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Purpose and Use

Purpose
The purpose of this handbook is to provide information and guidance for educational professionals,
school leaders, families, guardians, and students themselves on the subject of dysterialing tal05
ILCS 5/28.161, the handbook shall include, but is not limited to:

(1) guidelines for teachers and parents or guardians on how to identify signs of dyslexia;

(2) a description of educational strategies that have been shown to improve the academic

performance of pupils with dyslexia; and
(3) a description of resources and services available to pupils with dyslexia, parents or
guardians of pupilsvith dyslexia, and teachers

Furthermore, it is hoped that this handbook will be utilized by schools to design or revise their
professional learning, instructional practices, and processes related to effectively serving students with
dyslexia and other related disorders. In addititnis handbook addresses the social emotional needs of
children and adolescents with dyslexia and those who struggle to learn to read. By educating and
empowering all stakeholders with information and resources, the overall intent is to explain dyslexia,
strengthen service provision, and increase the likelihood of positive outcomes.

Handbook Use and Connection to the Dyslexia Toolkit

This handbook is an informational document. Other than where statutory requirementdeady

stated, the handbook shares information and resources rather than mandating action. The handbook
contains seven chapters which can be read chronologically or can be used individually to access specific
information for various stakeholder groupsdeschools, families, etc.). Each chapter is divided by
headings and contains vocabulary which is defined at the end of the handbook in a glEsséry.

chapter is also followed by dxpanded Exploratiasection which contains integral links to additional
resources/citations that support the content within the chapter and provide moepth information

on the topic. Additionally, the chapters conclude witBadge to Practicsection which seeks to

connect the research discussed throughout the chapters to practical applications in the classroom.

Handbook users may consider utilizing this handbook alone or in conjunction wibygiexia Toolkit

which is an eveevolving collection of additional resources that can be accessed via the
www.sldsupports.orgvebsite. Within thetoolkit, one can find websites, books, videos, and other
resources, such as podcasts, that supplement the lllinois Dyslexia Han&obololbased teams or

parent groups may use the handbook and the accompanying toolkit to guide discussions about students
with dyslexia and related conditions with the intent of better understanding their challenges and needs
as well as the rights to whidhey are entitled.

Following is the revised edition @he Dyslexia Handbo¢R024) created by the SLD Support Project on
behalfof the lllinois State Board of EducatidSBE, pursuant toPublic Act 10@617. Easterrillinois

Area of Special Education (EIASE)Eastern Illinois University (EIU) Department of Special Education
serve as grant partners and are contracted by ISBE to complete this work which was funded by the
federal IDEA Part B grant.



https://www.ilga.gov/legislation/ilcs/fulltext.asp?DocName=010500050K2-3.161
https://www.ilga.gov/legislation/ilcs/fulltext.asp?DocName=010500050K2-3.161
https://docs.google.com/presentation/d/e/2PACX-1vQMRQdsopAz6EttD26uVhVcqChdlVCGxBjpm3xkzGM1Cc7Dq2SXO2FI_LxzxqUJy3MeYxWw7UdE13Q4/pub?start=false&loop=false&delayms=60000#slide=id.p
http://www.sldsupports.org/
https://www.ilga.gov/legislation/publicacts/fulltext.asp?Name=100-0617

Reading the IL Dyslexia Handbook

The IL Dyslexia Handbook contains 7 chapters that can be read
chronologically or used individually to access specific information for
various stakeholder groups. Below, find out more about what each chapter

contains.

If you want to know more about

* The current state of reading in IL
* The Comprehensive Literacy Plan
» Laws pertaining to dyslexia

+ Dyslexia defined and common characteristics
e The causes and effects of dyslexia
» Dyslexia and students of varying backgrounds

+ How the brain learns to read
« Brain imaging and dyslexia
* Reading development informed by science

« Early signs of dyslexia
+ What caregivers can do to help at home
» Asking for school-based support

* The role of Rtl and MTSS for students with
dyslexia

¢ Screening and assessment

¢ Interventions to support students with dyslexia

+« Components of effective literacy instruction

o Structured literacy

¢ Helping students with dyslexia access the
curriculum

» Structured literacy in action across grade levels

» Guidelines for intervention instruction

» Examples of going from assessment to
intervention

Read

Chapter1:
Background

Chapter 2:
Understanding
Dyslexia

Chapter 3:
How Reading
Happens

Chapter 4:
For Caregivers

Chapter 5:
School-Based
Identification

Chapter 6:
Guidance for School
Personnel: Research

Chapter7:
Guidance for School
Personnel:
Implementation
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CHAPTER 1: BACKGROUND

Introduction

The vision of the lllinois State Board of Education (ISBE) focuses on the importance of all children and
adolescents being equipped to make meaningful contributions to society and live life to its fullest

LR GSYGAlf & CdzNI KS NI 2 NEBIBchildrgn artl @dblestehts with shfg antl Bealthy2 LINE @
learning conditions, great educators, and equitable opportunities by practicingiafaaned

stewardship of resources and policy development, all done in partnership with educators, families, and
stakelolders.Lastly, Illinois embraces an urgent and collective responsibility to achieve educational

equity by ensuring that all policies, programs, and practices affirm the strengths that each and every

child brings within their diverse backgrounds and life expegsnand by delivering the comprehensive

supports, programs, and educational opportunities they need to succeed.

State Specific Guidance Related to Dyslexia

In July 2014Public Act 98705was signed into law in the state of Illindihis law specified that the
G{G1rdS .2INR 2F 9RdOFGA2Y &KFff FR2LJ NYzZ Sa GKI G
the lllinois AdministrativeCode. Effective January 2018BEadopted the definition of dyslexiarovided

by the International Dyslexia Associatior2Billlinois Administrative Code Part 226.125pecific

Learning Disability: Dyslexia. lllinois legislatdss advanced another bill tmcreaseawareness about

dyslexia. On July 20, 2018, House Bill 4369 was signed into Rublis Act 100617, requiring that

ISBE developeview for updates every four yearand maintain a handbook that is made available on

its internet website to provide guidelines, educational strategies, and a description of resources and
services fostudents parents/guardians, and teachers on the subject of dyslexia.

Connection to the IL Comprehensive Literacy Plan

One arealearlydescribedn the most recent ISBE Strategic Plan is thdtigfrquality literacy

instruction for all students and related preparation for the educators who serve the2023 Public

Act 1030402mandated the creation of théllinois Comprehensive Literacy Plahich is interled to

serve as a roadmap for improving literacy skills across the state. This plan outlines three primary goals:
providing highquality literacy instruction for every student, equipping educators with the necessary
supportsand resources to deliver this instruction effectively, and enabling leaders to establish equitable
literacy learning environment§Vhile it is anticipated that this plan and the resulting actions will

improve literacy instruction overall, students with dyslexia will still egistl schools and families will
continue to need guidance related to how to best serve this population of children.

Federal Laws Related to Dyslexia
This handbook referencesur federal lawghat applyto students identified with dyslexia

ADA

TheAmericans with Disabilities Adirst enacted in 1990 and then updated in 2008, prohibits
unjustified discrimination based on disability. It is meant to level the playing field for people
with disabilities, including those who are dyslexic.

1 Public Act 98750, 2014
2 Understanding the Law: ADA, IDEA, and Section 504
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https://www.ilga.gov/legislation/publicacts/fulltext.asp?Name=098-0705
https://www.isbe.net/Documents/226ark.pdf
https://ilga.gov/legislation/publicacts/fulltext.asp?Name=100-0617
https://www.ilga.gov/legislation/publicacts/fulltext.asp?Name=103-0402
https://www.ilga.gov/legislation/publicacts/fulltext.asp?Name=103-0402
https://www.isbe.net/literacyplan
https://www.ada.gov/

IDEA

Thelndividuals with Disabilities Education Aehacted in 1975 under a different name and then

updated as IDEA in 1990 and updated most recently @#,26 designed to ensure that students

GAGK | RAA&AFOAfAGE I NBE LINPGARSR I GCNBS ! LILINE LN
ySSRa® hyS 2F GKS fl¢Qa LATEFINBR Aada (GKFd addzRSY
Education Programar IEP, that clearlgutlinesthe services to be provided. The law defines 13
different categories used to identify students with a disability who should be guaranteed a free
FYR FLILINBLINRFGS Lzt AO SRdzOF GA2yleardingS 2F (K2a&S
5AaloAfAlesSéE 6AGKAY 6KAOK ReéatSEAF A& OAGSR I a
Special Education Programs (OSEP) relemsegimothat provided policy guidance on IDEA/IEP

terms to clarify that there is nothing in tH®EAthat would prohibit the use of the terms

dyslexia, dyscalculia, and dysgraphitD&Aevaluatiors, eligibility determinations,

or IEPdocuments.

Under IDEA@and reiterated in lllinoistate I 6 0 a9+ OK a0OK22f RA&AGNAROG &K
actively seeking out and identifying all children from birth through age 21 within the district (and

those parentallyplaced private school children for whom the district is responsibiger 34

CFR.300.18%1 ¢K2 YI& 0SS StA3IA0ES F2N &LISOALE SRdzO!I @

Thus, sincelyslexia may be considered a specific learning disability according to 4xwma
federal and state disability criteria and since districts are required to seek/identify children and
adolescents who may have disabilities, schools should carefully comgié¢her or not a child

with dyslexia meets the criteria for special education eligibility and therefore may be entitled to
services.

Section 504 of the Rehabilitation Act of 1973

Section 504&o0vers qualified students with disabilities who attend schools receiving federal
financial assistance. To be protected under Section 504, a student must be determined to: (1)
have a physical or mental impairment that substantially limits one or more nitgactivities;

or (2) have a record of such an impairment; or (3) be regarded as having such an impairment.
Section 504 requires that school districts provide FAPE to qualified students in their jurisdictions
who have a physical or mental impairment tisabstantially limits one or more major life

activities. Major life activities, as defined in the Section 504 regulations at 34 C.F.R.
104.3(j)(2)(ii), include functions such as caring for oneself, performing manual tasks, walking,
seeing, hearing, speaid, breathing, learning, and working. While this list is not exhaustive,
NBIRAY3 I YRK2NI gNAGAYy3 O2dA R FlLff dzyRSNJ 6KS Td
in those areas would be protected if their challenges substantially limit majadtfeities.

Every Student Succeeds Act

Enacted in December of 2015, tEeery Student Succeeds fE8SA | A Ya (G2 AGLINBOJARS
children and adolescents a significant opportunity to receive a fair, equitable, andjhadity

SRAzOI GA2ye a ¢Stf Fa (G2 aO0tz2asS SRAOIFGA2y It | O
each state create a plan for its schoadsansure an equitable education for all students,

especially students in poverty, students of color, students who receive special education

services, and students with limited English language proficiency. Schools must account for

3Yudin, 2015, Dear Colleague Letter
4 Child Find Responsibilitg3 Ill. Admin Cod226.100

10


https://sites.ed.gov/idea/
https://sites.ed.gov/idea/files/idea/policy/speced/guid/idea/memosdcltrs/guidance-on-dyslexia-10-2015.pdf
https://sites.ed.gov/idea/regs/b/b/300.131
https://sites.ed.gov/idea/regs/b/b/300.131
https://www.dol.gov/agencies/oasam/centers-offices/civil-rights-center/statutes/section-504-rehabilitation-act-of-1973
https://www.ed.gov/laws-and-policy/laws-preschool-grade-12-education/every-student-succeeds-act

academic standards, annual testing, school accountability, goals in academic achievement, plans
for supporting and improving struggling schools, and state and local report cards in their plans.

In this law, ESSA includes provisions that are meant to hadersts with disabilities, including
students with dyslexia, receive a more impactful education. Included are provisions specifically
designed to improve literacy instructipmcluding requiring evidenebased strategies to

effectively teach reading andniting to students with learning disabilities, including dyslexia,

and resources to identify and intervene when students are struggling in reading.

Revisions to this Edition
While lllinois was among the first states to introduce dyslexia legislatioacent years nearly all states
across the country have enacted legislation related to dyslexia. This surge in legislation represents the
widespread sentiment that there must be an appropriate understanding of what dyslexia is and how it
manifests, along with the types of interventions and supports that can be provided to students
exhibiting characteristicdicativeof dyslexiaThe following chapters seek to fulfill that purpose and
serve as the updated version of the ISBE Dyslexia Handbook (2024). Cteatige edition includéhe
following

Chapter 7- practical methods of implementing instructional practices related to supporting

students with dyslexia and guidelines for educators to analyze student data to inform

intervention instruction

Connectiongo the lllinois Comprehensive Literacy Plan,

Additional information regarding bidialectal and multilingual students with dyslexia,

Additional social and emotional considerations for students with dyslexia,

Explicit connections between writing and dyslexia, and

Expanded content for Caregivers.

11



Bridge to Practice

A new student just transferred to the school where you work and was put into your class. From day one,
you can tell that she is an exceptionally hard worker, butaiso notice that she has been struggling to

keep up with the rest of the class, especially in reading. When you check in on her, she tells you that she
has dyslexia. You look in her file and see nothing documented regarding a dyslexia diagnosis, o you cal
her parents to try and figure out what is going on. They tell you that she does have a dyslexia diagnosis
and that they have paperwork. The next morning, they bring the paperwork into school and ask if there
is anything that can be done to help their dgnter. What is your response?

Click for Answer

Expanded Exploration: Linked Resources

Read The lllinois Comprehensive Literacy Plan DYSLEKIA

CEJ);(EJJ{IJI(;r\(/eitUnderstandinq the Law by The Yale Center for Dyslexi ToolK“'

Learn:State of Dyslexia from the National Center on Improving
Literacy

Discussion Questions

=

How does the key legislation addressed in this chapter protect students with dyslexia?
How can the lllinois Comprehensive Literacy plan bergficial tool to help all students as well
as students with dyslexia?

How do state and federal laws like IDEA and Section 504 impact dyslexia identification and
intervention in schools?

12


https://www.isbe.net/Documents/IL-Comp-Literacy-Plan-2024.pdf
https://www.isbe.net/Documents/IL-Comp-Literacy-Plan-2024.pdf
https://www.dyslexia.yale.edu/resources/accommodations/understanding-the-law/#:~:text=The%20Americans%20with%20Disabilities%20Act%2C%20first%20enacted%20in,people%20with%20disabilities%2C%20including%20those%20who%20are%20dyslexic
https://www.dyslexia.yale.edu/resources/accommodations/understanding-the-law/#:~:text=The%20Americans%20with%20Disabilities%20Act%2C%20first%20enacted%20in,people%20with%20disabilities%2C%20including%20those%20who%20are%20dyslexic
https://www.dyslexia.yale.edu/resources/accommodations/understanding-the-law/#:~:text=The%20Americans%20with%20Disabilities%20Act%2C%20first%20enacted%20in,people%20with%20disabilities%2C%20including%20those%20who%20are%20dyslexic
https://www.dyslegia.com/state-dyslexia-laws/
https://www.stateofdyslexia.org/
https://www.stateofdyslexia.org/
https://docs.google.com/presentation/d/e/2PACX-1vQMRQdsopAz6EttD26uVhVcqChdlVCGxBjpm3xkzGM1Cc7Dq2SXO2FI_LxzxqUJy3MeYxWw7UdE13Q4/pub?start=false&loop=false&delayms=60000#slide=id.p

CHAPTER 2: UNDERSTANDING DYSLEXIA

The development of reading proficiency in childhood is a public health issuacy is a widely

recognized factomnfluencing health outcomes, and is closely associated to success in academic, social,
vocational, and academic arezs.&8 & f SEAI Oly aA3dyAFAOLyGfte& AYLISRS |
Therefore, a thorough understanding of dyslexia is essential so that effective strategies can be

AYLX SYSYGSR (2 YAGAIFIGS Peingt AYLI OG 2y Yy AYRADARz

What is Dyslexia?
Dyslexids defined by lllinois state law as a

G{LISOAFAO tSIFNYAy3I RA&AlIOAfAGE GKFG Aa ySdzN
with accurate and/or fluent wordecognition and by poor spelling and decoding abilities. These
difficulties typically result from a deficit in the phonological component of language that is often
unexpected in relation to other cognitive abilities and the provision of effective classirsirction.
Secondary consequences may include problems in reading comprehension and reduced readin
SELINASYOS GKIG OFy AYLISRS aINRGGK 2F @201 06

While there are multiple definitions of dyslexia used across the United States, the aforementioned
definition was adopted by the International Dyslexia Association in 2002 and is now used by many
states, including Illinoi%.

Dyslexia is a languadmasedlearning disordewhich
refers to a cluster of symptoms that result in people
having difficulties with specific aspects of language,
particularlyphonological processirand/or orthographic learning disorder that is
processingn the area of reading. Students with dyslexia neurobiological in origin.
often experience difficulties with other languatpased
skills such as spelling, writing, and subtle difficulties in
word pronunciationDyslexia affects individuals throughout their lives; however, the impact can change

G RAFTFSNBYyG &d1 3848 Ay | LISNa2YyQa fAFSd 5848t SEAL
dyslexia can make it very difficult for a student to succeed ewachlly in the typical instructional

environment, and in its more sekeforms, dyslexia may result in a student qualifying for extra support
services, school accommodations, and/or special education sefvices.

Dyslexia is a language-based

Prevalence

The most recent data (from 20223), indicate that approximately 7.5 million students (15% of all

OKAt RNBY YR FR2fSa0Sydao Ay !®KBoNdtdseieivagoK22f & NB
services, 33% of them are served under the disability categd@pedific Learning Disabil{$LD) with

the overwhelming majority experiencing a langudggsed disabilityNevertheless, many more people

perhaps as many as 4B0% of the population as a whaleexperience some of the symptoms of

5 Sanfillippo, 2020, Reintroducing Dyslexia

8 Public Act 100617, 2018

" International Dyslexia Association, 2020, Dyslexia Basics

8 National Center for Education Statistics, 2023, Students with Disabilities
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dyslexia, including slow or inaccurate reading, poor spelling, poor writing, or mixing up similar words.
Not all these students will qualify for special education, but they are likely to struggle with many aspects
of academic learning and are likely to ledih from systematic, explicit instruction in reading, writing,

and language

Additionally, dyslexia can have a genetic basis, meaning it can be inherite@dremts. Close family
members often share this condition, with multiple siblings potentially being affected. Older relatives
who struggled in school or left early for work or military service might have had undiagnosed difslexia.
Early intervention is crucial as inadequate support can lead to persistent reading difficulties in
adulthood. Proper instruction, especially during early education, enhances the likelihood of minimizing
long-term challenges for individuals with dyslexia.

Characteristics of Dyslexia
Dyslexia spans a continuum, with some individuals facing severe challenges and others experiencing
only mild difficulties. This condition affects

people from all backgrounds and intellectual
levels, and many with dyslexia excel in areaj Dyslexia exists on a continuum from

such as art, computer science, design, draml mild to severe with some individuals

electronics, math, megh_anlcs, music, sales, facing severe challenges and other
and sports. However, it idso true that some

individuals with dyslexia may struggle experiencing only mild difficulties

significantly, requiring targeted interventions
and support.

Dyslexia often presents with a variety of characteristics, but not everyone exhibits the same traits or
struggles in the same way. For some, the challenges may be manageable, while others may need more
intensive support to overcome significant barriersstdlled reading and writing. Additionally, dyslexia

can be categorized into three primary types of deficits, each impacting individuals diffétently

Phonological Core Deficit
A deficit in the phonological system in language which is the ability to process and
manipulate phonemes (sounds).

Naming Speed Deficit
A deficit in naming and processing speed which allows us to focus on the automaticity of
retrieval.

Double Deficif
Both a deficit in phonological awareness and naming speed.

®National Center for Education Statistics, 2023, Students with Disabilities

10 Shaywitz & Shaywitz, 2020, Overcoming Dyslexia

1 Norton, 2020, What Educators Need to Know About Rapid Automatized Naming (RAN)

2Bowers & Wolf, 1993, Theoretical Links Among Naming Speed, Precise Timing Mechanisms, and Orthographic
Skill in Dyslexia
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As research progresses, new factors and deficits related to dyslexia continue to be explored. Beyond
phonological and naming speed deficits, two additional areas have been idethifieshowstrong
evidence of impact on students with dysleikia
Orthographic Processing
Deficit or challenge in processing and recognizing written words and their spelling
patterns.
Neuroanatomical Differences
Differences in the anatomy of certain brain regions.

Furthermore, dyslexia can also look different as children get oldez.following list includes common
red flags for dyslexia across ages and grades:

Preschool

Difficulty with sensitivity to rhyming,

Poorauditory memory for nursery rhymes and chants,
Difficulty learning the alphabet,

Difficulty adding new vocabulary words,

Inability to recall the correct word (word retrieval),

Disinterest in books,
Delay in learning to tajkand

= =4 =4 = - -8 - -8 -89

Kindergarten and First Grade

1 S5AFFAOdZ G& o6N
GolasSé aolftfé
1 DifficultyA RSy (i A F & A
KYK KNKKYKOZX

B
y

9 Difficulty learning letter names,

9 Difficulty learning letter sounds,

9 Difficulty decoding single words (reading single words in isolation),

1 Choppy, inaccurate decoding,

9 Difficulty spelling words the way they sound (phonetically) or remembering letter sequences in
GSNE O02YY2y g2NR& aSSy 2F0Sy Ay LNAYyd o60Soaos

1 Challenges memorizing high frequency words,

1 Odd letter formation, and

9 Trouble with recall of dates, nhames, numbers.

Trouble learning and naming letters and numbers and remembering the letters in his/her name,
| SNEAZ2Y (2 LINAYy(d 6So3dsy R2Say Qi Syecz2e F2ff26A4A

F1AY3 62NR& Ayid2 &aYFEfSNI LI NIASZ
2NJ Ay LA AYE OFy 68 LldzZ £ SR | LI NJ
3 FYR YFYALdzA FGAY3 AYRAGARdZ f

SATFAOdZ &8 LINPYy2dzyOAYyI 62NRE{ESESNOT TE@INGzET $ B Ve

az

a

BhQ. NASy> S fdX HanmmMI hNIK2IANFLKAO t NBOSaaAy3da 9FFAO)
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Second Grade and Third Grade

Many of the previously described behaviors remain problematic in addition to the following:

T

1
T
T
1

=A =4 =

Difficulty decoding single words,

Difficulty recalling the correct sounds for letters datter patterns in reading,

Difficulty reading fluently (e.qg., reading is slow, inaccurate, and/or without expression),

SAFTFAOdZ G& NBO23ayATAYy3a 0O02YY2y &aA3IKG $2NRa o6So13
Difficulty connecting speech sounds with appropriate letter or letter combinations and omitting

f SGGSNE Ay g2NRA F2NJ aLIStftAy3a oSdads al FGSNE a
Difficulty decoding unfamiliar words in sentences using knowledge of phonics,

Reliance on picture clues, story theme, or guessing at words, and

Difficulty with written expression.

Fourth Grade through Sixth Grade

Many of the previously described behaviors remain problematic along with the following:

=A =4 =4 =8 -8 =9

Difficulty reading aloud (e.g., fear of reading aloud in front of classmates),

Difficulty readindgluently (e.g., reading is slow, inaccurate, and/or without expression),
Difficulty decoding unfamiliar words in sentences using knowledge of phonics,

Avoidance of reading (particularly for pleasure),

Acquisition of less vocabulary due to reduced independent reading,

Use of less complicated words in writing that are easier to spell than more appropriate words
6SPaIPE GoATeE AYAaAlSIFR 2F aSy2N¥2dzaéuvz | yR
Reliance on listening rather than reading for comprehension.

Middle School and High School

Many of thepreviously described behaviors remain problematic along with the following:

=4 =4 =8 = -8 -8 -8 -8 -a 8 n

= =4 =4 =4 =4

Reading may be accurate but slow,

Difficulty reading fluently (e.g., reading is slow, inaccurate, and/or without expression),
Poor spelling,

Difficulty reading out loud, but may have strong comprehension,

Better comprehension in context than in isolation,

DdzSdaAy3 o0llaSR 2y GKS AyAOGAlFf fSGOGSNI 2F GKS g2
Frequent substitution and omission errors,

Difficulty with the volume of reading and written work,

Frustration with the amount of time required and energy expended for reading,

Difficulty decoding unfamiliar words in sentences using knowledge of phonics,
Inconsistencies when reading and spelling (i.e. reads/spells a word correctly once and then
incorrectly three different ways later in the passage),

Difficulty with comprehension of text due to vocabulary and contextual clues,

Difficulty finishing timed tests,

Difficulty with written assignments,

Tendency to avoid reading (particularly for pleasure), and

Difficulty learning a foreign language.

16



Other than the aforementioned characteristics of dyslexia, it is likely that academic areas may also be
significantly impacted. Examples include:

Writing

Students with dyslexia often face significant challenges in writing. It is not uncommon to hear a student
gAGK ReatSEAIF ale az2YSOiKAy3a If2y3 GKS tAySa 27F:
Based on what is known about dyslexia ariting, this is not surprising.

In order to become effective writers, students must be ablentaster the following skill%

Hear the sounds in a word and know the corresponding letter(s) for spelling purposes,
Know and use an idepth vocabulary,

Understand and use grammar and syntax,

Use proper punctuation, and

Have an overall understanding of the different types and genres of writing.

=A =4 =4 =4 =4

Sinceindividuals who are dyslexic often do not effectively identify the correct phonemes in words, they
are at an immediate disadvantage when it comes to writing as this skill is essential for spelling.
Additionally, when an individual with dyslexia is compgsrwritten piece, the time spent on spelling

and word selection may take away from the time spent on idea organization and development.

Mathematics

There is a direct connection between how a person processes reading and how a person processes math
into memory; both processes utilize the same part of the brain (the left angular ¢yr@s)ce there is
an overlap in the brain structure that is used for math and for reading, it is not uncommon for
individuals to have difficulties in both areas, especially individuals who have dyslexia. In math
specifically, students with dyslexia may demtrate deficits in the following areas:

1 Reading math content such as word problems,

1 Fact fluency,

1 Reversals, or transposing numbers, and/or

1 Sequencing

Reading content in math is the most obvious deficit area that we would expect students with dyslexia to
exhibit. Because students with dyslexia struggle with word reading, regardless of type of text, it is likely
that they will struggle to access math cent in textbooks, notes, worksheets, directions, and word
problems. While in a math class, it is possible that a student with dyslexia may need access to
accommodationsn order to access the curriculum.

In addition to reading difficulties, students with dyslexia often demonstrate deficits in math fact fluency,
sequencingand directionality. Individuals with dyslexia often have deficiencies within their working
memory making it difficult to store and recall information while usifg it math, this may include

specific content vocabulary, math facts, and/or learning sequences (i.e. counting, times tables, or the

¥ University of Michigan, 2024, Dyslexia Help: Writing
5 Noel & Karagiannakis, 2022, Effective Teaching Strategies for Dyscalculia
1 Landerl, et. al., 2009, Dyslexia and Dyscalculia
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order of operations}’ These skills are not often automatized by learners who are dyslexic, so it is
important that the type of instruction that is being planned is intentional and that students are being
provided adequate exposure to new math concepts.

Content Areas

Nearly every subject requires some type of reading or writing, so it should be expected that if an
individual has dyslexia, it is likely going to impact them within all of their classes, not just reading or
English language art®verall, there are aspects of learning that are likely to be impacted in all subject
areas for students with dyslexia. Deficit areas may include

Difficulty with note taking,

Learning content from assigned readings,

Reading comprehension,

Vocabulary acquisition,

Written responses, including extended written responses.

egeegee

Moreover, deficits may manifest differently across various content areas. Students with dyslexia may
struggle with multiple skills across different subject areas incldgling

1 Science following stepby-step directions, learning new vocabulary, navigating a textbook,

identifying key ideas, drawing conclusions, difficulty with word retrieval and spelling

9 History/Social Studiestransposing dates or maps, identifying what is most important, reading
fluently, large projects, word retrieval and spelling, recall
Music- reading music, following multistep directions
PE- following oral directions, following written directions, diagrams, learning specific
vocabulary, using directionality, remembering directions
Art - following sequences for projects, following diagrams, oral directions, keeping organized
Foreign Languagespelling, learning new vocabulary, knowing where to divide or segment
words, learning new grammatical rules, fluently reading

=a =

= =4

It is essential for all educators, regardless of grade level or subject, to deepen their understanding of
dyslexia and strategies for supporting students with the condition. This knowledge increases the
likelihood of students with dyslexia thriving in eissroom environments.

Postsecondary

Some students will not be identified as having dyslexia prior to entering college. The early years of

reading difficulties can evolve into slow, labored reading fluency. Many students will experience

extreme frustration and fatigue due to the increasingrdends of reading as the result of dyslexia.

Reading difficulties within a postsecondary setting, whether that be in college or the workforce, can

pose significant challenges. Completing basic tasks such as filling out forms for housing or employment,
schedilingappointments and arranging travel can pose significant issiWdsen considering if a student

YIe KIS ReatSEAIST | adGdzRSyidQa NBFRAYy3I KAaA(lG2NRBRS 7T
are critical. Many of the previously described behaviors may remain problematic along with the

following:

17 Chinn & Ashcroft, 2017, Mathematics for Dyslexics and Dyscalculics
18 Chinn & Ashcroft, 2017, Mathematics for Dyslexics and Dyscalculics
9 University of Michigan, 2024jow Dyslexia Affects the Curriculum
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Reading requires great effoaind isdone slowly,

Rarely reads for pleasure,

Avoids reading aloud,

Spoken vocabulary is less developed than listening vocabulary,
Avoids saying words that might be mispronounced,

Difficulty with note taking, and

Difficulty with writing productionwhether formal or informal.

=A =4 =4 =8 -8 -8 -9

It is important to recognize that if a student has dyslexia that has not been addressed, tHikglgreo
face secondary challenges with language comprehensiah as vocabulary knowledge and overall
reading comprehension, along with primary difficulties in reading and spelling wstrdgygles may
include

Difficulty pronouncing names of people and places or parts of words,

Difficulty remembering names of people and places,

Difficulty with word retrieval,

Difficulty with spoken vocabulary,

Difficulty completing the reading demands for multiple course requirements,

Difficulty with note taking,

Difficulty with writing production, and

Difficulty remembering sequences (e.g., mathematical and/or scientific formulas).

=A =4 =4 =8 -4 -8 -8 9

Research consistently indicates that specific factors, as outlined in table 1, can reliably predict future
challenges with wordevel reading, otherwise known as dyslexia. If a child struggles with any of these
areas, early intervention and a structuretéfiacy approach are crucial for their success.

Table 1: Foundational Skills Often Challenging for Students with Dysi&xia

Foundational Skills Often Challenging for Students with Dyslexia

Phonemic Awareness The ability to manipulate speech sounds in words.

Decoding To break the phonic code (to recognize a word); to determine the
pronunciation of a word by noting thgosition of the vowels and
consonants).

Encoding/Spelling The process of breaking a spoken word into each of its individual

sounds when writing or spelling it.

Reading Fluency Reading words at an adequate rate, with a high level of accuracy,
appropriate expression and understanding.

Causes of Dyslexia

Dyslexia is a learning disorder that arises from variations in processing related to language and reading.
Developmental dyslexia is caused by congenital and developmental factdhgreonay be a
hereditary/genetic component thatould makesome peoplanore predisposed talyslexiathan others.

20Young &Hasbrouck2024, Cinbing the Ladder of Reading and Writing
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Research has yet to explore all possible causes; however, studies have found neurological differences in
the brain which are believed to be at the root of dyslexia. It can also vary in its impact or severity for
eachindividual

Effects of Dyslexia

Dyslexia occurs on a continuum from mild to severe. Because of this, it affects people in different ways
and may present barriers to learning, many of which can be overcome with proper interventions. Many
people with dyslexia can become good readers whiteers may read slowly and inaccurately. While the
most common and persistent issues are with reading and spelling, dyslexia is not simply an issue with
written words. Some people with dyslexia may have difficulty recalling specific names or dates when
pressured by time, remembering a list or sequence of spoken words such as a telephone number,
following a conversation, following instructions, and/or expressing a point of #iew.

The Impact of Dyslexia

Dyslexia primarily impacts reading and spelling but can also affect other areas of learning. Other learning
problems may arise in areas secondary to reading and spelling, inclrmiagulary, grammar, reading
comprehension, writing, and math. Moreover, dyslexia does not just impact academics. Approximately
40-60% of young people with dyslexia have some type of psychological difficulties including anxiety,
depression, and/or attentio difficulties??

Comorbid Conditions That Can Impact Learning

Since dyslexia has been linked to the brain processing information in an atypical manner, it is often
associated with other conditions or disorders that occur in a similar way. It is not uncommon for
students with dyslexia to haveamorbid
conditions also known as coccurring
disorders; studies have shown that as many It is not uncommon for students with
as 50% of individuals diagnosed with a dyslexia to have comorbid conditions,
neurodevelopmental disorder are diagnoseq 3lso known as co-occurring disorders.
with more than on€3Moreover, according
to research, the three comorbidities that
occur most frequently with dyslexia include: developmental language disorder (DLD), mathematics
disorder, or dyscalculia, and attention deficit disorder (ADBD)hat being said, it is also entirely

possible to have dyslexia without having any other related disorder(s). Nevertheless, some of the most
common ceoccurring conditions/comorbid disorders incluthe following

ADHD

Attention Deficit Hyperactivity Disorder (ADHD) is the most common type of
neurodevelopmental disorder in children and adolescents. ADHD is categorized into three
primary subtypes: predominantly inattentive (ADD), predominantly hyperactive/impulsive, and
the combined subtype. Individuals with the predominantly inattentive subtype of ADHD often
struggle with attentioarelated skills, including maintaining focus on details, sustaining
attention, and organizing tasks. Those with predominantly hyperactive/isnyeisubtype may

21 pyslexia Myths and Facts, 2023, The Regents of the University of Michigan

22 Deighton, et al., 2020, Dyslexia and Allied Reading Difficulties

23 Habib, 2021, The Neurological Basis of Developmental Dyslexia and Related Disorders
24 Cabell, Neuman, & Terry, 2022, The Science of Reading: A Handbook
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exhibit a pattern of inattention and/or impulsivity such as being unable to sit still, fidgeting, lack
of focus, excessive talking or moving, and being impulsive. Individuals with the combined
subtype of ADHD exhibit deficits in both inattention and hypévaty/impulsivity. A consistent
finding is that dyslexia is more strongly associated with the inattentive subtype of ADHD than
with the hyperactiveimpulsive subtypé&® The cognitive risk factors shared with ADHD and
dyslexia includ@rocessing speed, language skills, working memory, inhibition, and sustained
attention.?®

Central Auditory Processing Disorder

Individuals with Central Auditory Processing Disorder (CAPD) have deficits in skills related to
auditory attention, discrimination, analysis, synthesis, association, and organization. Oftentimes,
this disorder manifests in several ways;luding difficulty understanding in noisy environments,
trouble hearing in groups, difficulty following directions or needing frequent repetition, seeming
to hear but not understand, history of ear infections, distractibility, speech and language
problens, poor localization skills, and problems in phonics, reading, spelling, and written
languagée’

Developmental Language Disorder

Developmental Language Disorder (DLD) is a fimaéed developmental disorder that impairs
both the use and comprehension of langua@&D has also been called specific language
impairment, language delay, or developmental dysphasiadents with DLD have deficits in
multiple components of language, including: phonology, morphology, syntax, vocabulary, and
pragmatic®5 [ 5 OFy | F¥FSOG I OKAfRQa aLISFH{Ay3ds tArads
as difficulty finding the right words to express ideas or answer guestions, understanding
information or following directions, maintaining attention, socializing witlerse and overall
problems with language. Students with DLD are four times more likely to have math difficulties
and siximes morelikely to have reading difficulties. Additionally, DLD is five times more
common than autism. The range of-oocurrence with dyslexia exists between41% and
approximately half of children diagnosed with dyslexia have a language digdrder.

Dyscalculia
Dyscalculia is a learning disorder in the area of mathemaiesearch indicates that the

prevalence of dyslexia and mathematical disabilities varies widely, with reported rates ranging
from 11-70%%° If someone were to have dyscalculia, they may have difficulty counting and
reading numbers, memoarizing and applying basic math facts, estimating speed, distance, or
time, and counting money. There are several shared cognitive risk factors among dystexia a
dyscalculia; the primary factor being language. It is well established that dyslexia is a language
based learning disability. Language skills not only form the foundation for literacy, but also play
a crucial role in the development of mathematicalldigis such as counting principles and

number knowledgé!

25 Cabell, Neuman, & Terry, 2022, The Science of Reading: A Handbook

26 Cabell, Neuman, & Terry, 2022, The Science of Reading: A Handbook

2TFerre, n.d., A Brief Guide to Central Auditory Processing Disorders

28 Adolf & Hogan, 2018, Understanding Dyslexia in the Context of Developmental Language Disorders
29 Adolf & Hogan, 2018, Understanding Dyslexia in the Context of Developmental Language Disorders
30 Cabell, Neuman, & Terry, 2022, The Science of Reading: A Handbook

31 Cabell, Neuman, & Terry, 2022, The Science of Reading: A Handbook
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Dysaraphia
Dysgraphia refers to unusual difficulty with handwriting, but netessarilyord reading,

decoding, and spelling unleasstudent hago-occurringdyslexia®? Oftentimes, people with
dysgraphia struggle to form letters correctly or have handwriting that is illegible. They may also
find it difficult to copy information.

Dyspraxia
Dyspraxia is a learning disordgfrmotor skills and coordination. Dyspraxia is shown in both

physical movement and forming sounds. People with dyspraxia may find it difficult to play at
recess when trying to run, jump, hop, or kick a ball. They also may find it difficult using facial
muscks to form certain sounds or words.

Executive Functioning Impairments

Executive functioning encompasses seven larger skills: adaptable thinking, planning, self
monitoring, flexibility in tasks, working memory, time management, and organization. If a
person has challenges with executive functioning, they maerience difficulties in one or

more of these areas. It may look like someone losing their papers frequently, struggling to plan
out a larger project, or having a messy desk. There is a direct correlation between executive
functioning and reading comprelnsion.Executive functions support students in processing,
coordinating, and integrating text information at the word, sentence, and passage fé\feds.
student struggles with executive functioning, in reading this may present as lacking the ability to
focus on multiple aspects of a text while reading or not understanding that they should
approach a text with the intention of making meaning. Thouglients can be successful "word
callers" or decoders, they may lack success with reading comprehension due to executive
functioning deficits.

Dyslexia and Multilingual Learners

Multilingual LearnergMLLSs), also sometimes referred to as English Learners (ELs) or English Language
Learners (ELLS), are individuals who are learning more than one language. In lllinois, students who speak
a language at home other than English are identified as MLLs. A22fPR7% of students in lllinois

are classified as MLLs with this number steadily increasing since2017.

Multilingual Learners and Dyslexia

Dyslexia is a neurobiological, brdiased disorder that affects individuals of all ag&3yslexia is found
in all languages, including Asian languages with logographic
orthographies, such as Chinese and Japaf@athile there may
be subtle differences in the manifestations of dyslexia by
language, there are more core similarities than differentes.
Therefore, educators can recognize signs of dyslexia in
multilingual learners and make appropriate referrals to support timely identification and remediation.

Dyslexia is found in all
languages.

32Berninger, Richards, & Abbott, 2015, Differential Diagnosis of Dysgraphia, Dyslexia, and OWL

33 National Institute on Deafness and Other Communication Disorders, 2023, Developmental Language Disorder
34Nguyen, et al., 2020, Executive Functions and Components of Oral Reading Fluency

35 llinois State Board of Education, 2020a, English Learners in lllinois

3¢ peer & Reid, 2014, Multilingualism, Literacy and Dyslexia

37 Peer & Reid, 2014, Multilingualism, Literacy and Dyslexia

38 Ziegler, et al., 2003, Developmental Dyslexia in Different Languages
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Assessment of Multilingual Learners

5dz28§ (2 O2yOSNYya sAGK YR LRGSYGALFf Nxajl 2F | aFlf
students are often ignoreéf. Educational specialists may also have the view that multilingual learners

possess processing difficulties due to poor language proficiency, instead of a learning difficulty such as
dyslexia'® When considering assessment measures for a multilingual student, it is important to gather
AYF2NXIEGA2Y (2 dzyRSNERGFIYR GKS addzRSydiQa K2YS | yR
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opportunities the student has to interact with each language, and how often the student hears and
communicates in each language. Whereas some children may have exposure predominantly to one

language and be appropriately tested inthéiR 2 YA Yy I yié¢ I y3dzt 3SS YIye aiddzRe
KIdS alAtfta Ay YdZ GALX S fFy3dad 3Sasz [Agdional SNBE T2 NS
since language skills are not static and change rapidlytbeecourse of an academic year, the

identification of language dominance is not useful for many students. Multilingual learners whose

language learning environment has included two or more languages often display different patterns of

skill (e.g., speakindistening, reading, writing, and by context) in each language; therefore, to avoid
misidentification, assessment needs to consider skills in all langdatfé&ecause language preference

Oty 0SS dzyO2yalOAzdzate RSGSN¥YAYSR o6& | aitdzRSyidaQa Ay
O2y@SyiArAz2yasr aaSaavySyid 27F Ydz GAfAy3dzat €SI NYSNER
needsinrelaton? GKS f I y3dz-35Sa 2F RAFFSNBYy(d 2NIK23INILKASAE
ability and guidance for which assessments might be appropriate.

It is useful to examine the correct identification of dyslexia in multilingual students through multiple
approaches. One approach considers langdade LISy RSy i GFalada oKAOK O2yySOi
experience, such as phonological awareness. Phormalbgivareness skills have been shown to be a
AAAYATFAOLIY(H LINBRAOG2NI 2F || OKAftRQa fAGSNI O& SNy
transparency® Consequently, the assessment of phonological skills is a helpful tool for identifying

dyslexia in language/literacy contexfsAdditionally, multilingual students benefit from assessment in

the home language and school language(s) in the areas of phoneme discrimination, blending skills,
segmentatiorskills, and spelling. Spelling can help determine whether there is normal;laragsage

OGN yaFSNI 6SisSSy 2yS tFy3dza IS $yR y20KSNI 6So3ad 4

Another approach considers cognitive, procesdiaged examples of these skills and can include naming
speed, rhythmic timing and inhibitory control (which show some correlation with reading development).
Children with reading difficulties often exhibit wking memory deficits in the phonological doméri!
Examination of various types of processbased tasks has shown that phonological working memory
tasks, including nonword repetition and digit span, help differentiate children with and without reading
difficulties; these tasks are also useful for idéadtion of children with and without true reading

% Peer & Reed, 2014, Multilingualism, Literacy and Dyslexia

40Dal, 2008, Dyslexia and Foreign Language Learning

“1Bedore, et al., 2012, The Measure Matters

42Bohman et al., 2010, What You Hear and What You Say

43 Everatt, et. al., 2013, Assessment Approaches for Multilingual Learners with Dyslexia
4 Firman, 1999, The Bilingual Dyslexia Child

4 Firman, 1999, The Bilingual Dyslexia Child

46 Chen, et al., 2023, What Components of Working Memaory

47 Swanson, et al., 2009, WorkiMemory, Short Term Memory, and Reading Disabilities
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difficulties across orthographies including multilingual learr&tlf the stimuli reflect English
phonology, these processifigl 8 SR G 4148 R2 y2i0 O2YLX SGSte NBY2@S
experience® Nonetheless, they are often useful and I&sssed than traditional, languagiependent

assessment tasks. Evaluators may modify and score tasks so as not to penalize a student for a

production that reflects the phonology of their native or stronger language(s) but that approximates the

English targe thereby demonstrating the skill being assessed, phonological working memory.

Finally, because dyslexia is a langubgeed disorder, and it often emccurs with developmental

language disorder, language assessment including a developmental dpegalage history is a critical

component of a comprehensive assessmént.&¢ Kl @Ay 3 || GK2NRBdzZAK dzy RSNR G Y
speech and language development timeline, it is possible to identify potential delays or difficulties which

may support timely identification of a risk of dyslexia.

Identification of Dyslexia ifMultilingual Learners

When attempting to determine if a multilingual learner shows characteristics of dyslexia, key pieces of
AYF2NXYIEGAZ2Y (2 3JFGKSNI 6STF2NBE aONBSyAy3d AyOf dRRS (K
and language developmerexperience and proficiency in home and school language(s), and

educational history including language(s) of instruction. Even if screening measures are not available in

0KS addRSyiGQa K2YS tly3ddzZ 356402 SRdzOfcdrdtakdis Ol y 206
about their deelopmental history via an interview or guestionnaiféis is key information, as one of

the earliest predictors of reading disorders including dyslésia history of speech and/or and language
disorder®? Because of this strong association, children with a history of speech and/or language

impairment, even if they make sufficient progress to be dismissed from sgarghage services,

should be monitored or screened for any signs of weak phonological aessespelling, and reading.

When students do not have additional risk factors, keep in mind that all students learning to read,

whether monolingual or multilingual, need time to learn. Be cautious about terminagowng

Englishspeaking children learning to read are oftenreferie@ | & aSYSNHSyYy i NBI RSNE T
Ydzf GAfAy3dzr £a €SIENYyAy3a G2 NBIFIR Ay 9y3IfA&AK FNB azy
avoid such deficibased language.

It is essential to consider the whole student and their entire background before screening for dyslexia.
Ideally, students should be assessed in their native or stronger language(s). When schools are not
sufficiently resourced to assess these languagesetis value in assessing in English, including
phonological awareness and processbased, verbal workinghemory measures referenced earlier
(Phonemic Awareness & Rapid Automatized Naming) because theph@melogy networkshat

overlap and often transfer between first and second langu&ges.

After all pertinent information is considered and it has been determined that a student has more than
normal languagéearning needs, further information should be collected. Like the process for

®5Ql yIdaAttAZ SG fdX wnnmI ¢KS 5S@St2LYSyd 2F wSkRAy3
49 esaux & Siegel, 2003, The Development of Reading in Children who Speak English as a Second Language

S0 Kohnert, et al., 2006, Do Languagased Processing Taseparate Children

51 Siegel, 2016, Bilingualism and Dyslexia

52 Catts, 1993, The Relationship Between Spdemtguage Impairments and Reading Disabilities

53 pugh, et al., 2023, The Neuroscience of Language and Literacy
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identifying dyslexia in English speakers, assessments of foundational reading skills include phonological
awareness, phonics, fluency, vocabulary, and comprehension.

Universal Characteristics of Dyslexia Across Languages
9 Difficulties in phonological and phonemic awarenesgese difficulties can/should be identified
early,
Early difficulty withphonological processing,
Slower than average reading speed,
Slower than average performance on measureRBapid Automatized Naming (RAN),
Inaccurate spelling, including nonwords,
Inaccurate reading, including nonwords,
Poorverbal working memor¥y#
Ahistory of speech and/or language delay or disorder is also common

= =4 =4 =8 -8 -8 9

How Districts can Support MLLs with Dyslexia

GhN}Xf fFy3dzZ 3S LINBPFAOASYOe RIGFET Ay (KS y
planning instruction for ELs... Without language data, instruction and intervention may treat th

symptom (i.e., reading difficulties), but not the root caus# the problem (i.e., deficits in oral
fFy3adz23S ajAftftaoé>®o/ I @ri2a 3 h

Multilingual learners are not a homogenous group; therefore, it is important to differentiate both
linguistic and academic scaffolds to address studgcific needs.

If there is a student in the classroom who is a multilingual learner and has dyslexia, there are several
things that can be done to support their education:
T [ S@SNI IS (GKS addzRSyiQa K2YS fFy3dza 3Ss oF O] ANR
cultural background as much as possible. These are assets, not deficits.
1 Supportoral language developmepds it is essential anghust be included for instruction and
intervention in both home language and in English.

9 Foundational literacy skills should be taught explicitly and systematically.

i Establish predictable routines.

T 2KSY 1LJ23aaAofST LINPOARS &adzZlJll2NI Ay GKS &addzRSyiQ

9 Use direct, clear, and consistent language.

1 Provide extra time for processing, writing, and responding.

1 Provide visual and verbal supports and other linguistic accommodations to make content
comprehensible.

1 Build on and incorporate information with which the student is already familiar.

1 Make purposefutonnections between reading, writing, speaking, and listening.

9 Utilize differentiated (e.g., for language and reading) smalip instruction to support literacy
development.

1 Support development of the home language and English

1 Explicitly teachmorphological awareness the home language and English.

54Peer & Reid, 2014, Multilingualism, Literacy and Dyslexia
55 Cavazos & Ortiz, 2020, Incorporating Oral Language Assessment into MTSS/Rtl Frameworks
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{1 Capitalize on crosinguistic connections and explicitly teagtorphological awarenes$ English

shares mangognatesincluding prefixes, roots, and suffixes, with languages of Latin and Greek
2NAIAY AP ¢CKSNBEF2NBEZ f SOSNIF IAYy3a OKAf RNBY QA Y2 NL
learning in multiple languages.

Create conditions for daily, ample language use related to text and content being learned.

Work collaboratively with the MLL department if present in your school.

1
T

Dyslexia and Bidialectal Speakers

All languages and language variations ar@uable.

Bidialectaland Multidialectalspeakers are often referred to as those who speak more than one variety

of a given language. All varieties of English are valuable, and terminology used to refer to language
variations has evolved and continues to evolve to reflect this. It is importamni@mber that all

dialects of the English language developed as language variations, indgtiegal American English

(GAE)once referred to astandard American Englisfioreover,language variatiorrefers to a version

of a language spoken by a group of people distinguished by characteristics such as culture, race,

ethnicity, religion, and/or geographic regiobanguage variatiorsse systematicandrule-governed

differencesin a languagehat havedifferent rules for expressing the same form, content, and use of a
language’ A few additional examples of English varieties inclafteeanAmerican English (AAE)
MexicanAmerican English (Chicano Engli§tajun EnglistGullah andSouthern Englistk Ly  FF OG X Ay
U.S., all English speakers speak a language variation of American English. Whether referring to what has
0SSy OFttSR I a{2dzi KSNY RN} gf¢ Ay (GKS {2dziKSIadz:
. 2402y GNE Ay dpK\ariatioasNErnvé Bnpditantconimurnycation and cultural functions

andt NB y20 a0l RXZ¢é GaAYOSINNBOGZE 2N GONRB{SYyé¢ 9y3IfAaKe

When children start school, they come as experts of the oral language system of their home,

community, and culture. Like multilingual learners, this language system is valuable; and therefore,
Olyy2i |yR akKz2dZ R y2i 0S5 adzohedholdf ISriguagedystendalzy ( I dza K {
variety should only be in the pursuit of expanding, not replacing, language learning opportunities and

access to material written in additional varieties. It is important that educators are knowledgeable of

and value the laguage varieties of the students in their class while they also learn to access content

presented in the General American English (GAE) language variation.

One common language variety that all educators should learn about is African American English (AAE),
also referred to aslack languageBlack speak oBlack English. In the U.S., approximately 80% of African
Americans speak AAE, and students from additional racial and ethnic backgrounds may also live in
communities where they learn and use AAE. Supporting students whose language is AAE in the
classroom rguires learning about, valuing, and leveraging their home language, background knowledge,
funds of knovledge, and cultural assets. Research also shows that African American students benefit
from having teachers who share their cultural and linguistic backgrounds, as such representation can
lead to better educational outcomes and more effective teachingtimes>°

56 Martinez, et. al., 2023, Fostering Cross linguistic Knowledge About Language

57 Johnson & GatliNash, 2020, Evidence Based Reading Difficulties Among African American Learners
58 Johnson & GatlitNash, 2020, Evidence Based Reading Difficulties Among African American Learners
59 LadsonBillings, 2021, Culturally Sustaining Pedagogy
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A growing body of research suggests that African American students are langelyepresented and
underdiagnosed with dyslexia in the education sysf@®ystemic failures such as institutional racism,

implicit bias, unconscious low expectations, and negative perceptions that some educators maintain for
children of color contribute significantly to this disparity. Moreover, according to thedeelimented

mismatch hypothesis, the dissimilarity betweeR AR OF y ! YSNAROlFYy &d0GdzRSydaQ 2NI
the expectations placed on them to use General American English (GAE) in the school environment

often exacerbates this issue, especially when educators lack knowledge and understanding of their
culturaland linguistic variation.

How Districts Can Support Reading and Writing Instruction for Bidialectal Students in the Classroom
Supporting bidialectal students in reading and writing requires intentionality and strategies that are
culturally responsive. In order to ensure that students are receiving the most beneficial and inclusive
education possible, consider the approaches oetli below.

Ensure an assdtased mindset within the classroom and school at larigtorically, many language

varieties have been systematically devalued within educational institutions and tied to cultural

stereotypes and trope& Instead of viewing a language variation as a deficit, it is important to

FOly26f SR3IS GKIG a. ARAFESOGFEAAY O YR ®F&ach Ay Adzk £ A&
student has unique language experiences which allow them linguistic flexibility. Much like learning a

new language, every child benefits from learning more than one language. These new language skills

allow them to develop a deeper understanding oétBnglish language, its constant evolution, and the

many cultures and groups responsible for our linguistic growth.

3AFAYS GKS ARSEF aK2dzZ R ySOSNI 6§ edicatorsishdull édopta a i dzRS Yy
multilingual approach with the goal of not just teaching students of different language varieties how to
communicate in GAE, but instead providing all students the opportunity to become bidialectal or

multidialectal Dong this will empowethem

to speak, read and write in a way that allows
them to be more easily understood when English varieties must be recognized,
communicating with people of different respected, and affirmed
language variationgnd expand social and
professional opportunitie&® Furthermore,
English varietiemust be recognized, respected, and affirmed in order to support students in leveraging
their dialectical oral language skills to strengthen and support reading and writing development of GAE
texts %4

Improve teacher knowledge of common language variekdsicator knowledge of the many language
variety features that make up their classroasnimperative as it directly impacts assessment and
AYaiuNHzOG A2y ® a[ |y 3 ddargge@omeihéSimodEolody syntax se¥adtic® i | £ f
phonology and pragmaticg, meaning that speakers may have language vasgicific rules for how
sentences are created and which phonological features are appropriate for use in a given word or

50 Odegard, et. al., 2020, Characteristics of Students Identified with Dyslexia

51 Washington & Seidenberg, 2021, Teaching Reading To African American Children

52 Terry, Gatlin, & Johnson, 2018, Same or Different

63 Smith, 2016, A Distinctly American Opportunity: Exploring-Stamdard English(es)

64 Washington, Ledames, & Standford, 2023, Teaching Phonemic and Phonological Awareness to Children
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linguistic differences from linguistic deficits.

For more information, the Emmy Awawdnning seriedalking Black in Americaroduced by the

Language & Life Project at North Carolina State University in collaboration with renowned scholars from
various discipliness an excellent educational resource that is available to view for free at
https://www.talkingblackinamerica.organd https://languageandlife.org/

A few sample rules of African American English that educators can familiarize themselves with are
shared in the table below.

Table 2: Sample Grammatical Rules of Afrigamerican English (AAE)

Verb Morphology Morphe AAE Example GAE Translation
Syntactic Feature§ 5667

Negation and double negatiof L | gbigg@ihis house. LQY y20G 3I2Ay13

' Ay Qil y2062Reé& 347 Nobody is going to laugh.

{KS R2yQl LXlIeé|[{KS R2SayQi LJX
anymaore.
L FAYQG y2 ol 08
LQY y2G | oloeé
Resumptive pronouns That boy, he funny. That boy is funny.

Habitual Be (means usually) | She be working late every night.| She works late every night.

/ 2YLIX SGADS & o6|ldone told you the answer. | told you the answer.

GR2YyS¢ 6aK2g
| done been there. | have already beethere.

Past tense marking | jump off the diving board. | jumped off the diving board.
She dance yesterday. She danced yesterday.

Plural noun marking She saw three cat in the window| She saw three cats in the

window.

Third person My friend want to buy some My friend wants to buy some
candy. candy.

Possessive marking | rode in my uncle car. L NRRS Ay Y& d

5 Washington & Craig, 200Rjorphosyntactid-orms of African American English
56 Hamilton, MegarBrette, 2020, AAE Linguistic Features
67 BlandStewart, 2005, Difference or Deficit in Speakers of African American English

28

LJIN


https://www.talkingblackinamerica.org/
https://languageandlife.org/

Syntax

Reflexive Pronouns

He gonna try to do it hisself.
They gonna try to do it
theyselves.

| SQa t&Wyithimself.
¢tKS@QNB 3J2YyVYl
themselves.

Subjectverb agreement

My friends was runnin fast to
catch the bus.

He want to go to the store.

My friends were running fast to
catch the bus.

He wants to go to the store.

Variable-ed forms

He lookeded tired.

He looked tired.

Phonology?® ©°
Consonant clusters col cold
fiel field
an and
Syllabic emphasis POlice poLICE
HOtel hoTEL
+2¢Sf b ay3Aé |thang thing
medial and final /r/ mo more
stah star
foe for
EAY3E jumpin jumping
waitin waiting
diKE +2A0StS48a8 aiKeé |[+2A08tS53a aiGKE
tin thin
+2A0SftSaa aiKé¢ |+2A0SfS4aa ailkKé
position position
wif with
nuttin nothing
+2A0SR GUKé Ay |[+2A0SR alKé Ay
dis this
+2A0SR GUKé Ay |[+2A0SR alKé Ay
position position
bave bathe
bruvu brother

58 Hamilton, MegarBrette, 2020, AAE Linguistic Features
89 Washington & Craig, 200Rlorphosyntactid=orms of African American English Use
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Metathesis, traces back to Ol aks ask
English.

*With any language variety it is important to remember the features of the language variety occ
a spectrum. Language varieties are continually evolving and taking on features of others. Not a
people use language varieties to the same degree, oedligbl density, and they vary according to
geographical location. Features noted in one group of users might not be seen in another.

Use phonemic awareness tasks to increase metalinguistic’$kilé&talinguistic awareness refers to
one'sability to reflect upon language, in other words, the ability to think about language itself. Children
with strong phonological awareness skills are more likely to develop stronger encoding and decoding
skills’* This is also true for bidialectal students as phonemic awareness tasks allow them to make
distinctions among different sounds through contrastive analysis.

Again, using the example of working with AAE speakers, one could plan a sound and rhyming phonemic
awareness activity that contrasts the sound differences between word ending production in GAE and

AAE varieties (e.g, Y2 NBé¢ YR aY26¢é0 YR K2g G(GKS RAFTFSNByG ol
the words that rhyme with them (e.g., more/sore, mow/so). This activity could then be taken a step
FAdZNIKSNJ 68 RAaOdzaaAy3d yR O2yaARSWAHA &Ry BEKS ERSIZ
aSYFYyGAO YSIyAy3d 2F GKS g2NR 6So3adr Ay D! 9 aY2NBé
cut the grass on a lawrj.

At the semantic or syntax level, students could do word or even sentence sorts written in AAE and
match them with words or sentences written in GAE. In small groups, students could then discuss how
they can listen for and understand these sound and wofféinces when communicating with

someone who speaks another variety.

Other strategies for maximizing the effectiveness of phonemic awareness activities include
UsingElkonin boxes during phonemic awareness exercises. Elkonin boxes offer valuable visual
and auditory support to aid children and adolescents in mastering phonological differences
between the two language varietié$By using Elkonin boxes and incorporating letters during
phonemic awareness exercises, students can compare the number of sounds in a word and
what sounds are produced in the word in both varieties (e @t andb-a-f). Highlighting
AAYATFNAGASE YR RATFSNByOSa sAlGK 9t 12yAy 02ES
metalinguistic awareness.

Incorporatingletters with phonemic awareness exercises, bringing particular attention to how
spoken words are represented in print in both varieties.

Explicitly teaclihng motor movements of the mouth, lipgand tongue for individual sounds. With
the use of mirrors, students can practice making distinctions between each sound.

°Yopp & Yopp, 2000, Supporting Phonemic Awareness Development in the Classroom

" pittman, et al., 2023, The Importance of Phonemic Awareness Instruction For African American Students
"2Washington & Seidenberg, 2021, Teaching Reading to African American Children

7 Pittman, 2017, The Case For Implementing ELL Literacy Strategies with African American Students
74Washington, et al., 2023, Teaching Phonemic and Phonological Awareness to Children Who Speak AAE
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Teacher and student reaaloudsaid fluency development while exposing students to linguistic and tonal
differences in writingSimilar toMLLs, children and adolescents learning to navigate two language

varieties may slow their reading to process and pronounce words corfé@lymprehension and

fluency can be impacted as a result. The appearance of lower proficiency can be deeply embarrassing, so
careful consideration should be given when using these activities in front of other students.

Include books and other resources in the classroom that are culturally responsive in that they celebrate
Odzf GdzNBa ¢gAGK2dzi LI F OAy3 ANBIFGSNI @l tdzsS 2y Fye 2yS
background knowledge and perspective.

Accommodate the cognitive processing demands placed on a student learning a new languagévariety
Provide sufficient time for complex reading and writing activities as bidialectal students may need more
practice and exposure while they are learning to integrate print and oral language to support reading
and writing. Other accommodations could includeirgg important information in verbal and written
formats, pairing newly learned vocabulary with pictures in order to make stronger semantic
connections’” and using graphic organizers to allow students the opportunity to organize their thoughts
and language before completing complex tasks that place a higher cognitive load on the student.

Provide opportunities for bidialectal students to speak, read write in their language variety
LyadNHzOGA2Y Ydzald AyO2NLIRNIGS% I aGdRSyiQa Rdzrf O2Y

Dyslexia and Students who are Twice Exceptional (2e)

Twice ExceptiondPe) students are those who possess both a learning challenge such as dyslexia,
dysgraphia, dyscalculia, ADHD, or autism spectrum disorder, and exceptional or gifted abilities in some
area. According to the International Dyslexia Association, approxim2tds of schoesage children and
adolescents fall into this category, with some reports indicating even higher numbers.

These learners exhibit high levels of thinking, reasoning, and prebddving abilities, yet also require
additionaleducation support due to their learning challengkss common for 2e students to utilize

their strengths in oral language and knowledge to compensate for weak decoding, encoding, and oracy

skills, making it challenging to recognize dyslexia. Unfortunately, the interplay between their giftedness
andspedi f ySSR&a 2F0Sy fSIRa (G2 YAaO2yOSLIiAz2ya |yR (K!
Gdzy Y2 U A QD G SRDE

One of the complexities in supporting 2e students within the educational environment is that their high
cognitive abilities can mask their deficits, and vice versa, making it difficult to identify and address their
unique needs effectively. Consequentlgey may struggle to have either of their exceptionalities fully
recognized and supported, despite their remarkable compensatory skills.

The following characteristics are commonly observed in 2e individuals, as identified by the International
Dyslexia Association:

9 Superior oral vocabulary,

1 Advanced ideas and opinions,

SWashington & Seidenberg, 2021, Teaching Reading to African American Children
"6 Washington & Seidenberg, 2021, Teaching Reading to African American Children
"7 Pittman, 2017, The Case For Implementing ELL Literacy Strategies with African American Students
"8\Washington & Seidenberg, 2021, Teaching Reading to African American Children
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High levels of creativity and problesolving ability,

Intense curiosity, imagination, and inquisitiveness,

Discrepancy between verbal and performance skills,

Clear peaks and valleys in cognitive test profiles,

Diverse range of interests not necessarily related to school,
Specific talents or a consuming interest in a particular area, and
A sophisticated sense of humor.

Recognizing and supporting the unique strengths and challenges of 2e students is crucial to enabling
them to learn and thrive according to their aptitudas well as developing positive social and emotional
health. The bllowing are ways that teachers and administrators can support 2e students:

1 Learn as much as possible about 2e students as well as those students with complex student
profilesrather than focusing on one area or profile.

1 Advocate for professional development and creating a school culture that is inclusive of all
studentswho identify as dyslexic on the whole spectrum of severity AND cognitive abilities.

1 Realize that sometimes ADHD is confused with dyslexia: while they @ateg dyslexia is the
difficulty with the basics of sounds of language; ADHD impacts attention, activity and executive
functioning.

1 Support differentiated direct, explicit instruction, intervention, and accommodations as needed
for ALL students.

T wWSAYT2NOS aiddzRSydiaqQ Syz2irazylt ySSRao

Most of the accommaodations that apply to and are discussed throughout this handbook for all students
with dyslexia apply to twice exceptional students as well:

1
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52 y2G Ftfft2g I OKAfRQA KAIK AyuSttAaasSyOoS az
intervention, or accommodations.

Grade a student based on thinking not spelling or speed.

Monitor the amount and length of time homework is taking the student and make adjustments
as needed.

Offer intervention in structured literacy AND challenge/accelerate a student where they need to
be challenged.

Allow assistive technology such aslabbooks.

For older students, balance academic course load with study hall and courses that do not have
large volumes of reading and writing.

Support students in their executive function development.

Remind all students that they are bright and reassure them privately that you are empathetic to
their challenges.

The SociaEmotional Impact of Dyslexia

It is not uncommon for soci@motional challenges to be linked to students struggling within the

learning environment; when students are struggling to achieve success in the classroom, they often feel

inadequate or frustrated. This is true of any studemhether they have dyslexia or not; however, the
impact of dyslexia can extend beyond academics, and may lead to significanesoaianal
challenges that may manifest before a child is even deemed at risk for the disorder. Oftentimes,
individuals withdyslexia, as well as others who are struggling academically, are at a higher risk of
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experiencing an array of bothternalizedand externalizedehaviors ananental health concerns which
impact their lives’?®

Internalized Behaviors

It is not uncommon for individuals with dyslexia to internalize thoughts and emotions as a waydo try

cope with their reading challenges. These internalized behaviors may begin as seemingly small, like

feeling hesitant to engage with reading or fear of public performance, but over time grow into

significant mental health concernsuch as poor selfnage, anxietydepressionsomatization and
AYEGGSyGAzy® 2KSy y2( | RRNBaaSRz: (GKSasS YSydrt KSI
esteem and confidence, including their overall learning experience.

Poor Sefmage

Poor seltimage isoften one of the first ways that individuals with dyslexia internalize their frustrations
with reading. Poor selfnage can stem from repeated failures experienced when a student is trying to
read. When children are met with failure and frustration, they mdgrimalize that they are inferior to

others, and that trying to be successful is futftResearch shows that when individuals are successful,
they give themselves credit for their success; however, the same is true when students fail. If a student
fails, they take on the failure even mose than a success and tell themselves to try hardéer@imes,
students with dyslexia even go as far as attributing any successes they do experience to luck and see
themselves as unintelligefit.

Anxiety

lyEASGEe Oly 068 RSTFAYSR & al adrasS 2 KSAIKGISYSR
LRGSYdALFf GKNBFG® 2 KSy SEGNBYS®2atentsIGoddmanstae > | Yy EA
low academic performance often show high levels of anxiety presenting in a variety qfinciyding
task-avoidance, attention and concentration problems, difficulties with problem solving, and emotional
dysregulatiorf® This is especially true for students who have dyslexia or other literacy difficulties.

Students with dyslexia are often reported to experience significant readilaged anxiety, along with

various other anxietyelated behaviors and symptoni$Moreover, elementarsaged children with

dyslexia may exhibit increased levels of generalized anxietyraqdentlyreport a lower quality of life

compared to their classmatés.

Anxiety is increased when individuals are in situations over which they have no éimdiiduals

with dyslexia often grapple with frustration due to their persistent struggles despite earnest efforts.
They often blame themselves for their reading struggles since even though they are putting forth the
effort, they do not see adequate progress. Additionally, they do not always fully understand their
disorder and internalize the sidefects associated with dyslexia as personal failure. Over time,
internalizing feelings of inadequacy can lead to negative consequences, such as increased anxiety and
even depression.

®Fender & Ozier, 2024, Considering Internalizing and Externalizing Experiences in Dyslexia
80Sako, 2016, The Emotional and Social Effects of Dyslexia

81 International Dyslexia Association, 2020, Social and Emotional Problems Related to Dyslexia
82 Shackman & Fox, 2021, Two Decades of Anxiety Neuroimaging Research

83 Fishstrom, 2023, Understanding the Relation Between Reading and Anxiety

84 Fender & Ozier, 2024, Considering Internalizing and Externalizing Experiences in Dyslexia

8 Fender & Ozier, 2024, Considering Internalizing and Externalizing Experiences in Dyslexia

8 International Dyslexia Association, 2020, Social and Emotional Problems Related to Dyslexia
87 Toth, 2020, Children with Dyslexia Show Stronger Emotional Responses
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Depression

For individuals with reading impairments, including dyslexia, learning to read is-attegh situation

which often leads to the learner feeling frustrated and as if they will always struggle. It is for this reason
that students who have dyslexia are also susceptible to depre&sdftentimes, students with dyslexia

I NBE LISNOSAGSR Fa tFi& 2N flIoStSR | a &oevedand Reé | yR

this failure mentality is internalized and results in depression. In some cases, students feel so inadequate

that they may even experience thoughts of dedirm or suicide. Adolescents with dyslexia tend to show
higher levels of depression asdmatization compared to younger children, with symptasasmingo
worsen as they grow oldéf.

It is important to keep in mind that many negative thoughts begin before a child is even diagnosed with
ReaftSEAIFIYT IyR AYRAQDGARdzZ ta&4 6K2 | NS ReatSEAO | NB
compared to their peers in the mainstream educatl system. This can create trauma for students and
negatively impact their views on school, learning, and trusted adults.

Externalized Behaviors

Just as individuals may exhibit signs of internalized behaviors, they also often exhibit externalized
behaviors. Oftentimes, the two go hand in hand and the externalized behavior coming out ipesdily
up frustration stemming from internalized thoughts. A few examples of externalized behaviors
associated with dyslexia include task avoidance, anger or aggressaal, withdrawaland social
challenges.

Task Avoidance

Task avoidance regularlycorrelated with students who struggle with reading and may have an impact
on a child achieving their educational and life gdalkhis behaviocan beassociated with student
motivation due to the nature of their dyslextaAs students begin to experience difficulties with reading
or failure, they begin to become reluctant to practice the deficit skill. This externalized behavior may
look like a child asking to leave the classroom and go somewhere else, becoming distaitteshme
cases, even lashing out in anger.

Anger

Anger often results from being put in frustrating situations, as well as being a side effect of anxiety and
depressior?? It is not unheard of for individuals with dyslexia to have angry outbursts. What is not
always considered is that these outbursts stem from specific situations that cause the individual to feel
frustrated ®* For individuals with dyslexia, there is often tension between what is expected of them and
what they are able to produce in the moment resulting in feelings of anger.

Identifying and addressing the emotional challenges that may be experienced by students with dyslexia
Ad ONUHzOALIf @ {2YSOGKAY3I & aAYLXS a o0SAy3a I gl NS
significantly impact their social, emotionahdbehavioral development. If a student with dyslexia is

88 Sanfilippo, et. al., 2021, Reintroducing Dyslexia

8 sanfilippo, et. al., 2021, Reintroducing Dyslexia

% Fender & Ozier, 2024, Considering Internalizing and Externalizing Experiences in Dyslexia

91 Syal & Torppa. 2019, Tadkoidant Behavior and Dyslexia

92 odygowska, Chec, & Samochowiec, 2017, Academic Motivation in Children with Dyslexia

% International Dyslexia Association, 2020, Social and Emotional Problems Related to Dyslexia
9 Sako, 2016, The Emotional and Social Effects of Dyslexia
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experiencing either internalized or externalized behaviors, showing them they are supported and
understood can make a significant difference in whether or not they do experience issues like anxiety,
depression, or aggression, among others. Conversely tilegasponses may exacerbate these
challenges.

It is also important to keep in mind that when a child with dyslexia is provided effective instruction in a
supportiveenvironment, they are much less likely to experience challenging behaviors in the first place.
Adolescents with dyslexia may require specialized support to preventtésngpsychological
consequences such as sdtubt and even
suicidal thoughs, and research shows that
individuals with dyslexia and other reading Often“mes’ the best behavior Support
difficulties achieve better outcomes when plan is effective instruction.

they receive higlguality reading instruction
and interventions grounded in evidence
based practice®: % It is imperative that
students with dyslexia receive adequate support at school and at home to minimize emotional struggles
that often coincide with a dyslexia diagnosis and reading challenges. Additionally, this information
should stress the importance of early identificatiand intervention; the sooner a problem is
acknowledged, the sooner students can receive the support that they need. Remember, oftentimes, the
best behavior support plan is effective instruction.

Neurodiversity and Dyslexia

Students with dyslexia play a significant role in the rich tapestry of neurodiversity and are an invaluable
part of our classrooms and society. It is imperative that we recognize and celebrate their worth, never
diminishing their value as individuals sglblased on their reading and writing abilities. In doing so, we
contribute to the vibrant spectrum of neurodiversity, embracing the beautiful diversity that exists in this
world. Just like any other group of individuals, those with dyslexia have theiuoigne talents,

strengths, and challenges. It is essential to refrain from generalizing and instead, take the time to
acknowledge and appreciate the distinct qualities and abilities of each learner. Moreover, limitations in
reading and writing skills do hequate to limitations in overall potential. A myriad of accomplished
individuals with dyslexia have broken barriers and reached the pinnacle of success in various fields.
Consider the illustrious career of Steven Spielberg, whose masterful storytellisgy@en has captured

the hearts of audiences worldwide, or Octavia Spencer, whose exceptional acting talents have earned
her accolades and admiration. Henry Winkler is celebrated for his iconic roles in television, and Richard
Branson is a trailblazing #apreneur. Even in the realm of science, figures such as Maggie Aderin
Pocock, a distinguished space scientist, have risen above challenges related to dyslexia to make
groundbreaking contributions.

By recognizing and supporting the unique abilities of those with dyslexia, we not only empower these
students, but also enrich our collective understanding of the vast spectrum of human capability. In doing
so, we foster a more inclusive and equitable sbcivhere the worth of every individual is celebrated,
regardless of their reading and writing skills.

9% Alexander, Flipse, Hirschmann, Farris, & Odegard, 2023, Understanding Dyslexia: A Guide for Tennessee Families
% Fender & Ozier, 2024, Considering Internalizing and Externalizing Experiences in Dyslexia
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Common Misconceptions about Dyslexia

Despite the prevalence of dyslexia, there are numerous misconceptions that can hinder understanding
and support for those who have it. It is important to shed light on the true nature of dyslexia while
aiming to promote greater awareness, empathy, and d@ffee strategies to support students with

dyslexia. Below, you will see each misconception in a box with the factual explanation underneath; the
following have been adapted from a collection of resour¢@g 100101 102

Dyslexia does not exist.

We now have over 30 years of documented scientific evidence and research proving the existence of
dyslexia. It is one of the most common learning disorders to affect children and adolescents.

Dyslexia is rare.

Dyslexiaaffects approximately 1 in 5 people, according to 25+ years of research by the National
Institutes of Health and studies at Yale University. The American Academy of Pediatrics states that
dyslexia is the most common learning disorder, accounting for 8G# lefarning disabilities.

Smart people cannot be dyslexic or have a learning disability.

Dyslexia and intelligence are NOT connected. Many dyslexic individuals are very bright and creative and
have accomplished amazing things as adults

Dyslexia can be outgrown.

Dyslexia is a lifelong issue; yearly monitoring of phonological skill development from first through
twelfth grade shows that the disability persists into adulthood. Although many students with dyslexia
learn to read accurately, they may continue to redmrdy and not automatically. And while dyslexia is
considered a lifelong learning disorder, early, intensive, and systematic intervention can help a student
acquire and maintain essential reading skills. Early intervention can also minimize the nedatiis ef
dyslexia can have, such as low salfeem and poor selfoncept as a learner. Conversely, without
intervention, children and adolescents who are poor readers at the end of first grade almost never
acquire averagédevel reading skills by the end deeentary schoo}?3 104105106107

97 Dyslexia Myths and Facts, 2023, The Regents of the University of Michigan

% Dyslexia: Myths and Facts, n.d., University of Florida Literacy Institute

% National Center on Improving Literacy, 2020, Understanding Dyslexia: Myth vs. Facts
1002 2 Common Myths About Dyslexia, 2020, Colorado Department of Education

101 Decoding Dyslexia, n.d., Dyslexignow the Facts

102 pyslexia Myths, n.d., Gaab Lab

103 Francis, et al., 1996, Developmental Lag Versus Deficit Models of Reading Disability
104 Juel, 1988, Learning to Read and Write

105 shaywitz, et al., 1999, Persistence of Dyslexia

106 Torgesen & Burgess, 1998, Consistency of Redidfmfed Phonological Processes

107 Gaab, n.d., Dyslexia Myths
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Dyslexia is a condition where an individual reverses numbers and/or letters.

Backwards writing and reversals of letters and words are common in the early stages of writing
development among athildren. Because many people erroneously believe that letter reversals define
dyslexiathe children who do not make letter reversals, yet display other risk factors of dyslexia, often

go undiagnosed. Quality early screening measures can help identify children in need of intervention and
ensure they receive supports early.

Every child who struggles with reading is dyslexic.

Dyslexia is the most common cause of difficulty with reading, but it is by no means the only cause.
Children and adolescents who struggle understanding spoken language also have problems with reading
comprehension since oral languadieectly relates tdearning to read, spell, and write. Dyslegi@es

not only cause difficulties in reading, but may gtsesentin challengesvith spelling, verbal expression,
speech, writing, and memorization along with difficulties in other subjects such as math. Wideiays
primarily impacts wordevel reading, other students may struggle with language comprehension issues
that can affect their language skills, verbal expression, and listening abilities.

/| KAt RNBY |yR R2fSad0Syaa OFy aoOl G0
First graders who are poor readers seldom acquire adequate reading skills by the end of elementary
school without intervention. In fact, 70% of below average reader§ grdde remain below average
readers in 8 grade. It is imperative that students who struggle with reading are identified early and

receive proper instruction and intervention because while students with dyslexia may learn to read
accurately, their dyslexia will likely still hinder their abiliyréad through their entire life.

Children and adolescents with dyslexia are lazy or unmotivated.

People who are dyslexic show an irregular pattern of brain function when reading: underactivity in some
regions, overactivity in others which, according to research, accounts faliffiulty they have in

extracting meaning from the printed word. The findings provide evidence that people with dyslexia are
not lazyor stupid, but have a functional brain difference that has nothing to do with intelligence. If
students with dyslexia do not receive the right type of intervention and/or classroom accommodations,
they often struggle in schoeldespite being bright, motivated, and spending hours on homework
assignments.

Dyslexia only affects people who speak English.

Dyslexia is a neurobiological, brdiased disorder that affects individuals of all ages across different
languages®It occurs in all countries in the world who use a written langyagsuding both alphabetic
and logographic language systems.

108 Youman & Mather, 2012, Dyslexia Laws in the USA
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Dyslexic children anddolescents will never read well, so it is best to teach them to compensat

Individuals with dyslexia can become successful readers with the appropriate intervention (i.e.,
systematic, explicit, and researtiased). It is important to screen a child early in his/her school career
in order to identify any problems so the approp#gahterventions can be put in place. It is also
important to note however, that even with high quality, intensive intervention, students with dyslexia
may continue to struggle, albeit less than they would without intervention.

All students with dyslexia demonstrate the same problems with reading.

While dyslexia refers to reading challenges associated with a specific collection of processing deficits in
the areas of phonological processing and/or orthographic processing, dyslexia exists on a continuum.
Students with dyslexia demonstrate differenvéds of difficulty learning to read initially at the word

level.

Schools and school districts cannot use theteenR & 4 f SEA | ¢ ©

According to @ear Colleague Lettérom the US Department of Education written on October 23,

HampE GKS G4SN ReatSEAI Oly 068 dzaSR o6& &a0Kz22fa G2
characteristics during the process of evaluation, eligibility determination, and in devising Uradixéad

Education Programs (IEPs). In fact, the letter goes on to discuss that there could be situations where the
OKAftRQa LI NByida FyR GKS G4SIFY 2F ljdzr t ATASR LINRFTSaa
has a specific learning disability wddind it helpful to include information about the specific condition
6Sv3Idr Re&at SEAIFIET RealOltOdAg AT 2NJ R8E&3IANILKAIO AYy R
eligibility determination.

Schools are not responsible for identifying children and adolescents with dyslexia.

2 A0KAY | &aOK 2 zpedakducaiioh fEamework, §cBool$ db Rave a responsibility for
identifying reading characteristics that indicate a risk of dyslexia. Furthermore, as described in the
lllinois Administrative Code Secti@8226.125 Part Geach child suspected of having dyslexia or
identified as dyslexic shall be referred for a special educ&iatuation in accordance with the
requirements of IDEA.

All children and adolescents identified with dyslexia will qualify for special education.

While dyslexia is considered a type of learning disorder, the educational impact of the disorder will
determineeligibility for schocbased services. Because the impact of dyslexia ranges from mild to

severe, some students with dyslexia will qualify for special education services, some will need a 504 plan
with appropriate accommodations, and others may only ree@nterventions through tiered supports.

In short, not all students with dyslexia will require the same levels of supgadtnot all students who

qualify for special education under the category of Specific Learning Disability will be diagnosed with
dyskxia.
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https://sites.ed.gov/idea/files/idea/policy/speced/guid/idea/memosdcltrs/guidance-on-dyslexia-10-2015.pdf
https://casetext.com/regulation/illinois-administrative-code/title-23-education-and-cultural-resources/part-226-special-education/subpart-b-identification-of-eligible-children/section-226125-specific-learning-disability-dyslexia
https://casetext.com/regulation/illinois-administrative-code/title-23-education-and-cultural-resources/part-226-special-education/subpart-b-identification-of-eligible-children/section-226125-specific-learning-disability-dyslexia
https://sites.ed.gov/idea/regs/b/d
https://sites.ed.gov/idea/regs/b/d

Dyslexia is an eye problem.

Dyslexia is NOT a vision problem; it is a langimeged learning disorder which refers to a cluster of
symptoms that result in people having difficulties with specific aspects of language, particularly
phonological processing and/or orthographic procegsmthe area of reading. There is no evidence that
suggests that visual problems cause or are associated with dyslexia in any way.
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Bridge to Practice

A coworker comes tgou upset because she is stressed about her teenage son. He has been struggling

in school for years with how much time he has to spend on reading assignments, spelling, and reading

out loud, among other things. She always thought that he was justbeidgldzy R RARYy Qi Syz22eé

but then at the recommendation of the school problesalving team, she had him evaluated to

determine the need for special education services. The school psychologist did a comprehensive

assessmentand data showed that her son exhibits characteristics consistent with dyslexia. She shares

with you that she is afraid of what will happen to her son in the future because she has been told so

many things about dyslexia. Whenomptedfor more informationthe coworkertells you that she has

heard that only people who have low intelligence have dyslexia, that it is a super rare condition, and

GKIFIG KS gAff YySOSNI o6S a4dz00SaatdZ Ay tAFS aiaAyoS KS
Click for Answer

Expanded Exploration: Linked Resources

Explore:Dyslexia Basics with the International Dyslexia BYSLEHIA

Association Tﬂﬂll("

Read:The Signs of Dyslexia at Different Ages from Yale
University

Watch: Dyslexia 101 from the International Dyslexia Associatic

Discussion Questions

1. How can understanding the specific nature of dyslexia affect both students and teaching
practices?

2. What factors should be considered as educators work to differentiate between language
acquisition challenges and dyslexia when working with multilingual learners?

3. Which misconceptions regarding dyslexia were you most surprised or concerned by? Why?
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https://dyslexiaida.org/dyslexia-basics/
https://dyslexiaida.org/dyslexia-basics/
https://dyslexiaida.org/dyslexia-basics/
https://dyslexia.yale.edu/dyslexia/signs-of-dyslexia/
https://dyslexia.yale.edu/dyslexia/signs-of-dyslexia/
https://dyslexia.yale.edu/dyslexia/signs-of-dyslexia/
https://www.youtube.com/watch?v=I-8vaRgnyqw
https://www.youtube.com/watch?v=I-8vaRgnyqw

CHAPTER 3: HOW READING HAPPENS

Did You Know?
Reading isiot a natural process like speaking. We create new neural networks in our brains whe
child is taught to read. Becaudgslexia is neurobiological in origin, these students must work ext
hard in activating the brain regions to create these neural networks.

How the Brain Learns to Read

[ SENYyAY3 G2 NBIR R2Sa y2G 200dzNJ yIFddz2NF tf& o0ftA1S a
read1®® Unlike speaking, reading is a relatively recent invention, as our written system emerged within

the last 5,000 years. This means that learning to read is an unnatural pranddgs requires specific

instruction and support. However, before delving into instructional methods, it is crucial to grasp how

the brain learns to read.

wSFRAY3 R2SayQi NBfe 2y | aAay3atsS oNrAy | NBI odzi A
Proficient readers use and synchronize several left hemisphere regions, including the fol8wing:
Temporal LokeThis part deciphers sounds and fosters phonological awareness, dissecting
syllables, phonemes, and wordpecific regions within the temporal lobe include:
* ParietalTemporal RegiorBreaking down written words into sounds (word analysis).
OccipitaiTemporal

Region'Strong word « THE READING BRAIN
appearances and (the left hemisphere)

meanings (lettesword
recognition,
automaticity &

comprehensio) vital
for quick and fluent

reading.
Angular and Supramarginal
GyrusThese integrate
multiple brain parts,
connecting letters to form
words for reading aloud.
Frontal LobeResponsible for generating speech sounds, aiding in pronouncing written words. It
manages various speech functions such as redtliegcy understandingand applying
grammar, and producing speech.

parietal lobe

Furthermore, our braisundergo changes as we become better readers. Initially, one part is more

active, helping us understand words. As proficiency grows, another part takes over for quicker

recognition Recognizing these brain regions involved in the complex process of reading coupled with

0KS ONIAyQ&a FRFLIIFOAEAGE S6AGK LINI OGAOS Aa SaasSyida
providing intervention and remediation for students with dyséexi

109 seidenberg, 2020, The Role of Orthographic Mapping in Learning to Read
110 sedita, 2020a, How the Brain Learns to Read
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The Key to Reading

The key concept in teaching a child to become a skille
reader is orthographic mappin@rthographic mapping Orthographic mapping is the
is the process by which successfu_l readers__become flug process by which successful
readerst!! The goal for students with dyslex&for them

to be able to orthographically map words so that they readers become fluent readers.
can achieve automatic word recognition that leads to
skilled, fluent reading. This process involves students using the part of their brain responsible for

processing oral language to connect the sounds of wgterieme¥they know to the letters in those

words (spellings agraphemes$. These connected sounds and letters, along with their meanings, are

GKSY LISNXYIySyife ad2NBR Ay GKS oONIYAYy & Ayadlydafte
@2 Ol 0 dzftssigtBvardsbZ NJ

Orthographic mapping is not about memorizing how
A sight word is a word that is words look. Research indicates that when we read, we
instantly recognized because it actua!ly examine each letter in every word: Our'braln's
. combine our knowledge of lettesound relationships with
has been orthographically our awareness of speech sounds to linkdepatterns and
mapped in the brain. words together as meaningful units. These units are stored
in longterm memory for automatic retrieval.

Having a substantial number of stored sight words is what enables fluency in reading. Fluency means

being able to read at an appropriate rate with accuracy, allowing the reader to focus on understanding

the text. As Ehri explains, to establish these wardnections and retain them in memory, readers need

certain skills'*2 They must havehonemic awarenesgarticularly in segmenting and blending sounds.

They also need to know the lettsound correspondences of the writing system. Additionally, they

should be able to read unfamiliar words by applhilegodingstrategies. Doing so activates orthographic
YIELWAY IS KSELAY3I G2 NBYSYOSNI GKS g2NRaQ aLIStfAy3aa

What Brain Imaging Reveals about Students with Dyslexia

Researchers and neuroscientists have found that struggling readers, including students with dyslexia,
exhibit distinct brain activity patterns. In individuals facing reading difficulties, the pathways responsible
for language and cognition are less effitiand less established, making the act of reading more
challenging despite their sincere efforts. Brain imaging studies have revealed that dyslexia is rooted in
neurological differences. Readers with dyslexia display reduced activation in areas wheaecthey

weaker and increased activation in other areas as a compensatory mechanism. Instead of relying on the
left hemisphere of the brain, which is specialized for language processing, individuals with dyslexia
engage different parts of the right hemisphere, which is less efficient. Moreover, this is why
understanding how the brain learns to read is imperative in understanding how to teach and support
students with dyslexia.

Because of this, it is important that when children and adolescents first start school, all receive direct,
explicit instruction to build the reading neural network, connecting sounds to letters and meaning so

Kilpatrick, 2015, Essentials of Assessing, Preventing, and Overcoming Reading Difficulties
12 Ehri, 2014, Orthographic Mapping in the Acquisition of Sight Word Reading, Spelling Memaory, and Vocabulary
Learning

42



that they may receive a strong literacy foundation. Because of what we know about the brain, we know
that some will build that network more easily than others. Those who struggle will need additional time
and intensity of instruction in order to become kilked reader. Se€hapter Gand Chapter 7for more
information on instruction.

How Instructional Practices Impact Reading Development

It is crucial to distinguish between students wiage reading difficulties due to dyslexia and those who
struggle primarily because of the instructional methods employed. When children are taught to read by
diverting their attention away from letters and relying on alternative cues in the text, guessirts

from context, or memorizing whole words without understanding their structural components, they are
essentially being trained in strategies commonly associated with weak readers. These methods have
been pervasive in reading instruction across llBremd our country for many years, and students
subjected to them are more likely to encounter reading challenges to varying degrees. Some may even
exhibit signs of dyslexia, although their struggles may not be rooted in this neurological condition.
Importantly, such practices hinder the development of a robust neural network for reading, writing, and
spelling, further emphasizing the need for a shift in instructional pracfites

Figurel: The Reading Brain

Typical Reader Reader with Dyslexia

S. Shaywitz (2003)

Reading Development Informed b§cience

The Simple View of Reading (SVR) is a model that can help educators understand how students learn to
read!*Not only is it helpful in understanding reading, but the research support is substantial and holds
true for all students. The SVR says that two things are essential for reading: knowing how to recognize
words and understanding langua¢fé Research supports this idea, showing that good reading involves
both word recognition and understanding languagenprehensionlt is important to note that th&SVR

is notsimple itself. Both word recognition and languagemprehensiorhave many parts that work

together, and they rely on each othdt.isnot as simple as just teaching one or the other; however,

113Eden, 2016, Dyslexia and the Brain
4 Hoover & Gough, 1990, The Simple View of Reading
115Gough & Tunmer,1986, Decoding, Reading, and Reading Disability
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when students struggle with reading, especially if they have dyslexia, teaching metmsideringhe
SVRare essential.

Figure2: Adapted from the Simple View of Readit§
THE SIMPLE VIEW OF READING

Gough &Tunmer, 1986

/ _ LANGUAGE READING
| COMPREHENSION ) (=] < COMPREHENSION

(Lc) ~(Rrc)

WORD
RECOGNITION

(wr)

¢2 FdzZNIKSN) dzy RSNEGFYR GKS NBFRAY3 LINPOSagisez ¢S Ol y
reading as a rope with two parts: one part is about recognizing words (thrpligfological awareness

decoding, and sight recognition of familiar wojdsnd the other part is about understanding language

(like knowing words and how they fit together). These two parts work together as a student becomes

better at reading througlexplicit instructiorand practice.

At the same time, different aspects of understanding language, like knowing many words, understanding
how language works, and having background knowledge, also help each other. Eventually, these
language skills combine with word recognition skills to msdk@meone a good reader. However,

becoming a good reader does not happen quickly for most. For many students, including those with
dyslexia, learning to read can be a challenge. The Reading Rope helps us see how reading is complex and
the many components thare required in order to become a skilled reader.

Figure3Y { OF ND® 2NR dzZaR®a wSI RAy3 w2LIS

Comrehansion Many Strands Are Woven

into Skilled Reading

Background Knowledge

facts, concepts, etc.

Vocabulary -

breadth, precision, links, etc.

Language Structures

syntax, semantics, etc.

Inference, metaphor, etc. 4

print concepts, genres, etc.

Word

a1 Fluent execution and coordination of
Recognition

10 :
*eqsingly ® language comprehension and
word recognition

Decoding

alphabetic principle, spelling-sound correspondence

Figure 1.9 Reading Rope

of familiar words (Scarborough, 2001)

118 Hoover & Gough, 1990, The Simple View of Reading
117 Scarborough, 2001, The Reading Rope
118 Scarborough, 2001, The Reading Rope
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How Does this Relate to Dyslexia?

In order to fully understand the complexity of dyslexia, itnportantto understand how the brain
learns to read and the physical brain differences in a student with dyslExiaugh examining the

Reading Rope, we are able to better understand all the skills necessary to become an effective and
efficient reader. The Reading Rope and the SVR can also help pinpoint which parts of reading skill

acquisition are causing students the most
difficulty. For students with dyslexia, ensuring
skill development aciss all areas will require
specific instructional components and
considerations which are further discussed in
Chapter 6Due to the specific deficits in the
phonological componerihat hinder reading
and spelling abilities in students with dyslexta

is crucial to prioritize word recognition instruction as it directly addresses the underlying difficulties.
However, it is equally vital to acknowledge the significance of language comprehension in overall

For students with dyslexia, ensuring
skill development across all areas will
require specific instructional
components

reading achievement. It is also important to naket if a student has dyslexia with a coexisting
condition such as DLIxnguage comprehensianight be more of a focus in regard to instruction
depending on the severity dfie word recognition deficit.
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Bridge to Practice

There has been some recent debate at a probkotving team meeting that you are on regarding a
middled OK22f adGdzRSyiQad NBIRAYy3I RSFAOAG INBlF® az2aid 27
decoding texts because they spend so much time trying to read individual words that by the time they
finish a passage, they have forgotten what they just rdachddition, when the student reads out loud,
there is an apparent disconnect between what the student says compared to the actual words on the
LI 3Sd hyS LISNE2Y 2y GKS GSIY (KAyla GKFG AG A& 2dz
studentshouR KI @S f SIFNYySR (G2 NBIR o0& y26T (KS& IINB Ay Y
work through this disagreement?

Click for Answer

Expanded Exploration: Linked Resources

Explore:The Reading Rockets Website nYSLExm

Read:Teaching Reading Rocket Science: What Expert Teachers o “"".K“
Reading Should Know and Be Able to Do by Louisa Moats

Watch: How the Brain Learns to Read with The Hill Center

DiscussiorQuestions

1. 126 R2Sa dzy RSNEGFYRAY3I GKS 0 NI AngtQciionaINE OS&aa T2 N
strategies usedor teachingearly literacy?
Why is early identification and intervention critical in supporting students with dyslexia?
3. How can educators use the scientific knowledge in this chapter to better support students with
dyslexia in their classrooms?

N
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https://www.readingrockets.org/reading-101/how-children-learn-read
https://www.readingrockets.org/reading-101/how-children-learn-read
https://www.aft.org/ae/summer2020/moats
https://www.aft.org/ae/summer2020/moats
https://www.aft.org/ae/summer2020/moats
https://www.youtube.com/watch?v=A2HHrKpjlYM
https://www.youtube.com/watch?v=A2HHrKpjlYM

CHAPTER 4: FGRREGIVERSUPPORTING CHILDREN AND
ADOLESCENTS WITH DYSLEXIA

Where to Start

Having a child who has dyslexia can be confusing, frustrating, and even scary, which is why it is essential

that parents and caregivers are actively involved in their child's education. Parents and caregivers are a

child's greatest advocates and often may notice signs of

dyslexia before a school does. If this is the case, it is

Parents and caregivers are a essential for families and schools to work together in a
child's greatest advocates. partnership to ensure that a child is getting the best

services possible. A childlWikely look to their caregiver

for information about dyslexia, and it is important that the
parents have answers. While a parent does not need to know everything, it is vital to be able to explain

what the child may experience or different things that may be helpful to them when they are struggling.

Awareness of Early Signs

Intervening early can have a significant impact on student growth and development. If delays in
development are noticed, a parent or caregiver should voice their concerns so that the child can get the
attention they need, and interventions can be implemetht Signs to be aware of may include the

following!®:

Family histonsincedyslexia often runs in families,

Evidence that your child is delayed in speech developraeim naming letters,

Problems rhyming words or learning simple nursery rhymes,

Being unable to recognize the letters in their name, and

CNBIljdsSyi aoloe GlFrfl1é¢ FYR (GKS dzaS 2F y2yasSyas
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Refer toChapter ZXor a more detailed list of common characteristics of dyslexia by age/grade.

Developing a Good Foundation for Reading
Children absorb information like sponges, so the earlier parents establish a positive relationship around
reading, the better off a child will be. Below are some strategies that can be used at home to help a child
develop a good foundation for readitt§
1 Talk to and with your child often to help develop strong oral language, siilish are the
foundation for reading and writing,

1 Point out print and talk about its purpose,

1 Read higkinterest books with your child every single day,

1 When reading with your child, exaggerate sounds in words and have yourebdt them
with you,

i Practice saying full sentences with your child,

9 Emphasize sounds in words,

1 Play rhyming games to help your child find patterns in words,

9 Use a diverse vocabulary to help your child learn new words, and

1 Work with your child to stretch apart and connect sounds to sound out words.

119The Yale Center for Dyslexia and Creativity, 2022, Signs of Dyslexia
120 Shaywitz, 2022, Developing a Foundation for Reading
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It is important to keep in mind that even if a parent or caregiver does establish arjgtinénvironment
and they read to a child often, dyslexia can still exist and require intervention.

Table 3: Sample Reading Conversatfdn

Parent How does this word start?

Child /mmm/

Parent What is the next sound?

Child laaal

Parent What sound comes next?

Child /nnn/

Parent What happens when you put them together?
Child /mmmaaannn/

Parent What is the word?

Child Man!

In addition to the suggestions mentioned above, there are other ways that caregivers can support their
RSOSt2LySyd NB3II NRfSaa 2F GKS

OKAfR Ay fAGSNY Oe
gradespreschoothigh school.
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Preschool Read aloud books with rhyme patterns
and repetitive text

Use songs, chants, and nursery rhymesg
Engage a child in conversation with opg
ended questions

Encourage finenotor development

Kindergarten Continue to read out loud

and First Grade Play games that build sightord
recognition (i.e. sightvord bingo)
Demonstrate strategies for decoding an
encoding

Demonstrate monitoring for meaning
while reading

Engage imuestionbased discussion

21 National Center for Improving Literacy, 2019
122\W| Department of Public Instruction, 2021, Dyslexia and Related Conditions
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Second and
Third Grade

Listen to the child read out loud
Engage the child in conversations abou
text they are reading

Continue to read to your child, including
texts that are above their reading level

Fourth through
Eighth Grade

Provide a homework routine and locatio
Guide and teach timenanagement and
planning skills

Assist with and support the use of
technology to increase engagement and
ease of writing

Encourage reading for pleasure

Read to your child; children at this age
often still enjoy being read to

Middle School
and High School

Encourage reading for pleasure

Ensure access to a library and other
sources of reference information

Assist with and support the use of
technology to increase access and easd
Help the student understand their
learning needs. Provide them with the
language necessary to advocate on the
own behalf with teachers

Empowering a Child with Dyslexia

Given that dyslexia often poses challenges through life, having access to tools which empower those

impacted is important. With a good set of strategies and supports, paired withduiglity instruction and
supportive families, children with dyslexia can go on to achieve their academic and life goals, just like anyone

else.

Caregivers and teachers should teach children and adolescents with dyslexia the tools to advocate for
themselves and to identify strategies that either work or do not work for them. Additionally, the child

should be allowed space for struggle and sucoeghput both, they are not going to obtain the
problemsolving strategies that they will need later in life. Helping a child understand their needs and
find their own voice early on will help them take control of their challenges and manage more

effectively well into their adult years.

What Parents and Caregivers Can Do at Home to Help

Having a child with dyslexia may seem overwhelming, and it is common to ask questions, $ulbhtas
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understand that people who are diagnosed with dyslexia can be successful in school and in life. There

are several things that parents or guardians caratthome to help a child cope with the struggles of

being dyslexic including:
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Listen to audiobooks together or read out loud to your child to increase knowledge and

vocabulary.

wSO023yAl S &2dzNJ OKAf RQa STF2NI yR OKSSNI F2NJ (K
some errors.

Support them in recognizirand acknowledging their strengths and things that they are

passionate about.

Address negativeseff £ {1 @ LF¥ &2dzNJ OKAf R 0S3Aya GmaNBa&AyY 3
dismiss it, while validating it may be more difficult for them due to their dyslexia, they are still

more than capable.

Teach your child how to sedfdvocate so that they can feel success regardless of the situation.

Use @ps including Grammarly, Learning Ally, Read Writefor GoogleChrome

Allow the child to read anything they like (comic books, etc.)

Share with your child everyone has both strengths and challenges

Use your supports (Tools, Apps, Teachers, Tutors, SpeddbanguagPatiologists etc.)

| Books About Dyslexia |

| Picture Books |

How Your Brain Learns to RdadDenise Eide
Xtraordinary People Made by DyslekiaKate Griggs
A Walk in the Wordby Hudson Talbott

Aaron Slaterlllustrator by Andrea Beaty

Just Asky Sonya Sotomayor

LGQ& / I fHy3eRnifes BlaoreVliohdis

The Brain Building Bodiy Liz Angoff

Dr. Dyslexia Dudgy Dr. Shawn Robinson

| Middle Grade Books|

Fish in a Treby Lynda Mullaly Hunt

Close to Famousy Joan Bauer

Eleverby Patricia Reilly Giff

Hank Zipper Seridyy Henry Winkler & Lin Oliver
My Name is Brain Bridoy Jeanne Betancourt
Percy Jackson Seri@sRick Riordon

| Books for Parents |

The Dyslexic Advantage: Unlocking the Hidden Potential of the DyslexibyBEadle & Eide
Dyslexia Empowerment Plag Ben Foss

Overcoming Dyslexiay Sally Shaywitz

Smart Kids with Learning Difficultieg Weinfield, BarnesRobinson, Jeweler, & Roffman
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It is not uncommon for children and adolescents who are diagnosed with dyslexia to also struggle with
mental health challenges. Children and adolescents with dyslexia are at higher risk of depression,

anxiety, fear of failure, low setfsteem, feelings ad S A y 3

G RdzYo ¢ =
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to support a child through these struggles. Table 5 outlines several ways that caregivers can support the
emotional needs of a child with dyslexia. Additionallpapter Zzontains more specific detaitegarding
the social and emotional needs of individuals with dyslexia.

Table 5: Supporting ThEmotional Needs of Children with Dyslexia

LT . 2dzNJ / KAt RX

¢CKSy

L2dz /FyX

Does not understand why they
GOryy2a4 €SI Ny
SOSNEr2yS StasS¢

Begin or continue to learn about dyslexia so that you ar¢
prepared to talk to your child about it

Discuss dyslexia with your child

Validate that their dyslexia is going to make learning to
read more difficult
wS§023yAil S IyR

GFt1 |02 dz

Says that they do not want to ¢
to school

Talk with your child about why they do not wantgo to
school

Help your child identify a trusted adult at school who thg
can go to for support when they are not at home

Says that they are feeling sad ¢
depressed

Talk with your child to determine where feelings of sadn
or depression areoming from

Validate the way in which your child may be feeling at th
moment

Remind your child of their strengths

Provide your child with emotional support services, if
needed

Help your child understand that they are capable of
greatness

Is avoiding reading

Discuss and validate the reasons why your child may b¢
avoiding reading

Read with your child

Provide access to audiobooks if possible

Allow your child to read in different formats (comics,
magazines, etc.)

Allow your child to reagvhat they are passionate about

Is lashing out with anger due tg
reading frustrations

Give your child time and space to calm down

t F NIYSNI 6A0K @2dzNJ OKAf RQA
supporting learning and behaviorethallenges

Determine what led your child to that point

|l 2AR NBALRYRAY3I gAGK | y3
KI NRSNE
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Validate the difficultieyour child has with reading
Provide your child with emotional support services if

needed
Is exhibiting negative sefhlk Discuss specific challenges that yohild is experiencing
behaviorsand calling C20dza 2y @&2dz2NJ OKAf RQa adN
iKSYaSt gSa aRd t F NIYSNI gA0K @2dzNJ OKAf RQa
supporting learning and behaviorethallenges
Feels like a failure after I O1ly26f SRIS &2dzNJ OKAf RQa
receiving a bad grade going agplanned

Celebrate even small successes

Does not feel like they are Advocate for your child by partnering with the school

getting the help that they need Teach your child to seHfdvocate

at school 5A40dzaa e2dzNJ OKAf RQa O2y(
¢Crt1AYy3 6A0K | / KAtftRQ& ¢Sl OKSNJ I o62dzi [/ 2

If, as a parent or caregiver, there are concerns regarding a child's reading, comprehension, spelling,
writing, learning, or any other sign of dyslexia foun&€hapter 2 they should absolutely be brought up
and discussed in the educational setting. It is important for parents and caregivers to write down their
concerns and observations that they may have regarding their child and make an appointment to
discuss these coeens with their child's teacher. Initially, consider sharing concerns and observations
YR GKSY RAaOdzaaiAy3d GKS F2fft2Ay3 AaadsSa gAdK (KS
1. How much progress the child has made since the beginning of the school year and how that
progress is being measured.
2. Ifthere is a history of dyslexia, reading difficulty, or any other neurobiological disorders in the
family.
3. ¢KS LI NByiGiQa tSINYyAy3a SELISOGHGIAZ2YyE F2NJ KAakKSN
child makes adequate reading progress.
Where the child igunctioningin relation to grade level standards and peers.
5. How much time the child is spending on homework, especially if it seems excessive.

»

6. How muchtime is being spent on reading instruction, what types (if any) of support the child is
receiving, and what curriculum is being utilized.
7.2KIG Oy 6S R2yS G K2YS (G2 KSfLI FyR &adzLlJL2 NI 0

8. Suggestions from both the parent and educator regarding what may help the child in school
based on strengths and weaknesses.

Additionally, parents and caregivers should inquire about the reading instruction at the school/district.
All students, including those with dyslexia, should receive explicit, systematic, and e vizkssk
reading instruction. SeEgure4 for more information*?3

123 National Center on Improving Learning, 2020a, Route to Reading: Check for Potholes
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Figure4: Route to Reading: Check for Potholes
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Route to Reading
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“ Reading instruction should be:

Explicit Systematic
Teaching that has a
carefully planned sequence,
Teaching that is direct and including teaching
step-by-step, including necessary skills first,
explaining and showing building from easier to more
how to do something. difficult tasks, and breaking
down harder skills into
smaller parts.

Evidence-Based

Programs supported by
strong, moderate, or
promising research evidence
of their effectiveness; or
demonstrating a rationale
that they can improve a
targeted outcome.

Are phonological Does the phonics Are there opportunities When my child reads
awareness, phonics, instruction focus on for my child to read aloud, is she or he
and spelling taught blending and books that have the encouraged to look
explicitly and segmenting sounds to phonics skills he or she carefully at printed
systematically? read and spell words? has learned in them? words and use decoding
skills to read unfamiliar
words?
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Finally, consistent followlzLd ¢ A 4§ K (G KS OKA f Rbswilil®w forrarSodgoikgh A Y L2 NI |y
discussion of progress as well as opportunities to discuss successes and new concerns.

Screening, Assessment, and Evaluation

Screeningefers to the administration of a brief, informal test(s) used to provide a quick way to
determine whether further, more ilepth assessment (testing) is needébhiversal screeninig a

systematic process for the assessment of all students on essential academic skills within a given grade,
school building, or school district. Universal screening yields data to make decisions about needed
enhancements in the core curriculum, instraetj and/or educational environment, and about which
students may need additional screening or assessment and/or supplemental or intensive intervention
and instruction beyond what is provided through core programming. Though the majority of schools do
utilize some type of screener, there are schools who opt to collect data in other ways.

Anevaluationis a lengthier and more complex process used to determine whether a child qualifies for
special educationThe evaluation for special education may include data from various sources (i.e.,
progressmonitoring data, achievement tests, rating scales, etc.) as well as teacher observations and
work samples. In lllinois, districts are required to use a procesgigtatmines how a child responds to
scientific, researcibased interventions as part of the evaluation procedures if the child is suspected of
having a Specific Learning Disability (SMBjeover, an evaluation involves numerous educational
professionalsusually takes several hours, and requires that any test be administered by an

F LILINBLINR F St & ljdzZ t AFASR LINRPFSaarzylt Ay GKS OKAfR
Specific Learning Disability due to dyslexia, the evaluation may incaakground information,

intellectual functioning, oralanguage skills, word recognition, decoding, spelling, phonological
processing, automaticity/fluency skills, reading comprehension, vocabulary knowledge, etc. Information
and data gathered through thevaluation process will help the team (of which parents are members)
decide if your child is in need of and eligible to receive special education services.

Asking for SchoeBased Support

If astudent is having consistent and/or ongoing difficulties with reading, a caregiver, teacher, or other
education professional may request an evaluation for special education and related services. It is
suggested that this request for an evaluation be subaditin writing.

Within 14 school days after receiving a request for an evaluation, the district will decide whether an
evaluation is warranted and formally respon
in writing. If the district determines an If a student is having consistent
evaluation is warranted because the student and/or ongoing difficulties with

is suspected of having a Specific Learning 3 .
Disability, such as dyslexia, then the district reading, a caregiver, teacher, or other

must convene a team meeting, oftealled a education professional may request
G52YlF Ay aSSGAy3a¢ 2NJ| anevaluation for special education
5t il aSS ablgsdi paged7, and and related services.

identify what specific data are needed to
determine wheher a child is eligible for, in need of, and entitled to special education services. If the
team requires additional information, such as testing, interviews, observations, etc., the team will
request informed written consent in order to collect this dafahe district determines that the
evaluation is not warranted, it must notify the parent(s) or guardian(s) in writing of the decision not to
evaluate and the reasons for the decision.
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For more information and directions for requesting a special education evaluation, parents can visit the
ISBE website and review the parent guiBducational Rights and Responsibilities: Understanding

Special Education in lllinoiFhe Parent Guiderhis guide explains special education procedures and
processes, shows the required timeline of events, and provides families with sample letters and a blank
letter template for their useln addition, there is a companion bogdkhe lllinois Student Record Keeper:

For Parents of Students who Receive Special Edudatiwican be used for documentation and record
keeping.

LF LI NByYyGa 2N OF NBIAGSNE YSSR RRAGAZ2YIE AYyF2NNIG
rights and live in Cook, DuPage, Grundy, Kane, Kendall, Lake, McHenry or Will County, the following
agency may be contacted:

Family Resource Center on Disabilities

11 E. Adams St., Suié5

Chicago, IL 60603

312-939-3513 voice / 318393519 TTY & TDY
3129397297 FAX

Email: info@frcd.org

Website:www.frcd.org

If parent(s) reside in any other county within the state of lllinois and need information or assistance,
they should contact:

Family Matters Parent Training and Information Center
1901 S. 4th Street, Suite 209

Effingham, IL 62401

217-3183516 FAX

866-436-7842 ToHFree

Email: info@fmptic.org

Website:www.fmptic.org

Qualifying for Special Education and Related Services

Upon completion of data gathering and the administration of assessments and other evaluation

measures, a group of qualified professionals and the parent/guardian of the child will form the

Individualized Education Program (IE#m. This team will hold a meeting often referred to as an

Eligibility Determination Conference (EDC) or Multidisciplinary Conferencé@dlkss on page 57) to

determine whether the child meets the criteria for eligibility for special education. In order to qualify as

I aalddzRSyid 6AGK + RAAFOATAGEE dzy RSNJ GKS FSRSNIt L
student must meet the criteéa of at least one of the thirteen identified disability categories.

Specific Learning Disability (SLD) is definefédbgral lam & &I RA&A2NRSNJ Ay 2yS 2NV
psychological processes involved in understanding or in Usimmiage, spoken or written, that may

manifest itself in the imperfecbility to listen, think, speak, read, write, spell, or to do mathematical

calculations, including conditions such as perceptual disabilities, brain injury, minimal brain dysfunction,
REatSEAIYT I'yR RSPISH 2aBFa 2 & LKY GiAdzRE (G KS £ Sk NYAY:

1241ndividuals with Disabilities Education Act
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https://www.isbe.net/Documents/Parent-Guide-Special-Ed-Aug20.pdf
https://www.isbe.net/Documents/Parent-Guide-Special-Ed-Aug20.pdf
https://www.isbe.net/Documents/student_records_keeper.pdf
https://www.isbe.net/Documents/student_records_keeper.pdf
http://www.frcd.org/
http://www.fmptic.org/
https://sites.ed.gov/idea/

the result of visual, hearing, or motor disabilities, of intellectual disability, of emotional disturbance, or
2F SYGANBYYSyYy(l 3 Odztf GdzNF £ 2 2NJ SO2y2YAO RAal RGIyi
In order to meet the criteria for SLD in lllinois schools, a student’iust
a. Demonstrate performance that is significantly below the performance of peers or expected
standards (Discrepancy);
b. Exhibit significant deficiencies in his or her rate of learning based on progress monitoring
data (Educational Progress); and
c. Demonstrate that his or her needs in the area of curriculum, instruction, and/or
environmental conditions are significantly different than that of his or her general education
peers (Instructional Need), and in order to make educational progressttident requires
interventions of an intensity or type that exceed general education resources.

While Specific Learning Disability (SLD) is the federally andretaignized educational disability
OFGS32NEs GKS GSNXY aReatSEAIFIE [yR GKS LffAy2Aa RS
a0dzRSy i Qa f S HodeVey ilhe RtadeErt qualifis fér Specakeducation services and thus

an |IEP, they will need to be identified with one of the 13 eligibility labels, such as SLD or Other Health
Impairment (OHI).

If the IEP team determines that the student meets the criteria for a disability under IDEA, then the team
Ydzai Yy SEG O2yaARSNI GKS STFFSOG 27F (0 KbBelEPhearhmustt A (& 2
RSGSNX¥AYS GKIG 6m0 (GKS RA&AlIOAfAGE FROSNERSf@ | ¥FFSO
student requires specially designed instruction in order to access the general education curriculum as a

result of such disabilitySpecial educatiomeans specially designed instruction, at no cost to parents, to

meet the unique needs of a child with a disabilBpecially designed instructi¢®DI) refers to adapting,

as appropriate to the needs of an eligible child, the content, methodology, or delivery of instruction to

I RRNBaa GKS dzyAljdzS ySSRa 2F (GKS OKAfR GKFG NBad# i
child to the geneal curriculum in order to make meaningful academic progress in goal areas.

This eligibility determination must occur by the end of th& 88hool day after parental consent for
evaluation is obtained. If the child is eligible to receive special education supports and services, an IEP
team must then hold an Individualized Education RlagMeeting with the parent/guardian to develop

the IEP for the student within 3@alendardays, but no later than the 80school day after consent for
evaluation was obtained. Before the special education services can begin, the parent/guardian must
provide written informed consent to allow the district toqareed with the services and placement.
Services may begin no earlier than 10 school days unless the team agrees that it is feasible for them to
start sooner.

Not all students evaluated for a Specific Learning Disability will be identified with dyslexia. In addition,
because dyslexia varies in its severity, not all children and adolescents who demonstrate characteristics
of dyslexia or struggle with reading wglialify for special educatiotn fact, even an outside diagnosis of
dyslexia (or other related condition) does not automatically result in a student being eligible for and
entitled to special education services. Criteria used for diagnosing a readimgegisuch as dyslexia

during an outside evaluation do not necessarily correspond with educational disability eligibility criteria
(such as criteria fo®pecificLearningDisability orOther Health Impairment). Therefore, a student may

be diagnosed with dyslexia, but may or may not be determined to be eligible for services under IDEA

125llinois State Board of Education, 2021b, Instructions for Individualized Education Program Forms
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(special education lawiChildren and adolescents who do not qualify for special education services may
be eligible for a 504 plan or may receive supplemental support through tiered interventions.

However, if your child meets the eligibility criteria for one of the legally defined disability categories, an

IEP will be developed and parental consent for placement will be required before services can be

initiated. Once an IEP is in place and seniea® begun, annual meetings will be held to review a

OKAf RQ&a LINRIAINBaa (,atdvhichRide akewdplandvillbeiivEtted. St@dents Widol £ &

qualify for an IEP will receive services from a special educator and may receive services fram relate

service professionaincluding, but not limited to, Speech Language Pathologists (SLPs), Social Workers,
School Counselors, Interpreters, Occupational Therapists (OTs), Physical Therapists (PTs), Adaptive PE
Teachers, School Nurses, Rehabilitation Specialists, and otitéred in Section 300.34f IDEA.

t 20SyGAlrt NBEtIFIGSR aSNIBAOS LéhghihdetérNiiatiomndedtiig atdS Ay @2 f
will share evaluation result®arents/caregivers should ask and use information from related service

LINE ARSNI | aaSaaySyda G2 FdAZte dzyRSNAGFYR K2g GKSA
specifically as they relate to reading, writing, and math.

Here are some questionscaregivemmight wish to ask related service personnel:
What strengths and weaknesses did you identify in your evaluation?
I 26 R2 Yeé OKAf RQAa-agebeers ih the ateasyauladsdsed?2z al Y S
| 26 R2 G(GKS NBadzZ Ga 2F e2dz2NJ S@lFfdzad GAz2y | FFSOG Y
writing skills? In what ways?
How do the results impact the ability to learn and apply math skills?
Which specific skills need remediation to build a stronger foundation in reading (decoding and
comprehension), writing (spelling, organization, narrative skills), and math (concepts and
computation)?
Are there any patterns of avoidance or behaviors related to classroom demands for reading,
writing, or math?
Did you notice any signs of speech or language delays?
Were there concerns regarding memory? How can these be supported through instruction and
accommodations?
Are there concerns with receptive language skills (e.g., following directions, comprehension)?
Are there concerns witexpressive languagskills (e.g., sentence structure, vocabulary,
narrative abilities)?
Were there any issues with handwriting? What steps should be taken to address these
concerns?
What remediation strategies and accommodations would you recommend?

Related service providers are present at the eligibility determination megdimgagain athe IEP

meeting that followsf they will be providing direct servicebhis is where decisions are made about

which related services are needed and how much of each service is needed (if &uydecided that

related services are needed by the child, the related service professionals will continue to attend annual
IEP review meetings.

If the consensus at the eligibility determination conference is that the student does not qualify for
special education services and a parent does not agree, it is suggested that the parent refer to the
parent guide Educational Rights and Responsibilities: Understanding Special Education irafitinbis
Notice of Procedural Safequardiscument for further information and potential next steps.
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https://sites.ed.gov/idea/regs/b/a/300.34#:~:text=Related%20services%20means%20transportation%20and%20such%20developmental%2C%20corrective%2C,and%20medical%20services%20for%20diagnostic%20or%20evaluation%20purposes
https://www.isbe.net/Documents/Parent-Guide-Special-Ed-Aug20.pdf
https://www.isbe.net/Documents/Parent-Guide-Special-Ed-Aug20.pdf
https://www.isbe.net/SPEDReqNotConForms/nc_proc_sfgrds_34-57j.pdf

Following is a table which includes the various meeting types referred to in this section along with the
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Table6: Special Education Meeting Types

Type of Meeting

Purpose

Parent/Caregiver Role

Domain Meeting,also
called Review of Existing
Information

To review the information that
the school already has for a
student and to determine what
other information is needed
(academic testing, surveys,
interviews, or observations) to
determine whether a student
requires special education.

Share informatiorand concerns related
to health, academics, sociahd
emotional skills and behavior, motor
skills, expressive arréceptive language
give written permission to collect
additional information.

Eligibility Determination
Conference (EDC),

also called
Multidisciplinary
Conference (MDC)

The first of these is calleq
an Initial; subsequent
meetings called e
evaluation

To share information collected
for all team members to hear; t(
determine whether the child ha
a disability, the level of impact
of the disability on their
education, and whether the
child requires instruction
designed just for them in order
to make meamgful progress.

Review the information and reports in
advance; prepare questions. During tf
meeting, confirm and clarify
information shared, especially the
eligibility criteria; participate in the
decision regarding whether the child
meets criteria for special education.

Give consent for the child to receive
special education services if the child
meets the eligibility criteria

Individualized Education
Program (IEP) Meeting,
also called an Annual
Review

To ceconstruct a written plan
describing the current level of
academic and functional skills g
the child, goals for advancing
progress, ways to support the
child in the classroom, and list
the services that are required tq
make progress on the identified

goals.

Review the IEP draft in advance,
prepare guestions and contributions.
During the meeting, confirm or clarify
information shared; share family
priorities, concerns, goals and insight
on what has or has not worked for theg
child in the past. Advocate for gn
needed adjustments.

Transition: Moving Beyond High School

tfFyyAy3a F2N §KS y S E should be§inaheraystudent i filllaytBdRl R dzf ( Qa
education system, but transition planning may look different for students who have an IEP or 504 plan.

Startingwith the first IEP in effect age 14and-a-half, or sooner if the IEP team determines

appropriate,students' IEPmustinclude a transition plan to address postsecondary employment,
education/training, and independent livifigf For students receiving services through a 504 plan,
parents can talk with the team developing and reviewing the 504 plan to determine if transition
planningis necessary for the student to be successful after high sclhoalddition, in both cases, a

126105 ILCS 5/18.03(a5)
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testing coordinator or case manager should apply for and secure appropriate accommodations (if

needed) for anyigh-stakes testinghat occurs while the student is still in high school. Documentation
aK2dzf R Ay OfdzRS I RSAONALIiA2Y 2F (KS &aGdzRSyiQa NBI
student uses for academic support.

After leaving high school, the services that may have been provided to students with dyslexia will likely
end. Students who had either an IEP or a scHzeded 504 plan will no longer have those plans to

support them as they move into the next stage of life, and they will have to advocate for any reasonable
accommodations for which they may qualifs adults, they will be protected from discrimination under
Section 504 of the Rehabilitation Act and Title Il of the Americans with Disabilities Act (ADA).

If an individual is planning to move to a pastcondary educational setting (college, university, or trade
a0K22f 0z GKS& YI&d 0S lotS G2 00Saa az2y$sS 002YY2R
office. Although their IEP or 504 plan does not follow a student into the new institution, these plans can

be used to document the disability and need for services and to discuss which accommodations may be
suitable in a higher education settingot all accommodations that were provided in high sdhoay be

suitable for postsecondary educatiarand these institutions are only required to provide services which

are deemed necessary to ensure the student is not discriminated against because of their disability.
Additionally,considerations must be made to ensure accommodations do not compromise the overall

guality and rigor of the postecondary education program.

Another difference between services in high school and postsecondary education is that the individual
must be willing to advocate for themselves and reach out to disability services ditadiigher

education, this process must be initiated by the individual seeking services, and they must be willing to
regularly communicate with and reach out to the disability service providers to ensure their needs are
being met.Therefore, it is important students understand their reading and writing skills and rseeds
they are able to work with their instructors and employers to problem solve the use of appropriate
supports and accommodations needed for success.

After high school, individuals are not required to disclose that they have a disability or that they received
services under an IEP or 504 pl&his information will not be reported to colleges, universities, or
employers by the district though it is often beneficial for these organizations to be informed by the
individual so they can better understand and support them in the workplace or edunehsetting.
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Bridge to Practice

When your child wam first grade, the school contacted you concerned that your child was
demonstrating characteristics of dyslexia. Initially, you were nervous, but you worked with them to go
through the steps of problem solving and educate yourself as much as possiblelabdearning
disorder. The team agreed to implement interventions as well as give additional time for direct
instruction; they even intensified interventions when they were not working, but nothing seemed to
stick. Ultimately, after interventions were plemented and data was collected, your child was
evaluated for special education services and was found eligible under the category of Specific Learning
Disability in basic reading and reading comprehension. Your child was provided with specialized
instrudion in reading, and things really seemed to be going well. Fast forward to 5th grade. You have
noticed lately that your child has been struggling with friends andvgetth; they report that they feel
dumb, and they do not want to go to school anymorewan you help them?

Click for Answer

Expanded Exploration: Linked Resources

Explore:The Evidence Advocacy Center Parents & Family DYSI.EKI n

Advocates Curated Resource Menu
TOOLKIT

Watch: Dr. Sally Shaywitz give Dyslexia Advice for Parents

Utilize: The National Center on Improving Literacy Toolkit for
Advocating for the Literacy Needs of Children

.i.

Version 1.0 of MANY

Discussion Questions

1. What early signs of dyslexia should caregivers be aware of, and how can they differentiate these
signs frontypical developmental variations in reading?

2. In what ways can empowering a child with dyslexia change their academic and social
experience8

3. What are the most important initial steps that caregivers should take when they suspect that
their child may have dyslexia? Why are these steps crucial?
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https://evidenceadvocacycenter.org/parents-and-family-advocates-resources-menu/
https://evidenceadvocacycenter.org/parents-and-family-advocates-resources-menu/
https://evidenceadvocacycenter.org/parents-and-family-advocates-resources-menu/
https://www.youtube.com/watch?v=Jir9xD9-VYohttps://www.youtube.com/watch?v=Jir9xD9-VYo
https://www.youtube.com/watch?v=Jir9xD9-VYohttps://www.youtube.com/watch?v=Jir9xD9-VYo
https://improvingliteracy.org/kit/advocating-literacy-needs-children/
https://www.honeycombcollaborative.com/_ncil-orig/main-site/kit/advocating-literacy-needs-children/index.html
https://www.honeycombcollaborative.com/_ncil-orig/main-site/kit/advocating-literacy-needs-children/index.html

CHAPTER 5: SCHEEASED IDENTIFICATION AND SYSTEMS OF
SERVICE PROVISION FOR STUDENTS WITH DYSLEXIA

G ! idzedisystem of supports (MTSS) is a proactive and preventative framework that inte
data andinstruction to maximize student achievement and support students' social, emotional
behavior needs from a strengtitisF 8 SR LISNR LISOG A @S ¢

The Role of Rtl and MTSS

Response to Interventidiktl) andMulti-Tiered Systems of SuppeofiTSS) are terms often used
interchangeably to describe methods of responding to student needs to reduce both academic and
behavioral difficulties before they become a barrier to student success. Though Rtl is a part of MTSS, it
focuses more on individuatudent progress and is required for SLD eligibility in the state of lllinois; so
long as Rtl is being implemented with fidelity, it is encapsulated under the larger MTSS umbrella. MTSS
has a broader scope, with academics being only one strand. In adtitimcademics, an MTSS
framework also addresses student behavior, professional development for teachers, school climate,
family and community involvement, and system needs to ensure that a district is functioning at a high
standard. An MTSS framework ennpers educators to use scheduled assessments to monitor student
progress, and the data from these assessments can be used to inform-elasteinstruction as well as
provide insight to where individual students or
small groups need more targeted instruction.
So long as Rtl is being implemented Ongoing data review ensures school
with fidelity, it is encapsulated under | professionals are able to effectively monitor

the larger MTSS umbrella. growth and helps staff to know if there is a need
to select another, more intensévsupport,
without waiting until students fall further behind.

In practice, an MTSS framework for schools helps to identify students who need support and match
those supports to appropriate interventions that will meet student needs. Thus, it is necessary to embed
early literacy screening and intervention into the MBT|@ocess to detect early signs of reading problems
such as dyslexia. By using a model that includes early literacy screening, research shows a decrease in
the likelihood of students falling behindhe publieschool setting is often the only place whetadents

are assessed to identify risk of learning disorders, such as dyslexia, as well as where daddedce

reading instruction can take place without cost to families.

Though it was mentioned previously that MTSS is designed to address both academic and behavioral
needs, for the sake of this handbook, the focus will be solely on the academic side of MTSS and its
impact on dyslexia. There are several components that asemial to successfully implementing an
MTSS framework (sdggure5 for a flowchart that depicts the process):

1. Universal Screening

2. DataBased Decision Making

3. Tiered Resource Allocation

4. Team Problem Solving

5. EvidenceBased Intervention

27 american Institutes for Research, 2022, Essential Components of MTSS
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Figure5: The MultiTiered Systems of Support Progression
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*Not all areas of special education eligibility require the Rtl process. This represents an ideal intervention framework; there
rmay be individual exceptions requiring a referral for special education prior to when this model prescribes.

Assessment

Assessment plays a vital role in identifying students who may be struggling with reading. It is crucial that
school districts have a comprehensive assessment plan that will empower educators to pinpoint areas of
difficulty so that they can tailor instructh accordingly. Through the use of a comprehensive assessment

plan, educators can uncover potential learning disabilities such as dyslexia, comprehension issues,
FYRK2NJ 3l LA Ay F2dzyRIGA2yL+f &alAtfta GKIFdy Y@ KAYRS
identification through the use of assessments allows for timely early intervention, specifically designed
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instruction (when needed), and the development of targeted support to help struggling readers build

the essential literacy skills they need for success in both academic and life pursuits; timefacis

research that supports the idea that when students are identified and interventions are implemented in
early elementary school, they are significantly more likely to reach an average range in readindf&bility.
Ultimately, assessment serves as a critical step in ensuring that no student is left behind in their journey
to becoming a proficient and confident reader. Various types of assessm@etthe purposes for which

they are used are described below.

Table7: Types of Literacy Assessments

Type of Description Purpose Targeted Example(s)
Assessment Participants
Universal Early| Brief, less than 15 Identify which All students Acadience,
Literacy minutes, assessing | students and K-2 FastBridge,
Screener foundational literacy | systems are at ris AimsWeb
skills such as
phonological

awareness, letter
sound knowledge,

etc.
*Benchmark A standardized Determine All students MAP, STAR
assessment used to | student growth 312
evaluate student throughout the
progress at regular | year as compared
intervals to predefined
learning goals
Diagnostic LRSyGATe Determine specifi¢ Students who Phonics Survey,
Literacy specific strengths skill deficits and | wereindicated as | Phonological
Assessment(s)| and weaknesses in | what to teach a NIk a1 ¢ 7 Awareness Skills
reading, for example| next early literacy Test
phonics or screener or
vocabulary skills. benchmark
Diagnostic tests
provide a detailed Note - if the
profile of the majority of
aldzRSy il Qa adidzRSy i-a
guide intervention NRA&alé GK
a tier 1 issue that
needs to be
addressed

128 Gaab, n.d., Dyslexia Myths
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Progress To determine if a Determine if Students who are| Letter Sound
Monitoring student who is instruction/ receiving Fluency, Word
receiving instruction | intervention is intervention Identification
is making progress | working Fluency, Oral
informs decisions Reading Fluency
about when to exit a (ORF)
skill and which skill t¢
address next Letter Sound
Fluency (LSF),
Nonsense Word
Fluency (NWF),
Word Reading
Fluency (WRF),
Oral Reading
Fluency (ORF)
Outcome Statemandated Determining if All students within| lllinois
Measure assessment to tell if | instruction was a specific grade | Assessment of
students are sufficient level as defined by Readiness (IAR)
reaching sufficient state guidance ACT
levels of
achievement
* The first benchmark of a school year may act as a screener of sorts to identify students who n|
at risk of reading difficulties; however, subsequent benchmark assessments are used to monito
student progress.

Universal Early Literacy Screening
The initial phase of the broader muttered support system (MTSS) for addressing and preventing
reading difficulties begins with screening for the risk of dyslexia and other reading challenges. This
process entails assessitigg academic
performance of all students in early literacy and
reading skill development to guide decisions
regarding overall instruction and intervention.
The primary purpose of using a screener is not
pinpoint students with dyslexia or disabilities,
but rather to identify those arisk and

determine who requires further assessment and
ddzLILIR NI @ ' & 1ttt SELXIFAYyaZ a!

AAAAA

Ideally, screening results answer the
question, “Who is at risk for reading
difficulty?” and “Who needs
additional support?”

dzy A 3SNEIt aONBSyYySNJ

all students, gauging fundamental literacy abilities like phonological awareness, letter recognition, and
letter-sound knowledge. These assessments help identify students meeting benchmark levels by
evaluating mdicators that predict future reading success.

129Hall, 2018, 10 Successful Factors for Literacy Intervention
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Once a screener has been administered, an education team can then use that data to match students

with identified skill deficits, identify who needs further diagnostic assessments, and also use the data
holistically to examine proficiency across grade levechool buildings, and the district. A screeneiois

a diagnostic test and witlot result in a child being diagnosed with dyslexia or any other learning

disorder’™®L RS ff &> AONBSYyAy3a NBadzZ Ga FyasgSN G§KS [jdzSaida;
G2 K2 ySSRa RRXOGA2YyIf &dzllll2 NI Ké

Consider the screening assessment process using a funnel analogy. Initially, all students go through the
A0K22f Qa dzyAOSNEIE SIFENIe& fAGSNFO& aONBSYSNE 6KAOK
purpose of the assessment is to identify stads who are not performing at benchmark levels and to

gain initial insights into which specific areas require further examination, such as phonological

awareness, phonics, fluency, vocabulary, or comprehension. For those students who do not meet the
benchmark as they progress through the initial screening, the subsequent step involves pinpointing the
exact deficit areas and determining an appropriaterventionplan. In order to do this effectively,

educators need access to robust diagnostic assessment data that will help identify precisely where the
student began encountering difficulties and which specific skill represents the lowest point in their
progressiorfrom simpler to more complex skit¥L ¥ I dzy A GSNEIFf &AONBSYSNJ Ol y
dyslexia and other reading difficulties early in their school careers, early literacy intervention can be
provided to help mediate the effects that dyslexia may have on a student otherwise.

Many districts already use universal screeners that follow recommendations for assessing for dyslexia
and other learning difficulties; refer tdable8 for a list of skills recommended for inclusion in early

literacy screening® Not only have these areas been identified through research as holding validity as a
predictor for future reading achievement, they are also able to be assessed briefly and are areas for
which interventions can be prescribed based on the results. Whemparopriate universal screener is
selected, there is no need to add an additional screener that is specific to dyslexia. However, if a
screener does not measure these specified skills, schools will need to utilize different or additional tools
to find out who is at risk for reading difficulties and dyslexia.

Table8: Screening Measures by Grade Level

Grades Screening Measures

PreKindergarten Oral language and vocabulary
Phonological awareness
Alphabetknowledge

Oral language and vocabulary
Letter knowledge

Phonological (phonemic) awareness
Letter-sound associations
Phonological processing task (Rapid Auitized Naming
assessment measure)

1 Spelling (end of kindergarten)

Kindergarten

=A =4 =8 -8 4 -8 -8 9

130 Albers & Hall, 2023, Best Practices for Universal Screening in Schools

BlBrehmer, et al., 2022, Michigan Dyslexia Handbook: A Guide to Accelerating Learner Outcomes in Literacy
132Hall, 2018, 10 Successful Factors for Literacy Intervention

133 Massachusetts Dyslexia Guidelines, 2021, Massachusetts Department of Elementary and Secondary Education
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First Grade Phonemic awareness segmentation task
Phonological processing task (Rapid Auttired Naming
assessment measure)

Nonsense word reading fluency
Word-reading fluency

Oral reading fluency

Spelling

Word-reading tasks

Oral reading fluency

Spelling

Oral reading fluency

Spelling

= =4

SecondGrade

Third Grade

=A =4 (=8 =8 8|8 -8 -8 -9

It is important to note that though students may be flagged by an early literacy screener as meeting the

ONA (G SNANR &ATF2 R &) RERAXISEMANI 12 NDSIHNAYy3I RAAIOATAGEES |
for special education services. Intiagarly literacy screening results alone do not provide enough
informationforthe teamto | dzi 2 YI GA Ol f f & aadzaLSO0Gé¢ Reéeaf SEAlI® ¢KS
identifying students who need additional reading intervention as well as those who need rrdeetim

skill evaluation in a broader MTSS framework.

There are several screeners available for district use that may help in identifying students who are at risk
of poor academic outcomes, including those who may potentially have dyslexia. A list of popular
screeners can be found &he National Center for Intensive InterventibfiFurthermore, additional
screeners, as well as other resources, can be found iDttsdexia Toolkit

Screening for Older Students

Identifying reading difficulties among older students requires different approaches than those used in
early elementary years. It is crucial for districts and schools to establish a comprehensive assessment
plan aimed at identifying individuals who strugglith reading or may exhibit signs of dyslexia,

especially if they were not identified during their earlier years.

Some districts employ benchmark assessments such as FastBridge Reading or NWEA MAP, and if
available, it is advisable to leverage the data from these assessments to determine the need for further
assessment (refer t€hapter &or avisual representation). In cases where benchmark assessments are
not in place, a practical starting point is to administer@ual Reading Fluen¢®RF) assessment,

including a comprehension component, two to three times a year. This approach helps educational
teams identify students reading below their
grade level and ascertain whether fluency
issues are contributing to their reading
comprehension challengé®’ Oral Reading

Oral Reading Fluency assessments
serve as an initial step in identifying

Fluency assessments serve as an initial step students who require additional
identifying students who require additional diagnostic assessments to determine
diagnostic assessments to determine appropriate intervention.

appropriate intervention.

134 National Center on Intensive Intervention, 2021, Academic Screening Tools Chart
135petscher, et al., 2020, How the Science of Reading Inforfh€&dtury Education
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https://charts.intensiveintervention.org/ascreening?_gl=1*fb061c*_ga*NTY1MTUxNTgyLjE2OTAzMDcyMzc.*_ga_8HTR3VBRFZ*MTY5MjYzNjM5Ny4xNy4wLjE2OTI2MzYzOTcuMC4wLjA
https://docs.google.com/presentation/d/e/2PACX-1vQMRQdsopAz6EttD26uVhVcqChdlVCGxBjpm3xkzGM1Cc7Dq2SXO2FI_LxzxqUJy3MeYxWw7UdE13Q4/pub?start=false&loop=false&delayms=60000#slide=id.p

Screening and Assessment of Multilingual Learners

Multilingual Learnerg§MLLs)may require a more nuanced approach during siseeening process; it is

essential that varying factors which may alter how data is collected are considered. In the United States,

MLLs are often undeidentified for special education services in primary grades and overidentified for

special education seices in secondary gradé¥.0ftentimes, this can battributed to the fact that

YIye GSIFOKSNE FNB dzyOf SI NJ g KSGKSNI Iy a[[Qa alAffa
patterns of an underlying learning disabiltf{f To obtain data to address these concerns, the screening

process can and should be used; however, there are several additional considerations that need to be
addressed when administering screeners to MLLSs.

As discussed i@hapter 2 parent/caregiver input is essential, and the collection of the following
AYF2NXIEGA2Y Ad NBO2YYSYRSR LINA2N) 2 GKS aONBSyAy3
speech and language developmeexperience and proficiency the home language and school
language(s), and educational history including language(s) of instrdétionce this information is
collected, formal screening procedures for MLLs can be broken down into four steps:
1. Select a literacy screener with the highest sensitivity and specificity available that is culturally
and linguistically appropriate for the student
2. Administer and score the literacy screener
3. Collect multiple forms of data including diagnostics, caregiver interviews, and aeer
comparison if possible
4. As ateam, se all sources of data collected to make informed decisions aboudttitent.

Selecting a Literacy Screener
When selecting a literacy screener, it is important to consider whether or not the assessment is likely to
provide accurate information about what the MLL student truly knows and can do, in accordance with
IDEA. A few considerations include languages fisessment is available in, which populations were
represented in the norming sample, and if sensitivity and specificity data were determined for children
2T (KS a0dzRSydQa OdzZ GdzNI f FyR fAYy3IdAAGAO o6 O INER dz
made available in multiple languages; however, not all screeners are. Additidnialiypportant to
check to make sure that the screener being administered has been normed and validated for MLLs with
similar language and educational experience. In some cases, assessments are normed using samples of
monolingual students or students whieceived English instruction or bilingual instruction. It is essential
to ensure that the screener being administered bagndeveloped and normed for MLLs of a similar
language and educational background; otherwise, the results may provide inaccurate conclusions about
I OKAfRQa FoAfAGASA Ay (KS ¥ &ha Blbwir Buididghdstiors | & ¢St
may helpin the process of selecting a literacy screéffer
Does it provide guidance on interpreting scoresNt. &
lta AG 06SSy @FftARFGSR FT2NJ YdzAf GAf Ay 3Adzrf € SFNYySN
background in the norming process?
Does it offer some or all subtests in a language(s) other Hxaglish?
Does it use measures that are culturally and linguistically authentic rather than directly
translated from English?

136 Goodrich, et al, 2023, Assessing Oral Language When Screening

137 Goodrich, et al, 2023, Assessing Oral Language When Screening

138 Catts, 1993, The Relationship Between Spdemiguage Impairments and Reading Disabilities
139 Goodrich, et al, 2023, Assessing Oral Language When Screening MLLs

10 Massachusetts Department of Elementary and Secondary Education, 2020
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Does it provide guidance regarding when and how to present students with instructions in their
home language?

Administering the Literacy Screener

2 KSY FTRYAYAAUSNARAY3I || AONBSyAy3a G222t G2 Iy a[[ZX (0K
stronger, predominant language whenever possihlsing a screening tool in that language will
highlight deficit areas and inform educators if a student isisk of having dyslexia or other reading
disabilities. Remember, though, not all students have justmeelominant language, especially if their
learning environment has included two or more languages; their skills will be distributed across their
languages and may vary by modatitguch as speaking, listening, reading, writing. Therefore,
assessments in ea language may be necessary. This approach can help to prevent misidentification.
However, if the student clearly demonstrates skills within the normal range in one of the languages,
additional assessments may not be requitéd:*2 Since dyslexia is neurobiological in nature, it will
manifest in both languages.

If a student who is newly exposed to English has already been identified as having a disability in the
native or predominant language, services should not be delayed until the child learns more English.
Waiting until the student becomes more proficientinglish will only delay needed services, exacerbate
and create additional barrierandhinder student progressincethe underlying disorder requires timely
intervention.

¢tK2dzZaK FTRYAYAAGSNAY3I | aONBSYSNIAYy | aGdzRSydQa LIN
languages, and administering a screener in English can still provide valuable information. Screening MLLs

in English can provide data that can be uasd baseline for student proficiency and growth in English

language development; however, it is important to understand that the assessment will not necessarily

show if a student is truly at risk for a reading disability. Procedsasgd tasks referencdd Chapter 2

as well as dynamic assessment methods {teathretest) are invaluable, particularly for MLLs for

GK2Y @FtARFGSR YSI adaNBa INB y24 F@rAftlrofS Ay (GKS

Scoring the Literacy Screener

After a student has completed a literacy screener, it should be scored and interpreted for patterns by
a2YS2yS gK2 Aa GUNIAYSR (G2 R2 a23 FyR NBadzZ a aK2dz
Many screening guides now include instructions for liowcore assessments in a culturally responsive

manner. If the guide does not include guidelines for culturally responsive scoring, the team may want to
consider takingtwoscore2 Yy S a02NB GKI G aK2¢ga GKS adGddzZRSyidQa LISN
one that allows for culturally responsive modifications. As with monolingual students, the screener

should be analyzed to determine whether or not the student is exhibiting signs of reading difficulties.

Collecting Multiple Forms of Data
When determining if an MLL is at risk for dyslexia, it is essential that more than one piece of data is used
and that any academic decisions made are done so as a team. The team should collect any useful
information sourcesincluding but not limited tahe following

Classroom observations

Data from the home language survey

Developmentahistory,

141Bedore, et al., 2012, The Measure Matters
2Bohman, et al., 2010, What You Hear and What You Say

68



Interviews with the student and family

A detailed educational history including schooling and language exposure

Formativeassessments

Work samples

5415 Ay GKS addzRSyidQa ,aidAYFNEB f I y3ada IS IyR AY
Processingpased tasks and dynamic assessment, as needed

' RRAGAZ2yLFftes GKS GSIFY akKz2dzZ R FAY (2 FyagSNI GKS |
limited time and opportunity to learn the languag® to true language learning difficulties, and is the
student making progress when compared to true peers? A true peer can be defined as a student who
has the following characteristics
Shares a similar language proficiency, culture, and experiential background
Is of a similar age and has spent a similar amount of time in the United States
Has a similar input (exposure) and output (use)asfduage BndLanguage? at home, school,
and in thecommunity, and
Has a similar education experience and services

Additional Factors to Consider
When determining if an MLL is at risk for dyslexia or may require intervention, it is essential to consider
the whole student. No academic decisions should be made using screening data alone. Some additional
factors to consider includthe following*3
The number of years the student has received kjghlity instruction in English and/or the
home language
Variables that may be causidgficulties with reading and writing in Engligtuchasemerging
English proficiency
If there is a history of speech and/or language delay or disorder
If there is a history of dyslexia in the family
How the student is performing comparedtime peers2 NJ a & 1 dzZRSyda FNRBY O2YLJ
backgrounds who have the same or similar levels of language proficiency, acculturation, and
educational backgrounds*4
Specific error patterns; determine if the errors are typical or unusual when comparediLtgM
true peers
Potential environmental, educational, or personal factors that may be related to learning to
read
Classroom observations
Student work and performance samples
I a0dzRSydQa fFy3dzr3S aiAftta Ay 020K GKSANI LINRY

Use the Data to Make Informed Decisions

Once all relevant data is collected, an educational team should convene to discuss a plan for

intervention. If a student is showing signs of dyslexia,likeéty that they will require reading

intervention from a reading specialist; a large percentage will also m¢ed/ention from a speech

language pathologist to address the underlying phonological and/or language difficulties that underlie or
O2y UNROGdzGS (2 (GKS addzRSyidQa tAGSNI O RAFFAOIAL GASa
participants should6 Ay @2t SR Ay ONBFdGAy3a Al AyOfdzRAYy3 GKS

43 |nternational Dyslexia Association, 2023, English Learners and Dyslexia
144Brown & Aceves, 2022, Multilingual Learners: Testing, Assessment, and Evaluation
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student. At this stage it is essential that regular progress monitoring data is collected to ensure the
student is receiving adequate services and support.

Screening and Assessment of Bidialectal Students

As educators screen, assgasd provide appropriate reading interventions for students, it is important
to be able to differentiate normal language variations from true signs of reading difficulty so as not to
under-identify or overidentify students needing intervention.

Similarly, it is important not to make assumptions about students based on their cultural or linguistic
background as that may potentially lead to undeentification or overidentification of language
difficulties.

Additional considerations for screening and assessment of language difficulties are asfllows:
Collect a thorough case history that includes the language(s) spoken by caregivers. While
children often do not use the exact same language features as their parents/caregivers, a good
background will help determine the dialect to which the student hasarily been exposed.
Students may use their dialect or language variation during screening and assessment;
therefore, the practitioner should be knowledgeable about the characteristics of that dialect or
refer testing to someone available who is so that they can accuratdlgglissh normal
language varieties from disorders.
Collect and analyze a language sample(s) includoogtmastive analysis, as appropriat€ The
language sample should be at least 150 words in length and may be collected during a
O2y@SNEIFGA2Y 2NJ I YINNIGAGS alYLXS sA0K GKS ai
fly3dzZ 3S LI GEGSNya INB O2yaAradsSyd gAiGK (GKS (y24é
sample not only allowsneto distinguish speech and language patterns that are consistent with
0KS aGdzRSydQa RAIFESOG FTNRY GNMHzS fFy3dzZ 3S SNNEBN
a0dzRSyiQa RAFESOUAOIET RSyaAdeod
Select standardized tests judicioustyWhen available, use standardized assessments that
accommodate language variation in their scoring.
lfusingr aaSaayvYSyita GKFG R2yQl GF1S RAFESOGAON
modifications to standardized tests could inclttfe
Yy Modify scoring procedures to ensure that points are not deducted for normal
dialectical features or using alternative scoring methods such as percentage
correct or reporting the raw score instead of the standardized score
Allowing the student extra time to respond to questions
Increasing thenumber of practiced and/or trial items
Eliminating any culturally biased questions,
Askngthe student to explain any responses when the item is considered
incorrect but could be attributed to dialectical or cultural differences
Recordngfull responses in order to determine if the answer may include
dialectical or cultural differences when scoring the test lagerd

< SRS

145 Johnson & GatlitNash, 2020, Evidendgased Reading Difficulties Among African American Learners
146 BlandStewart, 2005, Difference or Deficit in Speakers of African American English

147 BlandStewart, 2005, Difference or Deficit in Speakers of African American English

148 Seymour & Bland, 1991, A Minority Perspective in the Diagnosing of Child Language Disorders
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Yy Gathering informatiorfrom a contrastive analysis of the language sample

should be weighed and reported on equally to any standardized assessments

conducted
Use criterion referenced assessments when possible
/| 2Y&AARSNI 6KS addzRSyidQa ol O13INRdzyR (y26f SR3IS 6K
comprehension skills and its impact on performance. Assessments that are not culturally
Y2NXYSR gAft y20 | OO0dzNI G§Ste& ARSYGAT&willi KS AddzRSY
identify vocabulary the student has not yet had the opportunity to learn.
Again, processinrbased tasks referenced earlier as well as dynamic assessment methoes (test
teachretest) are invaluable, particularly for MLLs for whom validated measures are not
FgFrAflrofS Ay GKS addzRSydQa fIFy3dad 3Seaovo

Atfter all pertinent information is considered and it has been determined that a student is indeed
displaying true signs of reading difficulti@srther information should be collected. Like the process for
identifying dyslexia in English speakers, evaluations may be done regarding foundational reading skills
such as phonological awareness, phonics, fluency, vocabulary, and comprehension.

Research over many decades has determined that virtually all children and adolescents can be taught to
read with direct, explicit, systematic instruction. This is true regardless of cultural background, linguistic
background, race, or economic status. Eatocs' knowledge and implementation of effective

instructional techniques that honor the cultural and linguistic backgrounds of their students is key to
developing successful readers and writers.

Diagnostic Literacy Assessments

Once an early literacy universal screener is complete, that data will give the education team information
regarding who is atisk and who needs further diagnostic assessments to pinpoint specific skill deficits.
Diagnostic literacy assessment® utilized to provide a snapshot of one specific skill area such as

LIK2y2f 23A01f g NBySaad a¢KS RAFIy2aG6A0 GStfa @&2dz
G2 R2 Mdo2dzi Al odé

Diagnostic assessments are only giveedmestudents. Teams can identify students needing further
assessments based on the universal literacy screener. These assessments, for the most part, are not

timed; however, they are fairly quick to administer as they are set up from simple to complex when it
O2YSa G2 aiAfft LINPINBaaizyod 2KSy | addzRSyid OFyyzi
Ay GSNIBSy (A 2YMoregier, it NHzSeintilFoy thednterventionist to match the skill deficit to

an evidencebased intervention. For example, if a student has a deficit in word recognition, a provider

will NOT begin with a comprehension intervention. More effectively sfudent had a word recognition

deficit, an interventionist would begin with an intervention in word recognition that is systematic,

explicit, and cumulative. Refer to tiigyslexia Toolkiitnd Chapter #or intervention ideas.

9 Hall, 2018, 10 Successful Factors for Literacy Intervention
150 Hall, 2018, 10 Successful Factors for Literacy Intervention

71


https://docs.google.com/presentation/d/e/2PACX-1vQMRQdsopAz6EttD26uVhVcqChdlVCGxBjpm3xkzGM1Cc7Dq2SXO2FI_LxzxqUJy3MeYxWw7UdE13Q4/pub?start=false&loop=false&delayms=60000#slide=id.p

Assessment to Intervention

Once an early literacy screener and diagnostic assessments have taken place, the data collected from
these assessments should be used to form specific skill intervention grblg® are several common
grouping practices that are ineffective and will not provide the best outcome for students in regard to
literacy skill development. Teams should NOT simply,
group by benchmark score, benchmark level, Teams should form
cpr_lvenience of scheduling, or quadrants assigned b_y intervention groups based on
digital assessment programs. These common groupif
practices will lead to a mixture of needs in the same
group, lack of clarity about what skills have been
mastered and which are deficient, unclear goals, and overall lack of direotidimef teacher or
interventionist providing the instructiof! Instead, teams should form intervention groups based on
skill needs. In this way, the teacher or interventionist has a clear picture of what to teach and how to
measure progress. For more information on skills to be focused on during interventioBhagger 6

andChapter 7

skill needs.

Progress Monitoring

Students receiving intervention should be progress monitored frequently to ensure academic progress.
Progress monitoringllows the team to frequently and continuously evaluate student learning, monitor
the effectiveness of instruction in intervention, and make instructional changes to improve student
performance!®? Additionally, progress monitoring is a key component in tH&MR'SS process. The data
that is collected from progress monitoring is an objective way for the team to determine if students are
responding to the intervention provided and next steps. Moreover, progress monitoring is a critical
component in datébased idlividualization (DBJWwhich is a researchased process that guides

educators on making instructional decisions for students who striitjgle

Progress monitoring is a crucial tool that enables immediate data collection and formative feedback for
interventionists and teachers that may be used in the case of a special education evaluation. Progress
monitoring data eliminates the need to wait farfjer scale evaluation or assessment results. Typically,

7-10 data points are gathered, offering educators enough information to spot trends and make informed
RSOAaA2ya | 062dzi || addzRSydQa NBalLRyasS (2 AyaSNBSy
FRedza lYSyida Ay (GKS AYyOGSNISYy A2y Qa;sdeylieNstianali @ 2 NJ (@&
/| SYGSNI 2y LyidSy aAam@®nomyoillGendriion infersiffTantiniia data L 0
Y2YAU2NARY3I Aad SaaSydAlf Rd2NAYy3a GKAA LINROSaa G2 3t
AYlFRSljdzZa 6§S NBRalLRyaSz GKS GSIY OFly 02y @SyS FyR SYLJ
effectiveness, potentially altering its frequency rdtion, or intensity as needed. For more information

on analyzing progress monitoring to help inform instruction, Ebelris Center Progress Monitoring

Module and theNCIl Reading Progress Monitoring Module

1 Hall, 2018, 10 Successful Factors for Literacy Intervention

152|RIS Center, n.d., Progress Monitoring

153 National Center on Intensive Intervention, 2013, DB&sed Individualization
B4 Fyuchs, Fuchs, & Malone, 2017, The Taxonomy of Intervention Intensity
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https://intensiveintervention.org/reading-course-progress-monitoring-reading

ProblemSolving Model

The MTSS framework is built on a foundation of problem solving. Educators ask questions about
increasing literacy, try interventions, and check the results. With numerous evidersesl practices,
reasons for achievement gaps, and individual needs, a farger of variables exist when seeking to

align interventions and selecting instructional strategies. Questions and concerns can be overwhelming
for a team charged with decision making, so remembering that the proisielving process is fluid and
ongoingis essential (see Figué.'>

Paired withdata-based decision makinthis model of problem solving can continually ground educators
in the essential questions that guide improved student learning outcomes; a list of these essential
guestions can be found in the dyslexia toolkit.

Figure6: Steps of Problem Solving

Steps of Problem-Solving

1. Problem 2. Problem
[dentificati nalysis

f .
What is the discrepangy hetweenlln' : problem occurring?
what is expected and what is ocearring?

A Plan
Development

hal}'l\ the goal?
\\ hai is the in rvent n plan to address this goal?

How will progress be monitored?
I',/*4:__P
Implementation

How will implementation integrity be ensured?

Evaluati

Is the intervention plan effectiyve

Individual Problem Solving

Most steps within an MTSS model are in place to support services for the majority of students. Just like
tiered intervention aims to support the majority of students with needs, the proocefscts decision

making for groups of students, rather than individuals, for most steps of the process. Individual problem
solving typically only occurs following the implementation of at least two implementation cycles of
evidencebased interventions. Fastudents who demonstrate reading skill gaps when compared to

peers, this ensures instruction can occur immediately following assessment data indicating a need.
Individual problem solving should come after targeted interventions have been put into platcenly

will the student already be receiving instruction in the skill area(s) identified, the team will have more
information on what works (or does not work) for a studewWwthen analyzing progress monitoring data
from a tiered literacy intervention and observing insufficient progress towards the goal, a team may
engage in individual problem solving for a chifd.

155 Gibbons & Coulter, 2015, Making Response to Intervention Stick
156 National Center on Intensive Intervention, n.d., What is Data Based Individualization
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Compared to team meetings that focus on a multitude of students, there are a few changes that

characterize individugdroblem-solving team meetings.

1. Individual student data is included to reflect the whole child. Data regarding all academics,
behavior, sociakmotional functioning, and independence in aggpropriate skills should be

available for all team members to review.

2. The team members should include professionals from multiple disciplines across the school
setting, such as the classroom teacher, interventionists, student service personnel (social
worker, school psychologists, school counselors) and an administrat@rKa2s2 f Q a-
solving team must include families throughout the RtI/MTSS protselving proces&’

3. A problemsolving framework should be used, with clearly documented discrepancy statements
based on data. Goals specific to the discrepancy should be determined, and dates foufllow
meetings should be scheduled following literacy intervention impleragon.

LINEGE SY

The ultimate goal of problem solving, whether it be for a
group of students, or an individual student, is to ensure tha
every child is receiving literacy interventions that are
appropriate and beneficial to their educational progress. Nd
all students wilreceive the same intervention with the same
level of intensity or even for the same amount of time;
students should receive what they need in order to be
successful, ultimately ensuring that they become skilled
readers.

The ultimate goal of problem
solving, whether it be for a group
of students, or an individual
student, is to ensure that every
child is receiving literacy
interventions that are appropriate
and beneficial to their educational
progress.

Tiered Resource Allocation

Another key component of MTSS s thelti-tiered service delivery mod#&Vithin the MTSS model, all

students should have access to higimlity, evidencebased literacy instruction in foundational reading
skills, reading fluency, and language comprehension development in order to be successful in the

classroom and beyond.

The universal tierTier 1) represents the initial intervention for all students and presents the prime

opportunity to make the most significant difference in student achievement. It involves establishing a
durable and robust educational groundwork that can serve as the fmgsoviding enriching
assistance to those who require it; however, when student needs exceed what is provided in the
classroom during tier 1 instruction, individualized, evidebased interventions need to be
implemented. The creadn and organization of students into tiered levels of support is done so that all
students can be provided with instruction that meets their level and type of need.

The classic view of tiered interventions is that the supports become additive in nature. Tiered instruction
indicates a progression of intensity that is appropriate for the needs of the individual student. With the
exception of higherisk schools requiring more supports for all students, many districts can consider the

following as typicadlefinitions for the three tiers:

157 public Act 10D515, 2019
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Table9: Tiers of Instruction

Tier

Description

Provider

Audience

Tier 1:Core Instruction
and Primary Preventiol

Evidencebased, grade
level instruction that is
highly differentiated in
a general education
setting

Classroom Teacher

All students

Tier 2:Targeted
Interventions

In addition to Tier 1
core instruction, but
aligned to core
instructiong focused on
skill deficits

Trained Teacher or
Reading Interventionist

Small (810) groups of
students

Tier 3:Intensive
Individualized
Intervention

In addition to Tier 1
core instructiong
Increased intensity ang
explicitness with more
instructional time and
more focus on teaching
specific skills

Trained Reading
Interventionist,
Dyslexia Therapist,
Special Educator, or
Specialist

Small (no more than 4
groups of students

Because individuals with dyslexia represent such a diverse population, students who have been

identified as having characteristics of the disorder might fall into any of the three tiers of instruction.

Regardless of how much targeted intervention a studesds, it is essential to ensure that the

instruction is explicit, comprehensive, and differentiated to ensure that the needs of all students are

being addressed®®

Interventions to Support Students with the Characteristics of Dyslexia
As mentioned previously, screening and assessment data in a school setting does not diagnose a student

who has dyslexia; however, there are many interventions that can be implemented in a tiered system
through MTSS that may prove to be beneficial to studemho are exhibiting characteristics of dyslexia.

Intervention can be implemented in either tier 2 or tier 3 settings, tailored to the required level of

AyiSyaries

YR OFy

Elementary Reading Instruction Across Tiers

Effective elementary reading instruction across tiers is a crucial foundation for successful reading. At the

0S STTFSOGAOGS Ay

universal tier (Tier 1), educators must utilize evidebesed practices to provide all students with a

strong foundation in essential early litenaskills such as print concepts, phonological and phonemic
awareness, phonics, fluency, and language comprehension skillsgsee7 below). In the elementary

grades, particularly ikindergarten through second grad@&er 1 instruction shoulderve as a primary
prevention approach to reading difficultieBifferentiated instructiorand scaffoldingensure that each

child receives targeted support based on their uniqgue needs. Moving into the targeted and intensive
tiers (Tiers 2 and 3), intervention strategies become more personalized, addressing specific challenges

158 Fletcher, 2023, Systems, Assessment, and Reading Difficulties
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parents, and specialists enhances the effectiveness of the instruction, ensuring that every child has the

opportunity to become a proficient reader.

Figure7: Learning Progression for Developing Skilled Reatférs

Learning Progression for Developing Skilled Readers

Novice Reader » Skilled Reader

PK K 1 2 3 4 5 6 7 8 9

10

12

Print
Con

Phonologi
Phonemic Awareness Drssssssss:

Basic and Advan
(Phonics)

Fluency (Accura
Expressiol

Word Recognition (decoding)

PK K 1 2 3 4 5 6 7 8 9

i Lunguug‘ (Inc“ld.s v-

Background Knowledge/Topic K

Listening Reading Comprehension

Language Comprehension

Comprehension — (Includes Syntax and Sentence-Level com_

' = Formal instruction (knowledge/skill)

-------------- = On-going use, skill refinement, and transfer to new contexts

Effective Elementary Intervention

For struggling readers, such as students with dyslexia, it is important to know that a structured literacy
approach to reading instruction in all tiers of instruction is imperative to learn to read, especially in early
elementary years. In fact, researdhmosvs that interventions implemented after 2nd grade become 50%
less effectiveé®® Popular reading approaches such as Guided Reading and Balanced Literacy are not

59 Martin, et al., 2020, Intensifying Literacy Instruction
180 Fletcher, 2023, Systems, Assessment, and Reading Difficulties
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effective for these student®la 2 NS 2 3SNE RSLISYRAYy3a 2y (KS aSOSNAGe =
that the student may need an intervention outsideTéér 1 instruction. The instructional focus should

include: phonemic awareness, souggmbol associatiarsyllable structuremorphology syntax and

semanticsFor instance, if a student in 3rd grade is still struggling with sounds/basic phonics, it will be

apparent that the student will need intervention (sEigure 5).SeeChapter Gand Chapter #or more

information.

Secondary Reading Instruction Across Tiers

Effective secondary reading instruction across tiers is designed to meet the diverse needs of students as
they progress through school. In the universal tier (Tier 1), educators continue to reinforce and expand
upon vocabulary and comprehension within egyeontentarea class. In fact, conteatea instruction

has been found effective in improving content knowledge outcomes among secondary sttfdents.

During the transition to more focused instruction within Tiers 2 and 3 intervention, the methods
0502YS AYyONBlIraAay3dfte Odzailiz2YAT SRY GFO1tAy3a LINBOAAS
achievement. Furthermore, it is crucial to adopt aalobrative approach that includes teachers from all
subject areas, special instructors like those in art or music, parents, and specialists. This collaboration is
essential to optimize the effectiveness of instruction, ensuring that each student is pdowitiethe
opportunity to become a proficient reader.

Effective Secondary Intervention

In a secondary educational setting, it is essential to possess knowledge about the previous interventions
a student has undergone, if any at all. Students in the secondary environment may still require support
in the word recognition skills outlined Figure7 above; if this is the case, it becomes critical that the
intervention incorporates explicit, systematic, and diagnostic instruction in word recognition. This
instruction should encompass a focus on various aspects based on student need. Whitealssitua
secondary setting require and deserve accesBao1 curriculum focused on contespecific

vocabulary and comprehension, some students will need intervention based on foundational word
reading skills, multisyllabic word reading, and fluency (See Fruh@portantly, the intervention(s)

should be conducted outside of the conteariea classroom. It is worth emphasizing that it is never too
late for a student to acquire foundational literacy skills, ultimately enabling them to become proficien
readers. For more information, refer Bhapter6 and Chapter 7

Figure8: Tiers of Reading Instruction for Secondary Settitigs
Component Tier1 Tier 2 Tier3
Vocabulary
Reading comprehension
Fluency

Multisyllabic word reading

Foundational word reading
skills (e.g., phonics, word
recognition)

Increasing Intensity of Instructional Delivery

I

181 |nternational Dyslexia Association, 2016, Effective Reading Instruction
162 Swanson, et. al., 2015, Improving Reading Comprehension and Social Studies Knowledge
183 Capin, et. al., 2022, EvidenBased Reading Instruction for Secondary Students

77



Dyslexia and Special Education Eligibility

Not all students who are diagnosed with dyslexia will qualify for special education services; however, it
is possible that after employing the process to determine how a child responds to scientific, research
based interventions, the problemolving teamg KA OK Ay Of dzZRS& | &addzRSy i Qa
evaluationto see whether or not a student qualifies for bndividualized Education Progradue to a

lack of progress in reading. When they do qualify, students with dyslexia most often meet criteria for
special education under the label $pecific Learning Disabilftyr basic reading, reading fluency, and/or
reading comprehension, though they may also qualify in other areas due to the possibility of
comorbidity.

Moreover, a referral for special education evaluation can be made at any time by any member of the
& 0 dzR S y U QsolvingieBnd (ihcdulling caregivers). It should be noted that a referral is not a means
to bypass Rtl in order to receive services. Altholaglowing the Rtl process is not a valid reason to

delay an evaluatiorthe use of Rtl for eligibility in lllinois is required for SLD eligitaBtyAC 226.130

Even if a student has a current outside diagnosis of dyslexia or another learning disorder, they are not
automatically entitled to special education services, as the criteria for eligibility differs between a
medical/clinical diagnosis and an educatiooaé in lllinois public schools; however, according to
administrative code, any child suspected of having dyslexia or those with an outside diagnosis of
dyslexia must be referred for a special education evaluation.

Following a referral for special education, the IEP team will consider the need for an evaluation, which is
a lengthier and more complex process used to determine whether a child qualifies for special education,

based on existing information known abougtkhild in comparison to peers. If an evaluation is

F I
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share what additional information is needed to make the eligibility determination, and request consent
from the parent/guardian to collect that information. A meeting, often called a Review of Existing
Information orDomair(s)meeting, will be held including all IEP team members to discuss which
assessments are related to areas requiring intervention.

Once this Review of Existing Information meeting is held, and consent obtained, intervention and
progress monitoring will continue. The school members of the IEP team will collect the additional
required information within 60 school days from the date ofsent, by which time the Special

Education Team will determine eligibility. (Note: many districts have different names and acronyms for
these processes and meetings. Please read more about this proggkajter 6)

Eligibility Determination
Special education eligibility includes criteria to help guide decision making, ensuring that these
important decisions are made with consistency across schools statewide. Criteria includes both

Y

[}

RSAONALIIA2YA 2F 6KFG | &G qualfyyas @l asfagtdthadouldA 2 v Y dzi

exclude a student from meeting criteria for special education under a specific category such as Specific
Learning Disability.

Eligibility Determinationll. Specific Learning Disability

The eligibility determination must be made by the IEP team. Based upon an analysis of
information from a variety of sources (e.g., academic achievement tests, functional
performance, parent input, teacher recommendations, observation, physical conditioial ®r
cultural background, and adaptive behavior) the IEP team will determine if
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area(s)f concern;
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standards in any area(s) of concern; and

w ¢KS addzRSyiQa ySSRa Ay lyeé INBlFLoao 2F 02y
of typical peers and of an intensity that exceeds general education resources.

After completing the process that determines how a child responds to scientific, reseaseld
interventions, the IEP team MAY also consider if a severe discrepancy exists between
achievement and ability that is not correctable without special educatiwhralated services.

Based upon the determinations noted above, the IEP team would conclude whether or not the
child has a Specific Learning Disability (SLD) that adversely affects educational performance and
requires special education.

IEP teams undertaking an evaluation for special education consider a wide range of assessments

I RRNBaaAy3d YdzZ GALXS NBlFra 2F | aiddzRSyiQa LINRPFAOAS
weighted area for students who have dyslexia; however,tdsting should be considered in

combination with all other data from other relevant areas. Further, an IEP team considering one or more

of the other thirteen areas of eligibility under IDEA may consider different assessments related to the
suspected areafceligibility.

During the time an evaluation is being completed, IEP teams will continue to progress monitor to assess

the effectiveness of interventions being implemented. In addition, the consent obtained allows team

members to collect more idepth information about O KA f RQa ySSRad { OKz22f Llaeé OK
educational professionals can select broad standardized achievement tests to assess several areas of
academics, and/or Hlepth assessments that target specific reading and writing skills. A balance of
these@aaSaavySyida KSfLla (2 MmO ARSYGATE K2g¢g (GKS &adGdzRSY
achievement, and 2) identify specific skill gaps and patt&mnehich intervention may be needed.

Within a publieschool setting, these subjespecific tests are considered diagnostic assessments, not

because they provide a diagnosis, but because they can pinpoint specific areas of skilFoefiit.

student with dyslexia, one can expect the same areas assessed briefly with a screener to be included,

but with more time and attention in order to see which basic reading, reading fluency, reading

comprehension, written expression and/or spelling skills are impacted.

'a LINIG 2F GKS S@FfdzrGAzy LINRPOSaaz GUKS GSFY gAff
development. Educators know that each student is more than a diagnosis, test score, or grade, and the

evaluation helps to reflect all factors that iMtd O (2 I FFSOG | addzRSydQa 2a@SN
addition to the criteria listed above, the following exclusionary criteria help the IEP team to recognize
GKI G 20KSNI AYyTFtdzSyoOSa YlIe 0SS AYLIOGAy3a I OKAfRQ&

a) a visual, hearing, or motor disability; b) intellectual disability; c) emotional disability; d)
culturalfactors; or e) environmental or economic disadvantage. Attach evidence to support the
G§SIHYQa RSOAaAA2Yy® LT (KS Aoheramdlthdidad iay indicate f NB I R @&
adzOK® LF¥ lyed 62E A& OKSO1SR a4,Saz¢ GKS addzRSyl
learning disability and the team must complete the Eligibility Determination section accordingly.

164

184]llinois State Board of Education, 2021b, Instructions for Individualized Education Program Forms
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Additional factors that may also affect eligibility for a specific learning disability include lack of

appropriate instruction or limited English proficiency (LEP). The IEP team must consider if the main

reason for a significant discrepancy in reading eafiinent is determined to be a result of lack of
FLILINBLINRFGS AyadNdzOGAzy 6KAOK SBthdentswifodd maend & (G dzR S
school regularly do not receive tHger 1 instruction that is essential for any student to succeed.

Districts may weigh the exposure students have to core and intensive interventions in addition to

judgments regarding the integrity of the interventions.addition, the IEP team must also consider

limited English proficiency. Limited English proficiency eifits not enough to qualify a student under

SLD, although a child may certainly be eligible for Special Education in addition to being LEP. It is

essential to consider the whole student when determining eligibility for SLD.

wStIFTGSR G2 fAGSNIOez | 101 2F Gl LIINRBLINR F-iéS Ay aidN.
instruction in any of the five essential components of reading; use of a program/methodology that is not
researchbased; the instructional program is not

implemented with integrity; or there is a lack of Evidence Based Practices (EBPs) as

scientific,researchbasedcurriculum (e.qg., all .
teachermade materials). Thus, it is clear that part of an MTSS model are essential

EvidenceBased Practices (EBPs) and programg for eligibility.
are essential components within an MTSS
framework. Inorder to properly identify and serve students, districts must provide the curriculum and
instructional strategies that are the most effective. Moreover, it is often the case that best practices for
students with dyslexia and other reading challengesheitiefitall learners.
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Bridge to Practice

During the first few weeks of school, you give all of the students in your 1st glaskroom a universal
screener to determine if there are any students who have gaps in achievement. When looking at the
results, you notice that the majority of students are exactly where you expect them to be, but that there
are 3 students who are perforimg below the benchmark in one or more areas. You dig further into the
results and notice that one student in particular is demonstrating deficits inwanal reading fluency,
phonological processing, and spelling. Can you logically conclude that tresishas dyslexia?

Click for Answer

Expanded Exploration: Linked Resources

gs;cég;/s’blzzisc'ir;is;irr]\q and Evaluation with the International nvs'.ExI n

Explore:SLD & Dyslexia Venn Diagram from the IL SLD Suppd ToolKIT

Project
Watch: Dr. Matt Burns discuss what to do when intervention -‘-
Aay Qi g2NJ] Ay 3 GAOGK t! ¢c¢! b

Version 1.0 of MANY

Discussion Questions

1. What might be the potential challenges and benefits of implementing Rtl and MTSS specifically
for students with dyslexia?

2. What inferences can be drawn about the importance of early and accurate assessment in
improving longterm outcomes for students with dyslexia?

3. In what ways can screening and diagnostic assessments impact identification and intervention
for students with dyslexia?
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GHAPTER: GUIDANCE FOR EDUCATORS, ADMINISTRANORS,
OTHER SCHOOL PERSONNEL SUPPORTING STUDENTS WITH DYSLE’
RESEARCH FINDINGS

Understanding the challenges and unique needs of students with dyslexia is essential when creating an
inclusive learning environment. With over 50 years of dyslexia research, more information is available

now than ever before, and knowledge continues ta
expand daily. Embracing best practices for

students with dyslexia fosters supportive Embracing best practices for students
classrooms that help students reach their full with dyslexia fosters supportive

potential. This chapter equips educators with
essential knowledge to makaformed classrooms that help students reach

instructional decisions in the classroofhe next their full potential.
chapter,Chapter 7 guides readers on effectively
putting those principles into practice.

Using the Evidence

Programs that are considered evideHAzased are those supported by strong, moderate, or promis
research evidence of their effectiveness; or demonstrating a rationale that they can improve
targeted outcomet®®

To make wise curricular decisions and determine which practices and approaches to use for students
with dyslexia and other reading challenges, it is important gthicators and schools rely on the
research to guide their practice as well as program adoption.

The Individuals with Disabilities Education Act (IDEA) and Elementary and Secondary Education Act
(ESEA) expect that schools employ programs, curricula, and practices based on "sciehtifedally
research" "to the extent practicable." This means that wéeer possible, the educational interventions
and programs being used must be strongly supported by evidence frortaveducted research

studies. Educational research may be said to be scientific Wieefollowing occurs

9 It uses sound research design,

1 Itis based on high quality data collection and analysis,

T LG Ay@d2t 3Sa8 20KSNJ SELISNIa Ay ONARGAOLffe&e NBOASSH
be peerreviewed and reported in a journal or some type of paper or report so other
researchers can review the methods used and replicate the researchen ssttings and

1 It can be replicated; the more studies or research that support a program or practice, the
stronger the evidence

Additionally, whereas experimental designs with a control group (students who do not receive the
GUNBFGYSYlié 2NIAYISNDSYyGA2y O NBE O2yaARSNBR |a (K
designs can also indicate positive (and promising)@us.

165 National Center on Improving Literacy, 2020a, Route to Reading, Check for Potholes

82



2KSY b LINI OGAOS 2NJ LINBINIY A& RSOSE 2 LIS
A& AR ® SNA

2dz002YSazx Al Aa-bBeyy ad RESAK R

R
-bBAY a4 REQE RA & SIP 3

QJ< u»
¢
C:\<

Q_ Q)¢
_<
N

I
NZ

(/)>NJ
Z o

S
S MNB 2
Under IDEA, instruction must be individualized based on the student's needs. That is why it is especially
important that the knowledge and experience of professionals and caregivers are considered when
deciding how to teach a student with disabilities. féssionals (and caregivers) should know about
instructional practices and interventions that have been shown by research to be most effective. These
researchbased or evidencéased practices should then be matched with a student's unique needs and
skillswhen developing a student's Individualized Education Program (IEP). It is important to record what
works so that evidence can emerge over time that offers new insights into teaching and learning for
students with disabilities including those with dyslexia.

After evaluating research quality, one can utilize the FAIR TEST to determine whether a practice or
program is a good fit for the students with whom it is intended to be used. The FAIR Test addresses the
following concepts:

1 Feasibility: is it possible to implement thetervention as designed (with fidelity)?

9 Acceptability: what do students, families, and professionals think about the intervention?

1 Impact: is there evidence of positive results from implementation of the intervention?

I Relevance: was the intervention used with students who have similar characteristics to those

with whom you work?

If the intervention does not meet the FAIR criteria, then decision makers should look for new evidence
that does or consider whether a different practice, strategy, or program would be a bett& fit.

Teachers and other school personnel must understand what constitutes quality research as well as
where to find guidance related to which practices or programs have the greatest prospect of being
effective and with which students. To this end, there ardaigs places one can access information that
analyzes the research base

Evidence for ESSA

What Works Clearinghouse Practice Guides,

What Works Clearinghouse Resources for Educators,

National Center on Intensive Intervention Tools Charts,

10 Keys Lists

FCRR Reading Repository

Literacy Dialog Tool

The Reading League Compass

The Reading League Curriculum Evaluation Té&e), @ad

Planning and Evaluation Tool for Effective Schoolwide Reading ProgRavised (PER).

=4 =4 =4 =4 -4 -8 -8 -8 -89

Cautions Related to the Evidence

When attempting to determine the appropriateness of an intervention or program for students with
dyslexia or those who struggle with reading, there are several cautions to corl§itierresearch was
completed by the same person or group who is selling the product, this could be a key concern as the

166 National Center for Systemic Improvement, n.d., Guiding Questions: The FAIR Test
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If the research was completed by the
same person or group who is selling
the product, this could be a key
concern as the results from
independent evaluations are more
reliable.

results from independent evaluations are more
reliable.In addition, one must consider the
demographics of the participants in any stufn
they match the student population with whom

you intend to use the practice or progrein terms
of disability, age, functioning, race, gender,
geographic location, SES, etEiflally, how big is
the body of evidence that supports the practice or
program?If there are a limited number of studies

or the studies all involved a small number of participants, one shoulddye nautious than if there
were many large studies completed on the program or practice across®fime

In addition to evaluating the evidence related to specific curricula, programs, and instructional practices,
it is crucial to consider the extensive research accumulated over the past 50 years on how children learn
to read. This body of research shouldoimh administrators as they make curricular and programmatic
decisions, as well as guide educators in their daily instructional choices. Below are the current

understandings of how children learn to read:

Table10: Ten Maxim&®

¢Sy alEAYaAY 2KFG 2SQ@S [ SI NYSRRedd2 ClI

Almost all children learn to speak naturally; reading and writing must be taught.

Literacy begins at birth. It is rooted in early social interactions and experiences th
include regular exposure to oral language and print. Strong roots tend to produce
stronger readers.

All good readers are good decoders. Decoding should be taught until children car
accurately and independently read new words. Decoding depends on phonemic
6 NBySaay I OKAfRQa lFoAtAdGe (2 ARSY
ramp for word ecognition.

Fluent readers can instantly and accurately recognize most words in a text. They
read with expression and at an appropriate rate for their age. Reading fluency reg
comprehension AND it supports comprehension.

Comprehension the goal of reading draws on multiple skills and strengths, includi
a solid foundation of vocabulary and background knowledge.

One size does not fit all: use student data to differentiate your instruction.

Direct, systematic instruction helps students develop the skills they need to becor
strong readers. Indirect, threeueing instruction is unpredictable in its impact on wq
reading and leaves too much to chance.

These maxims apply to English Learners/Emergent Bilinguals, who often need ex
support to bolster their oral language as they learn to read and write in a new
language.

We should support students who speak languages or dialects other than General
American English at home, by honoring their home language and by giving them
expanded opportunities to engage with General American English text.

10.

To become good readers and writers, students need to integrate many skills that
built over time.

167 REL Midwest, 2019, ESSA Tiers of Evidence
168 yon, 2023, Ten Maxims
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This evidence is not only crucial to how we teach all students how to read, but especially for our
students with dyslexia.

Components of Effective Literacy Instruction

More than twenty years ago, thidational Reading Pané000) identified the following as essential
components of higiguality reading instruction:

Explicit instruction iphonemic awareness

Systematic phonics instruction,

Methods to improveluency and

Ways to enhancgocabularyand comprehension

O¢« O¢« O« O«

Additionally, as outlined in thilinois Comprehensive Literacy Pladucators should ensure literacy
instruction includs evidencebased practices inracy, phonological awarenessord recognition,
fluency, vocabulary, comprehension, and writing.

Figure9: The Seven Components of Literacy Instructitin

7 COMPONENTS OF LITERACY

Experts have come to realize that the above components provide a solid foundation for quality reading
AYAUGNHzZOGA2YT K26SOSNE 2yS Ydzad O2yaARSNI 620K GKS
implementation of literacy instruction for studentsitiv dyslexia and other reading challengBelated

02 0 K Sexglidtandsyskmatidnstruction is imperative for students who struggle to learn,

including those with dyslexi&xplicit instruction refers to a direct approach that is unambiguous and

includes both design and delivery procedugadeling, scaffolding, ample opportunities to respond,

and the provision of quality feedback are hallmarks of explicit instruction.

In addition to the instruction being explicit, it should also be systematiccantulative Systematic and
cumulative instruction refers to teaching that has a carefully planned sequence which builds from easier
to more difficult tasksbreaking down those more complex skills into smaller parts. Scope and sequence
play an important role in systematic, cumulative instruction as it is integral that prerequisite skills be
taught first and then subsequent skills build upon those earliemdiational skills. Reviewing previously
learned skills is also a way to ensure that instruction is systematic and cumulatikenver,diagnostic
teachingallows the teacher to know where to begin, when to proceed, and what needs to be retaught.
Through frequent assessment and monitoring of progress, one can pinpoint student strengths and
needs and thus best utilize instructional time.

1691SBE, 2024, IL Comprehensive Literacy Plan
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Students with dyslexia often require instructiomhich not only targets the skills and employs the
procedures described above, histalso more intensiveSkill deficits angvorking memorychallenges
mean they may need additional time, repeated exposures, and significant amounts of praotiak.
group or individual delivery provides increased numbers of opportunities to respond and allows the
student to receive more individualized and more frequent feedback from the teaElethermore,
students with dyslexia or other reading challeng : :
perform better when instruction integrates all Rather than having a separate spelling
areas of literacy and provides multimodal practic{ ook or lesson, spelling should be
opportunities.For example, rather than having a | interwoven with reading, writing, and
separate spelling book or lesson, spelling should word study.

be interwoven with reading, writing, and word
study.This wil aid students in making important connections and will reinforce reciprocal and related

skill acquisitionFinally, by utilizing varied modalities for practice, it is more likely that students will be
engaged in the lesson and that they will be able to better remember and apply the skills they are

learning.An additional consideration in the implementation of effective instruction for students with

Reaft SEAlFI A& GKS FIOG (KIFIG (GKSaS adGdzRSydGa NXBIj dzi NB
individual needs as well as the process through which reading occurs.

Basics of Effective Structured Literacy Instructtéh
Explicit- direct modeling and teaching of concepts witiell-chosenexamples not only with
foundational skills, but also in hightavel aspects of literacy
Systematic- planned sequence of instruction
Sequential- prerequisite skills are taught prior to moaslvanced skills
Cumulative- each step is based on concepts previously learned
Highly Interactive- meaningful interactions with language occur during the lessathengagement is
monitored and scaffolded
Scaffolded providing support and guidance as students learn new concepts and skills, graduall
reducing it as they gain mastery
Targeted Prompt Feedbackargeted corrective feedback is provided after initial student respons
Data Driven- ability to individualize instruction based on continuous assessment
Multimodal - simultaneous association of visual, auditory, and kinesth@attor modalities

Structured Literacy Approach

Research has shown th@tructured Literacy InstructidSL) is the most effective approach to learning

to read and write, andt is critical for those who have difficulties with reading and writiBgcause

dyslexia and most reading difficulties originate with language processing issues, it is important that the
content of instruction is the analysis and production of language at all levels: sounds, spellings for
sounds and syllables, patterns and gentions of the writing system, meaningful parts of words,
sentences, paragraphs, adiécoursewithin longer texts. In addition, SL involves haods engaging
practice that ignultimodal(e.g. manipulating letter tiles, using gestures, writing, saying, emdmng,

etc.) and is diagnostic and responsive. In short, Structured Literacy instruction is characterized by the
provision of systematic, explicit instruction that integrates listgnispeaking, reading, and writing
through a variety of activities and that the teacher uses student response patterns to adjust to student
need.

1%|nternational Dyslexia Association, n.d., Structured Literacy Defined
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Structured Literacy should include the followifig
Phoneme awarenesBecoming consciously aware of the individual speech sophdsiéme3
that make up words is a critical foundation for learning to read and spell. A phoneme is the
smallest unit of speech that can change the meaning of a word. For example, the different vowel
phonemes immist, mast, must, andmostcreate different words. Although linguists do not agree
on the list of phonemes within the language, English has approximately 44 phog2énes
consonants and 18 vowel sounds.

In preschool and early kindergarten, children typically learn the underpinnings for phoneme
awareness, including rhyming, counting spoken syllables, and reciting phrases beginning with
the same sound. By the end of kindergarten, children should identiflg epeech sound by ear

and be able to take apart and say the separate sounds of simple words with two and three
sounds. More advanced phoneme awareness skills, especially important for spelling and reading
fluency, include rapidly and accurately taking d@pghe sounds in spoken wordsggmentation,

putting together blending speech sound sequences, and leaving out (deleting) or substituting
one sound for another to make a new word. A large proportion of individuals with dyslexia have
difficulty with this level of language analysis and need prolonged practice to grasp it.

Table 1; Phonemic Awareness Activities

Phonemic Awareness Activity Example
Isolation/Identification 2 KFG A& GKS TFAylLE a
2 KFG A& GKS YSRAL
Blending 2 KFEG 62NR Aa k Ok Xodk
2 KFG 62NR A& KAaKKX®
Segmentation How many sounds are ahock?
What sounds are itast?
DeletionAddition Change the /f/ in flip to /s/.
What iscat without the /c/?
Add /b/ to the beginning of the worat.

Phoneme awareness is an essential foundation for reading and writing with an alphabet. In an
alphabetic writing system like English, letters and letter combinations represent phonemes.
Decodingandencoding print is possible only if the reader can map print to speech and speech
to print efficiently; therefore, the elements of speech must be clearly and consciously identified
Ay GKS NBFRSNRA YAYRO®

SoundSymbol (phonemegrapheme) correspondence#n alphabetic writing system like
English represents phonemes with graphen@sphemesre letters (a, s, t, etc.) and letter
combinations (th, ng, oa, ew, igh, etc.) that represent phonemes in print. The basic code for
written words is the system of correspondences between phonemes and graphemes. This
system is often referred to as the algibetic principle.

" International Dyslexia Association, 2019b, Structured Literacy
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The correspondences between letters and
speech sounds in English are more comple| The basic code for written words is
and variable than some languages such as the system of correspondences
Spanish or Italian. Nevertheless, the sound

symbol correspondences can be explained between phonemes and
and taught through systematic, explicit, graphemes, and is often referred to
cumulative instruction that may take severa as the alphabetic principle.
years to complete.

When explicitly teaching sourslymbol correspondences, it is important to proviiecodable

text as a scaffold for student learning. Decodable text consists of phpatt=rnsthat students
have learned. In this way, students can explicitly practice and utilize their knowledge in regard
to the learned soungsymbol correspondences in text. Decodable text can be in the form of
words, phrases, sentences, passages, or even boeksdable text differs from leveled or
predictable text in that it primarily relies on phonics to help emergent readers decode words,
whereas leveled or predictable text oftenmtains repetitive patterns or no patterns at all.

Patterns and conventions of printofthography or orthographic conventiony Through explicit
instruction and practice, students with dyslexia can be taught to understand and remember
patterns of letter use in the writing system through encoding or spelling. The paired association
between letters and sounds is callpbonics Examples of phonics concepts include spellings for
consonantsounds, such axk,ctch, andc¢dge, which are used only after shadwels Some

letters, like v and j, cannot be usedthe ends of words. Only some letters are doubled. Some
letters work to signal the sounds of other letters. These conventions can all be taught as part of
the print system, or orthography.

As we teach these conventions of print, we are wiring student brains to orthographically map
words. As previously mentioned, orthographic mapping is turning unfamiliar words into
instantly accessible words to recognize on sighin this way, students who are able to
orthographically map words will increase automaticity when reading instead of having to rely on
laborious decoding.

First, the wordcatis mapped in Elkonin (also referred to as sound) boxes. Each box represents
one sound. In the wordat, there are three sounds: /c/ /a/ /t/. Each grapheme, or letter, is
written in one sound box. Below, the wodthairis mapped as if a student knows and
understands that the grapheme, or letter(s), ch represents the /ch/ sound, the ai grapheme
represents the /A/ sound, and the grapheme r represents the /r/ sound. Note that while ch is
two letters, the grapheme represesibne sound, so is placed in one sound box. The same is
true for ai¢ because ai represents one sound, it is placed in one sound box.

ch| ailr

72 Kilpatrick, 2015, Essentials of Assessing, Precenting, and Overcoming Reading Difficulties
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Syllableand Stress PatternsPrint patterns and conventions exist as well for representing the
vowel sounds in written syllables. It is a convention that almost every written syllable in English
has a vowel grapheme. Structured Literacy programs usually teach sixypasiof written
syllablesclosed (com, mand), open (me, no), vowgehsonante (take, plate), vowel team (vow,
mean), vower combinations (car, port), and the final consondmpattern (little, hum-ble).
Recognizing written syllable patterns helps a reader divide longer wataisgadable chunks

and helps in understanding spelling conventions such as doubling of consonant letters (little vs.
title). In addition to syllable patterns, stress patterns also play a role in clarifying meaning and
resolving any potential ambiguity ceed by word order. Moreover, multisyllabic words carry a
primarystressand in some cases may also have a secondary stress. Stress patterns can differ
depending on the region or dialect.

Morphology. Amorphemeis the smallest unit of meaning in a language. Morphemes include
prefixes roots, base wordsandsuffixes Often, prefixes and suffixes are referred toadfixes
because they attach to a base or root to modify the meaning. These meaningful units are often
spelled consistently even though pronunciation changes as they are combined into words
(define, definition; nation, national; restore, restoration). Recognizingphemes helps

students figure out and remember the meanings of new words. In addition, knowledge of
morphology is an aid for remembering spellings such dgaat-ive and expression. In

Structured Literacy programs, morphology is included not onlyetp huild vocabulary, but to
support the transition from decoding single syllable words to multisyllabic worddHgeee 10).

Figurel0: Building a Word

Rootmeaning “build”

—
construct.
[ —  —

Prefi meaning “with” or “thoroughly” Suffee mzaning “scion” or conditon”

| S

the act of building

Sentence Structurend Grammarincluding:

Syntax Syntax is the system for ordering words in sentences so that meaning can be
communicated. The study of syntax includes understanding parts of speech and conventions of
grammar and word use in sentences. Lessons include interpretation and formulatiompdé s
compound, and complex sentences, and work with both phrases and clauses in sentence
construction.

Semantics Semantics is the aspect of language concerned with meaning. Meaning is conveyed
both by single words and by phrases and sentences. Comprehension of both oral and written
language is developed by teaching word meanings (vocabulary), interpretation cegghaad
sentences, and understanding of text organization.
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Text Structure Understanding and recognizing text structures plays an important role in helping
students navigate different types of reading materials. This awareness provides essential
background knowledge that enhances their ability to comprehend and process the atform
presented. Mastery of text structures is a key skill in text processing, enabling readers to better
interpret and engage with conterf?’* While narrative texts are typically more familiar with
d0dzRSyita 0SOFdzaS 2F OKAfRNBYyQa o0221a lyR (GStS¢
such as setting, characters, problem, climax, resolution, etc. Students often find informational or
expository texts more challenging because they differ from the familiar narrative structure of
stories. These texts tend to feature unknown vocabulary, many degaitsnew content, all of

which can make comprehension much more difficGlbmmonly encounterethformation text

types include comparison, probleamd solution, causendeffect, sequence, and description.

Critical ThinkingTo truly understand a text, a reader must engage in a diverse set of skills and
abilities, with cognitive functions such as attention, memory, and most importantly, critical
thinking, playingkey roles. Critical thinking allows readers to analyze, infer, and visualize the
information being processed. Authors often expect readers to go beyond what is explicitly
stated, encouraging them to make connections, draw implications, and infer deeaTings.
These cognitive processes work together to construct a mental model of the text, which is
essential for achieving deep comprehensién.

ThroughoutStructured Literacynstruction, students should be supported as they work with
many kinds of texts stories, informational text, poetry, drama, and so forth, even if that text is
read aloud to students who cannot yet read it independently. Reading worthwhile texts that
stimulate deep thinking is a critical component of Structured Litef&ty.

When utilized with students who have dyslexia, instruction that is designed using the tenets of
Structured Literacy (i.e. addresses all components and is systematic, cumulative, explicit, and
diagnostic) results in greater skill acquisition, improved ratem and the ability for students to
not only maintain, but transfer or generalize skills as they build on their prior knowledge and
their skill repertoire. Furthermore, while the use oSt&uctured Literacapproach is essential to
the 60% of students o struggle to learn to read, it is beneficial for all students. Figdre

depicts the appropriateness and valueSifuctured Literacyor all developing readers’

13Williams, 2017, Teaching Text Structure

"hQ/2yYySNl g9 I RIFa&% wnmmX | FyRo221 2F wSFRAYy3 LYyGSNBSy
175 Snow, 2002, Reading for Understanding

178 nternational Dyslexia Association, 2019b, Structured Literacy: Effective Instruction for Students with Dyslexia

and Related Reading Difficulties

7Young, 2023, Nancy Youqdhe Ladder of Reading and Writing

90



Figurell: The Ladder of Reading and Writing

The Ladder of Reading & Writing
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Structured Literacy Instruction in comparison to the . .
literacy practices that have been in widespread use in | Structured literacy is an approach that
schools across the past few decades shows a significany Provides what students with dyslexia

difference.Table 2 compares theStructured Literacy and other reading challenges need to
I LILINE I OK FyR aleLAOFté fA| optimizetheirlikelihood of reading 2y $
understand how the instructional approaches differ. success.
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Table 2: Structured Literacy Comparison Chart

Structured Literacy a2NB ac¢eLhOol {
Practices
Initial Phonics Emphasizes sourglymbol level | Often emphasizes larger unit
Approach approach approach such as the use of wo
families
Attention to Phonemic Phonemic awareness such as | Little attention on phonemic
Awareness blending and segmentation are | awareness activities
explicitly taught
Connection Between| Beginners work on similar Often not wellcoordinated; focus
Spelling and Decodin{ patterns (e.g. CVC words) in may be on memorizing whole
Instruction decoding and spelling words rather than applying
phonics skills
Instructional Delivery| Prioritizes teachefed, explicit Teachetled, explicit instruction is
systematic instruction often not a priority
Types of Texts Texts used for instruction are Leveled or predictable texts are
coordinated with phonics typically used; these contain
program so that most words in | many words that inexperienced
them are decodable by children| readers cannot decode
(often referred to as
GRSO2RIo6f Saéo
Teacher Feedback to | Prompt feedback that Teacher feedback may be limite
Shape Oral Reading | encourages closattention to and focus on guessing or the us
print and application of decoding of context to determine words
skills

As one can see, the approaches differ in numerous ways. Moreover, the research is clear that structured
literacy is an approach that provides what students with dyslexia and other reading challenges need to
optimize their likelihood of reading success.

Interventions and Programs
Structured Literacy intervention, a crucial support for students exhibiting traits of dyslexia, is an
intervention method alternatively recognized @ton-Gillinghambased instruction or multisensory
structured language instruction. Several national organizations curate public directories containing
gualified professionalspecializing in Structured Literacy intervention:

The Center for Effective Reading Instruction (CERI),

Academic Language Therapy Association (ALTA),

Academy of OrtorGillingham Practitioners and Educators (AOG), and

Wilson Language Training

These training programs ensure that educators meetltiternational Dyslexia Association Knowledge
& Practice Standards for Teachers of Readiigst of accredited courses and training to become a
qualified dyslexia practitioner can be found at thernational Multisensory Structured Language
Education Council (IMSLE®E AcademicTherapy Association (ALTANd thelnternational Dyslexia
Association
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While a trained educator, specialist, or therapist in every school is ideal, it is equally critical to
implement anevidencebasedintervention curriculum to support the needs of students who are
struggling to read. Some examples of intervention curriculum include the following:

LindamoodBell,

Wilson Language System, and

SpeltLinks.

Dyslexia and Writing

It is not uncommon for individuals with dyslexia to also struggle with writing since readiapiized

to be a central component of writing developmeritWriting is a complex activity that involves multiple
processes, each of which can be impacted when a student has dyslexia. These processes are outlined in
the Simple View of Writing.

Figure 2: The Simple View of Writind®

Text generation
(word, sentence and text levels)

Working memory
Cognitive flow

Executive functions
(supervisory attention, goal setting,
planning, reviewing, revising, strategies
for self-monitoring, regulation)

Transcription
{handwriting, typing, spelling, punctuation”)

The Simple View of Writing suggests that in order to produce effective writing, one must possess
transcription skills, executive functioning skills, and text generation skills; however, it is not enough to
simplypossess these skills. When writing, students also need to be able to hold information for each
process within their working memory. If their working memory has to focus more attention to one
process than the others, writing deficits may become appat&ht.

Individuals who have dyslexia often exhibit deficits in their writing due to the overlap of reading and
writing processes. For example, an individual who

Individuals who have dyslexia often has dyslexia may have poor handwriting. This is
exhibit deficits in their writing due to not necessarily because they do not have good

. . motor control, but rather because they have poor
the overlap of reading and writing spelling skills due to their lack of sousgmbol

processes. correspondene, and their working memory is
focused more on which letters they should write

18 Herbert, et al., 2018, Why Children With Dyslexia Struggle With Writing
179 Berninger, et. al, 2006, Implications of Advancements in Brain Research
180 Herbert, et al., 2018, Why Children With Dyslexia Struggle With Writing
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rather than the physical process of transcripti§hln addition to andwriting students with dyslexia
may exhibitthe following writing deficitg®?

Poor spelling

Legibilityissues,

Lack of diverse vocabulary

Poor idea developmentand/or

Lack of organizatian

Additionally, as students get older, it is not uncommon for them to have to read source materials and
interpret information within their writing; students also have to read and reread their own writing for
revisions and edit&®If an individual has dyslexia, these tasks become more complicated since they
struggle with reading.

There are several compensation and remediation techniques that educators can use in order to help
students with dyslexia become more effective writers:
Compensationusing knowledge of morphemes, spefieck, learning keyboarding, using
speechto-text systems, dictating, using writing structures to help students compensate for
planning difficulties, using sealégulated strategy development, using sentence combining.
Remediationimproving phonics skills, learning letteound relationships and rules, improving
orthographic memory and analysis, improving letter formation, using modeling and self
verbalization, using visual cues, multicomponent interventions, usingesgliated srategy
development to improve planningrganizationgoal settingand selfmonitoring, using
sentence combining to improve sentence level planning and organization.

Dyslexia Treatments and Other Approaches NOT Supported by Research
Not only does science tell us what works for students with dyslexia and other reading challeatpes,
tellsusd K& GKSNBE FNBE a2YS 0O2YY2yfteé | ROSNIAASR aldNBL
Ineffective treatments or practices include the following:

Colored overlay$*

Specialized fonts designed for those with dysléXia,

Vision therapy®®

Specifiovorkingmemorytrainingprograms:&’

Threecueing systems (i.e. skip the word and come back to it, look gtittere, try a word that

makes sense) which are sometimes referred to as MSV (Meaning, Structure, ¥isual),

Memorizing lists of sight words by whole word or word sh&end

Learning spelling words by rote memorization for weekly spelling t&sts.

181 Berninger, 2008, Writing Problems in Developmental Dyslexia

182 Herbert, et al., 2018, Why Children With Dyslexia Struggle With Writing

183Herbert, et al., 2018, Why Children With Dyslexia Struggle With Writing

184 Griffiths, et al., 2016, The Effect of Coloured Overlays and Lenses on Reading

185Kuster, et al., 2017, Dyslexia Font Does Not Benefit Reading In Children With or Without Dyslexia
18 Handler & Fierson, 2011, Learning Disabilities, Dyslexia, and Vision

187 Melby-Lervag, Redick, & Hulma, 2016, Working Memory Training Does Not Improve Performaheasames
of Intelligence or Other Measures of Far Transfer

188 Kilpatrick, 2015, Essentials of Assessing, Precenting, and Overcoming Reading Difficulties

189 Kilpatrick, 2019, Reading Development and Difficulties

190 Carreker & Birsh, 2019, Multisensory Teaching of Basic Language Skills
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Accommodations

Many students with dyslexia or other learning disabilities reqadeommodationso access the content

being taught Accommodations are changes to how

content is delivered to a student or the materials tha] Students with dyslexia should

are used during instruction. They do not change the receive both appropriate

standard; ratheraccommodations level the playing . .

field for students with dyslexia or other learnin intervention and
y g .

needs. If a student has an Individualized Education accommodations.

Program (IEP) or a 504 plan, accommodations are

required to be clearly described in that documeRegardless, all accommodations should be designed

to meet individual student needs argthould be reviged regularly to discuss necessity and benefit.

Further, the student who is using accommodations should still be expected to participate in the

classroom discussion (as appropriate). It is imperative that accommodations are not put in place of an

intervention. Students with dyslexia should receive bagipropriate interventiorand accommodations.

When planning accommodations for students with dyslexia, there are a number of things that should be

considered:

Just because a student needs an accommodatiors not mearthe educator should reduce

learning expectations,
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Accommodations should allow students to access gtadel curriculum and to demonstrate

learned knowledge despite their disability.

While considering accommodations for students who have dyslexia, it is important to only provide
accommodations within deficit areas. For example, if data shows that a student demonstrates a need in
text reading, but not in writing, then accommodations slbonly be provided in the area of text

reading. Following is a list of possible accommodations to consider when planning for a student with
dyslexid®:

Presentation Accommodations
Provide audiobooks for students to use to support reading printed texts,
Provide textto-speech technology to allow student to hear digital text,
Clarify or simplify written directions,
Utilize spelling words that assess specific linguistic elements (such as CVC or CVCe) rather than

27
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based intervention program for their spelling list,

Provide a copy of notes and reduce copying by including information on handouts or
worksheets,

Provide stegby-step instructions (oral and written),

Repeat directions then check to ensure student understanding,

Provide graphic organizers for extended reading and writing tasks,

Preteach new and important concepts,

Employ multimodal techniques for new skill acquisition (e.g. reading, writing, saying, moving
manipulatives, etc.),

Pair visuals with printed text for directions and schedules,

Use largeprint fonts for worksheets if preferred by the student,

1911SBE, 2011, Assessment Accommodations Students with Disabilities
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Provide bookmarks or another tool to follow along when reading,

Allow access to spellcheck, spedoktext, or predictive text,

Provide alphabet strips for student reference for efficiency and to provide a correct model,
Provide sentence starters that show how to begin a written response,

Show examples of written work that is correct to serve as models for students, and
Arrange questions or problems on worksheets from least to most difficult.

Response Accommodations
Oral testing or prompting when allowable,
Assignments and tests should be evaluated primarily for content; however, attention should be
paid to identifying issues like letter reversals, spelling errors, and punctuation mistakes, which
will be acknowledged but not used to lower the grade,
Allow student to type their writing assignments via computer,
Allow oral reports or smatjroup presentations in lieu of written reports,
Only ask the student to read aloud if he volunteers (when in group/in fropeefs),
Offer alternative response options (oral answers rather than written, matching or circling rather
than filling in the blank, etc.),
Allow lectures to be recorded,
Allow the use of a scribe so students can dictate responses to test questions or for writing tasks,
Tff2g¢ AN YYEFENI OKSO1l 2NJF GLINRB2FNBIFRSNE (G2 ARSY
Utilize collaborative or cooperative learning where each student has a specific role or part of the
task.

Setting Accommodations
Allow student to test in a quiet location, and
Allow student to have assessment read out loud in an alternate location.

Timing Accommodations
Provide extra time for reading and writing, and
Provide a timeline for extended reading and writing assignments.

When implementing any type of accommodation, it is important to use a gradual release process. This
approach helps students develop the skills necessary to use their accommodations effectively and
independently.

Modifications

For some students, accommodations alone will not be enough for them to adequately access the
general education curriculum. In these cases, students may remgdificationsto the curriculum.

Unlike accommodations, modifications do, in fact, change what a student is taught or expected to learn
as well as the standard the student is expected to meet. Since modifications change the expectations
and tasks that a student is reged to master, they are only appropriate in situations where a student
qualifies for an IEP and should not be utilized for students with 504 plans or as part of MTSS. In addition,
it is imperative that accommodations and modifications are paired with waetions rather than used

in isolation. Students with dyslexia should receive both appropriate interventions and accommodations
and/or modifications, if needed.
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Examples of Possible Modifications
Books or articles written at a lower reading level,
Shorten an essay to a single paragraph,
Complete a worksheet on a similar topather than an extended project,
Learning concepts which are significantly different than peers (for example, peers are learning
how to structure a paragraph while a student is learning to write a sentence), and
Outlining a chapter rather thasummarizing a chapter of reading.

Assistive Technology

According to the Individuals with Disabilities Education Act (IEES8istive technologfAT) is a set of

tools or devicesand a critical servicesedto support the educational needs of students with disabilities
in the classroomThese technologies can help students perform tasks they find difficult or impossible to
do independently. Assistive technology in schools is essential for providing an inclusive education,
ensuring all students have equal access to learning opportunifi@sse tools can help students with
disabilities achieve greater independence, enhance their academic performance, gaiondielénce,

and improve their overall educational experienoissistive technology can be as simple as a magnifying
glass or as complex as a computerized communication sy&eamples of AT that might benefit
struggling readers and writers range from le&ch to hightech options and should be considered on an
individual basis. Some examples may incltigefollowing

Trackingaids

Expanded spacing between words

Spell check

Grammar check

Word prediction software

Speecho-text software

Textto-speech software
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AT serves as a compensatory intervention by offering tools that help students overcome learning
barriers, enabling them to accomplish tasks they might find difficult. For exampleptagpieech makes

text accessible to students with a reading disahikityd speecho-text software aids those that have
difficulty with the motor and composition aspect of writingstruction, running parallel to AT, focuses

on teaching the essential skills and knowledge needed forterg success. While AT compensates for
immediate functional limitations, allowing for greater independence and efficiency, instruction develops
skils and understanding. By integrating both approact@scurrently educators ensure that students
receive comprehensive supports, increasing theeiucational outcomes and fostering independence.

All school teams should be aware of the &that support assistive technology including IDE&,
Rehabilitation Act of 504 anatcessible education materials

IDEA and Assistive Technology
The Individuals with Disabilities Education Act (IDEA) states that every child must be considered for an
assistive technology device and servicH®e legal definition of AiEprovided by IDE,34 C.F.R. § 300.5

Assistive technology device means any item, piece of equipment, or product system, whether acquired
commercially off the shelf, modified, or customized, that is used to increase, maintain, or improve the
functional capabilities of a child with a disabilighuthority: 20 U.S.C. 1401[)]s

IDEA 2004 provides a definition of AT servicaE.F.R. § 300:6
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Assistive technology service means any service that directly assists a child with a disability in the
selection, acquisition, and use of an assistive technology device. The term includes

(a) The evaluation of thaeeds of a child with a disability, including a functional evaluation of the child in
0KS OKAfRQa OdzalG2YFINEB SYy@ANRBYYSYyOT

(b) Purchasing, leasing, or otherwise providing for the acquisition of assistive technology devices by
children with disabilities;

(c) Selecting, designing, fitting, customizing, adapting, applying, retaining, repairing, or replacing
assistive technology devices;

(d) Coordinating and using other therapies, interventions, or services with assistive technology devices,
such as those associated with existing education and rehabilitation plans and programs;
Ee¢NIAYAy3a 2N GSOKYAOIt FaaraadalyOoS F2NJ I OKAtR @Al
(f) Training or technical assistance for professionals (including individuals providing education or
rehabilitation services), employers, or other individuals who provide services to, employ, or are otherwise
substantially involved in the major life furaiis of that child. (Authority: 20 U.S.C. 1401(2))
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which AT is considered, selected, provided, supported, and periodicallysassed to determine its
effectiveness for a student.

Assistive Technology and Section 504 of the Rehabilitation Act

Section 504 of the Rehabilitation Act ensures that students with disabilities have equal access to
education as students without disabiliti€Schools are legally obligated to assess and provide the
necessanaccommodations, which can include various assistive technologies such-&s-$g@eech

software or writing aidsA 504 Plan for each student outlines the specific accommodations, and it is the
school's responsibility to implement and support them, ensuring that the assistive technology effectively
meets the student's needs and facilitates their academic success.

Accessible Educational Materials (AEM)

Accessible Educational Materials (AEM) are specialized formats of educational content designed to
ensure that students with disabilities, including those with reading disabilities, can access the same
educational materials as their peers. AEM can inclodenats like braille, large print, audio, or digital

text that can be adapted to individual needs. For students with reading disabilities, AEM can be
beneficial by providing texib-speech options, interactive digital text, or audio versions of textbooks,
enabling them to comprehend and engage with the material more effectively and independently. This
ensures they can participate fully in their education, supporting better learning outcomes and equity in
the classroomAEM is also supported by the law through IDEA, the,ADd\ Section 504 of the
Rehabilitation Act.

For additional information on AEM, the following resources may be consulted:

1 NIMAC (National Instructional Materials Access Center) is a U.S. fediendibd repository that
stores digital versions ofKk2 textbooks and instructional materials. These materials are made
available in accessible formats like braille, audio, andalitgit for students with print
disabilities.

NIMAC Materials or AEM in lllinois
Booksharas a nonprofit organization which contains an online digital library that provides
accessible books and textbooks to individuals with print disabilities.

= =
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Universal Design for Learning or Assistive Technology

Universal Design for LearnifidDL)s a set of principles guiding curriculum development that results in
equal opportunities for learnindJDL focuses on instructional goals, methods, materials and
assessments that can leffectively accessed and used by all students, regardless of ability or
backgroundUDL is a flexible approach that may be adjusted to meet individual needs.

Thefocusof UDL is to reduce barriers that prohibit student learning. AT, on the other hand, allows
individual students to overcome barriers presented by curricular ta@kes.consideration and use of AT
responds to issues a student with a disability may face when engaging in curricular tasks. To
differentiate between UDL and Adssistive technology devices and services are delivered reactively
after a referral and evaluation of an individual student. UDL is given to everyone with the understanding
that those who need specialized support will use the tools when they need them (i.e., embedded, just
in-time supports).

Technology can be used in the classroom to support Universal Design for Learning (UDL); however, for
some students, the same tool may also function as assistive techn®loggxample, in a class, an app

with text-to-speech may be available for all students on their Chromebdoktudent reading at grade

level in a sixtlgrade literature class may utilize the text-speech to read a novel because that is his
preferred method of reading; this supports UDL in that it provides a flexible option to aceessritent

from the novel Another student in that same class reads at the seegratie level due to difficulties

with decoding.This student may utilize textb-speech as assistive technology in thds being used as

a compensatory strategy related to the difficulty with the demand (decoding) of the task
(comprehending the content of the novel).

Assistive Technology Consideration and Decishaking

The Individuals with Disabilities Education Act (IDEA) mandates that IEP teams considetseseed|

T IO {if@ &ldrg student receiving special education servies:tion300.324(a)(2)(Wf the IDEA

NE3Jdz FdA2ya adlrasSa GKFG L9t GSFYa Ydzad aO02yaARSNJ
RS@St 2 LAYy 3 IAlthéughdzi Seyfuired whild develdping an IEP, AT consideration should

happen yeatround if a student is having difficulty performing a task efficiently, effectively and/or
independently.

Consideration of assistive technology devices and services is a purposeful, collabdegision

making process. The IEP team reviews existing information and potentially collects additional
information about a student before deciding whether he or she needs AT. If the answer is yes, the IEP
team identifies the AT needed for the student &xeivea free and appropriate educatioihe

responsibility for AT consideration falls upon the entire IEP team and is not relegated to an individual or
an outside ealuator. While schools may engage in ongoing and recurring AT consideration, discussion of
the need for AT is required at every IEP meeting.

If the team determines that assistive technology could potentially support progress on goals or access to

the curriculum, they should begin the decisioraking process to determine which assistive technology

(22f 2NJAGNI (538 oS aTeamsbhoudi a sybtematic tiaf &6k @ Jathgt S S R & ®
information (e.g., SETT website) and/or to guide them throughdd@sionmakingprocess (e.g., John

Hopkins University Assistive Technology Cycle webgit])S & 0 dzZRSy G4 Qa L9t GSFY &aK2
reviewand dare information regarding the student and customary environment(s) in which the

assistive technology could be usédh integral part of the processélearly identifying the task for

which the student has difficultyThe task should be narrowly defined (e.g., writing a-fgatence
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paragraph with grad@ppropriate conventions) so that the team can analyze the demands placed upon
the student when completing the taskhis process, also known as takmand analysis, allows the

team to identify specific areas of difficulty associated with the task for the stuttekhowing the areas

of difficulty, the team can complete a featureatch analysis, identifying appropriate features of AT

tools or systems needed to help a student overcome barriers and enhance his or her performance on
educaional tasksThe outcome of the featurenatch analysis will yield AT tools or systems that the
student can trial in the customary environment(s) in which they complete the Ezsth AT tool or

system should be trialed independent of one another for a minimum-éig:eks.

For the trial period, the team should selec2Inaturally occurring activities during the school day in

which the student will use the assistive technology to support the identified fdskteam should

collect data to document progress on the identified task with each AT tool or system to determine which
0Said YIFHUiOKSa (KS addzRRSyiQa ySSRaod ¢2 AffdzaAINI (S

John has difficulty in the area of reading; his team would like to explore the use of assistive technology
to increase his independence in completing reading comprehension actifitieseam has narrowed

the reading task to reading4 pages of text and answering multiple choice comprehension questions.

As John has difficulty accurately reading multisyllabic words, the team has identified two applications for
trial that have textto-speech to support the decoding demands of reading text in both the passad)

the comprehension questions. The team has decideditoa trial usingext-to-speech applications

during his instructional reading and social studies classes, each for four \Rerkwy the trial period,

the team will keep copies of his responses to the comprehension questions as a means to document and
compare progress in using the two text-speech applications.

Documentation of AT in the IEP

Once the team determines if and what AT tool or system is needed for a student to make progress on
IEP goals or access the curriculum, the tedwould document this need within the stud&iEP.

Assistive technology can be documented in several places in the IEP. As the legal definition of assistive
technology not only includes tools/systems but also services, it is criticabditlatcomponents are
documented to ensure quality implementation and access. Sections of the IEP in which a team may
document the need for AT tools/systems and services include the following:

Present levels of performance,

IEP goals and objectives,

Consideration of special factors,

Related services, accommodations and modifications,

Additional information, and

Supports for school personnel.
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For specific information and examples of documentation in the aforementioned areas, please reference
the lllinoisAssistive Technology Guidance Manitak important to note that specific tool names may

only be listed in the present levels of performance. In all other locations of themBMeatures of the
assistive technology tools should be listed to describe the tool or sydtkim will allow the district to

remain in compliance if the routinely used tool is not available (e.g., in need of repair) while assuring
that the student will have access to assistive technology needed to make educational progress.
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Resources Available for lllinois Educators

Every state or territory has an AT program that provides support for all IEP team members (including
parents and students) in extending assistive technology knowledge and application. In lllinois,
educational teams can seek out additional information abasgistive technology throughe following
websites

0 Infinitec/lllinois School Assistive Technology Support
0 lllinois Assistive Technology Program

The Role of Related Service Professionals

Related service personnel should be aware of the risk profiles and the signs and symptoms of dyslexia in
their various roles andesponsibilities. These related service professionals such as sfzwgrage
pathologists, social workers, occupational therapists, and school psychologists, are vital in supporting
students with dyslexia, as they provide essential expertise and inteéorenthat address the

multifaceted needs of these students and enhance their overall school and life experience.

The Role of Speeebanguage Pathologists

SpeecH_anguage Pathologis{SLPsare often the first related service professionals to serve students at
risk for dyslexialt is reported that as many as 4%% of children and adolescents with a specific
language impairment will have problems learning to ré®ds students move through school and
readingandwriting expectations increase, students with dyslexia struggle to meet curricular demands
and are negatively impacted by poor and labored decoding skills for more dense and complex texts.
Early and correct assessment and identification of students with dyslexia is drlefiether & Lyon

found that 74% of children who perform poorly in reading in 3rd grade continue to do so in high
school!*3 The struggle and confusion associated with an undiagnosed reading disability will often
manifest in poor seleésteem and possibly behavior issweishin the school settinglt is imperative that
related service personnel review their individual professional areas of observation and evaluation to
AyOf dzRS GKS LRIOSYGALFE AYLIOG 2y | adGddzZRSydiQa NBI RA

The appropriate intervention through RtI/MTSS tiers or in the IEP development process relies on
assessment data. It is therefore necessary that those assessments are, among other things, valid,

reliable, administered without discrimination, and in a langeiand form most likely to yield accurate
information for that specific studenThelEP§ I YQ& RA&OdzaaA2y |yYR NBOASS &
laaSaaySyid NB&adzZ G6a (2 G(GKS AYLI OG Reé adofkoratonik & 2y
essential foreffective IEP developmepngspecially since the purpose of related services is to build skills

that will allow students with an IEP to access and benefit from their special education sdrites.

input from families, related service providers, and general educators (including MLL teachers) on the
individualized design of accommodations, modifications, supplementary aids and services, and annual

IEP goals or 504 plans is important for suppgytineas of disabilityelated needs within all

environments.

K :
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skills and the impact of processing on academic performance, specifically as they relate to reading,

writing, and math Curriculumbased measures do not always account for the impact of skills and

processing; rather, they provide insight as to how a student is progressing in various academic areas.

192 gpearSwerling, 2006, Specific Language Impairment
193 Fletcher & Lyon, 1998, Reading: A Research Based Approach
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Specifically, for SLPs who often have extensive expertise in the language area, the following table can

provide assessment guidaréé

Table B: Areas of Assessment

Areas to Assess

Modalities Involved

Phonological Awareness Y A Y RA @A Rdz
and access to the sound structure of his/her oral
language

Auditory

Auditorydiscrimination
Segmentation ofounds/phonemes
Blending of sounds/phonemes

Phonological or Languadgased Memory;, ability to
recall sounds, syllables, words

Auditory
Visualauditory
Auditory short-term memory

Rapid Automatic Namingspeed of naming objects,
colors, digits, or letters

Time
Efficiency of recall

Receptive Vocabularyunderstanding of words heat,

Vocabulary
Listeninglanguagecomprehension

Phonics Skills understanding of the symbdletter) to
the sound(s) relationship, either individually or in
combination with other letters

Symbolrecognition
Visualauditory
Memory/recall

Decodingg ability to use symbesound associations {
identify (readg pronounce) words.

1 Real Words

1 Nonsense Words

Symbolrecognition
Symbolsound recognition
Word identification
Segmentation ofetter-sounds
Blending ofetter-sounds

Oral Reading Fluencyability to read accurately, at &
story-telling paceg to facilitate/ support
comprehension.

1 SilentReading FluencyTSWRF

1 Single Words

1 Sentences and Paragraphs
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Decodable words
Gradelevel words
Following of sequence and directiong
Oral language

Syntactical level

Spelling

=a =4 -4 -9

Segmentation ofounds
Orthographigatterns

Syllabication

Morphology- including suffixing rules

194 owell, 2020, Dyslexia Assessment: What Is It and How Can It Help
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Transcription Skills

==

Handwriting- letter/number
formation

Copying

Keyboarding

Tracing

= = =4 =

\Writing - Sentence Level Sentenceconstructionknowledge and
exposure

Orallanguage

Syntacticstructure
Listeningtomprehensiorskills

Executivegunctioning

\Writing - Paragraph Level Orallanguage
Receptivdanguage
Syntacticstructure
Narrativelanguageskills
Memory

Executivdunctioning
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In addition to Speechanguage Pathologists, there are othelatedserviceprofessionals who may

support students with dyslexia in the school settingpecifically those students with SLDs who qualify

for an IEPSocial workers, Occupational Therapists, and other types of specialists or interventionists may
provide consultation to teachers and/or direct services to students.

The Role of a Social Worker

It is important that related service personnel document student behaviors observed during the

administration of their assessmenfBhe review of reading, writing, curricular samples, behaviors, and
sociatemotional actions and reactions should be included as part of the seiational domain. The

NBIRAY3 YR gNAROGAY3I RSYFYRa YR | aitdzRSyiea NBalLR
2T GKS & azRo8oyial Sedie Thie anfededent of the demands is critical in reviewing and
assessmengspecially when completing a FunctioBahavioral Assessment (FB8)udents may act

out, avoid, or display other various behaviors due to frustration, embarrassment, or negatimagdf,

possiblydue to years of strugglg. KS NB & dz Ga 2F | addzRSydQa FyEASGe Y
RdzS (2 GKS adGdzRSydQa AyGSNYyFrtATFdGA2y 2F GKSANI Syz2
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previous educational records regardipgsthome and school sociaimotional and behavioral

responsesln addition, it is integral that all professionals communicate effectively and work

collaboratively to address the needs of the whole child.

Working with Studentand Families

Social workers play a crucial role in supporting students with dyslexia, especially those whosige at
demonstrating characteristics, tiave received an external dyslexi@gnoss. They help guide both
children and their families through the school system, ensuring that students receive the necessary
interventions and resources for success.
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During initial meetings with students, social workers should explore potential learning disabilities,

including dyslexia and word reading challenges. It is important to understand that dyslexia might be

present even without a formal diagnosis or label. Biddally, social workers must address the mental

health challenges, such as depression and anxiety, that can arise from coping with dyslexia. For some
students, a social worker may be the first person to guide them irasibcacy. However, many

studentsg A G K Re&at SEAI &aGNHZA3tS (G2 FRP20FGS FT2N) 6§KSYaSt
or because they do not have the skills to do*%o.
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Social workers can also assist parents and caregivers in preparing for conversations with teachers and
school administrators about dyslexia. They can recommend community reading intervention programs
and provide guidance on apps and materials that candsslat home to support schoblsed

interventions.

Some key recommendations for social workers inclingefollowing®”:
Teach students seHdvocacy skills,
Find opportunities for development of skills and racademic talents to enhance selfteem
such as the arts or athleticand
Teach problerfocused coping skills arsibcial skills

Working with Teachers
Beyond working directly with students, social workers can advocate for students with dyslexia by
educating teachers on how to address the seeiabtional needs of students with this learning disorder
and those with other learning challenges across afisttzoms. Key recommendations inclutie
following!®

+fARIFGAY3 aldzZRSYy(iaQ SY2iA2ya FyR Syada2NAy3 GKS

Offering various options and choices for class assignments, such as small group work or

independent tasks,

Normalizing the process of making mistakes,

Emphasizing that students are more than their dyslexia and separating their identity from the

condition,

Utilizing mindfulnessoolsin the classroom such as Smiley Mind, HeadspaugCalm

Providing a connection time with teachers and parents (on®ne if possible)

Creating a calm corner in the classroom for students to decompress,

Teaching grounding techniques (5 senses)

Using visuals to communicate as necessary

Collaborating with familiesand

Providing praise

195 3chelbe, et. al., 2021, Dyslexia in the Context of Social Work
19 Moats & Darkin, 2008, Basic Facts About Dyslexia and Other Reading Problems
973chelbe, et. al., 2021, Dyslexia in the Context of Social Work
98 3chelbe, et. al., 2021, Dyslexia in the Context of Social Work
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Overall, service professionals are essential in supporting students with dyslexia and reading challenges.
Social workers, along with other related school professionals such as occupational therapists and school
psychologists, are some of the key profesaigrwho can make a significant difference for students with
dyslexia. By working together with related service professionals, educators, families, and the student,
the educational team can provide accurate and effective support for the student.
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Bridge to Practice
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their benchmark scores from the beginnioftyear assessment, you found that they ranked between
the 10-20th percentile nationally. Recognizing the need for further evaluation, you conducted diagnostic
assessments with these students. The results revealed a conissue: they all have deficits in word
recognition, ranging from consonambweklconsonant (CVC) words, variant vowels, and multisyllabic
words according to the survey. You have only ever taught 4th and 5th grade before, so are unsure of the
instructiond strategies to utilize with these students. You understand that these students require
targeted support in this area; however, you are unsure of what steps to take\"wét do you do?

Click for Answer

Expanded Exploration: Linked Resources

Read:Whatls Structured Literacy? with Reading Universe

DYSLEKIR

Listen:ResearchEducationAdvocacy (READ) Podcast with
Winward Institute TnanIT

Explore:The National Center on Improving Litera@ebsite

Discussion Questions

1. What are the key components ofructured Literacy approach and why are they especially

effective for students with dyslexia?

How might teachers adapt their instructionadactices to better support students with dyslexia?

3. How does dyslexia affect writing development, and what specific instructional strategies can
educators use to support students with dyslexia in writing tasks?

N
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CGHAPTER: GUIDANCE FOR EDUCATORS, ADMINISTRANORS,
OTHER SCHOOL PERSONNEL SUPPORTING STUDENTS WITH DYSLE’
IMPLEMENTATION IN ACTION

The educator holds a pivotal role, serving as the foundation of the learning process by directly engaging
with students on a daily basis. It is essential for educators to be equipped not only with the
understanding of how to identify students facing chatles in reading, such as those with dyslexia, but
also with tangible, effective, evidendmsed instructional strategies ready for immediate application in

the classroom. Understanding and applying evidelnased strategies throughout all tiers of instrigat

is key to fostering academic achievement for all students, particularly those who may encounter
difficulties with reading and writing.

Inlllinois, we affirm the fundamental right of every learner to receive education that is both enriching
and accessible, as outlined in the ISBE Comprehensive Literady’Plantral to this commitment is the
moral imperative to ensure that odfier 1 instruction is not just of high quality, but also inclusive,
differentiated, and firmly grounded in evident@ased approaches. This ensures that all students,
including those with dyslexia, specific learning disabilities, and word recognition ltiggcinave
equitable access to literacy instruction.

The Instructional Hierarchy

When planning for instruction, at any tier, it is important to consideritigructional hierarchy of
learning developmer(Fgure 13). By identifying the phase students are in within the instructional
hierarchy, educators can tailor practice and instruction to meet their specific needs.

Figure B: The Instructional Hierarchy of Learning Developm&ht

The Instructional Hierarchy of Learning Development

Acquisition Fluency Generalization Adaptation

)

)

)

)

Stage: Student has
started to acquire
the skill, but
fluency remains a
work in progress

Goal: Enhance
precision

Stage: Student
demonstrates
proficiency in
executing target
skills with
precision, but
tends to operate
at a slower pace

Goal: Enhance
response speed to
improve fluency

Stage: Student
demonstrates
both accuracy and
fluency, but usage
is often confined to
specific contexts

Goal: Broaden
application of skill
to diverse settings

Stage: Student
demonstrates
precision and
fluency in skill
application across
various contexts

Goal: Empower the
student to use
previously learned
skills flexibly to
other situations

Adapted from Haring, et al, 1978

1991SBE, 2024, IL Comprehensive Literacy Plan

20 Haring, et al., 1978
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Errors, delayed responses, and inconsistent responses
signal that a student is in thecquisition stag®f learning,
while students who read accurately but slowly are in the - : )
fluencybuilding phaseStudents who struggle with word understanding of how to identify
reading are likely within the acquisition and/or fluency | Students facing challenges in reading,
phase Students who read both accurately and fluently ar{ Such as those with dyslexia, but also

It is essential for educators to be
equipped not only with the

prepared forgeneralizatior?®! with tangible, effective, evidence-

based instructional strategies ready
Students in the Acquisition Phase of Learning for immediate application in the
Students who fall within the acquisition phase of learning classroom.

do not know how to perform a targeted skill. For example;
a student who makes many errors when identifying soesgthbol correspondences would be
considered to be within the acquisition phase of the learning hierarchy. Educators working with students
within the acquisition phase of learning need to explicitly maatel teach soundymbol
correspondences. Effective instruction during the acquisition phase includes designing task materials
and teachetbehavior to minimize errors and to promptly identify and address errors to prevent and
correct student misunderstanding§he goal of instruction within this phase should be to build an
accurate understanding of a specific skill. Without mastery of the targeted skill, students will not get to
the fluency or generalization phasef learning. When teaching students in the acquisition phase,
educators should utilizéhe following techniques

Frequentand high-level promptingand scaffolds,

Corrective, immediate feedback,

Many guided practice opportunitigs ensure students will make few errqrs

Controlled presentation of skills, and

Removing scaffoldsndfading prompts once adequate responding occiifg®

Students in the Fluency Phase of Learning
Students who fall within the fluency phase of learning have an understanding of the targeted skill, yet
lack automaticity and fluency with said skill. Because of this, students require numerous repetitions and
practice opportunities to transition from accacy to automaticity’®* For example, as seen in Figus 1
a student with dyslexia may have knowledge of seayhbol correspondences, yet they are working on
developing automaticity with the soursiymbol connection and with word, phrase, and sentence
reading?®® Practice within this phase is absolutely crucial, yet will look slightly different than the practice
within the acquisition phase. Educators should utittzese methods
Intervals of practice such as
Visual& auditorydrills,
Word chaining
Decodable textand
Opportunities to respondOTRY®

201 stollar, 2023, Using Assessment to Efficiently Match Students to Effective Practice
202yanDerHeyden & Burns, 2023, The Instructional Hierarchy

203 Stollar, 2023, Using Assessment to Efficiently Match Students to Effective Practice
204 stollar, 2023, Using Assessment to Efficiently Match Students to Effective Practice
205 setmeyer, 2024, A Continuum for Practicing

206\yanDerHeyden & Burns, 2023, The Instructional Hierarchy
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Figure 4. A Continuum for Practicing Phoner@rapheme Correspondences

A Continuum for Practicing
Phoneme-Grapheme Correspondences (PGC)

Explicitly model and teach the phoneme in isolation.
Blend and segment orally in the context of words.

Acquisition

Map the phoneme to the grapheme through visual
and auditory drills. Explicitly teach letter formation.

Fluency
Decode and encode the target PGC in the context of
many real words.

Decode and encode words containing the target PGC _ .
in the context of sentences. Generalization

Adaptation

Instructional Hierarchy
© A. Setmeyer (2024) (Haring, st al, 1978)

Students in the Generalization and Adaptation Phase

Students in the generalization and adaptation phases tend to make few to no errors, demonstrating a

high level of accuracy and automaticity in their responses. Once students achieve mastery, they are

more likely to transfer their skills to unfamiliar texdsrelated tasks without explicit instruction. At this

ail 3Sz GKS GSIFOKSNRa NRtS akKAaATia FNBY RANBOG Ayail
observing student performance, the teacher can intervene with support if necessary tceensu

successful generalizatic.

207vanDerHeyden & Burns, 2023, The Instructional Hierarchy
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EvidenceBased Practices in the Tier 1 Setting
There are many evidendmased practices that support all learners, including students with specific
learning disabilitieswithin the Tier 1 general education classroom. The following section highlights
practices from the Illinois Comprehensive Literacy Plan that can be used for all learners, but are
especially crucial for students with dyslexia, specific learning disabilities, and/drre@wgnition

deficits. Though the examples that follow
are limited to one per literacy component, it The following section highlights

is important to note that this is not an practices from the lllinois
exhaustive list and should not be Comprehensive Literacy Plan that can

implemented in isolation. Rather, all
components should be integrated be used for all learners, but are

throughott literacy instruction. Additionally,| especially crucial for students with
researchbased instruction should be utilizeq dyslexia, specific learning disabilities,

throughout all t!ers of mstrugtlon in bo_th and/or word recognition deficits.
general education and special education.

Explicitand Systematic Instruction

Explicitand systematidnstruction is imperative to the skill development of both emerging readers and
struggling readers. Within the framework of the instructional hierarchy, it is crucial to recognize that
within the acquisition phasejuring whichstudents are grasping foundational skills and concepts,
explicitand systematic instruction stands as the evidefizsed approach essential for their progress.
There are many aspects of explicit instruction that should be considered and implemented within a
classroom setting; setable 4 below for more detail.

Table #: Explicit and Systematic Instructié?

Explicit Instruction Systematic Instruction

Encourages active student participation | Is cumulative and diagnostic

Emphasizes clear communication that is| Scaffolds skills, beginning with those
free ofambiguity and minimizes cognitivd foundational to reading success
overload

Maximizes student/teacher interaction, | Follows a planned scope and sequence

and offers timely feedback skills that progresses from easier to mor
difficult

Enhances longerm retention through Fosters deeper understanding and

purposeful practice techniques proficiency

Oral Language/Oracy

Language is the basis for reading developmAnfocus on language is a focus on liter&asacycan be
defined as the skill of effective communication through rich vocabulary, complex syntax, and
comprehension through dialogue. Beginning as soon as students enter preschool and continuing

208|1SBE, 2024, IL Comprehensive Literacy Plan
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through 12th grade, educators should engage students in oral language activities to foster a rich
vocabulary, critical thinking, and overall literacy skills.

Table B: Example of Oral Language Evideri@ased Practice

Engage students in spoken language activities to expand vocabulary, construct sentences, &

improve grammar proficiency?9210211

Audience

Tier 1 Grade Band®Prek12

What and Why

Syntaxs the part of language that relates to the arrangement of
words, phrases and clauses into sentences. Typically, students
develop syntactic awareness as they listen, speak, read, and wri
sentences. As students increase trgintactic awarenessheir
ability to comprehend what they read increases.

Students will practice expanding information about nouns or verh
by answering the questions when, where, what, which, and how.
Depending on skill level, this can be done with pictures or phase

How

Choose a list of verbs OR nouns related todbetent students are
learning.Explain tostudents that we can tell more about an action
(verb)or a namer(noun)to make what is happening more
interesting. To do that, we can answer a few questions about the]
action or namer!?

For verbs, have students respond to the following questions:
Wher? Where? How?

For nouns, have students respond to the following questions:
How many? What kind? Which one?

Additional Resources

Printable
Video Explainer

Phonological Awareness

Many students with dyslexia have a deficit in the phonological component of langBhgeological

awarenesss the ability to hear, identifyand manipulate word parts and sounds within words. Research

is clear that phonological awareness, and particularly phonemic awareness, is critical in order to
understand the alphabetic writing system. For many of our students with dyslexia, the task of
identifying, isolating, segmenting and blending individual sounds within words can be particularly
challenging. This means that ensuring competen@hitnemic awareness necessaryor these

students.

209 Yopp & Yopp, 2006, Informational Texts as Rédouds

2 Herrera, et. al., 2021, Effectiveness of Early Literacy

21 National Institute forLiteracy 2008, Developing Early Literacy
212Gillis & Eberhardt, 2018, Syntax Knowledge to Practice

111


https://drive.google.com/file/d/1YIn40BHjsbjP6w9AOg3nISFiXZJDSoZ6/view?usp=sharing
https://youtu.be/_BRiD7PHSD0

Table B: Example of Phonological Awareness Evideiased Practice

4G5St ABSNI SELIX AOAG LIK2YSYAO | 61 NBy SaB2Ay 3

Audience

Tier 1 Grade BandPrek?2

What and Why

As early as PreK, educators can stapractice phonological
awareness with students starting with rhyming and sentence
segmentation. Within phonological awareness is a subset of skill
called phonemic awareness. Phonemic awareness is the ability {
hear, identify and manipulate phonemes or sounds within words.
Phonemic awareness serves a significant role in helping student
grasp and apply the alphabetic system in reading and writing.
Research shows that students with poor phonemic awareness sk
in first gradeare more likely to have readindifficulties in fourth
grade?®®

When teaching phonemic awareness, it is most beneficial to focy
one or two phonemic awareness skills rather than 3 or more.
Moreover, instruction in phoneme manipulation should include
letters. Incorporating letterscan strengthen lettessound
correspondence. Educators can utilize letters even if a student
R2SayQi 1y2¢ GKSANI fSGGSNRE & 9§

How

Elkonin Sound Box&%

Provide students with Elkonin Sound Boxes. This can be on pap{
whiteboards, etc. To begin teaching phonemic awareness, start
words that contain two sounds such as CV (me) and VC (at) wor
Gradually progress to more complex patterns like CVC,&a@V,
CCVC words.

Orally say the word. Have students repeat the word. Students cad
use Elkonin Boxes, letter tiles, andfoanipulativeso mark each
sound they hear in the word. To extend, have students write the
corresponding letter that represents the sounds that are heard
within the word.

Additional Resources

Printable
Video Explainer

213 Cunningham, 1990, Explicit Versus Implicit Instruction

21%Ehri, et al., 2001, Phonemic Awareness Instruction

215 pressley, Gaskins, & Fingeret, 2006, Instruction and Development of Reading Fluency
216 Us Department of Education, 2003, Identifying and Implementing Educational Practices
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https://drive.google.com/file/d/1vRKcaEMeDGwKGrz87vYl6yvGeZJ8iV_v/view?usp=sharing
https://youtu.be/EefNmkPS810

Word Recognition

In addition to a deficit with phonological awareness, an additional primary characteristic of dyslexia is
difficulty at the word level when reading and/or spellivgord recognitiorrefers to the efficient,
accurate identification and ability to read words. This provides the basis for reading comprehension. All
good readers are good decodétéFrom the very beginning of early literacy instruction, educators must

GRSt AGSNI SELI AO0AGE RANBOI

SELX AOAG aLISttAyI Ay&UNHOGA2Y fAIYSR sAGK

Table 7: Example of Word Recognition EvidenBased Practice

a58t AGSNI SELX AOAGZ RANBOUG LIK2aidadal] dasSyyaQiBmlide (
SELX AOAG aLSttAy3a AyRWPRHzO0GAZ2Y A

Audience

Tier 1 Grade Band-5

What and Why

wSaSINDOK AYRAOFGSa GKFG &bdzRS
phonics instruction is provided in a systematic and explicit
manner??? Additionally, there is a vital connection between spellir
and reading. Both skills rely on the same mental representation d
word, so knowing how to spell a word strengthens the

representation, making fluent reading more accesstbi&ot only
R2Sa AyOfdzZRAY3I aALIStEAYyI &dzLiLl
between spelling and reading comprehension is high because bq
RSLISYR 2y | 02YY2Yy RSYy2YAyPR?2

How

Word chainings an instructional strategy that supports phonemic
awareness, as well as decoding and encoding skills. Educators
implement this strategy once students have acquired knowledge
soundsymbol relationshipdt isimportant to use asystematicand
cumulativephonics scope and sequence when teaching phonics
concepts. Although theris nota single best scope and sequence,
thisis an example.

To word chain, the teacher starts by saying a word that fits within
the targeted phonics pattern. Students write down the word. The
can use Elkonin Boxes as a scaffold. Then, the teacher changes
sound in the word and says the new word. Students vititenew
word by changing just one sound and its corresponding letter(s).
continues on for several rounds. As students are writing, the tead
circles the room giving immediate and corrective feedback.

27Lyon, 2023, Ten Maxims

2181SBE, 2024, IL Comprehensive Literacy Plan

218 CardenasHagan, 2018, Crodsanguage Connections

220Rayner, et al., 2001, How Psychological Science Informs

221Ehri, et al., 2001, Systematic Phonics Instruction

222Fporman, et al., 1998, The Role of Instruction in Learning to Read

2233now, Griffin, & Burns, 2005, Knowledge to Support the Teaching of Reading
224 Joshi, et al., 2009, How Words Cast Their Spell
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https://www.readingrockets.org/sites/default/files/2023-10/Keys%20to%20Literacy%20Systematic-Phonics-Scope-and-Sequence.pdf

Example- CVC words with emphasis on medial vowel sounds:
TeacherThe word is dog. Repeat.

Students:Dog.

TeacherUnblend.

Students:/d/ /ol Ig/

TeacherWrite it.

Teacher circles the rooprovidingsupport and feedback as
necessary.

TeacherChange dog to dig. Repeat.

Students:Dig.

TeacherUnblend

Students:/d/ /i Ig/

TeacherWrite it.

Teacher circles the rooprovidingsupport and feedback as
necessary.

TeacherChange dig to dug. Repeat.

And so on and so fortttontinuingfor several rounds.

Additional Resources Printable
Video Explainer

Fluency

Fluencycan be defined as reading words at an adequate rate, witlyh level of accuracy, appropriate
expressionand understanding. Fluency serves as a bridge between decoding and reading
comprehension. While fluency supports comprehension, fluency on its own is not enough for
comprehension. In addition to fluency, students must have robust language comprehensigoptort
their overall understanding. Students with dyslexia oftentimes struggle with fluency because of the
deficit at the word level when reading.

Table B: Example of Fluency Eviden@ased Practice
Gt NBY23GS NBLISHGSR 2RF#® NBIF RAY3 LJIl

Audience Tier 1 Grade Band-5

What and Why There are three components that are involved in achieving readif
fluency:accuracyrate, and prosody??° Before achieving passage
reading fluency, educators must be cognizant of accuracy and
automaticity at the sukskill level includindetters, letterrsound
correspondences, words, phrases, and sentences.

When working on building fluency, the repeated reading strategy

225 Dowhower, 1987, Effects of Repeated Reading

226Herman, 1985, The Effects of Repeated Reading on Reading Rate
227Rashotte & Torgesen, 1985, Repeated Reading and Reading Fluency
228 Rasinski, 1990, Effects of Repeated Reading and Listening

229 Hudson, et al., 2005, Reading Fluency Assessment and Instruction
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https://drive.google.com/file/d/1c5o3MEWqnMVTDkqjHx9n02U93Yf1GTCG/view?usp=sharing
https://youtu.be/Dp6l71PySlA

works on all three components of fluency: accuracy, rate, and
prosody.

How In aTier 1 classroonrepeated readingan be effectively
implemented in small groups or pairs to enhance fluency. The
process involves having students read a text at least three times
There are variousomponents involved in using the technique of
repeated reading, including timingords correct per minute

(WCPM)

Here is a structured approach to the repeated reading procedure]

1. Select a passag€hoose a text between 5200 words that
students can read with few errors.

2. Model fluent reading:The teacher first models fluent
reading of the passage.

3. Student ReadingStudents then read the passage aloud. I
student encounters an unknown word, the teacher waits
three seconds before providing the word.

4. Debrief:Once finished with the first read, discuss accurac
rate, and prosody.

5. Repetition: Students read the passage two more times.

6. Progress MonitoringlUse a chart to help students track the
progress and set goals.

This procedure supports students in improving their reading fluer
through practice and feedback.

Additional Resources Printable
Video Explainer

Vocabulary

Vocabulary acquisition begins early in life through conversations. Vocabulary includes word knowledge

of both oral vocabulary (words we use when speakindlistening) and reading vocabulary (words we

use in readin@ndwriting) for effective communication. Students often have an easier time decoding

words that are in their oral vocabulartherefore, vocabulary not only supports reading comprehension,

but decoding as well. While students with dyslexia or word recognition deficits struggle with decoding

and encoding, oftentimes this leads to secondary consequences such as reduced vocabulary knowledge.

LG A& AYLRNIFyGdG G2 0SS O023yAllyd 2F aidRSyidaq @201

Table B: Example of Vocabulary Eviden&ased Practice
ALY AGNHZDB AN Ag/ANFR GNI 6§ S3ASa NBtIFGSR G2 YZNJ

231

Audience Tier 1 Grade Ban®-12

230 MancillaMartinez, et. al., Investigating English Reading Comprehension
21 Crosson, et al., 2021, Morphological Analysis Skills
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https://drive.google.com/file/d/1lZfV-osvghtcTttKyS2OTgVDHZB6BAAv/view?usp=sharing
https://youtu.be/LqWRsvZO0rU

What and Why

Vocabulary is crucial in being able to understand text. Educators
SYKFyOS aiddzRSyiaqQ g2NR t Sl NYyA
morphology Amorpheme the smallest meaningful unit of a word,
includes affixes, roots, and base words. As students encounter
multisyllabic words, understanding these morphemes and how
morphemes work together can help them connect the words to tH
meaningswhich ultimately leads to greater comprehension of the
text. While initially the teaching procedure will be explicit and
guided, ultimately, the goal is for this to becomenatacognitive
strategy that students use when reading text.

How

While there is not one scopend sequence for teaching morpholog
educators should be cognizant of the morphemes that come up
frequently in gra@-level text. After explicitly teaching the meaning
of a morpheme, allow students to think about, build, and write
words that contain that morpheme. It is also important to note the
educators can begin teaching morphemes and syntax orally as €
as preschol, while parents and caregivers can support this
development as early as birth.

Example:
Teach students about the suffigr. Explain that addinger to the
SYR 2F | ¢62NR YI1Sa Ad | 02yl

Provide students with index cards or paper containing previously
learned morphemes (affixes, roots, and bases). For examgde,
cards that include suffl§ NJ 6 A G K ol aSa &adzOK
GKFG adGdzRSydGa OI-FNb diA ySRIIEKIS A @
In pairs or independently, students will create real words using th
morphemes along with the new suffigr. Then, have students
discuss the possible meanings of the created words based on th
understanding of morphemes.

Students can share their words with the class. To extend the acti
have them write a sentence or paragraph using words that they [
with the morphemes.

Additional Resources

Printable
Video Explainer

Comprehension

Ultimately, comprehension is the goal of reading. As readers, we must make sense of the text that we
read. Instruction in foundational skills, vocabulary knowledge, and syntax are all required for successful

comprehension. While comprehension is not theimehallenge for individuals with dyslexia, it can still

A 2 4 oA ~

0SS I TFSOUGSR® L Felated défifitdzreSngt add@ssedel @raniply tarid leffectively, and if
appropriate accommodations are not provided, comprehension deficits can arise as a secondary

consequence.
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https://drive.google.com/file/d/1c6ci8fV8ZowOkTObJCpR1cadOTKzKB14/view?usp=sharing
https://youtu.be/FP1_kC9-LVw

Table20: Example of Comprehension EvidenBased Practice

A0NI 0S8S3ASa tA1S adzYYPRRAT Ay3az

Tier 1 Grade Band-12

G¢KBGAYFGS 321Kt 2F NEBEdprghandings
a text will then foster critical and analytical thinking skills. While
O2YLINBKSyairzy Olyy2i 068 NBRdz(
orchestrated product of a set of linguistic and cognitive processe
operating on text and interacting with background kriedge,
features of the text, and the purpose and goals of the reading

a A O dzZPiiNeedllgsetb say, comprehension is complex and
requires various metacognitive skills to be employed whiiently
reading various types of text. While some students may learn to
these processes fairly easily, many students will benefit from exp
instruction in the processes of thinking before, during, and after
reading to monitor their understanding @ text2% Additionally, it is
the job of educators to scaffold strategies so that students go fro
passive to active readers.

Summarizationwhen combined with knowledge, is an invaluable
tool for enhancing comprehension. It requires students to identify
key ideas, synthesize information, and articulate concise statemq
Although summarizing is only one strategy and should be used
alongsideknowledge building, research indicates that pausing to
summarize during reading significantly boosts understanéfihg.

d¢ Sk OK
Audience
What and Why
How

Paragraph shrinkings an instructional strategy that is often paired
with partner reading. This instructional strategy allows students t
monitor their own comprehension while they read, focus on the
main idea of each paragraph, pay attention to important details, 4
elabaate on content. This practice is most effective when used
while reading text to build knowledge. Like any instructional
strategy, this will need to be explicitly modeled fifrslowed bythe
gradual release of responsibility.

As students read in pairs, they pause after each paragraph to as
these questions

1. Who or what is this paragraph about?

2. What is the main idea about the who or what?

2%2Duke& Pearson, 2002, Effective Practices for Developing
233Yopp & Yopp, 2006, Information Texts as Rakmlids

2% Nation, 2009, Reading Comprehension and Vocabulary

2% Castles, et al., 2018, Ending the Reading Wars

2% shanahan, et al., 2010, Improving Reading Comprehension
27 Shanahan, et al., 2010, Improving Reading Comprehension
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3. Write the main idea in 10 words or less.
As partners work together, the teacher needs to monitiffering
corrective feedback and scaffolding as needed.

Additional Resources

Printable
Video Explainer

Writing

Writing is the clear expression of thoughts and ideas through text which involves various skills including

transcriptionandtranslation Transcription skills include handwriting, spelling, conventions, and

keyboarding, while translation skills include grammar, morphology, sentence structure, syntax, the
writing process, audience awareness, and text structure. Writing can help studentsveriheir

thinking and ability to reflect deeply when engaging with content. It is also a skill which directly interacts

with reading; reading can help students to improve in writing, amiting can help students improve in

reading Since students with dyslexia may find spelling difficult, they also may struggle with multiple

components of writingincluding handwriting, word choice, and organization.

Table A: Example of Writing EvideneBased Practice

ALY &G NIZOGKISERS NIOKK Y B ASPOt dzRAY I O0

Audience

Tier 1 Grade BandPrek?2

What and Why

Writing is a skill that is required of all students throughout their
entire academic career. To be able to write effectively, students |
to master the ability tavrite with fluency and legibility*° While
there are some students who may be able to learn how to form tf
letters by observing how they look, the majority of students requi
explicit instruction on how to write, especially those who have be
identified with disabilities.

How

Using consistent, stude#itiendly handwriting procedures can help
students learn how to form their letters in the correct way.

When teaching students how to form their letters, start by modeli
exact procedures abowthich part of a letter to write first. Letters
that have numbered arrowshowing the order and direction of eac
pencil strokeare great visual tools to help accomplish this.
Additionally, using consistent language to describe what is
happening with each pencil stroke can help students understand
what is going on. Consider labeling the parts of a line to help
students conceptuatie what is happening

238 Graham & Herbert, 2010, Writing to Read
29 Datchuk, etl., 2015, Effects of Sentence Instruction
240 santangelo & Graham, 2015, Medaalysis of Handwriting Instruction
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https://drive.google.com/file/d/1NHvqNNaCbEx0uwlydsmvnVpE9FcrEvfD/view?usp=sharing
https://youtu.be/a09u82D2Npg

Hat- the top line
Belt- the middle line
Shoe- the bottom line

While the exact labels that are used may change from person to
person, it is essential to make sure that whatever terminology is
decided upon remains consistent. In other words, the general
educator, interventionist(s), or any other related service
profesgonals who work with a child should use the same languag
reduce confusion for studentadditionally, this language should b4
shared with caregivers so that it can be used at home.

In practice, explicit handwriting instruction may sound something
like this:
Today we are going to learn hdw write an uppercase A
Step one is to put your pencil on the shoe line and draw g
slightly diagonal line all the way to the hat
Step two is to draw a secomlagonalline from where your
pencil is all the way down to the shoe line. You do not ne
to pick up your pencil for this line
Step three is to pick up your pencil and draw a line on thg
belt line connecting the two lines you just wrote

As you teach this procedure, show models of the uppercase A w
numbered arrows outlining the procedures and explicitly model €
step of the process for the students. Students who need addition
support may benefit from tracing letters before writiniggm

independently, though this scaffold should be removed as soon 4§
appropriate.

Additional Resources Printable
Video Explainer

For additional evidencbased practices in all components of literacy in Ther 1 classroom, explore the
lllinois Comprehensive Literacy Plan. The practices listed above are just a starting point.

Although there is no onsizefits-all approach to
teaching reading, starting with evidentased

practices is highly effectivédditionally, many Although there is no one-size-fits-all
students, including students with dyslexiaabspecific approach to teaching reading,
learning disabilityn reading, will benefit from starting with evidence-based

. o 1
differentiation in theTier 1 classroom? practices i highly S

2 nternational Dyslexia Association, 2017, Dyslexia in the Classroom: What Every Teacher Needs to Know
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https://drive.google.com/file/d/1cqfySAB7pJVFM_zUb5SF7ix4Nh9vOqk7/view?usp=sharing
https://youtu.be/gEifGKJDdM4

Differentiationcould look likehis:
Using explicit teaching procedures,
Clarifyingboth written and spoken directions, even if you think that they are simple,
Presenting work in small chunks,
When presenting a lot of information at once, highlight what is essential,
Providing ample opportunities for practice,
Utilizing graphic organizers when possible,
Combining verbal and visual information,
Entwining mnemonic devices into instruction,
Reviewingi KS LINS@A2dza RlI&Qa O2yiaSyid SOSNE RIFI&Z | yR
Having clear and consistent procedures and expectations.

Structured Literacy Intervention in Action

If a student needs support beyoriier 1 core instruction, a skilled educator must provide the
intervention. The following section outlines structured literacy intervention guidelines, procedures,
instruction, and assessment for2Qd grade and 3rd 2th grade.

Using Assessment to Guide Instruction

Prior to beginning Tier 1 classroom instruction, it is essential for general educators, special educators,
and interventionists to analyze screening or benchmark data, along with any historical or diagnostic data
related to student reading proficiency. Algaing this data allows educators to identify clagde skill

gaps and pinpoint students who require additional support through targeted interventions.

When analyzing data, it is helpful to have a data analysis tool to determine instruction and intervention.
See an example of a data analysis tosre.

Guidelines for Intervention Instruction

Any student can receive intervention, regardless of whether or not they have an IEP. These
interventions are determined based on student needs through careful analysigd#nt, classroom,

and school data. It is crucial that the educator delivering the intervention possesses a strong knowledge
base and effectively utilizes a learning progression to develop skilled readers and tfiters.

Furthermore, the educator delivering the intervention must be proficient in analyzing data to guide and
inform their instructional decisions.

Intervention Curriculumand Instructional Programs

Intervention instruction should be based on evidedmsed curriculum resources and practices.
Districts and schools are strongly encouraged to use curriculum resources that have shown strong
evidence of effectiveness. To learn more about evaluating whietheeducational intervention is
supported by evidenceseeldentifying and Implementing Educational Practices Supported by Rigorous
EvidenceFor some, an audit of intervention curriculum may be neces3&wy Hexagon Discussion and
Analysis Todrom the National Implementation Research Network or fiademic Rating Rubrfiom

NCII are helpful for that. Additional information regarding evidehased interventions can be found in

Chapter 6

242 gt, Martin, et al., 2020, Intensifying Literacy Instruction
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https://www.canva.com/design/DAGKjmg4yDw/pr0P3_Rd-nHhlqUjJG2mIw/view?utm_content=DAGKjmg4yDw&utm_campaign=designshare&utm_medium=link&utm_source=editor
https://ies.ed.gov/use-work/resource-library/resource/handbook/identifying-and-implementing-educational-practices
https://ies.ed.gov/use-work/resource-library/resource/handbook/identifying-and-implementing-educational-practices
https://implementation.fpg.unc.edu/wp-content/uploads/NIRN-Hexagon-Discussion-Analysis-Tool_September2020_1.pdf
https://implementation.fpg.unc.edu/wp-content/uploads/NIRN-Hexagon-Discussion-Analysis-Tool_September2020_1.pdf
https://intensiveintervention.org/sites/default/files/Taxonomy_Rating_Rubric_Academics_508.pdf

Instruction
While instruction throughout all tiers, including special education, should be resbasdd, educators
providing reading interventions should ensure they are utilizing evidéased teaching practices in
O2Yo0AYylFlA2Y 6AGK GKS toa@dgaa. AddiEonalyRal ¢diidatdra @oRidingy G SNIBSy
intervention need to ensure the intervention program is alignedigr 1 instruction and curriculum.
There are several critical components to consider when planning for intervention strategies and
procedures includinghe following?*®

Utilize explicit instructioriollowing the gradual release of responsibility,

Provide many practice opportunities with immediate affirmative and corrective feedback (see

below),

Build in cumulative review based on previously learned concepts,

Monitor the progress of students through analyzing progress monitoring data to inform

instruction,

Group students in intervention based on specific skill deficit,

Allocate appropriate time for intervention,

Ensure there is an appropriate studeei@cher ratio,

Select an intervention that is appropriate for the identified target skill according to the

instructional hierarchy,

Embed active engagement,

Manage necessary documentation of intervention,

Identify baseline performance of students,

Set a specific goal in regard to student improvement, and

Ensure progress monitoring data is collected to

determine if the intervention is successful

Feedback

Immediate, Targeted, Affirmative and Corrective
Feedback

Immediate, effective feedback is crucial for enhancing
student learning, especially within an intervention setting
Feedback is a straightforward practice that demands
minimal preparation, yet yields substantial benefits for
students?** Researchers have pinpointed several elemer
of valuable and impactful feedbagci should begoal
oriented, constructive, immediate, and respectttiiTo
help ensure feedback is effective whether it be affirmativ
or corrective, sedigureto the right

Affirmative Corrective

Guide students

in application | | say the correct
of the word
strategy/rule (1 do)

(we do)

il il of

Provide

State & model
the correct
answer
(1do)

Affirm
response &
reteach

Affirm
response

Responsive Instruction and Intensification sudents | |PEST0 | | repoantre
. . . - [SpOTite Q N e wor
An educator delivering any intervention must offer ‘:'Yg%) (Youdo)
responsive instruction. If progress monitoring data

indicates that a student is not making adequate progress

<
<

Provide

for a sufficient amount of time, the instruction should be Jetie students
adjusted accordingly. Through usetbéb / L L Q& g
Adapted from Archer & Hughes, 2011 \/ \/

243Wright, 2010, Academic Interventions Critical Components Checklist
244 Hattie & Timperley, 2007, The Power of Feedback
245Kennedy, et al., 2018, Hidleverage Practices
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https://intensiveintervention.org/resource/intensification-strategy-checklist

Intervention Intensification Checklistducators and teams can make decisions to intensify the
intervention based on student need using a variety of methods:
Strength: The evidence of intervention effectiveness
Dosage: The number of opportunities a student has to respond and receive feedback from the
teacher
Alignment: How well the intervention matches the targeted skill deficit
Attention to Transfer: If the intervention is designed to support students in making connections
between skills taught in the intervention and other contexts
Elements of Explicit Instruction: How well the intervention incorporates elements of explicit
instruction
Behavior, Engagement, and Motivation Support: If the intervention incorporates behavioral
strategies that supporta (i dzR 8vgrillasiity to learn

Additionally, adjustments may be required, such as having the intervention delivered by a more
experienced specialist or completely changing the intervention itself.

Throughout the next sections, case studies will be presented to demonstrate what the process looks like
from assessmerthrough intervention. These sections have been divided into two grade barfisd K
and 3rd12th.

From Assessment to Intervention inBnd Grade

When young students are not making adequate progress in the Tier | setting, early intervention is critical
to their success. This process should begin the first timedtr@ening data indicates that a student

might be atrisk however, when a student initially begins school, there are additional considerations

that warrant special attention.

2 KSy aONBSyYyAy3a a0dzRSyda Ay | Ay R&rEEOND SWSHE SA INOKA
indicates that conducting screening early in the school year for kindergarteners can lead to many
children scoring at the lower end of the scale due to lackxpisureor developmental maturity, thus
causing a high rate of overidentificatigmarticularly among students without preschool experiefte.

While districts and schools may use differenteeners and progress monitoring assessments, the
following information can serve as a guide for educators to interpret their data effectively. Additionally,
keeping in mind that screeners are only the first look at a student's potential reading apéitiesators

can move through the process of assessment to intervention; Fidguoaitlines this process.

246 MA Department of Elementary and Secondary Education, 2021, Massachusetts Dyslexia Guidelines
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Figure B: K-2 Reading Assessment Protocol

u-mgmm

DIAGNOSTIC

K-2

Reading Assessment Protocol

Screening

The first step in determining whether a student requires additional support in reading is to administer
an early literacy screener. The purpose of a screening tool is to identify students who are potentially at

MONITOR

Make changes or
continue with the
current plan.

04 ®

.i.

risk for reading failure. The screener shoatisess all skills relevant to early reading proficiency

includingthese

Table 2: Screener Skills by Grade Level

Grades

Screening Measures

PreKindergarten

Oral language and vocabulary
Phonologicahwareness
Alphabetknowledge

Kindergarten

Orallanguage andgocabulary
Letterknowledge

Phonological (phonemigwareness
Lettersound associations
Phonological processing task (Rapid
Automatized Naming assessment
measure)

Spelling (end of kindergarten)

First Grade

Phonemic awareness segmentation tas
Phonological processing task (Rapid
Automatized Namingssessment
measure)

Nonword reading fluency
Word-reading fluency

Oralreading fluency

Spelling
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Second Grade

Word-reading tasks
Oral reading fluency
Spelling

hyOS$ |
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achieving below and significantly below the benchmark for the assessment. Data from the screener may
suggest that a student is struggling in the areas of word recognition or language comprehension.
Generally, students who have dyslegiawho demonstrate signs of dyslexia show deficits in the word
recognition piece of readingvhich encompasses alphabetic coding skills, concepts about print,
knowledge of thealphabetic principleletter knowledge, and phonemic awareness.

Early literacy screener results are typically generated by the program being used in one of two ways: an
overallcomposite scorer a breakdown of scores for each area assessed. Tabksd?4 below are

examplesof screening results from a 1st grade class using each of the two formats; this sample data will

act as the starting point for the case study that follows.

Table 3B: 1st Grade Screening Data with Composite Score

Student Grade Composite Score
1 1st 123 (Minimal Risk)
2 1st 121 (Minimal Risk)
3 1st 23 (AtRisk)

4 1st 115 (Minimal Risk)
5 1st 103 (Some Risk)
6 1st 64 (AtRisk)

7 1st 107 (Some Risk)
8 1st 127 (Minimal Risk)
9 1st 128 (Minimal Risk)
10 1st 101 (Some Risk)
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Table 2: 1st Grade Screening Data Broken Down by Atéa

Student | Grade| Letter Phoneme Nonsense Word Word Reading
Naming [ Segmentation Fluency Reading| Composite
Fluency Fluency Fluency
Correct Whole
Letter Words
Sounds Read
1 1st 42 45 45 16 18 Minimal Risk
2 1st 45 45 46 15 19 Minimal Risk
3 1st 2 5 10 0 1 At-Risk
4 1st 43 44 46 17 19 Minimal Risk
5 1st 38 31 30 5 9 Some Risk
6 1st 30 14 19 2 7 At-Risk
7 1st 41 30 29 2 8 Some Risk
8 1st 45 47 46 15 20 Minimal Risk
9 1st 45 43 47 20 21 Minimal Risk
10 1st 40 31 25 4 9 Some Risk

Stop and Think

Which studentswould you pull for further testing?

Looking at the screening results from Tal##8sand24, it is apparent that students
o FYR ¢ FINB LISNF2NX¥AYy3a 06St2¢6 oKI G- A
NAalé€® ! RRAGAZ2YFffes {GdzZRSy(a p3x 713
theymaybeaNA a1 T G(GKS& KI @S oNRASy] ¢AdR Syl AT
these students may need intervention in reading, but that decision should not if
made on this single data point alone. More information should be collected to
determine whether each of these students requires reading intervention

Diagnostic Assessments
Step two of the reading assessment protocol for students in grades Ko administer a diagnostic
assessment to students who arerédk of reading difficulties. The purpose of a diagnostic assessment is

to dig deeper into what is happening with a studéo identify if intervention is necessary; ultimately, it

is an assessment used to determine the root cause of a reading deficit. It is important to note, though,

dKF G

AT

GKS YIFI22NAGe 2F a0dzRSy (& Ay sdreendr thed a

FTIlft

there is likely a Tier 1 issue that needs to be addressed rather than attempting to complete a diagnostic
for every student. When reviewing early literacy screening data, if a classwide issue in Tier 1 instruction

247 Acadience, Learning Inc., 2011, Acadience Assessment Manual
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is identified, consult the lllinois Comprehensive Literacy Plan for evielesmed strategies that can be
applied in your classroom.

There are many diagnostics available for administration. Some of them include the Core Phonics Survey,
the Phonological Awareness Skills Test, and the Quick Phonics Screener. When administering a
diagnostic assessment, it should be individually administéoestudents. These assessments do not
generally take a lot of time to administer, but they help determine if intervention is necessawell as

what specific skills the intervention should target and beginning at what point. It is also important to

note that diagnostic assessments come with administration directions that outline what the assessment
is, how to administer it, and what sections to administer based on student grade level. Additionally,
oftentimes diagnostic instructions also come with imamt notes regarding scoring for students who

speak languages other than English as their primary language as well as bidialectal students.

The screening results above indicated that Students 3, 5, 6, 7, and 10 weresH| at potentially at

risk of reading problems. Although both composite score and expanded screener results are presented,
the process of administering a diagnostic asses® will be explained for clarity. Like previously stated,
Students 3, 5, 6, 7, and 10 arerik, so a diagnostic assessment should be given to each of them. Table
252dzif AySa SIFOK adGdzRRSydiQa RAIFIy2aiA0 aasSaavySyd

Table 5 - Diagnostic Assessment Results

1st Grade Diagnostic Assessmertdministered August 27, 2020

Student Letter Letter Consonant | Long vowel | Short vowel | Short
names- names- sounds sounds sounds vowels in
uppercase | lowercase cvc words

3 13/26 10/26 4/21 0/5 2/5 2/15
Letter Names and Sound&9 Word Reading 2

5 23/26 21/26 15/21 3/5 5/5 9/15
Letter Names and Soundé&7 Word Reading 9

6 17/26 13/26 10/21 2/5 3/5 5/15
Letter Names and Soundd5 Word Reading 5

7 26/26 26/26 19/21 4/5 5/5 11/15
Letter Names and Sound80 Word Reading 11

10 25/26 26/26 16/21 5/5 5/5 5/15
Letter Names and Sound37 Word Reading 5
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Once a diagnostic assessment is administered and scored, it can be analyzed for a student's strengths
and deficitareas. Knowing this information will allow an —
educator to make a datinformed decision about It is important to look at each
whether or not a student needs interventipas well as student’s data individually to
potentially how far behind the student is from their peers form intervention groups

In the example above, all four students demonstrate
deficiencies in letter names and sounds, word reading
abilities, or both.

based on similar skill deficits.

Stop and Think Where would you begin instruction for each of the students?

To determine where intervention should begin, examine the continuum of skillg
that were assessed in the diagnostic and find the most foundational skill in whi
the student did not demonstrate proficiency. It is importantidok at each
aldzRSyidQa RIFIGlF AYRAGARdAZ e (2 T2NM
deficits. In the case above, it would be beneficial to place Students 3 and 6 in
intervention group since they are both struggling to consistently identify fette
names and sounds. This group may be composed of only these two students,
students from other classes who are demonstrating similar deficits may be incl
in the group as well. It would not be appropriate for Students 5, 7, and 10 to be
the same goup since they are consistently doing well with letter names and arg
more successful with consonant sounds than the other students, though stude
and 10 have similar skill needs and could be grouped together. Both students
some consonant soundsat they do not knowand neither read short vowels in
CVC words effectively. Though Student 7 was flagged on the screener as potq
at-risk, the diagnostic assessment suggests that intervention may not be warrg
The student is able to identifytter names, letter sounds, vowel sounds, and red
most CVC words. In this case, Student 7 shoulmdmtored during class to ensuré
progress continues to be made and if concerns arise, they should be addresse
that time.

Intervention

As emphasized iGhapter § when working with students with or at risk for dyslexia, it is imperative to
utilize a structured literacy approach. As a reminder, students with dyslexia have issues at the word
level, so intervention will need to be focused on reading and spellingsvamd connected text. The
followinglesson plan templatean be used as a resource to guide intervention. If an intervention
program for word recognition difficulties is being used, it is important to ensure that it includes the
lesson plan components in addition to multiple meaningful practice opportunitiéenplanning for
intervention, it is necessary to utilize screening and diagnostic data to pinpoint deficit areas in which the
student needs support. Additionally, educators delivering the intervention must understand that
students require various practiagportunities to effectively develop their skills. While some students
may require a handful of practice opportunities, other students may require a multitude of practice
opportunities. Each student will differ. Moreover, it is crucial to align the semplesequence used in

the intervention with thatused in theTier 1 setting.

The following practices, previously emphasized in this chapter, are essential components of a strong Tier
1 instructional environment. While these practices are crucial in Tier 1, it is important to ensure that
interventions align with the Tier 1 curricufy as these same practices should be emphasized during
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https://drive.google.com/file/d/1OsPuK_r8es_zeKJerE8UyCxuRlmqt6O8/view?usp=sharing

interventions dependent on student need. In an intervention setting, however, their application must be
reinforced and intensified to help students make sufficient progress. Educators can apply the
Instructional Hierarchy to guide this process, focusirgy éin accuracy, then automaticity, and finally
generalization to determine the appropriate types of practice and responses needed for student
success.

Phonemic Awarenesand Letter Knowledge

In the early stages of learning to read, phonemic awareness and letter knowledge (including letter

sound and sourdetter knowledge) areritical skills. For students at risk in these areas, it is essential to
focus on closely developing both phonemic awareness and letter knowledge. Early activities centered on
phoneme segmentatioand word spelling can effectively enhance word decoding $iiMoreover,

letters should be incorporated into phonemic awareness instruction for students starting in

kindergarten and continuing through subsequent gra¢fés®

Phonics, Spellingand Irregular Words

It is clear that explicit, systematic phonics interventions for reading and spelling words are highly
effective (seeChapter . When providing intervention, it is important to include both reading and
spelling of words. Initial spelling instruction should be aligned with phonics instruction so that students
practice spelling the sourslymbol correspondences that they are leagnio decode. Intervention

should address both phonetically regular words and irregularly spelled wthidse that do not adhere

to typical phonics patterns.

Fluency

It is important to recognize how fluency influences the development of proficient reading in our
youngest learners. Focusing on buildamgomaticitywith essential wordreading skills such as

recognizing letter sounds, sound combinations, anebular wordswill lay a strong foundation fahe

fluent reading of text. Initially, this can be practiced at the letter or word level but then increased to
phrase and sentence level. Additionally, decodable text can be utilized to practice phonics concepts to
move students from the acquisition and flugnghasato the generalization phasi@ whichstudents

have mastered the target phonics concept.

Writing

Many students with dyslexia excel at generating ideas for writing but often face challenges in both
transcribing and translating those thoughts into written form due to difficulties with foundational
writing skills. This is likely due to the fact that stats with dyslexia often struggle with sousgimbol

correspondence, which is essential for

difficulty composinguritten pieces since basic writing skills such as handwriting,
they are spending a lot of time and capitalization, punctuation, and sentence
mental energy on the physical act of structure as part of their intervention.

writing rather than the development of a
piece. To address this, it is essential to include explicit instruction in basic writing skills such as
handwriting, capitalization, punctuation, and sentence structure as part of their intervention.

248 Herron & Gillis, 2020, Encoding as a Route to Phoneme Awareness and Phonics
249Brady, 2020, A 2020 Perspective on Research Findings on Alphabetics
250 National Reading Panel, 2000, Teaching Children to Read
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What Now?

While districts are encouragetb have an established, researblased intervention program, there are
several evidencased practices that can be used for districts that do not or as a supplement to what is
already in place. Listed below are examples of instruelistiategies that can be incorporated into
intervention to ensure students are given meaningful practice opportunitieping them to move from

the acquisition phase of learning to generalization.

Table B: K-2 Teaching Tips for Students Who Struggle with Word Recognition

Instructional Strategy

Targeted Support in:

Printable + Video Explainer

Decoding Strategy

Word Recognition
1 SoundSymbol

Printable
Video Explainer

T SoundSymbol
Correspondence

1 Phonics

1 Letter-Sound Fluency

Correspondence
1 Phonics
1 Decoding
Alphabet Arc Word Recoghnition Printable
1 Letter Identification Video Explainer
1 Sequencing
9 Directionality
Visual Drills Word Recoghnition Printable

Video Explainer

Elkonin Boxes

Phonological Awareness
Word Recoghnition

Writing

1 Phonemic Awareness
1 Decoding

1 Encoding

1 Handwriting

Printable
Video Explainer

Spelling Dictation Procedure

Phonological Awareness
Word Recoghnition

Writing

Phonemic Awareness
Decoding

Encoding

Handwriting

Writing

= =4 -4 -8 -9

Printable
Video Explainer

Auditory Drills

Phonological Awareness
Word Recognition
1 SoundSymbol

Printable
Video Explainer
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https://drive.google.com/file/d/1m-8c6pTVe8ysDvTePPOFciU8ef3N0btF/view?usp=sharing
https://youtu.be/I1AZcaLByNo
https://drive.google.com/file/d/1UdO5aAny2oZ00bAix4p94zVfVZRPN3nb/view?usp=sharing
https://youtu.be/7Tb1pVGYIxo
https://drive.google.com/file/d/11SSMOwmB4s8mjWnOaNe8T3mqJLPTV7J2/view?usp=sharing
https://youtu.be/CNpof6JejIg
https://drive.google.com/file/d/1vRKcaEMeDGwKGrz87vYl6yvGeZJ8iV_v/view?usp=sharing
https://youtu.be/EefNmkPS810
https://drive.google.com/file/d/1Lu2ecZLLfuikpR6eesM1EXEEBSzdrocg/view?usp=sharing
https://youtu.be/IF2IpELv3_U
https://drive.google.com/file/d/1evysK8FMteTkPt6VWZ141QFqd2IYBuAS/view?usp=sharing
https://youtu.be/7uio4uAvFd0

Correspondence

1 Phonics
1 Encoding
Word Chaining Phonological Awareness Printable
Word Recognition Video Explainer

1 Phonemic Awareness
1 Letter Knowledge

1 Phonics
1 Encoding
Rapid Word Recognition Chal Word Recognition Printable
Generator Fluency Video Explainer
1 Letter Knowledge
1 Phonics
1 Fluency
Handwriting Visual Cues Word Recognition Printable
Writing Video Explainer
1 Letter Knowledge
1 Encoding
1 Handwriting
CoverCopyCompare Word Recognition Printable
1 Decoding Video Explainer
1 Encoding

9 Irregular Words

Note: There are several additional resources that can be used teefiitttncebasedpractices including, but not limited to
Reading Rockets, Reading Universe, and Florida Center for Reading Research.

Based on the results from the early literacy screener and diagnostic assesstahsits 3 and 6 will

need an intervention targeting phonemic awareness, letter recognition, letter sounds, and foundational
decoding and encoding skills. Whiteidents 5 and 10 also require support in these foundational areas,
their intervention will begin further along the scope and sequence. According to the Slatkents 5

and 10 have already mastered most letsund correspondences, allowing them to start at a more
advanced point in theskill sequence

Stop and Think What type of progress monitoring should be done for each of the students?
In the case above, Students 3 and 6 were given weekly phoneme segmentatid
nonsense word fluency probes with a leteym goal of moving them towards
weekly oral reading fluency probes as the year progresseslents 5 and 10 were
given the same phoneme segmentation and nonsense word fluency progress
monitoring assessments; however, since they were more advanced with-letter
sound correspondences, the phoneme segmentation assessment was phased
they masteed the skillan which theywere once behid.
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https://drive.google.com/file/d/1c5o3MEWqnMVTDkqjHx9n02U93Yf1GTCG/view?usp=sharing
https://youtu.be/Dp6l71PySlA
https://drive.google.com/file/d/13pmiikb3hol1VRKnrwZRU3DklB_WbnDZ/view?usp=sharing
https://youtu.be/3yQoGDK1OCk
https://drive.google.com/file/d/1cqfySAB7pJVFM_zUb5SF7ix4Nh9vOqk7/view?usp=sharing
https://youtu.be/gEifGKJDdM4
https://drive.google.com/file/d/12wL5KgOPCeAmgaZXfyrgWUM6w92E3K8V/view?usp=sharing
https://youtu.be/gwOwz2diKpI

Progress Monitoring
As an mterventlon is belng |mplemented progress monitoring data needs to be collected in order to
asses$l KS Ay (i SfdétiSeyidss\ 2 y p=3

Generally, having 7 th0 data points will As an intervention is being

provide a clear picture of whether the ]mp|emented’ progress monitoring

intervention is achieving its intended data needs to be collected in order to
outcomes. When students demonstrate sk . ]
assess its effectiveness.

deficits in K2, intervention and progress
monitoring needs to focus on each
individual area to accurately measure growth. The tables and figures below outline student progress
over 7 weeks of data collection.

Table Z: Students 3 and 6 Progress Monitoring D&fa

Student 3 Student 6
Phoneme Nonsense Word Fluend Phoneme Nonsense Word Fluenc
Segmentation Segmentation
Fluency Correct Whole Fluency Correct Whole
Letter | Words Read Letter Words Read
Sounds Sounds
Week 1 5 10 0 14 19 2
Week 2 4 10 0 16 19 2
Week 3 6 9 0 20 22 3
Week 4 5 8 0 25 22 3
Week 5 3 10 0 27 23 4
Week 6 2 7 1 27 25 5
Week 7 4 8 0 26 25 5

251 Acadience, Learning Inc., 2011, Acadience Assessment Manual
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Figure B: Students 3 and 6 Progress
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Table B: Students 5 and 10 Progress Monitoring Data
Student 5 Student 10
Phoneme Nonsense Word Fluency Phoneme Nonsense WordFluency
Segmentation Segmentation
Fluency Correct Words Rea Fluency Correct | Words Read
Letter Correctly Letter Correctly
Sounds (WRC) Sounds | (WRC)
(CLS) (CLS)
Week 1 31 25 5 31 25 4
Week 2 35 27 5 35 27 5
Week 3 35 30 5 35 30 6
Week 4 34 29 6 34 29 5
Week 5 32 33 8 32 33 6
Week 6 37 38 9 37 38 9
Week 7 39 38 10 39 38 9
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Figure I: Students 5 and 10 Progress Monitoring Data Chart
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Look at the progress monitoring graphs above. Which student(s) need more
intensive intervention? Why?

After analyzingthé (0 dzZRSy 1 Qa LINPINB A& Y2y Ald2NA
5, and 10 are responding well to the intervention; however, Student 3 is not m4
I RSljdzr 6S LINPINBaa G2 NRa GKSANI 321
data falls below the goalie, while the other three students are trending at or

above their goal lines, resulting in Student 3 requiring more intensive intervent

Monitoring and Intensification

Referring back to the-R Reading Assessment Protocol, the next step msdaoitor and intensify the
intervention as needed (step 5). When students respond positively to intervention, as in the cases of
students 6, 5, and 10, a decision should be mayla teamas to whether or not intervention is still
necessarylf the team analyzes student data and ultimately decides that intervention is still necessary,

0KSy Al

aK2dzZ R O2y(iAydzS SAGKSNI & A& 2N I &

intervention is no longer warranted and that the gap h&en closed, thn the student in question
should have their intervention faded awahile continuingto be monitored in theTier 1 setting to
ensure that they maintain their progress. In this case study, Students 6, 5, and 10 successfully closed the
gap and had their intervention faded; however, they should still be closely watched to ensure that their

progress remains steady.
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Student 3 did not respond to the intervention, so their intervention needs to be intensified. As
mentioned earlier in this chapter and @hapter 5there are many ways to intensify interventions:

dosage alignment attention to transfer comprehensivenesandbehavior among others. The decision

to intensify intervention should be made based on student data and observation. The specialist working
with Student 3 noted in their log that the student frequently socializes with other students in the group
and that the sociization with peers takes priority over the curriculum. Additionally, it is noted that

when the other students are not present, Student 3 tends to be more focused and more engaged. While
the other students are making adequate progress, Student 3 isandtthe specialist believes that it is
partiallydue to the social environment in which they are currently receiving intervention.

For interventionintensification the decision is made by the team to decrease the current group size for
Student 3. The student is moved into a group of only three students rather than five. Based 68 the K
Reading Protocol, data collection continues with the intensified interveniiable ® and Figure 17

outline another 7 points of data collection.

Table @: Student 3 Data After Intensification

Student 3
Phoneme Nonsense WordFluency
Segmentation Fluency
Correct Letter Sounds | Whole Words Read
(CLS) (WWR)
Week 8 5 10 0
Week 9 10 11 1
Week 10 15 12 2
Week 11 18 15 2
Week 12 20 18 1
Week 13 25 16 2
Week 14 35 19 2
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Figure B: Student 3 after intensification

Student 3 Nonsense Word Fluency/\Whole Words Read (WWWR) with
Intervention Modifications
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Small grou
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Looking aFHgure 18, data shows that Student 3, while making progress, is not making adequate enough
progress to reach their goal. Since Student 3 is still not on
The K-2 Reading Assessment track to meet their goal, intervention will need to go
Protocol is a cycle that does through the intensification process a second time.
Remember, the 8 Reading Assessment Protocol is a cycle
that does not end until studestreach their goal. In this
their goal. case, the team decided to provide shorter, more frequent
sessions.

not end until students reach

It is not uncommon for students to go through multiple cycles of progress monitoring and changes to

their plan in order to find the combination that works best. Interventions should be highly individualized

YR Ffglkea oFaSR Ay NBathiebegularypiogisRsSnouitorar@ adapt S Y 4 A
GKS LX Iy oFaSR 2y GKS aGdRSyiQa ySSRaod 9@Syidz ffte
intervention andwill be successfuh the Tier | classroolimdependently When a student is not making

adequate progress, the focus should be on intensifying the support they receive.

[ SG Q& w

Are you currently implementing each step of theXReading Assessment
Protocol? What areas do you think need to be more developed in your school
district?
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From Assessment to Intervention in 3+tRth Grade

For students in the older grades to be successful readers, they must be able to adequately decode
words, attend to vocabulary, draw on background knowledge, and comprehend various text
structures?>2253|f an older student is struggling, it is imperative to identify the skill deficit in order to
provide the correct intervention. An effective assessment plan, such asieReading Assessment
Protocol seen ifigure 19, is crucial in order to provide intervention for older students. While districts
and schools may use different screeners and progress monitoring assessments, the following
information can serve as a guide for educators to interpret their data effectively.

As outlined in Figuredl the 312 Reading Assessment Protocuotlineseach step of identifying
students at risk of reading failure, implementing interventions, monitoring student progress, and
adjusting interventions as needed to ensure student success.

Figure B: 3-12 Reading Assessment Protocol

BENCHMARK
Identify students

performing below
benchmark

ORF MONITOR

Administer ORF on Make changes or

grade level to continue with the
cross check current plan

DIAGNOSTIC

Determine
individual needs

PROGRESS
MONITOR

Determine if
instructionis
working

3-12

®
-,
Reading Assessment Protocol ‘

Benchmark Assessment

Abenchmark assessmeist the first step in the A2 Reading Assessment Protocol (Figure 18). While a
benchmark assessment, typically githree times ayear, will
allow educators to see if a student is struggling with overall While a benchmark assessment,
|i'[el’acy Skl” development, |t doeS not pinpoint SpeCifiC Sk|" typma”v given 3xa year, will allow
deficit areas. At the beginning of each school year, educatory  educators to see if a student is
and support staff should review initial data to iddptstudents struggling with overall literacy skill
who are falling below benchmark. If a student does fall below| development, it does not pinpoint
benchmark, additional historical data sources including past specific skill deficit areas.
benchmark assessment scores, progress monitoring, etc. sh
be consited for confirmation. It is important to consult historical data to truly determine whether or
not a student may be at risk for reading failure; decisions should not be made regarding intervention

252 Bjancarosa & Snow, 2006, Reading Next
2533now, 2006, Reading for Understanding Toward an R&D Program in Reading Comprehension
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using a single data point alone. Additionaitys important to note that if the majority of students in a
Oftlraa Flrff ao0St2¢ O0SYOKYIFIN)]£¢ZX GKSYy GKSNXB A& fA1St

Table30 below is an example of benchmark assessment results from a 4th grade class. This sample data
will act as the starting point for the case study that follows.

Table30: Student Beginning of the Year Benchmark Assessment Composite Scores

Student Grade BOY Composite
Score
1 4th 3rd percentile
2 4th 10th percentile
3 4th 75th percentile
4 4th 60th percentile
5 4th 25th percentile
6 4th 70th percentile
7 4th 22nd percentile
8 4th 55th percentile
9 4th 80th percentile
10 4th 2nd percentile
Stop and Think Which students should be pulled for further assessment?

When analyzing the above beginning of the year benchmark data (3@pli is
apparent that students 1, 2, and 10 are performing well below benchmark, whi
students 5 and 7 are performing slightly below benchmark. Rather than using {
benchmark data alone, the teacher would then look into benchmark data from
previous school year and other historical data to confirm or deny if thene fact,
an issue. If the answer is yes, then a -oniaute grade level ORF probe should beg
given.

Oral Reading Fluency

Once it can be concluded that the student is potentially at tis& second step of the-32 Reading

Assessment Protocol is to administer a enmute Oral Reading Fluency (QRFobe at grade level to

serve as a quick assessment to confirm or rule out wevel reading issues like dyslexia. This probe is

I RYAYAAGSNBR (G2 Fff addRSyda ARSYGATASR +a aoStz2g
historical data.
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An ORF probe can also provide insight regarding the type of support that a student needs. If students
perform at benchmark on a grade level ORF probe, language comprehension support such as working
with vocabulary, syntax, and reading comprehension shbaldonsidered. If a student does not

perform at benchmark on their ORF probe, tHarther data should be collected through a diagnostic
assessment to aid in determining next stebgure20 below provides an overview of this process.

Figure20: Assessment Flowchart

No intervention needed.
Consider enrichment.

Benchmark or Screening
Assessment

Grade Level Oral M Consider support
Reading Fluency RS L) in language

. comprehension

Scores below [ benchmark

Comple_tg Woyd . 'E: Consider fluency
Recognition Diagnostic = intervention
scoroaon
banchmark

Scores below [ benchmark

Once placed in intervention, monitor
progress closely to determine any
needed changes to grouping or
instructional focus.

Word Recognition
Intervention

When analyzing ORF data, many assessment systems provide their own natimngiwhich should be

used when available. If systespecific normsre notprovided, the Hasbrouck & Tindal (2017) norms

are a reliable alternative to guide instruction. When analyzing gtadel ORF data, it is important to

look not only atwords correct per minute (WCPM), but also the accuracy percentage. This allows the
educator to understand the percent of words read accurately, which leads to a better understanding
regarding the potential of an issue at the word reading level. Ideally, the accuracy peyeesiauld fall

between 9397% to ensure that comprehensionnist adversely affected It is also essential to

consider ORF norms when evaluating ORF WCPM scores, as these norms vary by grade level and time of
year in which the assessment is given. See Hasbrouck & Tindal Oral Reading Fluency Norms (2017), Table
31.

Table 31: & Grade ORF Norms

Percentile | Fall WCPM
4th Grade Fall 90 168
ORF Norms
(Hasbrouck & | 75 125
Tindal, 2017)
50 94
25 75
10 60

2%4Burns, et. al., 2015, Accuracy of Student Performance
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Since students 1, 2, 10, 5, and 7 scored below benchmark on the beginning of the year benchmark
assessment and their historic data suggested that theyagrisk, they were each administered a grade
level ORF prob&able 2 lists their accuracy, words correct per minute, and their percentile.

Table 2: ORMBenchmark onGrade Level (4thGrade)

Student | ORF Accuracy 9 ORF WCPM [ ORF Norm
Percentile

1 60% 13 <1@h percentile

2 90% 95 >5th percentile

10 64% 20 <1Gh percentile

5 70% 100 >50" percentile

7 99% 130 75" percentile

Stop and Think| What does the ORF data reveal about the students who were flagged during t
benchmarkassessment?
As seen in Table 32, Student 1 read 13 words correct per minute (WCPM) whil
according to the 4th grade Hasbrouck & Tindal ORF norms, would be below th
benchmark. This would suggest the need for additional assessment through a
diagnostic word recognitioassessment. Student 2 is reading 95 WGRM 90%
accuracy, which would place them at about thesgdercentile. For students in
grades 2neBth, a score that falls within 10 words above or below the 50th
percentile on Oral Reading Fluency (ORF) assessstenifd be interpreted as the
normal and expected rang& Even though Student 2 scored in a manner that
would suggest they may not necessarily need intervention, it is important to log
the whole picture rather than a single piecedsaita; the combination of
benchmarking data, ORF data, and teacher observation and capacity led to th
being pulled for further assessmetit.Student 10 is reading 20 WCPM which is
below the 10th percentile, while student 5 is reading 100 WCPM around the 5(
percentile. Finally, student 7 is reading 130 WCRNch puts them around the
75%percentile Based on this ORF data, the only student who would not neces
need a word recognition diagnostic assessment would be student 7 because b
on their ORF assessment, they are within the p&¥tentile For this student,
fluency or language comprehension support would be considered. Any studen
scoring around or belowhe 50th percentile on their ORF assessment should be
administered a word recognition diagnostic assessment to pinpoint the specifig
deficit.

255Hasbrouck & Tindal, 2011, Oral Reading Fluency Norms
256 Hasbrouck & Tindal, 2006, Oral Reading Fluency Norms
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Diagnostic Assessments

After administering necessary ORF probes, the next part of {2 Beading Assessment Protocol is to
give individual diagnostic assessments to those who demonstrated deficiencies on their ORF
assessment. A diagnostic assessment will help an educatompoipt specific deficit areas to target
intervention instruction. Through the use of diagnostic assessments, an educator will be able to identify
if a student has a wortkvel reading problem, and specifically which soggthbol correspondences are

not magered. When analyzing diagnostic data, it is important to determine both student strengths and
deficits. This information will allow the educator to know exactly what concepisrget for instruction

during intervention.

Students 1, 2, 10, and 5 were all pulled for a diagnostic assessment based on their benchmark, historic
data, and ORF probe; both students who scored slightly below benchmark or significantly below
benchmark were pulled for a diagnostic assessment. Wheneaygacity allows, comprehensive data on
students who are performing below benchmark need to be collected. Table 33 outlines the diagnostic
results for each of the studentssessed

Table 33: Student Diagnostic Data

Student 1 Student 2 Student 10 Student 5
Total Letter 74/83 80/83 70/83 81/83
Names and
Sounds
Short Vowels in | 13/15 15/15 12/15 13/15
CVC Words
Consonant Blendd 13/15 15/15 10/15 13/15
with Short Vowels
ShortVowels, 10/15 14/15 5/15 12/15
Digraphs, andtch
Trigraph
R Controlled 8/15 15/15 11/15
Vowels
LongVowel 15/15 11/15
Fellings
Variant Vowels 12/15 10/15
Low Frequency 12/15 12/15
Vowel &
Gonsonant
Fellings
Multisyllabic 10/24 19/24
Words
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Stop and Think| What does the diagnostic data tell us about the word recognitiskills of each
student?

Students 1, 2, and 10 performed below benchmark on the benchmark assessn
however, when looking at their wortecognition diagnostic data, you will see thg
both Sudents 1 and 10 have significant welelel reading difficulties, while
Sudent 2 seems to struggle more with more advanced phonics concepts and
Sudent 5 seems to have some foundational gaps such as short vowel sounds
could be impacting their ability to read words with more advanced phonics
concepts including multisyllabic words.

Using the information from the diagnostic word recognition assessnietl¢ 33)
allows educators and interventionists to identify where they need to begin
instruction with their students. If students do not know specific seagithbol
correspondences, then instruction should start there with word reading and
spelling.

High School

The assessment protocol for students ti® looks similar; however, if no benchmark assessment is in
place for students in high school, educators will want to begiadministering a fluency assessment

with grade level classroom materials suchzaaded Passagés identify if students can read and
comprehend grade level text. If a student is performing below the target range, which is typically around
150-160 words per minute, then educators would administer diagnostic(s) assessments to those
students to pinpoihinstructional need$*’2°¢ Research indicates that seconddeyel students who are
performing substantially below grade level are not likely to meet grade level standards unless they have
highly intensive interventiof®

Stop and Think| Where should instruction begin for students 1, 2, 10, and 5?

Once diagnostic assessments are completed for students performing below
benchmark, group students based on skills for intervention. For example, Stud
1 and 10 could be grouped together based on their need for intense word
recognition supportbeginning with letter sounds and cvc words, wigiledents 2
and 5 could be grouped together to work on more advanced phonics concepts

y

Intervention

For students with word recognition difficulties in grade$2 thislesson plan templatean be used to

guide instruction. For educators or interventionists working with older students, identifying specific skill
deficits ismperative If a 5th grader still struggles with sousgmbol correspondences or wotevel

reading, the intervention must be precisely targeted to address those gaps. At the same time, it is vital
to tailor instruction to the whole child, taking into account thiiterests, motivations, and personal
preferences. For older students, educators should incorporate multisyllabic word work, cepiecitic
texts, and sociaémotional elements into the instruction while also considering accommodations that
enalle them to function effectively in general education classes.

25"Hasbrouck, 2024, Is She on Level?
28 Rasinski, et. al., 2022, Oral Reading Fluency of College Graduates
259 Honig, Diamond, & Gutlohn, 2013, Teaching Reading Sourcebook
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https://literacy.kent.edu/ohioliteracyalliance/fluency/fluency.htm
https://drive.google.com/file/d/1OsPuK_r8es_zeKJerE8UyCxuRlmqt6O8/view?usp=sharing

Older students often need more intensive interventions to make progress. Just as a 3rd grader might
struggle with reading and spelling CVC
words, middle and high school students ca Regardless of grade level or expected

face similar challenges. Regardless of gra| competencies, educators must identify
level or expected competencies, educatory gnd address the foundational deficits

must identify and address the foundational to cl the | .

deficits to close the learning gap. @l RIS R,

Foundational Skills

While foundational skills like lettesound knowledge and basic decoding and encoding are typically
taught in the early elementary years, these skills should still be addressed with older students, including
those in secondary grades who have gaps in thedterstanding and applicatioi$® First and foremost,
based on assessment data, those providing intervention will need to explicitly teachdettad
correspondence®! This includes lettesound review, blending practice, reading and writing words,
introducing a new concept, and reading a connected t&¥loreover,spelling instruction should be
embedded throughout the intervention lessowhile teaching soundktter correspondences, have
students actively engage by encoding, or spellimgrds that utilize the specific sourddtter
relationships that are being explicitly taught. This practice can encompass both monosyllabic and
multisyllabic words, reinforcing i dzR Snddiistatling and retentioff3

Multisyllabic Word Reading

Multisyllabic words can be daunting. It is essential for teachers to offer targeted interventions in
multisyllabic word readingincestudents encounter over 200,000 multisyllabic words, many of which
are key for understanding the meaning of the té¥tTeach studenta systematic routindor decoding
these words. Throughffix learning, students can break down complex words into manageable
segments.

Fluency Building

Boosting reading fluency is a key component in becoming a skilled réadée educator must

incorporate purposeful fluenepuilding activities into reading intervention lessons. This can include
repeated readings of the same textNS | R S NP Thiédé Exerdis8Ngill support students in

reading more smoothly, expressively, and with greater comprehension. Moreover, reading accuracy and
automaticity are essential for developing fluent readers. Dedicate ample time to activities that allow
students topractice reading. Utilize a wide variety of engaging exercisesasapdrtner readingecho

reading choral readingor assisted cloze readin@his will build their accuracy, automaticity, and
confidence Furthermore, achers should select texts that align with topics students are exploring in

their content area classes whenever possible.

ComprehensiofBuilding Practices

260Toste, et al., 2023, The Next Generation of Quality Indicators

261 National Center for Education Evaluation, 2022, Providing Reading Interventions

262Toste, et al., 2023, The Next Generation of Quality Indicators

263National Center for Education Evaluation, 2022, Providing Reading Interventions

264Toste, et al., 2023, The Next Generation of Quality Indicators

265National Reading Panel, Teaching Children to Read

266 Mastrothanasis, et. al., 2023, A Systematic Review and sletdysiof wSI RSNEQ ¢ KSI i NB
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https://drive.google.com/file/d/1FDVHU7BnlX97wB3jRzeayHRR-fYOZ3U3/view?usp=sharing

Integrate comprehensiobuilding practiceso studentscanmake sense of text effectively. Emphasize
the importance of vocabulary through explicit instructiand teaching morphology, background
knowledge, askingndanswering questions, and monitoring comprehension as students¥éad.

Writing

Written expression is a complex task that students often struggle with. When planning for writing
instruction, it should be tailored to the developmental stages and specific needs of stiftfdntsome
cases, even as students get older they may need to focus on foundational skills such as transcription,
spelling, sentence construction, or paragraph formation. Ensure that lessons are structured and
interactive, requiring students to write daif§® Instruction might also focus on organizing ideas, using
evidence, and refining voice as students become more confident with foundational skills.

What Now?

Thoughdistricts are expectetb have an established, researblased intervention program, there are
also several evidendgased practices that can be used as a supplement to what is already in place.
Listed below are examples of instructalistrategies that can be incorporated into intervention to
ensure students are given meaningful practice opportunjtiegping them to move from the acquisition
phase of learning to generalization.

Table 34: 312 Teaching Tips for Students Who Struggle with Word Recognition

Instructional Strategy Targeted Support in: Printable + Video Explainer
Visual Drills Word Recognition Printable
1 SoundSymbol Video Explainer
Correspondence
1 Phonics
1 Letter-Sound Fluency
Elkonin Boxes Word Recognition Printable
Phonological Awareness Video Explainer
Writing
1 Phonemic Awareness
1 Decoding
1 Encoding
1 Handwriting
Spelling Dictation Procedure | Word Recognition Printable
Phonological Awareness Video Explainer
Writing
f Phonemic Awareness
1 Decoding
1 Encoding

1 Handwriting

Auditory Drills Word Recognition Printable

%70 gL yaz2ys Sid i odx wamtI 9YKEYyOAy3d | R2t3a0SydaQ /2 YLINB

268 Gillespie, Rouse & Gomez, 2022, Writing Interventions for Students with Learning Disabilities
269 Graham & Harris, 2018, EviderBased Writing Practices
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https://drive.google.com/file/d/1oHIJ5KO-BXRNsrfLBNRhlLYtn7kU4cpz/view?usp=sharing
https://youtu.be/CNpof6JejIg
https://drive.google.com/file/d/1vRKcaEMeDGwKGrz87vYl6yvGeZJ8iV_v/view?usp=sharing
https://youtu.be/EefNmkPS810
https://drive.google.com/file/d/1Lu2ecZLLfuikpR6eesM1EXEEBSzdrocg/view?usp=sharing
https://youtu.be/IF2IpELv3_U
https://drive.google.com/file/d/1evysK8FMteTkPt6VWZ141QFqd2IYBuAS/view?usp=sharing

Phonological Awareness
Writing
1 SoundSymbol

Correspondence
1 Phonics
1 Encoding

Video Explainer

Word Chaining

Word Recoghnition
Phonological Awareness
Writing

1 Phonemic Awareness
1 Letter Knowledge

1 Phonics

1 Encoding

Printable
Video Explainer

Spelling Dictation Procedure

Phonological Awareness
Word Recoghnition

Printable
Video Explainer

Rapid Word Recognition Chal
Generator

Writing

1 Phonemic Awareness
1 Decoding

1 Encoding

1 Handwriting

T Writing

Word Recognition
Fluency

1 Letter Knowledge

1 Phonics

Printable
Video Explainer

Multisyllabic Word Decoding
Procedure

Word Recoghnition
T Letter Knowledge

Printable
Video Explainer

CoverCopyCompare

Word Recognition
1 Decoding

1 Encoding

T Irregular Words

Printable
Video Explainer

Repeated Reading

Fluency

1 Accuracy

1 Automaticity
1 Prosody

Printable
Video Explainer

Morpheme Building

Word Recognition Vocabulary
1 Morphology

Printable
Video Explainer

Note There are several additional resources that can be used tefiitttncebasedpractices including, but not limited to

Reading Rockets, Reading Universe, AdLit, and Florida Center for Reading Research.

Stop and Think] What type of progressnonitoring should be done for each of the students?
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https://youtu.be/7uio4uAvFd0
https://drive.google.com/file/d/1c5o3MEWqnMVTDkqjHx9n02U93Yf1GTCG/view?usp=sharing
https://youtu.be/Dp6l71PySlA
https://drive.google.com/file/d/1Lu2ecZLLfuikpR6eesM1EXEEBSzdrocg/view?usp=sharing
https://youtu.be/IF2IpELv3_U
https://drive.google.com/file/d/1yNea8f6UUcau3M9cygMHKzqc6k1VcrtQ/view?usp=sharing
https://youtu.be/3yQoGDK1OCk
https://drive.google.com/file/d/1FDVHU7BnlX97wB3jRzeayHRR-fYOZ3U3/view?usp=sharing
https://youtu.be/c2uK-Pi-IHc
https://drive.google.com/file/d/12wL5KgOPCeAmgaZXfyrgWUM6w92E3K8V/view?usp=sharing
https://youtu.be/gwOwz2diKpI
https://drive.google.com/file/d/1lZfV-osvghtcTttKyS2OTgVDHZB6BAAv/view?usp=sharing
https://youtu.be/LqWRsvZO0rU
https://drive.google.com/file/d/1c6ci8fV8ZowOkTObJCpR1cadOTKzKB14/view?usp=sharing
https://youtu.be/FP1_kC9-LVw

Students 1 and 10 would need to be assessed using a Survey Level Assessm
determine theinstructional levebf text in which the student is challenged, yet
capable of making progress when provided with sufficient instructivRor
example, Si dzR S y furveylew@IAssessment identified that text at the 2nd gra
instructional level was challenging yet could still be usedctuieve progress. This
was identified by starting ORF assessments at grade level and going back one
at a time until the instructional level was achieved. This is typically determined
the proportion of words read correctff! The program used for Oral Reading
Fluency (ORF) assessment may provide guidance on the appropriate percentg
words read correctly. If not, the highest grade level iexivhichthe student
demonstrates an accuracy of approximately®% is generally considered their
instructional level. This means the student is likely making no more than one e
for every ten words. Maintaining this level of accuracy serves as an idealfrangq
fostering reading growttt.”

Progress Monitoring

For any student receiving intervention, instructional progress must be monitored to ensure instruction is

making a positive impact. Generallyl@ data points should be collected to determine whether or not

an intervention is working. When implementinggpe N3 a a Y2y AG2NAy 3z AGQa SaaSy
Based Measure (CBM). Using a CBM is crucial due to its efficiency, alignment with grade level and/or
instructional level curriculum as appropriate, and overall usefulness in effective progress manitorin

Both general and special education teachers can and should use CBM data to assess the effectiveness of
intervention instruction. By regularly analyzing this data, the educator providing the intervention can

determine if and how the instruction needs be adjusted. CBMs monitor the effectiveness of an

intervention by consistently assessing the same skills over time, enabling educators to observe trends in

student learning and make necessary instructional adjustments.

For older students with word recognition deficits such as dyslexia, ORF (Oral Reading Fluency) or OPR
(Oral Passage Reading) should be utilized as a progress monitoring tool. ORF or OPR can serve as a proxy
for assessing key reading skills including thiéitalto decode at the word levef2When progress

monitoring, the educator may need to assess previous levels of ORF materials to determine the ideal
starting point for monitoring. This is typically done through the Subeyel Assessment (SLA) process.

Older students who lack foundationskills will require targeted instruction in those areas, along with

progress monitoring using materials that are below their current grade level.

When students are progress monitored with material that is too challenging, their growth may not be
immediately apparent, leading to the mistaken belief that the intervention is ineffective. For older
students with word recognition deficits, using graldeel materials for progress monitoring often fails

to capture improvements because the assessment is not sensitive enough to reflect gains in
foundational skills. This gap between what is taught and what is measured highlights the importance of
utilizing Suvey Level Assessment to identify the appropriate progress monitoring level.

The educator providing the intervention needs to analyze the student progress monitoring data to
determine if the student is making adequate progress regularly. For students receiving intensive

219 Shapiro & Clemens, 2023, Academic Skills Problems
211 Shapiro & Clemens, 2023, Academic Skills Problems
272 hapiro & Clemens, 2023, Academic Skills Problems
23Hosp, Hosp, & Howell, 2016, The ABCs of CBM
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intervention, progress monitoring should be completaak time ger week in order to make informed
decisions about whether the intervention is working or needs to be intensified. For exampédalén35,
there arel0 data points across a 4@eek time span.

Anaimlineprovides a visual target for the rate of progress the student needs to make to meet the goal

RN} gy FTNRBY (GKS addzRSyidQa
recent benchmark assessment score) to the goal. Prognesétoring scores can then be plotted over

time and examined to determine whether the student is making adequate progress in comparison to the

2y GAYS® ¢KS

aimline.

Table 35: ORF Progress Monitoring

FAYEAYS A&

Oral Reading Fluency Progress Monitoring Data

Student 1 Student 10
3rd Grade Instructional Level 2nd Grade Instructional Level

September 3 50 12
September 10 50 12
September 17 48 10
September 24 51 10
October 1 55 11
October 8 53 9

October 15 56 9

October 22 58 11
October 29 54 10
November 5 59 10
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Figure 2. Student ORIProgress

Student 1 Oral Reading Fluency SLA, 3rd grade Instructional Level
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Student 10 Oral Reading Fluency SLA, 2nd grade Instructional Level

= Goal @ Studenii0
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75

50
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25
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Stop and Think| Look at the progress monitoring graphs above. Which student(s) need more
intensive intervention? Why?

From the above data, it is apparent that Student 1 is making adequate progreg
is on track to meet their goal, while Student 10 is not. Referring baElgtae 20
because Student 10 is not making adequate progress, the educator that is pro
the intervention needs to make adjustments.

Monitoring and Intensification

It is necessary to monitor progress as students are receiving intervention to determine if the
intervention in place is working. As outlined in the datsed decisioimaking process, there are
several avenues one can take in order to intensify the intetiea. These avenues include dosage,
alignment, attention to transfer, comprehensiveness, and behavior, among others.

In the case study provided, the educator working with Student 10 noted that there are several behavior
concerns including defiance. For intervention intensification, the decision is made to provide Student 10
with a behavior incentiveBased orthe 3-12 Reading Protocol, data collection continues with the
intensified intervention. The educator providing the intervention continues to progress manr

time per week. Table 36 outlines another 7 points of data collection.
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Table 36: Student 10 ORF Data wthangedintervention with BehaviorIncentive

Student 10 Oral Reading Fluency Dat@hanged Intervention
2nd Graddnstructional Level
November 12 11
November 19 13
November 26 15
December 3 21
December 10 22
December 17 25
January 7 24
January 14 26

Figure 2: Student 10 ORF Progress

Student 10 Oral Reading Fluency SLA, 2nd grade Instructional Level, with Intervention

== Trendline @ Student10 Goal Trendline for Goal
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Stop and Think| Is the adjustment to the interventiorworking?

Looking at Figure2 the intensified intervention is working. Student 10 is
beginning to make progress and is on track to meet their goal.

4

While in this scenario the intervention just had to be intensified once, this is not always the case. It is

not uncommon for students to go through multiple cycles of progress monitoring and changes to their

plan in order to find the combination that workest. Interventions should be highly individualized and

always based in research. Studenf@lt@am will continue to regularly progress monitor and adapt the

LX Iy olFl&aSR 2y (GKS &a0dRSyiQa ySSRad Ll A&toAYLRNIIY
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older students, progress tends to be slower compared to younger students, especially when the learning
gap is significant. It is not uncommon for older students to require significant amouimtienfention;
therefore, one quarter or semester may not be enough.

[ SGQa

Are you currently implementing each step of ti&12 Reading Assessment
Protocol? What areas do you think need to be more developed in your school
district?

More on Middleand High School Students

For students who struggle to read, both those with dyslexia and those with other reading challenges, in
the older grades it is vital that they have foundational literacy skills. It is never too late to remediate
these skills for older students to learnttead. It is important, however, to consider the whole child,

their interests, understandings, and connections when intervening and remediating. While some
materials may be geared toward elementary (juvenile pictures, stories, etc.), it is important that
teachers use their discretion to determine if materials are age appropriate. Imdbékit, one can find
resources for teaching foundational skills to older students. Research indicates that seclevehry
students who are performing substantially below grade level are not likely to meet fgadkestandards
unless they have highly intensive interventigh.

Additionally, it is important that students who are struggling with reading receive intensive intervention
outside of content area classes, ideally with a highly trained professional. Intervention should be
provided in addition to general education readiwgiting instruction, not in place of, unless a student

has an IEP and the team has made a different determination for service delivery. Intervention can take
place during a study hall or flex period or possibly tier one or two instruction if flexibl@igpis

utilized.

Educators and interventionists should utilize assessment data to plan for instruction. If a secondary
student has a wordevel deficit, then this constitutes an intensive need; thus, intervention groups
should be small, no larger than four students, witie same focus in terms of skill development.

Several schools and districts across the United States have achieved significant success by implementing
interventions for middle and high school students through a range of innovative approdtdresare
some examples of innovative models
Creating a high school structured literacy course for English credit,
Training middle school reading teachers to provide elgsie interventions and small group
interventions during a flex period,
Middle schools providingier 3 intensive reading intervention with a trained dyslexia
interventionist, or
Supplemental services provided by or contracted by the s¢oohasvirtual dyslexia therapy.

274 Honig, Diamond, & Gutlohn, 2013, Teaching Reading Sourcebook
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Reader Behavior(s)

For students with dyslexia, motivation alone will not teach them to read. Older students are skilled at
masking reading difficulties. Oftentimes, one might see these students carry around multiple books from
GKS f A0NI NE 2NJ KS e duvng Sileniireadingtimej @uxh® dttieeharid,ysdine aldel | R €
students who struggle with reading might exhibit unwanted behaviors out of frustration or avoidance.
Consider the students who ask to go to the bathroom or joke and chat excessively with classmates
demonstrate generally distracting behaviors when it is time to read or write. When providing

intervention and/or remediation for older students, it is important to consider the following:

Create Trustaind Respect

Older struggling readers have experienced years of academic failure with the thought that they

would have been taught to learn to read by this point in time. Creating trust can look as simple

as providing explicit expectations for intervention, followihgaugh on what you ask and/or say

you will do, and simply by being honest and transparent with your students. Build in time to get

G2 1y26 SIFEOK 2F @2dzNJ addzRSyidao ! O1y2ef SRAIS (KS
Gt LT exé 2N adzyY2UA QI GSRdE

Acknowledge Their Feelingsd Provide Opportunities for Management

Older struggling readers are likely to have many feelgigelings of distrust, frustration,
sadness, and/or anger. It is important to validate their feelimgdalso to provide opportunities
to talk about their feelings and reinforce your commitment to helping them. If students are
feeling frustrated, allow them to get a drink of watend explicitly teach and practice deep
breathing, squeezing all the muscles in their hadgnnect with other service providers in your
building such as the social workeounselor, and/or school psychologist to collaborate.

Goal Set

Work with students to set shotterm goals with manageable steps. In this way, students are
aware of their goals and can track their progress over time. Once they experience success
through meeting a goal, regardless of how small, they will experiencese ¥
accomplishment which can help support their sedteem and motivation.

Table 37: Checklist for Implementing Intensive Intervention

Checklist to Develop a Plan for Implementing Intensive Intervention
(Adapted from Effective Instruction for Middle School Students with Reading Difficulties, 2012

Identify who will provide intensive intervention (reading teacher, special educatio
teacher, other wellqualified teacher).

Decide when, where, and how often the intensive intervention will be provided.

Identify and secure an evidenekased, explicit, systematic program(s) to be used
provide intervention.

Clarify the relationship of intensive intervention with Section 504 and special
education services.

Put in place a system for monitoring the progress of students in intensive
intervention between two and four times a month to help guide instruction.
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Establish criteria for entry and exit from intensive intervention.

Clarify how assessment data can be used to plan targeted instruction and make
adaptations to ensure students meeajradelevel benchmarks and/or objectives.

Establish a space and a place for problem solving and decision making related t
intensive intervention.

Provide time for collaboration among intervention teachers.

Ensure that intensive intervention teachers receive quality professional
development emphasizing scientific evidendmsed programs and practices in
teaching students with reading difficulties.

Provide ongoing support for intensive intervention teachers.

Providing Transition Services for Students with Dyslewagh IEPs and 504s

If a student with dyslexia receives services through an IEP in high school, then the school is required
yearly todevelop and evaluate a formal written plan for the transition from high school to the next
phase of their life The transition plan focuses on skills that will prepare the student for life after high
school]O2 Yy aARSNARAY I (KS &sdeanii&ygodsasuch esRibydank pabksecording (i
education, military servicestc.,and must be included in the first IEP in effbgtthe age of 14nda-

half in lllinois or earlier if determined appropriate by the IEP te#fA testing coordinator or case
manager should apply for and secure appropriate accommodations (if needed) foighrstakes
testingthat occurs while the student is still in high school. Documentatimiuding a description of the
a0dzRSyiQa RAA&AIOAfAGRTIZ NBFRAY3 FyR gNARGwibE alAftax
needed.

If an individual is planning to move to a pasicondary educational setting, they may be able to access
a2YS | O02YY2RIGA2ya UGKNRdAAK GKS AltholghihgiliERDASR4Y Q& RA &
plan does not follow a student into the new institution, these plans can be used to document the
disability and need for services and to discuss which accommodations may be suitable in a higher
education settingNot all accommodations that were provided in high school may be suitable for post
secondary ducation, and these institutions are only required to provide services which are deemed
necessary to ensure the student is not discriminated against based on their disataitiitionally,
considerations must be made to ensure accommodations do not compromise the overall quality and
rigor of the postsecondary education prograrBecondary educators can support students and families
in these transitions by facilitating an initial contact with that institution or providing families with the
contact informaton and some simple steps for initiating the process.

Administrators, educators, and service professiosaiguldprepare these students to advocate for
themselves and reach out to disability services or other related agencies directly, such as the
Department of Rehabilitation Servicdsis important that students understand their reading and
writing skills and challenges #uat they are able to work with school professionals to determine
appropriate accommodation$§pecifically in higher education, this process must be initiated by the

275105 ILCS 5/18.03(a5)
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individual seeking services, and they must be willing to regularly communicate with and reach out to the
disability service providers to ensure their needs are being met.

Also, it is important to inform students and families that after high scHodlviduals are not required

to disclose that they have a disability or that they received services under an IEP or 50dfptaming
them that this information will not be reported to posecondary institutions or employers by the

district is essentiabut so is acknowledging that it can be beneficial for this information to be disclosed
by the individual so that the institution or workplace can better understand and supipent.
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Bridge to Practice

Chapter 7 acts as a guide for transition from assessment to targeted intervention for students at risk of
dyslexia or other reading disabilities. It is important that schools across all settings consider
implementing the practices outlined in this chaptéise one of the following workbooks as a resource

to guide your own district through the process of moving through assessment to intervention.
Assessment to Intervention-X

Assessment to Intervention-B2

Click for Sample Workbooks

Expanded Exploration: Linked Resources

Explore:TheReading Universeebsite for classroom examples
and materials. BYSLEKIA
Listen:To theMelissa and Lori Love Litera@gdcast to hear from
experts translating research to practice. TnulKIT
Read:The Ten Maxims by Reid Lytorknow what the research
says about how children learn to read.

Discussion Questions

1.

2.

3.

What are the stages of the instructional hierarchy and how do they guide the progression of
literacy instruction for students with dyslexia?

What are the keylifferences between assessment for students i#'kKgrade versus those in
34-12" grade? Why are these differences significant?

How can educators, administrators, and related service professionals collaborate effectively to
implementdyslexia interventions, and what role does each stakeholder play in ensuring
successful outcomes?
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Looking Forward

The information found in this guide aims to improve the knowledge of educators, school leaders,
families, caregivers, and students about dyslexia; however, it is important to understand that
information regarding dyslexia is constantly evolving. As agoeie are in aontinualstate of learning
and growing, and our understanding of dyslexia, like many areas of education, will also continue to
grow. In the past decade, advances in science and education have provided us with new insights into
dyslexia. Alecade from now, we will know even more, and with each new discovery, we will be able to
offer better support to students with dyslexia.

This handbook is meant to be a living document that will be regularly revised as new research, best
practices, and legislation emerge. It will be updated periodically to ensure that it remains a helpful and
accurate resource for everyone who interacts wstodents with dyslexia.

By staying informedf the latest research, we can reduce the uncertainty around dyslexia and provide
better support for those who are affected by it. Our goal is to empower educators, families, and
students with the knowledge and tools they need. Together, we can make a ngéalrdifference in the
lives of individuals with dyslexia, ensuring they have the opportunity to succeed academically and
beyond.
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Bridge to Practice; Scenarios with Answers

Chapter 1: Background

ScenarioA new student just transferred to the school where you work and was put into your cla
From day one, you can tell that she is an exceptionally hard worker, but you also notice that sh
been struggling to keep up with the rest of the class, espgdialieading. When you check in on he
she tells you that she has dyslexia. You look in her file and see nothing documented regarding
dyslexia diagnosis, so you call her parents to try and figure out what is going on. They tell you t
does have alyslexia diagnosis and that they have paperwork. The next morning, they bring the
paperwork into school and ask if there is anything that can be done to help their daughter. Wha|
your response”?

Possible Responsén this situation, you should explain to the parents that since dyslexia may be
considered a specific learning disability according to sechaséd federal and state disability criterig
and since districts are required to seek/identify children and astmats who may have disabilities,
that there are several things that can be done for their daughter. The school should carefully co
whether or not this child with dyslexia meets the criteria for special education services by initiat
the evaluationprocess; this process can be requested by the family or by school professionals.
the evaluation is complete, a team should convene to discuss the data collected from the evalu
to determine if the student qualifies for an IEP under the categb§pecific Learning Disability. Ev
AT GKS addzRSydG R2Sa y20 ljdad tAFTe F2NI Iy L9t
impairment that substantially limits hgrso a 504Plan should be implemented to ensure that she i
provided with the easonable accommodations that she needs. In addition to potential IEP and 5
services, the student should also have access to tiered services within the classroom setting to
that her needs are being met.
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Chapter 2: Understanding Dyslexia

ScenarioA coworker comes to you upset because she is stressed about her teenage son. He h
been struggling in school for years with how much time he has to spend on reading assignmen
spelling, and reading out loud, among other things. She always thoughi¢hags just being lazy
FYR RARY QU Sye22é& NBIFIRAYy3IAI odzi G K Ssbolvinditeain fsig
had him evaluated to determine the need for special education services. The school psycholog
comprehensive assessmeand data showed that her son exhibits characteristics consistent with
dyslexia. She shares with you that she is afraid of what will happen to her son in the future bec
she has been told so many things about dyslexia. When you prompt her for momaation, she
tells you that she has heard that only people who have low intelligence have dyslexia, that it is
adzLJISNJ NI NB O2yRAGA2YZ YyR GKIG KS gAtft yS@
her?

Possible Respons&eep in mind that the coworker who you are speaking with is not necessarily
upset about her son showing signs of dyslexia, but rather how it is going to impact his future. T
course of action is to be honest with her and help her to distinguishffat fiction. Explain to her
that dyslexia is quite common. Also share with her that although her son has been struggling fo
years, there are still supports that can be put in place, even as a teenager, to help him cope wit
dyslexia and achieve acamhic success; dyslexia has nothing to do with intelligence and vice verg
You can also talk to her about how there are tons of people who have gone on to become succ
in life despite their dyslexia diagnosis, and even point out that though her saggits, he has made
it this far and he has never given up. In addition, it would be beneficial to discuss ways that she|
KSf LI KSNJ 42y FTR@201F0S FT2N KAYaStfTo {AyOS K
g2 NI Ré &22Yy I iskoyhéthing that he B&ding ® Baved to live with every day. By helpi
him to understand his dyslexia and advocate for himself, your coworker will be guiding him tow:
more selfsufficient life.
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Chapter 3: How Readindappens

ScenarioThere has been some recent debate at a probistving team meeting that you are on

regardingamiddld OK22f &0 dzRSydQa NBIFRAYy3I RSTFAOAG |
a deficit with decoding texts because they spend so much time trying to read individual words ti
the time they finish a passage, they have forgotten what they just.remdddition, when the studen
reads out loud, there is an apparent disconnect between what the student says compared to th
actual words on the pag€®ne person on the team thinks that it is just a reading comprehension
LINPOotSY 6SOlFdzaS aiKS aitdzZRSyd akKz2dzZ R KIF @S f

can you help the team work through this disagreement?

Possible Responsén this situation, it is important to acknowledge that there is likely a deficit in
both. Based on the Simple View of Reading, reading comprehension is a product of decoding t¢
comprehension of language. In this case, the student has very low agcalilities which is bound
to directly impact their comprehension. Think of it mathematically. Ideally, we would like studen
2LISNIGS G F mn 2dzi 2F mn AYy 023K RSO2RAy3
is onlya 1 out of 10, then even with a score of 10 out of 10 on comprehension of language, the
a0dzRSy i Qa NBFRAYy3a O2YLINBKSyaiaAzy Aa 2yte I
many skills that contribute to both word recognition and languagegrehension as illustrated by

{ OF ND 2 NP d&hsefeistudedt hi @ primary deficit in word recognition, this means that h
will likely need support in phonological awareness, word recognition, and sight recognition.
Additionally, sincehis studenthas been unable to access the text, this leads to overall reduced
reading experience, which leads to secondary consequences in reading comprehension. The s
will also need scaffolded support in language comprehension as well. It is also imporéasute
that everyone realizes that reading deficits can happen at any grade level and that it is importar
y20 FaadzyS ye2ySQa FToAfAGASaAD
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Chapter 4: For CareqivecsSupporting Children and Adolescents with Dysle»

ScenarioWhen your child was in first grade, the school contacted you concerned that your chilg
demonstrating characteristics of dyslexia. Initially, you were nervous, but you worked with them
through the steps of problem solving and educated yoursethash as possible about the learning
disorder. The team agreed to implement interventions as well as give additional time for direct
instruction; they even intensified interventions when they were not working, but nothing seemed
stick. Ultimatdy, after interventions were implemented and data was collected, your child was
evaluated for special education services and was found eligible under the category of Specific
Learning Disability in basic reading and reading comprehension. Your childovakegrwith
specialized instruction in reading, and things really seemed to be going well. Fast forw#rgram6.
You have noticed lately that your child has been struggling with friends andaelf; they report
that they feel dumb, and they do netant to go to school anymore. How can you help them?

Possible Responseélnfortunately, it is normal for children and adolescents who are diagnosed w
dyslexia to face mental health challenges and look to their parents and caregivers for guidance
educated on dyslexia has already given you a head start in this sceswrise it to your advantage

and talk to your child about their dyslexia. Explain what it is and that they did not do anything w
their brain just works differently. Also, help your child to find their strengths and celebrate their

successes. Helpiragchild understand their needs and find their own voice early on will help them
take control of their challenges and manage more effectively well into their adult years. Lastly, ¢
KSaAGFraGS G2 NBIFOK 2dzi G2 @& 2 dzNhndfovide guidancenOhiog
to help your child. These situations are difficult, and dyslexia can take a toll on your child, but if
can be their source of support and information, they will be better for it.
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Chapter 5: SchoaBased ldentification and Systems of Service Provision fq
Students with Dyslexia

ScenarioDuring the first few weeks of school, you give all of the students in your 1st grade
classroom a universal screener to determine if there are any students who have gaps in achiev
When looking at the results, you notice that the majority of studeatsexactly where you expect
them to be, but that there are 3 students who are performing below the benchmark in one or mq
areas. You dig further into the results and notice that one student in particular is demonstrating
deficits in noaword reading flency, phonological processing, and spelling. Can you logically con
that this student has dyslexia?

Possible Respons®&o. One assessment is not enough to determine whether or not a student ha
dyslexia. In this situation, more data should be collected on the student using additional assess
If the student is truly behind where they should be, early interventioreis Khey should go through
a tiered system of support to determine the level of services required in order for them to be
4dz00SaaFfdzZ Ay GKS OflFaaNR2Y® | f (A Yid-idtedverdion, o
they may need a range of supportsiih additional instruction time t@ngoingaccommodations to
special education services. In every case of providing students with additional stipjgornportant
to ensure that the interventions are individualized to address student need and that regular pro
monitoring is done to guide further educational decisions.
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Chapter 6: For Educators, Administrators, and Other School Personne
Supporting Students with Dyslexi®Research Findings

Scenariol & I ndK 3INIRS (GSIFOKSNE &2dz2Q0S 20aSNBS
reviewing their benchmark scores from the beginnafgyear assessment, you found that they
ranked between the 120th percentile nationally. Recognizing the ndedfurther evaluation, you
conducted diagnostic assessments with these students. The results revealed a common issue:
have deficits in word recognition, ranging from consoramivelconsonant (CVC) words, variant
vowels, and multisyllabic word¥ou have only ever taught 4th and 5th grade before, so are unsu
the instructional strategies to utilize with these students. You understand that these students re
targeted support in this area; however, you are unsure of what steps to take Wit do you do?

Possible Responstét is excellent that you are using assessment data and following up with diagr
assessments to identify skill deficits among struggling students. Following the identification of s
deficits, it would be best to group by those skill deficits. Famngple, if you notice that three student]
have deficits in word recognition with CVC words, and five other students have deficits in word
recognition with multisyllabic words, then you can group them accordingly. Once you have pote
groups of students to work with, you should provide targeted, evidemased interventions in the
deficit areas and continue to collect data. It is likely that several of the students will respond to {
additional support; however, if a student does notpesad, you may need to look at intensifying or
individualizing the support that the student is receiving.
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Chapter 7: For Educators, Administrators, and Other School Personne
Supporting Students with Dyslexiamplementation in Action

Chapter 7 acts as a guide for transition from assessment to targeted intervention for students a
of dyslexia or other reading disabilities. It is important that schools across all settings consider
implementing the practices outlined in this chaptelse one of the following workbooks as a resou
to guide your own district through the process of moving through assessment to intervention.
Assessment to Intervention-X

Assessment to Intervention-B2

Examples of the workbook filled out with content from the IL Dyslexia Handbook can be found H
Example Datg Assessment to Intervention-X
Example Datg Assessment to Intervention-B2
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