa ei nähdä ajattelun 
välineenä vaan päämää­
ränä sinänsä. Näin koulu 
tuottaa tietäjiä ajattelijoi­
den sijaan. 



PhD Aino Ugasteen 
kasvatustieteen 
(varhaiskasvatus) 
väitöskirjan "The 
child's play world at 
home and the mother's 
role in the play" 
(Lapsen leikkimaailma 
kotona ja äidin rooli 
leikissä) on tarkastettu 
Jyväskylän yliopistossa. 

Nykyään lapset eivät ha­
lua eivätkä enää osaa 
leikkiä ikäänsä vastaavia 
ja kehittäviä leikkejä. 
Lasten leikkimaailmassa 
ensimmäisellä sijalla ovat 
erilaiset kuvaruutuleikit 
myös Virossa. 

Aino Ugaste selvitti 
väitös tutkimuksessaan 
lapsen leikkimaailmaa 
kotona, äidin käsityksiä 
lapsen leikistä ja kehityk­
sestä sekä äidin roolista 
lapsen jokapäiväisessä 
elämässä ja leikeissä. 
U gaste tutki, leikkivätkö 
lapset kotona, millaisia 
leikkejä he leikkivät ja 
miten äiti tukee ja ohjai­
lee lasten leikkejä kotona. 

Lapset leikkivät mielui­
ten sekä yksin että äidin 
kanssa roolileikkejä. 
Roolileikit ovat lapsen 

PhD Aino Ugaste: 

Roolileikit 
ovat 
tärkeitä 
lapsen 
kehitykselle 

monipuolisen kehityksen 
kannalta tärkeimpiä leik­
kejä. Näissä leikeissä lap­
set puhuvat paljon ja lei­
keissä on paljon kuvitel­
mia, fantasiaa ja luovuut­
ta. 

Kun äiti leikkii lapsen­
sa kanssa, leikit ovat ke­
hittyneempiä ja vaihtele­
vampia kuin lapsen leik­
kiessä yksin. Yhteisissä 
leikeissä äiti ei ole pel­
kästään leikkikaveri vaan 
leikissä sen rikastuttaja, 
kommunikoija ja roolien 
sosiaalisten merkitysten 
avaaja. 

Äidillä on paljon eri-
1 ai sia mahdollisuuksia 
lapsen leikkimaailman 
kehittämisessä kuten 
myös arkielämän muok­
kaamisessa. Äidin osuus 
lapsen leikkimaailmassa 

Ph.d. Aino Ugaste, Estonia: The child,s 
play world at home and the mother,s 
role in the play 

Children prefer playing role games more than 
before, also with their mother. The parents 
have lots of possibilities to enrich the playing 
world of their children. 

ei rajoitu vain lelujen 
hankkimiseen, vaan äidil­
lä on osa myös aiheiden 
ja raakamateriaalin tuot­
tamisessa. 

Lapset leikkivät vain 
silloin, kun leikin aihe on 

Äidin ja lapsen 
vuorovaikutus 

voi olla 
huumoripitoista 
ja maagistakin. 

jännittävä, mielenkiintoi­
nen ja salaperäinen. Jos 
äiti on lapsensa kanssa 
tiiviissä kanssakäymises­
sä, lapsella on paljon 
leikkimahdollisuuksia. 

Äidin ja lapsen leikit ja 
vuorovaikutus olivat 
usein lapsen koulutaito­
jen opettamista ja käytän­
nön taitojen harjoittelua. 
Äitien vuorovaikutukses­
sa korostunut opetuksel­
lisuus selittyi sillä, että he 
ovat epävarmoja lastensa 
tulevista opinnoista ja 
koulussa suoriutumisesta. 
Vuorovaikutukseen liittyi 
myös hauskanpitoa, huu-
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Äiti voi ohjata 
lapsen leikkiä 
monin tavoin, 
sanoo Aino 
Ugaste. 

moria ja magiikkaakin, 
josta lapset pitivät paljon. 

Jos perheessä on kaksi 
eri-ikäistä lasta, syntyy 
yhteisissä leikeissä usein 
jännitteitä leikin idean 
ymmärtämättömyydestä 
ja lelujen vuoksi. Samoin 
useat ongelmat syntyivät 
sen takia, etteivät lapset 
kyenneet seuraamaan lei­
kin sääntöjä tarkasti ja 
rehellisesti. 

Tutkimustulokset anta­
vat opettajille tietoa las­
ten arkielämästä perheen 
kontekstissa sekä äidin 
osasta lapsen maailman 
luomisessa kotona. Näin 
opettajilla on mahdolli­
suus sensitiivisesti käsit­
tää ja tukea lasten van­
hempia uusissa yhteis­
kunnallisissa olosuhteis­
sa. 

Tutkimus osoittaa 
myös, että lasten van­
hemmilla on monenlaisia 
mahdollisuuksia lapsen 
kehityksessä keskeisim­
män toiminnon - leikin -
ohjaamisessa. 



Tulokset Sitran 
rahoittamasta 
kokonaiskoulupäivän 
kokeilusta osoittavat, 
että lukuvuosien 2002-
2003 ja 2003-2004 
aikana oppilaiden 
osallistuminen kerho-
ja harrastustoimintaan 
on lisääntynyt. 

Kerho- ja harrastustoi­
minta on enenevästi ajoit­
tunut ennen kello 17:ää ja 
kerho- ja harrastustoi­
mintaa järjestetään ylei­
semmin koulun tiloissa. 
Samalla niiden oppilai­
den määrä, joilla ei ole 
yhtään harrastusta, on vä­
hentynyt ja oppilaiden il­
man aikuisen läsnäoloa 
viettämän ajan määrä en­
nen koulun alkua ja kou­
lupäivän jälkeen on vä­
hentynyt. 

Aamu- ja iltapäivätoi­
minnan tarve ei rajoitu 
pienimpiin oppilaisiin 
Koulussa järjestettyyn 
aamutoimintaan osallistui 
keväällä 2004 ainakin 
joskus 66 % ensimmäi­
sen, 47 % toisen ja 32 % 
kolmannen luokan oppi­
laista sekä 20 % luokki­
en 4 - 6 oppilaista. 

Vastaavasti koulussa 
järjestettyyn iltapäivätoi­
mintaan osallistui 90 % 
ensimmäisen, 73 % toi­
sen, 67 % kolmannen 
luokan ja 55 % luokkien 
4 - 6 oppilaista. 

Kerhotarjonta muuttaa oppilaiden 
ajanviettoa 

Club activities of school children have 
increased during recent years. They 
change a lot children's daily schedules. The 
amount of clubs has increased and they 
more o~en take place at the schoo/ 
building. The activities o~en end before 5 
o'clock pm. The amount of children with 
no activities has diminished, so has a/so the 
time they spend alone at home. 

Aamu- ja iltapäivä­
toiminnan tarve ei 
rajoitu pienimpiin 
koululaisiin 
Aamu- ja iltapäivätoi­
minnan sekä harrastustoi­
minnan järjestämisen an­
siosta oppilaiden yksin 
tai tovereiden kanssa 
viettämän ajan määrä vä­
heni. Ensimmäisen ja toi­
sen luokan oppilaiden yk­
sinolokerrat olivat taval­
lisimmin alle tunnin mit­
taisia ja pitkä yksinolo 
kosketti yhä harvempia 
lapsia. 

Oppilaita, jotka olivat 
y Ii 10 tuntia viikossa yk­
sin iltapäivisin, oli 24 % 
keväällä 2003, mutta vain 
14 % keväällä 2004. Näi-

tä oppilaita oli sekä ala­
että yläkoulun puolella; 
järjestetystä tarjonnasta 
huolimatta 5 % ensim­
mäisen luokan oppilaista 
oli 3 - 5 tuntia yksin ai­
nakin jonakin iltapäivänä 
viikosta. 

Kerhotoiminnassa 
kysynnän ja tarjon­
nan vastaavuutta 
voisi parantaa 
Keväällä 2004 neljä vii­
destä (80 % ) oppilaasta 
osallistui johonkin ker­
hoon tai harrastusryh­
mään. Yleisimmin oppi­
laalla oli yksi harrastus, 
mikä onkin riittävää, jos 
oppilas osallistuu siihen 
säännöllisesti ja pitkäjän-
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teisesti. 
Kerhotoiminnan tarjon­

nan ja toiveiden välillä 
oli kuitenkin ristiriitaa. 
Uintia, elokuvia, itsepuo­
lustusta, käsitöitä, bändi/ 
orkesteritoimintaa, koti­
taloutta, valokuvausta, 
elektroniikkaa, tietotek­
niikkaa ja askartelua toi­
vottiin huomattavasti 
enemmän kuin mihin oli 
mahdollisuuksia. Tarjon­
ta ja kysyntä olivat jok­
seenkin tasapainossa 
joukkueurheilun, instru­
menttiopiskelun ja tans­
sin osalta. 

Tyttöjä kiinnostivat eri­
tyisesti kuvataide (28 % ), 
tanssi, uinti, kotitalous, 
soittotunti ja käsityöt (21 
% ) ja poikia joukkueur­
heilu (42 %), tietotekniik­
ka, itsepuolustus, uinti, 
kotitalous ja elektroniik­
ka (13 %). 

Harrastukset ennen 
kello 17:ää ja koulun 
tiloissa 
Syksyllä 2002 harrastus­
kerroista oli kello 17 :n 
jälkeen 64 %. Sen suh­
teellisessa osuudessa on 



tapahtunut vähennystä 
joka lukuvuosi 20 pro­
senttia siten, että kevääl­
lä 2004 vain 24 % harras­
tuskerroista oli kello 17 :n 
jälkeen. Keväällä 2004 
suurin osa harrastamises­
ta ( 68 % ) tapahtui ennen 
kello 17: ää joidenkin op­
pilaiden (9 % ) harrastus­
aikojen ajoittuessa tämän 
ajankohdan molemmin 
puolin. 

Suurin osa (82 % ) har­
rastuskerroista, joita op­
pilailla oli ennen kello 
17:ää, oli koulun tiloissa, 
mutta iltaharrastaminen 
painottui koulun ulko­
puolelle (88 % harrastus­
kerroista). Projektin ta­
voitteena on ollut kehit­
tää koulusta toimintakes­
kusta ja liittää harrastuk­
set osaksi oppilaiden 
koulupäivää, jolloin illat 
rauhoittuisivat perheen 
keskinäiselle yhdessä­
ololle. Tavoitteessa on 
onnistuttu. 

Harrastuksiin 
osallistumattomat 
Mihinkään kerho- tai har­
rastusry hmään osallistu­
mattomia oli 20 % oppi­
laista keväällä 2004; 
määrä on kokeilun aika­
na pudonnut useita pro­
sentteja. Haluttomuus 
harrastustoimintaan osal­
listumista kohtaan on kai­
ken aikaa ollut suurinta 7. 
ja 8. luokan oppilailla. 
Heidän joukossaan oli 
keväällä 2004 eniten sekä 

niitä, joilla ei ollut mitään 
harrastusta (noin kolman­
nes), että niitä, jotka oli­
vat luopumassa harras­
tuksestaan (noin neljän­
nes). Kokeilussa on pyrit­
ty vetämään mahdolli­
simman monia mukaan 
harrastustoiminnan pii­
riin, koska monien tutki­
musten perusteella tiede­
tään, että harrastuksilla 
on sekä koulumenestyk­
sen että muun kehityksen 
kannalta myönteisiä vai­
kutuksia. Vapaa-ajan toi­
mintakulttuuri kehittyy 
oppilaan kokemusten 
myötä asteittain. Siirty­
minen entisen ala-asteen 
koulusta yläasteelle saat­
taa katkaista aktiivisen 
osallistumisen harrastus­
toimintaan. Ohjauksen 
laatu vaikuttaa myös rat­
kaisevasti osallistumi­
seen. 

Harrastusta vailla ole­
vien toiveet harrastukses­
ta vastasivat täysin niitä 
toiveita, joita oli aktiivi­
sillakin harrastajilla. Tar­
jonta ja toiveet eivät hei-

dän kohdallaan ehkä ole 
kohdanneet, sillä tavalli­
sin harrastamattomuuden 
syy näillä yläluokkien 
oppilailla oli kiinnostuk­
sen puute (56 % ) ja halu 
olla tovereiden kanssa 
(42 %). Jotkut (14 %) ha­
lusivat olla yksin kotona. 
Oppilaat saivat valita 
vastaukseksi useampia 
syitä. Alaluokkien oppi­
laista kolmannes mainit­
si edellä mainittujen li­
säksi myös sen, että ko­
tona oli joku aikuinen. 

Kokonaiskoulupäi­
vän kokeilu 
Kokeilussa, joka on osa 
valtakunnallista MUKA­
VA-hanketta, on pyritty 
eheyttämään oppilaiden 
koulupäivää siten, että 
vapaa-ajan toiminnan 
mahdollisuuksia on jär­
jestetty koulun tiloissa ja 
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oppilaan koulupäivään 
niveltäen. Oppilaille on 
tarjottu hoivatyyppistä 
lepoa ja huolenpitoa pe­
rusryhmissä, joista he 
ovat voineet mennä joita­
kin kertoja viikossa valit­
semiinsa harrastusryh­
mun. 

Kokeilu on toteutettu 
neljällä paikkakunnalla: 
Jyväskylässä, Kuopiossa, 
Sievissä ja Sipoossa. Se 
on koskenut peruskoulun 
luokka-asteita 1 - 8. Va­
paa-ajan käyttöä koske­
van kyselyn palautti 1218 
oppilasta; palautuspro­
sentti oli 73. Projektia 
johti Jyväskylän yliopis­
tossa professori Lea 
Pulkkinen; projektin pää­
koordinaattorina toimi 
KT Leevi Launonen. 



Kansainväliset 
tapahtumat 

14th E.uropean Conference on Reading 
"Literacy without boundaries" Zagreb, 
Kroatia 3 1. 7 .-3.8.2005. 

Pääpuhujat ovat: Dick Allington, 1 RA:n presi­
dentti; Renate Valtin, Humboldt University, 
Berlin; Aleksandar Stipcevic, kirjan historian ja 
lukemisen sosiologian tutkija ja Danko Plevnik, 
lehtimies. Esiintyjien joukosta löytyy kuusi suo­
malaista. Kongressiin odotetaan n. 400 osanot­
tajaa. Ohjelmassa on n. 130 esitelmää ja työpa­
jaa. 

Järjestelystä vastaa Hrvatsko eitateljsko 
dru✓tvo (Croatian Reading Association) ja 
Euroopan komitea IDEC (International Deve­
lopment in Europe Committee). Osallistumis­
maksu on 20.7.mennessä 150 e. Lisätietoja säh­
köpostitse <congress@event.hr> tai FinRA:n 
kansainväliseltä sihteeriltä <aselin@abo.fi>. 
http:l /www.hcd.hr/conference 

• Mr. Stipe Mesic, President of the Republic of 
Croatia, is the Patron of the Conference 
• The Mayer of the City of Zagreb will host a 
Reception for all participants 
• The Conference is supported by: 
The Ministry of Science, Education, and Sport of 
the Republic of Croatia, The Ministry of Culture 
of the Republic of Croatia City of Zagreb, Zag­
reb Tourist Board, Croatia Tourist Board, 
Goethe lnstitut Zagreb 

20th International Literacy Conference 
on Learning 

Faculty of Education, University of Granada, 
Spain, 1 1-14 July 2005. 
Lisätietoja: 
http://www.LearningConference.com. 

Den fiärde nordiska kongressen om 
dyslexipedagogik 
Folkets Hus, Stockholm, 8 - 10 augusti 2005 
Världsledande internationella och nationella 
forskare och pedagoger kommer att medverka, 
Franck Ramus, Frankrike, Usha Goswami, Eng­
land, John Rack, England, T orleiv Höien, Norge, 
Pekka Niemi, Finland, Ingvar Lundberg, Sverige, 
lan Smythe, England, Jörgen Frost, Norge och 
Martin Ingvar, Sverige är några av det femtiotal 
föreläsare som tackat ja till att medverka. 
Kongressen: 
• ger de senaste kunskaperna om praktiska pe­
dagogiska metoder 
• tar upp den senaste forskningen om dyslexi/ 
läs- och skrivsvårigheter 
• belyser tidiga insatser i förskola och skola 
• tar upp dyslexi och andraspråksinlärning 
• belyser hur skolan kan utveckla läsförståelsen 
• tar upp läs- och skrivproblem i tonåren 
• presenterar tekniska hjälpmedel för träning 
och kompensation 
Vi välkomnar deltagare från hela Norden till 
kongressen ! 
http:l /www.ki.se/dyslexi/ 

lnclusive and Supportive Education 
Congress 
lnclusion: Celebrating Diversity 2005 
Glasgow, UK, 1 st-4th August 2005 
This prestigious international conference is a 
platform for practitioners and academics with an 
interest in inclusive education. The conference is 
an opportunity for people involved in inclusive 
and supportive education around the world. 
Hear about best practice and new ideas. Share 
knowledge and information. 
Contact person: Margaret Ritchie, E-mail: 
isec.2005@strath.ac.uk 
Professional Development Unit, University of 
Strathclyde, 76 Southbrae Drive, Glasgow, G 13 
IPP 
http://www.strath.ac.uk/Departments/PDU/conf/ 
isec2 005 /intro.html 
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Carita Vesander 
erityisluokanopettaja: 

Helmittäminen -
avain lukutaidon 
oppimiseen 

Luku- ja kirjoitustaidon 

oppiminen on monen 

pienen koululaisen 

mielestä se tärkein 

asia, jota varten 

kouluun tullaan. 

Monella lapsella 

saattaa kuitenkin olla 

erilaisia 

hahmottamisen 

vaikeuksia, jotka voivat 

hidastaa tai muuten 

vaikeuttaa luku- ja 

kirjoitustaidon 

oppimista. Nykyään 

yhä enemmän meidän 

opetustyön 

ammattilaisten täytyy 

miettiä erilaisia 

menetelmiä käytännön 

opetustyön 

toteuttamiseen. Tässä 

artikkelissa esittelen 

Helmittämisen -

kehittämäni 

menetelmän luku- ja 

kirjoitustaidon 

oppimiseen. 

Olen erityisluokanopetta­
ja Jyväskylästä ja työs­
kentelen Starttiluokan 
opettajana. Oppilaani 
ovat 7-vuotiaita. 

Olen viime vuosina yhä 
enemmän tavannut lap­
sia, joilla on monenlaisia 
oppimisen pulmia, esi­
merkiksi erilaisia hah­
mottamisen vaikeuksia. 

Tällaisista oppimisen 
hidasteista huolimatta 
näillä lapsilla on saman­
lainen into ja halu oppia 
lukemaan ja kirjoitta­
maan kuin kenellä tahan­
sa. 

Näiden taitojen oppimi­
nen saattaa heillä kuiten­
kin viivästyä ikätoverei­
taan huomattavasti enem­
män hahmottamisen vai­
keuksien takia. Tästä joh­
tuen olen kehittänyt uu­
den menetelmän luke­
m aanop e ttam i s een, 
HELMITTÄMISEN. 

Helmittäminen perus­
tuu äänteiden yhdistämi­
seen (kuten esim. KÄ TS 
- menetelmäkin). 

Helmittämisessä ään-

Seuraavassa piirrettynä esimerkki helmittämis - menetel­
mällä kirjoitetusta sanasta: 

( s u -- s i) 
Äänteiden oppiminen voi tapahtua mukavasti 

eriväristen helmien avulla. Valkoinen helmi 

tarkoittaa i-kirjainta, punainen helmi s-kirjainta. 

teiden merkkinä ei ole 
kirjaimet vaan helmet. 
Tietyllä äänteellä on tie­
tyn värinen helmi (val­
koinen helmi tarkoittaa i 
-kirjainta, punainen hel­
mi s -kirjainta jne.). Hel­
mittämisen avulla lapsi 
pystyy oppimaan luke­
mista visuaalisen hah­
mottamisen vaikeuksista 
huolimatta. Helmittämi­
sessä poistetaan "häiritse­
vät" visuaaliset kiemurat 
eli kirjainmuodot. 

Lapsen oppiessa yhdis­
tämään äänteitä ja luke­
maan helmitettyjä sanoja 
hän siirtyy vähitellen kir-

jainten avulla tapahtu­
vaan ns. perinteiseen lu­
kemiseen. Tässä siirty­
mävaiheessa helmien ylä­
puolella on äänteitä vas­
taavat kirjainlaput, jotta 
lapsi oppii vähitellen op­
pimaan myös ns . perin­
teisiä kirjainmerkkien 
muotoja. 

Lapset harjoittelevat 
äänteiden yhdistämistä 
ensin konkreettisten hel­
mien avulla, taitojen mu­
kaan siirrytään edellisen 
sivun kuvassa olevan esi­
merkin kaltaisiin paperi­
tehtäviin. 
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Helmittäminen on 
jo käytäntöä 
Aloitan joka lukuvuosi 
lasten lukemaan ja kirjoit­
tamaan opettamisen tällä 
kehittämälläni helmittä­
mis -menetelmällä. Tällä 
tavalla pystyn poistamaan 
visuaalisesta hahmottami­
sesta johtuvat pulmat luki­
opetuksen esteenä. 

Kun lapset ymmärtävät 
äänteiden yhdistämisen 
helmien avulla, he siirty­
vät kirjainten avulla ta­
pahtuvaan lukemisen ja 
kirjoittamisen opetteluun. 

Helmittäminen on käy­
tössäni nyt kolmatta vuot­
ta ja tulokset ovat lupaa­
vat. Helmittämisen avul­
la jokainen Starttiluokan 
oppilas on oppinut ensim­
mäisen kouluvuotensa ai­
kana lukemaan ja kirjoit­
tamaan. 

Tällä on erityinen mer­
kitys heidän itsetuntonsa 
kohottajana, " ... tullaan­
han kouluun siksi, että 
oppii lukemaan ja kirjoit-

lapoliisitehtävistä". Las­
ten mielestä on hauska 
opetella lukemaan ja kir­
joittamaan salapoliisiteh­
tävien avulla, joita heidän 
vanhemmat eivät osaa­
kaan. Heistä on riemas­
tuttavaa neuvoa vanhem­
piaan lukemaan heidän 
kirjoittamaansa "salapo­
liisikirjoitusta". 

Helmittämisen avulla 
voin myös tarvittaessa 
opettaa pois lasten ennen 
kouluuntuloa oppimaan­
sa tavulukemista, jos 
tämä selvästi vaikeuttaa 
heidän lukiprosessiaan. 

Esikoulu ryhmissäkin 
helmitetään 
Teen tiivistä yhteistyötä 
kahden lähipäiväkodin 
esikouluryhmän kanssa. 
Yhteistyötä toteutetaan 
viikottain. 

Esikoululaiset ovat oh­
jauksessani viikoittain 
yhden tunnin ajan, jolloin 
hekin pääsevät tutustu­
maan mm. tähän helmit-

tamaan". tämiseen. 
Lapset eivät itse välttä­

"Salapoliisitehtä viä" mättä lainkaan yhdistä 
Lasten kanssa puhun "sa- helmittämistä lukemistai-

Jokainen Startti­
luokan oppilas 
on oppinut 
lukemaan en­
simmäisenä 
kouluvuonna 
helmittämisen 
avulla. 

toon, tekeväthän he 
"vain" salapoliisitehtäviä. 

On erittäin tärkeää, että 
esikoululaisten sekä pien­
ten koululaisten kaikessa 
oppimisessa muistetaan 
leikinomaisuus. Tällöin 
oppimisessa on aitoa rie­
mua. 

Olen suunnittelemassa 
jatkotutkimusta helmittä­
misestä lukiopetuksen 
eräänä menetelmänä. 

Kielikukko 2-05 

31 

Pearls-in­
a-band­
reading 

00 O© 

(s u -- s i) 

Carita Vesander is a 
teacher of a special 
group of school start­
ers. Her pupils tend 
to have different dif­
ficulties in decoding 
letters into words. 
She has developed a 
system of her own. 

She combines let­
ters into words using 
pearls of different 
colours. A white pearl 
is I, a red one is S, 
and so on. Thus 
visual disturbances, 
like the shapes of let­
ters, are away. When 
the child learns to 
make words with 
pearls, the letters are 
added above the 
pearls. 

In the beginning , 
the pearls are there, 
then gradually they 
can be placed with 
traditiona! letters. 

Carita Vesander is 
planning further stud­
ies, in order to de­
velop her system fur­
ther. 

Abstract translated 
into English by 
Paula Malin 
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( ___ K_ie_li_ku_k_o_n_p_a_lv_e_lu_k_o_rt_t,_· _) • 
D Haluan liittyä jäseneksi ja 

tilata Kielikukko-lehden 

D Haluan tehdä osoitteenmuutoksen 

D Muu asia 

Nimeni: 

Osoitteeni: 

Puh.: Faksi: 

Sähköposti: 

Jäsenmaksu 37 € Opiskelijat 32 € 

D J ag önskar bli medlem in FinRA 
och prenumerera på Kielikukko 

D J ag vill göra en adressförändring 

D J ag har ett annat ärende 

Mitt namn: 

Adress: 

Tfn: _______ Fax: _________ _ 

E-mail: 

Medlemsavgift: 37 € Studerande: 32 € 

Tilisiirtoa tai pankkikorttia käytettäessä on aina kir- Skriv alltid medlemmens namn och adressi med-
joitettava nimi ja osoite tiedonantoihin! delandet då du betalar. 

FinRAn tilinro: 580013-263349 Viite: 12276 FinRAs kanto: 580013-263349 Referens: 12276 

Kopioi ja täytä palvelukortti ja postita taloudenhoita­
ja Carita Vesanderille, Tellervonkatu 1 B 23, 40100 
Jyväskylä tai carita.vesander@cygnneUkl.fi 

Ta en kopia, fyll i blanketten och pasta den till Carita 
Vesander, Tellervonkatu 1 B 23, 40100 Jyväskylä eller 
carita.vesader@cygnnet. ;Jd.fi 
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INTERNATIONAL 

~~ Reading Association 
lfl'soo Barksdale Road, PO Box 6021, Newark, DE 19714-6021, USA 

Individual Membership 

PLEASE CHECK JOURNALS: 

D The Reading Teacher 
(preschool/elementary) 

D Journal of Adolescent & Adult Literacy 

D Reading Research Quarter/y 

AII options 
include IRA's 

bimonthly 
newspaper, 

Reading Today 

Also available online as an add-on service at www.reading.org/rrqonline 

D Lectura y Vida (Spanish) 

D Thinking Classroom (English version) Peremena (Russian version) 

MEMBERSHIP RATES with Book Club 

One Journal □ $61 0 $190 

Two Journals □ $86 □ $215 

Three Journals □ $111 □ $240 

Four Journals □ $136 □ $265 

Five Journals □ $161 □ $290 

Six Journals □ $186 0 $315 

Basic Membership □ $36 □ $165 
(includes Reading Today QDJ_y) 

Book Club members 

automatically get 

9 new IRA books 

during their 

membership year, 

VALUED AT MORE 

THAN $:!OU! 

PRICES SUBJECT TO CHANGE 

D Take a 10% discount when you join for 3 years! 
Dues total x 3 years minus 10% = _____ _ BEST AATE! 

PLEASE TOTAL DUES: 

PLEASE PRINT CLEARLY Fin RA 

FIRST NAME INITIAL LAST NAME 

STREET ADDRESS 

CITY ANO STATE/PROVINCE 

COUNTRY ZIP/POSTAL CODE 

4 EASY WAYS TO JOIN IRA: 
• FAX TO 302-737-0878 

• CALL 800-628-8508 ext. 290, weekdays 9 A.M.-5 P.M. ET 

Outside the U.S. and Canada: 302-731-1600, ext. 290 

• JOIN ONLINE AT www.reading.org/membership 
• MAKE CHECK PAYABLE ANO MAIL TO IRA 

CREDIT CARD ACCOUNT NUMBER (VISA®, MASTERCARD®, AM EX®) 

CREDIT CARD EXPIRATION DATE NEW □ RENEWAL □ 

SIGNATURE ____________________ _ 

E-MAIL ADDRESS: 

HOME PHONE: __________ _ LOCAL COUNCIL # ___ _ 

Amounts are quoted in US dollars. Memberships may be paid by international money order, credit card , 
or check drawn on a US or Canadian bank. Checks drawn on a Canadian bank must be payable in US or 
equivalent Canadian funds (based on the current exchange rate). 



FinRA ry:n johtokunta 

Puheenjohtaja 
Virpi Ravolainen, Poranmäki 6, 
41400 Lievestuore, puh. työ (014) 336 5563, 
fax työ (014) 336 5562, gsm: 050 595 3888, 
virpi.ravolainen@jklmlk.fi 

Varapuheenjohtaja 
Pehr-Olof Rönnholm, Källviksvägen 176, 
21630 Pargas, puh. koti (02) 458 6941, 
gsm 040 047 31 59, fax (02) 458 6941, 
pronnhol@abo.fi 
Varajäsen 
Pekka Niemi, Kaivokatu 14b A 21, 20520 Turku, 
puh. työ (02), puh. työ (02) 2337392, peknie@utu.fi 

Tiedotussihteeri 
Timo Marjasalo, Uusi-Pohjolantie 9, 41800 Korpi­
lahti, puh. työ (014) 826 504, gsm 050 561 4358. 
timo.marjasalo@pp.inet.fi 
Varajäsen 
Sari Kokkonen, Keskisentie 5 B 21,40520, gsm 050-
3429610, sari.kokkonen@norssi.jyu.fi 

Julkaisusihteeri 
Paula Malin, Orvokki tie 7, 41800 Korpilahti 
Puh. koti (014) 822 605, gsm 040 548 3259 
Fax työ (014) 820 281, paula.malin@pp.inet.fi 

( FinRAn ja IRAn jäsenyydet 
FinRA ry (Finnish Reading Association) toimii edistääk­
seen kielellistä kommunikointia. Yhdistys haluaa lisäk­
si yhdistää lukemisesta ja yksilön kielellisestä kehityk­
sestä kiinnostuneet ihmiset. 

Yhdistykseen kuuluu erityisopettajia, luokan- ja 
aineenopettajia, tutkijoita sekä myös muita halukkaita. 

FinRA ry kuuluu International Reading Association­
iin (IRA). FinRAnjäsenen tulee maksaa oma jäsenmak­
sunsa IRA:lle, mikäli haluaa liittyä IRA:an. Jäsenmaksu 
vaihtelee sen mukaan mitä julkaisuja haluaa tilata. 
Perusjäsenmaksu (36 USD) sisältää Reading Today -
sanomalehden. Yksi lisäjulkaisu maksaa 61 USD, kaksi 
lisäjulkaisua 86 USD, kolme lisäjulkaisua 111 USD. 
Vaihtoehtoiset julkaisut ovat: The Reading Teacher (lk 
1-6) ; J ournal of Adolescent and Adult Literacy (lk 7 - 9 
ja aikuiset) ja Reading Research Quarterly (tutkimus). 
Maksamalla lisämaksun 129 USD voit myös liittyä kir­
jakerhoon ja saada kaikki IRAn vuoden aikana julkaise­
mat kirjat 50 % alennuksella. 

Liittymiskortit viereisellä sivulla. 

Sihteeri 
Kirsi N ahkamäki, Kekkolantie 15 D 14, 
40520 Jyväskylä, puh. 050 5831 888, 
kirsi.nahkamaki@jklmlk.fi 
Varajäsen 
Jonna Raulo, Simeoninkuja 15, 41160 Tikkakoski, 
joraulo@netti.fi 

Kansainvälisten asiain sihteeri 
Ann-Sofie Selin, Västerlånggatan 26 C 74, 
20100 Åbo, puh. koti (02) 258 1967, 
gsm 0400 591 495, Fax koti (02) 258 1967, 
ann-sofie.selin@abo.fi 
Varajäsen 
Kaija Eho, Lintuniemennokka 36, 33680 Tampere, 
gsm 050-5121048, kaija.eho@kolumbus.fi 

Taloudenhoitaja 
Carita Vesander, Tellervonkatu 1 B 23 
40100 Jyväskylä. Puh. 044 280 5502, 
carita.vesander@cygnnet.jkl.fi 
Varajäsen 
Marjaana Kupari, Hautalanmäentie, 
40950 Muurame, puh. (014) 373 1836, 
marjaana.kupari@norssi.jyu.fi 

Medlemskapet i FinRA och /RA 
FinRA r.f. (Finnish Reading Association) verkar för att 
främja den språkliga kommunikationen. FinRA vill vara 
en förenande länk mellan människor vilka är intresserade 
av läsning och individens språkliga utveckling och 
problem i samband därmed. 

Till föreningen hör speciallärare, klass-, och 
ämneslärare och forskare samt andra som är intresserade 
av föreningenssyften. 

FinRA hör till International Reading Association IRA. 
FinRAs medlem bör erlägga individuell medlemsavgift 
till IRA. Medlemsskapet kostar olika beroende på 
antalet publikationer medlemmen önskar. Avgift 36 USD 
inkluder Reading Today -newspaper. En alternativ 
journal kostar 61 USD, två altrenativa journaler kostar 
86 USD och alla tre kostar 111 USD. 

De alternativa journaler är: The Reading Teacher 
(grundskolan 1-6); Journal of Adolescent and Adult 
Literacy ( grundskolan 7-9 kl. och vuxna) ja Reading 
Research Quarterly (forskning). 

Medlemskort s. 32. 
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A7 Lukemisen ja kirjoittamisen testejä, 199 7. 
Koonnut Keski-Suomen aluekerho / Arja Huhtala-Virpi 
Laaja kooste vanhoja ja uusia testejä ala- ja yläasteelle, 
myös abiturienteille. 

HUOM! Tyhjennämme varaston! 
C -sarjan _tuotteiden hinnat alennettu! 

Cl Puheopetuspelejä, 1994. 
Tuija Panu-Somppi 
Puheopetuspelit on värikäs , uusi noppapelimateriaali, joka 
sisältää 6 pelialustaa ja niihin kuuluvat tehtävälaput. 

C2 Lukiopetuspelit, avaruus, 1996, Loppuunmyyty 
Tuija Panu-Somppi 

C3 Lukiopetuspelit, vanhat autot, 1996, Loppuunmyyty 
Tuija Panu-Somppi 

C4 Kuva-Sana-Peli, 199 7, Loppuunmyyty 
Tuija Panu-Somppi, 

Dl Portfolio - miten aloitin, så här började jag, 1996 
Virpi Ravolainen - Pehr-Olof Rönnholm (toim.) 

D2 Alkuopetus - meidän mallimme, 
sexåringarna i skolan, 1998 
Ann-Sofie Lyyrinen-Lund (toim.) 

__ D 3 Oma OPS - Henkilökohtainen opetussuunnitelma 200 I 
Arja-Leena Aalto - Ann-Sofie Selin (toim.) 

Tilaukset kirjallisesti: Paula Malin, Orvokki tie 7, 41800 Korpilahti. 
E-mail : paula.malin @pp.inet .fi . Toimituskulut 4 € ensimmäiseltä julkaisulta ja 
seuraavilta 1 €/kpl. Lasku tulee toimituksen mukana. 
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Osoite 
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10 € 

17 € 

20€ 

20€ 
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Osoite _________ _ _ ___________ _ _ _ __ _ 

FinRAn julkaisujen tilinumero on Sampo 800019-2194613 


