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--offorts to -apply reading theory to reading imstructica is described
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sonths of the child’s entry into schocl, and to seek ways of
correcting that trend if observed. ‘The data vere ccllected in a
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applications of ideas gained from this research tock the form of
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strategies would inhibit reading progress and lead toc reading
failure. (Discussion fcllowing prosontation of the farer is

included.)

(RL)

’

>

tqtttt‘tt;‘t“‘tttlh“‘t#tt’;tttttttt0000“‘#&ttttttttttttttt‘ttttt‘tt‘
* lop:odnctions ‘supglied by EDRS are the best that can be made*

$

"““““““““““““‘“““““OO.‘O““““““““““““O““

froa the original -docusment.

)



- . A
- . .
. PR U'S OEFARTMENTOF MEALTH P
L EOUCATION A WELFARE -
. . . NATIONAL INSTITUTE OF -
EOUCATION

\ M S DO(LMENT HAS BEEN REPRO
' DUTEDL EXACt Y AS RECEVED FROM .
THE Pt RSON OR CRGANZATION ORIGIN-
ATIN‘ T POINTS Of ViEW OR OPINIONS
STATED DU NOT NECESSAR, Y REPRE-
SENT S5 (VAL NAT.-ONAL INSTITUTE OF
EDUCATION POS1TION OR POL'CY

7~

. ‘o . . .
O | . ‘
" o . v .
—i ' . . ‘ S
i = THEORETTICAL RESEARCH AND INSTRUCTIOWAL CHANGE: .
’ . A OSE STUY. : )
' B . MARIE M. CIAY
. . . * University of Auckland, New Zealand, ° P

»

T
v

S , 3 ‘ - N ;

. : Paper présented to Qmference oo .
tniversity of Pittsbirgh | ~ o

ST Wy 20 - 22, 1976

[ ]

Conferences supported by a grant to the Learning Research and Development
Center from the National Institute of Education (NIE), United States
Department of Health, Education, and Welfare, as part of NIE's Compensatory
Education Study. The opinions expressed do not necessarily reflect the
position or policy of NIE, and no official endorsement should be inferred.
NIE Contract #400-75-0049 . :

L /A7

+ 580




1.

‘.

S.

1 - INTRODUCTION

-

9mcms OF THE RESEARCH QUESTION
INSTRUCTICONAL INNOVATION, 1I976.
/ I1 - THEORY : 1962 - 76.

A VIEW OF FIRST YEAR PROGRESS
THE NON-EUROPEAN STUDY.

s
THE THIRD YEAR OF INSTRUCTION {
III - INSTRUCTION : 1965 - 1976.
TOWARDS INSTRUCTIONAL CHANGE

FIRST CONTACTS
PosLICATIONS
TALKS AND WORKSHOPS
ONE-YEAR .STUDY GROUP )

A IN-SERVICE TRAINING PROPOSAL
ERIC AND THEORETICAL RESEARCH

IV - INTERCHANGE

APPRAISAL




I - INTRODUCTIONK . . ‘

I. OVERVIEW
7 \

‘-
4

Vhat happens when the rcsults of a research program in beginning
reading.are translated through the processes of publlcatlon. in-service
tralning, and uc;rksho;: or study group actl.vltles Into classroom proctlcc.\ ‘
The reséarch questions nro‘ posed in 1962 and several projects were reported
in academic journals by 1971. In 1972 texts were published (and purchaud)
and an intensive program of talks, wo{kshops and r:portlng for teachers
wab.- undertaken. This’exercise in comaunication ends with the release of
- iunontlv- In-service ‘rogu. in 1976 purpoPting to bring some Of the

",
research lnslglns\ to classroom teachers.

What influence have the research findings had on Instruction? This -

peper will traat separately the evoiving theory and field communigation |
sspects. ' ‘

o

|

The research program di¢ not set out to devise a new instruction 1
strategy. It looked for ways to increase success within the avallable 1
progrem 30 say isplications for instructional change would soggost ) ’ 1
d-pmlm rathet than reformulation. 1

The aspects of theory which have proved visble in the sense that
we have cvlm that teachers use them.had behrvioral signals that could
be captured byl’tadun using slql'o observation g;rouduros. Litele
published nl+na was found to show that teachers undcr?md any sore
shout the na’ilug process as a result of this work. v

-
-~

. ~ hd

J
Acscenically, we are only part of the way to our original research goal.
fssuming that ¢lfferent programs stress different aspects & the resding ) ; {
precess at different times we are still wrl:l‘ug towards a full developmental

N i
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description of psychological process that develops under the particular
mthod adopted In tiew Zealand schools. In comunicating the avaliable
Inglghts to teachess it appears from the analysis in this paper that we

have 2 éreat deal more wo-k to do.

. N

| ¢p not know what ro!o\;ana readars widl find in this case study.
Wew Zealand Is a small country with 35 alilion people, with demanding
Indigencus and iemigrant ethnic problems, a centralised source of educational
suthority, funding and ideas, and a relatively high standard of l.lvlng and
education. Teachers are educated in Teachers Collsges with the effect that
the Unlversity Is somswhat recoved as a sphere of Influence. Ideas and
reading texts are usually Imported, not homs-grown. Publishers partlclpatr
Hstle in the educational exsrcise. Initial Instruction is by a language
enperience approach, teaching is sore structured/tha\/ln the British informal
infant school but prescriptive teaching would be resented by teschers.

2. ORIGINS OF THE RESEARCH QUESTIONS .

From my teaching and-clinical experience and an academic tralning in
Ssvelopmental Psychology | posed this question: Can we ses the process of
lesraing to read going wrong within a few months of school entry? | selected
& longlitudinal approach, ln a fleld cmmt. (the clusroo-) Enry child
who antered each of 6 schools in Temm |, l963 was Included In the descriptive
study. In New Zealand children enter school on their fifth birthday, which
-yhoo;dlsanydayof:houhoolmr. . - . :

.

There was |ittis New Zealend nmrch on rudlng at any leval and none

-

- tho first year. A review of overseas I 1terature suggested thres approaches

® reducing rsading fallure: ) L Te—

~

1) predict resading fallure from cartaln characteristics of children

gier t or at school entry.

v s L
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1i) comtinually rcvlu the lmtructlon in beginnlng rcadmg. “ B . ) ‘

118) use ‘a dlmostlc-reaedhl approach to the child who has be;n:allm;d
to ‘progress at his am rate' for more than 2 years before reasdial
> ’ . help isoffered. . “ ) ~—

) ‘.
from the llura'u.ro 1 concluded that ;redlctloqs of success or failure _
prior to ‘tﬂ. to prograqs'-ro only moderately successful, uith,corrol;ﬁon's '
o; the order of 0.4 to 0.5,  and the success rates of children in remedial
programs m aiso,fo:-. .
_ Perhaps most unsettiing of all, kas wy/personal experience. . | had - -
- taught two remedial pupl;s. w0, after some months of instruction msde sudden ]

4 and spectacular gains in reading amounting to thres years ‘of reading in
, 8 fow sonths of lmtﬂactl;u;. | felt that my theories of reading pr'o:ck

] . —

/ dld not explain these successes. It was these gositive instances that sent ‘
. ~ \- :
1\ s searching for a better mdg) than the Schonell-Gates-Honros-Durrell type

of thepry of reading difficulties that | had studied. It was probably this
i search for explanstion in ﬂnio partlcular cases thet drew me towerds an L \
N Inforastion~procsssing fn-orkbmuu F know my cun instructional’ bd\avlm

fs oy remedlal program; 1 could record, count, and lnurpru the dnn’od .

»

- . . by
. - havigrs, but there. wars same unknowns between these. What precisely had
* the chi14 done with the Instruction that wrought such effective changes In

. o, -
( < . ‘his behaviort ¢ . . ' :
a |
1

- ‘

- - . ]
hH pll?t stidy answered my major question. .lt wss possible to o_bjcétlnly
regord the W!u" of children in th- first year of Instruction who were / .
.ucdllshlu' & succass or fatlure puum. Rather mors u:ltlng. Nowaver, . .
wes Il. recording of ulf-mnctlou. an ulodwd-for wlmtm varlablo
;'? ' of 'T the child mu teach himseif, um.,.am of che program he wes In. ~ .
Nisls e “ll? Mtlal variable which will be foliowed wp lar' l(y

+
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Mrsundlng of error behavlor also changed ln that year, because my high

’ L]

o - . mms rud(i's made tho m: crrors.

.

\

f As thc pllot study‘md to be prcblng new territory, 1 began to -

-

tighten up t.hc rcmrch deslgn. | planned ) .

v ’ »

5) to start at school cntry on the chiid's fifth birthday. .
11)  to make weekly observations® intens{ve -longltudinal method.

111) to use in addition"a test battery within two weeks of tha child's - - -~

reaching 5:0, 5:6, amd 6:0, providing a tight control over age

weriabllicy. ’ ;

lv) to record oburvablc behaviors In an ludtvldual reading slituation and

attespt to obtain a lonl rccord.

<

v) . te adopt bllbcn;oly and obstinately, an a-theoretical, no hypothases,

-

.sv . stance to data collection. ) '

"\ Semmdars In these design decisions lay the seeds of productivity for

. " amy.lmstructional changss | would be able to recommsnd. {

. s

S .. 5. A detallied description of what happened to Auckland children in their’
first year of Instruction could |uii directly to ldeas for cln’oo-

. . .
Saprevements.

-

N\ ..
2. The ysar-long study would aliow for the child to adjust to ‘sch::ol.' fold
wvorishbility In the child's performancs to 'h recorded, and for experimentation

L}

with program by the teacher. There would be tids for the instructiomsto
_ shaw effects and for trends to becoms apparent. Isplications from this
lengl tudinal approach could differ uﬂ;dly from thoss which emsrge from

- one~pelnt-ef-time cross-sectional studles or befers-and-after educational

- M

trestnent studles. ' .
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\{/13. The search would be dlrcctod' towards behfvlors that would ‘detect early
: fallure u.tlnr than to methods 8' stlmlat!ng. hMgh progress readers.
All chlidren entering schoc! would be used and the failures wouh'I b.:’
_.soen mh;st the backdrop.of the succeeding children.: High and low
progress .md-rs_nould be 'chlvarod to Jocite discrizinating nrlabl;s'.
Wille this could lead to suggestions “that would raise the mean level
of progress by n'arrowlns tli’o dlstributlt.ah‘*gfa the lower 503 of readers,

It was unllkely to laddnsg more general problems of instructional .

»
Y

approach.
¢ L.
’O"” Some theorstical integration of the findings with reviewed theory and}

research might be possible as the ‘data base would be sound. The theory-
bul lding would have internal validity only for urban Hew Zealand. The

research would have no oxteml_ validity for-bther-programs or1 other ‘

~ cultures. o r .
| 4
Setween. the end of -the pl lo-t study and the hqlmlngj of the maln study
In 1963 a major curriculum revision occurred. With the free dl/s,;rlbutlon-of
- & new serles of reading books th- ccntnllm.ocpartnlt of Ed}nutlon ousted
the n}ri.-lumlng method of the past ten years and placed New Zesland reading '
outslde the bounds of .;ro-nlgitd mathods In c)ho ro'uln; literature. A.groép
of teschers In ‘Bvoul years of meetings had p'roduad s grass-roots ravision
of methods and-materials. New Zsaland teachers had officlally discarded
letter-sound a'?p;oachu a3 central to reading In .lsso. Now they wers rejecting
] Ilﬂ‘ft vocabulary a;prmh. in the new program children Id read meny .
intaresting short books in A new graded serles. Teachers would lntrodua"f
asw concepts, langsage and’plot of the shorf story to a'mdlngyonp. and -
within one or two weeks children would have ‘ hu‘t;\o book. The ,;pmch
Bes been called & book sxperience: spproach. It Is snalogous to language
enporience methods but the stories are Introduced te the childrea rather

‘ L]




than ellicited from them. Comprehension would have the highest value.

-

Teaching polnt‘s would arlu,a' the chlid read and prior teaching of sounds,

or of words. lists would seldom occur. WNot all the wocabulary of the early
- . -

books meed be le'amod:' anly the high Freqancy words. (Clay, 1975). )

This mjor shlﬁ lf; t aching method may have prdduced sufficient
ln‘falmlnty at .the classroom ‘lcv.l to create a recestiveness to new idus
in the 1970's. . . ‘ - .

¢ - d o

Muttering to myself about the grik effects of pmilslhg errors, end
with b1ind trust that @y carefully du]lgnu'l'puiraguns from the pliot study
program would be equaily effective in the ;\u program, | began my recording
In_the first week of the new s;ylc of Iinstruction.. It was not so difficult”

to adopt an a-theoretical position in this situation. iy

< N

The tining wes fortultous: the Department of Educstion had not repiled
8 my Inquiry sbout the timing of the Introduction of the new program. The
sﬂpis | selected wers those whers | was pesrsonailly wol_eo-! althotgh the

-

ssglo-economic rangs was siml iar to that of the city. | approached gchools .

with great rgspect for thelr sensitivity, awere that the Intrusi:n. of »y

resesrch needs called for thelr co-operation, snd more slert than the’ staff

* thesselves to the «;esurc of poor ua;:hlng,chn could resuit from my record

hosping. | becams & friendaf the schools and of the children but | felt the .
old usplclop of the Department in the backgrodnd. That Is where the program

bogen In 1963.
~ ; * /
. " THEORY
3 LINST vEM PhGhESS —

By 1966 there was a report plotting the progress from thair Sth to 6¢th
A d s
Sirthéays of 100 urban white children moving into an Instructionsl prograa.
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gussses at the polnts of uncartainty in his reading tedded to be dominated

. and wnstable. In this progras of Instruction, cues from situation or story

" and from spken language were supplemented siowly by cues from letter knowledge, |

" an emcsllent starting point since they provided a set of weli estsblished

- precess. They did not do 50 In the flru'yur as the average slx'mr old

14

- * ) -

What the children did, what progress occurred, the grouping and re-grouping,

m.émfusloos and retardations were reconrded. >

. |

The use of syntax . ’ |
|

l

~ An analysis of 8,000 sws'tltutlon errors In the records of 100 children
showsd a high Incidence of syntactic equivalence (72%) between error ,

substitutions and the u.xtul stimulus (Clay, 1968). The chiid's first

mld researthers were arriving at the same Insights at the same tlm. The

—_—

|
|
|
|
. . |
by bis mtrql over th. syntu of his language. In eeveral parts of the .
oral languagc habits of the linguistically mragc child pro\&lded a source 1
of relatively stablc mpoum which gave soms success in predicting what ' |
words were llkely t.oooeur in a taxt and lndcuctlnguhenh-ndemerror

Ihe use of visual cues

m error analysls showed that the use of visual perception cuss for

ancoding and verifying was slow to eserge and was for a long time unrellable 1

word knowledge, lettar-sound assoclations and sy!rablc Siareness. \hsual

parception must procesd toward a fine knowledge of letters-within-woeds but N
sems chlldren ssxinize the lw of oi’al_lmguagc and feil to attend to ‘

the visus! cues. Seen in persepctive .the c;tlld's on.l‘hngl'agc skllls made

stable responses. Adequats learning must procesd In the direction of more

ressptiveness to visual perception cués which must eventuslly dominats the

esuld enly ldeatify half the letter symbols of the upper and lower case
olghabots OIM withina un/bal ‘dafinition, they were reading.
P *>

10




Self-correction

Ia the error analysis, account was taken of the spontaneous correction

of errors, This presumably stems from the awarecess, however vagus, that
mnot all the relationships between the spoken and printed words are a neat fit.
v

A reader may become conscious of the difference between what he has sald and

-

one of the several messages.of the text.

a) The response may not make sense - in the sentence, In the story,
or with the pictures. This creates cognitive dissonance.

A chlld may read ‘'‘Dad, let me paint you,” and exclaim ‘Heyl
you can't paint YOUI .

b)) The r;Spmse may make sense but samethlng in the print may be
Incongrvous with the response given. This creates perceptual
dissonance.

The child may read, “Mother said ** for ‘‘Mother asked'’ and
the protest, it hasn’t got the sace letters as said” (visva)
cuss) or 'but It starts with an a’" (l*tter-sound asareness)

c) mriyn (1960) suggests that a dlssonaut relation can also exist
batween cognitive elements and an overt action shat the subject
has already executded or is contemplating. This type of dissonance

" aight be axpected in early Téading behavior. MOVEnent across &

tine, and the finger pointing tnat supports it, are uction sequances
Involved In the beginning reading prosess. Another action sequence
consists of the spewch impuises emitted as the child invents or .
reads a text. Somehow Che word unit must be Isolated from the flow
of spesch and matched to a word pattern located in the text In a
sequentlal co-ordination of visual. locating and of speech impulses.

7 _ [
Slssonance may arise from action mmm. from spatial cuss, from sementic,
muctlc. or Drphophm-lc cues, or from visual puuptlon cues. The child,
, smre that "mthlng is wrong*, -y mrch for a response which nsolvcs

the dissonancs. This relationship vetween reading progress and self-cor .ction

- hehavior was rep;rud in a British journal (Clay, 1969).

An hf;mtlsn-processlng view ’
. rom these and other snalyses the interpretation was made that efficient

hfor-tl_on-prmsslng‘stuteg.cs are developed by children who make good

pregress In learning to read. That such strategies could be developed by

young children at a stage of Intultive rather. then loglcal trhicking mey be

" 1
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explained in terms of Neisser's concept of multiple processing which he

conslders appropriate for dealing Qlth novel, Irrogular stimull (Clay, 1969) .

Tha flirst steps towards such multiple-processing strategies are taken very
7 -

—

early in the ru&lng program as children begin to choose between alternative

responses. Gradually their ciolices becume more and more constrained by the

‘
s

¢isual and linguistic features of the texts.

These arguments were included In Goodacre's Hethods - a ri:adlng_lls_t

and glossary of terms (1971) under the hudln; Children’s Reading ~ Hiscues -

spplications of linguistics, together with veber (1968, 1970}, Goodman, K.S.

(1969) , Goddnm.. Y. (1970) and Kurss {(1969). In 1972 Goodacre drew extensively

from my article (n her publication Hearing Children Read (1972) comparing the

results with those of Ulealller (1970), Jurke sed Goodman (1970) and Christenson

‘(1969). The theory that was emerging in our reseagch was convergent with other

reported research.

8. THE TuIRD YEAR OF INLTRUCTIOH

Children in t;nlr third year of .Ins\tmctlon were also studlcd (Willloms
ond Clay, 1969) the average age of children was 7:10. A record way made of
all cbservable behavior as the children read S‘ gradad passages: words coruct
and words Incorrect, pausing, omitting or inserting or substituting words,
ignaring punctuetion, self-correction and repetition, attacking words,
whispering, iip w;nt. fiager pointing, appeals for help and refusals.
The techniquas derived in the study of beginning readars, proved equally

_appropriate for the older children. This, In itself, was interesting.

Vgré-Solving

From the error analyses It was possidble to concude that the chlldm;
wied thelr M of the Alnﬂlsh language as a guide to the cholce of

ubiit types of words could occer. They used msaniag cuss and they used

12
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letter-sound relatlonships in association with other cies without audible

analysis of words. Most errory had a high degree of ajreement with the

.

syntax, meaning and visual cues of the text word.

in the first year of learning to read it had besn fr - *h-~ visual

1

eﬁu played less of a role than syntactic and semantic ” e errors
which the children made. At the third year level visual cues played a role

for children at all levels of progress, high, average or low. Visual cues

. contributed to 85 - 9I% of the errors at this level, despiie the slow progress

in this area during the first ysar. Reversal of letter order was rare.

] ),, S | . Children did not use snalytic strategies/ overtly.
:) ) ‘ The audidble analysis of words into sounds, (sl-a-sh-d) or syllables
. (sur - faced) was found for oniy 54% of succassful attack oltho'ugh teachers . 4

. r ’ -
+ "had boen stressing snalysis In word study lessons for two years. A further

"

. 68 of m\ponm invoived a delsy which night have been private solvh;g. making

e

313 of succassful solving. _ On the other hand alwst half of the word-solving

. ‘wes achleved by self-correction. An error was made but the chiid solved the
/' [ v \
probles at & second or third attempt without prompting or help or audible g

gaalysis.  If the g7or sentence was sensible and acceptable English, there /”,’ -
was less Ilkelihood of the error being corrictgd. The laportance of this

k
Y

Y

3

3

' .
2

1

s

kind of word-toiving lf -q:huiuli by the high rates at which it.occurted.

; .

: irming checks >~ . ‘ ~ ) ]
. The sasy flow of reading is lnto;ruptd drn a chlid respeats a word .

f , d wbish he M's already ro.w correctly. This-kind of -fluency ocfurrcd

; | slanst as often as ;‘lf rrection t;n nearly 0% of o} succassful attacks.

Wy? One can only guesy! Perheps the child was wnsure of ths word or Its

relation to other words. He ssy have cmcudfn-thing different. It mey
have seunded uro‘g. it asy hawe looked uéong. Cach lun-ptlm impilas

-

13 \
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thet the child wim\r:&i correctly and repeated tie sams word was chcc'klng
nn:hlug. There must be a cognltlvc component in this. The dI”;l seeks
to understand.what has been rud. it is not enough merely to emit the
right response. - ) ’ .
P - !

A ulf-lmrovh;g sistcn

°

From this error-detecting, correctigg, and confirming behavior the

child learns how to sesrch, how to use cues and how to check on his responses,

~

(’l\_nn that no counter-productive teacher behavipr occurs). 3elf-correction

d .
emerges In the beginning reading stage, Ras some continuing advantage in the
third yesar of Instruction, has been reported fgr fiuent readers in thalr

o f ‘
fifth year of Iinstruction, and can be observed in »>dults who are_asked to

resd aloud from a difficult text. . N

, then a correct reading ru’ﬁonu Is found lt‘ﬂts all the sources of’
cuss llks the last plece In a Jigsaw puzzle. This can be positively
nluforclng. Sumuful‘dc:od'lng creates lts own positive feedback. it

readily produces positiye feedback from the tuchcr or listener In the | to

4 oral resding setting. A capacity to convort a difficulty Into an opportunity

to mester some new features of print or some new operatian, Independently,

should make the system 3¢ If-limproving.

Reyding Instruction regularly prodmi lts fallures. UWe blams the -
programs, un odmtloml syu? the material resources, or tho chlidren
but almost never do we attribute the niult to_the sequence of lmtmctlon '

L1114 greating In the particular chllg a set of hdml?_nn that are seif-
jisising rether than ulf-cxtcmtlng. 1 have besn iInterested In this problem.

'

] chunks
Junsture, pitch and stress were studled In this third year. The behavi-

of the best resders m:mchohyﬁomﬂs that iho’ymp}oc-'slnw

14
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at the Intersentence, sentence, phrase and .word level whoreas.tho poor
v readass worked .t best on the two- or three-word phrase and more usuolly
R - at the word, syl.ablo, and letter level. It seems likely that i{:oso
wprndgnmtal variables lndicate somtt‘;hlg about the organization of the

response repertoire of the rdader (Clay and Imlach, 1971).

-

~

' ' At polnts of dlfﬂculty poor ruders dppended too much oh the letters .
of tln word., Oné could gucss that. nat havlng several sources of cues to
- convergs on a correct rcsponso, they do not have an adequate slgnal to
- 0 tell them.when they are right or wrong and so their reading boﬁavtor does
not become ;olf-[wrovlng. lci spite of its lack of success this unproﬂtiblc
-hhtvlor dldmt disappear. What adjustmests are normal ly made for slow
: ' leorm in school? amdlal programs tend to focus children on
mlm which draw lttontlon to the elements of words, word attack end
sounding out. - It Is assumed that this is the means by which people-do redd,
the wey childrer learn 'w read, and the way failing children need to relearn
W o . » .llll. done of those ;sm.p:lons Is necessarily true. (:ould we be dlroe{lng
‘ Ol. poor reader’s atm;lm away frcu the behaviors that would bring about the
-.g npld l-pmt in their rudlug‘l Montlﬂcdon of letters and words
is lqotum. but "ot smmﬂg.
’ e " o A challenge is emrging hers. Mlcn; msterials that are controlied
and urﬁrt to offer the child om'nu difficulty at a time are based on
' ene kind of learning theory. Perhaps materials mz,'au rich in language

. euss sllow for__g}gunam' and permit.the cross-checking, sd self-correction
E Mlq which e;l;;tmct and support a ulf-lwro:!ng system, ¢
E . -
E - Thers is a study which spans the first three yeors of instruction
1

3 >
3
:

E | ' fth. n(m.).

-




it was an experiment repeated u'nmully on thc'sm chlldren recording
their ruponus to words written in normal, In reversed and In imcrted ‘form.
Seginning uad.rs seemed to ba less distsobed over reading word cards
wpside-down than older readcrs. Did pporer readers read letters and words
without apparent heed tt; thc position that th’cy occupy In spacé? ,The children
who were followed for thc first year of their schooling were re&ud at q,
7 and 8 years. The word lists used the 48 most frequently-used words in the
first year readimg books, aliocated systematically to 3 lists. Scatistical

tests supported the assusption that the three lists mld\’ cons ldered of

‘equivalent difficulty, and treatments could besrotated across the 3 lists

to -Iul-ls; ay cffccts thu changed orlentation alght have onvt{e d_lfﬂcu!ty
leval of the llsts. The words printed on 4" by 1" cards were presented
singly iIn decreasing order of “requency and without timing." Tho treatment
order was fixad as normal orientation,-then reversed ormutlon and lastly
|n§qﬂo¢ orientation. The chlldren wers encouraged to try but no prompting
ot verbal rolnforcmnsﬁus given after the practice iten. This was 2 word
récognition task, and the child had to search a store of vary famlllar and
fuqmtly used nords. In un-timed condit(ons the differences ware iIn favour
of noml orl tion for good progl:us readers. Behavioral evidénce showed
tﬂc children/who wers normally competent readers stumbled, paused for &ong
”ﬂds. offered no response as If nonplussed, squinted at the words, backed
q !ro.\prlnc. and tried to apply. soms strategy for. unravelling the words
ﬁlﬁb were easlly resd in normel wrientation. The cues that good rudcrs
*ﬂy used to ldentlify words aml discriminate one rasponse from mtmr
qp.i(“ to be urloxaly dlswpud by changed orhnntlon. part!culark/ in
the reversed condition. !n contrast, and porlmln remarkably, very little

of this cencern m—shom by poor readers. /I

" The trends were nlu“ to wenuful resding progress and active

LY

prosessing of informetion rather thas to mars exposure to pﬂnc. dlrectional
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o . cuss wers obviously Involved, Reversed orientation was at first the most
’dl"lcult but inverted orientation became the most difficult as reading
Iqrmd which suggests a two stage learning sequence of the visual scanning.
The first stage, having a left-to-right, horizontal, directional component

" with a set to statt at the left end would be In conflict with reversed
presentaiton of word stinuli. At a second stage,, with 2 sub-schem; to scan

1 and categorise individual letters, inverted presentation cou.. Interfere

with performance. If the lower case alphabet is written in reversed
grientation, only five letters change thelr identity, i.e., can be
catagorised as another known letter (b, 4, p, q, é. but If the alphabet
. ls written in inverted presentation flft'eon letters could readlly be identified
; other letters (5, d, f, g, h, k, », n, p, q; e t, 'u.. v, w), glve or take
soms varlations which allow h and k to approximate y when Inverted. ¢
At_untlorui expectations, goruptual scanning or surd; and c'eck
- oq’auglu have some explanatory.relation to the results. It l.s‘reasonablo
'ui suggest that strategies change throughout .thc flve to eight year period.

. Indsed some hierarchical ordering of skills seems to be isplied. In the
mlhtlm of early reading behavior, directional behavior and. the perceptual

. amalysls of symbols are important, but the preceding argument would imply an
eariler attention to directlonaj behavior snd a lit;r attention to letter
ldentity. Onc caunot assume tha’t the low progress children were following
the same track as the high progress groups one or two years later. It Is
llkely that qualltative differences exist between children who Inteirweave
porcaptual, cognitive and motor learning into coherent functioning within

® year and children who learn these responses more siowly with much error

and confuslon, \—

.

This study comes close to the metathegretical Issues of my initial

-

‘atlm. Ooes oehavior becoms organised In different weys? If so, can

0‘\{ 17
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* ‘llffcnnt types of orgsnization be characterised as self-improving and
‘ self-iaici o

. .
. - h
v \

. /5. omHER |7&mcu é ...‘

| i 3 ~ .

D  ~"‘ _ Otheristudies that have rounded out our understanding have reported

- ' on m'llngulstlc structures ¢;f the texts, motor behaviors (HcQueen, 1975),

‘pr.dlc—;!ng rezding progress from behavior observation data (rather than

test data), error analys.ls of thirteen year olds’ reading (Watson & Clay,.

"1375), early writing bshavior, and sentence repetition skills (Clay, 1971,

| Clay ot ai. 1976). ;n a speclal class for retirded childten re;dlng behaviors

{such as seif-correctiovn) were: reinforced In a behavior mdification progra-’ll

. with s lar gains recordodt(ﬁlynn and McNaughton, 1975). This was & .

dul\o\ug’l‘ng use of twc seemingly Jwtiblc thoorl;s - lvi‘fori-tlon-procuslng

&nd behavior .odtflutlop. /

[
.
»
3 S~ »

' #
A ressarch follow-up to my first project was funded by the Msorl Education

-

|

E

:

%

; .

E . . Foundation In 1968 to record the progress of Samoan and Maor! urben children In

Efr , thele first b ysars at school. in 1970 § was able to report on this to the
- . i

. Iaternational Resding Assocliation Wordd Congress In Sydney. Another report of
” ~Ehls study was recently published In the Reading Ttdur {Clay, 1976). As
muist Auckland schools are multiracial any classroom application of my ldeas
P would need resesarch evidencas from ethnlc growps. The results did not modify
the basic theoretical uho-:) the ethnlc differencas foutd could be explained
d within the genersl theory.

|
§
.

d 6. INPLICATIONS OF THEORY AND RESEARCH FOR INSTRUCTIONAL CHANGE

%

o 3 hove besn wamting children succeed and fall In a quality teaching
poogras for 14 years. | hmghnn‘urdlng for ways In which the learning
“ | assids of Individuel cbll-dm can be detected ond unarstn?‘ by busy teachers
N i 1 of class gaupe. M”of:hg@uraprqr- is t‘mmndlnp/nms

18




. can be described as a oou;lcx set of hierarchically-organized behaviors
aqul;bd over three to four years-of graduated practice. The challenge for e
the young l-laturo"learner is how to acquire the functional system of lnter-.
related behaviors and hcs to elaborate then as more difficult and more varied .

wrltm,ingllsh language styles are encountered. The learner must achleve
. this wl&qt{k&wlng what Jies ahead of him. The teacher must ®ach for this
ul}hou; knowing the characteristics of a particular leaener's system of
behaviors. The reading-behaviors say be seen as the observable oyttomes of
ths ways in which the learner is procassing the Information he selettively

5 attends to. Teachers ean observe the behaviors but thelr nalve or tutored

o

{ theorles of reading account for the wily they plan to develop these behaviors

\u
In their program. -

L

After the first descripcive rasearch the need for change in theory and .

In practice wes apparent.in some areas.

-§s Esrly confusions

Th; first study underlined the Importance of the flrst year of
Instruction and vivid Illus}fl&ions were provided of children beco-lng confused,

h establishing faulty habits, hlllng to make successful progrcsslons

e

\
. 2. Matters of orcanization ] -

1t also showed up matters related to school organisation such as teacher:
with lorge classes and no tiss for observation, children with 5 teachers In

. : # ;
thelr first year, fallurs to trensalt appropriate information from teacher to

ssasher after a change of class, of school or after the long vacation.

. ;

3. Yechnigues for ocbserwing .
L It previded techniques for the monitoring of day-to-day p}ogrcss on

d.lnn. tasks and current riulng‘ooiu (rather than tests) the results of

19




- . which were reliably and validly rolatﬁb\tost results (Clay 1972b). These
are referred to as running records and resemble the Goodman Miscue Analysis

techaniques.

-

A. A Diagnosticihiet . -

It producod a set of surny chacks uhlch -lght be appllod at the end .
of dn first year of lnstrucﬂou to catch, in a dlagnostic, nct, thou chlldrcn
. *o were urlously confuud or very -slow snrtors. (For example checks are
made on the cﬁlld's control of appropriate dlnctlonal behavior and on his
N concepts about print.) This wes a check on re’dlng Ttems known, and reading
strategies .cwlqed; 113 was not an attespt to p‘rulct‘mﬂng progress from
. 'un-n:dlng bebaviors. It should lead easily Into program changes (Clay 1972b).
4 '\> S laumlfulm of cues
y fecords which traced the chll:'s transformetion of his preschool behaviors
tat early Ing behaviors showsd that directicnsi behavior, language cued
» (from m -unlng). and visusl cues csnclally from first letters ware
.ﬂy .ld. to correct responding but the high pm;nu child readily wdlnaud
sl thres sources of cues using efficient mss-dud;lng or confirming
lelu. it is tblﬂucrrﬂthoffuu mt iow progress chidiren find ‘
difficult. (See Section 3 on seif-correction.)

s 4
Self-correction and confirming chacks were & slp.l that ‘the child s

- 6. Agelf-improving system -,
mlslw mire than one m. that he wes attespting to
> sshbiove & metch. It was & good sign If pnunt. even if isboured and frequent,
Sosavee lt directed the chilid’s attentien to the printed message proyulog his
g - dt-mlqmlmumnlnmnuu-u-m«m The
- . dildren whe ¢1¢ not ulf-mt were hmlq on less sdequete unuglu \
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7. A behavior system

In the flrst two years of instruction the child learns how to teach

himself to read. 00 lc:ms :

s

2o the aspects of print to which h_e}pst attend - e.g. letters ordered within
' wbrds .

the aspects of oral language that can be related to print e.g. sound signepts
within words.

the kinds of strategies that maintain fluency, e.g. hi‘clutim of what could
. ' - follow.

-

the kinds of strategies that explore detall e.9. discrimination between words,
. that differ by one letter.

<

.

* . the kinds of strategies that iacrease understanding e.g. phrasing, and using
< D ) Intersentence

—

- relatlionships.

the kinds of strategies that detect and correct error e.g. cross-relating

language and visval
- CUBS.

(The examples provided are an i1lustrative and not en gxhaustive list.) !

L4
l ) s aiso learns how to relate new Informstion to what he has already learned.
I ’ :

[ 2 ) .- 4

in the yrocess of learning how to learn he nst;rs a reading voubular;
of fanlllar words, the set of letters used to record language, and the sound
equivelents of cosmon spglling patterns 4and of single letters. The first two
yesrs of instruction appear to be critical for Iumin; to read because this
is the formation stage of sn efficient or Inefficien: bepavior system (Clay 1972a).

v

s. the child fails
A this. tims we boiin the production of our reading failures by ailouing
. .
. sane children to bulmm"!chnt systems of functioning, which keep them
V srippled In this process throughout thelr school caresrs. older readers ’
D they are difficult to help because they ars habltuated in r Inefficiency.

ia the terms of the congsfer ags, they heve been peorly programmed.




Soms children-who fall at reading have developed inefficlent behavior

responses for flndlng}. using, checking Information as they read. (Clay.- 1I972a,b.). ‘

~
-

j 111 INSTRUCTION 1965 - 1976

7. TOWARDS 1HSTRUCTIONAL CHANGE -

Have any of these ideas Influenced Instructional change in New Zealand ’

during the 1962-1976 period? The };surch program beganvith the suspicion S
s . of the mtnl bepartnnt‘of Educar ion .uho did not reply to my initial approach
al:hoogh pcrllsslon to work In szhools was granted Iocally. Important factors
onnung through thls period would be a) that there has been no financial
séipoft for Instructional change research b) that “the traditional change
processes lie In gyass-roots consultations between teachers and-curriculum
develgpmest ofﬂfn of the Department of Eé{natlon. c) thatf publishers
Play » minime! role as fres publications coms from the Departsent d) that
the quality of teaching Is guod due to effective transmission of skills !n ‘
S " the fleld by experienced teschers rather than to explicit pi-opantlon at )

' Teachers Co‘llm or by stndy of the literature on reading e) the operation
jls sasl! scale and §) the enntrillud: lutbohty proq.olglus gu:ldellms and
j-ﬂnlr school lmpocton in the ﬂcld upcct. eocourage and promote uuher '

* < :lmclon. During this pcrk the lnumtlml lluyvg Assoclatlon has ~
] ‘»m capidly in New Zealand but would not ‘have been an effective. force until '
. - ﬂn 1970's. \ SO . \

e ;: - - ] "
~ . § could r-wrt/to pecple at several levels. A cdmmunlcation hlerarchy . :
. .

weuld be . "*.

! laurnulgnokmlués with )’urdnrs ‘
N7 . Academics and resesrch pecple

/ﬂf/,fnlm's oné advisers of teschers
iV - Organiasrs of classroom teschers ) . )
v Classroom teache. s . ‘

” Parventre



If | reported only to international researchers there would be several steps
in the chaln of reportﬁmd the Ideas might never reach the classrdqﬁ. Cnversely

reports for teachers are unllkely to dPaw the critical appralsal from research

’

people that was needed for theory’ constfucticn. One could communicate with
each of the above groups directly In a program of talks ‘or remotely by writing

S
or Indirectly by working with the next higher level and hoping for transmission
* C e /

downwards. . ' ’ L
AN

! Contacts at Level- | .with lnumatlom) researchers have been minimal:

three IMA confcmasﬂ(lséa. 1970, 1375) and pqp,o\ul ‘consultations with soms
~  reading ressarchers. Some articles on theoretical aspects of the work were
~
" published In psychological journals which reading people do not ses.

* -

-

. . Wor Instructional change Ih New Zealand | was Interested In Levels
,ll.. li, and V,.. {eschers College lecturers, reading advisers, administrators

class teachers. Accsptancs or o"cjccuon of rhe idess by these people

-

would be on the !usls of their practical value. Loui {deas are commonly

- displaced by new ideas from bbroad.

3

< ¥

8. FIAST CONTACTS AND ORGANISATiON.CHANGES

Ouring 1965 -67 | spoke to three groups of organjzers In Auckland -
. { - <
the (elessntary) Principals’ Assodation (Clay, 1967) and two groups of those

in gharge of junior classes. | strassed the need to organizs so that teachers

. csuld set time aside for sensitive obs;natlon of what children were doing
and o seg the progressions over time that occurred in thelr own schools.
This Is essential In any lnfcr—.l, non-prescriptive, or Indlvidualised program.’
] lhld this approach helped to revove ony threat of c}lilclu at this point
/

ond an aticlpation of usable Tesults was created. Soms new modes of

,organization have been tried and small new entrant classes are considered
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9. PUBLICATION

! had a clear division In my publication program: research reports
would be submitted to redognised jourpals, and mlatl.on would go out
to uad'nn thr::ugh their w:perlodlcals and through books. The ideas In
each of these lln;s of communication were the same: it was only the manner
of communicating the Information that was different. wen the editors of
journais place strict constraints on authors as to the u.nner in wnich reports -
should be nadc ‘these erable the academic specla_llst to quickly review the
research reported and sake 8 decision that it [s worth attending to or not. )
These formel reports mld be difficult for teachers to read if they ever
dlmm them and, In particular, they would find It difficult to derive

lqllatlm and programs suggestions fro- thes.

-

The first report of the study was pubiished in 4h¢ educators’ journal

(Clay, 1966) reaching Levais 11 and 111. In 1970 an article in the simplest

language appeared in 3 fri.iy distributed good quality publication by the
_Sepertmant of Education, but it was edited first by a senlor officlai, an

indicaklion of n\ﬁtlmlng Departmental- suspicion. My ideas do not occur ',"

Separtmsntal reports or publications until after -y"books became avaliasble

in 1972. A teachers’ guioe to reading publisned dy ttho Department of Education

tn 1970 has little evidence of the Influsnce of my work. There Is s ten year

IQM from the research pilot sudy to extensive inflesnce in the school

systas.

-
.
-

§ wes epproached by amu Zealand pudlisher to write e book. 'ms
pressated m with some pmblm. [hd been try)-g. to find out what chiidren
wre hln. how they read, what were the strengths and weaknesses of thelr
mmuvummmmhlngemtmh it was not my
Mn-mnmndln should ‘be Mzwuwlua-m‘ book



for teachers as to what they should do in reading altholigh my research
certainly had implications for Instructional change. The request was that

}d write a book for prc-servla tnlnlng for teachars, (uhldv is not

wniversity concern) because teachers in Hew Zulmd were reported to do
very little professional reading. 1| tried to write a text aimed at changing
soms traditional ideas about the reading process in the first yeag:;f learning

" to read. For exampie:

Peading behavior concerns -all ‘the things teachers have always
thought It did - word knowledge, meaning, story semse, word study
y skilis. it eiso includes directiona) behavior, letter identities,
pronouncesble clusters, gu-ltlal sense, fluent processing of cues,
ond error correction. Redding involves the use of items of knowledge

iy to snditipate what can occur in meaning and in languago
« to search for cuns o

: - to self-correct’ '
9 T - o for form Intuitive ruies that take the ctild beyond what he aiready
b - ,' m. i R ‘ ‘
k The good reader manipuiates » network of language, spatial, and
SR visus! parception cues; and catagorises. these efficlently, searching
E - for dissonant relations gnd best-fit solutions. Famillar responses

= which become habitual, require less and less procsssing and allow *
attention to rudl out towrds new information that was mot praviously P

moticed, © (Cley, 19722, 1A8) ;
. . Pessibly the text would help teachers to be sensitive obeervers of the

) children in their cln'!a. It.n&ald doeunmt in an explkit account for

oo snd Inexperienced tuch.n what sensitive experienced mche;s already .
hasii, Above ail it must h written in 2 way th:tt would cormumicate to

tenchers (Leveis IV and V) ;M this meant that It could not be an academic
bosk. The saies to teachers nu:cr. uun students have surprised the -
Jublisher; oniy one of seven Teschérs’ Coileges had adoptad the books as

8 tent but adl use class sets in In-service training (Education &, 1976).

_— : . »

- A separste and linked publication deséribed the techniques that had
boen dovised for cbservation of reading behavior. Veighing whe tiss demands s
- M}!. the_adjustaunts children must meke to school, and the evidence
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of early failure | recommended that,each child's prograss should be checked
on his sixth birthday. Vith staggered entry to sci\o;1 this was a feasibdle
proposition. The dlagnostic survey was written for teachers who were not
psychometricians. It gave some guidance as to which children the teacher
‘;“,“ select for assessment, how she should measure the accuracy with which
they read tueir texts, noting self-correction, dln;tloml mOvement, error
types, letter ldentification confusions, concepts about print and writing

vocsbulary skills. These materials bacams available in 1972.

Cosments from reviewsrs point up the probless of communicating to
Levels 11 -V with these books. (Freyberg, 1973; Doake, 1973; Leardsley,
1973) as each values different aspects of the publications, depending on
“thalr level of interest. . |

4

10. VORKSHOPS ON OBSEAVATION : X

My contacts 1965~ 70 were mostly through teacher-created groups, 2%

the lonrtmt of Education resalined -lnrustful untll about 1970. By working
directly with teachars who wers upr for information | avolded the Departmental
< dafencas and thc translation procass. | was In direct comunlication with the

practitioners which undouotedly influenced my messages. 7
€

W I’B sy books had been reviewed nlthout the usual rojcc:lon of the
academic but ulth the patronising usurua that Dr. Clay,hod b«w«; teacher, -
1 begen to travel throushout the esuntry condvcting Msm in t.‘n
teshnology of observetion for International Reading Assoclation groups.

in 8 e hour u:muhop. which wes usually the limit of my avalladility
i sdepted tio delliberate sirategles to bresk thrgug‘h‘prmnlom about
® ﬂlln' and nnlcu.lafly aout testing. Clsssroom experience and years wgrklug
with ehildren doss not isply saything about sccurate Ghservetionsl skills. in




»

*

fact It probably lmp,lles"a n;l‘n theory which prevents accurate observation.
! agked for volunt’nrs to read aloud to the group - but gave the readers a
ssudgy carbon, a badl‘y‘prl‘pted stencil, a Churchl!l speech in I.t.s., some:
speclalised sciartific prose, and a newspaper. text upside-down. The
partdcipants euuid’;:t;;eryc/ under these conditions tha same stpategles In
the ru—dln;;" process of tf;lr‘ puers that chlurcn show - self-correction,
sound analysis, back-tracking, syllabic at.uck. context gu;slng am;\w on.
When they acceptsd that anyons’s reading behavior at times involves these
strategies they were ready to observe them In childten. Teachers whn assume
that they know what children .are ddng are not ;luays, sensitive |isteners.

Step 2 In the workshop made the particlipants listen for “‘reading Iuhavlors-“

in child readers «lthout the support of text. Gulded thus, they were ready

to move into taking observation ncqrﬁ o; children's reading folloulnq a

taxt as they listensd and recorded. | was training sensitive cbservers to

wie techniques which began as research procedures for data collection. This
enphasis is different from Goodmen's training of analyses of miscuas, ! balievs.

The most productive application of my ressarch has been these procedures

for cbserving children. - This Is an a-theoratical contribution bacause It
'uvun; a technology which does not serve to test hypotheses. These tebhniques
cn be used outside the young ags ranhge. In a pllot study of four different
m in Scotland In 1972-3 it was found that they translate outside of
ito.tl‘n Zaaland culture and the New 2ealand reading program. In the new
Early Resding inservice program to be mentioned later, this recording skiill
is ww'u.a me'o?sity if every teacher Is to Secoms a sensitive :
“m..ad two of-my articles, griginally w:litteh for a teachars’ journal
are Issuwed to the teachers who are ;:h(g tralngd In the recording skills

Clay 19700, 1970c). ‘

.
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‘ 11 A ONE-YEAR STUDY GROUP

.Ourlng 1973 | met monthly with a special gro'up of Intgresud professionals.
i ’ The Dl;ti-lc't Psychologlst assigned each of his 6 Internees to 6'_tnurosud
| satpols. The senior teacher of junior classes ran a program of early detection
i based on my booI:s _assl:ud with interpretation by the trainee psychologist. .
i We mat monthly with the reading advisers as a group under the chal rmanship of
{' / a teacher, am}c was consuited to amplify or clarify my writing. From the
{ alnutes of the meetings the following points can be made to i1lustrate how

the teachars' questions changed during he year.

i. QOrenting to the new appro!ch.

Nov. 1972 - ‘Most queries ware concerned with adainistration and the .
need to conform to the i .tructions. Is flexibility to
be allowed and If so to what extent?'’

This presents the conflict between the accspted standardised test procedures -
and the concept of sensitive observation. ‘

. 2. Clarifying adminlstration details, and Inthtatlm points.

“_Mer 1973 - “Several forms for recording the different tests were
discussed ... A working party on record forms was set up.'

Group msbers were now concerned with ofﬂclcncy in adainistration and reporting
I bads 0 clus teachers. .
. “Gulidelines: Polnts of clarlflutlon noted so far should
be recorded."

These referred to conceptual points In my books which were not understood by
the growp. It nyhmbunamurofpoor communication: It may have L
boen the Inevitable process of shifting one's concepts to take In a new way
of looking at things, The anplication of the techniques was sending the
“ tsachers to the text for explanations of the bshaviors observed. _

« §xntension of Insights within and beyond the tflal schools

August 1973 - “Toplcs discussed were a) assessmant before six yurs of '
age sid b) assessment of writing behavior.'

Growp msbers were confldent with the résding techniques as recogmended.
They ware exploring extensions of these insights, and advls!ng tuchcrs in
other schools. . ’

8. Monitoring leads to understanding
October 1973 - "The Importance of class teachers (rather than suporvlsors)
dol~q their own monitoring wes stressed.'

The group sesssd to consider’that the techniques were valuable far unde standing
something but what wes to be understood was not verbalised. ‘

., 4
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" an optimisitc Interpretation of what occurred. .
* . ¢

33

5. Back to techniques - Final Report
The group wrote some Supplementary Notes for Adninistering Or. Clay's

Dl ‘lc Survey and stated that the jective of the meetings was
!.rely) ‘to develop practical knowledgé of the techniques -and survey

procedures.”’ (Early Reading tvaluation Project, 0973)

—
' Perhaps the teachers who talked about procedures and materials were

shifting their understanding (see 4. above) without articulating the theoretical
. .

assusptions upon which they based their new kinds of Judgements. That would be

s

// !

l’huo teachers l:ecma resaurco group for lntroduclng the research ldeas
] ctlnrs. The ease with ml:h they generated creative ideas which differed

merkedly from mine and qlb not check with the theory was dlscomrtlpg.

12. Mi_IN-SERVICE TRAINING PROPUSAL - -

é
At the end of 1972 an acton research program In an Auckland scbool was
set wp ’ -
‘to co-ordinate current knowledge about early reading, early datection

and the prevention of failure in relation to different ethaic,
cultural and social groups.’

A amme intsrest-in resurch by the Depariment of Education probably stemed

5
Y

from thn social issue of ethnic educational problems.

A proposal was made to plan a prototype muiti-media Inservice reso.urce

4
o fe~educate most, If not all, Infant teachers in an area in say, 12 months.
A team consisting of an Inspactor, a reading adviser and a Teachers® College

l.ctuur was formed to develop an in-service training program ambitiously

. directed to massive retraining of teachers of first and second year children.

The laltial proposal stated \ .

29
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“Continuous monitoring of early behavior of Indlvidual children

In the earliest stages of readipg, combinetl with sensitive, rapid
feedback to classroom programs is perhaps the most important single
Iancvation required. We now possiss the instruments to set up such

& monitoring system.’

(Holdsway and Penton, 1973).

*

1

The program was rel«.sed In 1976 and 250 teachers began the course.

in the evening newspaper the educhtion reporter said

* Project ERIC was set up In 1971 to find tye best ways to prevent '
fallure during the early years of schoeling, pafticularly in awiti-
cuitural classrooms and aaong groups of children whothad shown themselves
to be at a disadvantage on mtorlng sduool. -

The first step was to document knowlodgo in this flield in Auckland,

whare conslderable experieacs had beety gained in Inner-city schools and
through the research of Harie Clay, now head of education at Auckland

Ualversity. Overseas material was also evaluated.

There fol lowed trials of materlals, and ntgﬂ}sln teaching reading.

. About |8 months ago work began on planning : developing an in-
service course to enable the re-education of most: [nfent teachers in the
Auckiand dlstrlccg, within one to two yeasrs. “a

The development team ‘cf an inspector of schools, a senlor lecturer
ot Auckliand Teachers' College, and a reacify adviser Wave been assisted
by an advisory comaittes of 13 that includes teachers, psyo;nologists.
ond speclalist advisers, and 12 resourcs teachers. ;

(Tho Ancklm Star, Feb. 1976)

»
-

And In m elementary uachor:' union ]ouml slullar cc-mu appeared.

The sudlo~visus] course Is designed to stimulate professional
thinking and davelopment and crucial featuras of its structure are the
fcilow-up.activities by teachers in’'thair own glasisrooms betwsen each
unit, and the discussion with other teachers the sams school who
are siso currently taking the wnits. ‘ .

Eventusl ly the course will be avalleble to all teachers. It will

be re-located term-by-term until -all Auckland teachers have had convenient

ofcess to It. Then it will move to rural centres within the Auckland

apurse to be duplicatad and made available theoughout New Zealand. “Fhe
eourse offered In yerm | will be reviewsd In the light of comments from
,perticipating teachers. (ational Education, Feb. 1976)

* L

% " 7he Independent avaluation of the first Intske pald for by momm-m

> of Kducation I3 uln condusted by a teacher who Is presenting u,‘ ovaludon
for his Nesters thesls of the University of Auckland under » -mrvlm who

s
. /

s 30

efucation district. Arrangements are being mede for further copies of the
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has not been Involved In the research program. There has been a move from
an attitude of cold suspicion on the part of the Department of Education to

co~operation and professional trust.

#3. EARLY READING INSERVICE COURSE AND THEORETICAL RESEARC)

| would llike to refer back to the leplications of theory and research
outlined earlier in Section 6. The first four poists are covered In some
- < .

-isun by the ERIC program.

(]

1. It calls teachers® attention to areas of confusion for children in their

early attempts to read. .

2. It provides a first-class, archu.y\uqmmd training in monltoring
reading behavior.

3.- The last 3 units cover the dlegnostic or early detection survey after
the Tirst year of iInstruction, adding recommendations for intens!fled
tesching effort to overcome difficulties.

b. Concsrning the Interrelating of cuss, the points are made In the followlzg )
wey. X '
C B M'ln' arlses fro-, syntax, sesentics and Intonation.
». l!roetloml conventlons are al"bltnry and must be taught.
€. Children should be able to predict on the basis of context,
Sentence structurs and letter do“nll.
d. As zhildren begin to read they should be encouraged ‘to confirm
/ ‘ or correct their own responses by use of meaning, sentence

structure and letter detail.

Areas of omisslon are the last Rhree are s'of implications - & self-
lsproving systes, an efficient behavior system, and why children develop

.lnfﬂcluu behavior systems = cthers Is lictls spplication of such i:onc.pu
In the ERIC program.
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7~
Another probles occurs when what is known Is used for extrapolation ' ‘
beyond Its known limits. One unit in the ERIC program begins with a tape
of one of my original research children reading a Seuss book and infers
from her five year old skl\vha/t the, preschool lu.rnlng- of high progress
chl ldren from and about books must be. Most of this ‘Is an extrapolatjon

the velidity of which mignt be contested by a resesrcher.

i&. OUT IN THE CULTURE

We have recently established an adult literacy service and it is A
necessary to use the newspapers to call for volunteer tutors. An April

call drew the foliowing headlines -

vsehools Too Late with Remedlal Work'

“Clty 1)1iterates Total Thousands''.

1 was h!ld\m.to see the quliet tone of the second sub-editorial in the ‘

same editlon.

There Is cause for continuing concern in the reminder given by the )t\
Werkars® Educatlonal Association that thoussnds of young Aucklanders
hove left school without the abllity to read and write wall encugh
to serve them in their adult life.
The situstion Is not new. Yet although such more Is known_about
cavses and remsdies than In earller years, the problem gersists.

. it mskes senss to concantrate what special resources and
asslistance are avallable in the early years of schooling, so that
ehlldren do not lag further and further behind as they are socially

premoted up the school. * t{Auckdand Star, April 1976)

-

i€ § @44 not know how ephemsral the newspaper's views on education were |
d'tdau"tohon that they had becoms Informad about the iwportance of

* the early years cf schoollng. What this pr;b.bly shows ls that the reporters

ave ia conmmication with the advisers In the fleld who are adopting this focus.

Thet netwerk Is a satisfactory commumication systes.
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I - INTERCHANGE

-
1S. APPRAISAL .
Attention is now directed to the early years of instruction. Book

sales, the newspazer report, the Early Reading inservice program support this.

orwlu"tlonal shifts are relatively usy to recosmend and achieve.

They can be vary necessary to establish tne franwork and suoport Sysm
withia vhich Iinstructional change can occur. -

Communication Is the researcher's problem. He cam write his ideas
and Qave the concepts transiated down through the hierarchy of experts,
lesing integrity at each transiation point. Or, h. can communicate dlmtly
st each level and still be met with uloctln attention on the part of the ‘
p?ctltlmr to whiat he considers to bo" refevant evidence.

an participants in reading iutmtlm have sssumptions about what
the rpdln; procsss is. | have besn sble to stand outside the in-servics
Gourm and look with Interest of which ideas have been bul it Inu it. There
mmmuldonotmln tion, 'l'huoluunanamum
New Zealand tcachers seke lntplt:zm on the basle of m){
esperience in the field and from these they gensrate program ideas. | think
the researcher has to look at such generated ideas very carefully. On the
s h.d they can be Inspirstional if they stem from careful abservation
~ m somatimes the juwping-off polnts for new questions In resesrch. At .
other tises one mey fesi that they are umarranted sxtrapolations which
el mu be disproved but one doesn’t have the informetion from
m to hand to offer any evidence to the contrary. The 1963 rudlng
propran ltld had besn generated from grass roots was very successful and

A "0 howe grest respect fer the potontlsl of New Zealand's particular brand




of tsacher-consultation for generating valuable new insights, but sy best
§ues3es as 2 theorist do not always coincide wit h the gussses of those who
are active in the fleld. | am usually not prepared to take the methodological

leaps that they taks. 1 wish to evaluate and l.’oject‘ if necessary.

. The researcher questions, accepts ldeas on the Lasls of evidence and
rejects or reserves judgement where there is none. The practitioner revises
programs and procedures, re-uses old resources, and fllls the gaps In proven
w;ctlm with, a) best gussses from accumulated experience. b) new ideas
pretti ly packaged or ut.mlv.‘ly proclaimed or c) flvoured hypothous :
wtested. Thus the practitioner smust bridge tho knowledge gaps and act
while the researcher thinks of how the ldeas could be evaluated.

in & process ss cosplex as reading different professiodals (and slso
porents and reporters) make assumptions mldn’au not verbalised m which
are sot wderstood in lfnur-profcsslml dialogus. These are w0 potential
sources of error lu’ujn teacher's assumptions in 2 mon-prescriptive program
&out the reading procass. Firstly she is likely to meatslly pool or averags
8 vast amownt of evidence in order to arrive ot a program decision. Secondly
lh ooy do this on tin buls of u.orﬂelll Mulms.

The sesacher is less likely to mske gross aﬁnglq Jedgesents about
children’s neads when she works closely with Individusl children and/or if
shs wses techniques for seasitive cbservation. Umder these clrcumstances
the Cessher is likelyto dridge geps in the mltlm‘d theory or msthod

" with mare lnsightful sssumptions and fewer nalve or superficial omes. The

ubniques of ay resesrch pregras may lud'to f'lclm.fhuer
quliey. ¢ '

Ll



Perhaps we can arrive at a mstatheoretical concept of Instructidnal
change. Any theorizing we do about lcarnlng to read has to account for the
lwzant fact that well- ~trained teaciers teach at least 70 - m of chlldren
to read under a variety of theorles, programs or sequences of lnstruct\Pon.
Since the furmal aspects of direct instruction can differ markedly | can i
‘anly dru M concluslons. Children supplemant the program with their own
efforts cnd teachers adapt to Individuality more than any programs .
descriptions isply. 1f teachers under any Instruction program are s‘cnsltlvc
observars of the children's progress then they are in a positl’on to notice
208 and sore of the behaviors that confirm a valld theory, and/or thcy’
are able to rejact notions that do not fit with thelr careful observations.
AR the same time their questions ané thelr crestive solutions will be subjected
to fesdback from the coatinued monitoring. Taking cuservation records may,
like self-corraction In early 7esding, provide the teacher with a basis for

her self-laproving theory of instruction.
~

A current trend in lew Zraland Is l; move away from pr‘ucrlhy"gadiq

tonts towards mexloum use of real st.ry buoks as a basis for program. . The
technology of sonitoring becosss useful for controlilng task difficulty.
&lf-ntmﬁcu bduvlor becows the key Indlcator under such a program
lhu progress Is u:!sfoc:m 7+ 3nd running recurds provide the technology
fiér the teacher to cbesrve progress on any selection of materials. $So the
shife from basic texts could becams o possibility with a minimum of risk
ila'lu sonitoring techniques are avallsble. The generic nature of the
Sschneloglical procedures srovides this Insurancs.

A them of discussion and comsultation recurs In this sccount of
mlml chanys. Talks, workshops, consultations with study ngQS.J‘
‘lo” batween different types of professionals - these activities seemsd

0 be a8 Isportant as the ressarch and publication progrems for ml«lng
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Iastructignal dungo in the evaluatien study of the In-service training
by 8 teacher for a Master of Arts thesis we have the acadesic objecglvlty
cvclu‘cloia function being applied now to the in-service program which arose
in 8 major ‘unu out of the earller progran of the university. This seems
to be an appropriate role for the university to adopt.

l?s%ne(lon may bs Inherent In the respective roles of resesrcher and
'mtltlc;mr: rerhaps a mtlnulv‘g dialogue between experts with diverse
roles, ia a rol revision of both theory and practice, cannot be avolded.
it provides a sys ‘ of checks balances on the exncesses and psrceptual
problems tf each speclalist. (f theory has any ;vcr-rldlng status In this
isterchangs this ought to stes fru- its generic nature. instructional
qustions and doelslc;u between a!ully attractive practical alternatives
sy be glven direction by sams priorities or erdering suiu in theory.

4

There is for ms, frustration In the thought that.! have not commuglcated

_@eve =f the theoretical concepts. That Is & task for the futwre. If teachers

ore to pnr;u Individusl mru to maet particular needs, and If the
aatter of stritegles for processing informetion Is critical for somm learners
than this must be -rl'cu'u down In 3 way that enasbles teachers to go easlly ‘
frem WI‘;' sl Is. through Mtlcﬂ comstructs to program. By offering .
Ssechers Iho asams to sensitive obumtlcn of dslldnu's reading behavior 1
hape | hm m-n\w ] nn‘ou's hu of cm‘vc teaching gimmicks,
wnchecked by nf-n!u to theory. ’
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A’ ( * OPEN DISCUSSION OF CLAY PRESENTATION

SQUIRE: . How will whatever findings or insights that come out of r:esearch and
Qﬂelomex.xt" with respect to -<classroom practice be translated into a plan of
aétion. Marie has reported on a fairly small, self—cantained comtf}, with a
central _ adninistrator' controlling decis:lons.' That country has 1ﬂ;mctor&-if I
understand Marie's report--who pressure the teaghers for innovation. At the same
time, researchers have mounted a research study, which the ninisﬁry is suspicious
of. New Zealand has faced all of the problems that we face but ‘ours are on a
much greater scale. What is the difference between connunicating to researchers
and communicating to teachers? , How do we br:lng»-{ about «, change--through

publications, through workshops? I don't have any precise éuggeatiods, but it

seeas to me that given the terrific problem of trying to impact- practice in a.,

- small country, we in the United States, who have the same probleu aa New

Zealand, are faced with a nuch sreater challesnge.

v

Marie, 1 have not had the privilege of working in New Zealand, but I spent a

!\ mumber oOf weeks in Australia last spring. Perhaps New Zealanders don't read and
E’ ) -
E Australians do, but I have never met so many classroom teachers in - this- country’
3
3

or the U.XK. quite so widely read as in Austnl:la. 1 suspect this is true 1n New

Zealand as well, whether the tuchers are applying the ideas or not. "r

froa this country in psyohology and reading &nd also research’ from’the U.X. They

3

is true in MNew Zealand, too. I do think the teachers there--becaus'e of the

distance--evaluate md\éh ideas froa American, Britigzh, - and’ Canadian

‘394

. \\‘

I found teachers in Australia who were acquainted with much-of the research

. 5 . ,
were trying to integrate hoth bodies of research in Australia, and I suspect thi.s&r~

publicstions more ruﬁly than we do 1n=our own country. .So I weuld Just like to

4
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_is applied to the United States: If you can't see, over a period of time, change

»

m: Tapes? Andioupei?

)
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. S ’
question the comment you made about New Zealanders not reading, because I think,‘

they are reading. ) . )

L4 “

-

But I would just like to emphasize t!}e problem you really put here, when it

brought about dx:amatically in a country like Nex‘ Zealand, how are we going to +o

it in a country like the United States?

BARTLETT: In your talk, you said tbat you relied primarily on. print media and

person-to-person contact with the teachers. Did you use any television at all?

L)

CLAY: DNo.

\

. 1

BARTLETT: 1s there any reason? . : ) 1
) i

\. B \ 5
CLAY: There is no educational television in New Z=aland.  ° i

,‘ .
1

- ]
BARTLETT: You said you had effective means of teacking teachers to observe i

children. - What kinds of media did you use for that?

CLAY: That's tn the in-service program; they ‘have ﬁpes_and slides.

.
.

7 i

&
1~

.

CLAY: Audiotapes and slides, - and they graded it so besutifully. I thought the

greding was unnecessary, but i1 bave to agree now; it's very good training.

-

. - ERNTY
#
o

a

BANTAETT: I would be very interested to see if there is any way to extend the
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communication range by the use of television, perhaps audiotapes serve the same

*©

function. i

CLAY: We.., they are hoping to extend the range’in another way. Wwe have an
evaluation study running on the first 250 teachers going through this training
scheme. Then, because it is very portable, they plan just to move it around the
country as it's needed. ' ‘

CAMBOURNE: Marie, you said that in one aspect of your ;ork, youﬂ diverted from
what Ken Goodman was doing. Could you just be a little more explicit about that?
CLAY: Well, what Wy teachers do is take running records, which is very simildr
to taking a behavior< record and analyzing it for miscues. But what Ian
interesved in is that teachers become very aeﬁﬁitive to children's reapgg‘!g, t;\
all the thihga that are operating, even things 1like motor bebavior and
impulsiveness. The -goal 1is sensitive observation, not a miscue analysis,

although that can be part of the product.

JACKSON:  What 1ﬁ£e§actigg,,situat16n is occurring during the sensitive
observation, and what kinds of recordkeeping devices or recording devicec have
you developed? How does the teacher conduct this inmteraction and observe and

record?

CLAY: The teachers are being encouraged to set aside time from teaching every
now and again to sit down with the child, have him read to her the book that she
has prepared hia for. The teacher takes a behavioral record of everything the

olni' says and does, while reading the book. Then she tries to analyze the error

41
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* behavior and to think why the child is respongiing in this particular way. So she

takes a complete record of behavior, as the child reads the book for which he or

she has been prepared. o ~_

.

JACKSON: How is that process different from ycur informafy reading inventory
» \ )

process? ’
|

CLAY: VWell, we are talking about children who are at the very beginning, at what

some people would call prereadix_)g ley I would call this the level of early

readi'ng behaviors. Wwe are dealing-with ‘large elements of motor behavior, which

QOn't come into an informal 1inventory. The direction in which the 2hild is

3oving across the print, and what he or she is atteriding to are 11:port€nt.. 'It is
not a qu;s't.ioning session. The teacher must take a rec:ord of everything the
child says and does. A month or three months later, she takes another record to
see¢ how 'the child's behavior has changed and in what ways it &Qa improved. The

teacher can see which children aren't improving, by comparing these twp records.
[

ROSNER: 1 am sure that you don't mean recording everything the child says and

AR AR IR oA - L e A L
AN % E vy
J .

- does, ‘bocause that seems sort of mind boggling. You do give teachers some

-’

guldelir~s for what they are to take into account.

CLAY: It is not just mind boggling; ‘it is impossible to record everything.

There nj high.priority on all verbal behavior. Secondly, emphasis is placed on

Rl

B 1 |
!

fisH
T

_ directional behatior, any signs of directional responding, and then any ocomments ~

il

that thc' child makes, and anything the teacher can pick up about the child's .
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ROSNER: If two teachers observed a child, would there be a fair amount of

‘agreezent in the two raeports? \Sﬂ

CLAY: No, the records are very reliable, if we take an audiotape or a videotape,
and get several people to score the record. We have also gotten .ome
longitudinal material, which I find quite exciting. It shows that these

3

behavioral records correlate highly with test records, and it looks as if we have
sufficient reliability and validity to replace the actual testing procedure wi:h
these behaviorai records on appropriate occasions.

LIBERMAN: I understood you to say that you don't givé these people a theoretical
background during your in-service training, that you concentrate, 1nstedh. on

-

these techniques. Was I wrong en that? .

CLAY: Yes, and not 1 thought that we were giving them the understanding of the
reading process as we built in the techniques. But I have found, by reviewing

|
urPtten statements, no evidence of theoretical understanding of the reading

p!{“ﬂ“ - E
!
LIBERMAN: And how do you explain that?

CLAY: The textbook itself is oriented towards getting these ideas across. The
textbook has been ‘bought and read and accepted enthusiastically. Still I find no

evidence of an understanding of the reading process.

-

LIBERMAN: What ideas would you aeve for explaining why this might be thne case;

what is happening there?

43
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CLAY! Wwell, first, I think tha* probably written statemerts are not a very good ‘

place to look for these things. Maybe one has to go out and question teachers.

1 am not sure that some understanding of theory is not thére; all I can say is I

have no evidence oé it. 1 know that teachers focus on the techniques and

procedﬁres. Maybe they are selsctively attggding to those aspects and not really

feeling a ;eed td understand tue pfocess.
. LIﬁERHAN: Bt how do thej kg?w what they are looking for, and why they -are

locking for it, if they don}i have a theoretical framework?

CLAY: Let me use as an exaﬁplg one type .of ehavior that puzzles(sne,
self-correction behavior. I thought I was going to have difficulty in egplaining
this to teachners, but I had no difficulty at all. As soon as 1 begar talking .
"bout it, the teachers would say, "Yes, I observed tha£ in children; 1 know what
you are talking stout.” But they don't seem to go beyohd that and ask S;:e~
que%}ion:' What dces it mean when a chiid self-corrects? What is he doing? t

is going on inside his ’+ad? They don't seem to bother about that kind of

-

understanging.

RESNICK: Are you saying that there is not even an intuitive understanding on the
part of jeachers--perhaps difforent from your own--that's guiding them, or that-

you can find cut about?

CLAY: do. I think I am interested now to go back and to try to find out 1if

there is intuitive understanding. It may come out in a questioning kind of

interview; 4t is not liksly to appear in a written statement.

44
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JACKSON: I am intérésted in your workshcps and in-service training, which, I
assume, are simulation activities. Has there been any follow-up of th; teachers
1n.the classroom, to note whether when teachers have learned new instructional
behaviors through simulations, does that behavior change persist when they move
into the regular classroom situation? In other words,'does simulated learnings

in a new temporary environment become a part 6f the teacher's permanent behavior

pattern when she returns to the old environment?

]

CLAY: Well, the techniques are for cbservation, and certainly they are being

used all through the country. They are being encouraged and supported by the

reading advisors.

JACKSON: No, I meant that in terms of your research. Was your research extended
— \ _

past the simulation activity, into the actual classroom, to note whether when

teachers have a learned behavior chain, that behavidr chain actually occurs when

they move into the‘classroom situatian?

-

'

CLAY: No. We haven't done anything on teacher behavicr. We have been leoking

at the children's behavior.

WHITE: You mentioned that in the middle of your work, New Zealand shifted from
the word approach to the book approach. You didn't tell us what the implications

of that were, if any, for the work you did.

CLAY: Fortunately, the behavior observation techniques, which had been worked
out in the pilot study, transferred to the new system without any problem at all.
As the task was simply to observe exactly what the child said and did, it turned
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out it didn't matter that they shifted the program. I could still observe ‘

exactly what the student did.

WHITE: Did that change the nature of the problems that you started to see; did
it change the way in which the teachers were behaving; make them more open to

suggestion, because they had to change their methods?

CLAY: 1In my paper, there is a small paragraph, which I didn't read. It
suggested that maybe wmaking the shift would make teachers more open to

» discussion. But I don't know the answer to that; it was only a-question.)

CAZDEN: I was struck by your terms self-improving system versus a gself-ligjting

. gyatem. They are really beautiful. ‘

If you were now going to design < research project to 1look at teacher
behavior, whay are some of the things you think would be most importaht co look
at? What things are likely to help children develop a self-improving system

rather than a self-limiting one? ¢

CLAY: An obvious thing to look at in a self-improving system is what the teacher

does with self-correction. .

It can be vgﬁ dit‘ficulf. to make self-correction oecur. In self-correction,

& ¢hild who pakes an error spends a long time going back trying to work out what

- ) it is, and finally solve it. In the Qypical.clnaarOOI, the chiid doesn't get
time to do that. Before he has done it, somebody has prompted him or helped him

o in some wvay, or asked s question, and he husn't been allowed to solve the problea

for himself. One thing we bave brought out in the workshops is that if

46

o me



May 20--A.M. 51
t

self-correction is important in those early years, you have got to be patient .
with 1it;  how you: handle it is very important. Regarding thz self-limiting
system, I think from the iuncture, pitch, and stress study, we look very hard at
children who were specializing in attention to letters and words and not using
cues from bigger expanses of language, because this is. what we found our poorer
readers were doing. We would get two stresses per word from them, while we would
get one per large phrase from the better readers. I find that it is very
difficult to study teacher behavior,‘because it is so sequential. Every move the
teacher makes depends on what the cﬁild has just done. There are assunption; of
what that means for the child. Ii is a very elusive thing to study in detail.

RESNICK: Are there stages during which, in your study, it would appear that

heavy attention to the word structure is facilitative rather than self-limiting?

Y: Yes. When the average school children are perhaps five-and-a-half, they
ve into books. The high progress children move soon;r, and the low progress
children_take londer. At ty}s_etage, as the children ar;\’trying to achieve a
ons-to-one ‘correspondence bétween what they are saying and what is there in the
sentences of.tbeir text, they become very much word readers; they chop each word
off with very ¢lear juncture. At this stage, the attention to words is
facilitative. He have been telling teachers that when the children are not
really E@tching word-by-wyord, they will read fluently,/gs in their oral speech//
They baccme word-by-word r. iders, as they begin to coordinate speech with print.
Onoe they have achieved this integratidm; you should begin to encourage the

phrasing again, so that within two or three months, the good reader is again

-phrasing . p
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RESNICK: So the tegcher's major problem would be to judge when this word
attention strategy had gone on too long and to determine whether it was going on
too long because the children hadn't mastered it, or because they hadn't gotten
the clue that they were supposed to do something else instead.

-

CLAY: Fxsactly. It can become habituated.

JOHNSON: Is there a standardized curriculum for spelling the written language or

writing, and if so, do any selr-corrections emerge as the child learns to write?

CLAY: Yes. The complement of this whole program is that the children learn to

write as soon as they come to school. 1In their books, they are starting with
.

sentences and working down to letters. At the same time, they are writing
letters, which they very soon build up into sm:1l statements. There are two
(o

complementary processes going on the whole time. The writing 1is made up of

creative, meaningful statements, about what they have read.
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‘ . PRESENTAIICN BY CAROL CHOMSKY

RESNICK: Our next speaker is Carol Chomcky. The title of Carol's paper 1is

u "Approaching Reading Through Invented Spellings.® -
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sound: BOT boat, J‘-IEZ Jizmies, PEL feel, KAM came, TIGR tibcx.- Short vowela |

are represented by the letter name which contains the closest somd' A [ey]

for SAD bed, FALL fell; E [1y] for FES fish, FI.EPR Flipper; 1 [ay] for GIT got,

CLIK clock; ¢ Dw) for OL all, VOIR water; U [vuw] for TUK took, LUKS looks.

Typically L and R function syllabically with no vowel at all: CRL girl, PN ;

fern, KLR color. Nasals before ;:ousonants are standardly omitted: WOT wvon't,

P!-Al' plant, BOPY bumpy, AGRE angry. Letters are sometimes used according

to their full name: YL while, R are, ’THAQ thank you, NHR nature, PPL people.
‘ﬁut is most interesting is that different children invent very much

the sane system of spelling. Features that may dppear to be idiosyncratic

in one cl:ﬁd's spelling turn out on inspection to be comon to all the childmf,’

English contains some forty sounds but the alphabet provides only twenty-six

symbols. The children all cope with this dilerma fn much the same way, con-

bining sounds into groups represented by a single letter. E.g., the sounds
{ey), [e]) and [se) are all written with the letter A, so that baft, bet ind bat
are all spelled BA‘I Other similar vowel cod:inatlous are made. Furthermore

ehﬂdqn fail to represeat certain yhonetic distinctions that they do have the

dpb.bct?: ®eans to represent, such as certain forms of nasality and voicing. |

They write KAT for both cat and can't, and use S for the plural marker in bothk hj
EAPS and cabs KABS. '

. .

Tllc dplficmt thing is the systematic natnte of the spellings and the . '
-'uonuy fto- child to child. It would be an uullectual feat of some scepe |

41f the clludm merely produced an accurate phonetic transcription of their

L-'lnp. Apparently they do eveh better, clantfying sounds into categor es
O!ﬂdntly on the buu of parceived similaritics. 1his 1s a fairly c:ophu-

tieated form o! nguistic abstraction. ) E

Some aq’lu ol early mcesages will be of intercst. R UQar [Are you deaﬂ’

EPURASOPERAZIVILCEVUARASOPENR (1€ yos can opca cans 1 uux givc qou a can opener],

3 yeay ou boy (unu. 1976) ; FES SOUEMEC EN WOODR §fish swimlng ia water),
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