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Author’s note: Jake is a pseudonym .

The global COVID-19 pandemic 
caused many disruptions within 
education, but it was also during 
these trying times that innovative 
ideas arose to meet the varying needs 
of students . In September 2020, as 
a result of a school district’s deci-
sion in the Greater Toronto Area of 
Ontario, Reading Recovery® teachers 
within this board were provided a 
rare opportunity . In order to help 
transition Grade 1 students who, in 
the spring of 2020 were impacted by 
school closures and online learning, 
this school district created a transi-
tion plan to support these students 
into Grade 2 . This plan allowed 
Reading Recovery teachers to utilize 
their literacy expertise and knowledge 
to design individualized lessons 
for the lowest-achieving Grade 2 
students—in partnership with school 
teams and families—for the first 2 
months of school . The goal of this 
transition plan was to collaboratively 
and responsively design intentional 
one-to-one instruction and support 
the transition of these students into 
the Grade 2 homeroom program . 

Enter Jake, a new Grade 2 student at 
a suburban school within this district 
who I worked with for the first few 
months of the school year — 10 
weeks to be exact . Jake’s story shows 
that his progress would not have been 
achieved without the intentionality of 
building a relationship and trusting 

environment while simultaneously  
learning effective literacy processing . 

When I first met Jake, he was very 
quiet and reserved and it seemed 
that he would not take risks . This 
was evident when administering the 
Observation Survey in September 
(see Table 1) . On his running 
records, there were many ‘Tolds’ 
and when attempting to complete 
Hearing and Recording Sounds in 
Words, he placed his hands in his 
hair, tugged at it, and did not record 
anything on paper at first . From 
my observations, I noticed early on 
that writing seemed to be an area of 
frustration for Jake . His homeroom 
teacher shared that he seemed 
reluctant to write in class . 

Before starting lessons, I contacted 
Jake’s mother and we talked about 
Jake and his interests . She gave me 

so much insight into his character, 
both as a child and student, his 
experiences, interests and frustrations 
with writing being one of them . 
Based on my interactions with all 
stakeholders in Jake’s education—his 
family, teachers, and Jake himself—I 
compiled the information I learned 
to help build his Learner Profile, 
an ongoing document used in my 
school district which helps inform 
my daily teaching and supports the 
individualization of lessons . This 
ongoing process of communication 
with his family and classroom teacher 
paved the way for engaging with 
Jake in a variety of ways and helped 
build a trusting relationship with all 
partners . 

Jake was a reluctant writer, and he 
seemed to approach writing with an 
understanding that it was just about 
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Table 1.  Raw Scores for Each Task of the Observation Survey, at Entry and 
at Exit 10 Weeks Later 

Observation Survey Task (Raw Score Total)       Entry Exit

Letter Identification (54) 53 54

Concepts About Print (24) 13 22

Word Reading (15) 14 14

BURT (no ceiling) 26 39

Writing Vocabulary (no ceiling) 17 55

Hearing and Recording Sounds in Words (37) 31 36

Instructional Text Level 5 27
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spelling words accurately which 
seemed to inhibit both the composi-
tion and construction of his messages . 
Engaging in authentic conversations 
with Jake before, during, and after 
our lessons was instrumental in 
allowing his voice, ideas, questions, 
and wonderings to be acknowledged 
and heard . This also provided 
opportunities to further develop his 
use of language structures . 

During our one-to-one, daily instruc-
tion, Jake responded well to praise 
and encouragement; sharing the 
task of writing helped alleviate Jake’s 
preoccupation with spelling as I was 
there to support him when needed . 
He started to show more interest in 
the writing portion of each lesson 
by writing letters to my daughter 
about their joint interest in Roblox 
or constructing one of his many 
adventures while enjoying keeping 
me in suspense as he unveiled a new 
character or a twist in the plot . I 
noticed a shift in Jake’s perception 
of writing whereby it was now about 
sharing his ideas and sending mes-
sages; he was seeing that writing had 
a purpose . 

Signs of Jake making attempts and 
taking risks were becoming evident 
and he demonstrated self-talk while 
engaging in literacy activities which 
at times prompted him to take fur-
ther action, like using a known word 
to help get to an unknown word or 
initiating a self-correction . I believe 
that, through writing for various 
authentic and engaging purposes, he 
learned that he had a “voice” and that 
voice could be shared through writing 
as well as in his conversations . The 
support he required throughout the 

Early in his lessons (top image), Jake was a reluctant writer . After a few weeks 
of  authentic conversations, his writing (middle image) began to show more confi-
dence . Jake’s oral language is a strength, and the rich vocabulary he uses is reflected 
when he now composes and constructs messages (lower image) during meaningful 
and authentic writing experiences .   
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series of lessons diminished over  
time as he became more confident 
and independent .

The results of the Observation Survey 
administered at the end of the series 
of lessons highlights the impact the 
opportunity to receive lessons from 
a Reading Recovery teacher had on 
Jake (see Table 1) . The behaviors 
observed during these tasks depict a 
child who shows he is able to monitor 
his own reading and writing, search 
for and use information from various 
sources, and self-correct — all of 
which are signs of effective literacy 
processing and growing indepen-
dence . More than anything, his final 
scores portray a confident young boy 
who will take risks to further his 
learning in a supportive, motivating, 
and engaging environment . 

Jake is an independent reader and 
writer . After 10 weeks of lessons, he 
seems to attempt tasks on his own 
and has the confidence to take risks, 
both in his reading and his writing . 
When writing, Jake has demonstrated 

he can compose and record a message 
independently . Jake’s oral language is 
a strength, and the rich vocabulary 
he uses is reflected when he now 
composes and constructs messages 
during meaningful and authentic 
writing experiences .  

When reflecting on the progress 
Jake made, I realized that there 
were a myriad of opportunities and 
experiences that supported this 
success . During this global pandemic, 
Reading Recovery continues to serve 
as a system resource, and this school 
district’s transition plan highlights 
the flexibility and innovation of 
this early intervention program and 
its impact on student learning . By 
building relationships that involved 
ongoing communication with his 
family and teachers over the 10-week 
period—incorporating authentic and 
genuine conversations that honored 
Jake’s voice and creating the sup-
portive environment whereby he felt 
confident to take risks —Jake devel-
oped an effective literacy processing 
system .
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