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I INTRODUCTION;

1. OVERVIEW

7

What happens when the results of a research program in beginning

reading.m translated through' the processes of pulilication, in-service

training, and workshop or study group activities into classroom practice.\

The research questions were poised in 1962 and several projects were reported

in academic journals by 1971. In 1972 texts were published (and purchased)

/
and an intensive program of talks, workshops and reporting for,teachers

wills-undertaken. Thissexertise in communication ends with the release of

an innovative in-service Program in 1976 purpolling to bring scale, the

research insightilto classroom teachers.

What influence have the research findings had on Instruction/ This

paper will treat separately the evolving theory and fluid cdenunication

aspects.
.11

The research program did not set out to devise a new instruction

Strategy. It looked for ways to increase success within the available

program so any implications for instructional change would suggest

adeptailani rather than reformulation.

The aspects of theory which have proved viable in the sense that

we have evidence that teachers use theekhd behavioral signals that could

be captured by 'teachers using simple observation procedures. Little

pubiishedevilence was found to show that teachers understood any more

about the reading piocess as a result of this work.

d

Mimed I wely, are only pert of the way to our original research goal.

ti7Asuman t different programs stress differentaspectsd the reading
- .

MOMS ocAlfferent times we are still working towards full developmental



description of psychological process that develops under the particular

method adopted in flew Zealand schools. In communicating the available

insights to teachess it appears from the analysis in this paper that we

have a great deal more wok to do.

1 p not know what relevance readers wida find in this case study.

Newlealand is a small country with Sts million people. with demanding

indigenous and immigrant ethnic problems. a centralised source of educational

authority. funding and ideas. and a relatively high standard of living and

education. Teachers are educated in Teachers Colleges with the effect that

the University is somewhat removed as a sphere of influence. Ideas and

reading texts are lousily imported, not home-grown. Publishers particIpatte

little in the educational exercise. initial instruction is by a language

experience approach. teaching Is more structured jhearin the British informal

leant school but preicriptive teaching would be resented by teachers.

2. ORIGINS OF THE RESEARCH QUESTIONS

Feeney teaching and clinical experience and an academic training in

lievelopmental Psychology I posed this question: Can we see the process of

lesraing to read going wrong within a few months of school entry? i selected

it
a longitudinal approach. In a field context, (the classroom). Every,child

edeeemteved each of i schools in Term 1, IA; was included in the descriptive

study. 111 New Zealand children enter school on their fifth birthday. which

soy be and is any day of the school year.

There was little New Zealand research on reading at any level and none

the first year. A review of overseas literature suggested three approaches

to reducing reading failure:

I) predict reading failure from certain characteristics of children

'r it or at school entry.

I 5 .
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lab) continually revise the instruction in beginning reading. 7-

.

ill) use 'a diagnostic-remedial approach to the child who has been allowed
.

to 'progress at his own rite' for more than 2 years before romadial

help isoffered.

4
From the literature I concluded that predictions of success or failure

prior to entry to programme were only moderately successful, with,correlations

of the order of 0.4 to 0,4,- and the success rates of children In remedial

programs were also,tow.

Perhaps most unsettling of all, was my/personal experience.. I had-
,

Might two remedial pupils, wno, after some months of instruction made sudden

and spectacular-rills in reading amounting to three years of reading age in

aferemonths of InstAction. I felt that my theories of reading prowl!

did not metals these successes. It was these iositive-instances that sent

me oearching for a better MQ0 than the Schonell -Gates -xonmsvgkaTell type

of theory of reading difficulties that I had studied. it was probably this

search for explanation in theie particular eases that drew an cowerdi an

infermation-processing framework becaus: t knew my MO instructional-behaviors

le my remedial program; 1 could record, count, and interpret the changed

,Aursiers, but there-were some unknowns between these. What precisely had

the Child done with the instruction that wrought such effective changes in
a,

. *Is bekeviert

A Wit stddy answered my miler question. It was possible to objectively

reserd the behavior of children In the first year of instruction who were

establishing a success or failure pattern. Rather more exciting, however,
, . .

was the r receding of pelf-correction, an umioeked-for explanatory variable

le bur the child coda teach himself, irrespect14.of die program he was in. n, .

This is theoretical variable wOlch will be followed vp la . *f

6
I.
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u nderstanding of error behavior also changed in that year, because my high

progress' readers made the most errors.

10,7 As the pilot study seemed to be Oohing new territory, I began to

tighten up the research design. I planned

to start at school entry ,cm the 4hild'a fifth birthday.

11) to make weekly observationeintens(ve-longitudinal method.

III) to use in addition's test biitery within two weeks of the child's

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

variability.

1.4 to record observable behaviors in an individual reading situation and

attempt to obtain a total record.

s) 'to adopt deliberately and obstinately, an a-theoretical, no hypotheses,

.

sr stance to data collection.

\Somewhere In these design decisions lay the seeds of productivity for

amy.Mestructional changes I would be able tofeconmend. 1

1. A detailed description adriahat happened to children in 'their'

Mai year of instruction could lead directly to ideas for cla

Improvements.

T. The year-long study would allow for the child to adjust to 'school ," fOill

VatiablIity In the child's performance to be recorded, and for experimentation

with programeby the teacher. There would be tide for the instructionoto

111101 affects and for trends to become apparent. Implications from this

longitudinal approach could differ markedly from' those which emerge from

eargolotbef-time cross- sectional studies or befere-and-after educational

tioshneet studies.



. The search would be directed towards behaviors that would'detect early

failure rather than to methods ef stimulating high progress reader..

All children entering school would be used and the failures would be

.seen against the backdrop of the succeeding children.' Nigh and low

progress readers would be tUmpared to locate discriminating variables.

While this could liad to suggestions that would raise the mean level

of progress by narrowlimg tNe distributibivof,the lower 50* of readers.

it was Unlikely to address more general problems of instructional ,

apprcech.

4

lowjV Some theoretical integration of the findings with reviewed theory and

research might be possible as the'daia base would be sound. The theory -

building would have infernal validity only for urban New Zealand. The

research would have no external validity for -bther-programe or
1
other

cultures.

iletwesi_the end f.the pilot study and the beginuing of the mein study

In 1963 &major curriculum revision occurred. With the free distributionof

a new series of reeding books the centralised Department of Education ousted

the wgrd-learning method of the past ten yearsand placed New Zealand reading i

outside the bounds of Oromulgited methods in the reading literature. A group

o f teachers In '4veral years of meetings had Produced a griss -roots revision

of methods and materials. New Zealand teachers had officially discarded

letter-sound approaches as central to reading in 1950. Now they were rejecting

slab; vocabulary approach. In the new program children Id read many

latereeting Short books In A new graded series. Teachers would introduce

mew comeepts, langeoge andoplot of the shor story to a readingsroup, and
.

withie one or two weeks children would ha hted the book. The approach

Asa bees called a book experience Opproach. It is analogous to language

\ operloncs methods but the stories are introduced to the children rather

4



then elicited from them. .e.oeprehension would have the highest value.

Teething points would arise,as the child read and prior teaching of sounds,

or of wode. ilsts_would seldom occur. Not all the vocabulary of the early
mg

books need be learned: only the high -fhatpiency words. (Clay. 1975).

This major shift In tsching method may have prdduced sufficient

e doertainty stab" classroom level to create a receptiveness to new ideas

In the 1970's.

Muttering to opsilf about the grik effects of practising errors, -end

with blind trust that my carsfujly designed-picadores from the pilot study
r

program would be equally effective in the new program, I began my recording

in.the first week of the new style of instruction, it was not so difficult'

to adopt an a-theoretical position in this situation.

The thriftless fortuitous:. the Department of Education had not replied

to my inquiry about the tieing of the introduction of the new program. The

Scheel. I selected were those where 1 was personally welcome althobgh the

eschreconemic range was similar to that of the city. I approached.ichools .

with great respect for their sensitivity, aware that She intrust:n. of my

reSearch needs called for their co-operation, end,more alert than therstaff

timoseives to the exposure of poor teaching. that could result from. my record

keeping. 1 became a friendaf the schools and of the children but I felt the.

said suspicion of the Department In the backgcoOnd. That Is where the program

Mesa 1. 1963.

II THEORY.

3. FIRST YEAR PROGRESS

(

Sy 1966 there was a report plotting the progress from their Sth to 6th

birthdays of 100 urban white children moving into en instructional prigrae.

9
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at the children did, what progress occurred, the grouping and re-grouping,

the Confusions and retardations were recorded.

4 The use of syntax

M analysis of 8,000 substitution errors In the records of 100 children

shooed a high incidence of syntactic equivalence (72%) between error L

substitutions and the textual stimulus (Clay, 1968). The child's first

guesses at the points of uncertainty in his reading tedbed to be dominated

by his oontr,R1 over the syntax of his language. In several parts of the

world researchers were arrivingat the same insights at the same time. The

oral language habits of thi linguistically average childprotided a source

of relatively stable responses which gave some success in predicting what

words were likely to occur in a text and In detecting when he made an error

The use of visual cues

The error analysis showed that the use of visual perception cues for

encoding and verifying was slow to emerge and was for a long tine unniliable

. and unstable. In this program of instruction, cues from situation or story

and from spoken language ears supplemented slowly by cues from letter knowledge',

mord.knowledge, letter-sound association and syllabic awareness. 41sual

perception must proceed toward a line knowledge of letters - within -wends but

seen children maximize the importance of oral language and fail to attend to

4
ihe visual cues. Seen in persepctive,the child's oral-languOge skills made

sosollont Starting point since they provided a set of well established

stile responses. Adequate horning must proceed in the direction of more

roptiveness to visual perception cues which'eust eventually dominate the

presses. They did not do so in the first year as the average six year old

mad only identify half the letter-symbols of the upper and lower case

maphobsto although within tho/lscallefinition, they mere reading.

,
10

14
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Self-correction

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

of errors. This presumably stems from the awareness, however vague, that

not all the relationships between the spoken and printed words are a neat fit.

A reader may becoce conscious. of the difference between what he has said 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 child may read "Dad, let no paint you," and exclaim "Ileyl

you can't paint YOU1"

b) The response may make sense but semething'in the print may be
incongruous with the response given. Pais creates perceptual
dissonance.

The child may read, "Mother said " for "Mother asked" and

then protest, "It hasn't got tne same letterias said"'(visual
cues) or "but it starts with an a!" (letter-sound awareness)

)

',rim (1960) suggests that a dissonant relation can also exist
between cognitive 'elements and an overt action shat the subject

hes alieady eiecutibed or is contemplatins. This type of dissonance
-40-t-Wexpected-in &iffy reading lehjwier. -Prevenient across a
line, and the finger pointing that supports it, are action sequences
involved in the beginning reading prosess. Another action sequence

consists of the speech impulses emitted as the child invents or
reeds a text. Somehow the word un;t must be isolated from the flow
of speech and matched to a word pattern located in the text in a
Sequential co-ordination of-visual.locating and of speech impulses.

Dissonance may arise from action sequences, from spatial cues, from semantic,

"

Syntactic, or morphophonemic cues, or from visual perception cues. The child,

omere that "something is wrong", may search for a response which resolves

the dissonance. This relationship oetween reading progress and self - correction

....,behavior was reported in a British journal (Clay, 1969).

iln imf notion- rocessin view

rem these and other analyses the interpretation was made that efficient

Iefermation-processing-strategies are developed by children who make good

neesrees in learning to read. That such strategies could be developed by

Dale, children at arstage of Intuitive rather, than logical ti::: king may be

15



explained In terms of Neisser's concept of multiple processing which he

considers appropriate for dealing with novel, irrogular stimuli (Clay, 1969).

The first steps towards such multiplw.processing strategies are taken very

early in the reading program as children begin to choose between alternative

responses. Gradually their choices beicme more and more constrained by the

41suel and linguistic features of the texts.

These arguments were included in Goodacre's Methods a reading list

and glossary of terms (1,71) under the heading Children's Readin - Miscues -

applications of tinwistics, together with Weber (1968, 1970), Goodmen, K.S.

(1949), Goddman, Y. (1970) and Nurss (196y). In 1972 Goodacre drew extensively

from my article in her publication Nearing Children Read 41972) comparing the

resultswith those of blemIller (1970), Jurke and Goodman (1970)_and Christenson

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

revoked research.

4. THE THIRD YEAR Of IHUTROCTION

Children in their third year of Instruction were also studied (Williams

and Clay, 1949) theaverage age of children was 7:10. A record was mode of

all observable behavior as the children read 5 graded passages: words correct

and words incorrect, pausing, omitting or inserting,, or substituting words,

ignoring punctuation, self-correction and repetition, attacking words,

vhispering, lip movement, finger pointing, appeals for help and refusals.

The techniques derived in the study of beginning readers, proved equally

appropriate for the older children. this, In itself, cues interesting.

Saftobis.
/ram the error analyses It was possible to =scuds that the children

used their knowledge of the English language as a guide to the choice of

////
abet types.. words coeldoccer. They used eseetag cues and they used

12
.7
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letter-sound relationships in association with otter cues without audible

analysis of words. Most error; had a high degree of a3reement with the

syntax, meaning and visual cues of the text word.

in the first year of 'owning to read it had been visual

cues played less of a role thah syntactic and semantic n LAC errors

which the children wads. At the third year level visual cues played a role

for children at all levels of progress, high, average or low. Nisp!al cues

contrliuted to 85 - 91i of the errors at this level, desplie the slow progress

in this area during the first year. heversal of letter order was rare.

Children did not use analytic strategies, overtly.

The audible analysis of words into sounds, (si - a - sh 0) or syllables

.bur- faced) was found for only 514 of successful attack although teachers

bed been stressing analysis in word study lessons for two years. A further

aloe responses involved a delay which eight have been private solving, making
0

11$ of successful solving. On the other hand ablest half of the word-solving

'hies achieved by self-correction. An error was made but the child solved ties

1 at a second'or third att t without r tin or hel or audible

pelysls. if therier sentence was sensible and acceptable English, there

vas less likelihood offlthe error being corrected. The importance of this

Alai of word - solving Is emphasised by the high rates at which it.occurted.

front! ral no cheeks

The easy flow f reading Is interruptedlen a child repeats a word

whiffle he hiss already correctly. This- kind of -fluency occurred

alleset as often as Leif rrection in nearly!'04 of 11 successful attacks.

Whyt One Can only goes Perhaps the child was unsure of the word or its

rotation to other words. No may have expectedrpomathing different. It may

hem 110eumdsd wrohg. it may have looked wrong. Each ;ifssueption Joplin
1

13
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that the child who read correctly and repeated the sane wort was checking

something. There must be a cognitive component in this. The child seeks

Oo understand what has been read. it is not enough merely to emit the

right resplonse.

A self-improving system

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

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

(liven that no counter-productive teacher behavior occurs). Self - correction

v.,
emerges in the beginning reading stave, has some continuing advantage in the

third year of instruction, has been reported for fluent readers in their

fifth year of instruction, and can be observed In wdUlts who are asked to

reed aloud from a difficult text.

(-0)

When a correct reading response is found it fits all the sources of

ems like the last piece in a jigsaw puzzle. This can be positively

reinforcing. Successful decoding creates its own positive feedback. It

readily produces positive feedback from the teacher or listener in the I to

'1 oral reading setting. A capacity to convert a difficulty into an opportunity

teamster some new features of print or some new operation, independently,

should make the system 1141f-improving.

ring instruction regularly produces Its failures. we blame the

programs, tiwi-educational system, the material resources, or the children

bat elms never do we attribute the reIult to the sequence of Instruction

logy celestine in the _particular child a sot of behavigrrs that are self:

ligtatie rather than self-extending. i have been interested in this problem.

afliphs
Amster*, pitch and stress were studied le this third year. The behind-

s/ the bees reader, sAgoessed the hypothesis that they were processing on

14
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at the intersentence, sentence, phrase and word level whereas the poor

readess worked at best on the two- or three-word phrase and more usually

at the word, syllable, and letter level. It seems likely that $hese

supresdgmental variables indicate something about the organization of the

response repertoire of the Mader (Clay and lmlach, 1971).

At points of difficulty poor readers depended too much oh the letteri .
a

of the word. One could guess 'that, not having several sources.of cues to

converge on a correct responses they do not have an aoequste signal to

tilt thecwhen they are right or wrong and so their reading behavior doss

mot become ;elf-improving. 16 spite of Its lack of success this unprofitable

-behavior did-not disappear. What adjustments are nor6elly made for slow

reallInggroups in school? kemedial programs tend to focus children on

energises which draw attention to the elements of'words, Word attack and

sounding out. It Is assumed that this Is the miens by which people,do read,

theiveychlidren learn to read, and the way failing children need to relearn

ie read. Wone of those assumptions Is necessarily true. Could we be directing

"the poor reader's attention away from the behaviors that would bring about the
J

meet rapid improvement in their reading? identlfIcadon of letters and words
r r"

Is important but not sufficillit.

<-
t A sballeAge is emerging here. Reading meterlals that are controlled

m purport to offer the child one now difficulty at a time are based on

GOD Mod of learning Amory. Perhaps mbterlals that, are rich in language

pons allow for dissonanciand permIt\tbo cross -checking,and self-correction

stratogloo which construct and support a self-Improving system.

Tilers Is a study which spans the first three years of instruction

(Cgs/. 11704.

(
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It was an experiment repeated annually on the same children recording

their responses to words written In normal, in reversed and in inverted form.

ileginning readers seemed to be less disteebed over reading word cards

upside-down than older readers. Did pporer readers read letters and words

without apparent heed to the,potition that they occupy in spacdi The children

eiho were followed for the first year of their schooling were r tested,at 4.

7 and 8 years. The word lists used the 48 most frequently-used words in the

first year reading books, allocated systematically to 3 lists. Statistical

tests supported the assumptIon that the three lists couldll considered of

equivalent difficulty, and treatments could berrotated across the 3 lists

to dialed', any effects that changed orientation might have on, the difficulty

level of the Mts. The words printed on 4" by 1" cards were presented

singly,in decreasing order of 4requeney and without timing.] The treatment

order was fixed es normal orientation,- then reversed orientation and lastly

inverted orientation. The children were encouraged to try but no prompting

oc verbal reinforcementAas given after the practice item. This was a word

rloognition task, and the child had to sea a store of very familiar and

tl""frequently used words. In un-timed condi ens the differences were in favour-

e namel orien tion for good progress readers. Behavioral evidence showed

twit children who were normally competent readers stumbled, paused for Jong

periods, offered no response as If nonplussed, squinted at the words, backed

ea e0; from4r1nt, and tried to apply some strategy for. unravelling the words

whiih were easily read in normal orientation. The cues that good readeri.

,

emir= ly used 02 Identify wards and discriminate one response from another

appeared to be serially disrupted by changed orientation, particularkylin

the reversed condition. !n contrast, and perhaps remarkably, very little

di this concern was shown by poor readers.

MI Medi were related to successful reading progress and active

prossosio, of Information rather this to mere exposure to print. Directional

1.6
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question. Ooes eehavior become organised in differint weyst If so, can

21

cued were obviously Involved. Reversed_orlentatIon was at first the most

difficult but inverted orientation became the most difficult as reading

imtroved 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 wail reversed

prssentaiton of word stimuli. At a second stage with a sub-schema to scan

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

with performance. If the lower case alphabet is written In reversed

.Orientation, only five letters change their identity. i.e., can be

categorised as another known letter CS, d, p. q, butbut if the alphabet

is written in inverted presentation fifteen letters could readily be Identified

as other letters (b, d, f, g, h, k, q, n, p, q, r, t, u, v, w), give or take

some variations which allow h and k to approximate y when inverted.

Attentional expectations, perceptual scanning or search an4 eieck

strategies have some explanatorTrelation to the results. It is reasonable

to Suggest that strategies change throughout the five to eight year period.

ledeed.some hierarchical ordering of skills seems to be levelled: In the

organisation of early reading behavior, directional behavior and. the perceptual

analysis of symbols are important, but the preceding argument would imply an

earlier attention to dIrectiona).behavlor and a later attention to letter

Identity. One cannot assume that the low progress children were following

the same track as the high progress groups one or two years later. it is

likely that qualltntive differences exist between children who Interweave

perceptual, cognitive and motor learning into coherent functioning within

al gear and children who learn these responses more slowly with much error

eed confusion.

This study comes close to the metathelfetical Issues of my initial

17



"" Mifferent types of organIzatIOn be characterised as self-Improying and

ngitielf-limiti

. OTHER CH

Other4studlea that have rounded out our understanding have reported

on the linguistic structures of the texts, motor behaviors (Mcqueen, 1975).

predicting rending progress from behavior observation data (rather than

test data), error analysis of thirteen year olds' reading (Watson t Clay,.

1975), early writing behavior, and sentence repetition skills (Clay, 1971,

Clay et al, 1f76). In a special class-for retarded children reading behaviors

(such as sel correction) wereereinformrd in a behavior modificaijon program

with s Ise gains recorded (Glynn and McNaughton, 1975). This was a

22

chalentiag use of two seemingly incompatible theories - 1Xforletion -processing

aired behavior modification.

A research follow-up to my first project was funded by the Maori Education

Foundation in 1968 to record the progress of Samoan and Maori urban children In

A Shear first two years at school. In 1970 1 was able to report on this to the

Imeerestional Reading Association WOr441Congress in Sydney. Another report of

-1114.study was recently published In the Reading Ttcher (Clay, 1976). As

limbs Auckland schools are multiracaT any classroom application of my ideas

meld need research evidence from ethnic groups. The results did not modify

the basic theoretical schema:) the ethnic differences found could be explained

- 1461m the general theory.

i. IMPLICATIONS OF THEORY on RESEARCH FOR INSTRUCTIONAL CHANGE

1 bees bees umiding children succeed and fall In a quality teaching

pewee for lb years. I havebeen searching for ways inn which the learning

Weds of Individual children can be detected and understood by busy teachers.

O1 sneer peps. Modems of the :.rosesrch program is that the reading process

18
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can be described as a complex set of hierarchLcally -organized behaviors

acquired over three to four years-of graduated practice. The challenge for

the young immature learner is haw to acquire the functional system of inter-

related behaviors and hcd to elaborate them as more difficult and more varied

Written,English language styles are encountered. The learner must achieve

this withomt knowing what dies ahead of him. The teacher must each for this

without knowing the characteristics of a particular(leaener's system of

behaviors. The reading-behaviors may be seen as the observable owittomes of

the ways in which the learner is processing the information he selectively

attends to. Teachers can observe the behaviors but their naive or tutored

theories Of reading account for the wily they plan to develop these behaviors

In their program.

After the first descriptive research the need for change in theory and

In practice was apparent,in some areas.

I. Early confusions

The first study underlined the importance of the first year of

Instruction and vivid illusOitions were provided of children becoming confused,

esteblIshing faulty habits, failing to make successful progressions.

1

2. Matters of orcanization

It also showed up matters related to school organisation such as teacher*

with large classes and no ties for observation, children with 5 teachers in

#
tkeli first -year, failure to transmit appropriate information from teacher to

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

3. Techniques for observing

It provided techniques for the monitoring of day-to-day progress on

eissorman tasks and current reading kooks (rather than tests) the results of

19
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which were reliably and validly related-td-test results (Clay 1972b). These

are referred to as running records and resemble the Goodman Miscue Analysis

techniques.

. A Olagnosticktiet

It produced a set of survey checkswhich might be applied at the end

of the first year of instruction to catch, in a diagnostic,net, those children

who were seriously confused or very-SIOM starters. (For example checks are

made an the child's control of appropriate directional behavior and on his

concepts about print.) This wes a check on reeding Items known, and reading

strategieseoployed. kt was not an attempt to predict reading progress from

mom-rending behaviors. it should lead easily into program changes (Clay 1972b).

$. laterrelatins,of cues

r

eseerds which traced the child's transformation of his preschool behaviors

lets early reOisgh behaviors showed that directional behavior, language cost

/^ (free and meaning), and visual cues *specially from first letters were
4

early aids to correct responding but the high progress child readily co-ordinated

ati three sources of cues using efficient cross-checking or confirming

strategies. It Is thisieternttatingef tees that low progress chidlren find

difficult. (See Section ;en self-correction.)

4. A elf-inprovini system

SWeerrection and confirning chicks were a signal that-the child gos

ereerveketht.ss-frini mire than one soerce, that hews. attempting to

astAeve a mech. Muss good svgs If present. even if laboured aid frequent.

bemuse It directed the child's attention to the printed message providing his

with an opportunity to lawn ct tne polit where he had eked an error. The

dbibdresidea did not self-correct were depending on less admquete strategies

f. frileamted cub ducedii, end eotermel reinforcenent.



7. A behavior system

25.

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

himself to read. #e learns

the aspects of print to which hej,must attend' e.g. letters ordered withiti

words.

the aspects of oral language that can be related to print e.g. sound segments

within words.

the kinds of strategies that maintain fluency, e.g. Ricipation of what could

follow.

the kinds of strategies that explore detail e.g. discrimination between words,

that differ by one letter.

. the kinds of strategies that increase understanding e.g. phrasing, and using

intersentence

relationships.

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

language and visual

cos.

(The sump'ss provided are an illustrative and note's exhaustive list.)

N s also learns how to relate new Information to tihat he has already learned.

ti

S

in the profess of learning hew to learn he masters a reading vocabulary

of familiar words, the set of letters used to record language: and the sound

equivalents of common smiling patterns and of single letters. The first two
4

years of instruction appear to be critical for learning to read because this

Is the formation stage of an efficient or inefficient behavior system (Clay 1972a).

When the child fails

At thictime we begin the production of our reading failures by allowing

OMB children to builiDnefficient systems of functioning, which keep them

crippled in this process throughout their school careers. older readers

they are difficult to help because they are habituated in r inefficiency.

he the terms of the computer age, they have been moody programmed.

.21
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Some children-who fall at reading have developed inefficient behavior

responses for finding, using, checking information as they read. (Clay, 1972a,b.),

lil INSTRUCTION 1965 - 1976

7. TOWARDS INSTRUCTIONAL CHANGE

Nate any of these ideas Influenced Instructional change in New Zealand

during the 1962-1976 period? The research program beganaltb the suspicion

of the central Department of Education who did not reply to my initial approach

although permission to work in scnools was granted locally. important factors

operating through this period would be a) that there has been no financial

siO0Ort for instructional change research b) that the traditional change

processes Ile In g ass-roots consultations between teachers and-curriculum

develepemet offigGrs of the Department of Education, c) that( publishers

play a minimal role as free publications come from the Department d) that

the *polity of teaching is pod due to effective transmission of skills in

the field by experienced teachers rather than to explicit pivparation at

Teachers College or by study of the literature on reading e) the operation

'is smell scale and 4) the centralised auth4ity promkgates.guidelines and

'their school Inspectors in the field expect, encourage and promote teeoher

,lenometion. During this,perk' the intereetional Rearing Association has

-green rapidly-in New Zealand but would nochave been an effective,force until

the 1,70s.

I could rt to people at several levels. A idemunicatIon hierarchy;op/
weedd be

I leternatlenaUseeinars with )0esearChers

II .Acedwalts and research people -

Wetmore end advisers of teachers

IV OryamIsers of classroom teachers

V Classroom teache:44._

Iff Perorate

22
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Z.

If I reported only to international researchers there would be several steps

in the chain of reportillnd the ideas might ver reach the classroom. Cnversely

reports for teachers are unlikely to diaw the critical appraisal from research

people that was needed for theoriconsteUcticn. One could communicate with

each of the above groups directly in a program of talks=or remotely by writing

or indirectly by working with the next higher level and hoping for transmission

downwards.

N
Contacts at Levehlwith International researchers have been minimal:

three IM conferences,(1908. 1970, 1375) and personal consultations with some

reeding researchers. Some articles on theoretical aspects of the work were

published in psychological journals which reading people do not see.

(or instructional change ift New Zealand I was interested in Levels

ill, IV, and V,.-. teachers College lecturers, reading advisers, administrators

class teadiers. Acceptance or rejection of the ideas by these people

woad be. on the basis of their practical value. Local ideas an commonly

displaced by new ideas from broad.

$. FIRST CONTACTS AND ORGANISATION.CHANGES

Bering 1965 -67 I spoke to three groups of orgar4ters in Auckland -

the (elementary) PrincIpals.4itsodation (Clay, i%7) and two groups of those

he charge of junior classes. I stressed the need to organize so that teachers

Mold set time aside for sensitive observation of what children were doing

ilsd to au the progressions over time that occurred in their own schools.

This is essential ire any informal, non-prescriptive, or Individualised program:

1 thigh this approach helped to remove any threat of criticism at this point

and as anticipation of usable "Pesults was created. Some new model of

organisation have been tried and small new entrant claises are considered

Seeleaely.
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9. PUBLICATION

I had a clear division in my publication program: research reports

would be submitted to retginised Jour/tots, and comunication would go out

to teachers through their von periodicals and through books. The ideas In

each of these lines of communication were the same: it was only the manner

of communicating the Information that was different. idea the editors of

journals place strict constraints on authors as to the manner In unich reports

should be made-these enable the academic specialist to quickly review the

research reported and make a decision that it Is worth attending to or not.

These formal reports would be difficult for teachers to read If they-ever

discovered them and, in particular, they would find it difficult to derive

leplIcatione and program suggestions from them.

The first report of the study was pubillhed in {he educators' journal

(Clay, igbil) reaching Levels 11 and III. In 1970 an article in the simplest

language appeared in a freely distributed good quality publication by the

.11epartmeat of Education, but It was edited first by a senior official, an

Medication of continuing Departmental- suspicion. my Ideas do not occur In

S epertmental reports or publications until after my books became available

le 1972. A teachers' guise to reading published by the Departmental Education

be 1,71 has little evidence of the influence of my irk. There Is a ten year

logrhove from the research pilot study to extensive inflame in the school

I was approached by New Zealand publisher to sera* a book. This

peaseated ne with sees problems. (*had been trig_ to find out what children

umolkOelnip. Mow they read, what were the strengths and weaknesses of their

behaviors given the program th4y were being taught under. It was not my

desire 10 propound on how reading shouid.be taught or to write a method book

4
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for teachers as to what they should do in reading althobgh my research

certainly had triplication for instructional change. The request was that

1 Id write a book for pre-service training for teachers, (which Is not

university concern) because teachers In mew Zealand were reported to do

very little professional reading. I tried to write a tekt mimed at changing

29

soe,traditional ideas about the reading process in the first year, of learning

OD read. For example:

reading behavior concerns-allthe things teachers have always
thought it did - word knowledge, meaning, story sense, word study
skills. it also includes directional behavior, letter identities,
pronounceable clusters, raematical sense, fluent processing of cues,
and error correction. Rending involves the use:of items of knowledge

. to sesiitipate-what can occur to meaning and in language

. to search for cues

. to self-correct

for form intuitive rules that take the chnd beyond what he already
Maws.

The good reader manipulates a network of languiee, spatial, and
visual perception Guess, and categorises. these efficiently-, searching

for dissonant relations qnd best-fit solutions. Familiar responses
which becone"habitual, require less and less processing and allow
attention to reach out towards new information that was not previously
noticed.

(Clef; 1972a, 148)

ihmselbly the tent would help teachers to be sensitive observers of the

ahildren in their classes. It would document in an explicit account for

OOP am inexperienced teachers what sensitive experienced teachers already

Ma. Above all it must be written in a way that would communicate to

teaches (Levels If and V) and this meant that it could not be an academic

leek. The sales to teachers rather than students have surprised the-

rbIlsher; only one of Seven Teache'rs' Colleges had adopted the books as

s tent.but a41 use class sets in in-service training (Education 4, 1976).

A separate and linked publication destribed the techniques that had

boss revised for observation of reading behavior. Weighing the time demands

allitesthirs, the_adjosteents children must make to school. and the evidence
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of early failure 1 recoselanded that each child's progress should be checked

on his sixth birthday. With staggered entry to school this was a feasible

proposition. The diagnostic survey was written for teachers who were not

psychometricians. It give some guidance as to which children the teacher

should select for assessment, how she should measure the accuracy with which

they road tneir texts, noting self-correction, directional movement, error

types, letter identification confusions, concepts about print and writing

vocabulary skills. These materials bacons available in 1972.

Consents from reviewers point up the problems of communicating to

Levels 11-V with these books. (freyberg, 079; Doak., 1973; Beardsley,

1473) as each values different aspects oithe publications, depending on

'Vheir level of interest.

10. WORKSHOPS ON OBSERVATION

1%446

M, COOtaCtS 1965-70 were mostly through teacher-created groups, as

the Department of Education remained mistrustful until about 1970. By working

directly with teachers who were oiler for intonation 1 avoided the Departmental,

defences and the translation process. I was in direct cinommuication with the

practitioners which undoubtedly influenced my messages.

eV 1473 ory books had been reviewed without the usual rejection of the

academic but the patroniting assurasse that Dr. Clayehad beeb-0 teacher.

1 have to travel throulhout the esunCry conducting workshops in_thi-

tesheology of observation for international Reading Association'groups.

#11 OMB hour workshop. which was usually the Holt of my availability

I adopted two dailberame strategies to brook throughipreconceptions about

moselog aod particularly about testing. Classroom experience and years working

24* shildrao does not Imply anything about accurate observational sitli1s. in

26
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fact it probably impilesta naive thtory which prevents accurate observation.

I asked for volunteers to read aloud to the group - but gave the readers a

smudgy carbon, a badly.prirted stencil, a Churchill speech in 1.t.e., seam,

specialised sciertifIc prose, and a newspaper text upside-down. The

par,41;ants wulddtieryk under these conditions the same strategies In

...-

the reading process of tneir)wters that chi Oren show - self-correction,

sound analysis, back-tracking, syllabic attack, context guessing and so on.

When they accepted that anyone's' reading behavior at times involves these

strategies they were ready to observe them in children. Teachers '01110 assure

that they know what children are ddhg are not always sensitive listeners.

Step 2 in the workshop made the participaqes listen for "reading behaviors"

in,child readers without the support of text. Guided thus, they were ready

to move into taking observation records of children's reading following a

text as they listened and recorded. I was training sensitive observers to

eat techniques which began as research procedures for data"oollection. This

eophosis is different from Goodeen's training of analyses of miscues, I believe.

The post productive application of wry research has been these.procedures

'Or observing children. This is an a-theoretical contribution because it

provldws a technology which does not serve to test hypotheses. These tebhniques

sae be used outside the young age range. In a pilot-study of four different

programs In Scotland in 1972-3 it was found that they translate outside of

the New Zealand culture and the New Zealand reading program. In the new

Early Needing Inservice program to be mentioned later, this recording skill

is ragresanted as a necessity if every teacher is to becaae a sensitive

deserver, and two of-ay articles, Originally witteh for a teachers' journal

are healed to the teachers who are1;)* trainqd in-the recording skills

1970b.,19704.

27-
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II A ONE-YEAR STUDY GROUP

During 1973 I not monthly with a special group of interested professionals.

The District PsychOlogist assigned each of his 6 ,internees to (*Interested

schools. The senior teacher of junior classes ran a program of early detection

based on my books assisted with Interpretation by the trainee psychologist.

We met monthly with the reading advisers as a group under the chairmanship of

ti

a teacher, and i was consulted to amplify or clarify my writing. From the

minutes of the meetings the following points can be made to illustrate how

the teachers' questions changed during the year.

I. 0Ohnting to the new approach.

Nov. 1972 - "Most queries were concerned with administration and the
heed to conform to the .tructions. is flexibility to

be allowed and if so to what extent?"

This presents the conflict between the accepted standardised test procedures
and the concept of sensitive observation.

2. Clarifying administration details, and int retation points.

\,/1411r 1973 - "Several forms for recording the different tests were

discussed ... A working party on record forms wii set up."

Group members were now concerned with efficiency in administration and reporting

back -to class teachers.

"Guidelines: Points of clarification noted so fat should

be recorded."

These referred to conceptual points In my books which were not understood by

the group. It may have been a matter of poor communication: it may have

been the inevitable process of shiftihg one's concepts to take in a new way

of looking at things, The application of the techniques was sending the

teachers to the text for explanations of the behaviors observed..

lnilghts and beyond the tOlal schools

August 1973 - "Topics discussed were a) assessment before six years of'

age add b) assessment of writing behavior."

lireer members were confidant with the reeding techniques as recommended.
They were *apiaries-extensions of these insights, and advising teachers in

other schools.

b. Pealtoriee leads to understanding

Schober 1973 - "The importance of class toachOrt (rather than supervisors)
dolma their own monitoring was stressed."

Ths group seemed to censider'that the techniques were valuable foe understanding
!tanning but what was to be understood was not verbalised.

28
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S. Back to techniques - Final Report

The group'wroto some Supplementary Notes for Administering Dr. Clay's
Diagno:Ic Survey and stated that -the 604iective of the meetings was
( ierely) "to develop practical knoWledg of the techniques and survey
procedures." (Eirly Reading evaluation Project, 1973).

Perhaps the teachers who talked about procedures and materials were

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

assumptions upon which, they based their new kinds of judgements. That would be

an optimisitc interpretation of what occurred.
.

These teachers became a resource group for introducing the research Ideas

to others. The ease with which they generated creative ideas which differed

merkedly from sins and did not check with the theory was disconcerting.

12. AN IN- SERVICE TRAINING PROPOSAL

At the and of 1972 an actbn research programin an Auckland school was

let Up

'to co ordinate current knowledge about early reading, early detection
and the prevention oflailure in relation to different ethnic.
cultural and social. groups.'

A new InterestIn research by the Department of Education probably stemmed

from the social issue of ethnic educational problems.

(\.
A proposal was made to plan a prototype multi-media lnservice remote

to re-educate most, if not all, infant teachers in an area in lay, 12 months.

A Mao consisting of an inspector, a reading adviser and a Teachers' College

lecturer was formed to develop an in-service training program ambitiously

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

The Initial proposal stated
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"Continuous monitoring of early behavior of individual children
in the earliest stages of reading, combined with sensitive, rapid

s7
feedback to classroom programs is perhaps the most important single

innovation required. we now possess the instruments to set up such

a monitoring system.'
(Noldaway and -Penton, 1973).

The program was relecsed in 1976 and 250 teachers began the course.

In the evening newspaper the educition reporter said

Project ERIC was set up in 1971 to find tile best ways to prevent
fallere during the early years of schooling, pafticulierly in multi-
cultural classrooms and among groups of children whofhad shown themselves

to be at a disadvantage on onterino school.

The first stop was to document knowledge In this field in Auckland,
where considerable experience had been gained in inner-city schools and
through the research of narks Clay, edw head of education at Auckland

University. Overseas material was also evaluated.

;dd

There followed trials of materials, and met s in teaching reading.

About le months ago work began on planning developing an in-

Service course to enable the re-education of most, nfant teachers in the
Auckland districkwithin one to two years. / '$

The development team of an inspector of schools, a senior lecturer
et Auckland Teachers' Collige, and a reaoldg adviser Nave been assisted
by an advisory immeittee of 18 that includes teachers, psychologists,
and specialist advisors, and 12 resource teachers.

(The Auckland Star, Feb. 1976)
.

And in the elementary teachers' union journal similar coements appeared.
, 7

The audio - visual course is dolliigned to stimulate professional
Waking and development and crucial features of its structure are the
WINorupoctivIties by teachers in'their own'claosrooms between each
Init. and the discussion with other teachers tom the sane school who
are Also currently taking, the units.

,

' Iseatuelly 0.4 course will be available to all teachers. It will

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

emcees to it. Then it will move to rural centres within the Auckland

edueetlen district. Arrangements are-being made for further copies of the

mere to be duplicated and made available theoughout New Zealand. -Ito
aurae offered In Tern I will be reviewed In the light of comments from
pertlelpatine teachers. h._%notional Education, Feb. 1976)

The Independent evaluation of the first intake paid for by the' Department

N ildseatIon Is being conducted by a teacher who is presenting "alvaluatton

inr his Nesters Sheds of the University of Auckland under a mUpervisor who

iQ
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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.

13. EARLY REAOING 1NSERVICE COURSE AND THEORETICAL RESEARCH

1 would like to refer back to the implications of theory and research

outlined earlier in Section 6. The first four points are covered in some
0

mature by thaERIC program.

1. It calls teachers' attention to areas of confusion for children In their

early attempts to read.

2. It provides a first-class, carafelkssequenced training In monitoring

reading behavior.

3. The last 3 units cover the diagnostic or early detection survey after

thi'llUtt year of Instruction, adding recommendations for intensified

Within, effort to overcome difficulties.

4. Concerning the interrelating of cues, the points are made in the following

Way.

a. Reaming arises from syntax, semantics and intonation.

b. Directional conventions are arbitrary and must be taught.

c. Children should be able to predict on the basis of cont Pte

sentence structure and letter detail.

d. As children begin to read they should be encouraged to confirm

or correct their own responses by use of meaning, sentence

structure and letter detail.

Arose of omission are the last three are s of implications - a self-

Improving system, an efficient behavior system, and why children develop

inefficient behavior systems w there Is little application of such concepts

lo Sbo URIC program.
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Another problem 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 skibkwhati.the,preschool learning of high progress

children from and about books must be. most of this-is an'extrapolation

the validity of which might be contested by a researcher.

- 14. OUT IN THE CULTURE

We have recently established an adult literacy service and it is

necessary to use the newspapers to call for volunteer tutors. An April

cell drew the following headlines -

"Schools Too Late with Remedial Work"

"City tiliterates Total Thousands".

1 wee delighted.to see the quiet tone of the second sub-editorial in the

same edition.

There is cause-for continuing in the reminder given by the

Workers' Educational Association that thousands of young Aucklanders

hews left school without the ability to read and write well enough

to serve them in their adult life.

The situation is not,now. Vet although much more is knownisbout

causes and remedies than in earlier years, the problem Persists.

It sakes sense to concentrate whet special resources and

assistance are available in the early years of schooling, so that

children do not lag further and further behind as they are socially

promoted up the school. limckiand Star, April 1976)

If I did met knew how ephemeral the newspaper's views on education were 1

might dare to hope that they had become informed about the luportahce of

OD early years cf schooling. What this probably shows is that the reporters

Is Ma comamalcation with the advisers in the field who are adopting this focus.

Met network is a satisfactory communication system.
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III - INTERCHANGE

15. APPRAISAL

37

Attention is now directed to the early years of instruction. Book

sales, the newspaper report, the Early Reading Inservice program support this.

Organizational shifts ere relatively easy to recumiend and achieve.

They can be very necessary to establish tne framework and suoport system

w ithin which instructional change can occur.

Communication is the researcher's problem. he can write his ideas

and eve the concepts translated down through the hierarchy of experts,

lasing integrity at each translation point. Or he can communicate directly

at eac h level and still be met with selective attention on the part of the

practitioner toUliat he consideri to bi nastiest evidence.

All participants in reading instruction have assumptions about what

the reading process Is. I have been able to stand outside the In-service

/ seem and look with interest at which Ideas have been built into it. There

are areas Munk I do not have in tion. Those are the areas where the

N OW Zeeland teachers woke istplti Judgements on the bests of arb54(

e xperience in the field and from those they generate-prove. Ideas. I think

the researcher has to look at such generated ideas very carefully. On the

ems heed they can be inspirational if they stem from careful observation

and ire sometimes the Juggles-off points for new questions in research. At

e ller thee one nog feel that they are unwarranted extrapolations which

omen probably be disproved Wiest doesn't have the information from

opeeerihste hand to offer any evidence to the contrary. The 1963 reading

powsretesidCh had been generated from gross roots was very successful and

hovevreet respect for the wants! of New Zealand's particular brand
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of coacher-cansuLtation for gensrst:ng valuable now insights, but ey best

guesses as a theorist do not always coincide with the guesses of those who

are active in the field. I as usually not prepared to take the methodological

leaps that they take. I wish to evaluate-and rejectif necessary.

The researcher questions, accepts ideas on the basis of evidence and

rejects or reserves judgement where there is none. The practitioner revises

programs and procedures, re-uses old resources, and fills the gaps in proven

practices with, a) best guesses from accumulated experience, b) new ideas

prettily packaged or extensively proclaimed or c) fivaured hypotheses

%nested. Thus the practitioner must brides the knowledge gaps and act

nils the researcher thinks of bow the ideas could be evaluated.

In a process as complex as reading different professiodbis (and also

parents and reporters) mks assumption which are not verbalised and which

are notmederstood in inter-professional dialogue. These are two potential

Moron of error in the teacher's assumption in a non- prescriptive program

Shout the reading process. Firstly she is likely to mentally pool or average

aunt amount of smidgens in order to arrive it a prognmodeclsion. Secondly

ahem, do this on the basis of superficial observations.

The Seedier is Less likely masks gross averaging judgments about

children's seeds whoa she narks closely with Imdividualthildren and/Or if

abs one techniques for sensitive observation. Under then circumstances

Ye leather Is likelyte bridge gaps is the exposition 0 thiory or method

40 mere insightful assemptionsand fewer salve or superficial ones. The

111111lomes of ee research program wig lead to field-hypotheses of better

*silty.

34
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Perhaps we can arrive at a metatheoretical concept of instructiOnel

change. Any theorizing we do about learning to read has to account for the

Important fact that well7trained teachers teach at least 70 - ;JO of children

to read under a variety of theories, programs or sequences of instructsOon.

Since the formal aspects of direct instruction can differ markedly I can

only draw two conclusions. Children supplement the program with their own

efforts and teachers adapt to individuality more than any program

descriptions imply. If teachers under any instruction program are sensitive

observers of the children's progress then they are in a position fanatics

awls and more of the behaviors that confirm a valid theory, and/or they

are able to reject notions that do not fit with thsry careful observations.

At the same time their questions and their creative solutions will be subjected

to feedback from the continued monitories. Taking okservstion records may,

Ube self-correction in early reeding, provide the teacher with a basis for

her self-improving theory of instruction.

Al current tren3 in Sew Zealand is to mow away from prescribfa-meading

texts towards meadow, use.of real stung books as basis for programThe

techmelogy of monitoring becomes useful for controlling task difficulty.

lielhoorrection behavior becomes the key indicator under such a program,

get progress is satisfactogi. and running records provide the technology

fir he teacher to observe progress on any selection of materials. So the

alit from basic texts could became a possibility with a minimum of risk

lames monitoring techniques are available. The generic nature of the

Sechnelesical procedures provides this insurance.

A that of discussion and consultation reams in this account of

SestrecIllemal change. Tall's, workshops, consultations with study groups,

Magus betweee different types of professionals - Besse activities sewed.

ebbe as important as the research and publication programs for achieving
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instructional change. In the evaluation study of the In- service training

by teacher for a Master of Arts thesis we have the academic objectivity

everlugtica function being applied now to the in-service program which arose

In a Neje( sense out of the earlier program of the university. This seams

to be am appropriate role for the university to adopt.

eisjymetion nay be inherent in the respective roles of researcher and

practiticenr. Perhaps a continuing dialogue between experts with diverse

roles, in a rol revision of both theory and practice, cannot be avoided.

It provides a sys of checks alr balances on the excesses and perceptual

problems tof each specialist. if theory has any over-riding status in this

leterChange this eughtvto stem from its emetic mature. instructional

emotions and decisions between equally attractive practical alternatives

say be given direction by sees priorities or ordering stated in theory.

e/

There is for me, frustration in the thought that_l have not communicated

MOISILI the theoretical concepts. That is a task for the future. If teachers

are to generate individual programs to meet particular needs, and if the

getter of strategies for processing information is critical fpr some learners

them this must be written down in a wry that disables teachers to gp easily

1,0

Omen behavior sleds. through theoretical constructs to program. By offering

ligeshgre the ;seams to sensitive observation of children's reading behavior 1

bops i bey not inere4Nfpened a Pandora's box pf creases teaching gimmicks,

easkalbed by refereeing to theory.
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OPEN DISCUSSION OF CLAY PRESENTATION

SQUIRE:_ How will whatever findings or iLsights that come out of research and

development' with respect to classroom practice be translated into a plan of

action. Marie has reported on a fairly small, self-contained country, with a

central administrator controlling decisions. That country has inspectors- -if I

understand Marie's report--who pressure the teachers for innovation. At the same

time, researchers have mounted a research study, which the ministry is suspicious

of. New Zealand has faced all of the problems that we tame but ours are on a

mach greater scale. hhat is the difference between communicating to researchers

and communicating to teachers? Hoh do we bring- about : change--through

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

seems to me that given the terrific problem of trying to impact practice in a,
111P-

small country, we in the United States, who have the same problems'as New

Zealand, are faced with a much greater challenge.

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

number of weeks in Australia last spring. Perhaps New Zealanders don't read and

Australians do, but I have never net so many classroom teachers in-this- country'

ar the U.K. quite so widelyread as in Australia. I suspect this is true in New

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

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

from this country in psychology and reading and also research from4the U.K. They t

were trying to integrate both bodies of research in Australia, and I suspect this

is true in Mew Zealand, too. I do think theteachers there - -because of the

attain evaluate andeYake ideas from American, British, and' Canadian

,, publications more really than we do in our own country. .3o I would just like to

'3943
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question the comment you made about New Zealanders not reading, because I think

they are reading.

But I would just like to emphasize the problem you really put here, when it

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

brought about dramatically in a country like Nevi Zealand, how are we going to do

it in a country like the United States?

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

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

CLAY:

BARTLETT: Is there any reason?

CLAY: There is no educational television in New Zealand.

BARTLETT: You said you had effective means of teaching teachers to observe

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

CLAY: That's in the in- service program; they 'have tapes, and slides.

'AR LITT: Tapes? Audiotapes?

CLU: Audictapes and slidesand they graded it so beautifully. I thought the

VIM( was unmeosssary, but have to agree now; it's very good training.

O

'11AMILIT21 I vould 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

functioh.

CLAY: WC..., they are hoping to extend the range'in another way. We 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 work, you diverted from

what Ken Goodman was doing. Could you just be a little more explicit about that?

CLAY: Well, what `my teachers do is take running records, which is very similar

to taking a behavior record and analyzing it for miscues. But what I am

interested in is that teachers become very sensitive to children's respq, to\

all the things that are operating, even things like motor behavior and

impulsiveness. The -goal is sensitive observation, not' a miscue analysis,

although that can be part of the product.

JACKSON: What interactionsituat.IOn is occurring during the sensitive

observation, and what kinds of reoordkeeping devices or recording devices have

you developed? How does the teacher conduct this interaction 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 his for. The teacher takes a behavioral record of everything the

ehili says and does, while reading the book. Then she tries to analyze the error
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'behavior and to think why the child is responding in this particular way. So she

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

she has been prepared.
?

JACKSON: How is that process different from your informajr reading inventory

process?

CLAY; Well, we are talking about children who are at the verx beginning, at what

some people would call prereading lev I would call this the level of early

reading behaviors. We are deilinwith large elements of motor behavior, which

don't come into an informal inventory. The direction in which the child is

moving across the print, and what he or she is attending to arg important. It is

not a questioning session. The teacher must take a record 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 43 improved, The

teacher can see( which children aren't improving, by comparing these two records.

WSW: I am sure that you don't mean recording everything the child says and

-doffs, because that seems sort of mind boggling. You do give teachers some

guidoliLt, for what they are to'take into account.

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

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

directional behadior, any signs of directional responding, and then any comments

that the child makes, and anything the teacher can pick up about the ohild'l

visual scanning.

WO,
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ROSNER: If two teachers observed a child, would there be a fair amount of

'agreement in the two reports?

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 -4ome

longitudinal material, which I find quite exciting. it shows tOat these

behavioral records correlate highly with test records, and it looks as if we have

sufficient reliability and validity to replace the actual testing procedure with

these behavioral. records on apprc riate occasions.

LIBERMAN: I understood you to sa2hat you don't give these people a theoretical

background during your inservice training, that you concentrate, instead, on

these techniques. Was I wrong on that?

CLAY: Yes, and no! I thought that we were giving them the understanding of the

reading process as we built in the techniques. But I have found, by reviewing

wrIttten statements, no evidence of theoretical understanding of the reading

plooess.

LlISIMAk: 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.

LIBMAN: What ideas would you pave for explaining why this might be the case;

Meat is happening there?

43



May 20 --A.M. 48

CLAY: Well, first, I think Chet probably written statemerts are not a very good 1

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

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

have no evidence of it. I know that teachers focus on Lhe techniques and

procedures. Maybe they are selectively attending to those aspects and not really

feeling a need td understand tile process.

LIBERMAN: But how do they know what they are looking for, and why they -are

looking for it, if they don't have a theoretical framework?

CLAY: Let me use as an example one type ehavior that puzzles me,

self-correction behavior. I thought I was going to have difficulty in explaining

this to teachers, but I had no difficulty at all. As soon as I begar talking

about it, the teachers would say, "Yes, I observed that in children; I know what 1

a

you are talking stout." But they don't seem to go beyond that and ask the

question: What cites it mean when a child self- c'rrects? What is he doing?

is going on inside his t-md? They don't seem to bother about that kind' of

understanding.

ISBNICI: Are you saying that there is not even an intuitive understanding on the

part of eachers--pernaps different from your own - -that's guiding them, or that-

you oan find out about?

*CLAY: No. I think I am interested now to go back and to try to find out if

there is intuitive understanding. It say coos out in a questioning kind of

interview; it is not likely to appear in a written statement.
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JACKSON: I am interested in your workshops and in-service training, which, I

assume, are simulation activities. Has there been any follow-up of the teachers

in the classroom, to note whether when teachers have learned new instructional

behaviors through simulat'ons, 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 of the teacher's permanent behavior

pattern when she returns to the old environment?

CLAY: Well, the techniques are for observation, 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 simu ation activity, into the actual classroom, to note whether when

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

they move into the classroom situation?

CLAY: No. We haven't done anything on teacher behavior. We have been lacking

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 I

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: In my paper, there is a small paragraph, which I didn't read. It

suggested that maybe making 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 self - limiting

EOLLOI. They are really beautiful.

If you were now going to design lir research project to look at teacher

behavior, wha 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 7416 difficult to make self-correction occur. In self - correction,

a child who makes an error spends a long time going bock trying to work out what

it is, and fina,tly solve it. In the typical, classroom, the child duesn't get

time to do that. Before he has done it, somebody has prompted him or helped him

in some way, or asked a question, and he hisn't been allowed to solve the problem 4

for himself. One thing we have brought out in the workshops is that it
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aelf-correction is important in those early years, you have got to be patient ,1
with it; how you handle it is very important. Regarding the self-limiting

system, I think from the ,luncture, 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 child hai just done. There are assumptions of

what that means for the child. It 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?

I: Yes. When the average school children are perhaps five-and-a-half, they

vs into books. The high progress children move sooner, and the low progress

children take longer. At this stage, as the children area" trying to achieve a

oes-to-one 'correspondence between what they are saying and what is there in the

sentences of their text, they become very much word readers; they chop each word

off with very blear juncture. At this stage, the attention to words is

facilitative. We have been telling teachers that when ,the children are not

really ikatching word- by -Iford, they will read fluently, in their oral speecW/

They become word-by-word rldera, as they begin to coordinate speech with print.

Owe they have achieved this integratanl you should begin to encourage the

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

wphrasing
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RESNICK: So the to cher's major problem would be to judge when this word

attention strateg 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: Exactly. It can become habituated.

JOHNSON: I's there a standardized curried= for spelling the written language or

writing, and if so, do any self-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. In their books, they are starting with

sentences and working down to letters. At the same timc, they are writing

letters, which they very soon build up into smzll statements. There are two

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

creative, meaningful statements, abort what they have read.
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PRESENTATION BY CAROL CHOMSKY

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

"Approaching Reading Through Invented Spellirigs."

53 ,
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sound: SOT boat, JNEZ Jimmies, FEL feel, KAM cane, TICK tigcx.\ Short vowels

are represented by the letter name which contains the closest sound: A Icy)

for 3AD bed, FALL fell-; E [iyj for FES fish, FLEPR Flipper; I lay) for CIT got,

CLIK clock; 0 bid for OL all, WITE water; U (vuwj for TUK took, LUKS looks.

Typically L and R function syllabically with no vowel at all: CAL girl, SRN

fern, X.I.R color. Nasals before consonants are standardly omitted: WOT won't,

PU plant, SOFT bumpy, ACRE angry. Letters are sometimes used according

to their full name: TI. while, R are, THAQ thank you, NRR nature, PPL people.

What is most interesting is that different children invent very much

the same stem of spelling. Features that may appear to be idiosyncratic

In one child's spelling turn out on inspection to be common to all the children

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

symbols. The children all cope with this dilemma in Ruth the same way, com-

bining sounds into groups represented by a single letter. E.g., the sounds

(ey), fel and Ise) are all written kith the letter A, so that bait, bet and bat

are all spelled SAT. Other similar vowel combinations are made. Furthermore

childrIn fail to represent certain ehonetic distinctions that they do have the

alphsbetlx means to represent, such as certain forms of nasality and voicing. t

They write EAT for both cat and can't, and use S for the plural marker in bock

WATS and cabs KASS.
411111

L

/1
The significant thing is the systematic nature of the spellings and the 1

emilermity from child to child. It would be an intellectual feat of some scope

if the children merely produced an accurate phonetic transcriptton vi their

lanenes6 Apparently they do mil better, classifyinig sounds into categor es

efficisetly ea the basis of perceived similarities. this is a fairly sophis-

ticated form of lisguistic abstraction.

Some samples of early messages will be of interest. R U43F (Are you dean,
91141110141KAZIWILCEVUAZASOPENK (If you can open cans 1 will give ,you a tan opcierh

Spat ad boy (Stssex, 1976); rEs SOWEMEC EP VOOER 'fish swimming in water
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