
00-Gamble_Prelims_4604.indd   3 29/05/2013   12:16:36 PM



Developing personal knowledge 
about books

This chapter covers your personal knowledge about literature for children. In 
this chapter we:

 • consider your personal reading history;
 • discuss social and cultural influences on reading;
 • review the scope of your own knowledge about literature for children;
 • consider ways of recording your reading and setting targets for 

further reading.

Effective teaching and learning in language and literature depends upon deep 
subject knowledge, of both a range of texts and of approaches to studying them. 
As Eve Bearne puts it in an article where she shares the reflective work of some 
‘enlightening’ teachers,

Not only must children be able to read their own and others’ representations 
of the world sharply and analytically, but so must teachers. Not only must 
children’s implicit knowledge of a range of texts and contexts be brought out 
into the open, but, crucially, teachers’ own understandings need to be made 
explicit in order to help forge clear views of how best to tackle the classroom 
demands involved in helping children to energize their experience of an 
increasingly complex range of texts. (1996: 318)

Research into effective teachers of literacy indicates that the extent of a teacher’s 
knowledge of children’s literature has a direct bearing on the effectiveness of their 
literacy teaching Medwell and Wray (1998). But how informed are teachers about 
recently published children’s books? With this question in mind, UKLA (United 
Kingdom Literacy Association) carried out Teachers as Readers (TARS) research, 
revealing the extent of teachers’ personal knowledge about children’s books. They 
collected responses from 1200 primary teachers. In terms of knowledge about 
children’s writers, Roald Dahl was by far the most recognized author, with Michael 
Morpurgo, Jacqueline Wilson, J.K. Rowling and Anne Fine following behind. There 
were few mentions of new or up-and-coming authors. The range of children’s poets 
referred to was even more limited. About a third of the teachers mentioned Michael 
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Rosen with mentions also for Allan Ahlberg, Roger McGough, Roald Dahl and Spike 
Milligan. In terms of knowledge about children’s books and authors, the UKLA 
report indicates that there is scope for teachers to broaden and develop their knowl-
edge in this area.

This chapter, then, focuses on how you can review and analyse your personal knowl-
edge about literature for children and how you can determine your own targets for 
broadening and extending your knowledge.

Social and cultural influences on reading

A good starting point is your own childhood reading history. Here is a case study of 
my own reading history to help you construct your own and to provide some guid-
ance on how you might reflect upon that history.

CASE STUDY

Childhood reading history

Books have been part of my life for as long as I can remember. The first book I owned 
was Beatrix Potter’s The Tale of Mrs Tittlemouse. It was read to me many times until I 
knew it by heart and could read aloud to myself. My copy was in the original Frederick 
Warne small format that Beatrix Potter herself had insisted upon (made for little hands). 
I used to scrutinize the endpapers, which depicted characters from other Potter tales, 
checking to see which of the books I already knew and which were still to be discov-
ered. Then came Where the Wild Things Are. I was about 3 years old at the time it was 
published. I remember my Dad, a graphic artist, getting really excited about it; his 
enthusiasm was infectious. Dad started reading aloud to me when I was very young. 
Frequently he would choose poetry. A.A. Milne’s When We Were Very Young and Now 
We Are Six came first and then we progressed to Walter de la Mare’s Peacock Pie, A Book 
of Nonsense and Louis Untermeyer’s Golden Treasury of Poetry. I developed a repertoire 
of favourites that I would ask for every night and I knew many poems by heart. From 
Struwelpeter I could recite ‘Shockheaded Peter’, ‘Harriet and the Matches’, and ‘Little 
Johnny Head in Air’. The untimely deaths of the disobedient children were not in the 
least off-putting, and neither did I believe that I would meet a similar end if I sucked 
my thumb or refused to eat my soup. But there was one poem in the collection that 
unsettled me, ‘The Story of the Inky Boys’. I would even turn the pages quickly so that 
I wouldn’t have to see the illustrations. Fiction was also on the storytime menu. Oscar 
Wilde’s collection, The Happy Prince and Other Stories, was well thumbed. His stories 
made me cry; they were painfully sad but I thought them beautiful as well. When I was 
about 7 Dad read John Masefield’s The Midnight Folk; scary but thrilling. This was fol-
lowed by Tolkien’s The Hobbit and then The Lord of the Rings. It was always a bittersweet 
experience when we got to the final chapter of a good book and I often re-read them 
independently afterwards. Books were usually given as birthday and Christmas pre-
sents from friends and relatives.

Each year I had a copy of the Rupert Annual and was disappointed one Christmas when 
I discovered that Rupert had been given to my younger brother and I had to make do 
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with the Mandy Annual. A cousin, who was a teacher, always bought prize-winning 
books: Elizabeth Goudge’s The Little White Horse and Alan Garner’s Elidor became per-
sonal favourites. I have been told that I was reading before I started school and perhaps 
this is the reason that I don’t recall any early reading books but I do have clear memo-
ries of storytime. In the infants we were treated to Ursula Moray Williams’s Adventures 
of the Little Wooden Horse, then Mary Norton’s The Borrowers. Storytime ceased in the 
junior school. We were supposed to select something to read from a shelf of tatty 
books at the back of the classroom. I recall that the books were mainly non-fiction with 
titles such as My Life as a Roman Centurion covered in inkblots with dog-eared pages. I 
spent more time changing books than reading them. Once I started junior school I was 
allowed to go to the library on Saturday morning while mum and dad did the weekly 
grocery shopping. I worked my way through Andrew Lang’s colour fairy books and 
Roger Lancelyn Green’s retellings of Greek myths and Arthurian legend. And on 
Sunday mornings I cycled to the newsagent to collect a Bunty comic. At around the 
age of 11 I abandoned Bunty for Jackie – everyone I knew read Jackie – the problem 
page was read aloud on the way to school. But secretly I preferred my brother’s Marvel 
comics. At home the radio was another rich source of stories. The Hobbit was drama-
tized for the radio on Sunday afternoon and children’s books were serialized at teatime. 
Later when we acquired our first black-and-white television set (I was about 10 years 
old) I would rush home to watch Jackanory. I also enjoyed serialized drama: Frances 
Hodgson Burnett’s A Little Princess and Nina Bawden’s The Witch’s Daughter were par-
ticularly memorable.

In spite of these positive reading memories, I vividly recall being put into the ‘remedial’ 
reading group when I was in the first year of junior school. The mortification was 
intense. So much so that when I was told to go to the reading hut where the remedial 
group met, I absconded to the girls’ toilets for the entire lesson. Of course, my 
absenteeism was discovered and the next time I was accompanied to the reading hut 
and remembered the enforced misery of having to read, what I considered the very 
dull story of Roderick the Red Pirate.

I was puzzled and unsettled by the decision to assign me to this group as I was an able 
reader and was reading far more complex books before starting school. I am still 
unsure as to why I was put into this group but I can make some educated guesses. I 
was certainly a dreamer and frequently failed to pay full attention in class. I also 
changed schools around this time and the daily routines and the pedagogy in the new 
school was very alien to me. Perhaps the teacher had been unable to make a proper 
assessment, or perhaps I was being punished for being less than an ideal student. I was 
a very stubborn child and refused to take part in the remedial lessons and I only recall 
being made to attend on a few occasions before the judgement was reversed.

Commentary

Reviewing my reading history allows me to think about the significance of these 
experiences and to generalize from the personal. I was an avid reader from early 
childhood and encouraged to both own and borrow books from the public 
library. Book talk was a feature of family life. Sharing books with others in my 
family, including my younger brother, was encouraged. As a child of the six-
ties I benefited from the development of the paperback book market and the 
genesis of the Puffin, which introduced new writers’ work to complement the 
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classics that my parents knew. Having a brother close in age and a father who 
read to me gave me access to a wider range of genres than I might otherwise 
have been exposed to. The fact that the memory of being sent to ‘the remedial 
group’ is such a vivid one that still fills me with indignation shows the impact 
that even fleeting decisions made in school may have on a child’s perception of 
themselves. Though equally important here is the fact I had already developed 
a positive image of myself as a reader and the pre-existent benefit of breadth 
and depth of book experience mean that I was able to overcome this temporary 
glitch. The relationship of books and reading to other media is also significant. 
Some books were animated by television and radio and, in turn, knowledge 
about a particular book would lead me back to the television to tune in to the 
adaptation of a well-known story. 

The overriding insight is that the social and cultural contexts for reading shape us 
both as readers and as human beings.

ACTIVITY 1.1

Personal childhood reading history

Record your own personal childhood reading history. Points you might consider 
in completing this:

 • What are your earliest memories of reading?
 • Do you recall being read to by others at home and/or at school?
 • Do you have favourite books from different stages of childhood?
 • Do your memories include particular times and places where you read?
 • Did you read comics and other material?
 • What was the source of your books (e.g. library, gifts, buying, borrowing)?
 • Did you read with siblings and friends, or share their books?
 • What was the attitude of the adults around you to your reading? Did they 

encourage you? Did they approve of your reading?
 • Were there particular genres of books, authors or series you liked?
 • How did you find out about which books to read?
 • Was reading a pleasurable experience for you?
 • Were there differences between reading at home and at school?
 • Were there some books that you re-read?
 • Which of the books you read would you consider to be ‘good literature’ and 

which ‘popular fiction’?
 • What is your pattern of reading now, as an adult?
 • When you have completed your history, share it with others and consider 

what factors have contributed to your current attitude to reading. What 
social and cultural influences and attitudes do you bring to texts?

Issues arising from this activity can also be related to the reading habits of the 
children with whom you will be working.

From Margaret Clark’s seminal work Young Fluent Readers (1976) onwards, there has 
been a large body of research investigating home influences on children’s reading 
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attainment, behaviours and attitudes. The National Literacy Trust’s research review 
of the importance of families and the home environment (McCoy and Cole, 2011: 6) 
summarizes the main insights into the impact of parents reading to young children: 

Parents reading to babies and young children has a strong impact on children’s 
language and literacy development. Parents reading to their children in the 
pre-school years is regarded as an important predictor of literacy achievement 
(Weinberger, 1996). This parental activity is associated with strong evidence 
of benefits for children such as language growth, reading achievement and 
writing (Bus, Van Ijzendoorn and Pellegrini, 1995; Brooks, 2000), the enhance-
ment of children’s language comprehension and expressive language skills, 
listening and speaking skills, later enjoyment of books and reading, under-
standing narrative and story (Wells, 1987; Crain-Thoreson and Dale, 1992; 
Weinberger, 1996),

 • Parental involvement in their child’s reading has been found to be the 
most important determinant of language and emergent literacy (Bus, Van 
Ijzendoorn and Pellegrini, 1995).

 • Children who are read to at an early age tend to display greater interest in 
reading at a later age (Arnold and Whitehurst, 1994).

 • Story reading at home enhances children’s language comprehension and 
expressive language skills (Crain-Thoreson and Dale, 1992).

 • Oral language developed from parent/child reading predicts later writing 
development (Crain-Thoreson, Bloomfield, Anthony, Bacon, Phillips and 
Samwel, 1999). 

 • Parents who introduce their babies to books give them a head start in 
school and an advantage over their peers throughout primary school. 
(Wade and Moore, 2000)

Looking in-depth at literacy in specific communities shows that it is situated in daily 
literacy practices and reflects cultural values. Shirley Brice Heath’s ethnographic 
study of three contrasting communities (1983) revealed differences in the percep-
tions of the place of reading and literature for children. Roadville and Trackton were 
two communities in the USA where the mill is the centre of the economy. Roadville 
was a white working-class community, stable in having several generations who 
had worked at the mill. Trackton was a black working-class community where tra-
ditional farm workers had moved in to work in the mill. In both communities 
literacy events were embedded in social and cultural practices. In Trackton literacy 
was functional, related to getting on with life or to the church and religion. No 
special texts were produced for children, but they were encouraged to read the print 
in the environment around them and given tasks to do such as shopping which 
required them to develop their reading skills. Reading for adults was a public, social 
event where newspapers or letters would be read aloud to a group and comment 
invited and expected. In church, the written words of the prayers and readings were 
interpreted and embellished by reader and congregation according to commonly 
agreed patterns: beyond the written text, the spoken word had a status and richness 
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uniquely created and understood by the community. Children learnt about lan-
guage and literacy by being apprenticed into these adult literacy events.

In Roadville, reading was valued and it was believed that children ‘should’ read. 
Adults acquired reading material – newspapers, magazines, brochures – but did 
not spend much time reading themselves. Children were provided with books for 
enjoyment and learning, and these were read to them, particularly at bedtime and 
for soothing. Early books were labelled pictures, alphabets and nursery rhymes, and 
typical adult behaviour when reading to the children was to ask questions and invite 
‘labelling’ of the text and pictures. Environmental print was valued and children 
encouraged to read whatever they could. Television-related books were also bought 
as part of the range read by children as they grew older. There was a belief that 
‘behind the written word is an authority’ and texts chosen and read were those 
which reflected and confirmed the values and rules of the community. Texts open 
to interpretation with meanings beyond those which were commonly understood 
as realities and meanings within the community sat uneasily here as reading was for 
learning how to become a member of that society.

These two communities were contrasted with the townspeople, both black and 
white; the ‘mainstreamers’. The townspeople used literacy and language in every 
part of their lives and were very ‘school oriented’.

As the children of the townspeople learn the distinction between contextualized 
first-hand experiences and decontextualized representations of experience, they 
come to act like literates before they can read. (Heath, 1983: 262)

Not only were these communities in contrast to each other, they also contrasted 
with the demands and expectations of school cultures of literacy. School demands 
very specific literacy behaviours, and dissonance between experience at home and 
at school can make tremendous demands on the child. The concept of ‘story’ was 
different in each community and the teachers’ expectations of the children in cre-
ating fantasies in school posed challenges for the children in conceptualizing the 
parameters of the activity. Shirley Brice Heath worked with teachers to consider 
ways of exploring, understanding and working with the literacies practised and valued 
by the communities. Her aim was to enable teachers and pupils to bridge language 
and culture differences and ‘to recognize and use language as power’ (1983: 266). 
Understanding the concepts of literacy in the communities with which you work 
can make this bridge building more effective.

In her work with young bilingual learners, Helen Bromley (1996) provides exam-
ples of such bridging behaviour. She describes the behaviour of Momahl, a young 
girl fluent in Urdu sharing books within the reception class. Initially, Momahl was 
inducted into sharing picture books by a more confident and experienced reader. 
Momahl demonstrated her awareness of nursery rhymes through her responses to 
the Ahlbergs’ Each Peach Pear Plum, singing the rhymes related to characters as they 
appeared. Although not yet speaking English fluently, she had learnt the songs with 
her family and recognized the characters. In this behaviour she, in turn, supported 
Katy, a child who had clearly no such familiarity with the rhymes and who learnt 
them from Momahl. Each child in Helen’s class was recognized as bringing differ-
ent previous experience and cultural expectations into school, and she saw her role 
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not merely as inducting them into the culture of school, but as drawing on what 
she learnt about them to create shared and valid experience and opportunities for 
learning. 

In considering which books you might consider to be ‘good literature’, or worthy 
texts, as opposed to ‘popular fiction’ or texts perhaps considered to be less worthy 
reading material, consider what factors guided your decision.

ACTIVITY 1.2

Keeping a reading journal

 • Set up a reading journal to record your reflections on reading, and your 
responses to the activities suggested in this book.

 • Your personal reading history might be a useful first entry.
 • The journal will help you to track your growing knowledge and understand-

ing of children’s literature and literary theory, and should provide a good 
source of ideas and inspiration for your work in schools with young people.

 • At various points in this book further suggestions will be made about entries 
you might make in your journal to support you in your critical reflection.

Patterns of children’s reading

In 1994 Christine Hall and Martin Coles surveyed children’s reading habits. Their 
research repeated a study conducted in the 1970s by Frank Whitehead and allowed 
them to see whether children’s habits had changed over time. Over 2500 children 
at ages 10, 12 and 14 were surveyed and the data analysed in a number of differ-
ent ways. They extended Whitehead’s original survey as they wanted to investigate 
current concerns about the relationship between reading and the use of computers, 
about book and magazine purchasing patterns and about the influence of family 
reading habits of children (Hall and Coles, 1999).

This included gathering data on children for whom English was an additional lan-
guage and on gender, class and ethnicity. The data collected through questionnaires 
and interviews included investigating children’s:

 • magazine and comic reading;

 • amount and type of book reading;

 • favourite authors and series;

 • places and times for reading;

 • book ownership;

 • library membership;

 • patterns of re-reading;
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 • rejection of books before completion;

 • computer use;

 • linguistic and family background.

The close analysis of the data has provided many insights into children’s reading 
habits. Girls were found to read more than boys, and there were some gender dif-
ferences in the genres of books read. The girls read more horror and ghost stories, 
romance and school-related books, and tended to share series books, while boys 
read more science fiction/fantasy books, comedy and sports-related books.

Ethnicity did not affect the amount of reading children engaged in but class did, 
and also affected the genres read. Children from lower socio-economic groups read 
fewer books generally and fewer horror and romance books than those in higher 
social classes. Children from higher socio-economic groups were more likely to use 
the library, thus extending the range of books available to them.

The main finding was that, despite computers and other media absorbing children’s 
interest, children had not abandoned book reading, with a slight increase in the 
reading of 10- and 12-year-olds. Children read a wide range of books, adventure 
stories being particularly popular, and the interest in school stories, humour, animal 
and sports stories decreased after the age of 10. Children read lots of series books and 
television tie-ins, with Roald Dahl and Enid Blyton the most read authors. There was 
a minority interest in science fiction, horror and ghost stories, and stories featuring 
the war. Children were mostly reading books marketed for children although some 
read both adults’ and children’s books, and 10 per cent read only adults’ books. 
Children were on the whole positive about reading (Hall and Coles, 1999).

Rosemary Hopper’s enquiry into teenage reading habits (2005) corroborated Hall 
and Coles’s data and found similar percentages of secondary pupils reading books. 
However, a high proportion of the young people involved were reading significantly 
more non-book material including use of the Internet. The most popular fiction read 
in Hopper’s study was the Harry Potter and The Lord of the Rings books, texts that had 
been recently released in film versions. Girls were also reading the work of Jacqueline 
Wilson, and Hopper notes that ‘issues-based books appear increasingly to dominate 
the teenage book market’ (2005: 116). The physical appearance of a book was ‘signifi-
cant in choice’ and Hopper refers to the phenomenon of having a number of titles 
now published ‘in two simultaneous versions for the teenage and adult markets’ as 
impacting on these adolescents’ choices of text. There were some differences in the 
genres cited as popular in this study, but ‘fantasy, magic, horror/scary, magic and 
sorcery, school, romance and true story’ were specifically mentioned (2005: 118).

An annual survey, ‘What Kids are Reading’, commissioned by Renaissance Learning 
and carried out by an independent researcher aims to provide a snapshot of children’s 
reading preferences. In 2012 the survey indicated that Roald Dahl remained the most 
popular author with Jeff Kinney, author of the ‘Diary of a Wimpy Kid’ series, second. 
Francesca Simon’s ‘Horrid Henry’ series and Dav Pilkey’s ‘Captain Underpants’ series are 
popular with boys and for girls Stephenie Meyer, author of the ‘Twilight’ series is cur-
rently as popular as Jacqueline Wilson. However, some caution needs to be exercised in 
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analysing the results of this survey, which are based on books included in the company’s 
own Accelerated Reader programme and from within that selection, the books that are 
available in the school library. Consequently the data reveals what children have access 
to, as well as preferred choices from, that selection. Overwhelmingly the most popular 
author amongst Year 1 children was Rod Hunt, author of the Oxford Reading Tree Biff, 
Chip and Kipper books. This may be because the library books for that age children have 
a large number of books from the reading scheme and the result may be indicative of 
a limited choice, but it may also tell us something about the importance of familiarity 
and reading in series for fledgling readers.

The rise of the e-reader also raises questions about the format in which children 
choose to read. Do they prefer the physical book to the e-reader? Do preferences 
change for different types of books and is this different for children at different 
stages of their reading? Figures produced by the Publishers Association in 2012 
show that e-books currently account for 6% of the overall market of book sales, but 
this is considerably lower for children’s books.

Knowing the children with whom you work will enable you to understand the 
impact of their homes and communities on their learning in school, and to help 
you plan appropriately to ‘build bridges’.

ACTIVITY 1.3

Exploring the patterns of children’s reading

Conduct a small-scale survey of your own with children with whom you work, 
to explore the range of their reading both within and beyond school. You could 
do this through interviews or reading conferences, or through the use of simple 
questionnaires. Hopper’s study was conducted with PGCE students and her 
report on this provides a good model to follow. This small study should enable 
you to gain a picture of each individual’s experience as a reader at home and 
school. Aim to address the areas covered by Hall and Coles’s study, and perhaps 
also explore the points you covered when writing your own histories. Include 
those aspects of reading that have emerged since the 1994 study, the use of 
e-readers for example. Your skill in putting each child at ease and opening up 
the possibilities of what counts as reading will affect how much you find out, 
particularly if you are working with children you do not know well. Children 
schooled to believe that the only reading that ‘counts’ is the ‘reading book’ 
from the classroom collection may say they do not read much at home if they 
think the school book is your main focus. They may also initially be reticent 
to admit to reading texts that they feel may not meet with your approval, so 
encourage them to talk about reading-related activities and behaviours. It is 
likely that your investigation will also reveal the range of popular reading current 
among the age group you surveyed.

Consider your findings in relation to the studies mentioned in this chapter on 
ethnography and reading choices.

(Continued)
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Commentary

Recent developments in publishing, not least the ‘Diary of a Wimpy Kid’ and 
‘Twilight’ series and, of course, the ‘Harry Potter’ phenomenon, may make your 
findings, like Hopper’s, differ from the 1994 study, but look, too, for constants. 
Of course, the small scale of your investigation will make comparison invalid statisti-
cally, but understanding changing trends in children’s reading will support you 
in understanding children’s needs and interests. For instance, one teacher who 
found that children across the school held negative attitudes to non-fiction 
reading reviewed the range of non-fiction books available in the school library 
and found that they were mainly of the school information book type. She 
broadened the range of non-fiction to include more imaginatively published 
non-fiction that encouraged the children to read for pleasure. Identifying the 
preferences also helps you build collections that connect with children’s exist-
ing interests. A teacher who found a cult for reading Anthony Horowitz, was 
able to put together a display and collection of other spy-themed stories rang-
ing from fictional spy adventures to true spy stories such as Terry Deary’s ‘true 
Spy Stories’ and historical fiction such as Ruth Eastham’s The Messenger Bird. 
By piquing their interest in the fact and fiction of spies and spying, she was 
able to draw them in through fiction to look at the real spies who worked to 
break the Enigma code at the national code centre at Bletchley Park during the 
Second World War. Another teacher who found his class absorbed by horror 
series chose to read aloud to the class Cliff McNish’s chilling ghost story Breathe 
and Carlos Ruiz Zafon’s suspenseful The Prince of Mists. He created an area for 
recommended reads that included modern classics such as Penelope Lively’s 
The Ghost of Thomas Kempe as well as more current books such as Lindsay 
Barraclough’s Long Lankin. 

The role in recommending books to children is vital, providing the teacher is able 
to recommend up-to-date books as well as those classics that stand the test of time. 
Hall and Coles’s study found that children did not rate highly parents’ recommenda-
tions of books to read, finding them boring, and Hopper’s study found that teacher 
recommendation rated low for adolescents. Examples of books recommended, such 
as Treasure Island, indicate that some parents may have relied on their own memo-
ries of reading and were not tuned in to the needs of a new generation of readers. 
The sensitive ‘enabling adult’ in school may exert a gentle influence on book selec-
tion, taking readers from the familiar and encouraging them to read beyond their 
comfort zone.

Aidan Chambers (1991) discusses the role of the ‘enabling adult’ who influences 
book selection, makes time for reading and encourages responses (Figure 1.1). With 
an informed and enthusiastic adult as guide, children may be motivated to take 
risks with what they read.

A fascinating example of this is provided by Gabrielle Cliff Hodges (1996) in an 
article entitled ‘Encountering the Different’. She describes introducing Jill Paton 
Walsh’s Gaffer Samson’s Luck to some children who at first had a less than enthusiastic 

(Continued)
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response. The children kept journals and through analysis of these we can see that 
Brian, for example, moves from,

It sounds boring because there are no secret alien bases, no tripods striding 
across the skyline and no UFOs zapping people’s brains …

to

Quite good …

to

Brilliant. Miles better than what I expected. I am really into the book now and 
I love it. (Styles et al., 1996: 265)

The comments reveal how engaged Brian became with the text once he had been 
persuaded to read it. His teacher’s sound knowledge about books ensured that 
she chose a text with the potential to draw him in. Children with access to a 
knowledgeable and enthusiastic adult to introduce books and read them aloud, 
will build up trust and be tolerant of the introduction of a broad range of texts. 
They will take risks with their reading, rather than staying with what they know 
is ‘safe’.

Figure 1.1 The enabling adult

 Reading Response

 Time to read, hearing it done, 'I want to enjoy it again'
 doing it for yourself Formal talk, book gossip

Selection

Bookstock, availability, accessibility, presentation

ENABLING ADULT
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ACTIVITY 1.4

Auditing your personal knowledge about books: range

Use the chapters on specific genres and the list of suggestions for a book collection 
in Chapter 10 to audit your own knowledge. Use the grids in Appendix 1.1 to 
record books you have read within each genre. A blank copy is available for 
you to ensure you can expand as required. You can draw on the sources of 
information outlined in Chapter 11 to guide you. Aim to enter six books for each 
genre in your reading log, three easier and three more demanding texts. Myths, 
Legends, Folk Tales, Fairy Tales, ‘Issues’, Fantasy, Science Fiction, Classics, Ghost 
Stories, Horror, Historical, Adventure, Animal Story, Biography, Autobiography, 
Narrative Non-fiction, Poetry Anthology, Thematic Poetry Collection, Single 
Poet Collection, Picture Books for Older Readers, Short Story Collections.

Commentary

From the completed grid you will be able to see where you need to prioritize your 
reading. Many of us can think of examples to fill the boxes under genres that we 
like to read but may struggle with others. However, to be an enabling adult, you 
need to know just the right book to suggest to, for example, a reluctant reader in 
your class aged 9 who loves reading anything about aliens. So guard against just 
indulging your own passions and neglecting genres with which you are less familiar. 
Teacher training courses often require students to read at least 50 books during 
their first year to provide a broad base, and it would be helpful to set yourself a 
target of reading at least a book a week to expand your repertoire of known texts.

ACTIVITY 1.5

Auditing your personal knowledge about books: authors 
and illustrators

Besides ensuring familiarity with a range of genres, you need to be familiar with 
the work of different authors and illustrators. Use the list below as a starting 
point for reviewing your knowledge about particular authors, but expand from 
this, drawing on the sources listed in Chapter 11. This list is not intended to be 
definitive, but a reasonable reflection of some significant authors writing for 
children today. In any case, the critical discussion engendered by a list is a good 
opportunity to ‘talk books’ and discover other people’s recommendations:

John Agard

Allan Ahlberg

Joan Aiken

David 
Almond

Giles Andreae

Atinuke

Steve Barlow and 
Steve Skidmore  
(The Two Steves)

Guy Bass

Stephen Biesty

Malorie  
Blackman

Quentin Blake

Frank Cottrell  
Boyce

Raymond Briggs

01-Gamble_Ch-01_4604.indd   12 28/05/2013   10:03:56 AM



DEVELOPING PERSONAL KNOWLEDGE ABOUT BOOKS 13

Ruth Brown

Anthony 
Browne

Stephen 
Butler

John 
Burningham

James Carter

Lauren Child

Babette Cole

Helen 
Cooper

Susan 
Cooper

Cressida 
Cowell

Richmal 
Crompton

Sharon 
Creech

Cary Crew

Gillian Cross

Kevin 
Crossley-
Hoand

Roald Dahl

Nicola Davies

Alexis 
Deacon

Terry Deary

Michael De 
Souza

Narinder Dhami

Berlie Doherty

Julia Donaldson

Polly Dunbar

Helen Dunmore

Lissa Evans

Jan Fearnley

Fiona French

Cornelia Funke

Neil Gaiman

Sally Garnder

Jamila Gavin

Morris Gleitzman

Julia Golding

Emily Gravett

Kes Gray

Mini Grey

Sonya Hartnett

Russelll Hoban

Mary Hoffman

Petr Horacek

Anthony Horowitz

Shirley Hughes

Ted Hughes

Pat Hutchins

Eva Ibbotson

Simon James

Oliver Jeffers

Pete Johnson

Diana Wynne  
Jones

Charles  
Keeping

Dick King-Smith

Satoshi Kitamura

Elizabeth Laird

C.S. Lewis

Gill Lewis

David Lucas

Michelle  
Magorian

Margaret  
Mahy

Geraldine 
McCaughrean

David McKee

Tony Mitton

Michael  
Morpurgo

Jill Murphy

Beverley  
Naidoo

Edith Nesbit

Patrick Ness

Linda Newbery

(Continued)
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(Continued)

Mary Norton

Hiawyn Oram

Helen 
Oxenbury

Guy Parker-
Rees

Brian Patten

Philippa 
Pearce

Daniel 
Pennac

Annabel 
Pitcher

Richard Platt

Terry 
Pratchett

Philip 
Pullman

Bali Rai

Jane Ray

Philip Reeve

Chris Riddell

David 
Roberts

Rachel Rooney

Michael Rosen

Tony Ross

J.K. Rowling

Salvatore Rubbino

Robert Sabuda

Axel Scheffler

Vivian Schwarz

Jon Scieszka

Marcus Sedgwick

Maurice Sendak

Nick Sharratt

Hannah Shaw

Nadia Shireen

Jerry Spinelli

Andy Stanton

Roger Stevens

Joel Stewart

Kali Stileman

Catherine Storr

Lauren St John

Shaun Tan

Colin  
Thompson

Kaye Umansky

Jean Ure

Chris Van  
Allsburg

Max Velthuijs

Ed Vere

Charlotte Voake

Steve Voake

Clara Vulliamy

Martin Waddell

Kevin Waldron

Robert Westall

David Wiesner

Jacqueline  
Wilson

Benjamin  
Zephaniah

Commentary

Over time you should be able to review the pattern of your reading and consider 
whether you have met your targets for expanding your experience to meet 
children’s needs. In the past I had a tendency to buy myself yet another historically 
focused story and in the interests of developing wider reading and for reviewing 
purposes had to force myself to choose science fiction. However, reading what I 
felt I ought to read instead of what I most wanted to has provided me with some 
of my most pleasurable reading surprises. Lesley Howarth’s books, for example 
Maphead, have been worth taking the risk of dipping into a less favoured genre 
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and I have enjoyed science fiction and works on futuristic dystopias by Philip Reeve 
(Mortal Engines) and Susan Price (The Sterkarm Handshake). I first read Jan Mark’s 
Thunders and Lightnings because I judged from the cover, which had two boys 
and a range of warplanes on it, that it might be good to motivate some reluctant 
young male readers I was teaching. What I discovered was a book rich in humour, 
pathos, moral issues, wonderfully drawn characters and relationships, and a central 
focus on planes: a book which, when read aloud to a class, motivated those who 
loved the planes and the airfield, but did not detract from the enjoyment of those 
who, like me, would not initially have been drawn to the book by the cover.

ACTIVITY 1.6

Reflecting on your reading

In your journal, make notes on the texts you read. A short reflection on your 
response to the text can enable you to track your own growth as a reader, and 
make connections between texts. As you read the remaining chapters of this 
book, you will learn different ways of looking at texts and your response should 
be more informed. For some books you may wish only to make a short record, 
but for others you may want to engage in deeper analysis and reflection. If you 
are re-reading texts you have read before, particularly if you read them as a 
child, make notes on your recollections of previous reading. It will be interesting 
to see if your later reading reinforces impressions gained in earlier readings or 
challenges them.

Commentary

The reflections in your reading journal will be particularly revealing when 
you read beyond your ‘comfort zone’, and also when you re-read books. 
Re-reading helps you to look more closely at the text and pay attention to the 
‘constructedness’ of the text and the devices the author has used to create the 
narrative.

ACTIVITY 1.7

Keeping track of your books

It is a good idea to set up a database or reading journal to record children’s books 
as you read them, cross-referencing them to other related books or themes to 
help you identify books quickly when you need them. Note the details of each 
book including the source (e.g. own collection, public library/university library, 
borrowed) so that you will know how to track it down should you wish to read 
it again, and note the date when you read it.

(Continued)
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Commentary

My first reading log, put together before computers made the process simpler, 
was a card index of genres and themes, with books listed on each card. Digital 
applications, such as spreadsheets, can make it easy for you to search by theme 
(e.g. triumph over adversity), subject (moving house) or literary devices (first 
person narration, flashbacks). Organizing your records in this way will make it 
easy to locate books to support your teaching.

In addition to keeping records of your own reading, tracking children’s individual 
reading allows you to understand their previous experiences, preferences for 
reading, to monitor and review their choices and to engage in dialogue with 
individual children to support their continued reading.

Further reading 

Chambers, A. (1991) The Reading Environment. Stroud: Thimble Press.
Chambers, A. (1993) Tell Me: Children, Reading and Talk. Stroud: Thimble Press.
Coles, M. and Hall, C. (2002) ‘Gendered readings: learning from children’s reading 

choices’, Journal of Research in Reading, 25 (1): 96–108.
Hall, C. and Coles, M. (1999) Children’s Reading Choices. London: Routledge.
Hopper, R. (2005) ‘What are teenagers reading? Adolescent fiction reading habits and 

reading choices’, Literacy, 39 (3): 113–20.
Ivey, G. and Broaddus, K. (2001) ‘“Just plain reading”: a survey of what makes students 

want to read in middle school classrooms’, Reading Research Quarterly, 36: 350–77.
Millard, E. and Marsh, J. (2001) ‘Sending Minnie the Minx home: comics and reading 

choices’, Cambridge Journal of Education, 31: 25–38.
Wilkinson, K. (2003) ‘Children’s favourite books’, Journal of Early Childhood Literacy, 3 (3): 

275–301.

(Continued)
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