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Learning Language –  
Run, Run as Fast as You Can
What might be possible in 3 weeks of Reading Recovery lessons?

Jennifer Flight, Canadian Institute of Reading Recovery, Western Region

Editor’s note: Collin is a pseudonym.

Introduction
As Reading Recovery teachers, each 
child with whom we work teaches us 
more about our own teaching. I will 
tell you the story of my work with 
Collin, an English language learner  
(ELL). Collin’s gift to me was guid-
ing me to observe language and 
search for ways to provide oppor-
tunities for accelerated English lan-
guage learning. Working together 

in Reading Recovery lessons was an 
opportune time to support Collin 
in learning English and acquiring 
literacy. In this article, I will share 
observations of language learning 
and reflect on what may have helped 
to accelerate Collin’s use of spoken 
English. Based on my own learning, 
I will present some recommendations 
for working with ELLs.

Many ELLs are taught to speak, read, 
and write in English in the context 
of Reading Recovery lessons. Quick, 

efficient language development is a 
priority for Reading Recovery and 
classroom teachers, literacy coaches, 
English language teachers, and others  
who are supporting children with 
limited English language in a school 
setting. Cazden states, “[O]ne  
condition essential to education must 
remain the same: to communicate, to  
understand, and be understood” 
(1988, p. 76). 

Many questions come to mind when 
thinking about ELLs. How does the 
teacher support the child in learning 
to communicate? To understand? To 
be understood? Krashen (1983) sug-
gests that language acquisition takes 
place when the learner is exposed 
to language that is comprehensible 
and contains, i + 1. The i represents 
the language the learner currently 
controls and the 1 represents lan-
guage that is just slightly more com-
plex or the next step (p. 43). How 
might the Reading Recovery teacher 
make the language of storybooks 
comprehensible? 

Understanding the power of linking 
speaking, reading, and writing is key 
to the work of the Reading Recovery  
teacher. How is it possible for a  
teacher to begin to make such links 
when a child is not speaking, reading,  
or writing in English? What can a 
teacher do to support the develop-

Understanding the power of linking speaking, reading, and writing is key to the 
work of the Reading Recovery teacher. How is it possible for a teacher to begin to 
make such links when a child is not speaking, reading, or writing in English? 
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ment of oral language in the context 
of the Reading Recovery lesson?  
Clay states:

It is powerful to harness the 
established power of children’s 
oral language to literacy learn-
ing from the beginning, so that 
new literacy knowledge and new 
oral language processing power 
move forward together, linked 
and patterned from the start. 
Children with the least prepara-
tion for literacy learning need such 
an integrated approach if they are 
to catch up to their classmates. 
(2015c, p. 95)

How can oral language be a resource 
to support reading and writing when 
oral language is limited? 

About Collin 
I selected Collin for Reading Recov-
ery lessons based on his overall low-
est scores on An Observation Survey 
of Early Literacy Achievement (Clay, 
2013) in his Grade 1 cohort. At  
initial testing, Collin had been in 
Canada for 3 months, having immi-
grated from China. Neither of his 
parents spoke English, and a Chinese 
dialect was spoken at home. Collin  
communicated effectively in his first 
language. He attended language 
classes on Saturdays and was begin-
ning to learn to read and write in 
Chinese. His sister described him as 
always talking. She spoke some Eng-
lish and played the role of translator 
for the school.

At school, Collin had been identified 
as being a child needing language 
support, but no additional language 
supports were available. In the class-
room, Collin was not able to engage 
in typical classroom activities. He was 
unable to understand directions, he 
did not speak, and he was easily dis-

tracted by interesting objects on walls 
and shelves and by actions of other 
children in the classroom. Collin was 
not speaking in his classroom, not 
even single word utterances. 

Meeting Collin in his classroom 
before our first lesson, I asked, “How 
are you?” to which there was a very 
long pause and he eventually respond-
ed, “No.” I assumed that was his way 
of telling me “I don’t know what that 
means.” Communication was going 
to be a challenge and Reading Recov-
ery lessons would provide an oppor-
tunity for Collin and me to work 
together for 30 minutes every day to 
explore what might be possible for his 
language and literacy learning.

An Exploratory Research 
Project
Considering the need for this inte-
grated approach, I thought about 
extending Collin’s oral language com-
petencies. Before beginning Collin’s 
lesson series, I designed a research 
project to explore what might be 
possible in terms of accelerated lan-
guage development. Given intensified 
teaching in the area of oral language 
for 15 lessons or 3 weeks, I wanted 
to observe change in Collin’s use of 
language. Some of the procedures I 
planned to try in these 3 weeks were 
not typically part of Reading Recov-
ery lessons but were included specif-
ically for my research. The project 
began with Roaming Around the 
Known, Lesson 1. 

Given the project confines of 15 les-
sons, I used a pretest, posttest design 
to attempt to answer the question, 
How does an ELL’s control of oral 
language structures change in rela-
tionship to the storybooks that he is 
able to read after 3 weeks of Reading 
Recovery lessons? 

For the pre- and posttest assessments, 
the Observation Survey tasks and 
the Burt Word Reading Test (New 
Zealand Council for Educational 
Research, 1981) were used, as are 
typical in Canada for assessing and 
selecting children for Reading Recov-
ery lessons. The Burt Word Read-
ing Test is a page on which there are 
110 words. The child reads and/or 
makes attempts at reading the words 
until 10 consecutive errors are made. 
In scoring the test, the child’s “level 
of attainment is placed within an age 
band” (Clay, 2013, p. 99). In addi-
tion, three language-specific tasks 
were administered: 

1.  Record of Oral Language 
(Clay, Gill, Glynn, 
McNaughton, & Salmon, 
2015); the child repeats sen-
tences and the “ability to 
handle selected grammatical 
structures” is assessed (p. 9)

2.  Biks and Gutches (Clay, 
2015b); provides evidence of 
grammatical rules a child can 
use through the anticipation 
of what comes next in text 
(i.e. verbs, plurals, and  
possessives)

3.  A modified assessment of  
oral language based on the 
child’s retelling of a familiar  
story, the Tell Me task 
(New Zealand Ministry of 
Education, 2000)

Within the context of the first 10 les-
sons of Roaming Around the Known, 
the treatment was to intentionally 
read, talk about, and retell complex 
stories; stories of much greater com-
plexity than the language Collin 
had demonstrated he could use and 
understand. This applied treatment 
was presented alongside the more 
typical tasks of sharing books and 
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writing stories. Beginning in Lesson 
11 the shape of a typical 30-minute 
Reading Recovery lesson was used.

The applied treatment of repeated 
readings of the same story—at a 
more-complex level than the child 
uses—discussion about the story, 
and retelling of the story might be 
explained by a cognitive perspec-
tive which supports second language 
learning: “Interacting, noticing, pro-
cessing, and practicing” (Lightbown 
& Spada, 2013, p. 114). Each story 
listened to, talked about, and retold 
was an opportunity for Collin to 
interact with meaningful language. 
Retelling stories provided meaning-
ful, interactive practice in the task  
of storytelling. 

Initial Assessment Data
The Observation Survey tasks pro-
vided some evidence of what Col-
lin knew about reading and writing 
(Table 1). On the Concepts About 
Print task, he identified the front of 
the book, knew that print contained 
the message, demonstrated left-to-
right movement across text, and iden-
tified upper- and lowercase pairs, but 
he was not able to one-to-one match. 
He identified 35 letters; almost all 

were matched upper- and lowercase 
pairs. On the Clay Word Reading 
task, he read the word I which was 
known as a letter. On the Burt Word 
Reading Test, he said four/for as part 
of a counting sequence (the word for 
happens to be the fourth word in the 
row). He wrote his name, a friend’s 
name (Colin spelled with a single l), 
and I. He heard and recorded five 
dominant sounds. He was assessed 
at Text Level 0 having recalled a dic-
tated sentence of three words. On all 
tasks, the scores were at Stanine 1.

Record of Oral Language
For the Record of Oral Language 
task (Clay, et al., 2015), the child is 
asked to repeat sets of sentences that 
have been graded for difficulty.  
Collin accurately repeated three of 
the Level 1 sentences including Sally 
is staying at home, Mary is going to 
town, and Here are some more fish. 
Although he was not using more than 
three-word utterances in speech, as 
was evident from his dictated sen-
tence, he was able to repeat state-
ments of greater complexity.

Biks and Gutches
The Biks and Gutches task (Clay, 
2015b) prompts the child to orally 
“fill in the blanks,” filling in what 
would be the next word in the story. 
The responses are analyzed to see 
which inflections or word endings the 
child is able to use. Collin could fill 
in the blanks and add the inflections 
to the following italicized words: 

•  The boy has this book and 
this book. He has two books.

•  The big girl can mot the 
ball with her foot. Say ‘mot.’ 
What does she do? She mots 
the ball.

•  When the ball rolls very fast 
she can stop it with both her 
feet. 

Collin demonstrated some under-
standing of creating plurals by  
adding s in addition to the use of  
an irregular plural.

The Tell Me task
A modified version of the Tell Me 
task, part of the New Zealand Min-
istry of Education’s School Entry 
Assessment (2000), was used as an 
additional means of assessing lan-
guage. The Tell Me task was designed 
to be administered in a classroom 
within a small-group setting. I 
administered the task in the one-to-
one context of the Reading Recovery 
lesson and I selected the storybooks 
to be used. 

Two fairytales were chosen for this 
task, one for the pretest and one for 
the posttest. This genre was selected 
because a similar story structure is 
evident across texts. The same book 
was read to the child three times over 
the course of 3 days. The first 2 days 
I read the story and initiated talk 
about the story and encouraged the 
child’s participation. The illustrations 
were used as a support. On the third 
day, I read the story to the child and 
then the child had an opportunity to 
give an unsupported retelling. The 
retelling was audio recorded and tran-
scribed. The Tell Me Record Sheet 
on page 10 of the assessment prompts 
the teacher to reflect on six areas 
related to the child’s use of language: 
comprehension, sentence structure, 
vocabulary, organization, description, 
and content. For assessment purposes, 
the pretest was administered the third 
lesson in the known and the posttest 
administered in Lesson 15.

Table 1. Initital Assessment Data

Instructional Book Level 0

Accuracy Percentage 100

S.C. 1:xx N/A

Letter Identification – 54 35

Concepts About Print – 24 7

Clay Word Reading – 15 1

Burt Word Reading Test Score 1

Writing Vocabulary Score 3

Hearing and Recording  
Sounds in Words – 37 5
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The Intervention…
Thinking About 
Supporting Language Use
In preparation for Roaming Around 
the Known lessons with Collin, I 
gave special attention to thinking 
specifically about oral language learn-
ing. In addition to supported and 
shared reading of Level 1, 2, and 3 
books and shared writing of stories 
together, the Tell Me task procedure 
was used with storybooks in each 
30-minute lesson for the duration of 
this project. Given that the Tell Me 
task procedure involves reading and 
talking about a book, the task easily 
became a daily activity within Roam-
ing Around the Known lessons. Lis-
tening to higher level stories, talking 
about the stories, and retelling stories 
which were of much greater com-
plexity than Collin’s speech, in addi-
tion to repeating the process with the 
same book over 3 consecutive days, 
became an integral part of the first 15 
lessons. The Tell Me task was used as 
a daily treatment in the lessons. This 
was an activity I had not systemati-
cally included in Roaming Around 
the Known lessons with previous 
students. 

In Clay’s words, my teaching empha-
sis was, “Put your ear closer, con-
centrate more sharply, smile more 
rewardingly and spend more time 
in genuine conversation . . . create 
opportunities for them to talk, and 
talk with them” (Clay, 2015a, p. 69). 
This emphasis was top of mind when 
thinking about telling stories, reading 
stories, and writing stories. Although 
I knew I would need to use my own 
language to support Collin’s lan-
guage development, key would be the 
opportunities for Collin to talk and 
for me to listen. Opportunities for me 
to listen and observe language came 
through the Tell Me task, noting lon-

gest utterances, and the composing of 
stories for shared writing. 

The Tell Me task 
Transcribing oral language samples 
into print has advantages, being able 
to “see” language, and disadvantages, 
you cannot capture the prosodic fea-
tures of language: intonation, tone, 
stress, and rhythm. In reading and 
talking about The Gingerbread Man 
(Smith, 1997) over the three expo-
sures prior to Collin’s retelling, my 
“reading voice” was very expressive 
to reinforce Collin’s ability to access 
structure in his own retelling of the 
story. Listening to the audio record-
ing of the retelling you would note 
Collin’s fluency, intonation, tone, 
stress, and rhythm. Imagine, “You 
can’t catch me I’m the gingerbread 
man” in a singsong voice. Collin 
had an understanding of how stories 
sound with groups of words coming 
together in phrases with expression 
and ease. 

The retelling of The Gingerbread 
Man was transcribed, which made 
Collin’s use of language visible. Lan-
guage strengths not evident in the 
more-formal assessment tasks now 
became available for reflection. After 
just three Roaming Around the 
Known lessons, Collin demonstrated 
control over some English language 
structures. 

Review Collin’s retelling of The Gin-
gerbread Man (Figure 1). Ask your-
self, What do you know about the 
structures of the language he uses? 
What is easy? What is he working 
on? What concerns you most? Con-
sider the vocabulary used (pronouns, 
verbs, and nouns). Are there language 
strengths that would support choos-
ing and introducing new books for 
Collin to read?

Collin’s retelling illustrates many 
emerging language strengths, a  
few follow: 

•  He uses language to tell a 
meaningful story.

•  He puts words together into 
quick short three- and four-
word phrases.

•  He appropriately uses repeti-
tive phrases/sentences from 
the actual text.

•  He works to get the structure 
to sound right, on pp. 6–7, 
fast …ter.

•  He usually identifies the 
speaker.

•  At difficulty, he works to 
retrieve vocabulary words, 
“Because gingerbread man 
don’t, don’t know water.”

The Tell Me Record Sheet provides a 
framework for reflecting on a child’s 
use of language, with categories of 
sentence structure, vocabulary, orga-
nization, description/expression, and 
content. Responses are scored on a 
4-point scale: 1=none, 2=basic (the 
least complex), 3=plain, and 4=devel-
oped (the most complex). Collin 
scored basic in each category for his 
retelling of The Gingerbread Man, as 
shown in Table 2.

Collin’s retelling of The Gingerbread 
Man was a celebration. In just three 
lessons there was considerable change 
in the language that Collin was able 
to use to retell a story. After 15 les-
sons the change was even more sub-
stantial. Review Collin’s posttest 
retelling of The Little Red Hen (Giles, 
1997) (Figure 2). You might ask 
yourself, What do you know about 
the structures of the language he 
uses? What is easy? What is he work-
ing on? What new language strengths 
have emerged? What concerns you 
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Figure 1.  Lesson 3 — Retelling of The Gingerbread Man

 Page Text Collin’s Retelling Comments

2-3 Once upon a time, there was a little old man and a little old 
woman. One day, the little old woman made a gingerbread man. 
She gave him a head, two arms, and two legs. She gave him two 
eyes, a nose, and a mouth.

They a woman and pick 
a, in the woman.

Points to the woman 
in the picture.

4-5 The little old woman put the gingerbread man into the oven to 
bake. Soon the little old man said, “I can smell gingerbread bak-
ing. I will see if the gingerbread man is ready to eat.”

The little old man opened the oven door.

I, I think the woman put 
the over there because 
smell over there. 

Points to the oven in 
the picture.

6-7 Out jumped the gingerbread man. He ran across the room and 
out the door as fast as he could go.

“Stop! Stop!” called the little old man.

“Stop! Stop!” called the little old woman. “Come back!”

But the gingerbread man laughed at them. “Run, run, as fast as 
you can. You can’t catch me, I’m the gingerbread man.”

Gingerbread man jum 
in the roo-, put you in 
the door.

And go, go, go. 

The old woman talking, 
Stop! Stop! Come back! 

Shows a jumping 
motion with finger 
and the path the gin-
gerbread man takes to 
the door.

Loud with  
expression.

8-9 The little old man and the little old woman ran fast. But the gin-
gerbread man ran faster.

Be, Because da run fast-
ta, gingerbread man run 
fast---ter.

10-11 The gingerbread man ran on and on. He met a cow.

“Stop! Stop!” called the cow. “I want to eat you!”

The gingerbread man laughed at the cow. “Run, run, as fast as 
you can. You can’t catch me, I’m the gingerbread man.”

Cow, Stop! Stop! I will 
eat you. 

Gingerbread man talk-
ing, 

you can’t catch me I’m a 
gingerbread man.

Loud with  
expression.

Sings.

12-13 The gingerbread man ran on and on. He met a horse.

“Stop! Stop!” called the horse. “I want to eat you!”

The gingerbread man laughed at the horse. “Run, run, as fast as 
you can. You can’t catch me, I’m the gingerbread man.”

Come meet the horse.

Stop! Stop! I will eat 
you. 

You can’t catch me I’m a 
gingerbread man.

Loud with 
expression.

Sings.

14-15 The gingerbread man came to a river. He stopped. He could not 
get across.

A sly old fox came up to him. “I will take you across,” the fox 
said. “Climb onto my tail.”

Because gingerbread 
man don’t, don’t know, 
water. 

Fox in, in, time in, time 
in my tail.

16-17 So the gingerbread man climbed onto the fox’s tail.

“Gingerbread man!” called the Fox. “You are too heavy for my 
tail. Sit on my back.”

So the gingerbread man climbed onto the fox’s back.

“Gingerbread man!” called the fox. “You are too heavy for my 
back. Sit on my nose.”

Climb me tail. 

Tim talking, climb on 
my back. 

Climb in my nose.

18-19 But when the gingerbread man sat on the fox’s nose, the fox 
tossed him up into the air. Snip! Snap!

Up ... down. Snip! Snap! Giggles.

20 The fox gobbled him up. And that was the end of the gingerbread 
man.

Fox is yummy.
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most? Consider the vocabulary used 
(pronouns, verbs, and nouns). Are 
there language strengths that would 
support choosing and introducing 
new books for Collin to read?

Collin’s retelling illustrates many 
emerging strengths, including  
the following:

•  He consistently identifies  
the speaker.

•  He uses “storybook”  
language.

•  He substitutes a meaningful 
known vocabulary word for 
an unknown word,  
seed/wheat.

•  He self-monitors and self-
repairs his speech, working 
to make language structures 

more conventional, e.g. “I 
eat, want, I want eat. I want 
to eat.”

•  He uses many more words to 
retell this story when com-
pared to the first example.

•  He uses an expressive story-
telling voice to add meaning 
to the story and a sense of 
character to the dialogue. 

In 15 lessons, Collin is able to use 
language, intonation, and expression 
to tell a meaningful and engaging 
story. Collin’s language use on the 
retelling of The Little Red Hen has 
become increasingly more sophisticat-
ed and in most areas of language use, 
there is a shift from basic to plain, as 
noted in Table 3.

Collin’s ability to use language in 
retelling stories has changed over 
the 15 lessons. This language used 
in retelling stories alone is not suf-
ficient to gain a sense of how a child 
is able to use language to communi-
cate, understand, and be understood. 
One must also consider language the 
child is using to communicate his 
own ideas. 

Longest utterances
Clay suggests to teachers, “If we keep 
note of the longest sentence we have 
heard him use, we can update it when 
a longer one comes along. Length 
of utterance is a reliable indicator of 
growth in early oral language” (2016, 
p. 79). 

Collin began lessons not yet speaking 
in his classroom, he dictated a three-
word idea on the initial assessment, 
and rapidly his utterances became 
longer and more meaningful, with 
his sentence length ranging between 
5 and 19 words. Table 4 presents a 
sampling of the longest utterances 
and the context in which each utter-
ance was generated. Think about the 
interactions which support the more 
understandable utterances. 

Most of the longest utterances were 
generated from conversations about 
books that we had read together. The 
utterances about books were typically 
easier to understand as the gram-
matical structures were closer to con-
ventional English. Sometimes, the 
structures of the books were used in 
new ways. For example, ‘“Here is a 
red balloon for you,” said the clown.’ 
was used in speech as “Here paint-
ing for you, said the mom.” The use 
of props to act out stories was help-
ful in adding meaning to vocabu-
lary used in oral language structures. 

Table 2.  Pretest Tell Me Summary

Tell Me Record Sheet Descriptors Examples and Explanation

Basic Sentence Structure 
Unconnected labels for objects, 
actions, events, and characters

Climb me tail.

The old woman talking. 

Climb on my back. 

Climb in my nose.

Basic Vocabulary 
Labels, nouns, pronouns, and 
verbs.

Pronouns: I, you

Present tense verbs: climb, come, run, is 

Future tense verb: will eat

Basic Organization 
Unlinked picture by picture or 
page by page

Collin talks about each picture and moves 
through the book, page by page.

Basic Description/Expression 
Limited description of events 
and characters

Collin told the story using expression and 
intonation. He partially sang the gingerbread 
man’s song. He mentions some characters and 
sometimes who is speaking, but this is not 
consistent.

e.g., to note the cow is speaking: “Cow. Stop! 
Stop! I will eat you.”

Basic Content 
One main point

Collin tells the story describing what happens, 
but lacks details that would help the story to 
flow from one event to the next.
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Figure 2.  Retelling of The Little Red Hen

 Page Text Collin’s Retelling Comments

2-3 Once upon a time, there was a little red hen. She 
lived on a farm with a duck, a dog, and a pig. One 
day, she found some wheat.

Because dog in here and pig is here and 
duck here. The, There were found the seed.

‘Found the seed’ 
sounds like fallin 
asleep.

4-5 “I will plant this wheat,” said the little red hen. 
“Who will help me?”

“Not I,” quacked the duck, and she went away to 
swim in the pond.

“Not I,” barked the dog, and he went away to run 
in the field.

“Not I,” grunted the pig, and he went away to roll 
in the mud.

And, and ta- there were talking, who will 
help me plant the seed? 

Not I quacked the duck, to not help you. 

And not I quacked the dog and not help 
him.

And not I grunt the pig. Not help you.

“Not I” with 
emphasis.

6-7 “Then I will do it myself!” said the little red hen. 
And she did.

Soon the wheat began to grow. “I must water the 
wheat,” said the little red hen. “Who will help 
me?”

Can do myself. And tim do this.

And who will help me plant the seed?

Upward inflection 
for ‘myself’ to add 
emphasis.

8-9 “Not I!” quacked the duck from the pond.

“Not I!” barked the dog from the field.

“Not I!” grunted the pig from the mud.

“Then I will do it myself!” said the little red hen. 
And she did.

Not I grunt the duck,

and not I grunt the pig,

not I grunt the pig.

Ta- talking. Do myself, said the little red 
hen. I, Tim- did it. Because everyone not 
help him. 

Quick expressive 
phrases.

‘Ta-‘ might be 
‘her’.

‘Tim’ might be 
‘him’.

10-11 Soon the wheat was ready to cut.

“I must cut the wheat,” said the little red hen. 
“Who will help me?”

“Not I!” quacked the duck.

“Not I!” barked the dog.

“Not I!” grunted the pig.

“Then I will do it myself,” said the little red hen. 
And she did.

Who help me cut the seed?

Not I grunt the duck.

Not I grunt the pig.

Not I grunt the duck. Not I grunt the dog.

Collin self-cor-
rected duck/dog.

12-13 “I must make the wheat into flour,” said the little 
red hen. “Who will help me?”

“Not I!” quacked the duck.

“Not I!” barked the dog.

“Not I!” grunted the pig.

“Then I will do it myself,” said the little red hen. 
And she did.

Who help me plant the seed? It’s flour. 

And everyone not help you and not help 
you, and 

ta- little red hen talking, I did it. OK. I did 
it and she did it and ...

continues



Teaching

Journal of Reading Recovery Spring 201726

Using small figurines, Collin was able 
to act out “I eat my lunch and Meow 
Meow eat my lunch and jump in the 
window.” Utterances composed with-
out a concrete shared experience, e.g. 
personal experiences were sometimes 
lengthy but difficult to understand. 
Siraj and Asani (2015), describe the 
most-effective interactions as “sus-
tained shared thinking” in which the 
adult plays the role of scaffolding the 
child’s thinking through “encourage-
ment, simplifying the task, reminding 
the child of the goal, making sugges-
tions and modeling answers” (p. 405).

Writing stories together
The written story begins with a con-
versation between teacher and child 

from which the child determines the 
message to be written. “There is high 
motivational value in self-composed 
messages rather than a dictated task 
or a message drawn from the teacher’s 
mind, and the child can draw upon 
established speaking competencies to 
compose messages for writing” (Clay, 
2015c, p. 33). Written messages are 
then read and reread. All parts of 
the Reading Recovery lesson work 
together to build language. 

As my goal was to collect oral lan-
guage samples, I did not make 
intentional attempts to correct gram-
matical structure. In conversation, 
I would use the grammatically cor-
rect structure. Collin would some-

times revise the language structures 
of the oral composition as the story 
was being recorded. Figure 3 pres-
ents a sample of the stories written in 
the first 15 lessons, all representing 
Collin’s spoken speech. The context 
and conversation before writing are 
presented. Think about the context 
and the interactions which support 
the writing of the more understand-
able stories. What has Collin learned 
about telling stories? What are his 
language strengths? Challenges?

Similar to the most understandable 
longest utterances, the compositions 
that were easiest to understand came 
from a shared understanding of a 
story or through working together 

Figure 2.  Retelling of The Little Red Hen continued

 Page Text Collin’s Retelling Comments

14-15 “I will bake some bread with this flour,” said the 
little red hen. “Who will help me?”

“Not I!” quacked the duck.

“Not I!” barked the dog.

“Not I!” grunted the pig.

So the little red hen baked the bread herself. 

When the bread was baked and ready to eat, the 
little red hen took it out of the oven.

Tim- who help me ... plant the flour seed. 

Is bread, not ... 

everyone not helping.

16-17 “Who will help me eat the bread?” asked the little 
red hen.

“I will!” quacked the duck, and she came out of 
the pond.

“I will!” barked the dog, and he came out of the 
field.

“I will!” grunted the pig, and he came out of the 
mud.

[long pause after the page turn]

And this, who help me eat my bread? That 
is ... going tim water.

 I eat, want, I want eat. I want to eat. 

In, said, going in the water, not going in 
the water, out in the water, and dog is not 
running and going in, not running. 

And I want to eat. I want in, pick, I want 
to eat. In, Ta- talking, tim-go, going in the 
mud, no, out in the mud because ...

Self-monitoring 
and self-correcting 
of oral language 
structure on the 
run.

Self-correcting the 
use of in/out.

18-19 “Oh, no you will not!” said the little red hen. “You 
did not help me plant the wheat, water the wheat, 
cut the wheat, make the flour, or bake the bread. 
So I will not let you eat the bread.”

Oh not you no. You, you not help me plant 
the seed. Water and seed and cutting and 
seed and flour and eat.

Quite a firm 
expressive voice.

20 “I will eat it myself,” said the little red hen. And 
she did!

I do it myself. Little red, I eat myself. And 
she did.
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to create story language using props. 
He is able to compose sentences with 
complexity through

•  repeating phrases, e.g. “so 
love, so love;”

•  using the conjunction and 
to join together two ideas, 
“Meow Meow jumped out 
the window and walk and 
walk;”

•  using the language of story-
books, e.g. “said mom” and 
“said the mommy;”

•  using prepositional phrases, 
e.g. “in the gym” and “out 
the window;”

•  working at reordering the 
words of phrases, e.g. “My 
mother is love butterfly 
rainbow” reworked to “My 
Mommy so love, so love rain-
bow butterfly;” and

•  connecting personal experi-
ences to ideas read in books.

Additionally, the concept of word 
became understood. In the first five 
lessons I clearly demonstrated the 
placement of spaces between words 

Table 3.  Posttest Tell Me Summary

Tell Me Record Sheet Descriptors Examples and Explanation

Sentence Structure

Basic – Unconnected labels for 
objects, actions, events, and characters

Plain – Short, simple sentences with 
ideas linked only by “and” or “and 
then.” Some description.

And not I quacked the dog and not 
help him.

I do it myself. Little red, I eat myself. 
And she did.

Plain Vocabulary 
Labels limited to a set of descriptor 
words

Found the seed/wheat

Grunt the duck

Grunt the pig

Grunt the dog

Plain Organization 
Labelling, or retold page by page or 
picture by picture with repetition of 
linkages.

Talks about each picture and moves 
through the book, page by page, using 
“and” and “because” to connect ideas.

Plain Description/Expression 
Events, character, time, place, reason 
explained with some expression.

Story is told using expression and 
intonation. Some character names are 
used. Repetition of some structures 
heard in the two shared readings of the 
text prior to the assessment. He is very 
expressive and firm in telling the end 
of the story.

Plain Content 
Two or three main points.

The story is told describing what hap-
pens, but lacks some vocabulary that 
would help the story to flow from one 
event to the next. Example: plant/
grind, plant/bake

Table 4.  Longest Utterances

Lesson Longest Utterance Situation Words

3 I jumping the ball up to the 
ball.

A conversation before writing. He loves gym so I asked him to tell me about 
what he liked to do in the gym.

 8

4 Here painting for you, said 
the mom.

A conversation after reading the book, Balloons, level 2. I asked him what he 
would give to his mom. He said, “Cookie and painting”. I asked him, “How 
would you say it to your mom?”

 7

8 Ya, because the mouse so 
small pick and pick.

About the Tale of the Turnip. He used the word pick for pulled. He looked 
carefully for the mouse on every page and knew that the mouse was important 
to the story.

 9

10 I in the bus, you a over there, 
in the bus and you can’t find-
a me.

I told Collin that I had come looking for him in the morning and I couldn’t 
find him (he was gone on a field trip). He thought this was very funny.

17

13 I eat my lunch and Meow 
Meow eat my lunch and jump 
in the window. 

In the conversation before and during writing. We used props: a house with 
windows that opened and closed, a cat and people.

15

15 Him stay chrysalis and push 
and push and push out.

Collin came into the lesson very excited because in his classroom, the students 
had just put caterpillars into houses. He articulated the life cycle of the butter-
fly from caterpillar to butterfly. 

10
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Figure 3.  Shared Writing

Lesson Context/Conversation Shared Writing

3 T: I know you like gym. Tell me about what you like to do in the gym. 
C:  1, 2, 3, jump up ... come down. I jumping the ball up to the ball. Up to the sky. Jumping and 

jumping a ball.
T: Where do you bounce the ball?
C: in the gym.

Jumping the 
ball in the gym.

4 After reading the book, Balloons,
T: What would you like to give your mom? (Mother’s Day was the following Sunday). 
C: Cookie and painting. 
T: How would you say this to your mom?
C: [no response] 
T: [prompted with] “Here is a ...” 
C: Here painting for you, said the mom.

Here painting 
for you, said 
mom.

6 We had read The Lazy Pig. 
T: When you are hungry, what do you love to eat?
C:  I love to, I love to eat ... and eat that and apple and bread and mommy talking, eat lunch. 

Talking, OK. Talking, come on. Come on eat, eating. [Collin seemed to have difficulty finding 
appropriate vocabulary words]

T: Let’s write what Mom says.

Come on eat 
lunch said the 
Mommy.

10 Collin went on a field trip.
T: We should write a story about the bus.
C: Yup.
T: Tell me about the bus ride.
C: Because I seen the bus too loud.
T: It was too loud?
C: Here bus too loud because I going in the back. This bus is too loud because I go to park. ...
T: How could we say that in a story?
C: Because everyone talking ...
T: Let’s write it.
C: Everybody in the bus is too loud.

Everybody in 
the bus is too 
loud!

13 I introduced props to help tell the story about his cat Meow Meow. I needed to increase my under-
standing.
C: I eat my lunch and I go to sleep. (in response to table and bed props)
T: Should we write about eating lunch or going to sleep.
C: (continued to talk adding Meow Meow to the story)
T: What will we say first?
C: Meow Meow jump in the window. ... Remember be careful.
Note: the -ed ending on jumped is audible in the reading. Replaced ‘in’ with ‘out’ on re-reading. It 
now matches actions made with the props.

Meow Meow 
jumped out the 
window and 
walk and walk.

15 T: You were telling me your mom loves butterflies.
C: So love, so love
T: Tell me more ...
C: My mommy talking ...
T: What does your Mommy say?
C: Is so core.
T: So colourful?
C: So core [worked on saying ‘colourful’]
T: How should we say this as a story?
C: My mother is love butterfly rainbow. My Mommy so love, so love rainbow butterfly.

My Mommy  
so love, so  
love rainbow 
butterfly.
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and by Lesson 6, he was beginning 
to put spaces between most words 
independently. After 15 lessons, Col-
lin had become a teller of stories who 
worked to make his messages under-
standable to others.

Reading books
Working in the known, Collin was 
encouraged to actively participate in 
reading books. Through support-
ive conversation that highlighted 
vocabulary and language structures, 
Collin began lessons reading Level 1 
and 2 texts with repetitive language 
patterns. While Collin was reading 
these books with independence, I 
read Level 3 and 4 books to him and 
encouraged his participation in con-
versations about these stories, keep-
ing the meaning of the stories at the 
forefront. In Lesson 11, my support 
shifted to introducing Level 3 books 
without reading aloud the book first. 
Collin easily moved into reading 
Level 3 stories. Collin eagerly initi-
ated conversation about the books he 
had read and he connected objects 
and animals in the stories to his 
own experiences. For Collin and me, 
the stories in the little books were 
a shared experience that supported 
shared understanding. The little 
books were venues to support oral 
language use and practice. 

Reading Level 1, 2, and 3 books 
provided Collin with opportunities 
to practice using simple language 
structures. In Reading Recovery les-
sons, we work to make connections 
between spoken language, reading, 
and writing. Clay suggests, teachers 
“should find ways to prepare their 
pupils ahead of time to work with 
new, unexpected, and unusual struc-
tures. Teachers should read aloud to 
students the language that is new to 
them. Get the new phrase or sen-
tence: to the ear (listening), to the 

mouth (saying), to the eye (reading), 
and to the written product (creating 
text)” (Clay, 2014, pp. 128–129). You 
might review the Tell Me retellings, 
longest utterances, and writing sam-
ples with a view to what Collin has 
appropriated from the independent 
and shared reading of little books. 
Key to my work with Collin was the 
integration of speaking, listening, 
reading, and writing. 

After Just 15 Lessons …
After the first 15 lessons, the Obser-
vation Survey tasks were readminis-
tered by an independent assessor. The 
Observation Survey tasks all illustrate 
growth (Table 5). Collin was able to 
read a Level 4 story (seen once) in the 
easy/instructional range with expres-
sion and at a good pace. He repeat-
ed three vocabulary words multiple 
times in the reading, perhaps playing 
with the sound of the word, listening 
to see if it sounded right, or visually 
checking to see if what he was say-
ing was matching what he was seeing. 
On the Concepts About Print task 
he was insistent on telling the story 
before it was read by the teacher. He 
had learned that using the pictures 
to tell the story before reading was a 

supportive means of rehearsing lan-
guage and gaining meaning. His 
reading and writing vocabularies had 
increased substantially, and he was 
able to hear and record more sounds 
in words as well.

The Record of Oral Language task 
provided evidence of growth in lan-
guage structures. Collin’s score 
increased from three to five sentences 
repeated accurately. To assess the  
language that he was able to repeat 
back in the sentences, I looked for 
evidence of change in grammatical 
components of language. I count-
ed the number of articles, adjec-
tives, nouns, verbs, pronouns, and 
adverbs that were correctly repeated. 
This analysis is not suggested in the 
Record of Oral Language but it was 
a way of looking for patterns and 
checking on progress (Clay et al., 
2015, pp. 31 and 34). The Level 2 
sentences of the task were too diffi-
cult, so only Level 1 sentences were 
analyzed according to grammati-
cal components (Table 6). On the 
posttest, Collin controlled all of the 
articles, prepositions, and adverbs 
in Level 1 sentences. He was able 
to repeat more adjectives, nouns, 
and pronouns. His score on verbs 

Table 5.  Pre- and Posttest Observation Survey Summary Scores

 Entry Week 3

Instructional Book Level 0 4

Accuracy Percentage 100 100

S.C. 1:xx N/A 1:1

Letter Identification – 54 35 42

Concepts About Print – 24 7 8

Clay Word Reading – 15 1 7

Burt Word Reading Test Score 1 – EAB N/A 8 – EAB N/A

Writing Vocabulary Score 3 11

Hearing and Recording Sounds in Words – 37 5 12
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went down by one item. The great-
est increase in score (+5) was in the 
use of pronouns. The Level 2 and 
3 books Collin was reading used 
the pronouns I and you, where the 
Record of Oral Language sentences 
used me, he, she, her. These pronouns 
were read to Collin in the fairytales 
used for the Tell Me task.  

The Biks and Gutches assessment 
provided evidence of few changes in 
Collin’s language control (Table 7). 
On the posttest, he accurately used 
an irregular plural noun, seaweed, as 
well as two pronouns, their and him-
self. The minimal change in score 
may be reflective of the fact that the 
little books Collin had been reading 
did not contain the grammatical lan-
guage assessed.

The Tell Me task provided the most 
evidence of change in language use. 
Table 8 presents a transcript of the 

pre- and posttest retellings. On the 
initial assessment, Collin used a 
basic sentence structure, for exam-
ple, “Climb me tail” to describe the 
fox asking the gingerbread man to 
climb on his tail. On reassessment he 
used the phrase, “You not help me 
plant the seed.” This was the Little 
Red Hen speaking to her unhelp-
ful friends. The posttest retelling 
uses pronouns (you, me) and articles 
(the seed) in an acceptable structure. 
Vocabulary was also used more effec-
tively. For example, on the initial 
assessment, he said, “Because gin-
gerbread man don’t, don’t know ... 
water.” Collin was searching for a way 
to describe how the gingerbread man 
could not swim. Collin controlled 
more story-specific vocabulary on the 
reassessment. He described the work 
that the Little Red Hen had done, 
“You not help me plant the seed. 
Water and seed and cutting and seed 

and flour and eat.” The posttest illus-
trated Collin’s increased control of 
repetitive story structure, linking one 
page to the next to tell the story as a 
connected idea. The retelling of the 
posttest sample was more fluid due to 
the use of the conjunction and which 
was not used at all in the initial sam-
ple. Collin was also self-monitoring 
and self-correcting his own language 
structures in the posttest retelling. 
For example, “I eat, want, I want eat. 
I want to eat.” The posttest retell-
ing was longer in length due to the 
use of repetition (part of the struc-
ture of these fairytales) and Collin’s 
increased control over vocabulary. 

Discussion
In designing this exploratory proj-
ect, I set out to answer the question, 
How does an ELL’s control of oral 
language structures change in rela-
tionship to the storybooks that he is 
able to read after 3 weeks of Read-
ing Recovery lessons? Collin began 
lessons with very limited English 
language use. By Lesson 15, his oral 
language structures were much more 
complex than those of the Level 1–3 
books he had been reading in lessons. 
He had more consistent control of the 
basic sentence structure of subject/
verb/object. This is a structure he 
had been reading in his little books. 
He began to use the article the more 
appropriately. He used pronouns of 
greater complexity than those in the 
little books. He used prepositional 
phrases and had an understanding 
of some abstract vocabulary (e.g., 
in/out). Collin began to control the 
use of a verb in every sentence and 
began to use some simple past tense 
–ed verbs. Inflectional endings were 
challenging, but there was some evi-
dence of beginning control (-s, -ing, 
-ed). The content of Collin’s stories, 

Table 6.  Pre- and Posttest Assessment of the Record of Oral Language

 Pretest Posttest Change

Articles – 3 2 3 +1

Adjective – 5 3 4 +1

Noun – 19 15 18 +3

Verbs – 16 10 9 -1

Pronouns – 12 5 10 +5

Prepositions – 3 3 3 0

Adverbs – 5 3 5 +2

Table 7.  Pre- and Posttest Assessment Scores of Biks and Gutches

 Initital Reassessment Change

Plurals 2 3 +1 

Third-Person Singular Verb Present 1 0 -1

Verb Simple Past 0 0 0 

Past Participle 0 0 0

Future 0 0 0

Pronounds, Possessives, Adjectives 0 2 +2
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including retellings, conversations, 
and writing began to include more 
details and descriptive vocabulary. 
The more-developed story structure 
makes it easier for the listener or the 
reader to understand Collin’s mes-
sage. Considering Cazden’s state-
ment, “[O]ne condition essential to 
education must remain the same: to 
communicate, to understand, and be 
understood” (1988, p. 76), Collin was 
well on his way to this goal. After 15 
lessons, Collin became a user of the 
English language. 

Recommendations for supporting  
students with limited control of 
English language
A teaching emphasis on oral language, 
centered around interesting stories, 
helped me to learn more about sup-
portive instruction for English lan-
guage learners. Based on my learning 
from my work with Collin, I will 
share some recommendations for 
Reading Recovery teachers in early 
lessons with children who have very 
limited control of English.

Read aloud complex and interesting 
stories. The act of my reading fairy-
tales aloud, of much greater complex-
ity than Collin’s own speech, exposed 
Collin to the language of storybooks. 
These complex stories were a catalyst 
for talking about and retelling stories. 
Key to Reading Recovery lessons is 
work with whole stories so the child is 
engaging with real reading and writ-
ing tasks. Clay reminds us:

Stories read to children introduce 
them to new language forms … 
Reading to children from books 

They a woman and pick a, in the 
woman.

I, I think the woman put the over there, 
because smell over there.

Gingerbread man jum in the roo, put 
you in the door. And go, go, go.

The old woman talking, Stop! Stop! 
Come back!

Be- Because da run fast-ta, gingerbread 
man run fast-ter. 

Cow. Stop! Stop! I will eat you.

Gingerbread man talking, you can’t 
catch me I’m a gingerbread man.

Come meet the horse. Stop! Stop! I  
will eat you. You can’t catch me I’m a 
gingerbread man.

Because gingerbread man don’t, don’t 
know, water. Fox in, in, time in, time 
in my tail. 

Climb me tail. Tim talking, climb on 
my back. Climb in my nose. 

Up ... down. Snip! Snap! 

Fox is yummy.

Because dog in here and pig is here and duck here. The, There were found the 
seed.

And, and ta- there were talking, who will help me plant the seed? Not I quacked 
the duck, to not help you. And not I quacked the dog and not help him. And not 
I grunt the pig. Not help you. 

Can do myself. And tim do this.

And who will help me plant the seed? 

Not I grunt the duck, and not I grunt the pig, not I grunt the pig. Ta- talking. 
Do myself, said the little red hen. I, tim- did it. In, because everyone not help 
him.

Who help me cut the seed? Not I grunt the duck. Not I grunt the pig. Not I 
grunt the duck. Not I grunt the dog.

Who help me plant the seed? It’s flour. And everyone not help you and and not 
help you, and ta- Little Red Hen talking, I did it. OK. I did it and she did it  
and...

Tim- who help me ... plant the flour seed. Is bread, not ... everyone not helping. 

And this, who help me eat my bread? That is ... going tim water. I eat, want, I 
want eat. I want to eat. In, said, going in the water, not going in the water, out in 
the water, and dog is not running and going in, not running. And I want to eat, I 
want in, pick, I want to eat. In, ta- talking, tim-go, going in the mud, no, out in 
the mud because ...

Oh not, you no. You, you not help me plant the seed. Water and seed and cut-
ting and seed and flour and eat. 

I do it myself. Little red, I eat myself. And she did.

Table 8.  Tell Me Task Pre- and Posttest Retellings

Pretest Retell of The Gingerbread Man Posttest Retell of The Little Red Hen
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beyond their reading level is 
helpful and two reasons for this 
are because it contributes to inci-
dental learning of new vocabu-
lary (Elley, 1989) and increases 
exposure to literary language.” 
(Clay, 2015c, p. 95)

Reading books at levels well beyond 
Collin’s reading capabilities became 
an important part of the first 15 les-
sons. Rereading the same story over 
three consecutive days provided 
extended opportunities for prac-
tice using vocabulary and literary 
language.

Fairytales have a clear, strong struc-
ture that is evident in stories from 
many cultures around the world. Lis-
tening to, having conversations about, 
and retelling stories, made more 
complex language comprehensible 
(Krashen, 1983) and supported the 
acquisition of language. Clay (2014) 
describes such read aloud experiences 
as opportunities to expose the child 
to “language beyond their own con-
trol. Reading aloud to children of any 
age will sketch for them a landscape 
of features into which their own lan-
guage usage may expand. Hearing 
a stretch of new language in reread-
ing or a different context will give 
access to new features of text lan-
guage. Repeating it in a drama or 
a refrain might sow seeds that lead 
to an alternative rule emerging in a 
child’s grammar” (p. 137). Collin was 
able to use his strengths as a teller of 
stories to employ his current under-
standing of English structures and 
vocabulary. 

Use phrasing and expression as a 
support to meaning and structure. 
My use of expressive and phrased 
language in reading aloud to Col-
lin was a powerful tool that likely 
supported his ability to hear, notice, 

process, and practice language. Col-
lin’s retellings included meaningful 
and expressive phrases. In describ-
ing Kuhn and Stahl’s (2003) research 
related to reading fluency, Clay states, 
“there was more involved than auto-
matic word recognition, and points 
to ‘the prosodic features of language’ 
like rhythm, expression, and percep-
tions of the boundaries of phrases in 
speech and texts” (Clay, 2005b, p. 
152). Supporting the development 
of the prosodic features in Collin’s 
speech would become a strength to 
support phrased and fluent reading 
and the ability to access the structure 
of language when reading.

Given repeated opportunities to 
practice retelling stories, Collin’s 
use of English language became 
more understandable and he would 

try out and use more-complex lan-
guage structures. Clay recommends, 
“the child’s encounter with text may 
be brought to a new level of under-
standing if he follows the reading 
with some kind of expressive output” 
(Clay, 2015a, p. 335). Retelling and 
acting out the story provided oppor-
tunities for Collin to try out the pro-
sodic features of language that he had 
heard in listening to stories.

Provide more time for the ELL to 
talk. In Reading Recovery lessons, 
the highest value is set on indepen-
dent problem solving. “Children 
should gain some measure of inde-
pendence” on tasks from the start 
(Clay, 2016, p. 41). An important 
start for Collin’s development of inde-
pendence was gaining some facil-
ity with the English language. Clay 

Recommendations for Supporting Students  
with Limited Control of English Language

1. Read aloud complex and interesting stories. 
2.  Use phrasing and expression as a support to 

meaning and structure. 
3. Provide more time for the ELL to talk.
4. Observe language: Make it visible.
5. Interweave talking, reading, and writing.
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also reminds us that the teacher “sets 
up fail-safe situations in which the 
child can initiate successful activ-
ity!” (Clay, 2005a, p. 61). Talk about 
stories was an emphasis throughout 
the 30-minute lesson and a means of 
setting up a fail-safe situation where 
Collin could engage in talk. Read-
ing aloud, discussing, and retelling 
higher level storybooks, connecting 
books to personal experiences, and 
acting out stories with props allowed 
Collin opportunities to practice using 
the language of stories. As a teacher, 
I was highly aware of the need to talk 
less, listen more, and smile as encour-
agement to continue.

Observe language: Make it  
visible. There is much to learn when 
we become more observant and 
reflective with respect to what the 
learner can do. “As a general rule 
children will use simple structures 
correctly, then attempt a more com-
plex construction, then get close to 
correct use of the new syntax, before 
they get control over it. Observers 
must expect to see these cycles of 
change” (Clay et al., 2015, p. 14). 
The act of recording and transcribing 
Collin’s use of language helped me to 
“see” language that is difficult to cap-
ture through the ear alone. As Clay 
describes, one can then see change in 
the use of language.

Clay reminds us that “Consultation 
among a group of colleagues is very 
helpful” (Clay et al., 2015, p. 37). 
If you are wondering about a child’s 
learning of English, record and tran-
scribe the child’s language. Spend 
time reflecting on the language he 
uses, considering both strengths and 
challenges. Are you hearing the child 
try out phrases from books in his 
speech and in story writing? Is there 
a change in the language structures 
used and the length of the child’s 

utterances? Consider your contribu-
tions to the child’s learning as well. 
Are you using language strengths to 
choose and introduce new books for 
reading? Are you being intentional 
with your use of language struc-
tures in conversation? Meet and talk 
with a colleague about what you 
have noticed and then notice more 
together.

Interweave talking, reading, and 
writing. The ways in which talking, 
reading, and writing come together 
are key to accelerated language learn-
ing. Clay reminds us, “Teachers who 
work to prevent literacy learning dif-
ficulties know implicitly that there 
can be a big practical payoff in talk-
ing, writing, and reading if we under-
stand how to strengthen children’s 
control over the structures of the lan-
guage they use” (Clay, 2014, p. 122). 
Through making the invisible oral 
language more visible, I became more 
aware of the opportunities to make 
links between the language used in 
speaking, reading, and writing tasks:

If the teacher knows what the 
learner controls, but wants the 
child to attend to unfamiliar 
usage, she has three possible ways 
to introduce the new learning: in 
talking, in writing, or in reading. 
Using the new turn of phrase 
in more than one of the three 
activities — that is, discovering 
it somewhere else — can be very 
helpful. (Clay, 2014, p. 131)

Conclusion
In just 15 lessons, Collin was learning 
to use English to understand and be 
understood. Clay suggests to us, “It 
is powerful to harness the established 
power of children’s oral language to 
literacy learning from the beginning, 
so that new literacy knowledge and 
new oral language powers are linked 

and patterned from the start” (Clay, 
2015c, p. 95). Reading aloud stories, 
talking about stories, and inviting 
Collin to retell the stories were the 
means to harnessing the power of oral 
language. Collin’s Reading Recovery 
lessons were discontinued when he 
was successfully working within the 
average range of his classroom peers. 
Clay reminds us, “[However] After a 
series of Reading Recovery lessons the 
child then has three complementary 
routes to (sic) that further language 
learning via oral language, writing, 
and reading” (2005b, p. 183). 

Collin did indeed have three ways of 
furthering his learning of the English 
language and most importantly, he 
could communicate, understand, and 
be understood. As an English lan-
guage learner, Collin would continue 
to need opportunities to increase his 
proficiency in the use of conversa-
tional English as well as academic 
language.

Epilogue
Collin continued to progress in the 
regular classroom setting without 
additional language supports. At the 
end of third grade he was an active 
classroom participant, reading, writ-
ing, and talking. He knew how to ask 
for clarification with language that 
was new and unfamiliar. He had par-
ticular interests in math and science 
which gave him motivation to read 
and understand increasingly difficult 
academic content in English. 
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