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The Funetion's'of On67.-to-one,Oral'11.eading-Interactions

Learning to read, takes 'place .in two major,seetings in New Zealand classrooms.
,. ..

These4are, small groups compoeed of 'readers at milar stages (e.g. currently._

. receiv ng l_nstruction_with'ehe same text) a d, ,oral reading
,

g.interactions.between
i

,%a tee h r aqd.one reger (Katchen,1976; Glynn andiNcNaUghton, 1975).

,

This latter-one-to-one setting may have crucial functionsin.dearning to read,

especially fo. remedial 4nStruetion. it allows-a teadhet to monitor the progresss
.

."
Ofspecific readers and observe the acquisition of appropriate readirfg strategies.

Accurate observation ena e the teacher to assess the'competencies' of the. reader
7

. r9- and desigh instruction accoringly.

'

a

1
/

J
One 'to -one interactions also provide opportunities_ for learning. .Aequiring

.
,

proficiency in reading can be seen. as. learning to accurately attend to both graphic

and Contextual cues, to,integrate responding to those cues, to bdcothe efficient by

.

:using the most informative cues, and finakly, to become Inepetdent and self'
,

instructing, partially through learning 'to self correct (Clay, 1972i:Day, 1975;
4

Doehring, 1976; Goodman,-4976; fa Berge and Samuels, 19-74;*McNaughton, 1978; Wanat,
- - .-

.

1976). This conceptdalisation of reading implies that readers mist haVe opportunities. .

to use and de?elop their, behaxioura). strategies in the task of-contextually based

reading.

During one-to-one interactions where,"eXtended text -used oral reading occurs,.

°a reader has the opportuniey'to practice 'skills and strategies already learned.
7' . .,

The reader can also learn.to integrate responding by attending to all cues 'on.the
J

run'. Opportunities for
i

becoming moreaCcurate, efficient and automatic in attending

to cues are provided andei ndependent self, Monitored and self corrected reading'can
.

, .
1

.

develop. .

As a result of -'several studies it now seems obvious that one-to-one interactiOnS

with asensitive teacher could be an optimal setting for learning to put, pki1101

',.1 together and develop prdficiency,especially whOon'the usual classroominstruction:has,
, 0 . 'A ,

failed (e.g. Glynn. and McNaughton, 1975; McNaughton and Delquadri, 1978).
N 4,,

In. simple terms of time, readi9 in' these settings -Pliobably markedlyincreases

opportunity lot-p,ractice .relative to the.tite avainble for individual-:-responding

, in small group settings. The effects of practice are well known in -peyhoiogical,
1

research ,and arc an important learning process. variable (Eintzman, 197.6). With

a sompiex -set of skills like conte%tunlly-based reading it is probably a Ve'ry'

significant variable.
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Similarly, in .the one-to-one setting the reader can ett textual cues

for itxtendp'd periods Of time without ,interruption and sb b entext within

whichto integrate use of specific graphic cues. .This is M ff t plat to

,4

maintain-id a small grodp setting. AS reading proceeds, the t .. 'matefi'.

fel4,and instruction wit.h-the Oertioular reader's skills. tch'between

strUctiem and ti3e peculiar needs ()fan individual learner- is mo

t --..,

ficult to

,('

achieve irla small group setting.
,

. . -

ANNi

'',TheSe-comme4tsshould not be takeri, as ,a condemnation of small group settings

for reading instra0.on.' ,Different settings may -be important-for learning different'
. -

skills. Similarly, diffefent settings may becomehgre important at different

stages of learning., hus'a small group setting may be, the most fudctional setting for

,

discvssingand recalliAg'experienc nd ..eoncepts which are'relevant.for reading a

.text and indliting, specifc stragi
xperience methods. Theargument

suggeAted:here ls,that soNewhere the reader must have the opportunity to put skills

together and Actually read, and that the most efficient settiingfor this to occur.

:..with.e'maximum of practice ana learning will,,,often-be in `one -to -one interactikns

with e' teacher.
J

Some observations made during the course of a pilot study may illustrate this

-point. Daily measures, we e taken of six-year-old low progress maders from a

suburbanAuckland classro m. The study aimed, to examine the usefulness for
.

.4

inOrmal'early readers of a reinforcement programme which had been.developed for
.

,

junior special class children (Glynn and McNaughton; 1975). keadig,instruction

for the early readers took place in an Open plan 'classroom, was typitally conducted

onlyin a small group setting, and did not occur every day:. fhiSmade it difficult
,

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

In order to gain greater experimental precision reade,rs were removed from the

classroom every day and read with the Senior Teaeher, of Junior Classes in her

classroom. Tlise oral reading sessions were
conducted every day for about five

minutes. Readers read a different text each day. No instructions were given to

the teacher other than to inte;ect in hqr "usual" fashion,. .It was .planned Olat.

after repeated measures had been taken for a 'baselineYperiod the teacher would °

be instructed in the reinforcement prbgra;.::.:.e
anO/qanges in rOckr behaviour

due to the reinforcement programme could be monitored.

Figure 1 about here

4



The,nicetieS of experimental precision were not achieved. Major changes In
readers' behaviour occurred during baselines. The 22 baseline days shown in Figure
One .are the data from ohe of the .readers.

The low progress reader became highly accurate (above 90% words read initially
Correerly)'and was's.elf correcting at,a'high'level (above 40% ,erresitt corrected
after 20 days. Checks on'observer reliability were taken.on seven days by a second
dhsrver.. Observer agreement on errors was 8 /. and was 100% for self corrections '

.

-The major change that had occurred for this reader was from a small group.
rtading session to 'daily one-to-one reading interactions with an experIenciA

ti

teacher. IncP6ased practice and/or matched instruction may: have contributed to .:

s change. :

From' casual obsertions it would seem that the reader' would, have had very,,

littLe ppprtunity to respond in the mill group settings. The change'altered
this infryluent, sjibrt duration respondling to five minutes of extended. practice
per day...,

Another inter-esting oservationfrom this study is, that the $.T.J.C, fdiali not

prise Very.often, about three times per session'(less than once a minute). However
,

,she did payveTy careful attentionto errors' as can be seep i4 the top graph of
Fie one.'. In the firs.t few session's she attended to almost every error (close

14°0%).. 'The. percenIlages declined as the reader became more independent (self.
Otrected) and.thn.-rose-again. Although the teacher may have attended .to ost
every error ii-f.the las't.feW sessions, because thare were so few errors reading was

.

,not often intqr.rupted (;--lbselii every 20 correct,words compared with almost/every
. ,

p, 4 .

other word -in 'the dist feW.,sessions).

4
4 o

B. Ditension cf,Xttention to Oral ReadinFl Errors
,, . ,..,

This last'observatIon introduces the basic concern of this paper. A sig4ificae
feature of oral"r4lingi interactions is teacher attentiorvieo errors (e.g.. Wg.in'srein,

,
-

(r.,.,.
, 1).0

above1976). It wa't',claimed abo,Ve that one-to-one iriteracCions may provide crucial, a

learning oportunflie5:.,. It is possible that attention to errors maybe one of the
PpeTative tvachfpg piocef3ses. This process may optrate to either 'facilitate

. .z.

ip,dependent irofic'etd' reading or inhibit such learning.

, _ ft1'. ,_ - ____,..._ _____ ______
. : k ;

'

l

Agroemi:!nt calculatey fox=mula s.10Aiaj- of the two observer's s,esslon totals
'' divided:by:t1,e fat'f,er-cif the t1.:,(0 .er\fer's totals and multdpliq by 10G.

!-
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Most analys-e&f. ,of behavioural.idteractiens over academic skills have.emphasised
..-=.,

,,
the use and evalvation of reinforcement- contingencies (e.g. LovIptt,raton, f.

Kirkwood and Peiander, 1971; Staats, Sraats, Schutz and Wolf, 1962),. Those behavioura

programmes Ant
-

have also used error.c6rTtion :procedures-have not usUally.analySed
;, . . _

. a
_1 ,

. 4

the. usefulness' geparately, (e.g. Berner an GIi ni, 1972;,Giyn and McNaughton,

;.;

1975):
a

9

Erro attention could function to provide; information, that is cue certain

reading behaviours to occur. An error can bs seen as an instance of inexact `dr

'inappropriate reader attention to contextual and/or, gra hic cues in the text.

Teacher attention to that error may have instructional properties which cue the
r reacle) r in how to be more accurate in attending to appropriate cues. -From this

perspective error attention provides crucial information enabling a reader to learn

what cues to attend to and how-to attend to them.

tot
4 _Error attention can also have motivational properties. There are several sudi(

which Indicate that under appropriate conditions attention to errors can actually

reinforce (i.e. increase) error production (Hasazi and Basazi, 19724 Sajwaj and

Knight, 1971). This could be a very real problem in remedial interactions. It

suggests that teachers closely observe the:outcomes of their behaviour and that

appropriate responding have more reinforcing consequences than inappropriate

responding. The question of motivational properties of error attention will-not

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

discussion that interactions are ideally designed so that attention to errors

does not function as s reinforcer for errors.. (i.e. increases error production).

The instructional or cueing function of error attention can be_ analysed in

'greater det4i1. When a teacher (or;other instructor such as a paraprofessional

parent or pleer etc.) attends to an error during oral reading the attention has

direct and indirect influences on reading behaviours:, These influences need to
/ P

.be examined with the question, does the
/
error:attentiontlacilitate rapid. integrated

learning or does it restrict the readers attention forcing a difficult- component
/

discrimination which is not able to be integrated with other skills?

Figure 2 about here

In Figure'a indirect

attention. This term refer to how information is provided.

.)

nfluenee is termed the spatio-temporal prperties of

a. Timing. Attention can occIftimmcd:Ntely following an error or it_

r.



can )e delayed for. varying lengths of time.

-(A) TEXT : The house had big'windows..

READER-s The horse had big windOws. .

':-,.. f t
Aattention)..a b

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

Substitution 'horse' for house, attention could be given' immediately after 'horse'

and before 'had', or could he delayed (for example) until after the sentence has

been completed.

This indit-influence will be examine further in a study reported bel9w.

Anticipating that study three outcomes of the difference between immediate anel

delayed attention are obvious. Immediate attention,restricts the opportunity

for self correction to occur. It also reduces the availability of the post

err context. Final., it' restricts the sort of assistance the teacher can

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

to errors until the end of the sentence, readers will become more proficient

than if one attends, immediately.

Pauses or no-response errors are somewhat different. With response

(substitution) errors both the,reader and teacher have Overt informatpn to use.

However, several different events' could be happening when a deader pauses. These

includeb less overt forms of self-correction, intensive analysis Of cues, or,

breakdown of integrated and accurate responding. There .probably,will be a length of
k

Lime, different for 'different readers, which would corfespond to delaying until
)the.end of a sentence. However, delay after this,time andreaders%N.,ill begin to

lose preceeding contextual cues and solving the error 'becomes a difficult

discrimination task. This is an illustration of the importance (both to-

teacher) of the reader actuA,,14 making a response rather thail omitting or ot

attempting a response. Conditions in interactions should be arranged so that

responses are more likely to occur.

r

b. Frequency. Attention can also vary in terms of how often o 'which

errors attention is given to. Forgetting timing of attention for a momen t should

all error be attended to, and under what conditions should an error notbe/broiJght

\s-Pil
,/,

to a reader' ttentio ?
1

One can't accurately answer that question witliout know-led

of(tparticUlar readers and the texts they are reading. j9

, . .

I

It is assumed that a self corrected error is not also attended to by the teacher.
There are gOod reasons for consideri'g a self correction to teach

l
a,reader wore

than any subsequent attention a teacher, could provide (McNaughton, 1978): Subsequent,
attention could even interfere with that self-instructed learning.
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If attention to errors is. intended to facilitate learning then different readers

will need tb learn different things from error feedbak. A major concern, however,

is that every instance of error attention will interfere to some extent With ongoing

attention to cues and the avilability of preceeding .cnes (Klein, 1976).

Additionally, errors differ in the extent to which meanirrg is altered (consider\,

example B). Given the goal ofcling is to gain meaning then it maybe more

important to correct some sorts of errors than others.

".1 (B) TEXT The mouse ran into the house.

, READER 1 : The house ran into the house.

READER 2 : The mouse rat into 'the house.

READER 3 : The mouse ran into the home.

But while some errors 'minimally alter meaning they also arise from inexact

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

-then.inaccurate responding may generalise to similar situations. I;7the long,

term meaning may be interfered with because incorrect attention has Been over-
.'

learned.

. More proficient readers can become more accurate just given extra reading

practice withoutany error attention (McNaughton and Delquadri, 1978). put even

with these readers learning effects of extra practice (no attention to any error)

are inconsistent and not as strong ad those resulting from error attention.

Alternatively several studies of oral reading interacti,ons which have programmed

attention to every error have been very successful (McNaughton and Delquadri,

'It would seem that most errors which are not self corrected should be
_ .

attended to. It is of'couze important to.alter such factors as texts and

discussion around texts so that readers do not, Take many errors anyway. (the

data in Figure 1 also say something about the 'instructional necessity for providing

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

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

a Situation of inefficient dysfunctional word-by-word de oding.

But if more than one error in ten is occurring i ay De important notto
,

always attend to the errors which minimally change meaning, In this way appropriate

contextual cuesare allowed to build up without interference by elror attention)

With this bUild up other errors,which do alter meaning will be more easily

observed by the reader'(a behaviour necessary to self correction) 'and will be

better able to becorrected.
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It is intereso note in Figure 1 that as the reader,became more
-accurate the teacher began not to attend to some errors (a' reduction in percent

of errors attended to). Other data from a study 'of learning disabled twelve year
olds showed a similar occurrence 1

. As readers became more accurate their teacher
attended to fewer of the errors that were bade.

To add to these data one researcher has found:low progress first year readers.
received greater amounts of attention to errors than high, progress readers.
Thus increased error atten Ionwas associated with lower progress. The differences
between high and low pr6gress readers increased over the five months of oi4ervation
(Weinstein, 1976). This finding could also illustrate the operation of i=ediate
attention and other dimensions of error attention in addition to frequency alone.
Nevertheless it does idicate that there may be inappropriate outcomes of high
frequehcies of error attention.

Cunningham (1976) has shown that teachers are much more likely to correct black
dialect-specific: errors that minimally change meaning than non dialect-specific
errors which minimally change meaning. This suggests expectation and attitudes
of teachers may inflnencq'Awhat errors they attend to. how progress readers
receiving greater amounts of error attention may be being restricted in deVelcping
independent, reading. Enforced instruetionalilderiendencemay occur when no encourage--
.ment/support is given (by not attending) to substitutions.wllich are contextually
appropriate and the reader cannot build u101Guable contextual cues.

c. ... ....D rati n. Duration refers to how long an instance of error
attention takes. ,

. .

(c) TEXT The mouse an into the house.

READER The house,

(attention) "No7.,that's not right, would it be honse.?..

look at the first letter...it couldn't possibly be
hcit7tibecause house is the last word..."you read it ih.t1

last-sentence

An inappropriate duration is shown,* example (C). If the objective in oral reading
interactions is to'maint in attention to contextual cues so that meaning is gained:'
and if error attention i to efficiently instruct a reader to attend more accurately
to a cue and in grate t at skill wi .attention to other cues, then the shorter
the duratio' the better.

d Delquadri (1978) but .the data referred to

1The, study is" reported in McNaughton
are unpublished.
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There shoulll be just enough information matched with what the reader needs to

learn to strengthen the inexact or redirect inappropriate attentivn.to cues.

?!?",

if the reader does not correct ,very soon after, the aftdntion has been '

provided then the teacher has probably not provided appropriate, nsuable information.
Continued attention in the form of 'questions reduces both:the likelihood that the
error will be corrected easily and the likelihood_ that th.resulting learning

40:will be usefully integrated with other skills. A rule adopted in some studies

has.been to use no more than three simple prompts (questions or instructions)
and if a correction. does lot occur then provide the cfffect word and get reading
going again (Glynn and McNaughton, 1975),

d. chatige sequences. A final indirecIform of influence is change
in the timing, frequency and duration of error attention: Changes such as those
from immediate,to delayed timing,,from no errors attended to, to most errors

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

An example in Figure 1 is the change from very high percentages of error attention
to lower and more variable percentages.

Direct influen'ae ey.attention to errors occurs in what information is provided.

e. Amount of information.
, This dimension is similar to duration.

Example (c) above illustrates how attention to an error can proVide different amounts4, 444

of information. At one extr'there are statements like no and "that's'wrong".tri

Very ,little learning is possible
1

from the minimal informati5on provided (e.g. Egeland,
;

-----119751). The other extreme Ys shown1,
an Example (c)'. Ttds possible to have both

. too little and tdb much informtion. The reader should be pravi \ ed with the

appropriate-information to learn to attend more accurately. TatO.nformation
should be in the most economical package possible so that contextually-based7a

reading can continue. Many different'sorts of prompts will confiise learn4ng.
.

f. Type. Two types of Information can be provided.Promlits are
questiOns or instructions for how to respond correctly. The second type, models,
give direct information for what the correct response is. Both types'are shown
in example D.

. (D) TEXT : The mouse lived in*a hole

READER . The horse lived in a hole

( "Loolcat-the first letter".

PROMPTS ( "What does or' say'f'

(attention) ( 9Would a horse live in a hole?"

in



MODEL "The, word ipt mouse"

(attention)

A model rapidly,pro'Vides a iesponse which can be integrated with an available
context.% Prompts will place greater demands on eader attention than a model.
But a prompt, if matched with.a reyr's learnint needs and emphasising important
cues for learning to read, will provide more usea le.information about how to
respond on future occasions with different words.

V

Models are more appropriate to use (1) )when r aders do not have the text word.
in their oral language repertoire, (2) when readerS.are not able to use contextual
or graphophonic cues associated with the text word to salve it, and, (3) when
readers are not able to quickly use information front prompts. This can happen0
for example with interest .words, multi-syllabic,words:and unfamiliar words.
Thus, models often may be more appropriate with weaker or yoUnger readers.

Models appear to be a pervasive feature of early °reading instruction (Forester
1975) and often have been used in successful remedial programmes (e.g.. };night,
Hasazi and McNeil.; 1971; La For; Pree and Ilasazi ,1975). In one study of
twelve year old learning disabled readers a modelling procedure was compared with
a prompting proc- edure The prompting procedure was more effective with the more
proficient render and the modelling procedure was more effeCtive with the Yss
proficient reader (McNaughton and Delquadri, 1978).

0 g. Level of prompt. Level refers to the behaviours whielr are cued
or instructed by the prompt. used. A basic distinction can be made between graphicI \

.or graphophonic cues and contextual (semantic and syntactic) cues. Prompts can/
p_ cue attention to either of these cue sources in the textual,array.

(E) "EXT \\ : The cat ran into the house

READER :" The can ran into the house

(PROMPTS I : ( "Look at the last letter"

(attention) ( "Sound it but"

( "Is that n ?"
r-

PROMPTS..-1I : ( "Yould_that. make ifnse?" 4

( attention) "Start fro the beginning again and see if its can"

(-11Who was running aw(Gy?".

'These two levels arc shown in example (E): Prompts at level I are intended to

)
I I'

k3A6:1°
4%

40(

L
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instruct attended to 11Mtuse of graphic cues and those of. level II' are intended

to instruct attentton to and use of contextual

-

/ Readers learn to use both cue sources accurately and efficiently (Clay, 197,x;

Doehring, 1976). Arly in the acquisition sequebte, especially in New Zealand,,the

reader relies on contextual cues to overcome limitations on automatic yrocessing

-\ bf complex visual, stimuli. EffectiVeness is dependent orl the match between .the

readers specific skills which-determines what needs to be learned, and the'

information provided by *he prompt. Even given complete description of a readers

capabilities what needs to be learned is not obvious. It dependson'the.general

goals of the reading programme (cf. barr, 194,) and knowledge of how different

41 sets of readirig skills are most usefully and efficiently acquired..

Continued over emphasis on one cue scurce will'lead to pr,Oblems: Generally
r

'prompts for use of contextual cues.can also set the occasion for learning about

graphic cues. But prompts for graphic cues restrict attention primarily to teat

cue source (Klein, 1976Schvanaveldt, Ackerman andSemlear,. 1977, WittrQck, Marks

and Goctorowi 1.975). However it doesn't make any instructional sense to 'prompt for

context with a contextually appropriate substitution (e.g. "Dad"for'Pather"). Thus

.proMpts to attend to specific graphic cues should be used when errcrs_are

contextually appropriate if such attention Eo the error is.appropriate. Continued

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

especially with weaker readers.

h. . Ctinge seciuence,s and c,onsistency. In the fast 'pdTagraph i was4

clarined that inflexible continued prompting may interfere with acqui-siti n of

proficiency. This. suggests that as a reader acquires new skills the information
. .

brovided should shift so that the match between reader's skills and information .-

available is Maintained. L
Continued modelling,.or prompting of already learned skills would reduce

progress. Major changes the amount or level of information, irrespective of

c4ages.in reader behaviour would also be problematic Alternatively, to

facilitate learning some consistency in' instructions i required. Consistent

V.instructions to-- attend to a particular cue source keep the readeNattendirCg to that

'source:

1. Consequent sequen Several programmes for oral' reading instruction,

have adopted a. reread procedure after an error has been corrected following a prompt

or an imitation of a model has occurred (F x, :1973;,140;aughton and Delquadl, 197S).

-"/
12
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. .

,In- these,programmes a reread involves going,back to the beginning of the sentence
-.,in'which the error occurred. Rereads could be useful in building up contextual

./-

cues after an errof-attention episode. This would be especially important if it
has taken some time fox the error toibe corrected.. The reread also arlowt'for
the repetition of the corrected word within a context. If'the emphasis has been

-' on graphic cues then this may bean important instructional Strategy foT imbedding, n

the digcrimination'learning i4 a context (cf. Medin, 1975)-.

C.- Results from a-Study ofthe TimY1, of Error Attention
: .

.
-, A study was designed to test the usefillness-of the framework for analysiOr..

4

Or attention, and-specific
preilictTonsabOuCtiming (McNaughton, 1978). In

that study 6six year old normal readers hadindividual oral reading interactions
in their cl ssrOom. Whenever an error occurred a specially instructed tutor

. .

intervened either immediately or after. a delay (typically the end of a sent nce) ..
Other aspects of the error attention_ such as the information provided and the
duration were kept constant. The tutor used a small amount of nonde cript praise

sr
to maintain.readinlo The children read a different book each day b ink the bo.pk
that had been introduced to the whole class in the previous day. Every second
day the children read a second completely unfamiliar book to the tutor. No error
attention occurred on this book.

This second book was used as a transfer test of:the continuing effects of
immediate or delayed attention to errors. It also provided unambiguous measures
of changes in self correction behaviour on accuracy. In the non-tutored texts
the,re were no direct effects due to information provided by error attention. Finally,
it provided a more sensitive measyre of effects because the texts were completely
unfamiliar. Reliability of observations based on interobserver agreement data
was acceptable. Immediate and Delayed phases alternated across time so that readers
received seven or eight. days under one condition and then seven or eight under the othe
All readers received two phases of each condition.

Immediate versus delayed attention during tutored reading will necessarj,13,-
restrict the opportunity to self correct. The tutors intervened before 5, seconds.
had elapsed or before the next word was read. The results showed that this
restriction of opportunity occurred. What is interesting in the data however is that
when given the opportunity- under the delayed attention all th1 e readers produced :;ore
self corrections. They self corrected more than 4 out of 10 errors when attention
was delayed compared with less than 2 out of JO errors under immediate attention.

There was no direct instruction tcliself correct or,extrinsic reinforcement for

self correction. This effect is like manipulating a setting condition such as the
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fabili,arit3T of books to guaran e use of ciantextua! cues (Schvanaveldt, Ackerman

And Semlear, 1977). Self-correc ion appears to be a behaviour which is likely

to occur given :supportive conditions for attert.Qon to contest and typically nay

not depe on direct forms of instruction.

The teacher had chosen'tex at an appropriate level And iritiodUced them very

effectively. The cnildren read the texts underitmmediate conditions at 91% wirds

read initially correctly r.

7

er delayed attention conditions 93% Of e words were

read initially. correctly.. Thus .there was some chnge in accuracy but-rea rs were

already very accurate.

This effect may have been due to 4he tutors immediate at,tention to'errors

reducing the readers attention to contextual cues in two ways. Firstly, contextual,

cues are reduced'by repeated interruption orthe post - error, context. Reducing

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

with self monitoring of mismatches at the level of-appropriate meaning.

These two influences would tend to interfere with efficient generation of meaning

by reducing prediction and sel' checking. Additionally, self corrections may have'

an instructional function. Observing mismatches, attending more closely to cues

and correcting inexact. Or inappropriate attention may have a self instruction
-

fuii.ction (McNaughton, 1978). More accurate and efficient attention could be

during self correction. If this is correct then greater accuracy'

would also be expected under delayed conditions. This is a _conceptualisation

of self correction as a self instructional process.

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

readers the delayed conditions which applied on the text read several minutes

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

one Fiore error in ten -,being corrected). Fox one further reader the daily measures

show immediate conditions reduced ageneral trend towards higher rates of self

correction.' .With one subject there was a general increase across time.

a

In keeping wit!) accuracy during tutoredreading,as.curacy of non-tutored reading

closely follOWed th self corrections- Five out of the six subjects readthe non--

tutoryd texts with greater accuracy when delayed conditions allowed more si-frf;

corrections and higher accuracy on the tutored texts.
tm,

1 This is a measure of how accurately words are read the first=rlifie they are encountere

It treats.self corrections as errors.
.
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(Average 892 words read initially correctly'compared with 83% words read. initially
correct). The rdmulning subject slkowed consistent increases in accuracy associated
with the increases in self corrections.

data generally' sh.OWiehat for all but one reader the effects of , timing

were strong and transferred to a new unfamiliar text. The major implication of dlis
.

\,-result is that immediate attention to errors during oral reading will reduce self
t

k

.

corrections. ThiS effect on 41.f correctf011s will be a rissoc ed with decreised /t
.

- . 0ac raey in reading. Both effects will tend toteneralise to situations whet-e
there is no attention tO,errers. The effectS will be stronger with weaker,

0-. , /readers and, if4ontinued'OVer time, would significantly reduce the development's
of proficient reading.

i * .

.

--,- i . i.A question arists conceTning,the naturalistic' acc4rrence of immediate
versus delayed attention in oral reading interactions ip school. Fully representative
descriptive data are not 7currentlY. zvailable. Data being'procesged by a research .....

Project in proce42sugg sts that at least some teachers may often at nd immediately
to errors. Over ,three Months, observatiOnS were made Vi teachers f five problem, .

readers who hadbeen re red to the Project for profound. difficulties in reading.
The data indicate the teachers-attendedimmediately to around 70% of the 1192 errors
which were obserNed. Teachers ranged from immedia'y attending on 40% of, the, Li....,_.

occasiorli to 90%. Thus this may be a pervasilwa feature of, our oral reading inter-._

actions with problem. readers.- An unintended. effect of these interactionay be,

/
. .

.

.enforced .°
rinstructional dependence by the problem readers. This relates very clearly

to data reported above concerning increasingly greater,amounts of error attention
'being-given to 'low progress readers (Wienstein, 1976).

The paper began by considering the place of one-to-one oral reading settings
in reading instruction. It claimed there is a very important function for such
-interactions an learning toieead. It then analysed one.learning'protess in these
intqractions; attention tOerrors. In oral reading interactions attention to
errors will function with attention to appropriate reading response Both are
essential components of interactions. An analysis was made of error attention
in terms of direct and indirect influences. One indirect dimension, the timing
of attention, has recently been shown to be a strong determiner of self behaviour
and accuracy. This iss,one dimension that 'teachers should he aware of when conducting
instruction via oral reading interactions. One final comment is in order. It not
only matters at early and remedial readers have one-to-one interactions, it also
matters .h w these are conducted.

1 .-
.The Mangere Dome and School Project. Education Department, University of Auckland.

1J ,-
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Figure One.-

FIGURES
16.

TercentagA of teacher behaviours (upper graph)
and reader behaviours (lower graph) in daily one-to-one
sessions,

FigUre Two. -' Attention to oral reading errors analysed, into twb gener'al
properties and their component dimensions.
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