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Sammanfattning / Abstract 
Reading Recovery är ett vida spritt, individcentrerat men reproducerbart program för de svagaste eleverna efter 
sitt första skolår. Reading Recovery har sitt ursprung på Nya Zeeland, där professor Marie Clay med kollegor 
med början under 1970-talet bedrev omfattande läsforskning. 
 
Den enskilda undervisningen sker enligt en strukturerad lektionsram under 30 minuter dagligen.  Programmet 
bygger på genomgripande utbildning och kontinuerlig fortbildning av redan framgångsrika grundskollärare för 
att rusta dem för att fatta individuella, pedagogiska beslut med syfte att accelerera läs- och skrivinlärningen hos 
de utsedda barnen. Eleverna stimuleras att lära sig läsa och skriva genom att främst läsa korta, intresseväckande 
böcker samt engageras i anslutande skrivande.  Betoning ligger på att eleverna ska bli självständiga och 
utveckla metakognitiva strategier. Elever väljs ut till Reading Recovery genom klasslärarens rekommendation 
samt utifrån elevens resultat på en omfattande serie tester inom den s.k. Observation Survey of Early Literacy 
Achievement; en observation av den tidiga läs- och skrivförmågan. Vanligtvis erbjuds Reading Recovery-
undervisning till de 20 procent på respektive skola, vilka uppnått lägst resultat på ovanstående tester. Det 
grundläggande syftet med programmet är att reducera antalet elever med grava svårigheter att utveckla läs- och 
skrivförmåga samt att minimera kostnaden för deras utbildning.   
 
En majoritet av eleverna i Reading Recovery når avsedda mål och i internationella jämförelser ligger Nya 
Zeeland vanligen bland de högst rankade länderna i läsning. Samtliga av mina respondenter vittnade om de 
stora fördelarna med Reading Recovery. Enligt mina observationer stämmer pedagogernas faktiska utförande 
väl överens med programmets ursprungliga teoribas. 
 

 

Nyckelord Reading Recovery,  Läs- och skrivsvårigheter, Läskunnighet, Specialpedagogik, Nya Zeeland 
Keyword  Reading Recovery, Reading- and writing difficulties, Early intervention, Literacy, New Zealand  
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Summary 
Reading Recovery is a widely disseminated, replicable, early intervention program for the 

lowest performing first-grade students. Originally, Marie Clay and colleagues constructed 

Reading Recovery in New Zealand on the base of broad research from the 1970’s and 

onwards.  It utilizes a uniform lesson framework and extensive professional development to 

help already successful teachers make individual, instructional decisions designed to 

accelerate the literacy learning of the selected children within one-to-one, 30-minute daily 

lessons. The children are stimulated to learn to read and write by reading and writing. Short 

stories are used and writing activities are connected to reading. Emphasis is on teachers 

guiding children to be independent and learn metacognitive strategies.  

 

Reading Recovery students are identified for services based on teachers’ recommendations 

and the students’ performances on the Observation Survey of Early Literacy Achievement, 

with a number of wide-ranging assessments. Usually, students who score at or below the 20th 

percentile on the survey at a particular school are provided the intervention.  

 

The fundamental purpose of the program is to reduce the number of students who have severe 

difficulty developing literacy skills and to reduce the cost of educating them. A majority of 

the Reading Recovery students do reach the intended goals and in international comparative 

studies New Zealand usually is among the top ranking countries in reading. 

 

All my interviewees testified of the great advantages of Reading Recovery and, according to 

my conclusions, actual practice is well correlated with theory.  
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Notes for the Reader 
In this paper I intend to let you, the reader, get at grasp of the views behind Reading Recovery 

and moreover receive some concrete glimpses of the ways of the teaching style. I have not set 

out to present all the details in which the required reading and writing behaviours are 

achieved, or the reason why the problems may have occurred, although I have added some 

concrete fine points. To finish, in the empirical part of the thesis, I want to share with you 

some moments with the main characters of this play: a trainer, a tutor, a couple of teachers 

and, of course, some charming children. In that part I have deliberately included a few 

personal and subjective remarks on visual details and setting with the aim to make the text 

more imaginable and interesting to the reader.   

 

Please note, that although Reading Recovery is today exported to a majority of the English 

speaking countries in the world, as well as a few other nations, I have mainly focused on the 

use of the intervention in New Zealand. For smooth reading the pronouns ‘she’ and ‘he’ have 

often been used in the following texts to refer to the Reading Recovery teacher and the child 

receiving the instruction respectively. In the back of the thesis I have enclosed a glossary, 

where explanations of some words or names used in the text can be found. Those terms are 

marked with a * in the text. The references to the explanations in the glossary are for the most 

part written at the end but left out of the list of references.  

References are given in brackets. Several paragraphs are, for the most part, based on a single 

source of information. When that is the case, the name of the book or web address is written 

at the beginning of the paragraph, whereas only page references are printed in the following 

text alongside possible additional sources. Referring not only to titles of books but also to 

pages is meant to be a help to that reader who wish to learn more from the original source. 

When occasional web addresses are the source of a piece of information in the text, I have 

used footnotes, in order not to interfere with the text too much.  

 

To anyone who finds him/herself being interested in the topic and wish for more information 

on Reading Recovery, I warmly recommend Marie Clay’s excellent book Reading Recovery, 

a Guidebook for Teachers in Training, Heinemann (1993). Moreover, the website 

www.readingrecovery.ac.nz is a superb and accessible source of information about Reading 

Recovery in New Zealand. A more thorough account of the theory of literacy, upon which 

Reading Recovery is based, can preferably be found in Clay’s Becoming Literate, the 

Construction of Inner Control, Heinemann (1991). 
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1. Introduction  ‘A Long Journey’                             
It all started during my high school years, when I first had my eyes opened to this beautiful 

country on the other side of the globe. New Zealand turned somewhat into the destination of 

my dreams, and when a friend moved there, got married and settled, I promised her and 

myself to visit one day.  

 

During the university course Development of Basic Skills in reading and writing in spring 

2004, I was more extensively introduced to the Whole Language approach used in New 

Zealand and to Reading Recovery. This encounter was a happy one, and my interest led me to 

wanting to know more and learn from this, in my opinion, admirable pedagogical model. I 

was attracted to the holistic approach to learning, to the access they have to right level, high 

quality literature, as well as an early, structured way of helping low progress readers. To learn 

how to read and write by reading and writing seemed very logical to me. And so the idea to 

dedicate my final exam paper to this inspiring topic took shape, and suddenly my dream of 

going to New Zealand was a step closer to its realization. However, still there was a long way 

to go since I didn’t have any professional contacts in New Zealand, and neither the financial 

prospect to make such a far away trip.  

 

To make this project happen it took hours and hours of preparations of all kinds such as e-

mailing, phoning, searching for, writing and sending applications for scholarships. I think I 

talked to almost every person I came across. I had my goal in sight, but did not know the way 

there. My principle on similar occasions usually means at least doing ‘something’; to throw 

out a hook here and there, and expect to have a catch somewhere. Actually, it works every 

time.  

 

The fact that the focus of my final thesis was on reading and writing acquisition, is not a 

coincidence. I imagined a rich opportunity to deepen and improve my competence in what 

will be my most essential mission in the classroom – to create a prosperous environment for 

children’s acquisition of literacy; which has become a set of skills more and more demanding 

in modern society, at work as well as in private everyday life. The chance to experience truly 

proficient pedagogues in action and thereby gaining concrete tips and excellent models, 

parallel to a chance to enrich my teacher education with international perspectives, was an 

opportunity too tempting to dispatch.  
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To me reading and writing have always been a sheer pleasure, and hence I regard this part of 

my profession a privilege. I consider writing: one of the most enjoyable, dynamic and most 

inspiring way of communication there is. Nevertheless, as this paper brings about, we know 

that to a lot of people the experience of letters and their combinations is quite the contrary. 

Unless teachers are capable of paying attention to this confusion and thereby able to make a 

deliberate effort to remedy the problems, this experience of failure can be the first of many for 

the young person. Consequently, I realize that the quality of my theoretical and practical 

knowledge of the subject will be a determining factor for the rate of success for my students 

in their school work, and thus, to a great extent, for their professional and personal lives.  

 

Through a journey like this - literally and metaphorically - I find myself better equipped for 

this challenge. Combined with my own inclination for the written word, I hope and believe 

that I will be capable of making a difference. Through my tutoring I hope I will be able to 

mediate my own fascination of words. For there is power in words. Words that strike the 

heart, perhaps in the shape of poetry. Words that reach the convolutions of the brain, and 

challenge the development of new pieces of knowledge. Words that hit the whole of you with 

new experiences, original thoughts never thought before, and completely new perspectives.  

 

I am happy to say I fulfilled my dream. 
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2. Purpose of the Study 
2.1 Purpose 
First of all, the overall issue, in this minor study, is to find out more about what is specific 

with Reading Recovery. My intention is to learn more about how to successfully help low-

progress children find out how to read and write in general and doing so by using the Reading 

Recovery method in particular. I had come across literature about Reading Recovery during 

my teacher studies. Now I wished to see the tutoring in practice and observe the intervention 

in the part of the world where it all started in the 1970s, in far away New Zealand.  
 

2.2 Research Questions 
Based on the aim above, the questions I intend to find an answer to in this thesis are the 

following: 

 

1. How does Reading Recovery work in practice in New Zealand? 

2. What are the advantages and disadvantages of Reading Recovery? 

3. Does the intervention work as intended? Why or why not? 

4. Are there any individual differences in how the intervention is conducted, between 

schools or between teachers? 

 
 
3. Methods 
3.1 Procedure 
Initially, I started out reviewing literature on the topic in order to gain essential knowledge of 

the theory base and as preparation for my ethnological study. The founder Marie Clay’s book 

Reading Recovery, a Guidebook for Teachers in Training (1993), has been my main source of 

knowledge and the base for writing the theoretical part of this paper. Nonetheless, for the sake 

of comparison, several other researchers have been allowed to share their views on literacy 

and learning. Moreover, taking objectivity into consideration, I chose to take part in a number 

of international research studies on Reading Recovery, conducted overseas from New 

Zealand, rather than Clay’s own research reports only. The results of this work are presented 

in the first part of two in this thesis, which I have chosen to call PART A. Literature Review.  

Fortunately, most necessary key literature was easily found in Sweden, and the web 

conveniently served me with valuable information often only a few click away. Additionally, 
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I borrowed a book and received a few articles from the tutor and the trainer I was in contact 

with in New Zealand. 

 

Secondly, I travelled to New Zealand to carry out observations and conduct a few interviews. 

The analysis of that material is to be found in PART B. Empirical Studies. To me, studying 

Reading Recovery through literature and lectures at home was not enough. In order to learn as 

much as possible, I wanted to see the methods used and the theory practiced in real life and a 

natural setting. I wondered; did the practice follow the theory? To observe and examine the 

teaching and its actors in their original context was the optimal alternative for me, thus New 

Zealand was the place to conduct an ethnographical study (Bryman, 2001, p. 291). In a 

deductive way I formed a picture, or hypothesis, of Reading Recovery through literature, 

followed by data collection to finally compare those two in order to perhaps revise my 

hypothesis (ibid. p. 8f). 

 

A visit to a Swedish school inspired by Reading Recovery several months before my New 

Zealand trip functioned as a pre-observation and inspiration. It made planning for the trip and 

the structuring of my work more real and embraceable.  

 

3.2 Sample 
The city to go to was determined by where I had a personal contact. At an early stage I 

contacted the trainer team in New Zealand and was given the name of a Reading Recovery 

tutor in the town where I was going to stay. By e-mail I contacted the tutor, who 

recommended a Reading Recovery Teacher and her school to me. In a survey of this size I did 

not find it possible to put effort in finding a true representative sample, which could 

accurately be considered to reflect the total assembly of Reading Recovery practitioners in the 

whole of New Zealand. I am quite aware of the fact that the larger the sample of size, the 

greater the precision, because the amount of sampling error will be less (Bryman, 2004, p. 97 

f). However, my sample of interviewees was randomly restricted to the persons available at 

the school I visited and the total number of them to the limited time in New Zealand. 

Nevertheless, I wanted to get as broad a perspective as possible and thus made sure to 

interview persons at all levels of Reading Recovery; namely two teachers, one tutor, a trainer 

and three children. Additionally, whenever I had the chance, I informally talked about 

Reading Recovery with other Reading Recovery teachers, classroom teachers, several tutors, 

the principal or other persons I came across. At first I intended to interview a couple of 
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parents as well, but I decided to concentrate on all the impressions I already had received 

during my busy stay.   

 

3.3 Collection of Data 
During a total of eight days I visited schools in New Zealand. Before noon I mostly joined the 

Reading Recovery teacher during her Reading Recovery sessions. I observed a total of four 

boys at several different occasions each. One child was about to be discontinued (see chapter 

6.4), one embarked on tutoring during my visit and the other two were somewhere half way 

through their intervention.   

 

In my observations I have focused on words and actions; understanding social processes and 

interactions rather than quantitative data, implying that my study can be called a qualitative 

research study (Bryman, 2001, p. 265). I had an open mind about my observations, and did 

not follow any observation or coding scheme; more than keeping the intention with my work 

and my research questions clear in mind at all times (ibid. p.162). Plainly, I observed and took 

notes on some of what was said and done as well as my interpretations of the participants’ 

mood or condition, trying to see ‘through the eyes of the people being studied’ (ibid. p. 277). 

Occasionally my field notes comprise my own reflective comments or questions raised by 

what I experienced during Reading Recovery class.  

 

On one occasion, I recorded the whole lesson with a video camera, as well as took a few 

photos during a couple of other lessons. As a bonus, I had the chance to follow the teacher 

back to her regular class work in the classroom in the afternoons, and subsequently got an 

idea of the foundation of the literacy education and the whole of the Reading Recovery 

children’s school day. During those lessons I functioned as a kind of teacher aid; assisting the 

children at work, reading stories aloud etcetera.  

 

Moreover, I was fortunate to be allowed to attend and observe during a few training sessions 

for Reading Recovery teachers held by a few different tutors. These occasions generally 

comprised of pedagogical discussions as well as a couple of the teachers tutoring students 

behind a one-way screen* in front of the rest. 

In the empirical and second part of this thesis, initially I will present the typical framework of 

a Reading Recovery lesson by spicing each point with a few of the situations and 

conversations I personally witnessed and overheard in New Zealand.  
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Furthermore, I carried out semi structured interviews whereas the persons being interviewed 

were asked to answer freely to the mostly predetermined questions although slightly varied 

due to person and situation (Bryman, 2001, p. 314). My questions, which are to be found in 

Appendix 1, were constructed so as to lead to answering my main issues, i.e., the four 

research questions presented previously. However, these set interview questions only 

functioned as a frame for me to select from. Some of the issues I had come to informally 

discuss with the present respondent at an earlier point, and therefore were left out. Other 

questions were no longer questions to me since I had learned a great deal of Reading 

Recovery through literature prior to my trip and eventually by observing and attending 

tutoring. Nonetheless, at times I chose to ask some of the questions, to which I may already 

have the answers, in order to get it on tape and to cross-check whether theory in text and 

theory in the users mind as well as their praxis were congruent. Ethnographers often check out 

their observations with interview questions to determine whether they might have 

misunderstood what they have seen (Bryman, 2004, p. 275). I used follow-up questions and 

clarifiers whenever needed.  

 
 
3.4 Reliability  
During interviews and observations I took notes. To correct the natural limitations of my 

memory and the speed of my note-taking I used a mini disc to record the interviews of the 

teacher, tutor and trainer. The children’s replies during interview I recorded as detailed as 

possible with pen and paper. Regardless of the lack of audible recordings, I have chosen to 

report selected parts from these children’s interviews as quotes. Hence, I want to try to 

reconstruct and mediate the children’s spontaneous replies.  

 

At our first encounter during Reading Recovery class I introduced myself to each of the 

Reading Recovery students, who apparently were quite used to visitors. Usually I did not 

deliberately interfere with the lessons at all, but sat on a chair next to the teacher and taking 

notes. A few times the teacher explained something to me during the lesson, but I only talked 

a little to the children prior to and after class. During my observations the children seemed to 

show no disturbance for having me there; quite the contrary, they were all concentrated on 

their task and paid me very little attention during work. Every time I passed a Reading 

Recovery child in the schoolyard they gave me big smiles, waved and often came up to me to 

say hi and have a little chat. To me that is a good proof of them finding their Reading 

Recovery lessons and me observing them as something positive and natural. To me they 
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seemed happy and proud of receiving the attention of two adults. However, I am quite aware 

that as an observer I interfered and affected the participants in one way or the other just by 

being present (Bryman, 2004, p. 175). 

 

Since the observations were carried out first, for the most part I had got more or less 

acquainted with my respondents. Knowing me and my intentions I think helped the children, 

as well as the adults, to feel comfortable in an interview situation.  

 

The interviews and observations are accounted for in running text in the second part of this 

thesis.  

 

3.5 Ethical Considerations  
The significance of participants being informed and allowed to consent or to disapprove of 

participation is a key issue when it comes to ethical aspects of a survey (Bryman, 2004, p. 509 

ff). Prior to given allowance from each of the respondents, the purpose of my interviews and 

my study was clearly explained to the persons in question including the principal of the 

school. The tutor, who was responsible for what teacher I primarily observed, as well as one 

of the trainers, were informed of my study through e-mail several months before my visit. 

Once on New Zealand grounds, I made sure I had permission for carrying out observations 

and doing interviews from the teachers, tutor and children as well as the principal before 

starting. The tutor allowed me to join her and to observe during teacher training sessions. I, as 

well as my study, was introduced at the beginning of those sessions. I asked for permission to 

take a few photos.  

 

In social research care needs to be taken when findings are being published to ensure that 

individuals are not identified. In order to keep the anonymity of all persons involved, all 

names of respondents in this essay are fictional. However, Bryman considers presenting field 

notes and interview transcripts difficult so as to prevent people and places from being 

identified (Bryman, 2004, p. 510). I have not entirely eliminated the possibility of 

identification of the tutor or trainer through personal descriptions, as they agreed on taking 

part of the study in their capacity of official leaders and maintainers of Reading Recovery.  
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3.6 Data Analysis 
I brought home heaps of field notes and impressions. Still in New Zealand, I started looking 

through my notes, sometimes adding something from memory, jotting down an idea for the 

essay and making connections and comparisons between theory and practice. It is advised not 

to wait to begin coding until all data is collected, but to intertwine analysis and data collection 

(Bryman, 2004, p. 528).  Back in Sweden I continued this work as well as listened again to 

recordings from interviews. I chose only to transcribe parts of the interviews which I found 

particularly interesting and which I selected for quoting. The structure of the empirical part of 

my thesis gradually took shape while working with the material and discussing with my 

supervisor. I kept similar kinds of notes together; e.g. separating observations at Reading 

Recovery classes from notes written down at teacher training sessions or interviews. Once the 

structure was set, I went through one part at a time, constructing and moulding the text 

according to the purpose of my study. Writing is always a process, I find, and working with 

the composing gradually makes essential links and differences visible.  

  

3.7 Methodological Problems 
Unfortunately, the recordings of the tutor’s interview were unsuccessful; probably due to 

vibration from the car engine, since we were travelling to Auckland at the time. In 

consequence, I only have notes and my own memory from our long conversation.  
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PART A.  A Literature Review  
__________________________________________________________________________ 

 

4. Background   
4.1  A Reading Recovery Overview  
The following, chapter 4, is mainly based on information from www.readingrecovery.ac.nz 15-01-

2006, 08.20 p.m. 

 
Reading Recovery is an early literacy intervention that provides one-to-one tutoring for 

children who have made slow progress learning to read and write in their first year of school. 

Reading Recovery was first developed by developmental psychologist Marie Clay in New 

Zealand in the 1970s.  

 

Today most New Zealand schools provide this catch-up opportunity. The intervention 

provides for a series of daily individual lessons, additional to the classroom program, which 

continues for 12 to 20 weeks determined by individual rates of learning. Although schooling 

is compulsory from six years of age, 99 % of the children in New Zealand start school the 

very day they turn five years old (Brew, 1998, p. 13). Close to their sixth birthday children's 

reading and writing skills are assessed and the lowest scoring children in their class are 

referred to Reading Recovery as soon as a space is available. Reading Recovery provides a 

second chance. The aim is to prevent literacy difficulties at an early stage before problems 

become consolidated and they begin to affect a child's educational progress. 

 

Reading Recovery is nationally implemented in New Zealand schools. It is funded and 

monitored by the Ministry of Education. However, each school decides whether to implement 

Reading Recovery and how many teachers it needs. Reading Recovery teachers are 

experienced, successful junior class teachers specially trained in Reading Recovery 

procedures. 
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4.2 History and Development of Reading Recovery 
In 1976 a two-year program of extensive research and development was undertaken by 

Professor Marie Clay and colleagues at the University of Auckland in New Zealand. The aim 

was to explore the extent to which an early intervention could undercut literacy failure in an 

education system. The range and variability of reading and writing behaviours were examined 

in six-year-old children having marked difficulty after a year at school. A wide variety of 

tutoring techniques were piloted, discussed, modified and related to theories of literacy 

learning. Subsequently, a set of teaching procedures for dealing with these difficulties 

evolved. Guided by local and global research, the teaching procedures have been under 

continual revision and modification since this time.   

 

In 1978 field trials were run in five schools in Auckland. These trials were very successful 

and were replicated in 48 schools the following year. The accelerated rates of progress made 

by the children receiving the novel intervention quickly attracted the attention of senior 

educational administrators who supported the training of a further 50 Auckland teachers in 

1980 and expansion to a second urban centre, in Hamilton in 1981. The research together with 

the following field trial research led to the implementation of Reading Recovery in New 

Zealand. Further intensive research immediately followed its introduction into schools, such 

as a one-year follow-up, replication study, an analysis of lesson content, a three-year follow-

up study and a subgroups study. 

 

In 1982 the first 15 tutors were trained in Auckland. Tutors have continued to be trained at the 

National Reading Recovery Centre for New Zealand and overseas on an annual or biennial 

basis. A major move occurred in 1983 when Reading Recovery became available nationally, 

operating in each of the ten administrative districts in New Zealand.  

 

The former Department, now Ministry of Education, established a national data collection and 

monitoring procedure in 1984. This national monitoring of program delivery continues to be 

reported annually and analyzed by the Ministry of Education in New Zealand. 

  

The first training for the highest level of expertise in Reading Recovery; Reading Recovery 

trainers, occurred in 1989. Trainers have regularly continued to be trained at the National 

Reading Recovery Centre in Auckland for overseas education systems since that time. 
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4.3 Schools Providing Reading Recovery 
Reading Recovery primarily operates in state primary schools. Schools wishing to implement 

Reading Recovery select successful junior class teachers who work individually with children 

for at least half of each day. The number of children taught by each teacher will depend on the 

size of the school and the number of children needing the intervention.  

 

The Reading Recovery teacher-/s in a school form a school Reading Recovery team together 

with the Principal, Assistant/Deputy Principal and other members of the junior school staff. 

This team has responsibility for ensuring the effectiveness of the intervention in their school. 

Team members participate in the selection of children and evaluation of the outcomes of 

children's intervention programs. Reading Recovery tutors consult with and advise Reading 

Recovery school teams on matters affecting the quality of the school's Reading Recovery 

implementation as well as providing teacher training and offering professional development 

and support for trained Reading Recovery teachers. According to the National Reading 

Recovery Centre successful implementation of Reading Recovery in a school depends upon: 

• a school policy to run an effective program 

• a team approach for at-risk children 

• continuity of the program within the school 

• adequate staff for the number of children needing help 

• a close check that all children needing help are receiving it 

• good communication with parents 

 

4.4 Parent Support 
Parents’ support is important for a child’s progress. Research results provide strong empirical 

support for the benefits of reading activity at home (Rowe, 1995, p. 83). It is important that 

school based measures to prevent early reading difficulties, such as the Reading Recovery 

program, should be coupled with an early intervention program designed to encourage and 

assist parents, where necessary, to take an active role in partnership with teachers. However, 

the parental level of literacy is likely to have a significant impact on such a role.  

 

Parents of children receiving Reading Recovery training are asked to support the schools’ 

program in two ways. Firstly the emphasis is on school attendance. Daily lessons are essential 

for children who have found literacy learning hard. In Reading Recovery each day's lesson 

builds on the learning of the day before, which makes it extra important that the child attends 
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school every day. Reading Recovery teachers contract with parents before the program begins 

to have the child at school. 

 

Secondly, parents are asked to support the child’s learning at home. After the first few 

Reading Recovery lessons the teacher will begin to send home some easy books for 

independent reading. By taking an interest in and discussing what the child is reading the 

parent can provide valuable extra support. The teacher may also send home an envelope 

containing a cut-up version of the story the child has written that day. The parent can be 

helpful by having the child putting the story together again and reading it. 

 

Moreover, parents are encouraged to visit the school and to watch the child and his/her 

teacher working together in a Reading Recovery lesson. Parents are welcome to discuss the 

child’s progress at any time during the series of lessons. 

  
 

4.5 Reading Recovery Staff  
Within Reading Recovery there are three different levels of professional training:  

4.5.1 Reading Recovery Teachers  

Reading Recovery teachers are experienced, very skilful, successful junior teachers who 

alongside working receive a year-long apprenticeship style training to deliver intensive one-

to-one instruction to six-year-old children having difficulty with literacy learning. The 

Reading Recovery teachers in training are attending training sessions led by a Reading 

Recovery tutor fortnightly for in total 50 hours throughout the year (Clay, 1993, p. 96). 

During the same period of time they engage in more than 400 hours of Reading Recovery 

teaching of individual students in their respective schools. With problem readers it is not 

enough for the teacher to generate interesting tasks and generally to be a good teacher. 

Reading Recovery teachers need special training to make superbly sensitive decisions about 

how to interact with the responses of the hard-to-teach-child. The teacher must be able to 

design a superbly sequenced program determined by the child’s performance, and to make 

highly skilled decisions moment by moment during the lesson. The teacher needs experience 

with children who make normal progress so that she understands that there are different paths 

to similar outcomes, and she must have the flexibility to do different things with different 

children. To be able to pick and choose between teaching techniques and learning activities, 
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the teacher must be very familiar with her subject. The teacher in Reading Recovery is trying 

to help her students to gain the same competencies as the successful children, and therefore 

she needs to know how successful children behave (ibid. p. 4ff).  

 

This is a job that carries more strain than teaching children of varied talents in the regular 

classroom. Reading Recovery pupils will inevitably have lower achievement than those of 

other teachers at the end of the year. Clay stresses that the school has to recognize the 

Reading Recovery teacher as a very important person, who should be given recognition and 

awards for tackling this task.  

 

In terms of professional development for teachers, Reading Recovery is said to be a plan 

without an equal.1 Teachers who are trained in Reading Recovery have to continue to refine 

their practice by attending ongoing professional development sessions and the results of their 

tutoring are monitored nationally. These pedagogues are found to be among the most 

knowledgeable professionals in the field in terms of their understanding of reading and 

writing. 

 

4.5.2 Reading Recovery Tutors  

Reading Recovery tutors are skilled teachers, knowledgeable about literacy, who complete a 

fulltime year of professional and academic training at the National Reading Recovery Centre 

in Auckland to enable them to train Reading Recovery teachers and provide ongoing 

professional development and support for trained teachers.  

 

4.5.3 Reading Recovery Trainers  

Reading Recovery trainers are professional leaders in literacy who undertake an advanced 

yearlong postgraduate program of study, which prepares them to provide tertiary level 

training for tutors and guide the effective delivery of Reading Recovery in a school system.  

                                                 
1 www.ri.net/sorico/reading_recovery.htm, 09-05-2005, 7.37 p.m. 
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4.6 National Reading Recovery Centre  
The National Reading Recovery Centre of New Zealand is located at the University of 

Auckland Faculty of Education. The two Reading Recovery Trainers based at the centre are 

highly trained and experienced Reading Recovery specialists. They provide national and 

international leadership, training and support for Reading Recovery. National Reading 

Recovery Centre is contracted by the Ministry of Education for specific training and quality 

assurance roles in relation to the implementation of Reading Recovery in New Zealand.   

 

These services include: 

• training for Reading Recovery tutors 

• support for the New Zealand tutor team, including professional development, visits, 

resources and advice 

• guidance for the ongoing development of Reading Recovery implementation in New 

Zealand 

• monitoring and quality assurance 

• advice and information for the Ministry of Education, Universities/Colleges of 

Education, and other professional and administrative agencies associated with Reading 

Recovery and its operation 

 

Two qualifications for Reading Recovery professionals are offered through the National 

Reading Recovery Centre; a Post Graduate Diploma in Education, and a Graduate Diploma in 

Education Reading Recovery specialization. 12-05-2005, 4.45 p.m. 

 

4.7 Monitoring of Reading Recovery 
School Reading Recovery Teams are advised to report regularly to the Board of Trustees* on 

the implementation of Reading Recovery in their school. Reports include information on how 

many children entered Reading Recovery, the number of children discontinued, arrangements 

made for children who were not discontinued as well as planning for future needs.   

 

Moreover, since 2001, as part of the continuing evaluation of the implementation of Reading 

Recovery, schools are asked to provide individual student data for the Ministry of Education 

on an annual basis2. This information is used by administrators and Reading Recovery 

                                                 
2www.minedu.govt.nz/index.cfm?layout=document&documentid=5741&indexid=5880&indexparentid=5871, 
12-05-2005, 4.45 p.m. 
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practitioners to monitor effectiveness, ensure a high quality of delivery, and to continuously 

assess and re-adjust the design of the implementation. The Ministry of Education in New 

Zealand collects the data online directly from schools. Reading Recovery teachers and 

principals complete a student form for every student and an end-of-year report. Reading 

Recovery teachers can record individual student reports at any point in time, for example as 

soon as a student successfully has completed his program (Anand & Bennie, 2003, p.3.). The 

data are published in Ministry of Education Research Bulletins. The latest available data (for 

2003, published in 2005) on outcomes and the number of participating schools and students 

are presented in The Annual Monitoring of Reading Recovery: the Data for 2003. Recent 

bulletins can be found at www.minedu.govt.nz.  

 

 

5. Reading and Writing Acquisition and Difficulties  
The following paragraphs, 5. to 5.2.6, are mainly based on information from Clay (1993) Reading 

Recovery, a Guidebook for Teachers in Training. 

 

Over the years Marie Clay’s numerous research observations of successful children learning 

to read, have led to a general theory of reading acquisition, which makes several assumptions 

(p. 7). Firstly, Clay assumes that a theory of reading continuous texts cannot arise from a 

theory of word reading because it involves the integration of much behaviour not studied in a 

theory of reading words. Deriving meaning from a text requires the orchestration of various 

responses (ibid. p.88). Gains in reading can be described in terms of operations carried out by 

children rather than items of knowledge gained (p.72).  

 

     Progress has more to do with engagement in large quantities of successful reading than with           

      exercises in decoding texts which are hard to read.   (Clay, 2002, p.24) 

 

Moreover, Clay’s general theory of reading acquisition assumes that the child begins to read 

by attending to many different aspects of printed texts, such as letters, words and pictures, 

with limited knowledge and primitive response patterns which change in two ways: learning 

about each of these areas expands and ways of working on the interrelationships of these 

areas develop. Reciprocal gains in reading and writing are stressed in the theory behind 

Reading Recovery, contrary to some other kinds of remedies for reading difficulties. Lastly 

Clay’s theory assumes that there is change over time in how the reading is carried out. Tasks 
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which at first require the learner’s close attention gradually require less and less attention, 

unless some local problem arises and needs to be solved (p. 7 ff).  

 

From the general theory two distinct sets of implications for teaching can follow: one for 

classroom practice with children making successful progress and one for the lowest achievers 

in their age group, such as those who are eligible for Reading Recovery. (p. 8). However, 

there is a note of caution. Because Reading Recovery is an individual intervention program 

with only the hardest-to-teach children, Reading Recovery cannot specify how a classroom 

program for children should be mounted.  One would not design a classroom practice by 

studying the needs of the lowest-progress-children.  

 

 

5.1 Preventing Reading and Writing Difficulties  
First of all, we ought to note that most children; 80 to 90 percent, do not need special 

education, as they will learn to read in classroom programs of various kinds. Furthermore, 

according to Clay, Reading Recovery does not need an elaborate definition of reading 

difficulties. 

 

         One simply takes the pupil from where he is to somewhere else. (Clay, 1993, p. 12) 

 

The first essential step towards reading and writing success is to make sure good preschool 

experiences are available to all children. Children who grow up in a stimulating literate 

environment will have prior knowledge about books and print (p. 1). The Swedish Professor 

Ragnhild Söderbergh claims that early and wide-ranging reading is very likely to lead to 

extended language- and communication abilities (in Hagtvet, 1990, p.61). Moreover, personal 

experiences and knowledge are important for understanding a text and for having access to 

the meaning of its message; or, as linguistics HØien and Lundberg put it; to gain word 

knowledge it is important to have world knowledge (1990, p. 97).  

 

The second essential step in the prevention of literacy problems is a good curriculum for 

literacy learning in the early years of school. Thirdly, introducing an early intervention for 

children who are being left behind by fast-learning classmates is an important step towards 

reducing the number of children with difficulties in reading, writing and spelling. This third 

important step involves three things (p.1): 
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1. a check on the age group at the end of the first year of school 

2. a second-chance program for those who need it 

3. specialist services for those few whose problems persist after the intervention 

 

Close, determined observation and recording of children’s actual reading and learning 

behaviour could make a difference by discovering behaviours that in fact would handicap his 

reading – before it does so. To prevent reading failure teachers must have time to observe 

what children are able to do and what they cannot do; what strategies they are using. This 

means time out from teaching, time set aside for observing as well as reflecting and analyzing 

what she has observed.  

 

Lastly, teachers do recognize the great differences between children. Organizing teaching 

effectively for meeting these individual needs is important, especially for hard to teach 

learners. In other words; schools must provide individual education (p.5f). 

 

 

5.2  A Second Chance to Learn 

5.2.1 Believes Behind Reading Recovery 

Reading Recovery is based on two assumptions. The first is that a program for a child having 

difficulty learning to read should be based on a detailed observation of that child as a reader 

and writer, with particular attention to what the child can actually do. The program will depart 

from these strengths and not waste time teaching anything already known. The second 

assumption is that we need to know how children who become readers and writers learn to 

read and write (p.7).  

5.2.2 Individual Instruction  

Failing children differ more among themselves in response to curriculum than average 

children.  They are a heterogeneous group whose strengths and weaknesses are different and 

whose learning tangles may need quite different program details to be untangled (p.10).   

 

The ideal program will have activities individually selected to meet the needs of a particular 

child. Moreover, one teacher per pupil is the only practical way of working with children who 

have extreme difficulty in learning to read (p. 8ff).  Individual instruction allows teaching that 
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departs from what the child can already do, and not from the teacher’s pre-selected program 

sequence. There is no need for compromising due to other pupils’ rate of knowledge. 

Individual instruction allows good attempts to be reinforced by the teacher immediately he 

makes an appropriate response.  The teacher’s close supervision will also allow her to detect 

an interfering or handicapping type of response when it creeps in, and to swiftly arrange for a 

better response to occur. Throughout the 30-minute lesson the teacher’s attention is tuned to 

the responding history of this one child. The hard-to-teach children who need this early 

intervention do not follow predictable paths of progress. That is why individually delivered 

and individually designed teaching is needed (p.19). A Reading Recovery teacher plans each 

lesson carefully on a Lesson Record sheet (see Appendix 3). 

An experienced classroom teacher brings a great deal of knowledge to her Reading Recovery 

training about the progressions in the classroom program around which she can vary her 

lessons. She has some sense of the endpoint and can bring the Reading Recovery students by 

different routes to similar outcomes (p.10). 

5.2.3 Daily Instruction 

Short lessons given often are important for success. Through daily lessons learning is carried 

over from one day to the next. Even the child who cannot remember from day to day can be 

helped as the teacher acts as his memory of what his responses were yesterday and prompts 

him accordingly. When daily, intensive programming is not achieved; due to illness or other 

absence, the quality of the teaching and the outcomes of the program are seriously affected 

(p.9).  

5.2.4 Acceleration 

The child requiring help with early reading and writing has been making slow progress and 

has been dropping further and further behind his classmates. In order to become an average-

progress child he would have to make fast progress, faster than his classmates, to catch up. 

Thus, the teacher will foster and support acceleration as she moves the child quickly through 

his program (p. 8). The goal of tutoring is to achieve the most rapid acceleration possible for 

the child (p. 47). An expert teacher will make the child leap appropriately and not waste 

learning time by teaching something that the child already has shown that he can do.  

It may seem like a puzzling contradiction that the slow-progress child, who cannot be pushed 

or placed under stress, now should learn at an accelerated rate.  However, Clay argues that the 

one-to-one teaching and the fact that the intervention will start with the child’s strengths and 

capacity will make acceleration and thereby fast progress possible. It is not the teacher who 
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can produce or induce the acceleration but the learner himself, because some things no longer 

need his attention, freeing him to attend to new things.  

 

Two kinds of learning must be kept in balance during Reading Recovery lessons. Both will 

contribute to acceleration. On the one hand, there is working on familiar material, which 

strengthens the reader, and on the other, there is independent problem solving in new texts (p. 

8).  

5.2.5 Getting Down to Detail 

Many children begin early in their preschool years to pay attention to print in their 

environment. Others, however, may have given it little thought. From time to time these 

children, who later on often can be found in the Reading Recovery program, may need to pay 

attention to the detail of print in order to be able to analyze print and to learn a routine for 

producing it. One of the problems often encountered is a child not seeing any relationship 

between letters he recognizes in isolation and what he is looking at in continuous text in a 

reading book.  Note that book reading can begin when only a few letters are known, as there 

will be a gradual accumulation of letter knowledge as the child reads and writes, Clay argues. 

The key is to have the child use what he already knows (p. 9f). 

 

Tuition on detail, such as letter learning, may aim to fill a small gap or to clear confusion. 

However, it should stay a detour from a program whose main focus is reading books and 

writing stories. Knowledge of the detail is of very limited value on its own, Clay is convinced. 

It must in the end be used in the service of reading or writing continuous text. Also, when the 

teacher becomes involved in teaching for detail the principle of acceleration, as discussed 

previously, is seriously threatened. 

Many theories of reading are theories of reading words in isolation. In several countries often 

fierce discussions have taken place among opposing camps of literacy researchers and 

educators. The question is whether literacy learning should start from detail and building up - 

phonics, or learning detail through the whole - whole language (Thompson & Nicholson, 

1999). According to Clay, little children engage with books at the level of the story, not with 

isolated words, (p.39). Good readers read in chunks*. They attach sounds to a group of letters, 

rather than single letters, if that is possible (p.47). Smith agrees, adding that: 

 

     We take longer to identify a word in isolation compared with a word in a meaningful sentence. 

                                                                                                                       (Smith, 2004, p. 25) 
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This acquisition is in conflict with many reading programs, which insist on directing the 

child’s attention to the smallest units first. In short; Clay maintains that details must receive 

attention but always in a subsidiary status to looking for meaning. 

5.2.6 Reciprocal Gains of Reading and Writing 

The child who has failed to learn to read is often also struggling to write. Frequently remedial 

lessons exclude the teaching of writing as this is seen either as some extension that comes 

after reading or as a different subject, Clay asserts. An alternative view sees both reading and 

writing in the early acquisition stage as contributing to learning about print. A case can be 

made for the theory that learning to write letters, words and sentences actually helps the child 

to make the visual discrimination of detail in print that he will use in his reading. Reading 

knowledge tends to draw ahead of writing knowledge after a while but at the beginning of 

school, what the child can write is a good indicator of what the child knows in detail about 

written language. 

 

Reading and writing are interwoven throughout the Reading Recovery intervention. Children 

in Reading Recovery write stories every day. It is in the writing part that children are required 

to pay attention to letter detail, letter order, sound sequences, and the links between messages 

in oral language and messages in printed language. The writing knowledge serves as a 

resource of information that can help the reader. However, this reciprocity does not occur 

spontaneously. The teacher must direct the child to use what he knows in reading when he is 

writing and vice versa (p.10f). 
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5.3 Observation Survey of Early Literacy Achievement  
Mainly, this paragraph is based on Clay (2002) An Observation Survey of Early Literacy Achievement. 

 

Historically, most educational assessment has been directed to the outcomes of instruction, 

Clay points out. However, when measuring teaching with tests, usually instruction is already 

over and it is probably too late to change anything. Measurement theory has traditionally 

focused on predicting learning capabilities and estimating for individuals with group data 

such as average scores or norms. Clay objects to this with a couple of illustrative metaphors: 

The quality of a football team is not improved by only looking at the final score in a game or 

ignoring each individual player. Neither does a violinist neglect tightening a loose string 

during a pause in a concert, to avoid an accident and bad reviews in the morning paper. 

Skilled craftspeople fine-tune the ongoing construction or performance, and so must teaching 

involve on-the-run adjustments, Clay insists. Effective teaching improves and adjusts to the 

students and to do this the teacher needs to find the children’s competencies and confusions, 

strengths and weaknesses as well as evidence of what strategies they use and what they 

already control (p. 5ff). Clay declares that observation involves more than just hearing 

children read every day. It involves being a teacher who interacts with the reading child, 

attending not only to the meaning of the story, but also to how the child is working on print. 

The teacher must be reflective and responsive and have an opened mind to what the child may 

manage (Clay, 1993, p. 4). A high-quality observation directs a teacher’s attention to 

precisely what she needs to teach. 

 

Children move into reading by different tracks. Moreover, there are many aspects of reading 

behaviours and therefore early assessments of literacy learning must be wide-ranging. Within 

the Observation Survey of Early Literacy Achievement there are six observation tasks; 

namely: Concepts about Print, Records of Reading Continuous Texts (Running Record), 

Observation tasks for - Letter Identification, - Word Reading, - Writing Vocabulary and lastly 

– Hearing and Recording Sounds in Words (p. 10ff). 
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5.3.1 Running Records 

Mainly, this paragraph is based on Clay (2000) Running Records for Classroom Teachers. 
 
One out of six observation tasks in the Observation Survey of Early Literacy Achievement is 

the Running Record, as previously mentioned. Running Records are used by teachers to 

assess students’ text reading (see Appendix 2). The method was developed by Marie Clay for 

a longitudinal research study of children’s reading, and first published in 1972. The records 

are now used by regular classroom teachers as well as Reading Recovery teachers.  

 

     If there is a single test that stands up better than any other it is the Running Record of text reading.  

                                                                                                                                   (Clay, 2002, p. 10) 

      

A Running Record, systematically taken as a child reads orally from a text, can provide 

evidence on how well the child is directing his knowledge of letters, sounds and words to 

understanding the messages in the text. No teaching is to be involved during assessment. The 

records are interpreted to guide teaching, to assess text difficulty and to capture progress. As a 

teacher starts using the method she records the easy-to-notice behaviours. With practice, 

however, eventually the teacher will be able to record in detail most things the child is doing, 

saying and reading. As standard procedures are used, a carefully taken, valid Running Record 

can be compared to earlier records for the same child as well as compared with other students’ 

records. The record is done on approximately 100-200 read words writing on a special form 

(see Appendix 2) or even on an ordinary blank sheet of paper. Ideally the teacher sits next to 

the child (p.3ff).  

 

The most common conventions for recording are (p.11ff): 

• Every correct word is marked with a tick.  

• A wrong response is recorded with the correct text under it. All trials are recorded.  

• If a child succeeds in correcting a previous error this is recorded as self-correction; written SC. 

• If no response is given to a word it is recorded with a dash. 

• If a child hesitates, unable to proceed, he is told the word; written T.  

• An appeal for help is turned back to the child for further effort before using T.; written A. 

• If the child is confused, the teacher may say ‘Try that again’; written TTA. 

•  Repetition is written R plus the number of times of repetition as well as an arrow to mark 

where the child went back to in the text. 
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Afterwards the errors and self-corrections are rated and analyzed compared to the total 

number of read words. Primarily the teacher is searching for three things; the child’s use of 

meaning, structure and visual information in his attempts on the text (p. 16ff).  

 

Series of graded storybooks of increasingly difficult texts are used in schools in New Zealand. 

By the data from taking a Running Record the teacher can find appropriate texts with the right 

level of difficulty for the particular child:  

 
     Easy text: 95-100 % accuracy achieved, according to the Running Record  

     Instructional text:  90-94 % accuracy  

     Hard text: Below 90 % accuracy         

 

If necessary, teachers may keep a child on the same level for weeks, choosing books of 

parallel difficulty, until he is ready for the next level (Clay, 1993, p. 10ff). 

        
  

 

6. Structure of the Reading Recovery Intervention 
The following paragraphs, in chapter 6, are mainly based on information from Clay (1993) Reading 

Recovery, a Guidebook for Teachers in Training. 

 

6.1 Observation and Prediction of Progress 
The key to successful teaching is observation. As mentioned earlier; Reading Recovery is 

based on this assumption. In order to increase a child’s knowledge we need to know what the 

present level of knowledge consists of. The very first step for a teacher having a child 

entering the Reading Recovery intervention is therefore to complete an Observation Survey 

on a child; i.e. the range of tests which was previously accounted for. In an Observation 

Summary Statement the child’s present literacy competencies are put into words. This will 

provide guidance about where to begin planning his program. To further direct the teacher’s 

design of the individual intervention it is necessary to make some predictions of progress. 

Making predictions of progress for a particular child will help a teacher keep long-term 

perspective on her day-to-day decisions. In other words; at this stage the teacher needs to 

look at what the child can do now and what he needs to learn (p. 12).  
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6.2 Roaming Around the Known 
For the first two weeks of Reading Recovery the teacher is not to introduce any new item of 

learning but to stay with what the child already knows how to read and write – the teacher 

should ‘roam around the known’. A first lesson could for example be built around the child’s 

name in print and sound. The first ten lessons provide important time for the teacher to 

observe the child’s behaviours and responses, for teacher and student to get to know each 

other, and furthermore to bolster the child’s confidence. At all times the teacher keeps record 

of what she discovers. What does the child do well? What strategies does he try? How does he 

try to help himself?  

The most important reason for roaming around the known is that it requires the teacher to stop 

teaching from her preconceived ideas and to start working from the child’s responses. This 

will be her focus throughout the intervention. Roaming around the known is a firm 

foundation, a springboard, on which the teacher can continue building (p. 12f).  

 

6.3 Moving into Instruction 
A typical Reading Recovery session includes the following activities in the order presented 

 (p. 14): 

 
1) 
2) 

3) 

4) 
5) 

6) 
7) 

 

 

 

 

 

6.3.1 Readin

Clay stresses 

just the right 

aims achieved

familiar texts

behaviours he

texts and to su

 

Rereading two or more familiar books 
Rereading yesterday’s new book and teacher taking a running 
record 
Letter identification and/or word-‘making and breaking’ with 
plastic letters on a magnetic board 
Writing a story 
Reconstructing the story in a cut-up version (words and/or syllables 
separated) 
New book introduced 
Reading new book  
g Books 

the importance of massive opportunity to read enchantingly interesting texts of 

difficulty, with challenges matched to the child’s learning needs. There are twin 

 in the book-reading section of a Reading Recovery lesson. Firstly, in easy or 

 the child is offered practising of the orchestration of all the complex range 

 must use. Secondly, he is encouraged to use those reading strategies in novel 

pport his tentative efforts.   
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Before reading starts the teacher introduces the book carefully and makes the child familiar 

with the story and the language, in order to help him read the new material as independently 

as possible. After the reading there may be some things the teacher wants to talk over with the 

child. The teacher should be making careful decisions about what to attend to, selecting only 

one or two points and commenting positively when the child corrects himself; saying for 

example ‘I liked the way you solved that word’. 

When a book has been introduced and read once, the teacher takes a Running Record when 

reading at the next session. She checks the record for any processing problems and attends to 

a few of them with the child. After this second reading the book is placed in the child’s box of 

familiar books to be reread at the beginning of following lessons. Note that a familiar book is 

not a memorized book. It is a book which still challenges the child to do some reading work, 

engaging with print and picking up new information. From time to time the teacher removes 

books, which the child knows too well, from the box. The practice of rereading familiar books 

encourages confidence and fluency, and provides practice in bringing reading behaviours 

together as well as the discovery of new things about print. A child who is on the way to 

independence needs as many books as possible at this level (p. 36ff). 

 

          Allow the child to learn to read by reading many books. 

                                                                                                          (Clay, 1993, p. 38) 

 

6.3.2 Writing Stories 

The focus of this section in the lesson is on getting the child to compose and write his own 

stories; about constructing words from their parts. It concerns going from ideas to spoken 

words to printed messages and finally rereading those messages. Story production is a shared 

experience between child and teacher; the story springs from their short conversation about 

something interesting.  The story can be about anything the child wants to write about – some 

experience he has had, the book they just read or something else that interests him. The 

important thing is that he has composed it himself and feels he ‘owns’ it. Early in the 

intervention this ‘story’ will be a message in a sentence, and when he can write more it may 

be two or three sentences.  
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                                                  An unlined exercise book is used for story writing.  

 

                                                  The story is written with a felt-tip or ballpoint pen. 

 

                                                   Authentic example of a story:  

                                                   When Ben was eating his apple his tooth fell out. 

 
Working page for 
teaching and trials 
 
 
Child’s story 

                              

The teacher and child work together on words, interacting in a variety of ways with good use 

of the working page on top of the story page. In the early lessons the teacher’s contribution to 

the production is high but there should be a gradual takeover by the child as a writer (p. 28f).  

 

Occasionally the child may be in need of help to hear sounds in words that he wants to write 

in his story. Within Reading Recovery there are some writing activities designed to help 

children think about the order of sounds in spoken words, i.e. to assist the students’ phonemic 

analysis. 

The teacher can find good use for the so called sound boxes. For example in the working 

page, the teacher draws a square for each sound segment (N.B. not letters) preferably in words 

of two, three or four sounds, e.g.: ‘tea’, ‘sun’ and ‘house’. Additionally, the teacher can use 

pictures illustrating simple words (see pictures below).  

                         

 

 

 

           

                                                                                                            h-ou-se            

               s…… u……n                                                                            

                                                                                                                

 

                                

 

                                                                     t-ea                                                                                              

                                                                                                                                                                         

                                                                                                                           

Moving counters (plastic coins) into the squares as the word is slowly pronounced, not 

spelled, provides a visual model for in what order to place the sounds that have been 
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articulated.  The teacher asks questions such as ‘What can you hear? and ‘What do you hear at 

the beginning?’ Later on the child will not need counters; he will only need to point to each 

box as he says the word slowly. Furthermore he may be able to write the sounds with the 

correct letter/-s in each box. In the later stage of Reading Recovery, sound boxes will not be 

needed very often at all (p. 32f).           

                                                                                          

6.3.3 Assembling Cut-up Stories 

Next, the teacher writes the child’s story on light cardboard. She has the child reading the 

words as she cuts it up into smaller units; separating phrases, words or even syllables and 

endings if that is what the child needs to practise. The child reassembles the story, like a 

puzzle, which can be made easier or harder by assembling on top, below, or without the 

model (see illustration below, p. 35f).  

 

tooth 
his 

his 

Ben  
ing 

eat 

fell apple 
out.  

was  

 When 
 

 

 6.4 Discontinuing and Transfer  
One of the typical features of Reading Recovery is the close supervision by a teacher. The 

work in the regular classroom is quite different because of the number of other children who 

also need attention. Therefore, the decision about discontinuing must be weighed up very 

carefully. In the classroom the child is asked to work more on his own, and be confident 

enough to know when to appeal for help. He needs to be able to continue increasing his 

control over reading and writing, while working with a somewhat less observing teacher. 

There are no set criteria as to when to discontinue. The reason is that the aim will be to 

replace a child in a class group in which he can continue to make progress and this will differ 

from child to child as well as between schools. However, there are some helpful questions for 

the Reading Recovery teacher, the class teacher and the consulting Reading Recovery team to 

base their decision upon (see below). Recorded observations during a class reading session 

will also give useful guidance. 
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Setting : The Reading Recovery teacher and the consultants should reflect on the size of the 

group in the child’s present class, the level at which they are working, their rate of progress as 

well as the class teacher’s attitude.  

Survival:  How well will the child ‘survive’ back in his class? Has he acquired some of the 

strategies in a self-extending system?  Will he continue to learn from his own efforts? 

Running Record Analysis: Does he read increasingly difficult material always at 90 percent 

accuracy or more? Does he read (easy) books for pleasure? 

Estimates of scores: Where was he weak before? Will he be able to score much higher now? 

 

A child, who is able to use some of the essential reading strategies; directional movement*, 

one-to-one matching*, self-monitoring, cross-checking, the use of multiple cue sources and 

self-correction, will be ready for discontinuing. Usually the child ready for discontinuing can 

read a text which the average child in his second year at school is able to read.    

The Reading Recovery teacher might work with the child in his classroom, instead of 

separately, for the last two weeks of the program. After that the child is to be tested on the 

Observation Survey by an independent tester, e.g. another teacher. After analyzing the results 

and comparing those with earlier testing the final decision about discontinuing can be made. 

The Reading Recovery team may decide for the child to continue the intervention a little 

longer. Another alternative may be to let the child come in for individual tutoring twice a 

week for a period of time or to give the child extra support in the classroom. When the child is 

discontinued the Reading Recovery teacher is supposed to discuss the child’s current status 

with the class teacher. Also, she should offer to monitor the child’s progress, by for example a 

Running Record, say once every two weeks to start with, then once a month, until both 

teachers are sure he is continuing to make progress (p. 58f). Although ex-Reading Recovery 

children may perform well in their classes they remain at-risk children for two or more years 

after completing their intervention program, which is why adopting a watchdog role and 

reminding staff about them is important (p. 96).  

 

 

6.5 When the Goal is not Reached  
A majority of the Reading Recovery children are successful in meeting the program criteria 

for discontinuing (p. 94). However, the patterns of progress are very different from child to 

child and some children are hard to accelerate. According to Clay, there is only one position 

to take in this situation: the intervention has not been appropriately adapted to the child’s 
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needs. When a child is hard to accelerate he is finding part or parts of the reading process 

difficult and often he has learned something, which interferes with his progress. He may have 

learned that inefficient way from the teacher’s inaccurate teaching. Another reason might be 

that some important aspect of the reading process has not received enough attention. The 

teacher is urged to take a close look at possible reasons and to consult Reading Recovery 

colleagues. The very first step for the teacher to take is to check up on herself; her analyses of 

the child and her teaching, at the same time as she drops the level of text difficulty (p. 56f).  

 

Unfortunately, according to Clay, 0.5 to 1 percent of the age cohort* falls into a referable 

group, i.e. a group of children is departing from the intervention without reaching its goal. In 

a national questionnaire survey made in New Zealand in the 1990s, 82 percent of the referable 

children were referred for specialist reports. Some children were placed in Special Class or 

received an individual educational program written by a psychologist. In some cases Resource 

Teachers of Reading (RTR), Assistance Teachers (RA) or other persons of varied training 

were involved in reading help. Clay stresses the importance of offering the referable children 

a consistency in long-term programming by highly trained professionals (p. 92f).  

 

 

7. Reading Recovery Teaching Procedures 
The teaching procedures used within Reading Recovery were developed for children who were 

unable to make satisfactory progress in their classrooms and are unnecessary for most other 

children. Most children will discover all that they need to know, as they read books. As 

learning difficulties differ markedly from child to child some of the suggestions are not even 

appropriate for all children within Reading Recovery (p.23).  

 

   The teacher must skilfully select the activities needed by a particular child.    (Clay, 1993, p.19) 

 

The overall rule is that the teacher must give clear demonstrations with few words. She must 

give praise and positive reinforcement for any attempts that are close to what is required. Any 

aids or props should be used only for the period for which they are essential. It is necessary to 

be alert at all times to what the children are directing their attention to. Every new thing 

learned should be revised in several other activities (p. 20ff).  
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In Clay’s guidebook for Reading Recovery teachers (1993) teachers are guided in concrete 

and detailed ways how to, for example, introduce new material, deal with the child’s 

confusions and help the child develop effective and self-extending strategies. Teachers are 

encouraged to discuss with colleagues, to be objective and critical of their own assumptions. 

The goal of the teaching is to assist the child to produce effective strategies for working on 

text, not to accumulate items of knowledge (p.15). The intervention sets the highest value on 

independent responding. As self-monitoring and self-correcting are seen as significant 

behaviours in reading and writing, the teachers are supposed to teach and to encourage the 

child to correct himself. The teacher must be prepared to adjust her planning, expectations and 

her interactions with the learner as the child moves through the intervention (p. 29).  

 

7.1  A Range of Strategies  
It is a reader’s job to find cues, which guide him to meaning. The successful reader, who is 

making no errors, is monitoring his reading at all times. Effective monitoring is a highly 

skilled process constructed over many years of reading. Reading Recovery aims to get 

passive, poor readers to become more active in searching for those cues and predicting 

possible responses. To start with; the earliest strategies a young reader needs to control his 

visual attention to print are: directional movement*, one-to-one-matching*, locating one or 

two known words and locating an unknown word (p. 39f). 

 

According to the theory of reading behind Reading Recovery there are many sources of 

information in texts. Out of those, Reading Recovery concentrates on four kinds of 

information, which the young readers must learn to look for, namely: structure, meaning, 

sound- and visual cues. When the child can monitor his own reading and search for and use 

all these pieces of information the teacher should encourage him to cross-check. This means 

that the child needs to learn that one kind of information can be compared with another and 

that all information should agree in the solution (p. 41f).   
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              Does it make sense?                              Does it look right? 

 
Meaning  Visual 

cues  

 

 

 

 

  

 

 

               What can you hear?                            Can we say it that way? 

Letters/ 
sounds 
expected 

Structure 
 
Grammar 

                What would you expect to see? 

 

     A simplistic model of the amazing links the brain is making during reading (Clay, 1993, p. 42).      

       

Very early, in their first books, children actually begin to correct themselves without any 

prompting. The child, who monitors his own reading, searches for cues in the text and cross-

checks at least two types of information, will be self-correcting some of his own errors. The 

teacher should allow the child time to self-correct and to find the errors by himself without 

clues from her. ‘You made a mistake on that page. Can you find it?’ This helps the young 

reader to become more independent. However, the teacher shouldn’t overwork instruction as 

this interferes with the automatic responding that goes with fluency (p.42).   

 

A reader needs to be able to attend to cues in the right order and direction. The child’s 

attention may be directed to finer detail starting with phrasing, continuing down to words 

before the smallest units. Recovery procedures can for example involve practice with 

magnetic letters, cut-up words and word boxes (one square for each letter; similar to the 

sound boxes, p.53).  

          

Reading Recovery teachers aim to produce independent readers whose reading and writing 

improve whenever they read and write. In Reading Recovery we find children who need extra 

help to begin to make links for themselves, but once they understand the nature of the task 

they begin to teach themselves in ways that are more efficient than any sequenced instruction 

program could hope to be, Clay enthusiastically reports. 
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The goal is a self-extending system where early strategies are secure and habituated, freeing 

the reader to attend to other things and where the child (p. 43f): 

 

 Monitors his own reading 

 Searches for cues in word sequences, in meaning, in letter sequences 

 Discovers new things for himself 

 Cross-checks one source of cues with another 

 Repeats as if to confirm his reading and writing so far 

 Self-corrects taking the initiative for making cues match or getting 

words right 

 Solves new words by these means 

 

Habits can be really tough to unlearn, we all know that. If they are inappropriate habits we 

have a problem. It is a teacher’s role to prevent children’s inapt learning behaviour from 

occurring, whenever possible. The flexibility between different kinds of strategies and cues in 

the text are stressed over and over again in the guidelines for Reading Recovery.  Likewise, 

also the teachers are urged to be careful not to get stuck in the same kind of prompts 

regardless of child and situation.  

 

     If a teacher specializes in one type of prompting or cueing the child will tend to specialize      

    (through deprivation of alternative opportunities) and will not achieve flexibility in his use of    

    strategies.  

                                                                                                                            (Clay, 1993, p.54)  

 

7.2 Taking Words Apart in Reading 
The goal of all forms of word analysis for the reader is to be able to take words apart, on the 

run, while reading – unexpected known words, partially familiar words still being learned and 

new, unknown words. Referring to research on early reading it has been found that for 

example initial- and final letters usually are the starting points for a child’s detailed analysis 

of words, that inflections added to words usually are easy to recognize and that some 

consonants and vowels are more hard-to-hear than others. Learning tasks of deletion, 

substitutions and additions can help the reader and writer in everyday word solving. However, 

the Reading Recovery teacher should be careful not to overdo things, to make it hard for the 

child to remember the story so far, or fail to build on the child’s prior knowledge – it is very 

easy to confuse Reading Recovery children, Clay writes (p.49ff).  
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7.3 Fluency Leads to Meaning and vice versa 
When reading is phrased like spoken, fast language there is a fair chance that the reader can 

read for meaning. His attention can go mainly to the message instead of keeping his mind on 

the technical aspect of reading.   

 

In Reading Recovery it is an overriding principle that as soon as control is firmly established 

the teacher should begin to call for flexible use of that control. Clay warns teachers about 

some obvious ways they would contribute to slow reading; e.g. over attention to letters, 

sounds and words in reading. Letter and word work should always seem to the child to be 

used in the service of text reading or text writing, which is a bearing view that can not be 

emphasized enough when it comes to Clay’s work and theory. There must be a balance on 

language and meaning in continuous texts. 

 

     Thinking is fast and fluent, so meaning helps to link ideas together and group them in memory.   

                                                                                                                              (Clay, 1993, p. 52)  

 

Another thing to avoid is interrupting the child’s reading so much with teaching that it sounds 

to the child like a string of unlinked words. Some strategies the teachers are encouraged to use 

are, in short, appealing to their oral language experience, demonstrating phrasing, forcing the 

child’s pace by using a masking card and choosing repetitive and rhythm-like prose and 

poems which carry the reader forward at a just difficult-enough level (p. 52f).      

 

7.4 When It Is Hard to Remember 
Some children have particular difficulty in calling up an association, a word, or the name of a 

letter or perhaps of story characters. Strategies for remembering and recalling are then the 

semi-goal of teaching for this child. As always in Reading Recovery the teacher must 

encourage him to search for links between new words and already known words, to make the 

child an independent reader. Except for encouraging the use of the word/words in his story the 

teacher might choose to use the child’s own associations. An authentic example that Clay 

refers to is Paul who had problems learning most letters, except O. He loved to play the oboe, 

which gave him a perfect association to the letter. For another child this association would 

probably have been impossible. Teachers are asked to arrange for over-learning, use different 

media such as paint, cards with known words, or slide-projection, to emphasize with singing 
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or shouting, and use role-playing actions, like the example with the oboe. Sometimes games 

like Memory or Fishing are useful (p. 55f):  

 

In the game ‘Fishing’ the teacher makes several cards of each of the words that the child knows, 
with upper- and lower-case versions. The game is to form pairs by asking the partner if he has the 
second copy of a word that the person asking has in his hand. 
- Do you have ‘see’ ? 
- Yes (Child hands it to the teacher) or  
- No, fish! (The teacher picks one card from the centre pile.) 

 

 

8. Latest Data from Ministry of Education  
This paragraph has been based upon information from Anand & Bennie (2005), Annual Monitoring of 

Reading Recovery, the Data for 2003, Ministry of Education, New Zealand. 

 

The Ministry of Education in New Zealand monitors the effectiveness of Reading Recovery. 

Annual reports on the intervention are published. The latest available data, published in 2005, 

comprise information from the school year 2003. The overall pattern of progress for students 

who entered Reading Recovery in 2003 remained the same as that recorded in earlier 

monitoring exercises, with approximately 59 percent of students successfully completing 

Reading Recovery within the year and a further 25 percent judged to be responding well and 

expected to complete their series of individual lessons in the 2004 school year. 9 percent of 

the children were referred for specialist help or long-term reading support. Students who 

completed Reading Recovery successfully had an average of 77 sessions prior to 

discontinuing (77 sessions / 5 days a week = 15.4 weeks).  

 

78 percent of all six-year-olds in New Zealand entered schools offering Reading Recovery, 

with the number of schools implementing Reading Recovery in the different regions in the 

country ranging from 39 percent to 92 percent. Reading Recovery was more widely available 

in so called high decile schools*  than low decile schools, i.e. schools in low socio-economic 

areas.  

 

However, when available in low decile schools, there were more students participating and 

students were offered more time in Reading Recovery before discontinuing or referring. 

While higher decile schools have slightly higher reading and writing scores (more so on entry 

than on exit), the gains that students made in lower decile schools were slightly greater than 
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for students in higher decile schools exposed in some of the assessments. Nevertheless, 

students in low decile schools are less likely to have successful outcomes than children in 

high decile schools.  

 

As in previous years, nearly two-thirds (66.5%) of the students receiving Reading Recovery 

tutoring were boys. However, there were little difference between boys and girls in terms of 

gains within the intervention. In general, Asian boys and girls were less likely to be in 

Reading Recovery than any other ethnic group. The percentage of children with Maori, 

Pacifica, and ‘Other European’ background in the intervention were higher than ‘NZ 

European’ boys and girls.  

 

 

9. Research – Does RR Work? Do The Gains Last? 
First of all, according to D’Agostino and Murphy (2004), Reading Recovery has proven to be 

a very difficult program to evaluate, given its student selection, the barriers to locating an 

equivalent comparison group, the reliance on outcome measures designed for the program, 

and the problems inherent with accurately measuring students’ achievement levels in first 

grade (ibid., p.23). They argue that additional experiments of Reading Recovery are needed to 

more accurately study program effects. However, D’Agostino and Murphy conducted a meta-

analysis of 36 studies of Reading Recovery in United States schools, and they admit 

indications of positive effects for both discontinued and not discontinued students on 

outcomes tailored to the program as well as on standardized achievement measures. Reading 

Recovery effects seemed to be most pronounced for discontinued students on measures 

designed for the program, though. Moreover, their results seem to indicate a lasting program 

effect on broad reading skills, at least by the end of second grade (ibid, p.35).  

 

At Melbourne University Rowe published a longitudinal research study investigating literacy 

program effects. These findings suggest that the Reading Recovery Intervention Program 

appears to be meeting its intended purposes for the students involved. Those students who had 

been identified as readers at risk and placed in a Reading Recovery program had benefited 

notably from participation. Moreover, the earlier gains made by Reading Recovery students 

appeared to be sustained, when measured in grades five and six, according to Rowe (1995, p. 

57ff).   
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In an independent study by the International Reading Association (Shanahan & Barr, 1995) 

the effects of Reading Recovery in the USA were evaluated. It was found that Reading 

Recovery was successful in leading to learning. Students made greater gains than expected in 

reading; effects comparable to those accomplished by the most effective educational 

interventions. However, the intervention does not lead to systematic changes in classroom 

instruction, making it difficult to maintain learning gains, according to this evaluation. 

Furthermore, Shanahan & Barr found that it is less effective and more costly than has been 

claimed (p. 959).  

 

The estimated cost for half a year of Reading Recovery instruction for one student, according 

to Rasinski, is NZD 2 805 compared to the estimated NZD 642 3 for an alternative method 

taught in groups. Rasinski questions: to what extent can a per-individual cost 4.37 times 

higher for individualized instruction over group instruction be justified when the gains are 

only 2.24 times greater? (based on compared reading level scores, 1995, p. 269). Conversely, 

the same author admits: 

 

    Despite my concerns and questions […] I still believe that RR offers one of the most promising  
    approaches to corrective instruction available. Its attempt to provide appropriate corrective     

    instruction at the earliest possible time in students’ lives, its dedication to thorough and ongoing   

    teacher training and support, and its reliance on proven and appropriate types of instruction make it  

    the state of the art in corrective instruction for elementary students in reading.  

                                                                                                                           (Rasinski, 1995, p. 270) 

 

A test was made in Ohio, to try to keep the effects of the implementation, but cutting the 

costs. The so called Reading Success treatment (RS) was the same as Reading Recovery, 

except that teachers received a two-week training session in the summer instead of the 

yearlong, two to three hours per week training with behind the screen demonstrations.  

Nevertheless, results were not optimistic for the less expensive intervention. When assessing 

text reading level, students who had teachers who received more extensive training, 

outperformed students who had teachers in the two-week program. Moreover, the rapidly 

expanding use of Reading Recovery throughout the USA shows that the program is practical 

to use, according to Wasik and Slavin (1993, p. 188). 

 

                                                 
3 15 626 SEK and 3 575 SEK ( www.forex.se, 23-08-2005, 09.16 a.m.) 
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A review of five different one-to-one tutoring models to prevent early reading failure proves 

that results among these models were more positive when reading instruction was based on a 

more comprehensive model of reading and when certified teachers, rather than 

paraprofessionals, were tutoring (Wasik & Slavin, 1993). Thus, Reading Recovery students 

substantially outperformed control students on almost all measures. The students who 

succeeded, i.e., those categorized as discontinued, were performing on average at a level like 

that of their classes as a whole, and significantly better than the comparison group of low 

achievers. On the other hand, all of the not-discontinued students, who had at least 60 tutoring 

sessions but failed to achieve at the level of the rest of their class, were still below the level of 

their classmates by third grade, and were substantially lower than the control group. In Ohio, 

USA, first grade retentions dropped from 24 to 1 in the three years after implementation of 

Reading Recovery. Wasik & Slavin states that: 

 

     […] the effects of Reading Recovery are impressive at the end of the implementation year, and the  

     effects are maintained for at least two years (1993, p. 187). 

 

A study published by the American Psychological Association indicates that the Reading 

Recovery intervention is effective in reducing the gap between the first-round at-risk children 

and their average peers by raising at-risk students’ literacy levels to a point where they can 

benefit from classroom instruction and other literacy experiences (Schwartz, 2005, p.266).  

 

One aspect of early intervention efficiency is the number of children identified for 

intervention services, who would have made adequate progress without the intervention. The 

estimates for the size of this group who achieved near- or above-average literacy levels by 

mid-second grade without intervention support range from 14% (Schwartz, 1995) to 28 % 

(Center et al., 1995, in Schwartz, 1995, p. 265).  

 

A follow-up in the U.K. one year after the end of the intervention showed that the Reading 

Recovery children were slightly less further ahead of, but still significantly better than, the 

main controls. Two years later, however, in a three-year follow-up, the group was not 

considerably better overall than their controls. Yet, two categories of children continued to 

benefit: children receiving free meals and those who had been non-readers at six (Brooks et 

al, 1998, p. 100). 
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Pinnell et al. (1994) compared Reading Recovery to other interventions in one of the more 

methodically sound Reading Recovery studies to date, and it was found that Reading 

Recovery treatment had the largest effect sizes (in D’Agostino & Murphy, 2004, p. 25). 

 

Lastly, in international comparative studies New Zealand usually is among the top ranking 

countries in reading. According to the PISA* 2003 study (Programme for International 

Student Assessment, OECD, 2004) 16 % of the 15-year olds in New Zealand scored at the 

highest level, compared to 8 % of all participating countries. More than 40 % of the New 

Zealand students scored at Levels 4 or 5, whereas 5 % scored below Level 1 (7 % in all 

participating countries). In PIRLS* (Progress in International Reading Literacy Study, Mullis, 

Martin, & Gonzalez, 2004) New Zealand fourth-graders scored significantly better than 

average among 35 participating countries, although not at the same high level as in PISA. 

New Zealand had the second largest relative difference between interpreting, integrating, and 

evaluating text, on one hand, and retrieval and straightforward inferencing*, on the other. 

 

 

10. Phonological Awareness - Developed through RR? 
Research has documented a positive correlation between phonological awareness and the 

early reading and writing acquisition. Consequently, the reader’s awareness of how sounds 

are represented in print has emerged as a prominent area of study (Hagtvet, 1990, p.75). The 

topic has many names, variously termed phonological awareness or phonological 

segmentation, phonemics and phonetics. Researchers differ as to whether phonological 

awareness develops in oral language before literacy, or in interaction with reading, or after 

introduction to reading, that is; whether it is a cause or an outcome of reading progress (Clay, 

1991, p. 15).  

 

Hagtvet is one of those who believe that the phonological awareness in its most common 

shape, i.e. the ability to distinguish single sounds in words (phonemic analysis) and bringing 

sounds together as words (phonemic synthesis), should enter very late in the process of 

making the children conscious of language. The analysis process should not only comprise the 

sounds, but also the syllables, the structure of combining language units (syntax) as well as 

meaning contents (semantics) (Hagtvet, 1990, p.76). This holistic or naturalistic conception of 

linguistic awareness, which Hagtvet represents, does not abolish all reference to phonics, but 

puts emphasis on meaningful and purposeful use of language as opposed to exercises, drills 
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and tests. This means that words and sentences always are seen as fragments of more 

extensive processes of communication, as when we are reading and writing we have to put the 

written into a frame of interpretation, to search for the meaning of the text (Smith, 2004, 

p.331). This theory corresponds with a number of other linguists’, including Clay’s, view on 

the matter, as reported on in chapter 5.2.5. In the classroom, the approach is referred to as 

Whole Language, and is practised in New Zealand (Goodman & Goodman, 1990, p. 223).  

 

A relevant, subsequent question is to what extent phonemic awareness is obtained during a 

period of Reading Recovery instruction. Both Iversen and Tunmer (1993) and Center et al. 

(1995) indicated that students, who were successful in learning to read through intervention 

programs, do develop phonemic awareness skills. Reading Recovery groups often performed 

significantly higher than control groups or average comparison groups on these measures. 

Phonemic awareness instruction is incorporated across many components of the Reading 

Recovery lesson framework, Schwartz states (2005, p. 265). For example, the use of sound 

boxes, mentioned in chapter 6.3.2 in this thesis, is a phonological awareness training 

technique, developed by Elkonin (1973, in Iversen & Tunmer, 1993, p. 117).  

 

Clay verifies that a child’s phonological awareness is developed throughout the whole 

Reading Recovery lesson. During writing the child will be constructing words as he composes 

his text and in reading books the child will be taking some words apart to discover what they 

are. Yet, the most obvious practice occurs during what educators in New Zealand call making 

and braking, based on research on phonological awareness, rime, onset and analogy. The 

teacher has the student working with letters in isolation by constructing, riming, finding and 

taking apart words and letters in the shape of magnetic letters on a magnetic whiteboard. 

However, the teacher should not have the student working with letters in isolation for more 

than a couple of minutes each lesson, Clay stresses. An immensely interesting and relevant 

question is what makes a word: a word, as all strings of letters are not words. Time, exposure 

to quantities of print, active construction and analyzing of words in writing and reading, 

making and breaking and switching parts of words to other words seem to bring the child to 

knowledge of how words are made, Clay is convinced. She finds it useful to remember that 

whenever a child reads a piece of text aloud he is achieving thousands of co-ordinations of 

phoneme* and grapheme* (sound and letter).  

 

     One need not teach [the beginner learner] phonics in order to be able to read, but could use  
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     what he is able to read and write to develop the articulate awareness of phonology and print,   

     on many different levels, which the good reader needs.  

                                                                                                       (Clay, 1991, p.322)  

 

In making and breaking at the magnetic board, and while helping the children in their writing, 

the teacher should observe what clusters of letters and chunks of sound a particular child can 

already use, so as not to instruct in a way that conflicts with the child’s prior learning. As 

mentioned earlier, this is a basic rule of Reading Recovery (Clay, 1993, p. 44). 

 

Early phonemic awareness was taken into consideration already during the development of 

Reading Recovery. Arising from observations in the Reading Recovery research and 

development projects in the 1970s, as well as the research of Chomsky, Elkonin, Read and 

Mattingly, the Diagnostic Survey (precursor to the Observation Survey) was enlarged with an 

assessment task evaluating children’s phonemic awareness. Furthermore, at the same time the 

teaching of phonemic awareness was built into the writing section of the daily Reading 

Recovery lesson (Clay, 2002, p. 35).  

 

    [ Reading Recovery conceptualizes] phonological awareness as an outcome of reading and writing  

     rather than as their prerequisite, and in developing children’s awareness of sounds in oral language  

     rather than teaching letter-sound relationships.  
                                                                                                            (Clay & Cazden, 1990, p.218) 
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11. Various Voices on How to Achieve Learning  
According to the Swedish Professor Caroline Liberg (1993) children mainly find three ways 

into the acquisition of written language; ways that interact with each other. This occurs 

through reading and writing as well as talking about the texts. In accordance with Clay 

(1993), Liberg (1993) as well as Hagtvet (1990) view reading and writing as supplementary, 

interlaced processes; as reflected images of each other. 

 

     Children learn to read not only by reading, and to write not only by writing, they also learn to  

     write through reading and to read through writing. What keeps these activities together and boosts   

     them, is conversation. 

                                                                                          (Liberg, in Björk, 2004, p. 4. my translation) 

 

Liberg (in Björk, 2004, p. 3) states that perhaps writing is the most powerful tool for most 

children to get to the alphabetic code. In the beginning, both by theorists and children, it is 

considered easier to write and ‘sound out’ than to read and ‘blend together’.  

 

The International Reading Association, IRA*, has listed a number of characteristics for how 

acknowledged successful pedagogues conduct their teaching in reading and writing (Myrberg, 

2001, p. 64f). Among other things, these successful teachers use a lot of children’s books and 

they give direct tutoring in reading strategies for understanding. The collected picture of the 

acknowledged skilled teacher is that she has a broad pedagogic arsenal, which will neither be 

described in terms of Whole Language nor Phonics, as reported in the previous paragraph.  A 

similar conclusion is drawn from the IEA* Reading Literacy Study: 

 

     The student-oriented approach with a clear focus on strategies for understanding does not prevent   

     the good teacher from using phonics elements now and then in her teaching to meet particular   

     students’ needs or when unknown, long words, like names, are encountered.  

   (Lundberg & Linnakylä, 1993, in Myrberg, 2001, p. 65) 

 

The perspective that Liberg among other educators and researchers around the world, choose 

to put on learning rests on the Russian psychologist Vygotsky’s (1896-1934) theories of the 

social dimensions of learning (Björk, 2004, p. 2). These sociocultural or social interactionist 

ideas confirm that at first children learn together with more competent persons, and gradually 

internalize these skills and pieces of knowledge to finally manage on their own. Within the so 

called Potential Development Zones, ZPD, learning is possible (Frawley, 1997, p. 101). What 
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the child can do together with someone more competent today, he can do by himself 

tomorrow.  An example of Vygotsky’s ideas in practice are the popular so called Big Books. 

The idea of this kind of book and its’ use was created in the 1970s by Don Holdaway and is 

regularly used in New Zealand schools (Björk, 2004, p. 4). By following the text with his eyes 

in a large book, as the teacher reads to a group of children, a child can learn the coherence 

between phonemes* (sound) and graphemes* (letters). As a consequence of the imitation, 

eventually the child grows to handle the reading by himself.    

 

Yet, the teacher must have a good conception of which level of development each particular 

child is on, in order to ask the right questions and adjust the tutoring for maximum 

development, as Hagtvet points out (1990, p.101). Thus, a socio-cultural perspective on 

learning does not exclude individualized tutoring. Quite the contrary, it is a prerequisite.  

 

An extension of the emphasis on social interaction is formulated by the Russian Bakhtin 

(1895-1975), who discusses the significance of dialogue, both external - with other people - 

and internal - in reflection with oneself (Björk 2004, p.10).  Children’s skills of writing, 

reading and conversing is not the only dimension to be developed in meeting with good 

literature and other people’s experiences, also their cognitive abilities, as well as their 

personalities are boosted. Stimulating both kinds of dialogues for the sake of learning is the 

foremost task a teacher has to work with, Bakhtin reasons. Thus, in this dialogism we find a 

theory  

 

     [...] combining and uniting the individual and the social perspective on learning. 

                                                                              (Björk 2004, p. 10, my translation)   

 

Vygotsky maintains this thought. By conscious reflection on texts and other experiences 

followed by expressing these thoughts, pieces of knowledge and feelings, the inner and outer 

dialogues are joined.  Hence, learning and understanding are increasing in a continuous spiral 

of dialogues (ibid. p.10). Furthermore, Vygotsky (1935/1978, p.118) argues that the writing, 

which the pedagogues want the children to engage in, must be anchored to reality. We already 

know that Clay is of the same view, but also e.g. Liberg and Holdaway agree with Vygotsky, 

saying that we need to offer the children plenty of meaningful, relevant, good quality 

literature right from the start. In order to really capture children’s attention and help their 
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learning; reading and writing experiences should always be authentic, and thus functional, 

engaging and entertaining, Liberg and Björk argue (1996, p. 76, 116, 149).   

When written language systematically is used in circumstances where it mediates something 

important to children, Hagtvet discovered that the children very much started to read for 

meaning. However, studies in Oslo gave Hagtvet the impression that the participating children 

shifted between a technical decoding perspective on one hand and meaning seeking on the 

other hand, rather than using a one-sided strategy. Hagtvet means, there is reason to believe 

that children who early get used to creative writing and at the same time to view a text from 

the outside, more easily will be able to do such shifts in attention between inside- and outside 

perspective and thus are better equipped for the appropriation of messages (1990, p.69f). 

Unfortunately, studies reveal that students with reading and writing difficulties almost always 

receive more inane and more boring tasks. Björk and Liberg have listed a number of desirable 

criteria for special education (1996, p.153, my translation):  

 

Just like in regular classroom teaching, the special education tutoring should: 

• Be holistic and proceed from real reading and writing situations 

• Offer a variety of tasks 

• Encourage the use of numerous different techniques 

• Include continuous diagnoses of students’ reading and writing acquisition all through the 

school years 

 

Specifically, special education should: 

• Give the opportunity to extra prompting, explanations and discussions as well as the chance to 

support the student, especially concerning attention, concentration and interest 

• Methodically use as many of the student’s senses as possible: the auditive, the visual, the 

kinaesthetic, and the tactile […] 

• Be a foundation for systematic presentation and elaboration of different techniques 

• Provide repeated opportunities for practice 

• Be delivered as early as possible and with regard to the situation of the individual student  

                                                                         

Björk and Liberg point out that low progress children usually are not flexible or versatile 

enough to use a lot of different strategies to get to a text (1996, p. 135). Perhaps the student 

has been confronted with a tutoring where too few techniques have been taught; maybe the 

teacher only focused on the context of the text or she might have used a downright sounding 

technique. When confronted with such a complex task as reading, it is of vital importance to 
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have a variety of strategies to choose from and to cross check with (ibid. p.136). Moreover, 

Hagtvet found that different children used different strategies to crack the literacy code, which 

is yet another reason to vary tutoring (1990, p. 117).  

 

In accordance to prompting strategies, the Norwegian linguist Liv Engen mentions the 

importance of metacognition; an essential skill for learning how to learn (Seminar, 20-10-

2000). This term stands for an awareness of one’s own thinking, understanding, or learning 

(Smith, 2004, p. 328). Metacognition is the process of thinking about thinking and includes 

thoughts about what we know or don't know and is regulating how we go about learning. 

Metacognitive processes are central to planning, problem-solving, evaluation and many 

aspects of language learning. Metacognition includes the ability to ask and answer questions 

like: ‘What do I know about this topic?’, ‘Do I know what there is I need to know?’, ‘What 

strategies and tactics can I use to learn this?’, ‘Did I understand what I just heard, read or 

saw?’, ‘How can I spot an error if I make one?’. Some examples of teacher strategies are: 

Have students monitoring their own or a peer’s learning and thinking. Have students develop 

questions; ask questions of themselves. Help students to know when to ask for help. Show 

students how to transfer knowledge, attitudes, and skills to other situations or tasks (Huitt, 

1997, from www.chiron.valdosta.edu/whuitt/col/cogsys/metacogn.html., 10-01-2006, 09.05 

p.m.). 

 

As accounted for earlier in this essay, the focus on a variety of strategies as well as students’ 

independency and self-monitoring are some of the bearing assumptions of Reading Recovery. 
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PART  B.    Empirical Studies 
___________________________________________________________________________ 

 

12. Reading Recovery in Practice   
Authentic Examples within the Reading Recovery Lesson Framework 
 
Guiding you through each point of the lesson, I will provide a mixture of authentic examples 

of dialogues and moments from various Reading Recovery lessons, which I have observed. 

Occasionally observations are combined with explanations as well as comments by Clay with 

page references from Reading Recovery, a Guidebook for Teachers in Training, (1993).   

 

12.1 Rereading Two or More Familiar Books 
A boy, who seems very comfortable and safe with the situation, reads two books he has read 

before. His teacher let him choose what book to read from two or three options from his own 

book box. A couple of examples of titles of these small, colourful and eye-catching 

storybooks are for example ‘Dad and the Skateboard’ or ‘Ben’s Tooth’. The boy doesn’t have 

to finish the books; just read enough to show the teacher he can manage them in a satisfactory 

way. As the child reads the teacher sits next to him listening, observing him and the book 

carefully. She corrects him slightly. She gives him a visual clue; she encourages him to look 

at the first letter in order to get a mistaken word right. The teacher is very encouraging 

towards the child. They talk about speech marks; what they look like and the function of 

them. The teacher takes some notes for herself on how the child is getting along. When the 

child has problems reading the word ‘may’ the teacher makes the boy aware of the similarity 

between ‘may’ and the word ‘day’, which he just read without problems in an earlier 

sentence. 

 

Another student, on another occasion and also at another level, needs some more prompting 

and urging. As the child is not concentrating on the task, the teacher says to the child: 

     - Stop. Who is going to do the work here? Are you going to keep looking at me, are you?    
     - You weren’t listening to yourself. 

 Another time the teacher and the same child instead giggle together over a mistaken word. 

The child is working hard on his reading but fiddles with feet and fingers a lot and moves the  

book around as he tries very hard to comprehend the message of the story. The teacher 

encourages him:  
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 - Well done! This page you read a lot smoother. 

 

Likewise, another student is told: 

     - Your reading sounds really good this morning. You make it sound interesting.  

When a book is too hard, the teacher takes notes of this and interrupts the reading. She 

chooses another book or moves on with the next step of the lesson.  

 

12.2 Rereading Yesterday’s New Book and Taking a Running Record 
After the teacher has told a boy to blow his nose, he starts off reading the last familiar book of 

the day. The teacher always takes a Running Record at this stage, in order to really keep track 

of his progress and any particular needs of teaching. This is a good source of information for 

the teacher’s planning of the next day’s lesson. On this particular occasion the teacher joins in 

the reading at the end of the book and they finish it together. Afterwards they talk about 

certain words and the experience of the plot while looking at the letters and pictures. They 

laugh together at a funny twist in the story. Lastly, the teacher quickly brings up a few things 

from her notes in the Running Record, as she always does. She shows mistaken words in the 

story and perhaps asks him a question about them.  

     - I’m glad you remembered to do the ‘sss-sound’ in the beginning because you didn’t do it in a lot   

      of places. 

Everything the child has done while reading is recorded in detail in the Running Record. The 

teacher can go back at any time to see what strategies the child used and withdraw some 

pieces of really useful information on how to continue tutoring. 

 

12.3 Letter Identification and/or Word-‘making and breaking’ 
For consistency there is always time given to work with letters after the Running Record. 

When the child knows most letters the teacher can shift to some speedy work with making 

and breaking words and giving attention to generating new words from known words (p. 25). 

As always in Reading Recovery - moving from the known to the unknown. The teacher and 

the child rise from their chairs and turn to the white magnetic board behind them on the wall. 

The top of the board is covered with a sheet of paper to hide words or letters that the teacher 

has already prepared and now can uncover. The magnetic letters are colourful and three-

dimensional, well suited for feeling and moving around. If a child has difficulties recognizing 

a letter the teacher can ask the child to find the letter among a bunch of letters on the board. 

Some letters are similar and might need conscious practicing. One boy, who apparently mixed 
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up some letters in his reading and writing, is asked to find the letter ‘m’, which he does 

without problems. Next he is requested to quickly find the look-alike letter ‘w’.  

     - That was fast. Good boy! 

 

The teacher wants the child to act fast. The working memory or short-term memory can only 

contain about half a dozen items at a time and the information is kept only for a very short 

period of time (Smith, 2004, p. 99). If reading is too slow or distracted by too many new 

pieces of information, the first letters or words are lost before the end of the word or sentence 

is read. Hence, a slow reader often has problems gaining the full meaning of a message. As a 

kind of game the teacher shouts out the two letters ‘m’ and ‘w’ respectively and the boy 

rapidly sorts out the correct letter among the crowd. They both seem to enjoy the little game.  

    - Can’t trick you, can I?! the teacher says with a smile. 

  

 During another session with another child the teacher constructs the word ‘cat’ on the board.  

 - Now we’re going to change the ‘c’ into ‘f’, the teacher instructs, whereby the child successfully 

reads the new word ‘fat’. The child is asked to change back to ‘cat’ and from there create new 

words like ‘sat’ and ‘hat’. Another child is confronted with the combined letters ‘th’ on the 

board. The teacher checks if the child can read the words when ‘th’ is combined with the 

letters ’e’, ‘is’ and ‘en’ respectively (the, this, then). This he manages without any problem.  

 

A student, who is shortly about to be discontinued, receives the following task on the 

magnetic board: 

 - What words can you make if you move some letters around? 

 
a d n    (and)                        g o n  i g   (going)                            c o e m    (come)  

 

The same child is then asked to write a word the teacher tells him on the board. The child is 

told to suggest other words that rhyme on the first word.  

 

 

Following this, the child discovers something:  - They’ve all got ‘at’ at the end!   

at                     cat    mat    fat     hat    sat

- Yes, that’s what makes them rhyme”, the teacher confirms.  

The production of new words, which are also dismembered and rebuilt, aids the child’s visual 

discrimination of letters, as well as helps the child starting to understand the ways in which 

letters come together to make words. Reading Recovery constantly works with the children’s 
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knowledge of print in many different ways, since one main thought is that every new thing 

learned should be revised in several other activities (p. 24 f).  

 

12.4 Writing a Story 
The teacher and student sit down again next to each other at the work desk.  At this point the 

session has been going on for about ten minutes. The teacher puts the unlined exercise book 

and a felt-tip pen in front of them. One boy, who is well ahead in his training, starts off with 

reading his story from the day before. In most cases the ‘story’ consists of one sentence. Later 

on in the intervention it might be expanded to two or three sentences. In the very beginning 

the teacher may let the child make his own alphabet book, with one letter on each page and a 

key picture which the child himself already identifies with that letter; for example ‘A for 

apple’ and ‘B for balloon’ (p. 26).  

 

The teacher and child spend a little while talking about things he has done. Soon he has 

decided what to write for the story of today. One of the observed teachers had thought of a 

couple of possible alternative topics for the story in advance. From those presented choices 

the girl decided to write about the injection she and her classmates were going to have the 

very same week. The teacher made this event more real to her by showing her a picture, 

around which they had a good chat. The girl starts off with writing ‘I going [...]’.  During 

Reading Recovery lessons the child never uses a pencil but a felt-tip or ballpoint pen, which 

of course is non-erasable. So whenever the child spells something wrong when writing the 

story, the teacher just quickly puts a white, small, square sticker over the mistake and the 

child can write the correct letters on top of it. During this particular lesson the teacher lets her 

practice ‘I’m going’ on the work page, before continuing to write the story. 

 

The work page, on top of the page of the story, is often used during story writing. On the 

work page the child can practise spelling of certain words or syllables, which he wants to use 

in the story.  Like the child above, yet another boy is a good example of this practice. The 

story he made up was: ‘We have a yummy lunch today.’ (see picture below). While 

composing the story the teacher gets the child to practise three of the words on the work page; 

namely ‘have’, ‘lunch’ and ‘yummy’. The first word he practises writing several times in 

different spots on the page, which the teacher has marked out. The last two words he is 

prompted to write in sound boxes to help him find out about the spelling of those words.  
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l u n ch
               have               have 
have 
                                    have 

y u mm y 
  
 
 
We have a yummy lunch today. 

 

 

 

 

 

 

 

 

 

 

 

12.5 Reconstructing the Story in a Cut-up Version  
One boy composes the following story:  ‘The red robot shook his bum at the sharp robot’. 

At this point of the lesson, while the boy is reading his story aloud, the teacher writes the 

sentence on a piece of cardboard paper as she is listening. Rapidly she also writes the 

sentence on an envelope, which is later going to store the cut-up story when sent home. As the 

child reads the story on the piece of cardboard the teacher quickly cuts it; separating words, 

like ‘the’ and ‘robot’, as well as syllables, like ‘sh’ and ‘arp’. She even cuts out the full stop in 

the end. The cut should reflect the work on the work page, which also represents what the 

child needs to practise for today.   

 

Following the same principle; the example from the previous page is cut as follows:  

     We \ have\ a\ yumm\ y\ lun\ ch \ to\ day\ .\ 

Next the student puts the cut-up pieces of cardboard back in the right order again. Lastly the 

teacher and child together put the pieces in the prepared envelope and put it in the child’s bag 

to bring home as homework.  

 

12.6 New Book Introduced 
The teacher puts the new book for today in front of them. The child and teacher start looking 

at the pictures while the teacher tells him about the plot. The two of them discuss the story. 

The teacher asks questions to make the child try to guess what is going to happen next; to 

predict the course of events. Spontaneously he reads a few words out of the text. Both of them 

are smiling. The two of them seem to enjoy the moment and seem comfortable together.   
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The introduction of a new book is very important. The teacher needs to know the book really 

well in order to prepare the child for reading it. She should use the same words as in the text 

while she tells about it. The child should know the main ideas of the book before he reads it 

and moreover be familiar with words and the writing style in the book, as Clay emphasizes (p. 

37). Or, as one tutor said during a training session with teachers, in order not to deprive the 

children of the excitement of finding out what happens in the story: - Almost tell them what the 

story is about without telling them.  

                                                                    

     [During introduction] The teacher is ensuring that the child has in his head the ideas and the   

      language he needs to produce when prompted in sequence by print cues.                                                              

                                                                                                                         (Clay, 1993, p.37)  

 

Smith is another linguistic who stresses the importance of prior knowledge and prediction; 

saying it is the core of reading. He explains: 

 

     Prediction brings potential meaning to texts, reducing ambiguity and eliminating in advance     

      irrelevant alternatives.  

                                                                                                            (Smith, 2004, p. 25)  

 

An example of preparing a child for reading a story is the teacher asking the child beforehand 

to find one or two new and important or frequent words in the text. Before starting to search, 

though, the child is requested to tell what letter he would expect to see at the beginning of that 

particular word. One teacher prompted her student to find the word ‘said’ in the text after she 

had shown what it looked like.   

 

Another teacher really succeeded in finding a suitable book for one of her students. The plot 

was about cats, which really caught the child’s interest since he had a cat of his own at home. 

He got all engaged in the story when talking about it, scratching with his hands and mewing 

like a cat.  

 

In the early part of the intervention with the child, he is to be supported and carefully prepared 

for the reading in many ways. According to Clay, a child who is at the end of his intervention, 

on the way to independence, might be helped by hearing: ‘I want you to look at all the 

pictures and tell me what the story is about. Then I want you to read it all by yourself. I am 

not going to help, unless you really can’t do it.’ (p. 37). 
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12.7 Reading a New Book  
At this point, at the end of the session, sometimes the children are tired. Especially one of the 

observed students, a very charming and cheerful but restless boy, often had difficulties in 

concentrating; fidgeting with his fingers and feet, looking at other things or suddenly 

exclaiming:  - I am hungry! 

 

I realize that this is the most important reason for being strict about not exceeding the thirty-

minute lesson frame. Furthermore, the type of activities or the order of them is not random. 

Everything in the lesson should build up to gaining the message in the new book.  

 

The teacher supports her student during his work with the new book, assisting his attempts to 

link meaning, structure and visual information together.  

     - Good boy, how did you work that out?! 

     - I think you’re guessing. I think you need to look a bit harder on the word. 

     - Try that again and think if it makes sense. 

     - Does that sound like a word you know? Listen to yourself while you’re reading.   

 

In Reading Recovery the children are reading for fluency with good phrasing. The teacher 

might encourage the child to: - Read faster!  or  - Read to the full stop. 

As the very last thing in the Reading Recovery lesson, my most frequently observed teacher 

always let the child choose a cool sticker from her drawer, in the shape of a robot or a car or 

something else which the child fancies.  

 

12.8 Summary of the Lesson Framework 
In a variety of ways a Reading Recovery teacher lets her students get acquainted with 

different aspects of print. They start off with some familiar, confidence-boosting reading and 

gradually moving towards the new and challenging. Writing and working with the child’s 

phonological awareness has a natural place during a lesson. Positive endorsement, play and 

fun are large parts of Reading Recovery alongside hard, hard work. The teacher and child 

work closely together and the teacher needs to be alert and fine-tuned in her tutoring at all 

times, in order to find and work from the child’s strengths and weaknesses.  Focus in tutoring 

is to stimulate the child to use meaning, structure and visual information to get to the correct 

information in the text.  
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13. Four Different Perspectives on Reading Recovery in Practice 
What would be a more suitable way to find out about a certain phenomenon, but to ask the 

ones who daily engage in it? During my stay in the Northern Island of New Zealand I had the 

great advantage to meet a number of friendly professionals, who were willing to share their 

experiences regarding Reading Recovery with me. I will let you meet them too – a few 

charming children, a couple of teachers, a local tutor and lastly, a trainer from the National 

Reading Recovery Centre in Auckland. Four perspectives, four angles of the same thing; to 

give us a broader understanding of the actual practice of Reading Recovery. Again, please 

note that the names I have used in the text are fictional and that I have added a few subjective, 

visualizing remarks. 

 

First in line, let’s head off to a playground outside a school on a sunny afternoon in April.  

 

13.1 Students’ Perspective                
Some boys are playing on the green grass.  Since the sun is still quite hot at times (students 

came back from Summer Holiday at the end of January) the children must wear hats with a 

brim for blocking the sun. Interested in a foreigner like me, they don’t hesitate to take a break 

in their games. They gather around me and give me their view on Reading Recovery.  

All three of the children who receive Reading Recovery tutoring (they all happen to be boys), 

say they enjoy going to Reading Recovery classes and feel they improve. 

     - I like everything because I like to getting more better and more better at learning. 

They seem to understand the purpose of the training; – So you get better at reading and writing. 

 
Waka, a Maori boy with dark eyes and curly, black hair shares what he does during lessons 

together with his teacher: 

     - Read….find letters on the board and spell some letters on the board… get a sticker for being   

     good.  We write about things that we’ve seen or the good stuff we’ve been doing. We’ll write about   

     anything. 

 

When I ask Terry, a red-haired boy with lively eyes, about homework he tells me: 

    - I have a book to take home every day and I take my writing in one of those envelopes…and I do  

     my sentence…and then I read the book. Sometimes I do my book first. Sometimes I can read it by    

     myself and then I can just go and play. Jason [older brother] does his homework too.  
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Terry receives help from his parents, if necessary. Waka says he finds some of the homework 

a little bit hard and that he sometimes does the homework the very last minute in the 

mornings before going to school, if he hasn’t done it the night before.  

 

Eventually the bell rings and it is time for the boys for another lesson in the classroom. 

 

 

13.2 Teachers’ Perspective 

13.2.1 A Certified Reading Recovery Teacher  

Mrs. Joyce Hope is a fair-haired, pretty, slender and gentle woman with a short haircut and a 

friendly smile and a soft voice. She is somewhere in her forties or fifties. She has been 

teaching classes for about eighteen years all together and is very skilled. She appears to be 

well liked by the children as well as colleagues and parents. Additionally she has been 

teaching Reading Recovery for three years now, which is something she enjoys immensely. 

 

The school where Mrs. Hope works is surrounded by neighbourhoods of detached houses, a 

playground, a large green field for sports and games and a school yard with detached walls 

decorated with students’ colourful and beautiful paintings. The school is a so called decile 

three school*, i.e. the students are, to a great extent, coming from low socio-economic 

families.  

Mrs. Hope’s school has decided to give funding for her continually teaching a total of three 

children in Reading Recovery. When one child is discontinued she takes on a new disciple, so 

that she always has three students. After the first break of the day; in New Zealand referred to 

as Morning Tea, and for the rest of the workday, she teaches a class in their second year at 

school. Most children in the class have turned six years old while the rest is still five. In the 

mornings, however, she spends one and a half hour teaching Reading Recovery on a one-to-

one basis in a separate room. After-work and planning for the next Reading Recovery lesson 

normally take about half an hour every evening. Once in a while, however, when she takes on 

a new child, the preparations exceed that time.  

 

At nine o´ clock every morning she starts her Reading Recovery sessions in a small, 

rectangular, and a little chilly room with a desk in front of a window looking over the school 

yard and the greenery. In the room there is a white magnetic board on the wall, some 

bookshelves for the graded Reading Recovery books, as well as some kind of additional 

 60



storage for the school.  Except the alphabet and some instructional reminders there are some 

paintings and letter works on the wall, which the children have created. Sometimes one can 

hear other children playing and laughing outside, but this doesn’t seem to steal concentration 

away from the colourful and attractive booklets that Mrs. Hope and her students are engaged 

in.  

 

The best thing with teaching Reading Recovery, Mrs. Hope says, as she sips some hot tea 

from a cup, is to finally have the time to concentrate on the individual child. The children she 

is teaching now were attending her class last year, whereby she noticed their need for extra 

help early without having enough time to offer them in the classroom. Her experience tells her 

that, for various reasons, some children just don’t learn well enough in a large group. In her 

present class, for example, there are 26 lively children. Every pedagogue in this world would 

know about the frustration of not being able to clone oneself in order to meet the needs of 

every child in the room.  

 

Moreover, Mrs. Hope finds the intervention rewarding, because she gets to: 

    - […] seeing the progress and the confidence they get […].  

She says that the statistics tell their own story concerning the positive results of the 

intervention. The only disadvantages regarding Reading Recovery she could think of were: 

 

     -You want to teach more of them! […] I miss out on class work, but that’s not [something   

       negative concerning] Reading Recovery, is it? […] If they wouldn’t get Reading Recovery, where  

       would they be later on?!  

 

Mrs. Hope started her Reading Recovery training alongside her class teaching three years ago. 

During one year a group of teachers met with a tutor fortnightly in afternoon sessions at a 

Reading Recovery Training Centre. Mrs. Hope is fortunate, since the training centre is very 

close; even in the premises of her own school. During her very first training session the 

participating teachers watched a Reading Recovery lesson behind a one-way screen*. By 

watching and discussing the observed lessons in parallel with studying Marie Clay’s A 

Guidebook for Teachers in Training together, the teachers acquired the methods and 

knowledge step by step. The group was not supposed to acquire everything at once but focus 

on small parts at a time. They started teaching children themselves in Reading Recovery 

already from the beginning of their training. This could be done since these teachers were 

already well experienced and proficient when it comes to children and learning. They learned 
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about the processes of Reading Recovery as they went along and built up their knowledge and 

understanding gradually.  

 

Mrs. Hope was pleased with the training, much thanks to the expert tutor and the colleagues, 

whom she got to know quite well. Due to various reasons today Mrs. Hope is part of another 

group of Reading Recovery teachers who meet regularly for professional development at the 

training centre.  She would, nonetheless, have preferred to get a chance to stay in the original 

group, since they were already a well-formed group who knew each other. Mrs. Hope 

appreciates the tutor and the rest of the group for making sure that no one drifts off but keeps 

to the format and rules of Reading Recovery. Moreover, the sessions are an excellent forum 

for fruitful discussions on tricky cases that the participants may bring up from experiences at 

their respective schools or from watching each other teach behind the screen during the 

sessions. And yet another continuous help is Clay’s Guidebook. Mrs. Hope says with a smile: 

      - […] to keep us on the track, we also have our ‘Bible’.  

 

Should Mrs. Hope need specific advice on a certain case, her tutor can come for observation 

and suggestions. The child’s classroom teacher (if other then Mrs. Hope herself) is another 

excellent person to discuss a certain child’s progress with. Fortunately the teachers in the 

block, that Mrs. Hope belongs to, are all Reading Recovery trained, so other experts to reflect 

and confer with is right at hand.    

 

Mrs. Hope does not select the students for Reading Recovery by herself. Every year the AP, 

i.e. the Assistant Principal at the school, tests all the children turning six; something which 

subsequently happens all through the year. Their reading and writing skills are tested in an 

Observation Survey. The results are written on Selection Sheets to compare the scores. Mrs. 

Hope and her colleagues, including the tutor, discuss how to distribute extra help and teacher 

aids*. The children with the lowest scores are considered for individual help.  

 

According to Clay, no child, for any reason, should be left out. In spite of this, Mrs. Hope 

admits that her school tends to offer children with English as their second language a teacher 

aid in oral language first, before anything else. Fulfilling this need is a prerequisite of learning 

how to read and write, the school argues. Moreover, they might take into consideration 

whether the child is likely to stay in school. To a Swede this may seem like an odd 

consideration, but for teachers in New Zealand in general, and in low decile schools in 

 62



particular, actually it is not to count on that parents send their children to school every day of 

the week. During my stay in New Zealand, for example, I heard of two siblings being absent 

from school for several weeks during a year. Also, in a low decile area families tend to rent 

their homes instead of owing them. This leads to families moving - and children changing 

schools - to a greater extent than in a more prosperous area. Mrs. Hope tells me they have 

many children who change schools regularly. Naturally these children tend to miss out on 

important pieces in their learning due to the inconsistency in their education.  

 

As soon as a child is ready for Reading Recovery he or she is tested again with yet another 

Observation Survey as the previous test may be months away by now.  Mrs. Hope sends a 

letter home to the parents with information about the intervention regarding homework and 

the importance of attendance, since some need encouragement to come to school regularly. 

The letter is formulated with the positive message ‘Fortunately your child has been selected 

for Reading Recovery […].’  

To this day Mrs. Hope has never had any problems with families neglecting the child’s daily 

reading at home. If she would face such a situation, she would encourage the parents and, if 

necessary, try to read extra with the child or arrange for the child to read to a buddy in the 

class. A so-called reading-log for the parents to sign every night is another way of trying to 

make sure the child obtains essential reading practice. At times a parent comes to school to 

watch their child during a Reading Recovery lesson, except for a few parents who don’t come 

anywhere near school, Mrs. Hope adds.  

 

The first two weeks of the intervention is suitably enough called Roaming around the Known 

where:  - I’m finding out what the child knows and what strategies he already uses.   

Mrs. Hope describes how she spends these first ten lessons: 

         -  […] We read easy stories, poems […] writing […] I start off with what they know and can  

        do, what letters they form correctly,  ‘Write as many words as you can in 10 minutes’. You  

        can do a lot of fun like blow bubbles and write about it…go to the playground and take   

        photos and write about that.  

 

Mrs. Hope says that even though she might know the children from the classroom, there are 

still heaps to find out about them and their capabilities. As the purpose of these first two 

weeks is to find out exactly what the child knows and what strategies he uses, no teaching is 

to take place during this period. To a teacher this is extremely difficult, Mrs. Hope testifies.  
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This particular school has set a budget of NZD 200 a year4 for Mrs. Hope to purchase new 

books aimed for Reading Recovery education. Mrs. Hope uses books graded up to level 18, 

whereas some schools like the students to go further, up to level 22, until they discontinue 

them, according to Mrs. Hope. Continually going through the Running Records tells Mrs. 

Hope what level of books she should choose for a specific child, where his instructional level 

is (90-94 % accuracy). Although, sometimes Mrs. Hope finds the books harder than they 

should be in accordance with the level.  

 

Mrs. Hope’s students stay in the intervention for 18-20 weeks on average. Mrs. Hope says: 

     - If you need to go longer you do, but they [tutors and trainers] kind of frown at you if you do   

       [laughter].  

Statistics for every teacher and each child reaches the supervisors through the annual reports. 

All schools report their figures annually to the Ministry of Education as well as to their own 

Board of Trustees*.          

 

Reading Recovery has been criticized for not bringing up enough phonics in its teaching. Mrs. 

Hope’s reply to that is: 

   -  In New Zealand we believe that phonics is a […] large part of learning reading. […] We do use   

     phonics in our country, and we do have a lot of phonics books and things [laughter] but we don’t   

     rely on that alone…and we certainly don’t […] teach every […]  word through phonics,   

     for example, we wouldn’t go ‘w-h-a-t’ or whatever [laughter], but rather do chunking, looking for  

     parts...parts of  the word that you know […].       

     […] we do [phonics] on the magnetic board when we look at the letters and how the letters go   

     together to make the words […] and using the visual information […] say the first sound and…    

     that’s when we’re using phonics [..] we also use […] the meaning from the story as well […]. As I   

     said before ‘sounds right, looks right and makes sense’.   

 

The goal for the children receiving this particular one-to-one-tutoring is to reach the right 

level for their age, according to Mrs. Hope. The students should be about 6, 5 years old when 

they come off the intervention. Mrs. Hope tells me that teachers are supposed to follow up 

former students a couple of years after discontinuing. Mrs. Hope tries to take in a 

discontinued child for a little check up, for example when a present student is absent. She lets 

them read to her and does a Running Record. Perhaps she lets them bring their writing book. 

                                                 
4 = 1 030 SEK (www.forex.se 02-08-2005, 8.00 a.m.) 
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As far as Mrs. Hope knows there is no formal follow-up, from the Ministry of Education, on 

discontinued students later on.  

 

In passing, at Mrs. Hope’s school there is another successful program based on Reading 

Recovery suited for older children; called SARR (Supporting At-Risk Readers). The purpose 

of the SARR project, which started in the 1990s, is to lift the achievement of students in year 

4 and above who are reading at least one year below their chronological age, and so are at risk 

of long-term failure. Some of these students have been in Reading Recovery interventions, 

but for various reasons such as illness, poor attendance or changing schools, which Mrs. Hope 

told about earlier, they have not maintained momentum, with negative effects on their 

progress.  Mrs. Hope’s tutor says this is a good continuation after Reading Recovery, 

although she thinks it should rather not be needed.  

 

13.2.2   A Reading Recovery Teacher in Training 

After having spent an interesting afternoon at a training session for teachers in training at the 

local Reading Recovery Centre, an energetic Mrs. Annie Field gives me a few moments to 

talk about Reading Recovery. She is short and dark-haired, dressed in a brown cotton suit and 

wearing glasses. We sit down in the circle of chairs while the tutor and the rest of the teachers 

collect their books and notepads and round up their small conversations with their colleagues. 

One by one greet goodbye and head off home in the sunshine.  

 

Mrs. Field has a history of more than thirty years of practice as a teacher. Additionally, she is 

now in the middle of completing her two years of training to become a certified Reading 

Recovery teacher. As usual, she already has her own students to teach Reading Recovery 

parallel to her own training. She shares the regular class work with a co-teacher, who was 

trained in Reading Recovery nine years ago. Mrs. Field works in a low decile* school, which 

means many single parents, families on social benefits and not much money coming in to the 

households. For most children at the school, English is their second language and therefore 

the level of the oral language is poor. 60 percent of the children are Maori and many of the 

rest originate from Asia or the Pacific Islands. Fortunately, most teachers at the school are 

Reading Recovery trained to meet the needs of the children in the area.  

 

As a first thing, before embarking on teaching Reading Recovery, Mrs. Field started to 

decorate the Reading Recovery room together with her four students. While they were 
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creating a stimulating learning environment, they also created bonds to each other, which is 

important for learning.  

 

Several years ago Mrs. Field had the chance to train as a Reading Recovery teacher, though 

she was busy with other things back then and so she never took the chance. This time, 

however, when her principal recently asked her whether she would care to join the training, 

she did not hesitate. A decision she has not regretted: - It’s great! I love it! 

 

In the past Mrs. Field has often taught reading and writing to groups of children and always 

enjoyed it. Now, with Reading Recovery, she finds it exciting to learn more specifically about 

how children learn to read and write. The Reading Recovery teachers are trained to really 

look at what the children are doing; to focus on what the children can and cannot do. A long 

time ago Mrs. Field used to teach something called Remedial Reading.  

     - But we didn’t know as much about learning back then….Now we’ve learned more about how the     

        children really are learning.  

 

Mrs. Field’s experience is that a child with difficulties easily can get lost in the crowd in a 

class and that they often develop clever avoiding strategies. In a one-to-one tutoring situation 

the teacher gets to know the child very well and there is no group for the child to hide in. She 

feels that she can see progress more clearly, when she is only concentrating on one individual 

at a time.  

  

To Mrs. Field a negative side of Reading Recovery is time: - The time isn’t long enough. 

Another problem she has faced is that the classroom teacher is reluctant to let their students 

go. She exemplifies with a teacher who has 15 children going to different special lessons, 

which makes the teacher find it hard to create a continuous learning climate in the classroom. 

At times, Mrs. Field admits, she gets a bit frustrated. As teachers in training learn as they go 

along, on occasion there are gaps between what she would like to master right away and what 

they haven’t covered yet at the training sessions, for example filling out forms.    

 

Nonetheless, Mrs. Field is on empirical grounds convinced that Reading Recovery works. Her 

school has a policy to monitor the children’s progress. The Reading Recovery teacher or the 

AP, Assistant Principal, fills out a Running Record on discontinued students fortnightly at 

first, then monthly and so on to make sure they are continuing to develop towards literacy.   
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13.3 Tutor’s Perspective 
A tutor is a busy person. Like a spider at work, she is supposed to weave a strong web 

between herself and her trainers and further on to the teachers she is tutoring, in order to catch 

the hard-to-teach-children and their literacy-to-be. Mrs. Alicia Mc Haley, a tutor since three 

years, is one of those ‘spider women’.  

 

On the second last day of my Kiwi*-experience she picks me up in her white office car with 

the University of Waikato logo on it. Mrs. Mc Haley shows up a bit late with a newly dyed, 

black hairdo. She is a nice and helpful lady with a hoarse laughter. As a young woman she 

stayed in Norway for a few months and speaks very highly of Stockholm and Sweden.  

 

We are heading north to the largest city in New Zealand, the city literally built upon fifty 

craters - Auckland - to visit the trainers at the National Reading Recovery Centre. While 

travelling through the breathtaking landscape with the green, soft looking hills so typical for 

New Zealand we spend the time talking about Reading Recovery and her work. We pass a 

number of small villages as well as flocks of cows and hungry sheep (just a handful of all the 

millions of sheep in New Zealand) who enjoy the juicy grass on the land of the many farms.  

 

Mrs. Mc Haley spends quite some time travelling between training centres and schools in the 

large area she has to cover. Fortunately the university provides the car, a laptop and a cell 

phone. Once every fortnight she trains groups of Reading Recovery teachers in training and 

approximately seven times a year she leads professional development sessions for Reading 

Recovery teachers. Some sessions are held at the training centre in town while other groups 

meet Mrs. Mc Haley at one of the local schools in the countryside. She makes sure to stay in 

contact with all ‘her’ teachers by observing them in practice a few times a year in order to 

help them with certain cases and prevent them from drifting off the route, and she receives 

plenty of e-mails and phone calls from teachers who need advice and support. She might help 

the teachers to choose appropriate texts for the children and to buy new books. Working as a 

Reading Recovery tutor means a lot of paper work, with surveys, statistics and so on.  

Moreover, in the frame of School Support Service she can be retained for professional 

development for regular teachers.   

 

A tutor has her own Reading Recovery students to teach. Mrs. Mc Haley started with four 

daily students, but is teaching two children at the moment. Mrs. Mc Haley finds this non-
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theoretical part of her job important, as she keeps herself up to date with the practical, 

complex issues of actually teaching a low performing reader. Personal experiences are useful 

in discussions with the teachers, and hence make her more reliable and true to life. She says 

she is careful not to plainly tell the teachers ‘Do this or do that’ but, as Socrates, to ask the 

right questions and keep an open discussion where everybody shares experiences.  

     - [Without teaching, yourself] It’s easy to think you know how to do it… It’s not about being    

        better than them. 

 

For fifteen years Mrs. Alicia Mc Haley worked as a classroom teacher. Besides, she has a 

history of being a teaching principal and deputy principal.  She has ‘always loved teaching 

literacy’ and since 1989 she has been a Reading Recovery teacher. Four years ago she says 

she had the privilege to get a Government paid training year in Auckland to become a 

Reading Recovery tutor. Today she receives her own professional development continuously 

during discussions and partnership together with trainers and colleagues.   

 

Mrs. Mc Haley wants to make it very clear that Reading Recovery is not to be called ‘a 

program’ but an ‘intervention’. A program is purchased and then delivered to all; for example 

a Spelling Program is not tailored to the individual child but is the same for everyone.  

      -  A program doesn’t fit all kids. You just don’t go out to a shop and buy it [the Reading   

          Recovery intervention]. You need specially trained teachers. What’s unique with Reading   

          Recovery is that it’s special for every child [and containing] an individual series of lessons.  

 

As to the question whether Reading Recovery works, Mrs. Mc Haley exclaims that there is no 

doubt about it. According to her, the reason why it works is:  - They [the children] love it!  

As a side effect of supporting the reading and writing Mrs. Mc Haley has noticed 

improvement in other aspects as well:  - Really bad ones change their behaviours too.  

 

To Mrs. Mc Haley, Reading Recovery has so many advantages. Firstly, to her the best thing is 

to see the success for both children and teachers, to see that the efforts really make a 

difference. She finds the combination of classroom tutoring and Reading Recovery necessary 

and successful. Learning more and more about literacy is extremely exciting. She thinks 

Reading Recovery is the best imaginable professional development for primary school 

teachers in general; hence they can use their knowledge about literacy back in their 

classrooms. Moreover, teachers get a chance to specialize. Even a teacher cannot be interested 

in, or excellent at, everything.   
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Despite the fact that the intervention is relatively expensive on short term, Mrs. Mc Haley 

considers the investment more than well worth it in the long run. A couple of negative matters 

with regard to Reading Recovery are, according to her, that there are not enough tutors and 

also the fact that a few teachers, whom Mrs. Mc Haley has come across, she finds not suitable 

for this demanding task. For the amount of work is huge, she says;  

    [If a teacher has three Reading Recovery students] - It’s like planning for three different groups! 

Some principals, who select the teachers for Reading Recovery, seem to deem the training for 

the intervention as a good development, free of charge, for a less skilled employee, Mrs. Mc 

Haley thinks.  Regarding the criticized lack of phonics, Mrs. Mc Haley expressively utters: 

     - Then why is it working!?  

She says phonics is used in letter work, in making and braking, in working with a new book, 

and, not the least, in writing. However, they may not always call it ‘phonics’, since; 

    - Reading and writing are not just about words. It’s about MEANING! 

 

Mrs. Mc Haley mentions Vygotsky and his Zone of Proximal Development (see paragraph 

11), and illustrates her thoughts with a ladder, with which a learner gradually reaches higher 

and higher, step-by-step. Just like the intervention itself. The essence of Reading Recovery 

has not changed over the years. Nonetheless, it has not stayed static, Mrs. Mc Haley states. 

Small components have been edited and reshaped, as there have been shifts in knowledge. For 

example, there is more of writing than before, in the 2002 Observation Survey. Moreover, the 

earlier Diagnostic Survey was renamed Observation Survey, to mark the shift in expectations 

on a child; it should not be a label, and it should not focus on what was wrong, but rather what 

was right.  

 

A couple of stops later (for coffee, fuel and a traditional smoke for Mrs. Mc Haley) and about 

an hour’s drive, with much talking and laughter, we can discern the skyline of Auckland. We 

pass the beautiful house where Mrs. Mc Haley stayed during her training year to become a 

tutor, and eventually we park the car between some palm trees outside one of the university’s 

campuses. Mrs. Mc Haley is meeting with one of her trainers, while I have an appointment 

with another of the four trainers available at the time at the National Reading Recovery 

Centre.  
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13.4 Trainer’s Perspective    
Mr. Vincent Blake greets us in the corridor outside his office. He is one out of two trainers at 

the National Reading Recovery Centre in New Zealand; a tall, handsome man with silver in 

his hair. Except articles and informative notes on literacy, the walls in the corridor are 

decorated with children’s creations and examples of teachers’ work. In photos I recognize a 

younger Mr. Blake, among others together with the originator Mrs. Marie Clay as well as 

together with the Director of Reading Recovery in New Zealand, Mrs. Barbara Watson.  I find 

it enormously exciting being here at the very birthplace of Reading Recovery.                

  

Mr. Blake started his career as a class teacher. He did not begin as a Reading Recovery 

teacher, but trained directly to be an authorized trainer by Mrs. Barbara Watson; the lady in 

the photo mentioned above. It is possible to train at any of the levels; to become a Reading 

Recovery teacher, a tutor or, straight away, a trainer. However, in New Zealand a criterion is 

that applicants have to come out of successful teaching, with a university diploma, to be 

qualified for training.   

 

The Reading Recovery trainers edify tutors every two years; normally four at a time, 

depending on the need. Reading Recovery tutors can train at any place where there are 

trainers, in contrast to the trainers who can only be educated at four places in the world, 

namely: London in Great Britain, Ohio and Texas in the United States, along with Auckland, 

New Zealand. The staff from Auckland have assisted the other cites in developing Reading 

Recovery in their respective countries. Since every education system is different, Reading 

Recovery needs to adapt to the country where it is taught. This is a key feature of Reading 

Recovery, that it can be moulded around any education system, Mr. Blake says. The complex 

Reading Recovery standards cannot just be translated into another language. Especially in 

case of a different alphabet, the implementation needs a careful translation and a thorough 

adaptation and reconstruction. Mr. Blake mentions that there are versions of Reading 

Recovery in alternative languages, such as French-Canadian, Spanish and soon Danish. He 

knows that a lot of Swedes have been looking at the intervention for Sweden but, as far as he 

knows, no official Swedish national implementation is set yet. So far there is no Maori 

version of Reading Recovery either. It would be up to the Maori educators to arrange that.  

 

As a guarantee, the name Reading Recovery was registered as a trademark about five years 

ago in America, Australia and New Zealand with the aim to assure users what results to 

 70



expect. Mr. Blake exclaims that they want to be very clear on one point; the only way to be 

able to call oneself a Reading Recovery teacher, is when you have been trained by an 

authorized Reading Recovery tutor.  

     - […] people say, oh I use Reading Recovery, but they are not Reading Recovery trained. […] 

          You can’t just pick up the [Reading Recovery] book and think I’ll teach the children… I mean,   

           you can do that, but you can’t call it Reading Recovery.  

The ways of Reading Recovery is so complex; so many things need to be coordinated. A 

teacher needs a tutor for guiding and monitoring to make sure she does what she is supposed 

to do. The continuing professional development undertaken in connection with Reading 

Recovery is important not to drift away, something which is easily done, especially with hard-

to-teach-children, and since teachers are creative and used to adapt their teaching after their 

own needs. Marie Clay thought of all this, and therefore Reading Recovery is a successful 

package, Mr. Blake says. It is the principals at the schools who are responsible for their staff 

and their performance. The management cannot really stop a teacher from teaching a not-

well-enough- self-made moderation of Reading Recovery. In a case like this, Mr. Blake says, 

usually the teachers would drop out by themselves due to ignorance and poor results. 

Furthermore, if the intervention would not be carried out in a sufficient way, the data would 

not be collected appropriately, and therefore not to be counted as the real thing.   

 

According to Mr. Blake, New Zealand is high up on the international ranking in literacy, e.g., 

PIRLS*. Nonetheless, New Zealand tends to have a very wide spread between the very good 

and not so good students. This is something which the Ministry of Education is looking into. 

Even the trainers try to find time to teach their own Reading Recovery students, although Mr. 

Blake is not teaching any children at the moment. The best thing about Reading Recovery, as 

said by Mr. Blake, is that this successful remedy is cost effective and enters so early, when the 

children are young, and thereby prevents them from falling behind in a more permanent way.  

 

     - Have you heard of the Matthew Effect?* […] It’s where the rich get richer and the poor get  

       poorer.  

 

A question about the cons of Reading Recovery he finds hard to answer; 

      - I don’t know what the cons are really […] it’s like saying ‘what are the pros and cons of heart  

      surgery?’. I mean, `cause there aren’t really any cons, because it’s so effective. 
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Yet, there are some components in Reading Recovery, which they are working on improving. 

For example, unfortunately teachers from minor village schools sometimes have to travel a 

long way for their training- and development sessions. Moreover, in a small school, with for 

example only two teachers, it is difficult to partly spare one teacher for training and, 

furthermore, there may not always be enough numbers of children to teach regularly.  

Regarding the issue of whether Reading Recovery teaches enough phonics or not, Mr. Blake 

replies that it is a misunderstanding. Those who don’t know how Reading Recovery works, 

and perhaps because story-books are used in teaching, they think there is no phonics. Mr. 

Blake says that some seem to think that phonics is all you need, and of course Reading 

Recovery doesn’t think that.  
 

    - We decide what to teach on the basis of what the child knows, not on some theory. So, you look  

     at each child, you know, you look at David and then you look at Michael and then you look at   

     Mary and you teach to that child’s particular characteristics […] and if they didn’t know  

     their phonic stuff, then you teach them that sort of stuff. But every lesson there is quite a lot of    

     time spent on helping children relate sounds and letters, but you wouldn’t necessarily see it. […]  

     It’s done in the writing more than in reading. [Sound boxes:] that’s really helping children relate   

     sounds and letters. 

 

One of the key features of Reading Recovery is the use of teaching behind the screen. This 

manner is unique and not used in very many other teacher training situations. The experience 

of leading a lesson in front of other teachers and professionals is very scary, nevertheless 

powerful, Mr. Blake declares. He has witnessed so many teachers and tutors watching 

intensively in front of the one-way screen and heard the lively and interesting discussions 

during and after the behind-screen lessons. 

 

A requirement for schools is to record data annually plus the regular monitoring undertaken 

by the tutors. Mr. Blake explains there are no other programs that report as much as Reading 

Recovery; 

     - [...] on every single child! [...] This is the only way to see if we are reaching what we want. 

 

A lot of follow-up studies have been done, for example the Three-year Follow-up (conducted 

by Clay & Watson in 1981, see Clay, 1993, p. 77f). Many more recent studies have been done 

in America, Mr. Blake adds, and he refers to the International Journal of Early Literacy 

found on www.readingrecovery.org. Lastly, the studies show that discontinued Reading 
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Recovery students are not in the top group but they are not slipping behind and they are 

continuing to learn, Mr. Blake confidently concludes. 

 

 

14. Discussion  
 
14.1 Discussion of Methods 
First of all, I am very pleased with my choice of methods. The chance to experience some 

parts of the education system of New Zealand and talk to some of its actors was priceless. The 

literature study beforehand was immensely interesting and a good preparation for my visit.  

 

I find an analysis of the results of an ethnographical study like this one rather complex. On 

one hand there are terms of ‘truth’ and objectivity. I am quite aware that most probably I was 

coloured by my positive attitude towards Reading Recovery already before take-off, even 

though I tried to be as objective as possible when collecting data and preparing this paper. On 

the other hand, I found myself having difficulties restricting the focus of my thesis. I found 

the whole lot enormously interesting, why I wanted to learn and account for ‘everything’. 

This, of course, is neither realistic nor required in a study of this size. Nonetheless, I hope my 

thesis gives the reader a broad understanding of what Reading Recovery is and does. My own 

knowledge and understanding of literacy acquisition in general and of this particular 

intervention has grown constantly through this journey. The fact that I actually examined the 

intervention in action, and not just settled with reports of other observers, successfully helped 

me answering my questions.  

 

14.2 Discussion of Results 
In theory, Reading Recovery is presented as an effective and successful set of actions and 

attitudes attacking literacy failure at an early stage. Clay guides teachers and educators in 

detail how to detect learners at risk, how and when to tutor them, followed by instructions 

regarding at what point they are ready to continue to learn more independently. A difficult 

task has been set out to become somewhat easier for at-risk learners.  

 

One of my question marks before leaving for the southern hemisphere was: will praxis 

correlate with theory? I found that each and every one of my respondents and acquaintances 

presented a tremendously positive view of Reading Recovery; they told me they enjoy it and 
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they testified to its results and benefits. In view of the fact that the Ministry of Education 

funds Reading Recovery and that approximately four-fifths of the six-year-olds in the country 

have possible access to its resources, a conclusion can easily be drawn that the New Zealand 

Government shares this affirmative view. Accordingly, the latest data from Ministry of 

Education show that for a grand majority of the students the Reading Recovery intervention 

does work as intended. Only for a few children Reading Recovery was not enough. These 

results correspond for the most part with several international studies. e.g. PISA* and 

PIRLS*.   

 

Naturally, weaknesses have been pointed out by users and researchers; as, for example, the 

great expenses.  A cost more than four times higher for individualized instruction, rather than 

group tutoring, linked to gains that are not always that impressive, has been questioned. 

‘Quite the contrary’, supporters of Reading Recovery argue – ‘the intervention program saves 

money’. The intervention is effective, many children move through the program quickly, on 

average in 12 to 15 weeks, Clay writes (1993, p. 8). Accordingly, a number of independent 

researchers admit its large effect sizes. The fact that New Zealand has only 5 % of 15-year-

olds in the lowest scoring group in the PISA 2003 Study, could also be said to substantiate this 

statement. Other special education costs can be saved as almost all children, after leaving the 

intervention, have been able to move forward with average children in their classes over the 

next three years and very few have needed further help. Less expensive approaches have been 

tried out, but they do not show the same good results in learning about literacy. 

 

Personally, I would also like to add the aspect of human gains. If struggling children can be 

helped early enough to maintain self-confidence in learning and achieving things in school in 

general, and to an expanding mastery of literacy in particular, which is such an essential 

competence in society of today, the costs are definitely worth it, I reason. For in the end, I 

would say; failure in school very easily leads to failure in society and who knows what costs 

are saved there, in money as well as in life quality, health and welfare. For many different 

reasons the range of literacy achievement in any class, at any age level, varies widely. As a 

bonus, studies show that Reading Recovery reduces the spread of literacy achievement that 

teachers have to deal with in the regular classroom, and so improves the effectiveness of 

general classroom teaching in primary school.  
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Other mentioned problems connected to the conduction of Reading Recovery are availability 

and socio-economic factors; Reading Recovery is more widely available and more likely to be 

successful in high socio-economic areas than in poorer areas. This, however, is a factor of 

concern to society as a whole and not an issue specific for Reading Recovery. The fact that 

Mrs. Hope and her colleagues at times choose to put effort in developing general English oral 

skills of children of foreign heritage, before Reading Recovery is an alternative, is not in line 

with Clay’s guiding principles; that no child whatsoever should be left out. Nevertheless, I 

can see how Mrs. Hope reasons. Hagtvet points out that good general language skill is a 

determining factor for reading as well as writing (Hagtvet, 1990, p.114). The child must be 

fairly acquainted with the English language in order to understand instruction. Additionally, 

Mrs. Hope’s concern about students’ absence is supported by Björk and Liberg who list 

absence and school or teacher changes as primary causes of poor linguistic awareness (1996, 

p.143).  
 

According to the trainer Mr. Blake; leaders and educators are aware of such problematic 

aspects as those previously mentioned and they are looking into for example the availability 

of Reading Recovery. The history of Reading Recovery, with for example the numerous 

studies and trials presented by Clay in the guidebook, bears witness to an intervention which 

has not stayed static but continued to adapt and develop for around 30 years now. 

 

There may be many reasons for its accomplishments, I think. One possible explanation is that 

the methods descend from a major work of study and trials conducted over several years, as 

mentioned above. By closely observing slow learners and different teachings Clay and her 

colleagues encircled tutoring behaviours which proved to be more successful than others.  The 

detailed instructions given to teachers as well as their frequent development sessions are 

certainly indispensable for achieving the intended goals. As the trainer Mr. Blake pointed out; 

when dealing with the hardest-to-teach children and many creative, ambitious teachers, strict 

guidelines make sure these teachers stay to paths that have proven to work in the long run. 

Moreover, the chance for teachers to develop, extend their knowledge and vary their working 

day seems to attract teachers. The teachers I have spoken to are unanimously delighted over 

this professional boost.  

 

The fact that Reading Recovery comprises one-to-one tutoring with a skilled teacher who, in 

addition, is specially trained for lifting the weakest learners, I think is another explanation to 

its positive results.  In contrast to classroom teaching, finally the teacher has the time and the 
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tools to focus on one child only. The careful observations of the child’s reading behaviours 

and needs are another key to success, I believe. The well thought-out assessments, such as the 

Running Record, are absolutely brilliant, according to me. In line with Vygotsky’s theories 

about the development zones, teachers should always gaze ahead and be the most interested in 

potential skills, around the corner, rather than those of today or yesterday.  

 

The Reading Recovery intervention means very close cooperation between teacher and child. 

Again and again I saw delightful examples of two people struggling towards the same goal; 

an ambitious teacher and young person. Of course, a disciple is always more or less 

dependent on his or her tutor and the tutor’s level of proficiency and good-will. In a one-to-

one situation the dependency is even stronger. I think that a good relationship between teacher 

and student is essential in such a context. Especially due to the fact that the teachers are 

focused on helping children who find it tricky to learn; they are already ‘weak’ in that sense. I 

like the fact that there is a continuous check-up on gains by the Ministry of Education and 

also a back-up from a whole team at the school including the tutor. Would the teacher 

possibly be on the wrong track, other professionals will find out and are able to assist.   

 

Furthermore, I am a grand devotee of using a great deal of witty and interesting fiction in 

shape of attractive booklets from the very beginning in literacy tutoring. I have seen and 

experienced what joy and insights stories and fairy tales can bring, and thus grant motivation 

to learn more. I agree with Clay, Smith and others that reading texts in a context which is 

interesting and meaningful to the reader is superior to e.g. trying to solve words in isolation. 

Vygotsky is a spokesman for giving children time to explore the written language in a playful 

manner (Hagtvet, 1990, p. 98) – and so am I. I have enjoyed seeing this put into practice when 

children and teachers have shared a laughter or two while reading a humorous story and when 

they have been engaged in making and breaking words in a thrilling game on the magnetic 

board.  

 

The habit of looking at what the child actually can do, and not get stuck in what he can not 

do, is yet a key to success, I think. My opinion is that a method practising positive 

reinforcement and encouragement is more likely to reach good results than a negative view 

and tutoring. A wonderful example of the positive starting-point used in New Zealand is the 

wall chart I saw in one of the schools enumerating 101 ways to praise a child. Accordingly, 
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the fact that teachers are encouraged to look at themselves and their teaching, when literacy 

progress fails, rather than blaming the child, makes an example for all educators, I think. 

 

To be literate is a necessity today, but most of all I feel it is a pleasure and a source to 

enriching knowledge. The unwearied focus in Reading Recovery on supporting children 

developing independent, metacognitive strategies and the fact that this catch-up opportunity is 

provided so early in a child’s schooling is of great importance, I deem. In paragraphs 10 and 

11, I reported on different acquisitions on phonology and learning. Personally, I am prone to 

supporting a holistic approach on learning where meaning, motivation and pre-comprehension 

as well as structure and visual information are important tools for gaining a message. In 

accordance with Björk and Liberg (1996) who are writing that low progress children usually 

are not flexible enough in using different strategies, I am convinced that a broad arsenal of 

techniques; several ways to reach a goal, must minimize the risk of going astray. All of the 

criteria for a high-quality special education, which Björk and Liberg have listed (see chapter 

11), such as a holistic view, proceeding from real reading and writing situations as well as the 

chance of being helped early and individually are, as far as I can see, fulfilled in the Reading 

Recovery intervention.  

 

During my teacher studies I have become aware of the importance of prior knowledge and 

prediction. Reading Recovery puts a good deal of emphasis on preparing the child for the 

story to be read. The appealing pictures in the book are deliberately constructed to support the 

early reader in gaining the message of the book. Smith means that prior knowledge is one of 

the most advantageous conditions to learning to read. Research shows us that the more 

inexperienced a reader is, the greater the magnitude of pre-comprehension is (1986, in Björk 

& Liberg, 1996, p. 52). I believe that this set of actions, aimed to minimize the risk of failing 

to read and comprehend a text, must be strived for at all times. It focuses on the learner’s 

potential and is optimistic in its expectations.  The fact that Reading Recovery acknowledges 

two different kinds of learning is a clever move, I reason. Successfully practising on familiar 

material is a boost both for confidence and reading habit at the same time as solving problems 

and being challenged in new texts are pushing for development.  

 

The set format of a Reading Recovery session and the detailed teacher instructions may lead 

people to think that it is all the same for every child. Still, as far as I found, every individual 

child and his needs lead the way, although the frame stays the same. A teacher plans each 
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lesson individually and it is delivered individually. A teacher prepares each lesson by filling 

out a Lesson Record sheet (Appendix 3), which is also being supplemented as the lessons 

proceeds, according to Mrs. Hope. The strive in Reading Recovery for fostering independent 

and creative readers (and thus persons, I presume Bakhtin would say) is in accordance with 

Björk and Liberg’s urge that the child should lead the way (1996, p. 14). It is also well 

illustrated by a frequent reply from a tutor to the discussing teachers at a training session, 

which I attended:  - [Shall I do this or that ] It depends on the child!  

My fourth and last research question, concerning individual differences, was constructed with 

the aim to visit at least two schools for the sake of comparison. This did not occur. 

Nevertheless, I had the chance to observe several different Reading Recovery teachers 

tutoring behind the screen during training sessions, why I got a little glimpse of other teaching 

styles than the teacher I visited and observed for several days. I realised that the differences 

are quite small, probably because the procedures and set lesson frame work is designed to 

leave little room for going astray. Of course, occasionally it happened that teachers did or said 

something during lesson, which was not totally in line with the typical procedures. Depending 

on the character of the divergence the tutor or the observing teachers brought it up for 

discussion. Sometimes a better alternative was proposed in order to reach the intended goals. 

Often the guidebook was quoted. An example of that was when a teacher in the beginning of 

her training changed the order of the set elements of lesson. She was plainly given the reason 

for staying with the frame. Another illustration is my hosting teacher, who was quite aware of 

her exceeding the 30 minute lesson time now and then, without intending to. At other times 

teachers were praised by the tutor for adjusting tutoring to the child but even so within the 

body of Reading Recovery. Moreover, the different prerequisites for schools and teachers, 

due to economical reasons or just alternative ways of solving matters, by principals or other 

persons in charge, seemed to make for contrasts.  

 

Prior to leaving for New Zealand I thought very highly of the Reading Recovery intervention. 

Learning more about how to assist children with reading and writing difficulties was of huge 

interest to me as a teacher-to-be. Before my trip, I had come to believe in the success of the 

particular Reading Recovery procedures and ways of attacking literacy problems. I viewed 

them as desirable and praiseworthy. One could say I had an unspoken hypothesis about its 

advantages. This was the main incentive to why I spent so much time, effort and money on a 

trip and also why I chose this topic for my final thesis. Therefore I am also happy to say that I 

wasn’t the least disappointed. Quite the contrary, if only possible, I would love to train to 
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become a Reading Recovery teacher myself. I can always hope for an official Swedish 

adaptation of Reading Recovery in the future. It is true that our country and language are 

relatively small, but I believe that for every child helped, the costs and efforts of creating a 

Swedish adaptation would be worth it. I am absolutely convinced that it would pay back in 

the end. Denmark is about to do it, why not we? To bring the real thing over; perhaps that is 

one of my future missions? 

 

In sum, the Reading Recovery of the book and the Reading Recovery of real life proves, 

according to my conclusions, to be very well correlated. Of course there are natural 

differences in conduction, because people are involved. Reading Recovery is not an absolute 

remedy for all at-risk learners, but I find the pros are very well ahead of the cons, and I would 

warmly recommend this approach to everyone.  

 

Finally, I let a quote often seen in staff rooms in New Zealand, sum it all up. I believe it may 

help us to keep looking at children with humble and interested eyes: 

                       
        If children are incapable of learning  

        we should assume 

        that yet we have not found  

        the right way to teach them 
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14.3 Suggestions for Future Research 
Literacy learning is a gigantic topic which receives attention from millions of educators, 

researchers and teachers around the world. Likewise, I do find my choice of research 

immensely interesting and so I cannot help coming up with some suggestions of further 

interest:  

 

• Follow up former Reading Recovery students (later in their schooling and if possible 

later in life) 

• Do a comparative study between different reading remedies 

• Examine the socioeconomic factors behind success in Reading Recovery or in results 

in school in general 

• Phonics or Whole Language, or both? 

• Look into a foreign adaptation of Reading Recovery, e.g. French-Canadian 
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Glossary 
 
 
Board of Trustees: A democratically elected committee of a minimum of ten members at 
each school responsible for the legal and financial state of the school. The trustees are for the 
most part parents but also including the principal, a teacher and a possibly a pupil from 
Secondary School. Additionally one or more temporarily members are taking part, such as 
e.g. a lawyer or an auditor from the catchment area of the school (Brew, 1998, p. 9, 72).  
 
Chunks/ Chunking: When items, e.g. letters, are grouped, or chunked, they are easier to 
remember. Research on short term memory suggests that human beings can understand and 
remember no more than seven plus or minus two items of information at a time. This 
phenomenon is called the chunking limit. Further, as the complexity of the information 
increases the chunking limit decreases (www.chambers.com.au/glossary/chunk.htm., 09-01-
2006, 08.20, p.m.). 
 
Cohort: A group of people banded together or treated as a group. E.g. age cohort means a 
group of people of the same age. The term is often used in surveys (The New Oxford 
Dictionary of English, 1998). 
 
Composite Schools:  Composite schools have the role of providing both primary and 
secondary education to children aged 5 to 19 in a single school site. Composite schools can be 
separated on the basis of funding into state schools, integrated schools, or private schools. In 
the main these schools are located in rural and often isolated localities around New Zealand 
(www.tpk.govt.nz/maori/education/fs15comp_schools.pdf, 09-01-2006, 07.15 p.m.).   
 
Decile Rating: A school’s decile indicates the extent to which the school draws its student 
from low socio-economic communities. Decile 1 schools are the 10 % of schools with the 
highest proportion of students coming from low socio-economic communities, whereas 
Decile 10 schools are the 10 % with the lowest proportion of these students. Six factors are 
used for determining a school’s socio-economic indicator. Five of these factors are based on 
families with school age children within the catchment area of the school: household income, 
parents’ occupations, household crowding, parents’ educational qualifications, and parents 
receiving income support. This information is combined with the sixth factor, school ethnicity 
data, i.e. the proportion of Maori and Pasifika students etc. (Anand & Bennie, 2005, p. 6f). 
 
Directional Movement: A reader needs to know the rules for direction of print; For example 
(in English and similar languages) the fact that reading is to be started on the left, top page 
and downwards, left to right across a word, and the use one can make for spaces between 
words (Clay, 1993, p. 19).  
 
Grapheme: A letter of the alphabet, one of 26 alternatives in English e.g. A, B or C. 
 
IEA/ International Association for the Evaluation of Educational Achievement:  
IEA is an independent, international cooperative of national research institutions and 
governmental research agencies. Since 1958, the IEA has conducted more than 23 research 
studies of cross-national achievement. The regular cycle of studies encompasses learning in 
basic school subjects. Examples are the Trends in Mathematics and Science Study (e.g.TIMSS 
2003, TIMSS 2007) and the Progress in International Reading Literacy Studies (PIRLS 2001, 
PIRLS 2006). IEA aims to e.g. provide international benchmarks and high quality data that 
may assist policy-makers in identifying the comparative strength and weaknesses of their 
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educational systems or preparing, evaluating and improving educational reforms 
(www.iea.nl/mission_statement.html., 15-01-2006, 17.10 p.m.).  
 
Inferencing: Drawing conclusions while reading; to make inferences. 
 
IRA/ International Reading Association: IRA was founded in 1956 as a professional 
organization for those involved in teaching reading to learners of all ages. The members - 
more than 300,000 reading professionals in 99 countries - are dedicated to promoting high 
levels of literacy for all by improving the quality of reading instruction, disseminating 
research and information about reading and encouraging the lifetime reading habit. Locally, 
nationally, and worldwide, the IRA’s members are advocates for policy, curriculum, and 
education reform that support the best interests of teachers and learners. Awards and grants 
support e.g. professional development, graduate studies, and research. IRA provides 
professional development opportunities to educators across the globe and publishes up-to-date 
journals in the field (www.reading.org, 15-01-2006, 05.40).  
 
Kiwi: The use in the text in this thesis is referring to an informal way of addressing a New 
Zealander and the country. The kiwi bird is also a flightless bird, only found in New Zealand, 
with hair-like feathers and a long down curved bill. The bird is often seen as a symbol for the 
country. The fruit kiwi fruit has probably received its name from the bird with the similar 
looking appearance (The New Oxford Dictionary of English, 1998).  
 
Mattew Effect: Referring to the Gospel according to Mattew in the Bible; Matt 13:12: 
‘Whoever has will be given more, and he will have an abundance. Whoever does not have, 
even what he has will be taken from him’ (New International Version, 
www.biblegateway.com, 09-01-2006, 07.45 p.m.). In terms of literacy it is a well known fact 
that students who acquire some literacy skills continue learning more, while those students 
who have not been able to crack the code get more and more behind.  
 
OECD/ Organisation for Economic Co-operation and Development: 
The OECD groups 30 member countries sharing a commitment to democratic government 
and the market economy. With active relationships with about 70 other countries it has a 
global reach. Best known for its publications and its statistics, OECD’s work covers economic 
and social issues from macroeconomics to trade, education, development, science and 
innovation. Both Sweden and New Zealand are members (www.oecd.org, 15-01-2006, 05.55 
p.m.).  
 
One-to-one-matching: The ability to focusing on one printed word at a time in sequence one 
after the other (Clay, 1993, p. 21).  
 
One-way-screen: During training sessions with teachers a Reading Recovery teacher tutors a 
child behind a window transparent only from one way. The other teachers can see everything 
through the screen as well as hear everything trough a microphone, whereas the audience is 
invisible to teacher and child. As the performed lesson runs along, the other teachers are 
discussing their impressions with the tutor. Children are told they are being watched and 
afterwards they can be shown the room on the other side of the screen. The use of one-way-
screens is a key feature of training for Reading Recovery.  
 
Phoneme: One category of significantly different speech sounds; the smallest meaning-
distinguishing units of sounds e.g. the words ‘sun’ and ‘sin’ are parted by the phonemes ‘u’ 
and ‘i’. In English there are about 45 phonemes (Smith, 2004, p. 329). 
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PIRLS: The Progress in International Reading Literacy Study is a large international 
comparative study of the reading literacy of young students. The PIRLS study focuses on the 
achievement and reading experiences of children in 35 countries in grades equivalent to fourth 
grade in the United States. The study includes a written test of reading comprehension and a 
series of questionnaires focusing on the factors associated with the development of reading 
literacy. PIRLS 2001 was the first in a planned 5-year cycle of international trend studies in 
reading literacy. The studies are coordinated by the International Association for the 
Evaluation of Educational Achievement; IEA* (www.nces.ed.gov/surveys/pirls/, 08-01-2006, 
20.30 p.m.). 
 
PISA: The Programme for International Student Assessment is an internationally 
standardised assessment that was jointly developed by participating OECD countries and 
administered to 15-year-olds in schools. PISA assesses how far students near the end of 
compulsory education have acquired some of the knowledge and skills that are essential for 
full participation in society. In all cycles, the domains of reading, mathematical and scientific 
literacy are covered not merely in terms of mastery of the school curriculum, but in terms of 
important knowledge and skills needed in adult life. In the PISA 2003 cycle, an additional 
domain of problem solving was introduced to continue the examination of cross-curriculum 
competencies. The survey was implemented in 43 countries in the first assessment in 2000, 
in 41 countries in the second assessment in 2003 and at least 58 countries will participate in 
the third assessment in 2006. Tests are typically administered to between 4,500 and 10,000 
students in each country (www.pisa.oecd.org, 08-01-2006, 20.20 p.m.).  
 
Teacher Aid: A teacher aid is not a teacher but a person trained to be a teacher aid. She/he 
does what the teacher requests. Teacher aids provide instructional and clerical support for 
classroom teachers, allowing teachers more time for lesson planning and teaching. Teacher 
assistants tutor and assist children in learning class material using the teacher’s lesson plans, 
providing students with individualized attention. Teacher aids also supervise students in the 
cafeteria, schoolyard, and hallways, or on field trips. They record grades, set up equipment, 
and help prepare materials for instruction. Teacher aids also are called teacher assistants or 
instructional aids (www.stats.bls.gov/oco/ocos153.htm., 15-01-2006, 01.40 p.m.). 
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  Frame of Interview Questions                                  

 
Adult 

1. How long have you been a RR teacher/tutor/trainer? 

2. Please, tell me about what a techer/tutor/trainer does. 

3. Did you start as a class room teacher; if so, for how long were you a teacher? 

4. How much time do you spend on RR each week and what do you do the rest of the 

time? 

5. Please tell me about your training for becoming a RR teacher/tutor/trainer. 

6. How do you feel about working with RR? 

7. How are the children chosen for RR? 

8. Does every child who needs help receive it? 

9. How many weeks do the children stay in RR in general?  

10. What level do the children usually reach? 

11. Is there a maximum of weeks for the intervention? 

12. How do you start the series of lessons? What do you do to establish a good contact 

with the children? 

13. What materials do you use during your RR lessons? How do you choose your books? 

14. How much phonics do you teach? (phonological structure and connection between 

sound and letter) In what way? 

15. RR has been criticized for not using enough phonics. What is your reply to that? 

16. How strict do you have to stay with the ‘rules of the manual’? Are you allowed to do 

any individual changes from time to time or with different children? 

17. What is your contact with parents to RR children like? 

18. Can parents refuse RR for their child? 

19. What is asked of the parents? 

20. When is a child discontinued? 

21. What happens when a child is not progressing well enough? 

22. What if a child needs even more help than you can offer? 

23. How do you feel about working on a one-to-one basis compared to working with a 

class? 

24. Do you have any experiences from other kinds of interventions or help programs? If 

so, what do you think of RR compared to that program? 

25. According to you, what are the pros and cons of RR? 
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26. Results? Does RR work? 

27. Do you or anyone do any follow-ups for example 1, 2 or 3 years after the children 

have been discontinued? 

28. Do you report the results of your RR tutoring? 

29. How is RR funded? 

30. How many schools in New Zealand use RR? 

31. Is there anything you would like to add? 

 

Child 
1. Please, tell me about what you are doing together with Mrs. X. 

2. Why are you going to Mrs. X? 

3. What are you learning when you are meeting with Mrs. X? 

4. Please, tell me how you feel about going to Mrs. X. 

5. What do you like about going to Mrs. X? 

6. What do you dislike about going to Mrs. X? 

7. Tell me about your homework. (What do you do? Do you always do your homework? 

Help from parents? How do you like your homework?) 

 88



 
 

 

 89



 

 
 

 

 90



 

 
 

 91



 

 
 

 92


	Catherine Lang and Pamela Schon, Waikato University, Hamilto
	1. Introduction  ‘A Long Journey’
	2. Purpose of the Study
	2.1 Purpose
	2.2 Research Questions

	3. Methods
	3.1 Procedure
	3.2 Sample
	3.3 Collection of Data
	3.4 Reliability
	3.5 Ethical Considerations
	3.6 Data Analysis
	3.7 Methodological Problems

	PART A.  A Literature Review
	4. Background
	4.1  A Reading Recovery Overview
	4.2 History and Development of Reading Recovery
	4.3 Schools Providing Reading Recovery
	4.4 Parent Support
	4.5 Reading Recovery Staff
	4.5.1 Reading Recovery Teachers
	4.5.2 Reading Recovery Tutors
	4.5.3 Reading Recovery Trainers

	4.6 National Reading Recovery Centre
	4.7 Monitoring of Reading Recovery

	5. Reading and Writing Acquisition and Difficulties
	5.1 Preventing Reading and Writing Difficulties
	5.2  A Second Chance to Learn
	5.2.1 Believes Behind Reading Recovery
	5.2.2 Individual Instruction
	5.2.3 Daily Instruction
	5.2.4 Acceleration
	5.2.5 Getting Down to Detail
	5.2.6 Reciprocal Gains of Reading and Writing

	5.3 Observation Survey of Early Literacy Achievement
	5.3.1 Running Records


	6. Structure of the Reading Recovery Intervention
	6.1 Observation and Prediction of Progress
	6.2 Roaming Around the Known
	6.3 Moving into Instruction
	6.3.1 Reading Books
	6.3.2 Writing Stories
	6.3.3 Assembling Cut-up Stories

	6.4 Discontinuing and Transfer
	6.5 When the Goal is not Reached

	7. Reading Recovery Teaching Procedures
	7.1  A Range of Strategies
	7.2 Taking Words Apart in Reading
	7.3 Fluency Leads to Meaning and vice versa
	7.4 When It Is Hard to Remember

	8. Latest Data from Ministry of Education
	9. Research – Does RR Work? Do The Gains Last?
	10. Phonological Awareness - Developed through RR?
	11. Various Voices on How to Achieve Learning
	PART  B.    Empirical Studies
	12. Reading Recovery in Practice
	12.1 Rereading Two or More Familiar Books
	12.2 Rereading Yesterday’s New Book and Taking a Running Rec
	12.3 Letter Identification and/or Word-‘making and breaking’
	12.4 Writing a Story
	12.5 Reconstructing the Story in a Cut-up Version
	12.6 New Book Introduced
	12.7 Reading a New Book
	12.8 Summary of the Lesson Framework

	13. Four Different Perspectives on Reading Recovery in Pract
	13.1 Students’ Perspective
	13.2 Teachers’ Perspective
	13.2.1 A Certified Reading Recovery Teacher
	13.2.2   A Reading Recovery Teacher in Training

	13.3 Tutor’s Perspective
	13.4 Trainer’s Perspective

	14. Discussion
	14.1 Discussion of Methods
	14.2 Discussion of Results
	14.3 Suggestions for Future Research

	Glossary
	References
	Frame of Interview Questions

