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’ " The Functionsﬂof Onérto—one Oxal'Reading—lnteractions

W

0

Learning to read tabes place Fn two maJor settinbs in New Zealand c1assrooma.

}:*‘r‘fﬁ Thgsetare smal] groups ccmpo€ ed of rcaders at .#milar stages (e.g. currenfly g
jf;? ~ .recelving instructlon with the sawe text) a d,,ora1 reading ‘Interactions between

ooy y '1 .
A >

- . . o . ,..
- - . . - . P
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This latter- one to-one setting may have crucial functions in ﬂearning to read;

’ especiall) for remedial dnstructlon. lt allows ‘a teacher to monitor the progresss
of speclfic readers and gbserve the acquisition of appropriate readidL strategies.‘

.; Accurate observatlon enables the teacher to assess the competencies of the reader

and de51gp inst#uctlon accordlngly .

.
e

N M - .
s e » . 1 N o, oy

¥ ) :
* One- to one interactions also prov&de opporehnlties for 1earn1ng + Acquiring
proflciency in reading can be seen-as 1earning to accurately atLend to both graphic

. 75J anq contextual cues, to integrate rgsponding to those cues, “to bécome effic*ent‘by

v

,,us1ng the most 1nformative cues, and finakly, to becone indepeﬁdent and self’ T
a ¢

+ instructing, partially through 1earn1ng to self correot (Clay, 1972' ﬂay, 1975;
. Doehrlng, 1976; Goodman, 1976 La Berge and qamuels 1974 NcNaughton, 1978 Wanat,
- _k??é). This concethalisation of reading 1mp11es that readers must’ have op ortunities

to use and dhyelop their‘behaViourai strategles in the task of-contextually based ,
. . ‘,./. v“ . . . o

4 y . . . . : .
reading. ' . \ : ) - ‘ _ -
. o . . N N
¢ ' ‘ . . . . . ) - N 4
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During one-to-one interactlons wherelextended text-based oral read1ng occurs,

* a reader has’ the opportunlty to pract1ce skills and strategles already learned.

3

,‘if ) The reader can also learn-to 1ntegrate responding by attending to all cues ‘on the '
.o .
‘run' OpportUnlties forlbecomlng more accurate, eff1c1ent and automatic in attendlng

°

- _to cues are provided and 1ndependent self, monitored and self corrected readlpg can
Q

. . . 4
8 . M 3 T »
- develop. - ‘ : . . e
. o i : ) " " - .
. ’ : S - SR 5
, | ; . ’ .

s v As a result of seVeral studies it now seems obvious that one*to one 1nteractlonsi

KR

]

PR ) Wwith a sensitive teacher could be an optiwal settlng for learnlng to put skills™™
R .
ﬁ,i together and de\elop proflclency,especially whSn' the usual classroomrlnstructnon has .

3

. failed (e.g. Glynn and Mchaughton, 1975; Mchaughton and Delquadri, 1978) ‘ NI
‘ ' * ’ - . . . “ .,

g

. . . : oo . o
s In simple terws of time, rcan*n§ in” chese settings p}obubly markedlv 1n\r°ases 7

'
)

3 the opportunity Tor”practice»relatlve to the Yire availaole for 1ndiv1duaI“respond1n

» 1in small group settings. The effects of practice are well known in payﬁhoqogica1

rescarch .and arc an importunt learning process variehle (Plntzman, 1976). With .
a sompie\ set of skills like contevfuvil)—based reading it is probably a very
<

QO 7 significant varlable. - . S

-
Aruitoxt provided by Eic:
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.\' Slmilarly, in .the one- to one setting the reader can atti gritextual cues
: gy, s
for\emtendrd periods of time without @nterrupticon and so bud Fontext within

. which to integrate use of specific graphic cues.  This is m_ Aff%gdlt to

maintainﬂid a small group setting. As readlng proceeds the t'a

'fe ) ‘.and instruction witb the partieular reader skills.
" ‘1; struction and th peculiar needs of  an indiv1dual 1earner is mo ficult to
) achieve inha small group sett%ng. ’ 171 4 ’ DA "
L) o - \ '. . . : .;.' .

‘ SN " - . Ay o .
. : These comments should not be taken as a- -condemnation of small group sett:ngs

~f0r reading instruhtion. ,Different settlngs may -be 1mportant ‘for learning olf:erent

fi;"_ skills. Similariy, dlfferegt settings way become more important at different

jd‘ stages of learning ‘hus a sma11 group settlng may be, the most functional settlng for

dlscuss1ng »and recalling experlenc nd Loncepts which are-relevant: for reading a

. text and induC1ng specif}c stragi xperience  methods. The .argument -

suggested heré is that sohﬁwhere the réader must have the opportunlty to put skills
to&ether and éctually read, and that the most egfficient setting for this to oceun

twith ar maxinum of practice and learning w111,often‘be in ‘one-to-one Lnteractlﬁns

, wlthpg teacher. : ' o B

o
° ~

vl N . " . , . ’
y o . .
4 Some observatlons nade durinb the course of a pilot study may illustrate this

.point. Daily measures, weZ taken of six- ~year- ~0ld low progress raaders from a
m.

suburban ‘Auckland classro The study aired to pexamine the usefvlness for

'

'nérmal 'early readers of a relnforcement progra amme whlch had been developed for

junior special class chlldren (Glynn and Mchaughton, 1975) _Readlngﬁinstructlon

o

/H_' for the early readers took place in an open p1an ‘classyoom, wasvtypitaily oonducted \
1 " only in a small group setting, and did not occur every days Thls/made it d1 ficult

to collect the measures of teacher and reader behaviour whlch were of interest.
R

e

In order to gain Lre1ter eyperlmﬁntal precision readers were removed from the
classroom every 'day and read with the Senior Teacher of Junior Classes in her

classroom. Tﬁése oral reading ¢ sessions were conductedevery, day for about five

43

‘minutes. Readers read a different text each day. No instruotions were givem to .
the teacher other than to interact in her “usual" fashion. LIt was.planned bhat >
aftér repcated measures had been tdken for a 'basellne perlod the teacher would

be instrmcted in the relnforcement-prOgrdx:e and cnanbes in reader behaviour

| . . P { o
. due to the reinforcement prograwme could be gonltored.

x G ’ : ' ) B
. i .
o . . . X

Figure 1 about here co _ : :
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e The. niccties of experimental precis fon were not achieved. Major changes in
readers® behaviour occurred during baselines, The 22 baseline days shown in Figure

Oné‘are the data from one of the readers.
)
L]

The low progress reader bpcame highly accurate (above 90% words read initiallv

correcfly) ‘and was ‘sgelf corrccting at ,a high level (above 40/ eLro;E\&gIT corrected

a‘tcr 20 cays. Checks on- observcr leliabilitz/were taken' on seven daya by a second
. obsérvdr." Observer agreement on errors was 84% and was 100% for self corrections

"

N
oy

‘- { The major change that had occurred for this reader was from a small gxoup

~

ﬁeadin& session to daily one-to- one reading 1nteract10ns with an experignced -
S

" 2 -
tLach@r Incpba‘ed practice and/oQ matched instruction may have contributed_toA
] . ! o' ’
‘phls changt : : 1 o . , -, e
. N . . .
S From casua] obqprJBXions it would see

m that the reader’ would have had very ,
. . " - 4 .
v lxttLe epportunity to rerond in the §§;11 group settings. The change altered

this infrequent, short duration responding to five pinutes of eytended prﬂﬂtlce
, e L A

- per day.. g ;.h. ) . \\M - Z .2

§ '_ FEN - . . L

Another interesting Obselvatlalfrom this sLudy is thae the S.T.J.C. &id not

rgise ver ofLen about thrce times per °ession (less than once a minute). However
PIgl y. P

she dld pd) vgry care ful atLentnon to errors- as caq be seen if the top g'a"h of
Fipdre one.

td 1-00/)

In the fil°t few seqslons she attended to almost every error (close

The,perceh&a&e“ declined as the reader becawme more 1ndcpendent (spli

‘corregted) and. thdn rpoe ‘again. A]though ‘the teacher may have attended ro k}dost

chry error i the lagt few séssions, because there were so few errors rezding was

Jnot often rntgr{upted (abqut every 20 correct words ‘compared with almost /every
‘& .

? : /
othpr word*ln the fitst few sessions). - !
& 17 R
Sy - : D .
piﬁgnsioqﬁ qﬁxﬂgtcntiop to Oral Rendin?_Errors

.. . a . . N
Thls la°t obferthﬁon introduces the b

-

)

asic concern of this naper. A sjgdificaﬁ
fLaturL of oral” re..id'lngilnteractlonP is teacher aLLLnLunmto crrors (e g-- Uelnste)n,

“1976) It ua% cla;me? dbeve that one-to-one idteract fons may pLOVldc crucnal

1 learninb opﬁortunftleﬁ - It iv possible that attentﬁon to errors may, be crne of the

\ ‘opel ﬂt)\e L¢ach‘pg procvsses

°

This process may opnrate to C]thel faci]itate

' \Jndopenuant LruflClpnt rcnd*ng or iuhibit such learning.
i b . Lo . vy, '
514~,_AW_M_&,_.,__-.~"<_Au‘~-___ Py . ' S
' TAgreer et caleulated Wby foxmu11 %mlfﬁpr of the two observer's seru{on totals

[:Rj!:‘hiVLde b) tht ]ar er-af the Jarsey vrver totals and mu]Lip]]cd Ly’ 100 ' .
B 'J “r
C i L . b S et

~
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Most an:lyses of bchavioural intcractions over acadtnic skills have emnhasised

R

thc use and cvaluation of reinforoenpnt contingcncieb (e.g. Lovitt Eaton, 7

kirkwood and Pcldnder 1971; Staatb Staats, Schutz and Molf 1962) Those behavioura

proLrammes tﬁnt have also used érror ‘cérxection prccedurcs*have not us ually =nal}sed

s “the noefulncsé eparately (e 8. Berner and\ Q}lyé 1972 Gl)n

.

and McNaughton,

®
.

11975) 0 g . : , a o
x ' v
oo Errot attention could function to provide information, that is cue certdin

reading béhayiours to occur., An error ‘can be seen as an instance of inexact\Jr

“inappropriate reader attention to ceonte xtUal and/or. gra hic cues in the text.
vidh Teacher atténtion to that error may Have instructional properties which cue the .

. reader in how to be more accurate in attending to appropliate cues. -From this

perspective errog attention prov1deb crucial 1nformation enabling a reader to learn

what cues to- attend to and how.to attend to them,
» - _Error attention can also have motivational preperties. There are several studie

which indicate that under appropriate conditions attention to errors can actually

.

reinforce (i.e. 1ncrease) error production (Hasa21 and Hasazi, 19724 dewaj and

) Knight, 1971). This could be_a very real problem in remedial interaciions. It
‘ sugpests that tcachers closely observethe‘outcomes of their behaviour znd that = .
appropriate respondin& have more reinforcing consequences than inappropriate ;

respondlng. The question of motlvational properties of error attention will not

~ .

be dealt with further in this paper. It will be assumed in the following

2

discuqsion that interactions are ideally e51gned so that attention to errors
does not function as -a relnforcer for errors. (d.e. increas°s error production)
. a i ) ! ° . ) f

¥ . /¢
“The 1nstructional or cueing function. of error attention can be analysed in '
'greater dct;il When a teacher (or.other instructer such as a paraprofessional

r—
parent or peer ctc. ) attends to an error' during oral rcading the attention has

direct and indirect influences on- reading tehaviours: , These influences need to
O be eAamined w1th the qucstlon, does the/error attentiontdacilitate rapid 1ntegratea

learning or does$ it restrict the readeﬁs attentlon forcing a difficult component

di,crlminatimn wiiich is not able to be integrated with other skills? ke

4

s o . ‘ ’ X ) ‘ o ‘ : ha
.Figure 2 about here A ‘ T

-

. | . N vv s
In Figure®2 indirect™§nfluende is termed the spatio-temporal prgperties of
C > o )
atteéntion. This term referd to how informatior is provided.

B
\)“ 5 * . ’ ' : ' e
ERIC " a. Timing. Attention can occu?\immcdiﬁtcly following an error or it .
]

s oo . : " - .
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‘can be delayed for~vary1ng lengths of time.:

. e\

+ -(A) TEXT { "~ The house had big windows.,

READER-: The horse had big windous.* . . °
&attentlon)..a PN .

iwmcddate (a) and Delayed attention (b) are illustrated in example (A). Given the

substitution 'horse' for hogig, attention could be given 1mmediate1y after 'horse"

and before 'had', or could be delayed (for example) until atter the seotence:has
« been coopleted": - . | : ' ' ., =

. .
I . \

'

' [
This 1nd1rect Anfluence will be examined further in a study reported below.

Anticlpatlng that study three out comes of the differénce between immed*ate ang
dela)ed attention are obvious. Iwmediate attention, restricts the opportunity
for self correction to occur. It alao reduces the availability of the post
eré)r context. Final“, it restricts the sort of assistance the teacher can

- -~
provide. A conclusion from the study reported below is that if one delays attending

' to errors until ‘the end of the sentence, readers will ‘become moxe prochlent

ERIC

Aruitoxt provided by Eic:

than if one attcnds 1mned1ate1y : ' . .

| . '

Pauses or no-response errors are somewhat different. With reSppnée '
(substitution) errors both the reader and teacher have overt informat;dn to use.
However, several different events could be happening when a reader oaUSest Tnese
include, less overt forms of self correction, intensive analysis df cues, or,
breakdown ,0f integrated and accurate responding. There probably will be a length of
time, different for 'different readers, which would correspond to delaylng unt’l

. i
therend of a sentence. However, delay after this. time and-readers will beglu to .

lose preceeding contextual cues and solv1ng the’ error becomwes a difficult

discrimination task. This 'is an illustratlon of the 1mportance (both to- recderf
14

and teacher) of the reader actué“;y making a reg ponse rather thad OmlLtlnb or /

/Ot

attemptlng a response, "Conditidns in interactions should be arranged so that

responses are mare likely to occur. ) v .g-

) . . [

i

'y

. ’ "-1“. .
b. Frequency. Attention can also vary in terms of how often oy which

errors attention is given to. Forgetting timing of attention for a momen L shiould

all errorq\isJ:ttcnded to, and under what conditlons should an error not b@jb oizght
1

to a reader\ 1tentlon7 One cap't accurately answer that question wltﬁout knowled

,';l

<.
of/partxcular readers and the texts they are reading. N Ry

~

lIt 1s assumed that a self corrected error is not also attended to by the teacher.
There are gdod reasons for considerimg a self correction to teach,a.reader sore

than any subsequent attention a teacher could provide (McNaughton 1978). Subsequent,
attention could even intcrfere with that self-instructed learning.

. .
7 -~
- ]
.
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1f attention to errors is. intended to facilitate 1earning then different readers

will need tb learn differcnt things .from error feedbaék A major concern, however,

v . .

is that every instance of error attention will interfere to some extent with ongoing
attention to cues and the avilability of preceeding cues (Klein,  1976).

Additionally, errors differ in the extent to which meaning is dltered (considen_
A T
gxample B). Given the boal of rkﬂding is to gain meaninb then it may “be more

1mportant to coxrrect somo sorts of crrors than others.,

. ) L
oY (B)  TEXT ¢  The mouse ran into the house. . ’

.« READER 1 : The house ran into the house. S

READER 2 i The mouse rat into'the house.

READER 3 : The mouse ran into the home. .

- But while some errors wminimally alter meaning they also arise from inexact

[y

attention to graphophonic cues and if this is not attended to as an error -

- then.inaccurate responding may generalise to similar situations. I;:the long,
L] .

term meaning may be interfered with because incorrect attention has Been/gver—

—

learned. . . - <’

+ - More pr0ric1cnt reaoers can}become more agcurate just given extra reading <:
prdcticC without - any error atteption (McNaughton and Dthuadri, 1978) Put even -
w1th these readers learning effects of extra practice (no attention to any er(or)
aro inconsistent and not as strong as those resulting from error ateention.

- Alternatively several studies of oral reading interactions which have progrzammed
: o -

. ~attention tc every error have been very successful (McNaughton and Delquadri, 1978).

12 D — . "

.

‘It would seem that most errors which are not self corrected should be

attended to. It is o{ Lou\\s important to. altcr such factors as texts and
discussion around texts so that readers do not. make many errors anyway. (The

data in Figurc 1 also say something about the lnstructional necessity for providing

a

appropriate texts). If too many errors occyr the disruption of meaning via the

error, and tne interference with reager attention to cues via the teacher, produce

a situation of inefficient dysfunctional word-by-word degoding.
- . ,

N But if more than one error in ten is occurring it pay be important not to

[y

. alwdys attend to the errdrs which minimally change meaning., In this way aporovriate]

COHtLVtUal cues are allowed to build up w:thout 1nLPrfe1ence by error attentioni
» With this build up other errors,which do alter meaning will be more ea511y
observed by the reader' (a behaviour necessary to self correction) and will be

better able to be .corrected. R . ' ) .
Q ) . . ¢ . ..
[ERJ!: ; , . _ "

[Arut o rovsaay enc ° . . , 8 .
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It is intercs&iﬁz\to note in Figure 1 that as the readers became more
accurdte the teacher began not to attend to some errors (a reduction in percent -
of errors attended to). Other data from a study of learning dlsabled twelve year
olds showed 5 sinllar occurrencel. As readers became more accurate their teacher

’

attended to fewer of the errors that were made.

‘

To add to these data one researcher has found low progress first ,ear readers .
received greater amounts of attention to errors than hlgh progress readers,
Thus 1ncrcased error ai;igflon was associatcd with 1over progress. The differences
between h{gh and low pProgress readers increased gver the five months of obgervatlon

[N -

(Wcinstein,~l976). This finding could also illustxate thé operation of inrediate
attention and other dimensions of error attention in addltlon to frequency alone,
Nevertheless it does 1%d1cate that there may be 1napproprnnte outcomes of high

i

frequencies of error attention.
~
Cunningham (1976) has shown that teachers are much more likely to correct black
dialect-specific errors that minimally change meaning than non dialect spec1t1c
errors which rinimally change meaning. This suggests expectatlon and attitudes
of teachers may influence’ what errors they attend to. Low-progytss readers
receiving Eroatcr amounts of error attentlon may be being roatrlcted in dcvelcbing

t

indcpendenq reading. Enforced instructional\dep pendence may occur when no encouraga-

.ment/support is given (by not attending) to sub%tltutlons whlch ire contextually

appropriate and the reader cannot build up ‘usuable Conte>tua1 cues.

L ] .

Y

i

’ “\ . s P -

c. Ddratibn. Duration refers to how long an instance of error \1(
. [N ’ s
attention takes.

~ . Ve

(c) TEXT " : The mouse ran into the house. .

READER : _The hduse_ : ‘

(attention) ¢ "No..,that's not right, would it be house?,.
- : /.

hduge gbecause house is the last word... you read it in ti

last .sentence e

lobk at the first 1etter..lit couldn't possibiy be,

" N

7.

An inapprepriate duratidn is shown $n example (C). If ‘the obJective in oral readlng

interactions is to mainthin attention to contextual cues so that mLanlng is gained)
. . , v ,
to efficiently instruct a reader to attend more accurately

\

and if error attention i

to a cuce and int grate that skill with. attention to other cties, then the shorter

L alind .
. 4
. .
- '

1 o . .
The, study 15 \reported in Vchaubnton nd Delquadri (1978) but .the data referred to
are unputlished, )

the better.

the duratio

o —

’

D . O
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There should be just erough information matched with what

learn to strengthen the <dnexact or redirect inappropriate

J

Ehe reader nceds to

atten@ipn-to cues.

c'}‘
gﬁ‘t

GRS

1f the reader does not correct .very soon after. the a;tentlon has been

providcd then the teagher kras probably not provided appro

pr:ate ueuable 1n£on

EN

ation,

Continucd attentlon in the form of questions reduces both fhe likelihooa that the

‘error will be correctcd easily and the likelihood that th

will be usefully integrdted with other skills. A rule adopted in some studies

é resulting learning

\(.",}
has been to use no wore than tlree simple prompts (quegtions or instructions)

and if a8 correction does mot occur then provide the cqgfect word and get reading
P

going again (Glynn and McVaubhton, 1875) .

e

d. Change secquences. A final indirec&%form of influence is change

-

in the timing,.freqvency and duration of errdr attention.

from immediate. to deldyed timing, from no errors attended

Changes such as those \

to, tO most errors

attended to; and long to short durations should set the occasion for greater .learning.

An example in Figure 1 is the change from very high percentages of error attention

to lower and more variable percentages.

1

Direcct influenee by attention te errors occurs in what information is provided.

S . - (B 2

@ﬁ e. Artount of information. 'This dimension is

similar to duration.

0

N

Example (c) above i1Iustrétes how attention to an error can prov1de different awounts

.. -
of information ‘ At one eAtr@me there are statements like

"no" and "

that's’ wronﬂ

Ver) little ledrning is p0551b1% from the minimal 1nfornatnon provided (e.g. Ege iadd,

1975?. The other extreme is sh&wn in Ehample (c) It is p0551§ie to have both

too little ard tcdo much informdtion The reader shou‘d b
appropriate "information to learn to attend more accuratel
should be in the most economical package possible so that

reading can continue. Many different sorts of prompﬁ5W1l
- (. .

f. Type. ~ Two types of Information can be pro
questions or instructions for how to respond correctly
give direct information for what the corréct response is.

in exam ple b.

-

e provided with the

y. Tiatkinformation
contdxtual]y—basedﬁ

1 confuse learning.

'
|

vided. \Prowpts are
-

The second type, models,

Both types ‘are shown

- (D) TEXT : The mouse lived in“a hole
READER 2 The hourse lived in a hole
) - r . ) ( "Look™ at -the first lctter"
o PROMPTS ( "What docs'éz say?' ’
% © (attention) -« r'&-.’ou,‘l'd 2 horse live in‘ a hole?"

. e : ) 1N
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Aruitoxt provided by Eic:

’
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MODELS X "The word i% mouse"

. (attention)

’

A model rapidly.provides a fesponse which can be 1ntegreted with an available

context.» Proupts will place greater demands on ader attention than a model.

’

But a prompt, qf matched w1th.a readgr's learnin needs and emphasising important
cues for learning to read, will prov1de more useable information about how ta
respond on future occasions with different words.
v

Models are more appropriate to use (l)(hhcn readers do not have the temt word
in their oral Yanguage repertoire, (2) when redderq are not able to use centextual
or graphophonic cues associated with the text word mo sdlve it and, (3) when
readers are not able to quickly use informatlon from prompts. Th{; can happen
for example with interest words, multi-syllabic, words:and unfami;iar words,

Thus, models oftengay be more appropriate with weaker or younger readers,

Models appear to be a bervasive fcature of early ?eading instruction (Forester
L
1975) and often have been used in successful rewedial programmes (e.g. knrbht

Hasazi and McNeils] 1971; La Forgg Pree and Hasazi [ 1975). 1n one study of

“twelve year old learning disabled readers a modelling procedure was compered vith

a prCrprrnb proeedure\ The prompting procedure was more effective with the more

“e

profJC)cnt readcr and the modelling procedure was more effeCtlve with the lj

proflclent reader ()chaughtOn and Delquadri, 1978) v' : o« _

-
" . . .

@ g, Level of prompt. . Level refers to the behaviours wﬁich are cued

or instructed by the prompt used. A ba%lc distinction can be made between graphic
£

or graphophonic cues and contextual (semantlc and syntactlc) cues. Prompts can

cue attention to -either of these cue sources in the textual array. :
A . . ‘
S N . o
(E) _TEXT : The cat ran into the house

~* \

. READER : Tﬁe can’ ran into, the house v aE ',
'(PROMPTS I " "Look at the last letter" i
(attention) ( "Sound it out"” '
, "// ( "1s reat n 7" . - N . " ‘K

PROMPTS .11 : (' hould‘LhaL make ﬁfnso7" - t

.
11

(agtention) ™( “Start from the beginning again and see 1if iLs can

-

->

, (—"Who was runn'n: oway7" ‘

‘These two levels arc shown in example (E) . Prompts at level T are f%fended to

7 : RN o . ﬁ C e
. . , v A _\

:‘ R / N ’ A
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. instruct attended to‘ﬁﬁa use of graphlc cues and those of. level IT are intended

-~

to instruct atténtion to and use of conkextual cues.
9 B ' R

. - . - .

! Readers learn to use both cue sources accurately and efficlenrly (Clay, 197 3
Doehring, 1976) Phrly in the acquisition equenqe especially in New Zealand,fthe
reader relies on contehtual cues to overcome limitations on automatic yroce<51ng

o 6f complex visual stimuli. Effectivenéss is erendent oR the match between .the
readers specific skills which-determines what needs to be learned, and the' ]
“inforration provided by {ne prompt. Even given complete descr1pt10n of a re;ders
« capabilities what needs to be learned is not obvious. It depends' on” the. general
goals of the reading programme (cf. Barr, 1974,) and knowledge of how different

@  sets of reading skills are most usefully and efficiently acquired..

Continued over emphasis on one cue scurce will lead to prob]ems‘ Generally
prompts for use of contextual cues. can also set the occa51on for learnlng about"
graphlc cues, But prompts for graphic cues recnrlct attention prlnarlly to that
cue source (Klein, 1976,,Schvanave1dt Ackerman‘srd -Semlear 1977 Wittrqek, Iarks
and Doctorow, 1975) However it doeqn t make any ithructlondl sense o prompc for
context with a contextually approprlate substitution (e.g. "DaJ'lor'Father") Thus
.prompts to attend to spec1f1c graphic cues should be used when errprs . are
contextually dpproprlate if such attention fo the error is approprlete. Continned

~over emphasis on graphic cues will tend to limit attention to contextual cues

N -

egpec1al;y/w1th weaker readers. B - -

ra -

h;‘ .cgégée sequences and consistency. In thevlast'paragraph i was
clathed that inflexible continued promptlng may 1nterfere with acqur51t1 n of

7
proflelency This. subbests that as a reader acqu1res new skllls the 1nforrat10n

< provided should shift so that the match betwcen reader s skills and information -

{
evailable is maintained. . : (\/

.

Continued modelling,.or prompting of already learned skills would reduce

»

progress.. Major changes ‘in the amount or level of informatlon, irrespective ot

chlanges .in reader behav1our would also be problematlc- Alternatively, to

» ’

facilitate learning some consistcney int 1nstruct10ns i roqu1r ed. Consistent

'

'eource.
~ ' . - N
., : %

t. Consequent sequengt. - Several proframmes for oral reading 1nstruet10n

»

have adopted a. reread prccedure after an error has been corrected follow1ng 2 prompr

Q " or an imitatign of a model has occurred (o, 1973; Hcﬂaughton and Delquar s 1978)
, 3 19733, Tguadss
\
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In- these ptogrammes a reread involves g01ng back to the beginnlng of the seatence"\ .
/’P\\ﬁn which the error occurred, Rere;ds could he useful in buildlng up conteytual

cues after an error attention episode. This would be especially important if it

has taken some time for the error to\be corrected., The reread also allowﬁwfor ‘.

. the repetitlon f the corrccted word w1th1n a context, If-the emphasis has been

- on graphic cues then thls may be an important instructional strategy for irbedding
- the di§Cr1mination learnlng ip a context (cf Medin, 1975).

« . ° -
' : G :

.

’ .
- N v

C. Results from a- Study of ‘the T1m g of Error Attention - ‘

- . ’

¢

h“' : ~ A study was de51pned ‘to test the usefolhess of .the framework for ana1y51pg
e?%or Jttentlon, an& SptlelC predlctlons about tining (McVaughton, 1978) In
that study 6 six year old nermal readers had.individual oral readlng interactions.
in their cl ssroom Whenever an error occurred a spec1a11y 1nstructed tutor ‘
intervened either inmediately or after a delay (typlcally the epd of a sentknce)..

© Other aspects of the error attention.such as the information provided and the

duration were kept constant The tutor used a small amount of nonde cript praise
to malntain.readin‘aé 'Hle children read a different book each day béfn@ the beok
that had been introduced to the whole class in the prev1ous day. Every second

day 'the children read a second completely unfamiliar book to the tutor. No error

attention occurred on this book

This second book was used as a transfer test of the continuing effeécts of
1mmtd1ate or delayed attention to errors. It also provided unambiguous measures
of changes in self correction behaviour on accuracy. In the non-tutored texts
\ there were no direct effects due to information ppovided by error attention. Finally,
it provided a more sensitive measyre of effects because the texts were completely
unfamlllar. Reliability of observatlons based on interobserver agreement data

was acccptable. Immediate and Delayed pPhases alternated across time so that readers

received'seven or eight.days under one condition and then seven or eight under the othe

\

All readers received two phases of each condition,’
- - ) ‘ * et

Immediate versus delayed attentlon during tutored reading will necepsarily

restrict the opportunity to self correct. The tutors intervened before % seconds.

had elapsed or béfore the next word was read. The results showed that this

restriction of opportunity occurred. What is interesting in the data however is that

when given the opportunity- under the delayed attention all thp readers produced :ore

- self corrections. They self corrected more than 4 out of 10 errors when attention
was delayed compared wlth less than 2'out of j0 errors under immediate attention.

There was no dlrcct lnerULthnlJﬁself correct or. extr1n51c reinforcement fer

L3
E l(:lf correction. This effect is like manipulat1nb a setting condition such as the

s . - . l:}
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familiarity of books to guarandee use of contextual cues (Schvanaveldt, Ackernan

and Semléér, 1977). Self-correction appears to be a behaviour which is likély

to occur,given suppartive conditions for atteu{igp to context and typically may
AL R - P .
not depefd on direct forms of instruction. ‘ ’ !

N
.

‘ 3
-

. - ‘ . \ B
The teacher had chosen texts at an appropriate level and introduced them very
, : » . . o s
effectively. The children Teadfthe texts under‘immediate conditions at ?14 words
read.iﬁitially corrécfly}. .Upder delayed attention conditions 93% of gife words were

} A . ‘ . . ' .
read initially correctly. Thus there was some chnge in accuracy but readers vere

alrcady very accurate. °- . : . ‘ . ‘
’ A N e M > B .t
. * . .
This effect may have been due to ghe tutors immediate attention to errors

reducing the readers attention to contextual cues in two ways. Firstly, contextual
) / T
cues are reduced by repeated interruption ofTthe post-error.context. Reducing

self corrections also may have reduced attention to contextual cues by interfering

with self monitoring of mismatches at the level of  apprepriate meaning. ‘ LT

‘ ®
v ' . @ .
These two influences would tend to interfere with efficient generagion of ceaming

by reducing prediction and self checking. Additionally, self corrections may have -
an instructional function. - Observing mismatches, attending more closely to cues
and correcting inexact' or inappropriate attentien may have a self instruction

3 : s 3
function (McNaughton, 1978). More accurate and efficient attentiom could be’ y
. / !
learned durinyg self correstion. If this is correct then greater accuracy

would also be expected under delayed fonditions.. This is a conceptualisation

of self correction as a self nnstructional process.

The non-tutored text dlta give a very similar picture. For four of the six

readers the delayed conditions which applied on thé text read s@verdl minutes

before were associated with greater percentages of self corgected errors (on average

_one more error in ten-being corrected). For one further reader the daily measures

show irmediate conditions reduced a, general trend tqwards higher rates of self

]

correction.’ .With one subject there was a general increase across time.
2 ‘ . . 4 -
In kecping witﬂ accuracy durﬂng tutored:reading’ascuracy of non-tutored reading
. . 4 N .
closely followed thg/5elf corrections. Tive out of the six subjdcts read. the non-

xtutoggd texts with ‘greater accuracy when delayed conditions allowed more sy - -
. d ~ W . ‘_-
corrections Qnd higher accuracy on the tutored texts. ‘
.. S

1

This is a measure of how accurately words are read the first—tTne they dre encountere
It treats-.self corrections as errors. -, . '

# .
9

w o
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correct). The
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ords read initially correctly® compared whth 83/ words read. initially

rémaining’ subJect shoWed consistent increases in accuracy associated
S N

- with the increases in self corrections.

P

&

\}me data

[3

were strong an
L4

rcsult is thaL

corrections.

accngaey in re
ther' is no at

readers and, i

‘of proficient

.

i

A questio
versus delayed
descriptive da

Project in pra

to errors., Over ,three, months, observatlons were made '0of teachers

readers who ha
The data indic
which were obs
occas1oﬁa to 9

actiong wlth P

enforcedrantr

o

"to data report

-

Ltnerally show.that for all but one reader the effects of tlming
d transferred to a new unfamlliar text. The major implicatlon of. ﬁhis

immediate attention .to errors during oral reading will reduce self
A

This effect on s%lf corrections will be ‘assoct ed’with decreased ¢ hy
"
adlng. Both effects will tend t0'genera11se to situations wherk

tention to errors. “The effécts w111 be stronger with weaker ';,
fQ%ontinued over time, would slgnificantly rednce the development ~°
readlng. o . T
N N _ ‘
- . o T ~ -, S oo

n arlsts concerning the nagu?alistic' occurrence of 1mmedrate

attention in oral reading 1nteraCtions 1n,s$unﬂ. Fully representative
ta are not kurrently available Data belng procesged by a research
cesslsuggdéts that at least some &eachers may often atgénd immediately

~ //6?kjlwe problem

d*been retj}red to the PrOJECt for profound difficulties in readlng.‘
ate the teachers -attended immediately to around 70% of the 1192 errors
erved Teachers ranged from 1mmed1;\5ly attending on 40% of the
0/ _Thus th1s may be a pervas%¥3 featuré of. our ora1 reading inter-
roblem Jyeaders. - An unlntenued effect of these 1nteraction§dﬂay Pe
uctional dependence by the problem reeders. This relates very clearly‘

ed above concerning increasingly greatey, amounts of error attentlon

-

‘being- glfen to low ofogress readers (Wienstein, 1976). D

The paper

in readlng ins

3

began by considerlng the place of one-to-one oral reading settings

tructlon. It claimed there is a very important function for Such

-interactions dn learning to;read. It then analysed one'learning'process in these

intgractions;

‘attention to-errors. In oral reading 1ntcract10ns attention to

errors will function with attention to appropriate readihg fesponsesyn  Both are

essentlal comp
in terms of di
of attentlon,
and accuracy.

instruction vi

. only matters

O

E IC |
l'he Mangcrc

onents of interactions. An analysis was made of error attentlon

rect and indirect influences. One indirect dlmen310n, the tlmlng -
has recently been shown to be a strong determlner of self behav1oar
This is\one d1mens1on that ‘teachers should be aware of when conducting
a oral readlng interactions. One final commént is in order. It not

at early and remedial readers have one—to-one interactions, it also

matters . hpw these are conducted.

.
!

-

r . .
#ome and School Project, Education Department, University of Auckland.
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Attention to oral- reading errors analysedJihto twb generﬁl T
properties and their component dimensions.
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