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USING RESULTS 

When you finish giving READ, be sure to reread your 
recording sheets and check the accuracy of your notations. 
Transfer the results from these sheets onto the summary sheet 
in your recording pad. This sheet will then be handy for you 
to review as you plan your lessons, following the lesson plan 
suggestions in TUTOR. You also will want to review the sum­
mary sheet with your student as you set short- and long-term 
goals for your work together. 

PART 1 SIGHT WORDS 

What the assessment tests. Asking your student to read 
the words on the sight word lists assesses his or her ability to 
recognize common words immediately, without applying 
phonics skills. This skill is thought to be necessary for fluent 
reading.6 

What to teach. The four lists used in each form were 
taken from a list of 300 most common words in print. There­
fore, they are among the words you will want to pay attention 
to in your teaching. This list appears in the appendix of 
TUTOR and is arranged in order of frequency of occurrence. 
Please note that the List 1 words are taken from the first 
seventy-five words of the sight word list in TUTOR. List 2 is 

6 
Chall, Jeanne (1995). Stages of reading development. New York: Harcourt Brace. 
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taken from words numbered 76-1 50, List 3 from words 151-

225, and List 4 from the remaining words. 

How to teach. Repeated encounters with words in print 
during reading is the best reinforcement for learning to rec­
ognize words as sight words. Identifying common words in 
the student's own language experience stories and locating 
them in newspapers or other print material provide further 
practice. Some students may need extra drill. Be sure to tie 
in such instruction to the student's actual reading. TUTOR 
contains other te�ching ideas. 

PART 2 WORD ANALYSIS SKillS 

What the assessment tests. Asking your student to 
complete the tasks in this section helps you to consider the 
strategies he or she knows for recognizing words. This portion 
of READ progresses in a sequence in which such skills are 
typically taught. TUTOR contains important advice for 
attending to these skills during a tutoring session. 

What to teach. By checking Part 2 Word Analysis on the 
summary sheet, you can tell where to start instruction on 
decoding skills. You also may wish to look for patterns of 



errors on the Sight Word and Reading Inventory portions of 
READ for confirmation (e.g., words similar in configuration, 
letter order confusion, etc.). You may assume the following 
general instructional sequence: 

1. letter names and sounds

2. left to right progression

3. short vowel words of three, and then four, letters

(teach ending patterns, not the vowel separately)

4. sh, th, ch, wh, ph, qu

5. vowel patterns other than short vowels

6. suffixes

7. soft C and G; silent letters

8. multi-syllabic words

Although it often may be important to teach particular 
words that do not follow the above order (for example, you 
may elect to teach some suffixes before all the short vowel 
patterns are learned), having a sequence of some kind helps 
you to define goals that both you and your student can un­
derstand. More specific recommendations for teaching the 
particular word analysis skills assessed by READ follow. 

Section A. This section requires the student to create rhymes 
· by substituting initial consonants. A student who begins a
word correctly but cannot complete it knows sounds associ-
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ated with symbols but may have difficulty with rhyming or 
with blending the rhyme with the beginning consonant to 
form a word. Such students may benefit from instruction in 
rhyming, or if they can rhyme, in blending parts to form 
whole words. 

Some students may be able to name a letter but will not 
know the sounds that are related to the letter. They will need 
instruction in these letter-sound relationships according to 
directions provided in TUTOR. Be sure to teach these letter 
sounds within the context of words the student actually 
needs to use. 

Section B. This assessment asks the student to give the names 
of letters. Knowing letter-sound relationships is more impor­
tant to reading than is knowing letter names, but it can be 
useful to know the names. Most students will know these, 
although some may show confusion on b-d or p-g and will 
need instruction to learn to distinguish between these·graphi­
cally similar symbols. 

You will note that letter names are tested in lower-case, 
and letter sounds in upper-case. If letter names are known for 
lower-case letters, you can probably assume that your student 
knows the upper-case forms . That is done to let you test one 
problem at a time. The student may know the sound that D 
represents in the upper-case form but in the lower-case form 



gets b and d mixed up. By testing the sounds with upper-case 
letters, the lower-case confusion is eliminated. But if there is 
hesitation on b or d, you know the problem is one of letter 
identity and not of sound-symbol correspondence. 

With letters that are easily confused (e.g., b-d, p-q, m-w) 
teach one letter until it is thoroughly learned. Then introduce 
the other letter in contrast. You may want to have the student 
write what is being learned as the word or sound is said 
aloud. As TUTOR explains, the use of various senses seems to 
aid some memories. 

Section C. This section asks the student to read three-letter 
words whose letter order is often confused. If students 
confuse initial and final consonants here, they may need 
instruction in attending to left-to-right progression. This 
error pattern should be discussed with the student, and 
pointing with a finger or pencil should be encouraged. 

Sections D through M. Each of these sections assesses the 
student's knowledge of how the written language code works 
in relationship to the oral code. An ability to read the words 
on these lists with ease suggests that the student is competent 
with these important aspects of decoding. The lists are 
sequenced in order of difficulty, beginning with three-letter 
words and progressing to four-letter sequences. 
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Section D. In this portion of the word analysis assessment, 
the words probably will not be known as sight words. Thus, a 
student will need to use other skills to read them. You will be 
able to check the student's ability to read consonants in 
lower-case form in initial and final positions, the student's 
ability to discriminate between b and d, the most frequently 
confused letters, and the student's ability to recognize several 
common spelling patterns (-am, -ut). A careful analysis of 
this section should yield a list of the consonant or vowel 
sounds that are not known well enough to figure out un­
known words. 

Section E. In all these words the last two letters represent 
a single sound. Following the directions to be found in 
TUTOR, teach the spelling patterns (-ill, -eek, -ess) within 
words that contain these letter sequences. Usually this is 
accomplished easily by students who know the consonant­
vowel-consonant (CVC) patterns from Section D. 

Sections F & G. Sometimes a student will read CVC 
words quite easily and then guess wildly on the words with 
the blends found in Sections F and G. The tutor will need 
to focus the student's attention on the sequences of letters 
in the words and demonstrate the way the sound combina­
tions are pronounced and blended together with the rest of 
the word. 



Sections H & I. If the student does not know the word pat­

terns connected to these two-letter consonant combinations, 

these combinations must be taught in the same way you 

would deal with simpler letter-sound relationships, as 

described in TUTOR.

Sections/, K, L, & M. These sections each represent a dif­

ferent word analysis skill: suffixes, soft c and g, silent letters, 

and multi-syllabic words. Three or more misread words in 

any one section indicate a need for help in the skill being 

tested. 

How to teach. TUTOR explains direct instruction techniques 

that can be used to teach the preceding word analysis skills. 

Please note that such skills are best taught within a larger 

context that emphasizes reading and writing for meaning, as 

ls described in the lesson plan recommendations in TUTOR. 

Without this, the study of such skills will seem rote, abstract, 

and thus, quite difficult, especially for those who have been 

previously frustrated by such instruction. 

Yet if a student is to develop skills that will enable him or 

her to decode words independently, there must be an under­

standing of how the written system works. The letters that 

represent spoken words represent a sound system with some 

7 
Clymer, T. ( 1963). The utility of phonics generalizations. The Reading Teacher. 
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regularity. It may appear more chaotic than it is because the 

system is not based on the occurrence of the letters alone, but 

on their relationship to the surrounding letters. Thus, the 

usual sound represented by "t" /ti becomes something else 

when it occurs in the pattern "tion" or "tial". 

The sound-symbol system of English is complex, and 

research has indicated that some of the rules stressed by 

teachers have more exceptions than confirmations. 7 It is to 

be hoped that those who are responsible for reading instruc­

tion will not attempt to pass along many rules to their 

students, even if they have learned some themselves. 

When a student cannot decode a word, ask him or her to 

name the letters. This frequently triggers the word. Notice the 

student's response when an unfamiliar word is attempted. 

That will provide a clue to the difficulties the student may be 

experiencing. 

Be careful to take into account the age and interests of 

your student when instruction is needed in very basic skills. 

There may be great reluctance on the part of your student to 

admit such instruction is necessary. Demonstrating progress 

is helpful to maintaining motivation. 



Word analysis techniques may be very helpful to some 
students and totally impossible for others. For those in the 
latter group, a gradual building up of a basic sight word 
vocabulary through meeting words frequently and meaning­
fully in language experience stories and other materials is far 
more fruitful. If after reasonable instruction the student has 
not made satisfactory progress with the methods described, 
concentrate instruction on that which seems most profitable. 
Such difficulties also may suggest that the student has some 
very special learning needs, and you may wish to consult 
with other agencies regarding the best available instructional 
support for your student. 

PART 3 READING/LISTENING INVENTORY 

What the assessment tests. In this part of the test, you will 
establish a general sense of the level of text that is most com­
fortable for your student to read. Remember that this is a 
rough estimate, and-variability is to be expected due to the 
limited amount of reading the test requires and to students' 
varied background. Users of READ should regard the passages 
in the inventory as a series that escalates in reading difficulty 
and which can be used as a broad measure of progress. If a 
student is most comfortable in Level C passages, this is not

the same as reading like a child in second grade. 

What to teach. Review the passage-specific annotations to fill 
out the summary sheet. By doing this, you will know which 
level of materials present some challenge without being over­
whelming. You will know whether fluency is a concern. You 
can determine patterns in word recognition and comprehen­
sion responses. You will also know whether to emphasize 
word recognition skills or comprehension skills to bring read­
ing into balance. You will know at about which level you can 
read to your student to increase listening comprehension. 

Finding suitable materials for adult beginning readers can 
be the greatest challenge the tutor must meet. Happily, more 
such materials are being produced every year. A tutor can 
discover the suitability of a particular material for a student's 
instructional level by asking that student to read a short 
sample. If more than 6% of words are misread, the material 
is too difficult. 

If one is to profit from reading instruction, practice must 
be provided in materials that limit the percentage of errors. 
For this reason, reading teachers designate three levels of 
performance. The criteria for each of the three instructional 
levels is tied to the percentage of errors per attempts in word 
recognition and comprehension. 8 

8 
Klare, George (1985). Readability. In P. D. Pearson (Ed.), The handbook of reading research (Vol. 1). New York: Longman. 
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An independent level is one in which there are very few 

errors in pronouncing the words and most of what is read is 

easily understood. This is the appropriate level for reading for 

pleasure in library materials or for assignments where a 

teacher does not preteach words and concepts. 

To select appropriate material for tutoring, the teacher 

will want to find a student's instructional level. For materials 

at this level, some words or concepts may need to be 

introduced before reading if the student is to understand 

the passage. 

A frustration level occurs when many words are not un­

derstood and comprehension is entirely unsatisfactory. 

Students should not be asked to read passages that are frus­

trating for them without considerable tutor support.The 

following chart suggests the percentages of accuracy needed 

for these levels: 

Independent 

Instructional 

Frustration 

Word Recognition 

98-99%

94-96%

less than 9()0;o 

Comprehension 

90% 

70-75%

less than 50%

The readability level of the passages corresponds roughly 

to that encompassed by materials in elementary school 

textboob and is typical to leveled adult reading materials . 

Level A represents emergent readers, Level B materials are at 

Grade 1, Level C is at Grade 2, Level D is at Grade 3, Level E is 

at Grade 4, and Level F is at Grade 5.

How to teach. As is described in TUTOR, many tutors who 

work with very beginning readers have found the language 

experience story to be a useful teaching tool. The student 

generates a story about a personal experience, describes a 

feeling, or shares an interest. The tutor records the informa­

tion dictated, using manuscript writing or typing. The 

resulting story then becomes the instructional material-the 

student learns to read the words spoken. These can be col­

lected into a book and read by others or reread by the student 

from time to time. 

Fluency. Do not be distressed with the lack of fluency of the 

beginning reader. Praise the accuracy, not the fluidity, at this 

point. Reading materials that present few word recognition 

problems are the most important remedy for most difficulties 

with fluency. Struggling to pronounce the words of a too dif­

ficult text can interfere with comprehension, and the student 

can lose sight of the point of his or her efforts. Reading will 

proceed more smoothly when the amount of cueing needed 

to figure out words has been reduced through practice. 



Practice initially should involve reading aloud, because it is 
most important to relate the words being met in print to their 
oral counterparts. You may want to ask students to engage in 
repeated reading, rehearsing segments of text so as to produce 
more fluent reading. You may also want to ask two students 

to read together. Many students profit from the use of a tape 
recorder. The student reads a paragraph aloud and listens to 

the tape to correct any errors. This gives immediate feedback 
on accuracy but also focuses attention on the subtleties of 
phrasing and intonation that are important for comprehension. 

Comprehension. Be sure to spend time discussing the meaning 
of each passage read or listened to during a tutoring session. 
This is the point of reading, and such discussion reminds stu­
dents of this when they otherwise may be struggling with 

word recognition. Such discussion also helps the student to 
know what to look for when he or she is reading indepen­
dently. Discussion can include recall of details, organizing 
details for use in predicting, cause-and-effect relationships, 
and inference. Did the student get the message? Was it per­
ceived vaguely or in enough detail to think about the topic 
productively? 
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Every experience a student has had, directly or indirectly, 
makes a contribution . Comprehension results from the inter­

action of the reader's knowledge with the ideas called forth 
from the author's words. The broader and more personal the 
reader's experience is, the greater the insight. Until the student 
reads with some ease, use listening as a basis for developing 
these skills. 

Generally Speaking. Many instructional handbooks in the 

teaching of reading, including TUTOR, will give you guidance 
in teaching your student. There is no instructional method 
that succeeds with all students. Experiment to find the ap­

proaches that seem best for your student and his or her goals. 
For an adult especially, learning to read is hard work. Respect 
and celebrate the courage and tenacity that this effort requires. 
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