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PREFACE 
 
Reading assessment is based on and integrated approach to reading assessment that 
addresses each child's unique learning profile. 
 
A huge percentage of the children of our generation faces reading difficulties. 
Educational evaluators must be able to use progress monitoring and diagnostic tools 
effectively to identify students who may be at risk, evaluate the effectiveness of school-
wide reading programs, and suggest interventions that will improve reading skills. 
Developed from a strengths-based perspective, Reading Assessment consists of such 
knowledge that is research based, integrated review of reading, cognition, oral language 
testing and assessment.  
 
This book explores the theoretical underpinnings of reading, language, literacy, explains 
the background of debates surrounding these topics, and provides detailed information 
and administration tips on the wide range of reading inventories that may be used in a 
reading psycho-educational assessment. With a focus on how to craft professional 
evaluation that illuminates a student's strengths—not just weaknesses—Reading 
Assessment enables school teachers, reading specialists, and education professionals to 
conduct evaluations and develop effective interdisciplinary remedial recommendations 
and interventions. 
 
In our country, learning ‘How to Read’ and ‘Reading Assessment’ at early stages of 
learning have not been focused on so far. One of the key factors of decline in quality 
education is students’ failure to work with the text creatively. Foundation of creative 
reading skill is laid at early grades where students are taught the dynamics of reading 
ability. Without comprehensive and systematic reading instruction and assessment at 
early stage, students lag far behind in demonstrating critically at later stages of learning.  
 
This book is an attempt to develop reading instruction and assessment skills in teachers 
so that they can build the young one’s reading capacity which have been neglected so far.  
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INTRODUCTION 
 
Reading assessments can be a useful part a reading program, as long as their aim is to 
help students become fluent readers who understand what they read. Reading assessments 
carried out before a child begins reading have the benefit of placing the child at the 
appropriate reading level, so that they do not grow frustrated with lessons that are too 
difficult, or bored by lessons that are too easy. Reading assessments done later along the 
path of literacy can be used to aid comprehension, even as it assesses it. This helps the 
child to identify his or her strengths, as well as weaknesses. 
 
The most effective reading assessments help children assess what they do understand 
about a text, as well as what they do not understand. This is all done with the aim of a 
child becoming a fluent reader. Fluency is not just about being able to pronounce printed 
words on a page; it’s about understanding the content and context of those words. 
Educators want children to be able read fluently, which is not just about how fast a child 
reads, but how they are able to show how much they understand what they are reading, 
by how they read. 
 
Reading is a complex art—young readers must engage with a text on different levels in 
order to become adept, fluent readers who understand what they are reading. In order to 
be able to fully comprehend what they are reading, students need to understand at sounds 
and letter relationship level, at the sentence level, the text level, and also at the larger and 
more over-arching story level. And any effective reading assessment should assess young 
readers on each of these levels, so that it is apparent to the parents, teacher, and most 
importantly, the child, just where they stand on their journey to become a fluent reader. 
 
Researchers have found that there is no single comprehension strategy that can 
adequately assess and also build, or rather, grow comprehension in young readers. 
Instead there are a number of comprehension strategies that work together to improve a 
child’s ability to read and understand a text.  
 
Basic skills at early stages of learners that lead to comprehension are print concept, 
phonemic awareness, phonemics, fluency, comprehension, etc. All these skills must not 
only taught, but also assess to following an explicit, comprehensive and long term 
instructional and assessment plans.  

 
 

                                                                  (Dr. Rahmatullah Bhatti) 
Course Coordinator/Program Coordinator 
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COURSE OBJECTIVES 
 
This course offers multidimensional reading assessment perspectives. Reading 
assessment cannot be understood without a comprehensive orientation of insights of 
reading skill and reading instruction. Thus, this course has been developed to fulfill many 
objectives. After completing this course, students will be able to; 
• to familiarize with the theoretical perspectives of reading; 
• to identify and comprehend components of reading; 
• to comprehend and categorize different types of reading assessment; 
• to recognize and develop reading assessment plan 
• to recognize and create grade wise reading performance standards 
• to identify and develop reading assessment tools to gauge students’ performance in 

each; 
• to plan and administer reading assessment plan successfully; 
• to identify dynamics of scoring and grading reading performance; 
• to familiarize with the appropriate ways of giving feedback and disseminate 

students’ performance. 
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INTRODUCTION 
 
Reading assessment has great power to inform researchers, teachers, administrators, and 
policy makers. Assessment practices can significantly benefit the learning environment. 
Teachers, especially, have a responsibility to understand the uses and the impacts of 
reading assessment and become mindful of the consequences of assessment. Reading 
assessments are used for many purposes, but all appropriate uses begin from an 
understanding of the reading construct, an awareness of the development of reading 
abilities, and an effort to reflect the construct in assessment tasks. The complexity of the 
construct of reading, as well as its development, also reveals the potential complexity of 
reading assessment. Reading assessment, therefore, needs to be treated with great care, 
attention, and respect. 
 
Four basic elements regarding the process and use of reading assessment, i. e. purpose 
and objectives of reading assessment, reasons of reading assessment, ways of making 
reading assessment, and time of constructing and conducting reading assessment are 
important to be discussed. Addressing such questions allows us to focus on reading 
program goals, outcomes and what we hope for our students as we teach and support their 
reading development. 
 
Reading assessment helps us understand the strengths and needs of students in reading. 
Although all reading assessments should share this purpose, the manner in which 
individual assessments provide information and the manner in which we use the 
particular assessment information are varied.  
 

OBJECTIVES 
 
After completing this unit, students will be able to: 
• critically evaluate the process of reading; 
• explain the significance of reading assessment; and 
• explain the reasons of reading assessment 
• recognize the teachers perception about reading assessment 
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1.1 Language Comprehension 
The ability to construct the meaning of spoken language or language comprehension 
requires complex integration of different abilities, each somewhat dependent on the other. 
However, two large domains of knowledge are required for success. The first is linguistic 
knowledge or knowledge of the formal structures of a language, and the second is 
background knowledge or knowledge of the world. The background knowledge includes 
the content and procedural knowledge acquired through interactions with the surrounding 
environment. The combination of these two allows us to make inferences from language. 
We can go beyond the literal interpretation allowed by the competence of the language, 
to inferences from language that are built in combination with our knowledge of the 
world. For example, entering the house on a cold winter day and being told that the door 
is still open helps us to infer that the speaker would like us to close it.  The following 
discussion may completely describe each of the two domains that underlie such 
comprehension. 
 
1.1.1 Linguistic Knowledge  
Knowledge that underlies competence in a language can be divided into three large 
domains. The first domain is of ‘Phonology’ that describes knowledge of the sound 
structure of a language and of the basic characteristics of all sounds that convey 
differences in meaning, including their internal structure and their relationship to each 
other. The child who cannot produce or hear the sounds that distinguish one word from 
another will not be able to use language effectively to communicate. The second domain 
is of ‘Semantics’ that deals with the meaning components of language, both at the level 
of individual units (words and their meaningful parts, or morphemes, such as “pre” in the 
word “preview”) and at the higher levels that combine these units in to larger structures 
(morphemes into words, words into sentences, sentences into discourse). Thus, part of 
linguistic knowledge involves learning the individual meanings of words (or vocabulary) 
as well as the meaning of larger segments—sentences and discourse structures (e.g., 
narratives and expositions). The third domain is of ‘Syntax’ that constitutes the rules of 
language that specify how to combine different classes of words (e.g. nouns, verbs, 
adjectives, etc.) to form sentences. In short, syntax defines the structural relationship 
between the sounds of a language (phonological combinations) and the meaning of those 
combinations (semantic combinations). 
 
1.1.2 Background Knowledge 
Knowledge of the working of everyday world, both in terms of content and procedures, is 
a crucial component of language comprehension. While linguistic knowledge represents 
the rules of how language operates, background knowledge represents the substance on 
which language operates. In communicating through language, successful comprehension 
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requires both the ability to use the language and knowledge of the substance to be 
communicated. One way to describe such knowledge is in terms of schemas – structures 
that represent our understandings (e.g. of events and their relationships). Schemas can 
represent fairly common knowledge (e.g. dining at a restaurant; including being seated, 
ordering, being served, eating, and finally paying the bill) or fairly esoteric knowledge 
(e.g., how computer programs complete searches for information). If we have a well-
developed schema in a particular domain of knowledge, then understanding a 
conversation relevant to that domain becomes much easier because we already have a 
meaningful structure for interpreting the conversation. 
 
1.2 Concept of Reading 
The nature of ‘reading’ is something usually taken for granted. In contemporary societies, 
the use of literacy for a vast range of social and personal purposes is so widespread that it 
is rarely questioned. Within the education system, reading becomes an explicit focus of 
attention, with substantial resources devoted to teaching and learning of literacy. Even 
here, however, the definition of ‘reading’ is usually not discussed, although one can infer 
its meaning from the kinds of teaching and learning activities adopted. It is in the 
research community that the nature of reading becomes a defined area of study, and here, 
there are major disagreements between different academic traditions over what is 
included and implied by the term ‘reading’. 
 
When we read, we consciously or unconsciously recognise written symbols as words with 
their meaning. The act of reading includes deciphering or decoding the written words and 
letters, transforming them into recognizable language, and understanding their meaning. 
Meaning is intricately tied up with communication, and communication of many kinds of 
meanings occupies a central role in human social intercourse. There is a fundamental 
division between researchers who focus primarily on the decoding of words and those who 
focus primarily upon reading as an act of meaning communication. To the former group, 
properly ‘reading’ refers to recognizing the words; uses of those words to communicate 
meaning and support social interaction, but this group is less concerned with the construct 
of reading. To the latter group, by contrast, it is not possible to make sense of the notion of 
‘reading’ without communicating meanings; the communicative act is primary, and the 
specific skills involved in decoding written words cannot logically be separated from this 
act. In the real world of a literate society and an education system, these differences are 
masked while preparing children to participate in learning a language for communication. 
Researchers agree that children need to acquire the ability to recognise words fluently and 
to use this ability to facilitate and enrich their everyday lives. 
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Reading is a fundamental educational construct and it is unsurprising that its definition is 
difficult. It is a flexible skill rather than a body of knowledge. It can be seen to involve, at 
least, knowledge of language, knowledge of the written code, the ways in which children 
learn to read and the difficulties they may encounter. A consideration of the purposes that 
are intrinsic to the act of reading brings in aesthetic and emotional as well as pragmatic 
factors for the individual. The social, philosophical and political context can be seen in 
the functions fulfilled by reading in society and the role of literature in cultural life. Like 
its knowledge, skill and understanding, the act of reading itself is mostly invisible, 
consisting of mental changes that cannot be directly observed, so the evidence about 
reading has to be evinced through its observable performances of one kind or another. 
 
The diagram given below depicts a schematic structure for conceptualizing this valued 
educational attribute – an overall construct of reading as it emerges from a variety of 
reading tests and assessments. This envisages four main reading processes: decoding, 
comprehending, responding and analysing. These four processes have been nested in the 
diagram, as there is a substantial overlap between them. 

 

 
 

Figure 1.1 Constructs of Reading 
 
Each of the four ‘layers’ of the construct manifests itself in research, in teaching and in 
assessment.  
 
1.2.1 Decoding 
The outer ring, ‘decoding’, recognizes that the ability to translate written words into their 
spoken form underlies all other reading processes, which are therefore represented within 
it. In the outer ring alone are theories addressing the ways in which children learn to 
decode text, investigating such areas as phonological awareness, visual memory and the 
use of analogy. The teaching implications of these theories find their form in phonics, the 

Decoding 

Comprehending

Responding

Analysing
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systematic teaching of phoneme-grapheme correspondences, which forms a part of most 
early literacy programmes. 
 
1.2.2 Comprehension 
Within the outer ring is the second layer, ‘comprehending’. In comprehension process, 
lexical and grammatical knowledge is combined with recognizing the written form of the 
word, so that meaning is attached to the word, sentence or passage. Comprehension of 
language is comprised of literal, interpretive, critical and creative levels. Comprehending 
the text, readers need to be able to understand text on all of these levels. Comprehension 
at literal level means grasping basic or fact-related information. Comprehension 
at interpretive level means reading beyond the literal words and finding understanding. 
An important skill of inferring is utilized at interpretive level. While inferring, one needs 
to go beyond the text to find meaning. Inference from text requires us to imagine what a 
character is feeling or what the author means by words or actions. Skills used in the 
interpretive level or identifying the main idea, understanding the author's purpose, 
determining point-of-view or predicting or summarizing events. Critical Comprehension 
refers to read at the critical level of comprehension. It refers to moving further beyond the 
text and making judgments.  At this level, readers at this level make decisions, such as 
whether the text or author is accurate and reliable, or discern if a statement is a fact or 
opinion. Comprehension at creative level demands using highest level of thinking about a 
language. At this level, reading, thinking and making decisions related to the text are 
carried out.  
 
1.2.3   Responding 
The third of the rings is labeled ‘responding’. This is the process by which the reader 
engages purposefully with the text to make meaning. The discourse comprehension 
theories envisage an active reader, bringing individual world knowledge to build a 
personal understanding of the text. In current teaching terms, this is text-level and literary 
knowledge. The early stages are taught by shared and guided reading, in which the 
teacher models the processes of making sense of ideas, themes, plot and character. Later, 
in secondary school and beyond, it becomes the study of literature.  
 
1.2.4   Analysing 
The fourth ring, ‘analysing’, is related to the same research and theories as responding. In 
analysing, the reader steps back from the meaning of the text and consider it in relation to 
the authorial techniques adopted and the literary traditions within which it was produced. 
In this activity, by contrast with responding, the literary theories are explicit and 
conscious part of the reader’s understanding. 
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The above diagram, while representing the overall shape of the construct in simplified 
form, also illuminates the differing emphases in the ways reading is taught and tested. 
One way of seeing the rings is cumulative, with decoding preceding comprehension and 
response and analysis following. The alternative view is a holistic one, with teaching and 
testing addressing all four layers at once. 
 
Reading by an experienced adult is an activity that is normally characterized by the 
‘responding’ category. Word recognition and understanding of vocabulary and grammar 
are taken for granted, as the experienced reader reads for a purpose. This may be 
practical, as in following a recipe, for interest and enjoyment, or in engaging in any 
number of professional and social functions. The reader brings knowledge and experience 
to the text and this interaction brings about the meaning that the reader is seeking. These 
varied meanings are embedded in the personal and cultural experiences of the individual, 
so that reading is woven into the very fabric of social life. It is because of the variety of 
meanings and purposes that the construct is so complex: reading a bus timetable is 
different from appreciating War and Peace, but the scope of the construct of reading 
encompasses them both. 
 
From the cognitive perspective of learning to read, reading comprehension (or, simply, 
reading) is the ability to construct linguistic meaning from written representations of 
language. This ability is based upon two equally important competencies. One is 
language comprehension—the ability to construct meaning from spoken representations 
of language; the second is decoding—the ability to recognize written representations of 
words. These two main foundations of reading can be regarded as the two supporting legs 
of the cognitive framework. Both of these are complex abilities themselves. Both 
language comprehension and decoding are necessary for reading comprehension success. 
Neither is sufficient in itself. On the one hand, being fully competent in a language but 
having no ability to recognize its written words will not allow successful reading 
comprehension. The only route to successful reading comprehension is through success at 
both language comprehension and decoding. Weakness in either ability will result in 
weak reading comprehension. Thus, knowing where obstacles to reading and its 
acquisition exist requires assessing both language comprehension and decoding abilities. 
The ability to read and understand a passage of text depends upon two equally important 
skills:    
1. the ability to decode the words in the text; 
2. the ability to understand the language the text is written in.  
 
Children who do not have problems understanding spoken language and who are able to 
fluently and easily decode text do not have problems with reading comprehension. 
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1.3 Reading Assessment 
Assessments, in an educational context, aim to give information about valued educational 
outcomes. They aim to tell us how well the pupils have learned what they have been 
taught. They are typically about cognitive outcomes, with understanding, knowledge and 
skill as central elements. Defining an educational construct is likely to involve, at the very 
minimum, ideas about the nature of the subject itself, what the pupils have been taught 
and what is known about how children learn in that curriculum area.  
 
There are fundamental disagreements about what – and whom – assessment is for. One 
kind of assessment purpose is to pinpoint strengths and weaknesses in reading 
development and to diagnose barriers to that development. Such assessments give rise to 
indications that guide teaching or prescribe remedial action. These formative and 
diagnostic assessments can be seen as broadly for the benefit of the learner, but also of 
teachers and other professionals, whose effectiveness is enhanced by this information. 
 
Researchers, educationalists and the population at large have questions about how well 
people read. Often, though not exclusively, these people are children who are still in the 
process of mastering reading. This need to assess leads inevitably to the question ‘What 
exactly are the skills and understandings that we want to know about, in order to gauge 
reading ability?’ Thus it is that a particular definition of reading becomes concrete in an 
assessment. By scrutinizing tests and other instruments, it is possible to study the 
definition of reading – the construct – specified or assumed in each one. It is the existence 
of this concrete evidence in the form of tests and other instruments that makes assessment 
a promising springboard for investigating the nature of reading. Let us discuss reading 
assessment from psychological point of view.  
 
The assessment of reading unites two intertwined strands of human activity, each of 
which has purpose and meaning for individuals and for society. Reading itself is not (or 
at most, not for long) the purely mechanical activity of decoding written signs into 
spoken words. Its nature is essentially bound up with the fulfilment of purposes, 
relationships and actions. The construct of reading is defined by these purposes as much 
as by the related skills and understandings.  
 
From validity theory it is clear that assessment, too, has the notion of purpose at its heart. 
Validation consists of gathering evidence that an assessment provides the information 
necessary for a purpose, within the classroom, the education system or in society more 
broadly. An individual assessment of reading is based on decisions about the range of 
reading skills and purposes, drawn from within the overall construct, that it should 
include in order to fulfil its assessment purpose. 
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For our purpose of understanding how children read text, and so how we ought to try to 
assess their reading ability, there are several lessons to be taken from the psychological 
view of cognition and the reading process. The importance of schemas should make us 
realise that meaning does not reside in the text, but in the interaction between text and 
reader. We cannot ignore the importance of the reader’s pre-existing schemas, since these 
are the very stuff with which the meaning structures are built. To the extent that the past 
experiences of different readers vary, so the meanings they construct will be different. At 
the very least, each student’s representation of (i.e. provoked by) the text will reflect 
differences in their interests and their purposes for reading it: their structure of meaning 
will represent what the test means for them.  
 

Schemas are pre-fabricated structures that are activated in their entirety when provoked, 
even though much of what each one contains will not necessarily be needed for the text in 
question. They prepare us for whatever is likely to arise in a subsequent text, in terms of 
what we would expect to encounter in a context capable of provoking them. Children, 
especially in the unnatural and rather stressful conditions of a test or examination, will be 
less able to distinguish what is their own idiosyncratic knowledge and expectation from the 
meanings intended by the author and less able to avoid the pitfalls of stereotypic thinking as 
they read. We must take care to ensure that the test does not unfairly depend on our adult 
consensus of what ought to be in a reader’s schemas. Taylor (1996) observed marked 
differences between the schemas of younger and older teenagers (13–14-year-olds and 17–
18-year-olds) which no doubt resulted from their varying degrees of life experience. We 
should recognise that the meaning of a text is not constructed in a simple linear fashion.  
 

The study of literature assumes our ability to alter our understanding of a text through 
study and reflection. Most pertinent to our concern is the effect of comprehension test 
questions. Gordon and Hanauer (1993) reported empirical evidence that multiple-choice 
questions can cause some readers to over-elaborate their mental representations, 
incorporating misleading ‘information’ from the distractors, but a cognitive model of 
reading implies that any question will at least provoke re-consideration and so cause 
changes in the meaning structure. we need to use questions to find out about the 
representation the student has made while reading the text but the questions are bound to 
change that representation.  
 
1.3.1 Purposes of Reading Assessment 
Basic literacy plays foundational role for children to be successful in all other areas of 
education. Children’s first need is to “learn to read” so that they can “read to learn.” It 
implies that as children pass through the grade levels, more and more academic content is 
transmitted to them through text, and their ability to acquire new knowledge and skills 
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depends largely on their ability to read and extract meaning from text. For example, math 
is an important skill, but using a math book requires the ability to read. Students are also 
increasingly required to demonstrate their learning through writing, a skill integrally tied 
to reading comprehension. Moreover, a low level of literacy severely constrains a 
person’s capacity for self-guided and lifelong learning that is so important beyond the 
classroom walls into the world of adult responsibilities. 
 

Throughout this book, the question of ‘Why we assess reading?’ frames our consideration 
of the diverse purposes for assessing reading. These purposes include determining 
students' reading development, informing instruction, demonstrating teacher and school 
accountability, describing a reading program's strengths and weaknesses, motivating and 
encouraging students, and teaching students how to self-assess. These representative 
purposes for reading assessment and the audiences that use assessment information are 
presented in table 1.1 below. 
 

Assessment 
Audience Assessment Purpose 

Students 
To report on learning and communicate progress 
To motivate and encourage 
To learn about assessment and how to self-assess 
To build independence in reading

Teachers 
To determine the nature of student learning
To inform instruction 
To evaluate students and construct grades 
To diagnose students' strengths and weaknesses in reading 

School 
Administrators 

To determine reading program effectiveness
To prove school and teacher accountability 
To determine resource allocation 
To support teachers' professional development

Parents 
To be informed about children's achievements
To help connect home efforts with school efforts to support 
children's reading development

Politicians 
To establish accountability of schools
To inform the public of school progress 
To make new policies

Donors To demonstrate that tax dollars are well spent
 

Source: Modified from Understanding and Using Reading Assessment, K–12 (p. 6), by P. Afflerbach, 2007, 
Newark, DE: International Reading Association. Copyright 2007 by the International Reading Association.  
 

Reading assessments are a source of providing feedback on the skills, processes, and 
knowledge resources that represent reading abilities, though it is important to note that 
different assessment practices may assume different theories of reading and reading 
development. Assessment in general can be categorized in a number of ways, and all 
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assessment frameworks serve important purposes. Commonly, assessment has been 
categorized in terms of (a) norm-reference and criterion reference testing; (b) formative 
and summative assessment; (c) formal and informal (or alternative) assessment; and (d) 
proficiency, achievement, placement, and diagnostic assessment. Reading assessment is 
organized and described in terms of five basic assessment purposes:  
1.  Reading-proficiency assessment (standardized testing)  
2.  Assessment of classroom learning  
3.  Assessment for learning (supporting student learning is the purpose)  
4.  Assessment of curricular effectiveness  
5.  Assessment for research purposes 
 
There is an inevitable overlap among specific test uses across these categories, but these 
categories, nonetheless, serve as a useful framework for organizing reading assessment. 
 
1.3.2 Reading Proficiency Assessment 
Assessment of reading proficiency is important as a way to understand students’ overall 
reading abilities (based on some assumed construct of reading) and to determine if 
students are appropriately prepared for further learning and educational advancement. 
Commonly, this type of assessment is referred to as standardized testing, although 
schools and researchers also develop proficiency tests of different types. In most of the 
cases, proficiency assessment represents high-stakes testing because decisions are often 
made about students’ future educational goals and opportunities. Alternatively, this type 
of assessment may lead to special education or reading-disability designations – labels 
that, once applied, are hard to remove from a student’s record. Reading-proficiency 
assessment is also sometimes used for student placement, for policy decisions, for 
curriculum changes, or for program, teacher, or institutional evaluations. 
 

13.3 Assessment of Learning 
Assessment of reading improvement in classroom settings involves the measurement of 
skills and knowledge gained over a period of time and is commonly referred to as 
summative or achievement testing. Sometimes, proficiency assessments are used to 
measure student progress from year to year (as in a final exam), but this type of reading 
assessment does not capture ongoing student gains made in reading skills in the 
classroom. Year-end testing actually measures growth in proficiency from year to year 
rather than measuring gains in reading abilities based on what was taught in class. Much 
more commonly, assessment of classroom learning uses tasks that reflect the material 
taught in class and the skills practiced. Typically, the teacher, teacher groups, or 
curriculum groups (or textbook-materials writers) develop these tests, and they are 
responsible for deciding what represents a measure of success, as well as what steps to 
take as a result of assessment outcomes. 
 
Teachers have multiple opportunities to assess student learning at several points in any 
semester using common techniques (e.g., end-of unit tests, quizzes of various types, post 
reading comprehension questions, etc.), but some classroom assessment alternatives are 
less obvious. Informal and alternative assessment options are central for the effective 
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assessment of learning (e.g., student observations, self-reporting measures, progress 
charts, engagement and group work, group outcomes assessment, interviews), and they 
usually provide converging evidence over time for the appropriate summative assessment 
at the end of the school year. Assessment of learning can be either normative (how 
students compare to each other) or criterion-based (how well students perform on 
curriculum standards and established learning goals). These two testing purposes should 
lead to somewhat different tests and different scoring. To give the simplest example, 
normative testing would discourage every student from receiving an “A,” but criterion-
based tests may include all students receiving an “A.” 
 

1.3.4 Assessment for Learning  
Assessment for learning involves a type of reading assessment that is not commonly 
discussed and is somewhat innovative in discussions of L2 (Target or Second) Language 
assessment. This assessment purpose is intended to support and promote student learning, 
in this case, the improvement of reading abilities. Performance evaluation or a record of 
outcomes is not the goal; instead, the goal is to provide immediate feedback on tasks and 
to teach students to engage in more effective learning. In many respects, this approach 
appears to overlap with the assessment of classroom learning, but this is true only with 
respect to many of the reading tasks performed, not to the follow-up feedback and 
interaction between the teacher and the students. Assessment for learning engages 
students in their own learning and responds to indicators of non-understanding or weak 
performances with ongoing remediation and fine-tuning of instruction. There are two 
general types of “assessment for learning” practices: One involves the use of 
recognizable classroom assessment activities to provide helpful feedback for learning; the 
second involves specific assessment for learning practices to support students directly in 
their day-to-day learning.  
 
1.3.5 Assessment of Curricular Effectiveness  
Assessment of curricular effectiveness and program evaluation is not specific to reading, 
but is relevant for the development and / or review of reading curricula. Assessment 
outcomes that apply to curricular effectiveness include standardized testing, cumulative 
records over years that indicate gains or losses in student outcomes, interviews with 
teachers, students, and school administrators on summative test performance, feedback 
from institutions that receive graduates from the program or school, and innovative 
assessments that highlight specific school or program goals (e.g., project work, 
motivation, extensive reading, writing skills, or collaboration and group work). 
Evaluations of curricular success and teacher effectiveness represent different types of 
evaluation goals and extend beyond the immediate goals of student assessment, but they 
are important considerations for any large-scale assessment of reading curricula as well 
as programmatic needs analysis. 
 

1.3.6 Assessment for Research Purposes 
Assessment for research purposes is very important for reading research results and their 
implications for reading instruction. Research studies sometimes use standardized 
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assessment instruments to measure student levels or student instructional outcomes. 
Regardless of reason, research-developed measures need to conform to expected 
requirements for any appropriate and fair assessment practice. The measures need to be 
valid, reliable, construct-relevant, useful, fair, and responsible (with respect to 
consequences). Reading research can have a powerful impact on teaching and on 
students’ learning experiences. Assessment measures are a part of all of these research 
conclusions and need to be trustworthy. Given that students are likely to perform 
somewhat differently even across different standardized measures, it is important to 
ensure that tests are developed and used appropriately. The value of multiple measures in 
any research context must also be stressed.  
 
Reading-assessment practices (much like all educational assessment) can cover a wide 
range of purposes and uses, and each purpose or use includes a number of specific tasks 
and measurement options. 
 
1.4 Why Early Reading? 
Acquiring literacy becomes more difficult as students grow older; children who do not 
learn to read in the first few grades are more likely to repeat grades and to eventually 
drop out of school. That is, if strong foundational skills are not acquired early on, gaps in 
learning outcomes, between students who have mastered foundational reading skills and 
those who have not, grow larger over. The common metaphor of “the rich get richer and 
the poor get poorer” is often quoted in discussions of the disparities that occur between 
fluent and non-fluent readers for children who are unable to acquire reading and 
comprehension skills in the early grades. 
Experts have enlisted the following advantages of teaching reading skill at early stage: 
1. Reading is the foundation for other learning activities in the classroom. The point 

of reading is comprehension, and the point of comprehension is learning. Children 
who fail to learn to read in the first few grades of school are handicapped in later 
grades because they must absorb increasing amounts of instructional content in 
print form. Poor readers cannot develop proper writing skills or become self-guided 
learners in other subject areas. The basic reading skills necessary to become 
“literate” do not develop naturally; we have to learn to adapt the part of our brain 
that recognizes images to be able to recognize written letters and words (Wolf, 
2007). 

2. It has been confirmed by scholars working to understand reading acquisition that in 
multiple languages, in almost any alphabetic language in which print can be 
decoded—broken apart mentally into sounds— being able to read well requires  
grasping of the following five basic skills:  
a. Phonemic awareness—focusing on, manipulating, breaking apart, and 

putting together sounds orally;  
b. Phonics (or “alphabetics”)—linking written letters to their sounds and 

forming spelling patterns;  
c. Fluency—achieving speed, accuracy, and expression in reading;  
d. Vocabulary—knowing words (both oral and written) and their meaning; and  
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e. Comprehension—understanding the concepts read or heard. 
3. Reading to learn is the ultimate prize—a combination of fluency, comprehension, 

and vocabulary skills that allows a person to read independently and to understand 
and use the information they read. It is the difference between “reading it” and 
“getting it.” 

4. Children must read fluently to comprehend what they are reading. As students 
weave together the many strands of reading, including background knowledge, 
vocabulary, language structures (syntax, semantics), and literary knowledge (print 
concepts and genres) with knowledge of print-sound relationships and decoding, 
they get closer to skilled reading and comprehension (Scarborough, 2002). A 
critical strand in this process is oral reading fluency (Fuchs et al., 2001). Initially 
students read letter by letter. With practice they recognize letters more quickly and 
in small clusters. They learn the sounds these letters make and that sounds link to 
form words. As they train their minds—literally rewiring nerves to activate a new 
area of the brain—they begin to visually identify word patterns. With more 
practice, they automatically recognize the spelling and pronunciation of words, 
which allows them to begin paying attention to the message of the word and not 
just the print. Understanding the message of words is the first step toward linking 
them into sentences and comprehending. It is as if a light switch were turned on in 
their minds that cannot be turned off (Wolf, 2007). 

5. Cognitive neuroscience reveals that the human mind has about 12 seconds of short-
term working memory in which to process seven items, or small chunks of data, 
from visual recognition into a longer term memory bank, similar to how we eat and 
digest food in small morsels. To comprehend sentences, the mind must digest 
chunks of words at a minimum rate of about 35 to 60 words per minute (Abadzi, 
2006). Children who read haltingly will begin a sentence but will lose track of 
where they began if they cannot complete it within the narrow time span allowed 
by their working memory. They must re-read the sentence, perhaps a few times, 
before catching on. Although comprehension might eventually ensue, this is a very 
inefficient process that impedes effective comprehension. 

6. Children can, and should, learn to read with understanding within the first few 
years of schooling. While no two children will develop their reading skills at 
exactly the same rate, readers will progress through stages in their reading 
development, simultaneously. Every reader progresses through the first three stages 
of reading while simultaneously building and applying comprehension skills. Once 
students have become proficient readers, their focus will shift to more complex 
comprehension strategies and interactions with the text. Table 1.1 describes the 
stages of reading development, associated with the expected grade level at which a 
language learner in a higher income community would pass through each stage. 
Stages 1–2 focus on the foundation skills of learning to read. At Stage 3, the 
student begins to use reading as a tool for learning. 

7. Differences in language and setting should mediate our expectations for exactly 
when children break through to reading to learn. Depending on the complexity of 
the language— including the visual transparency of the script, consistency of 
spelling, and word length—children arrive at fluency at different rates. 
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8. Whatever the normal trajectory for learning to read in a given language is, children 
who fall behind will struggle to catch up. The trajectory of a child’s reading 
progress at the end of first grade holds fairly steady during the course of primary 
school: a poor reader in first grade continues to be a poor reader in fourth grade, 
just as a good reader in first grade continues to be a good reader in fourth grade—in 
the absence of some intervention. In fact, reading skills are self-reinforcing through 
practice both in and out of school: poor readers read about half as many words as 
good readers, thus getting half the amount of vocabulary practice and improving 
their reading skills at a slower rate (Juel, 1988). Without the prompting of 
supportive parents and teachers and additional high-quality instruction, a poor 
reader will struggle through every school day and be more likely to drop out, 
leaving behind potential education opportunities for the more immediate returns of 
employment or work in the home, perpetuating the intergenerational cycle of 
poverty. The following table suggests simplicity to complexity in reading tasks in 
the hierarchy of grades. 

 

Table 1.2 
 

Stage Name The Learner 

Stage 0:  
Birth to Grade 1 

Emergent 
Literacy 

Gains control of oral language; relies heavily on 
pictures in text; pretends to read; recognizes 
rhyme.

Stage 1:  
Beginning Grade 1 Decoding 

Grows aware of sound/symbol relationships; 
focuses on printed symbols; attempts to break 
code of print; uses decoding to figure out words.

Stage 2:  
End of Grade 1 to 
End of Grade 3 

Confirmation 
and Fluency 

Develops fluency in reading; recognizes patterns 
in words; checks for meaning and sense; knows a 
stock of sight words.

Stage 3:  
Grade 4 to Grade 8 

Learning the 
New (Single 
Viewpoint)

Uses reading as a tool for learning; applies reading 
strategies; expands reading vocabulary; 
comprehends from a singular point of view 

Stage 4:  
Secondary and 
Early Higher 
Education 

Multiple 
Viewpoints 

Analyzes what is read; reacts critically to texts; 
deals with layers of facts and concepts; 
comprehends from multiple points of view 

Stage 5:  
Late Higher 
Education and 
Graduate School 

A Worldview 
Develops a well-rounded view of the world 
through reading 

Source: Roskos et al., 2009 
9. Breaking the cycle of poor performance requires early intervention. Tackling the 

reading deficit early can change the whole course of a child’s academic future. For 
students on a low reading trajectory after first grade to catch up with those on a 
middle trajectory, they must achieve twice the fluency gains in the following year 
(Good et al., 1998). In one study, the greatest factor predicting primary school 
completion in Senegal—surpassing even household wealth—is a child’s cognitive 
skills as tested at the beginning of second grade (Glick and Sahn, 2010). This has 
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an ongoing ripple effect. Research has shown that better the children read at age 15, 
the greater the likelihood they will continue to postsecondary education and, 
presumably, greater economic prospects (Knighton and Bussière, 2006). The key is 
identifying and responding to the problem early. In high-income countries, reading 
interventions are aimed at individual children who might be struggling, or 
occasionally at individual schools or districts. In the developing world, entire 
education systems need interventions that aid struggling readers to become 
successful readers. Although there are factors in the home that influences reading 
acquisition, these are hard to change systematically. Improving classroom 
instruction—though still challenging—is a systemic early response that improves 
outcomes for most children. 

 
1.5 Why Oral Reading Assessment? 
Traditional paper-based tests require that children already have acquired basic reading 
fluency and comprehension skills. If they have not (i.e., if they are unable to read the 
question or write the answer), the test will not be able to accurately measure what 
children know. In technical terms, the results will suffer from a floor effect, with a high 
number of students attaining zero scores. In such cases, the paper-based test tells us only 
what the children do not know, but not what they do know or where they are along the 
developmental path. 
 

In many countries, students must pass a national “exit” examination at the end of grade 6 
in order to earn their primary education completion certificate and/or to enter secondary 
school. Furthermore, international assessments, through the Progress in International 
Reading Literacy Study or PIRLS (given to fourth graders) and Program for International 
Student Assessment or PISA (given to 15-year-olds), are administered in numerous 
(mostly higher income) countries around the world. In both kinds of assessments, 
students are generally asked to read several short passages and to answer multiple-choice 
questions. If the students’ reading and comprehension skills are insufficient to understand 
the test, they will fail the assessment—but the resulting data will not reveal why they 
failed. Did the students not have the knowledge to answer the questions, or were they just 
unable to read the questions?   
 

Reading fluency and comprehension are higher-order skills in the reading acquisition 
process, and they build upon several lower-order foundational skills such as phonological 
awareness, alphabet knowledge, decoding, vocabulary, etc. which can be detected 
through an oral assessment. An oral assessment, therefore, can give us more information 
about what students actually do know and where they are in the reading acquisition 
process early on. Oral assessments can also help detect early growth over time—that is, 
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changes that are not yet detectable on a paper-based test but that nonetheless constitute 
progress toward reading acquisition. 
 

Oral reading fluency is the ability to read connected text quickly, accurately and with 
expression. In doing so, there is no noticeable cognitive effort that is associated with 
decoding the words on the page. Oral reading fluency is one of several critical 
components required for successful reading comprehension. Students who read with 
automaticity and have appropriate speed, accuracy, and proper expression are more likely 
to comprehend material because they are able to focus on the meaning of the text. 
 

Oral reading assessments are conducted One-to-One with each child in order to measure, 
in essence, what the child is expected to know and able to do. Because children respond 
orally, any child can participate, including those who are not in school and those who are 
not literate, in contrast to pencil-and-paper assessments that require the ability to read and 
write at least some words. 
 

Oral reading provides an opportunity for the listener to understand the integration of 
skills that the child uses to read. Children who read accurately, quickly, and in phrased 
units, often do better on assessments of reading, their attitudes toward reading are more 
positive, and they are more likely to read for pleasure. Fluency plays an important role in 
becoming a good reader. The integration of reading skills appropriate to the text level and 
genre, foster reading rates and accuracy related to comprehension. 
 

One way to assess fluency is to document in written form the child’s oral reading 
performance. By listening to, documenting in written form, and observing a child read, 
teachers gather information about the reading behaviors and cueing systems (meaning, 
structure, and visual) used by the student. In order to establish instructional priorities for 
each child in the early stages of literacy development, the teacher may use the oral 
reading assessment. This assessment helps teachers understand what individual children 
know and use when reading aloud. 
Because reading fluency tasks are designed to be brief, reliable, and repeatable, they 
serve well as tools for universal screening for early intervention across grades 1 – 6. 
Reading fluency tasks are also used for monitoring the progress of individual students 
who are at risk for later detrimental reading outcomes. 
 

Response to Intervention (RTI) is becoming a more commonly adopted methodology for 
identifying and intervening with students at-risk for reading difficulties, as well as serve as the 
process for identifying students with learning disabilities. An essential component of RTI 
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models is the use of valid and reliable data sources to enable decision making around student 
achievement. RTI has revealed the following uses of oral reading assessment.  
a. Oral Reading Fluency (ORF) is a commonly used measurement to assess students 

reading progress and predict later reading outcomes in grades 2 through 6. 
b. Oral reading fluency is a multi-component process that develops over time and has 

been operationally defined as the oral production of text with both speed and 
accuracy, and has been commonly used as a skill to measure progress in reading for 
a few reasons. It must, therefore, be assessed orally.  

c. It has been demonstrated in the literature that ORF is an important predictor of later 
reading outcomes. Research has also shown that levels of oral reading fluency 
provide important information related to reading comprehension performance 
through oral assessment of reading skill. The studies have been driven by an 
assumption that efficient decoding (i.e., reading fluently), frees up cognitive load 
and allows for more attention to be directed toward higher level processes such as 
comprehension of text. 

d. Oral reading rate is measure of word recognition automaticity. It is the first step in 
an informal assessment of fluency.  

e. It is important for teachers to assess adult readers' fluency. Oral reading, not silent 
reading, is one of the most important methods used to teach fluency. The ability to 
bring spoken language rhythm to the text through appropriate phrasing is also a 
major component of fluent reading. Listening to a learner read tells us a lot about 
whether he comprehends a particular passage. No matter how bright a learner is, if 
he is not reading easily and with expression, there is not enough attention being 
focused on meaning. 

 

A student’s level of verbal reading proficiency is one of the most common, reliable, and 
efficient indicators of student reading comprehension. When used as a predictor of higher 
stakes reading comprehension tasks, an assessment of oral reading fluency performs 
better than many other comprehensive tests of reading.  
 
1.6 Principles of Classroom Reading Assessment 
Classroom reading assessment encompasses all the formal and informal ways teachers 
use examine student performance in reading. Methods and tools may include oral 
questioning, quizzes, tests, exams, assignments, projects, essays, observations of 
performance, and any other product or sample of behavior that might provide information 
about how well a student or group of students is doing. 
 
There are seven interrelated principles for effective classroom reading assessment. They 
include the need for classroom assessment to be student-centered, aligned with clear 
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learning targets, based on multiple-methods, able to account for a variety of student 
skills, aimed at reducing bias, reliable and valid, and efficient. These principles are based 
on a synthesis of the research literature and provide classroom teachers with a framework 
to evaluate their own assessment practices and pedagogy. 
 
1.6.1 Student-Centered Assessment 
It has been found that students-involved assessment approaches positively influence 
motivation and learning. Student-centered assessment approach has evolved from the 
concept of recognition that students must be active partners in the assessment process. 
According to Chappius and Stiggins, teachers should:  
a. pretest before a unit of study and make adjustments for individual students or the 

entire class; 
b. examine which students may need more assistance or practice in reading tasks and 

sub-tasks; 
c. continually revise instruction on the basis of ongoing reading assessment results; 
d. reflect on the effectiveness of their teaching; 
e. convey to students their strengths and weaknesses in particular sub – skills of 

reading; 
f. facilitate peer-tutoring, matching students who demonstrate understanding with 

those who are having difficulties; and 
g. provide opportunities for students to assess their own learning.  
 
Students’ assessment of their reading skill is the most essential since it allows students to 
direct their own learning and subsequently take greater ownership for their education. 
This approach is shift from teacher’s being directors to facilitators of student learning. 
 
1.6.2 Learning Targets Alignment 
In order to meaningfully guide instruction, classroom reading assessment must be aligned 
with clear learning targets. This alignment between reading objectives; provided by 
curriculum, and assessment strengthens the validity of inferences and interventions about 
student knowledge. It also provides a level of uniformity that permits fairly accurate 
comparisons across classrooms and schools. Armed with sound classroom assessment 
information, administrators can make prudent decisions when contemplating the 
provision of supports to particular classes, schools and students population.  
 
Direct relationship exists between assessment expectations and student motivation. It is 
important for teachers to clearly communicate, in advance of teaching reading, the 
learning targets that students are expected to master. When expectations are transparent 
and visible to students, excellence becomes attainable for all children. The students 
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understand what is expected of them and are better able to engage in self-directed 
learning. On the other hand, when teachers fail to clearly articulate their learning 
expectations prior to making evaluative judgments, student motivation and learning are 
often adversely affected and result in feelings of lower self-efficacy. 
 
1.6.3 Multiple Methods 
Teachers need to be able to translate curriculum expectations into classroom assessment 
exercises that accurately reflect student achievement. This match between reading 
assessment exercises and learning targets particularly demands use of multiple 
assessment strategies. For example, effective reading teachers make use of oral 
questioning, multiple choice, true/false and short-answer essay tests, etc. These measures 
are considered beneficial in assessing a variety of learning reading tasks and academic 
domains. Oral reading tasks, multiple-choice, true/false, and short-answer essay questions 
provide a fairly accurate measure of reading comprehension skills.  
 
Major reading assessment categories include selected response, constructed response, 
portfolio assessment, personal oral communication and observational techniques. Each of 
these methods provides valuable information on the progress of students. Appropriate use 
of multiple approaches in particular academic domains strengths the inferences/ 
conclusions that follow from teachers’ classroom assessments. In a sense, the teacher 
triangulates his assessment results to arrive at sound conclusions. 
 
1.6.4 Learning Styles 
Howard Gardner’s Multiple Intelligence Theory (MIT) claims that there are at least nine 
types of skills: verbal, mathematical, spatial, bodily-kinesthetic, musical, interpersonal, 
intrapersonal, naturalistic, and existential. These skills can be demonstrated in the 
classroom though a variety of activities. For example, spatial skills can be fostered 
though the creation of language charts and diagrams. Conversely, naturalistic skills may 
be developed through recycling activities and other environment friendly projects to 
describe the feelings an emotion on observing nature. A teacher could easily integrate 
these activities to make students effective readers of abstract ideas and physical world. 
The ultimate educational value of MI Theory reminds educators to use varied, multi-
modality instructional and assessment tools in their reading classrooms. Indeed, a 
reflective practitioner is one that constantly queries whether their assessment and 
evaluation approach is appropriate to a particular learning style. 
 
1.6.5 Unbiased Learning Environment 
Effective reading assessment acknowledges cultural and ethnic differences that exist 
amongst students. To address the need of diversity, the teachers should: 
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a. reflect on pre-conceived notions that may affect the marks/grades he assigns to 
particular groups of students; 

b. provide gender-neutral terms within reading tests and other forms of assessment;  
c. provide test questions and other assessment items that reflect the multicultural 

composition of the school; 
d. examine how their classroom complements or conflicts with the school 

experiences;  
e. use a blind process when grading tests, essays, and other products (i.e., conceal 

names, mark separate sections individually); and 
f. take steps to reduce the effects of test-sagacity on academic achievement (i.e., 

design carefully constructed test items, utilize multiple-formats, provide reviews 
prior to testing). 

 
Collectively, these steps create a welcoming environment for all students and reduce 
assessment bias that often provides an unfair advantage to dominant cultural groups. 
 
1.6.6 Need Based Assessment 
Reading skill involves a variety of sub-skills which need to be assessed individually. It is 
unnatural to engage students in the same sort of assessment activity, particularly if there 
is difference in achievement of learning goals. Similarly, certain sub – skills of reading 
require oral tests, while some others can be assessed through writing. For example, 
assessment of oral fluency demands providing opportunities to read orally. On the other 
hand, writing summary needs students to be given a pencil-paper test. The same is true to 
the grade appropriate reading assessment. Effective reading assessment in classroom is 
characterized by all such features to collect the true data regarding students’ performance.  
 
1.6.7 Reliability and Validity  
Reliability, in case of reading, refers to the consistency in reading assessment score. In 
order to minimize the error associated with classroom scores and improve consistency, 
teachers need to provide students with multiple opportunities to demonstrate what and 
how they read. For example, tests at the end of a unit may be preceded by informal 
reading assessments and/or brief quizzes. These formative tests provide valuable 
information to both students and teachers: students are given feedback so that they may 
intensify their efforts in reading activities; teachers can use the results to inform their 
future reading instruction. Validity refers to the accuracy of the inferences generated 
from the results of a reading assessment measure. Various factors that ensure the validity 
of assessment results are: 
a. tasks that provide an adequate sample of the reading achievement to be assessed; 
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b. tasks that function as intended, due to being relevant, clear, focused and 
appropriate in difficulty; 

c. proper arrangement of tasks and clear directions; 
d. variety in tasks for the types of interpretations to be made (i.e., many test items); 
e. proper administration – such as adequate time allowed; and 
f. judgmental scoring that uses adequate scoring guides, or objective scoring that 

contains computational accuracy. 
 
These factors suggest that teachers are sufficiently aware of both the subject matter they 
teach as well as design and administration elements that result in reliable and valid 
assessment results. 
 
1.6.8 Continuity 
Classroom reading assessment at regular basis ensures continuous improvement in 
teachers’ reading instructional strategies and students’ reading skills. Most educators 
would agree that authentic assessment must include more than a "one-shot" evaluation. 
Important decisions should be based on more than one sample of a student's abilities. 
Furthermore, complex outcomes often require several assessment tasks so that students 
can demonstrate their understandings in a variety of contexts. Ongoing assessment must 
be visible and value growth over time. Instead of focusing solely on achievement, both 
achievement and growth are considered important. For example, imagine a struggling 
fourth-grade student. When he entered fourth grade, he knew a few sight words, used 
consonants and context to decode unknown words, and enjoyed reading predictable first-
grade books. At the end of the year, evidence of running records, audiotapes, observation 
checklists, and teacher conferences indicates that he can independently read narrative and 
informational books at the third-grade level. His word identification strategies now 
include word families, word parts, and vowel sounds, as well as context and an expanded 
repertoire of sight words. He still enjoys reading and has broadened his selections beyond 
predictable books. Ongoing assessment provides valuable information about the progress 
of this struggling learner. Although he is still not performing like average fourth-grade 
students, we have evidence of her growth. 
 
1.7 Reading and Writing: A Core Success Criteria 
Educators are responsible for both imparting information and teaching the processes of 
acquiring, interpreting and conveying information. This movement of information is a 
process called communication. Communication is an integral part of our daily lives and 
involves the dynamic acts of gathering, exchanging and/or delivering information 
between individuals or groups. The active exchange of information typically involves two 
forms of interactions: an informal or intangible process that involves speech, visual cues, 
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and listening, and a formal or permanent process that incorporates written language and 
the visual intake or output of the written word — reading and writing. Whether informal 
or formal, various modes of communication share a common core of cognitive skills that 
people must master in order to interact successfully in society. 
 
Communication can be considered as an “acquisition cycle” that orchestrates a symphony 
of knowledge based on one’s current and prior experiences and learning. Oral language 
— what one may speak or hear — can directly impact knowledge and curiosity which in 
turn can impact the desire to learn more through reading, and the knowledge we gain can 
then motivate us to transmit new knowledge into print and use it in our activities. The 
reality is that this cycle is universal, meaning that individuals can enter the “acquisition 
cycle” at any point and effectively move through the symphony of knowledge at their 
own pace. Skipping or not recognizing the relationships between these developmental 
areas can impair an individual’s ability to create the harmonious sounds of their 
knowledge symphony, leaving gaps in their learning similar to omitting a key section 
from a musical score. 
 
A major goal for language curriculum is to meet the academic and social needs of all 
students and to prepare them to be successful in college and careers. Natural literacy 
development is largely dependent upon the experiences of a child that then become a 
source of their reading, writing, and language development activities. The relationship 
between these developmental areas is central to how people communicate and, 
consequently, how they understand and are understood throughout their lives. 
Traditionally, reading was taught separately from writing — often taught by the same 
teacher — and language development had been an offshoot of maturation. The fact is that 
the interrelationship between these developmental areas is a key building block to 
becoming a literate person. Helping students recognize how these building blocks are 
interrelated enables them to embrace the commonalities between reading, writing and 
language. Therefore, integrating the appropriate cognitive skills into a layered 
instructional approach based on the intertwining of reading, writing, and language 
development establishes the context for the construction of meaning through relationships 
and creates a framework for the richest possible learning environment. 
The core cognitive skills that are important for learning both reading and writing fall into 
six general categories: 
i. Attention skills: The ability to attend to incoming information. 
ii. Memory: The ability to store and recall information. 
iii. Logic and reasoning: The ability to reason, form concepts, and solve problems 

using unfamiliar information or new procedures. 
iv. Auditory processing: The ability to analyze, blend and segment sounds. 
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v. Visual Processing: The ability to perceive, analyze and think in visual images. 
vi. Processing Speed: The ability to perform simple or complex cognitive tasks 

quickly. 
 
Research has shown that reading, writing, and language development involve similar 
cognitive processes; however, the learning experiences and skills used for reading versus 
composing or writing vary.  In reading, meaning is built from text (information is 
cognitively ‘pulled in’) and in writing, meaning is built for text” (information is 
cognitively ‘pushed out’). Both learning events use all six cognitive skills; however, they 
may be used at different times, in different ways, and be influenced by the available 
repertoire of individual experiences. 
 
The cognitive process is ultimately an individual one, closely linked to personal 
experiences and strategies, which make accessing information a unique series of events. 
It is this unique process that contributes to individual learning styles. The goal for 
effective teaching should be to enable students to build on their personal knowledge base 
and experience success. Expanding students’ ability to think and learn based on their 
understanding of the inter-relationships of the core skills inherent in reading, writing, and 
language development provides a strong cognitive framework to more easily interpret 
new information, merge it with learned information, and develop new insights or 
approaches to problem solving.  
 
In order to help students become confident readers, writers, and communicators, teachers 
must create learning environments that are based on “doing;” integrating core learning 
skills and strategies and keeping the student as the primary focus. Teaching reading, 
writing and language development as complementary concepts allows students to 
discover their natural interdependence. Positioning students to understand the power of 
this interdependence of reading, writing, and language development better prepares them 
to creatively move through the “acquisition cycle” and more easily convert experiential 
or learned information to new knowledge. 
 
A classroom teacher should offer the following strategies for using reading and writing to 
reinforce development of literacy skills: 
i. Immersing into different genre. 
ii. Reading to develop specific writing skills. 
iii. Integrating “sound” instruction in reading and writing. 
iv. Making choice in reading and writing. 
v. Talking about it. 
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Educators are in the information business, not just to impart information but also to 
develop literate students that are confident about their ability to learn and grow as 
individuals, and are prepared to succeed in college or to enter the workforce in a 
competitive global economy. 
 
1.8 Disciplinary Reading 
The ability to read, like all other language skills, and think critically and perform in 
different ways and for different purposes, begins to develop early and becomes 
increasingly important as students pursue specialized fields of study in high school and 
beyond. Reading ability is important in all courses and subjects, e. g. social, natural and 
physical sciences.  The focus on literacy must begin as soon as children have access to 
formal education and continue intentionally as college and career readiness goals advance 
for all children. 
 

Elementary classroom teachers must build the foundational reading skills necessary for 
students to access all learning. Additionally, they should develop content specific to deep 
literary study, oratory tradition and linguistic analysis; skills specific to language arts. 
Literacy targets this knowledge in one content area to include reading, writing, listening, 
speaking and thinking critically in each discipline beginning at an early age.  
 

The modern global society, of which our students are a part, requires post-secondary 
learning. In today’s world, the workforce trends have found that a huge percentage of all 
jobs require some post-secondary education; post-secondary success depends on 
students’ ability to comprehend and produce the kinds of complex texts found in all 
disciplines. Therefore, the economic future of a country, as well as the students’ success 
as productive citizens and critical thinkers, is linked to disciplinary literacy. 
 

Textbooks, articles, manuals and historical primary source documents create specialized 
challenges for learners. These texts often include abstracts, figures, tables, diagrams and 
specialized vocabulary. The ideas are complex and build across a number of paragraphs 
requiring focus and strategic processing. To comprehend and produce such types of text, 
students must be immersed in the language and thinking processes of that discipline and 
must be supported by an expert guide, their teacher. 
 

A focus at the elementary level on foundational reading, when expanded to include 
engaging experiences connected to informational texts, vocabulary, and writing for 
content-specific purposes builds background knowledge and skills in each discipline. 
This increases opportunities for success as students approach more rigorous content in 
those disciplines. 
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Reading, writing, speaking, listening and critical thinking must be integrated into each 
discipline across all grades so that all students gradually build knowledge and skills 
toward college and career readiness. Collaboration among teachers, parents, 
communities, schools, colleges and universities will guide the implementation of the 
language curriculum.  
 

In order to make students show performance in any discipline, certain basic decisions are 
important to be taken regarding developing content specific literacy skills.  
a. Academic learning begins in early childhood and develops across all disciplines. 

Each discipline has its own specific vocabulary, text types, and ways of 
communicating. Children need to learn these contexts and content specific 
differences early in life and continue through high school and beyond. For example, 
small children observe and learn the form and function of a root, stem, leaf and soil 
while gardening. School should offer all students the opportunities to develop the 
ability to think like a scientist, write like a historian, criticize like an artist, solve 
problems like an auto mechanic, or analyze technological advances like a health care 
technician. As literacy skills develop, educators should gradually shift the 
responsibility for reading, writing, listening, speaking and critical thinking to students 
through guided supports in both individual and collaborative learning experiences. 

b. Content knowledge is strengthened when educators integrate discipline-specific 
literacy into teaching and learning. Educators should help students recognize and 
understand the nuances of a discipline by using strategies that “make their thinking 
visible.” They should promote classroom reading, writing, listening, speaking and 
critical thinking using authentic materials that support the development of content-
specific knowledge. They should guide students through these complex texts by 
using strategies that develop conceptual understanding of language and set 
expectations for relevant application of skills. These literacy practices deepen 
students’ content knowledge, strategies and skills so that their learning transfers to 
real world situations. 

c. The literacy skills and critical thinking improve when content-rich learning 
experiences motivate and engage students. Educators who foster disciplinary 
literacy develop experiences that integrate rigorous content with relevant 
collaborative and creative literacy processes to motivate and engage students. 
Setting high expectations, they can structure routines and supports that empower 
students to take charge of their own learning. When students, for example, work in 
teams to research science and mathematics concepts in the development of an 
invention or a graphic arts design; they use specific literacy skills and strategies to 
solidify learning. Students need these opportunities over time to develop the 
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precise and complex reading, writing, listening, speaking and critical thinking skills 
demanded in today’s careers. 

d. Students demonstrate their content knowledge through reading, writing, listening, 
and speaking as part of a content literate community. Students who are literate in a 
particular discipline are able to successfully read, write, and speak about that 
discipline and can listen to and think critically what others communicate in that 
community. Performance tasks that allow students to present the complexity of a 
content area in a way that is meaningful to the field become authentic approach to 
assess mastery within a discipline. Such tasks empower students to discover the 
real world connections across disciplines and to actively participate in communities 
of discipline-literate peers. 

e. Literacy in multiple languages is quite beneficial.  Increasing economic, security, cross-
cultural and global demands underscore the value of literacy in more than one 
language. Students who think, read, write, and communicate in multiple languages are 
an asset to a country and can more easily interact and compete in the world at large. 

 

When administrators, planners and educators take the initiative to understand the value of 
language skills across the disciplines, they offer additional opportunities for success to all 
of the students. 
 
1.9 Issues in Reading Assessment 
Reading is a complex phenomenon involving both mechanical and cognitive skills to 
arrive at the exact meanings of a text and communicate with it. Researchers have 
prescribed the conditions for successful reading and have categorized readers into two 
types: more successful readers and less successful readers.  
 
Block (N. D.) finds that more successful readers use general strategies such as 
anticipating content, recognizing text structure, identifying main ideas, using background 
knowledge, monitoring comprehension, and reacting to the text as a whole. Less 
successful readers rely on local strategies such as questioning the meaning of individual 
words and sentences, seldom integrating background knowledge with the text, and not 
focusing on main ideas. Singhal (N. D.) concludes that successful readers tend to use 
cognitive, memory, metacognitive, and compensation strategies far more than less 
proficient readers. Less successful readers generally focus on local concerns such as 
grammatical structure, sound-letter correspondence, word meaning, and text details. 
Saricoban (N. D.)  examines the use of strategy of post-secondary ESL (English as 
Second Language) students and finds that the successful readers are engaged in 
predicting and guessing activities, using their background knowledge related to the text’s 
topic, guessing the meaning of unknown words, skimming and scanning the text. Less 
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successful readers focused on individual words, verbs in particular. Brown (N. D.) calls 
an efficient reader, the one who is able to master fundamental bottom-up and top down 
strategies; as well as an appropriate contents and formal schemata. 
 
The identification of successful and not successful readers is a task that teachers regularly 
perform in the classroom through assessment practices. In the case of foreign language 
reading, assessment should aim at collecting information from students’ reading abilities, 
and then using that information for planning and implementing better reading classes. 
Assessment is a necessary component of effective instruction as it helps teachers answer 
many questions about students’ learning and, therefore, makes it possible to prepare and 
implement more effective teaching. Foreign language reading assessment should focus on 
the idea of identifying readers’ reading abilities in the classroom so that those called 
“non-proficient” can receive more attention in order to improve and those called 
“proficient” can enhance their abilities. 
 
Reading comprehension assessment should be implemented based on three specific 
purposes. The first one is sorting, used to predict a learner’s academic success or to 
indicate mastery of an instructional program. The second one is diagnosing, used to 
gather information from learners’ strategies and processes so that the teacher can make 
decisions about the instruction process. The final goal is evaluating, used to determine the 
effect of a program on a specific community.  
 
Major goal of language reading assessment should be to introduce assessment practices 
that incorporate the following: fluency and reading speed, automaticity and rapid word 
recognition, search process, vocabulary knowledge, morphological knowledge, syntactic 
knowledge, text structure awareness and discourse organization, main ideas 
comprehension, recall of relevant details, inferences about text information, strategic 
processing abilities, summarization, synthesis skills and evaluation and lastly, critical 
reading. Experts emphasize that assessment tasks should be based on real world reading 
needs and activities. 
The assessment methods range from informal, i. e. alternative, developmental, learning-
based and student centered to formal, i. e. teacher controlled, traditional and standardized 
methods. The assessment forms range from small forms, such as a quiz to recall 
information or an exercise at the end of the reading, to much larger forms, such as a 
presentation of a project or a unit examination that measures learning throughout an 
entire course.  
In any case, the teachers need to use variety of test forms and methods, keeping in view 
what and how they want to assess in students.  
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It has been investigated the teachers face many problems regarding assessing students’ 
reading abilities validly and accurately. These problems in reading assessment have been 
discussed below.  
 
1.9.1  Teachers’ Diverse Practices  
There are different approaches to assessment in the reading comprehension courses. Each 
teacher uses his own criteria and a great variety of instruments and emphasis on 
qualitative or quantitative approaches. Some teachers implement quantitative assessment 
as well as the combination of qualitative and quantitative assessment for measuring both 
local and foreign languages reading comprehension. A major difference in the teachers’ 
view about what to include in the “follow-up” component is clear. Some teachers use 
quizzes, multiple-choice tests, class participation or the reading of reports, while others 
include presentations, workshops or assign a grade for attendance and interest shown in 
the activities. 
 
One possible explanation for this may be the that the administrators, authorities and 
planners have not clearly defined one assessment approach, even if there are some 
guidelines referring to the percentage for a midterm-exam, a final exam and follow-up. 
Another explanation may that every teacher designs his own criteria for content selection 
and assessment. Diverse practices for assessing language reading may affect the 
achievement of the grade appropriate curriculum objectives. 
 
1.9.2  Use of Quantitative Instruments to Evaluate Qualitatively 
As the reading comprehension tasks do not end with a numerical grade, many teachers 
seem to have difficulties assessing qualitatively. They tend to use instruments that allow 
them to calculate a number and then try to approximate it to students’ performance 
qualitatively. They have to do it because the authorities ask them to do so. The process of 
assessing students’ reading abilities in the classroom consists of a mixture between 
institutional regulations and teachers’ decisions. The institutional documents and the head 
of the schools clearly demand that assessment should be qualitative. The final grades are 
reported as “pass”, “fail” or “dropped out”. Another issue that may get the teachers to 
mix quantitative and qualitative instruments comes from assessment experts and boards 
of examination. The teachers may find qualitative assessment as problematic because it is 
more demanding and challenging for them. This is due to lack of comprehensive training 
in making reading assessment.  
 
1.9.3  Students' Lack of Familiarity with Qualitative Assessment  
Students’ lack of familiarity with qualitative assessment through quantitative 
measurement of their achievement has been a major issue found by researchers.  
Researchers have pointed out the fact that teachers’ assessment practices are affected by 
students’ lack of awareness of qualitative judgment of their marks. In other words, this 
may have made teachers choose quantitative instruments rather than qualitative 
instruments. Majority of the teacher-participants in a study claim that students were not 
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familiar with qualitative assessment as they are used to being graded quantitatively in all 
the undergraduate programs. Students often claimed that they did not know how well or 
bad they performed in the course and asked teachers for clearer grades. They preferred a 
number rather than a grade expressed qualitatively. To face this challenge, teachers try to 
make the qualitative assessment equivalent to the numbers students get. 
 
1.9.4  Teachers' Lack of Familiarity with Alternative Assessment 
Aebersold & Field (1997) have stated that it would be advisable for teachers to be 
familiar with alternative and traditional assessment. But the problem may arise when 
participants seem to have little knowledge about alternatives tests and quizzes to assess 
reading comprehension. A few students may have knowledge about self-assessment, peer 
assessment, journals or portfolio assessment (Hancock, 1994). These assessment 
instruments are recognized as informal, alternative, developmental, learning based and 
student-centered as they pay more attention to the process; that is to say, the interaction 
between the reader and the text (Alderson, 2000). 
 
Tendency of teachers to use traditional assessment instruments to measure students’ 
reading comprehension has been revealed. These assessment instruments are recognized 
as formal, teacher controlled, and standardized methods for measuring students’ reading 
abilities (Cohen, 1994). Multiple-choice tests and quizzes are the most common reading 
assessment procedures in the classroom because they are easier to design and students 
can anticipate the answers. Moreover, they can have more control over the learning 
process because every student has the same right answer.  
 
Some teachers believe that issues such as students’ attitude, behavior or motivation in 
class may serve the purpose of alternative assessment. 
 
1.9.5  Concern for the Verification of Achievement of Learning 
Objectives 
Teachers’ concern for verification of the students’ achievement of the learning objectives 
is another issue regarding assessment (reading assessment in our case). They tend to 
implement traditional assessment instruments, not only because they provide more 
precise information of what students can do when reading, but also because they assess 
what students are actually learning in the classroom. They believe that using these 
instruments favor objectivity, precision, reliability and focus on product rather than 
process. The teachers believe that a test, whether midterm or final, should include all 
reading strategies learned during instruction. Therefore, the results of the test should 
provide a clear picture of students’ performance when reading in a foreign language. 
The teachers’ beliefs concerning accountability in the tests may be the result of their 
interpretation that learning is verified through tests and quizzes because the information 
resulting from these instruments is more precise and valid. 
 
 
The analysis of these assessment practices concludes that: 
a. teachers have diverse practices in assessing reading comprehension; 
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b. teachers use quantitative instruments to evaluate qualitatively; 
c. students lack familiarity with qualitative assessment practices; 
d. teachers lack familiarity with alternative assessment; and 
e. teachers are concerned about the verification of achievement of learning objectives. 
 
1.10  Summary 
In real life, we read for a purpose. We may read a poem to appreciate the poet’s feelings, 
or a novel for enjoyment, or a reference source for information. We may study a journal 
article to grasp the writer’s opinions and argument, or a specialist book to deepen our 
understanding of a topic we already know quite well. These five categories of purpose for 
using language, with their mnemonic are affecting, enjoyment, information, opinion and 
understanding. In each case the purpose precedes the reading and guides it. The different 
kinds of reading which are sometimes tested – making gist, skimming or scanning and 
criticism, have developed to serve these different purposes. 
 
Although literacy is considered as a set of all-purpose skills and strategies to be learned, 
it is more complex, more local, more personal, and more social than that. Becoming 
literate involves developing identities, relationships, dispositions, and values as much as 
acquiring strategies for working with print. Children becoming literate are being 
apprenticed into ways of living with people as much as with symbols. Consequently, 
literacy assessment must be grounded in current understandings of literacy and society. 
 
Assessment is a social practice that involves noticing, representing, and responding to 
children’s literate behaviors and needs, rendering them meaningful for particular 
purposes and audiences. Literacy assessment practices affect the constructs used to 
organize teaching practice and to represent children. Assessment plays multidimensional 
role in developing skills in students to understand, analyze and apply the dynamics of 
language appropriately in social context.  
 
1.11  Activities 
 
1. Visit to your nearest school and discuss an elementary teacher about how does 

he/she assess reading performance of grade and 1 and 2 students. Prepare a report 
after the visit. 

2. Read a few researches on internet on importance of reading assessment and note 
down some major finding with references.  

3. Provide a piece of Urdu text to an early grader to read and give him/her a short 
reading test based on that text. Ask him/her to solve and evaluate his/her 
performance. Also recommend some remedies to his/teacher. 
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1.12 Self Assessment Questions 
 
1. Evaluate the claim that reading is a set of integrated mental sub-constructs used to 

understand the print. 
2. What sorts of sub-skills are required to comprehend a text? Explain with examples. 
3. Discuss the significance of reading assessment in different fields of knowledge. 
4. Do you agree that reading skill should be promoted at early stage of learning? Give 

arguments. 
5. What principles will you take in to account while assessing the reading abilities of the 

class? 
6. Why is reading skill a building block for the entire educational and literary success? 
7. What are the perceptions of reading teachers regarding reading assessment? Give 

some suggestions to make reading tests reliable and valid. 
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INTRODUCTION 
 
About reading teachers are often taught what are the stages and components of the 
reading process, but they may not share this information with learners. Many readers 
think that the process of learning to read is mysterious; some learners may think that 
reading is simply about being intelligent. There is need to understand that the process of 
learning to read is complex, and that there are distinct but integrated skills involved in 
reading. By becoming more reflective about the components of the reading process, 
students can begin to analyze their reading strengths and needs, learn about strategies for 
increasing their reading proficiency, and articulate their purposes and goals for reading in 
their lives as family members, community members, workers, and lifelong learners.  
 
Reading comprehension is a complex cognitive ability requiring the capacity to integrate 
text information with the knowledge of the reader resulting in the elaboration of a mental 
representation. Readers having poor comprehension are those who have an average IQ 
but are specifically impaired in understanding the meaning of a text. The difference 
between a good and a poor reader is usually made on the basis of ability to use such 
reading sub - skills which measure either global or specific aspects of reading 
comprehension, such as the ability to make inferences.  
In order to make learners succeed in reading, specific components of reading and the 
ways to instruct them will lead to achieve proficiency in reading.  With a better 
understanding of these components, we can support learners in all areas of literacy and 
increase their chances of success. An in-depth understanding of these components will 
enable teachers to plan an effective program of reading instruction, diagnose reading 
difficulties and provide instruction that targets those difficulties effectively, evaluate 
reading materials and instructional practices, and help others to become more effective 
teachers of reading. 
 

OBJECTIVES 
 
After completing this unit, you will be able to: 
• explain the importance of reading; 
• describe the goals of teaching reading; 
• describe the tasks, sub-tasks and components of reading; 
• use strategies needed to teach how to read; 
• describe the indicators of successful reading skill with examples  
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2.1 Components of Reading Skill 
Reading is a complex phenomenon that involves a number of integrated mechanical and 
cognitive skills. During reading, the brain of a reader is engaged in a number of tasks 
simultaneously. Learning to read is one of the most important skills children need to 
learn. Reading task consists of several sub-tasks or sub-skills which cumulatively 
contribute to the whole process. It implies that learning to read is a developmental 
process which consists of discrete skills that work in combination. Because these skills 
are used together when a reader reads, it is important to teach them as explicit skills one 
at a time. As skills are learnt, teachers can help students integrate them to create the 
ability to read fluently. These component skills are also not equally important at each 
level of schooling. Some are more important in early grades and others are more 
important in later grades.  
Components of reading skill are explained in detail in the following discussion. 
 
2.1.1  Print Concept 
Print awareness is a child's earliest understanding that written language carries meaning. 
Print has different functions depending on the context in which it appears.  The 
foundation of all other literacy learning builds upon the knowledge of print of a language. 
The ability to understand how print works does not emerge magically and unaided. This 
understanding comes about through the active intervention of adults and other children 
who point out letters, words, and other features of the print that surrounds children. Most 
of the children become aware of print long before they enter school. They see print all 
around them; on signs and boards, in alphabet books, storybooks, labels, magazines and 
newspapers, etc. 
Ability to recognize print of a language involves a number of sub-skills. A child who has 
learnt the concept of print is able to recognize: 
i. the proper way of handling a book;  
ii. author's and illustrators name;  
iii. title, table of content, page numbers, etc.  
iv. the way of turning  pages; 
v. the page number of a story or topic;  
vi. the difference between a letter and a number; 
vii. placement of title of book;  
viii. that print on a page is read from left to right in case of English and form right to 

left in Urdu; 
ix. that print runs from top to bottom; 
x. the face or front of a book;  
xi. the title of a book 
xii. the place from where reading is started; 
xiii. a letter, a word, a sentence and a paragraph; 
xiv. the first word of a sentence; 
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xv.  the last word of a sentence; 
xvi. the first and last word on a page 
xvii. the punctuation marks; 
xviii. a capital or small letter (in case of English); 
xix. the back of the book, etc.              
    
2.1.1.1   Instructional Design  
Teaching print concept involves multidimensional objectives and techniques. Any 
instructional design developed for teaching concept to print is characterized by the 
following considerations. 
i. Develop very early, some concepts of print can be seen from as early as a year old. 
ii. Some concepts may still be developing at elementary school age. 
iii. Some concepts of print develop before others; e. g. how to hold a book is learnt 

before orientation of letters. 
iv. Children often develop their own ideas about how print works with exposure to 

different texts, as they develop the knowledge of how print truly works. 
v. A child’s progress with concepts of print can be seen through observation of how 

he interacts with books, draws, writes, etc. 
vi. Overview of ways to assist children in developing concepts of print: 
a. Point to words when reading to children; 
b. Write in front of children so that they can read what is being written, and say the 

words as you write; 
c. Frequently refer to terminology of parts of a book – front, back, author, illustrator, 

cover, etc. 
d. Tell children explicitly about different concepts of print when the opportunity 

arises;  
e. Ask children to point out different concepts of print to check their knowledge. 
 
2.1.1.2   Instructional Strategies 
Some instructional strategies that may be helpful in teaching print concept are given 
below. 
i. During shared reading, point out concepts of print (i.e., front cover, names of 

author or illustrator, top and bottom of page, where we should begin reading, etc.). 
ii. Use your or a child's finger to point at text during shared reading.  This reinforces 

the concept of word and word boundaries as well as directionality. 
iii. Re-read the text and point out print concept in the story. 
iv. Ask students to find letters, words, sentences, punctuation and capitals while 

reading text. 
v. Use words associated with the construction of books, such as “cover,” “title” and 

“author.” 
vi. Use a big book and point to words while you read. 
vii. Point to words when read. 
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viii. Hold a book in the hand in front of the whole class and ask such questions: 
a. Which is the front and back pages of this book? 
b. Where is content list?  
c. Where is the title of the book written? 
d. What is the page number of first or second lesson, etc.?  
e. From where the first, second… story starts? 
f. From where the first or second paragraph on a page number, say 13, starts?  
 
Such questions can be used to make learners identify different components of print. 
Instructing students to use their finger to locate the required information is always helpful 
in recognizing the different components of print.  
 
2.1.2 Phonemic Awareness 
Spoken words are made up of sounds. This is obvious to adults, but it is surprisingly 
obscure for young children who perceive spoken words as wholes. Within a word, there 
may be other words (as in the case of compound words). There may also be multiple 
syllables. And, of course, every spoken word is comprised of phonemes. A child needs to 
understand all the aspects related to sounds and letters, association of sound with letters, 
combination of sounds to form meaningful utterances, and combination of letters to form 
meaningful words, etc. Understanding the dynamics of printed material enables learners 
to progress in reading skill.  
 
Alphabetics or Phonics is a term used to describe the letter-sound relationship based 
elements of learning to read. There are three components of alphabetics:  a) phonemic 
awareness, b) phonological awareness and c) phonics. The terms phonemic and 
phonological awareness are often used interchangeably although they refer to two distinct 
areas of reading. 
 
Phonemic awareness refers to the ability to hear, identify and manipulate the individual 
sounds, or phonemes, in spoken words. It is specific understanding that spoken words are 
made up of individual phonemes—not just sounds in general, but phonemes. Children 
with phoneme awareness know that the word “wait” is made up of three phonemes, and 
that the words “pill” and “map” both contain the phoneme /p/. In short, they know that 
phonemes are the building blocks of spoken words, and that these building blocks can be 
rearranged and substituted to make different words.  
 
Phonological awareness is a more global term that includes the earlier stages of reading, 
such as rhyme and syllable awareness. When a child becomes generally aware of the fact 
that spoken words are made up of sounds, he is described as having “phonological 
awareness.” Phonological awareness can take the form of awareness of rhyme, awareness 
of syllables, awareness of the onsets of words, etc.  
Researches have revealed many facts regarding phonemic awareness which has provided 
basis for its importance. 
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i. Phonemic awareness can be taught and learnt. 
ii. Phonemic awareness is effective in improving reading with all types of children 

under a variety of teaching conditions. 
iii. Teaching small groups produces better results than teaching individuals. 
iv. Phonemic awareness instruction helps children learn to spell. 
v. Phonemic awareness instruction is most effective when children are taught to 

manipulate phonemes by using the letters of the alphabet. 
vi. Phonemic awareness instruction is most effective when it focuses on only one or 

two types of phoneme manipulation, rather than several types. 
 

2.1.2.1    Instructional Design 
Phonemic awareness does not appear to be a discrete state, but rather a sequence of 
development ranging from simple to complex. The following sequence of development 
has been identified and should be considered when designing an instructional program to 
include phonemic awareness: 
i. Recognition of individual letters and sounds 
ii. Recognition of letter-sound relationship 
iii. Recognition that letter make up words printed 
iv. Recognition that sounds make up words uttered 
v. Recognition that sentences are made up of words. 
vi. Recognition that words can rhyme. 
vii. Recognition that words can be broken down into syllables. 
viii. Recognition that words can be broken down into onsets and rhymes. 
ix. Recognition that words can begin with the same sound. 
x. Recognition that words can end with the same sound. 
xi. Recognition that words can have the same medial sound(s). 
xii. Recognition that words can be broken down into individual phonemes. 
xiii. Recognition that sounds can be deleted from words to make new words. 
xiv. Recognition that sounds can be blended to make words. 
xv. Recognition that words can be segmented into constituent sounds and syllables. 
 
Each of the above sub-skills of phonemic awareness can be and should be assessed 
independently with the help of assessment tools having reliability and validity it their 
measurement. The sub-skills of phonemic awareness can be developed and assessed in 
logical sequence, i. e. appropriate to age group, grade level and ability level. These sub-
skills can be assessed to monitor students being at risk of reading difficulty once or twice 
per month to ensure effectiveness of intervention and to allow timely instructional 
changes. Similarly, these sub-skills can be assessed for screening, diagnosing reading 
problems and monitoring progress. Students with reading disabilities can be assessed 
with the help of alternative appropriate assessments. Tools for assessing phonemic 
awareness must contain items to test the ability of: 
a) phoneme matching, i. e. the ability to identify words that begin with the same 

sound; 
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b) phoneme isolation, i. e. the ability to isolate a single sound from within a word; 
c) phoneme blending, i. e. the ability to blend individual sounds into a word; 
d) phoneme segmentation, i. e. the ability to break a word into individual sounds and 

syllables; and 
e) phoneme manipulation, i. e. the ability to modify, change, or move the individual 

sounds in a word. 
 
2.1.2.2   Instructional Strategies 
Phonemic awareness is a set of related sub-skills of reading which are developed on the 
principle of simple to complex or easy to difficult. Instruction of phonemic awareness is a 
systematic process carried out explicitly. It focuses on a few types of sub-skills. The most 
important critical tasks are blending, segmentation and manipulation. It has been 
recommended to teach to small groups rather than individuals or entire classes. Oral 
practice is the best strategy to develop ability to make required sounds and differentiate, 
combine, segment or blend these sounds.  
Following are some key considerations or instructional strategies for developing 
phonemic awareness in young learners. 
i. Teach systematically, logically and explicitly. 
ii. Focus on just a few types of skills. 
iii. Remember that blending and segmentation are the two most critical skills required 

for phonemic awareness. 
iv. Teach to small groups rather than individuals or entire classes. 
v. Add the manipulation of letters to the phonemic awareness tasks.   
 
The following are examples of skill activities for phonemic awareness instruction 
identified by the National Reading Panel: 
• phoneme isolation, e.g. What is the first or last sound in sat? 
• phoneme identity, e.g. Which sound is the same in man, mitt, and mess?; 
• phoneme categorization, e.g. Which word doesn't belong to this group? fat, fan, tap; 
• phoneme blending, e.g. What word results when you blend these separately 

pronounced individual sounds together? /p/ /i/ /t/; 
• phoneme segmentation, e.g. What are the separate sounds in this word? Show me 

by tapping or counting each sound as you pronounce the word, or set out a token as 
you say each sound - ant - /a/ /n/ /t/ - 3 sounds). 

 
2.1.3 Phonics  
Phonics is an instructional approach that emphasizes letter-sound relationships and rules 
for pronunciation. In phonics classroom, the emphasis is on the mapping between letters 
and phonemes. Other terms often used interchangeably with phonics are decoding and 
phonological decoding.  Because the English and the Urdu languages are alphabetic, so 
decoding is an essential and primary means of recognizing words. Phonic skills involve 
knowing letter-sound relationships, such as the sound made by the letter ‘m’ or by 
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common letter patterns such as ‘sh’, etc. as well as being able to apply that knowledge to 
decode unfamiliar words. 
Phonics instruction is a way of teaching reading that stresses the acquisition of letter-
sound correspondences and their use in reading and spelling. Researches have provided 
strong support to design and implement a mechanism of phonics instruction.  
i. Meta-analysis of research indicates that explicit, systematic phonics instruction 

(letter-sound relationships taught directly in a well-defined sequence) is 
significantly more effective than nonsystematic or no phonics instruction with 
children of different ages and abilities. 

ii. The research indicates that the ability to read and spell words is enhanced in 
kindergartners who receive systematic beginning phonics instruction. 

iii. Researchers report that first graders who are taught phonics systematically are 
better decoders and spellers and show significant improvement in their ability to 
comprehend text. 

iv. Research with older children who received systematic phonics instruction revealed 
that while they were better able to decode, spell and read text orally, their 
comprehension was not significantly improved. 

v. The research reveals that systematic synthetic phonics (linking individual letter or 
letter combinations with appropriate sounds and blending the sounds to form 
words) instruction had a positive and significant effect on disabled learners’ 
reading skills. 

vi. The results of various studies indicated that the population taught systematically, 
explicitly and logically improved substantially in their ability to read words and 
showed significant, even if small, gains in their ability to process text.  

 
2.1.3.1 Instructional Design  
The primary focus of phonics instruction is to help beginning readers understand how 
letters are linked to sounds (phonemes) to form letter-sound correspondences and spelling 
patterns and to help them learn how to apply this knowledge in their reading. 
 
Phonics instruction is an essential part of a total reading program, but should be 
integrated with instruction in phonemic awareness, fluency and comprehension. 
The hallmark of a systematic phonics approach is that a sequence of phonics elements is 
delineated and these elements are taught along a dimension of explicitness depending on 
the type of phonics method employed.  Below is a list of phonics instructional methods 
identified by Big Ideas in Beginning Reading. 
A. Systematic phonics:  Letter-sound relationships are taught directly in a clearly 

defined sequence  
B. Systematic synthetic phonics:  Students are taught directly to link an individual 

letter or letter combination with its appropriate sound and then blend the sounds to 
form words. 
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C. Analytic phonics:  Students are first taught whole word units followed by 
systematic instruction linking the specific letters in the word with their respective 
sounds. 

D. Embedded phonics:  Students are taught phonics skills by embedding phonics 
instruction in text reading.  This is a more implicit approach that relies to some 
extent on incidental learning. Note that the research base reflects that direct 
“explicit” instruction has been proved to be more effective than “implicit” 
instruction. 

E. Phonics through spelling:  Students are taught to segment words into phonemes 
and to select letters for those phonemes, i.e. teaching students to spell words 
phonemically. 
 

2.1.3.2 Instructional Strategies  
i. Teach systematically and explicitly starting with sound/symbol relationships (if not 

mastered). 
ii. Model/demonstrate how to blend letter-sounds to pronounce known words, how to 

segment sounds in known words and how to write letters representing these sounds. 
iii. Teach each step of instruction using consistent and brief wording. 
iv. Separate auditorially and visually similar letters. 
v. Introduce some continuous sounds early. 
vi. Introduce letters that can be used to build many words. 
vii. Introduce lowercase letters first unless uppercase letters are similar in 

configuration. 
viii. Teach simple skills before teaching complex skills. 

a. Once students can identify the sound of the letter on two successive trials, 
include the new letter-sound correspondence with six to eight other letter 
sounds. 

b. When students can identify four to six letter-sound correspondences in two 
seconds each, include these letters in single-syllable, CVC (consonant-
vowel-consonant, e. g. ‘lifter’) and decodable words. 

ix. Correct errors immediately by giving constructing feedback. 
x. Teach each skill to mastery before continuing to the next skill. 
xi. Provide ample opportunity for practice. 
xii. Adequate time for practice will be determined by individual skill level. 
 
2.1.4 Vocabulary 
Vocabulary is the ability to understand (receptive ability) and use (expressive ability) 
words to acquire and convey meaning. Vocabulary refers to all the words of a language, 
or to the words used by a person. Vocabulary development is the understanding of 
specific words presented in text or oral language. Vocabulary is an important prerequisite 
for developing reading comprehension and oral and written expression. Students who do 
not have a strong vocabulary continue to struggle to gain meaning from text while 
reading, and struggle to understand new concepts presented in oral discussions. 
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Vocabulary is an essential skill for learning to read and write, and vocabulary instruction 
strategies are necessary when students are “reading to learn.”   
Researchers classify vocabulary into four types: 
i. Receptive Vocabulary 
 Receptive vocabulary refers to the words listened or heard during conversation. It 

is further sub – categorized into two types:  
a. Listening vocabulary: the words needed to be understood when heard. 
b. Reading vocabulary: the words needed to be understood when read in text. 
ii. Productive or Expressive Vocabulary 

Productive vocabulary refers to the words needed to be used to make an oral and 
written communication. It is further sub – categorized into two types:  

a. Speaking vocabulary: the words used in speaking. 
b. Writing vocabulary: the words used when writing.  
 
Vocabulary, therefore, is the ability to understand (receptive) and use (expressive) words 
to acquire and convey meaning. Learning, as a language based activity, is fundamentally 
and profoundly dependent on vocabulary knowledge. Learners must have access to the 
meanings of the vocabulary.  
 
2.1.4.1 Instructional Design  
Analysis of the research suggests that a variety of direct and indirect methods of 
vocabulary instruction can be effective.  Relying on any single method is not advised 
because findings indicate that different methods may be differentially effective.  
However, some fairly consistent trends in the research do point toward the following 
implications for practice: 
a. Vocabulary instruction should be incorporated into reading instruction. 
b. Vocabulary items that are required for a specific text should be taught directly—

this helps both vocabulary learning and reading comprehension. 
c. The more connections that can be made to a specific word, the better it is learnt. 
d. Pre-instruction of vocabulary in reading lessons has been shown to have significant 

effects on learning outcomes. 
e. Students should be given strategies to use when they encounter new words in oral 

and written language. 
f. The context in which words are learnt is very important.  Vocabulary words should 

be words that the learner will encounter in many contexts because students learn 
new words better when they encounter them often. 

g. A large portion of vocabulary items should be derived from content learning 
materials. 

h. Teachers should select vocabulary words that are important for understanding text 
and words that students will encounter often. 

i. Teachers should include both context and definitions for words. 
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j. Children learn words best when they are provided with instruction over an 
extended period of time and when that instruction makes them work actively with 
the words. 
 

2.1.4.2 Instructional Strategies  
Students learn new vocabulary from oral language experiences like listening to adults 
read to them.  Teachers should read aloud to students, no matter what grade they teach. 
a. Reading aloud works best when the teacher discusses the selection before, during 

and after reading, talking with students about new vocabulary and concepts and 
helping them to connect the words to their prior knowledge and background. 
Teachers need to help students develop word-learning strategies that they can use 
with new words that have not been taught directly. 

b. These strategies include how to use dictionaries and other reference aids to learn 
word meanings, how to use information about word parts to figure out the 
meanings of words in text, and how to use context clues to determine word 
meanings. 
Teachers should provide many opportunities for students to read in and out of 
school. The more students read on their own, the more words they will encounter 
and the more word meanings they will become familiar with. 
Because it is not possible to directly teach students all the words in a text that they 
are not familiar with, teachers should focus on teaching three types of words. 

c. Important words: words which are critical for understanding a concept or the text. 
d. Useful words: words that students are likely to see and use again and again. 
e. Difficult words: words which are particularly difficult for the students, e.g., words 

with multiple meanings, idiomatic expressions. 
 
Students learn vocabulary more effectively when they are actively and directly involved 
in constructing meaning rather than in memorizing definitions or synonyms. 
 
When implementing direct vocabulary instruction, teachers should be sure that students 
are aware of what the task is and how to complete it.  Students should know why they are 
doing the task and the components of vocabulary learning, as opposed to solely focusing 
on the words to be learned. 
 
2.1.5 Fluency 
Fluency is the ability to read text automatically, accurately, and effortlessly. It is reading 
words quickly without conscious attention and effort. Fluency is a critical skill that links 
word recognition and comprehension, and it enables a student to process meaning. 
Fluency is an important component in a reading program and should not be neglected. 
 
Fluency is important because it provides a bridge between word recognition and 
comprehension. When fluent readers read silently, they recognize words automatically. 
They group words quickly to help them gain meaning from what they read. Fluent 
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readers read aloud effortlessly and with expression. Their reading sounds natural, as if 
they are speaking. Readers who have not yet developed fluency read slowly and word by 
word. Their oral reading is choppy. 
Researchers have provided sound basis for significance and development of fluency. It 
has been investigated that: 
i. Fluency can be taught and learnt, and instruction of fluency should be explicit and 

systematic. 
ii. Through repetition and progress monitoring of oral reading skills, student fluency 

can increase. 
iii. Guided reading and rereading tasks until a certain level of fluency is reached are 

effective. 
iv. Independent silent reading is an effective instructional approach to increase 

fluency. 
v. Practicing oral reading through the use of audiotapes, tutors, and peer guidance is 

beneficial for increasing fluency. 
vi. Developing fluency skills increases comprehension skills. 
vii. Reading must become automatic for students because accuracy alone does not lead 

to strong comprehension skills.  
 

2.1.5.1 Instructional Design  
Students should develop fluency in three critical areas. These areas include letter-sound 
fluency, non - word fluency, and oral reading fluency. Instruction in these three areas 
should be explicit and systematic. Students with strong fluency skills are able to:   
a. identify letter-sound correspondences automatically and accurately; 
b. identify familiar spelling patterns quickly; and 
c. identify isolated words and connected text effortlessly. 
 
Two instructional approaches, each of which has several variations, have typically been 
used to teach reading fluency, are ‘Guided Repeated Oral Reading’ and ‘Independent 
Silent Reading’. 
a. Guided repeated oral reading encourages students to read passages orally with 

systematic and explicit guidance and feedback from the teacher. 
Some examples of more specific techniques of guided oral reading with feedback are 
given below. 
a. An adult or peer reads with the student by modeling fluent reading and then asking 

the student to read the same passage aloud with encouragement and feedback by 
the adult or peer. 

b. A student listens to a tape of a fluent reader reading text at the student's 
independent level at a pace of about 80-100 words per minute (wpm). The student 
listens to the tape the first time and then practices reading along with the tape until 
he is able to read fluently. 

c. The student reads with a peer partner. Each partner takes a turn reading to the 
other. A more fluent reader can be paired with a less fluent reader to model fluent 
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reading. The more fluent reader can provide feedback and encouragement to the 
less fluent reader. Students of similar reading skills can also be paired, particularly 
if the teacher has modeled fluent reading and the partner reading involves practice.  

d. Independent silent reading encourages students to read silently on their own, inside 
and outside the classroom, with minimal guidance or feedback. Following are some 
techniques of developing silent reading habits.  
• Everybody reads. Both students and teacher will read something of their own 

choosing. Completing homework assignments, grading papers, and similar 
activities are discouraged. The reading should be for the pleasure of the 
reader. 

• There are to be no interruptions during USR (Uninterrupted Silent Reading). 
The word uninterrupted is an essential part of the technique. Interruptions 
result in loss of comprehension and loss of interest by many students; 
therefore, questions and comments should be held until the silent reading 
period has concluded. 

• No one will be asked to report what they have read. It is essential that 
students feel that this is a period of free reading, with the emphasis on 
reading for enjoyment. 

 
Other essentials for encouraging voluntary reading include a plentiful library of books 
and frequent opportunities to choose. Children should be allowed and encouraged to read 
page turners rather than the classics for their independent reading. For gaining fluency, 
quantity is more important than quality. 
 
2.1.5.2  Instructional Strategies 
Like other sub-skills of reading, fluent reading can be enhanced by using certain teaching 
strategies.  
a. Instruction should be explicit and systematic to increase fluency.  
b. Give students opportunities to reread passages out loud. 
c. Provide positive and constructive feedback on student fluency skills. 
d. Ensure passages are within the learner's decoding range, 95% accuracy or higher. 
e. Provide daily opportunity for fluency building. 
f. Allow students to listen to books on tape. 
g. Identify target reading rates. 
h. To determine an appropriate text level, have a student read a passage from the text. 

Calculate the number of words read correctly and divide by the total words read. 
This will give you the student’s accuracy level. 
• Higher than 97% accuracy = independent reading level. 
• 94-97% accuracy = instructional level (when working on fluency, materials 

should be at this level or above). 
• 93% or below = frustration level. 
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2.1.6 Comprehension 
Reading comprehension is a complex cognitive process involving the intentional 
interaction between reader and text to extract meaning. Comprehension is the 
understanding and interpretation of what is read. To be able to accurately understand 
written material, children need to be able to: 
a. decode what they read; 
b. make connections between what they read and what they already know; and 
c. think deeply about what they have read.  
 
It is the final goal of reading instruction; “the essence of reading”. Reading 
comprehension is essential not only to academic learning in all subject areas but to 
lifelong learning as well. To be able to construct meaning from text, a child must have (a) 
general language comprehensions skills and (b) the ability to accurately and fluently 
identify words in print. 
 
2.1.6.1 Instructional Design  
The content of meaning is influenced not only by the text, but also by components the 
reader brings to the process. Understanding of all the components of reading 
contributes to the comprehension of text. When designing instruction to teach 
comprehension, teachers must take some factors into consideration.  These factors are: 
 
a. Reader Factors  

These factors are phonemic awareness, alphabetic understanding, fluency with 
code, vocabulary knowledge, prior knowledge of content; and engagement and 
interest. 

 
b. Text Factors 

These factors are genre consideration, i. e. prose, poetry, etc., quality of text, 
density and difficulty of concepts, and nature of text, i. e. narrative, descriptive, 
expository, etc.  

i. Comprehension is the joint product of language comprehension ability and word 
identification skills. For a comprehension program to be effective, it must include 
the assessment of students’ reading skills and remediation in areas of skill deficit. 

ii. Time spent reading is highly correlated with comprehension.  Therefore, when 
designing a program to teach comprehension:   

a. Provide opportunities for in-class reading, outside-of-class reading, and 
independent reading. Reading in the content areas should begin as early as the third 
grade to circumvent later comprehension weaknesses. 

b. Encourage kids to read more and to read widely so they can develop a passion for 
reading. 
 

According to the researchers, comprehension cannot be understood without a clear 
understanding of the role vocabulary development and vocabulary instruction play in the 
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process. Vocabulary instruction leads to gains in comprehension, but methods must be 
appropriate to the age and ability of the reader. A critical problem for most children who 
experience reading difficulties involves early and continued problems acquiring accurate 
and fluent word identification skills.  Explicit or formal instruction in the application of 
comprehension strategies has been shown to be highly effective in enhancing 
understanding. Comprehension can be improved by teaching students to use specific 
cognitive strategies, or to reason strategically when they encounter barriers to 
understanding what they are reading. Text comprehension instruction is most effective 
when teachers use a combination of reading comprehension techniques. When used in 
combination, comprehension techniques can improve results in standardized 
comprehension tests. 
 
If ‘reading’ equals ‘building model of meaning’, how can we test the quality of a child’s 
comprehension quality? The first step seems obvious: we must investigate the models that 
readers build. It has long been accepted that asking a reader to produce a summary – oral 
or written – of what they have read is a reasonable way of accessing the mental 
representation which they have built for themselves. Summary tasks enjoy a natural 
appeal among teachers, since a summary is an attempt by the student to express their 
mental representation in words. What we know from empirical research into the cognitive 
operations involved in the summarization process suggests that they include skills such as 
identifying relevant information, distinguishing superordinate from subordinate material 
and eliminating trivial or redundant material; such operations are key to constructing a 
mental model and can thus provide insights into comprehension (Kintsch and van Dijk, 
1978; Johnston, 1984). 
 
We need to recognise, however, that summary production can be a very difficult and 
cognitively demanding task for children and even for college students; after all, the 
child’s mental representation is a multi - model of a world rather than a literal one of the 
text (Brown and Day, 1983 & Garnham, 1987). A traditional summary production task 
usually involves a set of questions to which the reader must give written answers after 
reading a particular text or set of texts. But there is a significant danger associated with 
the testing method we usually use. If it is difficult to turn the multi-modal mental 
structures into a string of words and the original text presents just that simple string of 
words, children are far more likely to draw directly on the text to answer questions rather 
than to try to answer from their mental representations. What will happen if we remove 
the text following reading but before asking them the questions? If the direct route from 
text to test is blocked, the result will be that the child is obliged to refer to the mental 
representation and we are therefore much more likely to be assessing the real result of 
reading. Taylor explored this possibility experimentally, using a test format called 
‘summary completion’. The results ‘suggest that it is possible to design text-removed 
summary completion tasks which will function as highly reliable and valid measures of 
reading comprehension ability.’  
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A valid test of text comprehension should consist of asking the reader to provide some 
sort of summary of the text, because a summary will be the closest approximation we can 
get to a description of the mental representation they have built while reading. Even so, 
we must remember that there are several reasons why different readers will, quite validly, 
construct different representations from reading the same text. We have already noted 
that they will approach the task with different prior knowledge and experiences and so 
will start their construction of meaning with different schemas. We should also remember 
that there is much more involved than just information. Schemas contain affective 
components too, including memories of the emotions felt in the experiences from which 
they derive; the meaning structures readers build will incorporate all the feelings of 
interest or boredom, pleasure or distaste that they feel while reading. How they feel about 
the author, both in the sense of evaluating the quality of the writing and in the sense of 
agreement (or not) with the author’s attitudes and assumptions, may profoundly affect the 
meaning they make of the text. To measure children’s ability to read we need to ensure 
(a) that what they are doing is what we mean by reading, (b) that they know what we are 
expecting of them and (c) that they agree to try their best. 
 
The best way to make reading purposeful in a test is not to try to explain to students what 
purpose you would like them to adopt, but to make the purpose arise naturally from the 
context in which the reading takes place. For example, if a student knows that he is 
reading a text in order to judge the suitability of the story for a younger audience, or to 
explain the argument to fellow students, or to write a detailed critique, or to find the best 
way to travel to a city, they will approach the task appropriately without needing specific 
detailed instructions. Purpose is much easier to understand through context than through 
instructions which can place an extra set of linguistic demands on readers. 
 
2.1.6.2 Instructional Strategies  
The research in reading instruction reveals that comprehension instruction is most 
effective when multiple instructional strategies are used.  Some of the comprehension 
strategies identified by the National Reading Panel that have proven to be effective in 
improving comprehension include: 
i. Comprehension monitoring: readers learn how to be aware of their understanding 

of the material. 
ii. Cooperative learning: students learn reading strategies together. 
iii. Use of graphic and semantic organizers (including story maps): readers use 

graphic representations of the material to make complete comprehension. 
iv. Question answering: readers answer questions posed by the teacher and receive 

immediate feedback. 
v. Question generation: readers ask themselves questions about various aspects of 

the story. 
vi. Story structure: students are taught to use the structure of the story as a means of 

helping them recall story content in order to answer questions about what they have 
read. 
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vii. Summarization: readers are taught to integrate ideas and generalize from the text 
information. 

viii. Skimming: readers are given practice of developing overall impression of the text 
in a few words. 

ix. Scanning: readers are given exercises to find out specific information regarding 
knowledge in the text. 

x. Creative reading: readers are taught to think critically about the topic and 
evaluate, analyze or synthesize the knowledge and information given in the text.  

 
There are five principles to guide reading comprehension assessment in the classroom. 
Based upon an interactive model emerging from the past two decades of reading research 
and theory, these principles acknowledge a close tie between assessment and instruction; 
namely, that assessment is part of instruction. The principles suggest that we (1) consider 
the reader, the text, and the context as we construct and interpret assessments. (2) Focus 
on orchestrating rather than isolating skills. (3) Regard reading as a dynamic process 
rather than a static product. (4) Develop techniques that encourage rather than ignore 
student-teacher interactions. (5) Use a variety of measures of reading comprehension. 
 
2.2 Problems in Reading Comprehension 
Problems are faced by all – students, teachers and parents; regarding reading 
comprehension skill. Below are the lists of such problems in the perspectives of all 
concerned people along with the suggested solutions. 
 
a. A kid's Perspective 

A child may feel frustration and difficulties in making comprehension of the text. 
The factors that affect his ability to make comprehension and become cause of their 
frustration are the following.  
a. It takes them so long to read something. It's hard to follow along with 

everything going on. 
b. He does not really get what that book was about. 
c. He cannot understand the reasons what and why a character performs his role 

in a specific way in a story. 
d. He is not sure what the most important parts of the book are. 
e. He cannot really create an image in his mind head of what is going on. 

b. A teacher's Perspective 
Here are some clues for teachers to identify that a student may have problems with 
comprehension. 
a. He seems to focus on the "wrong" aspect of a passage; for example, he 

concentrates so much on the details that the main idea is lost. 
b. He can tell the outcome of a story, but cannot explain why things turned out 

that way. 
c. He does not go behind what is presented in a book to think about what might 

happen next or why characters took the action they did. 



53 
 

d. He brings up irrelevant information when trying to relate a passage to 
something in his own life. 

e. He seems to have a weak vocabulary. 
f. He cannot tell the clear, logical sequence of events in a story. 
g. He does not pick out the key facts from informational text. 
h. He cannot give a "picture" of what's going on in a written passage; for 

example, what the characters look like or details of where the story takes 
place. 

c. A parent's Perspective 
Here are some clues for parents to identify that a child may have problems with  
comprehension. 
a. He is not able to summarize a passage or a book. 
b. He might be able to tell the parents what happened in a story, but cannot 

explain why events went the way they did. 
c. He cannot explain what a character's thoughts or feelings might have been. 
d. He does not link events in a book to similar events from another book or 

from real life. 
 
If the child faces some or all of the problems, discussed above, in making comprehension 
of the text, he certainly needs attention and help.  With the help of parents and teachers, 
he can learn strategies to cope with comprehension problems that affect his reading. In 
the following section, some strategies have been suggested to the child, teacher and 
parents. 
a.  A child’s Self-Help 

In order to cope with the comprehension problems, here are some suggestions for 
the child.  
a. He may use outlines, maps, and notes when he reads. 
b. He can prepare flash cards of key terms he might want to remember. 
c. He may read stories or passages in short sections and make sure he knows 

what happened before he continues reading. 
d. He may ask himself, "Does this make sense?" If it does not, he should reread 

the part that did not make sense. 
e. He may stop every page or so and take turn summarizing what you've read. 
f. He may ask a parent or teacher to preview a book with him before he reads it 

on his own. 
g. As he read, he may try to form mental pictures or images that match the 

story. 
b. Parents’ Help 

Parents can also help their child facing comprehension problems. Here are some 
suggestions for the child’s parents. 
a. They may hold a conversation with their child to discuss what he has read. 

The child can be asked probing questions about the book to connect the 
events to his own life. 
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b. They can help their child making connections between what he reads and 
similar experiences he has felt or seen in a play, drama, real life or read in 
another book. 

c. They may help their child monitor his understanding. He can be taught to ask 
himself whether he understands what he is reading. 

d. They can help their child go back to the text to support his answers. 
e. They can discuss the meanings of unknown words, both those he reads and 

those he hears. 
f. They can instruct him read material in short sections, making sure their child 

understands each step of the way. 
g. They can discuss what their child has learnt from reading informational text 

such as a science or social studies book. 
c. Teachers’ Help 

Teachers can play the most important role in building comprehension skill in their 
students. Here are some suggestions for the child’s teacher. 
a. As the child reads, he may ask him open-ended questions such as "Why did 

things happen that way?" or "What is the author trying to say?" and "Why is 
this somewhat confusing?” 

b. He may teach him the structure of different types of reading material. For 
instance, narrative texts usually have a problem, a highpoint of action, and a 
resolution to the problem. Informational texts may describe, compare and 
contrast, or present a sequence of events. 

c. He may discuss the meaning of words as he goes through the text. He should 
target a few words for deeper teaching, really probing what those words 
mean and how they can be used. 

d. He may teach note-taking skills and summarizing strategies. 
e. He may use graphic organizers that help the children break information down 

and keep track of what they read. 
f. He should encourage the child to use and revisit targeted vocabulary words. 
g. He may teach him to monitor his own understanding. The children can 

instructed to ask themselves such questions, e. g. "What's unclear here?" or 
"What information am I missing?" and "What else the author is telling me?" 

h. He should teach him how to make predictions and how to summarize. 
 

2.3 Reading for Writing 
A child's writing skill development parallels his development as a reader. Print awareness 
develops in young children as a result of being read to by adults and having other literacy 
experiences. Part of print awareness is the realization that writing is created with 
instruments such as pens, pencils, crayons, and markers. Children begin to imitate the 
writing that they see in the environment.  
 
The influence of reading on writing has been expressed through the concept in which 
reading is trying to discover what a piece of written text means by understanding the 
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words a writer is using. When reading, we do not just wait for the meaning to come to us; 
we go for it-aggressively. We look deeply into the text hunting in certain specific ways 
searching for clues as to what the writer is trying to say.  
 
Reading can advance learners’ ability to write since reading can aid the learners’ process 
of writing. By reading and studying a variety of relevant types of text, students can gain 
important insights both about how they should write and about subject matter that may 
become the topic of their writing. In other words, reading can provide models for writing. 
Many writing course and certainly most autodidactic strategies in writing involve using 
well-written passages form literature, or passage written by others, as models for one’s 
own writing. Thus, many writing classes begin with reading texts, analyze them, looking 
at them as models for writing or using them as a piece of communication to response to. 

 
Guidelines for Promoting Print Awareness 

 
The organization of books 
Make sure students know how books are organized. They should be taught the basics 
about books – which they read from left to right (in English) or right to left (in Urdu) and 
top to bottom, that print may be accompanied by pictures or graphics, that the pages are 
numbered, and that the purpose of reading is to gain meaning from the text and 
understand ideas that words convey. 
 
1.  Read to students 

Read to children from books with easy-to-read large print. Use stories that have 
predictable words in the text. 

 
2.  Use "big books" and draw attention to words and letters 

Help children notice and learn to recognize words that occur frequently, such as a, 
the, is, was, and you. Draw attention to letters and punctuation marks within the 
story. 

 
3.  Label objects and centers in your classroom 

Use an index card to label objects and centers within the classroom with words and 
pictures. Use an index card with the word "house", for example, for the house 
center and draw a picture of a house. Draw students' attention to these words when 
showing them the different centers. 

 
4.  Encourage preschool children to play with print 

They can pretend to write a shopping list, construct a stop sign, write a letter, make 
a birthday card, etc. 
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5.  Help children understand the relationship between spoken and written language 
Encourage students to find on a page letters that are in their names: "Look at this word, 
'big.' It begins with the same letter as the name of something in this room, 'bin.' 

 
6.  Play with letters of the alphabet 

Read the book Chicka Chicka Boom Boom. Place several copies of each letter of 
the alphabet in a bowl and ask students to withdraw one letter. When everyone has 
a letter, ask each student to say the letter's name and, if the letter is in his or her 
own name, have the child keep the letter. Continue until the first child to spell his 
or her name wins. 

 
7.  Reinforce the forms and functions of print 

Point them out in classroom signs, labels, posters, calendars, and so forth. 
 

8.  Teach and reinforce print conventions 
Discuss print directionality (print is written and read from left to right), word 
boundaries, capital letters, and end punctuation. 

 
9.  Teach and reinforce book awareness and book handling 

Promote word awareness by helping children identify word boundaries and 
compare words 

10.  Allow children to practice what they are learning 
Ask them to listen to and participate in the reading of predictable and patterned 
stories and books. 

11.  Provide practice with predictable and patterned books 
Try using a wordless picture book. Go through each page asking the children to tell 
the story from the pictures. Write their narration on a large piece of paper. 
Celebrate the story they authored by eating pancakes! 

12.  Provide many opportunities for children to hear good books and to participate 
in read-aloud activities 

 A sample activity for assessing print awareness can be to give a student a storybook 
and ask him or her to show you: 
• The front of the book 
• The title of the book 
• Where you should begin reading 
• A letter or a word 
• The first word of a sentence 
• The last word of a sentence 
• The first and last word on a page 
• Punctuation marks 
• A capital letter 
• A lowercase letter 
• The back of the book, etc.  
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Alphabetic knowledge 
 
Children must become expert users of the letters they will see and use to write their own 
words and messages (Lyon, 1998). Children's knowledge of letters is a strong predictor of 
their success in learning to read (Adams, 1990). That is, children who begin first grade 
able to quickly and accurately identify, say, and write the letters of the alphabet have an 
advantage in learning to read. Children whose knowledge of letters is not well developed 
when they start school need a lot of sensibly organized practice that will help them learn 
how to identify, name, and write letters. 
 

Guidelines for alphabetic knowledge instruction 
A beginning reading program should include the following elements: 
• A variety of alphabetic knowledge activities in which children learn to identify and 

name both upper case and lower case letters. 
• Games, songs, and other activities that help children learn to name letters quickly. 
• Writing activities that encourage children to practice writing the letters they are 

learning. 
• A sensible sequence of letter introduction that can be adjusted to the needs of the 

children. 
 

Guidelines for phonemic awareness instruction 
 
1. A beginning reading program should include the following elements: 

• Activities that follow a sequence of instruction that progresses from easier to 
more difficult tasks and from larger to smaller units, for example: 

• Rhyming words. 
• Dividing sentences into words. 
• Dividing words into syllables. 
• Segmenting and blending onsets and rimes. 
• Identifying beginning, medial, and ending sounds in spoken words. 
• Segmenting and blending individual sounds (phonemes) in spoken words. 
• Auditory (e.g., clapping), visual (e.g., tiles, chips), or both cues to help 

children identify separate sounds in words. 
• Activities to teach the relationship of letters to sounds in more advanced 

tasks (segmenting and blending phonemes). 
 
2.  A sequence of instruction for children who are having difficulty 
 Start with continuous sounds (for example, m, s, i, f) that are easier to hear and 

blend. Advise teachers to stretch out and connect (or "sing") the sounds (e.g., 
"ssssaaaammm," rather than separating them, for example, "S ... a ... m"). 
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Guidelines for examining sound-letter relations instruction 

1.  Plan of instruction  
• A beginning reading program should include: 
• Common sound-letter relations taught directly and explicitly. 
• Advanced phonemic awareness activities combined with the presentation of 

sound-letter relations. 
• Opportunities for children to practice sound-letter relations in every lesson. 
• Practice opportunities that include new sound-letter relations as well as 

cumulative review of previously taught relations. 
• Early and often opportunities for children to apply their expanding 

knowledge of sound-letter relations to the reading of regularly spelled words 
that are familiar in meaning. 

• A suggestion that the teacher or students point to the letters as they sound out 
the words. 
 

2.  Rate of instruction 
• A beginning reading program should: 
• Recognize that children learn sound-letter relations at different rates. 
• Introduce sound-letter relations at a reasonable pace (e.g., in a range of two 

to four per week, depending on student performance). 
• Encourage teachers to informally assess children's application of sound-letter 

relations and to use this information to make instructional decisions. 
 
3. Sequence of instruction 
 A beginning reading program should: 

• Introduce consonants and vowels in a sequence that permits the children to 
read words. 

• Choose consonants and vowels that can be combined to make words for the 
children to read. 

• Teach a number of high-utility sound-letter relations first and add lower 
utility relations later. 

• Introduce consonant blends or clusters in separate lessons. 
• Provide blending instruction with words that contain the sound-letter 

relations that the children are learning. 
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Guidelines for addressing word-identification strategies 
 
A beginning reading program should include: 
• Opportunities to practice word recognition, including words with newly introduced 

sound-letter relations or word parts mixed with previously learned words. 
• Opportunities for children to learn to use word order (syntax) and word meaning 

(semantics) to confirm the words identified through word-recognition strategies 
(Adams, 1998). 

• A limited set of sight words (some of which are regularly spelled) in the beginning 
stages of reading instruction. 

• Phonetically non-words in a reasonable order and review the words cumulatively. 
• Phonetically irregular words in the written materials the students read. 
• Opportunities for children not only to decode words but also to access the words' 

meanings. 
• Strategies for identifying words with more than one syllable. 

 
Guidelines for effective spelling and writing activities 

 
A beginning reading program should include: 
• Spelling activities that are related to the words that children are reading and 

writing. 
• Guides to move children from their own temporary spellings to more standard spellings. 
• Spelling instruction with explicit instruction in sound-letter relations and word-

identification strategies. 
• Lessons that help children attend to spelling patterns. 
• Purpose-filled writing activities that permit children to respond to what is read to them 

and to what they read, express themselves creatively, and communicate with others. 
 

Guidelines for decodable text for related reading practice 
 
A beginning reading program should include: 
• Stories that have a significant proportion of decodable words. 
• A sequence of stories, such that the sound-letter relations the children have learned 

are cumulatively reviewed in the words of the stories. 
• Stories which are comprehensible. 
• Words in the stories that are in the children's spoken vocabularies. 
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Guidelines for instruction that promotes fluency 
 
A beginning reading program should include: 
• Opportunities to read and reread familiar stories by using partner reading and peer 

tutoring. 
• Practice in reading new or difficult words, prior to reading texts. 
• Opportunities for occasional timing of students' reading with strategies to record 

their progress in their accuracy and rate of reading. 
• Opportunities to hear texts read appropriately by adults, tapes, and peers. 
• Ideas for developing a home-school connection that supports children's reading and 

rereading of texts to parents, grandparents, and siblings. 
 

Guidelines for instruction that promote oral language 
 
Kindergarten and first-grade language instruction that focuses on listening, speaking, and 
understanding includes: 
• Discussions that focus on a variety of topics, including problem solving. 
• Activities that help children understand the world, in and out of the classroom. 
• Songs, chants, and poems that are fun to sing and say. 
• Concept development and vocabulary-building lessons. 
• Games and other activities that involve talking, listening, and, in particular, 

following directions. 
 

Guidelines for reading aloud to children 
 
Lots of good advice is available on how to read to young children, but some common 
sense observations are important to keep in mind: 
• With very young children who have not had a lot of story reading experiences, start 

with very short periods of story reading; gradually make the story period longer, 15 
min or more. 

• Make sure that the children are paying attention. 
• Make sure all of the children can hear what is being read. 
• Make sure all of the children can see the pictures that are shown. 
• Make the delivery interesting - dramatize exciting parts of stories, change your 

voice when speaking the lines of different characters (i.e., act surprised, exaggerate, 
laugh, be sad). 

• Read interactively; that is, engage the children in the story by having them respond 
to questions, repeat phrases, and predict what is going to happen next. 

• Discuss the story with the children after reading it; have children retell parts of the 
story. 

• Do not hesitate to reread favorite stories, but remember to keep adding stories that 
will extend the children's vocabulary and their knowledge of the world. 
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• When reading books aloud, do not hesitate to change the wording in a sentence or 
phrase that children may not understand to a phrase or sentence they will 
understand. Then return to the book and read the phrase or sentence that was in the 
book. 

• Explain and sometimes act out the meanings of important words in the story that 
children may not know. Point to the details of illustrations that will help children 
understand the meanings of complex sentences and new words. 

• Talk about the story at other times of the day; try to find everyday situations in 
which some of the words and phrases from the story can be used. 

• Do not forget to read informational books as well as stories. 
 

Guidelines for independent wide reading 
 
Classrooms that ensure wide reading provide the following: 
• Daily time for self-selected and teacher- recommended reading. 
• Access to books children want to read in their classrooms and school libraries. 
• Access to books that can be taken home to be read independently or to family 

members. 
 

2.4 Summary 
Teaching children to read is a challenging responsibility. Fulfilling this responsibility 
requires knowledge of effective instructional practices and a willingness to use them. 
Teachers who have a thorough understanding of the five essential components of 
effective reading instruction are equipped to teach children to read using instructional 
strategies and materials that have proven to be effective. 
 

The five essential components of effective reading instruction represent ingredients that 
must be present in order for children to learn to read. Effective teachers know how to 
blend these ingredients in the right proportions to meet the unique needs of each child. 
They understand the roles of phonemic awareness and phonics in building word-
recognition skills, and they know how to identify and correct students’ weaknesses in 
these areas. They also know that these two foundational components will receive less 
emphasis as students gain competence as readers. Effective teachers know how fluency 
facilitates comprehension, and they know how to use research-based strategies for 
helping students become fluent readers. These teachers are continually building each 
student’s vocabulary and the ability to learn the meanings of new words through a variety 
of word-learning strategies. Finally, they know that comprehension is the ultimate goal of 
reading instruction, and they are adept at helping students learn to apply appropriate 
comprehension strategies as they read. 
 

Those who accept the responsibility for teaching children to read and understand that it 
includes a commitment to continually search for more effective ways to help children 
gain competence in this very important skill. 
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2.5 Activities 
1. Prepare a flow chart showing hierarchy of reading components.  Write down subs-

skills of    each component. Paste this chart in class 5 of your school. 
2. Prepare some low cost AV aids to teach letter sound recognition. Visit class 1 of 

your school. Conduct a session using your AV aids and write self-reflection after 
session. 

3. Make a checklist to observe your friends session of English in class 1. Give 
feedback to your friend after class.   

 
2.6 Self – assessment Questions 
1. Critically analyze that reading is a complex cognitive skill of making 

meanings of a printed text. 
2. Print concept provides basis for all the other sub-skills of reading, evaluate 

this with the help of examples. 
3. How would you prove that reading is a cumulative task of utilizing several 

integrated sub-skills of reading? 
4. What is phonemic awareness? Suggest some useful strategies to develop the 

phonemic awareness in your students. 
5. Students cannot understand the text without being familiar with the 

vocabulary. Support this idea by giving examples. 
6. What is meant by fluency? How can a teacher make his students fluent 

readers?  
7. Compare the instructional strategies used for teaching comprehension and 

phonics. 
8. Why is reading important to develop the skill of writing? Give suitable 

examples. 
9. A student is unable to comprehend the text. How would you find out the 

actual reason of this weakness? 
10. Briefly describe the components of reading giving examples from both Urdu 

and English languages.  
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INTRODUCTION 
 
Traditionally, tests have been used in education to inform instruction; to measure 
progress on the skills tested, and to establish a student’s eligibility for special education. 
Tests were used specifically for national accountability of schools. 
 

Students enter the classroom with diverse backgrounds and skills in literacy. Some 
students may enter the classroom with special needs that require review of basic skills in 
reading, while other students may have mastered the content a teacher intends to cover. 
Individual needs can be determined by initial and ongoing reading assessments. These 
assessments provide teachers with the information needed to develop appropriate lessons 
and improve instruction for all students. Student assessment is the foundation for 
determining instructional practices, programs, and resources. 
 

Educators, therefore, must be able to identify the characteristics of various types of 
assessment. Assessment can be formal or informal. Assessments can be administered in a 
group or individually. Certain assessments may be done annually while other assessment 
is used to provide information for ongoing instructional planning. Assessment can be 
used to initially screen student performance or to pinpoint specific strengths and 
weaknesses and provide detailed information about a student. Depending upon the 
objectives of reading assessment, the teacher may select a particular type of reading 
assessment at one time and another type of assessment at another time. 
 

In this unit, we will discuss various types of reading assessment, their characteristic 
features, their purpose and their relation with the teacher’s instruction. 
 

The purpose of assessing students' reading skills is to guide literacy instruction. 
Assessment for determining individual student strengths and needs is critical in planning 
effective, relevant, and appropriate learning experiences. Screening, diagnosing, progress 
monitoring and outcomes assessment are some famous forms of tests that are essential to 
make sure whether all students have become fluent readers — and the words-correct per-
minute (WCPM) procedure and comprehension techniques are working well. Teachers 
can use them to make well-informed and timely decisions about the instructional needs of 
their students. Empirical researches have clearly indicated the urgent need to provide 
high quality, intensive instructional interventions to students at risk of reading difficulty 
as soon as possible.  
 

OBJECTIVES 
 
After completing this unit, you will be able to: 
• explain to differentiate between various types of reading assessment; 
• explain the significance of different kinds of assessment for reading skill; 
• compare and contrast between different types of reading assessment. 
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3.1 Screening Test 
Universal screening in the primary grades is important to identify students who are in 
need of reading intervention. Universal screening refers to determining students’ risk for 
reading difficulty and the need for intervention. Screening tests, formal or informal, are 
given at the beginning of a school year. Screening tools are the same as progress 
monitoring tools (also referred to as curriculum based measurement, classroom based 
measurement, or simply, timed probes).  
 
The first step in the RTI (Response to Intervention) approach is to give universal 
screening assessments to all students, generally three times a year. RTI is a multi-tiered 
approach to help struggling learners. Reading interventions is a program, supplementary 
to an existing literacy curriculum that is provided to students for the primary purpose of 
increasing reading levels. Such programs can be administered both in and out of the 
traditional classroom environment. Students' progress is closely monitored at each stage 
of intervention to determine the need for further research-based instruction and/or 
intervention in general education. Screening assessments usually take one to seven 
minutes, depending on the area they are measuring. These tests provide simple probes 
designed to measure the student’s individual abilities in reading, writing/spelling or 
problem solving. These assessments are very quick to administer and can determine if the 
student is performing at grade level. 
 
Screening measures are designed to quickly differentiate students into one of two groups:  
1. those who require intervention; 
2. those who do not require intervention.  
 
A screening measure needs to focus on specific skills that are highly correlated with 
broader measures of reading achievement resulting in a highly accurate sorting of 
students. Universal screening tools have the following characteristics: 
1. they are quick and targeted assessments of discrete skills that indicate whether 

students are making adequate progress in reading achievement; 
2. they are alternate equivalent forms so that they can be administered three to four 

times a year; 
3. they are standardized directions for administration and scoring; and 
4. they have established reliability and validity standards. 
 
A screening instrument needs to be quickly and easily administered. Screening can occur 
as early as pre-school, but no later than kindergarten and at least three times a year 
through second grade. It is imperative for screening to occur for all children, not just the 
ones “at risk” or who have already been determined to have reading failure. Teacher 
input on a child’s phonological, linguistic and academic performance is also essential. 
Teachers can complete screening tools that require their rating of a child’s abilities on a 
scale to measure risk of reading disability. 
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There are typical screening measures by grade level. Although a quick assessment, a 
screening battery should include key domains, identified as predictors of future reading 
performance. 
1. At kindergarten stage, screening measures are successful when they include 

assessment of the following areas: phonological awareness including phoneme 
segmentation, blending, onset and rime; rapid automatic naming including letter 
naming fluency; letter sound association; and phonological memory including non-
word repetition (Catts, et al. 2015; Jenkins & Johnson, 2008). Some research 
findings have revealed that different sub – skills of reading tasks are preferred to be 
used as predictors of students’ reading ability at different grade levels.  

2. At grade one, screening measures are most successful when they include 
assessment of the following areas: phoneme awareness, specifically phoneme 
segmentation, blending, and manipulation tasks; letter naming fluency; letter sound 
association; phonological memory including non-word repetition; oral vocabulary 
and word recognition fluency (i.e., accuracy and rate) (Compton, et al., 2010; 
Jenkins & Johnson, 2008). 

3. At grade two, screening assessment should include word identification, oral 
reading fluency, and reading comprehension. Word identification assessments 
should include real and nonsense words. 

 
In another recent review of reading screening tools, Jenkins, Hudson, and Johnson (2007) 
found that screening processes for the various early grade levels tend to focus on the 
components of reading outlined below. 
1. In first grade, word identification fluency (WIF), phonological awareness, and 

letter knowledge – are considered to be the predictors of reading ability. Of these, 
WIF has been demonstrated to be one of the strongest predictors of reading ability 
(Compton, Fuchs, Fuchs & Bryant, 2006; Fuchs, Fuchs, & Compton, 2004). 

2. In grade two and three, oral reading fluency (ORF) and word identification 
fluency - are considered to be the predictors of reading ability. Studies have 
examined that ORF measures in second and third grade are considered to be the 
predictor of reading ability. At second grade, WIF remains a strong predictor 
(Foorman, Francis, Fletcher, Schatschneider, & Mehta, 1998). 

 
3.1.1 Purposes of Screening Test 
Screening tests are used to: 
1. identify children who are making adequate progress as well as students who may 

be having difficulties in certain areas;  
2. provide the teacher with the initial data needed to begin to set goals for addressing 

a student's instructional needs; 
3. supply benchmarks that help the teachers identify students who are performing 

below grade level, on grade level, or above grade level;  
4. discover reliable information about students reading performance to predict which 

students will or will not succeed on outcomes assessments; and  
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5. intervene early with students at risk for academic difficulty, allocate instructional 
resources according to students’ needs, and distinguish between students whose 
reading difficulties stem from experiential and instructional deficits as opposed to a 
learning disability; 

6. set instructional goals for each student so that maximum progress can be made; 
7. make informed decisions about evidence-based interventions and make progress 

monitoring; 
8. address the needs of the students, as identified by the screening process; and 
9. determine if progress is adequate or if more (or different) intervention is required. 
 
Screening approaches should satisfy three criteria (Jenkins, 2003). First is classification 
accuracy—a good screen accurately classifies students as at risk or not at risk for reading 
failure. Second is efficiency—because screening is universal, the procedure must not be 
too costly, time-consuming, and cumbersome to implement. Good screens can be 
administered, scored, and interpreted quickly and accurately. Third is consequential 
validity—overall, the net effect for students must be positive (Messick, 1989). This 
means students identified as at risk for failure must receive timely and effective 
intervention, and no students or groups should be short or changed.  
 
3.2 Diagnostic Test 
Diagnostic test designed to get information regarding students reading ability is a form of 
pre-assessment that allows a teacher to determine students' individual strengths, 
weaknesses, knowledge and skills prior to reading instruction. It is primarily used to 
diagnose students’ difficulties and to guide lesson and curriculum planning. It is informal 
and is carried out prior to instruction. It means for assessing prior knowledge, skills and 
preconceptions of students. 
 
Diagnostic test is given in the beginning of the course or the beginning of the unit/topic. 
Diagnostic assessments are sets of written questions (multiple choice or short answer) or 
pre- reading oral questions that assess a learner’s current knowledge base or current 
views on a topic/issue to be studied in the course. They are often used before and after 
instruction, where students are given identical pre- and post-tests before and after the 
course. This method allows instructors and students to chart their learning progress by 
comparing pre- and post-tests results.  
 
Diagnostic assessments give a more in-depth look at the skills and knowledge so that 
even more precise interventions can be implemented for the student. 
 
Although it is essential to pinpoint a student's instructional needs, yet valuable 
instructional time can be wasted if assessments do not have a clear purpose. Diagnostic 
tests should be given when there is a clear expectation that they will provide new, or 
more reliable, information about a student’s reading difficulties, which can then be used 
to provide more intense instruction.  
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3.2.1 Purposes of Diagnostic Test 
Diagnostic test is used to collect data on what students already know about the topic. The 
goal is to get a picture of where students currently stand - intellectually, emotionally or 
ideologically - allowing the instructor to make sound instructional choices as to how to 
teach the new course content and what teaching approach to use. 
 
Among the aspects of reading that are assessed by such a test are: 
i. visual/ auditory discrimination 
ii. concept about print 
iii. phonemic awareness 
iv. letter recognition 
v. letter sound association  
vi. word recognition 
vii. recognition of rhyming words 
viii. words blending and segmentation 
ix. reading accuracy and fluency 
x. listening comprehension 
xi. reading comprehension 
 
Besides these micro-skills, student’s ability or inability in other individual skills 
regarding syntax, etc. can also be assessed through diagnostic assessment.  
 
3.3 Progress Monitoring Test 
Progress monitoring test is designed to determine if progress is adequate or if more (or 
different) intervention is required. Progress should be monitored frequently to determine 
the student’s response to the chosen intervention and rate of improvement. For example, 
if a student's diagnostic assessment reveals concerns about one or more areas of reading, 
additional, targeted instruction should begin immediately. In this case, word correct per 
minute (WCPM) procedures can be used to monitor the student's progress. To address 
this need to the student, WCPM can be a better tool for monitoring students' progress 
than traditional standardized measures that typically are time-consuming, expensive, only 
administered infrequently, and of limited instructional utility. 
 
For students reading below the grade level, progress monitoring should be done 
frequently, perhaps once or twice monthly for as long as students require supplemental 
instruction. Progress monitoring should be done as often as once per week for students 
who are reading more than one year below level and receiving intensive intervention 
services. This regular monitoring assures that if the intervention is not working well, it 
can be modified. 
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3.3.1 Purposes of Progress Monitoring Test 
Progress monitoring tests are used periodically to determine whether students are making 
adequate progress. On the basis of their use, there are two types of progress monitoring 
tests; both are important to a comprehensive assessment plan.  
1. The “Curriculum-Embedded Test”, in common use for many years, assesses the 

extent to which students have learnt the material taught in a unit of the reading 
curriculum. This type of test helps the teacher identify which students have 
mastered the material and whether the class is ready to move on to the next unit. 
These tests are included in core reading course materials or may be constructed by 
teachers if core reading course is not used. There is usually no information about 
the reliability or validity of this type of test, but teachers frequently find them 
useful because they provide a relatively detailed assessment of the extent to which 
students have learned what they were just taught. 

2. The second type of progress monitoring test has a shorter history of use, are 
referred to as “General” or “External Progress Monitoring Test”, which measures 
critical reading skills such as phonemic awareness, phonics, fluency, vocabulary, or 
comprehension, but are not tied to any specific reading curriculum. Rather, through 
extensive development research, these tests establish performance targets, or 
“benchmarks” for different points of time in the school-year i.e. beginning, middle, 
and end, that predict success in meeting grade-level reading standards by the end of 
the year. When administered at the end of the school year, these tests also identify 
students who will likely have trouble meeting grade-level standards at the end of 
the next school year unless they receive extra help. 

 
3.4 Formative Assessment 
Formative assessment is ongoing assessment and is stitched to instruction. It is also 
described as ‘assessment for learning’, is the first priority in its design and practice is to 
serve the purpose of promoting students’ learning. It provides valuable information to 
teachers about the success of their instruction and students’ achievement of learning 
objectives at hand. The teachers make timely and necessary adjustments on the basis of 
information gathered through formative reading assessments. It differs from assessment 
designed primarily to serve the purposes of accountability, or of ranking, or of certifying 
competence. An assessment activity can help learning if it provides information to be 
used as feedback, by teachers, and by their students, in assessing themselves and each 
other, to modify the teaching and learning activities in which they are engaged. Such 
assessment becomes ‘formative assessment’ when the evidence is actually used to adapt 
the teaching work to meet learning need’ (Black et al 2002). 
 
Formative assessment is designed to be an informal method of finding a student's 
progress in a subject or with a concept. With formative assessment, the teacher regularly 
assesses students’ performance related to expectations.  The key is to assess throughout 
instruction, either in the form of a formal test or informal observation of student 
performance during practice, as a means of planning for future instruction.  This ensures 
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that instruction is delivered at a level that is appropriate for facilitating success. 
Formative assessment does necessarily need to be graded. Since it serves as checkups, it 
is more about the information rather than the end score. The information gleaned helps 
shape instruction and future content. 
 
Formative assessment is a process that uses formal or informal assessment strategies to 
gather information on student learning. Teachers determine what students understand and 
what they still need to learn to master a goal or outcome. Strategies used to gather 
formative assessment information take place during regular class instruction as formative 
assessment and instruction are closely linked. Most formative assessment strategies are 
quick and easy to use and fit seamlessly into the instruction process. The information 
gathered is never marked or graded. Descriptive feedback may accompany formative 
assessment to let students know whether they have mastered an outcome or whether they 
require more practice. 
 
Formative assessment could be used as a diagnostic assessment or to monitor progress. 
Sometimes, formative assessment may resemble instruction because this type of 
assessment includes tasks typically used in the instructional process. Curriculum-based 
assessment, running records, and Informal Reading Inventories (IRIs) are examples of 
formative assessment. For students with persistent reading difficulties, it is important to 
select formative assessments that directly assess skills that greatly impact learning to 
read. Direct assessment of these component skills provides important information for 
making instructional decisions. The following strategies can be used as formative 
assessment of students’ reading abilities: 
i. oral questioning form students; 
ii. micro reading tasks assigned to students, e. g. reading with accuracy, fluency, 

pronunciation, comprehension, etc. 
iii. observation of students’ participation and oral engagement related to the topic; 
iv. evaluation of students home task; 
v. short pencil – paper tests; and 
vi. evaluation of students’ portfolios.  
 
3.4.1 Purposes of Formative Assessment 
The purpose of formative assessment in reading class is to monitor students’ acquisition 
of knowledge and skills during educational preparation, i. e. during the time when 
students’ basic and professional knowledge, skills, and attitudes are being ‘formed. It is 
used to align grade appropriate reading standards, reading content and assessment. 
Formative assessment is stitched to or embedded with instruction so as to make it 
productive and effective, and keep it on track. Information provided by formative 
assessment helps educators to adjust their instructional strategies according to the 
immediate demands or weaknesses of learners.  Teachers can use one assessment 
strategy, change or adapt the instruction, and then reassess using the same strategy or a 
different one to determine if the instructional practice is impacting student achievement. 
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During instruction, teachers assess students’ understanding and progress toward standards 
mastery in order to evaluate the effectiveness of their instructional design. Both teachers 
and students, individually and together, review and reflect on assessment outcomes. As 
teachers gather information from formative assessment, they adjust their instruction to 
further student learning. Formative evaluation keeps the teacher focused to the learning 
objectives during reading instruction. 
 

The Cycle of Instruction with Formative Assessment 
 

 
 
Formative assessment strategies are used to check for understanding of student learning 
and to make decisions about current and future instruction. Through formative 
assessment, teachers can discover the rate at which students are learning, the current 
knowledge of students, what information or skills students still need to learn, and whether 
the learning opportunities they are providing for students is effective or if they need to 
change or adapt their instruction. Results of formative assessment drive instruction. If 
students are doing well and progressing as expected, teachers continue with their current 
instruction practices. If students are not progressing as expected and are missing key 
information or skills, teachers plan other learning opportunities to help students attain the 
information or skills they need to be successful. 
 
Formative assessment designed to assess reading skill of students should: 
i. be part of effective planning for teaching and learning so that learners and teachers 

should obtain and use information about progress towards learning goals, i.e. 
planning should include processes for feedback and engaging learners; 

ii. focus on how students learn, i.e. learners should become as aware of the ‘how’ of 
their learning as they are of the ‘what’; 

iii. be recognized as central to classroom reading practice, including demonstration, 
observation, feedback and questioning for diagnosis, reflection and dialogue; 
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iv. be regarded as a key professional skill for teachers, requiring proper training and 
support in the diverse activities and processes that comprise assessment for 
learning; 

v. should take account of the importance of learner motivation by emphasizing 
progress and achievement rather than failure and by protecting learners’ autonomy, 
offering some choice and feedback and the chance for self-direction; 

vi. promote commitment to learning goals and a shared understanding of the criteria 
by which they are being assessed, by enabling learners to have some part in 
deciding goals and identifying criteria for assessing progress in reading; 

vii. enable learners to receive constructive feedback about how to improve, through 
information and guidance, and give constructive feedback on weaknesses and 
opportunities to practise improvements; 

viii. develop learners’ capacity for self-assessment so that they become reflective and 
self-managing; 

ix. recognise the full range of achievement of all learners (ARG, 2002). 
 
Formative and diagnostic data and insights about any learning skill, reading skill in this 
case, can come form a range of activities normally associated with ’teaching’, such as 
classroom questioning and feedback, group work and peer assessment on a piece of 
previously assessed work, and from summative assessment outcomes and from draft or 
interim assessments:   
i. initial guidance interview; 
ii. initial diagnostic assessment (tests, assignments etc.); 
iii. questions asked individually or in class to diagnose understanding and to build 

understanding; 
iv. written feedback and advice from teachers, oneself, peers –  it is important to note 

that self and peer assessment are commonly assumed to be ’formative’ but they 
might be used entirely for summative purposes ;  

v. oral feedback to answers to questions asked of students or to questions that students 
ask ; 

vi. drafting assignments or work for feedback from teachers, self or peers;   
vii. using exemplars of good and poor quality work to assess the quality of one’s and 

others’ reading tasks in relation to the assessment criteria;   
viii. tutorials or reviews - group and individual, peer or teacher-led; and   
ix. questions at the end of sessions to find out what was easy or difficult, what still 

needs to be learned. 
 

3.5 Summative Assessment 
Summative assessment is meant to summarize student learning at some point in time; for 
example, at the end of a course. Most standardized tests are summative. Such tests are not 
designed to provide the immediate, contextualized feedback useful for helping teacher 
and student during the learning process. High-quality summative information can, of 
course, shape how teachers organize their courses or what schools offer their students.  
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Summative assessment is made after a large piece of learning, and is usually conducted 
after a specific period of time, e. g. a week, month, term, semester or an academic year, 
etc. The information gained from summative assessments is used by teachers and schools 
to determine how students within a class, a subject or a grade level progressed during that 
period.  
 
During any summative test of reading, integration of several reading skills learnt by 
learners are assessed which ensure their adequate progress. Summative assessments of 
reading benchmark help teachers to evaluate where students are in their learning progress 
with key reading skill, and determine whether they are on track to performing well on 
annual or terminal summative assessments. End-of-unit essays are also example of 
summative evaluation in which students integrate all of the reading and writing skills 
they have developed up until that point, apply some new skills having to do with writing 
longer pieces with multiple drafts, and produce a polished, edited piece of work over 
several lessons. 
 
Because summative assessments are usually higher-stakes than formative assessments, it 
is especially important to ensure that the assessment aligns with the goals and expected 
outcomes of instruction. Summative assessments are designed on the following 
principles.  
 
Use a Rubric or Table of Specifications - Instructors can use a rubric to lay out 
expected performance criteria for a range of grades. Rubrics will describe what an ideal 
assignment looks like, and “summarize” expected performance at the beginning of term, 
providing students with a trajectory and sense of completion.   
 
Design Clear, Effective Questions - Designing essay questions, instructors can ensure 
that questions meet criteria while allowing students’ freedom to express their knowledge 
creatively and in ways that honor how they digested, constructed, or mastered meaning.   
Assess Comprehensiveness - Effective summative assessments provide an opportunity 
for students to consider the totality of a course’s content, making broad connections, 
demonstrating synthesizing skills, and exploring deeper concepts that drive or found a 
course’s ideas and content.   
 
Make Parameters Clear - When approaching a final assessment, instructors can ensure 
that parameters are well defined (length of assessment, depth of response, time and date, 
grading standards); knowledge assessed relates clearly to content covered in course; and 
students with disabilities are provided required space and support.  
 
Consider Blind Grading - Instructors may wish to know whose work they grade, in 
order to provide feedback that speaks to a student’s term-long trajectory. If instructors 
wish to provide truly unbiased summative assessment, they can also consider blind 
grading. 
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3.5.1 Purposes of Summative Assessment 
Summative reading assessments from Kindergarten to grade 5 are used to evaluate 
student learning how to read, reading skill and sub-skill acquisition, and academic 
achievement at the conclusion of a defined instructional period—typically at the end of 
achievement of an early reading benchmark, unit, course, semester, program, or school 
year. Generally speaking, summative reading assessments perform the following goals: 
1. The summative reading tests or assignments are used to determine whether students 

have learnt what they were expected to learn. In other words, what makes an 
assessment “summative” is not the design of the test, assignment, or self-
evaluation, but the way it is used, i.e. to determine whether and to what degree 
students have learned the material they have been taught. 

2. Summative reading assessments are given at the conclusion of a specific 
instructional period, and therefore they are generally evaluative, rather than 
diagnostic, i.e. they are more appropriately used to determine learning progress and 
achievement, evaluate the effectiveness of reading instructional programs, measure 
progress toward improvement goals, or make course-placement decisions, among 
other possible applications. 

3. Summative reading assessment results are often recorded as scores or grades that 
are then factored into a student’s permanent academic record, whether they end up 
as letter grades on a report card or test scores used in the college-admissions 
process. 
 

3.6 Summary 
All of different types of reading assessments work together to provide a complete 
reliable, valid and fair picture of learners reading abilities. Diagnostic reading assessment 
provides valuable information regarding reading strengths, weaknesses, knowledge and 
skills prior to or during instruction. Screening test of reading abilities helps teachers 
making decisions regarding placing students at a level where they have to start learn 
reading skills. Formative reading assessment is a source of finding out students’ 
performance during instruction and usually occurs throughout the instructional process. 
Summative reading assessment measures students’ achievement at the end of instruction.  
 
Reading Assessments are a key components of all reading instructional programs and 
play a pivotal role in students learning to read journey. By measuring students’ reading 
skills achievement and mastery, assessments help students to learn, teachers improve 
reading instruction, administrators decide what sort of experiences and resources are 
required and how to allocate such reading resources, and policy makers evaluate 
efficiency of reading instructional plans.  
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3.7 Activities 
 
1. Plan a reading lesson for grade 2 and give a list of formative assessment questions 

related to the topic. 
2. Sit with a weak reader of grade 1, make a brief assessment of his/her reading skill, 

diagnose his basic problems and suggest some interventions to his/her teacher. 
3. Prepare a summative Urdu reading assessment tool for grade 3, discuss it with 

your tutor to get feedback.
 
3.8 Self – Assessment Questions 
1. Discuss the significance of reading assessment to make the learners good readers. 
2. Describe different types are reading assessments and why each is important to use? 
3. Compare and contrast various types of reading assessments. Which type do you 

think is the most important for a reading teacher and why? 
4. Give some suggestions to teachers to assess students’ reading abilities and 

weaknesses on various occasions during an academic year.  
5. Discuss when and why a specific type of reading assessment should be used for a 

reading class? 
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INTRODUCTION 
 
Reading assessment plays a vital role in development of reading skills in students. Valid 
and reliable reading assessment is a way to identify the students’ progress in critical reading 
skills. At early grade level, the students are taught the skills and sub – skills of learning how 
to read a text with comprehension. Later the attention is shifted to develop the ability of 
how to read in order to get the benefits of new knowledge. At every stage, the teachers need 
to assess the students learning ability to know what difficulties they are facing and how to 
solve the problems they are facing in reading. Reading assessment enables the teachers to 
monitor the success of their instructional strategies. Consequently, they make necessary 
changes in their instructional plan to make it appropriate to the students’ needs. Studies on 
improving reading skill of students have proved that assessment of students’ reading is an 
ongoing process which provides the following information: 
1. Which children require assistance in developing their reading skill? 
2. Which children perform better in reading?  
 
Teaching how to read at early grades plays a significant role in improving educational 
objectives. It enhances the rate and quality of future learning of students. A child who does 
not learn to read at early grades lags far behind at later stages of learning. The reason is that 
he faces difficulties to interact with the printed material or follow the written information. 
Ultimately, the purpose of a writer to communicate with the learners does not fulfill.  
 
A comprehensive and continuous reading focused plan for assessing reading is required 
at early grades. Measurement and evaluation of basic reading skills provides awareness to 
teachers, policy makers and parents to address the learning problems of the students. 
Reading assessment plan is considered a basic component of a successful and effective 
school - level plan to improve students’ reading skill. 
 
In this unit, several interconnected aspects of reading assessment plan, e. g. purpose of 
developing a reading assessment plan, aspects of reading assessment, types of tests to 
assess reading skill of students and implementation of a school reading assessment plan 
have been discussed.  
 

OBJECTIVES 
 
After completing this unit, you will be able to: 
• explain the objectives of reading assessment plan 
• recognize and use class profile to be used for reading assessment 
• explain the components of a school reading assessment plan 
• explain the need of different types of reading assessments 
• explain the use of validity and reliability of a reading test 
• construct a reading assessment plan for a local school. 
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4.1 Objectives of Reading Assessment Plan 
The process of learning to read involves multiple tasks and starts from articulating sounds 
but never ends, even the adult learners continue learning strategies and techniques of 
making effective communication with the printed material. Reading instruction and 
reading assessment are interconnected processes that go side by side throughout the 
academic years of students. Successful reading teachers develop a comprehensive reading 
assessment plans and stitch it to their instructional plans. The reason of using an 
appropriate type of reading assessment on time is to make teaching skill purposeful. 
Type and purpose of reading assessment plan are based on the learning stage and needs 
of students. Teaching reading starts from preschool where learners are familiarized with 
sound – symbol relationship. This skill is followed by enhancing the students’ ability to 
decode the text, read fluently and comprehend the passage. At each stage different types 
of assessment tasks are carried out by the reading teachers.    
 
Objectives of a comprehensive reading assessment plan formulated for early grade 
learners are given below.  
1. Reading assessment plan helps in classifying students into different categories on 

the basis of their reading difficulties in the beginning of the year. This calls for 
identifying the individual needs of students who are at risk for reading difficulties. 
This screening process helps the teacher to decide whether a student needs no or 
extra help or intervention to progress smoothly in order to achieve the grade level 
reading benchmarks by the end of the academic year.  

2. Reading assessment plan helps in monitoring the students’ advancement 
throughout the year to decide if the students; initially at risk for reading difficulties, 
are showing progress in critical reading skill to a satisfactory extent or their 
progress is not up to the mark. For this purpose, formative and summative 
assessment of students’ reading skill is made in the classroom.  

3. Reading assessment plan helps in collecting the data regarding students’ 
achievement of reading skill that enables the reading teacher to plan his reading 
instruction. This planning is important to address critical learning needs of the 
students. 

4. Reading assessment plan helps in evaluating the instructional strategies of the 
reading teacher to make them more effective and purposeful. Evaluation based 
selection of appropriate instructional strategies enables the teacher to make students 
achieve grade level reading benchmarks. 

 
A comprehensive reading assessment mechanism provides valuable information to all the 
stakeholders, e. g. teachers, administrators and researchers to improve, review and 
innovate the overall reading instructional material, practices and strategies.  Reading 
assessment plan is a source of getting purposeful feedback on the expertise, procedures, 
and means of knowledge that are evidences of skillful reading. Teachers need to 
recognize the significance of evaluation of students’ reading skill and deal with this 
process carefully and attentively. 
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According to “A Guide to Effective Instruction in Reading, Kindergarten to Grade 3”,   
Ministry of Education Ontario (2003) claims that the purposes of reading assessment 
allows the teacher to arrive at the answer to the questions:  
1. Are the students able to understand the meaning of written text?  
2. Are the students able to use appropriate strategies and methods to solve the 

unfamiliar words problems and comprehend a difficult text successfully? 
3. Can students read in chunks with natural pace and fluency? 
4. Can students select the text type appropriate strategies on their own? 
5. Are the students able to establish connection between a story and their real life 

situation? 
6. Do the reading instructional strategies address the needs of students? 
7. Does the instructional process promote productive reading behavior or students? 
8. Doe the instructional practices make the students effective readers?  
 
To sum up, reading assessment mechanism plays a vital role in evaluating the reading 
proficiency of the students, effectiveness of classroom practices to promote reading skill 
of the students, selecting particular instructional strategies to address the specific learning 
needs of the students, effectiveness of reading curriculum and collection of data during 
research process to recognize the reading needs.  
 
4.2 A Comprehensive Reading Assessment Plan 
Researches have proved that active participation of students in learning process is directly 
proportional to the rate of their learning. It implies that unilateral model of instruction; i. 
e. transmission of knowledge from teacher to students is no more valued. On the other 
hand, a reciprocal model of instruction; bilateral in nature, focuses on respecting, valuing 
and listening to the students during the process of learning. This two ways and 
collaborative process of learning support such a classroom environment where students 
are considered as active participants of their own learning activities. More the students 
are engaged and involved in instructional process, more improved is their achievement. 
This fact is true for all sorts of learning skills including reading skill.  
 
While changing instructional strategies, i. e. from didactic teaching to interactional 
teaching, the teacher naturally faces a wide range of learning needs, aptitude, strengths 
and weakness of the students. It is, therefore, important to deal with the individual 
differences of students which calls for the development of individual record of needs and 
accomplishments of each student in the class. Ontario Early Learning Strategy (2003) 
suggests that the best way of getting a comprehensive picture of what each student has 
already achieved or what he needs to be provided regarding success in reading 
proficiency is developing “class profiles and student profiles” that permits teachers 
design regular assessment and instruction to enable each student learn and achieve 
success. (p. 33)  
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Ontario Ministry of Education (2011) claims that active involvement of learners in the 
process of instruction and assessment (reading assessment and instruction in this case) 
requires the teacher to deal with each learner as a whole person, to emphasize not only 
the student’s academic performance but also multidimensional aspects of his learning in 
instructional process, to encourage each student play a constructive role and make effort 
in his own learning and to give importance to students’ strengths, needs, interests, and 
views in reading instructional and assessment plan. 
 
4.2.1 Class Profile 
Reading assessment is effective only when the teacher has a comprehensive knowledge 
of his students’ reading strength, weaknesses and opportunities. According to experts, 
collecting the following information of students to design an effective assessment plan is 
the starting point. Ontario Ministry of Education (2011) has described the following steps 
to prepare the students’ learning profile:  
1. As a starting point, facts and information regarding students’ leaning needs, styles, 

achievements, weaknesses and opportunities are collected. Such information can be 
regarded as a thorough analysis of students’ level of knowledge and skill.  

2. In order to get valid and true information about students, the stakeholders, i. e. 
teachers, parents and students themselves are provided opportunities to give 
valuable input. Information collected by engaging both teachers and parents make 
the planning for reading assessment and instruction logical and need based.  

3. Next step is processing and synthesizing information about students. The detailed 
analysis of students’ information is helpful to make inference and draw conclusions 
about what is to teach and what to assess.  

4. The last step is to use information gathered about students’ strengths, learning 
style(s), preferences, needs, interests and readiness to learn for preparing 
instructional and assessment plan. Plan developed and implemented in this way 
consists of combination of effective reading instruction and assessment activities, 
categorization of students and selection of appropriate learning and assessment 
resources to address the diverse reading needs of students.  
 

Students’ and class profiles are effective tools to plan productive reading instruction and 
reading assessment. The class profile is an information-gathering tool, a reference tool, 
and a tracking tool, all in one. It helps teachers plan effective assessment and instruction 
for all the students in the class, monitor student progress, and provide timely 
interventions when needed. There are solid reasons to justify why is the class profile 
helpful in planning for teaching and assess. The class profile is helpful in the following 
ways: 
1. it is useful in the categorization or grouping and summarization of reading skill and 

weaknesses information of students; 
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2. it is helpful in identification of scheme of similarities and differences in 
information about students. Detecting students’ pattern of reading achievements, 
weaknesses, learning styles, etc. guides the teacher in planning of reading 
assessment and instruction; 

3. it involves the teacher make his instructional and assessment strategies evidence-
based and students’ learning centered.  

4. it is effective in selecting and constructing appropriate strategies; grouping students 
on similarities basis; monitoring their learning progress on the basis of ongoing 
assessment; making adjustments on the basis of assessment data; and 
communicating the students’ progress in reading with others.  

5. it provides guidelines to make planning of daily reading instruction and 
assessment. 

 
The class profile is a valuable record to be used as a reference tool for planning 
assessment and instruction”. It can be created “at the beginning of the year, semester, or 
term, and a tracking tool for monitoring progress, recording changes, adjusting 
instructional strategies, planning subsequent instruction or interventions, and sharing 
information with other educators and parents. 
 
The class profile provides sufficient information to a teacher as soon as he decides to 
assess students for learning in the beginning of semester or term. This document can be a 
record the results of diagnostic assessment before commencement of reading instruction 
and of formative assessment during reading instruction. It can be reviewed or updated at 
regular basis from time to time during an academic year.  
 
As regards assessment of reading ability of students, the class profile gives an 
opportunity to use it frequently as pre – assessment information to decide students’ 
desired reading intents, to evaluate mid - way reading instructional activities, and to make 
meaningful decisions after summative reading assessment.  Experts agree that teachers 
use class profile as an integrated component of reading curriculum, assessment, and 
instructional planning cycle.  
 
Moreover, the school teachers can use class profile as a valuable tool to differentiate and 
personalize reading instruction, devising effective assessment and evaluation practices, 
and helping develop students’ understanding and reflection skill. As an example, a 
sample class profile is given below. 
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General Information 
 

Teacher: X  Class: One Subject: Urdu  Skill: Reading  Date: ____/____/___  
 

Student W X Y Z 
Intelligence type 
Learning Style 

Verbal Linguistic 
Visual & Auditory 

------------------- 
------------------- 

  ----------------- 
------------------- 

 ------------------ 
------------------- 

Strength 

Responds well to 
visual cues ------------------- ------------------- ------------------- 

Correctly copies 
verbal directions ------------------- ------------------- ------------------- 

Weaknesses 
Loses focus on task ------------------ ------------------- ------------------- 
Loses interest if 
performed repeatedly ------------------- ------------------- ------------------- 

Instructional 
Strategies 

Give information in 
chunks --------------- --------------- --------------- 

Pair with students 
whom he can help  --------------- --------------- --------------- 

Use diverse activities --------------- --------------- --------------- 

Instructional 
Resources 

Visual cues --------------- --------------- --------------- 
Transition picture 
cards  --------------- --------------- --------------- 

Assessment 
Tools 

Oral questions  --------------- --------------- --------------- 
Visual tasks  --------------- --------------- --------------- 

Written tasks --------------- --------------- --------------- 

Other Relevant 
Information 

Peaceful --------------- --------------- --------------- 
Cooperative  --------------- --------------- --------------- 
Takes +ive feedback --------------- --------------- --------------- 

Inam (2018) DCRC AJ&K 
 
The class profile fulfills several purposes of: 
• sorting, categorizing, and summarizing classroom data; 
• detecting patterns of similarities and differences among the students that will  guide 

teachers in  planning of assessment and instruction; 
• engaging in evidence-based teacher inquiry centered on student learning; 
• using data to design differentiated instruction; 
• forming flexible groupings; 
• monitoring student progress by noting results of ongoing assessments; 
• making adjustments in response to assessment results to better focus instruction; 
• sharing information among fellow educators and parents.  
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The profile provides an at-a-glance summary of the strengths and needs of all the students 
in the class and can serve as a quick reference for daily planning. 
 
Reading activity is an unseen or hidden process taking place inside the brain, therefore 
cannot be observed directly. What happens in students’ brain or what should happen 
inside their mind during successful reading must be assessed if the teacher wants to make 
decision regarding selection of appropriate instructional strategies and resources to 
promote the desired reading objectives.  
 
Assessment can be categorized as small – scale or large scale. Within each category 
reside various types of assessments. Large scale assessment occurs annually or less 
frequently and can be either criterion or norm referenced. Assessment can be categorized 
on the basis of learning needs of students too. The four objectives outlined in the 
beginning of this unit can be achieved through different types of assessments during the 
school year. They correspond roughly to the four objectives, but all can contribute to 
helping to plan effective instruction. 
 
Reading assessment plan consists of different types of assessment strategies differentiated 
by considering their timing and objectives. These strategies provide information at 
different intervals. Each one provides a different perspective, and one cannot take place 
of another.  Together, they provide a balanced approach to assessment that informs 
decisions at the level of classroom, or at school, district, state, and national levels. In 
short, a comprehensive reading assessment plan provides the detailed answers to the 
following questions: 
1. Selection of Students (which student or students to assess?) 
2. Selection of Assessment (How to assess?) 
3. Purpose of Assessment (why to assess?) 
4. Time of Assessment (when to assess?) 
 
4.2.2 Large Scale Assessment 
These types of assessment occur annually or less frequently and can be either criterion 
referenced or norm referenced.  
 
1. State or National Level Tests 
Type: These standardized tests are norm referenced or criterion referenced in nature. 
Time of Occurrence: designed and conducted annually or twice annually at national, 
state or district level. 
 
Whom to Assess (Purpose): The purpose of these tests is to hold a school or all schools 
accountable for students’ performance (reading performance in our case.) against national 
norms or standards of reading.  This type of assessment is a source of gathering 
performance data of schools, teachers and students. Sometimes, certain students or a 
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group of students; selected form the population, are assessed because they are falling 
behind in reading skill. 
 
Who is Assessor: The state, district or schools authorities are responsible for designing 
and conducting such tests. 
 
Range: The same test is administered across the population. The test and procedure are 
standardized so that comparison can be made across student groups. 
 
2. Screening Tests 
Type: These are also norm referenced or criterion referenced standardized tests. 
 
Time of Occurrence: These tests are designed and administered annually (in the 
beginning of year) or 
Twice Annually (before starting new term). 
 
Whom to Assess (Purpose): Their purpose is to gather performance about learning 
needs of students in reading. 
They provide an initial indication of which students entering the school year are “at risk” 
for reading difficulties because they are lagging behind in the development of critical 
reading skills. Valid and reliable screening tests can help teachers differentiate their 
instruction based on what students already know and can do. They also provide basis for 
designing instructional plan for the future. 
 
Who is Assessor: The schools authorities or reading teachers are responsible for 
designing and conducting such tests. 
 
Range: The same test is administered across the school or a group of schools, if they are 
working collaboratively. 
 
Informal Reading Inventories  
Informal reading inventories are often used to gain a level of detail about students’ 
specific skills and knowledge that is not typically provided by formal screening, progress 
monitoring, or diagnostic assessments. For example, some informal inventories provide 
information about the specific letter-sounds a student may have mastered, or the types of 
words he or she can accurately decode using phonemic decoding strategies, or the types 
of errors students make most frequently when reading orally. However, information 
about test reliability and validity is not usually provided for informal reading inventories. 
School leaders and teachers should examine the specific information each element of 
their comprehensive assessment plan provides, and determine the most efficient way to 
gain the information necessary for planning classroom instruction and making decisions 
about allocating school level resources. The goal is to gain enough information about 
student progress to make effective decisions while minimizing the time spent 
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administering assessments. With a fully implemented comprehensive assessment plan 
such as the one described here, there may be less need for informal reading inventories 
than in the past. Much of the information these inventories provide can be gathered 
through careful observation during instruction. Informal reading inventories might be 
used much as formal diagnostic tests are: only when there is a well-defined need for 
additional information that will be directly helpful in making instructional decisions. 
 
3. Benchmark Achievement Tests 
Type: These types of test may also be standardized criterion referenced or simply norm 
referenced in nature. 
 
Time of Occurrence: These tests occur twice or thrice annually after working on certain 
reading curriculum benchmarks or objective clusters.   
 
Whom to Assess (Purpose): Students of certain grade level or levels of a school or a 
group of schools are assessed against reading curriculum benchmarks worked upon so 
far. The purpose is to identify strengths and gaps in curriculum and instruction, and to 
determine how student groups are progressing. As a result of such an assessment 
curriculum may be refined, and teachers may adjust instruction for student groups based 
on their progress. Reading curriculum benchmarks may locally be clustered on the basis 
of teachers’ and schools’ policies designed appropriate to students’ abilities and 
weaknesses.  
 
Who is Assessor: The schools authorities or reading teachers are responsible for 
designing and conducting such tests. 
 
Range: The test is administered across the school or a group of schools, if they are 
working collaboratively. 
 
4.2.3 Small Scale Assessment  
Small scale reading assessment occurs frequently and should be standards based norm 
referenced or criterion referenced.  
 
4. Formative Assessment 
Type: Formative reading assessment is usually standard based norm referenced, but can 
be sometimes criterion referenced in nature.     
 
Time of Occurrence: Formative reading assessment is carried out continuously or at 
regular short intervals as both the students are teacher working reading curriculum 
learning objectives.  
 
Whom to Assess (Purpose): Students of a grade level or levels of a school or a group of 
schools are assessed against reading curriculum objectives worked upon so far. 
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Information gathered through formative assessment is beneficial to both teacher and 
students as it helps them in making purposeful adjustments in his instructional strategies 
and in identifying their strengths and weaknesses respectively. Immediate and 
meaningful feedback is given to the students after formative assessment which enhances 
their reading skill.  Examples of this sort of assessment are teacher’s observation of 
students, quick checks and classroom discussion and question - answers.   
 
Who is Assessor: The reading teachers are responsible for making formative assessment.  
 
Range: This type of test is administered to all the students of a grade level of a school. 
 
5. Summative Assessment 
Type: Summative assessment is also standard based and is normally standard based norm 
referenced, however, it can also be criterion referenced. 
 
Time of Occurrence: Summative assessment, also called cumulative assessment, takes 
place after the students have achieved a reasonable number of reading curriculum 
objectives. It occurs at the end of a term or academic year. Annual tests are examples of 
summative assessment. 
 
Whom to Assess (Purpose): Students of a grade level or all the grade levels are assessed 
to document their achievement or mastery of standards at a point in time. it is use to 
inform others about students and used to certify competence (reading competence in our 
case) or to sort students. Information is used to adjust instruction plan or assessment tools 
that will be implemented in the future. Grading of students is made as a result of 
summative assessment.    
 
Who is Assessor: The state, district, school authorities or the reading teacher himself 
design and administer such assessments. 
 
Range: This type of test is administered to all the students of a grade level of a school or 
a number of schools. 
 
Formative and Summative Assessment 
The term formative assessment has been widely used to describe assessments that serve 
essentially the same purpose as the progress monitoring tests described here. Basically, 
both serve to provide information about student progress in order to make “mid-course” 
corrections or improvements to instruction. Typically, formative assessment is contrasted 
with summative assessment, or the assessment of a final outcome or product. Summative 
assessment is synonymous with the term outcome assessment used in this guide. 
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Reading Outcome Tests/ Summative Assessment  
Given at the end of the year, reading outcome tests are frequently group administered 
tests of important reading outcomes such as reading comprehension. These tests are 
important because they give school leaders and teachers feedback about the overall 
effectiveness of their reading program. As part of a comprehensive plan, they should be 
administered at the end of every year from kindergarten through third grade, although the 
kindergarten tests may differ greatly from those administered at the end of 1st, 2nd, and 
3rd grades, once children have begun to acquire skills in reading comprehension. 
Longitudinal studies of reading have shown that students are much more likely to meet 
grade-level standards in reading at the end of third grade if they have met those standards 
in each preceding year (grades K-2). Thus, outcome tests at the end of grades K-2 are 
useful to school leaders to ensure that instruction in each grade is sufficiently powerful to 
keep most students on track for successful performance when they take important reading 
accountability measures at the end of third grade. 
 

6. Progress Monitoring Tests 
Type: Progress monitoring tests are norm-referenced tests designed to watch the pace of 
students’ learning. These tests can be curriculum embedded or external/general in nature.  
 
Time of Occurrence: These tests occur regularly over time or periodically.  
 
Whom to Assess (Purpose): Information gathered through such reading tests is used to 
mark the progress over time at frequent intervals when strategic reading instruction or 
intensive intervention is necessary. Data is commonly used within the context of a 
problem-solving situation when determining if, or to what extent, reading intervention 
has been effective. Progress monitoring data is analyzed by plotting it on a time – series 
chart.  These tests are important to a comprehensive assessment plan.   
 
Who is Assessor: The state, district, school authorities or the reading teacher himself 
design and administer such assessments. 
 
Range: This type of test is administered to all the students of a grade level of a school or 
a number of schools. 
 
Progress monitoring tests are given periodically to determine whether students are 
making adequate progress. There are two types of progress monitoring tests; both are 
important to a comprehensive assessment plan. The “curriculum-embedded” test, in 
common use for many years, assesses the extent to which students have learned the 
material taught in the current unit of the core reading curriculum. This type of test helps 
the teacher identify which students have mastered the material and whether the class is 
ready to move on to the next unit. These tests are included in core reading program 
materials or may be constructed by teachers if a published core reading program is not 
used. There is usually no information about the reliability or validity of this type of test, 
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but teachers frequently find them useful because they provide a relatively detailed 
assessment of the extent to which students have learned what they were just taught. 
 
The second type of progress monitoring test has a shorter history of use in American 
schools. Sometimes referred to as “general” or “external” progress monitoring tests, they 
measure critical reading skills such as phonemic awareness, phonics, fluency, vocabulary, 
or comprehension, but are not tied to any specific reading curriculum. Rather, through 
extensive development research, these tests establish performance targets, or 
“benchmarks” for different points in the school-year (i.e., beginning, middle, and end) 
that predict success in meeting grade-level reading standards by the end of the year. 
When administered at the end of the school year, these tests also identify students who 
will likely have trouble meeting grade-level standards at the end of the next school year 
unless they receive extra help. For example, a general progress monitoring test might 
establish an oral reading fluency target, or “benchmark” of say 70 correct words per 
minute, by February of second grade—a target associated with a high probability of 
meeting the end of the year grade-level standard on a measure of reading comprehension. 
Another example would be a benchmark of being able to blend three-phoneme words by 
the end of kindergarten in order to be prepared for success in learning phonemic decoding 
skills during first grade. General progress monitoring tests provide performance targets 
teachers can aim for in order to ensure that their students are on track for meeting grade-
level reading standards by the end of the school year. 
 
Establishing Progress Monitoring Benchmarks  
To be valid, benchmark scores used with progress monitoring tests must be based on 
longitudinal studies in which children’s performance at one point (e.g., in oral reading 
fluency at the beginning of second grade) is linked to their success in meeting a critical 
reading goal (e.g., grade-level performance in reading comprehension at the end of 
second grade) at some other point. Analyses of the relationships between scores on 
benchmark tests and outcome tests in a large number of students are conducted in an 
attempt to identify the level of performance on the first test that is associated with a high 
probability (i.e., 80%) of success on the second test. In the same analyses, performance 
levels that predict poor performance on the second test are also usually identified. It is 
important to recognize that performance benchmarks do not predict subsequent 
performance perfectly. Rather, they establish a certain level of confidence that students 
are developing adequately, or inadequately, in a given reading skill that is critical to 
overall reading success. If students are very strong, or very weak, in other skills that are 
also critical to overall reading success, the prediction from the progress monitoring 
measure may be in error. Because progress monitoring tests assess skills that are critical 
to overall reading growth, if students perform at a level seriously below the benchmark 
for a given time of year, it is an indication that they need immediate interventions to 
accelerate their development in skills that are low. 
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7. Diagnostic Tests 
Type: Diagnostic tests are informal and are usually norm-referenced tests.   
 
Time of Occurrence: These tests occur any time during an academic term and are not 
time specific.  
 
Whom to Assess (Purpose): Diagnostic tests take place only when the question of a 
student’s or some students’ individual reading problems arises. Or when a student’s 
reading needs cannot be addressed through teacher’s instruction or other types of tests.    
 
Who is Assessor: External or internal reading evaluator, psychologist or expert design 
and administer this test. 
 
Range: This type of test is administered to a student or students of a class.  
 
Diagnostic Tests and Diagnostic Information  
It is important to distinguish between diagnostic tests and diagnostic information. 
Diagnostic information is any knowledge about a child’s skills and abilities that is useful 
in planning instruction. It can come from student work, teacher observations, or other 
tests, as well as diagnostic tests. For example, if a child performs poorly on a test of 
reading comprehension at the end of second grade, it would be useful to know if he or she 
is impaired in reading fluency or accuracy, knowledge of word meanings, general 
background knowledge, or use of efficient comprehension strategies. Any information 
gathered about the child’s knowledge and skill in the components of reading 
comprehension is diagnostic information that could be used to direct instructional 
interventions. 
 
In another example, if a child were struggling to acquire fluent and efficient phonemic 
decoding skills (phonics), it would be useful to have reliable information about his or her 
level of phonemic awareness and letter-sound knowledge, since both are required to 
understand and use the alphabetic principle in reading. If the child were relatively strong 
in phonemic awareness, but had a poorly developed knowledge of letter-sound 
relationships, this information could be used to focus intervention work. 
Diagnostic tests are one important way to obtain diagnostic information that can help 
guide interventions for students who are experiencing difficulty learning to read. 
However, reliable and valid diagnostic information can come from sources other than 
formal diagnostic tests. 
 
Reducing the Need for Diagnostic  
If schools are implementing screening, external progress monitoring, and outcome 
assessments in a reliable and valid way, the need for additional testing using formal 
diagnostic instruments should be reduced. For example, reliable and valid screening 
measures are available in K-3 for phonemic awareness, phonics, reading fluency, and 
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vocabulary. There are also reliable and valid measures to monitor progress throughout the 
year in phonemic awareness, letter knowledge, phonics, and reading fluency. If these 
components are reliably assessed at the beginning of the year and several times during the 
year with screening and progress monitoring instruments, the resulting diagnostic 
information may prevent the need for additional assessment with formal diagnostic tests. 
 
For example, if a school used reliable and valid screening tests for phonemic awareness, 
phonics, and vocabulary at the beginning of first grade, a certain percentage of children 
would be identified as “at risk” because of low performance on these measures. The 
question becomes, should these “at-risk” students be administered an additional 
diagnostic test to learn more about a broader range of components than were tested on the 
screening measures? The answer would be, only if this information could be used to plan 
additional instruction for the “at-risk” students. The screening measure would already 
provide information for three major components of reading that can be measured reliably 
at the beginning of first grade. Based on diagnostic information from the screening 
measures, interventions in critical components of reading could begin immediately, rather 
than waiting for additional information generated by diagnostic tests. The argument for 
not doing additional diagnostic testing in this case is that it would not likely add any 
critical information for planning effective interventions, and might delay the start of 
necessary interventions for these “at-risk” students. 
 
Using Diagnostic Tests with ‘At-Risk Students’  
Whether an additional diagnostic measure should be given after a student has been 
identified as at risk by a screening or progress monitoring measure depends on two 
things. First, the reliability with which each critical reading component has been assessed 
is key: If there is some question about whether the child performed poorly because the 
test was improperly administered, or the child was having a “bad day,” a diagnostic test 
could be used to confirm the finding about the need for additional instruction. (Less 
expensively, a different form of the screening or progress monitoring measure could be 
re-administered.) Second, if the screening or progress monitoring battery did not assess 
all the dimensions of reading or language skill relevant to planning an effective 
intervention, a diagnostic assessment could help fill any remaining gaps in understanding 
the child’s knowledge and skill. 
 
A number of situations might arise in which knowledge beyond that provided in a 
screening or external progress monitoring measure would be useful in planning instruction. 
For example, in some instructional programs, a program-specific placement test is used to 
help place the child at exactly the right spot in the program’s instructional sequence. 
Further, the child’s teacher might find it useful to know precisely which letter-sound 
correspondences a child knows, or in which “sight words” he or she is fluent. However, 
neither type of information is typically provided by standardized diagnostic tests. Rather, 
this information is gained through a program-specific placement test, or less formal 
teacher-administered tests. As another example, if progress monitoring measures are not 
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reliably assessing vocabulary, and a child is still struggling with reading comprehension at 
mid-year, the teacher might seek a mid-year diagnostic assessment of vocabulary to assess 
the child’s skills on this key component of reading comprehension. School leaders should 
continually ask if the value to teachers of the information from formal diagnostic tests in 
planning instruction merits the time spent administering such tests. 
 
4.2.4  Beginning Implementation of Reading Assessment Plan: An Important 
Caveat 
The principles described in the three sections above represent an “ideal” comprehensive 
assessment plan, particularly if the goal is to assess each identified reading component 
with screening, progress monitoring, and outcome assessments. In practice, schools will 
need to be selective about the components they measure and the assessments they use. 
For example, no widely used formal progress monitoring measures for vocabulary and 
reading comprehension currently meet reasonable standards of reliability and validity. 
Both vocabulary and reading comprehension assessments take time to measure reliably: 
brief assessments of reading comprehension may be so unreliable that they do not 
provide dependable information about young children’s growth from one assessment to 
the next. Reading comprehension is typically assessed at the end of 1st, 2nd, and 3rd 
grades through group administered tests that take approximately 30-45 minutes. Although 
these tests could also be given at the beginning and mid-year, they are expensive. 
Vocabulary also tends to be tested more as an outcome assessment at the end of the year 
or as a screening variable at the beginning of the year than as a general progress 
monitoring element during the year. However, each of these elements, vocabulary and 
reading comprehension, are frequently assessed in curriculum-embedded tests, which can 
be used by teachers to directly assess whether students have learned the material that has 
just been taught in the current instructional unit. 
 
4.2.5  Implementation of Comprehensive Reading Assessment Plan 
This section covers when to conduct the assessments described above and with which 
students, how to select assessments, who should administer the assessments, resources 
schools will need to carry out a comprehensive assessment plan, and considerations for 
managing data effectively. 
 
4.2.5.1 Which Students to Assess, and When Screening tests 
These tests are typically administered to all students at the beginning of the year. 
Information from the outcome assessment of the previous year may provide useful 
screening information at the beginning of the new year; however, this information will 
not typically be available for all students, so some form of screening assessment must be 
available for at least some entering students. If students with severe disabilities are 
mainstreamed in the class and cannot respond to the format of the test, alternate testing 
should be arranged for them. 
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General Progress Monitoring Tests 
These tests are typically given at least three times a year. For the tests currently in widest 
use, the first assessment occurs when school starts, and thus becomes the screening test. 
General progress monitoring tests are then usually given at mid-year and again at the end 
of the year, when they contribute to the overall end-of-year outcome assessment of 
reading competence. Some schools only administer these progress monitoring tests to 
students who performed below grade level on the previous year’s outcome measure, or 
were designated as “at risk” by the screening test at the beginning of the year. Although 
this strategy requires that fewer children be assessed, it does risk failing to identify 
students who begin to fall behind in reading growth during the year. These students’ 
needs for extra instructional support in their current grade would be identified by a 
reliable mid-year progress monitoring assessment. 
 
Students receiving reading interventions should take general progress monitoring 
assessments more than three times a year in order to determine whether the interventions 
are having the desired effect in accelerating their reading growth. A rule of thumb for “at 
risk” students receiving interventions is to monitor more severe problems more 
frequently. Weekly or biweekly testing is recommended for students with severe 
problems, while monthly monitoring is appropriate for students with less severe 
problems. 
 
Curriculum-embedded progress monitoring tests should also be given whenever the 
teacher needs guidance on how well students have mastered the content or skill in the 
current unit of instruction. The time between assessments may vary depending on the 
curriculum being used or the topics being covered. 
 
Diagnostic Tests  
These tests are administered only when specific questions arise about instruction for 
individual students that cannot be answered from teacher observations, student work, and 
other forms of assessment (i.e., screening, progress monitoring, or outcome assessments). 
They should only be given when there is a clear expectation that they will provide 
information useful in planning more powerful instruction. Diagnostic tests are also 
sometimes required when evaluating students for placement in special education 
programs. 
 
Reading outcome tests are administered as close to the end of the year as practical to 
allow information from them to help make decisions about students for the coming year, 
and they should be given to all students for whom the test format is appropriate. 
Obviously, students with severe physical or mental disabilities or who are English 
language learners may need some form of alternate assessment, but the percentage of 
students excluded from the standard outcome assessment should be very small. Even 
though students with some forms of disability may not be expected to perform as highly 
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as students without disabilities, they should still be expected to show reasonable progress 
on outcome assessments from year to year. 
 
4.2.5.2 How to Select Assessments? 
Beyond knowing what should be assessed, the two most important considerations in 
guiding the selection of specific tests should be evidence about their reliability and 
validity. These terms are discussed more completely at the end of this document, but for 
now it is useful to understand that reliability refers to how consistently a test measures a 
skill or ability, and validity refers to the extent to which a test actually measures the skill 
or ability in question. A test can be reliable without being valid, but to be a valid measure 
of any construct, a test must also be reasonably reliable. 
 
If tests will be used to make important decisions about individual students, the tests 
should meet reasonable standards of reliability and validity. For example, if students are 
assigned to receive intensive interventions on the basis of their performance on a 
screening or progress monitoring test, it is important that these tests reliably measure 
critical reading skills. Further, if information from the tests is to be used to help plan 
instruction within the interventions, then the tests used to assign students to particular 
groups should provide valid measurement of critical skills. Part of the process of 
selecting tests for use within a comprehensive assessment plan should always include 
examining the test manuals for information about the test’s reliability and validity for the 
way it will be used within the overall assessment plan. 
 
The reading skill measured by a particular test, as well as its reliability and validity, are 
the major scientific considerations involved in selecting tests for use within a K-3 
assessment plan. However, other considerations may also play a role, such as the initial 
cost of the test, the cost of individual test forms, and the amount of training required to 
administer the test. Best practice is to choose tests with sufficient evidence of reliability 
and validity that can also be administered and interpreted in a reliable and valid way by 
those who will administer and use the test data for making instructional decisions. 
 
4.2.5.3 Who Should Administer the Assessments? 
 
Screening and Progress Monitoring Tests 
These tests can be administered by anyone— teachers, paraprofessionals, retired teachers, 
school counselors, media specialists, art teachers, etc. — trained to administer them 
correctly. Schools typically either ask teachers to administer the tests to their own 
students, or create a school-level assessment team to administer the tests. An advantage 
of having teachers administer the tests is that they may acquire information from directly 
observing the way students respond that goes beyond a test’s basic score. Experience in 
administering the tests also helps teachers better understand the dimensions of reading 
skill that are being assessed. This strategy typically does not require additional money 
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(except perhaps for test forms), but it does take time that might otherwise be spent 
teaching.  
 
School-level assessment teams of four to eight people (depending on school size) could 
include non-instructional personnel, paraprofessionals, or others such as retired teachers, 
who are trained to administer tests to students in grades K-3. The assessment team 
conducts all the assessments and sees that the scores are entered into the data 
management system so that they are available to teachers. An advantage of an assessment 
team is that the tests are likely to be administered more consistently across all classes. A 
school wide assessment team also disrupts instruction less than using teachers to 
administer the tests. For example, if a progress monitoring assessment requires 10 
minutes per student, then a teacher would need to spend slightly more than three hours 
doing nothing but administering the tests. Another advantage of an assessment team 
approach is that fewer people need to be trained to administer the tests. Some schools 
blend approaches, using teachers to administer the tests to some of their students, while 
the school-level team assesses the rest of the students. 
 
Diagnostic Tests 
These tests are usually administered by an educational diagnostician or school 
psychologist or by a teacher or reading coach with extensive training in their 
administration and interpretation.13 Some diagnostic tests require that the person 
administering them have credentials in school or clinical psychology. The diagnostic tests 
that are most useful in planning instruction assess various dimensions of reading and 
language skill, and can usually be administered by a wider range of personnel than 
intelligence tests. 
 
Group-administered, year-end outcome tests are usually administered by classroom 
teachers, often with proctoring help from someone outside the classroom. 
 
4.2.5.4  Organizing the Resources  
Rather than specify the personnel required to implement a comprehensive assessment 
plan, it seems more helpful to identify the essential tasks required to implement such a 
plan; schools can assign the tasks as their circumstances and resources permit. The 
following tasks must be routinely accomplished each year: 
1. A master testing schedule should specify the weeks during which screening, 

progress monitoring, and outcome assessments will be administered. Assessments 
should be given at a reasonably uniform time to all students to facilitate the use of 
the data in instructional decision making and planning. 

2. All testing materials must be ordered or reproduced in time to reach those who will 
do the testing. 

3. All teachers or members of the school-level assessment team need to receive 
adequate training in administering the tests. It is important to remember that 
teachers may not be used to administering tests according to standard guidelines, 
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yet these standard guidelines make test data interpretable across students and across 
testing intervals. 

4. One person needs to be designated to do the necessary follow-up and coordination 
to ensure that the testing is accomplished by all teachers, or across all students, 
during the time periods specified in the master testing schedule. 

5. A plan for scoring all tests must be developed and executed. 
6. A plan for entering and summarizing test data is necessary; typically, individual 

student scores will need to be transferred to a classroom, grade level, or school file. 
 
4.2.5.5  Effective Management of Data  
In order to use testing data most effectively, a school-level comprehensive assessment 
plan needs a school-level data management plan or resource. Although teachers can 
certainly use the data they obtain from testing their students without a formal data 
management resource, monitoring student performance over time and making school-
level decisions are greatly facilitated by an efficient data management plan. 
 
A number of Web-based data management resources allow schools to enter data locally 
and provide data summaries and individual student charting that are helpful in 
interpreting test data. These services typically charge a small fee, but they add 
significantly to the ease with which student data can guide both classroom and school-
level decisions. 
 
Some school districts have a district-level data management program they can offer 
schools, or individual schools have developed their own resources using programs like 
Microsoft Excel. Another approach is to use free resources such as the data management 
program chart (DMPC) to manage and summarize student data. 
 
The larger point is that finding an efficient way to manage and use the data from a 
comprehensive assessment plan is as important as gathering the data in the first place. In 
order to make important instructional decisions (e.g., does the student need school-level 
intervention resources? Does the teacher need extra support or professional development 
in a given area?), more than one person (i.e., teacher, grade-level team leader, reading 
coach, assistant principal, principal) will need access to student data and reports. Some 
decisions can be based on individual student data, but others may require summaries of 
data at the classroom or grade level. Investing in an efficient data management tool is 
critical to the long-term success of a comprehensive assessment plan. 
 
The following table can be used to describe a reading assessment plan of a class, or can 
be modified for including some other information regarding assessment plan. 
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Reading Assessment Plan (Template) 
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4.2.5.6 Reliability and Validity of Tests 
 
Reliability  
A test’s reliability is the degree to which it provides a dependable, consistent 
measurement of some trait or ability. A reliable test is likely to produce similar estimates 
of a student’s ability no matter who gives the test (assuming they are well trained), or 
when it is administered (assuming testing is conducted at a reasonable time of day). A 
test’s reliability is expressed as a number between 0 and 1, with 0.80 falling at the lower 
margin of acceptability, and 0.90 being the most desirable standard. A test’s reliability 
can be calculated a number of ways; internal consistency reliability typically produces the 
highest estimates, while test-retest reliability often produces slightly lower estimates. 
 
Validity 
In the simplest terms, tests are said to be valid if they measure the trait or ability they say 
they are measuring. Unfortunately, it is easier to define validity than to demonstrate 
conclusively that a given test is valid, or to describe the level of validity with a single 
number, as in the case of test reliability. This is because a test’s validity depends on the 
purpose for which it is used. In discussing a test’s validity, it is always important to keep 
its purpose in mind. Most current textbooks on educational testing describe three 
important types of validity: 1) content description; 2) criterion prediction; and 3) 
construct identification. 
 
Content description validity simply refers to the extent and consistency with which the 
test items cover a representative sample of the knowledge or ability being measured. This 
type of validity is usually established by expert judgment and statistical analyses that 
show the items are consistent in the way they measure the knowledge or skill being 
tested. 
 
Criterion prediction validity is usually established by determining whether performance 
on the test in question predicts outcomes in the way it should. For example, a screening 
test for phonemic awareness and letter knowledge at the beginning of kindergarten should 
predict a student’s ability to decode words phonemically at the end of the year. By the 
same token, a test of phonemic decoding ability in the middle of first grade should predict 
oral reading fluency by the end of the year. If these predictive relationships cannot be 
demonstrated, then something is wrong, either with the theory of reading development on 
which the tests are based, or with the tests themselves (i.e., perhaps they do not measure 
the ability with sufficient reliability to predict later development). The authors of 
screening and progress monitoring tests, in particular, should provide evidence that 
performance on these tests is usefully related to important outcome measures in reading. 
 
Construct identification validity is the most complex form of validity, and is usually 
demonstrated by a convergence of evidence from several sources. For example, based on 
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current theories of reading development, scores from a valid test of oral reading fluency 
should show:  
a. regular development with age; 
b. differences among groups of students that traditionally show different patterns of 

development in reading (e.g., differences in socio-economic levels, differences 
between students who are, or are not, classified as learning disabled);  

c. responsiveness to intensive interventions that have been shown to affect reading 
fluency; and, 

d. appropriate relationships with other reading skills (i.e., a significant relationship 
with reading comprehension).  

 
Many types of evidence are usually assembled to demonstrate a test’s construct 
identification validity. 
 
4.3 Summary 
 
A reading assessment plan takes into account the reading needs of students which provide 
basis for designing one type of assessment or the other. Formative assessments provide 
information about students learning performance at regular basis. Summative assessment, 
on the other hand informs the teachers and school leaders about a series of achievements 
resulted from a prolonged period of working. The screening, progress monitoring, and 
outcome elements of a comprehensive assessment plan often provide valid and reliable 
diagnostic information about a child’s instructional needs. Because they are time 
consuming and expensive, complete diagnostic reading tests should be administered far 
less frequently than the other assessments, although specific subtests from diagnostic 
instruments might be used to provide information in areas not assessed by screening, 
progress monitoring, or outcome assessments.  
 
Depending upon the time and needs of learners, school reading assessment plan provides 
solution of students’ problems by opting the relevant assessment schemes.  
 
4.4 Activities 
 
1. Devise a reading assessment plan for grade one to assess their ability to recognise 

relationship between sounds and letters of English. Discuss it with your school 
head, revisit it and provide to English reading teacher of that class 

2. Make an interview with a grade two reading teacher to know how he/she plans for 
reading assessment and keeps record of it. Note down his/her responses and 
develop a report for him/her. 

3. Select a school in your neighbourhood and design a practical comprehensive 
reading assessment plan for its class two.   
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4.5 Self – Assessment Questions 
 
1. In what ways the purposes of reading assessment are fulfilled through a 

comprehensive reading assessment plan? 
2. How does a class profile enable the reading teacher to adjust his reading 

instruction? 
3. What is the difference between large scale and small scale reading tests? Which 

objectives are achieved through each type of assessment? 
4. Discuss the significance of small scale reading assessment? 
5. When is diagnostic assessment occurred and when not? 
6. Differentiate between screening test and formative assessment with the help of 

examples? 
7. Which questions regarding reading assessment are solved through a reading 

assessment plan? 
8. Discuss the key features of a reading assessment plan. 
9. What do validity and reliability of a test mean? Why should a test be reliable and 

valid? 
10. What are benefits of a reliable and valid test? 
11. Formative assessment is an immediate tool in the hands of a teacher to keep his 

instructional practices on track. Discuss with argument.  
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INTRODUCTION 
 
To build the foundation for high school, college and career readiness, students must read 
widely and deeply from among a broad range of high-quality, increasingly challenging 
literary and informational texts. Through extensive reading of stories, dramas, poems, 
and myths from diverse cultures and different time periods, students gain literary and 
cultural knowledge as well as familiarity with various text structures and elements. By 
reading texts in disciplines of social sciences, students build a foundation of knowledge 
in these fields that will also give them the background to be better readers in all content 
areas. Students can only gain this foundation when the curriculum is intentionally and 
coherently structured to develop rich content knowledge within and across grades. 
Students also acquire the habits of reading independently and closely, which are essential 
to their future success. Learning ‘how to read’ is regarded as the foundational skill that 
ultimately enables students to work on high – quality literacy and informational texts.   
 
Early grades (K–5) reading standards on the following pages define what students should 
understand and be able to do by the end of each grade. These standards offer a focus for 
instruction each year and help to ensure that students gain adequate exposure to a range 
of texts and tasks. Students advancing through the grades are expected to meet each 
year’s grade-specific reading standards and retain or further develop skills and 
understandings mastered in preceding grades. 
 
In this unit, reading teachers have been provided reading performance standards intended 
to be developed from Kindergarten to Grade 5. Although the set of reading standards 
given in this unit can being used by the schools, yet reading benchmarks marking the 
completion of an academic year or term can be re-designed in accordance with the 
learning needs of target population, i. e. students of each grade level. 
 

OBJECTIVES 
 
After completing this unit, learners will be able to: 
 recognise hierarchy of reading sub-tasks building up cumulative reading 

skill; 
 identify grad specific benchmarks of reading skill; and 
 adjust the instructional plan on the basis of grade – specific common core 

standards. 
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5.1 Reading Performance Standards 
The ‘Standards’ define what all students are expected to know and be able to do, not how 
teachers should teach. For instance, the use of play with young children is not specified 
by the standards, but it is welcomed as a valuable activity in its own right and as a way to 
help students meet the expectations in this document. Furthermore, while the standards 
make references to some particular forms of content, they do not—indeed, cannot—
enumerate all or even most of the content that students should learn. The standards must, 
therefore, be complemented by a well-developed, content-rich curriculum consistent with 
the expectations laid out in this document. 
 
While the standards focus on what is most essential, they do not describe all that can or 
should be taught. A great deal is left to the discretion of teachers and curriculum 
developers. The aim of the standards is to articulate the fundamentals, not to set out an 
exhaustive list or a set of restrictions that limits what can be taught beyond what is 
specified herein. 
 
The standards do not define the nature of advanced work for students who meet the 
standards prior to the end of high school. For those students, advanced work in such areas 
as literature, composition, language, and journalism should be available. This work 
should provide the next logical step up from the college and career readiness baseline 
established here. 
 
The standards are set as grade-specific standards but do not define the intervention 
methods or materials necessary to support students who are well below or well above 
grade-level expectations. No set of grade-specific standards can fully reflect the great 
variety in abilities, needs, learning rates, and achievement levels of students in any given 
classroom. However, the standards do provide clear signposts along the way to the goal 
of college and career readiness for all students. 
 
It is also beyond the scope of the standards to define the full range of support appropriate 
for English language learners and for students with special needs. At the same time, all 
students must have the opportunity to learn and meet the same high standards if they are 
to access the knowledge and skills necessary in their post–high school lives.    
 
Each grade will include students who are still acquiring English. For those students, it 
is possible to meet the standards in reading, writing, speaking, and listening without 
displaying native-like control of conventions and vocabulary.   
 
The standards should also be read as allowing for the widest possible range of students to 
participate fully from the outset and as permitting appropriate accommodations to ensure 
maximum participation of students with special education needs. For students with 
disabilities, for example, reading should allow for the use of Braille, screen-reader 
technology, or other assistive devices, while writing should include the use of a scribe, 
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computer, or speech-to text technology. In a similar vein, speaking and listening should 
be interpreted broadly to include sign language. 
 
While the ELA and content area literacy components described herein are critical to 
college and career readiness, they do not define the whole of such readiness. Students 
require a wide-ranging, rigorous academic preparation and, particularly in the early 
grades, attention to such matters as social, emotional, and physical development and 
approaches to learning. Similarly, the standards define literacy expectations in 
history/social studies, science, and technical subjects, but literacy standards in other 
areas, such as mathematics and health education, modeled on those in this document are 
strongly encouraged to facilitate a comprehensive, school-wide literacy program. 
 
These standards are directed toward fostering students’ understanding and working 
knowledge of concepts of print, the alphabetic principle, and other basic conventions of 
the English and Urdu writing and reading systems. These foundational skills are not an 
end in their own; rather, they are necessary and important components of an effective, 
comprehensive reading program designed to develop proficient readers with the capacity 
to comprehend texts across a range of types and disciplines. Instruction should be 
differentiated: good readers will need much less practice with these concepts than 
struggling readers will. The point is to teach students what they need to learn and not 
what they already know—to discern when particular children or activities warrant more 
or less attention. 
 

5.1.1 Reading Performance Standards for Urdu 

�رات، در� اول � �� �ر�د� � )���(�� اردو   

   �ر� ( Skills) �ر �ر� اول دوم �م �رم �

      

:� �� �رات   

� � �٨٠ �  �٧٠ � �� �دى �رات � 

�ب � �ورق، �ب � � (در� �ر � �ن � � � ۔ 

ورق، �ب � � � � در� � � ��، � � �ں � 

دا� � �� � �� � : �� �وع �� � اور ��  

۔ )دا�  

      

� � �٨٠ �  ��٧٠ ز�دہ �� �رات �  � �

� � �ن ، � � �ن ، (در� �ر � �ن � � �۔ 

�ف � �ن ، ا� � � ��� � �� � � �رى � 

�� � �ا� 
�
�
�
�ں �� �� ، � � � � ، � � آ�ى � ، �

۔) �ن  
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:�� آ��  

ا�ظ � �ن : � ا�د � �� �� �  � ��  ا�ظ 

� � در� �ر � �� � �٨٠ �  ٧٠وا� �دہ �ں �

 � اور ا�ظ � �اد � �  �ن � � ۔

      

ار�ن � �ن : � ا� � �ر ار�ن وا�ا�ظ ��� � � � 

� � در� �ر �  �٨٠ �  ٧٠ار�ن � �اد � � 

  �ن � � ۔

      

 ���� ���� � دو�ے � � � � �� ا�ظ : � ا� � � �

� � در� �ر �  �٨٠ �  �٧٠ � � � �� ا�ظ � 

 �ن � � � ۔

      

ا� ر� وا� ا�ظ � � اور آ� ى ر� � �ڑ� : � ا� 

� �  ٧٠ر� وا� ا�ظ � �ف � اور �وف � �

� � در� �ر � �ڑ � � ۔٨٠  

      
ا�ظ � ا�ا�   آواز � �ن  : � ا�ظ � ا�ا�  آواز � ٧٠ 

� � در� �ر �  �ن � � ۔�٨٠ �   

      
ا�ظ � آ�ى  آواز � �ن  : � ا�ظ � آ�ى  آواز � ٧٠ � 

� � در� �ر �  �ن � � ۔�٨٠   

      
ا�ظ � در��  آواز � �ن  : � ا�ظ � در�� آواز � ٧٠ 

� � در� �ر �  �ن � � ۔�٨٠ �   

      

ا�ظ � ا�ا� آوا ز � �دل آواز ��: � � � � � آواز 

� � در� �ر �٨٠ �  �٧٠ �� � آواز � � د �

�ج ۔ / �ل ، آج /� �دل � � � �۔ � �ل   

      

ا�ظ � ا�ا� آوا ز ��ف ��: � � � � � آواز �   

 � � � � در� �ر �� ��٨٠ �  �٧٠ �ف � 

  �ش/�۔ � �ش
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ا�ظ � � �م آوازوں � �ن �� : � � آواز � �� 

� � در� �ر �٨٠ �  �٧٠ ا�ظ � �م آوازوں �

“ �ش”�ا� ا� �ن � � ۔� 

ش/،/ا/،/ل/،/ت/  

      

ا�ادى آوازوں � � � � � ��  : � � � � دى � ا�ادى 

� � در� �ر �� � � �٨٠ �  ٧٠آوازوں � � � 

� “ �ش”� � � /ش/،/ا/،/ل/،/ت/�  ۔� � 

 � � ۔ 

      

 �وف � � آ�� :

�وف � �م :  � در� �ر � �وف � ��ں � اُن � �م 

ا�، (� � �ن � � ۔ ��٨٠ �  ��٧٠ں �  

) ا�ا� ، در�� ، ا��  

      

�وف � آواز� :  � در� �ر � �وف � آوازوں �  ٧٠ 

ا�، ا�ا� ، در�� ، (� � �ن � � ۔  ��٨٠ � 

) ا��  

      

�وف � �� :  � در� �ر � �وف � ��ں  �  ٧٠ 

� � �� � � � ، �ا � ا� � � �رڈ � �٨٠ � 

� � � ۔�ك �   

      

 روا� � �وف � ��ں � ادا� :  

�وف  � )٤٠(� در� �ر �  � از � ا� � � �� 

 ��ں � �ن � � �۔

      
�وف  � )٥٠(� در� �ر �  � از � ا� � � �س 

 ��ں � �ن � � � ۔

      
�وف  � )٨٠(�ر �  � از � ا� � � ا� � در� 

 ��ں � �ن � � � ۔

      
�وف  � )١٠٠(� در� �ر �  � از � ا� � � � 

 ��ں � �ن � � � ۔
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 روا� � �وف � آوازوں � ادا� :  

�وف  � )٤٠(�� � در� �ر �  � از � ا� � � 

 آوازوں � �ن � � �۔

      
 
�

�� ��� �
�
�وف  � )٥٥(� در� �ر �  � از � ا� � ���ں

 آوازوں � �ن � � �۔

      
�وف  � )٨٠(� در� �ر �  � از � ا� � � ا�

 آوازوں � �ن � � �۔

      
�وف  � )١٠٠(� از � ا� � � � � در� �ر �  

 آوازوں � �ن � � �۔

      

 روا� � ار�ن � ادا� :  

)  ١٠(� در� �ر � � � ز�دہ �� آ� وا�دس 

� �در�ن در� �ر � )�٨٠ ٧٠(ار�ن � �� ا�  

 �ھ � � ۔ 

      

 �  � در� �ر � � �  )٢٠(ز�دہ �� آ� وا� 

  � �در�ن در� �ر )�٨٠ ٧٠(ار�ن � �� ا� 

 � �ھ � � ۔

      

   )٣٠(� در� �ر � � � ز�دہ �� آ� وا� � 

 ا � �در�ن در� �ر )�٨٠ ٧٠(ر�ن � �� ا� 

 � �ھ � � ۔

      

 )٥٠(� � ز�دہ �� آ� وا�  �س  � در� �ر �

 ا � �در�ن در� �ر )�٨٠ ٧٠(ر�ن � �� ا� 

 � �ھ � � ۔

      

 ا�ظ � ��� :  

 )١٠(� � � �� �وف وا� � از � دس  :ا�ظ � �ڑ�� 

  �د �� � � � ا�ظ � ا� � � �ڑ � �۔  

      
�د �� � � )٢٠(� � � �� �وف وا� � از � � 

 � ا�ظ � ا� � � �ڑ � �۔  
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�د �� � � )٣٠(� � � �� �وف وا� � از � � 

 � ا�ظ � ا� � � �ڑ � �۔  

      
�د �� � � )٥٠(� � � �� �وف وا� � از � �س 

 � ا�ظ � ا� � � �ڑ � �۔  

      

  :  ار�ن � در� ادا�

ار�ن � � � ) ١٠(� � � ز�دہ �� آ� وا� دس

 � � در�ن در� �ر � �ھ � � ۔ )�٨٠ ٧٠(ا� 

      
ار�ن � � � ) ٢٠(� � � ز�دہ �� آ� وا� �

 � � در�ن در� �ر � �ھ � � ۔)�٨٠ ٧٠(ا� 

      
ار�ن � � � ) ٣٠(� � � ز�دہ �� آ� وا� �

 � � در�ن در� �ر � �ھ � � ۔)�٨٠ ٧٠(ا� 

      
ار�ن � � � ) ٥٠(�� آ� وا� �س� � � ز�دہ 

 � � در�ن در� �ر � �ھ � �۔)�٨٠ ٧٠(ا� 

      

  :  ا�ظ � در� �ڑ �� 

�د �� � � )١٠(� � � �� �وف وا� � از � دس 

 � ا�ظ � ا� � � در� �ڑ�  � �۔  

      
�د �� � � )٢٠(� � � �� �وف وا� � از � � 

 � ا�ظ � ا� � � در� �ڑ�  � �۔  

      
�د �� � � )٣٠(� � � �� �وف وا� � از � � 

 � ا�ظ � ا� � � در� �ڑ�  � �۔  

      
�د �� � � )٥٠(� � � �� �وف وا� � از � �س

 � ا�ظ � ا� � � در� �ڑ�  � �۔  

      

  :  �ا� � آ� وا� اور ��س ا�ظ � روا� � ادا�/�ت

 )٢٥(��س � از �  � / �ا� � آ� وا� /� �ت

  � � � � � ۔ا�ظ �   �ن ا� 

      
 )٣٥(��س � از �  � / �ا� � آ� وا� /� �ت

 ا�ظ �   �ن ا� � � � � � ۔
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)٤٥(��س � از � �� / �ا� � آ� وا� /� �ت  

 ا�ظ �   �ن ا� � � � � � ۔

      

  :  � آواز �� � روا� 

�اس ) ٣٠(� در� اول � �اد � �ا� � � �

  � ز�دہ ا�ظ � در� �ر � �ھ � � ۔ 

      
 � �اد � � ا� � � �� �اس ) ٦٠(� در� دوم 

 � ز�دہ ا�ظ � در� �ر � �ھ � � ۔

      
   �م  در� ��  �  �   �ا� �   �اد �اس ) ٧٠(�

 � ز�دہ ا�ظ � در� �ر � �ھ � � ۔

      
�اس ) ٨٠(� در� �رم � �اد � � ا� � � ا� 

 � ز�دہ ا�ظ � در� �ر � �ھ � � ۔

      
�  �اس) ١٠٠(� در� � � �اد � �  ا� � � � 

 ز�دہ ا�ظ � در� �ر � �ھ � � ۔

      

 �  :  

  ا�د �دہ �� �� � � اس �� � � �� �    � ا� 

  � � � �ا�ت �� � �� �ا�ت دے � � ۔ 

      
  ا�د �دہ �� �� � � اس �� � �    �� � � ا� 

 ��ر � �ا�ت �� � �� �ا�ت دے � � ۔

      

   ا�د �دہ �� �� � � اس �� � � �  �  � ا� 

 در�  �  �   ا� �  �  �،�   �ا�ت �  ��  �

 �ا�ت دے � � ۔

      

� �� ا� �دہ �� �ھ � )�� �ل ( � � در� 

� اور � اس �� � � �� � � � � �ا�ت 

 �،� � � ا� � � �ا�ت دے � �۔ 

      
� ا� � �� � �ھ � � اور اس � ا� �ت � � 

 � �ن � � � ۔ ��  ز�� �ر

      
� ٧٠(� �دہ � � � � ا� ) �� �ل (� � در� 

 � � � �� �ھ � � ۔ )٨٠
Source: AJK KEACE 2016 
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5.1.2 Reading Performance Standards for English 
Reading Performance Standards for English (K – 5) 

 

Print Concept 
 

Students can perform the following tasks 
with 70 – 80 % accuracy: 

Achieved the skill by the end of grade level: 

K G-I G-II G-III G-IV G-V 
Hold the book properly         

Recognize the title page and the back page        
Open the book from title page       
Turn over the page       
Locate the author name of a book       
Differentiate between letter and word       
Differentiate between word and sentence       
Locate the first word of a sentence       
Locate the last word of sentence       
Identify punctuation mark appropriate to grade 
level 

      

Tell the point to start reading       
Follow the direction of reading text       
Locate the beginning and end of a sentence       
Differentiate between number and letter       
Differentiate between text and picture       
Recognize that words are separated by space       
Open the page of content list       
Locate and tell the page number of a lesson       
Tell the lesson name on a particular page number        
Identify paragraph as a unit of text        
Locate the beginning and end of a paragraph        

Phonemic Awareness and Phonics 
 

Individual Letters and Sounds 
Students can perform the following tasks 
with 70 – 80 % accuracy: 

Achieved the skill by the end of grade level: 

K G-I G-II G-III G-IV G-V 

Recognize alphabets        

Tell the names of alphabets       

Read the alphabets aloud in sequence       
Articulate sound of each individual letter       
Recognize the shapes of each individual letter       
Recognize initial, middle sounds of letters in 
words 

      

Change the first sound of a letter with another one 
to make a new word, e. g. (lip – dip, pink – link)  

      

Remove the first sound of a word to make a 
new word, e. g. (trash – rash)  
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Articulate all the sounds individually after 
hearing a word aloud, e. g. (click - /k/, /l/, /i/, 
/k/)  

      

Blend the individually articulated sounds and 
pronounce the word, e. g. (/o/, /n/, /i/, /s/ - 
honest)  

      

Words and Sentences 
Students can perform the following tasks 
with  
70 – 80 % accuracy: 

Achieved the skill by the end of grade 
level: 

K G-I G-II G-III G-IV G-V 

Tell the number of words in a sentence 
consisting of 3 – 5 words spoken by the teacher 

      

Recognize syllable       
Identify spoken words consisting of 1-2 
syllables 

      

Identify spoken words consisting of 2-3 
syllables  

      

Identify spoken words consisting of 3-4 
syllables 

      

Orally break words of 2 - 3 syllable in to 
respective syllables 

      

Orally break words of 3-4 syllable in to 
respective syllables 

      

Tell the number of syllables in a word 
consisting of 2-3 syllables 

      

Tell the number of syllables in a word 
consisting of 3-4 syllables 

      

Tell the number of syllables in a word 
consisting of 4-5 syllables 

      

Recognize rhyming words       
Rhyme a word spoken by the teacher       

Articulate initial and final 02 English consonant 

clusters of the grade level 

      

Articulate initial and final 03 English consonant 

clusters of the grade level 

      

Pronounce all words used at grade level 

correctly by using silent letters rule in English 

      

Pronounce all words used at grade level 

correctly by using sound assimilation rule in 

English 

      

Identify and pronounce all diagraphs used in 

English words used at grade level  

      

Identify and pronounce all English letters with 

hard and soft sounds used at grade level 
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Fluency in Letter Names and Sounds 

Students can perform the following reading 

task: 

Achieved the skill by the end of grade level: 

K G-I G-II G-III G-IV G-V 

Articulate the names of 40 letters in 60 seconds 

(Capital and small letters can be mixed and 

repeated.)  

      

Articulate the names of 50 letters in 60 seconds 

(Capital and small letters can be mixed and 

repeated.) 

      

Articulate the names of 80 letters in 60 seconds 

(Capital and small letters can be mixed and 

repeated.)  

      

Articulate the names of 100 letters in 60 

seconds 

(Capital and small letters can be mixed and 

repeated.)  

      

Articulate 24 English distinct consonant sounds 

in 60 seconds 

      

Articulate 12 English distinct vowel sounds in 

60 seconds 

      

Articulate 20 English distinct vowel sounds 

(monophthongs and diphthongs) in 60 seconds 

      

Articulate 44 distinct sounds of English 

alphabets in 60 seconds 

      

Articulate 60 sounds of English alphabets in 60 

seconds. Consonants and vowels 

(monophthongs and diphthongs) can be mixed 

and repeated. 

      

Articulate 80 sounds of English alphabets in 60 

seconds. Consonants and vowels 

(monophthongs and diphthongs) can be mixed 

and repeated. 

      

Articulate 100 sounds of English alphabets in 

60 seconds. Consonants and vowels 

(monophthongs and diphthongs) can be mixed 

and repeated. 
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Fluency in Syllables 
Students can perform the following reading 
tasks: 

Achieved the skill by the end of grade level: 

K G-I G-II G-III G-IV G-V 

Pronounce 10 most frequent syllables used at 
grade level with 70 – 80 % accuracy 

      

Pronounce 20 most frequent syllables used at 
grade level with 70 – 80 % accuracy 

      

Pronounce 30 most frequent syllables used at 
grade level with 70 – 80 % accuracy 

      

Pronounce 50 most frequent syllables used at 
grade level with 70 – 80 % accuracy 

      

Segmentation of Words into letters and 
syllables 
Students can perform the following reading 
task:  

Achieved the skill by the end of grade level: 

K G-I G-II G-III G-IV G-V 

Segment at least 10 non-words made up of 3 – 
5 letters in 60 seconds 

      

Segment at least 20 non-words made up of 3 – 
5 letters in 60 seconds 

      

Segment at least 30 non-words made up of 3 – 
5 letters in 60 seconds 

      

Segment at least 50 non-words made up of 3 – 
5 letters in 60 seconds 

      

Blending of letters and syllables to Words 

Students can perform the following reading 

task: 

Achieved the skill by the end of grade level: 

K G-I G-II G-III G-IV G-V 

Blend at least 3 – 5 letters to make 10 

meaningful word in 60 seconds 
      

Blend at least 3 – 5 letters to make 20 

meaningful word in 60 seconds 
      

Blend at least 3 – 5 letters to make 30 

meaningful word in 60 seconds 
      

Blend at least 3 – 5 letters to make 50 

meaningful word in 60 seconds 
      

Fluency in Word Reading 

Students can perform the following reading 

task: 

Achieved the skill by the end of grade level: 

K G-I G-II G-III G-IV G-V 

Recognize 25 most frequent familiar words 

used at grade level  
      

Recognize 35 most frequent familiar words 

used at grade level 
      

Recognize 45 most frequent familiar words 

used at grade level 
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Fluency in Reading Aloud 

Students can perform the following reading tasks: 

Achieved the skill by the end of grade 

level: 

G-I G-II G-III G-IV G-V 

Read aloud 30 or more words of grade I with fluency 

and accuracy in 60 seconds 
     

Read aloud 60 or more words of grade II with fluency 

and accuracy in 60 seconds 
     

Read aloud 70 or more words of grade III with 

fluency and accuracy in 60 seconds 
     

Read aloud 80 or more words of grade IV with 

fluency and accuracy in 60 seconds 
     

Read aloud 100 or more words of grade V with 

fluency and accuracy in 60 seconds 
     

Comprehension  

Students can perform the following reading tasks:  

Achieved the skill by the end of grade 

level: 

G-I G-II G-III G-IV G-V 

Give answers of at least 03 out of 05 comprehension 

questions from the grade level text of a short story 

orally said by the teacher 

     

Give answers of at least 04 out of 05 comprehension 

questions from the grade level text of a short story 

orally said by the teacher 

     

Give answers of all the 05 comprehension questions 

from the grade level text of a short story orally said by 

the teacher 

     

Give answer of at least 01 out of 02 inferential 

questions from the text of a short story after reading it 
     

Give answer of at least 02 out of 03 inferential 

questions from the text of a short story after reading it 
     

Can tell important points of a short story after reading it      

Can summarize a short story after reading it      

Source: AJK KEACE 2016 
 
Reading Performance Standards outline what students should be able to achieve at 
each grade level. The following “Quick Scale” provides teachers with a snapshot 
of student reading progress. Throughout the school year, the child may fall 
anywhere along the assessment scale in his or her grade. However, the 
expectation is that the child should be within the “Fully Meets” and “Exceeds” 
categories by March/April in the school year.  
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Not Yet Within 
Expectations 

Meets 
Expectations 

(Minimal Level) 

Fully Meets 
Expectations 

Exceeds 
Expectations 

With support, the 
student is able to 
read simple and 
direct selections 
with familiar 
language. 
 

Work is often 
inaccurate or 
incomplete 

The student is able 
to read 
straightforward 
information and 
procedures, but 
may need help to 
complete assigned 
tasks. 
Work often lacks 
detail 

The student is able 
to read 
straightforward 
information and 
procedures and 
complete assigned 
tasks 
independently. 
Work is generally 
accurate and 
complete. 

The student is able 
to read materials 
with an increasing 
amount of 
technical or 
specialized 
language and 
features, and 
complete assigned 
tasks efficiently. 
Work often 
exceeds 
requirements. 

 
5.2 Benefits of Reading Performance Standards 
Reading performance standards are intended as a resource to support ongoing instruction 
and assessment. Teachers can use these standards to: 
 monitor, evaluate, and report on individual student’s reading performance; 
 identify students who may benefit from reading intervention; 
 develop a profile of a class or group of students to support instructional decision-

making; 
 prompt discussions with parents, students, and other teachers about student 

performance; 
 inform professional development activities; 
 collaboratively set goals for individuals, classes, or schools; 
 develop evidence for school growth plans; and 
 provide models for designing performance tasks. 
 

5.3 Summary  
Reading performance standards describe the professional judgments of a significant 
number of reading teachers, school management and parents about standards and 
expectations for learning how to read from K-5. These standards are intended as a 
resource to support ongoing instruction and assessment. The standards focus exclusively 
on performance assessment, where students are asked to apply the skills and strategies 
they have developed to complete complex, realistic tasks. The performance standards do 
not address all aspects of learning or curriculum; they are focused only on performance in 
the key areas noted above. They emphasize criterion-referenced assessment in which 
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students’ performance is compared to explicit criteria. The performance standards enable 
teachers, students, and parents to compare student performance to standards. 
 

5.4 Activities 
 
1. Devise term wise phonemic awareness standards for class one of your school. 

Discuss them with your head teacher and the respective class reading teacher, 
revisit and finalize.  

2. Develop a questionnaire for class two reading teacher to know what reading 
standards he/she has developed for his/class. Evaluate his/her information and 
compare them with the standards described in this book. 

3. Held a meeting with the reading teachers K-5 of your school and share your 
knowledge with them. Ask them for questions and respond them.  

 
5.5 Self – Assessment Questions 
 
1. What is meant by reading performance standards? Why are reading performance 

standards significant in the process of teaching and learning reading at K-5 level? 
2. Why is an achievement of reading performance standards helpful to make the task 

of a reading teacher easier? 
3. Discuss the logical hierarchy in reading performance standards from Kindergarten 

to grade 5. 
4. What is the benefit of developing reading performance standards from simple to 

complex? 
5. Discuss the reading performance required by the students at grade 1 and 5.  
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INTRODUCTION 
 
Assessment data of early grade literacy in low-income countries reveal that many 
students are not mastering the basic skills of reading (Gove & Cvelich, 2011). In fact, 
teaching young children to read is not only the foundation of improving educational 
outcomes, but also has important implications for future learning. If children do not learn 
to read in the early years, they may fall further behind in later years because they cannot 
read printed information, follow written instructions or communicate in writing (Gove & 
Wetterberg, 2011). Given the low level of basic literacy skills in less-developed 
countries, national-level assessments are emerging that test the foundation literacy skills 
children need to acquire in the early grades. These foundation skills are traditionally not 
measured by large-scale international assessments, which assume children are already 
literate (Wagner, 2011). By measuring the level of students’ basic reading skills, 
stakeholders such as policy makers, educators and partner organisations could become 
more aware of the low level of literacy acquisition. It is hoped that such awareness can 
lead to discussions to address the problem (Gove & Wetterberg, 2011). 
 
In the context of this emerging focus on measuring basic literacy skills, EGRA was 
developed to provide a battery of assessments of each basic reading skill for developing 
countries to monitor the status of early reading in primary schools. The assessment tool 
was first implemented in The Gambia and Senegal in 2007 (Gove & Wetterberg, 2011). 
Since then, the reading assessment methodology has been adapted for use in more than 
60 countries, in 100 languages. 
 

OBJECTIVES 
 
After completing this unit, you will be able to: 
 identify different EGRA tools used to assess basic reading skill at early elementary 

level; 
 construct new reading assessment tools to assess reading skill of early grade 

learners;  
 identify early grade readers’ reading problems; and 
 design their instructional strategies on the basis to data obtained from using EGRA 

tools.  
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6.1 Purpose of EGRA Tool  
The original purpose of the EGRA instrument was to be a sample-based national- or 
system-level diagnostic measure. It aimed to examine gaps in reading competencies 
among students to inform education ministries and partner agencies regarding system 
needs for improving teacher professional development and pre-service programs. 
However, EGRA has been used to address a wider range of assessment needs since its 
first application. These needs include a snapshot of performance based on a random 
sample, impact evaluation and (with modifications by the teacher according to 
instructional practice) classroom assessment purposes (Gove & Wetterberg, 2011). 
 

The Early Grade Reading Assessment (EGRA), administered individually in about 15 
minutes, measures the most basic foundation skills for literacy acquisition in the early grades. 
The assessment was developed by the Research Triangle Institute (RTI) through funding 
provided by the United States Agency for International Development (USAID) and the 
World Bank (Gove & Wetterberg, 2011), in addition to resources provided by RTI. 
 

In this unit, standard tools to measure the sub – skills of reading have been given. These 
tools can be used to assess the students’ achievement of reading sub – skills during their 
period of learning how to read. These tools can best be administrated to assess the 
students of grade levels K – 3 or K – 5.  
 

6.2 Measurement of Objectives 
There are ten standard subtasks within the EGRA instrument. The details of each task are 
summarized in table below. Countries can select the subtasks that are appropriate to their 
assessment program’s language, context and purpose (RTI International & International 
Rescue Committee, 2011). 

 
Table: EGRA Subtasks 

 

Subtask Early Reading Skill Skill Demonstrated by Students 

Concepts about print Knowledge of print 
Indicate text direction, concept of word, 
or other basic knowledge of print. 

Phonemic awareness: 
identification of 
onset/rhyme sounds; 
phoneme 
segmentation 

Phonemic awareness 

Identify initial or final sounds of words 
or segment words into phonemes 
(words are read aloud to student by 
assessor) (not timed). 

Oral vocabulary 
Knowledge of 
Vocabulary 

Point to parts of the body or objects in 
the room to indicate understanding of 
basic oral vocabulary. 

Letter identification: 
Letter name 
Letter sound 

 
Letter recognition 
Letter-sound 
correspondence 

Provide the name of upper- and 
lowercase letters presented in random 
order (1 minute). 
Provide the sound of upper- and 
lowercase letters presented in random 
order (1 minute). 
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Syllable reading Alphabetic principle Identify legal syllables in random order. 

Non-word reading Alphabetic principle 

Use knowledge of legal syllables and 
letter sound correspondence to read 
non-words (also known as nonsense 
words) (1 minute). 

Familiar word 
reading 

Automatic word 
reading 

Read simple and common words (1 
minute). 

Oral reading fluency 
(paragraph reading) 
with comprehension 

Oral reading fluency 
and comprehension 

Read a narrative or informational text 
with accuracy, little effort, and at a 
sufficient rate and respond to literal and 
inferential questions about the text they 
have read (1 minute for reading part). 

Listening 
comprehension Comprehension 

Respond correctly to literal and 
inferential questions about a text read to 
the student (not timed). 

Dictation Alphabetic principle 

Use knowledge of letter sound 
correspondence to write a sentence that 
was read by the assessor (grammar can 
be assessed but should not be a focus) 
(not timed). 

 
Note. Adapted from ‘Guidance notes for planning and implementing EGRA,’ by RTI 
International and IRC, 2011, p.20. The shaded subtasks are the core subtasks. 
 
Some countries use the Snapshot of School Management Effectives (SSME) in 
conjunction with EGRA to produce a comprehensive picture of school-related factors that 
may influence students’ literacy acquisition. The SSME is an instrument that yields a 
multifaceted picture of school management practice in a country or region (RTI 
International, 2010).  
 

6.3 EGRA Tools I (English) 
 

6.3.1 Concepts of Print 
 

Sub-Task Example 

 
Task 1: Orientation to Print   
Place the book of English in front of child and say: 
“I don’t want you to answer orally. I want you to listen to my question and show the 
answer by placing your finger on the correct answer.” 
Hold this book before you properly to read? 
 If the child hold the book properly, say: Good  
 If the child cannot hold the book properly, place the book properly in front of child 

and say:  
 This is the way of holding this book properly to read it. 
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Place your finger on the title page of this book. 
 If the child places his finger on the title page, say: Good  
 If the child does not place his finger on the title page, place your finger on title 

page and say:  
 This is the title page. 
 
Place your finger on the title of this book. 
 If the child places his finger on the title, say: Good  
 If the child does not place his finger on the title, place your finger on title and say:  
 This is the title of this book. 
 
Open the content list of this book and place your finger on it. 
 If the child opens and shows the content list, say: Good  
 If the child cannot open and show the list of content, show him the content list and 

say:  
 This is the list of content of this book. 
 
Now open a page of the book where text is given and say, “I don’t want you to read 
this now. On this page, where would you begin to read? Show me with your finger.” 
 
Place your finger on the word from where we will start reading on this page. 
 
[Child puts finger on the top row, left-most word]           ○ Correct   ○Incorrect  ○ No  
 
Move your finger in direction in which you would read the text.  
[Child moves finger from left to right]                   ○ Correct   ○Incorrect  ○ No  
 
Place your finger on the word where the first sentence ends. 
[Child puts his finger on the last word of first sentence]         ○ Correct   ○Incorrect  ○ No  
 
Place your finger on the last word the first paragraph. 
[Child puts his finger on the last word of first paragraph]  ○ Correct   ○Incorrect  ○ No  
 
Place your finger on a number given on this page. 
[Child puts his finger on the page number]                           ○ Correct   ○Incorrect  ○ No  
 
Place your finger from where the second line of first paragraph. 
[Child puts his finger on the first word of second line of first paragraph]         
  ○ Correct   ○Incorrect  ○ No  
Place your finger on the picture given on this page. 
[Child puts his finger on a picture on the page]      ○ Correct   ○Incorrect ○ No  
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Place your finger on symbol which marks the end of first sentence. 
[Child puts his finger on full stop at the end of first sentence]   ○Correct   ○Incorrect ○ No  
 
Place your finger on question mark on this page.                      
[Child puts his finger on question mark at the end of a sentence]   
  ○ Correct   ○Incorrect  ○ No  
 
Adapted from: USAID, EGRA Plus: Liberia, Ed Data II, 2010 
 
6.3.2  Phonemic Awareness: Phoneme Segmentation  
 

SUBTASK EXAMPLE 
 

Phoneme Segmentation 
Say the following to child: 
 
I am going to say a word. After I say it, tell me all the sounds in the word. If I say 
“hen,” you would then say /h/ /e/ /n/.  
 
Now you try it. Let’s try another word, “hat.” Tell me the sounds in “hat.”    
If the child responds correctly say: Very good, the sounds in “hat” are /h/ /a/ /t/.   
If the child does not respond correctly, say: The sounds in “hat” are /h/ /a/ /t/.  
 
The child should be allowed two minutes to finish as many items as possible. 
Pronounce the word twice. Allow 10 seconds for the child to respond. Provide the 
number and sounds of the words, mark it incorrect, and move on. Score both the 
number of sounds (correct/incorrect).  
Put a slash (/) through incorrectly pronounced phonemes.  
Marking Sheet: Phoneme Segmentation (Adapted from: USAID, Ed Data II, Kenya, 2007) 
 

Pronounce these 
words 

Child segments in to sounds 
Number of correctly 
pronounced sounds 

shop /sh/ + /o/ + /p/ --- / 3  
stand  /s/ + /t/ + /a/ + /n/ + /d/ --- / 5 
thank /th/ + /a/ + /ng/ + /k/ --- / 4 

bat  /b/ + /a/ + /t/ --- / 3 
seen  /s/ + /ee/ + /n/ --- / 3 

should /sh/ + /uu/ + /d/ --- / 3 
up  /u/ + /p/ --- / 2 
at  /a/ + /t/ --- / 2 

top  /t/ + /o/ + /p/ --- / 3 
if  /i/ + /f/ --- / 2 
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good /g/ + /uu/ + /d/ --- / 3 

bag /b/ + /a/ + /g/ --- / 3 

book /b/ + /uu/ + /k/ --- / 3 
all /o/ + /l/ --- / 2 
you /j/ + /uu/ --- / 2 
we /w/ + /ee/ --- / 2 
us /u/ + /s/ --- / 2 

call /k/ + /aa/ + /l/ --- / 3 
sleep /s/ + /l/ + /ee/ + /p/ --- / 4 
ran /r/ + /a/ + /n/ --- / 3 
eat /ee/ + /t/ --- / 2 

drink /d/ + /r/ + /i/ + /ng/ + /k/ --- / 5 
writes /r/ + /aa/ + /i/ + /t/ + /s/ --- / 5 
reads /r/ + /ee/ + /d/ + /z/ --- / 4 

playing /p/ + /l/ + /a/ + /i/ + /ng/ --- / 5 
did /d/ + /i/ + /d/ --- / 3 

beaten  /b/ + /ee/ + /t/ + /un/ --- / 4 
take  /t/ + /a/ + /ik/ --- / 3 

 

 
Adapted from: USAID, EGRA Plus: Liberia, Ed Data II, 2010 
 
6.3.3  Phonemic Awareness: Phoneme Blending  

 
SUBTASK EXAMPLE 

 
Phoneme Blending 
 
Say the following to child: 
 
I am going to say some sounds one by one. After I say it, tell me the word made up 
of all the sounds. If I say “/h/ /e/ /n/”, you would then say “pen,”   
 
Now you try it. Let’s try other sounds. “Tell me the word made up of “/m/ /e/ /t/” 
If the child responds correctly, say: Very good, the word made up of is “met”.   
If the child does not respond correctly, say: The word made up of “/m/ /e/ /t/” is “met”. 
 
The child should be allowed two minutes to finish as many items as possible. 
Pronounce the sounds twice. Allow 10 seconds for the child to respond. Provide the 
number and words made up of sounds, mark it incorrect, and move on. Score 
correctly pronounced number of words (correct/incorrect).  
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Tick correct, incorrect or no response. 
 

Marking Sheet: Phoneme Blending 
 

Pronounce these 

sounds 
Child says these 

words 
○Correct   ○Incorrect ○ No 

Resp nse 

/t/ + /o/ + /p/ top ○Correct   ○Incorrect ○ No Response 

/p/ + /l/ + /aan/ + /t/ plant ○Correct   ○Incorrect ○ No Response 

/t/ + /a/ + /ng/ + /k/ tank ○Correct   ○Incorrect ○ No Response 

/s/ + /a/ + /t/ sat  ○Correct   ○Incorrect ○ No Response 

/k/ + /ee/ + /n/ keen  ○Correct   ○Incorrect ○ No Response 

/w/ + /uu/ + /d/ would ○Correct   ○Incorrect ○ No Response 

/k/ + /u/ + /p/ cup  ○Correct   ○Incorrect ○ No Response 

/m/ + /a/ + /t/ mat  ○Correct   ○Incorrect ○ No Response 

/t/ + /o/ + /p/ top  ○Correct   ○Incorrect ○ No Response 

d// + /i/ + /p/ dip  ○Correct   ○Incorrect ○ No Response 

/w/ + /uu/ + /d/ wood ○Correct   ○Incorrect ○ No Response 

/b/ + /i/ + /g/ big ○Correct   ○Incorrect ○ No Response 

/c/ + /uu/ + /k/ cook ○Correct   ○Incorrect ○ No Response 

/b/ + /o/ + /l/ ball ○Correct   ○Incorrect ○ No Response 

/g/ + /o/ go ○Correct   ○Incorrect ○ No Response 

/t/ + /r/ + /ee/ tree ○Correct   ○Incorrect ○ No Response 

/b/ + /u/ + /s/ bus ○Correct   ○Incorrect ○ No Response 

/t/ + /o/ + /l/ tall ○Correct   ○Incorrect ○ No Response 

/k/ + /r/ + /ee/ + /p/ creep ○Correct   ○Incorrect ○ No Response 

/m/ + /a/ + /n/ man ○Correct   ○Incorrect ○ No Response 

/s/ + /ee/ + /t/ seat ○Correct   ○Incorrect ○ No Response 

/d/ + /r/ + /a/ + /ng/ + /k/ drank ○Correct   ○Incorrect ○ No Response 

/b/ + /aa/ + /i/ + /t/ + /s/ bites ○Correct   ○Incorrect ○ No Response 

/w/ + /ee/ + /d/ + /z/ weeds ○Correct   ○Incorrect ○ No Response 

/p/ + /r/ + /a/ + /i/ + /ng/ praying ○Correct   ○Incorrect ○ No Response 

/d/ + /aa/ + /id/ died ○Correct   ○Incorrect ○ No Response 

/b/ + /e/ + /l/ + /t/ belt  ○Correct   ○Incorrect ○ No Response 

/k/ + /a/ + /ik/ cake ○Correct   ○Incorrect ○ No Response 
Adapted from: USAID, Ed Data II, Kenya, 2007 
 
 



134 
 

6.3.4  Phonemic Awareness: Identification of Onset Sounds I 
 

SUBTASK EXAMPLE  
 

Phonemic Awareness 
 

This is not a timed exercise and there is no Student Sheet. Read aloud each set of words 
once and have the student say which word begins with a different sound. Read these 
instructions to the child: 
This is listening exercise. I’m going to say three words. One of them begins with a 
different sound, and you tell me which word begins with a different sound.   
 

For example: “lost,” “map,” “like.” Which word begins with a different sound?            
If child says ‘map’, say, Very good, “map” begins with a different sound.            
If child is incorrect, say, “Map” begins with a different sound than “lost” and “like.”   
 

Now try another one: “train,” “trip,” “stop.” Which word begins with a different 
sound?           
If child says ‘stop’, say, Very good, “stop” begins with a different sound.            
If child is incorrect, say, “Stop” begins with a different sound than “train” and 
“trip.”    
 
Do you understand what you are supposed to do? 
Pronounce each set of words once, slowly (about 1 word per second). If the child does 
not respond after 3 seconds, mark it no response and move on.    
 
Early Stop Rule: If the child gets the first 5 sets of answers incorrect or no response, 
draw the line through each of the 5 first rows, discontinue this exercise, check the box at 
the bottom of this page, and go on to the next exercise 
 

Which word begins with a different sound? [repeat each set Once] 
1. boy    ball    cat    [Correct answer: cat]         Correct  Incorrect  No Response 
2. man   can    mad   [Correct answer: can            Correct  Incorrect  No Response 
3. pan    late    pin    [Correct answer: late]      Correct  Incorrect  No Response 
4. back  ten    tin      [Correct answer: back]     Correct  Incorrect  No Response 
5. fish    fat     cat     [Correct answer: cat      Correct  Incorrect  No Response 
6. boat   bit     coat    [Correct answer: coat]      Correct  Incorrect  No Response 
7. day   bag    dot     [Correct answer: bag    Correct  Incorrect  No Response 
8. can   girl    cold    [Correct answer: girl       Correct  Incorrect  No Response 
9. run   race   sand    [Correct answer: sand      Correct  Incorrect  No Response 
Exercise was discontinued as child had no correct answers in the first five sets of words. 
  ○ Yes     ○ No 
Source: USAID, EGRA Plus: Liberia, Ed Data II, 2010 
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6.3.5  Phonemic Awareness: Identification of Onset Sounds II 
 

SUBTASK EXAMPLE 
 
Initial Sound Identification 
 

This is not a timed exercise and there is no Student Sheet. Read aloud each word twice, 

and have the student say the initial sound. Remember to model the “pure” sounds: /p/, not 

“puh” or “pay.” Say: 

 

This is a listening exercise. I want you to tell me the beginning sound of each word. 

For example, in the word “pot”, the first sound is “/p/”. In this exercise, I would like you 

to tell me the first sound you hear in each word. I will say each word two times. Listen to 

the word, then tell me the very first sound in that word. 

 

Let’s practice. What is the first sound in “mouse”  “Mouse”? 

If the child responds correctly, say: Very good, the first sound in “mouse” is 

/mmmmm/. 

If the child does not respond correctly, say: “Listen again: “mmmouse.” The first 

sound in “mouse” is /mmmmm/.” 

 

Now let’s try another one: What is the first sound in “day”? “Day.” 

If the child responds correctly, say: Very good, the first sound in “day” is /d/. 

If the child does not respond correctly, say: “Listen again: “day.” The first sound in 

“day” is /d/. 

 

Do you understand what you are to do? 

If the child says no, say: Just try your best. 

Read the prompt and then pronounce the target word a second time. Accept only as 

correct the isolated sound (without a schwa). If the child does not respond after 3 

seconds, mark as “No response” and say the next prompt. Enunciate clearly, but do not 

overemphasize the beginning sound of each word. 

 

Early Stop Rule: If the child responds incorrectly or does not respond to the first five 

words, say, “Thank you!” Discontinue this exercise; check the box at the bottom of the 

page, and go on to the next exercise. 
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What is the first sound in “_______”?  “_______”?  [Repeat the word Twice] 
map /mmmmm/ o Correct o Incorrect o Don’t know o No Response 
say /ssssss/ o Correct o Incorrect o Don’t know o No Response 
ox /o/ o Correct o Incorrect o Don’t know o No Response 
go /g/ o Correct o Incorrect o Don’t know o No Response 

now /nnn/ o Correct o Incorrect o Don’t know o No Response 
can /k/ o Correct o Incorrect o Don’t know o No Response 
fish /ffffff/ o Correct o Incorrect o Don’t know o No Response 
pig /p/ o Correct o Incorrect o Don’t know o No Response 
run /rrrr/ o Correct o Incorrect o Don’t know o No Response 
look /llll/ o Correct o Incorrect o Don’t know o No Response 

Exercise was discontinued because the child had no correct answers in the first five 
words.        

o Yes     o No 
Source: USAID, Ed Data II, Kenya, 2009 
 
6.3.6 Listening Comprehension  

 
SUBTASK EXAMPLE 

 
Listening Comprehension 
 
This is not a timed exercise and there is no “Student Sheet”. The teacher or examiner 
reads aloud the following passage only one time, slowly (about 1 word per second). Say: 
I am going to read you a short story aloud once and then ask you some questions. Please 
listen carefully and answer the questions as best as you can.  
 
Do you understand what are you supposed to do?   
Every day Umar walks to school with his friend Ali. On their way to school, the 
boys like to have a race to see who runs faster. It is Umar! 

 
Who does Sam like to walk to school with?  
[Correct answer: Umar]   o Correct   o Incorrect   o No Response 
 
What do they do on their way? 
[Correct answer: they run/ run a race]          o Correct   o Incorrect   o No Response 
 
Who runs faster? 
[Correct answer: Umar]     o Correct   o Incorrect   o No Response                                                                                                           
 
Where do boys go every day? 
[Correct answer: School]      o Correct   o Incorrect   o No Response 
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Who is friend of Ali? 
[Correct answer: School]     o Correct   o Incorrect   o No Response 
 
Source: USAID, Ed Data II, Kenya, 2009 
 
6.3.7 Letter Identification: Name 

 
SUBTASK EXAMPLE 

 
Letter Name Knowledge 
 
Show the child “The Alphabets Sheet” in the student stimuli booklet and say: 
 
Here is an ‘Alphabet Sheet’ full of letters of the alphabet. Please tell me the 
NAMES of as many letters as you can—not the SOUNDS of the letters, but the 
names. 
For example, the name of this letter [point to X] is “EX.”  
 
Now you try: tell me the name of this letter [point to V]: 
[If correct:] Good, the name of this letter is “VEE.”                                                                                     
[If incorrect:] The name of this letter is “VEE.” 
 
Now try another one: tell me the name of this letter [point to L]:                                                           
[If correct:] Good, the name of this letter is “ELL.”                                                                                   
[If incorrect:] The name of this letter is “ELL.” 
 
Do you understand what you are supposed to do? When I say “begin,” name the 
letters as best as you can. I will keep quiet and listen to you, unless you need help. 
Ready? Begin 

 
Set the timer on 1 minute. Start the timer when the child reads the first letter. Follow 
along with your pen and clearly mark any incorrect letters with a slash (/). Count self-
corrections as correct. Stay quiet, except when providing answers as follows: if the child 
hesitates for 3 seconds, provide the name of the letter, point to the next letter and say 
“Please go on.” Mark the letter you provide to the child as incorrect. 
 
When the timer reaches zero ‘0’, say, “Stop.” Mark the final letter read with a bracket 
(]). If the learner finished in less than 60 seconds, enter the remaining time. 
 
Early Stop Rule: If the child does not give a single correct response on the first line, say 
“Thank you!” Draw a line through the letters in the first row, discontinue this exercise, 
check the box at the bottom, and go on to the next exercise. 
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The Alphabets Sheet 
 

L i H R S y E O n T 10 
i E T d A t A d e w 20 
h O E m U r l g R u 30 
G R b E i f M T s r 40 
s T c N p A F C a E 50 
T s Q A M C o t n P 60 
w A e s O F H U A t 70 
R g H b S i g m i L 80 
L i N O e o E R p X 90 
n A c D d I o J e n 100 

Time left on stopwatch if student completes in LESS than 60 seconds= _______ seconds 
Exercise was discontinued as child had no correct answers in the first line.  
  ○ Yes   ○ No 
Source: USAID, EGRA Plus: Liberia, EdData II, 2010 
 
6.3.8 Letter Identification: Sounds  
 

SUBTASK EXAMPLE 
 
Letter Sound Knowledge 
 
Show the child ‘The Sheet of Letters’ in the student stimuli booklet and say: 
 
Here is a ‘The Sheet of Letters’. Please tell me the SOUNDS of as many letters as/ 
you can—not the NAMES of the letters, but the SOUNDS. 
 
For example, the sound of this letter [point to A] is “AY” as in “APPLE” or “AAY” 
as in “AGE.”  Let’s practice: tell me the sound of this letter [point to V]: 
If the child responds correctly, say: Good, the sound of this letter is “VVVV.”  
If the child does not respond correctly, say: The sound of this letter is “VVVV.”   
 
Now try another one: tell me the sound of this letter [point to L]:   
If the child responds correctly, say: Good, the sound of this letter is “LLL.”  
If the child does not respond correctly, say: The sound of this letter is “LLL.”   
 
Do you understand what you are to do?   
When I say “Begin,” please sound out the letters as quickly and carefully as you can. 
Tell me the sound of the letters, starting here and continuing this way. [Point to the 
first letter on the row after the example and draw your finger across the first line].If you 
come to a letter sound you do not know, I will tell it to you. Otherwise I will keep 
quiet and listen to you. Ready? Begin. 
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Start the timer when the child reads the first letter. Follow along with your pencil and 
clearly mark any incorrect letters with a slash (/). Count self-corrections as correct. If 
you’ve already marked the self-corrected letter as incorrect, circle the letter and go on. 
Stay quiet, except when providing answers as follows: if the child hesitates for 3 
seconds, provide the sound of the letter, point to the next letter and say “Please go on.” 
Mark the letter you provide to the child as incorrect. If the student gives you the letter 
name, rather than the sound, provide the letter sound and say: [“Please tell me the 
SOUND of the letter”]. This prompt may be given only once during the exercise.  
 
After 60 seconds say, “Stop.” Mark the final letter read with a bracket (]). 
Early Stop Rule: If you have marked as incorrect all of the answers on the first line with 
no self-corrections, say “Thank you!” Discontinue this exercise; check the box at the 
bottom, and go on to the next exercise. 
Example:       A      v     L 

 
The Sheet of Letters 

 
L i H R S Y E O n T 10 
I e T D A t A d e w 20 
h O E m U r L G R u 30 
G R B E i F m t s r 40 
S t C N p A f c a E 50 
y s Q A M C O t n P 60 
e A E S O F H u A t 70 
R G H b S i G m i L 80 
L i N O e o E r p X 90 
N A c D d I O j e n 100 

Time left on stopwatch if student completes in LESS than 60 seconds = _______ seconds 
Tick ‘Yes’ if exercise was discontinued as child had no correct answers in the first line. 

○ Yes   
Source: World Bank, Guyana, 2008 
 
6.3.9 Nonword Reading  

 
SUBTASK EXAMPLE 

 
Simple Unfamiliar Nonword Decoding  
 
Show the child ‘The Sheet of Nonwords’ in the student stimuli booklet and say: 
Here are some made-up words. I would like you to read me as many made-up words 
as you can (do not spell the words, but read them). 
For example, this made-up word is “ut.” 
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1. Now you try: [point to the next word: “dif’ and say] please read this word                                                   
 [If correct]: “Very good: dif”                                                                 
 [If incorrect]: This made-up word is “dif.” 
 
2. Now try another one: [point to the next word: mab and say] please read this word.    
 [If correct]: “Very good: mab” 
 [If incorrect]: This made-up word is “mab.” 
 

Do you understand what you are supposed to do? When I say “begin,” read the 
words as best as you can. I will keep quiet and listen to you, unless you need help. 
Ready? Begin. 
 

Start the timer when the child reads the first word. Follow along with your pencil and 
clearly mark any incorrect words with a slash (/). Count self-corrections as correct. Stay 
quiet, except when providing answers as follows: if the child hesitates for 3 seconds, 
provide the word, point to the next word, and say “Please go on.” Mark the word you 
provide to the child as incorrect.  
 

After 60 seconds say, “Stop.” Mark the final letter read with a bracket (]). 
 

When the timer reaches 0, say, “Stop.” Mark the final word read with a bracket (]). If 
the learner finished in less than 60 seconds, enter the remaining time. 
 

Early Stop Rule: If the child gives no correct answers on the first line, say “Thank 
you!” Discontinue this exercise, draw the line through the words in the first row, check 
the box at the bottom of the page, and go on to the next exercise. 
 

The Sheet of Nonwords 
 

loz ep zam yat tob 05 
zom ras mon jaf duz 10 
tum af ked ig el 15 
tig pek dop zak ik 20 
uf ral ep bab vif 25 
lut sig zop zar jaf 30 
ruz huf wab ak jep 35 
wub dod ik vus nux 40 
pek zel bef wab hiz 45 
wof ib dek zek vok 50 

 

Time left on stopwatch if student completes in LESS than 60 seconds = _______ 
seconds. 
Tick ‘Yes’ if exercise was discontinued as child had no correct answers in the first line.  

            ○ Yes 
Source: USAID, EGRA Plus: Liberia, EdData II, 2010 
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6.3.10 Familiar Word Reading  
 

SUBTASK EXAMPLE 
 
Familiar Word Reading   
Show the child “The Sheet of Familiar Words” in the student stimuli booklet and say: 
 
Here are some words. Please read as many words as you can (do not spell the words, 
but read them). For example, this word is “cat.”   
 
Let’s practice: please read this word [point to the word “sick”]:                 
If the child responds correctly, say: Good, this word is “sick.”                              
If the child does not respond correctly, say: This word is “sick.”    
 
Now try another one: please read this word [point to the word “made”]:                
If the child responds correctly, say: Good, this word is “made.”                              
If the child does not respond correctly, say: This word is “made.”    
 
When I say “begin,” read the words as quickly and carefully as you can. Read the words 
across the page, starting at the first row below the line. I will keep quiet and listen to you, 
unless you need help. Do you understand what you are to do? Ready? Begin 
 
Start the timer when the child reads the first word. Follow along with your pencil and 
clearly mark any incorrect words with a slash (/). Count self-corrections as correct. If 
you’ve already marked the self-corrected word as incorrect, circle the word and go on. 
Stay quiet, except when providing answers as follows: if the child hesitates for 3 
seconds, provide the word, point to the next word, and say “Please go on.” Mark the 
word you provide to the child as incorrect. 
 
After 60 seconds, say “Stop.” Mark the final word read with a bracket (]). 
Early Stop Rule: If you have slashed/marked as incorrect all of the answers on the first 
line, say “Thank you!” Discontinue this exercise; check the box at the bottom, and go on 
to the next exercise. 
 

The Sheet of Familiar Words 
 

go sad up Find come 05 
help two run See down 10 
red and play At you 15 

chair man when Now under 20 
please soon like They good 25 
thank going are Know him 30 
jump once ask Fly once 35 
must green sing Those always 40 
many which some Sit clean 45 
stop big me House for 50 
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Time left on stopwatch if student completes in LESS than 60 seconds = _______ seconds 
Tick ‘Yes’ if exercise was discontinued as child had no correct answers in the first line. 

 ○ Yes 
Source: USAID, EdData II, Kenya, 2009 
 
6.3.11 Passage Reading and Comprehension  
 

SUBTASK EXAMPLE 
 

Passage Reading and Comprehension 

  

Show the child the story on the last page of the student form and say,  

 

Here is a short story. I want you to read this aloud. When you finish, I will ask you 

some questions about what you have read.  Do you understand what are you 

supposed to do? When I say “begin,” read the story as best as you can. I will keep 

quiet and listen to you, unless you need help. Ready? Begin. 

 

Javed likes to play. One day, he and his friend Taj ran into the bush to play. Javed 

hid and then Taj saw his head. The boys had a lot of fun with this game. Taj ran but 

Javed did not find him. Taj and Javed smiled. Soon it became too dark to play. Both 

boys went home for dinner. 

 

Set the timer on 1 minute. Start the timer when the child reads the first word. 

Follow along with your pencil and clearly mark any incorrect words with a slash (/). 

Count self-corrections as correct. Stay quiet, except when providing answers as follows: 

if the child hesitates for 3 seconds, provide the word, point to the next word, and say 

“Please go on.” Mark the word you provide to the child as incorrect. When the timer 

reaches 0, say, “Stop.” Mark the final word read with a bracket (]). If the child gets the 

entire first line incorrect, discontinue this exercise—both reading and comprehension 

questions—check the box below, and go on to the next exercise.  

 

Stop the child at 0 seconds and mark with a bracket (]).  

 

Take the text away from the child after they read it. Read instructions to the child. 

Then read each question slowly and clearly. After you read each question, give the child 

at most 15 seconds to answer each question. Mark the answers to the questions as correct 

or incorrect. 



143 
 

Now I am going to ask you a few questions about the story you just read. Try to 

answer the questions as best as you can. 

1. Who did Javed play with?  

 Answer: [Taj]      ○  Correct    ○  Incorrect         ○ No Response 

2. Where did the boys like to play? 

 Answer: [Bush]     ○  Correct    ○  Incorrect        ○ No Response 

3. What did Taj see after Javed hid in the bush? 

 Answer: [James’s head/head]   ○  Correct    ○    Incorrect      ○ No Response 

4. Why did the boys have to stop playing? 

 Answer: [It became too dark]   ○  Correct    ○  Incorrect        ○ No Response 

5. What did the boys do at the end of the story? 

 Answer: [went home, ate dinner]     ○  Correct    ○  Incorrect        ○ No Response 

 

Time left on stopwatch if student completes in LESS than 60 seconds = _______ seconds 

Tick ‘Yes’ if exercise was discontinued as child had no correct answers of first two 

questions.    ○ Yes 

 

Adapted from: USAID, EdData II, Kenya, 2009 

 
6.3.12 Dictation  

 

SUBTASK EXAMPLE 

 

Dictation  

 

Take a lined page for learners to write on. Put it in front of the learner. For yourself, turn 

to “The Learners Reading Sheet”, where you will find instructions for yourself.  By 

now, your learner should have a lined page in front of them. Follow instructions 

carefully.  Say:  

 

I am going to read you a short sentence. Please listen carefully. I will read the whole 

sentence once. Then I will read it in parts so you can write what you hear. I will then 

read it again so that you can check your work. Do you understand what you are to do? 
 
Read the following sentence once at about one word per second:  

The boys wanted to go and ride their bikes.   
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Then, give the child a pencil, and read the sentence a second time, grouping the words as 

follows:       

The boys wanted /wait 5 seconds/ to go and /wait 5 seconds/ ride their bikes.   

 

Wait 15 seconds and read the whole sentence. 

The boys wanted to go and ride their bikes.   

 

Wait 5 seconds and then retrieve the instrument from the learners. Leave the pencil with 

the child and tell them to keep it safe because they will need it again.    

 

The boys wanted / to go and / ride their bikes. 

 

Evaluation Criteria Correct = 1 Incorrect = 0 

Student wrote the word ‘the’ correctly as ‘The’   

Student wrote the word ‘boys’ correctly as ‘boys’   

Student wrote the word ‘wanted’ correctly as ‘wanted’   

Student wrote the word ‘to’ correctly as ‘to’   

Student wrote the word ‘go’ correctly as ‘go’   

Student wrote the word ‘and’ correctly as ‘and’   

Student wrote the word ‘ride’ correctly as ‘ride’   

Student wrote the word ‘their’ correctly as ‘their’   

Student wrote the word ‘bikes’ correctly as ‘bikes’   

Student wrote in the direction from left to right   

Student used capital letter for word “The”   

Student used full stop (.) at end of sentence.   

 

Time left on stopwatch if student completes in LESS than 60 seconds = _______ seconds 

Tick ‘Yes’ if exercise was discontinued as child had no correct answers of first two 

questions.    ○ Yes    

 

Adapted from: USAID, Core Education Skills for Liberian Youth (CESLY), 2010 
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6.4 EGRA Tools (Urdu) 

 6.4.1 �� �اد � �رف
 

 � �� � �ل

����� اور ان � �ا�ت ر�رڈ �� �� ا� �ال � �ف ��۔: �ا�ت 
�
 �� �ا�ت �ں � �

�
  �� دار ��ں � د��

� �� �؟�� � � � �ب  آپ � � ا� � �� ۔آپ اس  ۔: 1 

��  � ۔ /� در� �� � � ��/�   
    �� �اب �  ○ �  ○    �    ○

ا� ر� � �� � اس  �  � ��   � �ان �ں � �ا�؟ ۔:2  
ر�  � ۔/� �� �ان  � ا� ر� � اس � �/�   
    �� �اب �  ○ �  ○    �    ○

ا� ر� � �� � آپ �� � �ں � �� �وع �� �؟ ۔:3  
ر� � ۔/� � � � � � � ا� ر�/ �  
    �� �اب �  ○ �  ○    �    ○

ا� ر� � �� � � � � � � �ن �� �� �؟ ۔:4  
ر� �۔/� ا� ر� )۔(�  � � � �ن / �  
    �� �اب �  ○ �  ○    �    ○

ا� ر� � �� � دو�ا �ا�اف � � � �وع �� �؟ ۔:5  
�� �  ۔/� � � ا� ر� ���� �� � دو�ے �ا �اف � /�   
    �� �اب �  ○ �  ○    �    ○

�د � ں � �؟/ا� ر� � �� � � � � ۔:6  
ر� � ۔/� � � � ا�  ر�/�   
    �� �اب �  ○ �  ○    �    ○

ا� ر� � د�� � اس � � �ا� �ن �ں �؟ ۔:7  

ر� � ۔/� ا� ر� ) ؟(� �ا� �ن /�   
    �� �اب �  ○ �  ○    �    ○

ا� ر� � �� � � � آ�ى � �ں � �� � ؟ ۔:8  

۔ر� � /� ا� ر� ) �(� � /�   

    �� �اب �  ○ �  ○    �    ○

ا� ر� � �� � �� �ا�ت �ں � ؟ ۔:9  

ر� � ۔/� �� �� �ا�ت وا� � �ل � ا� ر� /�   

    �� �اب �  ○ �  ○    �    ○
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ا� ر� � �� � اس � � �� �ں � ؟ ۔:10  

 ��� ا� ر� /� 
� �
ر� �۔  /� �� � � � � �  

    �� �اب �  ○ �  ○    �    ○

                                                                                                                    ----- / 10           � �اب � �اد�۔   
 
Source: KEACE (MZD. AJK) & PRP (2016) Urdu 

� ��ں � � �وف     6.4.2 
 

 � �� � �ل

   ۔ ‘‘رك ��”�  � � رك �� � � � � �� � � �اب � د� � �3ا� � ا� �ف � : �ا�ت 

اس � �  � � اردو � �وف � �� �۔ آپ ان � � �وف � �م  :"�� � � د� � �وف وا� � � د� � �/��

 "� ��۔�� 

� ۔ " غ"اس �ف � �م � �ف ا�رہ �� اور �� �"غ "�  �ف        -1 

 ��۔  ) � �ف ا�رہ ��" ظ(" اب آپ �� ��۔ � اس �ف � �م   - 2

  �۔ " ظ" اس �ف � �م �  ��ش�� � �اب دے  � /ا� ��

  ۔�" ظ " اس �ف � �م �� � �اب � دے � � /ا� ��

اب ا� اور �ف � �م  �� � �� ��۔ - 3  

)� �ف ا�رہ �۔" ض  "�ف (۔� اس �ف ��م ��  

  �۔" ض " ��ش �ف � �م �� � �اب دے � � /ا� ��

  �۔ " ض"اس �ف � �م  �  � �� � �اب � دے/ا� ��

)دى � �ل � � � �� ��ف � �ف ا�رہ �� ���� � �� ا� � �� د� اور �(  

� ۔�ف  /� اور آپ � �ں � /�ں � �وع �� وا� �وف � �م   �� اور ا� �� � �� �رى ر�۔� ��ش ر�ں �

  "�وع � ۔"� �  آپ � �ى �د � �ورت ��۔�ر � ��۔ � آپ ا� �ح � � � آپ � � �� �؟/اس و� ��ں �

  ض  ظ         غ   :��  

1 2 3 4 5 6 7 8 9 10  

 10 س م ن و ے ج ك ر ت ب

رك چ ب ہ ل  20 ک ر ى ھ ا 
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 30 ر � ا د ك پ ى ن م س

 40 ا ہ � ف ا ی و � ھ ے

ایی ب ع ر  50 پ ك ن  هلگ   ے � 

ىایى  هتپ  د ے ح � ا  60 س ى و 

 70 ہ ن ڑ ى س و م ا � ى

�م گ ذ ى ٹ ہ ص ء  80 ا ل 

 90 � س ے � � ث ر ط ا و

ه６ه   هم خ د ے س گ    100 ت ى ا 

                              )� � �اد(        آز�� � �� � �پ واچ � �� و� �۔  

  در� �� � ادا � �� �وف � آوازوں � �اد�۔

�   /ا� �� 
�

 �� � �ن ��۔�� � �� � �� � � �اب � دے � �� � �� اور ��د��

  

 

 
Source: KEACE (MZD. AJK),& PRP (2016) Urdu 

 
 

  � � وازوں�وف � آ 6.4.3

 

 � �� � �ل

  ۔‘‘ رك ��”�  � � رك �� � � � � �� � � �اب � د� � � 3ا� � ا� �ف �   : �ا�ت 

۔اس � �  � � اردو � �وف � �� �۔ آپ ان � � �وف � آواز� �� �وف وا� � � د� � ��� � /��

  � ��۔

 ۔�’’�� ‘‘� � � /ط /اس � آواز� �ف ا�رہ �� اور �� �  ’’غ ‘‘�  �ف   )1(

 � آواز ��۔) � �ف ا�رہ ��‘‘ڈ’’( �ف �� ��۔ � اس  اب آپ(2)  

  �۔/ ڈ/اس �ف � آواز�  ��ش�� � �اب دے  � /ا� ��       

  ۔� /ڈ/اس �ف � آواز �� � �اب � دے � � /ا� ��      
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  اب ا� اور �ف � آواز �� � �� ��۔) 3(

)� �ف ا�رہ �۔ ‘‘ص’’  �ف (۔�ف � آواز �� � اس        

  �۔/ ص /اس �ف � آواز ��ش�� � �اب دے � � /ا� ��

  ۔�/ ص /اس �ف � آواز  �� � �اب � دے �  �/ا� ��

)���� � �� ا� � �� د� اور �دى � �ل � � � �� ��ف � �ف ا�رہ �� (       

 ۔� /� اور آپ � �ں � /�ں � �وع �� وا� �وف � آواز �� اور ا� �� � �� �رى ر�۔� ��ش ر�ں �"

�وع "  �ح � � � آپ � � �� �؟� �  آپ � �ى �د � �ورت ��۔�ر � ��۔ � آپ ا� /�ف اس و� ��ں �

�"  

 

  ص  ڈ  ط          :��

1 2 3 4 5 6 7 8 9 10  

 10 ہ ن ل ى و ا پ ے ت ب

 20 و س ك ا ت ہ ب ل ن ے

 30 ن ر و غ چ ا س ہ د ك

 40 د ى ہ ا ك پ ر ت س ے

 50 ك ا و ى ر گ ن ج ہ ظ

 60 ض گ ت ج د ى و ا ر ش

 70 ا ذ ل و ر چ م ھ ى پ

 80 ى ر م ث ا ڑ ب ن ق ے

 90 ھ س ا ے خ ى ا م ك ٹ

 100 م ب ف ح ع ھ ك ى ز ا

                                  )� � �اد(آز�� � �� � �پ واچ � �� و� �۔     

  در� �� � ادا � �� �وف � آوازوں � �اد�۔

�   �� � �ن ��۔/ا� �� 
�

    �� � �� � �� � � �اب � دے � �� � �� اور ��د��
Source: KEACE (MZD. AJK),& PRP (2016) Urdu 
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�ا �اف �� اور اس � �  6.4.4   
 

 � �� � �ل

   ‘‘۔رك ��’’�  � � رك �� � � � � �� � � �اب � د� � � 3ا� � � � �   : �ا�ت 

  �� � � د�� � �م � � د�� اور �۔/��

�� �ں � آپ ا� � آواز � ��۔ � آپ �� �ھ � � � � آپ � � �ا�ت �وں  /� ا� � �� �۔ � ��"

� اور اس  /� اور آپ � �ں � /�۔ � � �ں ���وع � � آپ ��ہ �� � � � �� ��۔ � ��ش ر�ں � /�

���وع "� � آپ � �ى �د � �ورت  �۔ �ر � ��۔ � آپ � � � � آپ � � �� �؟   � �/و� � � ��ں �

  ۔"�

 اور وا� �ر � ��۔ � آپ � �� � �� � � د� اوردى �  �ا�ت �ھ � ��/�ا �اف � �� ۔ � � �ال � آ� 

�� � د� �� �ا�ت /� و� د�۔ �� � ��15 �ا� �ال � �اب د� � �ز�دہ � ز�دہ  /ال �� � � ���

  � � � � � � �� �اب � � �ن �� اور  ا� �ال � � ��۔

�� �ں۔ آپ �ے�ا�ت �� � � /�رے � آپ � � �ا�ت �� ��آپ � � �� ا� �� �۔� اس � "

 "�اب د� � �� ��۔
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 ��  �ا�ت �ا�ت

        ○  �� �اب �         �○      �○    

ا� � رات � و� آ�ن � 

  � � آ� �؟

  )�رے/�رے(

11  

   � ا�  �رے �   آ�ن  و� �   رات �

 آ� �۔

        ○  �� �اب �         �○     �○    

 آ�  �  �   �رے �  ا�

  �؟

)   رو�  اور ��/ ��

  )رو�/

24  

وہ ا� ا� � �� �۔ �رے ا� �� 

  اور رو� �ں �؟

        ○  �� �اب �         �○      �○    

 �   �ں ��  �  �رے

  آ� �؟

� دور �� /دور�� �(

�(  

40 

  �  ��   ۔ ! ا� �   دور �  �  �  �رے

  اس � � �� � آ� � ۔

        ○  �� �اب �         �○      �○    
  �رے �ں � �؟

  )ا� رو� � و� � (
52  

 � � رو�   و�  اور�رے ا� رو� � 

  د�� د� �۔

        ○  �� �اب �         �○      �○    

  ا� � � � � ا�� �ا؟

�ال �� /ا� � �اب � (

�روں � �رے � �ن /� 

�/   �ت ��  �  � ا�

�(  

60  

  �۔�ں ا� �� � ا�� �� 

_____                 )� � �اد(آز�� � �� � � �پ واچ � �� و� �۔    

  � �� � ا�ظ � �اد�۔ _____

 
 �� � �ن /ا� ��     � 

�
�� � �� � �� � � � � �ھ � �� � �� اور�� د��

  ��۔

 � �ا�ت � �اد�۔ ____

Source: KEACE (MZD, AJK),& PRP (2016) Urdu 
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��س ا�ظ � ��   6.4.5  
 

 � �� � �ل

  ‘‘رك ��’’� � رك �� � � � � �� � � �اب � د� � ��   3ا� � � � �   : �ا�ت 

  � � د�� اور �۔��  � � �م /��

 ا�ظ � �ّ � �� �ف ا� ��  /� � ا�ظ �۔ � �� �� �ں � آپ ز�دہ � ز�دہ ا�ظ ��۔آپ � 

  �۔

  �۔" ا�"� � �  (1) 

  ۔)� �ف ا�رہ ��" ا�"ا� � (��اب آپ �� ��۔ �ا� ��� اس � �  )2( 

  ۔� "ا�"  ��ش � ��� � �اب دے � � /ا� ��           

  ۔� "ا�" � � �� � �اب دے � � /ا� ��           

  )ا�رہ ��� �ف "�گ (" ۔اب ا� اور �� ��۔ �ا� ��� اس � � ��) 3(

  ۔�" �گ" � ��ش � � �� � �اب دے � /ا� ��              

  ۔�" �گ" � � �� � �اب دے � � /ا� ��            

  )دى � �ل � � � �� ��ف � �ف ا�رہ �� ���� � �� ا� � �� د� اور �( 

 �رى ر�۔      /� اور آپ � �ں � /� ��ش ر�ں � �ں � �وع �� وا� ا�ظ �� اور ا� �� � ا� ر� ��� 

 ؟�ر � ��۔ � آپ ا� �ح � � � آپ � � �� � � �  آپ � �ى �د � �ورت ��۔/۔�ف اس و� ��ں ��

  "�وع �"

 

 

 �گ  ا�  ا�    :��     

1 2 3 4 5  

 5 � اور � �  �

� � � � � 10 

 15 � آپ � �ش �

 20 �غ �م � ا� اُس

 25 �م �� �ف �ل �ك
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 30 �رج ا� �و دادا �را

 35 �ا �ؤں د� �رے �

 40 �ن �رش � �ب �ت

 45 � � ��ر دن آج

 50 �� دادى � � ��

 55 � � وہ ��ن �

 60 �رے � �ى � �

� � �� � � 65 

 70 � � �ز � �

 � آز��                  )� � �اد(�� � �پ واچ � �� و� �۔    

 �� � �� ا�ظ � �اد�۔در� �   

 �� ا�/ � ��  � 
�

�� � �� � �� � � �اب � دے � �� � �� اور�� د��

  �ن ��۔

  

   

Source: KEACE (MZD, AJK),& PRP (2016) Urdu 
 

� � ا�ظ � ��  6.4.6  
 

  � �� � �ل

  ‘‘رك ��”�  � � رك �� � � � � �� � � �اب � د� � � 3ا� � � � �   : �ا�ت 

  ��  � � �م � � د�� اور �۔/��

   ا�ظ � �ّ � �� �ف � � آپ ز�دہ � ز�دہ � � ا�ظ ��۔آپ �� / � � �� ا�ظ � ۔ � ��ں���    �

  ا� �� �۔

  �۔’’ ڑاب‘‘ � � � �  � (1) 

  ۔)� �ف ا�رہ �� ‘‘ د��  ”ا� � � �(اب آپ �� ��۔ �ا� ��� اس � �  � � ��    )2( 

  ۔�‘‘د��  ”  � � � ���ش �� � �اب دے � � /ا� ��           

  ۔� ‘‘ د��  ” � � � � �� � �اب دے � � /ا� ��              

  )� �ف ا�رہ ��‘‘ �� ”(۔اب ا� اور �� ��۔ �ا� ��� اس ��  � � ��   ) 3(

  ۔�‘‘�� ”��ش � � �  �� �� � �اب دے � /ا� ��            
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         ۔�’’ �� ‘ � � �  � �� � �اب دے � � /ا� ��     

  )دى � �ل � � � �� ��ف � �ف ا�رہ �� ���� � �� ا� � �� د� اور �( 

� اور آپ � �ں  /� اور ا� �� � ا� ر� ���  �رى ر�۔ � ��ش ر�ں ��ں � �وع �� وا�  � � ا�ظ �"

 � �  آپ � �ى �د � �ورت ��۔  �ر � ��۔ � آپ ا� �ح � � � آپ � � �� �؟/� ۔�ف اس و� ��ں � /�

  ’’�وع �‘‘

 ��           د��          ڑاب          :  ��      

1 2 3 4 5  

 
�
َ��  

� ِ
�

 5 ڈوگ �ت وات �

  ڈِ�
�

�َ ��
�
�َ�� ��

�
��  � ُ�� 10 

�  وا� اُچ اِر َ�� �� 15 

 20 �ا �چ َ��خ ِدخ �

�
�
�
�
 �� � � �� 25 

 30 �� �ت و�ر �� ڈاوى

��  ار� و� و� و�
�
��� 35 

��  ��
�
��� � � �  

�
�� �� 40 

�����  �ب �� ار�  45 ا� �

 50 �� د� �ے دوف �ر

�� �� � �
�
�� �  ��� ��� 55 

�  �ل راپ
�

 60 �گ �ب �

 
�

�  ��
�
 65 �خ � �اس ����

 
� � �
�ے � �

� �
�

 70 �� و�ل �

       آز�� �            )� � �اد(�� � �پ واچ � �� و� �۔    

   �� � �� � ا�ظ � �اد�۔در� 

 �  /ا� �� 
�

�� � �� � �� � � �اب � دے � �� � �� اور�� د��

  �� � �ن ��۔

 

 

Source: KEACE (MZD, AJK),& PRP (2016) Urdu 
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6.4.7 � � �  
 

 � �� � �ل

  :�� � � �ا�ت �ھ � ��/��� 

�۔��� �� � �ر � � اور � /� اور اس � � � آپ � � �ا�ت ��ں �/� آپ  �� آواز � ا� � �� �ٰؤں �

  � �� �ا�ت � �ا�ت د�۔

  � آپ � � � � آپ � � �� �؟

  �اف � ا� د� آ� � �� اور� � � د� �� �ا�ت ��۔ �ا

 در� ا�ن � دو� � ۔ وہ � �زہ �ا ، � اور �� د� �۔ در� ز� � ��ر� � � ا�� �� �۔

  اس � � ز�دہ در� �� ��۔ 

  �ا�ت                        �ا�ت

  �زہ �ا �ں � �� �� � ؟

  )�دوں �/در� �/در�ں �(
  ○  �� �اب �  ○�    ○�  

  در� � � ��ر� � ا�� �� �؟ 

   )ز� �(
  ○  �� �اب �  ○�    ○�  

                  در� �ں �� ��؟

  )  �زہ �ا ��/� �� �� ��/���� (
  ○  �� �اب �  ○�    ○�  

    � �اب � �اد �۔
 

Source: KEACE (MZD, AJK),& PRP (2016) Urdu 
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�� آ�   6.4.8  

 

 � �� � �ل

  ’’رك ��‘‘� �اب � د� � � � � ��5 � رك �� � �   3ا� � � � �   : �ا�ت 

 � ا�ظ � � � ا� ا�از � ا� �� �� اور �� 
�

����� � ان � �  �ن � �/د��
�
   � آواز � �وع �� �۔�� � �

۔ آپ � � �� ��  ان � � �ن � � آواز � �وع �� �ا� � �۔ ان � �  /ا�ظ �ں ��3 � � � �۔ � 

 � � آواز � �وع �� �۔

  ان � � �ن � � � آواز � �وع �� �؟’’�ل‘‘، ’’�ل‘‘، ’’�ڑ‘‘� (

  ۔ع �� �� آواز � �و’’ �ل‘‘�،��ش �� � �اب دے � /ا� ��

  � �� � � آواز � �وع �� �۔’’ �ل‘‘اور ’’�ڑ‘‘، ’’�ل‘‘ �� � �اب � دے  � �/ا� ��

  ان � ��ن � � � آواز � �وع �� �؟ ۔ ’’ �پ‘‘، ’’�ل‘‘، ’’�ل‘‘اب ا� اور �� ��

  � آواز � �وع �� �۔’’ �ل‘‘�، ��ش �� � �اب دے �/ا� ��

  ۔� آواز � �و ع �� �’’ �ل‘‘� �� � �اب � دے � /ا� ��

  ۔ ان � ��ن � � � آواز � �وع �� �؟’’ ڈاك‘‘، ’’آم ‘‘، ’’آن ‘‘اب ا� اور �� ��

  � آواز � �وع �� �۔’’ ڈاك ‘‘�، ��ش � �� � �اب دے/ا� ��

  ۔� آواز � �و ع �� �’’ ڈاك‘‘� �� � �اب � دے � /ا� ��

  ) ��� � ا� ��(۔’’�� �ں/� � � �وع �� ‘‘۔ ’’�ر � ��‘‘  � آپ � � � آپ � � �� �؟اور � � 
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 ا�ظ � � 
 

 �ا�ت

  ○  �� �اب �  ○�    ○�    )�م(  �ل  �م  �م  1

  ○  �� �اب �  ○�    ○�   )رات(  رات  غ  ب  �ت  2

  ○  �� �اب �  ○�    ○�    )�م(  �م  �ر  �ن  3

  ○  �� �اب �  ○�    ○�   )�ل(  �ر  �ل  �ل  4

  ○  �� �اب �  ○�    ○�   )�ر(  داغ  �ر  دال  5

  ○  �� �اب �  ○�    ○�   )�گ(  �گ  �پ  �ك  6

  ○  �� �اب �  ○�    ○�   )�ر (  �ك  �ر  �ر  7

  ○  �� �اب �  ○�    ○�   )�ٹ(  �گ  �ٹ  �ٹ  8

  ○  �� �اب �  ○�    ○�   )�ج (  �ٹ  �ج  �ج  9

  ○  �� �اب �  ○�    ○�   )�گ(  �گ  �ك  �ر  10

  ○  �� �اب �  ○�    ○�   )�ٹ(  �ٹ  آگ  آج  11

  ○  �� �اب �  ○�    ○�   )ذات (  ذات  �ت  �ل  12

  ○  �� �اب �  ○�    ○�   )�ر (  �ل  �ر  �ج  13

  ○  �� �اب �  ○�    ○�   )�ك (  �ز  �پ  �ك  14

  ○  �� �اب �  ○�    ○�   )�م(  �ك  �ٹ  �م  15

  ○  �� �اب �  ○�    ○�   )�م(  �ن  �م  �م  16

  ○  �� �اب �  ○�    ○�   )�ج(  �ل  �د  �ج  17

  ○  �� �اب �  ○�    ○�   )ڈال(  ڈال  �ل  �س  18

  ○  �� �اب �  ○�    ○�   )دام (  دام  �ل  �ر  19

  ○  �� �اب �  ○�    ○�   )�ر(  �ر  �ڑ  �ت  20

  ــــــــــــــــ  در� �ا�ت � �اد�۔

د� �� � � �� ا�ظ � � � �� � � �اب � د� � � � � � /ا� ��

 ��� � �ن ��۔
�

  اور�� د��
○  

 

Source: KEACE (MZD, AJK),& PRP (2016) Urdu 
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6.5 Summary 
 
EGRA is standardised in its research foundations and underlying principles, having 
uniform subtasks, but it does not necessarily mean that the assessments are comparable 
across countries and languages. In fact, differences in language structure and complexity 
make direct comparison of the results difficult, particularly direct comparison of the 
fluency (item-per-minute) scores. EGRA’s developers generally argue that it is valid to 
compare the percentages of children obtaining zero scores across languages and 
countries, because it is reasonable to consider the inability to read at all as comparable 
across these different contexts (Gove & Wetterberg, 2011). EGRA’s developers also 
suggest that results can be used for indirect comparisons, where the objects of 
comparison are not percentages of children successfully completing particular subtasks 
but percentages of children reaching locally established benchmarks. 
 
EGRA is designed to be a method-independent approach to assessment: It doesn’t matter 
how reading is being taught—research shows that the skills tested in EGRA are 
necessary. 
 

6.6 Activities 
 
1. Using language textbook of grade 1, assess one or two students by asking questions 

related to print concept. Score the performance using print concept assessment battery.  
2. Using language textbook of grade 2, assess one or two students by asking questions 

related to segmentation and blending. Use the relevent assessment battery and score 
the performance. 

3. Construct an assessment battery to evaluate the performance of grade 5 students in 
English comprehension.  

 
6.7 Self – Assessment Questions 
 
1. Describe the significance of EGRA tools to measure the reading performance at 

early grades.  
2. What strategy is used to measure the print concept and phonemic awareness of a 

young learner? 
3. When are EGRA tools more useful? Can EGRA tools be used during summative 

assessment? 
4. How would you help a learner through usig EGRA tools if he cannot comprehend 

text? 
5. Enlist the tasks which can be used to maesure early reading skills. 
6. Construct an EGRA tools to diagnose reading needs of a weak learner in your 

locality. Describe the findings of your assessment and suggest interventions to the 
reading teacher.  
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INTRODUCTION 
 
Every testing situation is unique. The planning and execution of a successful assessment 
program requires the coordination of many activities and, potentially, many people. It is 
critical to understand some key roles and to identify in advance who will fulfill each role 
in your testing program. 
 
The few weeks of a reading teacher are usually well. During this period, he builds a solid 
rapport with his students and their parents, classroom discussions are lively and on topic, 
and the school administration is satisfied with his ability to really engage students with 
the reading curriculum. However, his next big test comes when he starts assessing 
practicability of his instructional plan and performance of his students. Before 
commencement of assessment, he needs to plan for assessment. He requires answers of 
some basic questions, e. g. whom to assess? What to assess?  How to assess?    
 
Logically speaking, both the reading instructional planning and reading assessment 
planning are integrated with each other. A specific period of instruction follows to the 
progress monitoring, formative or summative assessment activities, which in turn provide 
teacher solid basis to plan for the next instruction. This cycle of instruction --- assessment 
--- instruction --- assessment continues throughout the academic period. Reading 
assessment plan can be divided into certain stages, i. e. planning for assessment, 
administering of assessment, scoring of assessment, grading of assessment, reporting of 
assessment and decision making after assessment.  
 
Reading assessments are necessary to (a) determine if children are reading at grade level, 
(b) monitor reading progress, and (c) plan instruction. All children will be assessed at the 
beginning, middle, and end of the year to determine if they are reading as grade level 
demands. Children not reading at grade level will be assessed regularly to monitor their 
reading progress. Assessments to monitor reading progress will be brief and take little 
time away from reading instruction. These assessments will be used to plan the 
instruction necessary to increase student reading progress. At the end of the year, all 
children will be assessed on a standardized reading test to determine if they are reading at 
grade level.  
 
In this unit, the process and steps involved in planning and administering the reading 
assessment in school at different times will be discussed. Similarly, information 
regarding individual and the whole class testing and procedure of designing assessment 
tools will also be dealt.  
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OBJECTIVES 
 
After studying this unit, the students will be able to: 
• describe the process and steps involved in planning for reading test; 
• need and significance of one – on – one reading assessment; 
• need and significance of whole class reading assessment;  
• describe the steps involved in designing reading assessment tool; 
• principles and strategies used to administer reading assessment;  
• demonstrate planning, designing and administering of reading assessment. 
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7.1 Decisions for Reading Assessment 
Any reading assessment plan consists of chronological listing of activities performed by 
reading assessment team or individual during three distinct time periods, i. e. before 
testing begins, during testing; and after testing is completed.   
 
Before beginning planning for the administration of reading assessments, it is important 
to confirm a number of decisions and requirements. This information forms the basis of a 
testing plan. The following list of information is necessary to design and administer 
reading assessments. 
1. What are the purposes (objectives) of testing? 
2. Which grades will be tested? 
3. Which reading skills and sub – skills will be tested? 
4. Which test levels and batteries will be administered? 
5. What tests within each battery will be administered? 
6. Which mode of test administration (paper and pencil or oral) will be used? 
7. What are the testing dates? 
8. Which staff members will be involved by the testing program? 
 
The purposes of planning for reading assessment are enlisted below.  
• Inform instruction – Make student-centric decisions about personalized 

instruction. 
• Monitor growth – Measure change in student performance over time, both at the 

group and individual level, with a valid and reliable scale. 
• Determine school readiness – Compare student achievement levels to established 

reading benchmarks and standards. 
• Measure mastery of core reading standards – Determine the degree to which 

students have mastered core reading standards. 
• Implement Response to Intervention (RTI) – Identify students who may benefit 

from intensive, systematic reading interventions. 
• Inform placement decisions – Place students into appropriate groups, levels, and 

programs to support enrichment or remediation. 
• Make comparisons – Compare student performance to that of local and national 

groups according to evidence. 
• Evaluate Programs – Guide administrative evaluation of the effectiveness of 

reading instructional programs, professional development, and curriculum. 
• Predict future performance – Apply current assessment results to project student 

performance on future assessments and adjust reading programs accordingly. 
• Support accountability – Provide reliable and valid information to support school 

system and state reporting requirements. 
 
K – 5 grades are assessed to gather information regarding foundational reading skill and   
sub – skills of students. It does not mean that reading skills of post grade 5 students are 
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not assessed. Reading occurs at each grade level, so each grade level demands certain 
skills of reading on the part of students.   
For each grade level, benchmarks and standards of basic and advanced reading skills may 
be devised at state level or school level. There exists a horizontally and vertically 
established developmental hierarchy in benchmarks and performance standards of 
reading on the principle of simple to complex, easy to difficult or concrete to abstract 
approach. This is the reason why do a student of Kindergarten needs to identify and 
articulate basic sounds and alphabets only, whereas the student of that grade 6 must be 
able to make inference of the text. It is, therefore, necessary to identify standards of 
reading skill, which a grade level student needs to meet, for designing reading assessment 
tool and batteries. 
 
Depending upon the purpose and time of making reading assessment, decisions regarding 
the mode of testing and specific reading intents to be tested are important to be taken. 
The two commonest modes of reading assessment are paper – pencil test and oral test. 
For example, reading skills like articulation of sounds, words and sentences; and oral 
reading fluency (ORF) need to be tested orally. On the other hand, identification of 
sounds, letters, comprehension, blending, segmentation of individual sounds and 
syllables can be tested both orally and in written. Selection of mode of administering a 
reading test depends upon the type of sub – skill we need to assess.   
 
Decision of testing time and strength of those to be assessed is also crucial, as it 
determines the number of learning outcomes to be assessed at a time and nature of 
reading assessment tool. Summative reading assessment includes all the benchmarks and 
reading performance standards worked upon throughout the term, period, or academic 
year. The whole population of a grade level is assessed in this type of assessment. The 
scope of summative reading assessment is greater as compared to that of formative one. 
Large scale administration and long time to administer such reading tests are required. 
Moreover, this assessment is highly structured and planned, no matter whether it is oral 
or paper – pencil test.  
 
Formative reading assessments, on the other hand, are short tests which include a small 
number of reading tasks and sub – tasks to be performed by students.  These tests are 
planned and administered regularly after short periods of time; may be daily or after each 
a few days. For example, reading teacher may test the grade 1 students’ ability to 
associate sounds with alphabets or blend sounds to articulate or write a word. It may be 
oral or in the form of unstructured or semi-structured worksheets for immediate 
assessment of daily learning. In such cases, students reading ability is assessed against 
only a limited number of learning objectives; may be one or two.  
 
Diagnostic reading tests are planned only when formative assessment is unable to 
diagnose the weakness in grade level reading ability. Diagnostic test is highly structured 
and is usually one - on - one in nature. Reading specialist plans and conducts such a test 
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taking into account all the types of skills and sub – skills, the mastery of which is 
important to come up to the required level of performance. This test is not common as it 
requires a lot of time and skill which a reading may not have. Following diagnostic test, 
interventions are made as remedy and progress monitoring tests are planned and 
conducted to see whether the weaknesses have been removed or not.   
 
It is not easy and necessary to design and administer all the tests in a battery; however, in 
order to obtain total and composite scores on score reports, we must administer certain 
tests by following the logical sequence in which the reading skills and sub – skills are 
arranged and acquired. For example, to obtain an English Language Arts Total for Levels 
1, we must administer the advanced level print concepts test, alphabets test, individual 
phonemes test, alphabetic blending and segmentation tests, phonemic blending and 
segmentation tests, and tests of all those tasks which are required to be completed by the 
grade level. These tests must be administered in order to obtain a complete picture of 
grade 1 students’ reading abilities.  
 
The previous discussion provides guidelines to answer the questions necessary to be 
addressed before designing and administering a reading test.  
 
7.2 One-to-One Administration of Test 
One-to-One reading assessment is difficult, specific needs based and is commonly used 
to measure the oral performance of students. It refers to evaluating reading performance 
of only one student at a time. One-to-One reading assessment is conducted for specific 
purposes, e. g. to identify the individual learning needs or mastery of oral performance of 
a reading sub – skill of a student. Evaluation of each individual student requires a lot of 
time, as the evaluator has to sit with all the students one by one for a limited time. Each 
student has to sit for a short time for the test, e. g. 15 minutes, but the assessor has to sit 
for the whole time till the completion of testing activity. This engagement can become a 
source of boredom or tiresome on the part of evaluator. He may get distracted, bored, 
exhausted or may oversight certain evidences of good or bad performance act of a 
student, thus affect the reliability of the test scores. In case of One-to-One reading test, 
oral performance of students is assessed. It is because the paper – pencil test can be 
administered to the whole class at the same time. This assessment is very different, 
challenging and has specific assessment context, with unique possibilities and unique 
problems. 
 
One-to-One reading test may not be easy for the students, too, as they need to listen with 
extraordinary concentration to what is being asked or instructed by the assessor. 
Moreover, they have little time to grasp what performance is being demanded from them. 
They have to respond correctly in a few seconds, so they have no opportunity to listen 
and think for more time. Students can perform better in oral reading test only when they 
have well developed listening skill, control over themselves and confidence. Any activity 
of being tested is itself a source of anxiety, fear and pressure, so the evaluator must build 
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a rapport with those being assessed to build confidence in them to save them from fear 
and pressure.   
 
Planning and administration of One-to-One reading test do not require a lot of assessment 
resources and space. If prepared, both the evaluator and the student being assessed can sit 
at any safe and undisturbed place to conduct the test. It may seem that there is little or no 
resources and space management required in a one to one test, but there are still key 
decisions regarding its need, physical environment, sitting set up of student and assessor 
and management of resources.  
 
One-to-One reading test often moves at a pace decided by the evaluator on the basis of 
assessment task needs. The normal roles of a large group often change in a one to one 
persons,   i. e. evaluator and student, where the intimacy of interaction can mean that 
evaluator become much more of a friend to the student. There is often a shift away from a 
teacher-centered dynamic and as a result the student being assessed takes on a much more 
equal role during assessment task.   
 
Although many testing technique used in a large group are applicable to a single learner, 
they will always change either in how they are applied or why. For example, you may 
find that extended listening or reading texts are not the best use of time and need to be 
adapted. Other techniques may be more suitable to a one to one student, such as reading 
and asking questions aloud by the teacher to test reading performance. 
 
The fact that both teacher and learner are alone together for the duration of the class 
means a different kind of pressure – sometimes greater, sometimes lesser. For example, 
there is considerable pressure because both are ‘always on’, and the need to achieve 
results can be much greater for the teacher, but the learner may feel less pressure because 
there no others in the class. 
 
Many teachers decide that they need a One-to-One reading test of their students and then 
seek out a student, organize materials, schedule times, and agree cost independently. He 
is often highly motivated to conduct test. In addition, he may feel a much higher degree 
of responsibility for one learner than a large group where many factors are outside their 
control.                 
                           
7.3 Advantages of One-to-One Reading Assessment 
 
i. The student being assessed has the undivided attention to the assessment task. This 

means more opportunity to engage a student in real communication, more specific 
focused, and student centered feedback and better understanding of the learner’s 
needs are available. 

ii. The evaluator often has more control over the aims of the assessment, the pace and 
the materials. 
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iii. The evaluator has more opportunities to use the student as a resource – to ask 
questions, to see models of language, and to practice skills. 

iv. Both the evaluating teacher and student being assessed can develop a real and 
productive relationship with each other. 

v. The learner’s needs can be addressed more fully after obtaining assessment data 
because the test is more directed towards an individual student.  

vi. The teacher does not need to worry about the problems of large groups – mixed 
ability, group dynamics, early finishers, late arrivals, etc.  
 

7.4 Disadvantages of One-to-One Reading Assessment 
 
i. Some students do not feel more comfortable during One-to-Onetesting, because 

they cannot express themselves freely in front of a teacher, thus cannot be provided 
with targeted instructions after assessment. 

ii. A number of students assessed one by one can be physically and mentally 
exhausting for the teacher. 

iii. Testing activity may become boring if the teacher is not prepared for an individual 
student’s testing, skillful in conducting One-to-Onetest or the learner does not 
respond to the teacher. 

iv. There may not be enough time for the teacher to give test to each individual student 
separately. 

v. The teacher may feel pressurized to achieve good results from each individual 
student because of a greater degree of responsibility. 

vi. The teacher may find it difficult to find suitable assessment material and activities 
and to structure an effective reading assessment tool for each student separately. 

vii. The teacher may feel that they do not have the experience, training or resources 
necessary for this kind of assessment and that they are only effective working with 
large groups. 
 

7.5 The Whole Group Administration of Test  
Whole group reading assessment is teacher-led direct assessment. The teacher provides 
the entire class with the same test regardless of where any particular student is. The test is 
typically designed to evaluate the average students’ performance in the classroom. 
Teacher evaluates the whole class understanding throughout such tests. He may reteach 
certain concepts of reading after test when it appears that many students in the class do 
not understand them. He will likely provide student learning activities designed on the 
basis of results of whole class tests. In addition, the whole group test is a great 
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opportunity to review previously taught reading skills to help a student maintain their 
proficiency in using them. 
 
Whole class reading assessment is used to measure the reading performance (in oral or 
written medium) of all the students by administering the same reading assessment tool. It 
is conducted to measure achievement of learning objective by the whole class; hence it 
does not focus on individual learning achievements or needs. In this case, evaluation does 
not need a lot of time in administration of test, as the evaluator has to sit with all the 
students at the same time. 
 
7.6 Advantages of the Whole Group Reading Assessment 
 
i. The whole group reading assessment gives the teacher the opportunity to assess the 

basic reading skills achieved by the entire class at once. 
ii. The whole group reading test helps determine a baseline for learning. Within any 

class, there are students who pick up new concepts quickly and those who take a 
little more time. Teachers utilize the information gained from whole group 
assessment to plan for the future. Teachers must conduct both informal and formal 
assessments as they move throughout a whole group lesson. If the teacher receives 
little or no feedback from students when questions are posed, the teacher probably 
needs to go back and try a different approach to work with the whole class.   

iii. The whole group assessment is easier to plan for. It takes a lot more time to plan 
for a small group or individual student than it does for an entire group. It takes one 
plan, whereas planning and administering tests to small groups or individual 
students takes multiple plans or approaches. The key to planning for the whole 
group assessment includes developing one assessment tool that engages all the 
students throughout the administration time; and testing reading skills in such a 
way that the majority of the class can solve the assessment tasks. Doing these two 
things helps decrease the amount of time needed for assessment.   

iv. The whole group assessment is most effective when it is immediately followed by 
small group assessment. The small groups are formed on the basis of similarity in 
weakness in performance in previous whole group testing. There is a period of 
feedback or reinstruction between the whole group and small group assessment.  
Any teacher who does not see value in both whole group and small group 
assessment limits their effectiveness. Small group assessment helps finding 
achievement of the concepts learned after the whole group setting, allows the 
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teacher identify struggling individual students, and take another approach with 
them to help them master the content. 

v. Many students feel more comfortable during whole class testing, because they 
express themselves freely and make mistakes in group setting. In this their 
individual needs can be identified which can be targeted by instructions after 
assessment. 

vi. The Whole class reading assessment is not as much exhaustive and boring as that 
of individual students’ evaluation.  

vii. The teacher may not feel as much pressurized to achieve good results of each 
individual student as the average or overall performance is taken in to account. 

viii. It is easier to find suitable assessment material to structure an effective reading 
assessment tool for the whole class. 

ix. Teachers are usually experienced in planning and administering reading assessment 
to the whole class. Achievement of average learning outcomes is focused rather 
than structuring a different tool for each student.   
 

7.7 Disadvantages of the Whole Group Reading Assessment 
 
i. The whole class is attended at one time, so individual needs and weaknesses 

remain sometimes unidentified. As a result, individual student centered feedback 
cannot be provided. 

ii. Individual student cannot be used as a resource to use question answer technique 
and select specific skills to meet individual needs. 

iii. Rapport building with each individual student is less possible during an assessment 
task, as the whole class is focused.  

iv. The teacher has to effectively and skillfully use mixed abilities, group dynamics, 
early finishers, late arrivals, etc. to plan an assessment design appropriate to the 
whole group. Lack of awareness about group dynamics may hinder designing such 
a comprehensive reading assessment tool which can assess each student’s 
performance. 
 

7.8 Modes of Reading Assessment 
Like all types of assessments, reading assessment, too, can be planned and conducted in a 
variety of ways. It can be oral or written test, One-to-Oneor whole class test, formative or 
summative test, etc. The following table provides some guidelines in planning and 
administering each type of reading assessment on different occasions.  
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• Letter/word cards 
• sounds symbol cards 
• writing board 
• sound player 
• textbook/big book 
• tables/calendar 
• picture cards 
• prepared flip charts 
• worksheets 
• mini/short tests 
• written individual sub-skill 

tests 
• written mixed sub-skills 

tests 

• pronounce the sounds 
• tell alphabets’ names 
• arrange alphabets 
• segment or blend 

sounds/words orally 
• segment or blend 

letters/words orally 
• blend or segment syllables 
• read words/sentences with 

fluency 
• answer the comprehension 

questions orally/in written 
• answer inferential questions 

orally/in written  
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• Letter/word cards 
• sounds symbol cards 
• writing board 
• sound player 
• textbook/big book 
• tables/calendar 
• picture cards 
• prepared flip charts 
• worksheets 
• long oral/written tests 
• written individual sub-skill 

tests 
• written mixed sub-skills 

tests 

• pronounce the sounds 
• tell alphabets’ names 
• arrange alphabets 
• segment or blend 

sounds/words orally 
• segment or blend 

letters/words orally 
• blend or segment syllables 
• read words/sentences/short 

stories with fluency 
• answer the comprehension 

questions orally/in writing 
• answer inferential questions 

orally/in writing 
• make inferences 
• write after reading 
• answer orally after listening 
• answer in writing after 

reading 
Source: inam (2018) DCRD AJ&K 
 
Based on the given information, any reading teacher can develop and administer varied 
types of reading tests along with the reading instruction throughout the year.  
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7.9 Principels of Reading Test Administration 
Reading performance by students should reflect similar grade, in the same test, and 
similar results should be obtained by groups of comparable candidates using the reading 
test on other occasions, even when marked by a different examiners. This kind of result 
may only be obtained if among others the test is carefully administered; implying that the 
quality of test management and administration ensures its validity and reliability. 
 
It is, therefore, incumbent upon persons entrusted with the management of tests; reading 
tests are of no exception, to learn the principles and good practices of test administration 
to ensure these qualities of a test are upheld in testing. When test administrators are not 
conversant with the principles of test administration, the overall aim of examination 
process fails and more often than not, the examiner and the examinees suffer the 
consequences. 
 
Many scholars have documented vast and interesting literatures regarding principles of 
test administration and good testing practices in schools. Gronlund and Linn suggest that 
any test can be successfully administered by any conscientious teacher or test 
administrator, as long as the prescribed testing procedures are rigorously followed. They 
maintain that test administration becomes simple if:  
i. the pupils are motivated to do their best; 
ii. test administration directions are followed closely; 
iii. time is accurately kept; 
iv. any significant events that might influence test scores are recorded; and 
v. testing materials are collected promptly.  
 
According to Adewale (2008), if less emphasis is placed on paper qualification and 
continuous assessment is encouraged, irregularities during examination administration 
can be eliminated, and consequently, the examination administration process can be more 
effective.   
 
The paramount guiding principle in administering any classroom reading test is that all 
examinees should be given a fair chance to demonstrate their achievement of the learning 
outcomes intended or planned. This implies physical and psychological environment in 
which the examination is taking place has to be conducive for the examinee to facilitate 
the achievement of the testing outcome. The factors that might interfere with validity of 
the measurement also have to be controlled. Even though the evidence regarding the 
effects of physical and environmental conditions on test performance is inconclusive, 
examinees should be as relaxed as possible and distractions should be eliminated or 
minimized. Whereas distractions during testing are known to have little effect on the 
scores of students, they may have profound effect on especially young children.  
 
Another principle is students’ having positive attitudes towards a reading test. People are 
likely to perform better at any endeavor, including test taking, when they approach the 
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experience with a positive attitude. Unfortunately, teachers frequently fail to help 
students develop positive attitudes toward tests. Students are not likely to perform at their 
best when they are excessively tense. Thus, anxiety of the test is the experience among 
some students.  
 
It is imperative that test administrators are qualified enough and trusted persons. This is 
to ensure that tests are properly managed to obtain valid and reliable results. Test 
administrators need to have the opportunity to learn their responsibilities as a prerequisite 
to accurate test results. It should also be noted that a well prepared test is easy to 
administer, and the reverse is true with a poorly prepared test. It is equally important to 
realize that a successful test administration exercise is a product of test planning. 
Cheating is most likely to occur in a poorly planned test, thus, proving a challenge to test 
administration. However, a good test administration irrespective of the test preparation is 
paramount.  
 
7.10  Good Test Administration Practices  
Good testing practices rest in the hands of the examiner, who should ensure the testing 
exercise, runs smoothly. The period before the test, during the test and after the test 
should be effectively managed to realize a highly efficient testing period. 
 
Pre Test Period 
 
i. Security of Testing Instruments  
All test materials used in the assessment process, whether paper-and-pencil test or oral 
reading test must be kept secure. Lack of security may result in some test takers having 
access to test questions before the test, thus, compromising the quality, and invalidating 
their scores. To prevent irregularities, test administrators should, for example, keep 
testing materials in locked rooms or cabinets and limit access to those materials to staff 
involved in the assessment process. Test security is also a responsibility of test 
developers to ensure the test is not compromised over time. To maintain their security, 
reading test developers should introduce new forms of tests periodically. 
 
Related to security of tests, testing authorities should endeavor to open the test materials 
and inspect the contents to verify that appropriate test levels and quantities have been 
received. After inspection of the testing materials, they should be securely stored since 
examination monitors may during unannounced visits inspect these materials to ascertain 
the seals have not been tampered with before the due date. 
 
After securing an adequate number of tests, the following considerations should be part 
of prior preparation checklist:  
a)  Examinees and parents have been notified regarding the test date and time.   
b)  Candidates have been reminded to bring materials necessary for the test.  
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c)  All students with special needs (e.g. glasses and hearing aids) have been considered 
before the start of the test.  

d)  All adequate invigilation has been planned.  
e)  Examination administrators have read appropriate test administration procedures 

such as timing, examination regulations and test modifications.  
f)  The rooms where the test is to be conducted have adequate ventilation and lighting 

and have been properly arranged.   
g)  Seat; in case individual examinee is involved, or seats are arranged in such a way 

that candidates cannot look at each other’s work. 
h)  Candidates have been thoroughly prepared for the examination by suggesting to 

them ways of studying, giving them practice tests like those to be used, teaching 
them test taking skills and stressing the value of tests as for improving learning.   

i)  When all is set for the exam, secure the room, including the writing “Testing in 
Progress, Do not Enter”.  

 
Period While Test 
The proper preparation for reading test may not produce the desired results if the 
conditions during the test are mishandled. It is the cardinal duty of the test administrators 
or institutions to ensure that conditions during testing ensure successful testing. The 
following are guidelines that need to be observed to ensure required conditions for 
successful testing are fulfilled: 
 
i. Precision and Clarity in Giving Instructions 

When an examiner announces that there will be “definite time” to complete the test 
and then talks for the first few minutes, examinees feel that they are being unfairly 
deprived of testing time. Besides, just before a test is no time to make assignments, 
admonish the class, or introduce the next topic. In other words, examinees are 
mentally set for the test and will ignore anything not pertaining to the test for fear it 
will hinder their recall of information needed to answer the questions. Thus, the 
well intentioned remarks fall on “deaf ears” and merely increase anxiety toward the 
test and create hostility toward the teacher. 

 
ii. Removal of Interruptions  

At times, an examinee will ask to have an ambiguous item clarified, and it may be 
beneficial to explain the item to the entire group at the same time. All other 
distractions outside and inside the examination room, where possible, should be 
eliminated. The challenge, however, is that more often than not, the distractions are 
beyond the test administrators’ reach. 
 

iii. Avoiding giving Hints  
If an item is ambiguous, it should be clarified for the entire group. If it is not 
ambiguous, refrain from helping the pupil to answer it. The challenge is that at 
times, refraining from giving hints to examinees who ask for help may be difficult 
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especially for new comers in the field of testing. Nevertheless, giving unfair aid to 
some students decreases the validity of the test results and lowers class morale.  

iv. Discouraging Cheating  
When there is good teacher-student rapport and students view tests as helpful rather 
than harmful, cheating are usually not a problem. Under other conditions, however, 
it might be necessary to discourage cheating by special seating arrangements and 
careful supervision. Candidates receiving unauthorized assistance from other 
examinees during an examination have the same deleterious effect on validity of 
test results and class morale as does receiving special hints from the teacher. We 
are interested in pupils doing their best; but for valid results, their scores must be 
based on their own unaided efforts. 

 
Period after Test   
Orderliness is needed for a successful testing process until all the test materials are 
securely in the hands of the test administrators.  After the completion of the examination, 
the following are expected  
i. All test materials and documents, both used and unused should be collected and 

accounted for. They may be kept in a secure and lockable facility. 
ii. Count through candidates’ scripts to ensure their number corresponds with the 

names on the examination attendance register. Counting also eliminates scenarios 
where the attendance register shows a student attended an examination but his or 
her script is not available. 

 
Reading tests or examinations are among the components of the teaching-learning 
process in any school, and it is conducted at all levels of learning. Established 
examination systems have set regulations and procedures in the administration of the tests 
or examinations to individuals, whether in the classrooms or designated settings. Just as 
classroom environment is vital for teaching-learning and personal educational growth and 
development of the individual, so is participation in examinations. Therefore, during test 
administration process: 
i. All examinees should be accorded a fair chance through the provision of conducive 

physical and psychological environment. 
ii. Candidates involved in the examination should develop positive attitudes, adhere to 

the rules, and therefore conduct themselves decently during the examination. 
iii. The teachers’ roles must be recognized because they contribute to the success of 

examination or test administration. 
iv. To realize a smooth test administration exercise, the period before, during and after 

the test should be carefully managed.    
 

7.11 Summary 
Test administration procedures are developed for an exam program in order to help 
reduce measurement error and to increase the likelihood of fair, valid, and reliable 
assessment. Specifically, appropriate standardized procedures improve measurement by 
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increasing consistency and test security. Consistent, standardized administration of the 
exam allows you to make direct comparisons between examinees' scores, despite the fact 
that the examinees may have taken their tests on different dates, at different sites, and 
with different proctors. Furthermore, administration procedures that protect the security 
of the test help to maintain the meaning and integrity of the score scale for all examinees. 
The use of orderly, standardized test administration procedures is beneficial to 
examinees. In particular, administration procedures designed to promote consistent 
conditions for all examinees increase the exam program's fairness. Test administration 
procedures related to security protect the integrity of the test items. In both of these cases, 
the standardization of test administration procedures prevents some examinees from 
being unfairly advantaged over other examinees. 
 
To establish academic achievement in any school, teachers have to construct, administer 
and score tests or examinations. For a valid and reliable assessment of academic 
achievement, the tests should yield similar and consistent results/grades for comparable 
groups of students. The validity and reliability of assessment are dependent on many 
factors and proper administration of test is one. 
 
One-to-One reading assessment tests students in critical situations, using a variety of 
techniques such as role oral tests. By undertaking tasks which are close to reality, the 
participant appreciates for himself his own strengths and weaknesses, enhancing his 
own commitment to change. Results pinpoint a student’s performance in precise 
behaviors, allowing a development plan to be created quickly and easily. 
 
One-to-One assessment offers the opportunity to assess a student’s reading skills by 
seeing how he performs in reality when given a difficult problem, as opposed to rely on a 
subjective and theoretical judgment. It allows data to be obtained from a wide variety of 
techniques, enabling behaviors and skills to be accurately identified, helping both with 
their development as well as for the organization to understand its overall effectiveness. 
 
The whole group reading assessments are conducted across the class at the same time. 
While the teacher may need to record or evaluate the results later, a lot of classroom time 
is saved in this method. The whole group assessments are ideal for teachers who need to 
understand the reading level of their students but do not have time to assess each student 
individually. 
 
7.12 Activities 
1. Select one of your students who cannot read at grade level. Conduct a One-to-One 

reading assessment to identify his basic weaknesses. Prepare a report of his 
performance and devise reading intervention for his improvement.  

2. Discuss with your colleague the pre-, while and post validity measures to make a 
useful whole class reading assessment data. 

3. Discuss with your colleague problems that may he/she face on administering One-
to-One reading assessment. Make a summary of his/responses and suggest 
solutions. 
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7.13 Self-Assessment Questions 
 
1. Make a list of decisions necessary before administration of a reading test. Analyse 

the significance of these decisions to make assessment true and secure.  
2. Under what circumstances, a reading teacher should conduct One-to-One reading 

assessment of his students? Give arguments to support your point of view.  
3. Compare the benefits of One-to-One and the Whole Group reading assessment. 

Which strategy is better and why? 
4. Make a list of reading tasks which you think should be assessed individually and 

group wise. Share it with you head teacher. 
5. What the language teachers prefer—One-to-One or the Whole Group assessment? 

What may the reasons of their preference? 
6. Discuss the principels of a good reading assessment.  
7. Which type of reading assessment should a reading teacher use during instruction 

and why? 
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INTRODUCTION 
 
Assessment is an essential element of education used to inform instruction. Assessment 
of the students’ reading performance is important because the teachers may not be able to 
figure out the impact of their instruction on different children as the children in the class 
are not identical in carrying out various reading tasks neither in terms of their abilities nor 
in learning. It would not be possible for them to realize what the readers have known and 
what they still need to know after their instruction, if the process of assessment is not 
carried out. In this way, reading assessment helps teachers to design such reading 
instructions which may fulfill the individual reading needs of each student. Individually 
reading needs of students can be determined only through reading assessment. The 
assessment procedure is helpful for the teachers to prepare suitable reading lessons and 
improve instruction for students including those with learning disabilities. 
 
The evaluation of the reading performance of students is a very significant and tough job 
of the teacher. The judgment of one’s reading performance can have great impact on 
one’s achievement. Right and just judgment may boast one’s achievement, but negative 
and wrong judgment may prove catastrophe for the career of the students. So it is 
suggested that the parents and the teachers must be very much conscious and careful 
about providing feedback to the children’s work. Positive and constructive criticism must 
be provided to the possible extent so as the child may grow into a balanced character. 
 
Scoring and grading the reading performance of the students is essential to provide 
logical and factual feedback to the students so that they may be informed about the level 
of their achievement. Even the parents want to be aware of the reading progress of their 
children. It is good in the hand of the teacher also to analyze the appropriateness of his 
reading instructional decisions. Scoring and grading of reading skill enable the teachers 
to probe into the situation, whether their existing teaching methods, techniques and 
strategies should retain or they need to be modified. 
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8.1 Scoring of Reading Performance 
Scoring refers to grant a numerical value or a symbolical representation to highlight the 
stage or level of the learning achievement of a student. It is the numeric value that is 
based on the possible points on a test. In simple words, scoring refers to the marks or 
scores in tests, quizzes, assignments or exams etc. It is denoted by numbering such as 
43/50, 76/100 etc. According to Sadler (2005), the most common method of scoring is by 
adding up the number of correct answers on a test, and assigning a number that 
correlates. If a student scores higher marks, his performance is considered to be good and 
vice versa. It is important to consider that marking or scoring does not reflect the 
students’ cumulative achievement in a course. It rather applies to the level of their 
achievement in individual assessment tasks. 
 
In order to score the reading level assessment at earlier grades, the students can be given 
reading tasks, e. g. answering question regarding print concept, articulating sounds of 
alphabets, segmenting or blending a particular number of words, articulating or naming 
letters sounds or letters per minute and so on. Their performance can be scored in terms 
of number of correctly solved items by total number of items in a task. Similarly the 
student can be given story along with five questions which are level appropriate. In case 
the student answers four to five questions accurately, he will be promoted to the next 
phase of that grade level will be required to complete another story set. If the student 
answers two to three questions correctly, the assessment will be stopped and the student 
will be awarded a grade level score. For example, if a student takes a grade five test and 
answers two questions correctly in the first phase, will be given a grade level score of 5.2. 
Likewise, a student being able to answer 0-1 questions correctly, may be shifted to next 
lowest grade level or stop at 0.0. Results and progress graphs for "Reading Level 
Assessment" will appear on both the teacher and student dashboards.  
 
The assessments can provide parents and teachers with data at the beginning of the 
preschool year to measure growth to the end of the school year. The information gathered 
from the assessments is meant to inform the teacher’s instruction, as the Phonemic 
Awareness curriculum is implemented daily. A strong understanding of phonemic 
awareness is essential as students develop their decoding and encoding skills.  
 
The inventories given below are examples of scoring English reading performance of 
students. Such inventories can be developed for scoring of students’ reading performance 
in other languages taught at schools, too. These inventories can be used to score different 
reading tasks of students.  
 
8.2  Grading of Reading Performance 
Grade is usually a letter, number, or the symbol that shows the relative quality of a 
student’s performance in a course, examination or a special assignment. It is generally the 
representation of the extent to which the intended learning outcomes have been achieved. 
A grade is such a process in which the academic performance of students is accumulated 
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in terms of achievement groups. Unlike scoring, grading is the description of 
performance through a letter. Where scoring is related to students’ individual assessment 
of reading tasks and is applied to oral tests, quizzes and assignments etc., grading shows 
the overall reading performance of a student and occurs at greater level. It deals with 
significant assessment tasks, complete modules or courses etc. usually, grading is done 
by using the symbols such as A, B, C, D, E etc. 
 

After First Academic Term Administration 
 

Phonemic Awareness Skill 
Pre-Developing 

No of letters 
Correctly 

Recognized 

Developing  
No of letters 

Correctly 
Recognized 

Age-
Appropriate 
No of letters 

Correctly 
Recognized 

Alphabet Recognition: 
Uppercase Letters ----- ----- ----- 
Alphabet Recognition: 
Lowercase Letters ----- ----- ----- 
Letter Sound Identification ----- ----- ----- 
Rhyme Recognition ----- ----- ----- 
Onset Fluency: Identify Initial 
Phonemes ----- ----- ----- 
Blending Compound Words & 
Syllables ----- ----- ----- 
Segmenting Compound Words 
& Syllables ----- ----- ----- 
Identifying Final Sounds in 
Words ----- ----- ----- 
Print Concepts ----- ----- ----- 

Adapted and modified form source:©Literacy Resources, Inc. 2016 
 
Such an inventory can be developed to assess the skill of phonemic awares after each 
term. Depending upon the phonemic awareness standards designed for the class, other 
phonemic awareness sub-skills can be mentioned.  
 
The following inventory can be used to make baseline assessment of students’ reading 
performance. Number of reading skills mastered by the students to be graded as 
“Beginning, Developing and Meets” is usually decided on the basis of number of 
standards required by the students to be met during a specific academic period.  
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Assessment 1: Beginning of the School Year Administration (Baseline Assessment) 
 

Phonemic Awareness Skill 
Beginning

No of letters 
Correctly 

Recognized

Developing  
No of letters 

Correctly 
Recognized

Meets 
No of letters 

Correctly 
Recognized

Skill 1: Alphabet Recognition:  
             Uppercase Letters ----- ----- ----- 
Skill 2: Alphabet Recognition:  
             Lowercase Letters ----- ----- ----- 
Skill 3: Letter Sound 
Identification ----- ----- ----- 
Skill 4: Rhyme Recognition ----- ----- ----- 
Skill 5: Onset Fluency:  
             Identify Initial Phonemes ----- ----- ----- 
Skill 6: Blending Compound 
Words and       Syllables ----- ----- ----- 
Skill 7: Segmenting Compound 
Words and    Syllables ----- ----- ----- 
Skill 8: Identifying Final Sounds 
in Words ----- ----- ----- 
Print Concepts ----- ----- ----- 
 
Assessment 2: Middle of the School Year Administration (Approx.) 9th - 12th week 
of school) 

Phonemic Awareness Skill 
Beginning

No. of letters 
Correctly 

Recognized

Developing  
No. of letters 

Correctly 
Recognized

Meets 
No. of letters 

Correctly 
Recognized

Skill 1: Alphabet Recognition:  
Uppercase Letters ----- ----- ----- 
Skill 2: Alphabet Recognition:  
Lowercase Letters ----- ----- ----- 
Skill 3: Letter Sound 
Identification ----- ----- ----- 
Skill 4: Rhyme Recognition ----- ----- ----- 
Skill 5: Onset Fluency:  
Identify Initial Phonemes ----- ----- ----- 
Skill 6: Blending Onset- Rime ----- ----- ----- 
Skill 7: Segmenting Onset – 
Rime ----- ----- ----- 
Skill 8: Blending Syllables ----- ----- ----- 
Skill 9: Segmenting Syllables ----- ----- ----- 
Print Concepts ----- ----- ----- 
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Assessment 3: Second Half of the School Year Administration (Approx. 18-24th week)

Phonemic Awareness Skill 
Beginning

No. of letters 
Correctly 

Recognized

Developing  
No. of letters 

Correctly 
Recognized

Meets 
No. of letters 

Correctly 
Recognized

Skill 1:  Letter Sound 
Identification             (with 
multiple letter sounds) 

----- ----- ----- 

Skill 2:  Rhyme Production ----- ----- ----- 
Skill 3:  Blending Phonemes into 
Words ----- ----- ----- 
Skill 4: Segmenting Words into 
Phonemes ----- ----- ----- 
Skill 5:  Identifying Final Sounds 
in Words ----- ----- ----- 
Skill 6:  Adding Phonemes ----- ----- ----- 
Skill 7:  Deleting Phonemes ----- ----- ----- 

 
Assessment 4:  End of the School Year Administration  (Approx. 27-35th week of school)

Phonemic Awareness Skill 
Beginning

No. of letters 
Correctly 

Recognized

Developing  
No. of letters 

Correctly 
Recognized

Meets 
No. of letters 

Correctly 
Recognized

Skill 1:  Skill 1:  Letter Sound 
Identification     (with multiple 
letter sounds) 

----- ----- ----- 

Skill 2:  Rhyme Production ----- ----- ----- 
Skill 3:  Onset Fluency:  
Identify  Initial Phonemes ----- ----- ----- 
Skill 4:  Blending Phonemes into 
Words ----- ----- ----- 
Skill 5:  Segmenting Words into 
Phonemes ----- ----- ----- 
Skill 6:  Adding Phonemes ----- ----- ----- 
Skill 7:  Segmenting Words into 
Syllables & Counting Syllables  ----- ----- ----- 
Skill 8:  Adding Phonemes ----- ----- ----- 
Skill 9: Substituting Phonemes ----- ----- ----- 
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8.3 Purpose of Grading the Reading Performance 
The purpose of grading of reading performance is to provide quality, specific feedback to 
students and parents regarding the progress being made toward meeting established 
reading standards. 
 
A grade reflects what student can perform at reading skills and sub-skills and are able to 
demonstrate as described in a school, district or state wide grade level reading benchmarks 
and components. Curriculum regards this type of grading as Standard-Based Grading. 
 
Grading of grade level reading benchmarks achievement is balanced, manageable support 
effective teaching of reading skills. It is useful to describe and share well defined and 
consistent procedure of grading of reading benchmarks to students and parents in the 
beginning of academic year. Grading of reading skills on the basis of grade level reading 
benchmarks is important to improve reading performance of students and is oriented 
towards addressing the following questions: 
i. What do we want to see students perform on reading tasks? 
ii. What are the ways of finding that students can perform reading tasks expected from them? 
iii. What will we do if students are unable to perform reading tasks described in grade 

level reading benchmarks? 
iv. What will we do if students can already perform reading tasks described in grade 

level benchmarks? 
 
Grading based on grade level reading benchmarks become triggers for action. Grading 
based on grade level reading benchmarks enable reading teachers to plan their reading 
instruction and support all students. This type of grading help parents know the reading 
sub-tasks in which students meet or exceed expectations, need additional challenge, or 
need support.  

 

Grade Level 
Reading 

Benchmarks

Reading 
Instruction 

and 
Assessment

Grading of 
Benchmarks 
Acheivemen

t 

Students' 
Learning 

and 
Acheivment 
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Final reading assessment; after academic period, allows teachers record grades on 
the report card for each student in K-5 or above. Students are assigned a code 
letter, e. g. A, B, C, D, E, or a code number 1, 2, 3, 4, 5, corresponding to rubrics 
designed to gauge their reading proficiency.  
 

Grading Scale Used to Determine the Letter Grade 
 

Letter 
Grade 

%age of Reading 
Performance

Letter 
Grade

%age of Reading 
Performance 

A+ 94% - 100% C 74% - 76% 
A 90% - 93% C- 70% - 73% 

B+ 87% - 89% D+ 67% - 69% 
B 84% - 86% D 64% - 66% 
B- 80% - 83% D- 60% - 63% 
C+ 77% - 79% F 59% and below 

 
8.4  Meanings of Grading Codes 
In grading of reading standards achieved by students of K – 5, the report card will 
provide a number code ranging 1-5, describing academic reading performance 
mentioned in grade level benchmarks. Teachers will assign a reading task or give 
a reading assessment to know what students can demonstrate pertaining to 
specific reading skills and sub – skills.  
1. Reading tasks or assessment may take different forms including oral or 

written reading tests, quizzes, reading essays, discussions or problems to 
solve, etc.  

2. The report card will use a number code describing at what level a student 
met the academic reading expectations set by the teacher. 

3. Teacher will assign the number code for each grade level reading 
benchmark, say 1 – 4, based on trends, improvements, or latest evidence of 
reading achievement, rather than the average reading achievement . 

4. Students’ participation in reading tasks, assignments completion, or extra 
credit hours are included in work habits and are communicated separately on 
report cards. These are behaviors contributing to academic success, rather 
than measure of what student can perform in reading. They will not be 
contributing factor to while determining students’ grade.  

5. Work evaluated for learning during the class period may count towards 
the overall grade for the course or the grade level reading benchmarks. This 
is teachers’ discretion, but must be consistent by grade or course when there 
is more than one instructor. 
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Meeting Grade Level Benchmark Expectations – Grading Code 
 

Description of Grade Code on 
Report Card Expanded Meaning 

Demonstrate excellence 4 

Student demonstrates thorough 
understanding and consistently 
applies the reading skill in variety of 
situations independently. The student 
has demonstrates excellence grade 
level reading benchmarks   

Meets expectations 3 

Student demonstrates understanding 
and consistently applies the reading 
skill in variety of situations with 
minimal support. The student meets 
expectations of grade level reading 
benchmarks.  
 

Progressing towards 
expectations 2 

Student demonstrates understanding 
and inconsistently applies with 
minimal support. The student is 
progressing towards meeting the 
expectations of grade level reading 
benchmarks. 

Does not yet meet 
expectations 1 

Student demonstrates limited 
understanding and inconsistently 
applies the reading skill with 
substantial support from teacher. The 
student does not meet expectations of 
grade level reading benchmarks. 

Insufficient evidence IE 

Evidence of learning to read is 
missing or absent, so no score is yet 
be given. Teacher’s support will be 
provided until adequate and 
appropriate evidence of reading skill 
is required. At grade level 5, if 
evidence of reading skill is not 
provided, a class will be repeated.  
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8.5 Grading of Working Habits  
Reading work habits are behaviors contributing to learn to read. It is recognized these are 
important in developing responsibility and positive work habits or work ethic, but do not 
necessarily demonstrate a student’s true academic performance or ability. Work habit 
includes turning work in on time participating in classroom oral and written reading tasks, 
listening and speaking, working independently, organizing or following teacher’s directions. 
Reading work habits should be graded in the same way as grade level reading benchmarks are 
graded. Following table can be used to grade reading work habit of students.  
 

4 – Demonstrates excellence,        3 – Meets expectations,       
2 – Progressing towards expectations, 1 – Does not meet expectations,     
IE – Insufficient Evidence 
 

Evidence 4 3 2 1 IE
Participates in classroom reading activities.      
Makes good use of time.      
Follows on and two steps reading 
directions. 

     

Cooperates in reading activities.      
Demonstrates organizational skill.      
Listens and articulates well.       
Keeps positive attitude in learning to read.      
Completes and turns in work on time.      
Attends reading class regularly.      
 

Grade Points Average
Letter Grade         Numerical Grade     Numerical Value 
1. A       95 – 100   4.000 
2. A-      90 – 94   3.667 
3. B+      87 – 89   3.333 
4. B       84 – 86   3.000 
5. B-      80 – 83   2.667 
6. C+      77 – 79   2.333 
7. C       74 – 76   2.000 
8. C-      70 – 73    1.667 
9. D+      67 – 69    1.333 
10. D       64 – 66    1.000 
11. D-      60 – 63    0.667 
 
I Incomplete in letter – graded reading curriculum. 
S  Satisfactory achievement in pass/fail in grading level reading benchmarks. 
U Unsatisfactory achievement in pass/fail in grading level reading benchmarks.  
X  Incomplete in pass/fail in grading level reading benchmarks.



188 
 

8.6 Practice Reading Work 
Any work assigned to a student used for work on a reading skill or concept is called 
practice reading work. A reading practice work is that: 
 

a. teacher assigns related to reading curriculum or benchmarks. 
b. teacher assigns and can be done independently; practice reading work is that is 

done outside the classroom and students must know how an independent task will 
be performed. 

c. will not be used for grading students reading performance; however it will be a part 
of learning to achieve reading targets. 

 

Teacher will use to assess a reading benchmark has been achieved by the student or not; 
that completion will be used to determine the grade of the student. 
 
8.7 Rubric  
A rubric is a guide that shows what is expected in an assignment, task or project, and helps 
to grade a student's performance. It is an assessment tool used to measure students' work. It 
acts as a working guide for students and teachers. It is generally handed out before the 
assignment begins in order to make students think and realize what is expected of their 
work. It also helps parents understand why a certain grade is given to their child’s work.  
 
A rubric can be defined as a descriptive guideline, a scoring guide or specific pre-
established performance criteria in which each level of performance is described to 
contrast it with the performance at other levels. Rubrics are developed to assist faculty in 
rating qualities of learning outcomes.  When provided to students before and during 
learning, rubrics also assist students to more successfully interpret and anticipate 
expected levels of performance. Therefore, rubrics effectively help teachers to 
specifically and consistently assess and evaluate qualities of learning and communicate 
expected standards of learning, and help students interpret their own level of 
performance, learn what must be done to improve performance and achieve higher 
standards of performance. 
 
In educational context, rubric refers to a scoring guide which is used to evaluate the 
quality of students' constructed responses. Rubrics are a guide listing specific criteria for 
grading or scoring academic papers, projects, or tests. Rubrics are one of the evaluation 
tools useful for the assessment of the performance of the students. Rubrics are the best 
way to be used for assessment when the intended learning outcomes are best indicated by 
performances of the students. 
 
Generally, rubrics contain evaluative criteria, quality definitions for those criteria at 
particular levels of achievement, and a scoring strategy. They are often presented in table 
format. Teachers can use rubrics while marking while the students can use them while 
planning their work. 
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8.8  Importance of Rubrics 
Rubrics are very important because they improve students' end products and help them 
increase their learning. When teachers evaluate (or grade) assignments and projects, they 
know what makes a good final product and why. As already mentioned, when students 
receive rubrics beforehand, they understand what is expected and how they will be 
evaluated, and they can prepare accordingly. 
 
Through rubrics, students, parents and teachers can analyze the quality of work. Students 
can judge their own work and realize about more responsibility on their part. With the 
help of rubrics, teachers can easily explain to the students the reasons of getting a certain 
grade. Parents can also have a clear understanding of what they should expect from their 
child regarding a certain project. 
 
Rubrics benefit students in various ways. The success of the students is not left to the 
chance if they are given the rubrics prior to the task because they can understand where 
they need to work on to improve their results through rubrics as expectations and 
requirements are clearly identified on them. A well-designed rubric allows teachers to 
compare a student’s performance or product to what it should be rather than to another 
student’s performance or product. 
 
With the help of rubrics, it is possible for students to assess their own work. Moreover, 
rubrics can enable them so that even peers can assess one another’s work. In this way, 
rubrics may prove to be excellent tools to promote peer assessment, and students may learn 
to give and receive constructive feedback on each other’s’ performance. While doing so, 
students use the rubric as a checklist to assess their product and track their progress.   
 
8.9 Models of Reading Rubrics 
Some models of rubric for assessing reading tasks at K-5 level are given below: 
 

Rubric for Assessing Oral Reading Fluency 
 

Point Scale Description of Oral Reading Fluency 

4 

Reads primarily in large, meaningful phrase groups. Although some 
regressions, repetitions, and deviations from text may be present, these 
do not appear to detract from the overall structure of the story. 
Preservation of the author’s syntax is consistent. Some or most of the 
story is read with expressive interpretation.

3 
Reads primarily in three- or four-word phrase groups. Some smaller 
groupings may be present. However, the majority of phrasing seems 
appropriate and preserves the syntax of the author. Little or no 
expressive interpretation is present.
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2 
Reads primarily in two-word phrases with some three- or four-word  
groupings. Some word-by-word reading may be present. Word 
groupings may seem awkward and unrelated to the larger context of the 
sentence or passage.

1 
Reads primarily word by word. Occasional two-word or three-word 
phrases may occur, but these are infrequent and/or they do not preserve 
meaningful syntax.

Rubric for Oral Reading Fluency; adapted from the National Assessment of Educational 
Progress (NAEP) 
 
Instructions of Monitoring and Projecting Progress in Reading Fluency  
• Use Words Correct per Minute (wcpm) measure and plot on the chart. 
• Decide on oral fluency goal for a year and plot it on the chart. 
• Connect the two points. 
• After each unit fluency activity, chart (plot) fluency wcpm. 
• Decide if fluency level is steadily rising to meet the pre-decided end goal. 
• If yes, continue. If no (flat lining), then plan for six minutes per day of oral 

repeated reading and more teacher modeling. 
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Oral Presentation Evaluation Sheet 
 

Did the student:
1. make use of eye contact and facial expressions? 
2. have a good opening? 
3. change the pitch and tone of voice?  
4. use interesting and specific language?  
5. use pauses or emphasis on key words?  
6. support ideas with details and examples?  
7. use gestures or action?  
8. use visuals?  
9. speak clearly?  
10. have a good closing?  

Lowest 
1  2 
1  2 
1  2 
1  2 
1  2 
1  2 
1  2 
1  2 
1  2 

Mid 
3 
3 
3 
3 
3 
3 
3 
3 
3 

Highest
4 5 
4 5 
4 5 
4 5 
4 5 
4 5 
4 5 
4 5 
4 5 

 
Oral Presentation Rubrics 

 
Skill 3 2 1 

Presentation 

•Student uses 
appropriate eye 
contact and facial 
expressions. 
•Student uses 
gestures 
consistently.  
•Student seems at 
ease and engages 
the audience. 

•Student uses some 
eye contact and 
facial expressions.  
•Student makes 
some use of 
gestures. •Student 
begins to overcome 
timidity and 
engages the 
audience. 

•Student uses no 
eye contact.  
•Student uses no 
gestures.  
•Student is remote 
and isolated from 
the audience. 

Speaking 
Mechanics 

•Student uses 
exciting pitch and 
tone of voice. 
•Student is clear and 
easily understood. 
•Student pauses and 
emphasizes key 
words. 

•Student sometimes 
varies pitch and 
tone. •Student is 
sometimes difficult 
to hear. •Student 
uses some pauses 
and emphasis for 
key words. 

•Student uses no 
change in pitch or 
tone. •Student is 
difficult to hear.  
•Student uses no 
pauses or emphasis 
for key words. 
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Content 

•Opening and 
closing are good.  
•Grammar and word 
choice are easy to 
understand.  
•Central idea is 
supported with 
details and 
examples.  
•The speaker’s 
individuality and 
perspective are 
clear. 

•Opening and 
closing are 
perfunctory. 
•Grammar and word 
choice are usually 
appropriate.  
•Central idea is not 
fully developed.  
•There is some 
sense of the 
speaker’s individual 
perspective. 

•There is no 
opening or closing.  
•Grammar and 
word choice make 
the presentation 
hard to understand.  
•The central idea is 
not clear.  
•There is no sense 
of the speaker’s 
individual 
perspective. 

Visuals/ Props/ 
Costumes 

•Visuals and props 
enhance and clarify 
presentation. 
•Costumes are 
appropriate for 
presentation 
(Reader’s Theater). 

•Visuals and props 
provide limited 
clarification and 
enhancement of 
presentation. 
•Costumes are 
somewhat 
appropriate for 
presentation 
(Reader’s Theater).

•There are no 
visuals. •There are 
no props. •There are 
no costumes 
(Reader’s Theater). 

 
Rubric for Speaking Assessment 

 
1.  Use this rubric as a guide for speaking instruction.  
2.  Also use it to score the Speaking Assessments for the quizzes, tests, and exams.  
3.  Each item should be scored on five criteria: Pronunciation/Diction, Fluency, Word 

Choice, Usage and Ideas/Meaning.  
4.  Students can earn 1–5 possible points for each of the five criteria. 
 

Criteria 3 2 1 

Pronunciation/ 
Diction 

•Student is easy to 
understand and 
makes few errors. 

•Student makes many 
errors in 
pronunciation, but 
can be understood. 

•Student is very 
difficult to 
understand in 
English.  
•Responds in home 
language. 

Fluency 
•Student can 
effectively 
communicate in 
different contexts.

•Student can 
generally 
communicate in most 
situations.

•Student cannot 
communicate 
effectively in all 
situations. 
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Word Choice 
•Student uses 
appropriate words to 
express meaning.

•Student uses words 
or phrases to express 
simple meaning.

•Student speaks in 
related words. 

Usage 

•Student makes 
minor errors in 
grammar and 
structure and can be 
understood. 

•Student makes major 
or frequent mistakes 
in grammar and 
structure but is 
possible to 
understand. 

•Student makes 
major or frequent 
mistakes in grammar 
and structure that 
make speech 
difficult to 
understand. 

Ideas/ Meaning 

•Responds with 
connected 
vocabulary and 
language to express 
ideas. •Response 
contains few errors.

•Responds with 
limited vocabulary 
and language to 
express ideas.  
•Response contains 
frequent errors.

•Unable to respond 
using English 
vocabulary. 

 
Independent Reading Rubrics 

 
Working 

Habit 
Description of Grading Points

4 3 2 1 

On Task 
I read the 
whole time. 

I read most of 
the time. 

I was off-task 
more than I 
read.

I pretend to 
read. 

Book Choice 

I read a just 
right book that 
I had been 
reading. 

I left my just 
right book at 
home and 
chose another 
just right book. 

I read a book 
that is not 
according to 
my level, too 
easy or too 
difficult.

I did not select 
to read. 

Respect 
I respect the 
readers around 
me the whole 
time. 

I respect the 
readers around 
me most of the 
time.

I respect the 
readers around 
me some of the 
time.

I distracted 
readers around 
me.  

Fix up 
Strategies 

I realized that 
something did 
not make sense 
and used this 
strategy. 

I sometime 
reread when 
something did 
not make sense.

I skipped over 
the tricky parts 
of the book. 

I did not 
understand 
what I read.  

Thinking 
I paid attention 
to my inner 
voice and 
mental movie.  

I paid attention 
to my inner 
voice or mental 
movie.  

I usually did 
not pay 
attention to my 
thought.

I did not pay 
attention to my 
thought. 
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Tracking 

I tracked my 
thinking on 
sticky notes 
with evidence 
of more than 4 
strategies.  

I tracked my 
thinking on 
sticky notes 
with evidence 
of more than 3- 
4 strategies.

I tracked my 
thinking on 
sticky notes 
with evidence 
of less than 3 
strategies.

I did not 
 track my 
thinking.  

 
Kindergarten Reading Assessment Rubrics 

 

Sub-skills 
Description of Grading Points

1 (Beginning) 2 
(Developing)

3 
(Accomplished) 

4 
(Exemplary)

Identifies letters of 
Alphabets  

Recognizes 0-5 
letters 
(English)

Recognizes 5-
10 letters 

Recognizes 10-
15 letters 

Recognizes 
16-26 letters 

Recognizes 0-
10 letters 
(English)

Recognizes 
10-25 letters 

Recognizes 25-
40 letters 

Recognizes 
40-58 letters 

Knows some sight 
word 

Does not 
recognize any 
word including 
his name.

Recognize 
own name 

Recognizes 5-
10 words 

Recognizes 
more than 10 
words  

Experiments with 
written 
communication 

Draws  Scribbles Prints random 
letter with 
meaning 

Beginning to 
write some 
phonemic 
sounds 

Demonstrates 
reading behavior 

Looks at the 
book from 
back to front 

Looks at the 
book from top 
to bottom 

Looks at the 
book from left 
to right or right 
to left on the 
basis of 
language

Tracks on 
word at a 
time 

Understands 
difference between 
a letter and a word 

Does not 
differentiate 
between a 
letter and a 
word  

Recognizes 
letters as 
letters  

Differentiate 
between a 
letter and a 
word 

Can count 
number of 
words in a 
sentence 

Is able to copy 
simple words and 
phrases 

Cannot copy 
simple words 

Copies one 
word 

Copies a 
phrase 

Copies a 
series of 
phrase from 
left to right or 
right to left 
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Joins in and 
contributes shared 
language 

Does not join 
in 

Joins in 
sporadically 
or 
inappropriately 

Participates 
consistently 
and 
appropriately 

Shows 
leadership in 
group 
discussion 

Listens to a story 
and relates a 
sequence of events 

Cannot give 
any information 
regarding to 
story  

Gives detail 
independently
, but without 
main idea 

Retells the 
story in 
sequence  

Retells the 
story in great 
detail  

Beginning to make 
meaningful 
predictions 

Cannot give 
any 
information 
about a story  

Make 
erroneous or 
illogical 
predictions  

Predicts a 
reasonable 
outcome  

Uses insights, 
reasoning and 
previous 
knowledge to 
infer correct 
outcome  

Uses basic 
everyday language 

Cannot 
communicate 
basic need or 
personal 
experiences  

Expresses 
needs and 
shares ideas, 
but uses 
incorrect 
grammar, 
syntax and 
vocabulary 

Effectively 
uses correct 
grammar, 
syntax and 
vocabulary 

Consistently 
uses correct 
grammar, 
syntax and 
vocabulary  

Demonstrates 
work- like 
behavior  

Marks 
randomly all 
over the page  

Imitates 
words  

Writes left to 
right or left to 
right  

Rights left to 
right or right 
to left on a 
line  

Follows simple 
directions  

Follows one 
step direction 
with reminder 
and support  

Follows two 
steps direction 
with support  

Follows three 
steps direction 

Follows 
directions 
with more 
than three 
steps  

Printing of name  

Prints magic 
writing  

Prints first 
letter of name 
and some 
subsequent 
letters  

Prints all the 
letters in name 
in correct order  

Prints the 
name 
according to 
printing rule: 
font size, 
space, 
formation, 
pencil grip 
and pressure
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Will recognize and 
generate some 
phonemic 
awareness  
 
• Rhyming  
• Alliteration 
• Segment 
Clapping 
• Knows the 
sounds of letters  

See each individual area rubrics as follows: rhyming, 
alliteration, segment clapping, sounds of letter 

Cannot hear a 
rhyme 

Hears and 
recognizes a 
rhyme 

Generates a 
rhyme  

Creates 
many 
rhymes in a 
word family 

Cannot hear 
when two 
words begin 
with the same 
letter 

Hears when 
two words 
begin with the 
same letter 

Hears and 
isolates the 
beginning 
sound 

Generates 
other words 
beginning 
with the 
same sound 

Cannot clap or 
clap syllables 

Claps a 
segment  

Claps two 
segments  

Claps more 
than three 
segments  

Has no  
letter – sound 
correspondenc
e 

Recognizes 
that letters 
have sounds 

Knows up to 10 
distinct sounds 
of letters  

Knows more 
than 10 
sounds of 
letters  

 
Grade 1 Reading Assessment Rubric 

 

Sub-skills Description of Grading Points
1 (Beginning) 2 (Developing) 3 (Accomplished) 4 (Exemplary)

Reads 
fluently at 
grade level 

_Reads word by  
word 
_Phonetically 
decodes words 

_Recognizes 
high frequency 
sight words 
_Reads with 
phrases with 
some  
   self- 
correction 
_Begins to read 
for meaning 

_Read like talking
_Reads with 
appropriate pacing 
_Uses appropriate 
punctuation 
_Uses appropriate 
expression  
_Reads for 
meaning 
_Recognizes 
majority of sight 
words

_Reads fluently 
using accuracy, 
expression and 
punctuation 
_reads at or 
above grade 
level 

Identifies 
words by 
sight  

_Recognizes 0-
50 words  

_Recognizes 
50-100 words  

_Recognizes 
100-150 words  

_Recognizes 
more than 150 
words  
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Recalls 
details, 
events, 
characters, 
setting and 
sequence of 
events after 
reading 

_Retells the 
story with one 
or two of the 
following: 
• Details 
• Events  
• Characters 
• Setting  
• Sequence  

_Retells the 
story using 
three of the 
following: 
• Details 
• Events 
• Characters 
• Setting 
• Sequence 

_Reads story 
using their own 
words with few 
prompts: 
• Details 
• Events  
• Characters 
• Setting 
• Sequence 

_ Retells a 
story using 
components of 
objects without 
prompt: 
• Details 
• Events  
• Characters 
• Setting 
• Sequence 

Answers 
questions at 
various 
cognitive 
levels  

_Anything 
below 80% 
according to 
reporting period 

_Overall 
comprehension 
of testing  
80-90% 
according to 
reporting 
period

_Overall 
comprehension of 
testing  
_Mastery 90-
100% according to 
reporting period 

_Reading 
materials above 
grade level 
according to 
reporting 
period 

Recognizes 
rhyme  

_Can hear and 
recognize some 
rhymes 

_Can generate 
a rhymes  

_Can generate 
many rhymes in 
word families  

_Complete 
and/or create 
own rhyming 
patterns  

Recognizes 
all 
phonetics, 
using the 
cuing 
systems to 
construct 
meaning   

_Reads with 
frustration level 
with 0-60% 
accuracy of 
specified words 

_Reads with 
instructional 
level with 70-
80% accuracy 
of specified 
words  

_Reads with 
independent level 
with 90% of 
specified words  

_Reads with 
independent 
level more than 
90% of 
specified words 

Rereads 
own 
written 
simple 
sentences to 
ensure 
ideas make 
sense  

_ Rereads own 
written simple 
sentences to 
ensure ideas 
make sense 
with assistance  

_ Rereads own 
written simple 
sentences to 
ensure ideas 
make sense 

_ Rereads own 
written text to 
ensure ideas make 
sense with 
assistance 

_ Rereads own 
written text to 
ensure ideas 
make sense 
with assistance 
without 
assistance  

Reads and 
follows 
directions 

_Reads and 
follows one 
step directions 

_Reads and 
follows two 
steps directions 

_Reads and 
follows three steps 
directions 

_Reads and 
follows more 
than three steps 
directions 
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Participates 
in 
individual, 
small group 
or whole 
class oral 
loud or 
silent 
reading 
activities  

_Seldom _Sometimes _ Usually _Always and 
consistently  

 
Grade 2 Reading Assessment Rubrics  

 

Sub-skills 
Description of Grading Points

1 
(Beginning)

2 
(Developing)

3 
(Accomplished)

4 
(Exemplary)

Reads aloud 
fluently  

_Generally 
reads word 
by  word at 
slow pace 
with frequent 
hesitation   
 

_Generally 
reads 2-3 word 
phrases at 
inconsistent 
pace with some 
hesitation   
 

_Generally 
reads with 
proper phrasing 
at 
conversational 
pace with few 
hesitation   
 

_Generally 
reads higher 
level text with 
proper phrasing 
at 
conversational 
pace with few 
hesitation   

Reads aloud 
with accuracy  

_Below 50% 
word 
recognition  
at grade level

_ 50 – 95 % 
word 
recognition  at 
grade level 

_95 – 100% % 
word 
recognition  at 
grade level 

_ 95 – 100 % 
word 
recognition  
above grade 
level 

Reads aloud 
with 
expression 

_Reads 
individual 
words with 
appropriate 
volume for 
the passage 

_Reads with 
inconsistent 
phrasing and 
volume 
appropriate for 
the passage 

_Reads with 
natural language 
and volume 
appropriate for 
the passage 

_Reads with 
language and 
volume 
appropriate to 
the individual 
interpretation of 
the passage that 
brings passage 
to life with 
voice and 
animation 
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Reads orally 
with 
comprehension  

_ Gives six 
or less than 
six correct 
answers to 
questions at 
a frustration 
level 

_Gives seven to 
eight correct 
answers to 
questions at a 
frustration level 

_ Gives nine to 
ten correct 
answers to 
questions at an 
independent 
level 

_Reads passage 
at higher grade 
level and can 
answer 
questions at an 
instructional 
level 

Uses cuing 
systems to 
construct 
meaning  

_Complete 
CLOZE at 
grade level 
with 60% 
accuracy 

_ Complete 
CLOZE at grade 
level with 70% 
accuracy 

_ Complete 
CLOZE at grade 
level with 80% 
accuracy 

_ Complete 
CLOZE at grade 
level with 90% 
accuracy 

Retells story in 
own words 
including 
setting, 
characters and 
important 
events   

_Retells 
story in own 
words with 
prompting 
for setting, 
characters 
and events   

_ Retells story 
in own words 
omitting one 
more of setting, 
characters and 
events   

_ Retells story 
in own words 
including 
setting, 
characters and 
events   

_ Retells story 
in own words 
including 
setting, 
characters and 
events as well as 
problem and its 
solution  

Uses variety of 
reading 
strategies   

_ Uses one 
of the five 
reading 
strategies   

_ Uses two of 
the five reading 
strategies   

_ Uses three of 
the five reading 
strategies   

_ Uses four or 
five  reading 
strategies   

Identifies 
similarities 
and 
differences in 
fiction 

_Can answer 
question 
about stories 
with 60% 
accuracy 

_Can answer 
question about 
stories with 70% 
accuracy 

_Can answer 
question about 
stories with 
80% accuracy 

_Can answer 
question about a 
stories with 90% 
accuracy 

Identifies 
similarities 
and 
differences in 
non-fiction 
text 

_ Can 
answer 
question 
about non-
fiction with 
50% 
accuracy 

_ Can answer 
question about 
non-fiction with 
60% accuracy 

_ Can answer 
question about 
non-fiction with 
70% accuracy 

_ Can answer 
question about 
non-fiction with 
80% accuracy 
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Reads silently 
with 
comprehension 

_Gives six or 
less than six 
correct 
answers to 
questions at 
a frustration 
level 

_Gives seven to 
eight correct 
answers to 
questions at a 
frustration level 

_ Gives nine to 
ten correct 
answers to 
questions at an 
independent 
level 

_Reads passage 
at higher grade 
level and can 
answer 
questions at an 
instructional 
level 

Reads and 
follows 
directions 

_Reads and 
follows 1 
step 
directions 

_Reads and 
follows 2 steps 
directions 

_Reads and 
follows 3 steps 
directions 

_Reads and 
follows more 
than 3 step 
directions 

 
Grade 3 Reading Assessment Rubrics  

 

Sub-skills 

 Description of Grading Points 
1 

(Experiencing 
Difficulty) 

2  
(Beginning) 

3 
(Developing) 

4  
(Accomplishe

d) 

5 
(Exemplary) 

Recognizes 
facts and 
opinion 

Gives 
answers to 
facts and 
opinion 
based 
questions 
with less than 
70% 
accuracy 

Gives 
answers to 
facts and 
opinion 
based 
questions 
with 70% 
accuracy 

Gives 
answers to 
facts and 
opinion 
based 
questions 
with 80% 
accuracy 

Gives 
answers to 
facts and 
opinion based 
questions 
with 90% 
accuracy 

Gives 
answers to 
facts and 
opinion 
based 
questions 
with 100% 
accuracy 

Identifies 
main idea 
of non- 
fiction text 

Identifies 
main idea of 
non-fiction 
text with 0-
70% 
accuracy 

Identifies 
main idea 
of non-
fiction text 
with 71-
79% 
accuracy

Identifies 
main idea of 
non-fiction 
text with 80-
84% 
accuracy 

Identifies 
main idea of 
non-fiction 
text with 85-
89% 
accuracy 

Identifies 
main idea of 
non-fiction 
text with 90-
100% 
accuracy 

Recognizes 
elements 
and 
organization 
of tradition 
stories 

Can complete 
story maps 
independentl
y with less 
than 70% 
accuracy 

Can 
complete 
story maps 
independe-
ntly with 
70-79% 
accuracy

Can 
complete 
story maps 
independent-
ly with 80-
89% 
accuracy

Can complete 
story maps 
independentl
y with 90-
95% 
accuracy 

Can 
complete 
story maps 
independent-
ly with 
100% 
accuracy 
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Masters 
word attack 
strategies 

Reads word 
list from 
basic 
reading 
inventory 
with less 
than 70% 
accuracy 

Reads word 
list from 
basic 
reading 
inventory 
with 70-
79% 
accuracy

Reads word 
list from 
basic 
reading 
inventory 
with 80-
89% 
accuracy

Reads word 
list from 
basic 
reading 
inventory 
with 80-
89% 
accuracy

Reads word 
list from 
basic reading 
inventory 
with 
100%accurac

Reads and 
comprehends 
text of grade 
level with a 
purpose 

Reads 6 
months 
below 
grade level 
reading text  

Reads 4-5 
months 
below grade 
level 
reading text 

Reads 2-3 
months 
below grade 
level 
reading text 

Reads 1 
month 
above and 
below grade 
level 
reading text 

Reads 2 
months 
above grade 
level reading 
text 

Reads grade 
appropriate 
text orally 
with fluency, 
accuracy and 
confidence  

Student 
reads a 
story from 
Basic 
Reading 
Inventory at 
frustration 
level 
according 
to inventory 
rating scale 

Student 
reads a 
story from 
Basic 
Reading 
Inventory at 
instructional 
to 
frustration 
level 
according to 
inventory 
rating scale

Student 
reads a 
story from 
Basic 
Reading 
Inventory at 
instructional 
level 
according to 
inventory 
rating scale 

Student 
reads a story 
from Basic 
Reading 
Inventory at 
instructional 
to 
independent 
level 
according to 
inventory 
rating scale 

Student 
reads a story 
from Basic 
Reading 
Inventory at 
independent 
level 
according to 
inventory 
rating scale 

 
8.10  Summary 
 
Marks and grades are used to represent the level of learning a student has achieved. 
Marks are scores mostly numerical, applied to individual tasks. Raw marks are usually 
added up and converted as grade which represent a band of achievement at course level. 
 
Grading is the grouping of student academic work into bands of achievement. Grading 
usually occurs at a larger level, for example: significant assessment tasks, entire modules 
or courses and is represented by a symbol. Like all types of learning in any discipline or 
field of knowledge, grading of students reading skill can be made following the similar 
principles. The most common grading symbols are A, B, C, D, etc. Grades are commonly 
determined by adding up the raw data of marks or scores, and converting this to a band of 
achievement. Both marks and grades are symbolic representations that summarize the 
quality of student reading work and level of reading achievement. 
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For a reading assessment task, students deserve to know what are expected of them and 
how the decisions about the quality of their work will be made i.e. how their reading 
tasks will be marked and graded. As a student progresses with their reading skill, they 
will themselves become progressively better at making accurate judgments about the 
quality of their own reading skill. 
 
Marking or scoring is the process of awarding a number (usually), or a symbol to 
represent the level of student learning achievement. The most common method is by 
adding up the number of correct answers on an oral or written test, and assigning a 
number that correlates. Higher numbers reflect better quality work. As a rule, marking 
applies to students' level of performance or reading performance in individual assessment 
tasks, not to overall achievement in a course. 
 
A rubric is a coherent set of criteria for students' work that includes descriptions of levels 
of performance quality on the criteria. Rubrics are useful for certain purposes and not for 
others. The main purpose of rubrics is to assess performances. Students are required to 
perform certain reading tasks after instruction. In reading assessment, reading rubrics 
inform the teachers at which level the student fall in a reading sub – skill.  
 
8.11 Activities 
  
1. Give a reading comprehension test to grade 3, construct rubrics to score their 

performance 
2. Grade the performance of students mentioned in 1 above, in letters. 
3. Construct criteria to gauge the print concept of grade 1. 
4. Arrange an interview with your colleague to know which criteria he/she uses to 

gauge the fluency of students in English reading.  
 
8.12 Self-assessment Questions 
 
1. What do you mean by the term scoring and grading of reading performance? 

Discuss how they are related to the reading assessment? 
2. State the different ways of grading students’ reading performance with examples. 

Also describe grading codes and their meanings. 
3. What working habits are useful for students’ reading development? Why are the 

reading work habits not graded in final assessment of reading? 
4. What students and teachers practices are included in reading work? 
5. What is rubric? Develop rubrics for grading students’ oral fluency and 

comprehension. 
6. What role do rubrics play in assessment of students’ reading abilities? Justify your 

answer with examples.  
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INTRODUCTION 
 
Feedback is a very important component of educational and training programs. It helps 
learners make best use of their skills and abilities at different stages of learning. It makes 
the learners enhance their awareness not only about their strengths but also the gray areas 
that call for improvement. Through feedback that can ascertain actions they can carry out 
in order to improve their performance. Feedback, therefore, is one of the most powerful 
influences on learning and achievement, though its impact can either be positive or 
negative. It is pertinent to keep in view that the type of feedback and the way it is given 
can differentially be effective. Feedback can be used to enhance the effectiveness in 
classrooms. 
 
Feedback can be either informal as in daily encounters between teachers and students, 
between peers or between colleagues or formal as part of written assessment. It is an 
overall dialogue between teacher and learner and is two-ways communication.  
 
Disseminating the performance results of the students; especially regarding their reading 
assessment, helps students, their parents, teachers and the school management to have all 
the pro and cons of the students’ progress in reading skill in a concentrating shape. It 
helps all the concerned people to overcome the weaknesses on their part and appreciate 
the strengths.  
 

OBJECTIVES 
 
After the completion of this unit, you will be able to: 
• analyze the importance of feedback in improving reading comprehension 
• tell the principles of feedback 
• distinguish between positive and negative feedback 
• state and practice dissemination of performance of students results 
• identify the personnel concerned for the dissemination and flow of information  
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9.1  Concept of Feedback 
Feedback is providing information to an individual, which focuses on his performance or 
behaviour. The feedback provided should be delivered in a positive manner and lead to 
action to affirm or develop an individual’s performance or behaviour. Feedback provided 
should not be of a personal nature and should focus on hard data, facts or observed 
examples of evidence. 
 
Ilgen & Davis (2000) and Kluger & DeNisi (1996) are of the view that in order for 
assessment to facilitate learning, students need to receive information about their 
performance and the existing discrepancy between the actual and the desired state, and 
effectively process that information. This information is commonly referred to as 
feedback.  
 
9.2  Types of Feedback 
Researchers categorize feedback in numerous ways. To begin, feedback may differ 
according to intentionality. Intentional feedback occurs in instructional settings and is 
designed to inform students about the quality, correctness, and general appropriateness of 
their performance. Unintentional feedback is incidental in nature and results from 
natural interactions with the social and physical environment. In an instructional context, 
unintentional feedback often occurs in unstructured peer interactions and unguided 
simulations (Bangert-Drowns, Kulik, & Morgan, 1991). Although unintentional feedback 
can be a powerful incentive for learning and other change, intentional feedback is the 
focus of this study (Bangert-Drowns et al.). Intentional feedback can be categorized 
according to the way in which it is provided to students. Direct feedback is delivered 
from a teacher or a peer to a student in the act of interpersonal communication. 
Alternatively, indirect or mediated feedback is delivered to learners through a range of 
artifacts (Leontyev, 1981). Computer-provided feedback is among the most commonly 
used types of mediated feedback. 
 
Both direct and mediated feedback can be distinguished according to their content on 
two vectors of load and type of information. Load is represented by the amount of 
information provided in the feedback message, ranging from a letter grade to a detailed 
narrative account of students’ performance (Kulhavy & Stock, 1989). Type of 
information can be dichotomized into process related, or descriptive feedback, and 
outcome related, or evaluative feedback. Evaluative feedback provides students with 
information concerning the correctness of responses. It represents a judgment that often 
carries a connotation of social comparison (e.g., letter grades, percentile scores, number 
of solved items, etc.). Descriptive feedback, on the other hand, conveys information 
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about how one performs the task (not necessarily how well) and details possible ways to 
overcome difficulties with a task and improve performance (Linn & Miller, 2005). 
 
Researchers have proposed alternative typologies of feedback. Bangert-Drowns et al. 
(1991) suggested that feedback types could be differentiated into error correction, 
presentation of prototypic responses, display of the consequences of responses, and 
explanation of the appropriateness of responses. Tunstall and Gipps (1996) proposed a 
more complex categorization of feedback, breaking it into two broad categories of 
feedback as socialization and feedback as assessment. These categories were further 
organized according to the specific function that a feedback message served. The 
functions included rewarding/punishing, approving/disapproving, specifying 
improvements, constructing achievement, and constructing the way forward.  
 
Hattie and Timperley (2007) took a different approach and developed a model that 
differentiated feedback into four levels.  
i. The first level was referred to as the task level and included feedback about how 

well a task was being performed. Corrective feedback and references to neatness 
and other aspects of the task accomplishment were among the most common types 
of the task level feedback.  

ii. The second level, the process level, involved feedback about the processes 
underlying the tasks. This more complex type of feedback related to students’ 
strategies for error detection and increased cue searching and task processing that 
led to improved understanding.  

iii. The third level, the self-regulation level followed the process level and was geared 
toward promoting students’ self-monitoring, directing, and regulating of actions. 

iv. The fourth level, the self-level included personal evaluations and affective 
reactions about the learner’s personality. The process and self-regulation levels of 
feedback were believed to be best suited for promoting individuals’ improvement, 
with the self-level being the least effective (Hattie & Timperley, 2007).  

 
Affirmation feedback is provided as soon as possible after a performance has been 
observed, e.g. ‘Well done, you have pronounced the word accurately.’ Developmental 
feedback is provided when a student is provided instruction to perform a task in a 
specific way, e. g. ‘Next time you articulate individual sound of each letter which will be 
named.’ Effective feedback is tailored to meet the needs of the individual and is directly 
linked to observable evidence – either a learner’s written, oral or practical work or a 
performance of a given task. Effective feedback focuses on individual action points and 
deals with one point at a time. 
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When a learner completes a task, reading task in this case, and hands it in to the teacher, 
he expects two responses: 
• the assessment decision (grade or mark), but more importantly, 
• feedback on their performance.  
 
Sometimes learners focus too much on the grade or mark that they have been awarded for 
a particular piece of work without taking the necessary notice of the information 
contained within the written feedback which could help them improve the work or affect 
the way they approach the next task or assignment. Learners need to be guided into the 
appropriate use of feedback – it does not happen incidentally. Opportunities need to be 
created for learners to use feedback appropriately and take the required action. 
 

Examples of Constructive Feedback 
 

Teacher’s Response Giving Feedback Teacher’s Response Without Feedback
• I like how you are listening to me. 
• That’s good, the way you tried to 

sound out that word. 
• Good try! Now say it like this. 
• You know most of your words. Which 

ones do you now need to learn? 
• This word is not right. How can you 

check the spelling of that word? 
• Look at the word again. What sound 

does it start with? Is that what you 
wrote / said? 

• That’s not how you do it. 
• Good boy. 
• Good. 
• Please do this again correctly. 
• No. 
• That’s wrong. 
• This is not correct. 
• Try it again. 
• You are not right 
• This is what I require. 

 
9.3 Characteristics of Feedback 
A good assessment feedback can be classified on the basis of different aspects like 
timing, amount, mode, audience etc. which are discussed below: 
 
9.3.1 Time of Feedback 
Time of delivering feedback is very important. Immediate or a little delayed feedback is 
provided to the students to help them hear it and use it. Feedback must be given often and 
in detail during learning in order to make it effective. In case of providing feedback in 
reading assessment, it should be prompt. Providing timely feedback is essential for 
students because they would still be mindful of the learning target and still would be 
having time to act on it and improve themselves accordingly. So it should at a time when 
students are still striving for, not something they have done earlier. A general principle 
for measuring the appropriateness of the timing of feedback is to put yourself in the 
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students' place. When would students want to hear your feedback? Of course, when they 
are still thinking about the work and can still do something about it.  
 
Table 9.1 below summarizes some examples of good and bad timing of feedback. 
 

Table   9.1  Feedback Timing 
 

Examples of Good Feedback Timing Examples of Bad Feedback Timing 
 Returning a test or assignment the 

next day.  
 Giving immediate oral responses to 

questions of fact.  
 Giving immediate oral responses to 

student misconceptions. 
 Providing flash cards (which give 

immediate right/wrong feedback) for 
studying facts. 

 Returning a test or assignment two 
weeks after it is completed.  

 Ignoring errors or misconceptions 
(thereby implying acceptance).  

 Going over a test or assignment 
when the unit is over and there is no 
opportunity to show improvement. 

 
9.3.2 Amount of Feedback 
‘How much amount of feedback should be provided?’ is probably the hardest decision to 
be made on the part of the teacher. Deciding about the right amount of feedback to give 
i.e. how much of it should be given and on how many points should it be provided, 
requires deep knowledge and understanding of the following things:  
• The topic in general and learning target or targets in particular  
• Typical developmental learning advancements for those topics or targets  
• Your individual students  
 
It is essential that all these three points should be kept in mind at the same time while 
deciding about the amount of feedback. It should be able to give students a clear 
understanding of what to do next on a point or points that they can see they need to work 
on. For this purpose, one should remember using the Goldilocks principle that says, "Not 
too much, not too little, but just right."   
 
The amount of feedback should be so much that they should understand what to do but 
not so much that the work has been done for them. 
 
Table 9.2 gives examples of good and bad choices about how much feedback should be 
given 
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Table  9.2 Amount of Feedback 
 

Examples of Good Amount of Feedback Examples of Bad Amount of Feedback
 Selecting two or three main points 

about a test for comment. 
 Giving feedback on important 

learning targets.  
 Commenting on at least as many 

strengths as weaknesses.  
 

Returning a student's paper with 
every error in mechanically edited.  

 Writing comments on a test that is 
more voluminous than the test itself. 

 Writing voluminous comments on 
poor-quality assignments and almost 
nothing on those of good-quality.  

 
9.3.3 Mode of Feedback  
The choice of suitable mode is essential so that the feedback message could be conveyed 
in the most appropriate way. Feedback can be provided in different modes or ways. It can 
either be in written form as in case of reviewing and writing comments on students’ 
written work or in oral form as while observing and commenting on adopting right 
posture while the students are reading and providing guidelines how to read effectively. 
Feedback can even be provided in the form of demonstrations as by doing model reading 
for the learners at lower grades or by helping a KG student how to hold the pencil 
correctly. Sometimes, feedback can be just based on the conversations with the learners 
in the form of certain reflective questions about his work rather than giving you 
viewpoint about it. 
 
The choice between given oral or written feedback to the younger children depends upon 
their reading ability. Written feedback should be given only if the students are capable of 
reading and understanding what written. Somehow, feedback given in spoken mode is usually 
considered to be better because  it is liable to be more interactive although it involves a hurdle 
that the teacher cannot have time to talk to every student about everything. 
  
Table 9.3 below presents examples of good and bad choices about the mode of 
presentation for feedback. 
 

Table  9.3 Mode of Feedback 
Examples of Good Feedback Mode Examples of Bad Feedback Mode 

 Using written feedback for 
comments that students need to be 
able to save and look over. 

 Using oral feedback for students who 
cannot read well. 

 Using oral feedback if there is more 
information to convey than students 
would want to read. 

 Demonstrating how to do something 
if the students need to see how to do 
something or what something "looks 
like".  

Speaking to students to save yourself 
from the trouble of writing. 

 Writing to students who cannot read 
well.  
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9.3.4 Audience of Feedback 
The impact of feedback is best when it has a very strong and appropriate sense of 
audience. The purpose of right choice of audience is to reach the appropriate 
students with specific feedback. It is also aimed at communicating the student 
whether his learning is valid or not. The feedback about the particulars of 
individual work is best addressed to the individual students. The only way it is 
possible when the students can understand it. The key thing a teacher needs to 
keep in view while giving feedback is to already know and consider their 
audience i.e. whom they are talking to or who will receive that feedback. If the 
same message is beneficial to a group of students, providing feedback to the 
whole class or group can save time and may also serve as a review session. In 
case only some students of the class need a certain feedback, the teacher can use 
the students who have already mastered that skill as ‘more experienced peers’ to 
demonstrate that skill or concept to the weak students. Otherwise, the teacher can 
pull those weak students aside to provide feedback while the others can be given 
some other assignment in the meanwhile. The teacher can also combine individual 
and group feedback. Suppose the students were given a reading comprehension 
assignment in which it was found that most of the students were unable to guess 
the connotative meanings of different words. They took the words denotatively. 
The teacher could give the same feedback to the whole class about denotation and 
connotation and guessing meaning from the context. This session might be 
followed by some thought-provoking questions regarding that teaching point.  
 
Table 9.4 contains examples of good and bad choices about the audience for 
feedback 
 

Table 9.4 Feedback Audiences 
Examples of Good Choice of Audience  Examples of Bad Choice of Audience  

 Communicating with an individual, 
giving information specific to the 
individual performance  

 Giving group or class feedback when 
the same review session is required 
for a number of students 

Using the same comments for all 
students all the time whether they 
require it or not 

 Never giving individual feedback 
because it takes too much time 

 
9.4 Feedback and Comparison of Reading Performance  
Comparison of student’s performance with a certain learning task is called criterion-
comparing and comparison of student work to a learning target is criterion-referencing, 
and it is an essential kind of comparison to use for good feedback. Usually some specific 
criteria are established and the students’ work is compared with that fixed criteria in order 
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to give feedback. Sometimes, feedback is given comparing a student’s work with his own 
past performance. Rarely is feedback provided by norm-referencing i.e. making 
comparison of a student’s work with that of other students. This feedback helps the 
student decide what the next goal should be. Teachers usually use an instructional model 
that starts with a learning target that is sometimes called a goal or an objective. Criterion-
referenced feedback (feedback based on comparison) helps students learn in such a way 
so that this goal could be achieved. Sometimes teachers can use self-referenced feedback 
too which is very much influential for the struggling students who need to know they can 
make progress. Through self-referenced feedback, they get a lot of encouragement and 
their performance accelerates.  For instance, a teacher can say, “Your ability to read and 
comprehend the text has remarkably improved. You remember last time you took twenty-
five minutes to comprehend the same kind of a text which you have done in ten minutes 
this time.” 
 
Table 9.5 describes examples of good and bad choices about the kinds of comparisons 
used in feedback. 
 

Table 9.5  Kinds of Comparisons Used in Feedback 
Examples of Good Kinds of 

Comparisons 
Examples of Bad Kinds of Comparisons 

 Comparing work to student-
generated rubrics 

 Comparing students’ work to rubrics 
that have already been shared with 
them 

 Encouraging a reluctant student who 
has improved, even though the work 
is not yet good  

Putting up wall charts that compare 
students with one another  

 Giving feedback on each student's 
work according to different criteria 
or no criteria  

 

 
9.5 Purposes of Feedback 
A positive and constructive feedback has a very important role in students’ learning. It 
helps the learners build confidence by highlighting their performance and enhances their 
educational experience and achievement by helping them identify their strengths and 
weaknesses. The performance of the students boosts up because they get clear steps for 
their improvement through feedback and they get encouragement having known about 
their abilities and trying to overcome their weaknesses.  
 
Feedback helps them know about their errors which they can rectify easily. Feedback is 
also responsible for students’ development and progress in achieving the educational 
objectives. It is through feedback we can come to know how a specific grade was reached 
and to how much extent were the objectives of learning achieved by the student. 
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Figure 9.1 lists the most important purposes feedback has to perform.

Figure 9.1 Purposes of feedback 
 
9.6 Principles of Feedback 
Providing good feedback is a very important part of learning. It is helpful for the students 
in learning the subject being taught and the achieving the targets of learning which have 
been set. Constructive and unbiased feedback acts as a clear guidance for the students to 
analyze their current progress in learning and how to improve it. Apart from this, positive 
feedback can improve a student's confidence, self-awareness and enthusiasm for learning 
as well. Not only is the learning of the students enhanced by the process, but their 
assessment performance is also improved greatly. Hence, feedback is considered to be the 
most powerful influences on learning.  
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According to Nicol and Macfarlane Dick (2006), there are seven principles of good 
feedback practice which must be kept in mind while incorporating feedback. What those 
principles are and how they should be practiced have been discussed below: 
 
1. Good Feedback should Help Clarify what Good Performance is? 

Good feedback should be based on concrete and workable examples rather than 
having just abstract ideas and concepts. It should be capable of providing explicit 
description of what good performance is.  An approach that has proved particularly 
effective in this regard, i.e. in clarifying performance goals and standards is to 
show the students some model exemplary performance. What teachers can do is to 
present some case studies to their students in which they can identify good 
performance in the presented scenario. 
While designing a case scenario, the teachers should consider breaking it into 
multiple parts and then the students should be asked what they would do in that 
situation. This could be done in the form of multiple-choice questions with possible 
reactions. The answer should be revealed only after the learner has given it some 
thought.  
 

2. Good Feedback should Facilitate the Development of Self-reflection in 
Learning 
Good feedback should provide learners with the opportunities to assess the level of 
their present learning. It should develop their self-reflection in learning. They 
should realize where they are at that time. It is significant if the course is broken 
down into many lessons, and the learner has the option to take them in any order. 
What the teachers should do in this respect is to provide the learner with a concept 
map  at the end of each lesson showing them where they are in the course and link 
it with the lessons that the learner has completed to show connections. This will 
help them make self-reflection before moving on to a new lesson. 
 

3. Good Feedback should Provide High Quality Information to Students about 
their Learning 
Good feedback is personalized, specific to the individual learners. This can be done 
with a self-assessment, which may include multiple-choice, true/false, or short-
answer questions with feedback tied to the lesson or topic that the learner has just 
completed. This helps the learner self-evaluate whether they have a good 
understanding of the material. The teachers should provide such a feedback that 
helps the learner adjust their learning. For instance, if they answer most of the 
assessment questions wrong, they may be asked to review the lesson or certain 
sections of it. They may be given more feedback if a key question that is directly 
linked to a performance goal is answered incorrectly.  
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4. Good Feedback should Encourage Teachers and Peer Dialogue around 
Learning 
It is essential for the teachers to design their feedback as a dialogue rather than 
being an instruction. In this way, it is very much certain that it will be taken by the 
learner attentively and it may be workable as well. The teachers can us follow-up 
questions at the end of a lesson to get this aim. The learners may be involved in 
dialogue or discussion by giving them a very closely related context and asking 
them how they might apply what they learned in that situation. The learners should 
be encouraged to discuss such follow-up questions with their peers. This can be 
very effective when the feedback is highly contextual. Using feedback to create 
discussions also enhances communities of practice in which learners having 
common interests can learn from one another. 
 

5. Good Feedback should Increase Learners’ Motivation for Learning 
Lack of motivation on the part of learners is a great challenge in learning and 
reading comprehension. This low motivation usually causes drop-out of the 
learners. In this situation, feedback can be used to enhance the learners’ inclination 
for learning. It can be used in combination with a series of review questions which 
are used to check the understanding. Such feedback contains small manageable 
chunks of questions and in this way, each step of learning acts as a building block 
of learning. The teachers should encourage their students and enhance their bite-
size learning with self-assessment. This allows them to celebrate their progress and 
their confidence increases and so does their motivation for learning. A very useful 
technique is to use badges to reward the learner’s milestone achievements. 
 

6. Good feedback Should Bridge the Gap between Current and Desired 
Performance  
The ultimate purpose of providing feedback is to help learners achieve mastery and 
improve their performance. Self-assessment at the end of a lesson can mimic the 
same ‘task-feedback-performance’ cycle. The teachers’ feedback should help the 
learner learn about the next steps in learning. It should also enable the learner 
figure out the ways how to take those steps. It can also show how the gap between 
their current and desired performance can be reduced each step of the way. 
 

7. Good Feedback should be Useful for Teachers to Help Shape Teaching 
A well-designed feedback creates individualized learning experience that can make 
the learners more satisfied about their progress. Teachers can take the students’ 
learning data extracted from their assessments to guide the student’s learning path as 
their self-assessment is often not evaluated. Hence, their learning becomes more 
relevant and meaningful which, in turn, will further increase their motivation to learn.  
 
It is essential for the teachers to better understand where their learners are. It can 
help them assess the average performance of the class, and identify who may need 
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more attention. It can also help them make improvements to their course that will 
benefit the future learners too. 
 

Apart from the above mentioned points, there are some other principles which should 
also be kept in view. They are the following: 
• It Should be Appropriate and Reflective 

The feedback should reflect abilities, maturity, and age of the learners. It must be 
provided in such a way that it could be fully understandable for the students in their 
own way. 
 

• It Should be Honest and Supportive  
The teachers must provide the students with the feedback which should be honest. 
It should encourage them for making further progressive. It the feedback is 
supportive, it will make the student want to continue. 
 

• It Should be Focused on Learning  
Whatever the feedback the teacher gives, must always be linked to the purpose of 
the task. Beyond being constructive, it should be both actionable and connected 
with the specific learning objectives students are reaching for. 

 
• It Should be Enabling  

The type of feedback the teachers provide to the students should enable them 
achieve their tasks of learning of learning objectives. Students must have 
opportunities to take what the feedback their teachers give so that it is meant to 
teach them. Students can also have constructive feedback from their peers. 
 

9.7 Implications of Feedback 
As already stated above as well, feedback is an important thing in assuring students’ 
progress in their learning. As a matter of fact, the kind of feedback the teachers give the 
students can either make or break their will to develop lifelong learning skills. So 
providing feedback is a very sensitive issue. Great and encouraging feedback can make 
students work wonders and perform such things they had never envisaged to be able to. 
Suitable feedback is one that should enhance the abilities of students and inspire them. It 
should make students feel good about where they are, and get them excited about their 
work and worth.  
 
Teachers can evaluate from the response of their students whether their feedback is good 
or bad. If the performance of the students and their work improves as a result of 
feedback, they are more motivate and believe that they can learn, they develop their 
keenness in learning and they take more control over their own learning, it means that the  
feedback they had been given was good and efficient. In such a situation, the classroom 
becomes a place where feedback, including constructive criticism, is valued and taken as 
productive.  
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If feedback is not provided, students may remain ignorant of their flaws and drawbacks 
and may think that everything is fine and that there are no areas for their improvement. If 
feedback is given by such a person who is credible and whom the learners respect and 
consider as role model, they definitely consider it significant for themselves and take it 
positively.  
 
9.8 Dissemination of Performance Data 
Literally, dissemination means distribution or spreading of something. As far as 
dissemination of students’ performance data is concerned, it refers to the reporting or 
flow of information about their performance.   The performance of the students at schools 
in terms of their reading skill needs to be shared not only with themselves but with their 
parents and with school management as well because the effective use of student 
assessment information is very much essential for improving the education system of a 
country. 
 
Information dissemination constitutes an important and critical factor for the success of 
education of students and their learning programmes. It is sometimes considered to be a 
form of one-way communication. Sometimes, it circulates information and advice 
through mass media, posters and pamphlets and sometimes it is purely on text based print 
medium. However, it case of dissemination of reading performance data, two-way form 
of communication is more relevant and effective. 
 
Effective dissemination and proper use of performance data of students is not a simple 
task. It is very much challenging even for the countries that enjoy stable systems of 
assessment. In any educational institution, well-managed dissemination of students’ 
performance in reading can help teachers and students play their productive role in 
improving the reading skill of the students. It can also increase mutual collaboration and 
understanding among all the concerned persons. The flow of data within a school occurs 
when a teacher or administrative personnel collects and records data, such as information 
about a student, a class, a school activity and shares it or submits it to any other relevant 
personnel or agency. 
 
Within the context of school, students’ performance data and such information can flow 
among four main groups of people: 
• Students 
• Parents 
• Teachers 
• Management 
 
9.8.1 Students 
Dissemination of performance to students is a continuous process. Especially in case of 
reading, teachers keep on telling students about their performance in reading time to time. 
It is usually in form of teachers’ feedback to their students. In order to make the process 
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effective, teachers need to organize information dissemination activities in classroom 
situations and structure them around face-to-face interaction. They may provide their 
students with services including counseling, advice, practical help, and workable 
suggestions to improve their reading skill. 
 
9.8.2 Teachers 
Reading is a skill used in all domains of learning.   It is not only a mandatory language 
skill to be improved but is essential to be mastered to study all other subjects too. If the 
reading skill of students is good, they are sure to show good performance in other fields 
of learning too.  If not, we cannot expect their satisfactory progress there. The 
information dissemination about the reading performance of students to other teachers 
may benefit them in improving their skills in other aspects because they can do so 
keeping in mind theirs strengths and weaknesses the domain of reading skill. If the 
progress of students is very good in reading, the teachers can share the strategies with 
other teachers with the help of which they could also get good results from their students 
too. Teachers can communicate with each other about certain issues such as class 
scheduling, coordination of contents and methods, teacher absence and replacement, 
student characteristics, performance, behaviour and so on. In this way they can benefit 
from each other’s’ experiences  
 
9.8.3 Parents 
The result and performance of students needs to be disseminated to their parents or 
guardians too. It can be conveyed to their parents in different ways. They can be updated 
about the performance and progress of their children in reading by sending them reports 
on weekly, monthly or term basis. Information about the students can be given to their 
parents by arranging sessions of parent-teacher meetings also. The teachers may share the 
performance of their students with their parents in comparison with their past 
performance reports and analyzing their skills and expertize regarding different 
components of reading.   
 
9.8.4 Management 
The dissemination of the students’ performance data to the school management is also 
essential. It is necessary to be kept in school record at one end and on the other hand, it 
keeps the management updated about the performance of students as well as the 
efficiency of the teachers. These in-school interactions can help improve the quality of 
the performance of students as well as teachers in many ways. Such kind of 
communication school manager can suggest the teachers some indicators regarding 
students’ attendance rates, performance by subject and behaviour, and other issues that 
need the teacher’s attention. 
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9.9 Communication of Student’s Reading Performance 
Teachers will provide students and parents with the information regarding students’ 
learning and performance, in this case, throughout the marking period. This feedback 
may take various forms, including the following: 
 
a. Report Card 

Report cards are issued at the end of each academic year or trimester or every 
twelve weeks. Report cards show academic performance or work habits for a grade.  
 

b. Progress Report 
Interim or progress report of learning, reading progress is of now exception is 
delivered midway through the trimester. Some teacher may only send report for a 
student who is struggling or is in danger of failing, while others may send reading 
progress report home to students who has seen recent growth or improvement in 
reading skill.   
 

c. Online Grade Report 
Online grade reports and information regarding reading performance of students 
are available on password protected websites which students, teachers, parents and 
school or city administration can access. These websites are created to provide all 
sorts of information about students of a campus. A username and password is 
issued to other so that they can visit the website in order to have complete picture 
of student performance.  
 

d. Parents – Teachers Conference/Meeting (PTM) 
Students’ reading performance along with supportive feedback is provided to 
teachers through conducting meeting or conference with parents at campus at 
regular intervals. Planning for such a conference is essential to decide a) purpose of 
communication, b) method of communication, c) ways of getting parents’ 
participation and suggestions, and so on.  
 

e. Informal Reporting 
Teachers may use telephone calls, e – mails, assignment books or feedback sheets 
to contact parents outside or inside the campus. These are informal methods of 
communicating students’ performance, grading or feedback about their reading or 
other types of learning.  
 

f. Teachers’ Feedback 
Teachers inform about progress and give feedback on classroom work or 
homework to assist students. They may give feedback on notebooks and ask 
students to show to their parents and get it signed by them. This feedback may be 
oral or written given to an individual student, small group or the entire class. 
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Communicating with students about their performance plays a pivotal role in keep track 
of academic reading or other types of performance. Parents are always encouraged to talk 
to their child’s teacher about specific questions or concerns.  
 
9.10 Summary 
 
Feedback reinforces positive behaviors that contribute to performance and eliminate 
negative behaviors that can detract from performance. Giving feedback is one of the most 
important parts of a teacher’s job. Good students need and want to know how they are 
doing in reading or any other type of learning, and effective teachers work hard to master 
the art of conducting difficult conversations and offering meaningful praise. Effective 
feedback is sincere, timely, focused, specific, positive, meaningful, behavioral and 
changing.  
 
Reporting is informing others, e. g. students, parents or city educational administration 
about students’ performance with description of their strengths and weaknesses along 
with suggestion for improvement. Reporting ensures increased accountability so that 
every child can be given the same opportunities to learn and achieve. 
 
9.11 Activities 
 
1. Construct a check list for observation of your colleague’s session on English 

reading in his/her class. Observe him/her and give supportive feedback on the 
session. 

2. Visit to class 2 of your school and arrange a session to teach fluency. After 
teaching assess the class and give due feedback to the students. 

3. Arrange an interview with your colleague to find out how he/she provides feedback 
to the parents of the students regarding their children’s performance in reading.  

4. Arrange a seminar on importance and ways of giving feedback at your school. 
Arrange answer/question session and respond to the participants’ confusion 
regarding feedback 
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9.12 Self – Assessment Questions 
 
1. What is meant by feedback? How is its application useful in developing students’ 

reading ability? 
2. Compare different types of feedback in contest of reading assessment. Which one 

is more productive for students’ learning? 
3. How do different features of feedback make it useful to enhance students’ reading 

skill? 
4. Discuss various principles of effective feedback. 
5. Select an essay written by a grade 5 student and give him productive feedback after 

scoring it. 
6. What are educational implications of giving supportive feedback to reading 

students? Explain with examples. 
7. Discuss different strategies teacher use to inform others about student reading 

performance. Which strategy do you think the most effective? 
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