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ABSRACT

The 2 of the Reading y™ program for students who are
identified “at-risk™ of reading and writing failure was evaluated in a two-year
longitudinal study involving 36 participants within the Labrador School Board. The

study not only demonstrated the effectiveness of Reading Rmovery“‘, ‘but also the

for effective ing to meet the needs of children such as those

of a multi-cultural and isolated envis To evaluate the impact of

Reading Recovery™, the study consisted of three groups: the Treatment group,

of partici who were i i from Reading

Recovery™ in grade 1 the previous year, the Reference Group consisting of

to be “averag ieving” within the anda

C ison Group isting of students. i o be “at-risk” of reading and

writing failure who were unable to access Reading Ret:ove\'yTM Participants were
assessed over a two-year period from fall, 1998 to the spring, 2000. There were four
testing trials, two in the fall and two in the spring using dependent measures to assess

reading i jonal levels, i i ion levels, spelling, word

recognition skills and fluency development ratings. A repeated measures analysis of

variance research design was i to ine signif i for
ithin-group and betw p dif The results the Reading
Recovery™, icil ignif higher scores than their “at-risk™

peers who did not participate in Reading Recovery™ and also demonstrated

to that of their “average-achieving™ Despite the

in the C ison Group and both the Treatment Group and

i



the Reference Group, all groups made positive gains over the two-year study period

on all fiv measures (i.e. Dic ic Reading Inventory: Reading
Passages. Diagnostic Reading Inventory: Reading Comprehension, Burt Word
Reading Test, Gentry Spelling Assessment, and Fluency Rating). On three of the five
dependent measures (i.e. Diagnostic Reading Inventory: Reading Comprehension,
Gentry Spelling Assessment, and Fluency Rating) the Comparison Group
demonstrated a similar pattern of progress as the Treatment Group and the Reference
Group. Questionnaires and Student Record Forms were also provided to classroom
teachers, Reading Recovery™ teachers, and school administrators to determine the
impact of Reading Recovery™ on teaching and school development. The

questionnaires were analyzed both qualitatively, to examine written responses and

L 10 ine p and mean averages of responses that
validate research finding and to investigate other areas of the Reading Recovery™
program as identified in the literature.
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CHAPTER 1

Nature of the Study

Introduction

A current focus of education is the early identification and intervention for
children “at risk” of having difficulty learning to read and write. It has been
identified that although Newfoundland and Labrador have shown improvement in
recent years, the province is still recognized as having the lowest literacy level in the
country. “According to Statistics Canada. 39 percent of the population 25 years of
age and older has less than a high school education compared to 28 percent of the
same aged group for all of Canada™(Words to Live By, 2000).

It is the innate goal of educators to attempt to make learning productive and
meaningful for children. However, there is little doubt that children-having
difficulty in the acquisition of reading and writing skills are greatly disadvantaged in
their school careers. Poor readers and writers experience deficiencies much like a
~snowball effect”, which flows into “all other aspects of education, including
reduced self-concept” (Gregory, Earl, & O’Donoghue, 1993). “Words To Live By”
(2000), developed by the Newfoundland and Labrador Department of Education,
outlining a “Strategic Literacy Plan for Newfoundland and Labrador”, acknowledges
that literacy is important to our society as a whole. This document links reading

proficiency to increased access to employment opportunities and improved job
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status, participation in the democratic process and citizenship, improved health and

well-being, as well as personal It reports a wi provincial need to
address literacy problems identified through participation of individuals in Adult
Basic Education Programs and through formal assessments administered to students
nationally. Statistics Canada reported that on a national level “25 percent of
students fall within levels that suggest they are having problems reading and writing™
(Words to Live By, 2000).

[dentifying that more work can be done to achieve literacy levels comparable

to that of other provi the provinci: in January 1998 “its

intention to develop a Strategic Literacy Plan for Newfoundland and Labrador”
(Words to Live By, 2000). A steering committee consisting of stakeholders
including. .. “leamners, volunteers, communities, agencies, the Literacy Development
Council, along with representatives from both levels of government and
representatives of industry and labor was to oversee the development and
implementation of the plan. Three main goals have emerged through the
consultations of the Literacy Strategic Planning Unit. The following goals are stated
in Words to Live By (2000):

1 Literacy levels which are among the highest in Canada

3 A culture which values literacy as a desirable goal for all people

3 An integrated approach to literacy development



To date, the most common method of assisting children with reading and
writing difficulties is remediation. Despite the common practice of remedial
programs in our schools, the choice of programming for “at-risk™ children has been
criticized by providing “too little, too late” (Pinnell, Lyons, DeFord, Bryk, & Seltzer,
1994). More specifically, critics argue that remedial programs are combated with a
loss of valuable classroom instructional time and essential leaming of curriculum
concepts, deficiencies in cohesion between the regular classroom program and the
remedial program, as well as concerns of stigmatization and its effects on self-esteem
(Swain, 1997).

Traditional remedial programs have been designed on the premise of a
“deficit model” in which the method of instruction is developed around a teacher
directed approach and the students assuming a passive role in their learning of
reading and writing skills. This approach focuses on individual skills being
strengthened through the use of worksheets and “drill and practice” activities.
According to Manning (1995), instruction is focused on a “reductionist perspective”
in which learning to read and write is believed to follow a step by step sequential
process and acquisition of discreet skills needed to build on at the next stage of
learning. This approach has met with problems for the “at-risk” learner and makes
learning to read and write more difficult (Manning, 1995). Children become locked
into unproductive strategies leaned early in their reading and writing experiences.

Unproductive reading and writing strategies not only interfere with the child’s



present progress, but “actually blocks future learning” of productive strategies (Clay,
1982).

The trend in literacy development has taken the direction in support of a more
“holistic approach” in instructing children to learn to read and write. There has been

interest in recent years in children as cognitive beings, who selectively attend to

aspects of their envi seeing, his i itoring, problem
solving and validating developing strategies that build cognitive competencies and
essentially are actively constructing their own learning (Clay, 1991b). Based on the
“social constructivist” theory of learning, it is believed that children are active
learners in their language development and essentially can construct a unique and
meaningful knowledge base in authentic contexts for learning. This theory of
learning contrasts with the reductionist’s views in that learning is “active and real,”
based on “holistic” activities rather than the traditional perspective of the child’s role
entrenched in passivity and teacher directed activities of a sequential, drill and
practice nature.

Onei ion of the “social ivist” view is the

importance of social interaction in the learning environment. According to Vygotsky
(1962, 1978), a child’s learning is supported by teachers within his/her “zone of
proximal development™. It is within this zone that “the child can not yet learmn
independently but can learn with appropriate adult support”(Clay, 1991b). Itis an

accepted notion that children start school with varied opportunities and life



experiences that either support or hinder future language development. Thus, the

for success is di: ing one’s particular ies and develop

literacy programs based on individuality and each child’s “cutting edge of learning™
(Clay 1991b; Clay & Cazden, 1991). If children are presented with the same task,
the “zone of proximal development” is not being tested for the more competent or
least competent students in the classroom language program. It is the teacher’s
responsibility to guide students to build upon individual competencies to ensure
appropriate learning. The ultimate goal is an independent learner that can transfer
learning to novel situations.

Based on this analysis, intervention must occur early, and in meaningful
contexts for the child. The greatest impact for children “at-risk™ for difficulty can be
made in the early teaching of reading and writing skills (Pinnell et al.. 1991). One
such program that has been implemented in Newfoundland and Labrador
independently by school districts to provide intervention early in a child’s school
career is the Reading Recovery™ Program (Clay 1993b). The practices and overall
goals are largely consistent with the leaming outcomes identified in the current
primary language arts resources for the province of Newfoundland and Labrador
(Jeroski, & Dockendorf. 1999):

o Both programs are based on “holistic language” research

* Both emphasize strategies for independent reading and writing



e Both emphasize the learner’s active participation in the reading and
writing of whole, meaningful, and relevant material

e Both include instruction that responds to behaviors exhibited by the
learner

e Both include ongoing, qualitative evaluation procedures, which direct
the teacher’s attention to the needs of the students in order to make
informed decisions concerning appropriate program direction. The
Newfoundland and Labrador Department of Education has
implemented First Steps to aid in meeting the goals within the

learning outcomes for each student (Rees , 1994)

Background to the Study
Reading Recovery™, developed by Dr. Marie Clay in 1976, is an early
intervention program for 6 year-old students. The program is designed to move
those students who are the lowest achieving readers and writers in grade 1 (i.e.,
approximately 10-20%) to average levels of literacy ability in approximately 12 -20
weeks. Reading Recovery™ is not meant to take the place of the core language arts

curriculum. nor is it to be used as a special education program for students. It is,

however, designed to work in conjunction with regular i ion. The
individual daily lessons in the Reading Rwovaym program are intended to enable

students to develop strategies in reading and writing, as well as foster independence



to achieve and profit from regular classroom instruction (Clay 1979, 1985, 1993a,
1993b).
The Canadian Institute of Reading Recovery™ was established in 1992 and

acts as the governing body of all Reading Recovery™ sites in Canada. This

isa profit iZzati i as a charity under the Canadian
Corporations Act. Support for the Canadian Institute comes from government

grants, donati ip fees, and ips with the business community.

The Canadian Institute of Reading Recovery™ was granted the right to hold the
trademark in Canada by Dr. Marie Clay. It is the responsibility of its Board of
Govemnors to ensure that all Reading Recovery ™ sites adhere to all standards and to
maintain quality control across the country. All Reading Reccwerym sites which
meet the requirements set forth by the Reading Recovery™ principles and guidelines
are granted a one-year royalty free license for their program (Canadian Institute of
Reading Recovery™, 1997).

The Labrador School Board, formerly known as the Labrador East Integrated
School Board, initiated Reading Recovery™ in 1994. According to Director of
Education, Mr. Cal Patey, it was an article in The Reading Teacher that helped to
create an interest in the program for his school district. He later offered an
information session for the board as a possible intervention for the improvement in
language development for certain students. Ms. Joan Hughes, a retired special

education teacher. was trained as the first teacher leader for Labrador at the Canadian



Institute of Reading Recovery™ in Toronto, Ontario. Upon her return in 1995, ten
teachers from the Happy Valley-Goose Bay area, schools in both the Labrador East
Integrated School Board and the Roman Catholic School Board, and one teacher
from Rigolet, were trained to deliver this early intervention program for grade 1
students. It was questionable, at that time, as to how best to provide training to
teachers in coastal communities, due to external factors such as inclement weather
conditions, financial constraints and travel with Reading Recovery™ students.
Therefore, for the 1995-96 school year, the community of Rigolet was chosen as a
pilot school to determine the best method for implementing Reading Recovery™
training to other teachers in isolated communities.

Providing one community on the north coast of Labrador with a trained
Reading Recovery™ teacher if successful would warrant training for other
communities along the north and south coasts of Labrador. The next training group
consisted of coastal teachers from the following communities: Nain, Hopedale,
Makkovik, Cartwright and North West River. Other schools were added to the list of
Reading Recovery™ schools in the Labrador School Board. These included
Labrador City, Black Tickle, Davis Inlet and Postville, as well as a second and in
some cases a third teacher in the communities identified that were not meeting all the
needs of students (see Table 1). It is important to note that in 1997, all three school
boards in Labrador, the former Labrador East Integrated School Board, the Roman

Catholic School Board and the Labrador West Integrated School Board, merged to



form District #1, the Labrador School Board. This enabled the Labrador West
School Board access to the Reading Recovery™ training for their teachers.

In 1997, to meet the demands of training new Reading Recovery™ teachers
in an expanding school district, Ms. Fiona Anderson, a former Reading Recovery ™
teacher. was trained in Scarborough, Ontario as a teacher leader. With the recent
retirement of Ms. Joan Hughes. the first teacher leader to train in Labrador, a third
teacher leader was trained in the 1999-2000 school year. Ms. Delores Matthews

started implementation in September 2000 for new trainees.

B Descripti

Students accepted in the Reading Recovery ™ program receive daily lessons,
30 minutes in duration. Lessons are one-on-one and are subject to the needs
exhibited by the child during that lesson. This program services the lowest achieving
10%-20% of children at age six or grade 1. The Observarion Survey is administered
to all children to determine literacy strengths and needs. A number of factors are
considered when choosing children for the program. Children have to be identified
as being “at-risk” and in the lowest 10%-20% of the school population for that age.
A child’s birth date is also considered. For example, if a child has a January birth
date and will be seven in grade 1. that child can be considered before a child with a
May birth date and can be serviced on the second round of children entering the

program. Finally. the child’s scores on the Observation Survey are examined to



determine children in most need. For example, two children close in their date of
birth may both require Reading Recovery™, however, stanine scores on individual
subtests may indicate the youngest child is in most need, therefore the older child
may be considered on the next round of admittance. The criterion for admittance is
designed to meet the needs of children at most risk for reading and writing
difficulties.

After admittance into Reading Recovery™, the first two weeks or 10 sessions
of a child’s program is spent in what is called “Roaming Around the Known™. The
Observation Survey identifies a child’s strengths and needs upon entering. This
period of time is not meant for teaching, but is a time for learning about how to
provide opportunities based on the Observational Survey to help program for
children. The goal is to “become fluent and flexible in what the child already knows,
thus building a firm foundation™ (Gregory et al., 1993). Thus, previous learning
becomes solid in the children’s repertoire of knowledge and the Reading Recovery™
teacher develops a rapport with the child and an understanding of the child’s
abilities. Therefore. a child’s strengths can be utilized when instruction begins and
an element of trust has emerged between the Reading Recovery™ teacher and

Reading Recovery™ student.



Table 1

Number of Newly Trained Reading Recovery™ Teachers in the Labrador School
District’s Implementation Each Year

School 95-96 9697 97-98 98-99 99-00* 00-01
A.P. Low Primary . . 1 3 . .
Labrador City

Amos Comenius Memorial: . 2 . 1 . 1
Hopedale

B.L. Morrison: . . . 1 . 1
Postville

Henry Gordon Academy . 1 . 1 . .
Cartwright

J.C. Earhardt Memorial . 1 1 . . .
Makkovik

Jens Haven Memorial . 1 1 . . 1
Nain

Lake Melville School . 1 . . . .
North West River

Northern Lights Academy 1 . 1 1 . .
Rigolet

Nukum Mani Shan . . . Z . 2
Davis Inlet

Our Lady Queen of Peace 2 . N/A® NA NA NA
Happy Valley Goose Bay

Peacock Elementary 5 . 1 1 . 1
Happy Valley Goose Bay

Peenamin McKenzie . . . . . 3
Sheshashit

Spruce Park Elementary 3 . N/A N/A N/A N/A
Happy Valley Goose Bay

St. Michael’s School 1 . . . . .
Happy Valley Goose Bay

St. Peter’s School . . . 1 . .
Black Tickle

Total Trained 11 6 S 11 . 9

1999-2000 was a maintenance vear and no new teachers were trained.

L N/A school closures or reassignment due to restructuring.



During the implementation of a lesson, the Reading Recovery™ teacher
shifts from the facilitation of “Roaming around the Known™ sessions to a specific

by the child’s A Reading Recovery™ lesson

will contain all the following steps and will be further examined in relation to the ten
principles of an effective literacy program in Chapter 2 (Clay, 1993b; Gregory et al,
1993; Pinnell, 2000).
Step 1: Reading familiar stories. This is the beginning of each lesson in
which the child selects one-three stories at their independent reading level.
This is a time to practice phrasing and building fluency.
Step 2: Reading a new story that was introduced the day, the Reading
Recovery™ teacher must take a running record on this book for analysis and
select one-two teaching points that he/she feels are the most productive to
accelerate the learning of the child.
Stepsl and 2 will take approximately 10 minutes.
Step 3: Working with letters and/ words using magnetic letters. In the
beginning lessons this will be a time to work on letter identification and
formation, however, once the child knows approximately 15-20 letters,
“making and breaking” can begin. “Making and breaking” teaches the
principles in how words work, thus developing independence of word solving
abilities. This step is to be completed quickly and direct, taking

approximately one-two minutes.



Step 4: Story writing. The writing of a story is generated through
conversation between the child and the Reading Recovery™ teacher. The
child is encouraged to write as much as possible independently. However,
the Reading Recovery™ teacher supports the child when necessary. This
step provides learning in “hearing and recording” sounds in words. The use
of “sound boxes™ is helpful in teaching children the writing of unfamiliar
words.

Step 5: Assembling a cut up story. The child’s story is then printed on a
white piece of card and cut into pieces. The pieces may be words, chunks or
phrases depending on the current needs of the child. The goal is for the child
to assemble the message he/she has created attending to the visual features of
print. Spacing, phrasing and fluency can be developed in this step, as well.
Steps 3-5 take approximately 10 minutes.

Step 6: Introducing and reading a new book. This step is to conclude the
last 10-minutes of the Reading Recovery™ lesson by introducing a new and
more challenging book to the child. A book introduction is crucial to
building a meaningful context and interest for the child to begin reading.
During the lesson, the Reading Recovery™ Teacher will discuss pictures
and content by directing the child’s attention to visual, structural and

meaningful aspects of text ing all sources of i jon, thus

ping self itoring and heckin; i on new text. The



child will read the new book independently with some support from the

Reading Recovery™ teacher. This book will then function as the “running

record” book in the subsequent lesson.

Teaching time is a major factor in the program. A lesson must be 30-minutes in
duration. Teaching during the lesson is based on the individual needs of the student
that day; therefore teaching should be specific and brief. One principle of Reading
Recovery™ is a balanced integrated approach that connects all lesson parts where
teaching to the student’s needs is a means to accelerate progress. Teaching too many
concepts is often unproductive and changing the design of the lesson framework
negates the teaching as Reading Recovery™.

The success of the child’s program depends on the Reading Reooverym
teacher’s “ability to respond to individual children’s needs and make powerful
teaching decisions throughout each child’s lesson™ (Gregory et al., 1993). The goal
of Reading Recovery™ is to bring children to average or above-average levels in
their classroom. Thus, discontinuation from the program can commence when these
levels are achieved.

Reading levels are not the only factor considered in discontinuing a student
from the program. Consultation with the classroom teacher and the school’s literacy
team is also important in deciding how well the child can survive in the classroom
independently. Factors considered in terms of setting is the position of the child’s

abilities in relation to the class as a whole. class size, book level the class is presently



15

working on and the teacher’s attitude. The child must also demonstrate independence
by self-monitoring reading and writing, correcting self-detected errors, and cross
checking all sources of information (Clay, 1993b; Gregory et al., 1993). Thisis
evidence that a “self extending system™ has developed.

When discontinuing a student, the Observation Survey must be completed
and compared to the child’s entry-level status. The assessor for this testing must be a
trained person in administering the Observation Survey independent of the child’s
current program. This is a measure of reliability and validity in which an unbiased
party can analyze a child’s strengths and needs. [f it has been decided to discontinue
the child from the program, the Reading Recovery™ teacher must consult with the
classroom teacher to relay the child’s strengths and needs and arrange for monitoring
the child’s progress after discontinuing (Clay, 1993a).

Not all children will meet the criteria and be discontinued from Reading
Recovery™; therefore. arrangements need to be made to make appropriate referral to
special services. An alternate plan of action has to be taken on behalf of the child

that is more long-term in meeting their strengths and needs.

Labrador Reading R ™ Srarisi
Since the implementation of Reading Recovery™ in 1995, 39% (=463) of
the 1189 grade | students registered in schools with full implementation were

determined at risk” and received this early intervention program. Over the five



years of i ion, 69% were i i from the Reading

Recovery™ program. Overall, 4% of the grade 1 students who have received the
program from September 1999 to June 2000 were “carried over” for discontinuing in
the 2000-2001 school year. Data has not yet been received on these students. One
can infer that a student’s program “carried over” indicates that progression was being
made, however the student did not complete their program due to late entry at the
end of the school year. All other “carry over” students from previous years are
included in the data identifying discontinued students.

Un