
DOCUMENT RESUME

ED 227 456 CS 007 032

AUTHOR Hoffman, James V.
TITLE Feedback to Oral Reading Miscues. Part III. Final

Report.
SPONS AGENCY National Inst. of Education (ED), Washington, DC.

PUB DATE Dec 82
GRANT NIE-6-80-0033
NOTE 305p.; For related Ailocument, see CS 007 031.

PUB TYPE Reports Research/Technical (143)

EDRS PRICE MF01/PC13 Plus Postage.
DESCRIPTORS Elementary Education; *Feedback; *Miscue Anaiysis;

*Oral Reading; *Reading Instruction; *Reading
Research; Reading Teachers; Student Attitudes;
Student Characteristics; Student Teacher
Relationship; Teacher Attitudes; Teacher Influence;
*Teacher Response; Teaching Methods

ABSTRACT
The third part of a three-part final report on a

series of studies that examined the nature, characteristics, and

effects of verbal feedback to student reading miscues, this volume

contains articles and unpublished manuscripts that have been written

as part of the project. The 12 articles cover the following topics:

(1) the place of oral reading in a develomental reading program; (2)

the history of oral reading instruction; (3) teacher beliefs,

attitudes, and preferred practices in oral reading instruction; (4)

the relationship of theoretical orientation to reading and teacher

verbal feedback during reading instruction; (5) teacher verbal

feedback to the reading miscues of high and low achieving students;

(6) students' beliefs and attitudes about oral reading istruction;

(7) providing feedback to reading miscues; (8) characterizing teacher

feedback to student miscues during oral reading instruction; (9)

trtining for a feedback to oral reading analysis system; (10)

inservice and preservice teacher feedback to student miscues; (11)

guided oral reading and miscue focused verbal feedback in second

grade classrooms; and (12) the effects of differentiated patterns of

verbal feedback to miscues on word identification strategies and

success. (IL)

***********************************************************************
* Reproductions supplied by EDRS are the best that can be made *

* from the original document.
*

***********************************************************************



U.S. DEPARTMENT OF EDUCATION
NATIONAL INSTITUTE OF EDUCATION

EDUbkTIONAL RESOURCES INFORMATION
CENTER (ERIC)

his document has 'been reproduced as
received from the person or organdvpron

WKWItitOgO.
Minor changes have beer) made to improve

reproduction quality.

Points of view or opinions stated in this docu

ment do not necessartly represent official NIE

position or policy

Feedback to Oral Reading Miscues

Part III

Director: James V. Hoffman
The University of Texas at Austin

Austin, Texas 78712

Final Report

Project No. 9-1289

Grant No. NIE-6-80-0033

December 1982



Technical Reports

1. Is There a Legitimate Place for Oral Reading Instruction in a

Developmental Reading Program?

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

3. Teacher Beliefs, Attitudes, and Preferred Practices in Oral Reading

Instruction

4. A Study of Theoretical Orientation to Reading and Its Relattonship to

Teacher Verbal Feedback During Reading Instruction

5. Teacher Verbal Feedback to the Reading Miscues of High and Low-Achieving

Students: A Comparative Analysis

6. Students' Beliefs and Attitudes About Oral Reading Instruction

7. On Providing Feedback to Reading Miscues

8. Characterizing Teacher Feedback to Student Miscues During Oral Reading

Instruction

9. FORMAS--Feedback to Oral Reading Analysis System Training Manual

10. A Comparison of Inservice and Preservice Teacher Verbal Feedback to

Student Miscues Across Two Difficulty Levels of Text

11. Guided Oral Reading and Miscue Focused Verbal Feedback in Second

Grade Classrooms

12. The Effects of Differentiated Patterns of Verbal Feedback to Miscues

on Word Identification Strategies and Success



itrAmr.,

z

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

.fanics V. tiollman
Sal TIAILS si ,4/1.1ii?!
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ShOldd they- behy just reading WC argu-

ments put forward here. that oral reading
;worm should he ( 1/11`ildrrrd

abrt component in a well-rounded (level-
opmerind reading )rogram. I lowever, it is

hoped that this presemation might be the
beginning of a constructive dialogue and
renewed research into the merits and

characteristics of effective oral rea(ling in-

struction.
Nila B. Smith (1965) has ohserved-that,

'prior to NIS, oral reading had an un-
disputed claim over classroom methods. ln

the 1920s a radical shift toward instruction
in silent reading ()( .( urred. Factors in-
fluencing this trend included a general
emphasis on meaning in all aspects of edu-
cation, ific findings [nun research which
indicated greater speed and superior com-
prehension hu silent reading,,and the de-

velopmem of Ntandardiicd silent reading

tests.
Despite these ( ow inimly accupied rea-

SIMS /u al leading. I here
is mple evidence tO indicate that oral
reading pia( 11:1S-ptl 11Sto'(I it) this d:111

;1 111.111(111 III WWII 111 I11111 Y and

remedial reading programs (Austin and

Mori ison Howlett and Weituranh

I he. 1. irvortd.1 1111.,1 I grAnuAl
Vtdillitt WI I
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tin Owl oil eta lassroom tesearch
offers evident c to sugg('st that the use of
oral reading haS a positive impiu t oil
reading (Aniterson and Evertson
Stallings. Needels, and Stayrook V)70).

I'hesc faits not widistandiug.-Most cur-
rent methods textbooks used in the educa-

tion of elementary teachers either dismiss
\and warn against oral. reading instruction
as inisguhled and harmful or iginwe the
topic altogether. One seldom hears a call

fin an utast. -in oral reading instruction.
More typical are comments like Artley's:
"oraltleading a-s an exercise-in word pro-
tinnciation is one of the most useless n-
structional practices that a- teacher can
carry. out. It is the perseverance Of a prae-

lice from the past that has no justification

in 'a modern classilionC! (1972. p. 47). 'Hie

disparity between what teachcrs are -doing
and what tlwy are being taught to do must
be resolved if teachers and teacher educa-
tors-are to maintain mutual credibility and
respect.

Before the arguments for and against

oral readhig are considered. three points-
of clarificatimt are necessary: First, no at-
tempt will be made to defend die manwr lii
winch oral reading instruction is typically
conducted, in the classroom. The intent.
rather, is to seek out -a legitimate place for
oral reading. Sect 1nd. oral readi»g practice

is viewed as only onc partalbeit a
significant omin a comprehensive, hal-

.-s4.---.--anced developmental reading program.
.Third, the focus will be stilely, on the topic

of oral reading 'practice (what I will refer to

as rind reading instruction).delioed as the
reading of a ',.ext aloud by a student,. with
the goal of developing decoding skills.

The lollowing are some examples of
oral reading instructioil in a (level-
opmental .program: a "student° reading
aloud by himself with occasional monitor-
ing by the teacher: studentS reading
group taking wins reading aloud Irian_ a

'basal text: ii roup of students-- leading
chorally from a text along with a.teacher.

THIALEMENTARY SCH(X)t. JOURNAL

The holkowing are, not examples of oral
reading instruction:. a teacher listening to a

child read with the 'express ptirpost- of di-
.agnosis (as opposed to instruction): a
teacher reading aloud to the class from a
library lx-iok. These latter activities have:

their owo objectives and applications
which are distinct from oral reading in-
struction but Still necessary in a cmn-
prehensive developmental program.

Arguments against oral readinginstruction
Those who oppose oral reading inStruction
are far too numerous to-mention by name.

It is also not possible to trace specific criti-
cisms to specific detractors with any real
accuraiy. Rather, the three inaior
(isms which:appear most often in du :. liter-

at nre\will. be .presented and disctissed.
I. When oral reading is stressed in a

program. students have insufficient op-
porrunitio to read.

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 enough meaningful reading,
goes on during reading instruction. The
teacher who daily leads groups of students
in taking turns at oral reading in sonie
round robin fashion is not being vety
efficient in giving studeots opportunities, to

read. Not only do individual sludents not
read very much under these conditiOns
there is also some research evidence to
suggest that some behaviors associated
with "turn waiting" (e.g., inappropriate eye
movenwnts) may nor lead to the lOrmation
of good reading habits (Gilbert 1940).

. It is important to-note that these criti'-

(isms of oral reading relate to the manner
in which instruction is typically organited
inid not neivssarily to the value of the task

.
itself. There are .contexts for oral reading
instruction in which.engaged time for Sill-
dentsin reading from text isfarge. As one
elonnplc. Custak (I 979) reported on a
reading program in Weslaco, Texas, where
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First-grade stmlents daily read aloud-au-the
same time from the sanw or even diffemit
texts. The teacher's role was to monitor.
Selectively. The aeltievenwnt data docu-
mente(l outstanding gains tor studentS
under these conditions.- SuPport has also
been I mind fOr the benefits of choral
reading: impress reading, echoic reading,
and repeated readings on (let:tiding ahili-
ties.
. 2. While the got wl readers might shine
during oral reading. the poor readers are
typi(ally inhibited and exposed to embar-
rassment.
\ Frank Smith-41971) developed- a elmi-
'wiling argument. using signal detection
theory. to explain how important it is that
chiklren teaming to read feel free to take
chances and make mistakes. The willing-
ness to take chances is related. on tlw one
hand. to 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
from text written at a student's frustration
level .operates in direct violation Of these
two precepts. But mice again. these. con-
cerns -are related to the way in which oral
reading is sometimes 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. hot her, the importance of allowing

.students to practice from materials which
are written oi most at their instructional
level must be emphasized: Only under
these conditions is success.insured in what
is certaitily a high-risk situation.

3. Oral reading bY studerus does not
.kad tei good comprehension.

The frnding that coaprehension is
poorer tinder oral reading conditions
when compared with silent reading is well
documented. Since the goals of oral read-
* instruction in the developmental pro-
gram relate -de«rding and n(1t to
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.higher-order t:ompreliension skills, such
evidence is interesting bin misplaced in ar-
guing against -oral reading instruction.
Practice in :oral readink shinthl he con-
ducted with materials which offer little or
no conceptual barriers to understanding
(i.e if tlw same text were.read to the child
it woukl be easily comprehended). Exten-
sive qtwstioning over the content of oral
reading materials to develop comprehen-
sient while the student reads orally is.un-
necessary and is more than likely disrup-
tive-for the task of learning to decode. This
is not to say that comprehension 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-.
yelop decoding skills. As deCoding pro7
ficiency grows, the focus can shift to
prehethsion skills and AO a greater use of
silent reading and teacher question. It is
interesting to note that two of_the most re-
spected scholars. in -the field of reading,
William S. 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 to 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 mare
-econOmical and- rapid .process than oral
reading" (p. 29).

Buswell, in- The Silent Reading Hour,
stated: "Such an extensive view [i.e., that
oral reading be- abolished] is entirely un-
warranted. Both oral and silent mading
have value, 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 that it .should in an increasing de-
gree supplement oral reading- (Bnswell
and Wheeler 1923, p. 3).

Arguntents for oral reading instruction
Three major points will .he made to. sup-
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port the all lot oral reading instrilction.
I. Tht ant al feedback loop ac «mt-

panying a student's own oral rendering of
a text is likely to facilitate the:development
of reading abilities.

Most fitSt-grade teachers can testify to
the fact .that beginning readers will often
read ont haul even when directed to read
silently. This CO1'11111011 practice is not sim-
ply an undesirable by-product of.. how stu-
dents have heen taught. Research and
theoretical .spectdations on the develop-
ment of inner speech, the expancling
functions amimpanying and influencing
the acquisition of linguistic fOrnis;...and the
relationship befween.. language and
tlunight hav led many to speculate that
the oral rendering ol text at early stages is
develof nnemal. As .such, ti contrilnnes II
rather t han iitt1 wdes. growth. Nagel (1959.)
has categiwized children's utterances rela-
tive to their function: (I) egocentrW,,
speech for oneself ; and (2) .social. or
speech to communicate' with another. He
has demonstrated that the proportion of
ilyert .S PVC It (i. audible egocent tic
sp( ech) to total speeuh'gtadually decreases

as a child gniws older. Vywnsky (1962) ar-
gues that this ep meetti rk speech does lull
disappear Inu simply loses its overt limn to
be'come inner speech or speech that is used
to facilitate thought. ht this regard, chil-
dren who are confronted with a frustrating
task will return to a high proportion Of
overt egocentric speech. That is, they will
begin to *talk out lond to themselves while
attempting to resolve a difficult problem.
Similarly. adults who tli*C. VIVsellted With a
difficult problem-solving task or are reicd-
ing diffictilt text material will exhibit a
higher incident e and intensity of sub-
vocalization (Luria 1961).

Edfelt (1960) describes the inner
speech whit It accompanies reading as "si-
lent speech." He found that, as readers en-
counter more and mom difficult text, the
intensity of silent speech 'becomes greater.
Bringing. language 6) an overt form ap.:'
pears to help solve a difficult language

tft

task, To tWohibil a child Innit resorting to
this strategy of "languaging" would appear

lw conmerinodttctive in die same way
that Hardych and Petrinovich (1979).
found that el forts to efiminate sub-
vocalization during silent reading .had a
negative impact tin comprehension. The
oral reading which accompanies a child's
early text experiences-is evidence of active
pnwessing and will most likely diminish as
he peed rcir such' overt behavior de-

creases..
2. Oral mailing prcivides the teacher

with an opportunity to employ differential
feedback strawgies.

.1'Ite work of Goodman (1967, 1976)
and his associates on oral reading per-
fOrmance has advanced considerably inn-
understamling of the reading process.
When analyzed qualitatively, a. student's
oral remling proYides the astute observer
with a picture of reading development and
what can 'be termed a child's "theory of
reading." Harste and Burke (1977) believe
that teachers, too, have a theory of read-
ingLor at least a theoretical' orien-
tationwhich is implicit awl expressed in
tlw lust ruCtional decisions made daily'by a
teacher in the dassfootn. They hypothesi7e
quite logically that a child's t heory of
reading Will evolve toward-the One used by
he teaclwr.,These t wo modelst he devef-

oping one of the child and the proficient
one of the teachercoine into contact
during interactions accompanying oral
reading instNiction. .A4arge portion of
interactions that do c)ectt tr' du ring oral
leading center on the- miscues made by
studentS. Feedback to theSe miscues can he
characterized along three dimensions: (1)
selectivity, or which miscues are responded
to; (2) liming, or when they are respinuled
to; and (3) form, or how they are re-
spOnded to .(Hoffman 1979). Implicit in
this feedback is infOrmation for the sin-
dent about the teacher' model of reading.-

More needs to be learned about the
most effective use Of feedback and hOw

teachers, employ these dimensions in !war-

MAN' 1981



tit e It is hoped that, with tht cominued
thvelopment Of more sophistic.tted.obset -

vaiion systems for field research (e.g..

VO'KSIAS I 1 (Oilman and Baker I 9801) cow-

bitird with ( experintental re-
search studies (e.g., .Niles Grabani, and
Winstead 1976: lenkins and (Arson 1978).

more direction can be offered to leacliers
concerning how they mighi actually ma-
nipulate feedback to encourage gonvth in

reading skills.
3. A's ,t learning task, oral reading

lends itself very nicely to effeetive class-

room management..
The el ferny(' teacher is a good man-

ager in the classroom. In this regard, Doyle
(1979) argues that a teacher's primary re-
sponsibility during instruction is to initiate

and sustain suident cooperation in class-

room itctivities. Embedded hilt activities

are learning tasks. Student involyement in

learning tasks is maintained primarily by
hokling the students .. accountable for the
work that must be done. In silent'reading.

it is difficith for a teacher to determine
hizw well a student has practiced decoding
skills. In oral reading. however, the stu-

dent's performance.is easily observed. As a

result. accountalnlitY 101 performance is
possible. From a management perspective,

then.. oral reading give.s a teacher an
almost ideal setting to monitor learning.

. .

Where dO we go from here?.

At the 1980 meeting of the American klu-
cational Researeh ASsociation. Stallings re-

ported that oral reading was an in-
st ructninal practice commonly relied on by

the more el fective teachers in secondary
remedial reading programs. Chall (1980)
connmented that these findings related. to
oral reading were most encouraging and
remarked that 'our negative attitudes
toward oral reading ate tied to a miller re-
mote period in our history and are prob-
ably in need of reexamination. She stated,
however. that bringing about a shift in our
negative attitudes about oral reading in-
structit ni would be extremely difficult. No

OitAl.,READIN6 309

doubt there will he skeptics io.t hallenge
ilunighi that oral reading instruction

has a significant place, in a developmental
preigram. Still, the need is clear ft». system-

:nit iesearch into the cIfects and Vnential
benefits of various forms for Oral reading

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

jamcs V. tioffrnan
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Surely no One will he ( onvincednor
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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 source(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 instructional component are described in detail.

Major shifts in practice and the factors influencing these shifts are

identified. Research stdbies 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 activity which has maintained

as continuous a role in reading instruction as teacher guided 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, despite the fact

the practice of oral reading instruction 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 sed in instruction? How might the

discrepancy between theory and practice in oral reading best be

resolved?
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The search for answers to these questions takes one first back

deep into the history of Amer'ican Reading instruction and fr:om there

to a consideration of recent classroom 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

instruction and second, propose some plausable explanations for the ,

controversial situation we find ourselves in today.

The Recitation Lesson and Oral Reading

Up through the colonial and e'arly post-colonial days,.the chief

emOasis in reading instruction in'American Schools was on the recognition

,
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 ehought. Beginning &round 1800, and continuing

until the last decade .of the 1800's an increasihg emphasis was placed

on oral reading in instruqtion. The method of oral reading used

diiring this time centered on the recitation lesson drawing out of the

Pes'talozzian movement in Europe. Raub (1883) provides the following

general description of how' the student was to be prOared for the

recitatiOn lesson:

"Before the lesson (recitation) 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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explain such reference as is made to characters in biography

or history, so they get the good thought of the author and the

aid of the piece. All this will prepare them to study the

selection
intelligently and with interest."

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 pupil will read one paragraph...but occassionally

a pupil may be required to read several paragraphsor even the

whole lesson...When a paragraph presents some unusual difficulty

to a pupil it is usual to require him to read it again and again

until the error js corrected. But it sometimes happens'that,

from want of self control, or from some infirmity of temper, the

pupil seems to be unwilling to make the desired correction.

Under these conditions,
simultaneous reading may produce the

desired effect. The pupil may find himself able to do in concert

with others what he was unable, or fancied himself unable to do

by himself."

Newell went on to state that while reading drills are best managed

by concert recitations, this form of practice should not supplant the

individual recitation.

There appears to have been very little attention during the period

2

on developing tethniques to help the student independently acquire

text meaning through silent reading. Hyatt (1943) relates the follow-

in anecdotal description of an actual recitation lesson in an elementary

school in an Ohio Village in 1897:

"Reading was taught orally. One pupil after another read a para-

graph out loud without comment or discussion. If a paragraph

were read poorly, someone else was asked to read it. If it did

not meet with the teacher's approval, the teacher read it to

us...But what we enjoyed most was concert reading. The entire

class stood in front of the room and read aloud together. In

order to keep together, the length of each pause was determined

by counting. A comma required a pause about as long as took to

count one; a semicolon: one, two; a colon: one, two, three; a
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perjod: one, two, three, four; and an exclamation point: one,

two, three, four."

The story method, elabor-ated on formally by McMurry (1899) and

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

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

the recitation procedurejust 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. rhis 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 'One

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-tweifths 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 of Discontent

Although there had been sporadic indictments of oral reading during

the early and mid 1800's (e.g. Horace Mann), it wasn't until the

period, from 1890 to 1908, and continuing on through the 1920's
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that there arose a serious reaction against the exclusive reliance

on oral reading methods. Numerous arguments appeared in the professional

literature at this time calling to question the value of the oral

recitation lesson. Almost, all of the critics of oral reading

advocated extensive
practice in silent reading as the appropriate

alternative. It is difficult ib ascertain which of the many arguments

against oral reading carried the most weight in bringing about a

shift in practice. It 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

field of educational philosophy - 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 mechanic's

as the goals of reading. The Herbartian doctrine was introduced

into America at institutes and normal schools, as well as through

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 America 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 psychology. Edmund Huey seems

to have been crucial in developing arguments against oral reading with-

in this community. Indeed, Horn (193) points to the year 1908, the

year in which Huey's landmark text on reading was first published,

as marking the beginn4pg 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 givi-ng of thought" from what is written rather than simply as the

naming of certain words.

A third factor operating toward change was tied to the shifting

role or function of reading in society. 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 hintefland. It was the chief feature

of every social gathering. Elocution or rhetorical reading was

universally popular." (Minnich, 1936). S.E. Parker (cited in Wheat,

1923) describes this shift in social needs in the 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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he Former Needjor
Expressive Oral Readin

The Present Need For Effective
'Rasid Silent Readin

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

means of communication

4. Written language is the chief

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 with the practice of oral reading (e.g., eye move-

ments and lip movements) as being influential in the change of practice.

Subsequent studies reporte'd by Pintner (1913) and Mead (1915) which

claimed the superiority of comprehension in silent reading over oral

reading rates offered continuing research support for the shift in

classroom practice during this period.

A fifth factor was the rapid development of measurement and evaluation

techniques during this period. The first silent reading tests which

attempted to measure efficiency of reading instruction were devised

at about this time (Brown, 1914). In Gray's 1925 review of research

in reading, he reported that during 1914 and 1915 twothirds of the

studies reported related to the organization, standardization, and

application of reading tests.
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"Through their use it became possible to study under classroom

conditions the reading habits, achievements and difficulties

of larger groups ofchildren. 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 measuring 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 public 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 growing emphasis on content in reading.

More and more students were completing primary grades and continuing

in scnoot through 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 moralistfc pieces to informational text. The

oral recitation methods it was felt were inadequate for developing

independent reading habits and were inappropriate for the varying types

of materials encountered at these levels (C. T. Gray, 1929).

A seventh factor operating 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.lr, 1923).

It 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 instruction 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 studies, beginning after 1910 (e.g.,

Gray, 1917). Directors of these evaluations were often emerging

leaders in the field of reading and were also strong supporters

of silent reading. They were outspoken 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 1900's, there was considerable speculation as toithe

appropriate role for the teacher in guiding silent reading. The method

that began to evolve was closely tied to the growing popularity of

the whole word method and a movement toward controlled vocabulary in

readers. This focus on words as the significant unit of instruction

and the controlling variable 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. Leyel one of the McGuffy readers (1887), the first

reading series to yive serious attention to vocabulary control,

offered this prescriptive advice to the teacher:

ijn this book, all new words in each lesson 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

words before reading was easily carried over to the guiding of silent

reading.

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 questioning over the content and oral rereading.
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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 acctiracy 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

number of texts pJblished during this time which advocated different

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

Watkins, 1922). The recommended methods for primary 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 argumen-ts for increased emphasis
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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 of this period defended the use of oral

reading in primary grades. Judd (1918) stated that oral reading 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 indispensable method in the

primary reading lesson." He asserted that the development of smooth,

fluent oral reading in the primary grades is an important aid in the

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 that in

practice oral reading was being replaced 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 of 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 equal 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 suageSt, (1) that silent reading was rapidly

replacing oral reading as the principal 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 w4s focused on the loss of the art of teaching

oral reading although it is not evident that "the art" was ever common
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practice in classrooms past. Simpson (1929) stated:
Alit

"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 **turn 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 assimilated 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

3. Developing literary appreciation

4. Personality development

5. Cultural growth

6. Socialization (group experience)

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

reading) and an end unto itself (expression).
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Moore (1932) presented the following almost philosophical

retrospective on the silent/oral debate:

"Almost all new movements in human progress display to some extent

a destructiv tendency. They attempt to establish themselves

more rapidly nd surely by stressing the defects and weaknesses

of current bel4afs 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 fi.equently

haveened 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 foothold...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
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rule was that there must never be an association of the printed word

with.the vocal word (McDade, 1944). McDade described the psychology

of the Spproach 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

Instead we persistently and undeviatingly associate visual print

(V) with meaning (M):

v ----7> m

...when the child has read for meaning only for (say) two years7

he has formed - we hope for life - the basic habit of finding

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

psychology of his oral reading follows the correct form in C,r/

which meaning comes before saying:

visual print ---> meaning oral words"

V M 0

McDade conducted a number of different experfments with this method.

The first experiment
(1935) was in a single first grade classroom

where the approach was tried for a year. The results were regarded

as so good to McDade that tao other classes were identified and tested
#

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

in achievement as compared to traditional .classes. During the ten

year period from 1935 to 1945 the Chicago Puboic Schools carried on

a ten year experiment in non-oral reading. The following gives a

breakdown of its use: 1935 (1 class); 1936 (11 classes); by 1939

(470 classes); by 1945 (137 of the 346 elementary schools). All

together there were more than 70,000 pupils.taught in this way.
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The method also received heavy criticism. Rohrer (1943) wrote

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 principle of_the

motor theory of consciousness. Basically, this theory holds. that

it is impossible to_have thinking, and hence learning, unless there

is bodily movement. Rohrer argued that in the beginning stages of

learning to read there should be a maximum of oral activity. Pronounc-

ing is important for the beginner; not only because of the link with

speech, but because Of the fullest range of motor expression'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 publicsschools.
Although the approach was used only through

grades three, BUswell focused the evaluation on students who were in

, grade six arguing that if differences in performance could be found

at this point then the effects of the method were indeed substantial.

He identified students who had come through one approath (nonz-oral)

or the other (traditional) and then set up a matched set comparison

for the two groups on
achievement alid lip movement during silent

reading. No statistically significant differences were found 'on any

of these measures.
Interest in the non-oral method dissipated rapidly

after this point.

The Basal Consensus

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

e,irly 1950's a time of consensus in American reading instruction had
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been reached (Chall, 1967). The basal approach assumed a dominant

,position in primary grade instruction and most 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 "realistic" 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 was

relegated in principle within the basal approach to a relatively minor

role: In practice, it appears that oral reading remained poliular

as a means of checking on 'word perception during silent reading.

Horn and Curtis (1949) offer the following description and commentary

on this practice:

"Oral reading is
frequently taught in a manner detrimntal to

t development of either the abilities common to oral and

s lent reading or the abilities peculiar to each. For example,

pupils who have made littl or no preparation fo read to other

members of their clast sat with books open, following the

reader's progress word word - often to deteet a mispronunci-

ation or other petty mis akes."

The results of Austin and Morrison's (1963) survey of instructional

practices offer convincing evidence that this "round-robin", procedure

was the dominant method for guiding oral reading in classrooms across

the country through" 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's. Thirty-seven percent of the teachers surveyed in his

study indicated that the major justification for oral reading

instruction was to stress precision in word perception. With respect
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td the practice of taking turns in a group, teachers (47%) said that

it gives all children a chance to practice their word recognition

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

reported by Daly and Hoffman (1982) indicates that similar patterns

df 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 the%intructional program for both the

goad 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 "Typical" Classrooms?

Other than the data documenting the frequency.and characteristics

of oral reading practice in classroom settings we have no strong

evidence from classroom research regarding its effects on pupil learning

,as compared to silent reading. Stallings (1980) has reported the

results of a study which favored oral over silent reading practice

in terms of reading achievement. This study focussed, however, on

remedial junior high school classrooms. There has been classroom

research which suggests-- that within existing practices of oral read-

ing - some elements,are more
positively 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

3



'YN

Oral Reading Instruction - 20

effect on pupil achievement by calling on students for oral reading

"in turn" rather than at random. They also found that students who

practiced oral reading in easier material did be'tter in terms of

achievement gains than those who practiced in more difficult material.

Hoffman (et,a1., 1982) reported findings from a study of oral

reading in second grade classrooms which again 'suggests that the

easier the practice materials for oral reading.the greater the amount

of achievement gain. They also report a negative relationship between

teachers giving the words when students make errors.and growth ill

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 achieving students

are related,to the students' reading strategies. They speculate on

the ways in which the teacher responses offered to the oral reading

errors of poor readers contribute to continued patterns of failure.

Oral Reading In Clinical And Research Settings

In contrast 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 laboratory research settings have been

accepted by a broad spectrum of researchers and practitioners alike.

The use of multisensory and language experience based approaches

which contain a heavyemphasis.on oral reading have been a significant

part of instructional programs for disabled readers since the fouhding

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 attention in the research literature.

Neville (1965) reported the results of an exploratory study

in which significant differences on word recognition and comprehension

measures were found for oral Methods. Thy method relied on echoic

reading with the teacher reading text aloud andthe student emulat-

ing the model in turn with his or her own reading. Neville (1968)

in extending this line of research argued-that the association of

meaning with printed words is facilitated through oral response.

After repeated practice, the meaning 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 silent reading would gradually

develop. He criticized the look-say approach for its focus oR single

words and suggested that a focus on larger units which include into-

nation patterns is more appropriate. In this follow-up to the 1965

study, he found that a group taught through echoic respobse techniques

had a reduction in vocalization over a silent reading group. He also

found that the echoic approach group achieved greater 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 disabled readers.

This is a-system in which there is unison reading between the teacher
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and the student. The teacher uses his/her finger as a locater.

Heckleman reports outstanding success with disabled readers in

clinical settings using this approach. Cpok (1976) investigated the

effectiveness of the neurological impress method with remedial read-

ing students and found statistically significant differences 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 superior

to a silent learning program even though the criteria consisted of

silent reading. This was an extended replication of an earlier study

with similar results.

The method of Assisted Reading (Hoskisson, 1975; and Hoskisson,

Sherman,-and Smith, 1974) has also been used with success in clinical

settings. 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 Neville (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.

Lovitt and Hanson (1976)
reported success with a technique which

included continuous oral practice to
criterion levels of rate and

comprehension on passages. Their treatment involved both skipping

and drilling-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 oral reading. The researcher would

read passages to students providing a model and then students would

attempt to follow the model as they read the passage aloud.

Samuels (1979) reported success with a method called "repeated

readings" in which the children were required to read and reread

short meaningful passages several times until satisfactory levels

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 popular area

of speculation. Samuels interprets the growth- in reading ability 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.

Schrefbner (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

3,1
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through the mapping of the prosodic 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 is that the text

contains rich language and meaning ,for children Since there are no

specific vocabulary controls in operation. With this approach, 'the

stories are not only fun and therefore motivating, they have predictable

patterns of language which are useful to students in reading them

independently.

'Many have suggested that oral reading is a natural 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 awn. The argument is simi-

lar to that proposed by liygotski(1g62) on the evolution of inner

speech for thought from a purely oral language stage.

From a task analysis and
management perspective - an area of

great concern for teachers - oral reading may be better suited to class-

room instruction than silent reading. In particular, when the goals

are specific to the development of decoding efficiency. Teacners

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

back to actual performance duri,ng oral reading.

From a sociological perspective, oral reading is a social activity
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which has inherent' facilitating effects (Zajonc, 1965) if success is

4,

insured. The social nature of oral reading is rooted deep in the earliest

literary experiences of many children when their parents read to them.

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

From a language
development perspective, it seems that oral

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

or rhyme - reflect closely the "whole language" environment in which

oral skills are first developed in children. Oddly 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 language

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. All levels of language - the

phonetic, syntactic, prosodic, semantic, and pragmatic - are acquired

simultaneously through the child's interaction with the whole language.

Certainly all of these reasons, and there are likely Many 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 significantly to growth in reading ability. Specifically,

teacher guided practice can develop (a) reading fluency through focus

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

course larger than the word and (b) comprehension through the reduced

cognitive attention to decoding and the emphasis on the reader's

interpretation and communication of the author's intended message.

Second, effective practice in oral reading includes elements

such as the following:

A. The use of text which is rich in language in terms of rhythms,

patterns, and quality of expression;

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

C. The opportunity to rehearse text by students;

D. The opportunity to
perform orally in both individual and

audience contexts;

E. Sustaining/formative
feedback by the teacher to the student's

performance;

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 standards 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 Itress one or another of these features

depending on the specific instructionsl objective(s) being addressed.
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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 accountability/monitoring system on the

part of teachers to check whether students are recognizing

words and to insure that all students have been exposed to

the content;

B. The stilted and controlled 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 into the efficacy of oral read-

ing programs of the types just described in regular classroom settings.

We-are not advocating a nostalgic return to the "good old days" of

long ago, simply suggesting that oral reading methods that were 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 indictments only serve to antagonize and further

widen the gap between theory and practice. We need to actively promote

effective oral reading and de-emphasize the need for oral reading as

an accountability 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 ill advised and
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serve only to divert attention from a much larger issue of the desperate

need for more practice (i.e., reading from connected text) in all phases

II Or

of our reading programs. Both silent and oral practice are valuable.

Oral reading 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 teacher involvement in guiding silent reading to the point

that a "silent" reading lesson today - during the guided reading

portion - is a fractured exp*ience described regently by the seven-

year-old son of 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 reading

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

second, greater emphasis at early levels on independent silent reading

in trade books by students with a minimum of teacher direction. Oral

and silent reading must work together if the research of the past fifty

years is to result in a qualitative change in the American classroom.
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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 not all, teachers operate from a theoretical orientation or conceptual

framework when instructing (Harste & Burke, 1977; Duffy & Metheny, 1979;

Kamil & Pearson, 1979). This basis for instruction is viewedas an implicit

product of a given teacher's set of assumptions, beliefs, and knowledge about

reading. Such a theoretical base influences all instructional decisions made

by a teacher, from lesson pleftiiftg to behavioral interactions with students

during instruction. Most teachers are likely unawar4Othat they operate from

a consistent theoretical base in the manner just described, and would have

difficulty articulating their own theoretical orientation in any explicit or

formal manner.

The relationship between theoretical 'orientation and observed behaviors,

as well as that between implicit understanding Sind explicit awareness which

guides action, can be explicated byllnalogue to an approach to understanding

language use. With this approach, psycholinguists have attempted to relate a

native speaker's knowledge (language competence) of the rule structure (grammar)

of a language to the use of this knowledge in generating speech and communicating

(language performance). It is only as the result of considerable study,

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
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Methods and Pro4dures

Instruments

TORP. The TORP consists of 28 items reflecting belief-systems felt

to be operating during reading instruction. Items are responded io On a

scale of one to five, with lower ratings indicating more agreement with

the statement. The total sedres calculated for each respundent'are-felt

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

orientation to reading. Scores in the lower range (0-65) indicate a

phonics orientation, in the middle range.(65-100) a Skills orientation,

and in the high range (100-140) an orientation toward whole language.

PRI. The PRI consists of 45 items reflecting five conceptions of

reading: basal text, linear skills, interest-based, natural language,

and integrated curriculum. Respondents-indicate strength of agreement

or disagreement on a five-point scale. The nine items reflecting the

five conceptions listed above are totaled separately, resulting in five

"subscale" scores for each respondent; lower scores indicate more agreement

with the conception'of reading reflected by the subscale.

FORMAS. The FORMAS taxonomy is a low inference doding instrument

designed to represent the salient characteristics of teacher verbal

feedback to student miscues (Hoffman & Baker, 1980; 1981). This instrument

provides 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; (III) dhe, characteristics of teacher verbal feecipack if offered;

(IV) thefeedb&ck offered.by other students in the reading groups; and (V)

whether and, if so, by whom the correct word is identified.

6



Procedures. The subjects foi- this study were 5 experienced second

and third grade school teachers whose group oral reading instruction had

been...either audio or video recOrded in their actual-classrooms. The

reading groups were composed of four to eight students, with a broad.range

of ability levels represented. The tapes Were codea using the PORMAS

-taxonomy. Caderswere -trainedexperts in- -the -FORMAS-system; -reliability_

between the coders was checked periodically using procedures established

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

levels of agreement on all major categories coded.

After the tapes had been coded, the participating teachers were

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

grade teachers and five of the third grade teachers were invited to the

research center for individual interviews. During these interviews the

teachers,reviewed and commented on their taped interactions in the reading

group t6th.the researchers,

Results

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

TORP and the five cluster scores for-the PRI.' In addition, correlations

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

significant positive relationship between scores on the TORP and the linear

skills conception on the PRI. There was a,significant negative relationship

between the scores on the TORP and the natural language conception on the

PRI. These results are as Oxpected 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 subscatie. Thus, the

positive e6rrelation betweed the TORP and the PRI linear skills conception

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

7



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

(high PRI linear skills scdres). In the same manner, the negative correlation

obtained indicates that teachers who have a whole language approach to teading

as measured by high Scores on the TORP tend to agree with (i.e., have lower

scores on) the natural language conception of the PRI.' Conversely, lower

TORP scores, which indicate a phonics orientatiOn, are associated with
_

disagreement to the items reflective,of a natural language orientation on

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 TORP and whole language subscale of the PRI should:

(1) ignore more student miscues which result in little meaning

change than teachers who have a skills or phonics orientation;

(2) wait longer to respond to miscues which change meaning than

teachers who have a skills or phonics orientation, thus providing

the student with an opportunity to self-correct his/her own

Miscues; and

(3) respond to student miscues with contextual clues as opposed to

focusing student attention on the grapho-phonic level of the

text word.

In order to examine the first question, a percentage of the number of

times no feedback was given to miscues with low meaning change was calculated

for each Ceacher (No feedback/LMC). Similarly, the 'measure of interes(ti.for

question two was the percentage of times the teacher waited longer than three

seconds to respond to miscues with high change in meaning (dait/HMC). Finally,

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

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



these measures, the 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 with the scores from the TORP and PRI; the results are

presented in Table 2. "It should be kept in mind that the actual frequencies

upon which these percentages are based may be relatively small. For example,

teachers offered sustaining feedback to miscues on an infrequent basis. When

this type of feedback is further classified 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 variable which

was significantly associated with teacher beliefs was the tendency to wait

to give feedback to miscues 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 language (or meaning-

driven) approach to reading instiuction are more likely to wait to give

feedback to student miscues which change the meaning of the 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 subsample of the teachers were invited for follow-up interviews

based on availability and their ehysical proximity to the research center.

The individual interviews with the teachers 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

might have besn thinking about or what they were motivated by in,choosing

9



specific actions. The playback of the tapes was stopped at each miscue

point (if there was no verbal feedback) or at the point of feedback if

it was offered to the miscue. The following set of questions were then

posed to elicit teacher comments:

1. Why did you choose to (or choose not to) respond to that mistake?

2. Why did you respond at that point in the text?

3. Why did you respond in the manner you did?

In responding td Question I, almost all of the teachers revealed a sensitivity

to the meaning change characteristics of miscues in determining ones to which

they would give feedback. Ignored miscues were explained by such comments

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

miscues which were responded to were described as "iMportant," "significant,"

or "words which would be encountered again in the-story." Another interesting

phenomena concerning teacher selection of miscues to which they would respond

was the perceived degree of teacher activity. This perceived teacher activity

factor was clearly related to the ability level of the student and sometimes

superseded the meaning change criterion. Teachers working with poor students

sometimes explained letting a significant meaning change miscue go by because

they felt they had been too active or had been interrupting too much. Teacher&

working with high ability students sometimes explained their feedback to

relatively minor miscues by saying 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 occurrence

for most teachers. When feedback was delayed it was usually with a high

ability reader and the teachers typically explained their behavior as

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

particularly with the pooreyreaders--was explained as an effort to help,the

student before (s)he becaMe very frustrated.

10



Interesting and consistent explanations for the choice of overt

feedback offered were found. Almost all of the teachers used both

sustaining and terminal types ci:f feedback. The 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." "Ve_needed to keep up the pace of

the lesson." "He doesn'i.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,tied to the

teacher's belief system.- In commenting on these types of prompts, teachers

came...closest to talking about what they "thought" about reading. .Teachers

wbo relied on context e'mphasized the importance of meaning and comprehension

goals. Teachers who relied on.grapho-phonic prompts emphasized decoding.

Unfortunately, the relatively few instances of sustaining feedback in the

sample reduced the power of the statistical tests to reveal the relationships

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 strategies based on personal experience and a developing

sense of what.worked best for them. Despite the fact that all of the

teachers relied on guided oral reading as a regular part of their program,

, few felt at all confident that their feedback strategies,were as good as

11
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they should be. In the course of the inrrviews it became clear that most

of the teachers had a basic feedback routine (or more precisely a set of

routines) which they relied on during guided oral reading. The particular

rolitine used was a function of (1) student or group ability performance

characteristics and (2) teacher beliefs about reading. How these two factors

interact with.one another to produce specific types of behavior during oral

reading instruction is unclear at this point.

Conclusions

It would be easy to conclude that for most teachers there is no strong

relationship between teacher beliefs and teacher behaviors. It would be more

reasonable based on the findings from the focused interviews, however, to

bring to question the notion that we can validly assess beliefs through a

paper-pencil type task. At best.we are looking at what teachers think they

should be doing or how teachers perceive we would like them to respond. At

worst, we are artificially forcing teacher beliefs to fit one or another

conceptual model 'for the teaching of reading. Many teachers found the

completing of the TORP and PRI instruments a frustrating experience. The

most common response to an item was "it depends." That is, beliefs ire

situational and relate in complex ways to the context of instruction. The

data from the focused interviews is far more enlightening with respect to

teacher beliefs as they relate to teacher actions than either the TORP or

the PRI. Here, there seemed to be :Lear areas of relationship between

teacher beliefs and feedbaCk particularly with respect to timing and form

of sustaining feedback. The fact that timing was significantly related to

two of the subscales in the PRI suggests that it has strong explanatory

power. The fact that the form of sustaining feedback--in particular context

versus grapho-phonic'cues--was explained most often in the interviews in

12



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 orientation will come to focus more on the

sytematic observations of teachers engaged in situational teaching,

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

relationship between conceptions of teaching and situational teaching behavior,

'we will be in a much better position to examine rkationships between teacher

orientations and pupil learning as well as to embark on enlightened'programs

of teacher education.
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Table 1

MEANS+

STANDARD
DEVIATIONS

** p

Correlations'among the TORP and PRI scores

PRI

BASAL
LINEAR
SKILLS

INTEREST-

BASED

NATURAL

LANGUAGE.

INTEGRATED
CURRICULUM

TORP .17 49** -.11 -.47** -.06

74.3

11.2

18.5

4.7

18.7

3.8

23.9

4.1

24.7

3.9

19.6

3.7

< .01 35 df = 33

+ These values are expressed as percentages.



Table 2

Correlations Among the Teacher Belief and

Teacher Feedback Variables

FEEDBACK VARIABLES:

'1

No FDBK/LMC
2

WAIT/HMC
3

CONTEXT/SF

TORP

PRI: Basal

-.01

-.18

-.08

.06

-.08

.18.

Linear Skills
,

-.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

STANDARD DEVIATION 31.1 8.9 27.7

N ( f teachers) 33 34 33

* p

+ 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)

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

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



I. Miscue

A. Type: .insertions; omissionsv hesitations; substitutions;
mispronounciations; calls for help; and repetitions.

B. Meaning change: high and low.

C. Syntactic acceptability: high; same; and low.

D. Grapho-phonic similarity: high and low.

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

A. Type:" repeated attempt; continuation; immediate self-correction;

pause; call for help; and no opportunity.

III. Teacher verbal Feedback

A. Type: no verbal; terminal (giving the text word ); and sustaining

(helping student to identify text word).

B. Form of sustaining: attending (noncue focusing); simple grapho-

phonic (i.e., grapho-phonic followed by context); and,

complex content (i.e., context followed by grapho-phonic).

C. Timing of teadher 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

A. Type: 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.

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

The purpose of tnis study was to describe Ahe characteristics and

effects of the verbal feedback offe,redly teachers to the miscues of high

and low skilled re 1,r; during grdup oral reading instruction. The

subjects were ei econd grade teachers and their regular reading groups.

Two teachers had one reading group each, four teachers had two reading

< grodps, and two te.3chers had three reading.grOups, making a .total of 16

reading groups. Each group was videotaped on four separate occasions.

Miscue focused intorictions were coded using the FORMAS taxonomy. Gui'ded

oral readin,.:; was found to be a significant part of reading instruction.

Teacher verbal feedback to irliscues occurred with some frequency with both

the r ng ;1-oups and low skilled readers were found to be

significantly diferent in Their Hscue patterns and subsequent reaction

strategies. -7-Pi1eri, 41-e found to be significantly different in their

verbal response to the two groups. The findings are interpreted

terris of a m:,a71y daptive cycle between teacher and groups. which

sc.frves to reln~pero ba:terns of behavior. Implications for

sr-uction :)oH ree,irch in this area are.drawn.



Teacher Verbal eedback to the Reading Miscues of High and Low Achieving

Students: A Comparative Analysis

Field based research on the teaching of_ reading is in its infancy: Up

to just a few years ago the only informatjon we had relative to what was

actually going on in classroom reading instruction was derived from anecdotal

reports and uncorroborated survey data. This is no longer 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-thit line of research ,

suggest that teachers can and do make a difference, There appears to be a

significant.relationship between the'quantity and quality of instruction

offered and the progress, made by students in terms of learning outcomes.

Teachers who express .)-igh levels of self-efficacy in their own ability to

teach'reading, provide ample opportunity for student involvement, engage ih

direct instruction, and adjust tasks to the needs and, abilities of students

are effective in promoting student learning (Duffy, 1980)..

On the nega:tive side, we have found that there doesn't'appear to be a

great deal of instruction of this type going on with any regularity in

typical classrooms (DurOn, 1979): Even More disturbing is the finding that

low achieving studen--i.e., those in greatest needseem to receive less,

tha.n a fair share ot the small amount, of quality instruction that is going

,on in classrooms (Berliner, 1981): There is additional evidence suggesting

that withili instructional contacts the qualitatiye characteristics of inter-

actions between teacher and student(s) are different for the low 'and high

tachiever (Rist. 1j73; Weinstein, 1976). This is clearly a problem area which-

deserves careful scrutiny.

t



Verbal Feedback - 2

The-principal focus .for the Study to be reported was on the nature,

characteristics and effects of the verbal feedback offered by teachers to

the miseues of high and low skilled readers during group Oral reading

instruction. The selection f oral reading as the focus for the study was

based on a consideration of four factors. First, group oral reading in-

struction is- a very common element i moSt primary reading programs (Austin

& Morrison, 1963; Howlett & Weintraub, 1979'-)-. The topic of oral reading

instruction, therefore, is one of practical concern. SecOnd, oral reading

instruction .has clear and well-defined task characteristics about which most

teachers share a .common understanding (Doyle, 1979). In this regard, the

-task of oral reading is highly amenable to cicassroom observation. Third,

recent advances in the study of oral ,reading by Goodman (1967) and his

associates (Goodman & Burke, 1972) point to the wealth of qualitative infor-

7/
mation imbedded in a student's oral reading performance. This qualitative

information iS likely indicative of'a child's developing competence in reading

as well as reflective of the instruction the child has received '(larste & Burke,

1977). Fourth, and finally, the conceptual fra.rifewbrk for studying teacher

feedback to oral reading proposed by Hoffman'(WO)ras well as the development .

and validation of an observation system for characterizing this feedback

(Hoffman & Baker, 1981 ) provide a direct means for analyzing the verbal inter-

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

Background of Research into Feedback During Oral Reading

Overall,_past research into teacher feedback during oral reading instruc-

tion has been infrequent and limited in scope (Nfles, 1980). As background

.the'principal studies that have been conductedin.this area will briefly be

.



Verbal Feedback. - 3

reviewed with the .gdal of highlighting some of the findings Which are

ap

relevant to the cur'rent research.

Epstein and Lynch (1974) reported the results of'a study.comparing. a

five-step cueing strategy to "typical response patterns" used bY teachers.in

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

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

taught groups of five students each in tao oral reading-lessons--first under

a control-condition, then a week later under an everimental conOtion using

the prescribed cueing strategy. During the control condition teacherswere

asked to make their "normal responset" when responding to pupil miscues. The

pretest measure was the errors made during a student's oral reading turn. The

posttest measure was the number of errors made by the student when rereading .

the same story aloud to the researcher the next daY. The performance?of

students was better undgr the experimental (prescribed cueing) condition in 4.

terms of accuracy on the posttest and the difference between pre- and posttest

scores. The authors concluded that slightly retarded children lgarn mdre

new words from teacher responses to miscues which are highly consistent 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 inmmediate-teacher-feedback condition to a no-verbal-feedback condition

upon the oral reading miscues of fourfth grade pupils. Each student subject

read to the same randomly assigned preservice teacher for ten to fifteeen

minutes on each, of four consecutive days in materials chosen by the teacher

under an "uninterrupted" condition, while the other group read under.an

"immediate interruption" condition where miscues were'brought to a student's

164



Verbal-Feedback - 4

attention using a set of ten prescribed response patterns which were tied

to specific types of miscues (e.g,, student error = omission4teacher res-

ponses - "You skipped a word.") On the fifth day, all students read from the

same story (fourth grade difficulty level). Reading performance for-each

student was calculated according to the Reading Miscue Inventory (Goodman

Burke, 1972). Results indicated that the miscues of studenfs who had re-

ceived immediate feedback were graphically and phonically similar to the ex-

pected responses and grammatically more afteptable than were miscues of

students under the uninterrupted condition. Miscues of students under the

experimental condition, however, changed the meaning of the text to a lesser

degree. Scores of the-uninterrupted group were also higher on the oral

retellings. The authors concluded that teachers must prudently consider if ,

and when:and how teacher feedback should be provided during-oral reading.

An attempted replication of the Niles et al. study reported by Pany, McCoy,

and Peters (1981) did not yield similar findings, however. In their study,
r

no significant differences were found relating to either comprehension or

miscue characteristics.

Terry and Cohen (1977) studied the effects of various prompting striate-,

gies of special education preservice teachers on the response patterns of a

group of "mildly handicapped low level" readers. Ten categories of teacher

prompts and tWo cateciories of pupil resOonses to prompts were used to code

observed teacher and pupil response behaviors. The preservice teachers had

instruction through a prompting module whyh recommended responding only to

misuces that changed the text's meaning, using structural analysis, attention,

pattern, phonics, or context Prompt.s. The authors of.the observation system
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(OROS) used in.this study (Brady,AYnch & Cohen, 1976) classified four of'the

teacher 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

ability level, withi the higher readers receiving a greater number of atten-

tfon prompts and the lower ones-more context and pattern prompts. It was

also found that the success a child had with decoding a word immediately

following a prompt varied according to the child's reading level. The

better readers decoded words more successfully with a wider variety of

teacher prompts.

Allington (1978, 1980) examined the fnterruption behaviors of primary

grade teachers to clarify whether or not the miscues of "good" and "poor"

readers were responded to differently. Teacher interruption behaviors were

,

.categorized,according 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

graphemic, phOnemic, semantic, and syntactic teacher pronunciation. It

was reported, based on an analysis of tape-recorded teacher interactions with

their rea4ing (.1.roups:that (1) poor.readers were more Tikely to be interrupted

at the point of error than good readers; (2) regardless of grade level or

"pl'ace" in the learning to read proce'ss, the most common type of interruption

behavior was for thf teacher to provide the word; and (3) the teacher tended

to cue poor readers to graphemic cues slightly more than they d-rd good readers.

Allington suggests that the differential treatment afforded to poor readers

might be a contributing tause to their disability.

Rflaum, Pascarella, Bostwick, and Auer (1980) reported findings from a

:study of teacher pupil interaction patterns during oral reading. They were
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interested in discovering if the reason teachers were interacting differently

with low and high ability readers had to do with different oral reading be-

haviors exhibited by the two groups. They compared teacher feedback responses

as they related. to pupil status vari.ables (e.g., sex and reading achieve-

ment) and pupil miscue characteristics. They found that twice 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 from these studies'suggest that feedback

during oral reading instruction can have a significant impact on student

:-performance and that teachers may differentiate their feedback strategies

based on certain student characteristics (e.g., ability). Unfortunately, due

to numerous methodological limitations, these studies do not provide'much in

he way of specific information about specific feedback patterns and pupil

performance, nor, with the exception of Allington's and Pflaum et al.'s re-

search, are the patterns generalizable in clear ways tO practicing teachers

in regular classrooms. It was out of this concern for increased specificity

and generalizability that this present study was initiated.

The goals of this study Were three-fold:

1,1) 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 may not.consistently

vary feedback between students in different ability groups.

(3Y To infer-toward possible relationships between teacher feedback

p-atterns 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 readintgroups, and two,teachers had three

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

of 116 S'S with an average of 7.25 per group (11 max., 3 min.). While

each teacher naturally divfdided their students into reading/groups accor-

ding to the reading ability of the individual student, students were, un-

fortunately for the research,design, assigned to teachers in some degree

by their reading,ability. This means that the low reading group in one

class might be made up of better readers than a high reading group in, another

class. For this reason reading groups were classified as high or low readers,

'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 1 and the

lower athievina groupS being in Group 2. There were 63 S's in the higher

group and 53 S's in the lower group. The high group achievement scores had a

mean pertentile score of 74.54.while the low groupsmean was 28.5G. The fact that

the teachers are unevenly assigned to groups creates certain problems for

analysis which will be diS'cussed 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 examinatioh of reading instruction in the field. Videotapes were

then coded in the laboratory using the FORMAS coding system (Hoffman & Baker, 1981).
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This system of analysis identifies five major clusters of teaCher pupil be7

haviors which are miscue focussed (see Figure 1). Cluster I specifies the

type of miscue as well as qualitative characteristics (i.e.., meaning change

and grapho-phonic similarity) of certain iiscues. In Cluster II the.first be-

havior of the student following the miscue is recorded. The characteristics

of teacher feedback are addressed in Cluster III in terffs of feedback type,

form, timing, 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 anyone) identifies the miscue. In addition to this miscue

information, the students were monitored for number of words read correctly

and rate of reading. Research team members served as coders of videotapes.

The coders were trained to criterion levels

using the procedures outlined in the FORMAS training manual (Hoffman, Gardner,

g, Clements, 1981). All coded sheets were reviewed for consistency and a random

smple tested for inter-coder reliability by at least one other trained coder.

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

Dat'a Analyis

There are many analyses possible given the complexities of the FORMAS.

The analyses used for this paper were carried out in three phases. .In each

phase the high Nersus low reading groups were included as a factor.

The dependent variable used in each of the analyses described below

L. miscue rate for each category. This was calculated for each group by

dividing the number of miscues made in a Category by the total number of

words read by that group and then multiplying by 100.

Phase I. In Phase I the major categories in the FORMAS clusters were

analyzed separately (cluster IV is not-included in this paper). In cluster.
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I a two way between-within analysis of variance was run with ability groupS

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

IT a similar analysis was run for reaction categories. Repetition miscues

are omitted from the analysis. In Clucer III feedback categories replaced

reaction categories and in Cluster V resolution categories were analysed.

Repetition miscues and immediate self-corrections are omitted from the latter tWO

analyses.

Phase II. In this phase the subcategoriesin Cluster I and III were ana-

lysed. For Cluster I this implied two analyses. In the,first there were
N

three factors; 0 reading ability, 2) miscue categonyinsertions, omissions,

substitutions), and. 3) degree of meaning change. The Second analysis also

had three factors; I) reading ability, 2) miseue cai:egorieS (substitutions and
\.

mispronoun6ements), and 3) grapAo-phonic similarity.

In Cluster III there were three analyses in this phase. First, sustaining

and terminal feedback were broken down for timing of feedback. Second, these

two categories were broken down into the Point 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 III. 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, III, and V would be rerun, this

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

Clusters III and V were then reanalyzed includin9 reaction cate9ories as a

factor with repetitions omitted from the analysis, and Cluster V was reanalyzed

ki
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.011111P.

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 fit the logic of the coding system. In each set there will be

some analyses duplicated. These analyses will be ignored. The reader

should also note that while each set of analyses examines the same body of

miscue data, the distribution of miscues within the clusters are indepehdent

of each other.

Limitations. There are two problems inherent in this analysit. it

,has already been mentioned that there is a confound between the ability

grouping used and teachers. The seriousness of this problem should nbt be

underestimated, but it was felt that the Alternative which was to make

teacher the unit of analysis would not improve-the interpretability Of the

findingt since.some of the teachers did have groups which spanned the high

to low ability boundary. The results of this analysis which concern reading

ability must be considered as suggestive oniy. Many of the result which

will be discussed, however, do replicate previous work in this field.

The second problem of these analyses has to 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.g, lop ), the consequences of not transforming is.a loss of Power

in most instances. It will be seen shoofly that-any loss in power is not

crucial to the hypothesis tested. In addition, this type of transformation
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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 tlransformations a zero must be made into an

arbitrary number. If.this were done, it would be very difficult to inter-

pret analysis which contained zero rates.

Results and Discussion
_ _

Of the cTasses videotaped in the original sample, teacher guided

oral reading was found to be present with sixteen different reading groups,

or 63CL of4 the total number observed. While the total number of reading

sessions in which oral reading occurred was equal for the high and low

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

significantly different (p4.01) for the high (331 minutes), and the low

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

time for-both the high and low readers was spent interacting directly with

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

discussing the story, 11% receiving verbal feedback to miscues, and the

remaining 8% ir activities unrelated to reading. The high groups spent 52%

of their time reading orally, 37% discussing 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 miscues per 100 words) than the students in the high reading

groups (5 miscues per 100 words). Reading rate in words per mthute was also

significantly greater in the high reading groups. The overall correlation

between group r-iscue rate and reading achievement.was r = -.75.
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These early findings-suggest first that oral reading is indeed a signi-

cicant part of reading instruction at the econd grade level. Second, that while

low skilled readers spend a oreater.portion of their reading group 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 occupies a significant portion of the time spent in guided oral reading.

The findings frOm the analyses of the miscue focussed interactions will

be reported in four major seccions which correspond directly,to four of the

five clusters delineated in the FORMAS taxonomy: (1) miscue characteristicS,

(2) student reactions, (3) teacher.verbal feedback, and (4) miscue resolution.

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, mispronunciations, hesitations:and repetitions) have different

characteristic 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 also an ability by miscue type

interaction [F(5,70) = 11.8138, p .01], indicating that high and low groups

differed with respect to the rate of certain kinds of miscues. The rate

for substitution miscues was approximately equal for the two ability groups.

The readers in the low jroups were more likely than those in the high groups

to sake hesitation and mispronunciation type miscues while the readers in

the hich groups were more likely than those in the low trake repetitions,

omissions, and insertions.
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Substitutions, mispronunciations,
omissions, and insertions were further

!rialyred for the degree to'which the miscues affected the meaning of the

text being-read. There was an interaction between ability groups and meaning

change [1.(1.14) 20.96, p, .01], with high &killed readers found to'be making more

low meaning change miscues afid low skilled readers.making more high meaning change

miscues. This difference replicates findings from numerous other studies

which have compared high and low ability readers using miscue analysis techniques.

Substitutions and mispronunciations were analyzed for the degree of

grapho-phonic similarity between expected and observed responses-,---There

was a significant three-way interaction for groups by miscue type by grapho-

phonit similarity (..F(1,14) = 10.97, p4.013. With substitutions the low,

group tended to make a greater proportion of high grapho-phonically similar

substitutions than the high group (73% vs. 60%). This finding parallels

what we have known from earlier miscue studies. ,When mispronunciations

are considered, however, an interesting paradox comes to light. A very

high proportion of the high group's mispronunciations were grapho-phonically

similar to the expected response'(83%) while for the low group,' there was

lower proportion of grapho-phosally similar mispronunciations (60%).

This finding is similar to that reported by Biemiller (1979.) in an expert=

mental study of miscue patterns for high and low readers reading from teAt Of in-

creasing difficulty. One explanation for the behavior of the high skilled readers

is that while they qenerally focus on meaning in reading, they do have good

'decoding skills. On those occasions where the) are unable to quickly re-

trieve a semantically appropriate response and are therby forced to rely

en their decoding skills, they do so quite well. The behavior of the low sktlled

reader ic eynlained in mart cm a decOdinn weakness and in part as an arti-

fact of coding. That is, as these students encounter very difficult words,
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their lip-ited decoding skills don't get them far enough Into the word to

earn a high nrapho-phollic similarity score (i,e; the reader must produce

at least two of the three partS of the word to earn this high similarity ratiq).

Lov skilled
readers are attending only to the first part of the word

when they mispronounce, thUs earning only a low similarity score.

Miscue Reactions

To review, the miscue reaction cluster specifies the reader's first

behavior immediately following the miscue. There are six categories of

reactions: continuation, repeated attempt, pause, self-correctioncall for

help, and no opportunity to react. So few instances of calls for help were

observed that these were eliminated,from analysis. Self-corrections of

ropetition (a mandatory coding In the reaction cluster) were removed

because they tend to artificially inflate the immediate self-correction

category.

There was a statistically significant mairi effect for student reaction

,, FF( c41
,

10.0651, p .01]. That iS, the student reaction types are

not eually distributrld. Specifically, continuation and no opportunity are

tne most frequent reaction categories, with self-corrections next, and

re'reveated attempts and pauses being the least frequent categories. The was

an interaction between ability.groups and reaction type ([F(4,56) 15.0662,

p .01], indicatinq that the.pattern of student reactions is different for

low and high.reading groups. For the high group continuations

appeared most often (47 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 common-reactian. What this means is that over one-half

thQ time the low skilled readers were interrupted by the teacher before thei'w':re

able to demonstrate any of the other types of reactions.
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The data related to typical reaction patterns to omission, insertion,

substitution, Inispronunciation, and hesitation miscues are presented in

A

Figure 2. Omission, insertionand substitution miscues are further broken

down by the degree of meaning change.- This. figUre and a number of others

depict contingencies between pupil behaviors (and sometimes teacher behaviors)

across various clusters of the FORMAS taxonomy. Cri Figure 2 we find, for

example, that low meaning change ',insertions 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 insertions accounte'd for 7.8% of the total

number of miscues made. Reading,across the figure we find that the pr4imary

reaction pattern to this miscue ty0e 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' total nuMber of

f

miscues. The primary reaction to'this type of miscue for the low skilled

readers was again to continue 'reading bUt only 58.7% of the time. Quite

frequently readers in this grOup wert'afforded no,opportunity to react be-

fore the teacher came in (23.8%) or-made repeated attempts at th'e-text rs'N

word (17.5- ).

In examining these ures, the reader should-keep in mind that the

self-correction cate'gory in the reaction cluster only refers to immediate

self-corrections. Delayed self-corrOctions where the student ultiMately

identifies a miscue without interruption by the teacher will,be discussed

in a later section dealing with the resolution of miscues. The datt in

this reaction cluster analysis seems to suggest that thelow skilled readers

"tend" toward 'a similar pattern as high skilled readers in continuing to read
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following miscues whIch affect text.meaning on.ly slightly. Unlike the

hiah skilled readers, however, it is very,unlikely for the low S-killed

readers to continue on after a mjscue which substantially affects text

meaning. Whether this is a strategy they don't have, or one which the

teachers will,not allow them timeto exercies because of their,immediate

interruption, is unclear.

Teacher Verbal Feedback

In analyzing the data relative to* teacher feedback, repetition miscues

old all other mic_ues immedidtely 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 (501, followed by no verbal feedback (35%) and then sustaining (14%).

Ihere was, however, a statistically significant interaction (p4::01) between
't

..hi,jh and low ability groups. For the high grOiip, t6 most common

type of feedback was no verhal feedback (73%) followed by terminal (16%), then-
.

sustaining (111. For the low group, the most common form of feedback WdS

terminal (64) folloWed by no verbal feedback (20%), then sustaining (16%).'

Figure 3 presents the type of feedback offered by teachers broken down

by miscu type for the high and low ability readers'. 'The Most dramatic

difference is with respect to substitution miscues where the dominant,pattern

for nigh skilled readers is no 'verbal feedback (75%) while for the lOw skilled

readerdthe dominant pattern is terminal-feedback (57%).

The type of teacher feedback, was thenexamined as a function of meaning

change with insertion, omission, and iubstitution type miscues. A statistically

significant elfect ,01.) was found4for feedback type as a. "function of

meaning change (Fi,gue.e 4): High meaping'change miscues were more'likely

to be respOnd.eejto t'han low meaning change miscues in both groups. TPte low
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skilled readers' miscues, whether high or low meaning change, are still more

ieiy though to be given an overt responSe by the ,teacher. In addition, low skilled

readers are ,still more likely to receive a terminal response over sustaining

kinds tf feedback.

The analysis of form of sustaining feedback did not yield any.statistically

-,ignificant findings. 'We suspect that the small number of instances of

sustaining feedback qverall (High Ability=.0892 miscues per. 100 Words; Low

Ability=.2393 miscues per 100 words) is the primary reason for not reaching

statistical significance. The proportions for the three forms

of sustaining feedbackattending (High skilled, 46%; Low skilled, 35%), grapho-

phonic (High skilled, ar; Low skilled, 52%) and contextual (High skilled, 24%;

Low,skilled, 13)--suggest that the poorer readers are receiving more grapho-

phonic cues and less,attending and contextual cues than the better readers.

It will take a larger data set to provide the necessary support before drawing

any firm conclusions, however.

Overt verbal feedback, which includes both terminal and sustaining

types, was offered to students in less than three seconds after the occurrence

of a miscue over. 35%.of the time. There was a statistically significant ,

interactihn (p <:01),between ability groups and timing with the low ski110 crou77

more likely to receive feedback in less than three seconds than the high

groups. The timing of feedback was also examined relative to the degree
,

4

of meaning:change with insertion, omission, and substitution type miscues.,
1

A statisti011y sighificant three-way interaction (p < .01) was found which

indiCated 'pat with the hIgh skilled grcilo there was greater likelihood for feedback -*

tebe delayed with loW meaning change miscues while with the low skilled group no

differences in tioing for meaning change were in evidence.
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The Point at which feedback was offered was also found to be signifi-
.

cantly related to the ability group (pIC.01)...For the 'low group readers,

96, of the overt verbal feedback was offered before the next sentence

break. Tho pattern for the high group was 81% offered before the next sentence

break, 1-3'", at the next sentence break, and 6% following the next sentence

.break. The instances of delayed feedback for the high group were generally

-

associated with omission and insertion type miscues: An examination of

point of feedback relative to mean'ing change revealed a statistically

significant three-way interaction for reading groups similar to that

found for timing (p<.01). With the high group readers there was greater

likelihood for the point of interruption to be dela:ed if the miscue re:-

sulted in little rnean,Ang change. For low group readers no differences

far point of interruption were found related to the degree-of meaning

change. Wait time apparently varied by teachers as a function of meaning

change for the high group, but not so for the low level readers.

Miscue Resolution

The final area of analysis focussed on the resolution of the miscue,

i.e., whether it was identified by the student who made the miscue, the

teacher, another student, or simply left unidentified. In Figure 5, the

cLata for resolution of miscues by miscue type are presented. Again, there

was a statistically significant interaction (p.(.01) for resolution by

abtlity group. The dominant resdfution patterns for tile high ability group

were student identification or leaVing the miscue unidentified. The domi-

nant pattern *for the poor readers, with the exception of mispronunciations,

wasteacher identification of miscues.

. Resolution was finally examined as,a function of the form of sustaining

feedback. A statiStically significant main effect was found with no inter-
,

.

action by ability. Attending feedback led to student identification of the
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miscue 85% of the,tioe, contextual feedback almost BO% of the time, but

grapho-pnonic feed&ack only 68% of the time. Approximately 25% of the

miscues given graOho-phonic feedback were ultimately identified by the

teacher.
v.,

Summary and Interpretation.of Findings

The poorer readers in this study were found to be experiencing less

teacher contact, less engaged time, and less task success than the better

readers during guided oral reading. The fact that'these three varlables

have shown up repeatedly in research on teaching as strong positive

correlates of effective teaching, points to the serious nature of the

problem facing the poor reader.

Further, there appears to be little redeeming for the poor reader in

the cidality of'.the'interaction during guided oral reading. That is, there

appear to be goite distinct patterns in teacher/pupii interactive behaviors

over miscues during guided oral reading as a function of ability. Creating

a composite based on the data from this study we see the good reader as one

who makes mainly substitution type miscues which affect meaning only &Tightly

and do not resemble the grapho-phonic characteristics of fhe text word. The

good reader-is most likely to Continue reading in the text without interruption

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

difficult words, the good reader is likely to mispronounce and then immedi-

ately'self-correct or make repeated attempts at the word, agatn, without

interruption from the teacher until the word is successfully identified.

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

-substitutioii miscues; Iiowever, these miScues do resemble the grapho-p4onic

features of the text word 'and WO substantiallyraffeCt text-Me-el-M-11-17

suchaAtances the teacher 4s likely to tptrrruptallnost.jeulettJylv.ur after
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the student has paused briefly to give the correct word. With even more

difficult words the poor reader is likely to hesitate and all but wait for

assistance which the teacher quickly obliges by giving the text word.

The behaviors,of both teachers and students in this study offer support,

for Doyle's (1980) notion of "reciprocityu'as it operates in instructional inter-

.ctions. That is, both teachers and students are each influencing the behavior

of the other. Consideration of this phenomenon helps to explain not only the.

findings of this study of verbal feedback but also those of Allington (1978,

190 and Pflaum et al. (1981). The patterns ip the,data we have observed,

however, suggest something more than just reciprocity, i.e., the behaviors of

teachers and students appear to be adaptivt with each,accommodating inforsation

from the other source to modify their own behavior to some state of equilibrium or

balance. Both teacher and students' appear to share the common goal of completing

the activity in as efficient a manner as possible.

The driving force beKind the adaptive behavior 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 miscues in the low groups were explained as often by group management

constraints and need for curriculum coverage as they were eiplained 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

, a variety of learning 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 role

in assuming responsibility for sustaining the st--ients through these tasks.

During ins"tructional interactions, teachers might be thought of as attempting
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to, maximize the amount of instructioh witn minimum disruption to the activity

flow. Teachers and students negotiate (McDermott, 1977) toward an equilibrium

.which is optimal for them'and Ultimately results in stable and mutually re-

inforcing behaviiors. Once achieved, the equilibrium takes the form of routines

(Clark and Yinger, 1979) or mental scripts (Abelson, 197(; Shank and Abelson,

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

In the case of the feedback patterns observed in this study, the nego-

tiation process which leads to the development of routines appears to occur

at a group rather than at an individual.level. This finding is contrary to

popular beliefs (Rosenbaum, 1980) but consistent with the findings of other

literature on teacher decision making which suggests that once groups have

been formed, teachers make planning and interactive decisions based on group
P

characteristics, not those of individuals (Shavelson & Stern,1981). That the behaviors

of teachers in the same type Of activity is different across ability groups

indicates that the negotiation process toward an equilibrium can reach dif-

ferent ends. The existence of routines is not the issue. In fact, they may

be a necessary part of efficient instruction. What is at issue is the quali-

tative nature of the routines that are established. In guided oral reading,

there is little in what is being done by the teacher to encourage the'poor

reader to begin to look like the good, nor is there anything in the good

reader's behavior which encourages the teacher to behave as she or he does

with the poor.

Implications

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

routines for the low skilled readers must be modified if they are e\4er to bome

31,



like the high skilled.readers. Routines, however, by their very nature, are

.
not easily changed. Shavelson and Stein (1981) suggest that resistance to

change can be attributed to teachers who have made judgments over time and

have discovered through experience that a given routine works better than

other known alternatives. The goal of changing routines in guided oral

reading is, therefore, not to be easily realized. We can 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 difficulty and the second to the procedures used.

In this study we found the error rate for children in the low group to

be slightly greater than 10% while for the high group students it was less

than 5. Guided oral reading in very difficult materials for developing

readers is in fact a very different task from that of high readers in easy

material. By placing students in materials where the error rate is consi-

derably lower, it is likely that the performance of the students will become

more like that of the goad in terms of miscue characteristics (Biemiller, 1979;

Blaxall & Willows, ; Williamon & Young, 1974). The teacher will then

be in a more natural position to adapt his ar her responses accordingly.

A second way in which the task 6an be adjusted is to modify the proce-

dures for guiding 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 associaied

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

()
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and respond according to individual need, We would suagest

that, at early primary levels, as an alternative to round-robin reading,

teachers allow students to read stories at their own rate in a quiet voice.

The teacher can then selectively monitor and feedback to individuals. Guszak

(1980) reports data on a similar procedure t at indicates this is an effective

Ow
way to maximize the amount of reading studen s 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 strategies of

good readers through direct instruction. Specific to guided oral readina

we would suggest that teachers train or at least talk to students about

strategies for dealing with their own miscues. (In terms of the FORMAS

taxonomy this relates to the reaction cluster.) Students 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. Stu2

dents could be taught to make meaningful substitutions for unknown words as

"place 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 observations of many

teachers and students'in miscue focused interactions and the findinas of

this study, we would offer the following auidelines: first be accepting/

tolerant of miscues which do not affect greatly the meaning of text; second,

if feedback is to be given, delay 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 level, 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 may appear to

De 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

teaching explicit strategies are not followed.
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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 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

teaching explicit strategies are not followed.
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Figure Captions

Figure 1. Major divisions of the feedback to oral reading miscue

analysis system (FORMAS) taxonomy.

Figure 2. Reactions to miscues separately for good and poor readers.

Figure 3. Teacher feedback to pupil miscues for good and poor readers

separately.

Figure 4. Teacher feedback to good and poor reader miscues as a

function of mean-ing change.

Figure 5. Typical resolutions to pupil miscues for good and poor

readers separately.
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CLUSTER

I. MISCUE (THE OBSERVED RESPONSE IN RELATION TO THE EXPECTED

RESPONSE).

A. TYPE: INSERTIONS, OMISSIONS, HESITATIONS, SUBSTITUTIONS,

MISPRONUNCIAlIONS, CALLS FOR HELP, REPETITIONS

B. MEANING,CHANGE: LITTLE AND SUBSTANTIAL

C. GRAPHO-PHONIC SIMILARITY: HIGH AND LOW

II. REACTION (STUDENT'S FIRST BEHAVIOR FOLLOWING THE MISCUE)

A. TYPE: REPEATED ATTEMPT, CONTINUATION, IMMEDIATE SELF-

CORRECTION, PAUSE, CALL FOR HELP, NO OPPORTUNITY

III. 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)AND 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. TIMING OF TEACHER FEEDBACK: IMMEDIATE (LESS THAN 3 SECS)

AND DELAYED (MORE THAN 3 iEcs)

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 SECO

C. FORM: ATTENDING (NON-CUE FOCUSING), 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

Insertion (Low Meaning Change)
(.3375)* (7.8%)

Insertion (High Meaning Change)
(.06875) (1.6%)

Omission (Low Meaning Chanae)
(.61250) (14.2%)

Omission (High Meaning Change)
(.16750) (3,9%)

Substitution (Low Meaning Change/.
(1.1312) (26.2%)

Substitution (Hiah Meaning Change)
(.80125) (18.5%)

Mispronunciation (All)
(.6238) (14.4%)

Hesitation (All)
(.58) (13.4%)

LOW READERS

insertion (Low Meaning Channe)
(.07875) (.8%)

Insertion (High Meaning Change)
(.09875) (1.0%)

Omission (Low Meaning Change)
---t:27875) (3.0%)

Omission (High Meaning Change)
(.07875) (.8%)

Substitut)on (Low Meaning Change)
(1.17125)(12,2%)

Substitution (High Meaning Change)
(2.6875) (28.0%)

Mispronunciation (All)
(1.5838) (16.5%)

Hesitation (All)
(3.6276) (37.8%)

CONTINUE (95.2%)

0C NTINUE (78.2%)
--lb. Repeated Attempt (10.9%), Self-Correct (10.9%)

CONTINUE (75.9%)
Self-Correct (17.1%)

SELF-CORRECT (44.0%) CONTINUE (33.6%)

No Opportunity (14.2%)

CONTINUE (67.3%)
Self-Correct (11.4%), ReDeat (10.2%), No Opportunity (9.9S)

CONTIN6E (32.1%), NO OPPORTUNITY (25.6%), REPEAT (24.6%)
Self-Correct (17.6%)

77771: SELF-CORRECT (60.1%)
Repeated Attempt (20.3%), No Opportunity (11.1%)

NO OPPOgTUNITY (44.8%), SELF-CORRECT (29.3%)
Continue (12.9%), Pause (11.64%)

°".

CONTINUE (58.7%)
No Omortunity (23.8%), Repeat (17.5%)

NO OPPORTUNITY (60.8%)
Continue (25.3%), Repeat (13.9%)

CONTINUE (48.9%)
a. No Opportunity (35.9%)

SELF-CORRECT (46.9%), REPEAT (41.3%)

Continue (12.7%)

NO OPPORTUNITY (44.3%), CONTINUE (37.8%)
Self-Correct (13.6%)

NO OPPORTUNITY (57.02%)
Continue (20.9%), Self-Correct (13.9%)

NO OPPORTUNITY (35.6%)t SELF-CORRECT (35.6%)
Repeated Attempt (19.02%), Continue (9.79%)

NO OPPORTUNITY (73.6%)
Pause (15.0%)

Mean Number of Miscues/100 Words Read Primary Reaction Secondary Reaction
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HIGH READERS

insertion,
(.12879)11(11.4%)

Omission
(.2033) (18.2%)

Substitution
(.5313) (47.5%)

Mispronuhciation
(.1163) (10.4%)

Hesitation
(.1388) (12.4%)

LOW READERS

.Insertion
(.0658) (2.4%)

Omission
(.0971) (3.5%)

Substitutian
(1.155) (41.4%)

Mispronunciation
(.3529) (12.6%)

Hesitation
(1.1198) (40.1%)

s ""1114

NO FEEDBACK (99,6%)

NO FEEDBACK (87.3%)

NO FEEDBACK (
Terminal (13.

NO FEEDBACK (
Terminal C26.

TERMINAL (42.
Sustaining (1

74.2%)
6%), Sustaining (12.2%)

58.1%)
9%), Sustoining (15.1%)

6%), NO FEEDBACK (38.4%)
8.9%)

NO FEEDBACK (55.1%)
Terminal (38.0%)

NO FEEDBACK (55.4%)
Sustaining (38.2%)

TERMINAL (56.6%)
No Feedback (27.5%), Sustaining (15.9%)

TERMINAL (61.7%)
No Feedback (22.2%), Sustaining (15.9%)

TERMINAL (74.2%)
Sustaining (17.4%)

Mean Number of Miscues/100 Words Read
Primary Reoction
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Secondary Reaction
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HIGH READERS

Low Meaning Change Miscues
(.61)' (73%)

High Meaning Change Miscues
(.23) (27%)

LOW READERS

Low Meaning Change Miscues
(.45) (33%)

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

NVF (85%)
Sustaining (8%)

NVF (70I)
Terminal (17%)

NVF (49%)
Terminal (40%)

TERMINAL (63%)
NVF (23%)

Mean Number of Miscues/100 Words Read Primary Reaction Secondary Reaction
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HIGH READERS

Insertion
(.10625)" (9.6%)

Omission
(.20156) (18.0%)

Substitution
(.47375) (42.6%)

Mispronunciation
(.21844) (19.7%)

Hesitation
(.11062) (10.02)

LOW READERS

Insertion
(.049375) (2.0%)

Omission
(.09) (3.7%)

Substitution
(1.0041) (40.9%)

Mispronunclaim,
(.40094) I b .170 )

Hesitation
(.91156) (37.1%1

ve
-

UNIDENTIFIED (78.2%)
Student (21.8%)

UNIDENTIFIED (55.2%)
Student (35.0%)

UNIDENTIFIED (42.7%), STUDENT (42.2%)
Teacher (11.7%)

STUDENT (75.5%)
Teacher (12.4%)

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 (29.52)

TEACHER (52.7%)
Student (28.15%), Unidentified (17.6%)

STUDENT (50.6%), TEACHER (41.9%)

TEACHER (75.0%)
Student (21.7%)

" Mean Number of Miscues/100 Words Read Primary Reaction Secondary Reaction
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STUIWNTS BELIEFS AND ATTITUDES ABOUT
ORAL READINC INSTRUMON

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 Fvertson (1981), beliefs are statements about something or someone
thought to be true whetheror not the-y are. Attitudes are affective or emotional
reactions to events or people. There is a substantialthough not particularly
enlightening--history of research into attitudes and reading. Most of the re-
search in this area has focused on attitude formation and its relationship to suc-

cess in learning to read. More recemly, there has emerged a line of research
exploring children's beliefs or conceptions of reading at various stages of profi-
ciency (Downing, 1969; Johns, 1970). The results of these studies seem to indi-

cate distinct patterns of belief systems which are in part 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 instructional contextteacher guided oral
reading. It was hoped that the insights gained from such an investigation might
ultimately lead to more enlightened elassromn practices.\Teacher guided oral
reading has been and remains a common part of the classroom routine at prim-
ary. levels (Austin & 'Morrison. 1967; Howlett .& Weintraub, 1980). Teacher
guided oral reading typically takes the form of "round-robin" -or "barbershop"
reading. The practice has been indicted from .many sides and for many reasons
(Artley. 1972; Spache &. Spache, 1977). One of the. most common charges is

that it is unfair to studentsin particular low ability readersexposing them

to ridicule and embarrassment. The results of a survey by Daly and-Hoffman
1981) of classroom practices and teacher attitudes toward guided oral reading

.vould seem to indicate that teachers do not share this belief. Most primary
leachers regarded .guided oral reading as a valuable instructional activity for
NO good and poor readers. They do not view the task as unfair or eMbarras-
sing 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 he fun Jo he good l'or you.



METHOD

The research site was a intxlerute siied school district located in the south
central region of the United Staie.i. Ilw developmental reading program in ibis
system could best he described as traditional with a basal orientation and an
emphasis on ;Many grouped instniction. All teachers of .students in the clas-
sroom' studied reported frequent irse of group guided oral reading as part of
their instructional program. The data to be reported were collected as one part
of a comprehensive investigation of teacher-pupil interactions.during oral read-
ing:

Subjects
Students from the high and low reading groups (N=207) is 23 second grade

classrooms in this district's ten elementary schools participated in the study.
There were a comparable number of males and females in the sample.

Powrilures
The data for this project were collected during weekly _visits to the research

site over a three month pericx1 M the fall of the year. The students in each
group were selected at random. All tests and interviews -were conducted indi-
vidually outside of the classroom %cling. Students were lira administered the
Slosson Oral Reading Test (SORT) to provide an estimate of reading achieve-
ment levels. This brief testing period was followed by an extensive interview
session.

InAtrumenuirion
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" (e.g., "Do you enjoy reading?). Others required
the students to state a preference (e.g.. "Would you rather read out loud or read
silently?"). No item contained more than two choices frOm which the students
were to select. Six of the items wcrc repeated exactly in other parts of the inter-
view to cheek for response consistency. Thc items were clustered into six major
sections related to the following themes: I. Attitudes; II. Perceived Ability; III.
Proficiency Constructs: IV. Teacher's Role; V. Social/Evaleation Context; and
VI. Models.

A

The items within each section had been developed and pilot tcsied as part of
an earlier sttidy (Hoffman. Kastler. nd Nash, 198I ). The first set of ten items
in the Attitudes section explored students feelings about reading in general. and

the. second set of ten items examined feelings 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 pert'Ormance and another'
live items over what the. respondents knew about poor oral reading perfor-
mance. The Teacher's Role section contained rive items covering what the stu-
dents liked the teacher to .do when they made a mistake or otherwise encoun-
tered difficulty in oral reading. The Social/Evaluation Context section contained
lifteep items related to how the respondents felt about others observing or judg-
ing their oral- reading performance. The.final section of the instrument contained
live questions related to what models of' oral reading the respondents S'ir. ex-
posed to both in and out of the school setting.



RES111:1'S

A preliminary analysis was conducted to test the reliability of student re-
sposne patterns. Tetrachorie correlation coefficients were C1nuptiled for the SIN
pairs of repeated items in the interview. The average correlation for all six pairs
01 items was .79. Each of the individual correlations was statistically significant
at the p.001 level.

Correlation matrices for each of the six major sections of the interview instru-
ment were-then computed as a test of construct validity. Separate matrices were
formed for the general, vs. oral'reading attitudes section and the silent vs. oral
reading perceived abilities section. The most highly 'correlated items within each
section were then selected as the basis for computing a composite score on each
subsection. There were no significant correlations between any of the items in
the proficiency construct section so no composite score was created for this sec-
tion. The Social/Evaluation Context section was broken down hosed on item
content and inter-item correlation patterns into Iwo ncw areas of audience ef-
fects and negative afket toward oral reading performance. The following areas
were thus identified: (I) General Attitude (3 questions); (2) Oral Reading At-
titude (5 questions); (4) Perceived Abilitysilent reading (4 questions); (4)
Perceived Abilityoral reading (4 questions); (5) Teacher's Role (3 questions):
(6) Audience Effects (3 questions); (7) Negative Affects (3 questions); and (8)
Home Reading Models (2 questions).

A multiple regression analysis was then performed using the SORT achieve-
ment lest scores as the criterion variable and the eight composite scores as the
predictors. Thc R was found to he .37 (p<,001). This figure meets
Cohen's (1977) criteria for a moderate effect size. Three of the eight composite
scores were found to explain most of the variance. These were: perceived abil-
ity 'in oral reading; teacher role; amd audience effects. A reduced multiple re-
gression using just these three predictor variables yielded a multiple R of .34
with an adjusted 122 of .10. Thc Bela weights for the three composite variables
were ,22 for perceived oral reading ability (p<.(X)2); .20 for leacher rolc (p<
.(X)4); and .13 fiir enjoyment/andience effects (p<.07). Thc questions subsumed
in each of these three .composile variables are presented in Figure I.

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

The responses of students in both the high and low groups reflected 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 thc majority or low read-
ers (52%) reporte that it was not fun. Both groups responded overwhelmingly
(95% to 5%) thal their leachers thought of them as good silent readers. The
figure remained almost the same (93% yes) for the high group whcn asked
whether th-ir teacher thought of them as good oral readers. In the low group.
though. the vercem of students who reported that their leacher did not think of
them as good oral readers rose to 25%. Only half of the low group regarded
themselves as good oral readers whereas 83% of the low group regarded them-
selves as good silent readers. For the high group. 87% regarded themselves 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 leacher 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. . .

1 u

ei,4v



NRC, Students' Beliefs ,and Attitudes About °rail. Reading- instruction
Disk 47, File 5, Galley 5d, mss. 312-315

A vast majority (90%) Of the high group readers reported that' they like to
read out loud ni their reading group. 44% of the low group readers responded
that they did- not like,to read out lbud in their groups. This difference is in
contrast to the congruent pattern of .responses to the, question Of .whether'they
enjoyed reading out loud to the teacher when they were alone (83% yes for the
iniaegroup and 74% .ves for the low group). Students in both "groupS revealed
..:risitivity to the evaluative aspects of reading'orally in groups. They agreed
that oral reading performance affrcted .placement in high or low readi,ng groups.
Most students 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 nervous when reading or:01y -with others listening.

DISCUSSION

The findings from this study sugge:a that eyen by the beginning of second
grade students have_ some developing beliefs and attitudes toward oral reading
instruction. These beliefs and attitudes are clearly tied to reading ability. The
three_composite variables (i.e.. perceived ability in oral reading, teacher's role,
and audience effects) identified through the multiple regression analysis point to
those areas where beliefs and attitudes are strongest. The better thc reader the
ereater the enjoyment rcgardless 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. Thc poorer thc reader thc less the
enjoyment and the greater the desire for teacher invOvcment. 11 is alSo interest-
ing that the .variable perceived ability in oral reading relates (i.e., predicts)
reading achievement much better than does perceived ability in silent reading.
Valid .or not: oral reading performance seems to be ihe best gauge for students
to use in evaluating their own ability.

The analysis of specific items relative to extreme ability levels adds addi-
tional evidence to suggest that, at least for poor readers, oral reading is a stress-
ful and anxiety producing part of thc classroom instructional routine.
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FIGURE 1

Preceived Ability hi Oral Reading

Are you a good oral ieader?

Do yOu read ilia loud very well?

Do other kids think you are a good oral reader'?

'Does y(Air teacher think you are a good oral reader?

Teacher's Role

Do you like for the teacher to tell you words when you don't know them?

Do you like for thc teacher to call on other kids to help .you with the words?

Do you like for the teacher to help you figure out word's you don't know?

Audience Effeds

Do you like to read out loud whcn thc teacher calls on you in the reading group?

Do ,you 'like to read out loud to the whole class?
`i

Do you like to read out loud ro your teacher when you are alone together?
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342 READING WORLD

ON PROVIDING FEEDBACK
TO READING MISCUES

by James V. Hoffman

ABSTRACT

The author examines the potential fin oral reading with
individual students at their instructional level as a means for
developing basic word recognition strategies. Three (Innen,
simis 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
Wachers determine which miscues they will or will not make'
an overt response to, The second dimension of timing ad-
dresses the question of when such feedback should be of-
fere& Arid the final dimension of fnrm considers the actnal
characteristics of the prompt itself.

Both teachers and their students have a theoretical orientation

tn"rd re"(li" i.e. rartieudar knowledge and belief system
vli i(h ) . . operates to establ ish expectancies and strongly influences a

whole host of decisions made . . relative to reading- (1-larste & Burke,
1.977). While this orientation is often implicit in that neither the teacher
nor the suident may he aware (lilts (Orin, it is possible to infer almtit the
characteristic's 'of a particnlar model based on observations of Per-
l)r)nance.,For a teacher, this may mean examining patterns in instruc-
(ion such as materials, management procedures mid so ,on. For a
student, this may involve exten.sive qualitative analysis of reading per-
form:ince. I larstv and Bur.ke propose that a student's theoretical
orientati(n) toward reading is at ltmst in part a product of that indi-
vidnal's instructional history. In other words, a student's model of
reading will tend to evolve toward the teacher's orientation as a
result of instructional interactions. If this fargument is valid then it
would seem imperative that teachers devote .conSiderable time in

111
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.malyzing the theoretical orientation implicit in materials and proce-
dures they presently use.

Perhaps the most immediate manner in which teachers %cm their
theoretical orientation during instruction is through the fOrm of feed-
hack provided to students while they miscue during oral reading. Such
interactions not only, allow. teachers to study a student's model of'

reading, but perhaps inure importantly they allow students the oppor-
tunity to examine tlw teacher's model vis i vis the prompts which are
provided. Students are then free to 'accommodate the information
gained thronglu interactions with a mature, "proficient" model of read-
ing to adapt and refine theiy own.

What do we kuow about the dynamics of the interactions which
take place lwtween teacher and st ident under such circumstances?.
Surpris ingly very little, when we e snkr the amount of instructional
time devoted to oral reading exercises in primary classrooms. We hear
critics repeatedly attack the all too common abuses-of oral reading in
the classwom such as "round robin" exercises, yet seldom are teachers
counseled ns 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
purpose hd Mill reading, where success is insured, rehearsal allowed,
and rn ludienee provided, generally emphasize the opportunity to
develop interpretive and performance skills. It is this author's conten-
tion that oral .reading at a stndent's instructional level with a teacher
present to provide feedback to.miscues also has great potential Asir the.

development of basic word recognition skills.-The purpose of this brief
article will be to identify'. and examine some dimensions of kedback
kith from a research ;old applied perspective as they relate to oral.
leading. No attempt will be made to formidate specific preScriptions as

to what teachers should do in various contexts. HopefUlly, though,
enough information will be presented to make teachers first aware of
the major variables in operation and second to colokler what patterns of
feedback arc consi,;tent witli their own theoretical orientation.

Dimensions of Feedback
Kulhavy (1977) has proposed that feedback aims at two main goals

in learning. First, it provides 'the learner with infimnation about the
,iccuracy with which he is perfinming a task. Second, feedback can
alfeet cirors lry telling students when they occur, alid then allowing
them to engage in correetive activity. In terms 'of accuracy two things
('an occur when students.read orally: (I ) They can confirm OM expecta-
tions bY responding with the words as we peree.ive them in the text, or
(2..) they can miscue, i.c., respond in some way which deviates from our



34-1 READING WORLD

expectations. This secomfcategory would also include those Occasions
.

in which the observed response is no response (e.g., the stn(lerit stops
reading, asks for assistance, and so on).

Overt feedback for a correct or an expected response by the teacher
is atypical in most situations. Apparently, it is assumed that the intrinsic
reinforcement present in correct identification combined with an ab-
sence of a negative response provnle together a sufficient level of
positive reinforcement. How and under what conditions teachers re-
spond to miscues varies considerably and is dependent on their
specific rules fnr feedback. Such rules specifY both the conditions
under which they are pui into operation as well as the range of alterna-
tive response strategies. There.appear to be at least three identifiable
dimensinns to these rules as they relate to oral reading: selectivity,
timing, and fnrm. Each of these dimensions will he in turn considered
and analyzed.

Selectivity af Feedback
Decisions as to the most appropriate form and-timing o responses

are meaningless without first developing gnidelines as to wl ich devia-
tions they Aould he applitql to. The selectivity dimensioi specifies
diose ms under which- the response component of th feedback
mechanism is pia into operation. How selective our feedback strategies
are may range from an absolute criterion level where each and every
(le iation is given a response to a highly.sclective level.where a deci-
sion to intervene' is based on a consideration of complex situational
variables.

Thu imidcncy in controlled rcsearch studies into the effects of
prompting and feedback on learning has been to measure performance
only in binary terms which thereby elicit aleaction solely on the basis
ot incorrect or unanticipated responses. Such a practice certainly over-
simplifies the relatimishipbetween feedback and learning; and, more
importantly, dues not reflect the complex reality of learning enViron-
ments where such interactions typically occur. Although a miscue and
an oral reading error might .share -a common operational definition,
there arc qualitative characteristics in which they can differ greatly.
Analogously, while there may be any nunther of incorrect responses to
a straightfOrward literal level .questicon, some answers may be more
"right- than others. So too with miscues, mime deviations from the text
re simply more acceptable than others. When one adopts a unidimen-
sional mechanism of ... if deviation then response ... one reflects a

notion that reading is an,all or nothing mastery task rather than a
progressive movement towirrd proficiency.

A response mechanism which is keyed toward this notion of
movement toward proficiency will identify and attempt to build on

113.



MAY, 1979 345

how well the reader is performing relative to his own needs. It would
be a (Milton diongli feasible task to identify and weight any number of
sitnational variables which might influence one's decision to respond
or not resPond includingsnch factors as the student's ability level, the
diffieulty of the text. and the purpose of the reading exercise. The
greater the number of varialdes one might Mcorporate into a deciion
making SCIWIlle, IlOwt.'ver. the morc complicated the matrix to)w man-
ipulated. So complicated in fact, that due to our limited processing
capabilities, we very quickly render our kedback strategies inopera-
tiye. This is not to soggest that we ahamlon the principle of selectivity
altogether. rather that (at least initially) we must severely limit the
%ariahles that aro considered if' the system is to be kept manageable.

One promising approach wonld be to key the decision to iespond
primarily to qualitative characteristies of the deviations or miscues
duonse Ives. K. Goodman (1967) and Y. Goodman & Burke (.1972) have
provided us with both a theoretical framework as well :Is practical
models for such analyses. Applying these principles, even at a very
informal level, we can make valid and reliable judgments as to a
miseuc's grapho-phonic. syntactic. tritl semantic appropriateness.
While tliere has heel] little research into the effects of differentiated
prompting based on such an analysis, there have been relevant findings
related to miscue characteristics and student's self-correcting behavior.

Goodman (1973) in examining the correction strategies of low,
average, and high alnlity readers found that no One group correCted
more than 38'4 of its miscues. It WAS humid, however, that across these
ability groups some forms of' miscues Were more likely to be corrected
than other:. There was A strong tendency, for example, to correct
miscues which result in unaCceptable or partially acceptable semantic
and syntactic structures. There was also a tendency not to correct
miscoes with low graPho-phonic similarity if the criteria for semantic
and syntactic acceptability were met..

Itlias been suggested that the self-correcting strategies employed
by more proficient readers might form reasonable .guidelines with
respect to Nelcutilig which types of miscues might require direct feed-
back (Goo(lman & Burke, 1974; Becht, 1976; .11offman,,1977). These
authors suggest that teachers respond with snme forrn of feedback oOly
when miscnes fail to meet the criteria of syntactic and semantic appro-
priateness. Such a condition for selectivity not only has greater
theoretical appeal and research support than responding to each and
e5ery iniscne. hilt 'also is a more realistic alternative to those who
suggest we consider c cry variable under the sun before deciding
whether to respond oi not.
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Tuning 01 Feedback
Once the decision to respond has een 'made, consideration must

bc given to the time frame in Which it is offered. Feedback can be given
immediately or ircan he delayed for, some period (e.g. after the student
has finished,, a sentence or paragraph). The concept of wait-time as
propowd by Bowe (1972, 1974) in sbidies of teacher/student question-
ing hchavior can be readily adapted to an nnderstanding of the effects
of timing of feedback during oral reading. Bowe (1974) identifies two
varieties of wait-fime: the time allowed to a student to begin a reply to a
teacher's question and the time fnl lowing a student statement prior to a
-teacher"s reaction (Figure 1). BoWe (1972), in a study ofteachers trained
to, increase wait-tinic, identified changes in student perfnrmance in-
chiding an increase in the length of responses and a decrease in the
mimber of finhires to respond. Changes in teacher behavior included
an increase in wsponse flexibility and greater variety in questioning.
patterns.

Applying this sante strneture to an analysis of feedback during oral
reading, we cart identify and define two classes of wait-time (A) the
time allowed to the student between his last correct response and the
next 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 tu (late investigating the effects of changes in wait-time intervals
on mal wading performance, it is possible to speculate on the possible
outcomes.

Adopting Smith's (1971) perspective from signal detection theory
we wotild expect that as wait-time A increases, the number of miscues
AS well as the numlier of correet identifications will increase. Smith
argues that these two possibilities.are tied directly together. That is, if
our objective is to increase the number of correct responses .we must
vileourage and be willing to tolerate an increase in the number Of
miscues.

Insight into the effects of an increase in wait-time B can be gained
through a consideration of the Delay Retention Effect (DRE). This
effect occurs when learners have feedback delayed for some period..
Subjects fOr whom kedback is delayed, generally show greater recall
than for those who arc given immediate feedback. Kulhavy (1977)
explains that "When a student makes an error and receives feedback
nm»ediately, the chances of interference between correct and incor-
rect choices are high, simply I tecause the item sterns are identical and
the response antagonistic- (p. 22:3). However, when a delay is placed
between the error and feedback incorrect responses are fnrgotten and
the likelihood is greater that the correct answer will be remembered.
DBE research has also demonstrated that feedback not onlY works to
identik r1-101S, lila appl'Oprillir tasks leads subjects to correct them-
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selves & And(,rson, 1972). Similarly, as wait-time B is in-
creased ill oralreading, accuracy should be effected positively through

ineream.d opportimity for student self-correction as the force of
«nitext grows stronger: An added benefit of an increase in wait-timc B
is that the observer is given more time both to consider selectivity
criterion (i.e. whether to respond or not).as well as more time to reflect
on the most appropriate form of feedback.

Form of Feedback
The form of feedback provided by teachers to oral reading miscues

typically range 'from a simple -no- or unacceptable response to the
plesclitation of .tilistantial corrective infOrmation in the form of
prompts. Duell (1968) defines prompting as the pairing of a cue, the
stimulus that is to control, with a prompt, a stimulus which already
controls or partially controls the desired response. The goal is to shift
control of the response from the prompt to the cue with which the
prompt is paired.

Research reported by Anderson, Brophy, and Evertson (1977) as
part of i larger study into general characteristics of teacher etkctive-
ness An(erson & Brophy, 1976; and Ogdon, Brophy, and Evertson,
1977) of.fers insight into, the effects olvarions forms of prompting. They
classify prompting strategies into two general types: terminal and sus-
taMing. Terminal feedback during oral reading would include such
actions .as the teacher giving the ,:ppropriate word, the teacher asking
another student to supply the word, or another child calling out the
word before the teaclwr can respond. Sustaining feedback includes
teacher actions which call fOr the student to try altern'ati yes based on
closer examination of cues smith as initial and final letters, word length,
the meaningful context, and so on. Their study was designed to investi-
gate the effects of these two di fferent,forms of teacher feedback be-
havior as related to residual gain scores in reading achievement over a
one year period. They found that terminal feedback to inappropriate
responses (in the form of snpplying the correct 'response) was nega-
tively related to learning. Sustaining feedback (in the form of elnes or
helping with simple (uestions) was positively related to gains.

The specific fOrm of sustaining .feedback to be offered can be
further delineated in terms of the "level-of response being cued. That
is, where is it that we are asking the student to focus attention? Ailing-
hin (1978) identifies and provides examples of three levels of' what
could be termed sustaining prompts:

-Graphemic - teacher comments which direct the reader to
attend to a visual aspect of the word . (e.g.) What's the first
letter?
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Phwienne teacher comments which direct the reader to
attend to a grapheme-phoneme corresPondenee . (e.g.)

Sound it out.

Semantic and Syntactic - teacher comments which direct the
reader to attend to eith('r syntactic or semantic aspects ef the

wntenee , (e.g.) Does that make sense?" (p. 6)

It is Allington's contention that the level of sustaining responses
serves to orient and focus.studetits* attention. If this is the case then the .

level at which a teacher begins the prompt seems -to be most critical.
lere teachers have an opportunity to exercise decisions based on

speei fie diagnosis of an individual student's strengths And weaknesses.
Perhaps the !Mist basic consideration in determinirig the level of re-
sponse is to examine the criteria used in the dimension of selectivity. In
other words, those miscues we choose to respond to gives us consider-
able gindaiwe as to how we slmji Id respond. I Iselectivity is keyed to
el laracteristies oldie miscue (e.g. violating semantic constraints) then it
would ;Celli to begin sustaining feedback at that level.

Summary,
he effects of feedback doring oral reading on tlw development of

reading proficiency are too iinportant to be left to simple intuition.
l'here is perhaps no other monwnt in instruction where a teacher's and
student's models of reading come into closer contact. Recognition of
this fact requires that teachers place under careful scrutiny their own
pnimpting strategies. Three dimensions of feedback have been iden-
tified in this article which should allow teachers to begin to formulate
such an analysis:. selectivity, timing and form.

Rathei than begin with all attempt to develop a theoretically per-
fect or ideal model for intervention and then attempt to put it into
operation all at once, a more realistic approach would be fOr each
teacher to analyze their current strategies with respect to each of the
dimensiims presented. Once this is accomplishedit is suggested that
changesin strategics lw incorporated on one dimension at a time so the
effects in student perfOrmance can be directly observed and evaluated.

Tcac her ()Iiestion

X

Student Response Feedback

Wait-time

0 X

Wait-time

Figur-e 1 Wait-time in teacher questioning behavior
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Next lepolise

(1) correct identification

Student.s lust col Feet --Teacher

word identification (2) miscue feedback

(

Wait-time A .Wait-time 13

Figure 2 Vt'ait-time in teaclwr prompting during oral reading
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Characterizing teacher feedback
to student miscues during
oral reading instruction
Charting your teacher 1 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.conceptual
framework for analyzing oral read-
ing performance in qualitative terms.
While this approach has had substan-
tial impact on reading education in
many areas, to dati 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:

Student:

Teacher:

Example 2
Text:

Student:

Teacher:

They didn't lack sup-
plies.
"They didn't (pause)
lack supplies."
"Short a, rhymes with
back."

Mr. Brown finished
the newspaper.
"Mr. Brown finished
the na-ear-sp-na."
(Pointing to picture)
"What's he reading?

120
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Exampk 3
. Text: The apples were hang-

ing from the branches.
Student: Mae apples *me hang-

ing from thebushes."
Teacher: (Says nothing to the

st udent)
Evample 4

Text: The train streaked
through the tunnel.

Student: "The train stretched
through the tunnel."

Teacher; "That word is
'streaked."

In each instance we see evidence
for different kinds of processing by
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 is 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

12 .. development of reading skills?
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 strategjes
might affect students differently.

FORMASfeedback to oral reading
miscue analysis systom
The FORM AS coding procedure has
been developed as a simple means for
representing teacher and student
interaction about miscues during
oral reading instruction. The version

of the FORMAS taxonomy presented
here is a modification of a more
elaborate 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 five-cluster
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 chart
The starting point for using FOR-
MAS is a tape relirded 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 each student
miscue on the tape and in the text,
and lists both the expected and
observed responses in sequence on
the coding sheet, as shown.
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In depth analyses of each miscue
and its corresponding feedback fol-
low, as the teacher checks items
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 (items 5-12).
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For certain types of miscues (i.e.,
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
me 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

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

Cluster 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.

gum, II
Student reactions

01 22

3 2

24

X

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

Cluster III: 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 verbalfeedback means the
teacher encouraged the student to
identify part or all of the target word
(e.g., the teacher said "Try again" or
"Does that make sense?"). In these
cases, the specific form of sustaining
feedback used must be identifseq,



under fono (items 30-33). U combi-
natiois of the categories under/Om
are used, the teiscaer can record
numbers rather than crosses to indi-
cate the sequence of sustaining feed-
back behaviors used. ,

wain fit
Teacher verbal feedback
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The final two categories of Cluster
Ill 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
response to a miscue is to give the
child the text word or call on another9 j student (terminal feedback).

Cluster IV: Student verbal feedback
The cluster of other student verbal

feedback behaviors is used only when
coding group instruction. It records
any student behavior other than the
reader's that is miscue directed. The
rime and point categories for student
interruption within this cluster paral-
lel exactly the categories for teacher
interruption in Cluster III.

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.

Intarpretations
Once the miscues and feedback have
been coded, percent distributions
within each cluster can be computed
to develop a profile of teacher/pupil
interactive behaviors. The profile
becomes a visual representation of

preferred
strategies on both the

teacher's and readers' parts. For

example, in Cluster I a percentage
profile charted as below indicates

that approximately half the miscues
recorded for a group of students were

substitutions which generally con-
veyed the author's intended meaning

and were not graphophonically simi-

lar to the expected responses. Further
interpretations can be gleanedfrom a

percentage profile of each cluster.

Miscustyp.

Potential us*. and
Implications tor 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 td provid-
ing teachers with insight into their
own interactive patterns, this obser-

vational system permits examination
of the stability of behaviorseither
teacher or studentacross different
instructional contexts. For example,
teachers might be interested in look-
ing at how their patterns differ
during instruction with agood 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 t he

time s/he waits between the occur-
rence of a miscue and the initiation of
feedback. Recordingrof subsequent
instructional episodes could be used

to analyze teacher success in extend-.

ing this wait-time-as well as eiamine
changes in student behaviors (e.g., an
increase in the number of student

self-corrections).
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 teacher&
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 FOR MAS 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.) in

Hoffman teaches in the College of
Educafion 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 College in

Fort Worth.
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Definitions for categories on FORMAS
(Number coded and listed In the order they appear on the coding sheet/chart)

-1.,_liaiscue__riumber__-_tne4equence tor.each un in felationShiP4C3-other_codod___:_
miscues.

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

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 a word orin affix which is present in the text.
8 Substitution - 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 3 seconds or the

teacher 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 change in meaning - the miscue alters the author's intended meaning only

slightly.
15 Substantial change in meaning - the miscue alters the author's intended meaning

significantly.
16. High graphophonic similarity - at least 2 of the 3 parts of the observed response

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

conform to the expected response.

Cluster II - Student reactions
18. Student reactions - how the reader initially deals with his/her miscue.
19. Continuation - student continuos reading with no apparent attention to the miscue.
20. Repeated attemptt - the reader makes repeated attempts at identif ying the text word.
21. Pause - student stops reading for at least 2 seconds after the miScue occurs.
22. Call for help - reader explicitly requests teacher assistance attar miscue has been

made.
23. No opportunity for reaction - teacher or another student interNenes within 2 seconds

of the miscue and before any other reaction by the student is evidenced.
24. Immediate Self-correction - student self-corrects the miscue immediately.

Clusler III - Teacher withal feedback
25. 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.
26. Feedback type - the general nature of teacher feedback.
27. No verbal feedback - teacher displays no verbal feedback strategy which is directly

related to the identification of the target word.
28. Sustaining feedback - teacher verbal feedback that provides the reader with the

opportunity to identify part or all of an expected response.
29. Terminal feedback 7 leacher identifies target word or calls on another student.
30. Feedback form - specific characteristics of suitaining teacher feedback.
31. Attending - sustainiqg feedback which is'rioncuo focusing, e.g., "Try again."

Geopoophonic - a sustaining prompt which relates to visual and/Or sound-related

characteristics
of the miscue and/or the expected response. . .

COntext -a sustaining prompt which relate* to the surrounding semantic (meaning)

or syntactic (structural) features.

.11,-timing Of teacher feedback - the time (in seconds) that elapses between the miscue

end the initiation of feedback. ,.

$8. Lass than 3 seconds -time
elaPsing between the occurrence oil miscue and teacher

feedback.
.

Ø. Mere than
3 seconds - time elapsing between the occurrence of a miscue and

37.

teacher feedback.
Point of feedback - sentence position, relative to the miscue, at which the teacher

ne-next_sentence break - teacher feedback is offered before the studentprovides-feedback.
- - .

completes reading the sentence contaireng the target miscue.

39. At the next sentence break -teacher feedback is offered when the student completes

reading the sentence
containing the target miscue.

40. After the next sentence break - teacher feedback is offered when the student has

read beyond the sentence containing the target miscue.

Cluster IV - Other student verbal WOW'
.

41. Other student verbal feedback - verbal behavior.of a student other than the reader

relating to the expected or observed respOnte.

42. Student feedback type - the general nature of other student verbal feedback.

43. None - no-other student offers verbal feedback directly related to the miscue.,

44. Solicited - a student's verbal feedback is requested by the teacher.

45. Unsolicited - verbal feedback is volunteered by a student and not requested by a

46. Timing of student feedback - the time (in seconds) that elapses between the miscueteacher.

and the initiation of a student's feedback.

47. Less than 3 seconds -time elapsing between the occurrence of a miscue and student

48. More than 3 seconds - time elapsing between the occurrence of a miscue andfeedback.

49. Point of feedback - sentence position, relative to the miscue, at which a studentstudent feedback.

provides.fee
50. Before the next sentence break - other student feedback is offered before the readerdback.

completes the sentence containing the target miscue.

51. At the next sentence break - other student feedback is offered when the reader

completes the sentence containing the target miscue.
.

52. After'the next sentence break - other student feedback is offered after the reader has

progressed beyond the sentence containing the target miscue. a
.

Cluster V - Miscue resolution
53. Miscue resolution

, whether or not the miscue is corrected, and the individual

correcting the misdue.
54. Teacher identifies word - teacher identifies word (or correctsa student's miscue).

55. Student identities word - reader self-corrects the miscue.

56. Other identifies word - person other than the teacher or student reading identifies

target word.
-

57. Uncorrected word - student continues reading with miscue left uncorrected.

Multiple miscue

.

58. Multiple miscue - a tally of student generated miscues that involve two or morel 6..) 6

,
consecutive text words which are not attended'to individually either through self-

correcting or teacher feedback.
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FORMAS--Feedback to Oral Reading Analysis System

Training Manual

Inftoduction

This manual is designed to prepare you to use the FORMAS coding

system (Hoffman & Baker, 1980). The only training materials you will

need are this booklet, a stopwatch, and the accompanying audiocassette

tape. The average,training time necessary to achieve recommended proficiency

levels is approximately ten hours.

Background

FORMAS is a low-inference coding system developed to characterize the

verbal interactions which transpire between teacher and stude'nts during oral

reading instruction. Oral reading instruction is defined as student(s)

reading aloud from a text with the goal of improving decoding skills and a

teacher in a position to monitor performance. The setting may be either

group guided or individual tutorial.

Five major clusters of behaviors are represented in the coding system.

Cluster I focuses on the characteristics of the miscue itsell. 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 words are tallied in the

system but not analyzed.

Cluster II specifies 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
0

and make repeated attempts at identifying the text word; Only 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 of overt feedback,

if offered. Cluster IV is coded when group oral reading instruction is

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 "lowinference," there

are decisions you will be forced to make in certain categories. We will

clearly label these gray areas' in our discussion of the system. When making

coding decisions 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 achieve high

levels of agreement (reliability) between different coders. You should be

able, after training in this system, to code a given instance of oral reading

instruction with substantial agreement with any other trained coder. This

degree of expertise 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

clustersof the taxonomy and one covering additional information required

by the coding system. The two part pattern for each lesson is the same

across all clusters. In Part 1 you will be given a narrative description

of the cluster with the appropriate operational definitions. In Part 2,

131



3

you will listen to a taped oral reading session and practice marking'the

text and coding, and then comliare your marked text and'codes with the
40-

correct ones. Upon completion of the six lessons you will be given

extended practice 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 MISCUE (4)*: An observed response which differs from an

expected response.

Miscues are coded in this system in a sequence which reflects their

order of occurrence. The "miscue number" (1) relates to the ordinal

position of that miscue in the interaction that is being coded. The

N14,

"expected response" (2) refers to the text word that is involved in the

miscue. The text word for each miscue should be written directly. on the

coding sheet. The "observed response" (3) refers to what the student did

(or did not do) in making the miscue. The observed response for each miscue

should be written directly on the coding sheet. Next to the observed

response the coder should record 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 explored in 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 tyv (5). There are

seven basic types of miscues specified in the FORMAS taxonomy.

Definition of INSERTION (6): The reader inserts a word or an affix which

is not present in the text.

Example 1

Miscue at

Text The girl hitA
the 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).



Example 2

Miscue
-

Text The girl hitA the ball.

If the student inserts a phrase (i.e., two or'more words)

into the text it is also coded as a single insertion miscue.

0
Example 3

Miscue '1).1 rouvid

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 Esobst,44ed 1410i r

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

Text The elephant ate

Example 6-

+he]

peanuts.

Miscue w.ts "5"]

Text The elephant ate the peanutO

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 leaving off a

letter(s) which affects the root of the word.
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Example 7 (not an omission)

Miscue L51,bsi:.Lies] at

Text The elephant ate the peanuts.

Definition of SUBSTITUTION (8): The reader substitutes a word or an affix

Example 8

Miscue

Text

Example 9

Miscue

for one which is present in the text.

p;eCe-

James placed a block of wood in the water.

Text James placed 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 substitution

miscue.

Example 10 (not a substitution)

Miscue

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 /piox/

Text Kay looked in the box 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.w

Definition of DWT-KNOW. (10): The reader stops before attempting a word

and verbally requests teacher assistance.

Example 14

Miscue (E7.0
Oluit.1 111;5 w,(d

Text They all/wanted to.feed the pet.

Don't knows are marked in the text with a a.

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.

Exavple 15

Miscue 0 [LI se to Has]

TeXt David was watching the children swim.
A

Example 16

Miscue (17_4) Es second ; 1' : Loy(' a4 46 f;,s4 letttg

Text David was watching the children swim.
A

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 Lrepext5 "smdeej

Text He smiled at his father.
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Example 18

Miscue ft41 ts " 5011.1E ci '3

Text He smiled at his father.

A repetition is the .only type Of miscue coded in the FORMAS

,system,which can involve contiguous text words. Repetitions are

marked in.the text with a under the repeated elementS.
,

'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 Or substantial

meaning change.

Definition of LITTLE MEANING CHANGE (14): The miScue alters the author's.,'

intended meaning only slightly.

Example 19

Miscue OlarT

1

Text The dog won't hurt you.

Definition of SUCTANTIA MEANING CHANGE (15): The misdue alters the,author's

intended meaning significantly.

Example 20

Miscue hey

Text The dog won't hurt you.

,

Hesitations, don't knows, calls for help, and repetition type

miscues are not coded relative to meaning aange. Misprounun, iat ons

are almost always coded as substantial meaning change.

The second qualirative characteristic of miscues is the degkee of

grapho-phonic (sound-to-symbol) similarity between the observed and eXpected

responses. The procedure for determining grapho-phonic similarity has been.
, \ ., o

,
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designed in some ways to follow the procedures,suggested by Goodman & Burke

(1972). First divide the expected response into three 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

parts of the observed

response conform to the

expected response.

-Example 21

Miscue

Text

EXample 22

'Miscue

Te !

VJ e

want

/41;folor/

alligator

-3efinition Of LOW GRAPHO-PHONIC SIMILARITY (17): Less 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 Clus"ter I, you will listen to an

audiocassette tape of a session of oral reading. During your first auding

of the teift, indicate the miscues you hear on the page of accompanying text,

using the Standard miscue Marks in the examples th Part 1 of this lesson.

Each time a child is called on to read, enter the name (59) ai the bottom of

FORMAS in the slot beside his or. her sequential turn (58) in the session.

Next, enter this student's I.D. number (for this example use 01,.02, 03...)

(60). Following the instructions and definitions in Part 1,-code FORMAS for

the types and characteristics of the miscues you have marked in the text in

the order in which they occur, indicating the reader's I.D. number in

parentheses beside each miscue made by ,that reader. You may wish to mark

the miscUes in the text first and then code FORMAS,during a second audition

of the tape, or do both during a single hearing. Use whichever procedure

works most efficiently for you, and listen to the tape as many times as

you deem necesSary.

The first section of this reading session is somewhat tricky to code

because of the large number of errors and because it is read over several

times. While this particular situation Is unusual, yoU will find many

"tricky" passages when you code oral reading in natural settings. It is in

dealing with these that consistency in coding 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 comments. Compare

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 comments. Listen to the tape again if necessary,

until you are sure, you understand the rationale for each code.



I I.

p. "
'1

The Big Turnip

It was summer.
A mcither asked her boy to bring

her a turnip for lunch.

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.

141 74

The boy went back to his mother.
He said, "I can't get the turnip.
It is so big that I can't ixill 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 turnip.
They pulled and they pulled.
But they did not get the tiynip.

A man came down the road and

met the mother.
"Will you help pull ?" the mother asked

The man said, "Yes, I will help.
You and the boy and I will pull

up the big turnip."

So the mari pulled on the mother.

The mother pulled on the boy:
142
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The Big Turnip
.5.

It was summer. a
A:\mOther asked hhreitoy tabring

her aAurnip for lunch.

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.

74.

I 1

.1711'11

I I I

The boy went b.ck to his mother.
He said, "I can't get the turnip.

4,9
It is so big that I can't pull it LIP."

huk
"Then I will help," said his,mother.

Ass"I will pull on you AL you pull
on the turnip."

The mother pulled on the boy.
The boy pulled on the turnip.
Th y pulled and they pilled.

e But they did not if,et the turnips
-7

A man came down _the road and

met the mother.
"Will you help pull ?" the mother as

The man said, "Yes, I will help.
You and the boy and I will pull

up the big turnip."
, .94

So the man pulled on the motner.4
The mother pulled on the boy.
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2. An attempt at a word which results in a nonsense utterance

is coded as mispronunciation. Always coded as substantial

meaning change.

4. Although miscues 3 and 4 fall on contiguous words, do not

code them as multiple miscue since there is-teacher feedback

between the two miscues. Meaning change and grapho-phonic

similarity are not coded on hesitation miscues.

5. Not coded as omission because "ip" is not an affix--part of

root word is missing.

6. Not a multiple miscue because the contiguouS word ("turnip")

is self corrected immediately.

13. Misproununciation; since the reader has correctly pronounced

/z/ in "his" we know "ass" is not reflective of:his speech

-pattern. Compare with /mudder/ for mother and /dey/ for

"they," that are hot coded as misproununciations because of

sPeech probibm with /71.

15. OmissioUS are coded for meaning change.

16. 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 multiple miscues in this Passage.

Multilii.e miscues am not xoded in Cluster I, but are simply

tallied elsewhere on FORMAS.

147



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 a y

Text Jill found a number of coins

The continuation is marked with a small arrow next to the

miscue. It is important to note that the student need read only

the next word in the teXt for the reaction.to be coded as a

continuation. The exceptions to this rule are in the case of

insertions and omissions.

Example 26

MiScue

Text They continued walking in the sand.
A

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 jumped over the fence.
%OK
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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 repeated 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 original miscue. There

are four kinds of repetition reactions which can be illustrated with examples.

Example 28

Miscue / rAcorici

2, rile thl
Text Sally's mother came running from the house.

This is an exact repetition where the reader simply repeated

the original miscue.

Example 29

Miscue
rop,#11

lock-1'4A

Text Sally's mother came running from the-house.

This is a random repetition where the reader makes a repeated

attempt which apparently does not bring him close to identifying the

text word.

Example 30

Miscue
A r. .

rein

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

Miscue h r,

Text Sally's mother came running from the house.

1,19



18

This is a recycling repeated attempt where the reader, after

the initial miscue, has gone back to read from an earlier portion

of text.

Repeated attempts is a reaction category and should not be

confused with the'class of repetition miscues n 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.

Example ?2

Miscue Afrid/61)

Text Freddie was getting foe from the freezer.

Pauses which follow a miscue are marked in the text with a

cE). It is best to use a stopwatch td determine if a pause has

,occUrred. 'Pauses which follow a hesitation miscue require a total

of five_ seconds of silence: 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 5fropel

Text The boats are not stopping.

Calls for help are marked in the text with a 0.
_

Definition of NO OPPORTUNITY (23): The teacher or another student intervenes

within two seconds of the miscue occurring

4 and no other reaction by the student is in

evidence.



Example 34

Miscue

Text

Careto.i7

Be careful. He might bite.

&No opportunities are marked on the text with a . This is

the only reaction category whiclh 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 twa seconds code the

reaction as a continuation. No opportunity is coded only when the

t,.acher comes in 13efore two seconds and the student has ihdicated

no other reaction.

19

1iefinition of IMMEDIATE SELF-CORRECTION (24): The student self-corrects the

miscue immediately-before showing

evidence of any other reaction.

Example 35

Miscue

text

./vicks,cp

We Wid better get rid of him.

Immediate gelf-corrections are marked in the text with an

after the miscue. If the student shows any other initial reaction

(e.g., a continuation) before self-correcting, it is not coded as

an immedi:Ite self-correction. In that case, it makes no difference

that the student self-corrected in less then twa seconds; the first

reaction should be coded. Repetition miscues are always coded as

self-corrections in Cluster II.

t4,



- Lesson 2 Cluster II

Part 2: Practice

For your dnitial practice in coding Cluster II, you will code the

students' reactions to their own miscues during the same oral reading

.session you heard in Lesson 1. Listen to the tape as many times as

necessary and follow the instructions and definitions in Part 1 of Lesson

2. A copy of the text correctly marked for the miscues follows this

page. As you listen to the tape again, mark the text for Cluster II,

following the examples. Code Cluster II on the following FORMAS, which AR.

waiready lists the miscues and is correctly coded for Cluster I.

As in the prevlous lesson, when you have finished coding, turn to

the next pages where you will find the correctly marked text and the c6rrect

codes for Cluster II, with marginal comments. Compare the marks and correct

codes with your ownl Where your codes differ from the ones given, refer

s%.....

back to the definitions and examples in Part 1 of this lesson, and study
)

7argina1 comments. Listen tb.the tape again if necessary until you

.understand why each miscue was coded as it was.
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The Big Turnip
se

It was summer.
A mother asked lieNboy tcebring

iuni **"
her a turnip for lunch.

The boy went to get a big turnip.
He got down to pull it up.
He pulled and pulle but he

did not get the turnip.

153
74

The boy went back to his mother.
He said, "I can't get the turnip.

Ain
It is so big that I can't pull it up.''

huk
"Then I will help," saicl his mother.

ASS
"I Will pull on you as you pull

on the turnip."

The mother pulled on the boy.
The boy pulled OM the turnip.
They pulled and they pulled.
But they did not get the turnip.

higtivin
A man came down the. road and

met the mother.
"Will you help pull ?" the mother as

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' motherl
The mother pulled on the boy.

154
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The boy went back to his mother.

Ile said, "I caul get the turnip.
-Niftso

It is so big that I can't pull it up.''
hutZ

"Then I will help," said his mother.
Af64

"I will pull on you as you pull

on the turnip."

The Mother pulled on the boy.
The boy pulled on the turnip.

The Big Turnip
1.50
3.30145

It was summer.
A moiter asked goy thrring

4-0
her a turnip for lunch.

The boy went to, get a big turnip.
He got down to pull it up.

(1)(4
IIHe pulled and pulle

did not get the turnip.

74

ut he

They pulled and they pulled.
But they did not get the turnip.

Nxtivin _

A man cam,e down the road and

met the mother.
"Will you help pull ?" the mother as

The man said, "Yes, I will help.

You and the boy and I will pull

up the big turnip."

se

4.4

So the man pulled on the mothert'
The mother pulled on the boy.
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8. Coded as pause because 7 seconds elapse
before reader tries "pull" for "bring"
(3 seconds = hesitation + 2 secdnds =
pause).

9. Coded as pause .(even though reader finally
correctly says "but") for same reason afi.,

above.

11. Coded as continuation because reader gives
the next word before identifying the miscue.
Reader's self-correction will be picked up
in Cluster V.

10

7.1

Name

8 153
Date_
Tape no.

SioNmetha-,LA

1 9
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Lesson 3 Cluster III Teacher Verbal Feedback

Part 1: Introduction

Definition of TEACHER VERBAL FEEDBACK (25) The laltial teacher behavior that

follows a;miseue and reader's

reaction to the miscue and relates

to the expected or observed

response.

The teacher's verbal response to a miscue is coded in this cluSter. The

type (26) of feedback is the first major classification made within.this

cluster. Three types of feedback are specified.

Definition of NO VERBAL FEEDBACK (27): The teacher displays noverbal feedback

strategy which is directly related to

the identification of the target word.

Example 36

Miscue

Text

(A) t.c

"See the ttee in the forest?"/ asked Tim.

In the case where there is no verbal feedback, the text is

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

Text

il

pTry -,:1'74..r

!

1

I want to trade my wagon for a bike.



26.*

The teacher response is noted verbatim as near the miscue as

space permits.. The various forms of sustaining feedback Will be

delineated.in a subsequent section.

Definition of-TERMINAL FEEDBACK (29): The first response of the t'eacher is

to ideneify the target word or call on

another student.

Example 38

Miscue r),s C f 1:eci

Text He looked disappointed.

Example 39
L

Miscue
mete

Text He looked disappointed.

The form (30) of feedback coded in the following cluster relates

only to sustaining feedback.

Definition of ATTENDING (31): Sustaining feedback which offers the reader

another response opportunity but provides the

reader with no new information and is noncue

focusing.

Example 40

Miscue

Text

Example 41

. L_,,L.k ,.A.0c1.%.

1

Next Christmas you can have one.

Miscue

Text' Next Christmas you can have one.
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/
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///
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Definition of GRAPHO-PHONIC (32): Sustaining feedback which relates to visual

and/or sound related features of the miscue

and/or expected response.

EXample 42

,(H) r
Miscue

Text The ships pulled into the harbor. 1

Example 43

Miscue

Text The ships pulled into the harbor.

v.:c/r1

Definition of CONTEXT (33): Sustaining feedback which relates to the

; syllable's ,

surrounding semantic (meaning) or syntactic

(structural) features.

Example 44

Miscue fake s
9cAl +/A ke cScd ?

Text The gum didn't taste good.

Example 45

Miscue 4 f. ke - I
Da( L taj -010 )t

Text The gum didn't taste good.

The area of f6rm 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

Miscue scow A
2. L 4114 v.).1:4,15,

Text It seemed that they had been waiting a long time.

r,

162
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4

This example shows attending feedback (1)'followed by graiiiho-
ef'. ,

' */ ; phA.c (2)'. This example also i4iiustrates an important point about7

attending feedback. For attending feedback to be coded the teacher

must allow time for the student to try again at the word. If the

teacher were to say, "No. Look at the vowel sounds," and give no

opportunity for the student to respond between "No" and the next

sentence then this would simply be coded as a graphophonic prompt

(1). If 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 the

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 ve
,

6.) \kr1/,
Text We will go visitIour aunt next week.

+ 3

The text is marked with either a -3 or +3 below the line. It

is important to remember that timing begins after the initial miscue

and not after the reaction. The estimation of timing can also be

somewhat confusing in the case of hesitation miscues. Begin timing

after the 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 relative to the miscue at which teacher feedback is

offered.

1C3
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Definition of BEFORE THE NEXT SENTENCE BREAK (38): Teacher feedback offered

before the student completes

reading fhe sentence containing

the target miscue.

Example 48

Miscue cl,t
lead tJc seh 4i oc.e al& n

Text The cars are not stopping ;now. It's not safe to cross,
:-3

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

Text

Rpui lhc swtenct

The cars are not stopping now. It's not safe to cross.

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 sfoopinl-fr IS -filet+ sfeclin .

Text The cars are not stopping now. It's not safe to cross.
+.3

If the miscue occurs in the last word in a se tence and the

teaCher comes in at this point, it is alWays coded "at the next

. sentence break."

164
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Lesson 3 Cluster III

Part 2: Practice

?

For your initial practice in coding Cluster ITT, you will code the

teacher's verbal 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 ahd.follow the instructions and definitions-in Part 1

of Lesson 3. A copy of the text corretly marked for rpiscues and student

reations follows this page. As you listen to the tape again, mark the

text for Cluster [11, following the examples. Code Cluster III on the

following FORMAS, which is already correctly coded for Clusters I and II.

"1,,mem'ocr that when the teacher offers more than one kind of sustaining

feedback, you will indicate the order in which the different prompts were

iven with 1, 2,

When you have finished coding, turn to the next pages where you will

thd the correctly marked text and the correct codes for Cluster III, with

marginal comments. Compare the marks and correct codes with your own.

*Where your codes differ from the ones given, refer back to tne definitions

and examples in Part 1 of this lesson, and study the marginal comments.

Listen to Lhe tape again if necessary until you understand the rationale

for each code.

105
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The Big Turnip
I. So
4. So k45

It was summer. ..4;

A mot er asked lie oy toA ring
her a turnip for 'lunch.

The boy went to get a big turnip.
He got down to pull it up.

414
He pulled and pulle but he

did not get the turnip.

The boy went back to his mother.
He said,. I caul get the turnip.

44945/
It is so big that I can't pull it up."

hakes
"Then I will help," said his mother.

"I will pull on you arYou puff-

on the turnip.

hi "%AIN

The mother pulled on the boy.
The boy pulled on the turnip.
They pulled and they pulled.
But they ,did hot get the turnip.

A man came down the road and

met the mother. s-0
"Will you help pull ?" the mother as

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.4
The mother pulled on the boy.

1Q7t
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The Big Turni
I. so
J. so 65

It was summer
A mot ier asked

4-0
her a turnip for lunch.

The boy went back to his mother.
,

He said, "I eankolit the turnip.
Airn

It is so big that I can't pull it up.''
hu1/400)

"Then I will help," said his mother.

"I will pull on you PaT y pull

on the turnip."

The mother pulled on the boy.

The boy pulled on the turnip.
They pulled and they pulled.

But they did not get the turnip.
NAthAn

A man came down the road and
met the mother.

"Will you help pull ?" the mother as

The boy went to get a big turnip.
He got down to pull it u
He pulled and pulle but he

did not get the turnip.

The man said, "Yes, I will help.

You and the boy and I will pull

up the big 4urnip."

So the man pulled on the mother.4

The mother pulled on the boy.

1.7(.0
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1. Although teacher's initial
comment appears to be attending
(No."), she does not alloW
student time to make an'attempt
at word before giving grapho-
phonic prompt ("How can it be
180 big'?"). Code as 1.
Finally she offers an attend-
ing prompt ("What's the word?"X
code as 2. Although teacher
calls on another student for

help, do dot code terminal
because her first feedback was
sustaining. Code as at:the
next sentence break since word
falls at end of sentence.

3. Student has already
identified miscue before
teacher tells her to reread
sentence, so do not code as

context feedback.

4. Although teaCher calls on
another student to read.the
passage, do not code as
terminal because teacher'S
first feedback was sustaining.

8. Although "something you
wear on your finger" appears
to be a, context prompt, it
'does not refer to the actual
'meaning of the word "bring,"
but is rather intended to
access a sound to the reader.'
Thus, a continuation of grapho-
phonic information.
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Lesson 4 Cluster IV Student Verbal Feedback

Part 1: Introduction

Verbal behavior of student(s) other than the reader relating to the

expected or observed vesponse are the focus for this fourth cluster of

FORMAS. This cluster is not coded if oral reading is being.guided in a

dyadic (one teacher-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 type (42) of other student verbal feedback is divided into three

major areas: \none (43), solicited (44), and unsolicited (45).

Example 5l

Miscue

Text

0.
T 1 To let n Ca n ht/p A;111

S (Zonif beef,

Roastlbeef tastes good.

i 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 go, 0 e,4,1- beef..

Text Roast Ibeef tastes good.3
This interaction would be coded as no verbal feedback on the

teaCher's part (Cluster III) and unsolicited feedback in Cluster IV.

Note that the text is marked with an S when unsolicited student

feedback occurs.
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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 markings and operational definitions are applied, only rather than

specifying teacher behavior, the other students' behavior is addressed.
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Lesson 4 Cluster IV

Part 2: Practice

For your initial practice in coding Cluster IV, you will code the

other students' verbal feedback to the readers' miscues during the same

oral reading 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,

student reactions, and teacher feedback follows this page. Mark .the

text for Cluster IV, following the examples. Code,Cluster IV on the

following FORMAS, which is already correctly coded for Clusters I, II, 1

and III.

When you 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.

-1-lere your codes differ from the ones given, refer back to the definitions

and examples 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.
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It was summer
A n"Oter asked

4..J9
her a turnip for lunch.

"ITtv.

The boy went back to his mother.
He said, "I can Yet tbe turnip.

Ain?

It is so big that I can't pull it up."

"Then I will help," said his mother.

"I will pull on you r you pull

on the turnip."

14gthAn

The boy went to get a big turnip.
He got down to pull it u
He pulled and pulle ut he

did not get the turnip.

J. :lc 74 I

The mother pulled on the boy.
The boy pulled on the turnip.
They pulled and they pulled.
But they did not get the turnip.

A man came down the road and
met the mother.

"Will you help pull ?" the mother as

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.4-'

The mother pulled on the boy.
1, 1 1
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The Bi
1. so
3. so 65

It was summer
ph..

The boy went back to his mother.
He said, "I can _et the turnip.
It is so big that I can't pull it up.'?
/1,1 hti1/46D0)

"'Then I will help," said his mother.

"I will pull on you 'aT you pull
on the turnip.''

The' mother pulled on the boy.
The boy pulled on the turnip.
They pulled and they pulled.

4'19

But they did not get the turnip.
trnig NAN,leuur 4.entitsrs

AllogyOtlhwAhvciorSONWIt.srlmm A man came doykin the road and
y vsew.sevoia me re

A mler asked rre
4-0

her a turnin for lunch.

The boy went to get
He got down to pull
He pulled and pulle

did not get the turnip.

41-3

a big turnip.
it u

74

met .the mother.
"Will you help pull ?" the mother as

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.4

Pa

The mother pulled on the boy.
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1. Teacher asks another student for first syllable.

4. Code as none because'teache'r calls on another student
to have a turn, n9t to give help on this specific miscue.

1 cl
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Lesson 5 Cluster V Resolution

Part 1: Introduction

This 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).

Example 53

Miscue

Text

corusf,

I

They were in the forest gathering wood.
4-3

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 with the text word.

Example 54

Miscue

Text

Eii(f Z. 14-5 fovesf.

They were in the forest gathering wood.
I +-3

In this instance Cluster III would be coded a sustaining

(attending) and Cluster V as teacher corrected.

Example 55

Miscue s , fcvec

Text - They were in-the forest gathering wood.
-I- 3

In this instance the teacher called on another student

(terminal feedback) and that student identified the word.

1 I
V.



Example 56

Miscue

Text

43

T: Tel -iite scvcreoLe

Fo' we st

They were in the forest gathering wood.
+ 3

In this instance the teacher provided sustaining feedback

(contextual) to the student and the student was successful in

identifying his own miscue.

Example 57

Miscue (crf

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 ultimately corrected during the same oral reading

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 5. A copy of the text correctly marked f3r miscUes, student

reactions, teacher feedback, and student feedback follows this page. Mark

the text for Cluster V, following the examples. Code Cluster V on the

following TORMAS, which is already correctly coded for Cluster I-IV.

When 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. Compaee the marks and correct codes with your own. Where

your.codes differ from the ones given, refer back to the definitions and

oxamples 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
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The boy went to get a big turnip.
He got down to pull it u
He pulled and pulle but he

did not get the turnip.

7 741

rn
The boy went back to his mother.

He said, "I can' !et the turnip.
.:13ocz)

It is so big tbat I can't pull it up."
hti1/46

"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.
But they did hot get the turnip.

A man came down the road and

met the mother.
"Will -you help pull ?" the mother as

The man said, "Yes, I will help.

You and the boy and I will pull

up the big turnip."
4".

So the man pulled on the mother.A

The mother -pulled on the boy.
S

k 1
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The Bi Turni
11,,...,4.0...4fc44.it . .

44`01

I. so
565

it was summer

-*A

The 'boy went back to his mother.
He said, "I can' et the turnip.

t-P.2-occ)

It is so big that I can't pull it up.''
1221P' hukeeD

"Then I will help," said his mother.
AsS CZ)M\

"I will pull on you as- you pull
on the turnip.

t441An

A mo2er asked
+um- 4-43her a turnip for lunch.

The boy went to get a big turnip.
He got down to pull it u
He pulled and pulle

did not get the turnip.

:i
74

1 fis t.

The mother: pulled on the boy.
The boy pulled on the turnip.
They pulled and they pulled.
But they did not get the turnip.

A man came down the road and
met the mother.

"Will you help pull ?" the mother as

The man said, "Yes, I will help.
You and the boy and I will pull,

up the big turnip."

el1115C,

So the man pulled on the mother.4
The mother pulled on the boy.

192
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4. Code as uncorrected. This reader never correctlyjdentifies the miscue

during this turn, and the resolution ("boy" is read correctly by the next

reader) is not directly or explicitly focused on the first reader's miscue.

Note the two boxes at the extreme right of FORMAS, labeled multiple miscues

(64) and inaudibles (65). In them you will simply tally with a slash each

instance of a multiple miscue and each time you think you have heard a miscue

but are unable to code it because of poor audio quality or any other factor.
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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 you 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 recording

information on student turns. This information is particularly useful if

individual student performance is to be analyzed.

The first column, "Turn" (58) is used simply to indicate the sequence in

which students read in this particular 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. number noted after each of the observed responses.

The Total number of Correct Words Read (TCWR) (61) is recorded in the next

column. This total number of words read correctly on the first attempt is

specific to that turn and exclusive nf all single word and multiple miscues.

The next column is used to record the Total number of Words in the Longest

Correct String (TWLCS) (62). This.number is determined by examining the text

to identify the longest set of words which the student read without making any

type of miscue. The total number of words is recorded in this column. The

final column specifies the Time for Reading the Longest Correct String

(TRLCS) (63). This is simply the time it took expressed in seconds for the

student to read the words in the longest correct string. If there is disruption

to the string which is non-miscue related, then the amount of time devoted

to the disruption should be subtracted from the total.

The information in this Turns section can be used to estimate such

factors as error level of placement in reading materials and rate of reading

in words per minute (wpm).

196



51

Lesson 6: Coding Turns

Part 2: Practice

Following the instructions in Part 1 of Lesson 6, fill 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 yotir calculations.



The Bth Turni
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I. so
J. So IA5

It was summer

The boy went back to his mother.
He said, "I can Yet tile turnip.

It is so big that I can't pull it up."

12311 CSb

"Then I will help," said his mother.
P4S444

"I will, pull on you As. you pull

on the turni."

The mother pulled on the boy.
The boy pulled on, the turnip.
They pulled and they pulled.
But they did not get the turnip.

Nligthpin

A man mile down the road and

met the mother.
A moter asked

her a turnip for lunch.

The boy went to get
He got down to pull
He pulled and pulle

did not get the turnip.

196
74

1. _ ( ,

f3

a big turnip.
it u .

(1)

but

t

S...

"Will you help pull ?" the mother as

The man said, "Yes, I will help.
You and the boy and will pull

up the big turnip."

So the man pulled on the motheZr
The mother pulled on the boy.

1991
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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 consists of four sessions of guided oral reading.

You have used the first approximately seven minute session throughdut the

first six lessons in the manual. The remaining three sessions of approximately

five, eight, and'three minutes respectively are to be used for further practice

at the completion of the si4 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 your level of agreement with the expert on miscue identification,

and one for use in measuring agreement within FORMAS among agreed, on miscues.

To determine the level of agreement on miscue identification, the

following formula for Kappa (Cohen, 1960) will be used:
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N(M+C) - E

K =
N
2
- E

Where: K = Kappa: The reliability coefficient

N = Total words read or attempted in the text

A = Coder's estimate of miscues made

B = N - A: Coder's estimate of correct words read

X = Expert's estimate of miscues uade

Y = N X: Expert's estimate of correct words read
4

M M Miscue agreements 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

coder agreement, adjusted for the amount of agreement which would be

expected by chance. The chance value is based on each coder's frequency

of coding miscues. Both miscue matches and correct word matches are

taken into account in this formulation. A discussion of the calculational

formula presented above may help in understanding this coefficient. If'

we rearrange the numerator (N(M+C) - E) of the equation it becomes
.4,0

(1+C) - E/N. By definition, M+C is the number of actual agreements, and

E/N is the number of agreements expected by chance. Their difference

then is the number of actual agreements that occurred, corrected for

those that are,expected by chance. A negative number 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 that this

value is the number of words kead less the expected (chance) agreements.

This number then represents the maximum number of non-chance agreements

that can occur. By dividing the numerator by the denominator we obtain

the,proportion of non-chance agreements observed out of the numbersof

possible non-chance agreements.

2U5
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This formula,can be applied later when two coders are-working independently

on new tapings. Expert coder valUes are simply replaced with coder #2 values.

'The levels of agreement on codings within FORMAS are determined in a more

stiaightforward manner.

1. Identify the set ofmiscues which were identified by both the

coder and expert.

2. For each category in the system determine where the codings are the

same .(+1) or different (0).

3. Sum the number of l's (agreements) for each category and divide 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 agreements will vary considerably (e.g.,

foim of sustaining feedback).

Guidance will be given by computing reliability after each of the'extended

practice sessions.
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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 a big

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 quickly.
Then he gave Rosita all the money she
had earned. How merrily the coins jingled
in her pocket!

"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.

Late that summer the lake lAcame dry.
Mr. Gomez and Rosita couldn't go fishing
any more. Now there were no trips to town.
No coins jingled in Rosita's pocket.

"Now I will never have enough money for

a pet," sighed Rosita.

Each night she would 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-for you,"
said the man. "But don't eat the chickens.
Let them lay eggs."

"Lay eggs!" said Mrs. Gornez. "I want
the chickens for our supper!"

"But you can sell their eggs and use the

money for other food," said the man.

2 !.! 9
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an accumulation of miscues
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-

sentence.
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Calculating Reliability

Miscue Identification Agreement

Refer to the formula

of which 23 agree with

are 242 words of text.

N = 242

A = 24 (say)

B = 218

X = 27

Y = 215

M = 23 (say)

.0 = 214

E = 47518

on page 56. Let us say you counted 24 miscues,

the expert's. The expert counted 27 miscues. There

The calculation would look like this:

=
- EKN(M+C)

N
2

- E

242(23 + 214) - 47518
K =

. 58564 - 47518

K= .89

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 miscues you

and the expert agreed upon. The numerator is the number you agree on

with the expert as to type.

Agreements
Miscue Type =

Possible Agreements

Meaning Change: The denominator is the number of miscues you agree

with the expert should be coded for meaning change (eliminate hesitations,

e.g.): The numerator is the number you agree on as to amount of meaning

change.

Meaning Change -
Agreements

Passible Agreements

2.164

. . .
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Grapho-phonic Similarity: Parallels Meaning Change.

G-P Similarity =
Agreements

Possible Agreements
. .. %

IReactions: The denominator-is the total number of miscues you agree
t

on with the expert. The numerator is the number you agree on as to reaction.

Reactions = Agreements
Possible Agreements

Teacher Verbal Feedback Type: Parallels Reaction.

TVF Type = Agreements
Possible Agreements

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.

TVF Form -
Agreements

Possible Agreements

Teacher Verbal Feedback Timing: The denominator is the number of

miscues you and the expert agree can be coded for timing (eliminate No

Verbal Feedback). The numerator is the number you agree on as to timing.

Agreements
TVF Timing =

Possible Agreements

Teacher Verbal Feedback Point: Parallels Timing.

Agreements
TVF Point =

Possible Agreements

Student Verbal Feedback: Parallels Teacher Verbal Feedback.

Agreements
SVF Type =

Possible Agreements

Agreements
SVF Timing =

Possible Agreements

/
40. c1c
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Weements
SVF Point = Possible Agreements

Resolution: Parallels Miscue Type.

Resolution =
Agreements

Possible Agreements

220





A Baby in the House

It was a cold, winter afternoon. _
The- snow that fell was mixed with

.rain, and so Pat stayed. in the hause.
When a car came up the street,

Pat jumped up and looked out..
But it was not his father's car.

"He will come home before long,"
said the woman who sat with Pat.

"When he comes, he will tell you."

It was dark when Father came home.
He went to Pat and picked him up.
"Pat, old boy, I have a surprise

for you!" said Father.

"Is it a boy?" asked Pat.

"No, a girl!" said Father.
"We have a little baby girl.
Her name is _Pam."

A girl! That was something for Pat
to think about.
222

He had wished and wished for a boy.
Just thinking about a baby girl

made him mad.

In four days, Pat's mother came
home with the baby.

On that day, Pat and his friend
plaYed together in the snow.

"Yon look mad," said Pat's friend.

"t am mad," said Pat.
"Mom came hoMe with the baby

this morning.
Who needs a bab); girl around?"_

"Oh, a baby girl is not so bad!"
said the friend.

"All I have is a dog."

"I wish I had a dog," said Pat.
"I'll trade thc baby for your dog."

"You can't do that," said Pat's friend.
"But I'll tell you what.
You can live at my house so you

won't have to stay aroimd ber.."

at
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"Good," Pat said as he began to run.
ill go home and ge,t my things.7

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 himself.

just then a man rapped on the door.
As Pat's mother went to the back

door, the baby crieJ and cried.

Pat went to the door of the
baby's oroom.

He looked at the little baby.

"She is so he said-to himself.

2'2

Pat put his hand On the baby.
She looked up at Pat.
Before 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 like's me," said Pat in surprise:

'`Do you like her?" asked Mother.

"She is not so bad," said Pat.
And away he rallio tell his friend.

2'5



N
o'

T
T

im
e

C
od

e.

. 11
11 0 33

C
O

-.
1

O
N .

L
A

.1
.-

4.
4

ts
.)

1.
--

A

_
--

-3
 -

Z
 .4

PI Z

pj
A

i
ow

w
+

01
11

14
01

61
1"

...
01

V
46

,1
11

11
1+

. s
 m

ip
 a

..
..

..
.6

.4
J

.1
.

.1
.

..1
4

,
an

en
eu

s 
to

ut
an

no
t

I

I

..
I

E
X
P
E
C
T
E
D

R
E
S
P
O
N
S
E .

1

1

1

1

I
1

i

I

.

O
B
S
E
R
V
E
D

R
E
S
P
O
N
S
E

A
B

,..
t-

4 
::

I
I

i

I

, I 1

I
on

or
ro

w

.

n . s 4 a 2

S M n C M
.

-

'

9 7Z
1

I

-
.

1
I

ow
ow

ow
1

.1

1
I

!
!

,.,
--

t-
--

4
,

i

1
T

 IT
Y

11
22

1

.
1

,

-
.A

.
A

T
 S

O
N

'
I

r

0
12

02
V

T
 K

N
O

W

/
._

_.
...

..7
_

,

.
1

i
I.

i
.

M
ai

llI
T

A
T

IO
N

t
- I 
II

I
IT

IO
N

H
 ;-

-

...
.*

-*

c-
. cl cn

I
I

!

I

1
LI

T
T

LI
I C

H
A

R
A

D
E

X
IN

 It
A

M
A

R
A

IM
 A

C
.0 X 2 -i
,

-4
0

I
1

1

iw
or

y.
...

ro
A

L
o.

...
.0

.7
.

IN
 N

N
A

N
IN

a
,

I
i

I
I

i I

14
10

14
11

11
11

11
A

P
M

0.
21

40
21

1C
2: 11 '

i""
1

1
1

1
i

I
1

Lo
w

4
an

ta
at

m
e-

tn
nt

4I
e

I

C
O

21
11

,4
1.

1A
T

IO
N

; S
n

m
1

n 
,

.. 0
.

H
 ,.

M
I

.i.
--

_-
__

_.
1.

..
r cl C

./) .

.
.

'

, I
!

7
I

.

-T
-

)
I

I

1

.
T

T
T

T
T

T
 1

10
 A

T
rw

or
a3

:
i

!
!

T
-T

1

.

.
1-

--
- 1

-,
,

'

1

-

,
1

'
4

,
1

cA
LL

 P
O

N
H

am
m

I

... I
'

i
-

1
.

1
,

.

..

O
1-

4
l..

n
I-

.
4"

f-
-.

4,
...

.)
I-

.. IQ
I-

.
I-

.
J. 0

V
D

-i
 .. 0 
'

Pi Z

.
# i

-1
t'l

,
IN

IT
A

R
C

IIA
.

III
2L

P
 C

O
IM

M
A

C
T

IO
N

.

4
I

i

l
1 !

N
O

" 1 < a

:
n F C 4

m
a 2

2 2_
4

.

Z
 ,f

n'
.)

/

t ',
!

1

"
21

1.
02

1T
A

M
A

21
0

P
 A

K
.

.
i

.
1

i
.

I
U

ni
no

nt
aA

L
 in

no
un

cV
'

,
t L

I
I

A
T

T
E

N
O

IN
N

I
-S

I
I i a

t Z ,
I

I
-P

H
O

N
IC

a
I

P
m r

.i

'
-

!

-
r

C
O

N
T

O
IC

T
t 1

) In
...

C
I

1/
0-

,
.

I
I

La
w

s,
 T

H
A

N
 2

3
m

x
M

M
.

I
m

ow
s 

T
H

A
N

 a
 s

ac
, I

O
n

a
.

1.
1

el
po

ol
s 

N
eX

T
..

A
IIN

21
11

C
12

 1
11

11
22

A
K

1
A

T
 T

H
U

 N
eX

T
0

M
IU

N
T

U
R

IC
I T

T
T

T
T

 i

) n X
_i

_.
...

.:
,

.

_.
..

.

I
1-

7-
.

1
-

t
N

eX
T

X
O

N
T

U
N

IC
IO

 A
A

A
A

A
4

i
N

ow
.

a
t

,..
...

.-
...

6-
-

,
. '

It

1

l
1

4
IN

O
LI

C
IT

12
0

2
m E

.
1

1
1

.

I

1
i

um
eo

LI
C

IT
uo

.
us

to
).

4

- ,

..r
. cl

1

I
,

.
LU

X
IM

 T
H

A
N

 2
 A

IM
rC

1
1

.

M
O

M
. T

H
A

N
 a

 s
ac

.
30 N

M
m

z
,

.
I

I
M

P
O

S
E

 N
O

S
I

,
i

l

.
A

T
 N

S
W

...
0 i

11

.
I

I
I

N
O

M
..

n) X
 ;

.

I.
.

4
i

1
ra

m
or

 4
no

 m
at

en
en

o 
w

IP
rp

. m
.

III
 T

LA
M

P
IT

 s
on

am
P

la
si

p2
 C

M
- 

48
r -

-
II

I.
Ij

i
. L I

cs
T

.4
. I

IN
IN

T
IF

Ie
. W

O
. g

 D
O

1.
1

I
I

1

'
1

1
1

1
...

1 
2 

6
uN

co
m

aa
cT

so
P

on
se

...
.

c
'

1-
M

ul
tip

le
 M

is
cu

es
 I

"
In

au
di

bl
es

 I
"

I



niwtsA1

A Amoy in tne nouse

It was a cold, winter afternoon.

The snow Ti5:i'le-7 was mixed with
ihrtetair-w-- ,

rain, andA so Pat ^stayed in the house.
When a car came up the street,

Pat jumped up and looked Out.
But it was'_no,t his father's car.

He had NNished and wished for a boy.

Just thinking about a baby girl
v made him mad.

Alex
In four days, Pat's mother came

home with the baby.
On that day, Pat and his friend

played together in the snow.

-HAM- come home before long;"
said the woman Who sit with DI

"When he ctiies, le will tell you."

It was dark when Father came. home.

He went to Pat ancrpicked him Up;
"Pat, old boy, I have a surprise

for you!" said Father.,

"Is it a boy?" asked Pat.

No.a girl!" said Father.
"We iave a little baby girl.

"You look mad,'' said Pat's friend.

"I am mad," -said Pat. 070 CZD

"Morn came home with gig baby
this morning..

Who needs a baby girl around?"

"Oh, a baby girl is not so badr
said the friend.

"All I have is a dog."

"I wish I had a dog," said Pat.
"I'll trade the baby for your clog.

Her name is Pam.".

A girl! That NVas something for Pat
to think about.

fl

"You can't do that," said Pat's friend..
"But I'll tell you what.
You can live at my house so vou

teofwon't have to stay around her.- .3%*
229



"Good," Pat said as he began to run.

"I'll go home and get my things." U04)0/ 64.-Alotal
Pat put his hand on the 1)aby.

When Pat got home, his mother She looked up a 8t.

was in the kitchen. Before long JR. stopped crying.

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.
"Morn will get mad," he said

fftre* 4a . .

to Iiimselfj , tr.\

Just then a man rapped on the door.

°As Pat's mother went to the :back

door, the baby cried and cried.

Pat wenr to the door of the
baby's room.

He looked at the little baby.

"She is so little," he said to himself.

23 J

on Pat's mother came in.
'Pat, you are magic!" she said.
"You made her stop crying.
What did you do?"

"She likes me,PP said Pat in CPurprlse.

"Do you like her?" asked Mother.

"She is not se 41" s s Pat.

And Avay rTi to tell his friend.3

231
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Calculating Reliability

Miscue Identification Agreement

Insert your values:

N = 421

A =

B =

X = 15

Y = 406

M =

Coding Agreement

Miscue Type =

Meaning Change =

G-P Similarity =

Re \action =

TVF Type -

TVF Form =

'TVF Timing = .

TVF Point =

SVF Type =

SVF Form =

FVF Point =

Resolution =

N (M + C) - E
K =

N2 - E

Agreements
Possible Agreements

Agreements
Possible Agreements

Agreements -

Possible Agreements

Agreements
Possible Agreements

Agreements.
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible-Agreements

Agreements
Possible Agreements

Agreements ,

Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

23i
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More Than Words

Their trip to the go got off to a bad start.
Carol and Maria walked along slowly,

without talking. Their mothers talked, but

the girls said nothing.
"I don't know why I thought coming here

would help," Carol said to herself. "We

can't even talk to each other!"

Carol looked at Maria. §he was looking

around, but she didn't smile.
"If only I could help," Carol thought.

"How would I feel if I were in a strange
country?"

Suddenly CarOl stopped. Her face lit up.

She tapped on the,sign by a cage, Then she

100 poidted to the animal inside.
"Wolf!" said Carol. She smiled at Maria

and said, "Wolf!"
Maria smiled. Then Maria tapped on the

sign and said, "Wolf." She pointed .to the

animal in the cage and said, "Wolf."

.
, . . .j

Then Maria shouted out, "Lobo!" -And she

203
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pointed to the wolf.
"Lobor 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 standing

on his back legs, Carol jumped to the side

as if she were scared.

At the next cage, Maria jumped back to

show Carol she was scared of the red fox

crouched in the corner. They didn't need

words to understand each other.

It was Maria who pointed out the possum

babies. Then Maria held up her hand. But

Carol shook her head to show she didn't

understand.
Again Maria pointed to the babies. She

put Carol's hand in hers. Then she tapped

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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More Than Words

Their trip to the zoo got off Irr ad
tst

Carol and Maria walked along slow Y,

without talking. Their mothers talked, but

the girls said nothing.
"I don't know why rtIougteming here

would help," Carol said to herself. "We

can't even talk to each other!"

Carol looked at Maria. She was looking

around, but she didn't smile.
"If only I could help," Carol thought.

"How would I feel if I were in a strange

country?"
Suddenly Carol stopped. Her face lit up.

She tapped on the sign by a cage. Then she

pointed to the animal inside.
"Wolf!" said Carol. She smiled at Maria

and said, "Wolf!"
Maria smiled. Then Maria tapped on the

sign and said, "Wolf." - sinted to the
"M"-;?

animal in the cage nd said, 'Wolf."

24J

Then Maria shouted out, " Lobo!" An

pointed to the wolf.
Lobo!' Carol shouted right back.

Carol and Maria looked at each other and

began igh. Carol grabbed Maria's hand,

and the two girls ran ahead to the big bear

e.
When they saw,theAbrown bear standing

on his back legs, Carol jumped to the side

as if she were scared.

C'AY At the n ge, Maria-jumped back to

how Carol she was scared o red fox

the corner. The n't need

to understand each other.
crouc
words

It was Maria who pointed out the possum

babies. Then Maria held up her hand.

Carol shook her head to show she didn't

understand.
Again Maria pointed

put Carol's hand in he

babies. She
hen she tapped

until she counted to twelve.

"Oh!" Carol mped up an
be.

kno ou're saying I could put

littjJbaies in my hand!"

n. "r
the twelve

211
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Calculating Reliability

Miscue IdentificatiOnitgreement

0
Insert your values:

X-
4

N = 289

A =

=
N (M + C) - E.

X = 15
N2 E

Y = 274
K

M =

Coding Agreement

Miscue Type =

Meaning Change =

G-P Similarity

Reaction =

TVF Type =

TVF Form =

TVF Timing =

TVF Point =

SVF Type =

SVF Form =

SVF Point =

Resolution =

Agreements
Possible Agreements

Agreements
Possible Agreements

Agreements'
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

Agreements
Possible Agreements

2 4 t-
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Appendix

FORMAS Definitions

Miscue ut..7,ber 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) in:making the
miscue.

4. Mi:.;cue - an observed response that :differs from an expected response.

5. Tiscue type - classification scheme for observed:miscues.

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

Omission - the reader omits a word or.an affix which is present in the

text.

8. Substitution 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. Hpsitation the reader pauses before attempting a word for at least

_3_secands-or thP AnntliPr student_intervenPs

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.

15. Substantial meaning change - the miscue alters the author's intended
meaning significantly.

16. Righ grapho-phonic similarity - at least 2 of the 3 parts of the observed
response conform to the expected response.
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17. Low grapho-phonic similarity - less than 2 of the 3 parts of che observed
response conform ta the expected response.

18. Peactir)ns - how the reader initially deals with his miscue.

19. ContinuaLion - student continues reading with ne apparent attention to

the miscue.

20. Repeated attemptS - the r(.ader makes repeated.attempts at identifying
the text word.

21.' Pause.- student stops reading for at least 2 seconds after the miscue
occurs.

22. Call for help - reader explicitly requests teacher assistance .after the
miscue has been made.

23. No opportunity for reaction - teacher or another student intervenes
within 2 seconds of the miscue occurring
and no Other reaction by the student is
in evidence.

24. Immediate self-correction - student self-corrects the miscue iMinediately

before showing evidence of any other reaction.

2 . 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.

26. Feedback type - the general nature of teacher feedback.

27. No verbal feedback - teacher displays no verbal feedback strategy which
is directly related to the identification of the

target word.

28. Sustaining feedback - teacher verbal feedback that provides the reader
with the opportunity to identify part or all of
an expected response.

29. Terminal feedback - first response of teacher is to identify target word

or call on another student.

30. Feedback form - specific characteristics of sustaining teacher feedback.

31. Attending - sustaining feedback which offers the reader another response
opportunity but provides reader with no new information and
is noncue focusing.

32. Grapho-phonic - 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 Olative 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 offered 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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50. Before the next sentence break - other student feedback offered before
the reader completes.the sentence containing
the target miscue.

51. At the next sentence break - other student feedback offered when the rea4r
completes the sentence containing the target

52. After the next sentence break - other student feedback offered after the
reader has progressed beyond the sentence
containing the,target miscue.

53. Miscue resolution - whether or not the miscue is corrected and the individual

correcting the miscue.

54. Teacher identifies word - teacher identifies word (or cOrrects a student's

miScue).

55. Student identifies word - readeeself-corrects his own miscue.

56. Other identifies word - person other than t4e teacher or student reading

identifies target WOrd.

57. Uncorrected miscue - student continues reading with miscue left uncorrected.

58. Turn sequence in which student reads.

59. Name - student's name.

60. I.D. - student's unique I.D. number.

61. T.C.W.R. - Total number of Correct Words Read.

62. T.W.L.C.S. - Total number of Words in 1,,ongest Correct String.

6. T.R.L.C.S. - Time for Reading Longest Correct Siring in seconds.

.64. Multiple miscues atallying 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.

6:. 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 a common practice in most elementary

classrooms. Howlett and Wientraub (1978) report that over four-fiftns of primary

grade teachers responding to their survey engage students daily In oral reading

exercises. Other than the researCh evidence pointing to the existence and wide

use of oral reading in classrooms, we have no substantial history of research into

the characteristics or effects of oral reading instruction on pupil performance.

While emotional indictments of teacher guided oral reading 'appear from time to

time in the professional literature (e.g., Artley, 1972), the practice continues.

Makingthe 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 (Ancierson & 'Evertson, 1978; Stalling%

Needels, Sc. Stayrook, 1979). The void in our understanding for the place Of

teacher guided oral reading in a developmental program is Sorely in need_ of

ar antion.
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 feedback about

their miscues. Clements and Hoffman (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 or

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 literature

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 attempt to 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 Hoffman

(1979) who identified three critiOal dimensions to be considered in examining

verbal feedback during oral reading: (1) selectivitywhich miscueS (or what

proportion) are responded to by the teacher; (2) timing--when, or at what point, is

the feedback offered; and (3) formwhat are the qualitative characteristics of tht

feedback itself. .
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METHOD

Subjects
The .subjects fdr this study were teacher pupil dyads.. Thirty-four elementary

pt;pils were selected at random from students enrolled in a summer reading
program at The University of Texas at Austin. The actual grade placement levels

of the students were distributed evenly among grades one through five. The

teachers were eighteen experienced classroom leachers enrolled in a graduate
reading methods class and sixteen undergraduate education majors (inex-
perienced teachers) enrolled in their firSt reading methods course. Pupils were
randomly assigned to teachers to form instructional dyads. Teachers and pupils

fled 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 scteening 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 reflected on the informal reading inventory (IRI),- were
generally distributed evenly above:and below grade placement.

Selected portions of basal readers in the New Basic Reading Series that had
'lot been included in the informal reading inventory, were used as reading
rnaterials in this study. Each pupil 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

oifficulty sequence was counter-balanced between subjects (i.e., easy first/hard

.second and hard first/easy second). All sessions were videotaped from
concealed audiovisual equipment. Prior to commencing the oral reading
sessions, identical sets of directions were given. Experienced and preservice
teachers 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 feel free to assist the student in as natural a manner as possible.

The pupils were told they would 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 major clusters of teacher/pupil interactive behaviors were monitored and
analyzed tor this study. See Table 1, Interrater reliability during coding was
monitored with random checks for coder agreement. The coefficient of interrater
agreement for. nominal scores K, was the measure used to 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 wordmiscues were coded and analyzed
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TABLE 1
Four major clusters of teacheripupil interactive behaviors

I Miscue
A Type insertions; omissions; hesitations; substitutions; mispronunciations; calls for

help; and repetitions.
B Meaning change: iligh and low. .

C Syntactic acceptability: high; some; and low.
D Grapho-phonic similarity: high and low.

II Reaction (student's immediate behavior following miscue)
A. Type: repeated attempt; continuation; immediate self-correction; pause; call for

help; and no opportunity.

Teacher Verbal Feedback
A.. Type: no verbal; terminal (giving the text word); and sustaining (helping student to

identify text word).
-B Form-of-sustaattending--(nonsue foousing);-eimp4e-graphophonic;

context; complex graphophonic (i.e., graphophonic followed by context); and.
complex context (i.e, context followed by graphophonic).

C. Timing of teacher feedback: immediate (0 to 3 seconds); delayed (more than3 .

seconds).
D. Point of teacher feedback: before the next sentence break; at the next sentence

break; or after the next sentence break.

IV. Resolution: teacher identified text word; student identified text word; or miscue lefl,
unidentified.

/
in this study. Multiple 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 acc(uracy of oral
reading for students in the easy material was about 85% andln the difficult
material about 81%. Although these error rates (15% and 19%,tespectively) are
high iry comparison to the criteria used with the screening tni, two important
differences must be kept in mind. First, in the experimental setting hesitation'and
repet itions were always counted as miscues. This was not always the case in the

screening IRI. Second, miscues which were self corrected in the experimental
setting were counted. They were not counted in the screening IRI. Multiple

. 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 oral reading instruction. Further
analyses of our data revealed that teachers were more likely (p < .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 preservice
teachers (40% versus 34%).'

AN tests of statistical significance were made following the model proposed by Castellan (1965) for
me use of chi-squares in the partitioning of contingency tables.
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Teachers- were more kkely (p z .05) to respond to miscues which affected

-,eaning substantially (44% were responded to) than those which resulted in

,ronanal Meaning change (only 19% were responded to). Teachers seemed also

10 be sensitive to the ways in which students were reacting to their own miscues in

determining whether or not to respond.'Teachers were most likely to respond to

epeated attempts (55% were responded to) and pauses after miscues (62%

were responded to). Teachers were least lilsely to respond when the students

continued feeding in the text after making a miscue (only 15% were responded

!0). It seems reasonable to conclude from these datalhat there are at least three

factors directly related to criteria for selection of which miscues to respond to: (1)

the degree of meaning change involved; (2) the density of miscues; and (3) the

strategy the student exhibits immediately following the miscue.

Timing: When did teachers respond?

The-timing-of
leacher-response-was_naonitorecLialmOlLays First, in terms of

elapsed time between the occurrence of the miscue and the initiation of feedback;

and secOnd, in terms of the point in the text relative to the miscue at which the

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

found that point of response tended to be earlier in the more diffiault material,

although elasped time was greater. This phenomenon canbe explained in part by

the associated decrease in continuations by the students when moving from easy

to difficult 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 to the degree of text difficulty in relation to pupil ability. Where the

feedback is offered is influenced by the student's strategy following the miscue.

Form: What kind of feedback was offered?
When teachers did respond overtly to student miscues, their responses were

divided fairly evenly (19% versus 18%) between.terminal feedback (initially giving

the student the text word) and sustaining feedback (attempting to have the

student identify the text word). .'The data also revealed that inservice teachers

resorted More often to terminal feedback than preservice teachers and that both

g rou ps used significantly more terminal feedback when students were reading in

the more difficult material. See Table 2.
In terms o.i breakdown of teacher sustaining feedback behaviors, it was found

that inservice teachers relied on significant attending feedback more often than

did preservice. teachers (38% as opposed to 22%). Significant attending

feedback provides the student with an opportunity to respohd and is noncue

focused. Examples would include such statements as: "try again" or "keep

working at it." Both groups tended to rely less on significant attending feedback

when students were reeding in the more difficult material.
Both groups of teachers were fairly evenly split between their reliance on

graoho-phonic and contextual prompts. As a group, teachers became more
contextually oriented in their prompts as students reed in the. more difficult
material. While, as noted earlier, teachers were more likely to respond to miscues

which substandally affected text meaning, there was no apparent relationship
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TABLE 2
Percentage 0 Teacher Prompts as a

EL,.a.:Von of Sustaining Feedback by Category

UJ

G.. r.c,,of7
N,rVv

crt pmcues

Auwle-g
vi.mow P-c&o.

Simpht

Groo In Phonic
Comptes

Graphc Ptron,c Coqoat
COMOIM
Comex!

insorViCe 67 34% 31% 5% 25% 5%

EASY Pfeservice 66 28%. 40% 1% 27% 1%

J Total 135 31% 36% 3% 26% 4%

.<
Inservice 83 43% 0% 22% 11%

ft
w

HARD Preserv,ce 77 14%
3249;/6.

0% 43% 4%

I Total 160 29°. 31% 0% 32% 8%

ALL Total 295 30% 33% 2% 29% 6%

between the level of meaning change and the form of sustaiiiingFeeRilDack, 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 substantially affected text

meaning was no more likely to get a context prompt than agrapho-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 prompt than a

context prompt. It was surprisingparticularly with respect to miscues which

substantially affected meaningthat teachers would apparently use this

information to determine whether or not they should 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

at another. For example, in only 6% of the cases in which a prompt was offered did

teachers combine both grapho-phonic and contextual cues. Teachers were more

likely 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 revealed no significant differences

between the groups of teachers. There was, however, a slight tendency toward

Shortor interruptions in the more difficult material. A significant difference (p <

05) was found for the amount of time away from the taskof reading relative to the

form of the sustaining 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 utlimately identified by the students themselves. Of _those single word

miscues responded to and receiving sustaining feedback, 41% 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 context prompts, for example, led to student identification 67% of the time,

while simple grapho-phonic prompts led to student identification only 51% of

the tinle.

SUMMARY

This study was designed in order toobserve and describe the characteristics of
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. t ,erbal feedback behaviors used by teachers dunng guided oral reading. Basic
re,ationships between pupil 6ehavior and teacher behavior were explored.

In summary, the maior findings of this study can be- categorized by
characterizing teachers' yerbal feedback in terms of selection, timing and form.
On the whole, both experienced and inexperienced teachers were remarkably
similar in their dhoices of response patterns. With regard to selection, teachers
were more likely to respond to miscues made in difficult material. As well, all
teachers appeared sensitive to meaning change in determining which miscues
!hey would respond to (although they did not appear to use this information in
determining the form of their verbal feedback). With regard to the timing
dimension of 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 (i.e., sustaining feedback with no 'cue offered),
simples grapho-phonic prompts .and simple contextual prompts Were equally
ciivided. The patter neef-sustain4ag4eedbark seemtdntlieate-thateentextually
oriented prompts took .less time and were more likely to lead to student
identification of miscues than grapho-phonically oriented prompts,

The generalizability of the ,findings from this study are limited by the dyadic
context and the unfamiliar teacher/pupil pairings in which 1the interactions.
occurred. But as Wilmot (1975) has pointed out, the basic -components of a
communicative system may be more easily studied initially in a dyadic setting.
The results of this study form a useful and necessary basis for expanded studies
of teacher-pupil interactions during oral reading in the classroom.
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Guided Oral Reading and Miscue Focused

Verbal Feedback in Second Grade Classrooms

The important link between success in learning to read in classrooms and

such variables as academic alloted time, academic engaged time and task

success rates 'has been documented again and again over the past ten years

(Berliner, 1981; Guthrie, Martusa, W Seifert, 1979). MOre recently, research

on teaching has come to focus pn a qualitative analysis of learning tasks

themselves and the strategies teachers use to maintain and manage groups of

students through these tasks (Duffy, 1981). Indeed, Doyle (1979) argues that

the most pressing challenge we face in instructional research is to explore

the nature of learning tasks and the relative effects or.merits of teachers'

efforts to sustain students' cooperation to a point of task completion. 'He

suggests 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 particular promise

in recent years is the analysis of teacher verbal feedback to students' oral

reading miscues. The advantages of studying interactions in this context dre

fairly straightforward. First, guided orarreading occupies a significant

amount of time and attention in most primary reading programs (Howlett &

%

Weintraub, 1978). 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

observation given the fixed nature of the stimulus (the text) and the overt

responses .required of both students (the pronunciation e words) and teacher

(the verbal feedback).

The overall goal of the research to be reported,'then, was to broaden our

understanding of teacher-pupil interaction patterns as- they are manifested
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during oral reading instruction and in particular those interactions which

surround oral reading miscues. The conceptual framework for this research is

based on two literatures: first on the work of Goodman (1967), Goodman and

Burke (1973) and others in developing and refining miscue analysis techniques;

and second on the work of Hoffman (1979) who has proposed a working model of

teacher decision making as it relates to miscue focused verbal feedback.

Background

Miscue Analysis

The qualitative analysis of oral reading errors did not begin with the

work of Goodman (see reviews by Weber, 1968; Leu, 1982). However, the degree

of attention and thoughtful interpretation he brought to this area a:re

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 are

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 utilization of information from available cue

systems. Based on the findings from miscue studies with many children,

Goodman and others have been able to fotmulate 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 ialso

been compared and shown to be different in the ways in which their miscue

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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That is, he set out to explain a complex phenomenon (oral reading) and therein

test and elaborate on a psycholinguistic model of the reading process itself. ,

Tangential to these efforts 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 hive used miscue analysit and

similar techniques to evaluate the impact of various types of programs on

pupil strategy development (e.g. Barr, 1974; Cohen, 1975). These kinds of

studies support the position that the qualitative characteristics of

instruction Tluence reader strategies. For example, students who are

exposed to instruction which-has a strong code empahsis demonstrate greater

reliance on grapho-phonic cues on their miscue patterns. Students who are

exposed to reading instruction which emphasizes meaning demonstrate greater

reliance on contextual (i.e., syntactic and semantic) inforMation in their

miscue patterns. Few studies, however, have used miscue analysis techniques

to investigate ongoing reading instruction. On the one hand, a reluctance 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 toward teacher guided oral reading as an

instructional practice. Whatever the reason, when one sets out to do

classroom research which involves observation of guided oral reading, one

recognizes that the Goodman and Burke (1972) Reading Miscue Inventory (RMI)

has certain limitations in this setting. For example, no provisions are made

in the RMI for recording hesitations or refusals on the part of the reader and

yet thi's is one of the most common types of errors made by students during

early reading (Biemiller, 1970). Moi-eover, the RMI offers little direction on

how to record or analyze the strategies students employ immediately following

3
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their initial miscues, and yet there is evidence that this subsequent strategy

level may be a very important one (Goodman & Gollasch, 1980). These kinds of

shortcomings have led to the development of a number of observational

instruments designed specifically for the analysis 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

Teacher feedback to students during instruction is a critical though not

particularly well understood ingredient to successful learning (Kulhavy,

1977). Teacher feedback informs the learner about the accuracy with Which she

F

or he is performing the task and can affect errors by telling the student when

errors occur and allowing 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 understood as a complex decision making

process in which three dimensions are in operation: (1) the teacher selects

which miscues should .be responded to; (2) the teacher decides when these

miscues should be responded to; and, (3) the teacher determines how these

miscues should be responded to. The research into teacher verbal feedback to

miscues has attempted to depict how teachers are behaving during actual guided

oral reading instruction, what effects various combinations of these

dimensions have on strategy developments, and how teacher adjustments relate

to pupil adjustments. Niles (1980) has reviewed research in this area. The

early clinical work suggests significant but complex relationships between

teacher feedback and pupil miscue patterns and comprehension (Jenkins &

Larson, 1979; Niles, Graham, & Winstead, 1977, 1978; Niles, 1979). Recently,

several field based studies have been reported which shed light on the nature,

4
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distribution, and effects of teacher verbal feedback to student miscues in

classroom settings.

Allington (1978, 1980) studied teacher verbal behaviors following oral

reading errors of primary grade children in high and low reading groups. He

found that teachers interrupt proportionally 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. Allington suggested that the lower!readers may be lower because we

treat them differently.

Pflaum, Pascarella, Boswich and Auer (1980) reported findings from a

study of teacher feedback which extend Allington's conclusions by examining

the question of whether difference in teacher response patterns to low group

errors may be due to differ:Nit patterns in student behavior. That is,

teachers adjust feedback to the particular 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 accounted for twice as much of the variance as

status variables in predicting 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 less time in reading groups, had less engaged time in

actual reading, and experienced less task success (i.e., a higher error rate)

5
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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 same miscue patterns held.

Hoffman and Clements suggest that teachers seem to operate under different

feedback routines to students 0 high and low reading'groups even when given

precisely the same set of miscue characteristfcs. They go on'to point out how

the dominant miscue patterns for high and low skilled readers were being

reinforced by teacher feedback behaviors. They describe the more skilled

readers in their study.as making mainly substitute type miscues which affected

meaning 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 the 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 from the teacher until the word was successfully identified.

They describe the less skilled readers 6 the study also as making primarily

substitution miscues; however, these miscues did resemble the grapho-phonic

features of the text word and also substantially affected text meaning. In

such instances the teacher was likely to interrupt almost immediately or after

the student had paustd briefly to give the correct word. With more difficult

words the less skilled reader hesitated and all but waited for assistance

which the teacher quickly obliged by giving the text word. 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

6
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and Clements proposed that teachers and student groups have tacitly worked out

an efficient system to make it through the oral reading of basal materials

suCh that there is a minimum of disruption to activity flow. Unfortunately

for the less skilled readers, the adaptive cycle leads to an equilibrium state

of teacher pupil interactive behaviors which despite thtir 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 of pupil behavior. 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 particularly for low readers.

The current observational study was designed to move us closer to

Plausible 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 relationship to the

qualitative features of those miscues;

2. to analyze differences in teacher verbal feedback and pupil miscue

patterns relative to student ability groups; and,

3. to examine the effects of error 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

7
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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.

,Method

\---
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 could be examined. There were

certain elements of the research design, therefore, which were outside the

investigators' control. Limitations to the study caused by the naturalistic

setting and the various steps that were taken to\adjust 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 the United 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

All 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, lowest (N=178) 'reading groups.

\B.
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The mean number of students in both the high and low reading groups was around

eight students at the time of initiation of the study.

Procedures

The participating teachers were given an overview 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 typically 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 lowest reading groups. They were

encouraged to record those sessions in which they planned to do sbme guided

oral reading. The importance of following normal classroom proceClures during

the recorded guided oral reading sessions was stressed. This self-recording

data collection procedure had been tested and compared favorably to

videotaping and direct observation in an earlier study (Hoffman & Kugle,

1982). Each teacher was visited by a research team at least once every two

weeks to pick up the recorded tapes and deliver blank ones. Tnis procedure

was followed over a ten week period. Thus five tapes were collected on each

group through the course of the study.

Pre 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.

AlT participating teachers were interviewed individually once the data

collection had been completed. During these interviews teacher practices,

beliefs, and attitudes toward oral readinb were explored.
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Coding

Audio tapes were coded using the FORMAS taxonomy (Hoffman & Baker, 1981).

This system of analysis identifies five major clusters of teacher pupil

behaviors which are miscue focused (see Figure 1). Cluster I specifies the

type'of miscue and qualitative characteristics (i.e., 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 cluster (V) is used to record who

ultimately (if anyone) identifies the text word. Research team members served

as coders of tape§ from the teachers_they were working with. The coders were

trained to criterion levels using the procedures outlined in the FORMAS

training manual (Hoffman, Gardner, & Clements, 1980). All 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 taxonomy.

Student miscues and subsequent interactions were coded in sequence from a

tape up to but not to exceed a total of twenty-five miscues or sixteen turn

changes within a group--whichever came first. In addition to the miscue

information, the students were monitored for number 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 Phase I the frequency data from each of the FORMAS clusters were

converted to rates. These were calculated for each student in a given group

10



Guided Oral Reading

by diviaing the FORMAS variable under consideration by the total number of

words read by that group and then multiplying by 100. In this way, for

example, the rate of high meaning change substitutions 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 with ability groups as a factor and the miscue

categories as the within group factor. In Cluster II a similar inalysis was

run for the reaction categories. Repetition miscues were omitted from the

analysis because they tend to artiffcally inflate the category of immediate

self-corrections. In Cluster III feedback categories were analyzed.

Immediate self-corrections were omitted from the latter two analyses since

they offered no opportunity forteacher, feedback.

There are two major areas of concern inherent in this analysis. As noted

earlier there were instances where teachers vcchanged 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 miyht 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 group in one school were less skiled 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 formed based on

a median split of average reading achievement for all groups using the initial

student reading achievement test scores. Pre-test scores were available on

11
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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 reclassification

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 t6eir 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 analyses were run first

with all teachers included and then with just the 14 who had 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 data from all

teachers in reporting the findings.

A second problem in Phase I anaTyses concerned the dependent variables.

The dependent variables 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 transforming 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. in 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 II) directly on the untransformed data set.
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Phase II

In Phase II the data were analyzed:using multiple regression following

procedures recommended by Ward and.Jennings (1973). Multiple regression

permitted an examination of the effects of reading achievement level and error

rate on the dependent variables.. The predictor variables_studied were

achievement (pre-fest); error rate; and teacher feedback behaviors (type,

form, timing, and point of feedback). Cniterion variables examined were pupil

behaviors (miscue characteristics; reactions, and resolution) and post-test

achievement scores. To prepare the data fon the multiple regression analyses,

frequencies were'computed for all groups on the independent and dependent

miscue and teacher feedback variables. Within clusters these frequenCies were

transformed 'to proportions. So, for example, we calculated the proportion of

miscues within a groUp Which were substitutions; or the, proportion of miscues

which were high versus loW meaning change. A correlatlon matrix for each of

the criterion variables was then constructed using all of the predictor

variables. All predictu variables which correlated significantly with the

criterion variables (p 4: .1) were included in the multiple regression

equation. The order of entry into the equation was always achievement

(pre-tesA followed by error rate followed by teacher feedback behaviors. A

sJ...4.4tp down regression procedure was followed to determine' which variables
0

contributed in a statistically significant way to the prediciton of the

criterion. The full versus restricted models were constructed by removing the

predictor variables in the reverse order from which they had been entered.

Thus, the last variable tested was always achievement on the pre-test.

Results

All teachers in the study relied on "round-robin" or turn-taking around

the reading group as the basit procedure for condu6t-ing guided oral reading.

The interviews with the teachers retealed that overall they had positive

13
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feelings regarding the benefits and importance of oral reading and used oral

,reading regularly. The teachers also confirmed at this time that the

interactions recorded on the tapes were representative of what went on during

a typical guided oral reading 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 missing. In some cases

this was due to mechanical problems with the recorders, and in other instances

these teachers had simply missed a session: No single teacher group had more

than one tape missing.

Over forty-five hundred separate miseues were recorded and-analyzed for

teacher feedback characteristics. The data presented in Table I 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 TOO words (95%

accuracy). The error rate for the low groups was .09 miscues per 100 words

(91% accuracy). This difference was statistically significant at the p 4.001

level. The distribution of miscue types was found to be statistically

different (F(5,34) = 27.18, p 4: .001) across all students. The miscue

categories (i.e., insertions, omissions, substitutions, mispronunciations;

hesitations,.and repetitions) have differentrates of occurrence. (There were

so few instances of "call for help" miscues that this category identified in

14
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the FORMAS taxonomy was eliminated from consid'eration.) 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

of certain kinds of miscues (Table 2). The proportion of hesitations was

greater for the less skilled than the high skilled readers. On all other

fr
miscue types the proportion was greater for the high skilled readers.

A two-way 'interaction (F(2,68) = 18.80, p4 .001) was found between__

ability and the degree of meaning change in insertion, omission, and

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, pd. .01) was also found between ability groups

on the deg ,e. of grapho-phonic siMilarity in substitutions and

mispronunciation 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 grapho-phonically 29% of the

time. An analysis of substitution miscues alone failed to reveal any

statistically signyicant differences between ability level on grapho-phonic

similarity.

The distribution of reactions to miscues was found to be statistically

significant (F(4,136) = 14.52, p4 .001) across all students. There was also

a statistically significant two-way interaction (F(4,136) = 3.14, pe. .05)

between reaction type and ability groups (Table 3). The more skillea readers

exhibited a higher proportion of continuations and self-corrections following

their miscues while the less skilled paused more and were more likely to have

no opportunity to respond to their,own miscues (i.e., the teacher coming in

before the student manifests any of the other reaction behaviors).

15
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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 4 .001). There was also a statistically

significant two-way interaction (F(8,272) = 7.59, p Z. .001) between.miscue

type and feedbaCk type (Table 4). There was.no statistically significant

difference between the type of feedback and the two ability groups (Table 5).

There was, however, a statistically significant interaction (F(2,68) . 6.48, pl...

.0051 between feedback type and meaning change on insertion, omission, and

substitution type miscues (Table 6). The proportion of no verbal feedback

tended to decrease as the degree of meaning change increased. No

statistically significant differences were found related to the form of

sustaining feedback and ability groups. Nor were there any statistically

significant differences related to timing or feedback and ability groups.

Predicting Pupil behaviors from

Achievement, Error Rate, and TeaCher Behaviors

Multiple regression analyses were used to identify teacher variables

which seem to contribute to the prediction of pupil behaviors while

controlling for both reading ability (pre-reading achiefement score) and text

difficulty (miscue rate). For each of the possible pupil behaviors a full

model was constructed from all of the teacher vaTiables which were

significantly correlated from all of the teacher variables which wen&

significantly correlated with that pupil variable. Pre-achievement and error

rate were always entered into each model co-variates. Each model was then

systematically reduced in terms of predictor variables in the following steps:

(1) timing and point of feedback variable; (2) feedback form variable;- (3)

feedback type variable; (4) the error rate variable; and, (5) the achievemnt
.

variable. At each point the significance of the R
2

drop was noted. Since
44)
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steps 1, 2, and 3 contain more than our predictor vector these steps were

further investigated lf the whole reduction resulted in a significant R
2

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 characteristic variables are presented

in Table 7. In this single table the most critical 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 R
2 drop (.1494) using the step dowm procedure

in this case is the same as the R
2 value for the whole model since the-e is

only one predictor variable. The sign of the Beta weight value for error rate

tells us that the relationship is a negative one. In the case of predicting

the level of Hesitations two variables were found to be significant: error

rate and terminal feedback. The R
2 value for the full model in this case is

.7468. The R
2 drop values for terminal feedback (.0475) and error rate

(.6993) -indicate the change in R2 value for the full model when these

variables are removed from the model. The F test values relate to the

statistical significance 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-achievement 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 characteristics for the va'rlous models was from .09 with

17.
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high grapho-phonic similarity to .75 with repetitions. Teacher verbal

feedback variables were found to be significant in the best models for

predicting hesitations (a positive relationship with terminal feedback) and

little meaning change miscues (a negative relationship with the point of

feedback before the next sentence break).

The models for each of the pupil reaction variables are presented in

Table 8. Here, pre-achievement was found 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 R
2 values in predicting reactions was from

.18 with repeated attempts to .76 for no opportunity. Teacher verbal feedback

variables 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 repeated attempts (a positive relationship with immediate

feedback); (3) in predicting pauses (a positive relationship with no verbal

feedback and with immediate feedback); (4) in predicting no opportunities to

respond (a positive relationship with terminal feedback); and, (5) in

predicting immediate self-corrections (a positive relationship with feedback

given at the next sentence break).

In Aetermining the relationships among teacher variables and achievement

data an effects analysis was run using post-achievement as the criterion

variable with pis:test scores included as a predictor. Valid pre- and

post-test data were found available on 76% of the total population of

students. The podel for predicting post-achievement is presented in Table 9.

Both error rate and terminal feedback showed a small but significantly

negative relationship with post-achievement.
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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 features 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 analyze 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 body of miscue

research and our own earlier work. The less skilled readers tended to make

proportionately more hesitations and fewer insertions, omissions and

repetition type miscues than the,more skilled readers. The miscues of the

less skilled readers also violated text meaning proportionately more often

than the more skilled. The miscue reaction patterns were different for the

two groups of readers. The less skilled readers were more likely to pause or

be interrupted immediately by the teacher while readers in the high skilled

groups were more likely to continue and immediately self-correct. .The
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different patterns of verbal feedback in terms of terminal, sustaining and no

response did not reach levels of statistical significance between the less

skilled and the more skilled readers although the distribution is in the same

direction as that of Hoffman and Clements (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 s'tudy as they were in our

own earlier work. For example, the error rate for the less skilled readers in

the Hoffman and Clements (1981) study was 11 miscues per 100 words read. In

this study the error rate for the less skilled readers was-nine miscues per

100 words read.

3. To examine the effects of error rate and teacher verbal feedback

patterns on pupil behaviors and growth in reading ability. Achievement

levels, error rate, and teacher verbal feedback variables showed clear and

strong predictive relationships to pupil reading miscue and reaction patterns.

That reading achievement is related to miscue and reaction patterns is not

new. That error rate is independently and significantly related to these

patterns has been suggested in the past (e.g., Biemiller, 1979; Blaxall &

Willows, 1981) and given clear support in this study. Indeed, with some

miscue characteristics (hesitations, repetitions, substitutions, and grapho-

phonic similarity) and reaction patterns immediate self-corrections)

error rate predicts pupil behavior independent of achievement level. Certain

teacher verbal feedback behaviors were shown to be related significantly to a

number of pupil miscue and reaction Patterns.
\

were a positive relationship between hesitatio

The most oteworthy behaviors

miscues and terminal feedback,

and a positive relationship for delaying the point of feedback with

continuation and immediate self-correction pupil,behaviors following miscues.

20'
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The findings related to predicting achievement gain are partiCularly

interesting. It was no surprise tht pre-achievement predicts

post-achieveMent. It is significant, though, that both'error rate and at

least one teacher feedback variable (terminal feedback) are also significantly

and negatively related to gain.

The negative relationship 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 materials haS been'a part of reading lore-

for a long time. The research literature is bpginning to offer stc-ong

empirical support for this belief and even suggest that the error rates we .

have established or agreed on (e.g.,-95% for instructional level) may need to

be revised upwards to a higher success rate (Beck, 1981; Fisher et al., 1978;

Good & Beckerman, 1978). The arguments for this in theory and practice are

many. At lower error rates the students are getting much more actual reading

over the same amount of engaged time. ,At high error rates students encounter

frequent failure and frust,ration. High error rates lead, to contant

disruption of activity, flow, and this gives rise to Management problems in

group settings. At high error rates the students'are not able to-use the same

strategies (e.g., relying on surrounding words and meanings as clues) as they

could in materials at low error rates. All of these factors contribute to

vicious cycle situations where the student hesita,tes and the teacher gives the

word either to build up rate or because they realize the -student won't be able

to successfully identify the word on his/her own. The next time the student

encounters a little frustration with a word, he or she may be just a little

more likely to wait for the,teacher to give the word and the teacher a little

more likely to oblige.
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The negative relationship between terminal feedback and growth in reading

achievement would suggest that this strategy may be harmful. However, the

relative advantages of doing nothing or giving sustaining feedback are not

clear from the results of this study. It would seem, though, that a high

degree of tolerance (i.e., no verbal feedba k) for miscues--particularly those

with low meaning change--is warranted given the patterns experienced by the

high skilled readers. The -only guidance related to the beneficial

-characteristics of sustaining feedback is to be gained by looking at the

,prediction models for miscue reactions. The timing (both in terMs of point of

interrUptidn and elapsed time) of the response seems potentially more

important than the actual form of response. Delayed responses or feedback is

associated with continuations and self-corrections, -both of which are

characteristiC of the more skilled readers. By contrast immediate feedback by

the teacher are associated with pauses and repeated attempts, and .pause

reactions are characteristic of less skilled readers. Thus delaying overt

feedbatk; whatever'the particular'form, may be more beneficial than the offer

of immediate assistance. This hypothesis has found some support in a clinical

study of teacher verbal feedback reported by Hoffman, Clements and O'Neal

(1982).

What is emerging from this study and other recent studies is a fairly

clear picture of what is going 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 activft,i flow helps to explain in large part the difference

in the interaction patterns between the high and low ability groups. The

effects analysis both on short term (pupil miscue and reaction patterns) and

long term (pupil achievement) measures suggest specific ways in which the

22
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context for guided oral 'reading (in terms of error rate and specific teacher

feedback behaviors such as wait time and the use of terminal feedback) is

related to pupil behavior. We are now in a better position 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 clearly in terms of

causal relationships and speak more directly in terms of improved classroom

practice.

23
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Figure Caption

. A breakdown of the FORMAS variables



CLUSTER

I. MISCUE (THE OBSERVED RESPONSE IN RELATION TO THE EXPECTED

RESPONSE)

A. TYPE: INSERTIONS, OMISSIONS, HESITATIONS, SUBSTITUTIONS,

MISPRONUNCIATIONS, CALLS FOR HELP, REPETITIONS

B. MEANING CHANGE: LITTLE AND SUBSTANTIAL

C. GRAPHO-PHONIC SIMILARITY: HIGH AND LOW

II. REACTION (STUDENT'S FIRST BEHAVIOR FOLLOWING THE MISCUE)

A. TYPE: REPEATED ATTEMPT, CONTINUATION, IMMEDIATE SELF-

CORRECTION, PAUSE, CALL FOR HELP, NO OPPORTUNITY

III. 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) AND 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. TIMING 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. TYPE: TEACHER IDENTIFIED TEXT WORD, STUDENT IDENTIFIED

TEXT WORD, ANOTWER STUDENT IDENTIFIED.TEXT WORD,

OR MISCUE LEFT UNIDENTIFIED
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Table 1

Average number of miscues, turn changes, words read

correctly, and reading rate for high and low groups*

Abil4ty Groups I

SESSION -

II III IV V

N of Miscues /High 20.8 21.1 20.4 20.1 23.7

(NM)
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

Words Red
(TCWR)

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 85.7 91.8

*by teacher assignment



Table 2 .

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 5.07% .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



Table 3

Distribution of miscue reaction patterns

within ability groups

Pupil Reactions High Skilled Low Skilled

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



Table 4

Distribution of teacher feedback
to various types of miscues

Miscue Type
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



Feedback Type

No verbal
feedback

Sustaining
feedback

Terminal
feedback

Table 5

Distribution of teacher feedback type
related to ability groups,

High Skilled Low Skilled

Percent Rate per Percent Rate per

of total 100 words read of total 100 words read

68% .36 .
'49% .50

16% .08 19% .19

16% .08 32% .33 -

21:1,1



Table 6

Distribution of feedback type related

to the degree of meaning change involved in the miscue

Degree of
Meaning Change

Teacher Verbal Feedback

No Verbal Sustaining Terminal

Percent
of total

Rate per
100 words

Percent
of total

Rate per
100 words

Percent
of total

Rate per
100 words

Low Meaning
Change

High Meaning
Change

75%

58%

.28 13%

22%

.05

.09

12%

20%

.04

.08

295



Table 7

Multiple regression models for
predicting pupil miscue characteristics

Criterion R
2 Predictor Variable(s) Beta Wt. R

2
Drop F Test

Insertions .1494 Error Rate -.3866 .1494 7.38(1,42) p<.01

Omissions .2198 Achy. (Pre) .4689 .2198 11.27(1,40) p<.01

Substitutions .2147 Achy. (Pre) -.3913 .1997 9.92(1,39) p<.01

Error Rate -.5219 .1126 5.59(1,39) p<.05

Hesitations .7468 Error Rate .6720 .6993 97.67(1,42) p<.01

Terminal Feedback .2730 .0475 7.70(1,41) p<.01

Repetitions .1909 Error Rate -.4369 .1909 9.91(1,42) p<.01

Little
Meaning .2890 Achy. (Pre) .4007 .2035 10.22(1,40) p<.01

Change Point of,Feedback
(before next
sentence break) -.2966 .0854 4.69(1,39) p<.05

High Grapho-
Phonic .0935 Error Rate ,.3058 .0935 4.33(1,42) p<.05

Similarity
4,



Table 8

Multiple regression models for
predicting pupil miscue reaction patterns

Criterion R
2

Predictor Variable(s) Beta Wt. R
2

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

Point 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) .3814 NS NS

Error Rate 1.2163 .2905 23.50(1,39) p<.01

Terminal Feedback .5282 .2123 29.91(1,38) p<.01

(Achy (pre)
Error Rate) -.7797 .0290 4.47(1,37) p<.05

Immediate
Self-
Corrections .4231 Error Rate -.4301 .3067 18.58(1,42) p<.01

Point of Feedback .3629 .1164 8.27(1,41) p<.01

(at next
sentence break)



sfr

Table 9

Multiple regression model
for predicting achievement on the post test

Criterion R
2 Predictor Variables Beta Wt. R

2
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

c.
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THE EFFECTS OF DIFFERENTIATED PATTERNS OF VERBAL
FEEDBACK TO MISCUES ON WORD IDENTIFICATION

STRATEGIES AND SUCCESS

Research on teacher feedback to oral reading miscues hasreceived considera-
He attention over the past few years (Niles, 198(1). This increased activity 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
front classroom research which-have documented the wide use of oral reading
in primary classrooms (e.g., Hoffman & Clements, 1981). Research into
teacher verbal feedback to miscues can be classified into two basic kinds of
studies. The first set of studies are field-based in nature and have attempted to

describe the characteristics and distribution of types of teacher 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, 1918;

Hoffman and Clements, 1981; Pf laum, Pascarella, Boswick, & Aver, 1980).
Others have examinedthe relationship.between teachr beliefs about reading and
their feedback patterns (Hoffman and Kugel. 1981; Mitchell, 1980). The othcr
broad area of work in teacher feedback has been more Clinical in nature and
tocused on comparisons of selected patterns of feedback as they relate to stu-
dent performance characteristics (Jenkins and Larson, 1979; Niles, Graham, and
Winstead, 1977 and 1978: Niles, 1979). While studies of this latter group point
to the existence of relationships. che treatments have at times, been unclearly
decientiated and left many 'crucial features of feedbaek such as timing and
point of interruption unaccounted for in the final analysis.

The study to be reported falk clearly into the second line of research in that

it is clinical in nature. The purpose of the study was to explore the ways in
which vkiation in the form and timing dimensions of feedback (Iloffman.
1979) relate to differences in pupil performance.

METHOD

The study was conducted in the public,.school system of a moderate size city

. in the south central aya of the United States. All ten of the elementary schools
in the district participated in the study.

Subjects
There were 84 students in the study who had been selected propOrtionally

from the high reading groups of twenty second 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 experiment for whoM the text
materials would be too difficult.
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Design
Six dilterent treatment conditions were devised for use 'in this study. These

six conditions varied aeross the two dimensions of form and timing of feed-

back. The basic feedback forms were (I ) terminal-or supplying the word to the

student.; (2) sustaining grapho-phonic-or attempting to help the student identify

the text word by focusing attention or orthographic features of the word

toOk carefully at the letters in the word- and -Try to sound it out.", and (3)

sustaining context-or attempting to help the student identify the text word by

focusing attention on surrounding structures and meanings (i.e.. "I.et's try read-

ing that sentence again" and "Does that word make sense'? What word would fit

better?). The prompts used for the sustaining conditions were developed based

on high frequency strategies used by teachers in earlier field studies. The timing

o feedback was varied in terms of the point of interruption: immediate (before

or immediately after the word following the muscue); and delayed (at the first

sentence back following. the Miscue.

Prot'edures
The -students were randomly assigned to treatment conditions. They were

asked to read aloud both specially designed passages under their assigned feed-
back condition. Feedback was offered to die students only for those miscues
made on the eight difficult words, This made4a total of 16 opportunities for
feedback given that each 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. If upon review it was found that the experimenter failed to
give the correct feedback on over IP% of the student miscues in difficult words
then that subject's data was discarded. This review process resulted in the dele-
tion of data horn only two subjects.

Dina Analysis
Oral reading performance on the sixteen experimental words in this study was

coded using a modified version of tfie FORMAS taxonomy (Hoffman and
Baker. I98I). The words were coded initially for, miscue type )omission, sub-
stitution, mispronunciation, call for help. hesitation, and repetition). Omissions,
substitutions and mispronunciations were further elassified for high and low
meaning change and substitutione,and mispronunciations were classified for
graph-phonic similarity. Each miscue was also categorized for the subject's im-
mediate reaction to his/her miscue (continuations, repeated attempts, pauses,
calls for help, self-corrections) and for the ultimate resolution of the miscue
(teacher identifies miscue, 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 experimental sessions to code reading performance. For
each of the categories' of miscues described above the subject's errors were ex-
pressed as a percentage of the opportunities for error in thafeategory. This was
the dependent variable used in analysis described below except where otherwise
noted. The basic design of this experiment included three factorialized between
subject variables. These were the timing of the feedback, the fornrof 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 classified as
hi:flier ability readers (Fe =5.7). Students who scored below the sample mean
were classified as lower ability readers 3.3). It should be noted that the
classification by ability is a relative one.

A series of live analysis of variance were run using this desigr with the addi-
tion of one of the FORMAS within subject variables (misc type, meaning
change. grapho-phonic similarity, reaction, and resolution). MiIiJr changes from
analysis to analysis are discussed in thc results section. In- e ery case an un-
weighted means' solution was used to solve the problem of unequal cell 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 feedback,
the timing of feedback, and reading ability.
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RESULTS

Preliminary analysis revealed no statistically significant differences between
the six treatment groups on either the percentage of miscues on target words or
on the total number of miscues made including those outside the target words.
The overall error rate was 41% on the target Words and 6% when all miscues
were considered. There was a statistically significant difference (p<.001) bet-
ween the high and low ability readers in their error rates ort target words (23%
versus 59%) and on all text words (4% versus 8%).

The first basic set of analysis examined the percent of miscues on target
words as a function of miscue type, form of feedbaick, timing of feedback, and
ability group. For these analysis and tho-se that follow omission, insertions, and
calls for help were not considered due to their low frequency (i.e., less than I%
o( the total). The distribution of miscues across the remaining three categories
differed significantly across al treatment and ability grourg IR2,144)=29.04,
p<.0II. The most frequent types of miscues across all groups were mis-
yrimounciations (56%). There were no statistically significant main effect differ-
ences in the distribution 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 117(4.144) =531, p<.01t. Tbe data for higher and lower ability readers
relative to this mr:raetion are presented in Table I. The major source of the
interaction seems to he related to-differential performance of the poaer readers

t.
under the various feedback conditions.

Sithjects in thc lower ability group under the delayed grapho-phonic feedback
condition had a much higher incidence of mispronunciation type miscues as
compared to those in the immediate grapho-phonic 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 miscv as compared to those in the immediate context
prompt condition. Lower ability readers in the immediate context condition
tended to mispronounce rather than hesitate.
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The patterns for the higher readers under the sustaining conditions tended to

he in direct contrast to those of the lower readers in particular with respect to

mispronounciations. Immediate grapho-phonic feedback inflated the level of

nuspronunciatiims. immediate context diminished mispionunications. Uder.the

delay conditions those patterns were reversed for the higher ability readers. Ter-

minal feedback under both immediate and delayed conditions had similar effects

for both higher and lower ability readers.
Reader performance was analyzed next under sustaining feedback conditions

for the two most frequent miscue types ( nisprimunciatons and hesitations) to

determine whether it was the teacher or the student who was ultimately respon-

sible for identifying a text word once a miscue had been made. There was a

statistically significant (p<.001) live-way interaction between miscue type.

feedback type, feedback timing, ability group and resolution (Table 2). For the

huy het reading group. the sustaining context conditions----both immediate and

delayedwere superior to any of" the other conditions in eliciting student over

teacher identification or mispronunciations. The same was true for the lower

readers in the delayed condition. In the immediate condition, however, the con-

text group was the highest in teacher identification of mispronunciation mis-

cues.
-Ilk: final area of analysis focused on the percent of miscues made on a target

word the weond time it was encountered given a miscue on the first encounter.

The percent of errors were analyzed as a function of feedback type, feedback

timing and ability-group. These error rates are presented in Table 3. A statis-

cally significant main effect was found for timing on error rate IF( 1,72 =5.49,

.051. Although not reaching levels of statistical significance: the delayed

context feedback condition was superior to al other conditions in reducing the

incidence of repeated. errors.



DISCUSSION

The resutts ot this study clearly indicate that difference in verbal feedback

can affect the quality of student performance during oral reading. Thc precise

nature of the relationship between teacher feedback and student performance is

complicated but the Findings of this study pl)int toward some valuable hypoth-

eses useful in guiding future investigations.
The tendency for the lower ability readers in the immediate grapho-phonic

condition to hesitate can be explained in part .as "learned helplessness." That is.

the readers come to recognize that they will receive help soon if they just wait.

There may also bc 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 efforts corrected immediately. In the delayed

grapho-phonie condition these factors are not in force. The lower readers have

time to apply the Strategy conimunicated implicitly in the feedback and they

mispronounce.
Lower ability readers in the immediate context condition 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 way to utilize the context strategies im-

plicit in the feedback. They have !united time to process and only the context

up ti the point of the miscue to work with in making an attempt. The option of

mispronouncing is open to them because even if unsuccessful their effort will

not be challenged by the context oriented prompt. The tendency for lower abil-

ity readers in the delayed context condition was to hestitate. As with the dc-.

layed grapho-phonic group it seems that these readers had sufficient timc to

apply the strategy implicit in the feedback offered. We hypothesize that these

readers are using hesitations as thinking time or even for convert rereading.

Timing seems to he the critical factor intluecing the ability or the willingness of-

the lower readers to apply certain strategies. For the higher'yeaders timing did

not secm to be so crucial. .

Delayed context shows up in two areas as a potentially' valuable feedback

strategy. Students reading in this condition were more successful than in any

other in identifying their own miscues. Students in this group were also highly

successful in identifying target words in their second encounter. Interestingly,

the students in the iMmediate context condition were among the poorest in both

these areas of performance;
The importance of timing of feedback showed its overall impact in the area

identifying the target words on their second encounter. Th.. effect of delaying

feedback was salient across all forms of prompts for higher and lower readers

alike.
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'FABLE I

Percent of Miscues as a Function of Miscue Type,
Form of Feedback, Timing, and Ability Group

Form Timing Substitutions Mispronunciations Hesitations

Terminal 1mm. 4.33 27.83 25.50
Delay 14.38 22.06 15.06

Lower Sus. G.P. lmm. 7.78 25.94 29.39
Ability Delay 14.40 33.20 10.60

Sus. Con . lmm. 8.67 46.92 4.25
Delay 6.31 17.38 25.06 -

Terminal lmm. .81 22.19 3.19
Delay .91 9.93 2.71

Higher Sus. G.P. lmm. 8.33 12.67 7.42
Ability Delay .. 1.95 11.50 . 7.00

Sus. Con. lmm. 1.86 11.71 4.50
Delay .00 20.63 3.25

NRC. Snilication of Promising Teacher Effee1iveness Variables for Reading
Instruction
Disk 2, File 38, Galley 38d, mss. 328

TABLE 2

Percent of Miscues as a Function of Miscue Type,
Form of Feedback, Timing, Ability Group, and Resolution

Form Timing Mispronunciations .Hestitations

Teacher ID Student ID Teacher ID Student ID

Tcnninal lmm. 15.67 12.00 21.83 3.33
Delay 17.38 4.75 7.88 5.38

Lower Sus. G. P. Imm. .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 1mm. 16.63 5.113 , 2.38 .75
.Delay 5.43 4.57 2.71 .00

Higher Sus. G.P. Inon. 7.33 5.17 3.00 4.33
Ability Delay 5.60 5.70 3.20 . 3.20

Sus. Con. Imm. 2.71 7.00 2.71 . .00
Delay 3.(X) , 15.75 1.50 1.50
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TARILE 3

Percent of Repeated Errors on Second Encounter of Target Words
as a Function of Feedback Form and Timing

Form Immediate Delayed

Lower Ability

Higher Ability

Terminal 53.33 53.54
Sus. G.P. 59.67 55.3'3
Sus. Con. 72.02 37.80

Terminal 2:7.08 14.29

Sus. G.P. 34.52 10.33
Sus. Con. 14.76 8.33


