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Is There a Legitimate
Place for Oral Reading
Instruction in a
Developmental
Reading Program?

James V. Hotfman

Crversaty of Texos al Austin

Surely no one will be convinced—nor
should they be—by just readmg the argue
ments put forward here, that or:tl reading
istruction showld be considered a valu-
able component in a well-rounded devel-
opmental reading program. However, i is
hoped that this presentation might be the
beginning of a constructive dialogue and
renewed research into the merits and
characteristics of effective oral reading in-
struction. '

Nila B. Smith (1965) has observed-that,

‘prior to 1918, oral reading had an un-

disprted claim over classroom methods. In
the 1920s a radical shift toward instruction
in silent readiing occurred. Factors in-
fluencing this trend included a gencral
emphasis on meaning in all aspects of edu-
cation, the indings from rescarch which
indicated greater speed and superior com-
prehension for silent reading, and the de-
velopment of standardized sifent reading
tests., .

Despite these commonly accepred rea-
wons lor the demise of hral veading, there
is mmple evidenee o indicate that oral
reading practice haspersisted o this by as
1 common clemen i most primary and
remedial reading programs (Austin and
Mortison 1963 Howleit and Weitraub
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. “19749). Fanther, recemt assroom teseareh
' offers evidence to suggest that the use of
oral reading has a positive impact on
reading (Anderson and Evertson 1978:

Stallings. Needcls, and Stayrook 19749).

e “These faas potwithstanding, IMOSE C1r-
rent methods textbooks used in the educa-
tion of elementary teachers cither dismiss

-~ Dand warn against oval reading instruction
as misgiided and harmful or ignore the
topic altogether. One scldom hears a call
for an increase in oral reading instrnedon.

' More typical are commaeits like Artley’s:
“oralereading as an exercise in word pro-

1 . nundation is one of the most nscless -
structional practices that a tcacher can

carry out. ltis the perseverance of a prag-

. . ‘ tice from the past that has no justification
ina modern classroom™ (1972, p. 47). 'the

‘ disparity between what teachers are doing

and what they are being taught to do must

. be resolved if teachers and teacher edica-

P " torsare to maintain mutual credibility and
respect. ‘ ' S )

k Betore the arguments for and against

oral reading are considered, three points
of darification arc necessary, First, no at-
tempt will be made to defend the manner in
which oral reading instruction is typically
conducted in the classroom. The. intent,
rather. is to scek onta legitimate place for
{ ' oral reading. Sccond, oral reading practice
_ is viewed as only onc part—albeit a
! ~significant one—in a comprehensive, bal-
S stanced developmental reading program.

Third, the focus will be solely on the topic
4 of oral reading practice (what i will referto
B s oral reading instruction). defined as the
veading of a text aloud by a student, with
- e goal of developinig decoding skills.

{ oral readimg instruction in a devel-

! © alowd by himself with occasional monitor-
ing by the teacher: students ina reading
group taking mirns reading aloud from_a

A ‘basal text: @ group of students reading
; chorally from a text along with a teacher,
i
i
- \‘l . - . .
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The tollowing are some examples of .

opmental program: a “student, reading’
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The following are not examples of oral
reading instruction: a teacher listening to a
child read with the express purpose of di-

agnosis (as opposed o instruction): a

teacher veading aloud to the class from a
fibvary book. These latter activities have,
their own objectives and applications
which are distinet from oral reading -
struction but still necessary in a com-
prehensive developmental program.

_Arguments against oral reading instruction

“hose who oppose oral reading instruction
are far too pumerous to.mention by name.
It is also not possible to trace specific criti-
cisms to specific detractors with any veal
accuracy. Rather, the- three major criti-
cisins which:appear most often in the liter-
atnre“will be presented and discuissed.

1. When oral veading is stressed in a
program, students have insufficient. op-
portunites to rcad. ‘

Allington's (1977) rhetorical question,
“If they don’t read much, how they ever
gonna get good?” has become something
of a rallying cry for those who believe that
not nearly enongh meaningful reading
goes on during reading instruction. The
teacher who daily leads groups of students

"in taking turns at oral reading in some

round robin fashion is not being very

_efficientin giving students opportunities to

vead. Not only do individual stndents not
read very much under these conditions;

there is also some research cevidence 1o

suggest that some behaviors associated
with “turn waiting” (e.g., inappropriate cye
imovements) maty not | ~acl to the formation
of good reading habits (Gilbert 1940).

It is important to note that these criti-
cisins of oral reading velate to the numner
in- which instruction is typically otrganized
and not necessarily to the value of the task

itself. There are contexts for oral reading

instruction in which engaged time for stu-
dents.in veading from text is large. As one
éxample, Guszak (1979) reported on @

reading program in Weslaco, Texas, where ",
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first-grade studems daily read aloue at the

saine tinge From the sanie or even differem

texts. The teacher's role was to monitor.

sclectivelv. The achievement data docu-
mented outstanding gains tor students
under these conditions. Support has also
been tound for the benefits of choral
reading. impress reading, echoic reading,
and repeated readings on decoding abili-
ll(\

2. While the good ljpaflcrs might shine
during oral reading. the poor readers are
typically inhibited and exposed to embar-
VISSIICIN, A
O Frank Smith+(1971) developed a com.
pelling avgument, using signal detection
theory. to explain how important it is that
cInldren learning to read teel free to take
chances and maké mistakes. The willing-
ness to take chances is related. on the one
Tand. 1o the risks associated with making a
mistake (e.g.. embarrassment, ridicule)
and. on the other hand. to the likelihood of
being successful. Round-robin oral reading
trom text written at a student’s frustration
level operates in direct violation of these
two preeepts. But onice again. theser con-
cerns are related to the way in which oral
reading is somctimes carried out and not
to the value of the task itself. It would seem
advisable during oral reading instruction,
especially with poor readers. that the

“teacher be in a position to control what

happens to a student when errors are
made. Further, the importance of allowing

_students o practice from materials which

are written al most ar théir imstructional
level must be emplasized: Only under
these conditions is success.insured in what
is certainly a high-risk situation.

3. Oral reading by students does not

1cad o good comprehension.

" The finding that comprehension is
poorer under oral reading conditions
when compared with silent veading is well
documented. Since the goals of oral read-
ing instruction iy the developmental pro-
gram refate 1o decoding and not 1o

ORAL RFADING ' 307

tan

higher-order comprehension skills, such

cvidence is interesting but misplaced in ar-
guing against oral reading instruction.

Practice in -oral reading should be con-

ducted with materials which ofter litde or
no conceptual barriers to understanding
(i.c., if the same text were-read to the child
it would be casily comprehended). Exten-
sive questioning over the content of oral
reading materials to develop comprehen-

. ston, while the student reads orally is un-

necessary and js more than likely disrup-

“tive for the task of learning to decode. This

is not 1o say that comprcehension is un-
important. Indeed, it is all-important. For
precisely this reason teachers should make
sure that materials being read orally are

easily understood when the goal is to de-

velop dccoding skills. As decoding pro-

ficiency grows, the focus can shift o com- -

prehepsion skills and to a greater use of
silent rcnding and teacher question. It is
interesting to note that two of the most re-
spected scholars in ‘the field of reading,
William 8. Gray and Guy Buswell, sup-
ported this notion of a transition from oral
to silent reading many years ago. Gray
wrote in 1919: “Silent reading ‘exercises
can be substituted o advantage for oral
reading by the end of third grade, since
pupils have reached the point in their de-
velopment where silent reading is a more
econbmical and rapid ‘process than oral
reading” (p. 29).

Buswell, in The Silent Rcadmg Hour,
stated: “Such an extensive view [i.c., that
oral reading be abolished] is entirely un-

warranted. Both oral and silent rcading

have value, but the two processes are not at
all the same. It is not the thought of this
writer that silent leadmg should supplant
oral rcading in the pnmnrv gla(lcs but
rather that it should in an increasing de-
gree supplement oral reading” (Buswéll
and Wheeler 1923, p. 3).

Argumients for oral reading instruction
Thee nujor points will be made to. sup-

N
}
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port the call tor oral reading instriction.

1. The amal fecdback loop accom-
panyimg a stadent’s own oral rendering of
atext is likely to facilitate the development
ol reading abilities. ‘

Most fust-grade teachers cal lc.slilv)-’ to
the fact that beginning veaders will often
read ont loud even when directed to read
silently. This conunon practice is not sim-
plv an aimdesirable by-product of how stu-
dents have been taught. Rescarch and
theoretical speculations on the develop-
ment of inner speech, the expanding social
functions accompanying and influencing
the acquisition of linguistic forms; and the
relationship  between. langnage  and
thought have led many to specunlate that

" 1he oral rendering of-text at carly stages is

developmental. As such, it contributes to,

rather than impedes., growth. Piaget (1959)

has categorized children’s utterances vela- -
tive to their function: (1) egocentrie, or

specch for oneselt; and (2) social, or

speech to comnumicate with another. He

has demonstrated that the proportion of
avert speech (e audible egocentric

specch) to total specch graddually decreases

as a child grows older. Viygotsky (1962) ar-

gues that this egocentrie specch does not

disappear but simply loses its overt formn 1o

become inner speech or speech that is used

to facilitate thought. In this regand, chil-

dren who are confronted with a frusteating

task will retmrn 1o a high proportion of
overt egocentric speech, That is, they will

begin to talk out lond 10 themselves while

attempting 1o resolve & difficule problem.

Similarly. adudis who are presented witht «

difficult problem-solving task or are read-

ing difficult text material will exhibit a

higher incidence and intensity of sith-

vocalization (Luria 1961).

Edfelt (1960) describes the inner
speech which accompanies reading as “si-
lent speech.” He tound that, as readers en-
counter more and more difficult text, the
intensity of silent speech becomes greater.
Bringing language to an overt form ap-
pears to help solve a difficult language

UHE TLEMEN TARY SCHOOL JOURNAL

task. ‘To prombit a child from resorting to

this strategy of “languaging” would appear
to be connterproductive in the same way
that Hardych and Petrinovich (1979)
found that ¢fforts 1o climinate suh-
vocalization during silent reading had a

negative impact on comprehension. ‘The,

oral reading which accompanies a child’s
carly text experiences’is evidence of active
processing and will most likely diminish as
the peed for snel' avert behavior de-
creases. S

2. Oral reading provides the teacher
with an opportunity to employ différential
feedback strategies. _

The work of Goodman (1967, 1976)
and his associates on oral reading per-
formance has advanced considevably our
understanding of the reading process.
When analyzed qualitauvely. a. student’s
oval reading provides the dstute observer
with a picture of reading development and

what can be termed a child's “theory of '

reading.” Harste and Burke (1977) belicve
that teachers, too, have a theory of read-
ing—~or at least a theoretical® orien-
tation—which is implicit and expressed in
the instructional decisions made daily by a
teacher in the classtoom. ‘They hypothesize
quite logically that a child’s theory of
reading will evolve toward the one uscd by

the teacher.. These iwo models—the devel-

oping one of the child and the proficient
one of the teacher—coine into contact
during interactions accompanying oral
reading insthiction. ‘A _jarge portion of
interactions that do occur during-oral
reading confer on the” misenes made by
students. Feedback to these miscues can be
characterized along three dimensions: (1)
selectivity, or which miscues are respondid
to; (2) thining, or when they are |'(_-5|mn(l(-(l
to: and (3) form, or how they are re-
sponded o (Hoffman 1979). Implicit in

“this tecdback is intormation for the sn-

dent about the teacher's model of reading.

More needs to be learned about the
most effective use of feedback and how
teachers employ these dimensions in prac-
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tice 1eas hoped that, with the cominued
development of morce soplistic ated-obser-
viation systeins for field research (e.g..
FORMAS {l.h)l'l'm;l.n and Baker 1980 com-
bined swith contimed (-.\vlwrini('mzll re-
search studics (e.g., -Niles, Graham, and
Winstead 1976; Jenkins and Larson 1978),
more direction can be offered to teachers
concerning how they mighi actually ma-
nipulate feedback o encourage growth in
reading skills.

3.0 A a learning tash, oral reading
lends itself very nicely to cffcctive class-
roo ninagement.

The effeaive teacher is a good man-
ager in the classroom. In this regard, Doyle
(1979) argues that a teacher’s primary re-
spunsil)ilily chiwring instruction is to inmtate
and sustain stndent cooperation in class-
room activitics. Embedded within activities
are learning tasks. Student involvement n
learning tasks is maintained primarily by
holding the stadents. accountable for the
work that must be done. In silent'reading.
it is difficult for a teacher to deterninmine
how well a student has practiced decoding
skills. In oral reading. however, the stu-

dent's performance.is easily observed. As a

result, accountability for performance s
possible. From a management perspective,
then, oral reading gives a teacher ay
almost ideal setting to monitor learning.

Where do we go from here?

At the 1980 mecting of the American Edu-
cational Rescarch Association, Stallings re-
ported that oral reading was an -
structional practice commonty velied on by
the more cffective teachers in sceondary
remedial reading programs. Chall (1980
commented that these findings related 10
oral reading were most encouraging and
remarked that our negative attitudes
toward oral reading e ticd to a rvather re-
mote period in our history and are prob-
ably in need of reexamination, She stated,
however, that bringing about a shiftin our
negative attitndes about oral rcading in-
struction would be extremely difficult. No

A\

cn
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doubt there will be skeptics 1o challenge
the thought that oral reading instruction
has a significant placein a devclopmental
program. Sull, the need is clear for system-
atic pescarch into the eftects and potential
benetits of various forms for oral reading
fstructon’ '
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Is There a Legitimate
Place for Oral Reading
Instruction in a
Developmental
Reading Program?

James V. Hotfman

Unrversity of Texos al Austin

Surely no one will be convinced-—noy
should they he—Dby just reading the argu-
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instruction should be considered o valu-
abfe component in a well-rounded devel-
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hoped that this presentation might be the
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renewed research into the merits and
characteristics of effective oral reading in-
struction. ’

Nilit B. Smith (1965) has obscrved-that,

“prior to 1918, oral reading had an un-

disputed claim over classroom methods. In
the 19205 a radical shift toward instruction
in silent reading ocaurred. Factors in-
fluencing this trend mcluded @ general
cmphasis on meaning in all aspects of edu-
cation, the fimdings from rescareh which
indicated greater speed and supeiior com-
prehension for silent reading. and the de-
velopment ot standardized sifent reading
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Despite these commonly accepted rea-
cons for the demise of rabreading, there
is ample evidence to indicate that oral
reading practiice haspes sisted to ths day as
4 common clement inomost primary and
remedial reading progriuns (Ausan and
Morrison 1963 Howlett and Weintraub
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Abstract

This review offers a brief history of oral reading instruction
in American Schools from 1880 to the present. The purpose of the
review is to develop an historical perspective on the sourte(s) of
controversy with respect to the appropriate place of oral reading in
instruction. Both classroom and clinical practices which rely on
oral reading as an instruc;ional component are described in detail.
Major shifts in practice and the factors influencing these shifts are
identified. Research stiies of the effects of oral reading instruction
are reviewed. The authors draw a set of conclusions regarding the current

state of affairs in oral reading instruction. This is allowed by a

" set of recommendations for future research in the area.




Oral Reading Instruction: A Century
of Controversy (1880-1980)

There is perhaps no other single ;Etivity which has maintained
as continuous a role in reading instruction as teacher quided oral
reading. Jeanne Chall (1967) has described oral reading as one of
the eight "expectables" in the teaching of reading in American.schools.
The formats for oral reading have changed from time to time, as have
concerns for its use, overuse, and abuse. Today, teacher guided oral
reading stands as a common and integral part of instruction in regular
primary classrooms (Daly and Hoffman, 1982) and clinical/remedial
programs (Howlett and Weintraub, 1980). This, despité the fact
the practice of oral reading instructiop is routinely indicted in
methods texts (e.g., Durkin, 1978) and in ‘the professional literature

(e.g., Allington, 1982). One thing seems certain, oral reading serves

~a very real function in instruction or it would have disappeared long
ago. That function appears to be rooted deeply in tradition and the
belief systems that teachers have developed toward the‘value of oral
reading - a value which‘is not shared by most teacher educators '
(Taylor, Pickert and Chase, 1980).

Why is there this apparent disparity between popular theory and
popular practice? What are the functions (real and imagined) for
oral reading as it is currently used in instruction? How might the
discrepancy between theory and practice in oral reading best be

resolved?
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The se;rch for answers to these guestions taée§'6ne-first back
deep into the history of American Reading instruction and from there
to a consideration of récent'c1assroom and clinical research into the
characteristics and effects of oral reading instruction. In this

treatment we:will first present for your consideration an historical

review of practices and policies which have surrounded oral reading

.

. . instructiqn and second, propose some plausable explanations for the ,
. B . N [

controversial situation we find ourselves in today.

The Recitation Lesson and Oral Reading

Up through the colonial and éhr]y post-colonial days,- the chief '
emépasis in reading\ins;ructidn-in'Amer%can Schools was on the recognitiog
\of symbols {the ABC's, syllables, and so on). During this early period,
only a small amount of attention was given over to the skills of read-
ing orally and/or for €hogght. Beginning around 1800, and continuing
until the last decade .of the 1800's an increasihg emphasis was placed
on oral reading in " instruction. The method of oral reading used
d&riné this time centeréd én the recitation lesson drawing out of the
Pe§ta1§zzian movement in Europe. Raub (1883) provides the following
génera] description of how the student was to be prepared for theO
recitation lesson:

“Before the lesson (rec}tation) it is a good plan for him (the
teacher) to read the lesson aloud (to the students) or at least
some.of the most difficult parts ‘of it, when he assigns it,
calling the attention of the pupils to the new or difficult words, -

. explaining literary allusions, referring the pupils to certain
biographical or historical works to enable them to
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//
reference as is made to characters in biography
so they get the good thought of the author and the
All this will prepare them to study the
gently and with interest." '

explain such
or history,

aid of the piece.
selection intelli

Newell, in a set of readers published in 1880 offers the follow-

ing as guidelines for the teacher in conducting the actual recitation

portion of the lesson:

" . Ordinarily each pup

i1 will read one paragraph...but occassionally

a pupil may be required to rea
whole lesson...When a paragrap
to a pupil it is usual to requ
until the error is corrected.
from want of self control, or

d several paragraphsor even the

h presents some unusual difficulty
ire him to read it again and again
But it sometimes happens”that,
from some infirmity of temper, the

pupil seems to be unwil

ling to make the desired correction.

Under these conditions, simu

ltaneous reading may produce the

desired effect. The pupil may
with others what he was unable,
by himself."

Newell went on to state that while rea

by concert recitations,
RN | e s
individual recitation.

There appears to h

1}

on deve]oping’tethniques to help the student independent]

text meaning through silent reading.

ing anécdotal description of an actual recitatio

school in an Ohio Village in 1897

"Reading was taught orally.
graph out loud without commen
were read poorly,
not meet with the te
us...But what we enjoy
class stood in front o
order to keep together,
by counting. A comma require
counit one; a semicolon:

t

d

ave been very little attention during the per?od

One pupil’after ano

someone else was as
acher's approval,
ed most w
f the room and re
the length of ea

one, two; a colon:

find himself able to do in concert
or fancied himself unable to do

1

ding drills are best managed

this ¥orm of practice should not supplant the

i

y acquire
Hyatt (1943) relates the follow-

n Yesson in an elementary

ther read a para-
or discussion. If a paragraph
ked to read it. If it did
the teacher read it to

as concert reading. The entire
ad atoud together. In

ch pause was determined
bout as long as took to
one, two, three; a

a pause a

-~
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- perjod: one, two, three, four; and an exclamation point: one,
two, three, four."

The story method, elaborated on formally by McMurry (1899) and )

B

incorporated later into many instructional programs (e;g., Coe and

Christie's Story Hour Readers, 1913) offered a slight variation on

the recitation brocedurexjust described. In the story method the
teacher told a story or recited a rhyme to the students over and
over again until they became familiar with it and in many instances
memorized it. This initial step was accompanied or followed by
analysis of the story and then finally the recitation of the story
itself by the students as'a group or individually. |

Horace Mann (1891) was an early-and vociferous critic of the use
of the oral reading recitation lesson during this period. At dne
point in his career, he attempted to learn:

" with some degree of numerical accuracy, how far the .reading
in our schools is an exercise of the mind in thinking and feel-
ing, and how far is it a barren action of the organs of speech
upon the atmosphere.”

The information that he secured led him to the conclusion that:

" more than eleven-twelfths of ‘all the children in reading classes
do not understand the meaning of the words they read; they they
do not master the sense of the reading lessons and that the ideas
and feelings intended by the audience to be conveyed to, and
excited in the reader's mind, still rest in the author's intention,
never having reached the place of their destination."”

The Roots ofADiscontent

A]thohgh there had been sporadic indictments of oral reading during
the garly and mid 1§OO'S (e.q. Horace Mann),.it wasn't uhtil the

period, from 1890 to 1908, and continuing on through the 1920's

Qi
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“against oral reading carried the most weight in bringing about a

Oral Reading Instruction - 5
that there arose a serious reaction against the exclusive reliance
on oral reading methods. Numerous arguments ap;eared in the professional
literature at this time calling to question the value of the oral
recitation lesson. Almost, all of the critics of ora! reading

advocated éxtensive practice in silent reading as the appropriate

alternative. It is difficult 1b ascertain which of the many arguments

shift in practice. [t appears, though, that there were at least
eight factors or areas of concern contributing to the movement away
from oral reading toward silent reading.
One force for the movement away from oral reading came from the
9

field of eddcationa1 phifosophy - in particular from the Herbartians.

Here there was a general emphasis on meaning and content in all of

education and a movement away from elocution and stress on the mechanics
as the goals of reading. The Herbartianggoctrine was introduced

into America at institutes and normal 55;0015, as well as fhrough

books on tHe methods of teaching. The period from 1892 to 1902 is

the time during which the Herbartians were most influential (Reisner,
1930). F. W. Parker,}perhaps the most influential educational philoso-
pher in Ameriéa during this period and a supporter of the Herbartian
movement, was an outspoken critic of oral reading. "“Reading is a

mental process," he states. "Oral reading is expression, and comes

under the heading of. speech” (1884; p. 388).

.
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A'second-force for change from oral to silent methods came from
leaders in the field of educational psychologyl Edmund Huey seems
to have been crucial in devéloping arguments against oral reading with-
in this community. Indeed, Horn (1932) points to the year 1908, the
year in which Huey's landmark text on reading was first published,
as marking the beginngng of the actual shift toward Silent’reading
in classrooms. Huey believed that by stressing silent reading in
instruction, children would come to think of reading as the "getting
‘or giving of thought” from what is written rather than simply as the
naming of certain words.

A third factor operating,tdward change was tied to the sﬁifting
role or function of reading in sociéty. Numerous Writers began to
point out that silent reading - not oral reading - is of importance
in "the affairs of adult life" (Gray, 1917).  Prior to this period
"reading aloud in the presence of auditors was the first of the |
fine arts to develop in America's hinterland. It was the chief feature
of every social gathering. Elocution or rhetorical reading was
universally popular." (Minnich, 1936). S.E. Parker (cited in ﬁ%eat,
1923)  describes this shift in social needs in thé following manner:

“(1) The social needs of former days required the teaching of

expressive oral reading; (2) the social needs of the present
require the teaching of effective silent reading.
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The Former Need for | _The Present Need For Effective
Expressive Oral Reading Rapid Silent Reading
1. Reading material was scarce 1. Reading material is abundant
2. Only a few were able to read 2. Reading is universal; only

a few are unable to read
3 Communication was very slow 3. Communication is very rapid
4. Spoken language was the chief 4. MWritten language is the chief
means of communication means of communication"

A fourth factor was derived directly from reading research.

W. S. Gray (1925) cites the findings from laboratory studies conducted
prior to 1910 relating to problems in the psychology and physiology of
reading associated'wfth the practice of oral reading (e.g., eye move-
ments and 1ip m§Vements) as being influential in the change of practice.
Subsequent stﬁdies reported by Pintner (1913) and Mead (1915) which
claimed the superiority of comprehension in silent reading over oral
read{ng rates offered continuing researtﬁ support for the shift in
classroom practice during this period.

A fifth factor was the rapid development of measurement and evaluation
iechniques during this period. The first silent reading tests which
attempted to measure efficiency of reading jnstruction were devised
_at about this time (Brown, 1914). In Gray's 1925 review of research

in reading, he reported that during 1914 and 1915 two-thirds of the

studies reported related to the organization, standardization, and

application of reading tests.

Co
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”Through their use it became p0551b1e to stUdy‘under classroom
conditions the reading habits, a achievements and difficulties

of larger groups of children. By the close of 1915 scientists,

administrators, and “teachers were measuring the results of

instruction, in reading, comparing achievements in oral and
silent reading, determining the factors which made for rapid
progress...and measur1ng the progress of pupils taught by
different methods."

Less than twenty-five years prior to this time, William James
(1892) had been able to state that "The teacher's success or failure
in teaching reading is based, so far as the bublic estimate is concerned,
upon the oral method" (page 422). This dramatic shift in the methods
and focus for assessing reading ability and their rapid adoption by,
school systems across the country certainly had a major influence on
the movement toward silent reading {(Smith, 1965).

A sixth factor was the grow1ng empha51s on content in read1ng
More and more students were complet1ng primary grades and continuing
in schooT thr0ugh the intermediate levels. At the higher levels, the

goal of reading to learn replaced that of learning to read The

content of the readers during this period was moving away , at least

at these levels, from moralistic pieces to informat1ona1 text. The
oral recitation methods it was felt were inadequate for. developing
independent reading habits and were inappropriéte for the varying types
of materials encountered at these levels (C T. Gray, 1929).

A seventh factor o perat1ng during this period was the beginning
of a debate over the merits of intensive versus extensive reading.

The tradition in the past had been toward intensive reading with

students spending a considerable amount of time under teacher direction
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on relatively short pieces of text. The oral reading recitation |
method lent itself very well to this goal of intensive practice
and mastery. Many writers during this period felt the need for students
to be more involved in extensive reading (Buswell and Wheel:.r, 1923).
[t was argued that silent reading was much better suited to the goal
" of wide reading. Oral reading recitations were better suited to
large group instruction with a single text. Proponents of extensive
.reading emphasized the need for individualized ihstruttion with the
students free to pursue their own reading interests. |

The eighth and final factor to consider, an outcome of several
of the others, grew out of the findings from a series of systematic
school district evaluation sfudies, beginning after 1910 (e.gq.,

Gray, 1917). Directors of these evziuations were often emerging
leaders in the field of reading and were also strong supporters

of silent reading. Thevaere outspéken in their criticism of the oral
. reading emphasis they found in schools.

What Is The Teacher's Role In A Silent Reading Method?

As the shift to silent reading took hold and gained ‘momentum
during the early IQQQ'S, there was considerable speculation as to the
appropriate rolé for the teacher in guiding silent reading. The method
that began to evolve was closely tied to the growing populérity of
the whole word method and a movement toward controlled vocaﬁulary in
readers. This focuskon words as the significant unit of insfruction
and the contrblling vériable in text development gave the teacher some-

thing to focus on in preparing students for the silent reading of
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contrived text. Level one of tHe McGuffy readers (1887), the first
readjng series to give serious attention to vocabulary control,
offered this prescriptive advice to the teacher:

#n this book, all new words in eacH lescon are given at the

head of the lesson. The pupil should be able to identify

these words at sight, and to pronounce them correctly before

reading aloud the sentences in which they occur..." :

The importance of vocabulary introduction and teaching new
onds before reading was easzy carried over to the guiding of silent
reading. h

The intensive practice notion associated with the oral recitation
lesson was abandoned in favor of stress on the efficiency of the first

reading as being the important focal point or goal in the reading

lesson. The teacher's edition of the New Barnes Readers (1916) offers

the following description:

“In our search for new roads to reading, it is strange that we
seldom think of the time that would be saved if the pupils were
trained to get the thought from a page at the first rapid, silent
reading of it. If we can train a pupil so that at first reading
of a lesson he will do it intensively and grasp the thought
expressed by the printed page, it will be unnecessary for him
to read it again and again, repeating the text, word for word,
until the thought is impressed in his mind."

Whereas in oral reading it had been a relatively easy matter for
the teacher to monitor pupil performance and hold students accountable
for having completed a lesson successfully, such was not the case in
silent reading lessons. The teacher using silent reading needed some
means to check on whether the child had successfully recognized the
words in the text and apprehended the author's message. This was

accomplished through questioning4over the content and oral rereading.

t
[V,
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W.S. Gray (1918) provides the following description of a reading
lesson he observed in a St. Louis middle school:

"The lesson was introduced by (the teacher) asking the name of
the story. The pupils then read the first paragraph to them-
selves. The teacher asked the following questions: What is
meant by conquest?. What is an event? The paragraph was then
read aloud. Three errors were corrected. The pupils then read
the second paragraph silently. Several other disconnected
questions were asked. The pupils read the second paragraph
orally, and were severly criticized by the teacher."

- It appears that this practice of using oral reading to check on
the accuracy of word perception after silent reading was quite popular.
It should be noted that this is a far different practice from that

of the oral recitation lesson described earlier. The practices for

guiding reading described by Gray above, were not defended nor had

they even been advocated‘in the literature. In fact, there were a

nunber of texts published during this time which advocated different

methods of guiding silent reading (e.g., Germaine and Germaine, 1922;

wafkins, 1922). The recommended methods for brimary levels put forward

in books of this type typically consisted of presenting sentences
~which required action responses on the part of students. There is

no evidence that such methods were ever adopted into classroom

instruction or commercial materials on a large scale.

when Is The Best Time To Introduce Silent Reading?-

In addition to the question of the role of the teacher in guiding
silent reading, a second major issue during: this period of change was

when to introduce silent reading. In reviewing the writings on this

question it is fairly clear that. the argumeﬁts for increased emphasis

\, o f\

~ b
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on silent reading by the major forces in the field were focused on

intermediate and not primary levels. With very few exceptions, the

major writers and researchers ofvthis period defended the use of oral
reading in pfimary grades. Judd (1918) stated that ora]ureading is
the natural form of primary reading. Stone (1922) stated that "The
great majority of scientific students of the reading problem regard
the oral method as the appropriate and indispenéab]e method in the
primary reading lesson." He asserted that the development of smooth,
fluent oral reading in the prjmary grades is an important aid in thé
development of the proper eye movement habits in silent reading.. He
believed that vocalization is a natural tendency of the beginning
reader and cited Freeman (1916) as evidence for the fact that such
sub-vocalization has important connections with the apprehension
of meaning.

Buswell (1923) stated the following:

"Such an extensive view (i.e., that oral reading should be abolished)
is entirely unwarranted. Both oral and silent reading have values,
but the two processes are not at all the same. It is-not the
thought of this writer that silent reading should supplant oral
reading in the primary grades, but rather it should in an in-
creasing degree supplement oral reading." (p. 3
Despite such arguments to the contrary, it appears fhat in

practice oral reading was being replqcéd by silent reading in the primary
as well as intermediate grades. McGaughly (1924) reported the follow-

ing results of a survey related to the uses of silent and oral reading

in schools:
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1. Overall, oral reading was more prevalent than silent

reading;
2. larger cities however, had a greater use of silent

reading than oral reading;
3. 6/7 of the larger cities used silent reading in the

first grades (only 1/2 o% the smaller ones reported

this). |

The Report of the National Committee on Reading (1925) recommended

that "pupils should be taught from the beginning to read both orally
and silently, and that as a rule, approximately an eqUa1 amount of
class time should be devoted to each type of reading in the first
grade." Hyatt (1943) reported that her study revealed that oral
reading was not being emphasized in many schools after 1925.

These data and the available anecdotal descriptions of classroom
practices would seem to suggest, (1) that silent reading was rapidly
replacing oral reading as the principai focus for instruction during
this period, and (2) that the form of oral reading instruction in use
had changed from the recitation lesson format to a means of checking
on word perception during silent reading.

A Spirited Reaction

Beginning around 1930 and continuing through the next decade
there was a discernible movement in the professional literature for
reinstating the role of oral reading in the primary grades. Much
of the commentary was focused on the loss of the art of teaching

oral reading although it is not evident that "the art" was ever common




Oral Reading Instruction - 14

practice in classrooms past. Simpson (1929) stated:
»~ _

"During the past ten years...the art of oral reading has either
been abandoned by the school as unimportant, or else neglected
to such an extent that we frequently find the exceedingly waste-
ful practice of one pupil, 'say, in a class of twenty, waiting
his turn to read aloud, in the meantime 'keeping the place'
while his nineteen classmates read" (p. 137).

Simpson called for a Weturn to the practice of the teacher offering

a good oral model for the pupils to follow. The teacher's purpose

in reading aloud was"...to set up an ideal of reading...(showing that)...
oral reading should always be the expression of assimilatea thought"
(p. 138).

Paul (1932) attributed the poor results of programs which appeared
to stress oral reading on: (a) inadequate classroom practices, (b)

vague, indefinite objectives, (c) except for securing better mechanics,

no knowledge of workable techniques, (d) the entire unsuitability of
material used for oral interpretation, and (e) the lack of interest
and preparation on the part of teachers. She cited the following as
significant roles of oral reading:

1. Developing and testing comprehension

2. Gaining control in the use of language
Developing literary apprecigtion
Personality development

Cultural growth

o »n &5 W

Socialization (group experience)

Paul advocated oral reading both as a means to an end (efficient silent

reading) and an end unto itself (expression).

LD Buid
(V) ~U
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Moore (1932) presented the following almost philosophical
retrospective on the silent/oral debate:

“Almost all new_mgvements in human progress display to some extent
a destructiv€ tendency. They attempt to establish themselves
more rapidly\and surely by stressing the defects and weaknesses
of current betiefs and practice. Quite commonly it is made to
appear that there is something.essentially antagnostic between
the old and the new. This may be true, but it has f.equently
hag.ened that things of value have been cast out altogether or
unduly neglected which .should have been interpreted in the light
of new discoveries and presented in better form. Even where the
advocates of a new movement have no desire to bring about a
complete substitution, there is apt to be extreme emphasis on
the new theory or discovery while it is getting a focthold...the
field of education furnishes many examples of this sort of waste-
ful confusion. One of the latest is the false antagonism that
has grown up in many minds regarding the respective merits of
oral and silent reading." (p. 83)

Moore went on to point out the many areas of the curriculum where

oral and silent reading could work together in a complementary fashion.
Despite these sometimes impassioned calls for the return of

oral reading to primary reading programs, no such movement developed.

The McDade Non-Oral Method

If there was a movement in practice during the 1930's, it was
toward the total elimination of oral reading. The principal advocate
of this extreme position was McDade in his non-oral method. In this
method, all reading was taught silently from the very beginning. He
described the approach as being based on two cardinal rules: (1) The
positive rule was that there must always be an association of the
printed word and its meaning (e.g., every time the child would read

'door', the door itself (or a picture) must be dealt with in some

fashion, touched, pointed to, opened, etc.); and (2) The negative




' !* . Oral Reading Instruction - 16
)" rulé was that there must never be an association of the printed word
with .the vocal word {McDade, 1944). McDéde described the psychology

of the dpproach in the following terms:

"In non-oral reading we avoid at the beginning sandwiching speech
between the print (V) and its meaning (M) as oral reading does:

visual print ----» oral words ----) meaning -
v 0 M

-~

Instead we persistently and undeviatingly associate visual print
(V) with meaning (M):

V--=-3 M
_..when the child has rea for meaning only for (say) twe years,
he has formed - we hope for 1ife - the basic habit of finding

/

meaning immediately in print. When he then reads orally, the e

psychology of his oral reading follows the correct form in
which meaning comes before saying: .

visual priAnt ---> meaning ---3 oral words"
v M 0
McDade conducted a number of different experiments with this method.
The first experiment (1935) was in a single first grade classroom
“where the abpr?ach was tried for a year. The results were regarded
as so good to McDade that two other classes were identified and teéted

. ' .
for comparison purposes. The non-oral class was found far superior

in achievement as compared to traditional classes. During the ten
year period frbm 1935 to 1945 the Chicaéo Puboic Schools‘carried on
a ten year experiment in non-oral reading. The following gives a
breakdown of its use: 1935 (1 class); 1936 (ﬁ] classes); by 1939
(470 classes); Sy 1945 (137 of the 346 elementary schools). Al

together there were more than 70,000 pupils taught in this way.

1)

~ &
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The‘methdd also received heavy criticism. Rohrer (1943) wrdte
a devastating critique of the methodology used in McDade's first study
and stated that its conclusions were meaningless. Rohrer argued that
the non-oral method violated the .psychological pr1nc1p1e of the
motor theory of consciousness. Basrca]]y, this theory holds that
it is impossible to have thinking, and hence learning, unless there
is bodily movement Rohrer argued that in the beg1nning stages of
Jearning to read the;e\should be a max1mum of oral activity. Pronounc-
ing is important for the beginner; not only because of the link with
speech, but because of the fu]]est range df motor ex;ression'is a
\ tremendous asset in all childhood learning. Buswell (1945) reported >
on an attempt to evaluate the effectiveness of McDade's non- oral approach
in Chicago pub]1c'schools. Although the approach was used on]y through
grades three, Buswell focused the evaluation_on students who were in
. grade six arquing that if differences in performance could be found
at this p01nt then the effects of the method were indeed substantial.
He 1dent1f1ed students who had come through one approath (non;ofal)
or the other (traditﬁonal) and then set up a matched set comparison
for the two groups on achievement and 1ip movehent during silent
reading. No statistically s1gn1f1cant d1fferences were found on any
of these measures. Interest in the non-oral method d1ss1pated rap1d1y

after this point.

The Basal Consensus

The turmoil of the.1930's led into a quiescent 40's. By the

early 1950's a time of consensus in American reading'instruction had
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been reached {Chall, 1967). The basal approacb assumed a dominant
.position in primafy grade 1ns§ruction and mosf basal systems tended
to look a lot alike. Rigorous control over vocabulary in readers
had become a finely tuned science with complicated formulae for the
rate of introduction and repetition patterns. The content of readers
consisted almost exclusively of "rea]istic" fiction. The teacher's
role in guiding reading followed by in large the principles set forward
in the Directed Reading Activity by Betts (1946). Oral reading wa§

relegated in principle within the basal approach to a relatively minok

role. In practice, it éppears that oral reading remained popular
as a means of checking on word perception during silent reading.
Horn and Curtis (1949) of fer the following description and comment&ry
on this practice: |

“Oral reading is frequently taught in a manner detrimental to

 th€ development of either the abilities common to oral and
silent reading or the abilities peculiar to each. For example,
pupils who have made littlgzor no preparation fo read to other
members of their class wio sat with books open, following the
reader's progress word & word - often to detect a mispronunci-
ation or other petty mistakes."

The results of Austin and Morrison's (1963) surVey of instructiona]
praciices offer cohvincing evidence -that this "rouﬁg-robinW procedure
was the dominant method for guiaing oral reading in classrooms across
. the country throﬁgh?the 50's and 60's. The data from a survey by
| Artly (1972) suggests similar patterns through the late 60's and
early 70'5.‘ Thirty-se?en percent of theAtea;hers surveyed in his

study indicated that the méjor justification for oral reading

instruction was to stress precision in word perception. With respect

vy 29
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to. the practice of taking turns in a group, teachers (47%) said that
it gives all children a chance to practice their word recognitior
skills. TeacherS'(47%) reported that the best way to evaluated the
quality of oral reading was to count errors.
A survey of oral reading practices in regular classroom settings

1

reported by Daly and Hof fman (1982) indicates that similar patterns

6f use and beliefs about oral reading continue to this day. They
report that the vast majority of classroom teachers regard oral

' reading as a valuable part of them‘HStructional program for both the
good and the poor reader. The dominant/pattern for practice is turn-

taking with the teacher monitoring for accuracy.

What Are the Effects 0f Oral Reading on Pupil Learning As It Is Practiced

In "Typica]" Classrooms?

Other than the data documenting the frequency-and characteristics
of oral reading practice in classroom settings we have no strong
ev1dence from classroom research regarding its effects on pupil learning
‘as compared to silent reading. Stallings (1980) has reported the
results of a study which favpred oral over silent reading practice
in terms of reading achi vpment This study focussed, however, on
remedial junior high schooi classrooms. There has been classroom
research which suggests~- that within existing practices of oral read-
ing - some elements are more positive]y related to growth in students

reading achievement than others. Anderson, Evertson, and Brophy

(1979) have reported the results of an experimental study with first

grade students which suggests that teachers can have a positive
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effect on pupil achievement by cailing on studehts for oral reading
"in turn" rather than at random. They also found that students who
practiced oral reading in easier material did better in_terms of
) achievement gains than those who practiced in more difficult material.

" Hof fman (et,al., 1982) reported findings from a study of oral
reading in second grade c]assrpoms which again ‘suggests that the
easier the practice materials for oral reading.the‘greater the amount
of achievement §ain. They also report a negative relationsh;p between

teachers giving the words when students make errors.and growth in
achievement.

in an earlier study, Hoffman and Clements (1981) reported the
findings of a study which suggested specific ways in which the patterns
of teacher responses to the errors of high and low ach1ev1ng students
Jare re]ated to the studénts reading strateg1es. They speculate on
the ways in which the teacher responses offered to the oral read1ng

errors of poor readers contribute to cont1nued patterns of failure.

Oral Reading In Clinical And Research Settings

In eentrast to the somewhat tainted view of oral reading in-
regular classrooms that has evolved over'the past century, the uses
of oral reading in clinical and ]aboratory research settings have been
accepted by a broad spectrum of researchers and practitioners alike.
The use of mu1t1sensory and language experience based approaches |
which contain a heavy emphas1s ‘on oral reading have been a s1gn1ficant
part of instructional programs for disabled readers since the found1ng

of Grace Fernald's remedial clinic at UCLA in 1921. Over the past

-
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fifteen years, efforts to use oral reading in remedial instruction
have received increasing attent1on in the research literature.

Neville (1965) reported the results of an exploratory study
in which significant differences on word recogn1t1on and comprehension
measures uere found for orai methods. The method relied on echoic
reading wtth the teacher reading'text aloud and the student emulat-
ing the mOdel in turn with his‘or her own reading.erevi11e (1968)
in extending this line of research argued that the assoc1at1on of
meaning-with printed words is facilitated through oral response
After repeated practice, the mean1ng then becomes directly related
to the printed form. As the pronunciation of words becomes superfluous,
he proposed, vocalization during silent reading should decrease, and
by the process of cue reduction, skill in sfient reading would gradually
develop. He cr1t1c1zed "the look-say approach for 1ts focus on single
words and suggested that a focus on 1arger unjts wh1ch include into-
nation patterns is more appropriate. in this follow-up to the 1965
study, he found that a group taught through echoic'response techniques'
had a reduction in vocalization over a silent‘reading group. He also
found that the echoic approach group achieved greadter fluency of
reading over a simple oral reading.group; No differences were found
in this second study with respect to word recognition or comprehension
\between groups. | .

Heckleman (1968) reported on the use of an oral reading technique
termed the Neurological Impress Method (NIM) with_disabIed‘readers.

This is a -system in which there is unison reading between the teacher

f)f\
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and the student. ‘The teacher uses his/her finger es a locater.
Heckleman reports outstanding success Withidiseblednreaders in
clinical settings using this approach. Cook (1976) investigated the

. effectiveness of the neurological impress method with remed1a1 read-
ing students and found statistically signif1cant.d1fferences on oral
and silent reading comprehension tests and a word recognition test

in favor of NIM.

Keislar and McNeal (1968) found in their research that an oral
method (i.e.; speaking the words aloud while learning) was super1or
to a silent ]earning program even though the criteria cons;sted of -
silent reading.. This was an ertended replication of an earlier study
with similar results. |

The method of Assisted Reading (Hoskisson, 1975; and Hosk1scon,
Sherman, and»Sm1th 1974) has also been used with success in clinical
,setf%ngs.' In -this method someone reads phrases or sentences in a
story one at a time, and the child repeats each phrase or sentence

- after the reader. This procedure, similar to the echoic method
reported on by Nev1lle (1965, 1968), is continued through an entire
story. As an alternative to-sentence patterns and repetition a story

may be read'and reread a page at a time.
' .

R4

L0V1tt and Hanson (1976) reported success with a technique which
included continuous oral practice to cr1ter1on levels of rate and
comprehension on passages. Their treatment involved both sk1pping
and dri]ling'on passages. In some cases where students were making

rapid success, they were'allowed to skip to higher levels. In cases
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where there was difficulty, there was intensive rereading (drill)
on paSsages-before moving on. .
Chomsky (1978) reported "remarkable" success in a clinical setting
with a story type method of guided eral reading. ‘The researcher would
read passagés to students providing a model and then students would
attempt to follow the model as they read the passage aioud. |
| Samueis:(1979) reported success with a method called "repeated
readings” in which the children were required to read and reread
short meaningfu]ipaSSages several times until satisfactory leveis
of fluency were reached. Then the practice was repeated with a new
passage. Samuels provided empirical evidence showing the method
results in increased speed and in a reduction of word recognition

errors not only for the given passages, but also for new passages.

Why Do Oral Methods of This Type Work?

Why oral methods work in this context has been a popu]ar area
of speculation. Samuels interprets the growth- in reading abiiity that
takes place under repeated reading conditions“in terms of Laberge
and Samuel's automaticity theory (1974). The focus on fluency in
repeated readings encourages automatic or rapid assimilation of text;
thus reducing the load on cognitive attention at the decoding level.
The student is then free to attend more to the meaning of the text.
Schreibner.{1980) suggests that the reason programs of these

types are so successful is that they facilitate the discovery of

the appropriate syntactic phrasing in the written signal. It is
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through the mapping of the prospdic features of language (pitch,
stress, and juncture) onto the text that the reader is led to discover
its richness.

Bill Martin (1974) rationalizes a story type oral method in his

popular Sounds of Language series on many grounds. One obvious advantage

of this method as evidenced in these materials 1is that the text
contains rich 1anguage and meaning .for children since there are no
specific vocabulary controls in opefation. With this approach, the
stories are not only fun and therefore motivating, they have predictable
patterns of 1anguage which are useful to §tudents in reading them
independently. o

‘Many. have suggested that oral reading is a‘na;ura1 stage for the
beginning reader in moving toward silent reading proficiency (see
Hoffman, 1981). The oral feedback loop is reinforcing to the beginning
reader in his/her efforts to decode text. As the oral mechanism
becomes superfluous, it disappears on its own. The argument is simi-
lar to that proposed by Vygotsky (1962) on the evolution of inner .
speech for thought from a purely oral language stage.

From a task analysis and management perspect1ve - an area of
great concern for teachers - oral reading may be better suited to class-
room instruction tﬁan silent reading. In particular, when the goals
are specifié to the development of décoding efficiency. Teacners

are in a much better position to monitor and provide formative feed-

back to actual performance during oral reading.

From a sociological perspectiye, oral reading is a social actiyity
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which has inherent facilitating effects (Zajonc, 1965) if success is
insured. The social nature OF oral reading is rooted deep'inﬁthe ear]test
litérary experiences of many cﬁi]dren when their parents read to them.

Reading for the early reader is‘both a social and a personal event.

Froh a language development perspective, it seems that bral

methods - with their focus on large units bf'discourse like a story

r rhyne - reflect closely the "whole language" environment in which
oral'éki1ls are first developed in children. 0ddly enough, it was
this very same argument that was used to explain the superiority of
the "word" method over the ABC and phonic methods in the nineteenth
century. However, research over the past two decades in‘]anguage
acquisition has clearly shown that the word is not the significant
unit in language development. It is the word embedded and experi-
enced in language use that is crucial. A1l levels of language - the
phonetit, syntéctic, prosodic, semantic, and pragmatic - are acquired
simultaneously through the child's interaction with the whole language.
Certainly all of these reasons, and there are 1ike1y‘hany more, help
explain why oral'methods such as those described earlier are effective
in promoting growth in reading.

Conclusions and Recommendations

We have reviewed oral reading instruction in two environments --
the classroom and the clinical setting. The former has demonstrated
the staying power of oral reading; the latter, the success of several

-

approaches. What conclusions can be drawn?
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First, guided oral reading practice has the apparent potential

to contribute significant]y‘to growth in reading ability. Specifically,

teacher guided practice can deve]op (a) reading fluency through focus

on the prosodic features of language and on units of language dis-

course larger than the word ggg_(b) camprehension through the reduced
cogn1tive attention to decoding and the emphasis on the reader's
Ty,

interpretation and communication of the author's intended message.

Second, effective practice in oral reading includes elements

such as _the fol]ow1ng

A. The use of text which is rich in language in terms of rhythms,
patterns, and quality of expression;

8. The modeling of appropriate oral reading by the teacher;

€. The opportun1ty to rehearse text by students;

D. The opportunlty to perform ora]]y in both individual and
audience contexts;

£. Sustaining/formative feedback by the teacher to the student's
performances; ’ -

F. Teacher guided analysis of text - in terms of language usage
and author's intended meaning;

G. An emphasis on oral reading which expresses the author's
intended meaning.

H. High stendards for pupil performance before moving on to

new text.

This enumeration should not be interpreted to mean that there is a
single best oral reading method, but that there are likely many
effective formats which may stress one or another of these features

depend1ng on the specific 1nstruct1ons1 obJect1ve(s) being addressed.
. v ')2?
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Third, the dominant use of “round-robin" type oral reading in

schools today is a result of:

A. The need for an accountabi1ity/m6nitoring system on the

part of teachers to check whether students are recdgnizing
, words and to insure that all students have been exposed to

the content;

B. The stilted and contro]led language of the basals which does
not lend itself to interpretative or expressive reading;

C. The focus in reading instruction on the accurate pronunciation
of the word as being the most important variable in learning
to read.

Recommendations

We recommend extensive research info the efficacy of oral read-
ing programs of the types just described in regular classroom settings.
'Ne‘are not advocating a nosté]gic return to the "good old days" of
long ago, simply suggesting that oral reading methods that Qere dropped
in the early 1900's only to be rediscovered in clinical settings
over the past 15 years are deserving of attention. To indict oral
reading for the way in which it is currently practiced is to misdirect
attention. These %ndictments only serve to antagonize and further
widen the gap between theory and practice. We need to actively promote
effective 6ra] reading and de-embhasize the need for oral reading as
an ;ccountabi]ity check on silent reading. We should avoid creating
a false antagonism between oral and silent reading. Studies which

compare advantages of silent vs. oral reading are 111 advised and

%
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serve only to divert attention from a much larger jssue of the desperate
need for more practice (i.e., reading from connected text) in all phases
of our reading-brograms. Both silent and oral practice are va]uable.
Oral readiﬁg lends itself to intensive practice with a great deal of
input and direct instruction from the teacher.‘ Silent reading lends
itself to extensive reading with a minimum of teacher guidance. Un-
fortunately, with the basal approach as it is currently used in classrooms,
these conditions are hopelessly confused. We now have a stress on
irtensive feacher involvement in guiding silent reading to the point
that a "silent" reading lesson today - dyring the guided reading
portion - is a fractured expeyrience &escribed recently by the seven-
year-old son df a colleague as "start-stop reading.”

It is our hope that a resurgence of effective oral reading practices
in classrooms will bring with it two related developments. First, a

- return to the use of quality literature in the developmental réading

program (of ghe type found in the Sounds of Language series). And

second, greater emphasis at early levels on‘indegéndent silent reading
in trade books by students with a minimumabf teacher direction. Oral
and silent reading must work together if the research of the past fifty

years is to result in a'hua1itative change in the American classroom.

L 20

s




REFERENCES

Allington, R.L. The Reading instruction provided readers of
differing abilities Elementary School Journal. In press.

Anderson, L., Evertson, C., & Brophy, J. Study of effective teaching
in first-grade reading groups. Elementary School Journal,
1979, 79(4), 193-223.

]~Art£ey, A Sterl. Oral reading as a communication process. The
2 - _Reading Teacher, October, 1972, 26, 46-51.

Austin, M., & Morrison, C. The First R: The Harvard Report
on Reading in Elementary Schools. New York: The MacMillan
Co., 1963. .

Betts, E. Foundations of Reading Instruction with Emphésis in
Differential Guidance. New York, N.Y.: American Book Co., 1976.

Brown, H.A. The movement of efficiency of instruction in reading.
Elementary School Teacher, June 1914., XIV, 477-490.

’ ——

Buswell, G.T. Non-oral Reading - A Study of its Use in the Chicagg '
public Schools. Supplementary Educational Monograph No. 60,
19a45. Chicago, ILL: University of Chicago Press.

Buswell, G.T.; W. H. wheeler. The Silent Reading Hour: Teacher's
Manual for the Second Reader. Chicago: wWheeler Pub. Co., 1923.

Chall, J. Learning to Read: The Great Debate. New York: McGraw-
Hill Pub., 1967.

Chomsky, C. When you still can't read in third grade: After
decoding, what? In S. J. samuels (Ed.) What Research Has to
Say About Reading Instruction. Newark, Del: International
Reading Association, 1978.

Coe, I., & Christie, A.. Story Hour Readers, Manual. New York:
American Book Co., 1913. ‘

Daiy, J. & Hoffman, J.V. Teacher beliefs and practices toward
oral reading intervention. Unpublished manuscript, The University
of Texas at Austin, 1982.

Durkin, D. Teaching Them to Read. Boston, Mass: Allyn & bacom,
Inc., 1978. '

Freeman, F. Psychology of the Common Branches. Houghton Mifflin
Co., 1916 ] :

Y
-




Germane, G. E. & Germane, E. G. Silent Reading: A Handbook for
Teachers. Chicago: Row, Peterson & Co., 1922.

Gray, Clarence T. The purpose and values of oral reading in the
intermediate and upper grades of the elementary school.
Elementary School Journal, January, 1929, XXIX, 335-343.

Gray, W. S. Reading. In Survey of the St. touis Public Schools,
(chapter xii). New York: Yonkers on the Hudson, 1918.

Gray, Wm. S. The relation of silent reading to economy in educations
Second Report of the Committee on Minimal Essentials in Elementary
- School Subjects: Cixteentn Yearbodk of N.S.S.E. (Part 1), 1917.

Gray, Wm. S. Summary of Investigations Relating to Reading.
Educational Monographs No. 28. Chicago: The University of
Chicago, 1925.

Heckleman, R. G. A neurological-impress method of remédia] reading
instruction. Academic Therapy, 1968, v(a), 277.

Hoffman, J. V. -Is there a'legitimate place for oral reading instruction
in the developmental reading program: Elementary School Journal,
May, 1981, 81(5), 305-317. .

-3
Hoffman, J. V., & Clements, R. 0. A descriptive study of the
characteristics of miscue focused verbal interactions between
teacher and student during guided oral reading. Paper presented
at the annual conference of the }hternationa] Reading Association,

New Orleans, 1981.

Moffman, J. V., Clements, R. 0., 0'Neal, S. F., Nash, M. F.,

Kastler, L. & Segel, K. W. Guided oral reading and miscue
focused verbal feedback in second grade classrooms. Paper
presented at ‘the annual conference of the American Educational
Research Association, New York, 1983. '

' Horn, Ernest. Forward‘prééent trends of thought on oral reading.

University of lowa Extension Bulletin No. 299, Sept. 1, 1932,
.College of Education Series No. 31, Iowa City: The University
- of<lowa.

Horn, .E., & Curtis, J. Improvement of oral reading. NSSF Yearbook ,
1949, 48th, Part 11, 254-266. '

Hoskisson, K. Successive approximation in beginning reading.
Elementary School Journal, 1975, 75, 442-451.

- &




Hoskisson, K., Sherman, T., & Siith, L. Assisted reading and parent
involvement. The Reading Teacher, 1974. 27(7), 710-715.

Howlett, N., & Weintraub, s.  Instructional Procedures. In R.C.
Calfee & P. Drum (Eds.) An Analytic Study of Compensatory
-Reading Programs. Newark, Del: International Reading Association,
1979. —

Hyatt, Ada. The Place of Ofal Reading in the School Program: Its
History and Development from 1880-1941. New York: : Teachers
College, Columbia(ﬁniversity, 1943.

James, William. Psychology. New York: H. Holt and Company, 1892.

Judd, C. H. Redding: Its Nature and Development. Chicago: University
of Chicago Press, 1918.

Keislar, E. & J. McNeil. Oral and non-oral methods of teaching
reading. Educational Leadership Research Supplement, May
1968, 761-764. :

Laberge, D., & Samuels, S. J. Toward a theory of automatic information
processing. Cognitive Psychology, March 1974, 6, 293-323.

Lovitt, T.C., & Hansen, C. L. The use of ‘contingent skipping and
drilling to improve oral reading and comprehension. Journal
of Learning Disabilities, October 1976, 9, 481-487.

Mann, Horace. Second annual report of the secretary of the board
- of education - 1838." In Life and Works .of Horace Mann, II.
Boston: Lee & Shepard, 1891, 531-532.

Martin, Bill. Sounds in the Wind, (Teacher's Edition). New York:
Holt, Rinehart and Winston, Inc., 1974.

McDade, J. Examination of a recent criticism of non-oral beginning
reading. Elementary School Journal, February 1944, XLIV,
343-351.. o

McGough, J. R. Distribution of grades in which elementary school
subjects are taught in 375 cities. The Elementary School
Curriculum, Second Yearbook of the Department of Superintendence,
1924, Washington, D.C. Department of Superintendences of
the N.E.A. '

McGuffey, Wm. H. McGuffey's Alternate First Reader. New York:
American 8ook Co., 1887.

McMurry, C. A. Special Method in the Reading of Complete English
" Classics. Bloomington, ILL: Public School Publishing Co.,
1899.

1899.




Mead, Cyrus D. Silent vs. oral reading with one hundred sixth-
grade children.: Journal of Educational Psychology, June 1915,
vi, 345-368.

Minnich, Harvey C. William Holmes McGuffy and His Readers. New
York: American Book Co., 1336.

Moore, A. F. Some aspects of oral reading in primary grades.
Elenentary English Review, April 1932, 9, 83-85.

New Barnes Readers, Teacher's Marual. (Primer and Book One).
A. S. Barnes Co., 1916.

Neville, M. H. The effect of silent reading; oral reading and
listening on accuracy and comprehension in beginning reading.
Unpublished Master's yhesis, University of. Calgary, 1965.

Neville, Mary H. Effects of oral and echoic responses in beginning
reading. ~Journal of Educational Psychology, 1968, 59(5),
362-369. : ‘ i

Newe]l,lM. Newell's Fourth Reader. Baltimore: John B, Piet
and Co., 1880.

Parker, Francis W. Talks on Pedagogies. New York: = A. S. Barnes
and Co., 1884.

Paul, V. A. Present Trehdé of Thought on Oral Reading, September
1932, College of Education Series No. 31. Towa City: 'The
University of Iowa.

Pintner, Rudolph. Oral and silent reading of fourth-grade pupils.
Journal of Educational Psychology., June 1913, IV, 333-337.

Raub, Albert N. Methods of Tgﬁchingi_ Including the Nature, Qbject,
and Laws of Education, Methods of Instruction, and Methods of
Tulture. Loch Haven, PA: Raub & Co., 1884.

Reisner, E. ‘The Evaluation of the Common School. New York:
The MacRillan Co. ,1930. :

The Report of the Nationél Reading Committee. The Twenty-Fourth
Yearbook of the Societ for the Study of Education (Part I).
hooV Publishing Co., 1925.

 Bloomington, ILL: Pub ic Sc

Rohrer, J. H. An analysis and evaluation of the (non-oral) method
of reading instruction. Elementary School Journal, March,
1943, x1iii, 415-421. ‘ ~




Samuels, S. J. The method of repeated readings. The Reading Teacher,
1979, 32, 403-408. ‘ :

Schreiber, P. A, On the acquisition of reading fluency. Journal of
Reading Behavior, 1980, X11(3), 177-186.

Simpson, 1. J. Heiping the teacher improve oral reading in the grades.
Elementary English Review, September 1929, vi, 167-170, October
1929, vi, 201-203. 8

Smith, N. B. American Readingﬁlnst?uctidn; Newark, Del: International
Reading Association, 1965. ‘

Staltlings, J. Allocated academic learning time revisited or beyond
time on task. Paper presented at the annual meeting of the American
Educational Research Association, Boston, 1980.

Stone, C. R, Silent and Oral Reading. Houghton Mifflin Co., 1922.

Taylor, Nancy, pickert, S., & Chase, M. Views on Yanguage and reading:
A -comparison of the opinions of university faculty, teachers and
parents. Educational Research Quarterly. 1980, Fall, 74-84.

Vygotsky, L. Thought and Language. Cambridge, Mass:. MIT Press, 1962.

watkins, Emma. How to Teach Silent Reading to Beginners.- Philadelphia:
J. B. Lippincott Co., 1922.

3

iheot. H. G. The Teaching of Reading. Boston: Ginn & Co., 1923.

Zajonc, R. B. Social Facilitation. Science, 1965, 49, 269-274.




Technicil Report #3

“Teacher Beliefs, att1tudes, and preferred practices in oral
reading instruction"

Daly and Hoffman will be available on request from the principal
. investigator as of March, 1983.




g | " Final Report
Project No. 9-1289
Grant No. NIE-6-80-0033

, Direcfor:"dames V. Hoffman
The University of Texas at Austin
Austin, Texas 78712 '
v"'FeedbaCk to Oral Reading Miscues .
December 1982
Amount of Federal Funds - $24,900 ; o
Beginning and Ending Dates July 1, 1980 to Sept. 30, 1982

(=
(O]




£

Feedback to Oral Reading Miscues

I " Parts I & II

[
..‘1




Feedback to Oral Reading Miscues

Part III

» -
Co




A Study of Theoretical Orientation
to Reading and Its Relationship to
Teacher Verbal Feedback During
Reading Instruction

James V. Hoffman
The University of Texas at Austin

. Cherry L. Kugle

‘'The Research and Development Center
for Teacher Education . '

April 1981

] Gl T

o ogpe |
RA L.A., G/ |

19,1}¢i"~[ g AE

This study was supported in part by Contracts and Grants for the National
Institute of Education to the Research and Development Center for Teacher
Education, The University of Texas at Austin. The opinions expressed herein
do not necessarily reflect the position or policy of the National Institute
of Education and no official endorsement by that office should be inferred.
Paper presented at the annual meeting of the American Educational Research
Association, Los Angeles, April 1981.




Ry

A Study of Theoretical Orientation to Reading and Its Relationship
to Teacher Verbal Feedback During Reading Instruction

James V. Hoffman and Cherry L. Kugle

| _ There is a current and intriguing notion in reading education that many,
if h6£ all, teachers operate from a theoreticai orientation ér conceptual
framework when instructing (Harste & Burke, 1977; Duffy & Metheny, 1979;
Kamil & Pearson, 1979). This basis for 1nstruct16ﬁ is viewed as an implicit
pfoduct of a giQen teacher's set of assumptions, Beliefs, and knowledge about
;eading. "Such a theoretical base influences all instructional décisions made
by a teacher, ffom lesson pllﬁﬁfﬁg to behavioral interactions with students
during instruction. Most teachers are likely unawarl?that they opérate ffom
a consistent theoretical base in the maqnér just described, and would»havé
difficulty articulating their own theoretical orientation in any explicit or
formal mannér.

fhe relationship between theoretical orientation and observed behaviors,

as well as that between implicit understanding #nd explicit aw#reness which
guides action, can be éxplicated by*g%alogue to an approach to understanding
language use. With this approach, psycholinguists have attempﬁed to relate a
native speaker's knowledge (language competence) of_the ru}e structure (grammar)
of a language to the use of this knowledge in generagiggfépeech and communicating
(language performance). It is only as the result of considerable stud;,
introspection and inference that we can begin to make explicit statements about

the characteristics of this language grammar. Such statements must be of

sufficient rigor and precision to allow one to make predictions about language

behaviors and then seek out confirmation of the predictions in naturally

existing phenomenon. While researchers have had only limited success in

specifying the exact gramatical characteristics of given languages, the

oy




. Methods and Procgdures . .

-

Instruments = ",

TORP. The TORP consists of 28 items reflecting belief-systems felt
to be operating during reading instruction. Items are respégﬁed to on a
scale of one to five, with iower ratings indicating more agéeement'wish

«the statement. The total scores calculated for each respondent are felt

by the author to be a general indicator of the respondent's theoretical

~
"

orientac%on to reading. Scores in the lowef range (0-65) indicate ;
phonics orientation, in the middle range (65-100) a skills orientation,
anq in the high range (100—150) an orientation toward wholewlanguége.' .
PRI. The PRI consists of 45 items reflecting five conceptions of
reading: basal Ce#t, linear skills, interest-based, natural language,
and integrated curriculum. 'Responden£s indicate strength of agréement

B

or disagreement on a five—point scale. The nine items reflectiﬁg ﬁhe
five conceptions listed above are totaled separately; ;;;ulting in five
"subscale'" scores for each respondent; lower scores indicaée more agreement
with the conception of reaéing reflected by the subscale.

FORMAS. The FORMAS taionomy is a low inference coding instrument
designed to represent the salient characCeristiés of teacher verbal
feedback to student miscues (Hoffman & Baker, 1980; 1981). This instrument
prov1des information relative to five major clusters of teacher-pupil verbal
interactions which surround the mistakes made during oral reading (Figure 1).
These are: (I) the characteristics of the miscue itself; (II) the way in
which the student initially attempts to deal (if at all) with his or her
own miscues; (111) the‘characéeristics of teacher verbal feeqeack ;f offered;
(1v) thefeedbackvoffered~by other students in the reading groups; and (V)
whether and, if so, by whom thé por:ect word 1is iQentified.

¢
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Procedures. The subjects'fo} this study were %5 expefiencedlsecond
and'third grade school teaéhers whose grdup oral reading instruction had
been*eitper audié or video recorded in their actual.classrooms. The
reading groups were composed of four to eight studénts, witﬁ a broad range
of ability levels represented. The tapes were co@e& using the FORMAS

woor—e ——tgxonomys --Coders-were: mine&experté in -the -FORMAS -system;-reliability . . _...-ﬁ,_-_;

between the coders was checked periodically using procedurés established

b

by Hoffman, Gardner and Clements (1980) and found to be in excess of .80

levels of agreement on all major categories coded. ) - o

- -

After the tapes had been coded, the partiéipating teachers were

individually administered the TORP and PRI instruments. Nime of the second

3

grade teachers and five of the third grade teachers were invited to the
fesearcﬁ center for individual interviews. During these interviews the
teachers reviewed and commented on their taped interactions in the reading

group thh'the researchers. !

-

¢ Results:

Table 1 shows the means and standard deviations for the scores on the

TORP and_the fivercluster scores for ‘the PRI.* In addition, correlations

. .
. among the scores are presented. As shown in the table, there was a ~

. ' ) 7 -
significant positive relationship between scores on the TORP and the linear

1 >

skills cohception on the PRI. Theré'was a significant negafive relationship
between the stores on the TORP and the natural language conception on the
PRI. These results are as expected since higher scores on the TORP represent

!}

an orientation toward a whole language conception, while higher scores on

the PRI subscales represent disagreement with that subscale. Thus, the

positive c%rrelation betweerl the TORP and the PRI linear skills conception

is interpreted as follows: teachers whe agree with a natural language




orientétion (high TORP scores) disagree with a linear skills approach,

(high PRI linear skilis scores). In the same-mannef, the negative correlation
obtained indicates that teachers who have‘a whole lénguage apprdach to reading
as measured by high scores on the TORP tend to agfee with (i.e., have lowe{
scores on) the natural language conception of the PRI. Conversely, lower

TORP_scores, which indicate a phonics orientation, are associated with

disagreement {o the items reflective.of a natural language orientation pn"
the PRI.
As described previously,.there were three hypotheses.of interest in
the current study. These were that teachers with a higher meaning orientation
on the TOR? and whole language subscale of the PRI should: | h
(1) ignore more student miscues which result in little meaning
change than teachers who have a skills or phonics 6rientation;
. (2) waig longer ts respoﬁd té miscues whiéh change meaning than
teachers who have 5 skills or pﬁonics orientation, thus providing

o

the student with an opportunity to self-correct his/her own
'm;scues; and -

(3) respond to gtudent miscues with contextual clueé as opposed to
fééﬁéiﬁg stuééﬁé ;fﬁéntioﬁvbn the grapho-phonic iével of the
‘text word.

In order to examine the:first questian, a percen;age of the number of

times no feedback was given to miscues with low meaniﬁg'change was calculated

for each teacher (No feedback/LMC). Similarly,vthe'measure of ihterei%_for _

gquestion two was the percentage of times the teacher waited loﬁger than three
seconds to respond to miscues with high change in meaning (Wait/HMC) . Finaily,

the number of times the teacher gave contextual cues-to miscues, relative to

all instances of sustaining feedback, was calculated (Context/SF). 'In all

’
.
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these measures, tﬂe number of miscues which the student immediately self-
'corrected was subtracted from the denominator since in these cases the
teachers had no opportunity to give feedback. TheSe measures of interest
were correlated w1th the scores from the TORP and PRI; the results are
presented in T%ple»Z. "It should be kept in mind that the actual frequencies
‘upon which these percentages are Besed ﬁay Q; relatively small. For example,
teachers offered sustaining feedback to miscues on an 1nfreqeent basis. ﬁhen
this type of feedbaek is further EIessified by form (i.e., attending, grapho-
phonic, or‘context) the numbers become reduced ‘even further.
As can be seen in Table 2, the only teacher feedback variablevwhich
was significantly aseociated with teacher beliefs wes.the tendency to wait
to give feedback to miscges with high meaning change. This variable was
positively correlated with scores on the PRI linear skills component, and
negatively correlated with'the PRI natural language and integrated curriculum
scores. This implies that those teachers who respond to the PRI items in a
manner which indicates their orientation toward a whole languagei(or meaning-
driven)'approach to reading instruction are more likely to yait to give
teedback to student miscues which change the meaning of thé text. Teachers
who agree with a linear skills approach are more likely to give immediate
feedback to miscues which violate the meaning of the text. |
A éubsample of the teachers.were invttedvfor follow=-up interviews

based on availebility and their yeysical prdximity to the research center.
The individualxinterviewsvWith the teéchers were organized around a review

of the audio or video taped interactions with their own reading groups. The
teachers were informed that the purpose of the interview was to have them

comment on their interaction strategies in order to shed light on what they

N ©o
might have been thinking about or what they were motivated by in choosing

o




specific actions. The playback of the tapes was stqpped at each miscue
point (if there wasxﬁo verbal fe?dbaék) or at the point of feedbaqk if
it was offereé to the miscue.A The following set of queétions were then
pqsed to elicit teacher comments: | -
1. Why did you choose to (or choose not to) respond to tﬁa; mistéké?
2. Why did you respond at, that point in the text? |
3. Why did you respond in the manner you did? -
Iﬁ responding toc Question 1, almost all of the teachers revealed.a sensit#vity
to the meaning change characteristics of miscues in determining ones to which
they would give feedback. Ignored miséues Vére explained by such commeﬁts

‘as "It didn't change the meaning," "It wasn't an important mistake.' Conﬁersely,

miscues which were responded to were'described as "important," '"significant,"
or "wofds which would be encountered aéain in the story." Anothgr interesting
phenomeﬁa concerning teacher selection of miscues to which they would respond
was the pgrceived degree of teacher activity. This pefceived teacher activity
factor was clearly reléted.fo the ability level of the student and someti@es ‘
éuperseded the meaning change criterion.. Teachers working with poor stu&eqts
sometimes explained letting a significanflmeaning change‘miSCue go by because
they felt they had been too.active or had Beeﬁ 1ﬁterrup:1ng too much. Teﬁéhgrs
working with high ability students sometimes explained their‘feedback to
relatively minor miscues by sayiﬁg that "they hadn't said anything in a while."

The timing of verbal feedback (when offered) was the focus for the '
second question posed to the teachers. Delayed feedback was a rare occﬁrrence
for most teachers. When feedback was delayed it was QSually with a high
ability reader and the teachers typicaiiy explained thei? behavior as

offering an opportunity for the student to self-correct. Immediate feedback--

particularly with the poorer,readers~-was explained as én effort to help the
e

7

student before (s)he beci&e_very frustrated.

10
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lntereeting'and consistent explanations for-thefchoice of overt
‘feedback offered were found. Almost all of the teachers used'bothf
‘ eustaining and\terminal types of feedbach} lhe choice between these
two was most often explained in terms of -the reader's abilities or behaviors
‘rather than as a function of teacher beliefs. Terminal feedback was |
associated with poor.readers in trouble and explained by‘such statements
“as: "I wanted to build up his rate." ernneeded to keep up the pace of
the lesson." "He doesn't know that word anyway." The choice of sustaining
feedback was explained by such'statements‘as: "He can figure out the word
with a little help." "He just waSn 't paying close attention.

The form of’ sustaining feedback (in particular, context versus grapho-
phonic prompts) seemed to be, more so than any other behavior. ‘tled to the
teacher's belief systen.A In commenting on these types of prompts, teachers
canevclosest to talking'ahout what they "thought' about reading. .Teachers
who relied on context~emphasized the inportance of meaning and'comprehension
goals. Teachers.who relied on»grapho-phonic orompts‘emphasized decoding.
Unfortunately, the relatively few instances of sustaining feedback in the
sample reduced the power of the statistical tests to reveal the relationshipl

implied by the teachers comments. ~

After listening to and commenting on the tapes, the teachers were asked
how they had arrived at the feedback strategies they used in the classroom.
Not one teacher reported having been given guidance in either preservice or
inservice teacher training programs. All teachers'reported ‘that they had
- arrived at their stratégies based on personal experience and a developing
sense of what worked best for them. Despite the fact that all oé the
teachers relied on guided oral reading as a regular part ofhtheir program,

few felt at all confident that.their feedback strategies:vere as good as

11




they should be. In the course of the ;zégrviews it becéme clearlghat'most
of the teache;s héd a bas1c feédback routiﬁe (or more precisely a set of
routines) qhich they relied on during guided oral reading. The particular
routine used was a function of (1) student of group aBility perfofmaﬁce
characteristics aﬁd (2) teachér.beliefs about reading. How these two factors
interact with .one another to produce.sbeéiﬁic tyfes of behavior during o?al
reading 1n§truc£ion is unclear at tﬂig point. |
Conclusions

It would be-éasy tc concludé that for most teachers there is no strong
relétionship between teacher beliefs and teacher behaviors. It would be more
reasonable based on the findings frém the focused interviews, however, td
bring to question the notion thaf we can validly assésé beliefs thfough a
paper-pencil type task. At best.we(are lookiné at what teachers'think they
~ should be doing or how teachers.perceivé we would like them to respond. At
worst, we are aftificially forcingvteacher beliefs to fit one or another
conceptual quel'for the teaching of reading. Many téachers found the
completing of the TORP and PRI instruments é fr#strating experience{ _The
-mosf common regponse to an item was "it depends." That‘is;'beliefs are
,situationai and relate in cémpiex wéys to the context of instruction. .Tbe
data from the focused interviews 1s far more enlightening with respect to
teacher beliefs as they relate to teicher actions than either the TORP or
the PRI. Here, there seemed to bé :lear areas @f relationship between
»teécher beliefs and feedback pérticularly with respect to timing and form
of sustaining feedback. The fact that timing was significantly relaﬁed to
two of the subscales in the PRI suggesté that it has Qtrong explan;tofy
power. The fact that the form of sustaining feedback--in particular context
vergus gfapho-phonic'cues--was explained most often in the interviews in

12
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terms of teacher beliefs as they relate to student needs points to another

[

potential tie between'conceptions and practice. Hopefully, future research
in this area of theoretical oriencacion'will come to focus more on the ‘
syétemacic observations of teachers engaged in situatiohal~Ceaching,

complemented by focused interviews. As we grow to better understand the

relationship between conceptions of teaching and situational Ceéching behavior,

‘we will be in a much be£Cer poéiCion to examine rélacionships between teacher
orientations and pupil learning as well as to embark on enlightened programs

of teacher education.
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Table 1 R

Correlations'ambng the TORP and PRI scores

. " PRI
—LINEAR INTEREST- NATURAL __ INTEGRATED
 BASAL  SKILLS 'BASED LANGUAGE,  CURRICULUM
, TORP .17 L4O%* -.11 — 47%% -.06
MEANS+ 74.3 | 18.5  18.7 23.9 2.7
I STANDARD . ‘ | | )
DEVIATIONS | 11.2 | "4.7 3.8 4.1 3.9 -
.
x% 5 < 01 N = 35 df = 33

+ These values are expressed as percentages.




Table 2

"Correlations Among the Teacher Belief and
Teacher Feedback Variables

{

1 2 3

FEEDBACK VARIABLES: - o - No 'FDBK/ MC WAIT/HMC CONTEXT/SF
TORP -.01 - -.08 -.08
PRI: Basal -.18 ' .06 .18
. Linear‘Skiils -.09 .29* - ,-'02
Interest-Based -.12 ~-.16 - .14
Natural Language -.21 -.27% | . .06
Integrated Curriculum .12 | : -.33*% . ;.08
MEAN+ |  65.5 5.0 24.9
S_TANDARD DEVIATION 31.1 8.9 . I 27.7
N"(of teachers) 33 34 33

* p < ,05

+ These values are expressed as percentages.

Feedback Variables: -

1 Number of times teacher gave no feedback/number of low meaning

change miscues (No FDBK/LMC)

[N
n

Number of times teacher waited longer than 3 seconds/number of
high meaning change miscues (WAIT/HMC)

w
(]

Number of times teacher gave contextual cues/number of times
teacher gave sustaining feedback (CONTEXT/FS)

l_, » -
26




I. Miscue

A._‘Tyﬁe: - insertions; 6missions; hesitations; ;Lbétitutions;
mispronounciations; calls for help; and repetitions.

B. Meaning change: high and low.

c. Syntactic acceptability: high; same;_and low.

D. Grapho~phonic simi;arity: high and low.

I1I. Reaction (student's immediate behavior following miscue)

~

A. Type}"-repeated attempt; continuation; immediate self-correction;
pause; call for help; and no opportunity.
I1I. Teacher Verbal Feedback

A, Type: no verbal; terminal (giving the text word); and sustaining
(helping student to identify text word).

B. Form bf sustaining: attending (noncue focusing); simple grapho-
phonic (i.e., grapho-phonic followed by context); and,
complex content (i.e., context followed by grapho-phonic).

4

C. Timing of teadéer feedback: immediate (less than 4 seconds);
delayed (more than 4 seconds).

D. Point of teacher feedback: before the next sentence break; at
the next sentence break; or after the next sentence break.

IV. Student Verbal Feedback

H

A, Tybe: none; solicited; unsolicited.
B. Timing: less -than 3 seconds; more than 3 seconds.
C. Point: before the next sentence break; at the next sentence break;

after the next sentence break.

V. Resolution: teacher identified text word; student identified text word;
or miscue left unidentified.

Fiéure 1. Five major clusters of teacher/pupil interactive behaviors.
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Abstract

The purpose of this study‘was to describe «the characteristics and
effects of the verbal feedback ofored'by‘teachers to the miscues of high
and Tow skilled recders during group oral reading instruction. The
subjects were eiaht second grade teachers and their regular reading groups.
Two teachers nad one reading group each, four teachers had two reading

< qroups. and two teachers had three reading-groups, making a total of 16
reading qroups. Each aroup was videotaped on fou? separate occasions.
Miscue focused interactions were coded using the FORMAS taxonomy. Guided
cral reading was found to be a significant part of reading instruction.
Teacher verbal feedback to mfscues occurred with some frequency with both -
the nich and 1w 10i1ity aroups. Hi-h and low skilled readers were found to be
significantly aifferent in rhelr miscue patterns and gubsequent reaction
strateqies. Teachers were found to be significantly different in their
verhal response notterne to the two groups. The fihdings are interpreted
in terms of a »ut.ally adaptive cycle between teacher and groups which
cerves to reinforco existindg satterns of behavior. Implications for |
msruction an! o tolare research in this area are_drawn.

.
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Teacher Verbal fecdback to the Reading Miscues of High and Low Achieving
Students: A Cowperative Analysis

Field based research on the teaching of reading is in its infancy: Up
to just a few years aao the only 1nformati6n we had relative to what was
actua]]y'going on in c¢lassroom reading instruction was derived from anecdoté]
reports and uncorroborated survey data. This is no=1onger the case. Based
on the»work of such instructional researchers as Anderson, Evertson, and“
Brophy (1979), McDermott (1977), Stallings (1980) and many others, a picture
of classroom reading instruction is beginning to emerge. -

On the positive side, the findings emitting from this line of research .
suggést that teachefs can and do make a difference5 There appears to be a
significant relationship between the quantity and quality of instruction
offered and the progress made by students in terms of 1earning'outcomes. =
Teachers who express njigh levels of se]f—efficacy“in their.own ability to
teach ‘reading, provi;; ample opportunity for student involvement, engége ih
direct instruction, and adjust tasks to the needs and abilities of stﬁdents
are e%fecti&e in promoting student learning (Duffy, 1980).

On the negative side, we have found that there doesn'g'appear to be a
great déa] of instruction of this type going on with -any regularity in
typical classroors (Durkin, 1979): EQen more disturbing is the finding thét
low achievina sfuden:s—mi.e., those in greatest need--seem to receive less
than a fair share of the smaltl amount of quality fnstruction that is going
on in classrooms (Beriiner, 1981)." There is édditiona] evidence suggesting
that within 1nstructional contacts the qualitative characteristics of inter-
actions between Le;cher and student(s) are different for the low and high
%achiever {Rist. 1973, Weinstein, 1576). This is clearly a probfem area which

deserves careful scrutiny.

Al




Verbal Feedback - 2

The,principal focus ~for the study to be reporied was on the nature,
characteristics and effects of the verbé] feedback offered by teachers to

the miscues of'highAend low skilled readers . during group oral reading -

.

instruction. The selection &f oral reading aé the focus ‘for the study was

based cn a consideration of four factors; Firsc, groub oral reading in-
struction is a veryvcommon e1ement'i§ most primary reading programs (Austin
& Morrison, 1963; Howlett & Weintraub, 1979). The topic of oral reading
instruction, thecefore, is one of practical concern. Second, oral readipgl
instruction .has c]ear and well-défined task characteristics about which most
teachers share a common Jnderstand1nq (Doyle, 1979). In this regard, the
“task of oral reading is hignly amenab]e to classroom observat1on Third,
recent advances in the study of oral .reading by Goodman (1967) and his
associates (Goodman & Burke, 1972) point to the wealth of qualitative ihforf
mation imbedded in a student'’s 0551 readfng performance. This qua]itative
information %é 1ﬁke1y'indicat{ve of ‘a child's deve]oping'competence in reading
as we}1 as reflective of the 1nstruct1on the child has received (Harste & Burke;

e

1s77). Fourth, and r.nar]y, the concepcual frem ork for studying teacher
feedback to ocal reading proposed by Hoffman’(lézgifés well as the deve]opment.
and validation of an observaticn system for characterizing this feedback
{Hoffman & Baker, }981)Aprovide a direct means for analyzing the verbal inter-

actions that are, associated with student miscues during oral reading ‘instruction.

Backcround of Research into Feedback During Oral Reading

Overall, past research into teacher feedback during ora] read1ng instruc-

“tion has been 1nfreouent and 11m1ted in scope (N{les, 1980). As background,

3

“the principal studies that have been conducted in -this area will br1ef1y be




Verbal Feedback - 3

reviewed with tne‘dﬁﬁ1 of highligﬁting some of the findings Whiéh are
relevant to the cu fyeqf research.

‘Epstein and Lynch {1974) reported the results of‘q study. comparing a
l‘ five-step cueina sfrategy to "typical r;sponse patterns" used by teachersiin

offering feedback to student oral reading errors. The.students had been

taugnt groups of five students each in two oral readinQ«]essons——first under

a control .condition, then a week'jater under an egperimenté] condition using.
the‘preécribed cueihg strategy. During the contrbﬂ.conditioﬁ teachers were
asked to make theif "normal responses"” whenArespondngvto pupil miscues. The
pretest measure was the errors made duf{ng'a student's oral reading turn. .The
posttest measure was the number of.errors made by the sgudent wéen rereading
the same story aloud to the researcher the next day.  The pe(formancé?of
students was better un@gr the experimental (prescribed cueing) condition in

5

terms of accuracy on the posttest and the difference between pre- and posttest
. : ~ - \.

scores. The authors concluded that slightly retarded children learn more

new words from teacher rpsponses to miscues which are highly cons1stent and

structured than wnen teachers use "the normal variety of cueing schemes

Niles, Graham, and Winstead (1976) conducted a study comparing the effects

of an immmediate-teacher-feedback condition to a no-verbal-feedback condition

upon the oral reading miscues of fourth grade pupils. Each student subject
read to the same randomly assigned preservice teacher for ten to fifteeen

miﬁuteg on each of four consecutive days in materials chosen by ;he teacher

under an "urinterrupted" condition, while tHe otker group read underan

“immediate interruntiorn” condition wnere miscues were brought to a student's

'

Lali]

o

selected randomly from a pool of educable mentally retarded children. Teachers.




Verbal Feedback - 4

attention using a set of ten preécribed response patterns which were tied
o to specific types of miscues (e.qJ, student errbr = omission-ﬁ)teacher res-
ponses = “You 9k1pped a word.") On the fifth day, all sfudents read from the
same story (fourth grade difficulty 1eve1) Reading performance for-each
I , student was calculated according to the Read1ng Miscue Inventory (Goodman

& Burke, 1972). Results indicated that the miscues of students who had re-
l ceived immediate feedback were graphica]]y and phonically similar to the ex-
pected résponses and grammatica11y more aCteptab]é than-were miscues of
students under the uninterrupted condition. Miscues of students under the
_e;perimenpal condition, however, changed the meaning of the text to al]esser
degréé. Scores of the uninterrupted group were also H{gher on the oral
retellings. The authors concluded thap teachers must pkudent1y consider if
and when ‘and how teacher feedback should be provided duringsofa1 rgading.
An'attémpted replication of the Niles et al. study re?orted by‘Pany; McCoy,
and Peters (1981) did not yield similar findings, however. In their study,

no,significant differences were found relating to either comprehension or

miscue characteristics. i

[y

Terry and Conen (1977) studied the effects of various prompting stfate:

gies' of special education preservice teachers on the response pa%terns of a
group gf "mildly handicapped low level" readers. Ten categories of feacher
prompts and two cateqorfeS‘of pupi] responses to prompts were used to code
observed teacher and pupil response behéviors. The: preservice teachers had
instruction through a prompting module whféﬁ'recommended responding only t§
misuces that changed the text's meaning, using structufa] aha]ysis, attentfon,

pattern, phonics, or context prompts. = The authors of the observation system
) f v . i




Verbal Feedback - 5

(OROS) used in- this study (Brady,.Lynch & Cohen, 1976) classified four of‘the
kteather prompt categories as look-prompts, four as social prompts, and two as
meaning prompts. The results indicated that the percentage of time the five
recommended prompts were given by teachers’differed relative to'the reader S
abiiity'ievei, with the higher readers receiving a greater number of atten¥
tion prompts and the lower ones more context and pattern prompts. It was
also found that the success a child had with decoding a word immediateiy
following a prompt varied accordinq to the child's reading level. The
better readers decoded words more successfu]1y with a wider variety’of
teacher prompts.
Allington (1978, 1980) examined the interruption behaviors of primary
grade teacher§ to clarify whether or not the miscues of "good" and "poor"
y : readers were responded to‘differentiy. Teacher interruption behaviors were
- ,.categorized,accordiné to "point” and “"direction" Of’interruption. The point‘
of interruption categories included: no interruption, at error, and two
post error categories. ' The direction of interruption categories included
qvaphemic, phonemic, semantic, and syntactic teacher pronunc1ation It
was reported, based on an analysis of tape-recorded teacher interactions with
their reading qroups,” that (1) poor ‘readers were more Tikely to be interrupted
. at the point of error than good readers; (2) regardless of grade level or
" "place" in the\iearning to read proce%s, the most eommon type of interruption
behavior was for'the teacher to provide the word; and (3) the ‘teacher tended
~ to cue poor readers to graphemic cues siiqht]y more than they di’d good readers
Allinoton suggests that the differential treatment afforded to poor readers
micght be a contributinq cause to their disability.
Pflaum, Pascarella, Bostwick, and Auer (1980) reported findings from a

'study of teacher pupil interaction patterns during oral reading. They were

»1'




Verbal Feedback - 6

interested sn discovering if the réason teachers were interacting differently
with low and high ability reéders had to do.with different oral reading be-
. haviors exhibited by the two groups. They cohpared teacher feedback responses
as they related to pupil stétus variables (e.a., sex and reading achieve- |
ment) and pupil miscue characteristics. They found'thatvtwice as much of
the variance in teacher behavior is accounted for by pupil miscue characteris-
tics than pupil status variables. They caution that future research in this
area be open to consider how pupil behaviors affect teachers and how teacher
behaviors affect pupils. | |

Corporately, the findings frém these studies suggdest that feedback'
during oral reading instruction can have a;significant impdact on studént
.?berformance and that teachers may differentiate their fgedback strateg{és‘~
based on certain student characteristics (e.g., ability). Unfortunate}y, due
to }unérous mefhoao1ogica1 limitations, these studies do not provide -much ini
the way of specific information about specific feedback patterns and pupil
performance, .nor, with the excep£ion of Allington's and Pflaum et al.'s re-
search, are the patterns generalfzab]e in ciear ways to practicing teachérs
ir reaular classrooms. It was out of this concerﬁ for increased specificity
and geﬁera]izabifity that this present study was initiated. |

The goals of this study were three-fold:

‘1) To characterize teacher verbal feedback to‘oral reading miscues -

\ in terms of distributive patterns of teacher behavior.
(2) To determine the ways in which teachers may or'ﬁay not consistently
vary'feedback betweeﬁ studéhpsvin different ability groups.
{3} To irifer toward possible relationships between teacher feedback

patterns and student performance characteristics.
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Methods and Procedures

Subjects
The unit of analysis for this study was the reading group. There were
eight teachers included in the study. Two teachers had one reading group

each, four teachers had two reading’ groups, and two: teachers had three

reading groups. There were 16 reading groups in all. There were a total

of 116 S's w1th an average of 7.25 per qroup (11 max., 3 min.). While

each teacher naturally d1v1d1ded their students into read1ng/groups accor- .
ding to the reading ability of the individual student, students Were,‘un-
fortunately for the research,de51gn, ass1gned to teachers in some degree
by their reading ability. This means that the Jow reading group in one
class might be made up of better readers than a high reading group in another
c1ass.} For this reason reading groups were c]dssified as high or low readersf

‘on the basis of the average of the individual's pre/post reading achieve-

ment test. The 16 reading groups were divided into two groups of eight

reading groups.with the highest achieving groups being in Group%] and the

Jower achieving groups being in Group 2. There were 63 S's in éﬁe higher

qroup and 53 S's in the Tower group. The high group achievement scores had a
mean percent11e score of 74.54. while the 1ow group ‘mean was 28.5Q. The fact that
the teachers are unevenly ass1gned to groups creates certain prob]ems for
analysis which will be d1scussed later.

Data Collection

The data for this study comes from videotaped reading groups. These

reading groups were videotaped as a part of a larger study designed to allow

an indepth examination of reading instruction in the field. Videotapes were

then coded in the laboratory using the FORMAS codina system (Hoffman & Baker, 1981).

"~

A

C":
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This system of analysis identifies five major clusters of teacher pupil‘bef
haviors which are miscue focussed (see Figure.1).b Cluster 1 specifies the
type of miscue as well as qualitative characteristics (i.e., meaning change
and arapho-phonic similarity) of cert&inzmiSCUes. In Cluster II the.first be-
havior of the sfudent following the miscue is recorded. The'chéracteristics
éf teaﬁher feedback are addressed in C]ustér II1 in terms of feedback type,
fofm,vtiming, and point. Input from students other than the one making the
miscue are specified in Cluster IV. The final cluster (V) is used to record
who ultimately (if any0ne) identifies the miscue. In addition to this miscue
information, the students were monitored for number of words read correét]y
and rate of reading. 'Research team members served as coders of videotapes.
The coders were tfaiﬁe&bfahcf{feFiohfiéVéiE'"‘ 
usina the procedures outlined in the FORMAS tréining manuai (Hoffman, Gardner,
&‘Clements, 1981).. A1l coded sheets were reviewed for consistency and a random
S\mp1e tested for inter-coder reliability by at least one other trained coder.

Agkeement levels exceeded .85 levels ,in all clusters of the taxonomy.

Data Analysis

There are many analyses possible given the complexities of the FORMAS.
The analyses used for this papervwere carried out in three phases. -In each
phase the hiah versus Tow reading groups were included as a factor.

The dependent vgriabte used in each of the analyses described below
is miscue rate for e¢ach category. This Qas calculated for each group by
dividing the number of miscués made in a category by‘the total number of

words read by that group and then multiplying by 100.

Phase 1. In Phase [ the major categories in the FORMAS clusters were

‘analyzed separately (cluster IV is not - included in this paper). In cluster.

, . L
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I a two Qay between-within analysis of variance was run with ability groups'

as a factor and the'miscue categories as the within group factor. In Cluster

LI a.similar analysis was run for reaction Ca;egories. Repetitionlmisdues
& are omitted from the analysis. In Clusger I1I feedback categories replaced

SN

reaction categories énd in Cluster V re;&lution categories were analyéed.
Repetition miscues and’imhediate self-corrections are omittea from the latter two
analyses.

Eﬂéﬁéﬂll' In/this phase the subcategories\}n Cluster I and III were ana-
lysed. For C]QSter I this implied two'analyses; \In the first there weré
three factors;'L) reading ability, 2) miscue catego>x\(insertions, omissions,
substitutions), and: 3) degree of meaning change. The égpond analysis also

N

had three factors; 1) reading ability, 2) miscue categoriés\

N

(substitutions and.
miépronoundéments), and 3) grap.o-phonic similarity. |

In Clusfer [I1 théfe were three analyses in this phase. First, sustaining
and terminal feedback were brokenAdown for giming of feedback. Second, these
two categories were broken down into the nofnt of feedback. The third analysis

looked only at sustaining feedback which was broken down into the form of the

feedback. As before, reading ability was included each time as a factor.
Again repetitions and immediate self-corrections are omitted from these

analyses.

Phase 1ll. In this phase two different clusters are included in the

same analysis in the order that they occured in time. This means that the

analysis discussed above for Clusters II, II1, and V would be rerun, this

.time including miscue categories and subcategories as factors in the analysis,

Clusters III and V were then reanalyzed including reaction categories as a : D

factor with repetitions omitted from the analysis, and Cluster V was reanalyzed
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including feedback and its subcategories as factors with repetition and

self-correction omitted from the analysis.
» The readers will note that the analyses are divided in the way des-
cribed to f1t the logic of the coding system. In each set trere will be
some analyses duplicated.  These analyses will be ignored. The reader
should also note that wh11e each set of analyses examines the same body of .
miscue data, the distribution of miscues within the clusters are independent

of each other. : " - /

L1m1tat1ons. There are two problems 1nherent in this analysis. ﬁt

has a]ready been ment1oned that there is a confound between the ab111ty
grouping used and teachers The seriousness of this prob]em should not be

'underest1mated but it was felt .that the alternative which was to made
/eeacher the unit of analysis would not 1mprove the 1nterpretab111ty of the
findings since some of the teachers did have groups which spanned the high
to 1ow>abi1ity boundary. The results of this aha]ys1s wh1ch concenh read1ng
ability must be considered as suggestive onfy. Many of ‘the resu]tl which

will be discussed, however, do replicate previaus work in this field-

The second problem of these analyses has eo do with the dependent variable.
Rate measures are not constant interval variables nor are they normally dis-
tributed; therefore, they do not meet the required assumptions for an analysis:
of variance. While there are transformations appropriate for rate

- data (e.q9., 1oq ‘), the consequences of not transforming is.a loss of poweh

in most instances. It will be seen shostly that.any loss in power is hot

crucial to the hypothesis tested. In addition, this type of trans formation
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is difficult to use in this case because of the occurrence of zeroes in
the data set. In all of the Qransformatfons a zero must be made into an
arbitrary number. If.this were done, it would be very difficult to inter-
3 . pret analysis which containéd zéro rates.
Results and Discussion :

0f the cTasses Qidéotaped in the original sample, teacher gUiaed
oral.readjnq was found to be present with sixteen different reading groups,.
or 63% of‘the total number observed. While the total number of reading
sessions in which oral reading occgrrédvyés equal for the high‘and,low

groups, the total amount of time spent in actual group instruction was

" significantly different (p<£.01) for the high (331 minutes) and the low

(270 minutes). Wiihin these reading groups;,approximately 68% of the

time for- both the high and 1ow.readers-was sbent interacting directly with

the story. The low group spent about 66% of their time reading aloud, 15%

discdssing the sto}y, 11% receiving verbal feedback to miscues, and the

remaining 8% fn activities ane1ated to reading. The high groups spent 52%
of their time reading oral]y,-37% discuésing‘the stories, 9% receiving
verbal feedback to miscues, and the remaining 2% in activities unrelated
to reading.

Approximately 1,000 miscues were observed and coded. There was a sta-
tistically significant difference in reading accuracy between ability groups
(p <.001) with students in the low reading groups demonstrating a higher mis-
cue rate {11 ﬁiscyes per 100 words) than the students in the high reading
groups (5 miscues per 100 words). Reading rate in words per minute was also

o

significantly greater in the high readihg broups. The overall correlation

between group wiscue rate and reading achievement was r = -.75.
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| These ear]y f1nd1ngs suggest f1rstthatora1 reading is indeed a signi-

ficant part of reading 1nstruct1on at the second grade level. Second, that wh1]e
low skilled readers spend a greater.portion of their reading aroup time reading
aloud, they have less time to begin with, are reading slower, and making many .
more errors than the nigh-skilled readers. Third, that teacher verbal feedback to
miscues occupiés i significant portion of the time spent in guided oral reading.

The findings from the dnalyses of the miscue focussed interactions will
be rpported in four magor sections which correspond directly to four of the
five clusters delineated in the FORMAS taxonomy: (1) miscue character1st1cs,
(2) student reactions, (3) teacher -verbal feedback, and (4) miscue reso}ution.

There were so few instances of "other student feedback" to miscues that the

data from-this cluster was eliminated from consideration.

Miscue Characteristics
There was a statistically significant difference among the miscue

types [F(5,70) = 23.5204, p - .01] across all students. This indicates that
at least six of the miscue categories (i.e., insertions, omissions, substi-
tutions, mispronuhciations, hesitations, and repetitions) have different
characterisfxc rates of occurrence. There were so few instances of "call
for help" miscues that.this category identified in the FORMAS taxonomy was
dropped from consideration. There Was é1so an ability by miscue type
linteractibn [F(5,70) = 11.8138, p <.01], indicating that high and low groups

differed with respect to fhe rate of certain kinds of miscues. The rate
for subst1tut1on miscues was approxlmately equai for the two ability groups.
The readers in the Tow qroups were more Tikely than those in the high groups

to iake hes1tat1on and mispronunciation type miscues while the readers in
the hich groups were iore 1ikely than those in the Tow - t%rmake repetitions,

omissions, and insertions.

# . ’ R
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Substitutions, mispronunciations, omissjons, and insertions were further
analyzed for the deqree to which the miscues affected the meaning of the
text being read. There was an tnteraction between ability groups and meaning
change [F(1,14)  20.96, p- .011, with high gkilled readers found to-be making more
low meqning cdange mi§CueS‘aﬁd‘1ow skilled readers:making more hiéh‘meaning change
miscues. This difference replicates findings from numerous other studies
which have compared high and low ability readers using miscue éna]ysds techniques.
Substitutions and mispronunciationé were.analyzed for the degree of
grapho-phonic similarity between expected and observed responsess --Fhere
was a significant three-way 1nteract10n for groups by miscue type by grapho— .
phonic similarity [F(1,14) = 10.97, p<.0T}. With substitutions the low.
group tended to make a greater_proportion of high graphoaphonica]]y.similar
substitutiods than the‘high group (73% vs. 60%). .This finding paral]e]s.
what we have known from eariier miscue studies. When mispronunciations
are considered, however, an interestind paradox comes to light. A very
high proportion of the high group'é mispronunciations were grapho-phonically
similar to the expected response/(83%) while for the low group, there was
’a lower proportion of grabho—phoﬁﬁge]]y similar mispronunciations (60%)./ ,
This finding is similar to thet reported by Biemiller (1979) in an experi-
mental study of miscue patterns for high and low readers reacding from text of in-
creasing difficulty. One explanation for the behavior of the high skilled readers
is that while they generally focus on meaning in reading, they do heve good
"decoding skills. On those occasidns wheére they are unable to quickly re-
trieve a semantically appropriate response and are therby forced to rely
on their decoding skills, they do so quite well. The behavior of the low skilled

readerc ic evplained in nart as a decodina weakness and in part as an arti-

fact of coding. That is, as these students encounter very difficult words,
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tneir lirited décoding skills don't get them fa; enoygh'into the word to
eérn a high nrapho-phoﬁic similarity score (i.e., the reader must pﬁodgce
at least two of the three parts of the word to earn tpis hiéh»simi1arity ratiﬁg).
Lo skilled readers are attending‘on1y to the first part of the word
when they mispronounce, thus eafﬁing only a low similarity sédre.
@ﬁéﬁ!ﬁ;ﬂééﬁﬁﬁQﬂ?

To review, the miscue reaction cluster specifies the reader's first
bohavior inrediately following the miscue. There are six categories of
rcactiohs: c0ntinUdtion,irépeated attempt, pause, self-correction, call for
help, and no opportunity to react. 5o few instances of calls for help were
observed that these were eliminated from analysis. Self-corrections gf
rapetitions (a mandatory coding ‘in the reaction cluster) were removed
because they fend to artificially inflate tﬂe immediate Se1f-corre¢tion
catagory.

There was a statistically significaﬁt main'effect for student reaction
copn [F(4,96) 0 10,0651, p - .01]. That is, the studént reaction types are
not «cuaily distributed. Specifically, continuation and no opportunity are
tne most frequent reaction cateqbries; with sélf-corrections next, and
‘repested attempts and pauses being the least frequent categories. There was

an interaction between ability .groups and reaction type ([F(4,56) = 15.0662,
p - .01], indicating that the pattern of student reactions is different for’
low and high reading groups. | For tﬁe high group continuations
appeared most often (4?1 of the tim ) with self-corrections (24% of the time)
the next most frequent. For the low group, no opportunity (52% of‘the time) |
was by far the most commonurea¢tion. What this means is that over 0né~half

‘the time the low skilled readers were interrupted by the teacher before they vi:re

abie to'demonstrate any of the other types of reactions.

Vl)
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The data related to typical reaction patterns to omission, insertion,l

substitutiqn, mispronunciation, and hesitation nﬁicues are presented in
Figure 2. Omission,’insertion,;and éubstitution m%scues are further broken
down b& the degree of meaning chanae.- This figure and a number of others
depict contincencies between pupil behaviorda(and sometimeé teacher behaviors)
across various clusters of the FORMAS taxonomv IH'Fioure 2 we fidd, for
examp]e. that low meaning chande 4nsert1ons occurred at an average rate of

.3375 times per 100 words read for the high skilled readers. As a proportion ’
of all their miscues, low meaning 1nsert1ons accounted for 7. 8% of the total
number of miscues made. Readinqaacross the figure we find that the primary
reaction pattern to this miscue tybe for high skilled readerS was to continue
reading (95% of the time). Looking at_the same miscue type for low skilled
readers. we find that low meaning change'miSCUes occurred at.a rate of .07875
per 100 words read accounting for .8% of these students’ tota1 number of
miscues.’ The pr1mary reaction to thxs type of miscue for the low skilled
readers was aqain to cont1nue read1ng gﬁt only 58.7% of the time. Qu1te
frequently readers in th1s qroup were afforded no- opportunity to react be-

fore the teacher came in (23.8%) or made repeated attempts at the -text (’“\\

~ ~-

word \17 57).
¢
In examining these ftﬁ//es, the reader should- keep in mind that the
se]f—correction‘catedorx in the reaction ctuster on]y refers to immediate
self-corrections. Delayed self-correlctions where the student ultimately
" identifies a hiscue.without interruption by the teacher will, be discussed
in a later section dealing with the resolution of miSCUes. The data in

this reaction c]uster analysis seems to suqoest that the low sk111ed readers

"tend" toward a s1m11ar pattern as h1qh sk111ed readers in continuing to read

-
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u11ow1ng miscues whigh affect text.meaning on]y slightly. Unlike the
hich skilled readers, however, it is very unlikely for the low sk111ed
readers to continue on after a miscue which substant1a1}y affects text
meadind. Whether this is a strateqy they don't have, or one which the
teachers will not allow them time -to exercies because of their immediate

interruption, is unclear.

[

Teacher Verbal Feedback

- In analyzing the data re‘at1ve to teacher feedback, repetition miscues

wnd all other miscues imnediately self-corrected were eliminated from

consideration since in these instances there was no clear opportunity for

teacher feedback. Terminal feedback was the most common type of feedback

found (50%), fg]]owed by no verbal feedback (35%) and then sustaining (14%);

inere was, however, a statistically significant interaction (p< .01) between
o 3

~high and Tow ability groups. For the high grbhp, th2 most common

type of feedback was no verhal feedhark‘(7 %) followed by terminal (16%) then

sustaining (11°). For the low group, the most common “form of feedback was

terminal (643) fo]]owed by no verbal feedback (20%), then susta1n1ng (16%). "
Fiqure 3 Dresent; the type of feedback offered by teachers broken down

by miscue type for the high and low ability readers. ‘The most dramatic

difference is wﬁth\respect to substitution miscues where'the dominant’pattern .

for nigh skilled readers is no wverbal feedback>(75%) while for the low skilled

reader®the dominant pattern is terminal- feedback (57%).

The type of teacher feedback, was then -examined as a function of meaning

change with insertion, ow1ss1on, and gubstitution type miscues. A statistica]]y

signiffcant effeqt,(p”',Ql) Was foundtfor feedback +y_pe as a functfqd of |

meaning change (Pw;ure 4) High mearing change miscues were more 11ke1y

. to be responded/to than low mean1nq change m1scues in both groups The low
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.
skilled readers' miscues, whether high or low meaﬁing change, are s£f11 more
Tikely though to be c¢iven an oVert response by theiteacher. In addition, low skilled
“redderg,are<sti}1 more iiké\y to receive a terminal respdnsé over sustaining
kinds ‘of feedback. |
The analysis of form of sustaining feedback did not yield ahy-statiética]]y
significant findingS...WP suspect that thé small numbeqvof instances of
¢ sustainina feedback qverall (High Ability=.0892 miscues per 100 words; Low
Ability=.2393 miscues per 100 words) is the priméry reason for nbt reaching
statistica] significance. The proportions for the three forms
of sustaining feedback--attending (High skilled, 46%; Low skilled, 35%), grapho-
phonic (Hiah skilled, 30%; Low skilled, 52%) and contextual (High skilled, 24%;
Low skilled, 13%)--suggest that the poorer readers are receiving more grapho-
Iphonic cues and léss,attending and contextual cues than the better readers.
ft will take a larger data set to provide the necessary support beforeé drawing
“any firm conclusions, however.
Overt verbal feedback, which includes both terminal and ;ustaining
types, was offered to students in less than three seconds after the occurrence
of a miscue over 35%.of the time. There was a statistica]]y‘significant »
interaétibn (p <701),hetween ability groups and timing withvthe low skilied crours |
more 1{ke1y to receive feedback in less than three seconds than the high
aroups. The timing of‘feeéback was also examined relative to the degree
of meéniﬁg/change with insertion, dﬁission, and substitution type miscues.,
A'statistiﬁaily significant three-way interaction (p<.01) was f%und which
ipdiéated‘ﬁhat with the hgh skilled grcvp there was greafer 1ikelihood for feedba¢k .

%&! .
. to'be delayed with low meaning change miscues while with the low skilled group no

o\

differences in timing for meaning change were in evidence,

-C o v 6
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The point at which feedback wae_offered was also found to be.signifi-
cantly related to the abi]ity group (p<.01). ~For the low group readers,
96, of the overt verbal feedback was offered before the next sentence "
break, The pattern for” the high group was 81% offered before the next sentence
break, 13% at the next sentence break, and 6% following the next sentence |
hreak.‘ The‘instances of delayed feedback for the high group were oenerally

associated with omission and insertion type miscues. An examination of

po1nt of feedback relative to meaning change revea]ed ‘a statistically
significant three-way interaction for read1ng groups similar to that
found for timing (p<.01). With the high group readers there was greater
likelihood for the pojnt of interruption to be delayad if the miscue re-
sulted in Tittle'mea:2ng change. For low grouplreaders no differences
for point of interruption were found related to the degree' of meaning
change. Wait t1me apparently varied by teachers as a function of meaning

change for the h1gh group, but not so- for the Tow level readers.

Miscue Resolution

The final area of analysis focussed on the resolution of the miscue,
j.e., whether it was 1dent1f1ed by the student who made the miscue, the

teacher, another student, or simply left un1dent1f1ed. In F1gure 5, the

data for resolution of miscues by miscue type are presented. Again, there
 was a statistically significant interaction (;;<,01) for resolution by

ability group. The dominant resolution patterns.for the high ability group

were student identification or leaving the miscue:dnidentified. The domi-.

nant pattern ?or the poor readers, with the exception of mispronunciations,

3

was -teacher identification of m1scues

Reso]ut1on was finally examined as,a function of the form of susta1n1ng

« S —— [
¥ -

feedback A stat1st1ca11y significant main effect was found w1th no inter-

act1on by ab111ty Attend1ng feedback 1ed to_student 1dent1f1catlon of the

’
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miscue 85” of the, tiie, contextua1 feedback almost 80% of the time, but
grapho- pronic feedoack only 6 L of the t1me Approximately 25% of the

miscues given grapho-phonic feedback were ultimately identified by the '

teacher. . ‘ N )
i S

Summary and: Interpretat1on of F1nd1ngs

The poorer readers in this study were found to be experienc1ng less
teacher contact, less engaged time, and less task success than the better
régders during gquided ora] read1ng _The fact that'these three variables
have shown up repeated]y ©in research on teaching as strong pos1t1ve
correlates df effective teaching, points to the serious nature of—the
problem facing the poor reader.

Further, there appears to be little redeeming for the poof reader inm
the quality of'the“fhteraction during guided oral reading. That is, there ~—

appear to be Qu1te distinct patterns in teacher/pup11 interactive behav1ors |
over miscues during qu1ded oral reading as a function of ab1]1ty Creat1ng
a camposite based on the data from this study we see the good reader_a§ one .
who makes mainly substitution type miscues which affect meaning only sTTghtly
and do bot resenble the grapho-phonic characteristics of the teit word. The

dood reader ~is most likely to CObtinue read{ng in the text without interruption y

from the teacher and without bothering to self-correct later on. - With more

v
-

difficult words, the good reader is 1ike1y to mispronounce and then inmedi-
ate]y self- correct or make repeated attempts at the word, again, w1thout

1nterrupt1on from the teacher unt11 the word is successful]y identified.

The composite,for the poor reader is also one of a reader who primarily.makes

o

"subst1tut10n m1scues, however, these miscues do resembTe the grapho phonic

features of. the text word ‘and alco substant1al1y affect text mean1ng S T o

-

suchéinstances the teacher is 11ke1y to 1ntfrrupt ahwost. Eub“tEJy 1v or after

-

. . .
< . . . , : ) N o
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the student has paused briefly to give the correct word. With even more
difficult words the poor readef is likely to hesitate and all but wait for
absiétance which the teacher quickly obliges by giving the text word.

The behqvioréﬁof both teachers and students in this study offer support:
for Doy]e'§ (1980) notion of "reciprécfty"'as it operates in.fnstructiona] infgr—
actions. fhat is, both teachers and students are each influencing the behaviorl
of the other. Considerafion of this phenomenon helps to explain not only tpe,
findings of this study of verbal feedback but also those of A]]ingfon (1978,
1980) arnd Pflaum et al. (1981). The patterns in the data we haQe observed,
however,lsuggest something more than just reciprocity; i.e., the behavfors of
teachers and students appear tb be adaptive with each'accommodating 1nfornaffon
from the other source to modify theiruown behavior to some state of equilibrium or
balance. Both teacher and ;tudents appéar to share the common goal of completing
the activity in as efficient a manner as possible. -

The driQing force behind the adaptive behévibr may be, to borrow Duffy's

(1982) term, smooth activity flow through the curriculum. Interviews with the

teachers conducted while viewing the videotapes of their interactions in this
~study (reported in Hoffman & Kugel, 1981) indicated that the responses to stu-

dent miécues in the low groups were explained as often by group management

constraints and need for curriculum coverage as they were explained in.terms%

of student need or belief in what is good instructional practice.

Imbedded in the fixed curricula that teachers are expected to cover are
. et .
» @ variety of iearning tasks. Guided oral reading from a basal ‘is just gne example.

Students perform and may or may not succeed in the curriculum as a function of

their own ability and the difficulty of the task. The teacher.also plays a ;ole

in assuming responsibility for sustaining the s*.dents through these tasks.

During instructional interactions, teachers micht be thought of as attempting
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to maximize the amounf of instructioh witn minimum‘disruptidn to the activity
flow. Teachers and students negotiate (McDekmoft, 1977) toward an equilibrium
.'which is optimalkfor them and ultimately results in stable and mutually re-
inforéing‘behav#ors. Once achieved, the equilibrium takes the form of routines
(Clark and Yinger, 1979) or mental scripts (Aboison, 197¢; Shank and Abeison,

1977) in which teachers and students behave in consistent:and predictable ways.

/)" I

In the case of the feedback patterns observed in this stuﬁy, the nego-
tiation process which leads to the deve]opment’of rbutines appears to occur
at a group rather than at an individual.level. Thié finding is contrary to
popular beliefs (Rosenbaum, 1980) but consistent with the ffndings of othér
literature on teacher decisibn making which suggests that once groups have
been formed, teachers make planning and interactive decisions based on group

. . °
characteristics, not those of individuals (Shavelson & Stern,1981). That the behaviors
of teachers in the same type of activity is different across abi1ity'groups
indicates tnat the negotiation process toward an equilibrium can‘reach dif- | .S
%erent ends. The existence of routines is not thé_155ue. In fact, they may
be a necessary part of efficient insfruction. What is at issue is the qua]ié‘
tative nature of the routines that are established. In guided‘ora1 reading,
there is little in what is being done by the feacher to encourage the poor
reader to begin to look like the good, hor is there anything in_thevgood'
reader's behavior which encourages the teacher to behave as she or he ddés

with the poor.

Implications

The implications of this adaptive cycle for feachers are clear--the

routines for the low skilled readers must be modified if they are ever to beiome
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1ike the high ski]]ed,readefs.v Routines, however, by their very nature; are
not easi]j changed. ‘Shavelson and Stein (1981) suggest that resistanceAto
change can be attfibuted to teachers: who Have made judgments over timq and
have discovered throuah experience that a given routine works better than
other known a]ternatiVes. The goal of changing routines in guided oral
reading is, therefore, not to be easily realized. we‘éan speculate about
three areas of change which either alone or more likely in combination might

have positive ¢ ffects on the development of poor readers.

Adjusting the task. There are at least two ways in which the task of

guided oral reading might be adjusted to begin to break the routines: the
first relates to text diffiCU1£y and the second to the procedures used.

In this study we found the error rate for children in the Tow group to
be slightly greater than 10% while for thé high group students it was less
than 55. Guided oral reading in very difficult materials for deve1o§ing
readers is in fact a very different task from that of high readers in easy
material. By b]acing students in materials where the error rate is consi-

" derably lower, it is 1iké1y that the performance of'thé students will become
more 1ike that of the goad in terms of miscue characteristics (Biemiller, 19793
Blaxall & Willows, 80; Williamson & Young, 1974). The teacher will then

be in a more ﬁatura] position to adapt his or her responses accordingly.

A second way in which-the task can be adjusted is to modify the proce- .
dures fo} gufding oral reading away from a round-robin/turn-taking format.

In the round-robin context the teacher faces the dual demands of meeting the

reader's needs and maintaining group attention. When the constrafnts associated

with group instruction are removed, the teacher is free to make decisions -

Ao
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and respond according to individual need We wou]d'suoqest
thqt at early primary levels, as an a]ternat1ve to round-robin reading,
teachers al]ow students to read stories at their own rate in a quiet voice.
The teacher can then'selective]y monitor and feedback to individuals. Guszak

-

(1980) reports data on a Ssimilar procedure tjat indicates this is an effective
way to maximize the amount of reading studen

ls accomplish and enhance the

rate of growth in reading achievement.
Teaching explicit strategies. There is a growing body of instructional

research suggesting that we can teach poor readers to use the §trategies of
good.réadérs through direcf instruction. Spécific to guided ora]‘reading

we WOu]d suggest that teachérs train or at least talk to Students about |
strategies for dealing with their own miscues. (In terms of the FOﬁMAS
taxonomy this relates to the reaction cluster.) Studénts could be given

an explicit sequence of steps to follow after they make a.miscue such as
reading on to the end of the sentence or beginning'the sentence again. Stu-
dents could be taught to make meaningful substitutions for unknown words as
”p]acé holders" that can be returned to later on’if necessary after more

text has been processed.

Modifying verbal feedback. This is probably the area where the most

direct break in the routines can be made. Based on our observatioﬁs of many
teachers and students'in miscue focusad 1nteract1ons and the findinas of

this study, we would offer the following ou1de11nes first, be accepting/
tolerant of miscues which do not affect greatly the meaning of text; second,
i(‘feedback is to be given, de]ay tHe interruption at least until the next
sentence break and preferably until the end of a paragraph; third, focus the

initial response to the miscue on the meaning 1eve1,-asking the student to
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re-read the sentence with the miscue and/or asking if what the student has

said makes sense. '

We would caution that while attempts at varying feedback méy appear to
se the most direct way to break routines, it is not likely to be 5uccessz1
in the long run if suggestions offered regarding adjustihg the task and

teaching éxp]icit strateagies are not followed. . ’ s
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' re-read the sentence with the miscue and/or askina if what the student has
‘ said makes sense.

We would caution that while attempts at varying feedback may appear to
be the most direct way to break routines, it is not likely to be successful

in the long run if suggestions offered regarding adjusting the task and

teachina explicit strateqies are not followed.
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Figure Captions

Major divisions of the feedback to oral reading miscue
analysis system (FORMAS) taxonomy,

Reactions to miscues separately for good and poor readers.
Teacher feedback to pupi] miscues for good and poor readers
separately. )

Teacher feedback to good and poor reader miscues as a
function of meaning change.

Typical resolutions to pupil miscues for godd and poor

readers separately.
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CLUSTER ' ' ,

I. Miscue (THE oaseaven RESPONSE iN RELATION TO THE EXPECTED
RESPONSE)
A. TYPE: INSERTIONS, OMISSIONS, HESITATIONS, SUBSTITUTIONS,
MISPRONUNCIATIONS, CALLS FOR HELP, REPETITIONS
B. MeanING.CHANGE: LITTLE AND SUBSTANT 1AL
C. GRAPHO-PHONIC SIMILARITY: HIGH AND LOW

I1., REACTION (STUDENT'S FIRST BEHAVIOR FOLLOWING THE MISCUE)
A. TYPE: REPEATED ATTEMPT, CONTINUATION, IMMEDIATE SELF-
CORRECTION, PAUSE, CALL FOR HELP, NO OPPORTUNITY

11]. TeacHer VexBAL FEEDBACK (FIRST TEACHER BEHAVIOR IN aesponss
TO A MISCUE)
A. Type: No VERBAL, TERMINAL (GIVING A TEXT WORD OR CALLING
ON ANOTHER STUDENT)AND SUSTAINING (PROVIDING OP-
PORTUNITY OR HELPING THE STUDENT TO IDENTIFY THE
. TEXT WORD)
B. ForRM OF SUSTAINING: ATTENDING (NON-CUE Focus1ne),
GRAPHO-PHONIC AND CONTEXTUAL
C. TiMinG oF TEACHER FEEDBACK: IMMEDIATE (LESS THAN 3 SECS)
, ‘ , AND DELAYED (MORE THAN 3 §ecs)
D. POINT of FEEDBACK: BEFORE THE NEXT SENTENCE BREAK, AT
' THE NEXT SEMTENCE BREAK, OR FOLLOWING
THE NEXT SENTENCE BREAK

IV. OTHER STuDENT VERBAL FEEDBACK A
A. TYPE: NONE, SOLICITED AND UNSOLICITED
B. TiMInG: IMMEDIATE (LESS THAN 3 SECS) AND DELAYED (MORE
THAN 3 SECS) "
C. Form: ATTENDING (NON-CUE Focusxne) GRAPHO-PHONIC AND
CONTEXTUAL

V. ResoLution
A. TYPE: TEACHER IDENTIFIED TEXT WORD, STUDENT IDENTIFIED
TEXT WORD, ANOTHER. STUDENT IDENTIFIED TEXT WORD,
OR MISCUE LEFT UNIDENTIFIED
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HIGH READERS

CONTINUE (95.2%)

Insertion (Low Meanina Change) —————m
(.3375)* (7.8%) T e
Insertion (High Meanina Chance) o CONTINUE (78.2%) ' _
(.06875) (1.6%) v =----. Repeated Attempt (10.9%), Self-Correct (10.9%)
- Omission (Low Meanina Chanae) e~ CONTINUE (75.9%) '
(.61250) (14.2%) " T°s > Self-Correct (17.1%)
Omission (H 1oh Meanino Change) - SELF-CORRECT (44,0%), CONTINUE (33.63)
(.16750) (3.9 ==X No Opportunity (i4.28) |
Su bstlt tion (Lo w Meaning Chande) . cw——— CONTINUE (67.3%7) . . '
(1.1312) k26 2%) ST ~  Self- Correct (11.4%); Repeat (10.2%), No Opportunity (9.92)
Substitution (Hiah Meanina €hance) ..__..' : CONTINLE (32.1%), HO OPPORTUNITY (25.6%), REPEAT (24,6%)
(.80125) HS.S% ==~<-» . Self-Correct (17.6%)
Mispronunciation (All) - SELF-CORRECT (60.1%)
(,6238) (14.4%) ~~~-» Repeated Attempt (20.3%), No Opportunity (11.1%)
Hesitation (All) == NO OPPORTUNITY (44.8%), SELF- CORRECT (29.3%)
(,58) (13.4%) ~~-a Continue (12 9%), Pause (11.64%)
’ r
LOW READERS
insertion (Low Meanino Chance) e . CONTINUE (58,7%)
(.07875) (.8%) - » No Onportunlty (23.8%), Repeat (17.5%)
Insertion (High Meonlno Chonqe) e~ NO OPPORTURITY (60,8%)
(.09875) (1,0%) ~~-.» Continue (25.3%), Repeat (13.9%)
omission (Low Meanina Change) CONTINUE (48,9%)
~£:27875) (3.0%) ~===T_%  No Opportunity (35.9%)
omission (High Meanino Change) - - SELF-CORRECT (us 92), REPEAT (41.3%)
(,07875) (.8%) =~~--» . Continue (12.7 :
Substitution (Low Meaning Chonoe) = NO OPPORTUNITY (44,3%), CONTINUE (37.8%)
(1.17125) {?2.2% """" » Self-Correct (13, 6%)
Substltutéon (H&ah Meaning Chanoe)  ese———r NO OPPORTUNITY (57.02%)
(2.6875) (28.0% ] -~~» Continue (20.9%), Self- cOrrect (13.9%)
Mispronunciation (All) NO OPPORTUNITY (35,6%) SELF -CORRECT (35, 61)
(1.5838) (16.5%) ~<=TZI  Repeated Attempt (i9.038), Continue (9.79%)
Hesitation (All) —— NO OPPORTUNlTY (73 6%)
(3.6276) (37.8%) - ~-» Pause (15.0%) . .
* Mean Number of Miscues/100 Words Read — Primary Reaction eo-—eoem->» Secondary Reaction
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HIGH READERS :
Insertion e———> NO FEEDBACK (99.6%)

- (,12879)* (11.4%) IR
Omission = ——» NO FEEDBACK (87.3%)

(.203%) (v8.2%) 0 Tt > ~
Substitution ' ~— >  NO FEEDBACK_(74.2%) : _
(.5313)  (47.5%) - , ==<-» Terminal (13.6%), Sustaining (12.2%)
Mispronuhciation , ve———s NO FEEDBACK (58.1%)
(.1163) (10.4%) ===<>. Terminal (26.3%), Sustolning (15.1%)
Hesitation e— >  TERMINAL (42.6%)," NO FEEDBACK (38.4%)
(.1388) (12.4%) , =% Sustalnino (i8.9h)

LOW READERS , .

Insertion _ ——— 5 NO FEEDBACK (55,1%)
(,0658) (2.4¢) 77 Terminal (38.0%)
Omission e o NO FEEDBACK (55,4%)
(,0971) (3.5%) ) Sustaining (38.2%)
Substitution > TERMINAL (56.6%) __
(1.155) (41.4%) , . No Feedback (27.5%), Sustaining (15.9%)
Mispronunciation —e——»  TERMINAL (61.7X)
(.3529)  (12.6%) = No Feedback (22.2%), Sustaining (15.9%)
Hesitatlon = - — TERMINAL (74.2%)

S (1.1198) (40.12) === Sustaining (17.4%)

* Mean Number of Miscues/100 Words Read » Primary Reoction oo ceeee » Secondary Reaction
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HIGH READERS
Low Meanina Chande Miscues
(.61) (73%)

ngh Meanina Change Miscues
(.23)  (27%) '

LOW READERS

Low Meanina Change Miscues
('.’45) (33%),

Hiah Meaning Change Miscues
(.92)  (67%)

NVF (85%)

~~~-.» Sustaining (8%)
NVF (70%)

-» Terminal (17%)

—e——3-  NVF (497)
“~~<x Terminal (40%)
TERMINAL (63%)

~ NVF (23%)

=2

* Mean Number of Mlscueé/loo Words Read

————» Primary Reaction

,——w-pe Se€coOngary Reaction




HIGH READERS

LOW READERS

Insertion
(,049375) (2.0%)

'Omlsslon_

.09 (3.7%)

«e——»  JEACHER

~———»  UNIDENTIFIED (78.2%)
TS Student (21.8%)

o+ UNIDENTIFIED (55.2%)

“~-~a  Student (35.0%)

we———— UNIDENTIFIED_(42.7%), STUDENT (42.2%)
~~--a Teacher (11.7%)

————s  STUDENT (75.5%)

~~~~—a Teacher (12.4%)

5. STUDENT (48.3%), TEACHER (40.1%)
=% Other (11.6%)"

TEACHER (38.0%), UNIDENTIFIED (34.2%), STUDENT (27.8%)
>  UNIDENTIFIED (39.6%), TEACHER (30.9%), STUDENT (29.5%)
- > TEACHER (52.,7%)

=<TX  Student (28.15%), Unidentified (17.6%)
e > STUDENT (50.6%), TEACHER (41.9%)

(75.0%)
=~ —a Student (21.7%)

* Mean Number of Miscues/100 Words Read

e » Primary Reaction e --_-» Secondary Reaction
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NRC, Students' Beliets and Attitudes About Oral Reading Instruction
Disk 47, File 3, Galley 3d. mss. 306-309

JAMES V. HOFFMAN
LLESA A. KASTLER
MARCIA F. NASH

JOHN DALY
University of Texas at Austin

STUDENTS' BELIEFS AND ATTITUDES ABOUT A
ORAL READING INSTRUCTION

\

The child learning to read in the context of the classroom approaches instruc-"
tional tasks with a complex set of beliefs and attitudes. According to Brophy

and Evertson (1981), beliels are  statements about  something  or . someone

- thought to be true whether or not they are. Attitudes are affective or emotional
- reactions to events or people. There is a substantial—though not particularly

enlightering —history of rescarch into attitudes and recading. Most of the re-
scarch i this arca has focused on attitude fonnation and its relationship to suc-
cess in leaming to read. More recently, there has cmerged a line of research
exploring children's beliets or coneeptions of reading at various stages of profi-
ciency (Downing, 1969; Johns, 1970). The results of these studies scem to indi-
cate distinct patterns of belief systems which are in pant developmental and in
part a reflection of the environmental influences of home and school.

The study to be reported in this paper examines student beliefs and attitudes
toward oral reading in-a specific instructiondl context— teacher guided oral
reading. It was hoped that the insights gained from such an investigation might
ultimately lead to more calightencd classroom practices.\ Teacher guided oral
reading has been and remains a common part of the classroom routine at prim-
ary levels (Austin & ‘Morrison. 1967 Howlett & Weintrauh, 1980). Tcacher
guided oral reading typically takes the forin of “round-robin” -or “barbershop™
ceading. The practice has been indicted from niy sides and for many reasons
(Articy. 1972; Spache & Spache, 1977). One of the. most common charges is
that it is unfair (0 students-—in particular low ability readers —cxposing them
to ridicule and cmbarrassment. The results ol a survey by Daly and-Hoffman
VIS 1) of classroom practices and teacher attitudes toward guided oral reading
~ould seem to indicate that teachers do not share this belicl. Most primary
teachers regarded guided oral readung as a valuable instructional activity for
both good and poor readers. They do not view the task as unlair or cmbarras-
ang to poor readers. They do, however. perceive the activity as boring for both
the teacher and the students. Teachers, by and large. seem to take the position
that it doesn’t have to be Tun to be good for you.

lug
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METHOD

The rescirch site was a moderate sized school district located in the south
cemtral region of the United States. The developmental rewding program in this
system could best be deseribed as traditional with a basal oricntation and an
cmphasis on abihity grouped instruction. All teachers of students i the clas-
sroony’ studied reported frequent mse of group guided oral reading as part of
theiv instructional program. The dita to be reported were collected as one part
of a comprehensive investigation of teacher-pupil interactions “during oral read-
ing.

Subjecty ‘ :

Students from the high and low reading groups (N =207) is 23 second grade
classrooms in this district’s ten clementary schools participated in the study.
There were a comparable number of males and females in the sample.

Procedures . v

The data for this project were collected during weekly visits to the rescarch
site over a three month period i the fall of the ycar. The students in cach
group were selccted at random. All tests and interviews were conducted indi-
vidually outside ol the classroom scting. Students were first administered the
Slosson Oral Reading Test (SORT) to provide an estimate of reading achicve-
ment levels. This brief testing period was followed by an extensive interview
sess1on. i

Instrumentation :

The interview instrument consisted of 80 questions presented orally to stu-
dents in a closed response format. Some of the items required the student to
respond with a “yes™ or “no” (c.g., “Do you cnjoy reading?). Others required
the students to state a preference (e.g.. “Would you rather read out loud or read
silently?). No item contained morc than two choices from which the students
were to select. Six of the items were repeated exactly in other parts of the inter-
view to check for response consistency. The items were clustered into six major
sections related to the following themes: | Attitudes: [, Perceived Ability: 111
Proficiency Constructs: 1V, Teacher’s Role: V. Social/Evalvation Context; and
V1. Models. ' _

~

The items within ciach section had been developed and pilot tesied as part of
an carlier study (Holfman, Kastler. gnd Nash, 1981). The first sct of ten items
in the Attitudes section explored students” feelings about reading in general, and
the second set of ten stems examined feclings toward oral reading in particular.
The Perceived Abilities section had a similar breakdown with nine items fo-
cused on their silent reading ability and ine items on their oral reading ability.

*.In the Proficiency Construct section there were five items designed to explore
what the respondent knew about good oral reading performance and another’
five items over what the respondents knew about poor oral reading perfor-
mance. The Teacher's Role section contained five items covering what the stu-
dents liked the teacher 10 do when they mide a mistake or otherwise encoun-
tered difficulty in oral reading. The Social/Evaluation Context section contained
fifteen items related to how the respondents felt about others observing or judg-
ing their oral reading perforinance. The {inal section of the instrument contained
five questions related o what models of” oral reading the respondents Hre ex-
posed to both in and out of the school setting.

El{fc | | | - 1u7
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RESULTS

A preliuminary analysis was conducted to test the reliability of student re-
sposne patierns. Tetruchoric correlation coeticients were compnted tor the six
pars of repeated stems in the interview . The average correlation tor all six pairs
ol atems was 79, Euch of the individual correlations was sttistically significint
at the p<<.001 level.

Correlation matrices for cach of the six major scctions of the interview instru-
ment werd then computed as a test of construct yahidity. Separate matrices werc
formed for the general vs. oral reading attitudes section and the sileat vs. oral
reading pereeived abilities section. The most highly correlated items within cach
section were then selected as the basis for computing a composite score on cach
subscction. There were no significant correlations between any of the items in
the proficiency construct section so no composite scoré was created for this sec-
tion. The Social/Evaluation Context section was braken dawn bascd on item
content and inter-item corrclation patterns into two new arcas of audience ef-
fects and negative affect toward oral reading performance. The following arcas
were thus. identified: (1) General Attitude (3 questions). (2) Oral Reading At-
titude (5 questions); (3 Pereeived Ability—silent réading (4 questions); (4)
Perceived Ability —oral reading (4 guestions): (5) Teacher's Role (3 questions):
(6) Audience Effects (3 questions). (7) Negative Affects (3 questions); and (8)
Home Rcading Mulels (2 guestions).

A multiple regression analysis was then performed using the SORT achieve-
ment test scores as the criterion variable and the eight compusite scores as the
predictors. The muultiple R was found to be .37 (p<.001). This figurc meets
Cohen's (1977) criteria for a moderate cffect size. Three of the cight composite
scores were found to explain most of the variance. These were: perceived abil-
ity in oral reading: teacher role; and audience cffects. A reduced multiple re-
gression using just_these three predictor variables yielded a multiple R of .34
with an adjusted R of .10. The Beta weights for the threc composite variables
were 22 for perceived oral reading ability (p<.002); .20 for teacher role (p<
.004); and .13 for ecnjoyment/amdience ctfects (p<.07). The questions subsumced
in cach of thesc three composite variables: are presented in Figure | '

A subsample of high and low ability readers was identified next for purposcs
of performing an item analysis comparison of response patterns. The high abil-
ity reader group (N=77) consisted of readers assigned to a high rcading group
in their classrooms and scoring higher than the 3.5 grade level on the SORT.
The low ability reader group (N - 50) consisted of readers assigned to a low
rcading group in their classroom and scoring less than the 2.5 grade level on
the. SORT. Only the most striking points of contrast in responsc patterns will be
presented in this summary.

The responses of students in both the high and low groups reflccted positive
feelings about reading in general. Questions which made either direct or indirect
comparisons of silent and oral reading tasks revealed that both groups hold a
more positive view of silent reading than oral reading. A majority of high read-
ers (70%) reported that reading out loud is fun, while the majority of low read-
ey (52%) reporte that it was not fun. Both groups responded overwhelmingly
(Y$% to S%) that their teachers thought of theny as goml silent readers. The
figurc remained almost the same (93% yes) for the high group when asked
whether their teacher thought of them as good aral readers. In the low group,
though, the pereent of students who reported that their teacher did not think of
them as good oral readers rose to 25%. Ouly half of the low group regarded
themiselves as good oral readers whercas 83% of the low group regarded them-
sclves as good silent readers. For the high group, 87% regarded themisclves as
good oral readers and 95% as good silent readers.

Both groups overwhelmingly preferred that the teacher help them figure out
unknown words over giving them the word (89% vs. 11%). When asked
whether they liked for the teacher to call on other kids to help with words. 73%
of the low group regarded the practice favorably as compared to only 56% of
the high group. ., . : :
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A vast m.c)orlly (90%) of the high group readers ruponcd that’ they like to
read out foud in their reading group. 44% of ‘the low group readers rcsp()ndt.d
that they did not like to read out loud in their groups. This’ difference is in
contrast ta the congruent pattern of ‘responses to the question Of .whether ‘they
unuvul reading out loud to the teacher when they were alone (83% yes for the
high” group and 74% ves tor the low group). Students in both groups revealed
sensitivity to the evaluative aspects of reading’ orally in groups. They agreed
that oral reading performance aftected placement in high or fow reading groups.
Most studeats in both groups reported that they tried hard not to make mistakes
when reading orally. The ‘majority of students in both groups also reported feel-
ing ncrvous when reading orglly with others listening. |

DISCUSSION

The findings from this study suggest that even by the beginning of second
grade students have_some developing beliets and attitudes toward oral reading
instruction. These beliefs and atotudes are Lleurly tied to reading ability, The
three_compasite variables (i.c.. perecived ability in oral ru(lmb teacher’s rolg
and audicnce cifects) |dcnl|tu.d through the multiple regression analysis point to
those arcas where belicfs and attitudes are strongest. The better the reader the
preater the enjoymient regardless of the social or performance context. Also, the
better the reader the greater the desire for the teacher to assume a low profile in
helping when difficult words are encountered. The poorer the reader the less the

Cenjoyment and the greater the desire for teacher mvoivumum It is alio intesest-

ihg that the .variabie perceived ability in oral r’u.xdmls relates (i.c., predicts)
reading achievement much better than does perceived ability in silent reading.
Valid or not; pral reading performance secins to be fhc best 5aug,c for students
to ust in cvaluating their own ability.

The analysis of specific items relative to extreme ability levels adds addi-
tional cvidence to suggest that, at least for poor readers, oral n.admg is g stress-
ful and, .mxuly producing part of the classroom m\trucnon.nl routine.
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FIGURE 1

Preceived Ability in Oral Reading
Are you a pood oral reader?
Do you read ot loud very well?
Do other kids think you are a good oral reader?

?Docs your teacher think you are a good oral rcader?

Teacher's Role . o
Do you like for the teacher to tell you words when you don’t know them?
Do you like for the teacher to call on other kids 1o help 'you with the words?

Do you like for the teacher to help you figure out words you don’t know?

Audience Effects ‘ ,
Do you like to read out foud when the teacher calls on you in the reading group?

Do you like to read out foud to the whole class?

Do you hke 10 read out loud o your teacher when you are alone together?

'
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. . ) . o
ON PROVIDING FEEDBACK o
b ]
‘ TO READING MISCUES
a : e
I N by James V. Hoffman
P o e g
{ | ABSTRACT \,
| ;
E “I'he author examines the potential for oral reading with i
‘ individual studengs at their instructional level as ameans for o ‘
1 developing basic word recognition strategics. Three dimen- o
‘ sions of feedback are identified with respect to the teacher’s {

crucial role of providing feedback during such reading in-
teractions. The first dimension of selectivity relates to how
teachers determine whichmiscues they will or will not make’
an overt response to, The second dimension of timing, ad-
dresses the question of when such teedback should be of-
: tered. And the final dimension of form considers the actual
o characteristics of the prompt itsclf.

.

Both teachers and their students have a theoretical orientation

toward reading e L0 a particnlar knowledge and belief system’

(which) .. operates to establish expectancies and strongly influences a

whole host of decisions made . . relative to reading” V(H'.u:stc & Burke,

: : 19773 Whilte this orientatian is often implicit in that neither the teacher
nor the student nmay he aware of'its for, itis possible toinferabout the

charicteristios -of a particular model based on obscervations of per-

tormance. For a teacher, this may niean examining patterns in instruc-

tion such as matevials, management procedures and so on. For a H
student, this may involve extensive qualitative analysis ol reading per- {_
formance. Harste and Burke propose that a student’s theoretical VL
orientation toward reading is at least in part a product of that indi- v
vidual's instroctional history. In other words, a student’'s model of ¢
reading will tend to evolve toward the teacher's orientation as a t
) result of instructional interactions, I this fargnment is valid then it '
would scem miperative that teachers devote considerable time in
-~ LY
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analyzing the theovetical ovientation implicit in materials and proce-
dures they présently use.

Perhaps the most immediate manner in which teachers vent their
theoretical oricntation during instraction is through the form of teed-
hack provided to students while they miscue during oral veading. Such

siteractions not only allow: teachers to study a student’s model of

reading. but perhaps more importantly they allow students the oppor-
tunity to examine the teacher’s model vis a vis the prompts which are
provided. Students are then free to accommodate the intormation
gained throngh interactions with a mature, “proficient” nodel of read-
ing to adapt and retine their own,

What do we kuow about the dynamics of the interactions which

take place between teacher and s%:h-nl under such circumstances?.

Swrprisingly very little, when we cpsider the amonnt of instructional
tinte devoted to oral reading exercises in primary classrooms. We hear
critics repeatedly attack the all too common abuses of oral redding in

the classrpom such as “round robin” exercises, yet seldom are teachers -

counseled as to how they might constructively incorporate oral reading
into.an instructional program. Advocates of purposeful oral reading,
where success is insured, rehearsal allowed, and an audience pro-
vided, generally emphasize the opportunity to develop interpretive
purposciinboral reading, where succeess is insured, rehearsal allowed,
and an audience provided, generally cmphasize the opportunity to
develop interpretive and pertormance skills. It is this author’s conten-
tion that oral reading at a student’s instructional level with a teacher
prisent to provide feedback toamniscues also has great potential tyr the
development of hasic word recognition skills. The purposc of this brict
article will be to identify and examine some dimmensions of feedback

both from a research and applicd perspective as they relate to oral

reading. No attenapt will he made to formulate specitic presceriptions as
to what teachers should do in various contexts. Hopefully, though,
enough information will be presented to make teachers first aware of
the major vaviables inoperation and second to congider what patterns of

feedback are consistent withy their own theorctical orientation.

Dimensions of Feedback

Kulhavy (1977) has proposed that feedback aims at two main goals
in learning. Fivst, it provides the learner with information about the
aceuracy with which he is performing a task. Second, feedback can
aftect corors hy telling students when they oceur, and then allowing
them to engage in corrective activity. In termsof acenracy two things
canoccur when students read orally: (1) They can confirm onr expecta-
tions by responding with the words as we percgive them in the text, or
(2) they can nitscue, i.c., respond in some way which deviates from our

‘ 112
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expectations. This second category would also include those occasions
in which the observed response is o response (e.g., the student stops
reading, asks for assistance, and so on).

Overtteedback tora correctoran expected response by the teacher
s aty pical in mostsituations. Apparently, itis assumed that the intrinsic
reinforcement present in correct identitication combined with an ab-

sence of a negative response provide together a sufficient level of -

positive reinforcement. How and under what conditions teachers re-
spond to miscues varies considerably and is dependent on their
specitic rules for teedback. Such rules specify both the conditions
under which they are puf into operation as well as the range of alterna-
tive response strategies. There appear to be at li-ast three identifiable
dimensions to these rules as they relate to oral reading: selectivity,
timing, and form. Each of these dimensions will be in turn considered
and analyzed. '

Selectivity of Feedback ; ,

~ Decisions as to the most appropriate form andtiming o responses
are meaningless without Grst developing guidelines as to wlich devia-
tions they should be applied to. The sclectivity dimensior| specifies
thosc conditions under which the response component of thdfeedback

mechanism is putinto operation. How sélective our feedhack strategies

are may range from an absolute criterion level where each and every
deviation is given aresponsce to a highly selective level-where a deci-

sion to itervene is based on a consideration of complex situational .

variables. :

The tendeney in controlled rescarch studies into the elleets of
prompting and teedback on learning has been to measure performance
orly in binary terins which thereby clicit areaction solely on the basis
ot incorrect or unanticipated responses. Such a practice certainly over-
simplifies the relatiouship between feedback and learning; and, more
importantly, docs not refleet the complex reality of learning environ-
ments wheye such interactions typically occur. Although a miscue and
an oral reading error might share .a common operational definition,
there are gqnalitative characteristies in which they can differ greatly.
Aunalogously, while there may be any number of incorrect responses to
a straightforward literal level question, some answers mnay bhe more
“right” than others. So too with miscues, some deviations from the text
are simply more aceeptable than others. When one adopts a unidimen-
sional mechanism ot L. . if deviation then response . .. one reflects a

motion that reading is an all or nothing masterv task rather than a

progressive movement toward proficiency. X
A responsc mechanism which is keyved toward this notion of
movement toward proficiency will identifv and attempt to build on

— ———
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how well the reader is performing relative to his own needs. It wounld

be a difficnlt though feasible task to identify and weight any number of

sitnational variables which might influence one’s decision to respond
or not respond including sueh factors as the stndent’s ability level, the
ditficudty of the teat, and the purpose of the reading exercise. The
greater the number of variables one miglit incorporate inta a decision
making scheme, however, the more complicated the matrix to be man-
ipulated. So complicated in fact, that due to our limited processing
capabilities, we very quickly render our feedback strategies inopera-
tive. This iy not to suggest that we abandon the principle of selcctivity
altogcther, rather that (at least initially) we must severely limit the
variables that are considered if the system is to he kept manageable.

One promising approach wonld he to key the decision to respond
primartly to qualitative characteristios of the deviations or miscues
themselves. K. Goodman (1967) and Y. Goodman & Burke (1972) have
provided us with both a theorctical framework as well as practical
models for sueh analvses. Applying these principles, even at a very
infornimal level, we can make vadid and reliable judgments as to a
miscue’s  grapho-phonic, syntactic. and semantic ;11)1)1'(”)ri:nt("n(:ss.
While there has heen litte research into the effects of differentiated
prompting based on snchananalysis, there have heen relevant findings
related to miscue characteristics and student's self-correcting behavior,

Goodman (19731 in examining the ('orrevctin'n strategics of low,
average, and high ability readers fonnd that no one group corrected
more than 38% of its miscues. Towas found, however, that across these
Aty gronps some forms ot miscoes were more likely to he corrected
than others. There was a strong tendeney, for example, to correct
miscves which result in vnaceeptable or partially acceptable semantic
and syatactic structures, There was also a tendency not to correct
miscues with Tow grapho-phonic similanty if the criteria for semantic
and svintactic acceptability were met,

Ithas been suggested that the self-correcting strategies employed
by more proficient readers might form reasonable guidelines with
respect to selecting which types of miscues might require direct feed-
hick (Goodman & Burke, 1974; Recht, 1976; Hoffman, 1977). These
anthors suggest that teachers respond with some form of tee dback only
when misenes fail to meet the criteria of syntactic and semantic appro-
priateness. Snel a condition for selectivity not only has greater
theoretical appeal and rescarch support than responding to cach and
every misene. batalso s a more realistic alternative to those whao
stupgest we consider every vartable under the sun before deciding
whether to respond or not. '
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Taning of Feedback

Onee the decision to respond has been'made, consideration must
he given to the time frame in whichiitis offered. Feedback can be given
immediately oritcan be delayed for some period (e.g. after the student

Las finished-a sentence or paragraph). The concept of wait-time as -

proposed by Bowe (1972, 1974) in stadies of teache/student guestion-
iny behavior can he readily adapted to an understanding of the effects
of timing of teedback during oral reading. Rowe (1974) identifies two
varictics of waittime: the time allowed to a student to begin arveply toa
teacher’s question and the time tollowing a student statement priorto a
teacher's reaction (Fignre 1), Rowe (1972), inastudy of teachers trained
to inerease wait-time, identified changes in student pertormance in-
uding an increase in the length of responses and a decrcase in the
number of failures to respond. Changes in teacher behavior included

anincrcase in response flexibility and greater vaviety in questioning

patterns, :

Applying this same structure to an analysis ()l feedback during oral
re .uhng we can identify and define two classes of wait-time (A) the
time allowed to the student hetween his last correct response and the

Cnext one, and (B) the time following a student miscue prior to a

teacher's reaction (see Figure 2). Although there has been little re-
search to date investigating the effects of changes in wait-time intervals
on oral reading pe lﬁnm wee, it is possible to speculate on the possible
outeomes

Ad()pting Smith’s (1971) perspective from signal detection theory

we wonld expect that as wait-time A increases, the number of miscues
as well as the number of correct identifications will increase. Smith
avgnes that these two possibilitics are tied divectly together, That s, if
our objective is to increase the number of correct responses we must
gucourage and be willing to tolerate an increase in the number of
miscues

lnsx;,ht into the ¢ ﬂects of an increase in wait-time B can be gamed
through a consideration of the Delay Retention Effect (DRE). This
eftect oceurs when learners have feedback delayed for some period.
Subjects tor whom feedback is delayed, generally show greater recall’
than tor those who are given inmediate feedback. Kulhavy (1977)
explains that “When a student makes an error and receives feedback
immediately, the chances of interference between correct and incor-
rect choices are high, simply hecanse the item stems are identical and
the response antagonistic™ (p. 223). However, when a delay is placed
between the error and feedback incorrect responses are forgotten and
the likelihood is greater that the correct answer will be remembered.
DRE rescarch has also demonstrated that feedback not only works to
identits cvrors, intin appropriste Gisks leads subjects to corvect them-

ot
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l ' selves (Kulhavy & Anderson, 1972). Similarly, as wait-time B is in- -
creased in oralreading, accuracy should be effected positively through .

[ an increised opportimity for studént self-correction as the force of : %

context grows stronger: An added benefit of an increase in wait-time B
is that the observer is given more time both to consider selectivity
criterion (1.e. whether to respond or not) as well as more time to reflect r
on the most appropriate form of feedback.

Form of Feedback i

The form ot fecdback pmvuled by teachers to oral wadmg miscues i
typically range from a simple “no” or maceeptable respouse to the .
presentation of substantial corvective information in the form of
prompts. Ducll (1968) defines prompting as the pairing of a cue, the
stimulus that is to control, with a prompt, a stinmlus which already J
controls or partintly controls the desired response. The goal is to shift '
control of the response from the prompt to the ene with which the
prompt is paired. ‘ : '

Research reported by Anderson, Brophy, and Evertson (1977) as
part of a larger study into general characteristics of teacher ctfective-
ness (Anderson & Brophy, 1976; and Ogdon, Brophy, and Evertson,

1977) offers insight into the eftects of varions forms of prompting, They

classify prompting strategies into two general typés: terminal and sus-

taining. Terminal feedback during oral reading wonld include such

actions as the teacher giving the appropriate word, the teacher asking -

another student to supply the word, or another child calling out the

word belore the teacher can respond. Sustaining feedback includes

teachier actions which call for the student to try alternatives based on

closér examination of enes such as initial and tinal letters, word length,

the meaningful context, and so on. Their study was designed to investi- !

wate the effects of these two different forins of teacher feedback be- o

havior as related to residual gain scores in reading achievement over a

one vear period. They found that terminal feedback to inappropriate

responses (in the forn of snpplying the correct response) was nega- s
tively related to learning. Sustaining teedback (in the form of chies or

helping with simple questions) was positively related to gains.

The specific form of sustaining feedback to be offered can he
turther delineated in terms of the “level” of response being cued. That
is, where is it that we are asking the student to focus attention? Alling-
ton (1978) identifies and provides examples of three levels of what
conld he termed sustaining prompts:

“Graphemice - teacher comments which direct the reader to
attend to avisual aspectofthe word | . (e..) What's the first
letter? '

TEI{IC | , T | 118
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1
Phonenie - teacher comments which direct the reader to
attend to a grapheme-phonerie correspondence ... (e.g)
Sound it ont.

Scemantic and Syntactic - teacher cominents whichdirect the
reader to attend to either sy ntactic or semantic aspects ofthe
sentence .., (e.g) Does that make sense?” (p. 6)

It is Allington’s contention that the level of sustaining responses
cerves to orient and focusstudents” attention, Ifthis is the case then the
level at which a teacher begins the prompt seems to be most critical.
tere teachers have an opportunity to exercise decisions based on
specific dingnosis of an individual student’s strengths and weaknesses.
Perhaps the most basic consideration in determinirig the level of re-
sponse is to examine the criteria nsed in the dimension of selectivity. In
ather words, those miscues we choose to respond to gives us consider-

Cable guidanee as to how we shonld respond. If selectivity is keyed to

characteristics of the miseue (e violating semantic constraints) then it
would séent logical to begin sustaining feedback at that level.

Summary
The effeets of feedback during oral reading on the developmentof

reading proficieney are too important to be left to simple intuition.
There is perhaps no other moment ininstruction where a teacher’s and
student’s models of reading come into closer contact. Recognition of
this fuct requires that teachers place under careful scrutiny their own
prompting strategics. Three dimensions of feedback have been iden-
tificd in this article which should allow teachers to begin to formulate
such an analysiss selectivity, timing and torm.

~ Rathes than hegin with an attempt to develop atheorctically per-
feet or ideal model for intervention and then attempt to put it into
operation all at once, a more realistic approach wonld be for each
teacher to anaheze their current strategies with respect to each of the
dimensions presented. Once this is accomplished, it is suggested that
changesin strategies he incorporated on one dimension at atime so the
cftects in student performance can be direetly observedand evahiated.

Teacher Question Student Response Feedback
X —-Q) X
e e\ e N\ e
Wait-time Wait-time

Fagrure 1 Wait-time in teacher questioning hehavior
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Next response

(1) correct identification

Student's Last conrect ol Teacher
word identification (2) miscue feedback
‘\'..._ e - _.‘___,.-“‘.__.__( ) - - ‘\'
e T e
Wait-tiime A . ‘Wait-time B .

Figure 2 Wait-time in teacher prompting during oral reading
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| Characterizing teacli_er feedback
to student miscues during
oral reading instruction

Charting your teacher/student inter-
actions helps you see how you're
responding to different types of
student miscues and how the miscue
is resolved.

James V. Hoffman
Christopher Baker
We have made remarkable strides
over the last decade in our under-
standing and appreciation for the
information embedded -in student’s

oral reading miscues. The work of -

Kenneth Goodman (1967), Yetta
Goodman and Carolyn Burke (1972),
and Kenneth Goodman and Carolyn
Burke (1973) has provided us with
the tools, techniques and conceptusl
framework for analyzing oral read-
ing performancs in qualitative terms.
While this approach has had substan-
tial impact on reading education in
many areas, to date we have largely
ignored the fact that oral reading
. occurs more often as part of an

instructional interaction between
teacher and student than as purely
diagnostic exercise.

In an instructional context, oral
reading becomes a dialogue in which
information is exchanged between
teacher and student. This  verbal
interaction typically arises from the
teacher’s efforts to give students
feedback about their miscues. Con-
sider the following examples:

Example |
Text: They didn’t lack sup-
plies.
Student: *“They didn't (pause)
lack supplies.”
Teacher: “Short a, thymes with
. back.”
Example 2 v
Text: - Mr. Brown finished
the newspaper. -
Student: “Mr. Brown finished
the na-ear-sp-na.”
Teacher: (Pointing to picture)
“What's he reading?”

907
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Example 3

. Text: The appies were hang-
ing from the branches.
Student: “The apples were hang-

ing from the bushes.”

Teacher: (Says nothing to the
student)
Example 4
Text: The train streaked

through the tunnel.

Student: . “The train stretched

through the tunnel.”

*“That word is
‘streaked.””

In each instance we see evidence

for different kinds of processing by

Teacher:

the students. The miscues are reveal-

ing of the strategies each student
tends to rely on when difficulties
arise. Similarly, the feedback offered
by the teachers s revealing of distinct
orientations to the reading process.
Telling the student a word, directing
the student to sound out a word,
focusing the students’ attention on
meaning, and ignoring a miscue are
markedly different approaches. Which
is the most effective approach? In
what ways will repeated exposure to
one strategy or the other affect the
development of reading skills?

121 This article will offer no simple
answers to these questions. What will
be presented is a systematic proce-
dure for teachers to examine the
characteristics and effects of their
own feedback to oral reading miscues.
Specifically, this procedure should
enable teachers to analyze their
feedback patterns, assess the impact
of their preferred feedback strategies
on student reading performance, and
explore how alternative strategies
might affect students differently.

FORMAS—feedback to oral reading
miscue analysis system

The FORMAS coding procedure has

been developed as a simple means for

@ Tresenting teacher and student

MC:raction about miscues during

E

Full Text Provided by ERIC ' Mdin‘ inﬂﬂlcﬁon. “c VCrSion o

.of the FORMAS taxonomy presented

here is a modification of a more
claborate instrument (Hoffman and
Baker, 1980). It allows teachers to
chart student miscues and their own
feedback to the student. .

The FORMAS taxonomy can be
presented on a chart or coding sheet.
The miscues (both expected and
observed responses) are to be written
in at the far left. The fivecluster
analysis of each miscue is then simply
checked off, moving from -left to
right across the sheet. (Portions of
the coding sheet and each cluster will
be presented as they are discussed.)

The chert

The starting point for using FOR-
MAS is a tape rejiarded sample of
oral reading instruction. This can be
a group lesson or one in which the
teacher is working with a single
student. After the sample is collected,
the teacher locates cach student

. miscue on the tape and in the text,

and lists both the expecred and
observed responses in sequence on
the coding sheet, as shown.
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In depth analyses of each miicue
and its corresponding feedback fol-
low, ‘&s the teacher checks ilcms
under five major clusters of behavior
on the coding sheet. Each cluster will
be explained here in its turn, with
frequent references to the set of

* definitions presented at the end of the
article. (The small number for each
heading in the Figures corresponds
to the related definition.)

Cluster i: The miscue

In this cluster we first identify which
of seven types of miscues the student
has made (itcms 5-12).

Cluster | .
Miscue

Tyoe Charactenstics

4

$
® |7 s |9 [0 [» ]2 e

Migpronunciation

Deont knew
Hosita!
Repetilien

3 I5¢ [9€ [a¢ | sussutution

B Lt

X Xi=
X XiX

IR

For certain types of miscues (i.c.,
insertions, omissions, substitutions,
and mispronunciations) we then de-
termine under characteristics (items
13-17) the degree to which the miscue
changed the meaning of the text and
tne degree to which the observed
response resembles the expected re-
sponse graphophonically. Only sub-
stitution 'and mispronunciation mis-
cues are analyzed for graphophonic
similarity.

We have found in working with
teachers that it is much easier if only
single word miscues are coded. Com-
plex miscues involving two or more
consecutive text words are very
difficult to code since it is often hard

p——

to tell which miscue the teacher is
responding to. We suggest that com-
plex miscues be tallied below the
chart in a space labeled multiple
miscues but that they not be analyzed
across the coding sheet.

Cluater iI: Student reactions ]
Here we address how the student is
attempting to deal (if at ‘all) with
his/her own miscue prior to any

- intervention from the teacher or .

another student.

usier ]
tudent reactions
g L 7]
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X

X
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The first behavior manifested by
the student following a miscue is
coded here. If feedback is offered by
the teacher or another student so
quickly as to preclude any opportunity
for reaction by the student, then this
cluster is coded as no opportunity.

" Cluster ill: Teacher verbal feedback

The teacher’s verbal response to the
miscue provides the focus for the
third cluster. His/her initial response
determines which of the three types is
coded (items 26-29). Among these,
sustaining verbal feedback means the
teacher encouraged the student to
identify part or all of the target word .
(c.g., the teacher said “Try again™ or
“Does that make sense”"). In these
cases, the specific form of sustaining
feedback used must be -identified.”




under form (items 30-33). If combi- -

nations of the categories under form
arc used, the teacher can record

o}

numbers rather than erosses to indi- .
cate the sequence of sustaining feed- CL

back behaviors used.

Yermunal tosgbech

Susisining feedheck

Less than 3 secenes

Meore hen 3 seconds
neni

sentence

ARer next

NIence bresh

E

Cenant

i

The final two categories of Cluster -

I11 capture the timing (rapidity) and
point (location in the sentence) of the
teacher’s initial response to a miscue.
Note that these categories are also to
be coded when the teacher’s initial

. fesponse to a miscue is to give the

child the text word or callonanother

2 3 student (terminal feedback).

Cluster IV: Studen! verbal feedback
The cluster of other student verbal
Jeedback behaviorsis used only when
coding group instruction. It records
any student behavior other than the
rgadcr's that is miscue directed. The
time and point categories for student
O _rruption within this cluster paral-

Emc=mtl_y the categories for teacher
s rruption in Cluster 1L :

LHEPT
HBHH T
RHUHEH N
X
X
X
Xl |
X X |X

Cluster V: Resolution

The final cluster focuses or what

happens ultimately to the observed

miscue. The four categories (53-57)

specify who identifies the text word
or whether the miscue is left uncor-
rected.

£
€
4

Teacher igentfies word
Other «denifes word

§ludenl dentiies word
LXK X | uncorrecien mscue

X

l(l)\hrpnhllom .
nce the miscues and feedback ha

bgcn‘ coded, percent distributio:;z
within each cluster can be computed
to develop a profile of teacher/pupil
interactive behaviors. The profile
becomes a visual representation of

erred strategies on both the
wacher’s and readers® parts. For
example, in Cluster 1 a percentage
profile charted as below indicates
that approximately half the miscues
recorded for a group of students were
substitutions which generally con-
the author's intended meaning
and were not graphophonically simi-
lar to the expected responses. Further
interpretations can be gleaned froma -
percentage profile of cach cluster.

Hyls b
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Potential uses and

implications for research
The verbal interactions which occur
between teacher and student are
central to the instructional process.
Zintz (1980) suggests that a close
examination of these patterns can
lead to more effective instruction—
awareness being the first step toward
improvement. In addition to provid-
ing teachers with insight into their
own interactive patterns, this obser-
vational system permits examination
of the stability of behaviors—either
teacher or student—across different
instructional contexts. For example,
teachers miglit be interested in look-
ing at how their patterns differ
during instruction witha good group
_of readers versus a poorer one.

-

Teachers might also use the profile
from this observational system as an
index of their current behavior and
then systematically make slight changes
in their behavior to observe the
effects of these changes on student
behaviors. For example, a teacher
might want to work on extending the
time s/he waits between the occur-
rence of a miscue and the initiation of
feedback . Recordings of
instructional episodes could be used
to analyze teacher success in extend- .
ing this wait-time-as well as examine

_ changes in student behaviors (¢.g., an

increase in the number of student
self-corrections). o
To the researcher, the observation .
of oral reading instruction using this
system offers great potential for
enhancing our understanding of class-
room processes both in terms of how
teacher behavior affects pupils and
how pupil behavior affects teachers.
Field studies using a process/product
type of research paradigm could
identify’ and isolate factors associated |
with specific student outcomes. '

(A complete training manual for use
of the FORMAS taxonomy is avail-
able on request from The Research
and Development Center for Teacher
Education, The University of Texas
at Austin, Manual No. 5085, Austin,
TX 78712, USA)) [ 8]

Hoffman teaches in the College of
Education at the University of Texas
at Austin. His study. of teacher feed- -
back to'student miscues was sup-
ported by the National Institute of

Education. Baker teaches reading
courses at Texas Wesleyan Collegein -

Fort Worth. ‘
. 124

N S. ing: A Peycholinguist ™
Guessing Game * Journal of the Reading Speciahet,
vol. § (May 1887), pp. 126-35.

. Kenneth 8 . and Carolyn Burke. Theovetically

References
nete .




1 Miscus numbgr - the sequence {or.each miscue in relationship to . ‘

"16.

17.

12
13.
14.

15.

Goodmen, Yeta. and Caralyn Burke. Asecing Miscus

y M & Proced for Disgnoeis end

" Evalustion. London, Englend: Colier and Macmillen,
1972 ’ ’ ’ -

Hoftman_ Jemes V . and Chastophar Baker. “Obeerving

© Communication during Oral Reading instruction A

Cntique ol Past Rsesarch and & Meport on the

'Dovommd.hlmyolm\rlonw‘um
Firold-Based Ressarch.” Psper presented at e
international Conterence on C cation. Ace-
puico. Mexico. 1980. ’

Zintz. Miles V. The Reading Process. 3rd ed. Dubuque.

lowa WC Grown Co ., 1980 o

: Definitions for categories on FORMAS .
(Numbor codpd and listed In the order they appear on the coding sheet/chart)

miscues. .
.2. Expected response - a text word and/or its numerical position in the sequence of text
words. i :

3. Observed response - a student response and/or the identification number of the
student reading. ‘

Cluster 1 - Miscue

4. Miscue - an observed response that differs from an expected response.

5. Miscue type - classification scheme for observed miscues.

6. Insertion - the reader inserts a word or an affix which is not present in the text.

7. Omission - the reader omits @ word or an athix which is present in the text.

8. Substitution - the reader substitutes a word or an aftix for one which is presentin the
text.

9. Mispronunciation - the reader substitutes a partial or complete nonsense utterance

for a word or aftix which is presentin the text. .
Don‘'t know - the reader stops before attempting a word and verbally request
teacher assistance. ‘

. Hesitation - the reader pauses before attempting a word for at least 3 seconds or the
teacher intervenes before the 3 second period eiapses. .
Repelition - saying a text word or set of adjacent text words two or more times.
Miscue characteristics - qualitative teatures of each particular type of miscue.
Little change in meaning - the miscue alters the author’s intended meaning only
stightly. v
Substantial change in meaning - the miscue aiters the author's intended meaning
significantly.

High graphophonic similarity - at least 2 of the 3 parts of the observed response
conform to the expected response.
Low graphophonic similarity - less than 2 of the 3 parts of the observed response
conform to the expected response.

10.

1

—

Cluster !l - Student reactions

18.
19.
20.
21
22.

23.

24.

Cluster Il - Teacher yerbal feedback
25.

LD Baey

26.
27.

28.

o

9
0.
1

Student reactions - how the reader initiaily deals with his/her miscue. .
Continuation - student continues reading with no apparent attention to the miscue.
Repeated attempts - the reader makes repeated attempts atidentilying the text word.
Pause - student stops reading for at least 2 seconds after the miscue occurs.
Cait for heip - reader explicitly requests teacher assistance after miscue has been
made. . .

No opportunity for reaction - teacher or another student intervenes within 2seconds
of the miscue and before any other reaction by the student is evidenced.
immediate self-correction - student self-corrects the miscue immediately.

Teacher verbal feedback - initial verbal teacher behavior that follows a miscue and

reader's reaction to the miscue and relates to the expected or observed response.

Feedback type - the general nature of teacher feedback.

No verbal feedback - teacher displays no verbal teedback strategy which is directly

related to the identification of the target word. }

Sustaining feedback - teacher verbal feedback that provides the reader with the

opportunity to identity part.or ail of an expected response.

. Terminal feedback - teacher identifies target word or calls on another student.
Feedback form - specific characteristics of sustaining teacher feedback.

. Attending - sustaining hodb_ack which is noncue focusing, e.g., "Try again.”

“. onic - & susiaining prompt which relates to visual and/or sound-reiatec

1 $8: .
i the miscue and/or the expected respons . .
B “m:' i:lsl:.:;:tg:nin.g prompt which relates to the surrounding semantic (meaning)
% wm:.ctic (slruc_lural) features.
%:.& of tescher fesdback - the time
. ond

i dback. .
mﬁ\n;“s.et::%nndo; ltieme elagsing between the OCccurrence oba miscue and teagher
5. Less

(inseconds) that elapses between the miscue

4 f \ iscue and
“ MO lha}\ 3 seconds - time elapsing between the occurrence of a miscue n
re A
' dback. - .
4 7 ‘:;\rl‘.c:":eeedtiack - sentence position, relative to the miscue,
e . provides fesdback.
he-next sen

: at which the teacher

tence break

- teacher leedback is offered before the student
ol ’ iscue. -~ - - -
' i sentence containing Ul m _
imm'f:::: (see.nc:;nngc;r;freak - teacher feedback is offered when the student completes
39 At :

N ing containing the target miscue.
4 md'rlggr;\eo:l':le:\r:z:ce break - teacher feedback is offered when the student has
40. After ; Y

- " read beyond the sentence containing the target miscue.
Clus! thes studen verbal feedback . .

o'tt'n':ls-tuodent v'otrbll t:edblck . verbal behavior of a student other than the reader
o A

i cted or observed response. )
relatmgl llc;el:;g:«:’(kp:ype - the general nature of ott?er student ver:nlt r'\eeer?\ti’:::é
i‘::: r-‘ no-other student offers verbal feedback directly related to .

ici i back is requested by the teacher.
Soliciteq od. Sl e Ver|:>ba.<:lk'$:<3rolunleeroc‘!I by a student and not requested by 2

42.
43.
44

45. Unsolicited - verbal feed . |
46 l:::\:ir:gbl student feedback - the time {(in seconds) that elapses between the miscue

L hation of a student's feedback. - _ o
.L:gsl:‘:a:'\ngfel::%nnds -time elapsing between the occurrence of a miscue and stude

feedback. . _
More than 3 seconds - time ela
student feedback.

Point of feedback - sen

%:;:rdeelsﬁ'eere\:;a::ﬁlence break - other student feedback is offered pefore the reader

%0 completes the sentence containing the target miscue.
’ 51. Al the next sentence break ; pnlir:‘;rl:l:c‘!::;“ ecbac ‘
' tence contai . ‘

52 ic;;:g::t::;:: :}‘?.nce break - other student teedback is offered after the readpr rTas

i progressed beyond lhq sentence coquining the target miscue. .

ter V - Miscue resolution
g‘_':mscue resolution - whether or not the misC
correcting the miscue.
54. Teacher identifies word
55. Student identifies word
56. Other identities word -
target word.

. 7. Uncorrected word‘— stud
Multiple miscu_é . o]
%8 Mmmtri'\:.:?::t ;vords which are not attended to individually either through seit-

con /

correcting or teacher feedback.

47.

psing between the occurrence of a miscue and
48

49 lence' position, relative 10 the miscue, at which a student

ue is corrected. and the individual
- teacher identifies word {or corrects a student's miscue).
- salf-corrects the miscue. o -

perreszdneglher than the teacher or student rqadmg identifies

ent continues reading with miscue feft uncorrected.

o

e

{eedback is offered when the reader' o

a tally of student generated miscues that involve two oOf morel R4 6
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FORMAS——Feedback to Oral Reading Analysis System
'~ Training Manual

Introduction

4 This manual is designed to prepare you to use the FORMAS eodiné
system (deffnan‘& Baker, 1980). The only training materials you will
need‘are this booklet, alstopwatch, and the accompanying audioeassette
tape. The average'training time necessary to achieve recommended proficiency
lesels is approximately ten hours.

Background

FORMAS is.a low-inference coding system developed to characterize the
verbal interactions which transpire between teacher and students during oral
reading instruction. Oral reading instruction is defined as student(s)
reading aloud from a text with tne goal of improving decoding skills and a
teacher in a position to monitor perfprmance. The settinglmay be either
group guided or indinidual tutorial.

- Five major clusters of behaviors are represented in the coding system.

‘Cluster I focuses on the characteristics of the miscue itself. Following
Goodman (1969), a miscue is defined as an observed response which differs
from an expected response. Only single word miscues are coded in the system.
Miscues'which involve two or more contiguous.text nordsnare tallied in the
system but not analyaed.

Cluster 1I speeifies the ways in which the student is attempting to

deal with the miscue just made. For example, the student may'keep on

reading”with no apparent attention to the miscue, or the student may stop
and make repeated attempts at identifying the text word. Omly the first

behavior of the student following the initial miscue is coded in this

cluster., .
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Clusters III and IV address the verbal feedback to the student’'s

‘miscue. In Cluster III teacher verbal behavior directed toward the student

is classified in terms of the type, point, and timing 6f overt feedback,

if offered. Cluster IV is coded when group oral reading instruction 1is

‘being observed. In this cluster, the verbal feedback to the miscue offered

by other students in the group is represented.
The final cluster (V) informs us as to the resolution of miscues. The

miscue may be left uncorrected, or the teacher, another student, or the

student who made the miscue may finally identify the correct word.

There are two points which the potential user of the system should keep

in mind. First, while the system is designed to be "low-inference,"

there;
are decisions you will be férced to make 1n certain categories. We will
élearly'label these gray areas in our discussion of the system. When making
coding decisiohs in these areas, strive for consistency. That is, that at
a,minimum you would make the same decision again given similar circumstances.
Second, as with any coding system, it is very important that we échieve high
levels of agreement (reliability) between different coders. You should be
able, after training in this system, to code a glven instance of ora; reading °
instruction with substantial agreement with any other trained coder. This
degree of e#pertise will come only as a result of (1) knowledge of the system,

(2) practice in coding with the system, and (3) consistency in all coding

decisions.

There are six lessons in this manual~--one lesson for each of the five
clusters-of the taxonomy and one covering additional information required
by the coding system. The two part pattern for each lesson 18 the same

across all clusters. 1In Part 1 you will be given a narrative description

of the cluster with the appropriate operational definitions. In Part 2,
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you will listen to a tapéd oral reading session and practice marking' the

text and coding, and then compare your marked‘téxt and codes with the : ) T
- : ,

correct ones. Upon completion of the six lessons you will be given P i

extendedlprac;ice coding three additional reading sessions until criterion

levels of agreement are reached.
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Lesson 1" Cluster I The Miscue

Part 1: Introduction

Definition of’§l§CUE (4)*: An osserved response which differs from an
expected response.

Miscues are coded iﬂ this system in a sequence which reflects ;heir
order of'occurrgpce. The '"miscue numbér" (1) relates éo the ordinal
position of that m;sc%; in the interaction that 1is being coded. The
"expected response' (25 refers to the text word that is involved in the
miscue. The fext word for each miscue shouid be written directly on the
codiﬁg sheet. The 'observed response" (3) refers to what the student did
(or did not AO) in making the miscue. The observed response for each miscue
should be written directly on the coding sheet. Next to the observed
responée the coder should reéord the I.D. number to specify the student
who made the miscue. This I.D. relates to the "turns'" record found at the
bottom of the coding sncet. The "turns" record will be exploredlin detail
in Lesson 6 of the manual.

Once the general miscue information has been recorded for a given
miscue the coder must classify the miscue by its tyge (5). There are

seven basic types of miscues specified in the FORMAS taxonomy.

pefinition of INSERTION (6): The reader inserts a word or an affix which

is not present in the text.

Example 1
‘Miscue wt
Text The girl hitAthe ball.

* %
The number in parenthesis found after FORMAS terms are keyed for easy
reference to the FORMAS coding sheet (Appendix A) and to a summary list
of definitions (Appendix B).

-
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Example 2
Miscue S
Text The girl hit, the ball.

. R S SO

If the student inserts a phrase (i.e., two or'more words)

L A . .- into thé text it is also coded as'a single insertion miscue.
Example 3
] Miscue b}g'round : ' . -

Text The boy hit theAball.

Do not code an insertion when the student changes a word

by adding a letter(s) which affects the root of the word.

Example 4 (not an insertion)
Miscue ESUb,sfi-}uresj t+heir

Text The boy hit the ball.

Definition of OMISSION (7): The reader omits a word or an affix which is

present in the text.

Example 5 )
Miscue ’ [bnﬁfs “+k€j
Text ‘ The elephant atepeanuts.
Exampie 6 ‘
Miscue ' [pnﬁfg nse
Text The elephant ate the peanu

If the student omits a phrase (i.e., two or more contiguous
words) from the text it is not coded as an omission miscue.

Miscues which involve two or more contiguous text words are tallied

"as MULTIPLE MISCUES (64) and not coded in the taxonomy. Also, do not
code an omission when the student changes a word by léaving off a

letter(s) which affects the root of the word.
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Example 7 (not an omission)
Miscue [Su betitute s] at

Text - The elephant ate the peanuts.

Definition of SUBSTITﬁTION (8): The reader substitutes a word or an_affix

for one which is present in the text.

Example 8
Miscue prece
Tex?} James placed a block 6f wood in the Qater.
Example 9
4 Miscue : L5
Text James placgg a block of wood in the water.

A substitution miscue must be reasonably recognizable as a
meaningful word. The following is not an example of a sﬁbsﬁitution
miscue.

Example 10 (not a substitution)

Miscue / g&ueJ/

Text James placed a block of wood in the water.

Definition of MISPRONUNCIATION (9): The reader substitutes a partial or
complete nonsense utterance for a word

or affix which is present in the text.

Example 11 »

- Miscue /p’ol/

Text Kay lgoked in the 225 and called him.
Example 12

Miscue //K~ //

Text Kay looked in the box and called him.
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Example 13

Miscue //,“(*/
Text Kay looked in the box and called him. . —

Definition of Q?ﬁﬂ?fkggw (10): The reader stops before attempting a word
5, :‘, :.\: :;‘7 > ‘ ] .
e and verbally requests teacher assistance.

Voo

Example 14 )
Miscue @ [S", What-s Thie wod ,7]
/
Text They all/wanted to feed the pet.

Don't knows are marked in the text with a ;:EQ

Definition of HESITATION (11): The reader pauses before attempting a word

for at least three seconds or the teacher or
another student intervenes before the three

second period elapses.

Exagple 15
Miscue @ E‘/ Sccands]
’ Text David wasAwatching the children swim.
Example 16 |
' Mlscue @ [, second T: Loolk at the st 'cﬂ‘u,]
Text’ David wasAwatching the children swim.

®

Hesitations are marked in the text with a A

Definition of REPETITION (12): Saying a text word or set of adjacent -text

words two or more times. .

Example 17
Miscue [npen‘fs “sm.led"]

Text He smiled at his father.
Fa¥a "2 a"
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Example 18 '
:usc{,e“\' [«gfeﬂ's v he snn_lec)"] - ’ K
Text o He smiled at his father. ! |
. A AN

. & repetition is the onlz.:ype af miscue coded in the FORMAS
' .syétem}whigh can involve contiguous text words. Repetitions are

marked in.the text with a ~~~ under the repeated elements.

t ‘Most miscues are coded in the FORMAS scheme relative to certain

qualitative characteristics (13). The first characteristic is meaning change;

The coder must decide whether a miscue results in little d: substantial

-

" meaning change.

Definition Qf LITTLE MEANING CHANGE (14): The miscue altersvtheléuthor'S'y

‘ L e " intended meaning only slightly.

- ' . - . 2

Example 19 - . ’ Y
, N ' :
Miscue Lh“'m ¢
' \ . [
Text The dog won't hurt you.

"_‘
-

- g

Definition of §g€STANTIAL MEANING CHANGE (15): The qisdue_abters the author's

>

£

intended meaning signiffcantiy.

Example 20 . ’ .
@ Miscue help : , ST Cs
. i . C -
Text The dog won't hurt you. - T
—_— .

Hgsitations: don't knows, calls for‘hélp; and repetition type

miscues are not coded relative to meaning EEange. Misprbdnuu iasﬁbns

are almost always coded as substantial meaning change.
The second qualitative characteristic of miscues is the degiree of

grapho-phonic (sound-to-symbol) similarity between the observed and expected
responses. The procedure for determining grapho-phonic'similarity has been:
[ .\\ . ' “ &

Y

wh



- ) J .
designed in some ways to follow the procedures-suggested by Geodman & Burke
} K (1972). First divide the expected response .into Fhree parts. Next, divide

the observed response into three parts. Compare these parts for commonalities.

Definition of HIGH GRAPHO-PHONIC SIMILARITY (16): At least two of the three ' o

parts of the observed

response conform to the

expected response.

‘Example 21

Miscue pueuf
— Text want ‘ *
9 : Example 22
'Miscue /‘4(}{¢1for// ’
’I‘eg gl-li,gator A . ‘

Jefinition of LOW GRAPHO-PHONIC SIMILARITY‘(17): Léss than two of the three

parts of the observed response

conform to the expected response.

Example 23

Miscue tveat

Text ° twinkle

Example 24
Miscue a
" Text that

_Insertions, omissions, don't knows,'hesitations, and repetitions

are not coded relative to grapho-phonic similarity.
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Lesson 1° Cluster I

Part 2: Practice

For your initial practice.in coding Cluster I, you will listen to an
audiocassette tape‘of a séssion of oral reading. -During yonr first auding
of the td‘l, indicate the miscueé you hear on the page ot accompanying text,
using the standard miscue marks in the examples in Part 1 of this lesson.
Each time a child is called on to réad, enter the name £59) at the bottom of
FORMAS in the slot beside his oriher sequential turn (58) in the session.
&ext, enter this student's 1.D. number (for this example use 01,02, 03...)
(60). Following the instructions and definitions in Part 1, -code FORMAS for
the types and characteristlcs of the miscues you have marked in the text in
the order in which they occur, indicating the reader s 1.D. number in
parentheses beside each miscue mnde by,that reader. You may wish tn mark
the miscdés‘in the text first and then code FORMAS.during a second audition.
of the tape, or do bnth during a single hearing. Use whichevét procedure
- works most efficiently for you,‘and listen to the tape as many times as
you deem neceséary.>

.The first section of this reading session is somewhat tricky to code
because oi the large number of errors and because it is read over several
times. Wﬁile this particular situation is unusual, you will find many
"rricky" passages when you code oral reading in naturai settings. It is in
dealing with these that consistency in coéing is important.

When you have finished coding the segment of tape under Cluster I on:
FORMAS, turn to the next page of the manual, where you will find a marked
text and the correct codes for that segment, with marginal conments. Compate
your markings and codes with the correct codes. Where your marking and codes

differ from the ones given, refer back to the definitions and the examples in

»
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Part 1, and to the marginal éommencs. Listen to the tape again if necessary,

until you are sure you understand the rationale for each code.
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The boy went back to his mother.
« - He said, “I can’t get thc turnip.

It is so big that I can’t pull it up.”

“Then I will Vh_elp,’“’ said his mother.

(’L
“T"will pull on you as you pull
on the turmp 5
- * - The mother pulled on the boy "
v TR | The boy pulled on the turnip.
, | I - They pulled and they pulled.
_— L | ‘But they did not get the tur nip.
- The Big Turnip - |
- e A nman came down the road and
1t was summer. ... | ~ met the mothel v _
A mother-asked her boy to bring “Will you help pull the mother asked
her a turnip for lunch. .
o | | ~ The man said, “Yes, I will help
The boy went to get a big turmp. You and the boy and I will pull
He got down to pull it up. up the big turnip.” . o

He pulled and pulled, but he

did not get the turnip. ~ So the man pulled on the mother.

The mother pulled on -the boy:
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The Big Turmp

lecky . L
-WB""‘/ It was sumxﬁer W
1| A\mother asked her@boy tSR bring
' ' tums...
her a-turnip for lunch.

\.

He got down to pull it up.

He pulled and pulled? but he
4 ¢ did not get the turnip. -

"

The bo; went to get a big turnip.

\ 4

Nathan .

up the big turmp

B 4The mother pulled on the boy.

“The boy went back to his mothex
He said, °

I fdnt get the turnip.
It is so big that I can’t pull it up.”

“Then I will help,” said his-mother.
“I will pull on you as_you pull
on the turnip.” '

The mother pulled on the boy.
The boy pulled on the tu;?fip.
They pulled and theyv plilled
But they did not get the turnip.

A man cdme down the road and

met the mother.
lel you help pull ?” the mother asl‘

The man said, “Yes, I will help.
You and the boy and I will pull

-
o

So the man pulled on the mother"/\‘ -

L
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Miscue No.

2.

13.

15.

16.

-pattern.

An attempt at a word which results in a nonsense utterance
is coded as mispronunciation. Always coded as substantial
meaning change.

Although miscues 3 and 4 fall on contiguous words, do not
code them as multiple miscue since there 1s teacher feedback
between the two miscues. Meaning change and grapho-phonic
similarity are not coded on hesitation miscues.

Not coded as omission because "ip" 1is not an affix~-part of
root word is missing.

Not a multiple miscue because the contiguous word (''turnip")
is self corrected immediately.

Misproununciation; since the reader has correctly pronounced
/z/ in "his" we know "ass" is not reflective of-his speech
Compare with /mudder/ for mother and /dey/ for
"they," that are not coded as misproununciations because of
speech probém with /77/. :

Omissioﬂé are coded for meaning change.
Insertions are coded for meaning change.

"period" is not coded, since punctuation, intonation, and
expression are beyond the scope of this taxonomy.

Note that there are no mu1t1p1e m1scues in this passage.
Multiple miscues are not .coded in Cluster I, but are simply
tallied elsewhere on FORMAS. )

\»




pu—

v

\

16

Lesson 2 Cluter II Reactions

Part 1: Introduction

Definition of REACTION (18): How the reader ‘initially deals with .his own

miscue.
In most instances, the reaction cluster is coded to indicate the student's
first behavior following a miscue. There are six categories of behavior

identified in this cluster.

Definition of CONTINUATION (19): The student continues reading with no

apparent attention to the miscue.

Example 25
Miscue _ S any—
Text Ji1l found a number of coins

-

The continunation is marked with a small arrow next to the
miscue. It is importantvto note that the student néed read only
the next word in ;he text for the reaction to be coded as a
continuation. The ekceptions to this rule are in the case of

insertions and omissions.

Example 26
Miscue their —
Text They continuedAwalking in the sand. .

In this case it would be necessary for the student to read
as far as the text word "in" for the reaction to be coded as a
continuation.

Example 27

Miscue -—>

Text . - The horse jumpedthe fence.

-

T 1:28




In this case it would be necessary for the student to read

as far as the text word "fence” to be coded as a continuation.

Definitions of REPEATED ATTEMPTS (20): The reader makes repeéted attempts

at identifying the text word.

“?

In a repeated attempt, the reader's first reaction is to try again at
the text word. Repeated attempts are noted below the 6riginal miscue. There

are four kinds of repetition reactions which can be illustrated with examples.

Example 28

Miscue ‘ récing
L, rac mj

Text Sally's mother came running from the house.

This is an‘exaét'repetition where the reader simply repeated

the original miscue.

Example 29
] .o : ) ropfhﬁ ’
Miscue g,locffng
Text Sally's mother came running from the house.

This is a random repetition where the reader makes a repeated o

attempt which apparently does not bring him close to identifying the

text word. . . ’ . ,
i

Example 30

. L.
Miscue a.ran

‘ ‘ r
Text Sally's mother came running from the house.

This is a progressive repetition where the reader makes a

repeated attempt which is apparently bringing him/her close to the.

identification of the text word.
: : .

Example 31 . o

Miscue for .. T : ; *
2. .

Text Sally's mother came running from the house.
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This is a recycling repeated attempt where the reader, after
the initial miscue, has gone back to read from‘an earlier portion,
of text.
Yy
Repeated attempts is a reaction category and should not be
confused with the ‘class of repetition miscues in Cluster I.

Repetitions involve the exact rereading of a word or phrase.

Definition of PAUSE (21): The student stops reading for at least two seconds

after the miscue occurs.

. o
- Example 32 ) -
Miscue /)inJ/@
R
Text " Freddie was getting ice from the freezer.
B e . . .

Pauses which follow a miscue are marked in the text with a
;:2 It is best to use a stopwatch to determine if a pause has
'oc&hrred. -Pauses which follow a hesitation miscué require a total
of five seconds of silenceﬁ three for the hesitation miscue and a

minimum of two for the pause reaction.

Definition of CALL FOR HELP (22): The reader explicitly requests teacher

assistance after a miscue has been made.

Example 33

Miscue Sfl’DP""ﬁ@ e /
- Text The boats are not stopping.’

Calls for help are marked in the text with a /::?

Definition of NO OPPORTUNITY (23): The teacher or another student intervenes

within two seconds of the miscue occurring
' and no other reaction by the student is in

evidence.
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Example 34

Miscue ety g::) [}': (urefuq] ¢; \

Text Be careful. He might bite. t.

A\ o ———— v

. No opportunities are marked on the text with a This is ,
the only reaction category which is not reflective of the behavior
of the student making a miscue. If the student continues reading
after a miscue and the teacher comes in before two seconds code the
reaction as a continuation. No opportunity is coded only when the

teacher comes in Before two seconds and the student has indicated

o other reaction.

fefinition of IMMEDIATE SELF-CORRECTION (24): The student self-corrects the

miscue immediately before showing

. evidence of any other reaction.

Example 35
Miscue ) . A/vu“ k/@
Text We Wad better get rid of him. .

Tmmediate delf-corrections are marked in the text with an(:J
After>thé miscue. If the studenF shows any other initial reaction
(¢.g., a continuation) before self-correcting, it is not coded as
an immediate self—corrgction. In that casé, itvmakes no difference
that the student self-corrected in less then twa seconds; the First

reaction should be coded. Repetition miscues are always coded as

t

self-corrections in Cluster II.

ERIC - 151 i

Aruitoxt provided by Eic:




20
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- Lesson 2 Cluster II

. Part 2: Practice

For your -initial pr;cti;e in coding Cluster II, you will code the
students’ re;ctions to their own miscues duE}ng the same oral reading
.session you heard in Lesson 1. Listen to the tape as many times as
necessary and foliow the instructions and definitions in Part 1 of Lesson
2. A copy of the text correctly marked for the miscue; follows this
pagé. As you listen to the tape again, ma{k the text_fof Cluster II,

. following the examples. Code Cluster II on the following FORMAS, which *»

- «Already lists the miscues and is correctly coded for Cluster I.

As in the previous lesson, when.you have finished_coding, ﬁurn-to
the next pages where you will find the correctly marked text and the c8rrect '
codes for Cluster II, with marginal comments. Compare the marké and correct
codes with“your own. Where your codes differ from the ones given, refer
nack to the definitions and examples in Part 1 of this iesson, and studx\:tf/}
rarginal éommenté. Listen to the tape again if necessary until yéu

understand why each miscue was coded as it was.

-
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~

The Big Turnip

P It was summer. -3 .
| (TEP v
‘A mother asked hhél@boy tgbring

i 8
her a turnip for lunch.

He got down to pull it up.
He pulled and pulleds_’P but he

. did not get the turnip.

S
N\

,‘74.

The boy went to get a big turnip.

Nathan

The boy went back to his mother.
He said, “I g&n’t get the turnip.
It is so big that T can’t pull it up.”

(11

Then I will help,” said his mother.

“I will pull on youg_you pull

on the turnip.”

The mother pulled on the boy.
. The boy pulled on-the ~-t{tmip~.~~~ . ‘
"They pulled and they pulled. | :
., But they did not get the turnip.

A man came down the road and

5. ' ¢
the mother asl@

met the mother.

“Will you help pull ?”

-

The man said, “Yes, I will help.
~ You and the boy and .I will pull
- up the big turnip.”

N
et

So the man pulléd on the motherﬂ'\{

v

; The mother pulled on the boy.
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The boy went back to his mother.
e said, “1 gain’ gel the turnip.
It is so big that I can’t pull it up.”

Trey—> - hea®
“Then I will help,” said his_mother.
“I will pull on you as you pull

on the turnip.”

| ,The lﬁother pulled on the boy. ~ o
The boy pulled on the turnip. -

tum...
her a turnip for lunch

He got down to (pull it_up.
He pulled and pulled@%ut he
, did not get the turnip.

AU

Q ‘

Becky | 'lI'slje Big Turmp
\lva““’ It was ‘summer.
‘A mother aske E %oy toa ring

- The boy went to get a big turnip.

They pulled and they pulled.

< But they did not get the turnip.

Nathan — R
A man came down the road and

met the mother
“Will you: help pull ?” the mother aslé

The man said, “Yes, I will help.
You and the boy and I will pull
up the big turnip.” | .

So the man pulled on the mother'xa

The mother pulled on the boy.

v
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late.
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Miscue

Number

Coded as pause because 7 seconds elapse
before reader tries 'pull" for "bring"
(3 seconds = hesitation + 2 seconds =
pause). ' '

Coded as ﬁauseA(even though reader finally
correctly says "but") for same reason as
above. . '

Coded as continuation because reader gives
the next word before identifying the miscue.
Reader's self-correction will be picked up

“in Cluster V.

'
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Lesson 3 Cluster III Teacher Verbal Feedback

Part 1: Introduction

Definition of TEACHER VERBAL FEEDBACK (25): The initial teaéher behavior that
. ) : - - 3 , Eolldws.gimiseue ‘and reader's
| ieactioq@tb the miscue and relates
to the expected or‘observéd
response.
The teacher's verbal response to a miscue is coded in this cluster. The
type (26) of feedbaﬁk is the first majof classification made within -this

cluster. Three types of feedback are specified.

Definition of NO VERBAL FEEDBACK (27): The teacher displays no verbal feedback
strategy which is directly related to

the identification of the target word.

Example 36

Miscue ““‘ds"(éﬁﬁ>
Text "See the tree in the forest?"/ asked Tim.

In the case where there is no verbal feedback, the text is

;&iﬁ}' : : .

marked with a

Definition of SUSTAINING FEEDBACK (28): Teacher verbal feedback that provides

the reader with the opportunity to

identify part or all of an expected

response.
Example 37
Miscue ¢ ;Q.Trz Aqeuin
q
Text I want to trade.my wagon‘for a bike.




~The teacher response is noted verbatim as near the miscue as

26

'
t

" space permits. The various forms of sustaining feedback will be

delineated .in a subseqdent section.

The first response of the teacher is

Definition of “TERMINAL FEEDBACK (29):

A to identify the target word or call on
another student.

Example 38

N \ 1"“3.' D) -n.n"" j

Miscue drs U s crr *ec

/ "y

Text He looked disappointed.'r

Example 39
S .-
Miscue des u,/ M.\ni St Yo &‘enp
Text

The form (30) of feedback coded in the following cluster relates

only to sustaining feedback.

Definition of ATTENDING (31):

Example 40

Miscue i =

Text vext
Example 41

Miscue How =

Text ~

“
\‘ e

He looked disappointed.

—— e

Sustaining feedback which offers the reader
another response opportunity but provides tﬂe
reader with no new information and is noncue

focusing.

pru~43a~u

l

Next Christmasiyou can have one.

'VLLU ‘

Next Christmas‘you.can have one.
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//%efinition of GRAPHO-PHONIC (32): Suséaining feedback which relates to visual

. //./‘ . - B
, ' and/or sound related features of the miscue
, . . :

L]

and/or expected response.

-

Example 42 .
/ VAR
/ Miscue ' hooed it
rd ‘
Text The ships pulled into the harbor. |

Example 43 ‘
Miscue ' L. 55) _D'¢4c the wocid in syuables.

Text " The ships pulled into the harbor. !

Definition of CONTEXT (33): Sustaining feedback which relates to the

surrounding semantic (meaning) or syntactic

(structural) features. | Sy
Example 44
Miscue take =~ Dios Ggum tuke qccd ?
Text The gum didn't taste good. ;
Example 45 |
Miscue 1o ke - “!~ef‘s jL pack and ¢ead '+hft_ii“*9“(f aﬂn;“
Text The gum didn't taste good. t

The area of form of feedback is the only category in FORMAS
where we recommend that the coder use numbers’rather then X's to
record teacher behavior. The use of numbers permits the coder to
record the sequence in which combinations of attending, grapho-
phonic, and context feedback have been offered.

Example 46

X LoSowned
Miscue Seme 8- 7. bLowrw wt +he V.)v‘J(-‘S.
Text It seemed that‘they had been waiting a long time.
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) - ) . 4
This example shows attending.feedback (1)'folloﬁ%d by grabhaf .
AR A phoRic (2). This exaﬁble also yglustrates an importaﬁt ;oint abgkgy
attending feedbafk. For‘attendiﬁg feedb;ck to be co;;d t£e teacher
must allow time for tﬁe student to try again at ;he word. If the
teacher were to say,'"No.A Look at the vowel sounds," and give né _
opportunity for the student to‘respond between ''No" ;nd the next
sentence then this would simply be coded as a grapho"phdnic prompt
% . (1). 1If the teacher paused after "No," offering the student time to

correct himself before giving out the next sentence then the coding

would be attending (1) grapho-phonic (2).

Definition of TIMING (34): The time in seconds that has elapsed between thé
miscue and the initiation of feedback.
The timing dimension is dichotomized into less then three seconds (35)
and more then three seconds (36).
Example 47

Miscue el (/ Very 7

Text We will go v1sit our aunt next week .

The text 1s marked with either a -3 or +3 below the line. It
i{s important to remember that timing begins after'the inifial misc@e
and not after‘the reaction. The éstimation of timing can also be
somewhat confusing in the case of hesitation miscues. Begin timing
atter thé three seconds allowed for the hesitation miscue. Use a
stopwatch. . -

The point (37) at which the teacher initiates verbal feedback
is also coded in this cluster. Point is specified in terms of the
sentence position relativé to the miscue at which teacher feedback is
offered. ‘ ‘
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-

Definifion of BEFORE THE NEXT SENTENCE BREAK (38): Teacher feedback offered
before the student completes
reading the sentence containing

the target miscue. S

Example 48

Miscue ) §i>‘p'an§9 [Keacl +he sentence again,
/T«m--"_,_w_*_w___wﬁw.__
‘Text The cars are not stopping now. It's not safe to cross.

’ !
The point of feedback is indicated in the text with a vertical

line. The timing is marked below the text next to the vertical line.

Definition of AT THE NEXT SENTENCE BREAK (39): Teacher feedback-offered when
the student completes reading

the sentence containing the

- "~
~

target miscue.

Example 49
Miscue stoeping > Read 1he sentence wgain :
o '
Text The cars are not stopping now. It's not safe to cross.

——

-3
Definition of AFTER THE NEXT SENTENCE BREAK (40): Teacher feedback offered

when the students has read
beyond the sentence containing

the target miscue.

Example 50 .
. ' ? .
Miscue stooping = fI! fk9+ stecping .
Text The cars are not stopping now. It's not|safe to cross.

+.3
1f the miscue occurs in the last word in a senhtence and the

teacher comes in at this point, it is always coded "at the next

. sentence break."
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Lesson 3 Cluster 111

Part 2: Practice

kd
5 For your initial practice in coding Cluster IIT, you will code the
teacher'sdverb;l feedback to the readers' miscues during the same oral
reading session you heard in Lessons 1 and 2. Listen. to the tape as many
times as necessary and follow the instructions and definitions in Part 1
of Lesson 3. A copy of the text correctly marked for miscues and student
reactions follows this page. As you listen to the tape again, mark the
text for Cluster [11, following the examples. Code Cluster III on the
full@wing FORMAS, which is already corfectly coded for Clusters I and 1I1.
“emembor that when the teacher offers more than one kind of sustaining
feedback, vyou will indicare the order in which‘the different prompts were
given with 1, 2, 3.
When vou have finished codipg, turn to the next pages where you will
. tind the correctiy marked text and the correct codes for Cluster IIT, with
marzinal comments. (Compare the marks and correct codes with your own.
where vour codes dirfer from the ones given, refer back to tne definitions
and examples in Part 1 of this lesson, and study the marginal conmeﬁts.

= Listenrn to the tape again if necessary until you understand the rationale

for each code. -

ERIC
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“Tom,

The boy went back to- his mother;
He said,
It is so blg that I can’t pull it up.”

I can’t get the turnip.
they

hea

Then I will help,” said his mother. .
“I will pull on you fs;_-)you pu

on the turnip.”

£l

The mother pulled on the boy.
The boy pulled on the turnip.
They pulled and they pulled.

. . ' & But th.ey'did not ‘get the turnip.
Becky & - The Big Turnip NAthan c o
gy L3 A man came down the road and
It was_summer. u.]' é' l@f ®% a met the mother. .© o .
A % asked Hetaboy tosbring “Will you help pull ?” the mother as
her a turnip for lunch | o
C The man said, “Yes, I will help
The boy went to get a big turnip. You and. the boy and 1 will pull
He got down to pull it _up. ~up the big turnip.” .
- He pulled and pulle(j;:but he | >
: n Y So the man pulled on the mother.a
J | did not get the turnip. . LT
| IR The mother pulled on the boy.
, ' : |
Ll 1C6. (. . 7(1; ( { L. t.. (ot t. 1107{

- |
* ' L -
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The boy went back to his mother. |

He said, “I g,&n wet the turnip. -
It is so big thyz}t I can’t pull if up.”

‘ head
“Then I will help,” said his mother.

“I will pull on you as y% pull

- on the turmp

The mother pulled on the boy

The boy pulled on the turnip.
They pulled and they pulled. |

i | ! : . 4 But they did not get the turnip.
Recky - The Big Turni | N | |

o, TV A " A man came down the road and .
- b 1
B Tt w

/z ";’ o z . / .

| mlsé?gww wdsi’arl  met the mother. .. D )
A mother asked he oj toabrin ]iﬁ__
o |

— e — . “Will you help pull ?” the ‘mother ask

her a turnip for lunch. '
- | The man said, “Yes, I will help.
The boy went to get a big turnip.

You and the boy and I will pull -

He got down to pull it_up. | up the blg «urnip.” - e
He pulled and pulledfbut he } . CN"."Z?_?

So the man pulled on the mother.a

3 ¥ did not get the turnip.
The mother pulled on the boy.
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o deacher £
cLusvyen ) ticiusren njfcLuoTen YEACHMER e
= . Mmiscute JAEACTIONS |,, VEROAL FEEDBACK
' < Tvee QEARREVANT [ QT |17 [ R Yvnu vanm [pmino] moiny
— : |:T' 3 ..3 T Fle:. e . Ll . :i T e Em % :."‘Pi @y Miscue Number
! j 0 2 3 > 0 [ = U l. ¥, ¥| ¥
o ; Qu Qu | x o 3 Luulg)® ) ; clhSie 2 ‘i’ HIR ._:, M 1. Although teacher's initial
1k wi wg | f P2 G 3 . gg :g 2| & 0 % ¥l ; H ol 8 K n : HIH comment appears to be attending
i g L B3 = . . .
of 2 SS ;0 5!5! ;{3 85 0 52152 HEH e a8 ’:S ifzlalz|ag, g |7 ;3?5 (No."), she does not allow
13 w% g& i e EH : ‘ E HEEH g 7 ¢ lalf|8[30E tlzio1¢ E SMHITHR student time to make an attempt
-1 gw ou . ;, §’; )% P, 'g'z ga ;3 5'5 S ':' : e ; clE .:.' E z K gg :E EE at word before giving grapho-
il K wa- 0a 2iolaigl 8] ¥ |5 a (ia/Scflojn|d]olzlEalz|R| P c|aju|3)®]anlca)qa phonic prompt ("How can it be
1] '|' " Y .
e | Surmen | 50 ded ' o X AL PO RN s b ,-’h)- pode as L,
k ® na she offers an attendg-
— oot s ><_. 0 U O N IO [y i y "ihat's th o
17 ) NN >< 1 ng prompt ("What's the word?"}
“| oy . RIS x il >< code as 2. Although teacher
L S| X 9‘ Zj\l B calls on another student for
i (o Som R B 1 ) help, do not code terminai
71 vew R ' 1TV because her first feedback was
 ——— —_— - —— f — —— — g — — .
. - \an ) - \ sustaining. Code as at the
1% onen IR . 1 . |
] next sentence break since word
Tiol Frod o ' x 7. i e e e falls at end of sentence.
11 T ‘ - A
12 hi I -t~ T 3. Student has already
S P o < ki - i  identified miscue before
’ '™ X i At e A R s e Bk B teacher tells her to reread
. PO “t=11 1 - . sentence, so do not code as
T lie AR . context feedback.
18 - I _
! b v . o M
S 1=t rterTre 4. Although teacher calls on
. - =4t — another student to read the
20 - e =t SR T o RS I R IS B PR P S S R e o -——+~J~ =1 - passage, do not code as
. T — e - — i - -t B ) P (O I S U Y O terminal because te__ail}_erfs
1————»;; SRR [ IR T A U N NS A S - — peoef e T - —t— B T '—— e first feedback was sustaining
-
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! [ F] .
—t _ 1 SR VNN SR U SO N S O I | }.. - S I B R 8. Although "something you
ly»-—-——- P B SN R (U S N - P ‘ 1' - wear on your finger" appears
" S NS TS S S L A o to be a context prompt, it
LR e . "does not refer to the actual
Turn |Name L1.D. . " "
1 _ meaning of the word "bring,
. 23 but is rather intended to
- Nodhan, o .
3 L Qd. _ access a sound to the reader.
4 4 ol . Thus, a continuation of grapho-
Tim a3 : “ phonic information.
5 Notoue, o
6
Z | g
8

‘\‘ | A . .'
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Lesson 4 Clﬁster IV Student Verbal Feedback

Part 1: Inﬁroduction

Verbal behavior of student(s) other thanrthe reader relating to the
expected or observed response are the focus for this fourth cluster of
FORMAS. This cluster is not coded if oral reading is being.guided in a
dyadic (one teaéher—one student) context.

Since the categories in this cluster are largely self-explanatory,

few examples will be offered to support the narrative discussion.

Definition of STUDENT VERBAL FEEDBACK (41): Verbal behavior of a student

other than the reader relating
to the expected or observed
- response.
The typ% (42) of other student verbal feedback is divided into three
\
major areas:\ none (43), solicited (44), and unsolicited (45).
Example 5}

T Tohn‘ can ;/Uw lqe,/p ll‘:m ?
Miscue R“'@ g . RRoast beeg.

Text Roast‘beef tastes good.

l* 3 .
This interaction would be coded as terminal feedback on the

teacher's part (Cluster III) and solicited feedback in Cluster IV.

Example 52
Miscue Rovég;l\fza(f beeg .
Text Roaizjbeef tastes good.
- g .

This interaction would be coded as no verbal feedback on the
teacher's part (Cluster III) and unsolicited feedback in Cluster 1IV.
Note that the text is marked with an S when unsolicited student

feedback occurs;




The remaining two categories in Cluster IV parallel in content and form
those discussed in Cluster III (i.e., the timing (46) and point (49) of feedback).
 The same text marklngs and operational definirions are applied only rather than

specifying teacher behavior, the other students' behavior is addressed.




Lesson 4 Cluster 1V

Part 2: Practice

For your initial practice in coding Cluster IV, you will code the
other students' verbal feedback to the ;eaders' miscues during the same
oral readiﬁg session you heard in previous lessons. Listen to the tape
as many times as necessary and follow the instructions and definitions
in Part 1 of Lesson 4. A copy of the‘text correctly marked for miscues,
studéntv{eactions, and tea¢her feedback follows this page. Mark the
text gdr Cluster 1V, foilowing the examples. Code Cluster IV on the
follow;ng FpRMAS, which‘is already cOrrectiy Eoded for Clusters I, II,
and IIT. "

When vou have finished coding, turn to the next pages where you will
find the correctly marked text and the correct codes for Cluster IV, with
marginal comments. Compare the marks and correct codes with your own.
“‘here your codes differ from the ones given, refer back to the definitions
and éxamples in Part 1 of this lesson, and study the marginal comments.
Listen to the tape again if necessary until you understand the rationale

for each code.




tom.. &

N her a turnip for lunch. d

The boy went to get a big turnip.
He got down to pull it_up.

He pulled and pulled¥but he

. did not get the turnip.

L1760 L 741 4 L

). S0
3. 50w ) '
l’ B [t was_summer W .
. i M. p; . ’ »
| A motﬁer asked he 0)_'] toa ring ’
3 .

"~ The boy went back to his mother.
He said, “I ‘c&n’ ret the turnip.

It is so big that I can’t pull it up.”

e e T L @D
~ “Then I will help,” said his mother.

A XEVD

“I will pull on you as you pull

on the turnip.”

The mother pulled on the bosl.
The boy pulled on the turnip.
They pulled and they pulled.

4 But they did not get the turnip.

" A man came down the road and

met the mother. LD 1)
“Will you help pull ?” the, mother asl@

The man said, “Yes, I will help.
You and the boy and I will pull

| up the big turnip.” 8
o
So the man pulled on the mother.a

The mother pulled on the boy.
S S ORI AP B

L 1.0t
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The boy went back to his mother.
Ie said, “I can’t get the turnip.
.. ‘“‘1 » ' . » >
It is so big that I can’t pull it up.
hea @D

“Then I will help,” Said his mother.
“T will pull on you as as you pull

on the turnip.”

' . The mother pulled. on the boy.

The boy pulled on the turnip.
They pulled and they pulled. |
4 But they did not get the turnip.

CC‘KY The Bl 1£r'~ g"m‘c - wa\ e - - .
| lep“"‘l st ,mum«dwwm; ssam ‘A man came down the road and |
I.t Was@ﬁglmg{w J;-,mm met -the mother. .. D - G
A mother asked fietboy) torbring “Will you help pull ?” the mother as@ |
her a turnip for lunch. 3 ' ‘ ' :

The man said, “Yes, I will help.

The boy went to get a big turnip. You and the boy and I will pull

£~
(=]

He got down to pull it_up. ‘ up the blg turnip.”
‘He pulled and pulled¥but he S : )

So the -man pulled on the mother"xa

J { did not get the turnip.

“The mother pulled on the boy

Aruitoxt provided by Eic:
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Lesson 5 Cluster V Resolution

Part 1: Introduction

Phis final cluster of FORMAS addresses the issue of the resolution of

the miscue.
-

Definition of RESOLUTION (53): Whether or not the miscue is corrected and

the individual correcting the miscue.

Four categories are represented: teacher identifies word (54), student

identifies word (55), other identifies word (56), and uncorrected miscue (57).

e

Example 53

Miscue feit - (T Forasf_
Text They were in the forest gathering wood. ’ R
The text is marked with a TI in,this case to indicate the

teacher had corrected the miscue. In some instances the teacher

may begin with sustaining feedback but ultimately provide the

student Qith the text word.

.
Example 54 )
.- | Try aqan.
Miscue Gb't‘—? (Ii) . 2. I*" eonSf.
Text They were in the forest gathering wood. 5
: —_— +
In this instance Cluster III would be coded a sustaining
(attending) and Cluster V as teacher corrected.
Example 55 T Tim, help him.
Miscue 'tw"' ~ @ S, Ffevest,
Text - They were in the forest gathering wood.
+ 3

In this instance the teacher called on another student

(terminal feedback) and that student identified the word.

~N




Example 56

T Th,, '“\C senTence 41(3(,1‘10.

Miscue ‘ €0v+—9 <j) St Fovest

Text They were in the forest gathering wood. )
‘ - + 3
In this instance the teacher provided sustaining feedback
[N

, A . .
(contextual) to the student and the student was successful in

1

identifying his own miscue.

Example 57
Miscue T fert ”’J&i{i}
) Id
Text They were in the forest gathering wood.,

In this final example, the miscue has been left unidentified.




Lesson 5 Cluster V

Part 2: Practice

- For your initial practice in coding Cluster V, you will code whether
and by whom the miscue is ultimatéiy corrected during the same oral reading
session you heard in previous lessons. Listen to the tape as many times
as necessgry and follow the instructions and definitions in Part 1 of
Lesson 5. A copy of the text correctly marked fo>r miscues, student_
reagtiods, teacher feedback, and student feedback follows this page. Mark
the text for Cluster V, following the examples. Code Cluster V on the
following FORMAS, which is élready correctly coded for Cluster 1-1V.

| wpen you have finished coding, turn to the next pages where you will
find the correctly marked text and the correct codes for Cluster V, with
marginal comments. Compare the marks and correct codes with your own. Where
your codes differ from‘thg ones given, refer back to the definitions and
oxamples in Part } of this lesson, and study the marginal_comments. Listen
to. the tépe again if necessary until you understand the rationale for each

code.

16
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The boy went to get a big turnip.

The boy went back to his mother.
He said, “

get the turnip.
. . 1 m > . . >
It is so big that I can’t pull it up.

I can’
ey

“Then I will help,” bdld his mother.

“I will pull on you as_you pull

on the turnip.”

The mother pull,ed'on the boy.
The boy pulled on the turnip.
They pulled and they pulled.

< But they did not get the turnip.
Nathan < . e
A man came “down the road and %
ﬂ'
‘ met the mother. T
“Will you help pull ?” the mother asl@
i The man said, “Yes, I will help.
You and the boy and I will pull. 5
up the big turnip.” %
- , ' wd->
So the man pulled on the mother.a
The mother pulled on the boy.
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Lesson 5: Conclusion

You have now completed  the miscue analysis coding section of FORMAS.

A person familiar with the text markings should be able to examine your

marked text and analyze each miscue from its occurrence, through the student's

reaction, teacher's feedback, other students' feedback, to the resolution. /
Likewise, the text markings should be reflected in the boxes coded for each
miscue under each cluster on FORMAS. In the next lesson ypu will be instructed

in how to complete the bottom section of FORMAS.
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Lesson 6: Coding Turns

'_Part 1: Introduction

The bottom section of the‘FORMAS taxonomy is set aside for recofding
information on studént turns. This information is particularly useful if
individual student performance is to be analyzed. )

Ihe first column, "Turn" (58) is used simply to indiﬁa;g the sequence in
whicg students read in this particuiar group interaction wi?h the teacher.
The I.D. (60) number for the student reading is recorded in the next column.
This is the same I.D. numbér noted after each of the obserQed respoﬁses.
The Total number of g§rrect Words Read (TCWR) (61) is tecorded in the ne#t
column. This total number of words read correctly on the first attempt is
'specific éo that turn and exclusive -of all single word and mulfiple migcues.
The next column-is used to record the Total number of Words in fhe Longest
Correct String (TWLCS) (62). This number is determined by éxamining the text
to identify the longest set of words which the student read withoﬁt making any
type of miscue. The fotal number of words is recorded in this golumn. The
final column specifies the Time for Reading the Longest gprréct String
(TRLCS) (63). This is simply the time'if took exptessed in seconds fof tﬁe
student to read the words in the longest correct string. If there is diéruption
to the string which is non-miscue related, :hén the amount of time devoted
#o the disruption should be subtracted from the total. |

The information in this Turns section can bé used to estimate such

factors as error level of placement in reading materials and rate of reading

in words per minute (wpm).

196
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Lesson 6: Coding Turns

Part 2: Practice

Following the instructions in Part 1 of Lesson 6, f£ill in the bottom
section of FORMAS for the reading session you have coded. Use a stopwatch
to calculate Time for Reading the Longest Correct String. Check your figures

against the correct ones on the final FORMAS in this manual. Listen to the

tape again if necessary to correct your calculations. ‘ ' ' !
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The boy went back to his mother.
He said, “I g&n’ set the turnip.

It is so big llyéi [ can’t pull it up.”
Trey->EOED

hes
“Then I will help,” said his_mother.

“I will pull on you as you pull |

on the turnip.”

The mother pulled on the boy.

- The boy pulled on the turnip.
- They pulled and they pulled.
. . o & But they did not get the turnip.
FMM [ ;I‘;i Bli%&:*g«gw’:;%m@ " A man came down the road and
t was 3 2L €

_summer) |
- met the mother. . D %
“Will you help pull ?” the mother as"‘l@

A ?ﬁbﬁﬁar asked het

® 0 — the
her amr?ip for lunch. & , : |
g | .| The man said, “Yes, I will help.

The boy went to get a big turnip. You and the boy and I will pull

He got down to pull it_up, up the big turnip.” | %
He pulled and pulle(ﬁb’ut E_e » ' :

So the man pulled on the mothérﬁ\‘;’

‘v J did not get the turnip. ‘ |
The mother pulled on the boy.
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Extended Practice and Reliability

' The audiocassette tape accompanying this manual is intended for use
in conjunction with the Feedback to Oral Reading Miscue Analysis System
Training Manual. It con§is£s of four sessioﬁs of guided orai‘reading.
You have used the first approximately seven minute session throughoht‘the
first six lessons in the manual. The remaining three sessions of approgimately
five, eight, and three minutes respectively are to be used for further practice
at the completion of the six lessons.

One of the goals of the extended practice is to lead you to certain

criterion levels of accuracy in coding. Accuracy is judged in terms of
your ability to code independently an audiotaped interaction in the same

or similar.ways as others‘who are trained in the system. A high level of

agreement is necessary before we can begin to have confidence that what is

coded is a representation of what transpired between the teacher and student.

After you have listened to and coded one of the extended practice
sessions you will be given the expert codes for that tape, a formula to use
in determining yopf level oflagreement with the expert on miscue identification,
and one for use in measuring agreement within FQRMAS among agreed on miscues.

To determine the level of agreement on miécue identification, the

following formula for Kappa (Cohen, 1960) will be used:




K = 2

Where: K = Kappai The reliability'coefficient
N = Total words read or attempted in the text
A= Céder's éstimate of miscues made
B =N - A: Coder's estimate of correct words read
X = Expert's estimate of miscues';mde
Y =N - X: Expert's‘fstimate of correct words re&d
M = Miscue agreemen.; between coder and expert.

C=B - (X -M): Correct words read agreement between coder’
and expert

E (X * A) + (Y * B): N times the expected agreements

The Kappa coefficient as used in this application is a measure of
code? agreement, adjusted for the amount of agreement which would be
expected by chance. The chance value is based oﬁ each code;'s freqvenéy
of coding miscues. Both miscue matches and correct word matches are
taken into account in this formulation. »A discussion of the;calculational
formula presentedkabove may help in understanding this coefficient. If’
we rearrange the numerator‘(N(M+C) - E) of the equation it becomes -
‘(M+C) - E/N. By definition, M+C is the n::;ér of actual agreemenés, and
E/N is the number of agreements expected by chance. Their difference
then 1is the number of actual agreements tﬁat occurred,.corrected for
‘those that arevexpepted by chance. A negative nﬁmber would indicate
that fewer agreements occurred than would be expected by chance, By
dividing the denominator of the equation by N it can be seen Ehat this
value is the number of words read less the expécted (chance) agreements.
This number then represents the maximum number of non-chance agreemenfs
that can occur. By dividing the numerator by the denominator we obtain

the. proportion of non-chance agreements observed out of the number of

possible non-chance agreements.
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This formula can be applied later when two co&ers are:yorking independently -
on new tapings. Expert coder values are simply replaced with coder #2 values.
‘The levels of agreement on codings within FORMAS are deterﬁined in a more
straightforward mannérl |
1. Identify the set of miscues which were identified by both the
coder and expert.
2. UFor each category in the system determine where the codings are the
same tfl) or different (0). ‘
3. Sum thgénumber of 1's (agreements) for each category and diyide by
the total number of possible agreements for that category. In some
cases the.number of possible agreements will be equal to the total
number of agreed on.miscues (e.g.;‘miscue type), but in other cases
the number of “possible agreéments will vary considerably (e.g.,
fS}m of sustaining feedback).

Guidance will be given by computing reliability after each of the“extendedA

practice sessions.

208 |
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Fisherman
to Farmer

Rosna Gomez lived near a blg lake. Her
father was-a fisherman.

Each day Mr. Gomez would throw out a b1g |

net to:catch fish. Rosita would help her
father pull in the net and pile the fish in

baskets. Then off to market they would go

to sell the fish! ,
" One day Mr. Gomez sold the fish qulckly

Then he gave Rosita all the money she -
had earned. How merrily the coins jingled

" in her pocket!

LA 7ex providea by exic

~ “Why don’t you get something with your
money, Rosita?”’ her father asked.

“I'm saving my money for a pet,” said

Rosita as she jingled the coins.

- money for other fi

Latey that summer the lake bécame dry.

Mr. Gomez and Rosita couldn t go ﬁqhmg

any more. Now there were no trips to town.

No coins jingled in Rosita’s pocket.
“Now I will never have enough money for

EKCS a pet,” si_ghed Rosite.

Each night 'she"weuld lie down on her mat

"and wish for the fish to come back to the
“lake. But they didn’t return The family |

had less and less to eat.
One day a man from the city came to show

each fisherman a new way to earn money.

“I have two baskets of chickens—fpr you,” - -
said the man. “But don’t eat the chickens.
Let them lay eggs ”

“Lay eggs!”’ said Mrs Gomez “I want
the chickens for our supper"’ ,

“But you can sell their eggs and use the
1,” said the man.

6S
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Fisherman
to Farmer

Rosita Gomez lived near a big lake. Her
father was a fisherman.

'
Each day Mr. Gomez would throw(out] %ﬁ&m

. net to catch fish. Rosita would helpAher

father pull in the net ’a@ pile the fish in
baskets. Then off tgkt‘nar et they would go
to sell the fish!

co One day Mr. pﬁon%ez squ the fish quickly.
Then he gave Rositalsall the money she

Shouon_

. (" R \!.@
had earned. How r'xf?ﬁi!? the coins ji'xslga?éa—"r\j—‘ﬂ
N ’ \

in her pocket!

“th you ge&. s%nething with your -
LY L
: 9_"
money/Wosita?’ her father asked. e +GF)
for a pet, ’asaid

“’m saving my mon X g

Rosita as she“uji' ﬁbgledi _ghe coins. .

Later that summer e lake bﬁcaxf?é dry.
Mr. Gomez and Rosita cou

————

o%o fishing
eny \ Not
any more.[3Now there were no‘trips to town.
No coins jingled in Rosita's pocket.

o coins jingled in Rosita's pocket.

“Now I will never have enough money for
a pet,”’ s’i%%ed %osita.

————

212 :

‘ | : f
Each nig a1 dom at
- _{u‘c@} x}lght i%e f)u . lie down on T mat &
and wish for the fish to come backAfo the
lake. But they didn’t return. The family

had less and less to eat.

. a -
One day a man from the city came to show
each fisherman a new way to ear2 money.

“I have two baskets of@chickm@ for_you,” N
ord > GD
g_&lg ?e man. u Ez)n’t eatchickens*n&/ﬁ

~ Let them lay eggs.”

“Lay eggs!” said Mrs. Gomez. “I want
the chickens for our _s‘:g)pe 1”
“But you can sell their eggs and use the

money for other food,” said the iman.

29
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Calculating Reliability

Miscue Identification Agreement

Refer to the formula on page 56. Let us say you counted 24 miscues,

of which 23 agree with the expert's. The expert counted 27 miscues. There

are 242 words of text. The calculation would look like this:

N = 242
A= 24 (say) K = Eﬁ%igl_:_g

B = 218 N - E

X = 27 _ 242(23 + 214) - 47518
¢ = 215 58564 - 47518

M= 23 (say) K = .89

C = 214

E = 47518

The acceptable level of Kappa for reliability is .80 and above.
£
Insert the values from your coding and calculate your reliability.

Coding Agreement

Refer to the instructions on page 57.

?

" Miscue Type: The denominator is the total number of misdues you

and the expert agreed upon. The numerator is the number you agree on

«

with the expert as to type.

Miscue Type = - Agreements = = R

Possible Agreements

Meaningﬁéhangg: The denominator is the number of miscues you agree
with the expert should be coded for meaning change (eliminate hesitationms,
e.g.)f The numerator is the number you agree on as to amount of meaning

»

change. N

-
) . Agreements

VM h - = = .0

eaning Change = 3 oible Agreements ¢

]
-

/-.) . L} - -
Q ‘ . ) e b)




66

Grapho-phonic Similarity: Parallels Meaning Change.

Agreements - < v
Possible Agreements .

G-P Similarity =

Reactions: The denominator is the total number of miscues you agree
[ .

on with the expert. The numerator is the number you agree on as to reaction.

Reactions = Agreements : Loy
Possible Agreements L

Teacher Verbal Feedback Type: Parallels Reaction.

TVF Type = . Agreements
Possible Agreements

= = Z

Teacher Verbal Feedback Form: The denominator-is the number of miscues

you agree with the expert should be coded as receiving Sustaining Feedback.
The numerator is the agreements between you and the expert as to form and

order of form.

' Agreements
TVF Form "~ Possible Agreements %

Teacher Verbal Feedback Timing: The denominator is the number of
miscues you and the expert égree can be coaed‘for timing (eliminate No

Verbal Feedback). The numerator is'the number ydﬁ agree on as to timing.

- Agreements = ‘ s' )
TVF Timing = 3 Cible Agreements :

Teacher Verbal Feedback Point: Parallels Timing.

Agreements

TVE Point = 4 ccible Agreements

= - %

Student Verbal Feedback: Parallels Teacher Verbal Feedback.

Agreements

SVF Type = Possible Agreements = = %
., SVF Timing = Agreements - - o

Possible Agreements

214




67

Agreements - - v

SVF Point = Possible Agreements

Resolution: Parallels Miscue Type.

Agreements
Possible Agreements

Resolution = - - % N
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A Baby in the House . S
y o He had wished and wished for a boy.
- “Just thinking about a baby girl
It was a cold, winter afternoon. .  made him mad. —
‘The. snow. ‘that fell was mixed with | ’ T , : o
am, and so Pat stayed.in the house. | I_" fou.‘] “]y%:“gﬁ mother came
When a car came up the street, | 1_0?)-1e vlwh_(_]t 1€ Pa y: 1 s friond
Pat-jumped up and looked out. ~ On that day, .“t and s _nend
~ But it was not his father's car. played together in the snow |
‘He will come home before long,” You look mad, »sald Patls friend.
- said the wonan who sat with Pat. "I am mad,” saul Pa.
“When he comes, he will tell you.”

“Mom came home with the b'lby

It was dark when Father came hoine. this morning,
~'He went to Pat and picked him up.

“Pat, old boy, I have a surprise Oh a baby girl is not so bad"
for you! §aid Father. - said the friend.

“All I hdve is a (1(),«:,

- Who needs a baby girl alound?

“Is it a boy?” asked Pat.

“No, a girl!” said Father.
“We have a little baby girl.
Her numé is . Pam.”

“I wish T had a (103,, mud Pat.
“TIl trade the baby for your dog.”

| o “You can’t do tlmt said Pat’s fnend
' “But I'll tell .
- A girl! That was somethmg for Pat y Ie you Wh]‘t .
- ou c: . ,
‘.[MC o think ab()ut - can hive' at my house so YOll ¥
. ..w-.m.. 2‘)2 | ‘ o : ) -

- L wont lmve to stay around hm




Sl e B
“Good,” Pat said as_he began to run.
“I'll'go home and get my things.”

When Pat got home, his mother
" was in the kitchen.
She was mixing milk for the baby.
" In the next room, the baby cried.
Pat walked over to his mother.
He was all set to tell her that he
was moving out of the house.
But then he stopped. '.
“Mom will get mad,” he said

to Limself.

Just then a man rapped on the door.

‘ ‘As Pat’s mother went to the back
door, the baby eried and cried.

Pat went to the door of the

baby’s groom.
He looked at the httle baby

“She is so little,”

Q 4')‘.
EKC 2"*

Aruitoxt provided by Eic:

he said to himself.

Pat put his hand on the baby.
She looked up-at Pat.
B'Qfore long she stopped crying.

Soon Pat’s mother came in.
“Pat, you are magic!” she said.

“You made her stop crying,
What did you do?”

“She likes me,”
“Do you like her?” asked Mother.

“She is not so bad,” said Pat.
And away he rail‘o tell his friend.

said Pat in surprise.

~
o
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'} for you!”

A papy 1n the nouse

It was a cold, winter afternoon. N

The sn&v a?:t%re“ was mixed with A
rain, andAso PatAstayed in the house:
 When a car came up the street,
Pat jumped up and looked out.

But it was not his fflthers car.

D G>
“He il __'_l__llcome home before long,_

said the woman who g1t with a; .5

[T k... . ”
When he comes,)he. will tell you.

It was dark when Father came. home.
He went to Pat and picked him up.
“Pat, old bov, I have a surprise

said Father.

“Is it a boy?” asked Pat.
«EN\ L

No? a i<rn sald Father.

Her name is'Pam ”

A girl! Tlmt was somethmor for Pat

4 to thmk about.

“We ,bave a _l»lt‘tle baby girl. N S ’ SR

" He had wished dnd w xshed for a bov
Just thinking about a baby girl
made him mad.

e . , s .
In four days, Pat's mother came

home with the baby.
On that day, Pat and his friend
“played together in the snow. '

“You look mad,” suid Pat’s friend.

T am mad,” said Pat. | @>@®
“Mom came home with the baby

this morning,
Who needs a baby crnl alound?"

“Oh, a baby girl is not so bad!”
said the friend.
“All T have is a dog.”

“I wish I had a dog,” said Pat.
“I'll trade the baby for vour dog.”

44

“You can’t do that,” said Pat’s friend.
“But I'll tell you what.
You can live at my house so- )ou

223 . _

. ?\ won't lmve to stay around her
o . . p - ,‘:




e

“I'll go home and get my things.”

When Pat got home, his mother

.| was in the kitchen. ' |

- She was mixing milk for the baby
-\ In the next room, the baby cried.

. Omen pap walked over to his m_other.

‘ He was all set to tell her that he

was moving out of the house. |
But then he stopped. o
“Mom wnll get mad,”

to himself] -

he said

L]

<Just then a man mpped on the 'door.
*As Pat’s mother went to the back -
door the baby cried and cned

,' - Pat went to the door of the

baby’s room.
He looked at the little baby.

4 shelis so little,”

EKC 23

Aruitoxt provided by Eic:

" “Good,” Pat said as he began to run.

¢

he said to himself.

Chreissly

- Before long

ur-v@@

Pat put his lmnd on the |

She looked u a P it
%opped crying,

on Pat’s mother came in. - -
‘Pat, you are magic!” she .said. -
(14 ) %
You made her stop crying.
What did you do?”

o v IS
* said Pat in urpi?;e.

“She hl\es me,
“Do you like her?"" asked Mother.

- “She is not sg bad.” Pat '
And a\vaylhé A Ito tell lns fuend
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Miscue Identification

Calculating Reliability

Agreement

Insert your values:

= 421

15
= 406

=< x @ > &
L]

Coding Agreement.

Miscue Type =
Meaning Change
G-P Similarity

Rspction

TVF Type

[}

[}

[}

TVF Form
" TVF Timing =
TVF Point =
SVF Type =
SVF Form.=‘
SVF Point =

Resolution =

NM+C) -E
N2 - E

K =

Agreements
Pogssible Agreements

= Agreements =
Possible Agreements

Agreements -
Possible Agreements

Agreements =
Possible Agreements

‘ Agreementé.
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

____Agreements -
Possible Agreements

Agreements |
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements
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Thelr trip to the zoo got off to a bad start.
Carol and Maria walked along slowly,

without talking. Thelr mothers talked, but
the girls said nothmg

“T don’t know why I thought coming here
would help,” Carol said to herself.
can’t even talk to each other!”

Carol looked at Maria. She was 'looki.r"ng

around, but she didn’t smile.
“If only I could help,” Carol thought.

“How would I feel if 1'were' in a strange

country?”
‘Suddenly Carol stopped Her face 11t up.

She tapped on the-sign by a cage. Then she

poirited to. the animal inside.

“Wolf'” said Carol. She smiled at Maria

and said, “Wolf!”
Maria smiled. Then Marla tapped on the
sign and said, “Wolf.” She pomted,to the

animal in the cage and said, “Wolf.”

LA T ]
PR |

Then Maria shouted out, ’;‘Lo'bo!” And she

"~More Than Words =

“We

203

289

" crouched in the corner
| ords to understand each other..

pomted to the wolf. -

~“Lobo!” Carol shouted right back ‘
Carol and Maria looked at each other and

began to laugh. Carol grabbed Maria’s hand,

- and the two girls ran ahead to the big bear
cage.

When they saw the brown bear standmg :
on his back legs, Carol jumped to the side
as if she were scared t | ‘

At the next cage, Maria jumped back to
show Carol she was scared of the red fox
They dldn t need

It was Maria who pomted out the possum L

* babies. Then Marla held up her hand. - But .

Carol shook her head to show she d;dn t

understand. .
Agam Maria pointed to the bables She -
put Carol’s hand in hers. Then she tapped E

until she counted to twelve . .
“Oh"’ Carol jumped up and down. “I

know. You're saying I could put the twelve
little babies in my hand!” |
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o o M - - ' | Then Maria shouted out, “Lobo!” Arq;:l:zg'f
Faul ' ore Than'WOFdS , U pointed to the wolf. @
&-Z%d@st E:""""‘\“““"““Lobo'” Carol shouted right back.

Their' trip to the zoo got off to/a bad ;
Carol and Maria walked along ‘low Y Carol and Maria looked at each other and
w)- gh Carol grabbed Maria’s hand

without talkmg Their mothers talked, but
and theltwo glrls ran ahead to the big bear

the girls said nothing. e
A @ Cage VRS n.,

“I don’t know why f thoughtl coming here ‘
When they sawgthe)\grown bear standing

~ would help,” Carol said to herself. “We
can’t even talk to each other!” on his back legs, Carol jumped to the side
as if she were scared.

" Carol looked at Maria. She was looking' C“"A)’ At the n. ge, Maria- jumped back to
around, but she didn’t smile. - how Carol]she was scared o red fox
“If only I could help,” Carol thouoht Crouc the corner. Thegidlgn’t need
_ “How would I feel if I were in a strange Mderstand each other.
' country?” | ~ ' .| = 1t was Maria who pomted{ out the possum
Suddenly Carol stopped Her face lit. up ‘ babios.. 'Then Maria held up her hand.
She tapped on the sign by a cage. Then she ’ Carol shook her head to show she didn’t
t Js pointed to the animal inside. | J understand. -
ernifen “Wolf!” said Carol. She smiled at Marla | Fonnie. Again Maria pointed babies. She
and said, “Wolf!” put Carol’s hand in her§)| Then she tapped
Maria smiled. Then Maria tapped on the | until she counted to twelve. ; 3
sign and said, “Wolf.” inted to the “Oh!” Carol’umped up a&wn. “1
animal in the cage and /said, “Wolf.” kno ou’re saying I could putjthe twelve
W 240 g \s mlé )abies in my hand!”
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Miscue Identificatibn_Agreement
“p >
Insert your values:

/<

N = 289 i C =
A= 'E = '
B = v NM+C) -E°
X = 15 K = N2 - E
Y = 274 K =
M=
Coding Agreement -
. Agreements ' = =
M15C§e Type Possible Agréements *
Meaning Change = Agreements = - A
Possible Agreements
. Agreements * 7
) - = = pA
G-P Similarity Possible Agreements
] Agreements Y
= = = /.
Reaction Possible Agreements
_ Agreements = =
TVF Type Possible Agreements *
~ Agreements = = %
TVF Form = Possible Agreements )
o Agreements 7
} = = pA
TVF Timing Possible Agreements
Agreements - = y :
TVF Point Possible Agreements *
N Aéreements - = Yy
SVF Type = Possible Agreements *
_ Agreements = = y
SVF Form = " Possible Agreements *
. {
) _ Agreements - =
SVF Polnt Possibl‘e Agreements * z
. |
Resolution = Agreements = %

Possible Agreements =

) A4 7
Q : a t-
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Appendix B
FORMAS Definitions

1. Miscue nusber - the ordinal sequence of each miscue in the interaction
being coded.

2. Expected response - the text word that is inovlved in the miscue.

3. Observed response - what the student did (or did. not do) 1n- making the
miscue. .

4. Miscue - an observed response that differs from an expected response. -
5. Miscue type - classification scheme for observedimiscues.

6. lusertion - the reader inserts a word or an affix which 18 not present
in the text.

7. OUmission - the reader omits a word or an affix which is present in the
text. : -

8. Substltut]on - the reader substitutes .a word or an affix for one which
is present in the text.

9. Mispronunciation - the reader substitutes a partial or complete nonsense
utterance for a word or affix which is present in the

text.

10. Don t know - the reader stops before attempting a word and verbally
requests teacher assistance.

11. Hesitation - the reader pauses before attempting a word for at least
e 7 geconds-or the teacher or another student intervenes

’ before the 3 second period elapses.,

12. Repetition - saying a text word or set of adjacent text words two or
more times. -

13. Miscue characteristics - qualitative features of each particular type
: of miscue.

14. Little meaning change - the miscue alters the author's intended meaning
only slightly. Co

Substantial meaning change - the miscue alters the author's intended
meaning significantly. '

-
A9 |

16. High grapho-phonic similarity - at least 2 of the 3 parts of the observed
response conform to the expected response.




17.

18.

15.

21.

- 22,

28.

29.

30.

31.

32.

Low gravho-phonic similarity - less than 2 of the 3 parte of tYe observed
response conform to the -expected response.

Peactions - how the reader initially deals with his miscue.

Continuation - student continues reading with no apparent attention to
the miscue. :

Repeated attempts - the rcader makes repeated attempts at identifying
the text word.

Pause - student stops reading for at least 2 seconds after the miscue
' occurs.

Call for help - reader explicitly requests teacher assistance . after the
miscue has been made.

No opportunity for reaction - teacher or another student intervenes
within 2 seconds of the miscue occurring
and no éther reaction by the student is
in evidence. - ’

Immediate self-correction - student self-corrects the miscue immediately
before showing evidence of any other reaction.

Teacher verbal feedback - initial verbal teacher behavior that follows a
miscue and reader's reaction to the miscue and
relates to the expected or observed response.

Feedback type - the general nature of teacher feedback.

\lo verbal feedback - teacher displays no verbal feedback strategy which
is directly related to the identification of the’

target word.

Sustaining feedback - teacher verbal feedback that provides the reader
with the opportunity to identify part or all of
an expected response.

Terminal feedback - first response of teacher is to identify target word

or call on another student.
Feedback form - specific characteristics of sustaining teacher feedback.

Attending - sustaining feedback which offers the reader another response
opportunity but provides reader with no new information and
is noncue focusing.

Grapho-phonie - sustaining feedback which relates to visual and/or sound
related characteristics of the miscue and/or the expected
response.
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33, Context - a sustaining prompt which initially relates to the surrounding
semantic (meaning) or syntactic (structural) features.

34, Timing of teacher feedback - the time in seconds that has elapsed between
the miscue and the initiation of feedback.

35. Less than 3 seconds - time period which intervenes between the occurrence
of a miscue and teacher feedback.

36. More than 3 seconds - time period which intervenes between the occurrence
of a miscue and teacher feedback

37. Point of feedback - sentence position :elative to the miscue at which the
: teacher provides feedback.

38. Before the next sentence break - teacher feedback offered before the student
completes reading the sentence containing
the target miscue. -

39. At  the next sentence break - teacher feedback of fered when the student
completes reading the sentence containing
the target miscue.

40. After the next sentence break - teacher feedback offered when the student
has read beyond the sentence containing
the target miscue. '

41. Student verbal feedback - verbal behavior of a student other than the
reader relating to the expected or observed
response.

42. Student feedback type - the general nature of student verbal feedback.

43. None - no other student offers verbal feedback directly related to the
miscue.

44. Solicited - a student's verbal feedback that is requested by a teacher.

45. Unsolicited - verbal feedback that is volunteered by a student and not
requested by a teacher.

46. Time of student feedback - the ‘time in seconds that has elapsed between
the miscue and the initiation of a student's

feedback.

47. Less than 3 seconds - time period which intervenes between‘the occurrence
of a miscue and student feedback.

48. More than 3 seconds - time period which intervenes between the occurrence
“of a miscue and student feedback.

49. Point of feedback - sentence position relative to the miscue at which a
student provides feedback.
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Before the next sentence break - other student feedback offered before
the reader completes: the sentence containing
the target miscue.

At the next sentence break - other student feedback offered when the reankr
completes the sentence containing the target
miscue.

After the next sentence break - other student feedback offered after the

. reader has progressed beyond the sentence
containing the target miscue.

Miscue‘resolutibn - whether or not the miscue is corrected and the individual
correcting the miscue.

Teather identifies word - teacher identifies word (or corrects a student's
- miscue).

Student identifies word - reader self-corrects his own miscue.

OtHe1 identifies word - person other than the teacher or student reading
identifies target word.

Uncorrected miscue‘- student continues reading with miscue left uncorrected.
Turn - sequence in which student reads.
Name - student's name.
1.D. -~stu§ent's unique I.D. number.
T.C.W.R. —bTotal number of Corrett Words Read.
T.W.L.C.S. - Total number of Words in Longest Correct String.
T.R.L.C.5. - Time for Reading Longest Correct String in seconds.
Multiple miscues - a tallying of student generated miscues that involve
. two or more contiguous text words which are not attended
to individually either through self-correction or teacher

feedback.

Inaudibles - possible miscues which cannot_ be coded because of poor audio
quality or other factors. )
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A COMPARISON OF INSERVICE AND PRESERVICE TEACHER VERBAL
FEEDBACK TO STUDENT MISCUES ACROSS
TWO DIFFICULTY LEVELS OF TEXT

Teacher guided oral reading persists as acommon practice in most elementary
classrooms. Howlett and Wientraub (1978) report that over four-fifths of primary
grade teachers responding to their survey engage students daily in oral reading

use of oral reading in classrooms, we have no substantial history of research into
the eharacteristics or effects of oral reading instruction on pupil performance.
While emotional indictments of teacher guided orai reading'appear from time 10
time in the professional literature (e.g., Artley, 1972), the practice continues.
Making the situation even more unsettling is some recent classroom research
pointing to positive outcomes for students in classrooms where teachers engage
students frequently in oral reading (Angerson & ‘Evertson, 1978; Stallings,
Needels, & Stayrook, 1979). The void in our understanding for the place of
teacher guided oral reading in a developmental program is sorely in need of
at'2ntion. .

in an instructional context oral reading takes on the form of a dialogue in which
information is exchanged between teacher and student. These verbal interac:
tions typically arise from the teacher's efforts to give students teedback abou!
their miscues. Clements and Hoftman (1981) have found that over 35% of
teacher talk during guided oral reading is miscue focused. What kinds of
feedback do teachers typically rely on in-such contexts? How do situational of
setting variables influence changes in the kinds of feedback offered? what
effects (both short and long term) do these different strategies have on the
development of pupil competencies? Only recently has the research literaturé
come to offer any information useful in answering any of these questions (Niles.
1980). It was in an effort to contribute to our knowledge in this area that the -
present study was conceived. '

This research represents an attemptto systematically study the characteristics

of teacher feedback to student miscues during oral reading. The research builds -

directly on the work of such researchers as Brophy and Good (1969), Goodman
(1973). Brady-and Lynch (1976), -and Allington (1978). It is based on the -
conceptual framework for studying teacher feedback proposed by Hotfman

verbal feedback during oral reading: (1) selectivity—which miscues (of what
proportion) are responded to by the teacher; (2) timing—when, o at what point, is
the feedback offered; and (3) form—what are the qualitative characteristics otthe
feedback itself.
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METHOD

Subjects : o
The subjects for this study were teacher pupil dyads. Thirty-four elementary

“pupils were selected at random trom students enrolled in @ summer reading

orogram at The University of Texas at Austin. The actuai grade placement levels
of the students were distnbuted evenly among grades one through five. The
eachers were eighteen experienced classroom teachers enrolled in @ graduate
reading methods class and sixteen undergraduate education majors (inex-
perienced teachers) enrolied in their first reading methods course. Pupils were
randomly assigned to teachers to form instructional dyads. Teachers and pupils
nad no instructional contact or familiarity prior to participation in this study. This
was done so as to control for the possibility that prior knowledge of student needs
might influence response patterns by teachers. . .

procedures * : , :

Each student's approximate instructional reading level (92-98% Word
Accuracy) was determined during a screening phase using an informal reading
inventory developed from passages found in each-of the basal readers of The
New Basic Readers (Scott, Foresman, and Company, 1964). Reading
achievement levels, as refiected on the informal reading inventory (IR1), were
generally gistributed evenly above-and below grade placement.

Selected portions of basal readers in the New Basic Reading Series that had
ot been included in the informal reading inventory, were used as reading
materials in this study. Each pupit read aloud to a teacher for approximately ten
minutes from one section of text at an instructional level and for an additional ten
minutes from a second piece of text at the next higher level within the series. The
aifficuity sequence was counter-balanced between subjects (i.e., easy first/hard

second and hard firsteasy second). All sessiohs were videotaped from

concealed audiovisual equipment. Prior to commencing the oral reading
sessions, identical sets of directions were given. Experienced and preservice
1eachers were informed that the purpose of the study was to record and examine
interactions between teachers and students during oral-reading instruction and
that they should {ee! free to assist the student in as natural a manner as possibie.
The pupils were told they wouid read two texts aloud with a teacher present to
guide them.

Coding )

‘Videotapes were coded using the FORMAS-dyadic taxonomy (Hoffman &
Baker, 1980). Coders were trained to use FORMAS to classify audiovisual
recordings of the student-teacher interactions during oral reading instruction.
Four maijor clusters of teacher/pupil interactive behaviors were monitored and
analyzed for this study. See Table 1. Interrater reliability during coding was
monitored with random checks for coder agreement. The coetticient of interrater
agreement for. nominal scores K, was the measure used io estimate the
proportion of joint judgements of reading miscues after chance agreement was
excluded (Hoffman, Gardner & Clements, 1980). For each dyad the reliability
coefficients for agreed miscues ranged between .83 and 1.00. Interrater reliability
coefficients for each category of behavior across the agreed upon miscues
ranged between .79 and .96. Only single word miscues were coded and analyzed
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TABLE 1
Four maijor clusters of teacheripupil interactive behaviors

! Miscue . .
.A. Type.inserlions; omissions; hesilations; substitutions; mispronunciations; calis for
help:; and repetitions. ‘
B . Meaning change: ugh and low.
C Syntactic acceptability: high; some; and low.
D Grapho-phonic similarity: high and low. ,
It Reaction (student's immediate behavior following miscue)
A. Type: repeated attempt; continuation; immediate seif-correction; pause; call for
help, and no opportunity.
1. Teacher Verbal Feedback
A. Type: no verba!; terminal (giving the text word); and sustaining (helping studentto
identify text word). :

context; complex graphophonic (i.e., graphophonic followed by context); and,
complex context (i.e, context foliowed by graphophonic).

C. Timing of teacher feedback: immediate (O to 3 seconds); delayed (more than 3 .

seconds). . . .
D. Point of teacher feedback: before the next sentence break; at the next sentence

break; or after the next sentence break.

V. Resolution: teacher identitied text word: student identified text word; or miscue left
. . /

umdentified.
- . /
7
in this study. Multipie miscues (similar to Weber's (1970) “scrambles”) involving
two or more contiguous text words were simply tallied. ,
RESULTS AND DISCUSSION .

A total of 1,837 miscue interactions were coded. The average accuracy of oral
reading for students in the easy material was about 85% and.in the difficult
material about 81%. Although these error rates (15% and 19% respectively) are
high in comparison to the criteria used with the screening IR, two important
differences must be kept in mind. First, in the experimental setting hesitation and
repetitions were always counted as miscues. This was not always the case inthe

screening IRL. Second, miscues which were self corrected in the experimental

setting were counted. They were not counted in the screening IRI. Muitiple
. miscues accounted for about 9% of the total. These miscues were not included in

the analyses to be reported.

Selection: Which miscues did teachers respond to?

Teachers made some form of overt verbal response to only 37% of the single
word miscues made by students. This figure roughly replicates the findings of
Allington (1978) in his study of classroom orai reading instruction. Further
analyses of our data revealed that teachers were more likely (o < .05) to respond
to miscues made in difficult rather than easy material (40% versus 34%).
Inservice teachers were also more inclined {p < .05)to respond than preservicé

teachers (40% versus 34%).!

" All tests of staustical significance were made foliowing the model proposed by Castellan (1 965) for
tne use of chi-squares in the partitioning of contingency tables. .
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Teachers-were more Lkely (p < .05) to respond to miscues which aflected
~eaning substantially (44°, were responded to) than those which resulted in
~mmal rmeamng change (only 19% were responded 10). Teachers seemed aiso
o he sensitive 1o the ways In which students were reacting to their ov/n miscues in
deiermining whether or not to respond. Teachers were most likely to respond to
cgpeated attempts (55% were responded to) and pauses after miscues (62%
were responded to). Teachers were least likely to respond when the students
continued seading in the text after making a miscue (only 15% were responded
10). It seems reasonable to conclude from these data that there are at leastthree
factors directly related to criteria for selection of which miscues to respondto: (M
the degree of meaning change involved: (2) the density of miscues; and (3) the
strategy the student exhibits immediately following the miscue.

R Timing: When did teachers respond?
eiapsed time between the occyrrence of the miscue and the initiation of feedback;
and second, in terms of the point in the text reiative to the miscue at which the
1 feedback was first offered. In general it can be said that teachers interrupt early
and fast. Verbal responses were offered immediately (i.e., within 0-3 seconds),
almost 75% of the time and before the student had progressed \ ery far beyond
the miscue in the text (e.g., 83% before the next sentence break).

in comparing the timing of responses between easy and hard materials it was
jound that point of response tended to be earlier in the more difficult material,
although elaspedtime was greater. This phenomenon can be explained in part by
the associated decrease in continuations by the students when moving from easy
10 dificult material (35% to 33%), and the increase in repeated attempts (16%to
18%) and pauses (7% to 8%). When the feedback is offered, then, it is directly
related 1o the degree of text difficulty in relation to pupil ability. Where the
teedback is offerec is influenced by the student's strategy following the miscue.

Form: What kind of feedbacr was offered? ,

When teachers did respond overtly to student miscues, their responses were
divided fairly evenly (19% versus 1 8%) between terminal tfeedback (initially giving
the student the text word) and sustaining feedback (attempting to have the
stucent identify the text word). The data also revealed that inservice teachers
resorted more often to terminal feedback than preservice teachers and that both
groups used significantly more terminal feedback when students were reading in
the more difficult material. See Table 2. .

In terms of breakdown of teacher sustaining feedback behaviors, it was found
ihat inservice teachers relied on significant attending feedback more often than
did preservice teachers (38% as opposed to 22%). Significant attending
seedback provides the student with an opportunity to respond and is noncue
focused. Examples would include such statements as: “try again” or "keep
working at it.” Both groups tended to rely iess on significant attending feedback
when students were reading in the more difficult material.

Both groups of teachers were fairly evenly split between their reliance on
grapho-phonic and contextual prompts. As a group, teachers became more
contextually onented in their prompts as students read in the.more difficut
matenal. While, as noted earlier, teachers were more likely io respond to miscues
which substandally affected text meaning, there was no apparent relationship
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TABLE 2
Percentage of Teacher Prompts as a
_ Functon of Sustaining Feedback by Category

W : Tutes Nupbar AMiwnct oG simple Complex S:imcie Compler
a Teec et ot Miscues  Viahou! P-cipo  Grepme Phonic Greph-c Phonc Contear  Context
: Insérvice - 67 34%% 31% 5% 25% 5%
EASY P:eservice 68 28% . 40% 1% 2% 1%
-3 Tota! 135 31°% 36°% T 3% 26% 4% -
oL : .
- Inservice 83 43%% 24% 0% 22% 1% -
T HARD Preserv.ce 77 14% 39% 0% 43% 4%
w . ,
: Totai 160 29% 31% 0% 32% 8%
> ALL Total 295 30% 33% 2% 29% 6%

between the level of meaning change and the form of sustaining feedback, nor
was there a discernible relationship between the form of sustaining feedback and
the degree of grapho-phonic similarity between the miscue and the text word. In
other words, a student who generated a miscue which substantiaily affected text
meaning was no more likely to geta context promptthana grapho-phonic prompt.
Conversely, a student who generated a miscue which had low grapho-phonic
similarity to the text word was no more likely to get a grapho-phonic promptthana
context prompt. It was surprising—particularly with respect to miscues which
substantially affected meaning—that teachers would apparently use this
information to determine whether or not they shouid prompt and thei, not use the
information in determining the kind of prompt they would offer.

Also. teachers rarely initiated a prompt at one level and completed the prompt
atanother. For exampie, in only 6% of the cases inwhich a prompt was offered did
teachers combine both grapho-phonic and contextual cues. Teachers were more
ixely to make repeated prompts at the same level even when faced with
unsuccessful responses by the student.

An analysis of the amount of time spent on a prompt from initiation by the
teacher to resumed reading by the pupil reveaied no significant differences
between the groups of teachers. There was, however, a slight tendency toward
shorter interruptions in the more difficult material. A significant difference (p <

05) was found for the amount of time away from the task of reading relative to the
form of the sus‘aining feedback with grapho-phonic prompts taking much longer
than the others. ” :

Of all the single word miscues made by students not given overt feedback, 45%
were utimately identified by the students themselves. Of those single word
miscues responded to and receiving sustaining feedback, #1% were ultimately
identified by the teacher and 54% by the students. Some forms of prompts were
more associated with student identification of the text word than were others.
Simple rontext prompts, for example, led to student identification 67% of the time.
while simple grapho-phonic prompts led to student identification only 51% of
the time.

SUMMARY

This study was designed in order to observe and describe the characteristics of
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Lerbal teedback bekaviors used by teachers during guided oral reading. Basic
relationships between pupil Behavior and teacher behavior were explorad.

in summary, the major findings of this study can be categorized by
characterizing teachers’ verbal feedback in terms of selection, timing and form.
On the whole, both expérienced and inexperienced teachers were remarkably -
similar in their ¢hoices of response patterns. With regard to selection, teachers
were more likely 1o respond to miscues made in difficult material. As well, all
teachers appeared sensitive to meaning change in determining which miscues
they would respond to (aithough they did not appear to use this information-in
determining the form of their verbal feedback). With regard to the timing
dimension ‘%ot teacher feedback, teachers more often responded to miscues
quickly rather than delaying their point of intervention. Finally, in the area of form,
terminal feedback appeared to be a strategy teachers turned to more often in
difficult text. Attending prompts (1.€., sustaining feedback with no ‘cue offered),
sumple‘grapho-phonic prompts and simple contextuai prompts were equaily
-divided. The patterns-of sustainingfeedback seemggd-o-indicate thatcontextually
onenled prompts took less time and were more likely 1o lead to student
identification of miscues than grapho-phonicaily onented prompts,

The generalizability of the tindings from this study are limited by the dyadic.
context and the unfamiliar teacher/pupil pairings: in which ,the interactions
occurred. But as Wilmot (1975) has pointed out, the basic components of a
communicative systern may be more easily studied initially in a dyadic setting.
The results of this study form a useful and necessary basis for expanded studies
o! teacher-pupil interactions during oral reading in the classroom.

i
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Guided Oral Readﬁng and Miscﬁé Focused
Verbal Feedback in Second Grade Classrooms

" The important Tink befween success in 1ea;6ihg to read in c]assroom§ and
such variables as academic a]]otéd time, academic endéged time and task
shccesé rates has been documented again and again over the past ten years
(Berliner, 1981; Guthrie,.Martusa, d.Seifert, 1§79). More recently, research
on teaching has come to focus pn a-qua1itative analysis of learning tasks
themselves and the stratégies teachers use to maintain and manage groups of
students through these tasks (Duffy, 1981). Indeed, Doyle (1979) argues that
the most pres;ing challenge we face in instructional research is to explore
the nature of learning tasks and the relative effécts or.merits of teachers'
efforts to sustain students' codperation to a point of task comb]etion. He
sugge;ts that research on teaching should focus on behaviors surrounding
specific learning tasks that are clearly defined. One area of teacher-pupil
interaction over a specific learning task which has shown pafticu]ar promise
in recent years is the analysis of teacﬁer verbal feedback to students' oral
reading miscues. The advantages of studyihg interactions in this context are

fairly straightforward. First, guided graIireading occupies a significant

amount of time and attention in most primary reading programs (Howlett &
. ’

~ e

Weintraub, 19;8). Second, the goals held, attitudes expressed, and procedures
used in this task seem to be fairly consistent across teachers (Daly &
Hoffman, 1982). And, third, guided oral reading is highly amenable to
observatioh given the fixed nature of the stimulus (the text) and the overt
responses .required of both students (the pronunéiation Qf words) and teacher
(the verbal feedback). o

| The overall goal of the research to be reported,' then, wa; to broaden our

understanding of teacher-pupil interaction patterns as they are manifested
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Guided Oral Reading

during oral reading instruction and dn particular those interactions which
surround oral reading miscues. The conceptual framework for this research is

based on two 1fteratures: first on the work of Goodman (1967), Goodman and

Burke (1973) and others in developing and refining miscue énaﬁysis techniques;

and second on the wofk of Hoffman (1979) who has proposed a working model of

. teacher decision making as it relates to miscue focused verbal feedback.

Backgrdund

Miscue Analysis

The qualitative analysis of oral reading errors did not begin with the
work of Goodman (see reviews by Weber, i968; Leu, 1982). However, the degree
of attention and thoughtful interpretation he brought to this area -are
undeniable. He has proposed that, at the word level, during oral reading the
active reader is constantly sampling information from surrounding cue sources
(grapho-phonic, syntactic, and semantic) and using this information to make
predictions about upcoming text (Goodman, 1967; Goodman & Burke, 1973). When
a miscue or deviation from the expected response_ in the text occurs, we aré
witnessing a breakdown in the reading process. Through a careful examination
of patterns across many miscues we are able to make inferences about reader's
strategies relative to the uti]iiation of information from available cue
systems. Based on the findings from miscue studies with many children, -
Goodman and others have been able to formulate an elaborate portrait of the
developing reader's reliance on grapho-phonic information and sensitivity to
contextual constraints. The strategies of good and poor readers have jalso
been .compared and shown to be different in the ways in which their misgue :
patterns reflect utilization of grapho-phonic information and sensitivity to
the surrounding grammatical context. Goodman's goal in the original

—

development and use of miscue analysis techniques was primarily theoretical.

&
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Guided Oral Reading

That is, he set out to explain a complex phenomenon (oral reading) and therein
test and elaborate on a psycholinguistic model pf the reading process itself.
Tangential to these effprts at theory building have been attempts to use
miscue analysis techniques in other‘settings. In clincial work, miscue
analysis may be used as a diagnostic tool to determine appropriate remedial
strategies (Goodman & Burke, 1972). Others have used miscue analysi$ and
similar techniques to evaluate the impact'of various types of prodrams on
pupil strategy development (e.g., Barr, 1974; Cohen, 1975). These kinds of
studies support the position that the qualitative chafatteristics of
instruction ipf}uence readek strategies. For example, Students who are
exposed to instruction which -has a'strong code émpahsié demonstratg greater
reliance on grapho-phonic cues on thefr hiscue patterns. Students who are
exposed to reeding instructioh which emphasizes meaning demonstrate greater
reliance on contextuaa (i.e., syntactic and semantic) information in their
miscue pattekns. Few studies, however, have used miscue ana]ysi§~techniques
to investigate ongoing reading instruction. On the one hand, a relucténce to
do so may reflect the fact that as a research movement, field-based studies
are just beginning to gain momentum. On the other hand, this reluctance may
reflect a general negative attitude'towarq teacher guided oral reading as an
instructional practice. Whatever the redson, when one sets out po do
classroom research which involves observation of guided oral reading, one
recognize§ that the Goodman and Burke (1972) Reading Miscue Inventory (RMI)
has certain limitations in this setting. For exémple, no provisions are made
in the RMI for recording hesitations or refusals on the part of the reader and
yet this is one of the most common typés'of errors made by students during
early reading (Biemiller, 1970). Moreover, the RMI offers'ljttle direction on

"how to record or analyze the strategies students émp]oy immediately fol]owing :

| L2




R - Y

- ! ' ' ’ Guided Oral Reading

l : the1r initial miscues, and yet there 1s ev1dence that this subsequent strategy
level may he a very important one (Goodman & Gollasch, 1980). These k1nds of
l ~ shortcomings have led to the development of a number ofvobservational
instruments designed specifically fdr thegana1ysis of oral reading in field
settings which are open to input from the teacher in terms of feedback
behaviors: OROS (Brady & Lynch, 1976), FORMAS (Hoffman & Baker, 1981) and
ASSISTIR (Mitchell, 1980).

Feedback to Miscues

Teacherffeedback to students during instruction is a.critica1 though not
particularly well understood ingredient'td successful Tlearning (Kulhavy,
»1977) Teacher'feedback informs‘the learner about the accuracy with which she
or he is perform1ng the task and can affect errors by telling the student when
errors occur and a110w1ng them (i.e., either the teacher or the student) to
engage in corrective activity. Hoffman (1979) has proposed that teacher

verbal feedback to miscues can be understoed as a complex decision making

process in which three dimensions are fn operatidn: (1) the teacher selects
'wh1ch miscues should be- reSponded to; (2) the teacher decides when these
miscues should be responded to; and, (3) ‘the teacher determ1nes how these
miscues should be responded to. The research into teacher verbal feedback to
miscues has attempted to depiet how teachers are behav1ng during actual guided
oral reading instruction, what effects various combinations of these

dimensions have on strategy deve]opments, and how teacher adjustments relate

tdwnd;iiiadjdstments. N11es (1980) has rev1ewed research in this area. rfhe
early clinical work suggests s1gn1f1cant but. complex re1at10nsh1ps between
teacher feedback:  and pupil miscue patterns and comprehension (Jenkins &
Larson, 1979; Niles, Graham, & Winstead, 1977, 1978; Niles, 1979). Recent1y;

several field based studies have been reported which shed 1ight on the nature,

b
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distribution, and effects of teacher verbal feedback to studentvmiscues in
classroom settings. ' ‘ <

Allingtoh (1978, 1980),studted teacher.verbal behaviors following oral
reading errors of pr1mary grade children in high and low reading groups. He
found that teachers 1nterrupt proport1ona11y more often following errors in
the poorer reading groups than in the higher groups. . He was also able to show
that teachers tend to "tell" words more often to lower readers than to the
higher, and that the lower readers were given less time than the higher ones |
to work out words for themselves. Feedback for the higher readers.was also
delayed more often to a later point in the text than it was with the lower
ones. AlTington suggested that the lower  readers may be lower because we
treat them differently. | o | s

Pflaum, Pascarella, Boswich and Auer (1980) reported findings from a
study of teacher feedback which extend Allington's conclusions by examining .
the quest1on of whether difference in teacher response patterns to low group
errors may be due to differant patterns in student behavior. That is,
teachers adjust feedback to the part1cu1ar miscue patterns of ‘the two ability
groups. They compared the relative predictive contribution of pupil status
variables (such as sex and reading achievement) and specific pupil oral
reading behaviors (such as phonic use and meaning change) to teacher feedback
behavior. Pupil behaviors accoonted for twice as much of the variance as
‘status variables in predjcting teacher behaviors. They suggest that in
conducting future studies of interaction both directions of potential
influence be considered.

Hoffman and Clements~(1981) found that the less skilled second grade
readers were given jess time in reading groups, had less engaged time in

actual reading, and experienced less task success (i.e., a higher error rate)




L

Guided Oral Reading

than the more skilled readers. In contrast to Pflaum, et al. (1980) teacher
~verbal feedback differed for the less skilled readers as compared to that
received by the more skilled readers even when the saﬁe miscue patterns held.
‘ - Hoffman and Clements suggest that teachers seem to operate under different
feedback routines'to students in high and,]ow reading ‘groups even when given
l pretise]y the same Set.of’miScue characteristics. They go on’'to point out how
| .the dominant miscue patterns for high and low skilled readers were being
reiﬁforced by teacher feedback behaviors. 'Thgy descriﬁg the more skilled
readers in their study as making maih]y substitute type hiscyes which éffected
meaniﬁg only slightly and did not resemble the grapho-phonic characteristics
of the text word being used. The good reader was likely to continue reading
in the text after a miscue of this type without interruption from thé teacher
and without bothering to self-
correct later on. With more difficult words, the good reader was more likely
to mispronounce—-showing strong use of grapho-phonic relationships--and then.
immediately ‘self-correct or make repeated attempts at the word, again without
interruption }rom the:teacher until the word was successfu%]y identified.

They déscribe the less skilled readers n the study also as making primari]y

substitution miscues; however, these miscues did resemble the grapho-phonic'
featufes of the text word ‘and also substantially affected fext meaning. In
such instances the teacher was likely to interrupt almost immediately or after
thé student had paugéd briefly to give ;he correct word. With more difficult
words the less skilled reader hesitated and all but waifed for assistance
which the teacher quickly obliged by giving the text wbrd. Their
interpretations of the findings go a step beyond Doyle's (1980) "reciprocity"”

_principle (which allows for pupil behaviors to influence teachers and vice

versa) to suggest a mutual adaptation cycle for smooth activity flow. Hoffman
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and Clements proposed that teachers and student groups have tacitly worked out‘rw |

an efficient system”to make it through the oral reading of basal materiaTs
such that there is a minimum of disruption to activity flow. Unfor;unéte]y
for the less skilled readers, the adaptive cycle leads to an equilibrium state

of teacher_pupi] interactive behaviors which despite their efficiency are very
likely to lead to continued patterns of failure. | '

These recent field studies bring forth more questions than answers about
teacher feedback and its influence on pupil strategies and learning. We do
not know how and to what degree teachers are sensitive to pupil miscues. We
do not know how feedback characteristics predict or relate in significant ways
‘to patterns bf pupil behayior.. It may also be that error rate in practice

materials and achievement level of pupils interact with one another in

complicated ways to predict teacher and pupil behaviors. Most importantly, we

do not know what kinds of verbal feedback variables relate to growth in
| reading skills particu1ar]y fdr low readers.

The current observational study was designed to move us closer to
b]dusib]é hypotheses in these areas of concern. Specifically, the current
study had three major objectives:

1.  to describe the characteristics of teacher verbal feedback to

“student oral reading miscues and their re]gtionship to the
qua]itétive features of those miscues;
fo analyze differences in teacher verbal feedback and pupil miscue
patterns relative to student ability groups; and,
to e*amine the effects of erro? rate and teacher verbal feedback
patterns on pupil behaviors and growth in reading skill.
The scope of this study was much broader in terms of number of subjects,

extent and number of interactions recorded, and breadth' of variables
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considered than any of the previous work cited. In this regard, it also
offered the opportunity to replicate many earlier findings as well as explore ‘
new ones.

This study was field-based in nature. The data were collected during
regular ongoing reading instruction in actual classrooms so that naturally
occurring behaviors in the research setting couid be examined. There were
certain elements of the research design, therefore, which were outside the
investigatoré' control. Limitations to the study caused by the naturalistic
setting and the various steps that were taken td\qdjust to the setting will be
noted. |

The research site was a school district in a city of approximately ‘
100,000 people located in the south central region of théﬂUnited States. The
developmental reading program is a traditional basal orientation, with an
emphasis on ability grouped instruction. The Houghton Mifflin basal series
was used in all but two classrooms. The classrooms were self-contained
although teachers in most schools exchanged students for reading instruction
in order to reduce the number of ability levels within a class.

Subjects

A11 second grade teachers (N=22) from the ten elementary schools in the
district participated in the study. The teachers were all women--four were
Black, one was Mexican American, and the remaining seventeen were Anglo.
There were four teachers in two schools; three teachers in one school; two
teachers in four schools; and one teacher in.each of the remaining three
schools. The students whose reading was studied were those assigned by their

teachers to either their highest (N=179) or, Towest (N=178)'reading groups.
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The ‘mean number of students in both the high and low reading groubs was around
eight students at the time of initiation of the study. |
Proceddres |
‘The participating teachers were given an oyerview of the research project

during a fall orientation. They were told that the study would focus on the
characteristics of guided oral reading as it is'tybica11y conducted in second
grade classrooms. The teachers were trained to self tape record their reading
lessons. They were asked to record at least one lesson of their own choosing
every two weeks'with both their highest and 1owest'reading groups. They were
encouraged to record those sessions 1n which they planned to do some gu1ded
oral reading. The 1mportance of following normal classroom procedures during
the recorded guided oral reading sessions was stressed. This se]f-record1ng
data collection procedure had been tested and compared favoréb]y to |
v1deotap1ng and dlrect observation in an earlier study (Hoffmah & Kugle,
1982). Each teacher was visited by a research team at least ovce every two
Wéeksto picg up the recorded tapes and deliver blank ones. This procedure
was followed over a ten week period. Thus five tapes were collected on each
group through the cdurse of the study. |

Pré and post reading achievement measures were gathered as part of the
district-wide testing program using the California Achievement Test. The
pre-test was administered during the third and fourth weeks of school, prior
to the initiation of the study, 'and the post-test was administered during the
third and fourth weeks of the next academic year.

A11 participating teachers were interviewed individda]]y once the data
collection had been completed. During these interviews teacher practices,

beliefs, and attitudes toward oral reading were explored.
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Coding

Audio tapes were coded using the FORMAS taxonomy (Hoffmén & Baker, 1981).
Thisvsystem of ana]ysis identifies five major clusters of teacher pupil
behaviors which are miscue focused (see Figﬁre 1). Cluster I specifies the
type of miscue and qualitative characteristics (iie., meaning change and
grapho-phonic similarity) of certain miscues. In Cluster II the first
behavior of the student following the miscue is recorded. The characteristics
of teacher feedback are addressed in Cluster III in terms of teacher feedback

type, form, timing, and point. Input from their students in the groups are

~specified in Cluster IV. The final c1u§ter (V) is used to record who

ultimately (if anyone) identifies the text werd. Research team members served
as coders of tapes from thé teachers they were workinngith. The coders were
trained to criterion levels using the procedures outlined in the FORMAS
training‘ménuai (Hoffman, Gardner, & Clements, 1980). A1l coded sheets were
reviewed for consistency and a random sample tested for inter-coder '
reliability by at least one other trained coder. Agreement levels exceeded
.85 levels in all clusters of the taxondmy.

Student miscues and subsequent interactions were coded in sequence from a
tape up to but not to exceed a total of twenty-five miscue; or sixteen turn
changes within a group--whicheVer came first. In Qddition to tﬁe miscue
information, the students were monitored for numbef of words read correctly.

Data Analysis

The reading group formed the basic unit of analysis for this study . The
analyses were carried out in two phases.
Phase I

In Phese 1 the frequency data from each‘of‘the“FOEMAS clusters were

converted to rates. These were calculated for each student in a given group
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[ o by dividing the FORMAS variabievunder cbnsideration by the total number of
words read by that group and then multiplying by 100. In this way, for

' 4éxample, the rate of high meaning change'substitutipns for a given group could

be calculated. These rates formed the basic dependent variables used in

Phase I.-

The major categories in each FORMAS cluster were first analyzed
separately (Cluster IV was not included since very few instances of other
student feedback were observed). In Cluster I a two-way between-within
analysis of variance was run Qith ability groups as a factor and the miscue -
categories as the within group factor. In Cluster II a similar 4nalysis was

run for the reaction categories. Repetition miscues were omitted from the

analysis because they tend to artifically inflate the category of immediate
self-corrections. In Cluster II1 feedback categories were . analyzed.
.Immediate self-corrections were omitted from the latter two analyses since
they offered no opportunity for teacher feedback.

There are two major areas of concern fnherent in this analysis. As noted
earlier there were instances where teachers gxchanged students within schools
for reading instruction in order to reduce the number of levels of ability
witnin a room. This meant that in some schools one teacher's low ability
group miyhi be more skilled than another teacher's high ability group. The
problem was further complicated by extreme between school differences. In
some cases the best reading gfoup in one school were less skiiled readers than
the students in the lowest group in another school. For the ability‘group
comparisons in Phase I; therefore, an operational decision was made to
reclassify groups. High skilled and less skilled groups were fbrmed‘based on

a median split of average reading achievement for all groups using the initial

Etudent reading achievement test scores. Pre-test scores were available on

Q | 1 |
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91% of all the subjects in the reading groups. The mean pre-achievement grade
levels score for the high skilled groups was 2.6 and for the low skilled
groups the mean was 1.5. Unfortunately, the result of this reé1assification
procedure was that some teachers were represented twice within an ability
level. Specifically, four teachers had both of their groups classified high
skilled; another four teachers had both their groups classified. low skilled.
The remaining 14 teachers had one high and one low group each. In these 14
cases the teacher assigned ability level was consistent with the achievement
test ranking. As a check on this problem, the Phase I ana]yééé‘weré run first
with all teachers inc]ﬁded and then‘with just the 14 whoAhad high and low
group splits. Since no differences in patterns of significance were uncovered
in any of these comparisons, a decision was made to include daté from all
teachers in reporting the findings.

A second problem in Phase I anaTjsés concerned the dependent variables.
The dependent variab]es‘were expressed as rates and are therefore like
proportions. They are not interval variables and therefore do not meet one of
the required assumptions for analysis of variance. While there are )
transformations appropriate for proportion‘data (e.g., log), the consequence
of not frénsfonning is a loss of power in most instances. It will be seen
shortly that any loss of power is not crucial to the hypothesis tested.
Further, these types of transformations are difficult to use in this case
because of the occurrence of zero frequencies in the data set. 'n all of the
transformations a zero must be made into an arbitrarily small number. If this
is done, the analyses which contain these proportions are very difficult to
interpret. A decision was made therefore to perform analyses in Phase I (and

in Phase I1) directly on the untransformed data set.

12 2
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.Phase 11 .

In Phase |1 the data were analyzed.using multiple regression fo]]owing

procedures recommended by Ward aﬁd,Jennings (i§73)“ Multiple regression
* permittéd an examination of the effects of reading achievement level and error
rate on the dependent variables. The predictor variables. studied were
achievement (pre-test); error rate; and teacher feedbac& behaviors (type,
_form, timing, aﬁd point of feedbdck). Criterion variables examined were pupil
behaviors (miscue characfe}istics; reactions, and resolution) and post-test
achievement scores. To prepare the data for the multiple regression analyses,
frequencies were'computed for a]{ groups on the independent and depéndent
miséue and tgacher feedback variables. Withinfc1uster§ these frequenéies we}e
tran§formed'to proportions. So, for example, we calculated the proportion 6f
miscﬁes within a group WHich-were ;ubstitutions; or the proportion of miscues
which were high versus low meaning change.“’ﬁ correlation matrix for each'of
the criterion variables was then constructed using all of the predictor |
variables. A1l predictor variables which correlated significantly with the

criterion variables (p € .1) were included in the multiple rééression

equatfon: The order of entry into the)equation was always achievement
(pré-tes€§ followed by error rate followed by teacher feedback behav{ors. A
Q?fp down regregsion procedure was followed to dete;mine~!hich variables
contributed in a statistically significant way to the prediciton of the
criterion. The full versus restricted models wéfé constructed by removing thé
predictor variables in the reverse order from thch they had been entered.
Thus, the last variable tested was always achievement on the pre-test.

Results

A1l teachers in the study relied on "round-robin" or turn-taking around

~the reading group as the basit procedure for conduéfing guided oral reading.

The interviews with the teachers re‘ka]ed that overall they had positive

4
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feelings regarding the benefits and importance of oral reaﬁing‘and used oral
. reading regularly. The teachers alsb confirmed at this time that the
interactions recorded on the tapes were representative of what went on during .
a typical guided ora]lreading session. )
Ten tapes out of the total number of tapes to be collected (i.e., 220,
with five sessions for each of the 44 groups) were miss{ng. In some cases
this was due to mechanical problems with the recorders, and in other instances
these teachers had simply missed a‘session: No sing]e‘teacher group had more
thap one tape missing. ' | : : ‘
Over forty—five hundred sepafaté miscues were recorded and- analyzed for
teacher feedback characteristics. The data presented in Table 1 reflect the
general distribution of miscues across the five sessions by teacher assigned
ability groups within classes. The data for each session are broken down by
number of miscues (NM); number of turns (NT); total number of correct words
read (TNCWR); and reading rate in words per minute (RR). The reader should
note that the breakdown by ability in this table is.based on teacher assigned
groups not the regrouping based on achievement levels that will be used in all

‘subsequent analyses.

Pupil Miscue and Reaction Patterns

The error rate for the high groups was .05 miscues per 100 words (95%
accuracy). The error rate for the Tow groups'was .09 miscues per 100 words
(91% accuracy). This difference was statistically significant at the p < .001
level. The distribution of mfscue types was found to be statistically
different (F(5,34) = 27.18, p < .001) across all students. The mische
categories (i.e., insertions, omissions, substitutions,';ﬁspronunciationsl
hesitations,-and repetitions) have:differenttrates of occurrence. (There were

so few instances of "call for help" miscues that this categéry identified in
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the FORMAS taxonomy was eliminated ffbm considération.) There was also an
ability-by-miscue type interaction (F(5,170) = 5.01, p & .001) indicating that .

the low skilled and the high skilled groups differed with respect to the rate

e .

of certain kinds of miscues (Table 2). The proportion of hesitatidns was

greatef for the less skilled than the high skilled readers. On all other
» ) ' .
miscue types the proportion was greater for the high skilled readers.

ability and the degree of meaning change in insertion, omission, and

A two-way interaction (F(2,68) = ]8.80; p <& .001) was found between

substitution miscues. The less skilled readers had more meaning'change

miscues (62%) t'  ‘the high skilled readers (54% of their miscues). A two-way

interaction (° ,34) = 11.84, p& .01) was also found between ability groups
on the deg .e. of grapho-phonic similarity in substitutions and

mispfonunciation type miscues. The miscues of the high sk'lled readers

‘ resembled the target words grapho-phonically 37% of the time, those of the

less“skilled readers resembled the target words gfapho-phonica]ly 29% of the
time. An analysis of substitution miscues alone %ai]ed to reveal any
statistically significant differences bétween ability level on grapho-phonic
similarity.

The distribution of reactions to miscues was found to be statistically

significant (F(4,136) = ¥4.52, p & .001) across all students. There was also

a statistically significant two-way interaction (F(4,136) = 3.14, p< .05)

between reaction type and ability groups (Table 3). The more skilled readers
exhibited a highef prpporfion of continuations and self-corrections following
their miscues whife~the less ski]]ed paused more and‘were more likely to have
no opportunity to'respond to theirfown mfscues (i.e., the teaéher coming in

before the student manifests any of the other .reaction behaviors).
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Teacher Verbal Feedback Patterns

The distribution of feedback types was found to be statistically
different (F(2,68) = 50.00, p< .001). There was also a statistically
significant two-way interaction (F(8,272) = 17.59, p & .001) between miscue
type and feedback type (Table 4). There was-no statistically significanf
difference between the fype of feedback and theltwo ability groups (Table 5).
There was, however, a statistically significant interaction (F(2,68) = 6.48, p &
.005§ between feedback type and meaning change onvinsertion, omis;ion, and
substitution tipe miscues (Table 6). The proportion of no verbal feedback
tended to decrease as the degree of meaning‘ change increased. No S
statistically significant differences were found related to the form of
sustaining feedback and ability groups. Nor were there any statistically

\.1
significant differences related to timing or feedback and ability groups.

Predicting Pupil Behaviors from

Achievementlerror Rate, and Teacher Behaviors

Multiple regression analyses were used to identify teacher variables
which seem to contribute to the prediction of pupil behaviors whi]q
controlling for both reading ability (pre-reading achievement score) and text

difficuﬁty (miscue rate). For each of the possible pupil behaviors a full.

“model was constructed from all of the teacher variables which were

sigﬁificant1y correlated from all of fhe teacher variables which werg

significantly correlated with that pupi1'variab]e. Pre-achievement and error
rate were always entered into each mode1v35 co-variates. Each model was then
systematically reduced in terms of predictor Qariab1es in the fo]]owing sfeps£

(1) timing. and point of feedback variéb1e; (2) feedback form variables (3) .

_feedback type variable; (4) the error rate variable; and, (5) the achievemnt

variable, At:each‘point the signifiéance of the R2 drop was noted. Since
. . %
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steps 1, 2, and 3 contain more than our predictor vector these steps were
further investigated if the whole reduction resulted in a significant R2 drop.

The final model was then constructed of those variables which proved to

"significantly add to the prediction of'pupil behaviors. These final models

are described below.
The models for each of the miscue chéracteristic variables are presented
in Table 7. In this single table the most cr{ticél.data from a number of
analyses run for each of the miscue characteristics is summarized. For
example, the only variable found to be significant in prediciting.the level of
insertions was error rate. The R2 drop (.1494) uéing the step dowm procedure
ih this case is the same as the R2 value for the whole model since the'e is
only one predictor variable. The sign of the Beta weight va]Qe for error rate
tells us that the relationship is a negative oﬁe. In the case of predicting
the level of Heéitations two variables wefe found to be significant: error

2 value for the full model in this case is

.7468. The R? drop values for terminal feedback (.0475) and error rate

2 yalue for the full model when these

(.6993) -indicate the change in R
variables are removed from the model. The F test values relate to thei
statistical significanEe of these changes. And again, the signs for the Beta
Weights indicate that the relationship between both the predictor variables

(Error- rate and Terminal feedback) and the criterion (Hesitations) is

positive. Pre-achiévement was found to be a significant factor in predicting

“three of the miscue characteristic variables: omissions, substitutions, and

little meaning change. Error rate was found to be a significant factor in

predicting all of the miscue characteristic variables with the only exceptions

being omissions and little meaning change miscues. The range in R2 values in

predicting miscue‘charactefistics for the various models was from .09 with
' -

17,
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high grapho-phonic similarity to .75 with repetitions. Teacﬁer verbal
feedback variables were fbund to be significant in fhe best models for
predicﬁing hesitétions (a positiye re]gtionship with terminal feedback) énd
1ittle meaning change miscues (a hegative relationship with the point of
feedback before the next sentence break). .
The mode]SIfor each of the pupil reaction variab]es are presented in
Table 8. Here, pre-achievement wéé'fodnd to be a significant factor in
predicting all variables except repeated attempts and immediate

self-corrections. Error rate was significant in all models except for

repeated attempts. The range in R2 values in predicting reactions was from

.18 wifhirepeated attempts to .76 for no opportunity. Teacher verbé]-feedback
variab1es were found to-be significant in the following instances: (1) in
predicting continuations (a negative relationship with terminal feedback and a
positive one with feedback delayed until after the next sentence break); (2)

in predicting fepeated attempts (a positive relationship with inmédiate
feedback); (3) in predicting paﬁses (a positive relationship with no verbal
‘feedback and with immediate feedbacks; (4) in predicting no opportunities to
respond (a‘ positive re]atiqnship with terminal feedback); and, (5) in
predicting immediate se1ffcorrections (a positive relationship with feédback
given at the next sentence break).

In ‘determining the relationships among teacher variables and achievement
data an effects analysis was run using postQachievemeht as the criterion
variable with pug:test scorés included as a predictor. Valid pre- and
post-test data were found available on 76% of the total population of
students. The giodel for predicting post-achievement is presented in Table 9.
Both error rate and terminal feeqbacklshowed a small bu£ significantly =

negative relationship with post-achievement.

18
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Discussion -
The findings of this study will be discussed in terms of the three major .
objectives set forth earlier.

1. To describe the characteristics of teacher verbal feedback to student

oral reading miscues and their relationship to the qualitative'feétures/of

those miscues. The findings of this study are consistent with our earlier

work in this area (Hoffman & Clements, 1981). The type of teacher verbal
feedback offered in the context of oral .reading is clearly related to pupil
miscue characteristics. Certain types of miscueS'sucH as hesitations and

mispronunciations are more likely to receive an overt response from the

. teacher than other types of miscues. Those miscues which cause or result in a

high degree of meaning change are more likely to be responded to than those
which are associated with little meaning change. Teachers appear to be
adjusting their manner of responding or not responding to miscues based on

their qualitative characteristic rather than using a simple pattern of: if

error then respond.

2. To ané]yze differences in teacher verbal feedback and pupil miscue

patterns relative to student ability groups. Here again, the pattern of

miscues for the ability groups studied are consistent with the bddy of miscue

research and our own_earlier work. The less skilled readers tended to make

proportionately more hesitations and fewer insertions, omissions 2nd
repetition tyee miscues than the more skilled readers. The miscues Qf'the
less skilled readers also violated text meening proportionately more often
than the more skilled. The miscue reaction patterns were different for the
two groups cof readers. The less skilled readers were more likely to pause or
be interrugted immediately by the teacher while reaeers in the high skilled
groups were more ‘1ikely to continue and immediately self-correct. The

A ]

19




Guided Oral Reading

different patterns of verbal feedback in terms of terminal, sustaining and no
response dfd not reach levels of statistical significance between the less
skilled and the more ski]]ed readers although the distribution is in the same
direction as that of Hoffman and C]ements'(1981) and that of Allington (1978,
1981). We attribute this at least in part to the fact that the achievement
levels and error rates were not as disparate in this §tudy as they were in our
own earlier work. For example, the error rate for the\1ess skilled readers in
thelHoffman and Clements {1981) study was 11 miscues per 100 words read. In
thisvstudy the error rate for the less skilled readers was'nine miscues per
100 words read

3. To exam1ne the effects of error rate and teacher verbal feedback

patterns on pupil behaviors and growth in read1ng ab111t1 Achievement

levels, error rate, and teacher verbal feedback variables showed c)ear and
strong preaictive relationships to pupil reading miscue and reaction patterns.
That reading achievement is related to miscue and reaction batterns is not
new. That error rate is independently and significantly related to these
patterns has been suggested in.the past (e.g., Biemiller, 1979; B]axaT] &
Willows, 1981)>and given clear support in this study. Indeed, with some
miscue characteristics (hesitations, repetitions, substitutions, and grapho-
phonic simi]arity) and reaction patterns (i.e., immediate self-cerrections)
error rate predicts pupil behavior independent of achievement level. Certain
teacher verbal feedback behaviors were showp to be related significantly to a
number of pup11 miscue and react1on patterns. |The most oteworthy behaviors
" were a positive relationship between hesitation miscues and terminal feedback,

and a positive relationship for delaying the point of feedback with

L 4 .
continuation and immediate self-correction pupil behaviors following miscues.

20

. LY




Guided Oral Reading

The findings related to predicting achievement gain are particularly
interesting. It was no surprise tht pre-achievement preQicts
post-achievement. It is significént, though, that both' error rate and at
least one teacher feedback variable (terminal feedback) are also siénificant]y
and negatively related to gain.

The negative re]ationship found between error rate and achievement is one
consistent with a large body of classroom research. High pupil success rates
in specific learning tasks are closely related to overall gain. The notion of
appropriate placement in practice materiais‘has been;a part of reading lore--
for a long time. The research literature is beginning to offer strong
empirical support for this belief and even suggest that the error rates wé
have established or agreed on (e.Q.,;QS%nfor instructional level) may need to
be revised upwards to a higher success‘rate (Beék, 1981; Fisher et al., 1978;
Good & Beckerman, 1978). The argumenté for this in theory and practice are
many At lower error rates the students are gefting much more actua]vreading
over the same amount of engaged time. At high error rates students encounter
frequent failure and frustration High error rates lead. to congfant
d1srupt1on of act1v1ty f]ow, and th1s g1ves rise to monagement prob1ems in
group settings. At h1gh error rates the students are not able to-use the same
strategies (e.g., relying on surround1ng words ‘and mean1ngs as c]ues) as they
could in materials at low error rates. A]] of these factors contribute to
vicious cyc]é situations where the student hesitd}es and thé teacher gives the
word either to build up rqte or becausg they realize the student won't be able
“to successfully identify the word on his/her own. The next time the student
encountérs a 1itt]é frustration with a word, he or she may be just a little
more likely to wait %of the teacher to give the word and the teacher a little

more likely to oblige.




Guided Oral Reading

The.negative relationship betwéen terminal feedback and growth in readjng‘é
achievement would suggest that this strategy may be harmful. However, the
re]étive-advantages of doing nothing or giving sustaining feedback are not
clear from the results of this study. It would seem, though,‘that a high

L]
with 1ow_meaning change--is warranted givem the patterns experienced by the

dqéree of tolerance (i.e., no Qerba] feedbajk) for miscqes--particu]ar1y those
high skilled readers. The qon1y guidance related to the beneficial
”chqracterisgic§ of sustaining feedback is to be gaiﬁed by looking at the
- prediction models for miscue reactions. The timing (both in terms of péint'of
interruptidn and,e1qpsed time) of the response seems potentially more
important -than the actual fofm of response. Delayed responses or feedback is
associated with'continuafians and self-corrections, -both of which afe
chardEteristit'of thg more skilled readers. By contrast immediate feedback by
the teacher are associatéd wfth pauses and repeated attempts, and .pause
‘reactions are.characteristic-qf‘1ess skilled readers. Thus delaying overt
feedbatk, wﬁétever'the particular form, may be more beneficial than the offer
. of immediate assfstance. This hypothesis has found some support in a clinical
study of teacher verbal feedback reported by Hoffman, Clements and 0'Neal
. (1982). | |
What i1s emerging froh this study and other recent studies is a fairly
c]edr pitture of'what‘is ééing on with respect to miscue focused interactions
_during oral reading instruction. Pupils .and teachers are each influencing the
behavior of the other. The mutually adaptive efforts of teacher and student
to ensure smooth activity flow helps to explain in large part the difference -
in the ihteractidn patterns between the high and low ability grouﬁs. lThe

effects analysis both on short term (pupil miscue and reaction patterns) and

\
long term (pupil achievement) measures suggest specific ways in which the

22




Guided Oral Reading

context for guided oral ‘reading (in terms of error rate and specific teacher
feedSack behaviors such as wait time and the use of terminal feedback) is
related to pupil behavior. Né are now {n avbétterrpositioﬁ to begin
field-based studies which incorporate direct manipulations of these task
conditions to explore short and long term effects on student. reading
behaviors. Such studies will permit us to speak more'ciearly in terms of
causal relationshjps and speak moré directly .in terms of improved classroom

practice.
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Figure Caption

. Figure 1. A breakdown of the FORMAS variables
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CLUSTER

I. Miscue (THE OBSERVED RESPONSE IN RELATION TO THE EXPECTED
RESPONSE) .
A. TYPE: INSERTIONS, OMISSIONS, HESITATIONS, SUBSTITUTIONS,
MISPRONUNCIATIONS, CALLS FOR HELP, REPETITIONS
B. Meanine CHANGE: LITTLE AND SUBSTANTIAL
C. GRAPHO-PHONIC SIMILARITY: HIGH AND LOW

11, ReacTiON {STUDENT'S FIRST BEHAVIOR FOLLOWING THE MISCUE)
A. TYPE: REPEATED ATTEMPT, CONTINUATION, IMMEDIATE SELF-
CORRECTION, PAUSE, CALL FOR HELP, ‘NO OPPORTUNITY

' 111, TeacHer VERBAL FEEDBACK (FIRST TEACHER BEHAVIOR IN RESPONSE
"TO A MISCUE) '
A. Type: NO VERBAL, TERMINAL (GIVING A TEXT WORD OR CALLING
ON ANOTHER STUDENT) AMD SUSTAINING (PROVIDING OP-
PORTUNITY OR HELPING THE STUDENT TO IDENTIFY THE
TEXT WORD)
B. ForM OF SUSTAINING: ATTENDING (NON-CUE FOCUSING),
' GRAPHO-PHONIC AND CONTEXTUAL
C. TiminGg OF TEACHER FEEDBACK: IMMEDIATE (LESS THAN 3 SECS)
: AND DELAYED (MORE THAN 3 SECS)
D. PoINT OF FEEDBACK: BEFORE THE NEXT SENTENCE BREAK, AT
THE NEXT SENTENCE BREAK, OR FOLLOWING
THE NEXT SENTENCE BREAK

IV, OTHER STUDENT VERBAL FEEDBACK
A. TyPE: NONE, -SOLICITED AND- UNSOLICITED
B. TiMing: IMMEDIATE (LESS THAN 3 SECS) AND DELAYED (MORE
THAN 3 SEcs)
C. FORM: ATTENDING (NON-CUE FOCUSING), GRAPHO-PHONIC AND
CONTEXTUAL

V., ResoLution , .
A. TyYPE: <TEACHER IDENTIFJED TEXT WORD, STUDENT IDENTIFIED
TEXT WORD, ANOTHER STUDENT IDENTIiFIED TEXT WORD,
OR MISCUE LEFT UNIRENTIFIED

.




Table 1

Average number of miscues, turn changes, words read
' correctly, and reading rate for high and low groups*

SESSION -
AbilAty Groups I nmoomo v
N of Miscues /Ligh 20.8 21.1 20.4 20.1 23.7
(N) ~Low 21.6 21.3 22.5 21.6 23.3
Turns (NT) High 8.5 9.2 8.6 7.6 8.2
Low - 6.8 8.0 7.4 6.2 7.3
‘Total Correct  High 408.0 460.5 408.6 413.8 434.3
i Low 238.4 275.6 290.6 282.2 309.6
High 106.6 109.4 108.2 110.6 110.3’
Rate (RR) Low 75.0  81.1 87.0 91.8

85.7

*by teacher assignment
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Table 2

'\7 Distribution of miscue types within ability groups

Miscue Type High Skilled ' Low‘Skilled
| Percent Rate per Percent Rate per
of total 100 words read of total 100 words read

insertions C5.07% . .23 2.89% .22
omission 13.30% .59 7.82% .60
substitutions 35.65% 1.59 34.53% 2.65
mispronunciations 20.76% .92 19.41% 1.49
hesitations 8.77% .39 22.27% 1.71
repetitions 16.45% .73 13.08% 1.00

e
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- Table 3

Distribution of miscue reaction patterns
within ability groups

High Skilled

Low Skilled

Pupil Reactions

Percent Rate per Percent Rate per
of total 100 words read of total 100 words read
continuations 41% .28 27% .32
repeated attempts 12% .08 12% .14
pause 6% .04 10% .12
no opportunity 9% .06 26% .31
self correction = 32% .21 25% .29
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Miscue Type

Table 4

Distribution of teacher feedback
to various types of miscues

Teacher Verbal Feedback

No Verbal Sustaining Terminal

Percent Rate per Percent Rate per Percent Rate per

of total 100 words of total 100 words of total 100 words
insertions 90% .19 8% .02 2% .01
omissions 80% .35 10% .05 10% .05
substitutions 60% 1.04 21% .37 19% .31
mispronunciations  55% .30 18% .10 27% - .15
hesitations

30% .29 16% .15 54% .52




Table 5 kS

Distribution of teacher feedback typé
related to ability groups

\

Feedback Type High Skilled : Low Skilled

Percent Rate per Percent Rate per

of total 100 words read of total 100 words read
'No verbal '
feedback 68% .36 .  49% .50
Sustaining
feedback - 16% .08 19% .19
Terminal
feedback 16% .08 : 32% .33




Table 6

Distribution of feedback type'related
to the degree of meaning change involved in the miscue

Degree of Teacher Verbal Feedback
Meaning Change '
No_Verbal Sustaining ' Terminal .
Percent Rate per Percent Rate per Percent Rate per

of total 100 words of total 100 words of total 100 words

Low Meaning

Change 75% .28 C13% .05 12% .04
High Meanin
ghange S 58% w24 22% .09 20% .08
295




Table 7

Multiple regression models for
predicting pupil miscue characteristics

Criterion Predictor Variéb]e(s) Beta Wt. R2 Drop

Insertions ) Error Rate -.3866 L1494

Omissions . Achv. (Pre) .4689 .2198

Substitutions . Achv. (Pre) .3913 . 1997
Error Rate .5219 .1126

Hesitations . Error Rate .6720 .6993
Terminal Feedback .2730 .0475

Repetitions . Error Rate % .4369 .1909

Little

Meaning . Achv. (Pre)

Change Point of~Feedback
(before next
sentence break)

High Grapho-
Phonic . Error Rate

Similarity




Table 8 N

Multiple regression models for
predicting pupil miscue reaction patterns

Criterion ,Rz Predictor Variable(s) Beta Wt. R2 Drop F Test _
Continuations .7071 Achievement (Pre) 2675 .0863 7.32(1,39) p<.01
Error Rate -.3213 .1809 15.35&1,39% p<.01
| Terminal Feedback -.3051 .0879 8.99(1,38) p<.01
Poirt of Feedback .2909 .0788 9.55(1,37) p<.01
(after next -
sentence break)
Repeated ' .
Attempts .1822 No Verbal Feedback .3816 .1034 4.85(1,42) p<.05
Timing (immediate) .2870 .0788 3.95(1,41) p<.05
Pauses .6182 Achievement (Pre) -1.3761 NS NS
Error Rate -2.0840 NS NS
Timing (immediate) - .4187 .3247 21.57(1,38) p<.01
(Achv (pre) *
Error Rate) 2.0539 .1904 18.45(1,37) p<.01
No
Opportunity .7593 Achievement (Pre) .3314 NS NS
Error Rate 1.2163 .2905 23.50(1,39) p<.01 .
Terminal Feedback .5282 .2123 29.91(1,38) p<.01
(Achv (pre) - |
Error Rate) -.7797 .0290 4.47(1,37) p<.05
Immediate
Self- '
Corrections .4231 Error Rate -.4301 3067 18.5821,42; p<.01
Point of Feedback .3629 .1164 8.27(1,41) p<.01
(at next

sentence break)




. Table 9
Mu]tip]é regreésion mode]l
for predicting achievement on the post test
‘ Criterion RS Predictor Variables Beta Wt. R® Drop F Test
’ Achievement  .8904  Achievement (Pre) 8454 .8621 250.1(1,40) p<.01
(Post) Error Rate - -.0541 »0142 4.46(1,39) p<.05
: Terminal Feedback . -.1498 .0141 4.89(1,38) p<.05

e - . -
. . 1y
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‘ .




B e i T e . e e ey

/

&y

m ey - o — v

~

NRC. New Inguinies, Disk 71, File 3, Gatley 3s. mss. 36-318

University of Texas at Austin

THE EFFECTS OF DIFFERENTIATED PATTERNS OF VERBAL
FEEDBACK TO MISCUES ON WORD IDENTIFICATION
' STRATEGIES AND SUCCESS

Research on teacher feedbiack to oral reading miscues has reccived considera-
ble attention over the past few ycars (Niles, 1980). This increased activily can
he attributed in part to the development of miscue analysis techniques and
theory (Goodman, 1967; Goodman and Burke, 1972) and in part to the findings
frof classroom rescarch which have documented the wide use of oral reading
in primary classrooms (e.g., Hoffman & Clements, 1981). Research into
rcacher verbal feedback to miscues can be classified into two basic kinds of
tudies. The first set of studics are field-based in nature and have attempted to

describe the characteristics and distribution of types of tcacher feedback during

oral reading instruction. A number of studies in this group have explored differ-
ences in feedback in relation to ability level of students (e.g., Allington, 1978,
Hoffman and Clements, 1981, PRaam, Pascarclla, Boswick, & Aver, 1980).
Others have examined the relationship between teachr belicfs about reading and
their feedback patterns (Hoftman and Kugel. 19815 Mitchell, 1980). The other
broad arca of work in teacher feedback has been morc clinical in nature and
tocused on comparisons of selected patterns of feedback as they relate to stu-
dent performance charactenstics (Jenkins and Larson, 1979; Niles. Graham, and
Winstead, 1977 and 1978: Niles, 1979). While stadices of this latter group point
to the existence of relationships. the treatments have at times, been unclearly
Gifcrentiated and feft many ‘crucial features of feedback such as timing and
point ol interruption unaccounted tor i the final analysis. .
The study to be reported tadls clearly into the second fine of rescarch in that

it is chnical in nature. The purpose of the study was to explore the ways in

© which vdriation i the torm and timing’ dimensions of fecdback  (Hoffman,

1979) relute to differences in pupil performance.

METHOD

The study was conducted in the public school system of a moderate size city

- n the south central arga of the United States. All ten of the clementary schools

Ky

i the district participated in the study.

Subjecty ‘
There were 84 students in the study who had been selected proportionally

trom the high reading groups af twenty sceond grade classrooms in the school

district. Students were given the Slossen Oral Reading Test as a measure of

-general reading achievement. Those scoring below the 1.0 grade level on this

test were excluded from consideration. These subject selection critieria were
used to avoid having students participate in the cxperiment for whom the text
materials would be too difficult.

'
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Design
Six ditterent tre
ax conditions Yx\yncd across the t

atment conditions were devised for use in this s.(udy. .Thc.s'c
wo dimensions of form and timing of feed-
hack. The basic feedback torms were () tcrmin.nl-or supplymrt t!lc l\tmtrq |(f:.:‘|‘:‘t'
studenty (2) sustaining grapho-phonic-or atiemphng o help the ..\llm‘-.n, ftlt(“ ‘-) .
he text word by focusing atiention or orllmgrnpl'n‘c features ol the \M“( |21)
“Look corcfully at the letters in the word” and "Try to N\{U_"d ll‘ out. dmd b
sustaining context-or aticmpting 1o help the student }denm‘y‘(hﬁllcllx‘t\ :\rmrrc‘“ly-
focusing attention on surrounding structures and lnc.nnng_s')(l.u..'. .L | y)um. o
ing that scntence again™ and “Does that »\.m‘rd make sense \Y'T‘“i‘.mt;( w:’ e
i hetter?): The prompts used for the su.\(ummg.cth!ums \w.r'u deve ()l[:(. “;‘.'n ‘
on high frequency strategics used by teachers in carher ficld ‘.\(‘lldlea" e h|ef:)r§ .
of feedback was varied in terms of the pont of interruption: \mm.cl m(e(:\‘ fore
or immediately after the word following the muscuc); and delayed (at the firs
. , centence back following. the miscuc.
t v

\\J

i L]
Procedures )
The students were randomily assigned (o treatment conditions. They were
! asked 1o read aloud both specially designed passages under their assigned feed-
~ buack condition. Feedback was offered to the students only for those miscues
made on the cight difficult words. This nde?a total of 16 opportunitics {or
fecedback given that cach of the difficult words oceured twice. Student miscues
on all other words were ignored. These sessions were tape recorded. The ses-
sions were later reviewed by the researchers for accurate implementation of the
treatment condition. 1f upon review it was found that the experimenter failed to
give the correet feedback on over 10% of the student miscues in difficult words
then that subject’s data was discarded. ‘This review process resulted in the dele-
tion of data from only two subjects.

Data Analysis

Oral reading performance on the sixteen experimental words in this study was
coded using a modified version of the FORMAS taxonomy (Hoffman and
Baker. 1981). The words were coded initially for miscue type Jomission, sub-
“stitution, nzispronunciation, call for help. hesitation, and repetition). Omissions,
substitutions and mispronunciations were further classitied for high and low
meaning change and substitutions :ind mispronunciations were classified for -
graph-phonic similarity. Each miscue was also categorized for the subject’s im-
mediate reaction 1o hissher miscue (continuations, repeated attempts, pauses.
calls for help, self-corrections) and for the ultimate resolution of the miscue
(teacher identifies miscuc. student identifies miscue). The other words in the
text were coded only for ther occurrence of a miscue. Expert coders listened to
tape recordings of the cxperimental sessions to code reading performance. For
cich of the categories of miscues described above the subject’s errors were ex-
pressed as a percentage of the opportunities for crror in that category. This was
the dependent variable used in analysis described below except where otherwise
aoted. The basic design of this experiment included three factorialized between

. subject variables. These were the timing of the feedback, the fornv of the feed-

back and the reading ability of the subject. Students whose reading Scores ex-
ceeded the sample mean (4.7 grade level) on the SORT were classificd as
higher ability readers (X =15.7). Students who scored below the sample mean
were classified as lower ability readers (%= 3.3). 1t should be noted that the
classification by ability i1s a relative one. Co

A series of five analysis of variance were run using this design with the addi-
tion of onc of the FORMAS within subject variables (miscqe/type, meaning
change. grapho-phonic similarity, reaction, and resolution). Migfr changes from .
analysts to analysis are discussed in the results scction. In-every case an un-
weighted means solution was used to selve the problem of unequal ccll sizes.

A final analysis was run in which the percent of second miscues which were
also missed the first time. were analyzed as a function of the form of fecedback,
the timng of feedback, and reading ability, _ -

>
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RESULTS

Preliminary analysis’ revealed no statistically significant differences between
the s1x treatment groups on cither the percentage of miscues on target words or
on the total number of miscues made including those outside the largét words
The overall crror ratc was 41% on the target words and 6% when all miscucg
were considered. There was a statistically significant differencg (p<.001) bet-
ween the high and low ability readers in their error rates on target words (23%

-versus 59%) and on all text words (4% versus 8%). .

The first basic set of analysis examincd the percent of miscues on target
W(.".ds as a tunction of miscue type, form of feedback, timing of feedback, and
abitity gronp. For these analysis and those that follow omission, insenions' and
calls for help were not considered due to their low frequency (i.c., less tha;i 1%
of the totah). The distribution of miscues across the remaining three categories
dl{lcrcd significantly across al treatment and ability groupg [F(2,144) =29.04
p-2.01]. Thc most frequent types of miscues across a groaps  were mis:
pronounciations (56%). There were no statistically significant main cffect differ-

ences in the disgribution of miscue types among the six treatment conditions or

between ability groups. There was, however, a statistically significant four-way
interaction between miscue type, feedback type, feedback timing and ability
groups [F(4.143%) =531, p~2.01]. The data for higher and lower ability rcaders
refative to this wneraction are presented in Table 1. The major source of lh;‘
nteraction seers to e related w7 differential performance of the poorer readers
under the vanous feedback conditions. b

Subjects in the lower atality group under the delayed prapho-phonie feedback
condition had a much higher incidence of mispronunciation lype miscues as
compared to those in the immediate grapho-phome condition. Under the im-
mediate condition the lower ability readers in the” grapho-phonic treatment con-
dition tended to hestitate rather than mispronounce. The lower ability readers in
the delayed context feedback condition demonstrated a much higher incidence
of hesitation type miscugs as comparcd to those in the immediate context
prompt condition. Lower ability rcaders in the immediate context condition
tended to mispronounce rather than hesitate.

NRC. New Inquiries. Disk 71, File 13 Galley [3s, mss. 322-324

e

‘The patterns for the higher readers under the sustaining conditions tended to
he in direct contrast to those ol the lower recaders in particular with respect to
mispronounciations. Immediate grapho-phonic  feedback inflated the level of
muspronunciations. Immediate context diminished misptonanications. Uder. the
delay conditions those patterns were revetsed for the higher ability readers. Ter-
minal fecdback under both immediate and delayed conditions had similar cffects
for both higher and lower ability readers. : :

Reader performande was amalyzed next under sustaming fecdback conditions
jor the two most frequent miscuc types (mispronunciatons and hesitations) to
Jetermine whether it was the tcacher or the student who was ultimately respon-
«ible for identilying a text word once a miscue had been made. There was a
ctatistically stgnificant (p<.001) five-way interaction  between  miscue type.
tecdback type, feedbuck timing, ability group and resolution (Table 2). For the
hipher reading, group, the sustaining context conditions-~-both immediate and
delayed - were superior to any of the other conditions in cliciting student over
teacher identification or mispronunciations. The same was truc for the lower
readens in the delayed condition. In the immediate condition, however, the con-
text group was the highest in teacher identification of mispronunciation mis-
cues. . o

The final arca of analysis focused on the pereent of miscues made on a target
word tlic second time it was cncountered given a miscue on the first encounter.
The percent of crrors were analyzed as a function of feedback type. feedback
timing ‘and ability group. These error rates are prescnted in Table 3. A statis-
cally significant main effect was found for timing on error rate |F(1.72=5.49,
pr.05). Although not reaching levels of statistical significance, the dclayed
context feedback condition was superior to al other conditions .in reducing the
incidence of repeated” errors. '
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DISCUSSION

The results of this sludy' clearly indicate that difference in verbal feedback
can affect the quality of student performance during oral reading. The precise

nature of the relationship between teacher feedback and student performance is

complicated but the findings of this study point toward some valuable hypoth-
eses uscful in guiding future investigations. :

The tendency for the lower ability readers in the immediate grapho-phonic

condition to hesitate can be expliined in part as “lcamed helplessness.” That is,

the readers come to recognize that they will receive help soon if they just wait. -

There may also be a certain amount of error avoidance operating within this
condition for the lower readers. By hesitating rather then mispronouncing they
avoid having their own decoding cfforts corrected immediately. In the delayed
grapho-phonic condition these factors are not in forec. The lower readers have
time to apply the strategy communicated implicitly in the feedback and they
MISPTONOUICE. . ‘

“Lower ability rcaders in the immiediate context conditiun respond with in-
flated mispronunciations over hesitations. One explanation for the willingness of
this group to mispronounce may be that they recognize that with immediate
feedback pending there is no time or wiy o utilize the context strategics -
plicit in the fecdback. ‘They have luiited time to process anel only the context
up the point of the miscue to work with in making an attempt. The option of
misproasuncing is open to them because even if unsuccessful their cffort will
not be challenged by the context oricnted prompt. The tendency for lower abil-
iy readers in the delayed context condition was to hestitaté, As with the de-
layed grapho-phonic group it scems that these readers hud sufficient time to
apply the strategy implicit in the fecdback offcred. We hypothesize that these
readers are using hesitations as thinking time or even for convert rercading.

Timing secms to be the critical factor influecing the ability or the willingness of .

the lower readers to apply ccrtain strategics. For the higher rcaders timing did

not secm to be so crucial.

Delayed context shows up in two arcas as 4 potentially valuable feedback
strategy. Students rcading in this condition were more successful than in any
other in identifying their own miscues. Students in this group were also highly
successtul in identifying tirget words in their sccond cncounter. Interestingly,
the students in the immediate context condition were among the poorest in both
thesc ureas of performance, '

The importance of timing of fecdback showed its overall impact in the arca

“identifying the target words on their sccond encounter. The effect of delaying

feedback was salient across all forms of prompts for higher and lower readers
alike. :

L 2%
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TABLE 1

Percent of Miscues as a Funclion of Miscue Type,
Form of Feedback, Timing, and Ability Group

Form  Timing Substitutions Mispronunciations llcsihlions

Terminal T, 433 | 27.83 25.50
Delay 14.38 22.06 : 15.06
Lower Sus. G.P. I, 7.78 25.%4 29.39
Ability Delay » 14.40 33.20 - 10.60
Sus. Con.  Imm. 8.67 46.92 4.25
Delay 6.31 17.38 25.06 .
Termianal o, Rl 22.19 - 3.19
Delay 92 9.93 o
Higher Sus. G.P.  linm. 8.33 ) 12.67 7.42
Ability Delay 195 (.50 . 7.00 -
Sus. Con.  lmm. 1.86 1.7t 4.50

Dclay .00 20.63 S 325

NRC. Spegitication of Promising Teacher Effcctiveness Variables for Reading -
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TABLE 2

Percent of Miscues as a Function of Miscue Type,
Form of Fecdback, Timing, Ability Group, and Resolution

Form . Timing Mispronunciations .Hestitations

Teacher 1) Student 1D Teacher ID Student ID
Terminal  lmm. 1567  12.00 21.83 3.33

" Delay 17.38 4.7 7.88 5.38 ‘
Lower Sus. G.P.  lmm. 13.78 8.44 23.00 5.56
Ability Delay 20.80 12.80 7.60 2.60
Sus. Con. Imm. 37.33 9.67 4.17 .00
Delay 7.13 10.00 13.38 9.63
: Terminal  Imm.  16.63 538 238 . .15
Delay 5.43 4.57 2 .00
Higher Sus. G.P.  Imm. 7.3 . 5.47 3.00 4.33
Ability . Delay 5.60 - 5.70 3.20 . 3.20
Sus. Con.  lmm. 271 7.00 2.7 .00
Delay - 300 - 15.78 1.50 1.50
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TABLE 3

Pércent of Repeated Errors on Second Encounter of Target Words
as a Function of Feedback Form and Timing

Form Immediate Delayed

» Terminal - 5333 ¢ 33.54
Lower Ability Sus. G.P. 59.67 55.33
Sus. Con. " 72.02 37.80

Terminal 27.08 14.29
Higher Ability Sus. G.P. 34.52. 10.33
' Sus. Con. 14.76 8.13




