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Chapter 1 

Introduction to the Study 

In recent years there has been renewed interest in regard to how young 

children become literate. It is apparent from a review of the literature that 

sorne children corne to school lacking preschool experiences with print and 

that, for sorne, the reading and writing process is "going awfy" within the first 

year of instruction (Adams, 1990; Clay, 1975,1991 ; Taylor, 1995). Early 

intervention to prevent both literacy failure and negatiwe attitudes before 

impediments to leaming bewme entrenched is the premise underlying Marie 

Clay's New Zealand Reading Recovery Program (1 979,1993). In her research 

on beginning readers, Clay (1979) found that even after only one year of 

instruction, high progress readers "operated on print in an integrated way in 

search of rneaning, and read with high accuracy and high self correctionn 

(Clay, 1993, p.9). In contrast, low progress readers operated on a narrow 

range of strategies - relying on memory for the language of text, and paying no 

attention to visual details. Low progress readers often lost track of meaning, 

and began to operate in an inefficient way. These ineficiencies were then 

practised day after day and, in a short time, risked becorning automatic. These 

findings led Clay to conclude that if visual, syntactic, and sernantic cues were 

addressed within the first year of instruction, then readers could leam to 

operate in more appropriate ways. 



The Reading Recovery Program provides short t e n  help that Clay's 

(1 979,1993) research has shown results in accelerated progress for at-risk 

early readers and writen. The intervention is begun after one year of forrnal 

instruction, which begins at age five, school entry age in New Zealand. The 

program does n d  have a set of materials nor a step-by-step curriculum but 

instead, for effectiveness, depends on the trained teachefs ability to: observe 

reading and writing behaviour, infer the child's intentions and underlying 

cognitive processes, and make instructional decisions. The teacher may 

realize he or she needs to adjust his or her own instruction in response to the 

child. Instruction starts with what the child can do, based on the detailed 

obsewations of the child as a reader and writer and focusing on his or her 

strengths. 

The purpose of this project is to conduct an integrated inquiry 

(Marsh, 1 991 ) by synthesizing the research on Marie Clay's Reading Recovery 

from mid-1960 to the present in order to identify questions for further study. 

Substance of the lnauirv 

In Chapter 2, the findings from a review of the literature on emergent 

literacy acquisition formulate how young children acquire early reading and 

writing behaviours. This emergent Iiteracy review focuses on story book 

reading both interactional (Morrow, 1982, 1983, 1987) and independent 

(Heibert, 1981 ; Mason, 1980; Mason, Stewart, Dunning, 1 984; Masonheimer, 



Drum & Ehri, 1984; Morrow, 1 982, 1983, 1987; Sulzby, 1985; Teale, 1 987) and 

the development of early writing behaviours (Sulzby, 1 982.1 985; Sulzby 8 

Bamhart, 1986). In Chapter 3, the inquiry is centered on Clay's work 

(1 979,1993) with early readers and writers, and indicates how this research led 

to the subsequent development of the Reading Recovery prograrn and a 

greater understanding of the process of early literacy acquisition for 

practitioners. The criticisms of a number of authorities (Barr, 1 995; 

Nicholson, 1989; Robinson, 1989; Shanahan & Heibert. 7994; Wasik & 

Slavin,1990) of Reading Recovery are also reviewed in detail in Chapter 3. In 

Chapter 4, the iiterature review examines the implementation and adaptation of 

Reading Recovery in other countries such as Canada, the United Statess, 

Australia, and England. The focus then shifts in Chapter 5 to compare 

Reading Recovery with other early intervention programs as well as to 

examine the implications of early intervention premises and research findings 

on beginning reading classroom instruction. In interpreting Marie Clay's work 

and comparing it with the work of others in the field of early literacy acquisitio~; 

the paper concludes in Chapter 6, with recommendations for: (1) the classroom 

application of Clay's work, and (2) further classroom-based research. 

Research Method 

lntegrative inquiry is described by Marsh (1991) as a form of inquiry that 

brings together knowledge of what is known on a subject from a variety of 

studies and relates that understanding to particular needs in practice. In 



keeping with Marsh's view of integrative inquiry (1 991), this research on 

Reading Recovery will: 

take al1 studies related to the topic, review them, organize them in ways 
that distinguish and contrast work on different but related questions and 
analyze or draw implications about what is known and what still needs to 
be studied. (p.274) 

This paper therefore focuses on exarnining, reviewing and organizing al1 the 

published research and critical papers discovered in an extensive search of 

the literature related to Marie Clay's Reading Recovery Program. These 

include current books, International Reading Association publications, joumals 

and articles for Reading Recovery research and programming in New Zealand, 

United States, England, and Canada. Once reviewed and examined, they are 

analyzed to draw implications for practice and further research. 

Marsh (1 991) cites general guidelines as to how an integrative inquiry 

should be conducted. As a general framework, he recomrnends a tentative 

model put forth by Ward (1 983) which includes four phases: 

development of a framework 

development of detail and implications 

review of literature and interaction with experts 

the buiiding of a consensus for the synthesis of information 

In relating Marsh's model of integrative inquiry to this present research, this 

thesis: (1 ) provides background information on Reading Recovery; (2) 

develops implications for instructional programming; (3) reviews Marie Clay's 



research, subsequent criticism and rebuttal (Marsh's review of the literaturel 

interaction with experts section); (4) compares Reading Recovery to other 

early intervention prograrns, and synthesizes the results in light of future 

programming and research rewrnmendations. Ward's inquiry mode1 provides 

a broad but helpful framework within which the topic of Reading Recovery and 

ail of its implications c m  be addressed. This integrative inquiry synthesizes 

information not just on Marie Clay's work but, by reviewing the commentary 

and reports on Reading Recovery practice in other jurisdictions, suggests 

implications for beginning reading instruction in the classroom and also 

generates questions for further inquiry. 

Emeraent Literacv: Underlvinq Themes 

The development of early reading/ writing skills has long been of interest 

to the teachers of young children with both those children who learn with ease 

and those who experience obvious struggle and confusion. Understanding 

early literary acquisition and creating appropriate instructional techniques to 

aid its developrnent in al1 children has been of prime interest these last few 

decades; much has been written, researched, and debated in this area. 

Reading and writing acquisition are viewed as part of the literacy culture of the 

child. From this broad perspective has emerged a narrower focus defined as 

emergent literacy that encompasses both reading and writing, centering on 

young children, up to approximatel y six years. This emergent literacy 

perspective assumes that children's not yet conventional literacy behaviours 



precede and develop into conventional literacy. More and more is being 

leamed about how the refinement of this developmental process occurs, as 

well as how children's early strategies for making sense of written language 

are influenced by various cognitive, developrnental, and social interaction 

factors. 

Knowledge and understanding of ernergent literacy continues to unveil 

itself (Maçon, 1980; Heibert, 1981 ; Monow, 1982, 1 983, 1987; Maçon, Stewart, 

Dunning, 1 984; Masonheimer, Drum, Ehri, 1984; Sulzby, 1985;Teale, 1987). 

However there is growing awareness of central themes that predominate - 

themes, such as the importance of the social context in relation to the 

interactional nature of development - the need for adultlchild interactions to 

learn both immediate problem solving strategies and to provide an experiential 

base from which to draw at a later time; and themes, such as the developmeni 

of emergent reading and writing, children having knowledges that are correct 

(conventional) and knowledges that are emerging towards conventionality. But 

beyond that, insight that the developmental arrangement of these processes 

appears to be either sequential or simultaneous or both and is strongly 

infiuenced by individual variations and purposes. Clay's (1 975) 

representational stages of writing and Sulzby's (1 985) emergent storybook 

reading behaviour sequences f o m  the foundations or approximations of this 

framework. We can conclude, though, that there are three general types of 

experiences that help young children learn to read and write: 



1. interaction with adults in speaking, listening, reading and 
writing ; 

2. independent explorations of print initially through pretend 
reading and scribbling and later through rereading a familiar 
story and wmposing messages with invented spelling; and 

3. adult modeling of language and Iiteracy. 

This concept of ernergent Iiteracy is consistent with the theoretical 

prïnciples of Vygotsky (1978). These state that children leam within social, 

interactive environments which are guided and mediated by an adult. This 

mediation leads the learner through what Vygotsky labels the 'zone of proximal 

development" in which a child, with assistance, is able to accomplish tasks 

that could not be successfully completed or leamed alone. This modeling 

helps the child internalize strategies for eventually cornpleting such tasks 

independently. Thus Vygotsky (1 978) contended that higher mental functions 

appear on the social level between people (intercognitive), and later on the 

individual level, inside the child (intracognitive). By employing a skill/strategy 

with the assistance of an adult (interindividual) the child begins to internalize 

the behaviour and develop it as an independent function (intraindividual). 

Thus the zone of proximal development is at the cutting edge of learning 

where, with scaffolded instruction, the child acwrnplishes tasks and solves 

problems that could not be successfully completed independently. 

Earlv ReadinaNVritina Proaress and Readinci Recovew 

Leaming to read and to write is a task of great importance. For most 



the process goes well, but for some children learning involves the formation of 

missing or weak links, and causes devious routes and unproductive literacy 

outwmes. Rather than allow children to fiounder, thus creating a sense of 

failure and frustration, Clay (1 982) proposes monitoring performance at the 

earliest stages of learning to read and write to ensure the earliest detection of 

difficulties. Once discovered, Clay (1982) proposes that teaching efforts to 

remedy difficulties be intensified and individualized in order to establish 

fundamental Iiteracy skills. It is important to note that this monitoring reflects a 

detailed systematic observation and recording of what a child can do in the first 

year of instruction. In order to highlight areas of concern, such detailed, 

systematic observation has been organized into an assessrnent tool which 

Clay calls the Observation Survev (1993). 

Early reading is a unique stage in the developrnental process of becoming a 

reader. Clay identifies three concepts related to early reading that are no 

longer helpful in understanding this stage, and need to be let go. One is the 

concept of a reading age, that is a score derived from the administration of a 

standardized reading test. Clay does not believe that such information is 

helpful in identifying whether a child's needed skills are present or absent. A 

second is the concept of reading readiness. Some educators contend that 

there is a need for a transition time in the first few months of schooling, in 

which children may be engaged in work sheet tasks that require them to 

discriminate between minimally different objects, letters, or sounds for the 

purpose of refining visual and auditory discrimination skills. In Clay's view, 



children need active involvement with print right from school entry in order to 

discover how oral and written language are related. The third concept 

educators need ta discard is related to Iiteracy development and invalves the 

practice of allowing children passive tirne to grow into themselves and mature 

into readers rather than providing active instruction and direction to correct 

inadequate learning or confusions about print. It is for these children who, 

early on, develop inefficient systems of functioning or responding that Clay has 

developed the early intervention program called Reading Recovery. 

The design of Reading Recovery is based on the assumption that children 

leam by wnstnicting meaning through social interaction. Supportive social 

contexts are built for children learning to read and write. Thus more 

knowledgeable learners engage in constructive dialogues that support 

learning. Gradually students take over the other process themselves and 

bewme independent literacy learners. 

Reading Recovery provides the social interaction that supports the cnild's 

ability to work at a level at which he or she may be "half righr, not having full 

control but able, with the support of the adult, to problem solve and perfom. 

Thus Clay's program incorporates Vygotsky's (1 978) notion of the 'zone of 

proximal development". Within this zone, interactions with knowledgeable 

others is critical. The focus of the Reading Recovery intervention is on 

working just beyond the child's actual developrnent and building a system that 

leads to further learning. Clay also invokes another Vygotsky (1 978) principle 

that leamers bewme engaged in meaningful activities. Readers in Reading 



Recovery practice in connected text rather than participating in skill sheet 

activities which feature isolated instruction. Consistent with the principles of 

learning identified by Vygotsky (1 978), Reading Recovery is intended to meet 

the needs of children who experience difficulty establishing effective reading 

and writing strategies, and who are thus at risk of not becoming independent 

readers and writers- 

The Readina Recoverv Prociram 

Quality Reading Recovery provides practical, early programming to 

intewene and teach appropriate print processing. Reading Recovery is 

characterized by one to one instruction during daily 30 minute lessons in which 

the goal is independence, never doing for the child what he(she) can do 

him(herself), and on teaching the leamer how to use meaning, syntax, and 

visual information as cues to word identification. The youngster is taken out of 

his(her) regular classroom for individually planned lessons. The goal is to help 

the child discover effective reading and writing strategies. During the lesson, 

the child reads several short books with natural, predictable language and 

composes and writes a story. Every day the child is introduced to a new, more 

difficult book which he(she) will be expected to read without help the following 

day. Intervention continues until the child has developed strategies for 

independent readinghriting and can function satisfactorily in the regular class. 

Reading Recovery is an early intervention program designed to reduce the 

number of children with literacy difficulties. It is a prevention program which 



helps Young, lowachieving children by providing daily individual teaching in 

addition to classroom instruction. Reading Recovery is based on the premise 

that al1 children need the opporkinity to move into an effective Iiteracy 

instruction program in their first year of school which proceeds at an 

appropriate Pace and ernploys sensitive, well trained teachers. The term 

"recoveqf implies a deliberate attempt to have those children who are making 

unsatisfactory progress: work at average levels in their classroom by the end 

of the program, profit from existing intlass programs, and continue to progress 

satisfactorily. This means that those children who have not started to use 

efficient literacy leaming patterns can catch up and become independent 

leamers. 

Reading Recovery arises out of an extensive program of research and 

development carried out by Marie Clay from the University of Auckland. This 

research began in 1976. It was requested by teachers in order to establish 

and explore the range of variability of reading and writing behaviours in six 

year old children who were having difficulties. The initial research studied 122, 

six-year olds with a variety of presenting problerns: poor language; 

inconsistent left to right directionality; dîfficulty hearing sounds and sequences; 

and an inadequate speech to print match. Follow-up studies were wnducted 

one, and three years later. As a result of the research, a set of teaching 

procedures for dealing with early literacy difficulties gradually evolved. A wide 

range of techniques which related to theones of learning to read and write 

were piloted, observed, discussed, written, and modified. In 1978, field trials 



were conducted in five schools. The success of these trials led to project 

expansion. By 1983, Reading Recovery was operating nationally in New 

Zealand. 

Reading Recovery has, in the 19908s, becorne part of school programs in 

Australia, the United States, Canada, and England. Intervention begins with 

the Observational Survey which unccvers what a particular child controls and 

what operations and strategies he(she) could be taught next. It is on the basis 

of a surnmary of the information gained from the Observational Survey that 

children are identified as in need of intervention. Observation Survey results 

thus provide baseline information for instructional programming regarding 

useful problem solving strategies and the child's strengths and weaknesses in 

relation to early Iiteracy concepts. 

In the initial two weeks, the teacher works with the child on what he(she) 

already knows in readinglwriting in order to build rapport and confidence, find 

a readable text, build fluency, encourage writing, and gather baseline data. 

Clay (1993) refers to this tirne as "roaming around the known." Once this 

period of observation has occurred, it is time to move into active instruction. 

The daily lesson follows this tutorial structure: 

rereading two or more familiar books 
reading yesterday's new book and taking a running record 
working on letter identification and /or making and breaking words 
writing a story (including hearinglrecording sounds in words) 
cutting up and rearranging the story 
introducing a new book 
attempting to read the new book (Clay, 1993) 



As the program progresses, both the child's behaviour and the instructional 

focus continue to grow and change, although the above lesson format and 

sequence remains. Once a satisfactory level of independent functioning has 

been achieved and the child is able to work within the level of the average 

group in his(her) class (often within fourteen weeks in New Zealand), Reading 

Recovery support is discontinued. Progress continues to be monitored on a 

follow-up basis, however. 

Sumrnarv and Focus of This Studv 

The purpose of this study, as described in Chapter 1, is to examine, 

review, and organize al1 the research and critical papers related to Marie 

Clay's Reading Recovery, and analyze them to draw implications for practice 

and further research. 

Chapter 2 provides a theoretical, research-based view of emergent 

literacy thereby establishing a baseline upon which to judge the soundness of 

Clay's (1 979,1993) Reading Recovery Program. lncluded is a discussion of 

themes of early literacy acquisition, such as children's not yet conventional 

literacy behaviours proceeding developmentaliy and being refined, as well as 

themes such as the influence of various cognitive, developmental, and social 

interaction factors on early reading and writing development (Heibert.1981; 

MasonIl 980; Mason, Stewart, DunningJ 984; Masonheimer, Dnim, Ehri, 1984; 

Morrow, 1982, 1 983, 1987; Sulzby, 1 985;Teale, l987). 



Chapter 3 presents Clay's early research and views regarding reading/ writing 

development. It will: (1 ) describe Clay's gathering of information through the 

systernic observation of early readersl wn'ters, (2) explain how that information 

foms the instructional baseiine of the Reading Recovery Program, and (3) cite 

the Reading ~ecovery follow-up research and its implications. Chapter 3 also 

provides a critical response from other educators and researchers in areas 

such as research design, outcome measurements, programming components, 

and political and systemic issues. 

Chapter 4 describes the adaptation/implernentation of Reading Recovery in 

wuntries such as the United States (Ohio), Canada (Scarborough), England 

(Southwark), and Australia (Central Victoria). 

Chapter 5 compares Reading Recovery to other early intervention prograrns to 

identify instructional wmponents which have implications for early years 

classroom Iiteracy instruction. 

Finally, Chapter 6 concludes by making recommendations for early 

intervention programrning and identifying questions for further research. 

An extensive review of the literature suggests the foliowing issues related 

to Reading Recovery: 

cost effectiveness, both short and long terni, including 

the number of children who are able to receive intervention 

the reliability of early identification assessrnent tools in 
identifying at-risk children 

the appropriateness of Reading Recovery program content 

the potential to effect classroom reading instruction - teacher 
professional growth and teacher effectiveness 



the potential to increase literacy awareness and family 
involvement, and 

the timing of the intervention - Grade one to Grade two and the - 
issue of one to one versus small group instructional support. 

Definition of Terms 

The Readin~ Recovew proaram. Reading Recavery is an early, short- 

t e n  intervention program designed for at-risk readers. The goal of Reading 

Recovery is to involve the child in 12-20 weeks of daily, individual, 30 minute 

lessons with a trained Reading Recovery teacher. Acceleration is achieved 

when the child has developed a self-extending system of reading and writing 

strategies. A self-extending system of reading and writing is a network of 

effective processing strategies which infonn subsequent independent literacy 

learning every time the child reads or writes (Clay,I 991 ; 1992). 

At-risk reader. At-risk reader refers to a student whose prospects for 

success are marginal or worse (Harris & Hodges, 1995). 

Hiah proaress reader. Even after only one year of instruction, the high 

progress reader operates on print in an integrated way in search of meaning, 

and reads with high accuracy and high selfcorrection rates. He(She) reads 

with attention focused on meaning. What he(she) thinks the text will Say can 

be checked by looking for sound to letter associations (Clay, 1993). 



Low proaress reader. The low progress reader or reader at risk, tends to 

operate on a narrow range of strategies. He(She) may rely on what he(she) 

can invent from his memory for the language of the text but pay no attention at 

al1 to visual details. He(She) rnay disregard obvious discrepancies between 

his(her) responses and the words on the page (Clay, 1993). 

PhonoIoaical rewdinq. Phonological recoding refers to the child's ability 

to apply letter-sound relations to transfomi printed words into pronunciations 

(Ehri, 1991). The reader recodes the coded graphic input as phonological or 

oral output (Camper, 1997). 

Roamina around the known. Roaming around the known refers to the first 

two weeks of the Reading Recovery tutoring program when the activities 

carried out in reading and writing are designed to discover what the child 

already knows. These tutoring activities are based on the information 

gathered through the administration of the Observation Survey (Clay, 1993). 

This enables the teacher to observe the child's responses and use the 

responses as the starting focus of the instructional program (Clay, 1993). 

S~eech to print match. The speech to print match refers to the child's 

ability to connect spoken words as they appear in print (Gillet 8 Temple, 1986). 



Observation Survey. The Observation Survey (Clay, 1993) refers to an 

assessrnent tool developed by Marie Clay to record, in a detailed systematic 

way, what a child can do in reading and Wting during the first year of fona l  

instruction (Clay, 1993). 

Phonolo~ical awareness. Phonologid awareness refers to the ability to 

reflect on and manipulate phonemes or the units of speech that distinguish one 

utterance from another (Tunmer, 1990). 

Svntactic awareness. Syntactic awareness refers to the ability to reflect 

on and manipulate aspects of the intemal grammatical s t ~ c t u r e  of sentences 

(Tunmer, 1990). 

Zone of proximal development IZPO). The zone of proximal development 

refers to the supported interactive environment in which leaming is guided and 

mediated by an adult. In this relationship the child accomplishes tasks and 

develops strategies which could not be successfully completed or learned 

alone (Vygotsky, 1978). 

Emer~ent literacv. Emergent literacy is the terrn used to describe a 

child's developing concept and behaviour as print becomes meaningful. This 

process is influenced by cognitive and social interactional factors which begin 

at home before formal schooling and develop into conventional literacy at 

school (Teale & Sulzby, 1989). 



Readin~ readiness. Reading readiness refers to the preliterate 

behaviours which were thought to be required before f o n d  reading and 

writing instruction could begin. Readiness tests are given to new school 

entrants in order to predict school entrance competency (Clay, 1993). 

lntearative inauirv. lntegrative inquiry refers to a form of inquiry that 

brings together what is known from various, perhaps disparate studies, that 

may be relevant to the particular needs of practice. Its emphasis is upon 

integrating diverse material into a particular conceptual framework so that new 

perspectives or relationships are introduced (Marsh, 1991 ). 

Rearession to the mean. Regression to the mean refers to the statistical 

phenornenon that occurs when poor test results improve on subsequent retests 

(Pinnell, 1989). 

Discontinued. Diswntinued refers to the time when the child receiving 

Reading Recovery support is sufficiently independent and confident in his(her) 

use of readingfwriting strategies (according to information gathered from the 

Observation Survey) to discontinue the Reading Recovery program. 



Chapter 2 

Literature Review and Analysis of Marie Clay's Work on Reading 

Recovery (1 966-Present) 

The purpose of the review of emergent literacy research is to 

identify the early strategies and processes in reading and wn'ting 

development as they proceed both sequentially and sirnultaneously into 

wnventional Iiteracy. Three broad areas within emergent literacy 

development are investigated: the emergent storybook reading research 

which is interactional, the emergent storybook reading research which is 

independent, and emergent writing research. 

A Theoretical Base of Erneraent Literacv 

Understanding the early processes of readinwiting development 

and, in doing sol developing appropriate instructional techniques to aid 

development in al1 children is a prime concem of educators. The process 

of reading and writing acquisition is now viewed as part of the literacy 

culture of the child. Children's not yet conventional literacy behaviours are 

assumed to precede and develop into wnventional literacy. This 

broadened view of literacy development, which for example recognizes 

"scribbling" as preliterate behaviour, contrasts sharply with earlier views 

that children need a 'reading readiness" transition time in the first few 



months of literacy instruction in which they are engaged in isolated skill 

development exercises in preparation for fonnal instruction. The view 

now is that children need active involvement with print both before school 

entry and from that point on, in order to diswver how oral and written 

language work 

Research begun in the 1980's and ongoing since then has found that 

young children begin learning how to read and M t e  much earlier than 

school age (Heibert , 1981 ; Mason, 1980; Mason, Stewart & Dunning. 

1984; Masonheimer, Drum & Ehri, 1 984; Morrow, l982,1983,1687; 

Sulzby, 1985; and Teale, 1 987. Traditional readiness tests have not been 

able to detail adequately what young children know about print. 

Weinberger, Hannon, and Nutbrown (1 990) identify reading and writing 

behaviours in preschoolers that parents can recognize in order to 

promote and support early literacy development at home. Examples of 

these early reading activities include behaviours such as telling stories 

about the pictures in a book, looking at books with others, listening 

attentively to stories, and knowing sorne parts of books by heart. Early 

writing preschool behaviours evident at home include choosing to use 

crayons, pencils, and paper, knowing the letter which begins the child's 

own name, making marks from left to right, and making letter-like marks 

and saying 'I'm writing". 

Research into emergent literacy has been wnducted through 

intensive descriptive case studies by such educators as Heibert (1 981 ), 



Mason (1 98O), Mason, Stewart and Dunning (1984). Masonheimer, Drum 

and Ehri (1 984), Morrow (1 982,1983,1987), Sulzby (1 985), and Teale 

(1987). The literacy acquisition process has been investigated to gain a 

more thorough understanding of both emergent reading and writing 

cornpetence. These areas are intertwined, as are their developing 

concepts, behaviours, and subsequent implications. A new perspective 

for understanding the nature and importance of children's reading and 

writing development during the early years emerges from this review. 

Interactional Storvbook Research 

The first major area of research in emergent literacy focuses on the 

effect of exposure to Iiterature both at home and at school prior to formal 

instruction in reading (Morrow, 1982,1983,1987). Studies have found that 

children exposed to literature at an early age tend to have developed 

sophisticated language structures (Chomsky, 1972). Children who have 

been exposed to storybooks: (1 ) expand their language base and (2) 

develop an enriched information base, which in turn is thought to 

enhance the comprehension of incoming information (Feitelson, Kita, 8 

Goldstein, 1986). Children are thus introduced to a way of using 

language (literacy) that is not familiar in face to face interaction (oral), and 

provided with models to facilitate independent reading. Through listening 

to stories, young children becorne increasingly farniliar with story 



language and syntactic structures. Their attention span is increased 

along with their interest in leaming to read. 

In summary, books play a significant role in the lives of young 

children. The type and amount of verbal interaction between adult and 

child during this story book reading is a major contributing factor to 

Iiteracy development. Sulzby (1 985) cites storybook reading research as 

being either interactional (adultlchild or childkhild) or independent. 

Morrow's studies (1 982,1983) examine emergent literacy through 

interactional research in home and school environments. Her research 

also considers the process of storybook reading within the classroom and 

its subsequent effect on literacy development. Morraw's research is 

discussed in depth first. 

Morrow 

In 1982, Morrow wnducted research based on the premise that 

since early literature exposure has a strong influence on success in 

beginning reading, books should play a significant role in the lives of 

children. Furthermore she believes that in school settings, the use of 

books can be enhanced by regularly scheduling prepared literature 

activities and providing an attractively designed library corner. The 

purpose, then, of Morrow's research was to: (1) observe and describe the 

physical characteristics of library corners in early childhood classrooms; 

and (2) describe the types of literature activities employed by teachers 

within these rooms. In addition, the frequency of children's voluntary use 



of books was observed to determine if there was a relationship between 

the frequency of use of books by children and the physical design 

characteristics of library corners, as well as the frequency of use of books 

by the children in relation to frequency of literature activities carried out 

by teachers. 

Morrow's research sample ranged over four grade levels and 

consisted of 30 nursery rooms, 37 kindergartens, 32 first grade rooms, 

and 34 grade two rooms - the last two being observed for physical 

characteristics of library corners only. The observers were student 

teachers who observed over a 10 week period at both urban and 

suburban schools. Two questionnaires were used by the student 

teachers to report their observations - one to describe the physical 

characteristics, and the other, the teacher's use of Iiterature in the 

classroom. Both questionnaires required yesino answers as well as 

keeping a tally of the number of occurrences of literature activities 

observed in a typical four week period. In addition, the student teachers 

rewrded the number of children choosing storybooks during free play on 

4 different days in 4 different weeks. The results of the questionnaire on 

the physical characteristics of library corners were averaged over al1 four 

grade leveis and suggested that: 

there was a place provided for storing children's literature in al1 
nursery rooms, 97% of kindergarten rooms, 84% of first grade and 
82Y0 of second grade rooms. 
only half of the library comers were placed in quiet areas of the 
classroom. 



in most cases, library corners consisted of one simple bookshelf. 
only half of the classrooms provided seating for children in the 
library area. 
carpeting was provided in 80% of the nurseries, 40% of the 
kindergarten classrooms, 20% of the first and second grade 
classrooms. 
attractive features relating to children's literature were evident in 
12% of the rooms ( film projectors, felt boards, posters and 
displays). 
an average of 2.37 children in each observed classroom used 
literature at any given moment during free play. 

The results of the questionnaire on the teachers' use of Iiterature only 

pertained to the nursery and kindergarten rooms. Teachers read, on 

average, 12 stories in a four week period and during the same period: 

told stories - 3x 
used flannel boards - 0.5~ 
discussed stories - 6.5~ 
mentioned authors - 1.7~ 
asked factual questions - 4 . 9 ~  
asked questions requiring critical thinking - 2.8~ 
provided for independent uninterrupted sustained silent reading 
(U.S.S.R.) 2.3~ in 4 weeks 
used the library corner for reading stories (40% of classrooms) 

(Morrow, 1982) 

Correlations were made to determine if the predicted positive relationship 

between frequency of use of books by children and the teacher's use of 

literature was observed. Results were positive in 10 of the 30 nursery 

and 13 of the 37 kindergarten classrooms. 

The outcome of this study showed that many early childhood 

classrooms do not have a well designed library corner nor regularly 

planned Iiterature activities. Given the physical conditions that prevailed, 



it is not surprising that only 3.3 children used the Iibrary corner each day. 

In general, the nursery/ kindergarten moms had superior classroom 

libraries to the firstlçecond grade classrooms. An unexpected finding was 

that teachers did not read to children every day and that the variety of 

literature based activities was minimal. Morrow concluded that although it 

is important to realize that the relationships between Iibrary corner 

designs, and the teacher's use of literature and success in beginning 

reading were correlational rather than causal - the relationships do exist 

and should be taken into account in educating young children. 

A second study conducted by Morrow (1 983) described children's 

home and school environments, and kindergarten children's interest in 

Iiterature. The purpose of the first part of this second study was to 

examine ways of assessing interest in literature that would be appropriate 

for kindergarten children. The goal of the second phase of the study was 

to describe the home and school environments and the behaviours of 

those kindergarten children identified as having either a high or low 

interest in books. 

First, interest in literature was assessed in twenty-one kindergarten 

classes, both urban and suburban, through observations col lected by 

student teachers in the Douglas College Early Childhood Education 

program. The following areas were assessed: use of books during free 

play, teacher evaluations of children's interest in books, time devoted to 



recreational reading, and the use of books during free play after 

intewenticrn. 

In part two of the study, high and low interest groups were 

established and data collected to characterite the respective school and 

home environhents. Once again, twenty-one kindergarten classrooms 

were involved - a total of 396 children. By using a scale of 1 - 40 with 12 

being the cut off for low and 23 for high, a group of 58 low and 58 high 

interest children were setected. To obtain home-based data, a home 

environment questionnaire to be completed by parents was developed. 

For school, teachers: (1 ) filled out a diagnostic fom to establish school 

behaviours which included information regarding social, emotional, 

physical, general behaviour, and language arts skill development; and 

(2) administered the TOBE 2 Lanaua~e Test Level K to determine reading 

readiness. Student teachers completed a literary environment rating 

scale. 

In the area of children's activities at home, high interest children 

preferred crayon and paper play activities, looked at books more 

frequently, watched two hours or less of television each day - a parental 

expectation, had a library card, and were read to daily. Low interest 

children liked to play outdoors, play with trucks or blocks, looked at books 

less, watched television more than two hours daily, were unlikely to have 

a library card, and were read to about once a week. 



In the area of parent and familv life, the parents of the high interest 

group were more likely to have a college education or graduate degree 

and compared to low interest parents read more offen as a leisure tirne 

activity. Children in the high interest group were more likely to corne from 

srnalier families and had more books in the home than low interest 

children. Tnere appeared to be no significant difference with working 

mothers, nor with parental participation in sports. 

In the area of school behaviours, the high interest group scored 

significantly higher ratings in al1 areas of behaviour and achievement, 

especially on the reading readiness test, although there were some 

inconsistencies. 

In the area of classroom literature environment, 81 % of the high 

interest group came from classrooms where literature programs were 

rated good or excellent and where teachers stressed regulary planned 

literature activities with well designed library corners. Eighty-two percent 

of the low interest group came from classrooms where the literature 

environment was rated fair or poor. 

It is important to note in reflecting upon these findings that school 

achievement and storybook interest do not necessarily go hand in hand. 

A child may have academic ability as measured by a standardized 

achievement test, but if Iiterature is not stressed at home or at school, the 

child may not show an interest in books or become a voluntary reader. 

The converse is also true. 



Morrow recommends further research in such areas as: the manner 

in which parents read stories to their children and the children's 

participation in the activity, a follow-up on the inconsistencies between 

high book interest and low test score achievement, and further 

documentation of the characteristics of good school programming. 

Findings from the Morrow (1 982,1983) studies suggest that the 

home exerts a strong influence upon children's interest in literature from 

the time they are very young. Early readers and young children who 

demonstrate an interest in books al1 corne from supportive literacy 

environments and use the public library. They dernonstrated similar play 

interests, and they were read to frequently. It seems important to 

establish early CO-operative efforts between home and school to create a 

systematic, integrated program for developing readers. 

In 1987, Morrow's research focused on the effects of one-to-one 

story readinys in a ciassroom setting with children from lower 

socioeconomic homes who in many cases had not been read to at home. 

The purpose of the study was to leam about children's knowledge of and 

interest in story meaning, print awareness, and sense of story structure 

based on questions and comments made during the one-to one story 

readings. An effort was made at school to replicate the interactive 

behaviours that occur at home during story reading. 

The research took place in two day care centres, where from a 

population of 88 four year olds, 60 were randomly selected for further 



study. Of the 60, data were collected from 27 children in the experimental 

and 27 in the control group. Seventy-five percent of the children came 

from single parent homes, 40% were member of minority groups and 20% 

had been abused or neglected. Ten different storybooks of similar length 

were selected for the study. All of the books had well developed story 

structures with definite characters, settings, clear thernes, plot episodes 

and resolution. 

During treatment, trained research assistants met with children 

individually once a week - 15 minutes a day for 10 weeks. With the 

experimental group, the research assistants read a different story each 

meeting, and used three types of interactive behaviours: (1) acting as a 

manager by introducing the story and developing prior knowledge, (2) 

prompting responses, comments, or questions, and (3) supporting and 

inforrning the children's reaction to the stories. The control group worked 

on readiness tasks such as letter identification. Pre and post tests were 

administered by research assistants to both groups during the second 

(pre test) and tenth (post test) sessions. The tests consisted of reading a 

story to the children similar to that read in regular story sessions. During 

the testing, children were encouraged to ask questions, or comment about 

the story. These questions and comments were counted, and categorized 

into types:(l ) focus on story structure, (2) focus on rneaning, (3) focus on 

print, and (4) focus on illustrations. 



The results showed a statistically significant difference between 

groups on the total questions score and the total comments score on the 

post test with the experimental group mean showing more questions 

asked than the control group. Statistically significant differences between 

the experimental and control group , with higher scores for the 

experimental group, were seen: (1) in the meaning area for detail, 

F(2,73)=15.01, pc.001, interpretation, F(2,73)=6.68, pc.001, and drawing 

from one's experience, F(2,73)=8.05, p<.OOl; (2) in the story structure 

area, F(2,73)=6.26, pc.001; and (3) the responses to illustrations, 

F(2,73)=16.35, pc.001. In the area of focusing on print ( book 

management, sounds, letters, reading words, reading sentences) there 

were no significant differences. 

The results indicated that reading to children with their active 

participation was valuable for building literacy skills and that one-to-one 

reading provided a different type of experience than whole class reading. 

It was found children's initial responses were minimal, then questioning 

and commenting began, and finally children began to respond to the 

natural points in the stories. Children showed more interest in the 

meaning of stories than issues about print. Although one-toone reading 

appears to be unfeasible for classroom teachers, it was suggested that 

teaching assistants, parent volunteers or older children be trained to 

provide this guidance. 



Storvbook Readina Research 

There are different schools of thought as to how prÏnt awareness in 

preschoolers develops, and what factors are involved. Some 

researchers (Maçon, 1980) propose that the development of beginning 

reading is marked by the acquisition of concepts (letter symbols, sounds, 

printed words) -the what information that children need before they c m  

learn how to read. Others suggest that the boundaries are not rigid - that 

beginning reading evolves naturally from pre-reading experiences in 

social contexts in a way that parallels the development of oral language. 

Whichever position is taken, it seems evident to al! in the field that the 

acquisition of literacy is developmental in nature - whether it be 

sequential or simultaneous. While Mason (1 980) looked for sequential 

development in the letter and word acquisition of preschoolers, Hiebert 

(1 981 ) acknowledged the possibility of simultaneous growth. Mason, 

Stewart, and Dunning (1984) traced print knowledge from letters to words 

to storybook reading. and did so in a school setting with kindergarten 

classes. Masonheirner, Drum, and Ehri (1984) looked at the influence of 

environmental print on this developing process, and made connections 

with the stages identified in Hiebert's study (t 981 ). Finally, Sulzby ( Y  985) 

studied print awareness from a emergent storybook reading perspective 

both intersctional and independent, and concluded, as did the others, that 

there is a developmental progression that occurs in emerging literacy. 



Mason 

The purpose of Mason's study (1 980) was to detemine how and to 

what extent, preschool children leam about letters and words through 

observing what children leamed from letters or words, how they changed 

in what they could leam, and what kind of mistakes they made. It was 

hoped that a set of steps wuid be constnicted illustrating what children 

do in leaming to read. In this study, reading was defined as the ability to: 

(1 ) discriminate between and among letters; (2) print letters and words; 

and (3), read signs and labels. lt was proposed that these concepts 

represent what was needed before children could be taught how to read. 

Mason thus set out to describe a developmentai sequence for reading 

acquisition. 

The subjects were 38 preschoolers who attended a university 

operated preschool centre. There were two treatrnent groups of informal 

reading programs. Instruction in the morning grou p ernphasized 

recognizing printed words in context through child directed activities. 

Materials included simple stories, and colour words, number words and 

word picture cards. Instruction in the afternoon group focused on letters 

and included alphabet, spelling and initial letter - picture cards. 80th 

types of activities were featured in free play and group activities. 

Listening to stories, looking at books, writing names and labeling pictures, 

using a book with a cassette and cooking from a recipe were cornmon 

activities in both classrooms. The children were from upper and middle 



inwme families, and al1 had two parents living at home. None showed 

any social, emotional or physical dysfunction. 

The research procedure was two-fold. First a questionnaire was 

sent to parents at the beginning of the school year and again at the end. 

Second, the children were tested individually throughout the school year 

to measure word and letter knowledge, interest in reading, word leaming 

ability, and recall of words previously learned. Analysis of the results 

focused on the data collection from: (1 ) the September and May 

questionnaires - first descriptive, second statistical; and (2) documenting 

the progression of children's knowledge of letters and words. Finally, that 

progression was validated by obtaining an ordering of children's letter and 

word knowledge using a new sample of children. 

Summary tabulations of letter and word knowledge showed that 

children changed drarnatically during the nine months from Septernber to 

May. To i!lustrate, letter naming of more than 20 letters increased from 

58% to 95%, and the ability to print more than 20 letters increased from 

13142%. Other changes included a 50% increase in the ability to print 

in both upper and lower case forrns, and a 37% increase in very often 

adding letters to drawings. In word recognition strategies, by the end of 

the year, 63% of the children were very often asking for words to be 

identified, 50% were very often trying to spell words, and 26% were very 

often trying to sound out words. In contrast, book and television use at 

home remained unchanged as both played a major role in the children's 



lives. Preliminary analysis of these results show that while letter and 

word knowledge increase over time, reading support at home did not 

alter. 

To look at this finding more closely and to establish a word reading 

sequence, the children were classified as non-readers or falling into one 

of three levels of reading. Level 1 was labeied context dependent, and 

consisted of children who read only signs or labels. Level 2 was referred 

to as visual recognition, and was made up of children who read signs, 

labels, and a few book words and seemed to be able to analyze words by 

using their respective letters. Typically, Level2 students had mastered 

the letter names, could recite the alphabet, and print most letters. They 

also displayed an interest in spelling. Level 3 was designated as letter 

sound analysis. Children at this level wuld read both multisyllabic words 

and stories by themselves, and also could sound out words. 

From the data, it was evident that every child had made some 

progress during their kindergarten year, although only half made a level 

change. Five children went from being non-readers to context dependent 

readers and 10 from context dependent to being able to read multisyliabic 

words and stories. In order to confirrn the data and the premise of 

reading acquisition as progressing in a natural ordering from letter to 

word knowledge at the preschool level, the study questionnaire was sent 

to a new group of parents the foliowing year. The results closely 

resernbled those found in the original study. 



Thus the natural hierarchy in reading acquisition that emerged 

included first recitation, and naming and printing letters. Then signs and 

labels were read, especially words that were important or conspicuous 

and frequently viewed. Next, recognition of nouns and function words 

followed as attention was directed to letter information, Multisyllabic 

words and abstract nouns were recognized by only a few preschool 

children, probably because such long words require extensive knowledge 

about letter sounds and letter clusters, usually acquired during fomal 

instruction. 

In reviewing these findings, it must be kept in mind that the children 

tested came from middle class, very traditional homes - not a 

representative sample. It is important also to realize that neither teacher 

nor parents systematically taught the children letter sounds. Rather the 

children's knowledge came from recognizing words on signs, leaming the 

alphabet, and printing and naming letters. 

In conclusion, Mason identified three levels in the development of 

word reading that help demarcate reading progress. The first level is 

initiated by alphabet knowledge leading the child to print letters and fom 

words. Here printed words are identified as unique visual patterns. In the 

next level, spelling letters in words and noticing letter configurations 

bewmes important. At the third level, strategies for attending to letters 

and their sounds are acquired, including a realization of letter to word 



sound patterns and using a sounding out strategy for word recognition 

and spelling. 

The results of Mason's work in this study need to be viewed 

cautiously in the light of the non-representational sample as there was not 

a comparison group that did not receive fomal instruction. it was also 

undear as to the results of the children who were grouped in May as 

being in Level 3. Had these children gone through each level 

sequentially, or had they qust readn? 

Ehri - 
Ehri (1 980) also identified three similar developmental stages to 

explain how beginners function in leaming to read words. lnitially during 

the first phase, loooara~hic, a child "readsn words by sight, using non 

print visual cues as aids to memory. Then at the alphabetic phase, first 

partial letter-sound cues are used to form associations, and later 

complete connections are made between spellings and the phonemic 

structure of words. Then, at the orthoaraphic phase, a child has the 

ability to anaiyze words into spelling patterns instantly without 

phonological conversion. Ehri's research (1 980,1984,1987) clearly 

identifies the importance of developing phonological recoding skills if 

reading cornpetence is to be developed. Ehri's 1980 study showed that 

when beginners leam to read words, the particular spellings they see are 

stored in memory. In this study. second graders practiced reading 8 

pseudowords spelled in one of two ways. For example, half of the 



subjects were given the target word "bistionn and half the word 'bischun", 

both of which are pronounced identically. When students were asked to 

write out the words from memory, they spelled the same way as their 

stimulus word, and did not use phonologically equivalent letters. This 

finding suggests that both phonological recoding and memory for letter 

sound connections facilitate word recognition. Other studies have 

supported Ehri. Gough and Tunmer (1 986) found that children who could 

not phonologically recode do not bewme good readers. This 

developmental phase theory of word reading has implications for early 

reading instruction. 

Hiebert 

Hiebert's research (1 981) was designed to examine the development 

of print awareness prior to formal schooling. Basically, Hiebert had two 

goals: (1) to establish a developrnental pattern regarding the acquisition 

of a number of print related concepts and skills, such as the ability to 

name letters, to discriminate visually behveen and arnong letters, and 

become aware of print and reading purposes; and (2) to discover the 

interrelationships among these concepts and skills to establish whether 

they are sequentially or simultaneously developed. 

Hiebert's subjects were 3, 4 and 5 year olds, equally distributed for 

a total of 60 with an equal number of both sexes. The children were from 

a preschool and a day care in Madison, Wisconsin. 60th groups were 

predominately middle class with both parents present in the home. 



Printed related skills, specifically visual and auditory discrimination 

were tested using the Prereadina Skills Test (Hiebert, 1981 ). Letter 

narning was tested by asking the child to Say a letter name when 

presented with a letter stimulus. The measure of print processing 

consisted of three tasks: (1) the examiner read silently and orally from a 

book and the child was asked to name the activity, (2) the child was 

show a secret message and asked to read it, and (3) the child was 

shown a series a books differing in the amount of print, and asked which 

one could be read by someone who wuld read. If the subjects found a 

book that could be read, they were asked to identify and describe what it 

is that people look at when they read. The measure of print purpose 

consisted of the examiner telling the child five short stories about 

situations and asking the child print-related questions. 

The examiner presented al1 tasks to each child in a one-to-one 

setting and the data were gathered on two consecutive sessions. 

Because it was felt that experience with some tasks might affect 

performance on others, the concept tasks preceded the skills test. 

Scoring for skills was either right or wrong, while scoring for the concept 

measures was based on numerical ratings. 

Results indicated that a developmental element was prevalent 

because the knowledge of al1 concepts and skills increased significantly 

according to the age of the preschooler. Findings do suggest, though, 

that more growth occurred during the initial, rather than the latter half of 



the preschool period. Due to the fact that a prior ranking of variables was 

impossible, empirical ordering of tasks into a scale was chosen to 

interpret data . By ranking the variables according to the percentage of 

subjects that passed each item, the following data resulted: 

1. Processes 68% 
2. Purpose 58% 
3. Visual Discrimination 47% 
4. Letter Naming 47% 
5. Auditory Discrimination 45% 

(Hiebert, 1981) 

While thers seemed to be a tendency for concepts to be acquired prior to 

skills, a large number of exceptions made such a conclusion impossible. 

Further analysis confirrned that there was not a sequence in the 

acquisition of skills and concepts. 

Based on these developmental results, it can be suggested that the 

early part of the preschool perbd is a particularly active time for the 

acquisition of knowledge about print. The data for the study also provided 

insight into the interrelationships of print awareness. Although 

dimensions of print awareness have been treated as distinct entities, 

these results show that they are integrally related. Children do not seem 

to gain information about print in a unifonn linear sequence as was 

concluded by Mason's (1 980) identification of three levels to demarcate 

eariy reading process, but rather in an integrated fashion frorn experience 

with pnnt in meaningful contexts. A complete view of the 



interrelationships in prht awareness can only be constnicted when the 

numerous dimensions of print awareness are traced longitudinally and 

simultaneously. This was done in Mason, Stewart and Dunning's 

research (1 984) when two different approaches to kindergarten literacy 

instruction were contrasted. 

Maçon. Stewart and Dunning 

The purpose of Mason. Stewart and Dunning's research (1 984) was 

to trace kindergarten children's knowledge about the form of print, and to 

look at their comprehension strategies. The study was conducted over a 

period of two years with children who attended kindergarten in either a 

rural or city school. A total of 140 students from four kindergarten 

classrooms, two in each school were involved. Some tests were 

administered to al1 children, while others only to small groups. Probes 

were taken of children's knowledge about letters, words and story 

reading, and an examination made of changes in children's emergent 

literacy awareness. Data were also collected through individual 

interviews with children and through the observation of homes during the 

summer following the data collection. 

Pine School in the rural area used a commercial letter identification 

instructional program followed by a basal program of teacher - directed 

whole group instruction of letters and sounds, until the last few months of 

the school year when ability grouping took place. In this school, there 

were few breaks for free play, story reading, art, music or field trips. 



Water School in the urban area used an individualized reading approach. 

Teachers listened to children read simple books, and provided letter and 

phonicç instruction where appropriate. The school had a flexible 

schedule based on reading, math, free play, and numerous special 

events. 

The stuciy compared the kindergarten children in the two schools, 

and described the titeracy deveiopment of two of the children from each 

school in detail. Most children entered kindergarten knowing how to 

name upper case letters and how to print their names. Most could not 

use letters to spell words. In both schools by the end of the year many 

made large gains. Children in both schools made great gains in naming 

the signs and labeling pictures even without picture context. Few children 

knew cornmon book words in September. However, by the end of the 

school year, 6% of the Pine children and 22% of the Water children could 

read ten to twelve words. Most children were aware that the print, and not 

the picture, carries the message but were more likely to look at the picture 

for information. Regarding the task of reading simple stories, in 

September most children labeled pictures ignoring the story, but by the 

end of the year, most of the children read al1 or part of the story. The 

children who were elaborators at the beginning were more likely to 

bewme readers than the picture labelers. Most children, whether they 

were leaming to read with books or letters, believed that leaming the 



alphabet, reading books and having mothers help them were important 

ways ta leam to read. 

In conclusion, the study suggested that both programs had an equal 

influence on early print development - an average gain was made by 

students in both programs. Differences were seen in the case studies, 

though. Even though they were not involved in Iiteracy activities in the 

surnrner, the two children frorn Pine School were thought to be 

progressing nomally, not only by the parents, but also by the teachers, 

and the children themselves,. The two from Water School, corning from a 

more book-orientated school and encouraged at home, were reading 

more during the surnmer. Thus the data indicated that children can begin 

to read in kindergarten, whether they receive book or letter and word 

instruction. 

Masonheimer, Drum. and Ehri 

In 1984, Masonheimer, Drum, and Ehri conducted a study in three 

parts which looked at the print reading skills of preschoolers who were felt 

to be experts at reading signs and labels in their environment, and to 

determine whether these experts would notice letter alterations in familiar 

signs and labels. Another purpose of the study was to determine if 

preschoolers who could read several words would differ in latter name 

knowledge from those who could not. It was hypothesized that if 

experience with environmental signs precedes reading, then when the 

non-print, visual context cues are removed, the print reading skills of the 



experts should not decline significantly. Also it was felt that these experts 

should show some word reading skills and some awareness of alterations 

to letters within the signs. 

The function of the survey was both to select subjects (those who 

read at least 80% of the sign labels) and to identify environmental signs 

most familiar to young children. The subjects were preschoolers (1 06 

boys and 122 girls), ranging in age from two to five years. They came 

from a wide variety of ethnic and socioeconornic backgrounds, from two 

parent and single parent families, and a range of family occupations. The 

print to be identified consisted of 21 familiar alphabetic labels or signs 

(McDonalds, Stop, Pepsi). lndividuals were shown the photo, and asked, 

" What do you see and what does it say?" Following this, each child 

was shown separately and in random order al1 fifty-two upper and lower 

case alphabet letters, and asked to name them. Of the 228 children, 108 

were able to identify 8 out of 10 frequently read labels. In the letter 

naming task, two year olds identified a mean of 7.4 letters; three year olds 

12.6 letters; four year olds 22.9 letters; and five year olds 31.2 letters (52 

letters maximum). 

The purpose of the first experiment was to assess the contribution of 

various cue sources (full context cues, logo cues, and colour cues) to the 

successful reading of environmental print. For the first experiment, 47 

girls and 55 boys were selected from the initial survey group. Their ages 

ranged from three to five years. Ten of the labels read wrrectly most 



often in the previous study were used - six had logos and four did not. 

The labels were presented on cards mixed with nine primer level words. 

Results showed that labels in full context were identified quite accurately 

with factors such as (1 ) colour, (2) chronological age or (3) alphabetic 

cues not affecting accuracy. Without context, however, identification was 

poor. Based on the prernise that reading skill reduces children's 

dependency on the use of context as a aie for reading labels, and the 

finding that few of these "experts" had word reading skill, the notion that 

reading skill evolves directly out of environmental print experiences was 

discounted. 

The purpose of the second experiment was to assess the impact of 

letter alterations on subjects' sign and label reading ability. In this 

experiment, the same children were called back for retesting three 

months later. The materials used were six labels with logos and six 

altered versions which were created with substitute letters printed in the 

same way as the other letters in the label. Each label was presented, and 

the child asked: what it said, and whether there was anything wrong and 

where. The labels were then presented again in pairs (wrrected and 

altered) with the child being asked if the labels were the same or different. 

The results indicated that in identifying environmental print, readers focus 

on letters while prereaders ignore letters and depend on the non-print 

environment or context. 



The results of these experirnents do not provide support for the view 

that children move closer to acquiring reading skill after they have 

accurnulated experience with environmental print. This was shown when 

the children's ability to read labels dropped dramatically when non-print 

context cues were removed, and when few expert children could detect 

alphabetic errors even when shown. The study suggests that if children 

are not familiar with alphabet letter patterns within words, printed words 

will not enter memory as separate symbols for meaning. Not only does 

this study suggest the lack of a sequential relationship between reading 

environmental print and reading beginning words, it also points to the 

importance of letter mastery as a necessary condition for word leaming. 

Sulzbv 

SulzbyJs (1985) research was presented in two studies. The 

purpose of the first study was to investigate whether categories and sub 

categories exist in the classification of children's emergent storybook 

reading, such as: 

atternpts governed by pictures, stories not formed 
attempts governed by pictures, stories forrned 
attempts govemed by pictures, stories formed 
attempts govemed by print (Sulzby, 1 985) 

In the first study, the subjects were 24 middle class suburban 

kindergarten children. Individual interviews were conducted in 

OctoberINovember and at the end of the year in AprillMay. Each child 

was asked to choose a favourite book, and to read it to the examiner. 



Each session was audio recorded and transcribed. All the transcripts 

were content analyzed, tumed into nanative descriptions, and then 

reclassified. The result is the categories of classification for emergent 

reading of favourite storybooks from the least mature re-enactments to 

the most independent shown in the accompanying diagram. 

Categones of Storybook Reading 

Picture- 
Governed 
Attempts 

Story not Forrned Story Formed 
(labeling and commenting; 
following the action) 

Oral Language Like Written Language Like 
(dialogic stoiytelling; 
monologic storytelling) 

Print Not Watched Print Watched 
(reading and storytelling rnixed; 
reading similar-to-original story; 
reading verbatirn-Iike story) 

Print Govemed 
Attempts 

Refusal Aspectual Hol istic 
(print related) 

Strateg ies Independent 
l mbalanced Reading 

The categories are self explanatory and present ordered patterns 

which are thought to precede and lead up to independent reading. By 

comparing beginning and end of kindergarten assessrnents. it was hoped 

to establish whether consistency existed in the children's relative ordering 



across assessments indicating a developmental trend. Of the 24 children, 

16 increased their position, 4 remained the same, and 4 were classified 

lower, but only within, not across, categories. 

In the second study (Sulzby, l985), the issue of stability of reading 

behaviours across books, and the issue of the developmental process 

were addressed. The subjects were 32, two to four year olds enrolied in a 

privately- operated suburban day care centre who were observed reading 

two storybooks across the school year. Haif of the subjects came from 

homes in which the parents' educational level was high school or lower. 

This half were from single parent homes, and homes with diverse 

backgrounds. Most subjects were considered low income. The children 

were interviewed individually using audio and video taped reading of two 

storybooks. The results indicated that there was reasonable stability 

across storybooks, and that subcategories were related far more 

frequently than would be expected by chance. 

When comparing the results of these two studies, Sulzby (1 985) 

suggests that her classification scheme appears to differentiate reading 

attempts across age levels. However, she points out that more time and 

thought need to be devoted to picture and print-govemed aspects of 

literacy development and the relationship between them. In spite of these 

qualifying remarks. Sulzby's research has begun to characterize young 

children's early reading behaviours in a new manner. The research has 

uncovered developmental trends within children's holistic interactions with 



storybooks during the period preceding and leading up to conventional 

reading. Four conclusions can be drawn: 

1 .) patterns were found that indicated that children progress from treating 
individual pages of storybooks as if they are units to treating the book 
as a unit, using speech that builds a story across the book's pages. 

2.) the behaviours described appear to have some stability across 
storybooks. 

3.) the behaviours appear to be developmental in that patterns differ for 
different age groups of children. 

4.) the development that was observed in this inquiry appears to make 
sense in light of theoretical ideas about general development and 
language development in current research. 

Sulzby's wsults also seem to confirm findings made by Masonheimer, 

Drurn and Ehri (1 984) that attending to the print itself seems to be a late 

developing be haviour. 

Emeraent Writing Research 

Having discussed emergent reading, both interactional and 

independent, the focus of discussion shifts to emergent vniting, in 

particular: (1 ) writing developrnent from early preschool to formal 

instruction; (2) individuai differences within writing developrnent; and (3) 

the role of oral language in the process of writing acquisition. 

In t!-ie mid 1970rs, an important concept to teach beginning readers 

was that writing was talk written dom. However, educators began to 

realize more and more that the structure and function of oral language 

were important in writing success. Oral language served as the basis for 



writing research. lt was also assumed that young children's writing 

processes were similar to those of adults and that writing involved the 

communication of a message which was at least partially fonulated 

before pen touched paper. 

Studies since the 1970's has redefined these ideas. Researchers 

now believe that writing abilities do not occur naturally, or within the child 

alone, but are strongly influenced by interactions within adultlchild 

relationships. Vygotsky (1 978) posited that when a young child receives 

help in writing from a collaborator, both could be said to inhabit the "zone 

of proximal development." The child must receive assistance if shelhe is 

to succeed. With collaboration the child not only succeeds, but 

encounters problem solving strategies that may eventually be internalized 

and used later independently. Clay (1 975) provided a detaiied 

description of how early writers' scribblings becorne progressively more 

print-like. She saw in young writers a progression from composing 

unknown messages through the use of signs, to the formulation of 

intended spoken messages, and then a search for specific signs to fit 

those messages - the spoken message ultirnately beginning to control 

the wriiing process. These hypotheses fom the basis of subsequent 

research into emergent writing as a davelopmentall interactive process - a 

process that involves more than the child alone, and more than just being 

taught. 



Sulzbv 

Sulzby (1 982) described differences between the storytelling and 

story dictation of emergent readers and writers during their kindergarten 

year as they made the transition from prereading to independent reading 

Four language-modes were found to be important in the transition from 

oral to written language - conversation, storytelling, dictation, and 

handwritten composition. 

The purpose of Sulzby's study was to establish whether 

kindergarten children distinguish between telling and dictation. Questions 

posed included: Do the distinctions between telling and dictation include 

adaptations towards the related language mode, and do these 

adaptations differ according to the level of the child 's emergent reading 

abilities? Subjects were 24 kindergarten children from an upper middle 

class suburban school. The children came from a titerate culture. 

Reading and writing instruction were not part of the curriculum. 

Data were collected in mid-October and mid-December. Each child 

was taken to a quiet spot and asked to write a story in three versions - 

told, dictated and handwritten. The assessrnent was based on four 

sources; giving the child a dictated story, rereading the dictated story, 

creating a handwritten story, and rereading the handwritten story. 

Protocols were swred according to intonation patterns and fluency. The 

telling and dictating were also described holistically. 



There were two major findings. First. in regard to the distinction of 

modes. 12 out of 21 children clearly distinguished between dictating and 

telling. Second, when the dictated and handwritten stories were used, 

two groups of students were selected for high and low comparisons. The 

analysis showed that children viewed as high ability adapted their 

dictation toward handwritten composition and those viewed as low, 

adapted their telling toward conversation. 

Sulzby's conclusions provide evidence that some children. by 

kindergarten age, have leamed to make distinctions between oral and 

written language without instruction. and can distinguish between oral and 

written modes, and finally, make mode adaptations in a sornewhat 

predictable direction. These data tend to support the fact that children's 

storytelling and dictation ability are useful indicators of their progress 

along the continuum leading to reading acquisition. 

The purpose of Sulzby's second (1985) study was observe children 

before they were reading and writing conventionally, and trace their 

developrnent. Twenty-four kindergarten children from a suburban, middle 

class school forrned the sample - the same children that had been used in 

earlier research (1 982). Children were interviewed individually and their 

interactions recorded and transcribed. 

The study was divided into two sections. The purpose of the first 

stage of data collection was to obtain children's general knowledge about 

written language. The purpose of the second stage was to discover 



knowledges that the children dernonstrated as writers and readers. In the 

first stage, writing samples were taken, accompanied by the child's verbal 

explanation about writing and reading. This phase of data collection 

consisted of six parts: 

writing interview 
transition frorn writing to reading 
reading interview 
conversation sarnple 
prior knowledge about real and make believe stories 
pilot interviews about the child and audiences 

The task in the second stage was to write a story in order to examine 

children's story production and behaviours during story writing . Three 

basic modes of composition - telling, dictating, and writing were used in 

order to examine oral and written language distinctions. Data were 

analyzed both quantitatively and descriptively in order to gain insight into 

what five year oids know about reading and writing prior to fomal 

instruction. Results regarding their writing indicated that: 

1. children acquire the ability to use handwriting 
as a result of abstraction rather than imitation. 

2. children are aware of how writing is displayed graphically 
on pages. 

3. children know about the communicative function 
of writing. 

4. in general, children are aware of conventional standards. 
They made references to doing it "their own way". 

The children's writing attempts showed evidence of representational 

systems çuch as those found in studies by Clay (1 975). Scribbling, letter- 

Iike foms, strings of well leamed elements, invented spelling, and 

conventional spelling were evident. The dictated stories showed some 



features of oral language but also an awareness of the characteristics of 

written language. In general, the children could be described as having 

knowledges that were correct by conventional standards, and knowledges 

that were emerging toward the conventional, along logical paths based on 

features of written language, both in its graphic form and its function. 

Results in regard to reading showed that children were emerging in 

reading ability as welk In reading from their own conventional writing, 

children perfonned in conventional reading task ways. Eye movements, 

focus on print and intonation were evident. Findings from this study 

confinned Sulzby's earlier findings that reading from favourite storybooks 

could be ordered developmentally (Sulzby, 1 985). While reading their 

own stories, handwitten and dictated, children's reading attempts could 

also be ordered developrnentally. Throughout their reading attempts, 

children showed numerous knowledges about Iiteracy that eventually 

become integrated into successful, independent reading behaviour. 

Both descriptive and quantitative analysis indicated individual 

variation in both writing and reading. There was also evidence of patterns 

of development emerging toward conventional performance. It appeared 

that although children differ in how they develop, they differ in logical, not 

randorn, ways. Writing and reading appeared not to be mirror images. 

A clear implication from Sulzby's studies is that children know far 

more about Iiteracy than is acknowledgad in our schools and instructional 

programs, but that they know it differently than we would expect. 



Although middle class children appear to be successful even with 

programs that are not developmentally appropriate, less advantaged 

children are not These children may need more variety in programming - 

perhaps provided with opportunities for discovery and with the kind of 

instruction that middle class chitdren receive at home. The instructional 

needs of young children rnust be more closely investigated and 

addressed. 

Bamhart and Sulzby 

Barnhart and Sulzby (1 986) investigated children's emergent 

writing and reading development by focusing on four factors: 

differences that appear in children from two income levels 

forms of writing used when children are asked to write 
isolated words, and words that constitute sentences or 

stories 

factors that the child considers necessary in order for 
hislher written production to remain 

the relationship between children's cognitive development 
and school readiness. 

Two kindergarten classes from a Chicago suburb were chosen, one from 

a low income group (LIG) and one from a high (HIG), each having 16 

children. Each child was interviewed separately between March and May 

and required to complete four tasks, each of which was audio-taped. The 

first task was writing isolated words, familiar and unfarniliar, and words in 

sentences. The second task was to write a story, and reread it. The third 

task consisted of three Piagetian tasks - conversation of number, 



seriation, and classification. The fourth task was the Metropolitan 

Readiness Test. 

Results showed that, on most tasks, the HIG scored higher. The 

children from the high incorne group (HIG) held a concept of writing that 

represented a match with the adult wnceptualization of writing and were 

better able to write and reread a story. When looking specifically at the 

writing foms used, keeping in mind Clay's (1975) hierarchical structure 

outline of conventional spelling, invented spelling, pattemed or random 

letter strings, letter-like units, scribble and drawing, there were small 

differences when children were asked to write famil iar words, increasing 

differences for more difficult words and sentences, and marked 

differences when asked to write a story. With more difficult words such as 

"caterpillaf or "between", no subject used conventional spelling, but more 

children from the HIG used invented spelling than the LIG, who used 

letter strings. The stories between the two groups displayed a qualitative 

difference, with the high inwme group more able to reread their stories. 

It is important to note that the researchers found that although a variety of 

writing foms were used, the nature of the writing style was not always 

consistent with the child's conceptualization of writing. Some children 

who used conventional spelling seemed only to be presenting "fixed 

fomsn or letter strings without the use of underlying strategies. The 

results of the Piagetian tasks, and readiness test performance correlated 

with performance on the writing tasks. 



The authors found that as the demands of the writing tasks 

increased, the foms of writing appeared less mature, more varied and 

group differences appeared greater. The study seemed to support the 

notion that although there is a developmental nature to children's early 

writing, this development rnay be quite cornplex. Children may 

simultaneously hold multiple hypotheses at various levels of written 

language developrnent, allowing them to draw from these to suit the 

demands of the task The differences seen in this study between children 

of varying income levels could have potential implications for instructional 

programming issues in schools - the design of instruction and the 

assessrnent of progress. 

Summarv of Ernerçlent Literacv Research 

Knowledge and understanding of ernergent literacy continues to be 

revealed. However, there is a growing awareness of central themes that 

predominate. These themes include: the importance of social interaction 

to development, the developmental nature of ernergent reading and 

writing, and the development of knowledges that are conventionally 

correct and knowledges that are emerging towards conventionality. The 

developmental arrangement of these processes appears to be either 

sequential or sirnultaneous, or both, and is strongly influenced by 

individual variations and purposes. Clay's (1 975) representational stages 

of writing and Sulzby's (1 985) emergent storybook reading behaviour 



sequences appear to form the foundations or approximations of this 

framework. Because of this new information on early literacy, themes 

such as the need for instructional programming revisions, both in design 

and in assessment, predominate. 

Sulzby's (1985) conclusion that young children learn to read and 

write not so much as a transition from oral to written language, but as a 

transition within oral and written language, speaks to the wmplexity of 

development. She concludes that children thernselves constitute the best 

source for learning about the relationship between oral and written 

development when they are studied in the process of their own literacy 

development. We can conclude, though, that there are three general 

types of experiences that help young children leam about reading and 

writing: 

1. interaction with adults in speaking, listening, reading and writing 

2. independent explorations of print - initially through pretend 
reading, and scribbling, and later through rereading a farniliar 
story or composing messages with invented spelling 

3. adult modeling of language and literacy. 

This being tnie, what happens to children who enter school without 

these background experiences? If, as the researchers have reiterated, 

there are developmental sequences to both emergent reading and writing, 

what happens to those children who have not been exposed to situations 

that would nourish that developrnent? What happens to children who lack 

the models, the language exposure and interactive relationships in their 



early development? The development of emergent literacy needs 

meaningful interaction with literate people in a social context both at 

school and home - a context in which literacy is esteemed as valuable. 

Hurst, (1 982) seems to capture principles for nurturing Iiteracy that 

can be applied in classroom settings from kindergarten through the 

elementary years. These can be said to set the stage for optimum Iiteracy 

development: 

provide a wam social setting 
immerse learners in a literate environment 
accept and encourage successive approximations of literacy 
encourage self selection of materials and topics 
respond to intended meaning as an absolute priority 
emphasize the process rather than the product 
expect a developmental progression along the learning 
continuum 
evaluate individually and longitudinaily. 

Along with these principles must corne an understanding of how the 

readinghnrriting process evolves and a farniliarity with teaching strategies 

that c m  foster that development. Dobson, (1 986) suggests that literacy 

must be viewed as a joint development of reading and writing with each 

supporthg the other and with transfer of strategies occurnng in both 

directions. At early reading levels, writing helps improve reading by 

focusing attention on print. 

Once confidence and skill improve, the writerlreader wn move into 

unfamiliar storybooks and switch from the dorninate use of meaning to the 

use of visual information and knowledge of letters and their sounds. At 



higher levels, reading and book listening help irnprove writing. Teaching 

strategies that provide demonstrations and opportunities for adultkhild 

interactions in the context of real reading and writing must also be 

evident. Such instructional strategies might include providing: 

1. moming messages which are tied to the irnmediate experience 
of the child and offer a meaningful and functional text for 
modelling writing and reading. 

2. daily story times for vocabulary and concept building which can 
be supported by discussions, story grarnrnar instruction, and 
semantic mapping. 

3. daily opportunities for independent reading which can develop 
confidence, skills and fluency. Wherever possible one to one 
adulUchild involvement would enhance the process through 
interaction and feedback. 

4. daily opportunity for writing. 

These learning opportunities must be tied to tasks that are 

developmentally appropriate for the child. and contained in a content 

environment that is stimulating and interesting. Although literacy cornes 

in general stages, children pass through the stages in a variety of ways 

and at diffsrent ages, and instruction must take this into account. All the 

strategies should reflect interaction with adults - speaking, listening. 

reading, writing, independent exploration of print and adult modelling of 

language and literacy - the three general types of experiences that Sulbzy 

(1 985) identified which help children leam about literacy. 

These generalizations regarding the elements that influence early 

reading success serve as essential components to include in developing 

instructional programs for beginning readers, especially those students 



identified through screening tests as likely to be low-achievers. They will 

be re-introduced in Chapter 6 when implications for future practice and 

research are discussed. 



Chapter 3 

Marie Clay's Early Research and Perspective on 

Reading 1 Writing Development 

Evidence from emergent literacy observational studies 

(Heibert, 1981 ; Mason, 1980; Mason, Stewart, Dunning, 1984; 

Masonheimer, Drum, Ehri. 1984; Morrow. 1982, 1983. 1987; Sulzby,l985; 

Teale, 1987) indicates that children acquire critical concepts about 

reading and writing from their daily experience long before they reach the 

age offormal schooling. They learn about stories, about the way print 

works, and about important sound-letter relationships through functional 

or authentic experience with written language. These concepts seem to 

"emergen from experience, thus the terni "emergent literacr (Clay, 

1979,1991 ; Teale & Sulzby, 1986). Marie Clay's research from the 1960's 

through the 1990's has provided a wealth of data and insight into how 

early literacy skills can be observed and assessed. Clay (1982) 

describes a process as complex as early reading/ writing as one which 

presents many opportunities for missing links, weak links and devious 

routes to be taken. Rather than allowing children to flounder, thus 

creating a sense of failure and frustration, Clay proposes accurate 

monitoring ai the earliest stages of literacy leaming to ensure the earliest 



detection of diffïculties. Once difiwlties are discovered, teaching effort 

must be intensified and individualized in order to establish fundamental 

skills (Clay, 1982). Based on years of research and writing, Clay has 

concluded, as have other emergent literacy researchers, that leaming to 

read is a developmental, step by step process of skill and habit formation 

- not a product of hidden insights (1972). 

Marie Clay's research into understanding how children leam to read 

began in New Zealand in the 1960's. The school system there is such 

that children enter school on their fifth birthday rather than at a set time of 

the year - September. Clay was interested in the development of 

children's reading and writing behaviours during the year from their fifth to 

sixth birthdays. In 1962, she posed the question: Can we see the 

process of learning to read going wrong within a few months after school 

entry? Clay set up a pilot study to answer that question (1 963). lntrigued 

by her results, she began a longitudinal study to record observable 

readingfwriting behaviours during the time from five to six and 

subsequently on the child's sixth, seventh and eighth birthdays. Sirnilar 

research was carried out in 1 968, but this time, tracking followed the 

literacy development of children frorn different language backgrounds 

(Samoan and Maori). Clay looked at children's use of visual dues and 

ability to self correct. From her data and observations she concluded that 

children who make good progress in reading have efficient information 

processing strategies. Clay then sumized that the process of leaming to 



read was going wrong for some children within the first months of school 

instruction (1979). It became curious to her then why remedial programs 

in New Zealand did not begin until age eight. However, before focusing 

on what was going wrong, Clay felt it was important to understand early 

reading acquisition when it worked for children. She described reading 

with the following detailed definition - " a process through which language 

and visual perception responses are purposefully directed in some 

integrated way to the problem of extracting meaning from cues in a text, in 

sequence, to yield a meaningful communication which conveys the 

authors specific message" ( Clay, 1979, p.6). In other words, reading is 

both a message gaining and problern solving activity wbich increases in 

power and flexibility the more it is practised. 

Clay identified four specific abilities required for success in early 

reading . 

1. good control of oral language including words and sentence 
structures, the ability to break up language into parts, and the 
understanding of English sentence structures as so there can be an 
anticipation of what will corne next. 

II. developed skills in visual perceptionlvisual patterns ie. the ability to 
decipher words, syllables, blends, letters. 

III. a levei of brain maturity and experience to enable coordination of what 
is heard in language and what is seen in print ie. the speech to prin! 
match. 

IV. sufficient motor coordination of hand and eye so that the controlled 
diredional movement patterns, space formats, and punctuation 
needed for reading are easily established. (1 993, p. 1 0) 



Thus there are four different cornpetencies that facilitate reading 

acquisition. These include: the ability to use language, both for meaning 

making, and understanding sentence structure; to process visual 

pattems; and to deal with print conventions. (Clay.1993) 

Early writing development involves the ability: to listen to one's own 

speech to detemine the sounds and the letters that correspond in order 

to write; to search one's visual memory for the appropriate letter features, 

foms, and pattems; and to record those letters. Further, verbal ability is 

required to compose messages which is based on language competency 

(Clay, 1993). As with reading development, the importance of a language 

base, knowledge of visual print pattems, and the ability to connect sound 

sequences to visual print is evident in early writing development Clay 

describes observable sequences found in writing development: 

drawing 
tracing over a model 
copying simple sentences 'b 

remembering words which are used often 
inventing word foms 
writing most words without help aided by knowledge of the 
sound symbol relationship (q 979, p. 124) 

Early writers must pay close attention to the details of print in order 

to construct words letter by letter. Close attention to the details of print 

helps develop the child's awareness of letter sequences and features. 

This in tum helps develop early reading competencies (Clay, 1975). No 

specific acquisition sequence has been discovered by Clay. Rather 

engaged time on task is the key. "A child learns about letters, words and 



word groups al1 at one time - initially in approximate ways and later with 

wnsiderable skill" (Clay. 1975, p. 19). The importance of involvement in 

the process can not be underrated. There are many facets of written 

language that early writen need to understand and leam: 

to understand that print talks 
to form letters 
to build up mernories of common words 
to use words to wite messages 
to increase the number and range of sentences used 
to present ideas within the spelling and punctuation 
conventions of English. (Clay, 1975, p.11) 

Combined with these abilities needed for successful eariy reading I 

Mting development, Clay identifies certain classroom characteristics 

necessary for nurturing success. One is a teacher with a master plan, the 

second is keeping meticulous records of each leamer's progress, and the 

third is reading materials that are structured sequentially according to 

difficulty and f o n  part of that plan. At the early readingl writing stage, 

Clay emphasizes the importance of teacher modeling and guidance to 

establish such necessary skills as following directional rules, establishing 

a secure speech to pnnt match, and hearing sounds in words. Once a 

fim foundation is established and the chitd has intemafized these 

concepts and is beginning to apply them independently, then the gradua1 

release of responsibility from the teacher ta the child can occur. Clay 

stresses that teaching emphasis at this stage is on the whole sentence, 

not individual words. Through exposure to real text and with guided 



instruction, a variety of cues for word recognition are developed, for 

example, using: picture cues which provide a meaningful context, 

repetitive sentence patterns, memory for oral language, and initial 

sounds. Such behaviours are characteristic of the early reading stage 

and give way to other behaviours once the child moves to another 

developmental stage. "Pointing gives way to accurate visual locating, 

auditory memory for text gives way to visual memory for form, word by 

word reading gives way to phrasing and anticipation of sentence 

structures and picture cues give way to semantic and linguistic cues" 

(Clay, 1979, p. 144). In New Zeaiand, once a child begins to search and 

check autornatically for meaning and begins to errorcorrect 

independently, she/he moves from teacher directed large book instruction 

to reading individual books which are sequentially ordered from least to 

most difficult. The child understands that al1 reading makes sense and 

that reading requires a variety of wordinated strategies to unlock the 

message. 

Thus in the early reading stage a child learns to read using simple 

wnnected text - stories. HefShe must: understand and use directional 

pattems (left to right in word analysis as well as following lines); wnnect 

written and oral language; be aware of visual cues and must actively 

search and check for wes (Clay,l 979, p. 246). Initially the child relies on 

memory for the sentence, page or story but then must begin to use 

strategies for cueing on unknown words. These strategies include: 



meaning (Does it make sense?) 
visual (Does it look right?) 
letterlsound (What can you hear?) 
sentence structure (Can we Say it that way?) 

Clay identifies some benchmark behaviours which need to be 

present in the child's reading abilities prior to moving from early 

reading/group instruction with teacher direction to more book 

related fomal instruction. These include mastering directional 

movements, producing a nearly perfect rendering of a simple 

caption book, matching speech to text, locating a few familiar 

words and expecting what is read to sound meaningful. In other 

words, some synchronization of the visual, directional and speech 

aspects of reading and some indication of self-correction must be 

evident. In the process, the child should master a reading 

vocabulary of familiar words and sound equivalents for spelling 

and a set of letters to record those words. VVhen instruction and 

direction from the sequential nature of New Zealand's early 

readingkiting program works, within a year, children who make 

good progress acquire these processes and begin to apply them, 

even though tentatively and unevenly at first. When the strategies 

are well established and used effedively we rewgnize the child as 

an independent reader. However, for some children, inefficient 

systems of functioning or responding develop in this time frarne. It 

is on this group that Marie Clay has fowsed her attention in 



deveioping the early intervention program called Reading 

Recove ry. 

The Observation of Earlv Readers and Writers 

Clay believes that the systematic observation of early readers 

and writers is the most acceptable way to provide information 

regarding how the individual leamers are progressing and what 

instructional modifications might be needed or appropriate (Clay, 

1993). Clay favours 'the systematic observation of leaming as 

opposed to systematic testing which provides only an end result - a 

snap shot of capabilities, rather than an understanding of the 

processes occurring day to day" (Clay, 1993, p. 4). To inform 

instruction, teachers need to observe young children's responses 

during literacy instruction for: 

1. cornpetencies and confusions, 
2. strength and weaknesses, 
3. processes and strategies used, and 
4. evidence of what the child really understands 

(Clay, 1 993) 

As with children entering school, early learners benefit from their 

teachers' understanding of what they already know and what they 

need to leam in order to progress from there. Clay suggests that 

to bewme observers of the early stages of literacy leaming, 

teachers need to give up the idea of a short single assessrnent test 



and look more to the observation of wide ranging behaviours which 

are needed and necessary for progress in literacy. Through her 

research, Clay developed such a tool which she named the 

Observational Survey - in her early books it was called the 

Diagnostic Survey. Through the use of such a tool in her 

research, Clay found that even after only one year of instruction 

the high progress readers "operated on @nt in an integrated way 

in search of meaning and read with high accuracy and high self- 

correction. While fowsing on meaning they cross checked by 

looking for sound to letter associationsu (Clay, 1993, p. 9). The low 

progress readers operated on a narrow range of strategies relying 

on memory for the language of text and paying no attention to 

visual details. They often lost track of meaning and began to 

operate in an inefficient way. These inefficiencies were then 

practised day after day and in a short time risked becoming 

automatic. Thus detailed systematic observation and recording of 

what a child can do in the first year of instruction is helpful in 

highlighting areas of concern so that close and individual attention 

can be provided to help the child operate in more appropriate 

ways. 

The variety of tasks in the Observation Survey are virtually 

the same as those found on the Diagnostic Survey (1 979). Clay 

has restated and strengthened her reasonç for doing what she 



recommended years ago and has included further research to 

support her ideas. Some of the ternis have changed from 

observational tasks (1 979) to assessrnent instruments (1 993); from 

a Diagnostic Survey (1979) to an Observation Survey (1 993); and 

from dictation (1 979) to hearing sounds in words (1993). There 

have also been sections added related to how to record 

information over time. For clarity, the discussion that follows 

focusss on Clay's Observation Survey (1 993). (See Appendix 1 .) 

Clav's Observation Survey. This survey provides a framework 

"within which early reading behaviour can be explored irrespective 

of the rnethod of instruction" (Clay, 1993, p. 18). It consists of 

tasks which include: 

taking a mnning record 
measuring letter name knowledge 
testing concepts about print 
administrating a word test 
obtaining a writing sample 
seeing the extent to which the child is hearing 
sounds in words 

These tasks can be used to supplement the observations that 

teachers make as they work in their day to day activities with young 

children. Clay stresses the importance of gathering this data on al1 

leamers before the end of the first year of instruction as this 

infornation covers the areas of learning Uwhich underpin 

successful progress in reading and writingn (Clay, 1993, p. 20). 

Because a child's leaming progresses on several fronts at the 



same time with various degrees of spurts and lags, it is very 

important to gather information frorn al1 areas of the survey. The 

observations of Iiteracy behaviours are controlled, not casual, and 

the child's attempts at text reading and text writing are of prime 

interest in looking at 'the processes by which the child monitors 

and corrects hislher own reading and writing behaviours" 

(Clay, 1993, p. 21 ). 

Runnina records. In taking a closer look et the tasks within 

the Observation Survey, the Running Record of text reading is 

pivotal. The Running Record is sirnilar to Goodman's miscue 

analysis (Clay, 1972). As the child reads, a check is made for 

each correct response and errors or miscues are coded as they 

would be when doing an informa1 reading inventory, except that 

only a blank sheet of paper, rather than an actual copy of the text 

itself, is required. Miswes are later analyzed for an understanding 

of the cueing systems (meaning, structure, visual) that the child is 

or is not employing. Once teachers have confidence and practice 

wmpleting a Running Record, coding a child's reading can be 

done anytime, anywhere and on any text. In order to look 

adequately at the behaviours and strategies a child is using to 

process text, it is important to have each child read three levels of 

text diffiwlty to provide valuable insights into: 



how the reader orchestrates effective 
reading (on easier materials - 
9511 00% accuracy) 
how processing and problem solving can 
be done (on instructional level materials - 
90194Y0 accuracy) 
how and when effective processing breaks 
down (on more difficult materials - 
80189Y0 accuracy) (Clay, 1993, p. 24) 

As suggested in analyzing the child's error patterns, it is 

important to figure out whether the child is using information from 

the meaning of the message, the structure of the sentence andlor 

the visual cues, as well as whether the child self-corrects. When 

selfcorrection is evident, even inefficiently, it reflects that the child 

is selfmonitoring for meaning. The absence of self-corrections is a 

sign of difficulty. Clay also advocates compiling the information 

gathered from a single session Running Record on easy, 

instructional and hard books onto a record form that graphically 

depicts progress over time. 

Letter identification. Letter Identification is another task on 

the Observation Survey. Using a large print alphabet with both 

upper and lower case letters, responses are elicited from the child 

to show hislher knowledge, at that point, of the letter names, their 

sounds, and words that begin with each sound. The value of 

testing letter knowledge is to guide instruction. Once baseline 

information is gathered, instruction should be aimed at improving 



knowledge of letter names and filling in the missing gaps so that 

eventually the child bewmes automatic and can use the letter 

name information as a working tool. 

Canceds about ~r int .  Concepts about Print is a check on 

what the child has leamed about the way we print language 

(Clay,1993, p. 47). Clay has developed two booklets as pre and 

post interview rneasures. The booklets are entitled Sand (Clay, 

1972) and Stones (Clay,1979). As the examiner reads, the child is 

asked to help by pointing to certain features, for example, the front 

of the book, a letter, a word, a sentence, the direction in which to 

read (left to right and return) and punctuation marks. Confusion in 

these arbitrary conventions of written language thus becorne 

evident. 

The word test. The Word Test provides an opportunity to 

sample words that the young reader recognizes at sight Clay 

devised a list related to the early books from the Ready to Read 

series used in New Zealand. However a list of the most frequently 

occurring words in whatever basic books are being used for 

instruction wili provide a satisfactory and more valid source of 

information. Successive administration of the word Iist indicates 

whether progressive change is occurring in the child's 

accumulation of a reading vocabulary . Two alternative word tests 

have been suggested by Clay - The Canberra Word Test based on 



high frequency words frorn the Sunshine and Storybox series, and 

the Ohio Word Test based on the high frequency words frorn the 

Dolch Word list. 

Writinci samnle. Observations of children's writing behaviour 

yields a great-deal of information about what they understand 

about print and print messages, and to what features of print they 

are attending (Clay, 1993, p. 57). Writing behaviour is a good 

indicator of the child's knowledge of letters, direcüonality and the 

ability to recall the details of letter formation and letter order. 

Test of witten vocabularv. In focusing on the child's early 

written messages, it is important to take three successive sarnples 

and rate them for language level, message quality and directional 

features. Another good indicator of early understanding of written 

processes is Clay's, Test of Written Vocabulav. The child is 

asked to write down al1 the words she/he knows in ten minutes 

starting with hislher name. The child then has control to share on 

paper a personal list of al1 the words helshe has managed to leam. 

From this the teacher can closely observe letter formation, visual 

memory for early words and the processes used in dealing with the 

task. If this writing observation is carried out at several points of 

time, at entry, after 6 months, and after 1 year, for example, a 

cumulative record of progress based on successive sarnples 

provides a good indicator of growth. When the child can write 



more than 50 words, the value of such a test diminishes (Clay, 

1993). The teacher then needs to examine writing performance in 

more traditional spelling and writing tasks such as analyzing a 

story or paragraph that the child has composed. 

Hearinq and recording sounds in words. The Iast task on the 

Observation Survey is Hearing and Recording Sounds in Words. 

Previously this was called the Didation Task. This measure 

directs the teacher's attention to the child's phonemic awareness 

and assesses the child's ability to represent sounds (phonemes) by 

letters (graphemes). The teacher tells the child a sentence to be 

written. The child is enwuraged to write what shef he can hear in 

the words dictated. Scores reflect success in both hearing and 

recording those sounds. 

Summarv sheet. The Observation Survey Summary Sheet is 

then used to bring together and record the information that has 

been gathered on what the child can do and what is partially 

known. The results are translated under the heading of Book 

Reading (ninning records obtained at three levels and the analysis 

of cues used and cues neglected). Then the strategies that the 

child is using: (1) on text (from the Running Record and Concepts 

about Print); (2) with words (from Concepts about Print, the 

Running Record, Writing Vocabulary. Hearing Sounds in Words 

and Word Tests); and (3) with letters (from Letter Identification) are 



recorded - both those that are useful and those that are 

problernatic. Using this infonnation a summary is wn'tten which 

indicates what the child can and can not do in relation to text 

reading and text vwiting. This infonnation is then useful in 

identifying those children who are at risk, as well as providing 

valuable insight into classroom instructional programming, practice 

and direction. 

For those children who are identified as not making progress, 

systematic observation procedures that have been described are 

not enough. It is important to use that information to provide a 

second chance prograrn of early intemention. Such a program is 

Marie Clay's Reading Rewvery. 

Descri~tion of the Readinrr Recoverv Proaram 

Developed in New Zealand by Marie Clay, Reading Recovery 

provides short terni help that has resulted in accelerated progress 

for at- risk early readers and writers. Reading Recovery is begun 

after one year of formal instruction. The program does not have a 

set of materials or a step by step curriculum, but instead depends, 

for its effectiveness, on the trained teachets ability to observe 

reading and writing behaviour, to infer the child's intentions and 

underlying cognitive processing and to make instructional 

decisions including whether the teacher needs to adjust herlhis 



own behaviour in response to the child. Instruction starts with what 

the child can do based on the detailed obsewations of the child as 

a writer and reader - the Observation Suwey, and focusing on 

strengths. 

Quality Reading Recovery provides practical programming to 

intervene and teach the child appropriate learning patterns early 

on. It is characterized by one to one instruction during daily 30 

minute Iessons in which the focus is on independence - never 

doing for the child what helshe mn do independently and on being 

taught 'how ton. The children are taken out of their regular 

classroom for individually planned lessons. The goal is to help 

children discover effective reading and writing strategies. During 

daily 30 minute lessons, a child reads several short books having 

natural, predictable language patterns, and composes and writes a 

story. Every day the child is introduced to a new more difficult 

book which she/he will be expected to read without help the 

following day. Intervention continues until the child has developed 

strategies for independent readinghiting and c m  function 

satisfactorily in the regular class. 

Reading Recovery is an early intervention program designed 

to dramatically reduce the number of children with literacy 

diffiwlties. In New Zealand, it is a second chance prevention 

program which helps Young, low achieving children by providing 



daily individual teaching in addition to classroom instruction. All 

children need the opportunity to rnove into a good literacy program 

at their own pace with sensitive well- trained teachers in the first 

year of school. The terni urecovery" implies a deliberate attempt to 

have children who are rnaking unsatisfactory progress able to 

perfom within average levels in their classroom by the end of their 

12-20 week program, to profit from existing inclass programs and 

to continue to progress satisfactorily. This means that those 

children who have not started on efficient patterns of leaming can 

catch up and become independent leamers. 

Reading Recovery arises out of an extensive program of 

research and development carried out by Marie Clay from the 

University of Auckland. This research began in 1976 and was 

requested by teachers who wished to explore and document the 

range of variability of reading and writing behaviourç in six year old 

children who were having difficulties. The initial research studied 

122 six year olds with a variety of presenting problems sudi as 

poor language, inconsistent directionality, dificulty hearing 

sound/sequence, and inadequacies in understanding the speech to 

print match. Follow-up research on these children was conducted 

one and three years later. A set of teaching procedures for dealing 

with children's difficulties gradually evolved after a wide range of 

techniques were piloted, observed, discussed, written, modified 



and related to theories of leaming to read and write. After one 

year, the diswntinued Reading Recovery children had accelerated 

and performed at levels comparable tu their higher achieving 

peen. Follow up studies showed that discontinued Reading 

Recovery students, regardless of ethnicity, socioeconomic status. 

or linguistic background continued to progress at levels 

comparable to the average students. 

In 1978, program field trials were run in five schools. As a 

result of the success of these trials, the project was enlarged and 

was operating nationally by 1983. Reading Rewvery has, in the 

1 9901s, become part of school programs in Australia, the United 

States, Canada and England. 

Intervention begins with the Observation Survey which 

uncovers what a particular child wntrols and what operations and 

strategies helshe should be taught next. It is on the basis of this 

summary of information that children are identified as in need of 

intervention and that baseline information for programming, 

delineating strengths and weaknesses, as well as useful, problem 

strategies is established. 

The program is run daily for approximately 12-20 weeks and 

is based on 30 minutes of one to one instruction given by a 

specially trained teacher. Clay feels that individual instruction is a 

necessity with low literacy achieven in order to get the best 



results: reinforcing what is good; and quickly detecting interfering 

strategy use. The principle is to instnict for a better response 

before a handicapping response becomes practiced and automatic 

(Clay,1993, p. 8). Thus, although programming differs for every 

child, the basic focus is on comprehending messages (in reading) 

and wnstructing messages (in writing). Through daily instruction 

with continuous text, children leam to deal with the subcomponents 

of each task. In the initial two weeks the teacher works with the 

child on what heishe already knows in readingiwriting in order to 

build rapport, develop confidence, find a readable text, build 

fluency, encourage writing and gather baseline data. Clay refers to 

this time as "roaming around the knownn (Clay, 1993, p. 12). 

Once the period of "roaming around the known" has occurred 

it's tirne to move into active instruction. As outline previously, the 

daily lesson follows the following tutorial structure of activities: 

rereading two or more familiar books 
reading yesterday's new book and taking a 
running record 
letter identification and /or word making 
and breaking 
writing a message (including hearing and 
rewrding sounds in words) 
cutting up the message, to be rearranged 
new book introduced 
new book attempted 

(Clay, 1993. p. 14) 

As the program progresses, the child's behaviour and instructional 

focus will continue to grow and change. although the lesson format 



and sequence will remain as has been described. Reading and 

writing in the early acquisition stage yields reciprocal gains in 

leaming about print. Children in Reading Recovery write 

messages everyday. lncluding a writing wmponent in the lesson, 

forces diildren to attend to sound sequences, letter detail, letter 

order, letter sequences, and the link between oral language and 

print (Clay, 1993). 

Clay developed twelve specific teaching procedures to use 

when working with children who had been at school for one year 

and who were unable to make satisfactory progress through 

classroom based instruction alone. "These procedures are 

arranged so that the teacher can turn to the approach she requires 

for a particular child with a particuiar problem" (Clay, 1993, p.19). 

Not al1 procedures are appropriate for al1 children so the teacher 

must select the activities needed. Otherwise, time will be lost in 

complethg unnecessary tasks. Clay also identified four particular 

problems which could be encountered and made suggestions for 

each. The teaching procedures and particular problems fali under 

the following categories (Clay, 1 993, pp. 1 9-57): 

Procedures 

1. Leaming About Direction 
ie. leaming to attend to pnnt in ways 
consistent with rules of written language 



2. Locating Responses 
ie. leaming to attend 10, focus on or point 
to one word after the other 

3. Spatial Layout 
ie. learning to use the space on a page 

4. Leaming to Look at Print 
ie. attending to details in print respecting 
the rules of direction, the order of 
letters and the order of words 

5. Writing Stories 
ie. in composing and writing herihis own stories 
the child constructs word from their parts 

6. Hearing and Recording Sounds in Words 
ie. writing helps the child think about and produce 
sounds in words 

7. Assembling Cut-Up Stones 
ie. reassemblinglrereading the cut-up stories 

8. Reading Books 
ie. both practicing complex behaviours on 
familiar texts and using strategies with 
support on new texts through readinghereading 
books, rereading own stories, and reconstructing 
own stories 

9. Teaching for Strategies 
ie. providing guidance when reading in order to develop monitoring 
and problem solving strategies using the 4 cueing systems 

Does it make sense? 
Does it look right? 
What can you hear? 
Can we say it that way? 

10. Linking Sound with Letter Sequence 
ie. constructing words in writing and analyzing 
words in reading through modelled guided instruction 
of letters, sounds, clusters of letters chunks of sound 



11. Taking Words Apart in Reading 
ie. analyzing new words 

12. Teaching for Phrasing in Fluent Reading 

13. Teaching for Sequencing Problern 
ie. attending to aies in print from 
left to right 

14. Building Strong Skills which Block Leaming 
ie. preventing inappropriate reading and writing behaviours 
from occurring 

15. Teaching Hard to Remember Words and Latter NamefSounds 
ie. using the child's associations, arranging for over learning, 
arranging for repetition using garnes. 

16. Children who are Finding Reading and Writing Progress 
Difficult 
ie. appropriately addressing a child's strengths and weaknesses as 
revealed in the Observation Survey, adequately focusing on 
writing, fostering independence. 

These sixteen areas were identified in Clay's early writing 

(1 979) and remained in their entirety in her later book (1 993) with 

some terminology changes and with elaboration in some areas to 

enhance clarity. It is important to note that there is overlap between 

several of the teaching procedures. 

Deciding when to discontinue a child from Reading Recovery 

is to be made in consultation with the child's classroom teacher. It 

is important and essential that the child have a set of strategies 

over which shelhe has some control (ClayJ 993, p. 58): 

directional movement 
one to one matching 
selfmonitoring 



cross checking 
use of multiple cue sources 
self-correction 

Usually the chiid ready for discontinuing can read a book at a 

difficulty level similar to the average child in hisfher classroom year 

of instruction and can write a least two sentences with minimal 

teacher help. This information can be confinned by having an 

independent teacher give the child the Observation Survey and 

comparing the results to earlier testing. Monitoring the child's 

progress several times a month once the child is discontinued is 

essential. Soma children wili not be ready to discontinue for 

obvious strategy and independence-related reasons. For them, 

the need for continuation with new learning goals will be evident. 

Teacher Traininq 

The training of the Recovery teachers is essential to the 

implementation of a successful Reading Recovery program. Those 

undertaking the training are good, experienced primary teachers. 

The year long course begins with guidance in administrating and 

interpreting the Observation Summary followed by biweekly 

inservice sessions to train teachers in the use of Reading 

Recovery procedures. At the same tirne, and throughout the year, 

the teachers teach Reading Recovery children, learning on the job. 

The outcornes of the course are that teachers: 



1. Develop understanding of the reading process 
2. Become competent in using the specific Reading 

Recovery teaching procedures for individual programs 
3. Are able to evaluate their instruction and that of their 

peers. 

In the year following training Reading Recovery teachers attend 

support sessions twice a term to discusç the main assumptions and 

pradices of the programs and its operation in the schools. Marilyn 

Adams (1990) in her book Beainnino to Read: Thinkina and 

Leamina about Print highly values both Clay's theory and 

subsequent practical application. Adams sums up Reading 

Recovery's value in the following quote. 

The Readinp Rewverv Proaram has been methodically 

designed to establish end secure that whole complex of lower 

order skills on which reading so integrally depends. But its goal 

extends much further. The program is intended tu help children 

leam to monitor their own reading; to develop the habit of 

rereading a word, phrase or passage when unclear; to know not 

only that they can diswver new words and meanings but also that 

they can crosscheck their discoveries, confiming or wrrecting 

them on their own; and to develop a strong sense of how to search 

deliberately and methodically for information in letter sequences, 

word sequences or meaning when needed. (Adams, 1990, p. 421 ) 



Readina Recovew Follow-UP Research 

The aim of Reading Recovery is to provide a second chance. 

early intervention program for children who have not begun to read 

and write in New Zealand after one year of school instruction. In 

providing such children with intensive daily individualized 

instruction, Clay's hope was that these childrenwould make 

accelerated progress so that the Reading Recovery children would 

leave the program with average levels of performance in writing 

and reading in 3 8  months. Such an expectation went against 

normal expectations for low achieving students. It is important to 

note that al1 children with the poorest performance at age 6 were 

selected for instniction. including bicultural Maori children, 

bilingual Pacific Island children, and children with disabilities 

awaiting special class placements. It was also hoped, against 

normal expectations, that many of the Reading Recovery children 

would retain average progress three years later. 

Since 1976, the Reading Recovery program in New Zealand 

had been developed, expanded and closely studied through 

research conducted by Clay and her wlleagues who explored its 

impact and effectiveness. In 1976177 the development project was 

underway, followed by field trail research in 1978, and one year 

follow-up research in 1979. A replication study was undertaken in 

1979 which was preceded by an analysis of lesson content in 



1 978. A 3 year follow-up study was completed in 1981 , followed by 

national monitoring from 1984 to 1988 and finally, the subgroups 

study in 1991 (Clay, 1993). Reports of the Reading Recovery 

research and development phase, and the two follow-up studies 

have supported the program's effectiveness across ethnic groups, 

and led to its adoption in 1988 as the national early intervention 

program in New Zealand. Reading Recovery now reaches 

approximately 20% of the six year olds in New Zealand (Clay, 

1993). 

The aim of the initial development project (1 976,7977) was 

to record how teachers worked with children having difficulty 

leaming to read in a one-to-one situation. The children had just 

completed their first year of Iiteracy instruction. A detailed 

observation and record keeping of the childrenJs reading behaviour 

and the teacher's responses was maintained. In the first year, one 

teacher was involved and in the second year, six teachers 

participated (some of whom were reading advisors and university 

students). Each of the six teachers taught two children individually 

and met as a group once every two weeks to: observe each other 

using a one way screen, and discuss and challenge procedures 

and pacing. As a result, "a large number of techniques were 

piloted, observed, discussed, related to theory, analyzed, written 

up, rnodified and in some cases discarded" (Clay, 1993, p. 61). 



The resulting techniques were carefully graded into sequences, 

and the process of refinement wntinued over the ne* three years. 

Each child's program differed depending on hisher reading level 

and areas of strength and weakness. The results of the 

development project pointed to five phases that were investigated 

in the next stage of the projed. These were: 

1. organization - the need for more intensive programming 
than Wice weekly. 

2. teaching - the need for a consolidation of the teaching 
procedures to provide better guidance for teachers. 

3. efficient choices - the need to choose only those 
procedures 
that were of benefit to a particular child. 

4. conceptualizing the goal - the need to understand that 
the goal is to develop a set of behaviours which help the 
child proœss text independently - a self-extending 
system. 

5. transfer or generalization - the need to assure that the 
diswntinuing of children from tutoring results in ongoing 
progress in the classroom. (Clay, 1976, 1977) 

Given this focus, the next step, called the field trial research, 

in 1978, was to demonstrate that the Recovery procedures worked 

and that children made progress. Clay felt it was necessary to 

dernonstrate that such an early intervention program could work in 

different school settings, and that progress results could justify 

one-toone teaching. 



dernoMons of new procedures and discussions. Record 

keeping was detailed for each child and induded: 

an Observation Survey Summary Sheet Report 
a Lesson Record for each session 
one Running Record of taxt reading for each session 
a graph to record Book Level progress 

(Clay, 1993, p. 64) 

Although enwuraged, parental contact was minimal. Children 

were discontinued when their Reading Recovery teacher judged 

that they were able to work with success in their clessroorn and 

Men an independent examiner readministered the Observation 

Survey. 



At the end of the year, al1 of the 291 children were retested 

by two independent examiners using Book Level and Reading 

Vocabulary as two measures of general reading progress, in 

combination with the Observation Survey tests - concepts about 

print, letter identification, wn'ting vocabulary and dictation test. It 

was interesting to note that there were no data collected on the 

child's independenœ or skill level in connected writing. 

Cornparison was then made between three groups - the Control 

Group, those in class and not selected for tutoring, the 

Discontinued Group, those who had been tutored for 10 -1 5 weeks 

then went back to class, and the Not Discontinued Group, those 

who required further Reading Recovery programs. Clay found 

statistically significant increases in ail areas for all three groups 

from initial to final testing in all areas. "The pupils who received 

individual tutoring made gains which equaled or exceeded the 

gains scores made by their classrnates" (Clay, 1993, p. 67). Of the 

282 dïildren, the Reading Recovery program was unsuitable for 7 

children because of other factors, such as ESL and children 

needing possible special ciass placement. 

One year later, in follow-up research, the progress of these 

282 children was reassessed. Findings that compare initial, final, 

and follow-up testing indicated that the diswntinued group made 

significantly better progress than the control group. 



A replication study (1 979) invoived newly-trained Reading 

Recovery teachers in fortyeight schools. The teachers allotted 

less time to Reading Recovery per week as well as per day - 
lesson time was reduced from 40 minutes to 30 minutes and as a 

result, fewer but more challenging children were targeted. The 

research question was 'Could the results of the field trial research 

be replicated in a large number of schools?" The 48 schools in the 

study which had teachers in training in 1979 were listed 

alphabetically, and divided into 3 groups (6,C.D) providing 3 

replication samples. The progress of these groups was also 

compared with the research findings of 1978 (Group A). Using the 

same assessrnent tools of the field trial study, Clay found the 

results in 1979 replicated the 1978 findings, although lower entry 

scores necessitated longer individual tutoring time. 

Ta answer the questions of policy makers and researchers as 

to whether the Reading Recovery program could be delivered as 

designed, in 1981 the New Zealand Depattment of Education 

approved a research grant for the analysis of Reading Recovery 

field trials records from the (1978) study in order to evaluate the 

program. Of the 122 discontinued and not discontinued children, 

68 records were selected for analysis to ascertain whether 

programming differed for different ethnic groups (Maori, Pacific 

Island, and European). Analysis revealed that there were minimal 



differences. However, differences between what was 

recommended and what occurred during instruction were great. 

Instructional variances inciuded: not providing lessons daily, and 

not carrying out message writing in every lesson. Critefia used to 

evaluate the efficiency of the program related to the average 

number of lessons per group (22-25), the number of books read 

per lesson (2-2.5), new books introduced per lesson (1 -12-1.23), 

and measure of text difficulty (mean accuracy level of 94-96Oh). 

These findings al1 fell within the Recovery program 

recommendatians. 

In 1981, the three year follow-up research questions 

incl uded; 

Were the Reading Recovery prograrn children from the 
1978 study cantinuing to progress with the average 
group in their classes? 

Was the Reading Recovery program suitable for Maori 
children? 

The children chosen were the 68 Moari, Pacific Island and 

European children studied in the 1978 analysis of lesson content 

study. Results were extracted from previous studies to report on 

initial diswntinuing (1 978) and one year follow-up testing (1 979). 

Tests used at this three year level included the Burt Word Reading 

Vocabularv Test, the Schonell fll, and the Peters Word S~ellinq 

Test. No text reading was assessed. Assessrnent wac given by - 



inaependent, trained examiners. Some of the children studied 

were 8 and 9 yean old, and thus according tu New Zealand 

placement procedures, not al1 were at the same academic class 

level. However, al1 the European and Pacific Island groups were 

within appropriate age bands for class placement and although the 

Maori chitdren had levels that were lower, their scores were 

satisfactory for class levels. 

It is interesting to note that connected reading strategies' 

use and cornprehension of text were not analyzed, nor was the 

child's competency in the writing process - both mechanics and 

message. Clay's view of early readingfwriting is one which 

advocates for a strong strategylself extending base for successful 

later progress, and yet this did not appear to be considered at the 

three year mark. 

In a Reading Recovery Subgroups Study (1 991), the issue 

of predicting future progress from Observation Survey scores, 

either high or low, or from a student's mid-Reading Recovery 

program level (after ten weeks), was examined. Results indicated 

that predictions of outcorne status were likely to be wrong in a 

significant number of cases if the Observation Survey and book 

level after 10 months were used as perdictors. A full program of 

instruction was deemed the best practical indicator of future 

success. 



In overview, Reading Recovery in New Zealand went 

through three years of development (1 976-1 979), four years of 

research trials (1 980-1 984), and four yean of national monitoring 

before the Department of Education adopted a policy t o  expand the 

program to a national level (1 988). The overall goal for early 

leamers within the New Zealand education system was first to 

deliver good literacy instruction in the classroom, and second, to 

provide an intensive supplementary program delivered by trained 

classroom teachers for low-achieving children. The number of 

school childreri helped by Reading Recovery will depend on the 

resources an education system is prepared to allocate, the quality 

of staff training, the effectiveness of program implementation. and 

the success of professionals in explaining benefits both for 

leamers and the educational system (Clay, 1987). 

A national evaluation of the Reading Recovery program in 

New Zealand was released by (Glynn, Ballard, Behtune, Crookes, 

and Smith 1989). This was a longitudinal study that examined the 

effects of Reading Recovery on a representative sample of 42 

b A talyol JÏiIdren in ten schools. Each target child was paired with a 

wmparison child at the same sdiool who was approxirnately the 

same age and who swred at the same lower end of the distribution 

of scores frorn the Observation Suwey, but for whom a place in 

Reading Recovery was not available. The primary dependent 



variables used in the study were reading book level and 

performance on an oral cloze task For both the target and 

wmparison children, these measures were assessed when the 

target children were discontinued and again at the end of the year 

and eacb term of the following year. The results of the study 

showed that although the target children achieved greater gains in 

reading book level ai discontinuation, the positive effect had 

disappeared a year d e r  the target children had left the program. It 

was concluded that 'the net gain which is attributed to Reading 

Recovery appears to be quite modest by a year or so after 

discontinuation " (Glynn et al., 1 989, pp. 83-84). 

Critiques 

Roth Clay's and Glynn's evaluations of Reading Recovery 

have corne under criticism from a number of educators and 

researchers. A major concem has involved the la& of emphasis 

on metalinguistic abilities, both within the Reading Recovery 

programming structure and subsequent assessment procedures. 

Tunmer (1 990) has identified the importance of certain 

metalinguistic skills in the development of early reading and 

spelling skills - namely phonemic awareness or the ability to reflect 

on and manipulate phonemes, phonological recoding or the ability 

to translate letter(s) clusters into phonemes, and syntactic 

awareness or the ability to reflect on grammatical1 semantical 



features of sentences. In order ta read unfarniliar words, 

beginning readers need syntactic awareness skills to use sentence 

clues, and phonological awareness skills to use graphophonemic 

clues. III order to write unfamiliar words, beginning readers need 

phonological awareness skills to use and manipulate 

correspondences between graphemes and phonemes. 

Some metalinguistic skills are addressed in the Reading 

Recovery prograrn, for example, phonological awareness is 

addressed through the use of the Elkonin (1973) technique in 

spelling (sound boxes) and daily interactive writing. Syntactic 

awareness is developed through rearranging cutiip sentences, 

through modeling the decoding strategy - "cm we Say it that way?", 

and through the use of oral cloze procedures. The extensiveness 

of this focus is questioned however, as is the systematic teaching 

of skills, and the monitoring of this skill development. A further 

drawback in the Reading Recovery evaluations, is that neither 

phonological awareness nor phonological recoding, nor syntactic 

awareness skills have been assessed independently. 

It seems likely that children who enter Reading Recovery are 

partiwlarly deficient in metalinguistic skills, and phonological 

rewding ability. The ability to reflect on sentence stnictures (ie. 

syntactic awareness) in combination with emerging phonological 

recoding skills is essential for acquiring the grapheme - phoneme 



correspondences needed for word recognition skills. This would 

suggest the need for intensive, and systematic instruction in 

metalinguistic skills in order to derive maximum benefit from 

Reading Recovery. Tunmer (1 990) suggests that the intensive, 

one to one program of instruction that children receive in Reading 

Recovery temporarily increases the rate of reading development, 

but has little or no effect on the development of those reading 

related skills that are essential for lasting ptogress: phonological 

awareness; phonological recoding; and syntactic awareness. 

Nicholson (1989) summarizes that the overall mix of Reading 

Recovery activities may not devote sufficient attention to word level 

skills. 

Iversen and Tunmer's (1 993) research investigated whether 

the Reading Recovery program was more effective if systematic 

instruction in phonological rewding skillç was incorporated into the 

program. First grade at risk readers were divided into 3 matched 

groups of 32 children each: a modified Reading Recovery group; a 

standard Reading Recovery group; and standard intervention 

group. The children in the modified Reading Recovery group 

received explicit code instruction involving phonograms. 

Phonograms are the cornmon elements in word families (for 

example, the letter sequence 'ight' in light, fight, and might). 

Results were obtained upon discontinuation through the 



administration of the Observation Survey, the Dolch Word List, and 

three phonological processing measures. The three phonological 

processing rneasures that were administered to the children were: 

(1) the Yopp-Singer (1 988) phoneme segmentation test; (2) the 

Bruce (1964) Phoneme deletion test; and (3) a pseudoword 

decoding task in which the child was asked to name single syllable 

synthetic words. The results indicated the although both Reading 

Rewvery groups achieved levels of reading performance required 

for discontinuation of the program, the modified Reading Recavery 

group reached these levels much more quickly. The results 

further indicated that the children in the Reading Recovery groups 

perfarmed much better on al1 measures than did the children in the 

standard intervention group, although it is important to remember 

that the latter was group and not one-to-one intervention. In 

comparing the Reading Recovery group children to those children 

in the classroom control group, results indicated that the Reading 

Rewvery children did significantly better, especially on 

phonolog ical awareness measures. Results wnfirmed tha t the 

children selected for Reading Recovery were particularly deficient 

in phonological processing skills, and that their progress in the 

program was strongly related to the development of these skills. 

Findings further indicated systematic instruction in 

phonological reading skills was more effective that the incidental 



instruction that would nomally arise in the context of reading 

connected text This view is cuntrary to Clay's (1 985,t 991 ) 

argument that the incidental word analysis instniction and writing 

activities in the Reading Recovery program are sufficient to 

develop knowiedge of the alphabetic code. Despite this aitiicism, 

the study outcomes dernonstrated that Reading Recovery can be a 

highly effective intervention program, and that one-t-ne 

instruction has k e n  show to be much more effective than either 

classroom, or small group instruction. 

Despite the extensiveness of Clay's short terni and 

longitudinal research, her results have also corne under criticism 

because of concems related to the empirical design of her 

research. One such major weakness is Clay's failure to assign 

children randomly - half to the experimental and half to the control 

groups. This random assignment iç needed to control for the error 

factor as many children who scored poorly on reading tests even 

after one year of instniction may tum out to be good readers. In 

the Reading Recovery research (1 979), Clay's experimental group 

consisted of al1 the children wtio scored poorly on the Diagnostic 

Survey and thus her control group was not a matched group of 

poor readers but rather a more able group of readers and writers 

from the classroom (more able according to the Diagnostic 

Survey). Nicholson (1989) concludes that because of this, many 



Reading Recovery children may have made progress even wÏthout 

intewention. This design flaw made Clay's initial research data 

(1 979) unclear. It is surmised that the performance of the Reading 

Recovery group could be "due to error in the initial selectian of 

children for intensive interventionn (Nicholson, 1979, p. 95). Clay 

responded that "Reading Recovery could not be compared to a 

competing program as none existed" (Clay, 1991, p. 60). For Clay, 

two comparative options existed, either that the control group be 

drawn from children unable to be given the program (which was 

deemed unethical after the first year's success) or from other 

children in the same age group in the classroorn, which allowed for 

cornparison with the age cohort in their school. Clay concluded 

that her unconventional research design was the only option. This 

was in line with the aim of the program, which attempts to bmg 

children to average leveis of achievement. Not using random 

assignment also helped deal with the issue that each school has 

varying 'average' levels. 

Criticism has also been articulated concerning Clay's 

evaluative measures particularly because the measures used to 

ascertain children's progress in Reading Recovery are closely 

related to what the Reading Recovery children are being taught, for 

example, the Diagnostic Survey sub tests and the running record of 

the text reading level. This means that children tutored in Reading 



Recovery are more familiar with the assessrnent measures than the 

children in control groups (Wasik 8 Slavin i 990, p.187). A further 

criticism is that no information is provided about the students' 

progress on other tests to ascertain whether reading skills 

generalize (Center, Whedall, Freeman, Outhred, and 'JcNaught, 

1995). Clay (1 997) counters this criticism by suggesting that 

standardized tests are inappropriate to use with beginning readen. 

It also appears that there is bias in favour of skills taught in 

Reading Recovery most likely at the lowest levels of text reading - 
using clues, story patterns, and concepts of print (Wasik & Slavin, 

1 W?). Research has indicated that the average increase in text 

level for a set time frarne is greater for lower level texts that higher 

level texts (Glynn et al., 1989). Thus it can be assumed that 

children who begin at a lower level in the developmental continuum 

will rnake greater gains in text level than children who start higher 

up. In Marie Clay's unconventional design, the control and 

experimental groups were reading at different places along a 

developmental continuum, thereby making a linear wmparison 

inappropriate. 

Other methodological concerns which have been raised 

relate to Clay's experimental group, which containad only those 

students who had been successfully diswntinued from Reading 

Recovery. Approximately 30% of the children for whom Reading 



Recovery had not been found to be appropriate (those repeating 

and those already identified for special education) and who were 

either removed or not successfully discontinued from the program 

were excluded. Thus there is a strong possibility of inflating the 

reported effectiveness of the Reading Rewvery program by 

excluding the very lowest achievers (Center et al., 19%; lverson & 

Tunmer, 1993; Wasik & Slavin, 1 993;). 

In order to answer these uiticisms, it has been suggested that 

standardized and criterion-referenced tests which focus on reading 

accuracy, comprehension and metalinguistic skills, should be used 

along with Clay's own tests, both at discontinuation and in follow- 

üp stüdies (Center et al., 1995). It is felt that this information would 

look at the causal and reciprocal role of metalinguistic knowledge 

and answer concems that book level measures, which are strongly 

used as a means of ascertainhg growth in Clay's research, are not 

entirely reliable (Robinson, 1989). 

The issue of Yalse positive' is raised as a general concern 

underlying Clay's New Zealand data. Many students who were 

predicted early on to fail in reading actually do quite well, even 

without intervention, due to factors such as maturation or the 

accumulative effects of instruction. Because Clay's research does 

not begin until one year after instruction, this 'false positive' 

problem is probably reduced, but likely not overcome. Many 



children might have done well without the intervention (Shanahan, 

1987). Criticism also has been made regarding the use of 't tests' 

to compare experimental and wntrol groups as this method of data 

tir&ysis can produce false positives (Nicholson, 1989). Although 

Clay acknowledges such a concem in one study, she repeatedly 

makes cornparisons of gain scores by using multiple independent 't 

tests'. This statisticai treatment is felt to be inappropriate 

(Shanahan, 1987). It has been suggested that the dowmented 

progress of students who participated in the Reading Recovery 

prograrn could be due solely to regression to the mean. 

The adoption of Reading Recovery in schools and school 

systems has been criticized as giving the appearance of school 

re fon by solving the literacy crisis, while in fact the status quo 

structure of schooling, which produces so much failure in the first 

place, remains intact. Reading Recovery in schools and school 

divisions does not necessarily signal a change in better serving the 

educational needs represented today (Dudley-Marling, 1994). The 

inclusion of Reading Recovery can be used to prevent meaningful 

school reform by protecting schools against daims that school 

practices are unfair, and that school curricula favours white, middle 

class students. Thus the social and ewnomic inequities in schools 

and in the larger society are perpetuated by placing the 

responsibility for school failure within the student, or student group, 



and not challenging the systemic, racial, cultural and linguistic 

biases which plague many students (Dudley-Marling, 1 994). 

Robinson (1 989) supports the view that Reading Recovery reflects 

a conservative model of educational and organizational change 

th@ nn!y minimally threatens the existing system. By precluding 

the examination of the school's responsibilty for the origin of 

reading failure, the adoption of Reading Recovery preventç an 

opportunity for the system, both home and school, to leam about 

the implications of some of its own practices. 

Cost eflectiveness in another concern that has been raised as 

Reading Recovery is considered to be an expensive individualized 

tutoring program, particularly in school divisions with a high 

proportion of entrants coming from literacy and language 

disadvantaged early environments. Dyer and Binkley (1 995) 

compare the cost effectiveness of Reading Recovery retention, and 

special education support based on teacher salary estimates. 

According to their estimates, there is a cost of $2063.00 in teacher 

salary to provide the Reading Recovery program to one hild, an 

annual cost of $5208.00 to retain a child in grade one and 

$9906.00 over six years to provide one child with special education 

support. According to their estimates, Reading Recovery is a cost 

effective intewention, 



Clay, herself, supports the long terni economic feasibility of 

Reading Recovery. "The program should be economical in the 

long terni because it does not merely provide for children with 

special needs, but it reduces their numbers. As fewer children with 

severe reading retardation are found in the upper primary school, 

ieicias~ of resources should wver costs of the early intervention 

and the program requiting more specialist helpn (Clay, 1987. p.55). 

However, there is no way of estimating the outcornes that 

might result from spending these dollars on other ways in the 

instructional program, nor is it possible to sort out, in any valid way, 

the comparative benefits of the effects of Reading Recovery on a 

small number of students versus the likely effects of less costly 

interventions on larger numbers of students. 

Despite these concerns and criticisrns, the positive results of 

Clay's findings and subsequent national implementation, has 

focused attention and interest on the Reading Recovery program in 

other countries. The program has been implemented in Australia, 

the United States, England and Canada. 



Chapter 4 

Adaptationllmplementation of Reading Recovery in Other 
Countries 

Reading Recovery's successful national implernentation in New 

Zealand in 1983 prompted international focus and interest. Educational 

programs which are designed for particular settings and cultures are 

generally not transplanted easily to other educational systems. However, 

despite this, one year later in 1984, two international moves involving 

Reading Recovery occurred - one to Central Victoria in Australia and the 

other to Columbus, Ohio in the United States. In Australia, the Reading 

Recovery program was introduced into fourteen schools using the 

expertise of two tutors trained in New Zealand, and under the watchful 

eye of an administrator and local cornmittee of educators. In Ohio, 

Reading Recavery was introduced through a collaborative venture by 

Ohio State University, two research foundations, and the Columbus City 

schools. Teacher leader training and tutor training were conducted using 

staff headed by New Zealand's Marie Clay for the first 6 months, with the 

goal being a two year trial in 6 schools. 60th implementations were 

closely followed through first year trial research in Australia, (Wheelers, 

1986) and in Ohio, (Huck 8 Pinnell, 1983). The educational systems 

differ greatly in Australia and the United States, as do each in camparison 
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paid to the university level training program of Reading Recovery tutars 



and teachen, and to providing the most curent New Zealand based 

research data to inform educators and administrators. 

The Ohio Experience 

Schooling in New Zealand diRers in important ways from that in the 

United States. In New Zealand, initial reading and writing instruction is 

based on graded natural language texts. In Ohio, reading and wrïting 

instruction is based on a Ginn basal reading series. Reading 

achievement and the amount of reading done in school has been reported 

to be higher in New Zealand than in the United States (Guthrie. 1981). 

New Zealand has a centralized school system in contrast to a highly 

decentralized system in the United States. The timing of school entry and 

the implernentation of teading instruction also differs considerably 

between the two countries. In New Zealand, children are enrolled in 

programs by age four, and have cornpleted a year of literacy instruction 

by age six. In the United States, active literacy instruction does not 

usually begin until age six of first grade. These inherent systernic 

differences required the adaptation and modification of the New Zealand 

Reading Recovery program as it was implernented into Ohio schools 

(Shanahan & Barr, 1995). 

With Ohio children beginning literacy instruction in first grade and 

then being identified for early intervention by mid year, the United States 

Reading Recovery teachers tended to work with students who knew 



considerably less about reading and writing than their New Zealand 

counterparts. This practice of intervening early in grade one brought the 

criticism that many children identified for Reading Recovery in the United 

States may not have needed special support. This timing of the 

intenrention also precipitated substantial program change in the number 

of lessons needed to achieve success. In Clay's 1978 field trial research 

in New Zealand (1985), she reported an average of 28 lessons. The Ohio 

State University pilot program (1 984-1 985) began with 30 lessons, but 

this increased to 60 in the following year. The lengthened duration of 

Reading Recovery intervention rnight also have been due to homes that 

were less supportive to literacy, andfor to a marked difference between 

intervention and classroom based philosophy. Whatever the reason(s), 

the ramifications for ws t  effectiveness are obvious. The adaptation of 

Reading Recovery in Ohio not only began program intervention in mid 

grade one or earlier, it also confined the intervention to the grade one 

level. That meant that those Reading Recovery children who had not 

been successfully diswntinued, due to absences or late entry, simply 

ended instruction arbitrarily at the end of the first year, rather than 

continuing to reœive instruction into grade two (or the second year as 

was done in New Zealand). Another characteristic of the adaptation of 

the Reading Recovery progrzm to the United States was its illusionary 

approach. Children were not excluded from instruction "for any reasons - 

intelligence, ethnic membership, language achievernents, school history, 



physical handicaps or leaming disabilitiesn (Glynn, Crooks, Bethune, 

Ballard, 8 Smith, 1989). 

In the United States, implementation of the Reading Recovery 

program also brought about changes in teacher training particularly with 

the amount of "behind the glass instruction" (Clay, 1987). These 

sessions were held every other week in New Zealand, but every week in 

the Amencan programs. Clay (1 987) explains the change as not 

reflective of the quality of teachers, but rather the incongruence between 

classroom basal reader procedures, and Reading Recovery intervention 

procedures. 

Ohio's pilot study of Reading Recovery began in 1984 under the 

guidance of Marie Clay, Barbara Watson, and a professor from Ohio 

State University (Pinnell, 1989). The project involved 21 teachers, 7 of 

whom were trained as teacher leaders. First grade teachers were put in a 

classroom sharing arrangement that allowed each teacher to spend one 

half day working with individual children in Reading Recuvery lessons. 

Based on October (Observation Survey and text reading) and December 

testing (Obsewation survey, text reading, and teacher input), the lowest 

perfoming children (1 09) from 14 classrooms in six urban schools were 

assigned in January to either Reading Recovery (n=55) or a comparison 

group (n=54). Based on a May evaluation using the Obsewation Survey 

and the Stanford Achievement Test, the Reading Recovery children out- 

performed the comparison group and compared favourably to the grade 



one students. An analysis of the pilot study was based on descriptive 

rather than inferential statistical data. Concerns focused on the early 

timing of the intervention and questioned whether or not the Reading 

Recovery children had been truly 'at risk?. 

Subjects frorn the pilot year were followed during their second and 

third grade. This total group of children included both discontinued 

children and children who were not considered to have completed the 

program, al1 of which received no special attention during that time. On 

ali measures of evaluation, (Observation Survey, and subtests of the 

CaliforniaTest of Basic Skills), Reading Recovery children scored higher 

than the wmparison children. 

In 1985-1986, Reading Recovery teachers in training who had 

been taught by teacher leaders trained by Clay and Watson, selected 11 0 

of the lowest achieving grade one students in late September. They were 

randomly selected for Reading Recovery or another intervention which 

appeared to foilow basal reader lessons focusing on drill and practice, 

and delivered daily within the classroom by a trained teaching assistant 

(Pinnell, Fried 8 Estice, 1991 ). Reading Recovery students received an 

average of 67 daily individualized lessons, and of the children receiving at 

least 60 lessons , 73% were successfully discontinued. 

Using Clay's Observation Survey, results at the end of the year 

demonstrated that Reading Recovery children out-perfmned the 

cornparison group and achieved an average grade one level on al1 



measures. Followiip through longitudinal study continued for two years 

with text reading levels assessed at the end of the sewcd and dhird year 

(Pinnell at al., 1998). Results showed that the Reading Rewvery group 

out perfonned the comparison group in both years on graded level texts 

(levels 9-1 2=early Grade 1 ; levels 1 3-1 5=mid Grade 1 ; levels 16-20=end 

of Grade 1). An analysis of the results showed that the difference in text 

reading level between the two groups was minimal. 

Book Level 

May 1987 Reading Recovery Group +14.39 
Cornparison Group +11.23 

May 1988 Reading Recovery Group + IWO 
Cornpanson Group +16.71 (Pinnell et ai., 1988) 

The Reading Recovery group also swred higher on al1 measures 

of the Observation Survey than did comparison children. Reading 

Recovery has been implemented at twenty-two sites in Ohio. Of the 

1370 children who received a complete Reading Recovery program, 

81 -8% were successfully discontinued. Thus results remained consistent. 

The majority of Reading Rewvery students make accelerated progress 

and achieve reading levels within the average range for their school or 

district (Clay, 1993). 

Ongoing research, then, has proven that Reading Recovery leads 

to literacy leaming. However, in analyzing the Ohio results, Shanahan 

and Barr (1995) questioned whether the gain evident, when comparing 

Reading Recovery students with average students, was due only to 



Reading Recovery or perhaps due also to regular classroom instruction, 

out of school experienœs, or maturation (p.969). 

The design of the Ohio based research tried to minimize 

methodological problems evident in the New Zealand data - particularly 

with randomization and regression to the mean. In comparing Reading 

Recovery students with other low-achieving students, the problem of 

regression to the mean became minimal as it posed an equal influence on 

the performances of the two groups. In Ohio's Reading Recovery 

projects, with Huck and Pinnell's study (1 986), classes were assigned 

either to Reading Recovery or to a control group. In the Pinnell, Huck 

and Deford study (1986), the lowest performing 20% of first grade 

children were identified and assigned to either Reading Recovery or an 

alternative compensatory program. 

The results of longitudinal studies (Pinnell et al., 1988) using both 

successfully and non-successfully diswntinued students indicated that 

following the first year of intervention, children randomly assigned to the 

Reading Recovery program scored significantly higher than the control 

group on al1 Clay measures. However, the unsuccessfully discontinued 

students, who rePresented 27% of the Reading Recovery students, 

perfomed slightly lower than the control group on al1 Clay's measures. 

Despite daily one-toone intervention, approximately 30% of the original 

group of low-progress Reading Recovery students had failed to benefit 

from the program. 



Second, third, and fourth grade follow-up studies provided 

inconclusive results (Pinnell et a1.J 988). The data from book level 

measures presented in raw unit differences, favoured the Reading 

Recovery group over the control group in first and second year follow-up. 

However, when the data was converted to take effect size into account, 

there was a progressive diminution until differences were negligible by the 

end of the second year (Wasik & Slavin, 1993). 

In 1994, a methodologically stringent study of the long terni 

effectiveness of the Reading Recovery Program was completed by the 

Ohio group of investigators (Pinnell et al., 1996). Low progress students 

were randomly assigned to either Reading Recovery, three other early 

intervention literacy programs, or to the control group. The data were 

collected in a way that limited the influence of regression to the mean 

(Shanahan 8 Barr, 1 994, p.972). Results indicated thât -ifter seventy 

days in the program, students in the traditional Reading Recovery 

program outperfomed students in the other three programs on Clay's 

measures of book level and dictation, and the standardized tests of the 

Woodcock Readina Test, and Gates-MacGinitie Readinri Tests. After 

three months, post tests using the Gates-MacGinitie 2 failed to reveal 

any significant differences between groups in the area of comprehension. 

Reading Recovery was the only treatment for which the effects on the text 

reading assignment were still evident the October of the following year. A 

follow-up assessrnent after twelve months indicated that the traditional 



Reading Rewvery group maintained 

smail to rnoderate gains on dictation. 

significant gains on book level and 

No standardized tests of reading 

achievernent were used at this followiip assessment. 

Doubt has been cast upon the reliability of book level measures. 

Robinson (1989) has reported wncems related to improved book level 

success when famiiiarity with the material is a factor. Concems have also 

been raised as to the validity of long terni effects as measured by book 

level alone. 

Another recent United States study of the long terni effectiveness 

of the Reading Recovefy program used random assignment, control 

groups, standardized tests, and a longitudinal design (Center, Whedall, 

Freeman, Outhred, & McNaught, 1995). The results indicated significant 

and meaningful gains made by Reading Recovery children. However, 

results were somewhat inflated due to the lack of inclusion in evaluation 

statistics of low success Reading Recovery students, and due to 

regression to the mean. 

The Ohio research evaluation strove to irradicate problerns evident 

in the New Zealand research: (1) the empirical design (failure to assign 

children randomly - one half to the experimental and the other half to the 

control, and failure to include the non successfully discontinued students 

in the experimental group data); (2) evaluative measures (lack of 

standardized and criterion referenced assessment); and (3) the issue of 



false positives. In 1984f1985, in the Ohio research a control group design 

was used, and a cornparison of Reading Recovery with an alternative one 

to one program was conducted in 1985-1 986. Randomization was used 

in recent studies undertaken in the United States. The inclusion of the 

data of non s~ccessfully discontinued students was eliminated in early 

research (Pinnell, Short, Lyons, 8 Young, l986), but evident in later 

studies (Pinnell et al., 1988). The issue of evaluative measures was 

addressed in including standardized test results as well as Clay's 

measures at year end completion of the Reading Recovery program 

(discontinuation) but this inclusion did not carry on in the one-year follow- 

up evaluation (October of grade two) (Pinnell et al., 1994). The issue of 

false positives rernained as many low performing children were assigned 

to Reading Recovery intervention early in their first year of literacy 

instruction. Given time and combined classroom/ home influences, these 

students might not have needed the intensity of a Reading Recovery 

program (Shanahan & Barr, 1995). 

Despite these concerns, Reading Recovery has become popula~ 

across the United States. The Reading Recovery Program has been 

implemented in over 40 states in just over eight years (Shanahan & Barr, 

1 995). 



The Australian Impfementation 

The same year the Ohio Reading Recovery irnplementation began 

(1 984), implementation was also occumng in Central Victoria, Australia 

but under quite different circumstances. Rather than being guided by 

Marie Clay and staff from New Zealand, with administrative and university 

support, the initial Australian Reading Recovery Program reflected factors 

that muld easiiy have been proven to be deficits. The very fact that the 

program's development had corne from New Zealand was not necessarily 

advantageous. Other issues that affected implementation included: (1 ) 

lack of official sanction by the state; (2) lack of uniform beginning Iiteracy 

programs with no system-wide checks on progress (proving difficult to 

ascertain where the 'average' child might be); and (3) teachers trained for 

Reading Recovery but lacking experience in teaching beginning readers 

and writen. Despite initial difficulties, the first year program survived, and 

discontinued approximately 78% (94 out of 11 9 children). An enthusiasm 

for the program at the school level, and strong local administrative 

support were undoubtedly influential factors. 

Reading Recovery in Australia not only survived its first year, but 

continued to grow and thrive. Two studies focusing on the stability of 

effects of Reading Recovery have been conducted in Australia - one in 

1989 by Rowe, and a second in 1995 by Center, Whedall, Freeman, 

Outhred & McNaught. 



As part of the 100 Schools Project in three Victoria educational 

regions, Rowe (1 989) examined the progress of 147 Reading Recovery 

students from the end of Year One (n=124) to Year Five (n=24). Findings 

concluded that the Reading Recovery group's advantage was maintained 

in Year Five which indicated the development of independent reading 

strategies in the Reading Recovery students. However, the original 

wmparison group was flot randomly selected. Thus error in seledion, 

and regression to the mean effects may have biased the results 

(Shanahan & Barr, 1995). Criticism voiced by Center, Wheldall and 

Freeman (1 992) suggest the possibility of 25%-30% of the initial Reading 

Recovery group being withdrawn due to poor progress, and transferred to 

the wmparison group. 

In the second Australian study (Center et al., 1995) students from 

ten schools were randomly assigned to Reading Recovery and control 

groups, and of those, six schools were involved in the analysis of data 

(four schools were excluded due to lack of cornparability). Three groups 

were studied: (1) Group One, the Reading Recovery group, was made up 

of low-progress students; (2) Group Two, the control group, consisted of 

low-progress students who had not yet entered Reading Recovery but 

who were receiving support in reading that was typically available; and (3) 

Group Three, a cornparison group, that was made up cf low-progress 

students from five matched amparison schools in which Reading 



Recova~y was not tMng place. Mile regular d a s s m  instruction was 

controlled to a considerable extent for the experimental and control 

groups, this was not the case in the cornparison schaols, and thus 

became a limitation in the study. Children were tested just ptior to 

commencement of the Reading Recovery Program (pretest), about 15 

weeks into the program (pst  test), 15 weeks after the p s t  test. and 12 

months Mer  the p s t  test Clay's Observation Survey was administered 

in addition to 6 standardized and criterion-referenced tests that induded: 

the Neale Analvsis of Readina Abilitv - Revised (1988); Passaae Readinq 

Test; Waddinaton Diaanostic S~e l l im  Test (1 988); Phonemic Awareness 

Test- Svntactic Awareness (Cfoze) Test; and Word Attack Skills Test. -1 

Results showed that at the end of the program (15 weeks) and at the 

maintenance testing (1 5 weeks after the end of the program), the text 

reading of the Reading Recovery students exceeded that of the control 

group. However, the Reading Recovery group did not outperform the 

control students on some tests of metalinguistic skills such as 

phonological recoding and syntactic awareness. Gains were also 

reported using standardized testing (Neale Analvsis of Readina Accuracy 

and a Passaae Readina Test). Reported effect sizes for the these two 

measures were 1.8 and 1.4 respectively at the post test and 1.3 and 1 .i 

at the maintenance test. It was found that leaming gains in text reading 

level occurred mainly during intervention and less so thereafter. 

However, two to three years after program implementation, the spill over 



effects of Reading Recovery were not in evidence and organizational 

changes had not taken place at the systemic level (Center et al., 1995). 

The methodological criticisrns that had been raised regarding 

earlier studies of Reading Recovery in ternis of randomization and the 

exclusive use of Clay's own tests to measure reading progress, did not 

apply in this study. Thus from an ernpirical viewpoint, these research 

results support Reading Recovery as a successful early intervention 

program. However, the need to develop instructional programs with a 

strong emphasis on phonological awareness, phonological rewding and 

syntactic awareness, is re-emphasized as a necessary enhancement to 

both effective and cost effective early intervention programming. 

Readina Recoverv in Enaland 

Following the successful implementation in the 1980's of Reading 

Recovery in both Central Victoria, Australia and Columbus, Ohio, the 

Educational Authority in England in the 1990's looked to Reading 

Recovery as a solution to their concem related to reading standards in 

their country. Many journalists and politicians at that time believed that 

the reading levels of Britain's seven year old children were in decline. 

However, in 1991, the Standard Assessment Tasks, a set of criterion 

referenced tests based on expectations of the National Curriculum, 



confinned that most seven year old children in the country were ieaming 

to read effectively and meeting national standards. What the results did 

reveal, however, was a decline in the level of word recognition and literal 

meaning skills arnong seven year old children in low socio-ewnomic 

areas. 

In response to these findings, in 1992, the British govemment 

made a financial cornmitment to a three year program of Reading 

Recovery, by partially funding its irnplementation in several London 

boroughs, as well as in other inner city areas in Great Britain. Prior to 

this, in 1990, Reading Recovery had been piloted in several schools in 

Surrey. 

In October, 1992, a Reading Recovery three year project began in 

Southwark, the inner city borough of London. Twenty-one children 

began from 5 schools with 6 children entering during the course of the 

year. Fifteen (71%) of the original 21 children were discontinued from the 

program with the majority (66%) leaving toward the end of the school 

year. Six children (28%) had not made significant progress by the end of 

the year and were referred to a specialist for further assistance. Three of 

these were bilingual and at the early stages of leaming English 

(Williams, 1993). 

The teacher training , and tutorial implementation followed the 

stringent guidelines outlined by Marie Clay in her original New Zealand 



program. The London Institute of Education coordinated the training of 

Reading Recovery tutors and teachers through training sessions set up 

by the New Zealand trainen. 

A number of broad based objectives were outlined to provide a 

framework of focus for Southwark and for possible Reading Recovery 

projects in other parts of England. These were to: 

provide information to schools and the Authority on the 
implications of undertaking Reading Recovery in an 
inner city wntext. 

consider to what extent the teaching approaches and 
guidelines of Reading Recovery integrate with the whole 
school policies in schools in Southwark. 

determine the possible effectiveness of Reading 
Recovery as a means of raising reading standards in 
Southwark schools. 

examine the organizational issues involved in 
implementing the Reading Recovery program in 
Southwark schools. 

(Williams, 1 993. p.2) 

Evaluation at the end of year one was encouraging in the short 

term, despite the fact that the Reading Recovery teachers were 

disappointed that only 71 % of the children were successfully 

discontinued. However, the issue of English as a second language 

children had been an influencing factor, and one that required more 

consideration as to whether or at what stage in leaming English, these 



children wouid benefit from the Reading Recovery Program. Long term 

evaluation was indicated as essential to follow the subsequent progress 

of the discontinued children in order to establish long term gains. It was 

also felt that whole school development in understanding reading as a 

process had been significant, as had parental awareness. 80th areas 

were to be fowsed on for development in Year Two and Three. 

Reading Recovew in Canada 

The implementation of the Reading Recovery in Eastern Canada 

was initiated through a three year pilot project (1 988-1 991 ) in 

Scarborough, Ontario. In the late 1980's wncems over early literacy 

development within their area schools prompted Fergus Reid, an 

elementary school principal, and Paul Addie, an Area Superintendent of 

the Scarborough School District, to investigate the Reading Recovery 

Program at Ohio State University and to begin implementation in 1989 in 

the Southem and Eastem parts of Scarborough. In that pilot year, seven 

Reading Recovery teachers were trained. In the second year eleven 

teachen were either trained or in training, and by year three, the number 

of Reading Recovery teachers had grown to twenty-six with three teacher 

leaders to assist with their training. 



In 1990/1991, 1 10 grade one children were considered program 

children and either received at least sixty Reading Recovery lessons or 

were successfully discontinued prior to the sixty lessori mark. Fifty-four 

other children had more limited Reading Rewvery programming provided 

to them. 

A research project was undertaken to gather data and information 

from the Scarborough Reading Recovery site, in order to identiw specific 

strengths, and to work to improve areas of concem (English & Sayer, 

1991). Results indicated that of the 1 10 Reading Recovery Program 

children, 98 (89%) were successfully discontinued. Cornparisons were 

made in September and May of grade one on the progress of 

discontinued and Reading Recovery prograrn children, using three 

measures of the Observation Suwey (Writing Vocabulary, Dictation, and 

Text Reading). This data was then compared to the random sample at 

the site that çonstituted the average band. End of year results indicated 

that of the discontinued Reading Recovery children, 93% achieved scores 

equal to or exceeding the average band for writing vocabulary, 94% for 

dictation, and 98% for text reading level measures. The range of end of 

year reading level scores for discontinued children was from level 16-24 

(Grade 1 to mid Grade 2). This progress was attained with an average of 

seventy lessons. The progress of the not discontinued Reading Recovery 

children (1 1-1 2%) was considerably slower after an average of eighty-five 



lessons. With some of these children, attendance was a factor while 

other children required special programming . However, despite 

accelerated growth, it was reported that the Reading Recovery teachers 

were satisfied that the goal of early identification and intervention had 

been attained. Teachers in training, primary classroom teachers. 

administrators. and parents were positive and supportive of the Reading 

Recovery program and based on their responses to individual surveys, 

responded that Reading Recovery was a beneficial and valuable early 

intervention program and should be expanded. Due to the success of the 

three year Scarborough project, two other Toronto area jurisdictions, 

North York and York, began sending teachers for Reading Recovery 

training at the Scarborough site. 

Despite having four different national educational philosophies, and 

varying approaches to early literacy instruction and programming, 

Columbus, Central Victoria, London and Scarborough al1 established 

successful Reading Recovery programming within their schools. The 

Reading Recovery system of teacher training, monitoring and program 

control, as strictly outiined by Marie Clay has been implemented 

intemationally in response to a cornmon wncem of early literacy 



acquisition. The changes that Clay (1987, p.36) had outlined as 

necessary in other countries were evident: 

1. behaviour change on the part of the teachers 

2. child behaviour change achieved by teaching 

3. organizational changes in schools achieved by teachers and 
administrators 

4. sociallpolitical changes in funding by controlling authorities 

Clay believes that "an innovation likely to survive will be one that is 

cohesive both intemally (in ternis of theory, training, program design, 

evaluation) and with the host system (it must be workable, wntributing, 

cost effective and a winner with the stakeholders)" (1 987, p.36). 

Clay also believes that it is essential to intervene at the beginning of 

reading instruction before the child experiences failure 

(Clay, 1991,1992,1993; Pikulski, 1994; Pinneli et al., 1990;). She 

recommends Reading Recovery as the first step in that intervention. 

Research supports early intervention rather than late remediation 

(Adams, 1990; Pinnell et al., 1994; Wasik & Slavin, 1 993). Despite the 

positive results that have been attained through Reading Recovery 

programming in New Zealand, Australia, the United States, England and 

Canada, the question arises as to whether other early intervention 

programs could provide the same success. Chapter 5 will address this 

issue in a cornparison of Reading Recovery to other early intervention 



programs , both one to one and small group, and the implications that al1 

early intervention programmirtg has on classroorn instruction. 



Chapter 5 

A Cornparison of Reading Recovery 
Programs 

to Other Eariy Intervention 

Research through out the world has consistently established the 

success of Reading Recovery as an eariy intervention program. The 

major drawback of Reading Recovery is cost, as providing one-toone 

intervention in schools where the majority of grade ones and twos are at 

risk can be prohibitive. For schools with unlimited financial resources, and 

fewer at risk beginning readers, the tutorial approach of Reading 

Recovery is feasible. For schools with high risk populations, particularly 

inner city schools, it is important to explore the possibilities of early 

intervention in the small group andlor with modifications in classroorn 

instruction. The success of other prograrns, both tutorial and small group 

provides a framework from which to judge the effectiveness of Reading 

Re covery. 

Research demonstrates that successful early intervention 

programming must include the teaching of effective self-mcnitoring 

strategies with daily opportunities to write independently and read familiar 

books (Adams, 1990; Clay, 1993; Pikulski, 1994). Research further 

supports that the best results are achieved when early intervention 

programs have a balance between the strategic reading of the whole, 



meaningful texts, and writing for authentic purposes (Adams, 1990; 

Clay,1991 ,1993; Pikulski, 1994; Pinnell et al., 1993). Reading Recovery 

demonstrates these characteristics, as do other successful early 

intervention programs. In comparing Reading Recovery to other 

programming, the effectiveness of a variety of early intervention formats 

can be examined. 

One-to-One EarIv Intewention Proarams 

Comparative tutorial studies seleded by Slavin and Wasik (1 993) 

set a high standard by which to judge the relative effectiveness of 

Reading Recovery. Slavin investigated five grade one tutorials (1 ) 

Reading Recovery; (2) The Prevention of Leaming Disabiiities; (3) The 

Wallach Tutoring Program; (4) the Programmed Tutorial Reading format; 

and (5) Success for Ail, involving tutorial support combined with 

classroom intewention. 

Success for All has been administered by inner city teachers in 

Baltimore, Maryland as a support for primary children, particularly the 

lowestacheiving children from grade one and two. The daily, twenty 

minute tutorial focuses on leaming to read by reading (metacognitive 

strategies) and is closely integrated with and supportive of the classroom 

literacy program. The preschool and kindergarten programs are involved, 

as are family support services. 



The Prevention of Leaming Disabilities is a program found in New 

York, Ohio and California. It is administered by certified teachen for 

thirty minutes 3 to 5 times a week, to give tutonal support to the lowest 

first and second grade students. The content of the program focuses on 

directed activities to teach the perceptual and spatial skills involved in 

reading, although no emphasis on reading connected text is made, nor is 

there a connection to classroom curriculum. 

The Wallace Tutoring Prograrn found in innercity Chicago and 

rural North Carolina, is administered by paraprofessionals to the lowest 

achieving students in first grade. The program runs al1 year for 30 

minutes daily and has an emphasis on the systematic mastery of phonetic 

skills. There is no focus on reading connected text nor is there 

integration with classroom instruction. 

The Programmed Tutorial Reading Format is a prograrn for inner 

city children that has been administered in Indiana and North Carolina. It 

is also administered daily for 30 minutes and by paraprofessionals to the 

lowest adiieving students in the first grade. Lessons are highly detailed 

and prescribed with a focus on sight word development, comprehension, 

and word analysis. A partial integration with ciassroom instruction does 

occur. 

Wasik and Slavin (1 993) reviewed the research on the 

effectiveness of these four established tutorial programs and Reading 

Recovery to identify: (1) how large the effect of tutoring is; (2) to what 



degree the effects of tutoring are maintained over tirne; and (3) which 

specific tutorhg prograrns and practices produce the largest gains in 

student reading achievernent. The five tutorial programs Vary widely in 

curriculum, in integration with classroorn instruction, and in the use of 

certified versus paraprofessional tutors. AI1 five progrzms have 

assessrnent tools based on their program content. Thus research based 

results reflect not a cross cornparison but an intemal analysis. 

In analyzing the statistical data for each program, three were found 

to have positive but limited effects. These were the Prevention of 

Leaming Disabilities, the Wallace Tutoring Program, and the 

Programmed Tutorial Reading Format. Reading Recovery's short and 

long terni effects are well documented as are concems related to the 

methodological structure. For example, the Reading Recovery sample 

excludes children repeating grade one and special education students. 

Long tenn statistical results of Reading Recovery indicate that by the erid 

of grade three, 27% of the original Reading Recovery group (the 

unsuccessfully discontinued) were functioning below classrnates in 

reading level (Pinnell et al., 1991). The results of Success For All 

indicate powerful effects for the combination of one-toone intervention, a 

structured reading program, and family support services. Despite some 

methodological limitations, statistical results indicated that the lowest 

achievers in grade one, two and three scored higher in reading level than 

the control group by the end of each year. This resulted in reduced 



numbers of students needing special education supports. Success For 

Ail thus provided benefits not just for the lowest achieving primary 

students, but for al1 prîmary students. 

The one-toone tutoring of low-achieving primary grade students 

does show potential as an effective instructional innovation. Despite the 

differences evident in the five tutoring prograrns, some patterns were 

evident. First, prograrns with the most cornprehensive models of reading, 

and therefore the most complete instructional interventions, appear to 

have larger impacts than programs that address only a few cornponents of 

reading process. Second, it is not enough that the program simply use 

tutors. The content of the reading program in addition to the forrn of 

instructional delivery may be important variables. Third, programs using 

certified teachers as tutors appeared to obtain substantially larger impacts 

than those using paraprofessionals (Slavin 8 Wasik, 1993, p.196). 

One-tome tutoring of primary grade students is effective, but is it 

effective enough to justify its considerable cost? Could an expanded 

group of one to two, or one to three or more, be as effective? 

Understanding how at-risk children learn to read in a tutoring situation 

would contribute to an undentanding of how at-risk children leam in 

general. Clarifying a theory of reading would add to a fundamental 

understanding of why the components included in a particular program 

make it successful. 



Earlv Intervention Procrrams: One to One Com~ared to Small gr ou^ 

Pinnell et al. (1 994) investigated Reading Rewvery's effectiveness 

by comparing it to three other instructional models: (1) Reading Success; 

(2) Direct Instruction Skills Plan (DISP); and (3) Reading -Writing Group. 

In doing so, a direct cornparison of tutorial programming was made t~ 

establish effectiveness. A direct cornparison study was not possible in 

the Wasik and Slavin tutonal reviews (1 993). The success of the 

Reading Recovery prograrn adapted for small group instruction (Dom 8 

Allen, 1996) was also investigated 

Reading Success is a one-to-one program that used the Reading 

Recovery format and materials but whose teachers received a shortened 

two week training program prior to the school year. In DISP, experienced 

teachers are enwuraged to develop their own direct tutorial instruction in 

specific reading skills. In the Reading-Writing Group, previously trained 

Reading Recovery teachers adapted the Reading Recovery mode1 for 

small group instruction. The three tutorial programs met with at-risk 

children during the first half of grade one for 30 minutes of daily 

instruction. The small group prograrn, the Reading-Writing Group met for 

daily 30 minutes of instruction and continued for the duration of the year. 

Student's leaming was assessed in October, February, and May of 

the first grade and October of the second grade. Pretest data (October, 

grade one), consisted of the Mason Earlv Readina Test. Dictation Task 1, 



and a te* reading level assessrnent . In Febniary, data were gathered 

using text reading level, Dictation Task 2, the Gaies-MacGinite and 

Woodwck Readina Masterv. In May of grade one, the Gates-MacGinite 

was readministered, and in the fall of grade two, text reading level and 

Dictation Task 3 were administered to determine sustained impact. 

Although initial results varied, by October of grade two, 'the effects that 

had been obtained had diminished for al1 groups except for the Reading 

Recovery students, whose gains remained statistically significant on text 

reading" (Shanahan 8 Barr. 1995, p. 976). "Reading Recovery was the 

only group for which the mean treatment effect was significant on al1 four 

measures (Dictation 2, text reading level, Gates-MacGinitie, and 

Woodcock)" (Pinnell et al., 1994, p.32). 

This study demonstrated that it is not the tutorial aspect of Reading 

Recovery, nor the materials or lesson formats that account solely for its 

effectiveness. The Reading Success program did not sustain the same 

effectiveness because the professional development program and support 

for teachers were not comparable to that offered to Reading Recovery 

teachers. Learning and retention of skills, and reading levels were 

substantiaily higher given the one-to-one format (Reading Recovery) than 

in small groups (Reading-Writing Groups). This outwme was true even 

though group instruction lasted for an entire year, in contrast to half a 

year for Reading Recovery. However, in ternis of sustained effects as 

rneasured in the Fall of grade two, the RWG appears to be the second 



best treatment in the study. This points to the potential impact of Reading 

Recovery training on the teachers' instructional approach. 

PinnellJs study (1 994) attempted to investigate and examine which 

program characteristics contributed to positive results. The success of 

the three approaches using a Reading Recovery instructional framework 

(RR, RS, RWG) provides evidence to support Reading Recovery 

effectiveness, but indicates that Uiis instructional framework is insuficient 

in itself. The professional development training afforded Reading 

Recovery teachers is a significant factor. The Reading Success training 

model lacked the behind the glass demonstration and discussion 

cornponent, as well as the mntinuous inservice support offered to 

Reading Recovery teachers. Results of Pinneli's study (1 994) also 

indicated that one-to-one instruction affords more benefits than that 

offered in small groups. Small group instruction, although using the sarne 

theoretical base as Reading Recovery, must be technically different from 

Reading Recovery (Pinnell et al., 1994). In comparing the results of 

Reading Recovery and Reading Success, it is clear that another factor 

made a difference - the intensity and effectiveness of the teaching within 

the readinghwiting framework. 

Dom and Allen (1 996) describe a successful Reading 

RecoverylEarly Literacy program which by the third year provided support 

in 28 Arkansas public schools, through a h o  level intervention model. 

Their program allows the Reading Recovery teacher to tieliver Reading 



Recovery to the neediest low achieving grade ones, m i le  providing small 

group support to children who qualify for Reading Rewvery, but for whorn 

there is no space available. Thuç the training, knowledge, and expertise 

of the Reading Recovery teacher is utilized and the issue of cost 

effectiveness is addressed. 

This early intervention project was piloted in 199 1/92 in four 

Arkansas Reading Recovery schools where Reading Recovery programs 

were already in operation. It grew out of educators' concems about the 

high nurnber of low achieving children in Reading Rewvery schools, and 

the issue that a high number of children needed Reading Recovery 

programming but were unable to be accommodated in the program in the 

first part of grade one. 

By the end of the pilot year, data from the study indicated that 

schools using the Reading RecoverylEarly Literacy program were able to 

serve and successfully discontinue greater numbers of low achieving first 

grade children than were schools without the small group component. In 

1 991 192, 12 Arkansas schools elected to use the Reading RecoverylEarly 

Literacy program, and it was further developed and researched. By the 

third year, 1992/93, based on positive results from the previous years, 

twenty-eight schools adopted Reading RecoveryiEarly Literacy programs. 

By the end of Year Three, nearly 400 children had participated in srnall 

group instruction with a total of 34 Reading RemverylEarly Literacy 

teachers. 



The Early Literacy groups (5 students each) met for 45 minutes 

daily with a trained Reading Recuvery teacher. The format included a 

variety of reading and writing adivities. Activities using children's names 

were used to develop awareness of structure, functions and relationships 

in writing such as upper and lower case letters, concept of letter and 

word, letter similarities and differences, length of word and concept of first 

and lad. Shared reading of ABC charts or books provided children with a 

picturelsound cue to relate to each letter. The teacher related the daily 

reading and writing to the chart and children could use the chart as a 

reference. 

Familiar reading was accomplished through the use of easy 

predictable texts, charts, group generated stories and other writing in the 

classrooms. One child each day was selected to read a book on a one- 

to-one basis that had been previously introduced to the group. Two or 

three teaching points were made to develop the child's problem-solving 

ability to unlock unknown words. Shared reading of Big Books. chart 

stories, poetry, and teacher-produced materials, focused the children on 

how to make predictions, to devefop Ruent reading and problern-solve 

with group support. 

The teachers read selections of literature which provided children 

with vocabulary, and a world knowledge that would be beyond their 

independent reading levels. Word analysis activities based on words 

from familiar connected text provided opportunities for children to use 



problem-solving strategies. For these activities, teachers used materials 

such as magnetic boards, sentence strips, word cards, and ~ 3 r d  walls. 

Interactive writing (Button, Johnson & Furgerson, 1996) was provided to 

help children acquire early literacy behaviours necessary for successful 

reading. Such early literacy behaviours include directionality; one to one 

matching, concept of a letter and a word, phonological awareness and 

developing a bank of automatic high frequency words. 

Shared writing fowsed on producing a meaningful story through 

dialogues between the teacher and children. The teacher compiled the 

finished product into a Big Book which was illustrated by the children and 

used for familiar rereadings. Opportunities were also provided through 

journal writing for independent writing. During joumal writing, the teacher 

worked individually with the child. This was followed by a teacher 

response to each child's writing and a fast teaching point to each child. 

Cutvp sentence activities were used once a week on a one-toone 

basis. The teacher wt up the message and the child reconstructed it. 

This provided practice in visual searching and using syntactic awareness. 

A new book, seleded for the following day's focus child, was introduced 

to the group at the end of the lesson. Specific questions were selected to 

the focus child and that child read certain pages or the whole book 

independently. This was followed by a group reading. 

The data frorn the study were analyzed on 231 children from 9 

schools. The important findings included: 



The combination of individual tutoring and small-group 
instruction enabled each Reading Recovery teacher to serve an 
average of 21 low-achieving children during the academic year. 

Of a total of 231 children served, 138 (60 percent) received 
one-to-one instruction in Reading Recovery at some point 
during their fint grade. 

Of the total number of 93 children who received small-group 
instruction, 28 (30 percent) reached average levels of reading 
performance without requiring Reading Recovery services. 

Of the 43 children who received small-group instruction and 
then went on to Reading Recovery, 24(56 percent) were 
successfully discontinued at an average of only 25 lessons in 
Reading Recovery, as compared with an average of 65 lessons 
of discontinued Reading Recovery-only children. Thus, the 
time these children needed to be discontinued from Reading 
Recovery was cut by more than 60 percent. 

Among the remaining 19 Reading Recovery children with prior 
small-group instruction, notable gains were made in al1 areas 
of reading, writing and dictation tasks when cornpared with a 
state random sample of first grade children. 

(Dom 8 Allen, 1996, p.58) 

The findings from this study support the notion that Reading 

Recovery is the rnost effective program for the lowest achieving first grade 

children (Pinnell et al., 1991). "The proportion of children discontinued 

from the small group literacy program could not equal the high 

discontinuing rate of children from the Reading Recovery program." (Dom 

& Allen, 1996, p.59). However, the purpose of the small group instruction 

was to provide support for children unable to receive Reading Recovery 

at a crucial time in their readingkiting development. The findings 



indicate that the Early Literacy prograrn enabled Reading Recovery 

teachers to provide timely support to a larger number of children. 

Pi kulski (1 994) reviewed five effective, early intervention programs 

for preventing reading failure in at-risk leamers. Research now supports 

the notion that failure in leaming to read is preventable in al1 but a very 

small portion of children (Clay, 1985; Heibert, Colt, Catto & Gury, 1992: 

Heibert & Taylor, 1994; Taylor, Frye, Short & Shearer, 1992; Pinnell, 

7 989). In his review, Pikulski found very little evidence that interventions 

after grade two were effective and that interventions after grade three 

were largely ineffective (Kennedy, Birman & Demaline, 1986). 

Intervention programs to prevent reading problems are actually cost 

effective in cornparison to the costs of remediation, retention and costly 

special education programs (Pikulski, 1994). From the perspective of 

eliminating humiiiation and frustration, the human savings are 

incalculable. 

Success for Ali, the Winston-Salem Pmject, the Boulder Project, 

the Early Intervention in Reading Project, and Reading Recovery are the 

five programs reviewed by Pikulski (1 994). All five programs focused on 

grade one students identified as being at-risk for learning to read and 

provided data that seemed to support program effectiveness. 



Success for All 

Success for All described earlier (research findings of Wasik & 

Slavin, 1993), is a total school progtam for kindergarten to grade three 

and was implemented in very low socioeconomic, inner-city schools in 

Maryland and Pennsylvania. This program focus involved both classroorn 

instruction and supplemental support. The heterogeneous classrooms 

were grouped by reading level for 1 W hours per day of reading instruction 

in groups of 15 to 20 children. The difference between Success for All 

and regular programs was that direct instruction was complirnented by 20 

minutes of one-to-one tutoring, given by the child's classroom teacher, for 

those who required it. The tutoring of the at-risk children used the same 

strategies and skills emphasized in the whole group reading activity. An 

early language and literacy focus began in nursery and kindergarten 

programs in the Success for All schools. 

The Winston-Salem Proiect 

The Winston-Salem Project of North Carolina (Pikulski, 1994) 

involved the grade one classes of two schools. One school was rniddle 

class and the other was in a low socioeconomic district. The 

heterogeneous classrooms were taught for 30 minutes in each of the 

following blocks: basal block; writing block; working with words block; and 

the self-selecting reading block. The basal block used a variety of 

materials which included paperbacks, an anthology of children's literature, 

and teaching suggestions from a new basal series. The wrîting block 



included independent student wn'ting and mini-lessons of 5 to 10 minutes. 

The working with words block focused on leaming to read and spell 

words, using manipulatives to make words and word wall activities. The 

self-selected reading block included reading books related to a variety of 

themes. The program provided teacher continuity by having the same 

teacher follow the grade one class into grade two. Three hours and 

ffieen minutes each day were devoted to related reading activities, and at 

the school with the greatest number of at-risk leamers, an additional 45 

minutes of small group instruction was provided. 

Earlv Intervention in Readinq 

Several schools in Minnesota implemented the Early Intervention 

in Reading (EIR) prograrn (Taylor, Short, Shearer & Frye, 1995) in middle 

and low socioewnornic districts. In this program, the classroom teacher 

provided an additional 20 minutes of daily reading instruction to the 5 to 7 

lowest achieving students. The fows was on repeated readings of 

picture books or child generated summaries of these books, and word 

activities that emphasized the development of phonemic awareness, 

phonemic recoding skills and other word recognition skills. In addition, 

individuals or pairs reread summaries with the teachers, 

paraprofessionals or school volunteers. 

The Boulder Proiect 

The Boulder Project was implernented in two Colorado schools. 

Teachers worked with a group of three children for 30 minutes a day and 



a paraprofessional worked conwrrentiy with another group of three 

children using lessons planned by the teacher. in mid-year the groups 

were swkhed. The insirudional activiu'es included repeated readings of 

predictable books, teaching word identification skills by analogy or word 

pattern and writing words from the word pattern activity dunng 

independent writing. 

Rsadina Recoverv 

As described earlier, Reading Recovery (Clay, 1993) is an 

individually designed program for the lowest achieving grade one 

students. The program is delivered for 30 minutes daily by a trained 

Reading Recovery teacher. The daily tutorial format includes: rereading 

familiar books; taking a mnning record of a book introduced the previous 

day; working on words and letters; having students wriie as independently 

as possible; wtting up and reconstnicting sentences which go home for 

practice; and introducing the underlying concepts, language and specific 

vocabulary associated with a new book and reading it. 

Surnmaq 

These five programs Vary considerably in their coordination with 

classroom based reading instruction. Both Reading Recovery and the 

Boulder Project are supplemental programs delivered outside the 

classroom and neither addresses the cornplex issue of how to improve 

poor classroom reading instruction. Although EIR is delivered by the 



classroom teacher within the classroom, there appean to be little attempt 

made to coordinate classroom activities with EIR activities. The Winston- 

Salem Project and Success for All provide classroom instructional 

changes at several grade levels. Success for All has preschool and full 

day kindergarten components, clearly outlined reading instruction, small 

reading groups and grouping across grades one to three based on 

reading level. The Winston-Salem Project involves teaching ;ha: is 

organized into 30 minute blocks for al1 students (at-risk or not), and 45 

minutes of teaching added to the schools with the highest number of at- 

risk students. A high quality classroom literacy program is the first step to 

an effective early intervention program (Clay, 1993). Pikulski (1 994) 

suggests that if this were so, the positive effects of these five programs 

would be enhanced. 

Reading Recovery is exclusively one-toone tutoring while Success 

for Al1 and €IR combine some individual instruction as part of their 

instructional program. However, small group instruction is the main f o m  

of instruction in EIR, Success for All, and the Boulder and Winston-Salem 

Projects. As has been examined earlier, the Wasik and Slavin's (1993) 

tutorial review study found individual tutoring to be most effective mode of 

instruction. With both the Boulder Project and EIR showing success with 

some at-risk students in small group settings, the small group setting 

perhaps combined with one-to-one intervention as in the Reading 



Recovery/Early Literacy group (Dom & Allen. 1993) needs further 

consideration. 

In al1 five programs, Pikulski (1 994) stresses that at-risk students 

need additional instructional time in reading and writing above and 

beyond regular classroom instruction. However, although essential, it is 

the instructional strategies emphasized within that framework that makes 

the difference. A vafiety of texts are used in al1 five programs. Most are 

predictable natural texts with non-controlled vocabulary and some include 

teacher-child generated teas. Traditional workbooks and isolated skills 

pracüce are not used. 

In al1 of the programs an emphasis is placed on direct instruction and 

guided practice of word identification skills to promote reading 

independence. Research has proven that. at the early levels, a balance 

between reading connected text, and systematic word identification 

instruction produced the best results (Adams, 1990; Clay, 1993). The 

most frequently used teaching activity is the repeated reading of 

connected text. The number of repetitions Vary frorn program to program 

and mosi instruction during repeated reading focuses on the development 

of independent word recognition strategies and word identification 

strategies that have been identified as a major concern for at-risk 

children. 

All five programs incorporate fowsed instruction on letters and 

words. Deliberate instruction in phonemic awareness is included in EIR, 



Reading Recovery, and Success for All, while Success for All and EIR 

also focus instruction on the blending of sounds into words. Working with 

word patterns (in, pin, tin) is evident in the Winston-Salem and Boulder 

projects. Although approaches to word recognition Vary, the systematic 

instruction in word recognition is evident in al1 five programs. 

Writing is predominant in ail five programs and is geared to 

reinforcing word recognition. Writing letten, words, and sentences helps 

to focus the child's attention on the visual discrimination cues inherent in 

print which is necessary when learning to read. With EIR, Reading 

Recovery and the Boulder Project, the writing activities are short - a few 

words, a sentence, or a few sentences. Consistent, ongoing assessment 

is a necessary feature of successfui eariy intervention prograrns, and was 

included in al1 five programs reviewed. Writing products provide feedback 

for instructional planning. In Reading Rewvery, ninning records are 

taken daily, in EIR every third day and in the Boulder Project, oral checks 

are made weekly. In Success for All, formal reading evaluation occurs 

every eight weeks. In the Winston-Salem Project, observations provided 

assessment-based information. 

Support from the home is a strong wmponent in al1 five programs 

with the children taking materials home to read to parents and others. 

Although the amount of home reading varies, home reading support is a 

consistent, daily element in al1 projects. Each program uses experienced 

teachers, and in two programs, paraprofessionals provide added support. 



The length and intensity of teacher training varies, with Reading Recovery 

providing the most intensive training and support. 

Success for All, the Winston-Salem Project, the Boulder Project, 

Early Intervention in Reading, and Reading Recovery al1 share, to a 

certain degree, characteristics that have been identified in emergent 

literacy research as best practices in beginning reading and writing 

instruction. Despite differences in prograrn structure, involvement with 

classroorn instruction and home support, al1 of the prograrns reviewed 

demonstrate success to various degrees in accornmodating their unique 

school populations. However, statistically, both for short and long term 

effects, Reading Recovery is the most powerful early intervention program 

(Clay, 1993; Dom & Allen, 1996; Pinnell et al., 1994; 'Jzsik & Slavin, 

1993). Reading Recovery adapted to the group setting, as in the 

Reading Writing Group (Pinnell et al., 1994), and the Reading 

RecoverylEarly literacy Program (Dom & Allen, 1996) has also 

demonstrated initial success. 

Successful Earlv Intervention Proarams 

What is the key to Reading Recovery's success in demonstrating 

consistently strong effects over the long tarrn in a number of countfies 

with such diverse early literacy programming? The tutorial format is 

certainly a factor (Wasik 8 Slavin, 1993) as are skilled and motivated 

teachers who are supported by ongoing professional development. Such 



teachers are cited as a crucial link in the ongoing process of 

observational interpretation and instructional planning (Pinnell et al., 

1 994; Shanahan & Barr, 1 995; Wasik & Slavin, 1 993). 

Spiegel(1995) cites numerous components in the Reading 

Recovery format that lead to successful intervention and outwmes in 

beginning reading and writing instruction. These include: 

intervention that takes place early 
reading instruction based on reading connected text 
reading materials at the child's instructional level 
more instructional reading time for at-risk beginners 
intervention that provides an opportunity to leam with shared 
goals between the teacher and child 
the teaching of strategies and how to transfer strategies to new 
situations 
writing as an integral component 
a phonemic awareness cornponent 
intervention that compliments and supports the classroom 
reading program 
direct instruction 
individualized instruction 
monitoring and reinforcement of the child's attempts to 
construct meaning from text 
the use of skilled, experienced teachers 
opportunity for accelerated progress 

Little research and publications exist to support change in the 

Reading Recovery program. Iversen and Tunrner (1 993) and Center and 

colleagues (1 993) advocate that an expansion of the phonological 

awareness cornponent is necessary in order to enhance Reading 

Recovery's effectiveness, and in particular, more explicit and systematic 

instruction in phonological recoding. However, this is in clear contrast to 

Clay's less explicit emphasis on developing phonological awareness by 



having the child infomally listen to the sounds in words that helshe wants 

to write, and leaming about soundnetter relationships frorn wvriting (Clay, 

The theoretical principles of the Reading Recovery Program can 

inform instructional practices for al1 beginning readers and writers - both 

those in small groups and in the classroom. These theoretica! principles 

include: 

1. observing children as they engage in reading and writing events 
2. using children's known concepts as a basis for teaching unknown 

concepts 
3. employing a variety of real books and writing experiences to help 

children leam how to read 
4. accelerating children's literacy processes by providing balanced 

opportunities for independent and assisted leaming on meaningful 
tasks 

5. fowsing instructional interactions at a strategic problem-solving 
level, in wntrast to acquiring items of knowledge. 

(Dorn & Allen, 1996, p.50) 

In combination with general principles that form an instructional 

frarnework and perspective for beg inning literacy instruction. there are 

prominent elements with the Reading Recovery tutorials that are readily 

identified as characteristics of successful beginning reading instruction 

(Hiebert, 1994). One of the strongest elements is phonemic awareness, 

for without it, exposure to print does little to foster the development of 

spelling-sound knowledge, that is the interrelatedness of sounds and 

visual patterns in words (Adams, 1990; lverson & Tunmer, 1993; Juel, 

1 991 ; Juel et al., 1 986). Other elements identified by Hiebert (1 994) 

include: deliberate instruction; high expectations with goal setting and 



1 50 

reviewing, repeated reading of text; and experirnenting with letter-sound 

correspondences through writing. 

Pikulski's (1 994) evaluation of five early intervention programs 

describes recommandations for successful early years literacy instruction. 

These include: 

coordinated high quality instruction in both the classroom and 
early intervention program 
more time devoted to reading for at-risk children 
individual and /or small group instruction 
early intervention (grade one) 
use of simple, predictable texts 
repeated reading of familiar text to develop fiuency and 
confidence 
fows on words, word patterns, phonemic awareness, and 
phonics 
a daily writing component to focus the child's attention on the 
features and details of letters and words 
ongoing assessrnent to monitor progress and inform instruction 
daily home reading 
quality teacher training, both initial and ongoing 

Reading Recovery is consistent with al1 of these recommendations. 

although its coordination with quality classroom instruction is site-specific, 

rather than program related. 

The Im~lications of Readinq Rewverv on Classroom Instruction 

Researchers have explored the impact of Reading Recovery on 

early years classroom instruction. Pinnell (1 986) examined whether the 

classroom instruction of teachen trained in Reading Recovery diiTered 

from that of their colleagues. A cornparison was made between the 

leaming of Reading Recovery children who were taught in the classroom 



by Reading Recovery teachers with that of Reading Recovery children 

taught in the classroom by teachers who were not Reading Recovery 

trained. No significant differences in leaming outcornes were found. 

Center and colleagues (1 995) explored the issue of whether early reading 

instruction in schools with the Reading Recovery Program was more 

effective than in schools without a Reading Recovery Program. Results 

indicated that there was no evidence of a spill over effect to regular 

classes from the Reading Recovery Program. ln general, within the 

research literature, childrenJs learning is rarely viewed as the joint product 

of the Reading Recovery tutorial and classroom instruction. To date, 

however, no study has systernatically documented teacher's classroorn 

instruction and instruction in Reading Recovery in order to assess 

transfer effects and the relative contributions of each. 

Pikulski's first recommendation for increasing the probabil ity of 

success in early intervention programs is the importance of coordinating 

excellent instruction in both the classroom literacy program and the early 

literacy program. The Reading Recovery Program does not provide a 

framework to coordinate these two. The success of training and ongoing 

professional development for the Reading Recovery teachers is well 

documented and researched. That ongoing professiofial development 

and consistency of support, if available to teachers, could be the vehicle 

to promote teacher development and change within the classroom. 



Clay (1993) identifies a high quality classroom literacy program as 

critical to the success of the Reading Recovery. Such a quality program 

at the early years level would support the development of reading and 

writing by including the following instructional strategies that include many 

of the wmponents identified in the review of factors that enhance literacy 

development found in Chapter 2: 

reading aloud to children to enhance their information base, 
background knowledge and understanding of language 

discussing a story before, during, and after reading, 
encouraging children to make predictions and inferences, 
helping them construct meaning, and the relating of the story to 
their own experiences 

sharing and repeating readings of Big Books, charts with songs 
and rhyrnes and providing opportunities of independent 
explorations 

providing opportunities for guided reading in a group situation 
to model important strategies 

scribing children's sentences and stories through shared writing 
and thereby demonstrating writing strategies 

providing opportunities to see how words work in relating sound 
to symbol through phonemic awareness, phonemic recoding 
activities such as activities which focus on rhyme, initial letter 
substitution, and blending sounds 

providing opportunities to see how sentences work through 
interactive writing 

writing independently on a daily basis, to practice and 
experiment with sound/symbol and sentence formation 

supporting a strong, daily home reading program 

providing developmentally appropriate literacy activities in 
classroom centres. 



The leaming environment of a successful early years classroom 

should immerse the child in meaningful reading and Wting activities, with 

systematic instruction in phonemic awareness, phonological rewding, 

and syntactic awareness. Deliberate instruction and guided practice are 

neœssary within the child's 'zone of proximal development.' 

Coordination of classroom programming and early intervention 

programming are crucial through cuntinuous assessrnent so that the child 

receives effective instruction to access what helshe knows and to develop 

new cornpetencies. 

The lnner City Dilemma - An Adaded Earlv Intervention in Readina Model 

Backaround 

Despite the effectiveness of Reading Recovery as an early 

intervention program in many schools and countries, the dilemma of 

serving schools with low-incorne, disadvantaged populations remains. 

The cost of providing sufficient Reading Recovery teachers in inner city 

schools is prohibitive for most school divisions. Even if cost is not a 

factor, there are issues that have bewme apparent in inner city schools 

that have implemented Reading Recovery. First, it has been found that 

the levels of attainment and discontinuation rates may not be as high in 

low-incorne schools where rnany students' prior experiences with literacy 

have been limited. Second, a pull-out program where individual teachers 



work with a handful of first-grade students is unlikely to influence rapidly 

or substantially classroom instruction in low-income schools, where 

changes in classroom instruction, especially in the middle grades may be 

needed. Finally, the profiles of low-incorne schools where many students 

speak first languages other than English may never be affected 

sufficiently (Hiebert, 1994, p.23). 

An akemate route to Reading Recovery in inner city schools is to 

apply the principles and theoretical foundations of Reading Recovery to 

student-teacher contexts other than one-to-one intervention in order to 

establish and maintain comprehensive, effective early years literacy 

instructional approaches. Both group intervention and classroorn 

instruction must be involved. Recent research on the application of the 

Reading Recovery Program format tu group situations has demonstrated 

that such instruction rnust be technically different from the Reading 

Recovery tutorial if it is going to serve the needs of the group (Dom & 

Allen, 1996; Pinnell et al., 1994). 

As a Reading Clinician in two inner city schools, I face the early 

intervention issue as part of my support to the schools. Over the past few 

years it became apparent that many grade one children were wming to 

school not having had sufficient Iiteracy or language experiences at 

home. As a result, these children had difficulty leaming effectively in 

whole class literacy instruction. By grade two, many of these children 

were not reading or writing independently. In assessing the situation in 



order to plan for support, it became apparent that approximately one hslf 

of the grade one students and one third of the grade two students were 

ati isk The two school populations were similar in size - approximately 

forty in grade one and grade two. Thus an early intervention program 

was needed for approximately twenty students in grade one and fourteen 

in grade two. 

Reading Recovery is an established early intervention prograrn 

within my school division, although not a program that each school "musr 

have. Because of the school-based management policy, early 

intervention programrning within a school is at the direction and discretion 

of the particular school. Reading Recovery teacher training is available to 

schools who request it. However, each school must provide stafiing for it 

from within their school staff complernent. Staff, solely for Reading 

Recovery, are not provided through extra divisional staffing. That being 

the case, each of my schools was looking at providing support to 

approxirnately thirty four at-risk grade ones and twos. If Reading 

Recovery were considered, more than four full time support staff would be 

needed to provide early intervention programrning in each school. Both 

schools have wnsiderable numbers of learning and ernotional needs in 

children throughout their populations (one has a junior high cornponent). 

It was not felt to be feasible financially or educationally to support two 

grades at the expense of the needs of the rest of the school. 



Thus, although Reading Recovery was the first choice of early 

intervention programmers in both schools, it was not financially feasible. 

Instead, the decision was made to explore srnall group possibilities. The 

goal was to build an early intervention program with strong liriks to 

classroom instniction and home support, based on the best practices of 

teaching-leaming stmtegies that research has identified in Reading 

Recovery and other successful earty intervention programming. 

Barbara Tavlor's EIR Model 

An extensive research and literature review was undertaken, and 

Barbara Taylor's Early Intervention in Reading (ER) model which is an 

adaptation of Marie Clay's Reading Recovery Program that provides small 

group rather than one-to-one instruction, was decided upon as a base for 

developing an early intervention group structure. A special feature of EIR 

was that it had been developed for use with inner city children. It was 

therefore believed that EIR would accommodate the needs of these 

partiwlar inner city schools. With EIR, more needy children could be 

accommodated than could be reached with Reading Recovery. 

€IR (Taylor, Short, Shearer 8 Fryer, 1995) described earlier in this 

chapter in Pikulski's (1 994) review of five early intervention programs, has 

been in operation over the last decade in a number of middle and low 

socioeconomic schools in Minnesota (Taylor et al., 1992; 1994; 1995). It 

is a supplemental program for grade one children that is provided by their 



classroom teacher. Approximately five to seven of the lowest achieving 

students are identified early in the grade one year. The classroom 

teacher provides an additional twenty minutes of reading and writing 

instruction daily in the classroom through a three day format. The 

intervention format focuses on: (1 ) the initial reading and discussing of a 

literature book, (2) daily rereading of a short story summary of that book, 

(3) guided modeling of word attack strategies (both context and phonics) 

in connected text, (4) sound box spelling of selected story words to build 

the children's phonemic awateness and phonics knowledge, (5) teacher 

directed interactive writing of a sentence (or more) in response to the 

story, (6) rereading of the current summaries and past story summaries 

with a paraprofessional (one-tome for an additional 5 minutes every 

day), (7) sharing the story summaries for home reading, and (8) 

monitoring progress and infonning instruction through daily observational 

assessrnent and ninning records (on the third day). 

The theoretical principles of Reading Rewvery which Clay (1 994) 

identified as needing to i n f o n  instructional practices for al1 beginning 

readers (one-to-one, small group, and classroom) are evident in the EIR 

program. Hiebert's (1 994) characteristics of beginning reading instruction 

are components of EIR. They include: systematic instruction and 

opportunities to develop phonemic awareness skills, deliberate 

instruction, high expectations with goal setting and reviewing, repeated 

reading of familiar text, and experimenting with letter-sound 



correspondences through writing. Speigel's (1 995) components of 

Reading Recovery that lead to successful intervention and outcornes in 

beginning reading and wri'ting are also evident in the €IR model. Of the 

eleven charaderistics of successful early years literacy instruction 

outlined by ~ikulski (1994), the EIR program encompasses ten. Only 

initial, ongoing quality teacher training is not addressed in a forma1 

structured manner. However, the coordination of early intemention 

instruction and classroom literacy programming is a given, as the 

classroom teacher is providing instruction to both groups. 

An Ada~ted EIR Mode1 

In adapting Barbara's Taylor's EIR model to meet the needs of my 

particular schools, it became evident that the instruction given by the 

classroom teacher would not be feasible. Firstly, there was a concern 

about the number of children in each class needing support. Sewndly. 

there was a wncem about the unsettled and inattentive behaviours of 

many of the children who lacked suffident language proficiency, were 

ESL students or presented with Fatal Alcohol Syndrome characteristics 

As a result, a school based decision was made to create a systems 

intervention model. Daily from 9:25-10:OO A.M., the grade twos received 

literacy support in four different locations using four levels of instruction, 

of which three were an EIR format. Similariy from 10:OO-10:35 A.M., the 

grade ones received literacy support, using again four levels of 



instruction, of which three were EIR format. Two support teachers, myself 

as reading clinician, and the classroom teachers were involved in 

delivering instruction and each offered instruction in different locations. 

The EIR groups averaged six children each and were grouped 

homogeneously. The small numbers and quiet locales allowed 

opportunities to provide early literacy instruction, modeling of appropriate 

behaviour, and developing attending and focusing skills. 

The group intervention format was extended from three to five days 

usually Monday to Friday. This gave the children more rereading time 

using familiar text, and allowed for a greater variety of phonemic 

awareness activities. The adapted action plan is as follows: 

EIR Action Plan - Emeraent /Earlv Levels 

Day 1 

Day 2 

Read the storybook 
Discuss vocabularyl story elements 
Read the chart to them (retelling summary) 
Reread as a group 
Making Word Activities 

Using 4 or 5 special chart words focusing on 
one vowel sound, word families and pattern 
either on chalkboard using sound boxes or 
using magnetic letters 

Give each child an individual booklet of retelling 
summary and begin illustrations 

Reread chart surnmary as a group 
track point 
model S.P.L.AS.H. (See Appendix 2) 

Reread chart with individual helpers 
Mini lessons - compound words, ed/ing endings 



Day 3 

Day 4 

Day 5 

Guided spelling of special words from Day 1 
(at the back of the booklet using sound boxes) 

Continue illustrations 
Child reads one-to-one with teacher 

Reread chart as a groupi in sections with individual 
continue to model strategies as needed 
mini lessons such - compound words, 
contractions 

Sentence rebuilding activities 
Guided written response 

1 or 2 sentences initially building to 3 
sentences BME 
interactive as a group teaching capitals, 
punctuation, hearing sounds in words 
at back of the booklets 

Illustrations in booklet 
Child reads one-toone to C i /  peer 

Reread chart as a grouphith individual 
Sentence rebuilding activities 
Guided wn'tten response, continue from Day 3 
Illustrations in booklet 
Child read one-to-one 

Reread chart summary with individual helpers 
Complete illustrations in booklet 
Reread for stickersici signs in the back of booklet 
Take the booklet home, to share and read with extra 

copies kept at school for rereading practice. 

The instructional strategies discussed earlier in describing Barbara 

Taylor's EIR format are al1 included in the 5 Day Action Plan. Extensions 

and additions to the strategies include added engaged time on task for 

rereading conneded text, word building activities (Cunningham, 1 991 ), 

mini lessons focusing on word or sentence level conventions, and 

sentence rebuilding activities. In addition to the daily 35 minute group 

intervention, each child rereads the curent story summary plus several 



favourite summaries to a paraprofessional, on a one-to-one basis. Once 

completed, the story summaries are sent home, to be shared and then 

signed, and retumed to school for rereading practice. Coordination with 

the classroom instruction is based on daily informal sharing and 

observations, and the wmpiling of ninning records. Assessrnent is based 

on anecdotal notes, and running records for each student every five days. 

The grade ones, particularly in the Fall term, were not far enough 

along developmentally in the reading and writing process to be involved 

in the instructional activities as outlined in the 5 Day Action Plan. As a 

result, a separate adion plan was developed to address their leaming 

needs within the five day format. It is as follows: 

Day 1 Read the storybook 
Discuss storybooWstory elements 
Read the chart to them (retelling summary) 
Reread as a group 

Sound/Symbol fouis on: 
1. ABC in sequence (visual and auditory) 
2. Out of Order (Can you find) 
3. One letter namelsound per week 

on class chart 
in individual pictionary 

Give each child an individual booklet of the retelling 
summary 

Illustrate and reread page one 
Read the ABC book 

Day 2 Wam up read (each day a helper picks an old story chart) 
Reread new chart as a groupl in sections 

Look for patterns and mark track points 



Model strategies 
Build high frequency word games 

SoundJSymbol 
1. Repeat ABC in sequence frorn Day 1 
2. Repeat Out of Order from Day 2 
3. Review letter of week chart and add letters 

lllustrate and reread page two of bookiet 
Read ABC book 

Day 3 Wam up read (old chart) 
Reread new chart as a group, in teams, one-to-one 
Sentence remaking (word level focus) 

pages 1 and 2 
Language Experience Writing 

using story pattern 
each child dictates his/her own version to be put on 
class chart 

lllustrate and reread page 3 of booklet 
Read ABC book and play alphabet line game 

Day 4 Warm up read (old chart) 
Read new chart as a group, in teams, one-to-one 
Sentence remaking 

pages 3 and 4 
Language Experience Writing 

Reread chart frorn Day 3 writing 
each child copies own sentence into back of their 
booklet 

lllustrate and reread page 4 of the booklet 
Read ABC book or play alphabet Iine game 

Day 5 Reread new chart independently as a grcup and individually 
Play high frequency word games, for example, 

Can you find me 
Cloze 

Sentence remaking of page 5 
Complete illustrations of page 5 
Reread cornplete booklet 
Write comment on the back of booklet/sticker 
Take home, to be shared, signed, and retumed to school 

The EIR Projed is now entering its third year in one school and 

fourth in the other. The format will continue very much as it has been 



described, particularly at the program content level. Ho-vever, a focus for 

next year will be strengthening the connection and coordination of 

instruction between small group intervention and classroom programming 

through involving classroom teachers in informa1 inservicing and weekly 

planninglshan'ng sessions, and strengthening the awareness and 

involvement of parents. 

The dilemma of early intervention is not exclusive to the inner city 

as the cost effediveness of Reading Recovery is an issue for many 

schools. At the request of the school division, statisticç wliection has 

begun in both schools, to ascertain the effectiveness of this group 

intervention format. This is being done using Clay's (1 993) Observatioii 

Survey. Initial information was gathered in May 1998, at the Kindergarten 

and Grade One levels. 

Our EIR mode1 will be expanded this Fall into several schools within 

our division, particularly in the geographic area surrounding the schools 

that presently have EIR programming. Thus, if children move in their 

crucial first two years of literacy instruction, there will be [iteracy 

intervention programming avaiiable in their new school. In the future, it is 

hoped that al1 seven elementary schools within the geographic area will 

offer EIR prograrnming. 



Summaw 

Research demonstrates that successful early intervention 

programming must include the teaching of effective self-monitoring 

strategies with daily opportunities to write independently and read familiar 

books (Adams, 1990; Clay, 1993; Pikulski, 1994). Research further 

supports that the best results are achieved when early intervention 

programs have a balance between the strategic reading of whole, 

rneaningful texts, and writing for authentic purposes (Adams, 1990; 

Clay, IWl,l993; Pikulski, 1994; Pinnell et al., 1993). Reading Recovery 

demonstrates these characteristics and so does our adapted EIR model. 

Running records, anecdotal observations, and classroorn teacher 

feedback have provided positive information as to EIR's short t e n  

effediveness. The ongoing statistics collection may confimi this 

information and provide data on long terni effects. 

Our EIR format is a cost effective small group intervention 

program. It has demonstrated that many low-achievers at the first and 

second grade levels, at risk of experiencing reading difficulties c m  

instead experience success and develop independence as beginning 

readers and writers. 



Chapter 6 

Implications for Practice and Future Research 

As stated in Chapter 1, the purpose of this study was to examine, 

review and organize al1 the research related to Marie Clay's Reading 

Recovery, in order to draw implications for practice and future research. 

Marie Clay's research from the 1960's through the 1990's has provided a 

wealth of data, and insight into emergent literacy development. She and 

other researchers have focused our attention on the fact that young 

children acquire critical concepts about reading and writing from their 

daily experience with print long before they corne to school. Clay and 

other emergent literacy researchers have concluded that leaming to read 

and write is a developmental, step by step process of skill and habit 

formation - not a product of hidden insights (1 972). 

The instructional implications arising from early literacy reading 

research are numerous. Both the work of Mason (1 980) and Ehri (1 980) 

illuminate the possibility o f  a natural ordering of letter and word 

knowledge in a child's development of word reading. Further research 

undertaken by Ehri (1980) and Masonheimer, Drum, and Ehri (1984) has 

emphasized the importance of letter mastery and phonological recoding 

skills if reading cornpetence is to be developed. It was found that children 



not familiar with alphabetic letter patterns within words have difficulty 

remembering printed words. Hiebert's (1 981 ) research expanded the 

concept of the developmental nature of word reading skills beyond 

sequential to be integrated in nature. Thus, the programming implications 

that arise include the need not only for an alphabetic fows, but also 

phonological awareness and phonological recoding activities (e-g. rhyme, 

deletion, and addition of sounds in words, sound box spelling, and making 

word activities) within the context of wnnected text (guided mode1 of word 

attack strategies and interactive writing). 

The literacy research on beginning writing supports the 

understanding that writing is a developmental, interactive process (C!ay, 

1985). Sulzby (1 985) concludes that children know far more about early 

writing than is acknowledged in our instructional programs, but that thsy 

know it differently. Sulzby and Bamhart (1986) suggest that young 

children simultaneously hold multiple hypotheses at various levels of 

written language development. 

The development of both early reading and early writing 

behaviours is strongly influenced by the adulüchild relationship (Vygotsky, 

1978). There are three general types of experiences that help young 

children leam about reading and writing (Sulzby, 1985). The first is 

interaction with adultç in speaking, listening, reading, and writing. 

Second is the independent explorations of print both in reading and 

writing, and third is the adult modeling of language and literacy. Those 



children who enter school having had minimal experiences in these areas 

are at a distinct disadvantage. They are missing the foundation 

necessary to fully participate in, and benefit from early literacy instruction. 

For them, early intervention is the vehicle to build that foundation before 

the gap bewmes overwhelrning. Research has indicated that Reading 

Remvery is the most successful early intervention program. 

The design of Reading Recovery is based on the assumption that 

children leam by constmcting meaningkil reading and writing activities 

through social interaction. That social interaction supports the chiid's 

ability to work at a level at which helshe may be 'half right' and be able, 

with the support of an adult, to problem solve and perfon. Thus Reading 

Recovery incorporates Vygotsky's (1978) notion of the ' Zone of Proximal 

Development". Consistent with the principles of leaming identified by 

Vygotsky (1 978), Reading Recovery is intended to meet the needs of 

children who experience difficulty establishing effective reading and 

writing strategies and who are thus at risk of not becoming independent 

readers and writers. 

The Reading Recovery research provideç answers for a number of 

issues. It points to Reading Recovery's cost effectiveness in the long 

terni (Dyer & Binkley, 1995). The concem regarding the number of 

children who are able to receive intervention is more of an issue in 

schoois with high at-risk primary populations. For these school 

populations, a combination of Reading Recovery and small group 



programming as seen in the Reading RecoverylEarly Intervention Group 

(Dom & Allen, 1996) might be more appropriate, or an adaptation of ihe 

Reading Recovery format for small group intervention, as has been 

developed in the modified EIR format The program content of the 

Reading Recovery tutorial format reflects best practices for early literacy 

instruction (Pikulski, 1994). however research has suggested that more 

explicit code instruction would be appropriate for consideration (Ivenen 8 

Tunmer, 1993). The importance of close coordinationlconsultation with 

both classroom instruction and home connection are essential. The 

training, insight, and expertise of the Reading Recovery teachers needs 

to be consistently shared with classroom teachers through a stnictured 

communication framework. Finally, the issue of the timing of intervention 

- whether after one year of instruction as in New Zealand's Reading 

Recovery program or early in the first year of instruction, as in Ohio's 

Reading Recovery program, needs to reflect the nature of the entering 

school population that the program is serving. 

There are many implications for practice and future research that 

arise out of this Reading Recovery research review. Questions needing 

answers include the following. What are the most effective ways to teach 

a struggling beginning reader and writer? Should the emphasis on 

program content be expanded or refocused to include a more systematic 

approach to teaching phonological awareness, phonological rewding, 

and syntactic awareness skills? How can Reading Recovery's 



instnidional strategies best impact on classfoom teachen' professional 

development and effectiveness? How can the home connedion be 

strengthened so that a long tem cornmitment to literacy development is 

established? How can Reading Remvery be adapted to a srnall group 

format to address the high numbers of ai-risk beginners evident in many 

inner city school populations? 

That Reading Rewvery has proven to be a successful early 

intervention program both in terms of its resuits of student leaming and its 

adaptability to many countries. It has also become a significant force in 

shaping the way we view early literacy development. Despite i:s success, 

it would be wrong to accept Reading Recovery as the only appropriate 

intervention for at-risk beginners. The need for local experimentation and 

innovation is necessary to identiv context appropriate approaches for 

unique school populations. 
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Name: 

Schoo f : 

Text n t k s  

Date: 0. of B. Age: - yrs . mths 

Recorder: 

Runnlng words Enor rate Accuracy Self-correction 
Enor rate 

Analysls of Errors end Self-carrsctlonS 
Cues used or neglected [Meaning (M) Stnrckrre or Sfltax (S) Visual MI 

Cross-checking on cues (Note that this behaviour changes over lime) 

- 
54 

CONCEPTS ABOU+ P R I M  SAND STONES 

OTHER READING TEST l 
WRITING 
SAMPLE 

Language: 

Message: 
Direction: 

l-- 

- - 

WRlTlNG 
VOCABULARY 

- 

HEARING SOUNDS IN 
WORDS (DICTATION) 

A 
B 
C 
D 

-- 
STORY l SPELL'NG 



RUNNING RECORD SHEET 

Name: Date: D- of B,: Age: - yrs - mths 

Scfiool: Recorder: 

Running words Enor rate Accuracy Sekonectfon 
Error rate 

1. EasY 1: - % 1: 

2. lnstnrctional 1 : % 1: 

3. Hard 1: % 1: 

~ i ~ o n d  rnovement 

Analysb Of Ermrs and Self-conections 
information u s d  or neglected [Meaning (M) Structure or Syntax (S) Visuai (V)] 

Crosscheckhg on information (Note that this behaviour changes over tirne) 

Analysis of Errors and Selfcorrections 

- 

Page 

- 

(see ~bservation~~urvey pages 30-32) 
f 

Information used 

E : SC 
M S V * ~  MSVV 

I 
I 
I 
1 
I I - 
I I 

1 
I 
I 
I 
1 
I 
I 
I 
I 
l 
I 
I 
I 
I 
I 
I 
I 
1 
1 
I 
# 
O 
O 
1 
I 
I 
I 
# 
I 
I 
I 
I 
I 
l 
I 
l I 

, 
I 
I 
I I 



CONCEPTS ABOUT PRWT SCORE SHEET 

Date: - 

TESTSWRE: [ - 

STANINE GROUP: u 
PAGE 1 SCORE 1 ITEM 

) 1, Frontofbook 1 
213 

1 

6 7. First and fast concept 

415 
44s 
4/5 
4/5 

" 

3. Where to star1 
4. midi way to go 
5. Retum sweep to lett 
6, Word by word marching 

2. Print contains message 

B19 9. Begin 7ha' (Sand) or 'i' 
(Stoneç) bottom Ine. top 
OR tum book 

12fi3 
1211 3 
12/13 

$1. One letler: two leners 
22. One word: twa words 
23. First and las letter of word 
24. Capital lener 

1 1, Lett page th fore nght 
1 2  One change in word order 
13. One change in teîter order 

l a 5  
1 M S  

1 M 7  
lm? 
16/17 
16/17 

r 1 

14. One change in leiler order 
15. Meaning of ? 

16. Meaning of full sîap 
1 7- Meaning of rn ma 
18. Meaning of quotation marks 
19. Locate MmHh(SaW 

OR T 1 8 b (Stones) 

- 



OHlO WORD TEST SCORE SH& 

Date: 

Recorder: Classroom Teacher: 

Record incorrect responseç. 
Choase appropriate list of mrds. / (Checkmark) Correct Respanse (Dot) No Response 

LIST A LIST B USTC 

and 

the 

pretty 

has 

down 

where 

after 

let 

here 

am 

there 

over 

little 

did 

what 

them 

one 

like 

could 

Y S  

ran 

it 

said 

her 

flnd 

we 

they 

live 

away 

are 

no 

Put 

look 

do 

who 

aien 

play 

again 

give 

saw 

big 

to 

ride 

him 

for 

Y 0  u 

th& 

maY 
in 

at 

wim 
some 

rnake 

eat 

an 

waik 

fed 

now 

from 

have 



. Date: 

Name: Age: 

Date of Birth: 
TEST SCORE: 1 7  

Recorder: 

(Fold heading under before chitd uses sheet) 
STANINE GROUP: [ I  

COMMENT 



Date: 

Name: Age: 

Recorder 
TEST SCORE: 

Date of Birtti: - 
STANINE GROUP: u 



L I T E R  IDENT~F~cATION SCORE SHEET 

Name: Age: 

Recorder: ~ a t e  of BirVi: - 

Date: 

TEST SCORE: IM( 
STANlNE GROUP: O 
Contusions: . 

Letters Unknown: 

Comment: 

A Alphabet response: 
tick (check) 

S Letter sound response: 
tick (check) 

Word Record the word the 

IR Inarrect response: 
Record what the child 
says 

R 

v 
T 

TOTALS 1 1 1 TOTAL SCORE 1-1 

I 
r 

v 

t 

9 



Usefut strategies on text: 

Problern strategfes on text: 

Useful strategies with words: 

Problem strategies with words: 

Uselu1 strategles with letters: 

Problern strategles wfth letters: 

SUMMARY: 

1 - 
SIGNATURE: 



S.P.L.A.S.H. 
8 , ;;: 
3 -. 

. _ . . S .  - . a * .  
.L . 

3 kip the word 

P redict. What Word rnakes sençe here? 

L ook for parts you know. 

A sk. 1s it like a word 1 aiready know? 

S ay the parts and blend them together. 

H elp! (ask sorneone) 




