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REASON FOR REFERRAL 

Kate was referred for assessment by her parents John and Jane Smith who were concerned about her progress in 
learning to read. Teachers have commented on her struggles with reading since Kindergarten. Her mid-year, Grade 
3 report card indicated that she was not meeting grade level expectations.  

SUMMARY/DIAGNOSES  

(Summary/Diagnoses also provided on page 17 of 31) 

Kate was referred for assessment primarily due to her reading difficulties. She also struggles with aspects of math 
and spelling. An assessment plan was developed to focus primarily on reading and to investigate other aspects of 
functioning as they relate to, or exist alongside, the reading issues.  

Kate demonstrated average intellectual ability with strong Verbal Comprehension. Her Reading Comprehension 
was in the average range. In contrast, phonological processing, reading decoding and fluency, arithmetic fluency, 
and spelling were all very weak. Her profile also showed weak naming speed (associated with dyslexia).  

Her history and profile yield DSM-5 diagnoses of: 
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1.  Specific Learning Disorder – With Impairment in Reading (Dyslexia – Word Reading Accuracy, Reading 

Rate, and Fluency), and 
2.  Specific Learning Disorder – With Impairment in Written Expression (Spelling), and  
3. Specific Learning Disorder – With Impairment in Mathematics  (Dyscalculia – Memorization of Arithmetic 

Facts and Accurate Math Reasoning).  

These difficulties are complicated by attention and anxiety issues which are also manifesting as emotional 
volatility and difficulties with self-regulation. The attention difficulties appear to meet the diagnostic criteria for:  

4. Attention Deficit Hyperactivity Disorder – Combined Type although this diagnosis is PROVISIONAL at this 
time.  

A provisional diagnosis is offered due to the fact that it is not clear if some attention symptoms are the result of 
the academic difficulties and secondary to them (as opposed to primary). It is also my opinion that the emotional 
symptoms of anxiety, depression and somatization are likely secondary to her learning, executive functioning, and 
attention difficulties, and do not currently reach the thresholds for further diagnoses.  

Focus on managing the reading/learning/school difficulties may well assist in alleviating the emotional symptoms 
to some extent. However, as mental health issues frequently arise from or coexist with learning 
disorders/disabilities and ADHD, these aspects of her well-being should continue to be carefully monitored.  

Intervention recommendations are provided throughout the report and are also compiled separately as Appendix 
2 of this report, for ease of reference.  

BACKGROUND 

DEVELOPMENTAL/HEALTH HISTORY 

 Healthy pregnancy without use of any drugs or alcohol. 
 Delivery was without complication.  
 Healthy birth weight and early development. 
 No concerns about developmental milestones or serious childhood illnesses. 
 Hearing and vision checks have both been done within the last year. 

FAMILY/PERSONAL BACKGROUND 

 Youngest of three children. One brother and one sister. Brother has difficulties with planning and 
organization but no significant academic delays. 

 Intact nuclear family 
 Lively, active child who displayed good social skills before school entry. 
 Very effortful at school and consistently described as hard-working, cooperative and pleasant by teachers.  
 Emotionally volatile at home, at times, especially when fatigued or hungry.  
 Behaviour can be challenging, during times of fatigue or when she gets “stuck” on something.  
 At times, goes off to do her “own thing” (for example, even if an adult tries to get her attention). 
 No reports of significant stressors in the home environment beyond those typical in a busy family. 
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SCHOOL HISTORY 

Kindergarten 

 Kate looked forward to starting school 
 Early Years Evaluation (EYE) at the beginning of the year indicated appropriate development in Awareness 

of Self and Environment, Language and Communication and Physical Development (both Fine and Gross 
Motor). Experiencing some difficulty in Social Skills and Approaches to Learning (e.g. attentiveness, 
finishing activities etc.) and Cognitive Skills (e.g. naming letters and sounds, counting, etc.) 

 Speech and language assessment indicated grammar issues and mild articulation delays. Therapy was 
successful and by the end of the year she was recommended for monitoring (no further therapy required). 

 EYE re-check in May indicated appropriate development in all areas except Cognitive Skills (e.g. naming 
letters and sounds, counting, etc.). Did not know all letters by the end of Kindergarten. 

 Report card indicated that by the end of the year she was not meeting expectations for “Engaging with 
text …” (emergent reading/writing). 

Grade 1 
 Showed Evident Strengths in all areas of Character in Learning, Personal Development through Learning 

and Citizenship in Learning except with respect to confidence (Emerging Strengths). 
 Demonstrated excellent achievement of some grade level expectations in phys. ed. and art (e.g., 

cooperates to demonstrate fair play and team work). 
 Demonstrated good achievement of grade level expectations in most areas of language arts (except 

reading) science, social studies, health and life skills, music and art. 
 Demonstrated basic achievement of grade level expectations in all areas of math. 
 Comments on report card about reading difficulties (described as slightly below grade level at the end of 

Grade 1. Mark on report card (2) showed she was meeting basic expectations.  

Grade 2 
 Showed Exemplary Strengths (Respect) or Evident Strengths in all areas of Character in Learning, Personal 

Development through Learning and Citizenship in Learning 
 Her teacher noted (emphases added) that “Her big heart is demonstrated daily by the kind things she 

does for others and her sharing spirit.” 
 Demonstrated excellent achievement of a few expectations in phys. ed. and art.. 
 Demonstrated good achievement of grade level expectations in many areas of language arts (except 

reading and writing) science, social studies, health and life skills, music, art and phys. ed. 
 Comments on report card about reading, and writing difficulties (primarily spelling). 
 Marks for reading and writing (2s) showed she was meeting basic expectations at the end of the year.  

Grade 3 
 Evident Strength in all areas of Character in Learning, Personal Development through Learning and 

Citizenship in Learning. (Report Card – January 2018) 
 Has demonstrated basic achievement of grade level expectations in most areas of math, science, social 

studies, and language arts except reading. (Note, previous years showed higher achievement in science 
and social studies. Literacy weaknesses may be impacting other subject areas.) 
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 Has demonstrated good or excellent achievement of grade level expectations in most areas of phys. ed., 

health and life skills, and art. 
 Not meeting grade expectations for reading. 

 ASSESSMENT OBSERVATIONS 

 Engages readily 
 Honest about struggles in some ways; and yet also tries to cover extent of difficulties at times 
 Always exceptionally effortful during 1:1 assessment. 
 Fidgety at times 
 Flair for the dramatic/creative 
 Anxiety about academic capabilities expressed on more than one occasion 
 Good strategy use in arithmetic, despite struggles. 
 Extremely limited strategies for phonetic decoding in reading 

 

LEARNING PROFILE 

MOTIVATION/ENGAGEMENT DURING ASSESSMENT 

Kate very much wants to be a good student and was exceptionally effortful through the assessment sessions. She 
was very willing to try every task and appeared to do her very best throughout. She did appear at times to be 
somewhat distractible and fidgety but always was doing her best to focus on the task at hand. Due to these 
observations (in part), it was decided to determine the extent to which the ability to focus attention may be 
impacting on Kate’s school learning. 

During an initial conversation with Kate she confided that she is not good at reading and is worried about attending 
a new middle school next where her elder brother and sister already go. She commented that she thinks it is a 
school for “really smart” people and she is not sure that she belongs there. She noted that she is slower to catch 
on to reading and math. She reported however that she “tries and tries”.  

With respect to reading, Kate is very eager to improve her reading and very much wants to progress to chapter 
books. Her mother had reported that she would occasionally choose chapter books because she so much wants 
to be like others in her class. Kate shared, however, that she can’t really read them and now chooses books that 
she can read. 

In the first meeting with Kate an informal assessment of her approach to, motivation, and engagement with 
reading was the focus of the session. Kate was enthusiastic about choosing a beautifully illustrated, wordless 
picture book to talk about. She was offered a choice as to whether she wanted to tell a story, or to describe the 
pictures. She chose to tell a story and began in a narrative voice, telling the story as laid out by the illustrator. She 
fairly soon switched to providing a very quick description of each page (also prompting a query about her focus 
and concentration). It appeared that while she was initially captivated, she found the assignment tiring after a 
short time.  
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Next, Kate was provided with a selection of story books ranging from Kindergarten (repetitive, highly predictable 
text) to approximately a Grade 4 level (e.g. Owls in the Family). The purpose was to allow Kate to choose a book 
to read with which she would feel comfortable. She chose to read Red is Best (by Kathy Stinson, art by Robin Baird 
Lewis). This is listed on the Fountas and Pinnell Leveled Books Website as being a Level I difficulty. One Alberta 
school division (Chinook’s Edge) has provided a reading assessment correlation chart aligned with their reporting 
of Alberta grade level. On their chart, an F&P Level I text is the equivalent to a late Grade 1 level. This is fairly 
consistent with a recent school based reading assessment indicating a PM Benchmarks Level 18 (as reported by 
her mother). 

When Kate read Red is Best aloud, the nature of her reading difficulties was immediately apparent. Kate uses 
picture cues, context and background knowledge effectively and can predict text using beginning phonemes in 
words (phonemes are the smallest unit of distinguishable sounds within words). However, she rarely sounds out 
words beyond an initial sound and frequently guesses based on her knowledge and initial sounds. She pays little 
attention to the precise visual and phonetic cues of the text, frequently inserting or omitting words. While her 
errors maintain meaning (for the most part) with the relatively easy text, her strategies are very unlikely to take 
her successfully into reading more complex text with greater word variation and sophistication. Kate never 
sounded out throughout an entire word, despite being capable of doing so (for some words, with some support). 
Whether Kate has been taught phonics embedded within reading authentic texts, or whether a systematic 
approach has been used but has not yet been fully effective, at this stage she will require a heavy emphasis on an 
intensive systematic phonics program. If a structured synthetic phonics approach has not yet been tried, it is most 
likely to be the best next step.  

Given Kate’s good effort and the good assessment conditions over all 4 assessment sessions, all of the results are 
considered to be reliable and valid estimates of her skills at this point in time, on the various tasks that made up 
the entire assessment.  

TEST RESULTS 

Scientific studies of reading have established the “simple view of reading” for explaining variation in reading 
abilities. Simply, Reading = Decoding x Linguistic (or Language) Comprehension. In other words, there are two 
important factors which may enhance or limit reading skills.  

To read well a student must be able to 1) decode the print on the page or screen (determine what words are 
printed) and must have the 2) language comprehension to make sense of the words that are decoded. As well, 
many analyses of thousands of reading studies (meta-analyses) have lead to scientific consensus regarding the 
main components that are important to understand for successful reading instruction and intervention (when 
needed).1 Each of these were carefully evaluated to determine Kate’s reading profile and where reading 
intervention may be required. 1 

                                                           
1  Phonemic Awareness, Phonics, Fluency, Vocabulary, Comprehension 
2 Kilpatrick, D. (2016). Equipped for Reading Success. Casey and Kirsch Publishers, Syracuse, New York 
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PHONOLOGICAL PROCESSING/ PHONEMIC AWARENESS 

Phonological Processing/Phonemic awareness difficulties are one main factor contributing to Kate’s reading 
difficulties. She lacks skills for manipulating the smallest sounds in language (phonemes). Phonemic awareness is 
at the “listening” level. No print need be involved to practice or demonstrate phonemic awareness. Children need 
to be able to segment (break up) the sounds in words. If they hear separate sounds (when given by an instructor), 
they need to be able to blend them together to make words. They need to be able to delete sounds from the 
beginning, middle or ends of words they hear. They need to be able to substitute one sound for another at the 
beginning, in the middle of, or at the end of words. These skills are needed to apply phonics, and phonics skills 
(see below) are required for decoding success (as explained in resource referenced below).  

Kate’s phonemic awareness was assessed using numerous tests and subtests to ensure reliable results. On the 
phonological processing subtest of the Kaufman Test of Educational Achievement - 3rd Edition (KTEA-3) she scored 
in the low average range. She occasionally had difficulty with rhyming, blending, deleting sounds and segmenting 
sounds within words. 

On the Phonemic Awareness Test – 2nd Edition: Normative Update (PAT-2:NU Formal/Norm-referenced 
Assessment) Kate had difficulty with rhyming and segmentation which are foundational to early reading and 
decoding and her score on the phonemic decoding subtest and phoneme-grapheme index were all below average. 

INTERVENTION 

Tier 3 – Given that Kate is missing some skills that are typically in place in Kindergarten/Grade 1, she will benefit 
from intensive intervention designed to train the phonological/phonemic awareness/skills that are required in 
order to use phonics effectively. Phonological skills are critical to both phonics and the ability to build automatic 
word recognition through orthographic mapping. Kate’s parents have been provided with a complete resource 
dedicated to this intervention (Equipped for Reading Success, Kilpatrick, D.2).  

It is recommended that these skills be the first focus for intervention and that the various forms of the informal 
PAST (included in Equipped for Reading Success) be used for determining Kate’s Response To Intervention (RTI). 
Monitoring her progress will help to determine when/if more intensive intervention (increased intensity, 
frequency and/or duration) is required.  

PHONICS 

Phonics needs to be a significant area of focus for Kate. On sub-tests from the KTEA-3 and the WIAT-3, which 
required Kate to use phonics rules to decode nonsense words (pseudo-words), her scores were similar, and better 
than only 5 or 6 percent of children her age. She was able to decode only four words on the KTEA-3 subtest and 
five words on the WIAT-3 subtest. She was slow in comparison to others (25th percentile) so her score was not 
only due to speed/impulsive errors (although this is often a factor when she is reading text orally). This is the 
fundamental root of her decoding difficulty. Without connecting sounds to letters, long-term orthographic 
mapping (which is the memory for the connection of ‘phonemes to graphemes’ or ‘sounds to letters’) is 
compromised. Please see the explanation of orthographic mapping provided by Kilpatrick in Equipped for Reading 
Success. 
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INTERVENTION 

Kate needs intensive (Tier 3) Phonics intervention (as it appears she has already been provided with Tier 2 or its 
equivalent in additional support/guided reading practice which included some phonics). The following specific 
outcomes from the K-3 English Language Arts curriculum need to be the current focus of reading instruction for 
Kate: 

Use phonics and structural analysis  
Kindergarten 

 Identify and generate rhyming words in oral language 
 hear and identify sounds in words 

Grade 1 
 segment and blend sounds in words spoken or heard 
 use phonic knowledge and skills to read unfamiliar words in context 
 use analogy to generate and read phonically regular word families 
 associate sounds with letters and some letter clusters 

Grade 2 
 apply phonic rules and generalizations to read unfamiliar words in context 
 apply knowledge of long and short vowel sounds to read unfamiliar words in context 
 use knowledge of word parts, contractions and compound words to read unfamiliar words in context 
 associate sounds with some vowel combinations, consonant blends and digraphs, and letter clusters to read unfamiliar 

words in context 
Grade 3 

 apply phonic rules and generalizations competently and confidently to read unfamiliar words in context 
 apply word analysis strategies to segment words into parts or syllables, when reading unfamiliar words in context 
 associate sounds with an increasing number of vowel combinations, consonant blends and digraphs, and letter clusters to 

read unfamiliar words in context 

All students must master the complex linguistic code of English to become proficient readers. While it is true that 
many children develop this knowledge through exposure and self-teaching, others do not. As is certainly true for 
Kate,  these students require direct, explicit, systematic phonics instruction.  

It appears that Kate has been provided with exposure to basic phonics and the simple code (1:1 letter sound 
correspondence such as the letter ‘c’ representing a /k/ sound as in ‘cat’). However, she is a student who has NOT 
yet built the required skills of the complex linguistic code (knowing letter-sound correspondences for all the 
phonemes of English and the many different representations for some of those phonemes). She will require 
explicit instruction, targeted to her specific needs, as mentioned in the Literacy strategy of her school district 
(Calgary Board of Education):  

 Responsive, explicit instruction 
 Microteaching to students’ specific learning needs 
 Intervention strategies for students not achieving grade level/IPP expectations 

Kate should be provided with systematic phonics instruction and suitable resources (e.g. decodable books aligned 
with the teaching/learning progression). Systematic, synthetic phonics (SSP) is a recommended approach for 
children demonstrating the pattern of dyslexia seen in Kate’s profile. This approach provides direct, explicit 
instruction in phoneme-grapheme correspondences (which letters and clusters of levels represent which 
sounds?). Critical features of the complexities of the English Alphabetic Code which must be taught are highlighted 
on the attached handout produced by the International Foundation for Effective Reading Instruction (IFERI) – The 
Synthetic Phonics Teaching Principles (www.iferi.org). Two other handouts that may also be helpful are attached 
as well (How a Children Learn to Read & Research Findings in Reading Instruction are Settled Science). It is 
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important not to let go of phonemic awareness and phonics because “most” students have mastered them by 
Grade 3. Students who struggle in these areas need more, not less instruction. This is one place where using only 
a student’s strengths is not a supportable instructional strategy. In fact, it is best, when using a carefully structured 
phonics program with gradually increasing difficulty of decodable text to teach phonics as the only decoding 
strategy to be used during that portion of the reading program (which is not to say that phonemic 
awareness/phonics is a complete reading program – merely that it is the part where Kate needs most instruction). 

FLUENCY 

On subtests from the KTEA-3 measuring fluency (word recognition fluency, decoding fluency and silent reading 
fluency), Kate scored between the 5th and 10th percentiles. She scored similarly (13th percentile) on the oral reading 
fluency subtest of the WIAT-III. Dysfluency will compromise reading comprehension if not addressed. While 
improved decoding will assist in improving fluency, she will likely need to do a great deal of oral and silent reading 
to build the fluency to support comprehension. It is important not to equate speed with fluency, but at the same 
time, with good instruction, reading rate can be used as a “proxy measure” to monitor progress in this area. 

INTERVENTION 

Tier 2/3 – Equipped for Reading Success, as suggested above, is designed to ensure that students can apply phonics 
skills and through orthographic mapping develop word reading fluency. It is expected that Kate will read passages 
with better fluency once word recognition and automaticity are developed. She is already capable of fluent 
reading with text that she can decode. She reads Level I material with rhythm, prosody and suitable 
intonation/expression. I suggest using one minute reading prompts (such as DIBELS) about every two to four 
weeks to monitor progress with respect to fluency. Please request further consultation if support is required to 
develop an appropriate progress monitoring program.  

By the end of each grade level below, students are expected to be able to read (aloud) approximately: 

 1st grade: 60 correct words per minute 

 2nd grade: 90 correct words per minute 

 3rd grade: 114 correct words per minute 

 4th grade: 135 correct words per minute 

 5th grade: 150 correct words per minute 

There is research suggesting that for students with dyslexia there is little further advantage gained from devoting 
significant time to developing fluency past approximately 75 correct words per minute in mid-elementary, and 
90-100 by upper elementary.  

VOCABULARY 

To make meaning from print (gain reading comprehension) the words must be both successfully decoded and 
understood. Therefore, oral vocabulary (the words one knows the meaning of) and reading vocabulary (the words 
one can recognize from print and know the meaning of) were examined.  
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Oral Receptive and Expressive Vocabulary  

Each item on a picture vocabulary test (PPVT-4) showed Kate four pictures. Her task was to select which of the 
four best matched a vocabulary word presented by the examiner. Kate’s score fell in the upper end of the average 
range and was very consistent with her strong verbal comprehension abilities. The Vocabulary subtest of the 
WISC-5 required Kate to define words. She did as well as, or better than 75 percent of children her age.  This score 
reflects the size of her vocabulary which is correlated well with overall language ability. Knowing the meaning of 
many words is critical to making sense of text (comprehending) when reading. Kate’s strong oral vocabulary and 
her language skills (as will be described below) are protective factors, allowing her to read as well as she does. She 
can make sense of a lot of what she attempts to read even when she is not able to decode a large part of it.   

Reading Vocabulary 

Dolch Sight Words 

Kate was successful in reading all Dolch Sight Words to the Grade 3 level with few exceptions. If not focused on 
visual details she might misread a word that is visually similar (e.g. reading which for wish) but then can recognize 
the mistake (e.g. commenting on the mistake when the word she had already pronounced is seen further down 
the list). The fact that she has developed good sight vocabulary is what allows her to read as well as she does.  

Two subtests of the Kaufman Test of Educational Achievement – 3rd Edition, were also administered to evaluate 
reading vocabulary. For the Letter and Word Recognition subtest Kate had to read grade-appropriate words (one 
by one). On the Reading Vocabulary subtest, the student is asked to read a word in the context of a sentence, and 
then select a word that means the same thing. Kate scored in the average range on the Reading Vocabulary test 
where she could use context to support acquiring the  meaning. In contrast, when asked to read words in isolation, 
Kate’s score was below average and only as strong as about 6 percent of children her age. The difference between 
her scores on these two subtests shows that she uses her strong oral language and verbal reasoning skills well 
when reading 

When selecting appropriate tests for intervention-oriented assessment, it is considered good practice to use 
multiple versions of similar tasks to improve the reliability of the information upon which program decisions are 
being made. When focusing on individual skills (such as word reading) it is wise to ensure that decisions aren’t 
being made based on a single test. Composite scores, often used in assessments, have good reliability because 
they are made up of many more items. However, they may mask differences between various subskills. This is 
true in Kate’s situation. When determining her eligibility for programming, it will be important that the scores 
which limit her progress be the focus of attention. Relevant scores are highlighted in yellow in Appendix 1. 

Given the concern about composite scores not being useful in this case, and the need for score reliability, a similar 
word reading measure from the WIAT-III was administered. Kate’s score on the Word Reading subtest of the WIAT-
III was almost identical to her score on the similar test from the KTEA-3. Thus, it can be confidently asserted that 
her word reading abilities are in fact very weak compared with her oral vocabulary, except for the words she has 
memorized intentionally (Dolch sight words). The interventions described above (phonemic 
awareness/phonics/orthographic mapping) will address word reading ability, although it will take practice and 
continued emphasis on a great deal of reading practice.  
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 INTERVENTION 

Tier 1 – High Quality Universal Classroom Instruction is likely to continue to meet Kate’s needs for Vocabulary 
development. High Quality Universal Classroom reading instruction for vocabulary (and comprehension, see 
below) will typically include the provision of a rich literacy/language environment, deliberate expansion of 
children’s vocabulary through a variety of activities including high quality literature read aloud and shared reading. 
Kate’s ability to read single words will improve through the application of phonics and more reading practice as 
those skills improve.  

COMPREHENSION 

The ultimate purpose of all reading is Reading Comprehension. All evidence from this assessment indicates that 
when Kate can decode the words of a text, she has little difficulty understanding what she reads.  

Kate’s Standard Scores from the Reading Comprehension subtests of the KTEA-3 and the WIAT-III were the same 
(Standard Score = 93) falling in the average range. It was notable that when she had difficulty answering questions 
on these tasks, it was because she had experienced decoding difficulties in relation to that part of the passage.  

The Simple View of Reading (Reading = Decoding x Linguistic / Language Comprehension) holds that Reading 
Comprehension is a function of Reading Decoding and Language Comprehension. The Verbal Comprehension 
Index, or VCI, from the WISC-5 is a direct measure of that language comprehension. Kate’s reading comprehension 
can be compared with her verbal (oral language) comprehension. Her Standard Score on the Verbal 
Comprehension Index of the WISC-5 was in the High Average range. She scored as well as, or better than 84 
percent of Canadian children her age included in the comparison group for this test.  Kate’s reading problems 
arise from the decoding variable in the reading equation. Once her phonological processing and decoding skills 
have been trained sufficiently she is likely to experience reading as less challenging. Both phonemic awareness 
and phonics are amenable to improvement through appropriate skill building exercises. 

This model of reading success (which has the most robust scientific research support) suggests that Kate’s Reading 
Comprehension is determined by both her decoding weaknesses and her language comprehension strengths. 
This pattern is frequently described as (or diagnosed) as Dyslexia. 

INTERVENTION 

High Quality Universal Classroom Instruction is likely to continue to meet Kate’s need for Reading Comprehension 
instruction. High Quality Universal Classroom reading instruction for vocabulary and comprehension will typically 
include the provision of a rich literacy/language environment, deliberate expansion of children’s analysis, 
synthesis, summarizing and inferencing skills. A variety of reading activities including high quality literature read 
aloud, shared reading and independent reading of texts well within the student’s decoding ability, will continue 
to support Kate’s progress. It is important that Kate continue to be exposed to the literature that matches her 
higher-level comprehension skills and that she develop strategies in keeping with her verbal comprehension. The 
use of text to speech, audio-books, and continuing to read to her, are all important.  
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READING COMPOSITE SCORES 

Please note that different tests sometimes label the same score differently. For example, the same Standard Score 
of 84 might be labeled as Low on one test and Below Average on another. These qualitative descriptors are 
somewhat arbitrary. In contrast, percentile scores, like the standard scores themselves are directly comparable 
across tests. All scores, including percentiles, for each subtest and composite are provided in Appendix 1.  

 The Kaufman Test of Educational Achievement – 3rd Edition (KTEA-3) combines scores from subtests described 
above to give an overall Reading Composite. In Kate’s case, the composite score of 84 (Low range) masks the 
difference between her average reading comprehension and very weak recognition score. Similarly, the Wechsler 
Individual Achievement Test – 3rd Education (WIAT-3) composite scores mask her real profile. She scored in the 
Below Average Range on the overall Reading Composite which combined her average reading comprehension and 
extremely weak word reading skills. On a Reading Comprehension and Fluency Composite her score also fell in 
the Below Average range; once again her stronger comprehension score made up, to some extent for her very 
poor reading fluency. The Basic Reading composite reflects Kate’s ability to read the words of texts she sees. This 
composite combined her Pseudoword Decoding score (sounding out skills) and her Word Reading (sight words). 
She did as well as only 6 percent of children her age. Compare this with her Verbal Comprehension Index score 
from the WISC-5, where she did as well as or better than 84 percent of children her age, and the extent of her 
reading disability is clear.  

MOTIVATION/ENGAGEMENT 

Kate is highly motivated to do well in school and very much wants to become a stronger reader. She clearly can 
fall in love with certain books (e.g. the Wonder book she read and re-read over and over, to be able to do so 
fluently). At the same time, she has found learning to read hard and has shown the profile of a struggling reader 
from Kindergarten through Grade 3. It is entirely normal and predictable that motivation and enthusiasm could 
begin to wane at times. Her school history and observations made during the assessment make it clear that 
engagement and motivation are NOT factors causing her reading difficulties. Rather, if any observations are made 
at any point which suggest waning motivation, it is highly likely that these will arise as the result (not cause) of 
her challenges.  

INTERVENTION 

For maintaining overall school motivation and engagement it is most important that Kate’s teachers (all adults 
working with her) make every effort, in all instances to be patient, calm and gentle while always watching for and 
reinforcing every bit of effort she gives to her school work (especially reading and math facts – which are her 
current most significant struggles). Acknowledging how much harder she must work to make progress and being 
proud and amazed whenever she demonstrates her great attitude and enthusiasm will go a long way to 
maintaining it. This will be critical as she engages in interventions suggested below. Also, it is important that she 
be paired, whenever possible, with teachers, assistants, older peer buddies, etc. with whom it is easy for her to 
build a relationship with warm rapport. Kate is a deeply feeling child in many ways and will continue to need a 
great deal of caring support to work through the challenges of school. She needs to trust that her teachers will be 
patient and will be able to help her with the difficulties she faces.  
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MATHEMATICS 

NUMERICAL OPERATIONS 

Kate has learned operations such as adding and subtracting, simple multiplication, and pattern completion. On 
the WIAT-3 Numerical Operations subtest, she scored in the Average range at the 30th percentile. In other words, 
she did as well as, or better than 30% of Canadian children her age included in the comparison group. Kate often 
could not access basic facts by immediate recall (memory). Rather, when calculating answers, she would draw 
pictures of hundreds and ten rods (manipulatives) and count. The difficulties with fact memory showed most 
obviously on the Addition Fluency where she did as well as only about two percent of children her age. She was a 
bit better with Subtraction Fluency, doing as well as about ten percent of others. However, as she gets older, there 
is a risk this score too will drop (as it is in relation to others the same age) if she doesn’t make progress at the 
same rate as her peers. 

INTERVENTION 

Kate is a student who will benefit from the efforts of her school district’s Mathematics Strategy which includes: 

 A focus on mental math and automaticity 
 Spaced versus mass practice 

For Kate, given her learning profile, including apparently well developed conceptual understanding of the 
operations of addition and subtraction, as well as place value, and solidly average Working Memory skills (see 
further details below), it is suggested that a structured program be attempted to assist her in memorizing addition 
and subtraction facts (to be followed, if successful, by multiplication and division). It will also be helpful for her to 
learn standard algorithms for operations once she has demonstrated conceptual understanding (as she has done 
for addition and subtraction to the hundreds place) 

PROBLEM SOLVING  

Math Reasoning is an area of concern for Kate. She had difficulty understanding what some of the problems were 
asking. It is likely that this is related to weak Visual Spatial and Fluid Reasoning as seen on the Wechsler Intelligence 
Scale for Children – 5th Edition (WISC-5) (see further below).  

INTERVENTION 

Tier 2 Intervention – Kate will benefit from additional assistance in Math. Helping her to use stronger language 
skills to “talk-through” math problems and reasoning is likely to be of great benefit. It will be important to teach 
for mastery and scaffold her learning in very small increments to make sure that Kate is developing 
understanding at each step along the way in developing math concepts. Consider using consistent language of 
instruction. For example, ensure that she thinks about being able to define math concepts using description, 
characteristics, examples and non-examples. A framework that remains consistent, wherever possible, and 
which can capitalize on her language abilities would be useful. 
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WRITTEN LANGUAGE 

Kate’s written language was briefly evaluated using a sentence composition task from the WIAT-3 and using 
Spelling tasks from both the KTEA-3 and WIAT-3. Her mid-average score on the Sentence Composition task, 
compared with below average to low average (9th and 16th percentiles on the Spelling tasks) show the same 
underlying pattern of dyslexia as seen in her reading profile. Strengthening of phonemic awareness/phonics for 
encoding (spelling) as well as decoding (word reading) will be beneficial. 

INTERVENTION 

Tier 2/3 – Both encoding (spelling), and decoding, should be the focus of phonics works with Kate. Her teachers 
may wish to explore resources such as The Logic of English or Systematic Synthetic Phonics as means to build 
spelling/encoding capabilities. Please request further consultation as required if encoding using structured 
phonics is not familiar. 

COGNITION (WECHSLER INTELLIGENCE SCALE FOR CHILDREN – 5th EDITION) 

This intelligence scale was administered with Kate to rule out low intellectual ability and to provide an appropriate 
description or diagnosis of Kate’s academic difficulties (although this distinction makes little difference to the 
reading instruction required by struggling readers). An intelligence scale can also confirm if some of the frequent 
processing difficulties which correlate with reading difficulties are seen in the learning profile.  

There is no one profile that indicates dyslexia. However, Kate’s cognitive profile is entirely consistent with a 
dyslexia diagnosis as some higher order skills (thinking/reasoning) are well developed and yet there are specific 
weakness, such as fluid reasoning, the bring down her overall score. Her Full Scale IQ fell in the Average range. 
She did as well as or better than 45% of children her age. However, this score is made up of strengths and 
weaknesses and by itself does not do a good job of reflecting her overall ability. Nevertheless, it would predict 
typical school progress and since this has not been the case for Kate, her profile is indicative of a learning disability.  

VERBAL COMPREHENSION INDEX 

As reported above, Kate’s Standard Score on the Verbal Comprehension Index of the WISC-5 was 115. There is 
95% probability that her true score falls between 106 and 121. This score is in the High Average range. She scored 
as well as, or better than 84 percent of Canadian children her age included in the comparison group for this test.  
Kate has very well developed verbal concept formation (as measured by the Similarities task where she was 
required to identify how two things are the same). Her score on this subtest was superior to others her age. She 
also demonstrated well developed oral Vocabulary when asked to define words, showing good expressive 
language. Her score fell at the upper end of the average range. 

VISUAL SPATIAL INDEX 

Kate’s Standard Score on the Visual Spatial Index of the WISC-5 was 93 and fell in the Average range. There is 95% 
probability that her true score falls between 86 and 102. She scored as well as, or better than 32 percent of 
Canadian children her age included in the comparison group.   
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Compared with her strong language abilities, Kate has somewhat more difficulty in thinking about and using visual 
spatial information. Spatial skills refers to processing information about orientation in space. As many aspects of 
mathematical reasoning rely on visual spatial skills (e.g. geometry, space and shape, etc.) it is likely that Kate’s 
weaknesses in seeing and manipulating visual information and relationships, as required by the Visual Puzzles 
tasks, likely influences her math success. On this subtest, Kate had to decide which pieces from a larger number 
of pieces shown, could go together to make a certain shape. To do this successfully she would need to be able to 
mentally manipulate the orientation of the pieces to see which would go together correctly. Her score was low 
average on this task compared with her average score on the Block Design task where she manipulated real blocks 
to match certain patterns. Kate’s attention difficulties may impact her ability to focus her concentration on purely 
mental manipulation.  

FLUID REASONING INDEX 

Kate’s Standard Score on the Fluid Reasoning Index of the WISC-5 was 81. There is 95% probability that her true 
score falls between 75 and 90. This score is in the Low Average range. She scored as well as, or better than only 
10 percent of Canadian children her age included in the comparison group.  She scored in the low average range 
on both Matrix Reasoning which required her to determine visual relationships and patterns and on Figure 
Weights which required her to balance visually presented equations (visual figures on a balanced scale).  

WORKING MEMORY INDEX 

Kate’s Standard Score on the Working Memory Index of the WISC-5 was 103. There is 95% probability that her 
true score falls between 95 and 110. This score is in the mid-Average range. She scored as well as, or better than 
58 percent of Canadian children her age included in the comparison group.  On Digit Span and Picture Span 
reflecting auditory and visual working memory respectively, Kate’s performance fell in the average range. Her 
visual memory was somewhat better than her auditory memory (falling at the top end of the average range).  

PROCESSING SPEED INDEX 

Kate’s Standard Score on the Processing Speed Index of the WISC-5 was 106. There is 95% probability that her 
true score falls between 96 and 114. This score is in the Average range. She scored as well as, or better than 66 
percent of Canadian children her age included in the comparison group.  Kate performed similarly on both the 
Coding and Symbol Search tasks. Both require quick processing of visual information. Th Coding task requires more 
fine motor skill and can be done more quickly by learning visual relationships. The Symbol Search task requires 
making visual comparisons and requires less fine motor control. Despite Kate’s average score on the Coding task, 
there are some concerns about her visual-motor coordination as seen in her under-developed printing skills 
(observed in school work samples).  

ADDITIONAL INDICES 
Additional tasks from the WISC-5 that measure naming speed were also administered (since Naming Speed is 
often an issue for students with a dyslexic learning profile). The Naming Speed Index measured Kate’s ability to 
quickly and accurately name familiar objects, colors, letters, and numbers. During the Naming Speed Literacy 
subtest, she named elements (e.g., objects of various size and color, letters and numbers) as quickly as possible. 
Compared to other children her age, Kate’s score fell in the Very Low range (NSL = 76). As suspected, when asked 
to quickly name objects or letters, Kate was slower than many students her age (low average, at the 23rd 
percentile). This is specific to linguistic naming as opposed to overall processing speed. Her score on the Cognitive 
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Proficiency Index was at the 66th percentile and her General Ability Index was in the mid-Average range at the 50th 
percentile (consistent with her Full Scale IQ at the 45th percentile).  

VISUAL MOTOR INTEGRATION 
Given the concerns noted above with respect to Kate’s visual motor skills, the Beery Developmental Test of 
Visual Motor Integration was administered. She demonstrated good visual perceptual skills (matching figures 
with no difficulty) with a score in the upper end of the average range. However, her motor coordination was 
weak, in the low average range. Together, when asked to integrate visual and motor skills to copy designs of 
increasing complexity, her score fell below average. Kate appeared to rush, even when encouraged to take her 
time. Impulsivity appeared to be a factor in her performance. As with observations made throughout aspects of 
the evaluation conducted with her, focus and concentration appeared to be somewhat lacking on this task, even 
though at the same time she also seemed intent on being cooperative and was eager to please.  

ATTENTION 
Observations of Kate’s reading, along with occasional report card comments throughout her school years, and the 
history discussed in conversation with her mother, lead to querying her focus/concentration and the extent to 
which these may be contributing to Kate’s reading challenges.  

The Test of Everyday Attention in Children – 2nd Edition (TEA-Ch 2) was administered with Kate to gain an objective 
measure of her ability to pay selective attention and to sustain attention, and to determine if there are differences 
between her selective and sustained attention. Kate scored in the low average on the Selective Attention scale at 
the 18th percentile. She completed a variety of task requiring her to focus attention on specific stimuli. In contrast, 
she scored well below average on the Sustained Attention index. Just as the name suggests, this score reflects her 
ability to sustain focus over time. Kate did as well as or better than only 3 percent of children her age. Together, 
these scores yield an overall attention index (labeled ‘everyday attention’) which fell below average. Kate’s 
attention score was higher than only 7 percent of children her age included in the comparison group.  

Given these results further in-depth evaluation of her, and her mother’s perceptions of the attention were 
obtained using the Connor’s 3. Kate completed a self-report which gave insight into her perceptions. She reported 
many indicators of feelings of hyperactivity and rated herself in the clinically significant range for ADHD 
Hyperactivity/Impulsivity as well as in the At-Risk range for ADHD Inattentive Type.  She reported feeling restless, 
driven, full of energy, difficulty being still and so on. In contrast, her mother rated her in the Clinically Significant 
range for ADHD Inattentive Type and does not perceive the difficulty manage her activity level that Kate reports. 
With respect to challenges with behaviour, both Kate and her mother report difficulty with following rules, arguing 
and such but Kate scores are elevated while her mother’s report indicates more “risk”. Kate’s scores were highly 
elevated by idiosyncratic responding to items such as “running away” or getting in “fights”. When reviewed after 
the fact, it was clear that she was interpreting things more self-critically than perhaps warranted. For example, 
she said she used to “run away” when leaving her parents sight when she was little or getting in fights, meaning 
arguments.  Both Kate and her mother’s scores, and the items which they endorsed indicate a strong likelihood 
that impulse control difficulties underlie many of Kate’s challenges.   

EMOTIONAL/BEHAVIOURAL STATUS 

Kate’s parents described her as exhibiting quite volatile emotions at times. She can be easily provoked to 
emotional distress and meltdowns, especially in the evenings (when tired) or when hungry. She can get anxious 
and upset about her school struggles. To determine the extent to which anxiety, depression or attention are being 
observed, the Behaviour Assessment System for Children – 3rd Edition was used. Both of her parents along with 
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Kate’s teacher were asked to complete report forms. Detailed results are provided in an Appendix to this report. 
While these adults in Kate’s life rate her behaviours somewhat differently, with far fewer issues seen at school, 
there is significant agreement among them that she has out of the ordinary (clinically significant) levels of learning 
problems and anxiety. As well there are high scores on somatization and atypicality. All agree that she is struggling 
in school, especially with reading and is anxious about her ability to keep up and to meet expectations. 
Somatization refers to emotional symptoms being expressed in physical/bodily symptoms such as headaches or 
stomach aches. Her mother and teacher are now making specific plans as to how to handle Kate’s frequent 
complaints of not feeling well and asking to go home. Atypicality refers to somewhat odd or “atypical” behaviours 
such as saying strange things or behaving differently than others her age.  

A review of items, suggests that Kate easily loses emotional control and lashes out, frequently aiming verbal 
aggression toward herself, saying highly concerning things such as “I wish I were dead”. Although her level of 
emotionality is extremely high at these times, it is also apparent that the difficulties which tend to occur when 
hungry or tired are also reflective of developmental immaturity, in that they tend to appear much like that of a 
younger child with less impulse control. All in all, although her emotional and behavioural status requires careful 
monitoring and she may benefit from intervention if available to assist her in developing emotional self-regulation, 
it is important to note that she has not been reported to have significant school behavioural difficulties in the 
past. Her elevated indices are not caused by actual significant conduct or aggression problems (e.g. she is not 
physically aggressive with other children at school, nor has she shown any indications of anti-social behavioural 
problems).  

INTERVENTION 

Kate’s distress and anxiety is currently often being expressed via feeling physically unwell (somatization). First, it 
will be important that she is supported to develop strategies that will help her maintain self-awareness and 
emotional self-regulation. She needs appropriate ways to communicate the need for help and the need to take 
breaks. It appears that, at the moment, she spends a great deal of energy to manage her perceived hyperactivity 
and impulsivity and she is dealing with significant reading and other school demands. Her success is not aligned 
with the effort she puts in, or her capabilities. If she continues to struggle, even with more support at school, she 
may benefit from cognitive behavioural therapy aimed at assisting her to regulate her behaviour and manage her 
emotions in healthier ways. If emotional and behavioural supports are not sufficient to assist Kate in making good 
emotional and academic progress, consideration might be given to further medical evaluation and controlled 
medication trial which might confirm if there is indeed a medically treatable Attention Deficit Hyperactivity 
Disorder (combined type). It is to be expected that difficulties of Executive Function (of which ADHD is an example) 
will continue to impact aspects of school success such as planning, organization, time management and such. She 
will likely need support in these areas.  
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SUMMARY/DIAGNOSES  

Kate was referred for assessment primarily due to her reading difficulties. She also struggles with aspects of math 
and spelling. An assessment plan was developed to focus primarily on reading and to investigate other aspects of 
functioning as they relate to, or exist alongside, the reading issues.  

Kate demonstrates average intellectual ability with strong Verbal Comprehension. Her Reading Comprehension is 
in the average range. In contrast, phonological processing, reading decoding and fluency, arithmetic fluency, and 
spelling are all very weak. Her profile also shows weak naming speed (associated with dyslexia).  

Her history and profile yield DSM-5 diagnoses of: 

5.  Specific Learning Disorder – With Impairment in Reading (Dyslexia – Word Reading Accuracy, Reading 
Rate, and Fluency), and 

6.  Specific Learning Disorder – With Impairment in Written Expression (Spelling), and  
7. Specific Learning Disorder – With Impairment in Mathematics  (Dyscalculia – Memorization of Arithmetic 

Facts and Accurate Math Reasoning).  

These difficulties are complicated by attention and anxiety issues which are also manifesting as emotional 
volatility and difficulties with self-regulation. The attention difficulties appear to meet the diagnostic criteria for:  

8. Attention Deficit Hyperactivity Disorder – Combined Type although this diagnosis is PROVISIONAL at this 
time.  

The provisional diagnosis is offered due to the fact that it is not clear if some attention symptoms are the result 
of the academic difficulties and secondary to them (as opposed to primary). It is also my opinion that the 
emotional symptoms of anxiety, depression and somatization are likely secondary to her learning, executive 
functioning, and attention difficulties, and do not currently reach the thresholds for further diagnoses.  

Focus on managing the reading/learning/school difficulties may well assist in alleviating the emotional symptoms 
to some extent. However, as mental health issues frequently arise from or coexist with learning 
disorders/disabilities and ADHD, these aspects of her well-being should continue to be carefully monitored.  

Intervention recommendations have been provided throughout the report and are also compiled separately as 
Appendix 2 of this report, for ease of reference.  

 

It was a pleasure to work with Kate,  who is a wonderful person with so much to offer and a great deal of potential. 
I trust that these results and recommendations will assist in providing her with appropriate programming.  Please 
do not hesitate to contact me if further consultation is required. Please also keep in mind that these results and 
recommendations are meant for use at the current time and will likely become less valid over time (as she will 
grow and develop in the meantime).  

Sara Peden, B. A. Sc., B. Ed., M.Ed.,  R. Psych. (College of Alberta Psychologists Registration #2083).  
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APPENDIX 1 – SCORE TABLES 

WECHSLER INTELLIGENCE SCALE FOR CHILDREN – 5TH EDITION (WISC-5) 
 

Domain Subtest Name  
Scaled 
Score 

Percentile 
Rank 

Verbal Similarities SI 14 91 
Comprehension Vocabulary VC 12 75 

     
     

Visual Spatial Block Design BD 11 63 
 Visual Puzzles VP 7 16 

Fluid Reasoning Matrix Reasoning MR 7 16 
 Figure Weights FW 7 16 
 (Picture Concepts) PC 7 16 
     

Working Memory Digit Span DS 9 37 
 Picture Span PS 12 75 
     

Processing Speed Coding* CD 10 50 
 Symbol Search SS 12 75 
 (Cancellation)* CA 11 63 

Subtests used to derive the FSIQ are bolded. Secondary subtests are in parentheses.   
*Paper response booklet 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
  

Scale Subtest/Process Score  
Standard 

Score 
Percentile 

Rank 
Age 

Equivalent 

Naming Speed Naming Speed Literacy NSL 91 27 7:2 
 Naming Speed Quantity NSQ 91 27 7:2 

 
 
 
 
Composites  

Composite 
Score 

Qualitative 
Description 

    

Verbal Comprehension Index VCI 115 High Average 

Visual Spatial Index VSI 93 Average 

Fluid Reasoning Index FRI 81 Low Average 

Working Memory Index WMI 103 Average 

Processing Speed Index PSI 106 Average 

Full Scale IQ FSIQ 98 Average 
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WECHSLER INDIVIDUAL ACHIEVEMENT TEST – THIRD EDITION (WIAT-III)  

  Age Based Scores 
 

 

 
 

Subtest 
Standard 

Score 

90% 
Confidence 

Interval 
Percentile 

Rank 
Grade 
Equiv. 

Age 
Equiv. 

Reading Comprehension 93 85-101 32 2.2 7:4 

Math Problem Solving 80 73-87 9 1.9 7:0 

Sentence Composition 98 89-107 45 3.1 8:0 

Word Reading 77 73-81 6 1.5 6:8 

Pseudoword Decoding 75 71-79 5 1.3 6:4 

Numerical Operations 92 84-100 30 3.0 7:8 

Oral Reading Fluency 83 76-90 13 1.8 6:8 

Spelling 85 80-90 16 1.9 7:0 

Math Fluency-Addition 71 60-82 3 1.4 6:4 

Math Fluency-Subtraction 83 75-91 13 1.8 7:0 

 
 
 

Subtest 

 
Standard 

Score 

90% 
Confidence 

Interval 
Percentile 

Rank 
Grade 
Equiv. 

Age 
Equiv. 

Oral Reading Accuracy 83 73-93 13 <1.0 <6:0 

Oral Reading Rate 86 78-94 18 1.8 7:0 

 
 
Cumulative Percentages 

Word Reading Speed 
Kate did as well as or better than 25% of students in her age comparison 
group. 

Pseudoword Decoding Speed 
Kate did as well as or better than 25% of students in her age comparison 
group. 

 
 
 

Subtest Component 
Standard 

Score 
Percentile 

Rank 

Normal 
Curve 

Equivalent Stanine 
Qualitative 
Description 

Sentence Composition      

Sentence Combining 94 34 42 4 Average 

Sentence Building 103 58 54 5 Average 
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Composite 
Standard 

Score 
90% Confidence 

Interval 
Percentile 

Rank 
Qualitative 
Description 

Total Reading 79 75-83 8 Below Average 

Basic Reading 76 73-79 5 Below Average 

Reading Comprehension 
and Fluency 

84 78-90 14 Below Average 

Mathematics 85 79-91 16 Average 
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KAUFMAN TEST OF EDUCATIONAL ACHIEVEMENT – THIRD EDITION (KTEA-3) 
 

Composite/Subtest Standard 
Scores 

90% 
Confidence 

Interval 

Percentile 
Rank 

Descriptive 
Category 

Age 
Equivalent 

Core Composites      

Reading Composite 84 79 - 89 14 
Below 

average 
- 

Letter & Word Recognition 78 74 - 82 7 Low 6:7 

Reading Comprehension 93 84 - 102 32 Average 7:7 

Written Language  - - - - - 

 

Composite/Subtest Standard 
Scores 

90% 
Confidence 

Interval 

Percentile 
Rank 

Descriptive 
Category 

Age 
Equivalent 

Supplemental Composites      

Sound-Symbol Composite 78 74 - 82 7 Low - 

Phonological Processing 87 81 - 93 19 
Below 

average 
6:10 

Nonsense Word Decoding 76 71 - 81 5 Low <6:1 

Decoding Composite 75 72 - 78 5 Low - 

Letter & Word Recognition 78 74 - 82 7 Low 6:7 

Nonsense Word Decoding 76 71 - 81 5 Low <6:1 

Reading Fluency 
Composite 

75 68 - 82 5 Low - 

Silent Reading Fluency 80 71 - 89 9 
Below 

average 
6:7 

Word Recognition Fluency 80 69 - 91 9 
Below 

average 
6:4 

Decoding Fluency 75 64 - 86 5 Low <8:1 

Reading Understanding 
Composite 

92 86 - 98 30 Average - 

Reading Comprehension 93 84 - 102 32 Average 7:7 

Reading Vocabulary 94 88 - 100 34 Average 7:10 

Reading Comprehension 93 84 - 102 32 Average 7:7 

Additional Subtests      

Spelling 79 75 - 83 8 Low 6:7 
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PHONOLOGICAL AWARENESS TEST – SECOND EDITION: NORMATIVE UPDATE (PAT-2:NU) 

Test Age Equivalent Scaled / Standard Score Percentile Descriptor 

Rhyming 5 yrs 9 mths 7 16th  Below Average 

Segmentation 5 yrs 3 mths 6 9th  Below Average 

Isolation 7 yrs 6 mths 9 37th Average 

Deletion > 9 yrs 10 50th  Average 

Substitution > 9 yrs 12 75th  Average 

Blending 7 yrs 0 mths 8 25th  Average 

Phoneme-Grapheme 
Correspondence 

7 yrs 3 mths 8 25th  Average 

Phonemic Decoding 6 yrs 9 mths 7 16th  Below Average 

Phonological Awareness 
Index 

 91 27th  Average 

Phoneme-Grapheme Index  86 16th  Below Average 

 

PEABODY PICTURE VOCABULARY TEST – 4th Edition (PPVT-4) 

Test Standard Score Confidence Interval Percentile  Descriptor 

PPVT-4 109  73rd Average (Upper End) 
 

BEHAVIOUR ASSESSMENT SYSTEM FOR CHILDREN – 3RD EDITION (BASC-3) 

SCALES TEACHER MOTHER FATHER 
Hyperactivity Within normal limits Within normal limits At-Risk  
Aggression Within normal limits At-Risk  Clinically Significant 
Conduct Problems Within normal limits At-Risk  Clinically Significant 
Anxiety At-Risk At-Risk  At-Risk  
Depression Within normal limits Clinically Significant Clinically Significant 
Somatization Clinically Significant Clinically Significant Clinically Significant 
Learning Problems At-Risk  - - 
Attention Problems At-Risk  Within normal limits At-Risk  
Atypicality At-Risk  At-Risk  Clinically Significant 
Adaptability Within normal limits At-Risk  Within normal limits 
Activities of Daily Living - Within normal limits At-Risk  

VALIDITY INDICES  

All validity index scores are in the Acceptable range; no concerns to report. 
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TEST OF EVERYDAY ATTENTION FOR CHILDREN – 2nd EDITION (TeaCh-2) 

Test Standard Score Confidence Interval Percentile  Descriptor 

Selective 
Attention Index  

86 80-93 18th  Low Average 

Sustained 
Attention Index  

71 66-86 3rd  Below Average 

Everyday 
Attention Index 

78 72-87 7th  Below Average 

 

CONNOR’S – 3RD EDITION (CONNOR’S – 3) 

 

SCALES Self-Report (Kate Smith) Parent Report - Mother 
Inattention Within normal limits Clinically Significant 
Hyperactivity/Impulsivity Clinically Significant At-Risk  
Learning Problems Clinically Significant Clinically Significant 
Defiance/Aggression Clinically Significant Within normal limits 
Family/Peer Relations Family Relations- Within normal limits Peer Relations-- Within normal limits 

Executive Functioning ** Clinically Significant 
DSM-5 ADHD Inattentive At-Risk  Clinically Significant 
DSM-5 ADHD Hyperactive-Impulsive Clinically Significant Within normal limits 
DSM-5 Conduct Disorder Clinically Significant At-Risk  
DSM-5 Oppositional Defiant Disorder  At-Risk  At-Risk  
Response Style  Consistent Consistent 
Connor’s Global Index ** Clinically Significant 
Connor’s ADHD Index Probability Score 78% * 56%  

* % probability of ADHD Classification 
** indicates no scale for this version (Self Report) 

Beery Developmental Test of Visual Motor Integration (VMI) 

Test Standard Score Percentile Descriptor 

Visual-Motor Integration  78 7th  Below Average 

Visual Perception 109 73rd  Average (Upper End) 

Motor Coordination 82 12th  Low Average 
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WISC-5 Graphs 
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WIAT-3 Graph 
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APPENDIX 2 – INTERVENTIONS/RECOMMENDATIONS SUMMARY 

Overall Reading Intervention Needs 

Kate is likely to require intensive (Tier 3) reading intervention, beyond what is typically provided in most 
community schools. She would be an excellent candidate for an intensive literacy learning experience. If she does 
not make sufficient progress during the remainder of her Grade 3 school year (2017/18) it makes sense to inquire 
about placement procedures for support at Dr. Oakley School in her school district. While she is not yet two years 
behind in all areas of reading, this is due to her strong language abilities that support her reading comprehension. 
She is more than two years behind when looking at specific aspects of phonological processing/phonemic 
awareness, phonics/reading decoding, and reading fluency. Relevant scores are highlighted in yellow in Appendix 
1. Without intensive intervention, it is probably that she will fall further behind.  

Phonemic Awareness/Phonological Processing 

Tier 3 – Given that Kate is missing skills that are typically in place in Kindergarten/Grade 1, Kate will benefit from 
intensive intervention designed to train the phonological/phonemic awareness/skills required to learn to  use 
phonics effectively. These phonological skills are critical to both phonics and the ability to build automatic word 
recognition through orthographic mapping. Kate’s parents have been provided with a complete resource 
dedicated to this intervention (Equipped for Reading Success, Kilpatrick, D.2).  

It is recommended that these skills be the first focus for intervention and that the various forms of the informal 
PAST (included in Equipped for Reading Success) be used for determining Kate’s Response To Intervention (RTI). 
Monitoring her progress will help to determine when/if more intensive intervention (increased intensity, 
frequency and/or duration) is required.  

Phonics 

Kate appears to need Tier 3 Phonics intervention (given that she has already been provided with Tier 2 or its 
equivalent in additional support/guided reading practice). The following specific outcomes from the K-3 English 
Language Arts curriculum need to be the current focus of reading instruction for Kate: 

Use phonics and structural analysis  
Kindergarten 

 Identify and generate rhyming words in oral language 
 hear and identify sounds in words 

Grade 1 
 segment and blend sounds in words spoken or heard 
 use phonic knowledge and skills to read unfamiliar words in context 
 use analogy to generate and read phonically regular word families 
 associate sounds with letters and some letter clusters 

Grade 2 
 apply phonic rules and generalizations to read unfamiliar words in context 
 apply knowledge of long and short vowel sounds to read unfamiliar words in context 
 use knowledge of word parts, contractions and compound words to read unfamiliar words in context 
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 associate sounds with some vowel combinations, consonant blends and digraphs, and letter clusters to read unfamiliar 

words in context 
Grade 3 

 apply phonic rules and generalizations competently and confidently to read unfamiliar words in context 
 apply word analysis strategies to segment words into parts or syllables, when reading unfamiliar words in context 
 associate sounds with an increasing number of vowel combinations, consonant blends and digraphs, and letter clusters to 

read unfamiliar words in context 

All students need to master the complex linguistic code of English to become proficient readers. While it is true 
that many children develop this knowledge through exposure and self-teaching, others do not. As is certainly true 
for Kate,  these students require direct, explicit, systematic phonics instruction.  

It appears that Kate has been provided with exposure to basic phonics and the simple code (1:1 letter sound 
correspondence such as the letter ‘c’ representing a /k/ sound as in ‘cat’). However, she is a student who has NOT 
yet built the required skills of the complex linguistic code (knowing letter-sound correspondences for all the 
phonemes of English and the many different representations for some of those phonemes). She will require 
explicit instruction, targeted to her specific needs, as mentioned in the Literacy strategy of her school district 
(Calgary Board of Education):  

 Responsive, explicit instruction 
 Microteaching to students’ specific learning needs 
 Intervention strategies for students not achieving grade level/IPP expectations 

Kate should be provided with systematic phonics instruction and suitable resources (e.g. decodable books aligned 
with teaching/learning progress). Systematic, synthetic phonics (SSP) is a recommended approach for children 
demonstrating the pattern of dyslexia seen in Kate’s profile. This approach provides direct, explicit instruction in 
phoneme-grapheme correspondences (which letters and clusters of levels represent sounds). Critical features of 
the complexities of the English Alphabetic Code which must be taught are highlighted on the attached handout 
produced by the International Foundation for Effective Reading Instruction (IFERI) – The Synthetic Phonics 
Teaching Principles (www.iferi.org). Two other handouts that may also be helpful are attached as well (How a 
Children Learn to Read & Research Findings in Reading Instruction are Settled Science). It is important not to let 
go of phonemic awareness and phonics because “most” students have mastered them by Grade 3. Students who 
struggle in these areas need more, not less instruction. This is one place where using only a student’s strengths is 
not a supportable instructional strategy. In fact, it is best, when using a carefully structured phonics program with 
gradually increasing difficulty of decodable text to teach phonics as the only decoding strategy to be used during 
that portion of the reading program (which is not to say that phonemic awareness/phonics is a complete reading 
program – merely that it is the part where Kate needs most instruction). Her advance through a series of decodable 
texts can be used to monitor progress in learning phoneme-grapheme correspondence. 

Reading Fluency 

Tier 2/3 – Equipped for Reading Success, as suggested above, is designed to ensure that students can apply phonics 
skills and through orthographic mapping develop word reading fluency. It is expected that Kate will read passages 
with fluency once word recognition and automaticity are developed. She is already capable of fluent reading with 
text that she can decode. She reads Level I material with rhythm, prosody and suitable intonation/expression. I 
suggest using one minute reading prompts (such as DIBELS) about every two to four weeks to monitor progress 
with respect to fluency. Please request further consultation if support is required to develop an appropriate 
progress monitoring program.  
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By the end of each grade level below, students are expected to be able to read (aloud) approximately: 

 1st grade: 60 correct words per minute 2nd grade: 90 correct words per minute 

 3rd grade: 114 correct words per minute 4th grade: 135 correct words per minute  

 5th grade: 150 correct words per minute 

Vocabulary  

Tier 1 – High Quality Universal Classroom Instruction is likely to continue to meet Kate’s needs for Vocabulary 
development. High Quality Universal Classroom reading instruction for vocabulary (and comprehension, see 
below) will typically include the provision of a rich literacy/language environment, deliberate expansion of 
children’s vocabulary through a variety of activities including high quality literature read aloud and shared reading. 
Kate’s ability to read single words will improve through the application of phonics and more reading practice as 
those skills improve.  

 

Reading Comprehension  

High Quality Universal Classroom Instruction is likely to continue to meet Kate’s needs for Reading Comprehension 
instruction. High Quality Universal Classroom reading instruction for vocabulary and comprehension will typically 
include the provision of a rich literacy/language environment, deliberate expansion of children’s analysis, 
synthesis, summarizing and inferencing skills. A variety of reading activities including high quality literature read 
aloud, shared reading and independent reading of texts well within the student’s decoding ability, will continue 
to support Kate’s progress. It is important that Kate continue to be exposed to the literature that matches her 
higher-level comprehension skills and that she develop strategies in keeping with her verbal comprehension. The 
use of text to speech, audio-books, and continuing to read to her, are all important.  

Reading Motivation/Engagement 

For maintaining overall school motivation and engagement it is most important that Kate’s teachers (all adults 
working with her) make every effort, in all instances to be patient, calm and gentle while always watching for and 
reinforcing every bit of effort she gives to her school work (especially reading and math facts – which are her 
current most significant struggles). Acknowledging how much harder she must work to make progress and being 
proud and amazed whenever she demonstrates her great attitude and enthusiasm will go a long way to 
maintaining it. This will be critical as she engages in interventions suggested below. Also, it is important that she 
be paired, whenever possible, with teachers, assistants, older peer buddies, etc. with whom it is easy for her to 
build a relationship with warm rapport. Kate is a deeply feeling child in many ways and will continue to need a 
great deal of caring support to work through the challenges of school. She needs to trust that her teachers will be 
patient and will be able to help her with the difficulties she faces.  

Spelling 

Both encoding (spelling) and decoding, should be the focus of phonics works with Kate. Her teachers may wish to 
explore resources such as The Logic of English or Systematic Synthetic Phonics as means to build spelling/encoding 
capabilities. Please request further consultation as required if encoding using structured phonics is not familiar. 
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Math Fluency 

Kate is a student who will benefit from the efforts of her school district’s Mathematics Strategy which includes: 

 A focus on mental math and automaticity 
 Spaced versus mass practice 

For Kate,  given her learning profile, including apparently well developed conceptual understanding of the 
operations of addition and subtraction, as well as place value, and solidly average Working Memory skills (see 
further details below), it is suggested that a structured program be attempted to assist her in memorizing addition 
and subtraction facts (to be followed, if successful, by multiplication and division). It will also be helpful for her to 
learn standard algorithms for operations once she has demonstrated conceptual understanding (as she has done 
for addition and subtraction to the hundreds place) 

Math Reasoning 

Kate will benefit from additional assistance in Math. Helping her to use stronger language skills to “talk-through” 
math problems and reasoning is likely to be of great benefit. It will be important to teach for mastery and 
scaffold her learning in very small increments to make sure that Kate is developing understanding at each step 
along the way in developing math concepts. Consider using consistent language of instruction. For example, 
ensure that she thinks about being able to define math concepts using description, characteristics, examples and 
non-examples. A framework that remains consistent, wherever possible, and which can capitalize on her 
language abilities would be useful. 

Attention/emotional-behavioural self-regulation 

Kate’s distress and anxiety is currently often being expressed via feeling physically unwell (somatization). First, it 
will be important that she is supported to develop strategies that will help her maintain self-awareness and 
emotional self-regulation. She needs appropriate ways to communicate the need for help and the need to take 
breaks. It appears that, at the moment, she spends a great deal of energy to manage her perceived hyperactivity 
and impulsivity and she is dealing with significant reading and other school demands. Her success is not aligned 
with the effort she puts in, or her capabilities. If she continues to struggle even with more support at school, she 
may benefit from cognitive behavioural therapy aimed at assisting her to regulate her behaviour and manage her 
emotions in healthier ways. If emotional and behavioural supports are not sufficient to assist Kate in making good 
emotional and academic progress, consideration might be given to further medical evaluation and controlled 
medication trial which might confirm if there is indeed a medically treatable Attention Deficit Hyperactivity 
Disorder (combined type). It is to be expected that difficulties of Executive Function (of which ADHD is an example) 
will continue to impact aspects of school success such as planning, organization, time management and such. She 
will likely need support in these areas.  
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APPENDIX 3 – Handouts 

The Synthetic Phonics Teaching Principles  

How Children Learn to Read  

Research Findings in Reading Instruction are Settled Science 

These are available from the International Foundation for Effective Reading Instruction (IFERI) (www.iferi.org).  

 

 


