
REDUCI NG READI NG AND WRI TI NG DI FFI CULTI ES 
 

 
 
What ever  t heir  or igins, r eading and wr it ing dif f icult ies have a lar ge lear ned component . They 
limit  achievement  in school lear ning. They get  wor se if  unt r eat ed and many pupils get  f ur t her  
behind t heir  classmat es over  t ime even wnen t hey r eceive available t r eat ment s. Sur pr isingly, 
alt hough what  is dif f icult  about  r eading dif f er s mar kedly f r om child t o child t he pr ogr ammes 
t hey have been placed in have of t en been pr escr ipt ive and gener al. 
 
I f  t he young school ent r ant  has not  been able t o lear n in t he classr oom pr ogr amme af t er  one 
year  at  school, what  happens if  t he educat ion syst em or ganises t o pr ovide him wit h individual 
inst r uct ion each day in a pr ogr amme which st ar t s wit h what  he can do and t akes him along his 
own par t icular  r out e int o r eading and wr it ing? At  t he or ganisat ional level t hat  is what  t he 
Reading Recover y pr ogr amme does. Resear ch has shown t hat  a lar ge per cent age of  childr en 
who wer e t he poor est  r eader s in t heir  schools af t er  one year  at  school r esponded quickly t o 
such an appr oach. Resour ces saved by t he r apid pr ogr ess of  t hese childr en t o aver age levels 
of  per f or mance can be dir ect ed t o t he ver y small per cent age who need help f or  a longer  
t er m. 
 
Reading Recover y is based on t wo assumpt ions. The f ir st  is t hat  a pr ogr amme f or  a child 
having dif f icult y lear ning t o r ead should be based on a det ailed obser vat ion of  t hat  child as a 
r eader  and wr it er , wit h par t icular  at t ent ion t o what  t hat  child can do. The pr ogr amme will 
wor k out  of  t hese st r engt hs and not  wast e t ime t eaching anyt hing alr eady known. The second 
assumpt ion is t hat  we need t o know 
 
• how childr en who become r eader s lear n t o r ead 
• how childr en who become wr it er s lear n t o wr it e. 
 
Under st anding t his we ar e t hen in a bet t er  posit ion t o help childr en who ar e having dif f icult y. 
The pr ogr essions will var y slight ly f r om one educat ion syst em t o anot her  
depending on t he pr ogr ammes and t he ways in which t hey ar e deliver ed. 
 
 
A STARTI NG POI NT 
 
My r esear ch obser vat ions of  successf ul childr en lear ning t o r ead have, over  t he year s, led t o 
my view of  r eading acquisit ion expr essed in Becoming Lit er at e: The Const r uct ion of  I nner  
Cont r ol (Clay, l99la). This is a gener al t heor y of  lear ning t o r ead which makes sever al 
assumpt ions. 
 
• I t  assumes t hat  a t heor y of  r eading cont inuous t ext s cannot  ar ise f r om a t heor y of  wor d 

r eading because it  involves t he int egr at ion of  many behaviour s not  st udied in a t heor y of  
r eading wor ds. (I t  must , of  cour se, explain t he r ole of  wor d r eading and let t er  r ecognit ion 
wit hin t he t heor y of  r eading cont inuous t ext .) 

• I t  assumes t hat  t he child begins t o r ead by at t ending t o many dif f er ent  aspect s of  pr int ed 
t ext s (let t er s, wor ds, pict ur es, language, messages, st or ies) wit h limit ed knowledge and 
pr imit ive r esponse pat t er ns which change in t wo ways: 1) lear ning about  each of  t hese ar eas 
expands; 2) ways of  wor king on t he int er r elat ionships of  t hese ar eas develop. 

• I t  assumes t hat  t asks which r equir e t he lear ner ’s close at t ent ion at  f ir st  gr adually r equir e 
less and less at t ent ion (unless some local pr oblem ar ises and needs t o be solved). This 
means t hat  what  r eading involves, what  t he r eader  is at t ending t o, and how his mind is 
wor king on t he t ask pr obably changes over  t he f ir st  year s of  lit er acy lear ning t o enable t he 
beginning r eader , r eading slowly and aloud, t o become t he f luent , f ast  silent  r eader  who is 



 

about  nine year s of  age. Ther e is change over  t ime, not  only in what  is known, but  also in 
how r eading is car r ied out . 

 
The obser vat ion pr ocedur es out lined in t he Obser vat ion Sur vey (Clay, 1993) pr ovide a basis 
f or  descr ibing what  a par t icular  child has lear ned about  r eading and wr it ing, and t o some 
ext ent , what  changes ar e occur r ing in t he way t he r eader  wor ks on t ext s. 
 
Longit udinal obser vat ion of  childr en in t he f ir st  year s of  school r eveals childr en who ar e low 
in achievement  compar ed wit h t heir  aver age classmat es. This may occur  f or  many dif f er ent  
r easons. Exper ience wit h t he Reading Recover y pr ogr amme shows t hat  many of  t hese childr en 
can r espond t o a supplement ar y pr ogr amme in such a way t hat  t hey can cat ch up t o t heir  
aver age classmat es. So t he gener al t heor y about  lear ning t o r ead descr ibed above can be 
played out  in a par t icular  way t o addr ess t his pr oblem. Fr om t he gener al t heor y t wo dist inct  
set s of  implicat ions f or  t eaching can f ollow: one f or  classr oom pr act ice wit h childr en making 
successf ul pr ogr ess in t he school’s pr ogr amme, and anot her  f or  t he childr en who ar e t he 
lowest  achiever s in t he age gr oup, not  excluding any child in an or dinar y classr oom f or  any 
r eason. 
 
What  is r equir ed f or  a second-chance pr ogr amme f or  t hese lowest  achiever s? 
 
 
I NDI VI DUAL I NSTRUCTI ON 
 
The gains r ecor ded f or  t he Reading Recover y pr ogr amme have been made wit h individual 
inst r uct ion. I t  sounds like an expensive appr oach but  has pr oved t o be economical f or  t wo 
r easons. Fir st ly, many childr en move t hr ough t he pr ogr amme ver y quickly, on aver age in 12 t o 
15 weeks, and t heir  places ar e t hen t aken by ot her  childr en. Secondly, af t er  leaving t he 
pr ogr amme almost  all t he childr en have been able t o move f or war d wit h aver age childr en in 
t heir  classes over  t he next  t hr ee year s and ver y f ew have needed f ur t her  help. Ther e is 
t her ef or e a saving in special educat ion cost s. The economy lies in mount ing a high-qualit y 
pr ogr amme. 
 
Why is a swit ch t o individual inst r uct ion so power f ul in it s ef f ect s? I t  allows f or  a 
r evolut ionar y change in t eaching, devising lessons which wor k out  f r om t he t hings t he child 
can alr eady do, and not  f r om t he t eacher ’s pr e-select ed pr ogr amme sequence. When t wo or  
t hr ee childr en ar e t aught  in a gr oup t he t eacher  cannot  make t his change; she has t o choose 
a compr omise pat h, a next  move f or  ‘t he gr oup’. To get  r esult s wit h t he lowest  achiever s t he 
t eacher  must  wor k wit h t he par t icular  (and ver y limit ed) r esponse r eper t oir e of  a par t icular  
child using what  he knows as t he cont ext  wit hin which t o int r oduce him t o novel t hings. 
 
I ndividual inst r uct ion also allows t he child who does not  know when his at t empt s ar e good and 
when t hey ar e poor  t o be r einf or ced by t he t eacher  immediat ely he makes an appr opr iat e 
r esponse. The t eacher ’s close super vision will also allow her  t o det ect  an int er f er ing or  handi-
capping t ype of  r esponse when it  cr eeps in, and t o swif t ly ar r ange f or  a bet t er  r esponse t o 
occur . She may st r uct ur e t he t ask (f or  example, pr ovide a masking car d or  a point er ) or  she 
may not e t he need t o t each some new basis f or  making choices bet ween wor ds. Thr oughout  
t he 30-minut e lesson t he t eacher ’s at t ent ion is t uned t o t he r esponding hist or y of  t his one 
child. One t eacher  per  pupil is t he only pr act ical way of  wor king wit h childr en who have 
ext r eme dif f icult y in lear ning t o r ead. 
 
The r esult  of  individual pr ogr amming is t hat  pr ogr ammes dif f er  f r om child t o child. 
 
 
ACCELERATI ON 
 
The child r equir ing help wit h ear ly r eading and wr it ing has been making ver y slow pr ogr ess 



 

and has been dr opping f ur t her  and f ur t her  behind his classmat es. I n or der  t o become an 
aver age-pr ogr ess child he would have t o make f ast  pr ogr ess, f ast er  t han his classmat es, t o 
cat ch up t o t hem. Acceler at ion r ef er s t o t his r at e of  pr ogr ess. 
 
To say t hat  t he slow-pr ogr ess child who cannot  be pushed or  placed under  st r ess should now 
lear n at  an acceler at ed r at e seems t o be a puzzling cont r adict ion. However , I  have alr eady 
discussed t wo impor t ant  f act or s which help t his t o occur . He will get  one-t o-one t eaching and 
t he pr ogr amme will st ar t  wit h his st r engt hs and pr oceed accor ding t o what  he is able t o 
discover  about  r eading and wr it ing. He will get  help but  his t eacher  will f ollow his lead. 
 
I n addit ion, whenever  possible t he child will r ead and wr it e t ext . He will not  be diver t ed f r om 
pr int ed t ext s t o pict or ial mat er ial or  puzzles but  will be t aught  what  he needs t o lear n in t he 
cont ext  of  cont inuous t ext . (Ther e might  be good r easons f or  a r ar e except ion t o t his.) The 
new let t er  or  a high-f r equency wor d or  a spelling pat t er n is used in t he same lesson in t ext  
r eading and t ext  wr it ing, and t he lear ner  int er act s wit h t he t eacher  about  t he r elat ionships 
of  det ail t o cont inuous t ext . 
 
Acceler at ion depends upon how well t he t eacher  select s t he clear est , easiest , most  
memor able examples wit h which t o est ablish a new r esponse, skill, pr inciple or  pr ocedur e. For  
example, t he child t r ying t o r ecall how t o use t he ‘ing’ ver b ending may be helped by t he 
Fir st  example of  an ‘ing’ wor d t hat  he lear ned. The t eacher  needs t o select  examples which 
ar e ver y pr oduct ive: t hat  means t hey occur  of t en or  r elat e easily t o many ot her  t hings. 
Pr oduct ive examples lead t o f ur t her  r eading or  cont r ol in a number  of  dif f er ent  ways. 

 
Wit h pr oblem r eader s it  is not  enough f or  t he t eacher  t o have r appor t , t o gener at e 
int er est ing t asks and gener ally t o be a good t eacher . The t eacher  must  be able t o design a 
super bly sequenced pr ogr amme det er mined by t he child’s per f or mance and t o make highly 
skilled decisions moment  by moment  dur ing t he lesson. 

 
The child must  never  engage in unnecessar y act ivit ies t hat  wast e lear ning t ime. I f  t he 
t eacher  j udges t hat  a child can make a small leap f or war d, she must  wat ch t he ef f ect s of  
t his decision and t ake immediat e suppor t ive act ion if  necessar y. An exper t  t eacher  will help 
t he child t o leap appr opr iat ely; she will not  walk t he child t hr ough a pr econceived sequence 
of  lear ning st ep by st ep.  

 
Acceler at ion is achieved as t he child t akes over  t he lear ning pr ocess and wor ks 
independent ly, discover ing new t hings f or  himself  inside and out side t he lessons. He comes 
t o push t he boundar ies of  his own knowledge, and not  only dur ing his lessons. The t eacher  
must  wat ch f or  and use t his per sonal sear ching on t he par t  of  t he child. 

 
Achieving acceler at ion is not  easy but  it  must  be const ant ly bor ne in mind. Dur ing Reading 
Recover y t r aining a t eacher  is challenged if  she seems t o be wast ing t he lear ner ’s t ime, 
especially when her  peer s not ice t hat  she is t eaching somet hing t he child has alr eady shown 
t hat  he can do. 

 
Two kinds of  lear ning must  be kept  in balance: on t he one hand t her e is per f or ming wit h 
success on f amiliar  mat er ial which st r engt hens t he decision-making pr ocesses of  t he r eader  
as he wor ks acr oss t ext , and on t he ot her  t her e is independent  pr oblem-solving on new and 
int er est ing t ext s wit h suppor t ive t eaching. Text s need t o be chosen wit h t hese t wo kinds of  
lear ning in mind. Bot h will cont r ibut e t o acceler at ion. 

 
The t eacher  will f ost er  and suppor t  acceler at ion as she moves t he child quickly t hr ough his 
pr ogr amme, making super b decisions and wast ing no unnecessar y t ime, but  t he t eacher  
cannot  pr oduce or  induce it . The t eacher  cannot  decide t hat  t he t ime has come and she will 
now acceler at e t he r at e of  pr ogr ess. I t  is t he lear ner  who acceler at es because some t hings 
which no longer  need his at t ent ion ar e done mor e easily, f r eeing him t o at t end t o new t hings. 



 

When t his happens at  an ever -incr easing r at e acceler at ion of  lear ning occur s. 
 
 

DAI LY I NSTRUCTI ON,  I NTENSI VE PROGRAMME 
 

Reading Recover y lessons ar e given daily. I n t hat  way even t he child who cannot  r emember  
f r om day t o day can be helped. The t eacher  act s as t he memor y of  what  his r esponse was 
yest er day, and pr ompt s him accor dingly. (Twice-weekly lessons ar e a weak appr oach t o 
meet ing special lear ning needs. Twice a week wit h a gr oup of  childr en makes it  impossible t o 
design t he pr ogr amme t o meet  t he needs of  t he individual lear ner .) 

 
The power  of  t he pr ogr amme t o ef f ect  change is diminished 

 
•  when t he child is not  at t ending r egular ly (and t her ef or e Reading Recover y t eacher s 
cont r act  wit h par ent s bef or e t he pr ogr amme begins t o have t he child at  school) 

 
•    when t he t eacher  is not  available t o t each (because she is ill, allocat ed ot her  dut ies, away 
on inser vice cour ses). 

 
When daily, int ensive pr ogr amming is not  achieved t he qualit y of  t he t eaching and t he 
out comes of  t he pr ogr amme ar e ser iously af f ect ed. 

 
The pr inciples of  an int ensive pr ogr amme allow t he close super vision of  t he shif t s in t he 
child’s r esponding. Shor t  lessons held of t en ar e impor t ant  f or  success. This allows t he 
lear ning t o be car r ied over  f r om one day t o t he next . 
 
 
GETTI NG DOWN TO DETAI L 

 
I n lear ning t o r ead t he child making nor mal pr ogr ess picks up and or ganises f or  himself  a 
wealt h of  det ailed inf or mat ion about  let t er s, pr int , wor ds and r eading wit h a spont aneit y 
t hat  leads t eacher s t o believe t hat  many t hings do not  have t o be t aught . Ther e is evidence 
t hat  t his at t ent ion t o pr int  in t he envir onment , in books, and in ear ly at t empt s t o wr it e 
begins ear ly in t he pr e-school year s f or  some childr en. Ot her s, however , may have given it  
lit t le t hought . 

 
Fr om t ime t o t ime t he child having dif f icult y in lear ning t o r ead may have t o pay at t ent ion t o 
t he det ail of  pr int . Let t er  lear ning must  be done, alt hough book r eading can begin when only 
a f ew let t er s ar e known. Ther e will be a gr adual accumulat ion of  let t er  knowledge as t he 
child r eads and wr it es. Some childr en will need par t icular  at t ent ion t o let t er  f or mat ion, not  
‘t o get  it  r ight ’ f r om t he point  of  view of  good wr it ing but  because t hese f ew childr en cannot  
analyse t he f or m int o it s par t s, or  cannot  f ind a lear ned r out ine f or  pr oducing it . 
 
I f  a child knows most  of  t he let t er s one cannot  assume t hat  he has access t o t his knowledge 
while r eading cont inuous t ext . One of  t he pr oblems of t en encount er ed is a child not  seeing 
any r elat ionship bet ween let t er s he r ecognises in isolat ion and what  he is looking at  in 
cont inuous t ext  in a r eading book. He has yet  t o lear n how t o use one sour ce of  knowledge in 
anot her  cont ext . 

 
And, if  t he childr en select ed f or  t his pr ogr amme seem t o be r eading quit e well, one cannot  
assume t hat  let t er  lear ning will ‘f all int o place’ as it  seems t o do wit h childr en making 
aver age pr ogr ess. 

 
When t he t eacher  becomes involved in t eaching f or  det ail t he pr inciple of  acceler at ion is 
ser iously t hr eat ened. (So also is t he child’s abilit y t o use his language knowledge and t he 
meaning of  t he t ext , as par t  of  his inf or mat ion base f or  decision-making.) The child cannot  
af f or d t o spend much t ime pr act ising det ail, and he may become addict ed t o such pr act ice 
and f ind it  dif f icult  lat er  t o t ake a wider  appr oach t o t he r eading act . Tuit ion on det ail may 



 

aim t o f ill a small gap, or  t o clear  a conf usion; it  should be a det our  f r om a pr ogr amme whose 
main f ocus is r eading books and wr it ing st or ies. The det our  may be t aken t o pay at t ent ion t o 
some par t icular  aspect  of  pr int  in t he clear  r ealisat ion t hat  knowledge of  t he det ail is of  
ver y limit ed value on it s own. I t  must  in t he end be used in t he ser vice of  r eading or  wr it ing 
cont inuous t ext . Det ails must  r eceive at t ent ion but  always in a subsidiar y st at us t o message-
get t ing. 
 
 
TEACHI NG SEQUENCES 

 
Ever y school and classr oom has some t eaching sequence by which r eading is pr esent ed t o 
childr en. For  t he child who has become a r eading f ailur e in t hat  set t ing it  will pr obably not  
be suf f icient  t o change t o a dif f er ent  t eacher , dif f er ent  mat er ial and a dif f er ent  appr oach 
t o inst r uct ion. 

 
This r emedy is of t en suggest ed, but  I  have not  f ound it  suf f icient . Failing childr en dif f er  
mor e among t hemselves in r esponse t o cur r iculum t han aver age childr en. They ar e a 
het er ogeneous gr oup whose st r engt hs and weaknesses ar e dif f er ent  and whose lear ning 
t angles may need quit e dif f er ent  pr ogr amme det ails t o unt angle t hem. Pr ogr ammes and 
t eaching sequences of  any st andar d kind ar e unlikely t o meet  t he needs of  sever ely r et ar ded 
r eader s. While a commer cial kit  may be a slight  impr ovement  on not hing, t he ideal 
pr ogr amme will have act ivit ies individually select ed t o meet  t he needs of  a par t icular  child. 

 
I t  t her ef or e r est s wit h t he t eacher  t o know t he way in which r eading skill develops, t he 
t eaching sequences t hat  ar e possible and t he shor t -cut s t hat  ar e per missible. To be able t o 
pick and choose among t eaching t echniques and lear ning act ivit ies, t he t eacher  must  be ver y 
f amiliar  wit h her  subj ect . An exper ienced classr oom t eacher  br ings a gr eat  deal of  
knowledge t o her  Reading Recover y t r aining because she has an inner  awar eness of  t he 
pr ogr essions in t he classr oom pr ogr amme ar ound which she can var y her  par t icular  lessons. 
She has some sense of  t he endpoint  and can br ing t he lear ner s by dif f er ent  r out es t o 
similar  out comes. 

 
Most  school pr ogr ammes will have est ablished a ser ies of  books as t he gr adient  of  dif f icult y 
t hr ough which t heir  childr en pr ogr ess, and t hey r ef er  t o childr en’s pr ogr ess levels in t er ms 
of  such books. Ot her  pr ogr ammes may leave childr en f r ee t o r ead st or y books, gr aded 
r oughly f or  dif f icult y, and will assess pr ogr ess by some ot her  means, such as a st andar dised 
t ext  or  an inf or mal pr ose invent or y on a gr aded set  of  t ext  mat er ial. 

 
A Reading Recover y t eacher  wishing t o br ing her  st udent s t o t he levels of  achievement  of  
t heir  aver age classmat es will need t o have some sequence of  dif f icult y t hr ough which she 
at t empt s t o move her  st udent s. Our  pr ogr amme uses many dif f er ent  books but  an at t empt  
is made t o gr ade t hese simple st or y books against  some benchmar k ser ies. A book may be 
select ed because it  can cont r ibut e t o a par t icular  child’s lear ning pr oblem of  t he moment  but  
t he t eacher  knows t he level at  which t hat  book can be equat ed t o t he benchmar k ser ies. The 
inst r uct ion needs t o be r elat ed t o t he pr ogr essions in t he r eading ser ies used in t he school 
or  t he classr oom pr ogr amme, but  it  need not  t ake place on t hat  ser ies of  books. Teacher s 
can keep a child f or  weeks on one level, choosing books of  par allel dif f icult y unt il t he child is 
r eady f or  t he next  st ep. On t he ot her  hand t he t eacher  may help t he child t o j ump f or war d 
t wo or  t hr ee levels, suppor t  his init ial uncer t aint y and be able t o conclude t hat  t he 
acceler at ion was j ust if ied. I n bot h t hese cases t he child would not  usually be r eading t he 
gr aded mat er ial of  t he classr oom ser ies but  mat er ial known t o be of  equivalent  dif f icult y 
(see Clay, 1993). 
 
 
RECI PROCAL GAI NS OF READI NG AND WRI TI NG 

 
The child who has f ailed t o lear n t o r ead is of t en also st r uggling t o wr it e st or ies. Of t en 
r emedial lessons exclude t he t eaching of  wr it ing as t his is seen eit her  as some ext ension 



 

t hat  comes af t er  r eading or  as a dif f er ent  subj ect . An alt er nat ive view sees bot h r eading 
and wr it ing in t he ear ly acquisit ion st age as cont r ibut ing t o lear ning about  pr int . (They ar e 
separ at ed by educat or s f or  t imet ables and cur r icula.) A case can be made f or  t he t heor y 
t hat  lear ning t o wr it e let t er s, wor ds and sent ences act ually helps t he child t o make t he 
visual discr iminat ions of  det ail in pr int  t hat  he will use in his r eading (Clay, 1982). 
 
Childr en in Reading Recover y wr it e st or ies ever y day. I t  is in t he wr it ing par t  of  t he daily 
lesson t hat  childr en ar e r equir ed t o pay at t ent ion t o let t er  det ail, let t er  or der , sound 
sequences, let t er  sequences, and t he links bet ween messages in or al language and messages 
in pr int ed language. I t  is par t icular ly impor t ant  t hat  childr en lear n t o hear  t he sounds in 
wor ds t hey want  t o wr it e, and f ind appr opr iat e ways t o wr it e t hese sounds down. The wr it ing 
knowledge ser ves as a r esour ce of  inf or mat ion t hat  can help t he r eader . However , t his 
r ecipr ocit y does not  occur  spont aneously. The t eacher  must  r emember  t o dir ect  t he child t o 
use what  he knows in r eading when he is wr it ing and vice ver sa. The child comes t o cont r ol a 
high-f r equency vocabular y f or  wr it ing and lear ns st r at egies f or  spelling mor e and mor e 
wor ds in his language. Reading and wr it ing ar e int er woven t hr oughout  t he Reading Recover y 
pr ogr amme and t eaching pr oceeds on t he assumpt ion t hat  bot h pr ovide cues and r esponses 
which f acilit at e new r esponding in eit her  ar ea. 

 
The simple ‘st or ies’ or  sent ences which Reading Recover y childr en wr it e ar e viewed cr it ically 
by some educat or s. They want  t hese childr en t o r un bef or e t hey can cr awl. Daily wr it ing 
shar ed wit h t he t eacher  helps t hese childr en t o under st and mor e about  t he t ask, t o lear n t o 
compose (simple t hough t he composit ion may be), and t o emer ge f r om t heir  pr ogr amme wit h 
gr eat  r esour ces f or  making t he most  of  wr it ing oppor t unit ies in t he classr oom. 
 
Reading knowledge t ends t o dr aw ahead of  wr it ing knowledge af t er  a while but  at  t he 
beginning of  school what  t he child can wr it e is a good indicat or  of  what  t he child knows in 
det ail about  wr it t en language. 
 
 
 

This ar t icle is an excer pt  f r om t he book 
Reading Recover y 

A Guidebook f or  Teacher s in Tr aining 
By Mar ie Clay 

I SBN: 0-435-08764-9 
 

This ar t icle of f er s an int r oduct ion t o t he Reading Recover y appr oach – an 
ear ly int er vent ion pr ogr amme designed as supplement ar y assist ance f or  
childr en who have not  r esponded well t o lit er acy lear ning in t heir  f ir st  year  
at  school. Mar ie Clay has been a t eacher  of  young childr en, a t eacher  in 
special educat ion, a school psychologist  and a t eacher  of  school 
psychologist s. 
 
The ar t icle is t aken f r om t he book “Reading Recover y” which int r oduces 
t eacher s t o ways of  obser ving childr en’s pr ogr ess in t he ear ly year s of  
lear ning about  lit er acy. 

 
 
 

 


