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“Teaching reading IS rocket science.”
– Louisa Moats –
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“But when it comes to the breaking down of previous binary ways of thinking
and teaching, this to me is the largest and most difficult problem, because it is
has been entrenched for almost half a century. The history of the debate over
reading methods is an interesting one; one of my teachers at the Harvard
Reading Lab, Jeanne Chall, wrote the book The Great Debate. She once told me
that she had amassed all the data available in the world at that time on the
subject and that it was totally clear that explicit instruction in decoding
principles was overwhelmingly better for most children. Nevertheless, she went
on to say, within five years the pendulum will swing back to whole language for
two reasons: first, because it has become something of a religion to people
instructed in it; and second, because there is always a regression to the
comfortable mean. The regression to the mean (i.e., how teachers were first
taught) is a particularly insidious and difficult problem, because so often
wonderfully well intentioned idealistic young teachers were taught by their
teachers in Schools of Education that to allow the child to be creative and to
love reading means that their task is to immerse the child in the beauties of
literature, rather than helping them learn how to read so that they can become
immersed. The result is that you have this very odd, even politically weighted,
axis: people have been taught that to adopt whole language methods is to be
imaginative, creative, and politically progressive; and that phonics methods
(using explicit instruction) are destructive to creativity and politically
reactionary. Indeed many whole language instructors assume that phonics is
synonymous with kill and drill and worksheets. The tragic result of this
unnatural dichotomy is that many young idealist teachers are in complete
ignorance about what explicit instruction really involves, which from my
standpoint is the teaching of the first parts of the reading brain circuit.”
– Interview with Maryanne Wolf –
LDA Bulletin (2016), Vol. 48, No. 3
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SECTION I: INTRODUCTION
Ensuring that all students can read and write to their full potential is a key objective for the
Andover Public Schools (APS) as it pursues a major initiative aimed at preventing reading
difficulties and addressing the needs of students with dyslexia and other language-based learning
disorders. With combined efforts of both the special education and general education teams, the
district is taking a proactive approach to teaching literacy with a three-pronged strategy:
● To provide general education and special education teachers with the training they need
for early detection of dyslexia and other language-based learning disorders.
● To provide general and special education teachers with proven and consistent teaching
methodologies for students who are diagnosed with dyslexia.
● To strengthen the district’s programs for students identified with language-based learning
disabilities.
Andover is one of the first public school systems in Massachusetts to dig deeply into the
intricacies of dyslexia. We are committed to mastering the nuances of this disorder, so that we
are able to provide effective instruction for the benefit of all students. The special education team
joined consultants from Landmark Outreach, Tufts Center for Language and Reading Research,
Harvard Medical School, HILL for Literacy, Commonwealth Learning, Learn to Read
Associates, Massachusetts General Hospital, Boston Children’s Hospital, and Assistive
Technology for Education to develop the APS framework for assessment and intervention.
The central goal of this literacy initiative is to develop programming that exemplifies the best
possible response to dyslexia. It is our hope that Andover will serve as a model for other districts
to follow in combating the problem of dyslexia and adopting effective literacy programs that
ensure success for all students.
The initiative represents system-wide cultural and structural change. Andover is adopting a dataanalytic approach to identification and remediation, as well as to core instruction. Data analysis
depends on new assessment tools for universal screening, progress monitoring, and diagnostic
evaluation. It also drives the process of matching readers to appropriate text using regular
evaluations of students’ reading levels and finding the right interventions for individual students.
The system unfolds under a framework of Response to Intervention, but the impact of special
and regular education teams combining their resources and expertise is the key driver of change.
Professional development is a central component of the work. The program administrators work
together to provide in-depth training courses for regular education teachers, as well as extensive
training in specific interventions and assessments for both special and regular education teachers
and specialists.
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SECTION II: WHAT IS READING?
TYPICAL READING DEVELOPMENT
Children move through distinct stages of reading that correspond with the development of a
reading network in the brain. These stages are hierarchical and
become more integrated as children build the architecture they
need to comprehend print (Chall, 1983; Shaywitz, 2003; Wolf,
2008). Because the stages are structurally and functionally
Steven Pinker:
distinct, they require different instructional approaches and a
different emphasis at each stage: (1) emerging pre-readers
“Children are wired
(kindergarten), (2) novice reader (first grade), (3) decoding
reader (second grade), and (4) fluent comprehending reader
for sound, but print
(third through fifth grade) (Orkin, 2017; Wolf, 2008).

is an optional

The long-standing “reading wars” between code-emphasis
accessory that must
approaches and whole-language approaches partially stem from
a lack of understanding of this developmental structure and the
be painstakingly
brain circuits that underlie it. In fact, no one is born with a
bolted on.”
reading brain. Reading is a relatively new invention; the act of
mapping speech sounds to symbols and connecting those maps
to meaning requires the recycling of multiple brain circuits that
originally evolved for other purposes. In order to read, our brains must repurpose neural circuits
for working memory, auditory, visual, motor, and language processes (Wolf, 2008; Dehaene,
2010).
Building the reading circuit starts with the visual perception of letters and the coding of those
letters as speech sounds. Then, as we connect speech sounds to make words and connect words
to make meaning, we begin to develop the rest of the circuit. The circuit becomes increasingly
integrated as children move through the stages. In short, the developmental stages are a reflection
of structural changes in the brain that occur when a person learns to read, as well as changes in
connectivity that occur through the repeated effort we exert in learning to read.
All aspects of reading are important. However, as children learn to read, the skills most salient to
their developmental stage should be emphasized. For example, structured phonemic awareness
and explicit phonics instruction are most salient in the beginning stages, when the brain is
building a region called the word form area (WFA). The word form area is a specific region
common to all cultures and languages, and it forms the critical first interface between speech
sounds and the symbols that represent them. Children who fail to move through this stage will
need focused assistance until they do so, or later stages will be compromised. Children with
dyslexia show a developmental lag in the processing of constituent speech sounds and how they
map to print because the word form area is underdeveloped.
The word form area is built on real estate that evolved for visual discrimination, specifically of
faces and objects. Letter formations, not coincidentally, share many of the common forms of
objects found in nature. It is this specific area that contains the preliminary architecture to adapt
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a new mechanism for coding speech visually—and that is just a small part of the reading
network.
The word form area only activates to letters you know, and as you learn them, the word form area
develops and the connection to speech sounds is reinforced. As we encounter print and map it to
sounds, an increasingly specialized hierarchical organization emerges as WFA neurons tune to
letters, then common bigrams (ordered letter pairs), and then morphemes. The brain processes
the letters individually, but in parallel. Thus, at more advanced stages, the time it takes to read a
word is independent of the number of letters, which gives us an illusion of whole-word reading.
In other words, there are no single neurons tuned to whole words.
That said, no one would or should argue that teaching phonics constitutes a reading program.
Unfortunately, many people have chosen to interpret the brain science behind the initial,
foundational mechanisms for reading as a “debate” about the entire reading circuit. The National
Reading Panel (NRP) report, published in 2000, was a comprehensive review of the best reading
research. Regrettably, people in both “camps” took from the report those portions that best
informed or demonstrated their point of view. It might have been easier if that work had
unfolded in the context of modern fMRI studies. The structure of developmental stages has
largely been borne out by brain science (Wolf, 2008; Dehaene, 2010), and the implications for
instruction lead us to a pathway and not a debate. The process of learning to read is not about
which approach is superior; it is about when to emphasize what processes in order to most
efficiently support the building of sophisticated neural architecture.
Daniel Willingham of the University of Virginia wrote a wonderful post summarizing six
research-based facts from the NRP about learning to read. He wrote the post to illustrate the fact
that most people can agree on all six facts, regardless of their background or orientation:
1. The vast majority of children first learn to read by decoding sound. The extent to which
children can learn to read in the absence of systematic phonics instruction varies
(probably as a bell curve), depending on their phonemic awareness and other oral
language skills when they enter school. The former helps a child to figure out decoding
on her own, and the latter to compensate for difficulty in decoding.
2. Some children—an extremely small percentage, but greater than zero—teach themselves
to decode with very minimal input from adults. Many more need just a little support.
3. The speed with which most children learn to decode will be slower if they receive
haphazard instruction in phonics than it would be with systematic instruction. A
substantial proportion (about 30 percent according to Foorman et al., 1997) will make
very little progress without systematic phonics instruction.
4. Phonics instruction is not a literacy program. The lifeblood of a literacy program is real
language, as experienced in read-alouds, children’s literature, and opportunities to speak,
listen, and write. Children also need to see teachers and parents take joy in literacy.
5. Although systematic phonics instruction seems as though it might bore children,
researchers examining the effect of phonics instruction on reading motivation report no
effect.
6. That said, there’s certainly the potential for reading instruction to tilt too far in the
direction of phonics instruction, a concern Jean Chall warned about in her 1967 report.
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Classrooms should devote much more time to the activities listed in item 4 above than to
phonics instruction.
We believe all of the above statements are true and we believe most other people do, too. Chall
never advocated for a phonics-only approach—only that the instructional emphasis should match
the developmental stage of the child. According to the bulk of the scientific evidence and the
Florida Center for Reading Research, slow, inaccurate decoding is the best predictor of poor
reading comprehension; and good comprehension will not make up for poor decoding (Blachman
et al., 2004; Foorman et al., 1997). Thus, children learning to lift print should have a structured
environment in which to develop that expertise. Children who are unable to develop that
expertise require early, intensive, systematic intervention. That is where this dyslexia guide
comes in.

STAGE ONE: DEVELOPMENT OF PHONEMIC AWARENESS
Phonemic awareness is the ability to recognize, discriminate, track, and manipulate the
individual speech sounds within words. Text is speech converted to symbols. Children who do
not acquire phonemic awareness skills will have significant difficulty learning how to read.
Phonemic awareness is language-based and develops in stages. At two to three years of age,
children learn nursery rhymes, while at ages three to four they begin to recognize and then
produce rhymes. Also at ages three to four, children begin recognizing and producing words with
the same initial sound, combining syllables to produce words, and identifying the number of
9

syllables in a word. By age five or six, students begin to identify sounds in words, and by ages
five to seven, most children can manipulate sounds by deleting, adding, and changing sounds
within words.
Preschool and Kindergarten: Emerging Pre-Readers
Over the course of their first year of formal schooling, students should be instructed in four
specific goals: mastering concepts of print, enhancing their knowledge of the narrative structure
and language, acquiring the knowledge of one-to-one sound/symbol correspondences, and
building the phonemic architecture that will serve as the foundation for phonics instruction
(Chall, 1983; Wolf, 2008; Orkin, 2017).
STAGE TWO: ALPHABETIC PRINCIPLE
First Grade to Second Grade: Novice Readers
By the time students enter the first grade, they will be drawing on the letter identification skills
and phonemic awareness abilities acquired in kindergarten to sequence graphemes for spelling
and writing single-syllable words. As such, the instructional focus should intensify around the
phonetic code—the relationship between graphemes and the corresponding phonemes. Over the
course of the year, instruction focuses on the development of skills in four specific literacy
related areas: using their phonetic knowledge to read and spell single-syllable words (closed as
well as vowel-consonant-e [vce]), recognize and spell appropriate sight words, and enhance their
comprehension of texts through questions and recall (Chall, 1983; Wolf, 2008; Orkin, 2017).
By the end of the Novice Reading stage, students should demonstrate the following skills:
● Phonics knowledge for decoding and spelling (spelling may be emerging).
○ Single-syllable words with short vowel sounds.
○ Single-syllable words with long vowel sounds.
○ Single-syllable words with initial consonant blends.
● Phonics knowledge for decoding two-syllable words.
● Sight word knowledge.
● Text comprehension through guided reading instruction.
STAGE THREE: DECODING
Second Grade: Phonic Readers
In this stage, students are reading simple and familiar stories and selections with increasing
fluency. Their reading ability relies on the consolidation of basic decoding elements, sight
vocabulary, and meaning in the reading of these familiar stories and selections. Over the
course of the second-grade year, there is direct instruction in advanced decoding skills as well
as wide reading of familiar, interesting materials. Because listening is still more effective than
reading (Chall, 1983; Wolf, 2008; Orkin, 2017), the teacher continues to employ guided
reading instruction (above the students’ independent reading levels) to develop language,
vocabulary and concepts.
By the end of the Decoding Reading stage, students should demonstrate mastery in the following
skills:
 Phonics knowledge for decoding and spelling.
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o Recognize and spell sound-symbol correspondences for additional common vowel
teams.
o Decode regularly spelled two-syllable words with multiple syllable types.
o Decode words with common prefixes and suffixes.
Sight word knowledge.
Text comprehension skills including but not limited to:
o Ask and answer “W” questions to demonstrate understanding of key details in a
text.
o Describe the overall structure of a story, including beginning, middle (conflict),
and end.
o Acknowledge differences in the points of view of characters, including by
speaking in a different voice for each character when reading dialogue aloud.
Emerging development of fluency that reflects the increasing ability to read grade-level
text with purpose and understanding.

STAGE FOUR: FLUENCY AND COMPREHENSION
Third through Fifth Grade: Fluent Comprehending Readers
By this stage, reading is used to learn new ideas in order to gain new knowledge, to experience
new feelings, to learn new attitudes, and to explore issues from one or more perspectives. In
order to use reading as a tool for meaning, the act has to be automatic enough that students can
devote their cognitive resources to thinking about content rather than focusing on the mechanics
of decoding and recognition. At the beginning of Stage Four, listening comprehension of the
same material is still more effective than reading comprehension. By the end of the stage,
reading and listening are about equal for those who read very well; in fact, reading may be more
efficient (Orkin, 2017).
By the end of the Fluent Comprehending stage, students should demonstrate mastery in the
following skills:





Phonics and Word Recognition for reading and spelling.
o Know and apply grade-level phonics and word analysis skills in decoding words.
o Identify and know the meaning of the most common prefixes and derivational
suffixes, including common Latin suffixes.
o Decode multi-syllable words.
o Read grade-appropriate irregularly spelled words.
Fluency skills should reflect accuracy, automaticity, and self-monitoring on text-level
passages, especially by the end of fifth grade.
Text comprehension skills including but not limited to:
o Ask and answer questions to demonstrate understanding of a text, referring
explicitly to the text as the basis for the answers.
o Describe characters in a story (e.g., their traits, motivations, or feelings) and
explain how their actions contribute to the sequence of events.
o Determine the meaning of general academic and domain-specific words and
phrases as they are used in a text, distinguishing literal from nonliteral language.
o Compare and contrast the themes, settings, plots, and expository concepts.

11

o Determine the main idea of a text; recount the key details and explain how they
support the main idea.
o Use text features and search tools in expository texts (e.g., key words, sidebars,
hyperlinks) to efficiently understand or locate information relevant to a given
topic.
COMPREHENSION
Reading for meaning is the heart of comprehension. Students at this stage of reading are reading
to learn—to think deeply behind the meaning of what the text is saying. According to Keene and
Zimmerman (1997), students seamlessly use seven metacognitive strategies to reveal the
underlying meaning of a text.
o Use background knowledge—good readers activate their prior knowledge and make
connections before, during, and after reading.
o Ask questions—good readers ask questions before, during and after reading to satisfy
curiosity and clarify understanding.
o Make mental images—good readers use sensory images to emotionally connect with the
text.
o Infer—good readers make predictions, draw conclusions to think beyond the text, and
determine the author’s message of the story.
o Determine important ideas—good readers can figure out which ideas are important and
which ones are not while reading.
o Synthesize—good readers keep track of how their thinking evolves and changes while
reading.
o Monitor for meaning—good readers keep track of their understanding while reading. If
they get stuck, they will reread and choose the best strategy to clear up confusion. Selfmonitoring also includes adjusting one’s reading rate to the difficulty of the text. Easier
passages about content familiar to the reader can be read more quickly than difficult
passages with complex sentence structure and/or unfamiliar topic content. Part of selfmonitoring includes the recognition of and adjustment for these variables as one reads.
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SECTION III: DEVELOPMENTAL DYSLEXIA
Dyslexia is a specific learning disability that is neurological in origin. It is characterized by
Dyslexia is a specific learning disability that is neurological in origin. It is characterized by
difficulties with accurate and/or fluent word recognition and by poor spelling and decoding
difficulties with accurate and/or fluent word recognition and by poor spelling and decoding
abilities. These difficulties typically result from a deficit in the phonological component of
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
language that is often unexpected in relation to other cognitive abilities and the provision of
effective classroom instruction. Secondary consequences may include problems in reading
effective classroom instruction. Secondary consequences may include problems in reading
comprehension and reduced reading experience that can impede growth of vocabulary and
comprehension and reduced reading experience that can impede growth of vocabulary and
background knowledge.
background knowledge.
(Adopted by the International Dyslexia Association Board of Directors, November 12, 2002)
(Adopted by the International Dyslexia Association Board of Directors, November 12, 2002)

COMPONENTS OF THE DEFINITION
Specific Learning Disability: Learning disabilities are academic difficulties resulting from a
disorder in information processing. Basic psychological processes involved in learning and
academic functioning include, but are not limited to: input modalities such as auditory and visual
perception, output modalities such as expressive language, processes of integration of
information such as sequencing and organization, and processes of memory such as working
memory or efficient storage and retrieval of information or deficits in procedural memory.
Neurological in origin: Neurological in origin refers to a
difference in neurological functioning that is present at birth.
Neurons, or nerve cells, transmit signals in the brain.
Pathways for the travel of these signals are created whenever
we do anything new, and they are reinforced with continued
experience and practice. Because our brains are not pre-wired
for reading, we must create efficient pathways for reading as
we learn. There is substantial fMRI evidence to suggest
individuals with dyslexia show lower activation in areas of
the brain required for efficient reading and more activation in
more generalized areas, indicating inefficient use of brain
“real estate” for reading.
Fluent word recognition: The word fluent refers to the
accurate and automatic decoding of words and recognition of
sight words. In typically developing readers, fluency results
from repeated practice and develops until words are read
without conscious attention. Dysfluency, however, has
multiple sources.

G. Reid Lyon:
“The biggest issue facing
us in terms of helping
youngsters who have
difficulty learning to read
is a gap that seems to be
resistant to change; and
this is the gap between
what we know about
reading—how reading
develops—why reading
difficulties exist…and
what we actually do.”
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Unexpected: The term unexpected means that the reading
disorder is not the result of poor reading instruction, intellectual
ability, lack of access to reading materials and instruction or
socioeconomic disadvantage, English language acquisition, or
problems with vision or hearing.
May include problems with reading comprehension:
Depending on a student’s developmental reading stage,
comprehension may or may not be a presenting factor. For
example, most first- and second-grade text is comprised of sight
words and basic consonant-vowel-consonant (cvc) syllables.
Students who memorize sight words or read short passages may
be able to answer comprehension questions. Without the
development of efficient decoding, however, the student will
eventually run into problems with comprehension. Lack of
reading experience will eventually lead to lower vocabulary and
background knowledge, and these factors will also compromise
comprehension in later years.

John Gabrieli:
“Massachusetts is a
leader in education and in
research on reading and
dyslexia. In every
Kindergarten, on average,
sit two children whose
lives could be markedly
improved with legislation
and policies that translate
that research into their
education.”

PREVALENCE
Dyslexia affects between 8 and 17 percent of the population. The condition is highly heritable,
with a 25–65 percent (Gabrieli, 2009) chance of having a child with dyslexia if one or both
parents have dyslexia. About 20–30 percent of children with dyslexia also meet the criteria for a
diagnosis of ADHD. Dyslexia is the most prevalent type of learning disability. About 80 percent
of children who are diagnosed with learning disabilities have developmental dyslexia. Thus, it is
important for teachers to be trained in how to recognize the signs and symptoms of languagebased learning disabilities. Dyslexia manifests itself on a continuum of severity, with some
children developing natural compensatory strategies for relatively slow or inefficient reading,
and other children requiring intensive multi-sensory direct instruction.
NEUROLOGICAL BASIS
Our brains did not evolve for reading (Dehaene & Cohen, 2011; Norton & Wolf, 2012). Reading
is a relatively new cultural invention—a complex one to which our brains must adapt. The
existing real estate that is co-opted for use in letter recognition, mapping letters to speech sounds,
and building meaning makes up a relatively complex neural and structural network that actually
develops as we learn to read (Dehaene, 2009). Early on, children develop the ability to
distinguish between speech sounds in their own language (Ozernov-Palchik & Gaab, 2016).
Phonemic awareness is the ability to discriminate, identify, track, and manipulate the speech
sounds within one’s language with speed and accuracy. Left temporoparietal and inferior frontal
regions are involved in phonemic awareness and phonological processing (Ozernov-Palchik &
Gaab, 2016).
When children learn that the speech sounds are represented by symbols, they begin to employ
brain systems that evolved for the recognition of visual information in the occipitotemporal
region (Dehaene, 2009, 2011.) This region is called the visual word form area (VWFA)
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(Dehaene & Cohen, 2011; Shaywitz, 2003). With exposure to
print, the visual word form area starts to respond to script
(Dehaene et al., 2010). Thus, the visual word form area is
progressively tuned to mediate between visual letter forms and
speech sounds as people gain more and more experience with
reading—the more we read, the better we read. Adults with a
history of developmental dyslexia show reduced activation in the
visual word form area and other reading-network regions when
they attempt to read real and phonetically authentic nonsense
words (McCandliss, Cohen & Dehaene, 2003).
The most consistent finding in brain imaging studies of people
with dyslexia is lower activation of left temporoparietal and left
occipitotemporal areas (Maisog et al., 2008; Richlan et al.,
2009). Many studies have also identified areas of the right frontal
and temporal regions that show greater activation in people with
dyslexia. These results are interpreted as compensatory
mechanisms or effortful, less efficient processing.

Stanislas Dehaene:
“Whole word reading is a
myth. In adults, reading is
automatized. We no longer
realize how difficult it is.
We have an illusion of
whole word reading. The
adult brain does not use the
global word shape—it still
processes all of the letters,
but in parallel. In children,
reading requires slow,
serial, letter-by-letter
decoding.”

The visual word form area has an evolutionarily older role in
object recognition, and we recycle it for reading. When we learn
to read, we must connect the abstract representation of written
strings (in the left fusiform gyrus) to brain regions that are coded for pronunciation/articulation
as well as syntax/meaning. The system becomes tuned to text as it encodes features, then letters,
and then common bigrams. These letter strings are processed individually but in parallel. Thus
whole-word reading is a myth. Brain science supports the idea that teaching letter-to-sound
correspondence, in the same way our brain develops a hierarchical word form area specialized
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for letter and then word recognition, is the fastest and most effective way to teach young children
to read. For children with dyslexia, it is not just efficient but critical.
Learning to read impacts the brain in many other areas as well. Information from the visual word
form area travels to the frontal and temporal lobes, where it connects to meaning and
pronunciation. These areas are also activated when we hear a word, and the act of learning to
read doubles the activation in the areas of the brain responsible for phonological coding (plenum
temporale). In fact, there is significant evidence that illiterates are not particularly good at
consciously manipulating phonemes within spoken words and substituting one sound for another
(elision). This evidence suggests phonemic awareness and decoding should be taught in tandem
unless the person has a particular difficulty with sound discrimination as in the case of many
dyslexic children. This evidence also suggests that the connection between the word form area
and the phonological processing areas is enhanced by learning to decode. The whole journey,
from the back of the brain to the front, takes less than half a second in a literate adult.

Brain research converges with educational research: direct instruction in letter-sound
correspondences is the fastest, most efficient way to promote reading acquisition and
comprehension. This is because automatization of letter-speech sound correspondences through
the development of a connection between the VWFA and the phonological/speech area allows
children to engage in a self-teaching loop. As they decode words, they recognize them and
access their meaning. According to brain research in the connectivity of the reading circuit, this
process allows for the development of another direct pathway from vision to meaning (Dehaene,
2013). In fact, the more direct route from vision to meaning is self-trained as children read, even
without a teacher. At this stage of reading development, independent reading becomes critical.
Children with dyslexia, however, will require substantial scaffolding and support.
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THE IMPORTANCE OF SUBTYPES
Dyslexia is typically expressed by specific subtypes of symptoms that require different
approaches. About 19 percent of struggling readers exhibit phonological deficits, or difficulty
mapping sounds to letters and letter combinations. About 15 percent of struggling readers will
show deficits in rapid automatic naming, or the ability to automatically name stimuli which
should not require attention, such as letters (once learned), colors, numbers, shapes, and objects.
There is a strong relationship between reading disorders and deficits in naming speed (Wolf,
1991). Finally, 60 percent of struggling readers will exhibit both characteristics (Wolf et al.,
2002).

Subtypes of Dyslexia
Percent of people with dyslexia
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Rapid Naming

Phonological

Double Deficit

CHARACTERISTICS
Children with dyslexia typically experience primary difficulties in phonological awareness,
including phonemic awareness and manipulation, single-word reading, reading fluency, and
spelling. These deficits often result in challenges with reading comprehension and/or written
expression. One of the most profound consequences of early difficulties with acquisition of
accurate and fluent decoding skills is that students read less. Exposure to print and reading
practice is critical to reading development in both average readers and children who have reading
disabilities.
It is important to note that individuals demonstrate differences in degree of impairment. The
reading/spelling characteristics are most often associated with segmenting, blending, and
manipulating phonemes in words. Young children with dyslexia have difficulty learning the
names of letters and their associated sounds. Some children also have difficulty holding
information about sounds and words in memory (phonological memory). The rapid naming of
familiar objects, colors, or letters of the alphabet is another a common deficit.
A number of behavioral indicators of dyslexia can be observed in the classroom. The following
is not an exhaustive list, and children who exhibit one or more of these reading behaviors may
not actually have dyslexia; but it is important to note when challenges persist beyond the
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appropriate developmental period for acquisition. If the behaviors listed in the chart below are
unexpected for an individual’s age, educational level, or cognitive abilities, they may be risk
factors associated with dyslexia. A student with dyslexia usually exhibits several of these
behaviors that persist over time and interfere with learning.
Age

Risk Factors

Preschool

Speech delays/difficulty pronouncing words (e.g., pusketti for spaghetti)
Difficulty recognizing rhymes and rhyming patterns
Poor auditory memory for nursery rhymes
Difficulty recalling known words
Difficulty learning to name letters
Doesn’t like following along with books as they are read aloud

K–1

Difficulty breaking words into syllables (clap the beats in al-i-ga-tor)
Difficulty manipulating sounds in syllables
Difficulty remembering letter names and sounds
Difficulty decoding single words
Difficulty remembering letter sequences of common words

2–3

Difficulty recognizing common sight words (e.g., to, said, been)
Difficulty decoding single words
Difficulty recalling the correct sounds for letters/letter patterns in reading
Difficulty connecting speech sounds with appropriate letter or letter
combinations and omitting letters in words for spelling (e.g., after
spelled eftr)
Difficulty reading fluently (e.g., slow, inaccurate, and/or without
expression)
Difficulty decoding unfamiliar words in sentences using knowledge of
phonics
Reliance on picture clues, story theme, or guessing at words
Difficulty with written expression

4–6

Difficulty reading aloud (e.g., fear of reading aloud in front of classmates)
Avoidance of reading (e.g., 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 (e.g., “big” instead of “enormous”)
Reliance on listening rather than reading for comprehension

Middle–High

Difficulty with the volume of reading and written work
Frustration with the time required and energy expended for reading
Difficulty with written assignments
Tendency to avoid reading (particularly for pleasure)
Difficulty learning a foreign language

Adapted from Texas Education Agency
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SOCIAL-EMOTIONAL IMPLICATIONS
Despite the fact that one in five students experiences learning and attention disorders, only 24
percent of students inform their colleges about their learning needs. Thus, it is important to teach
students about self-advocacy early. One way to do this is to give the disability a label and explain
how it operates. Many children are relieved to know that their situation is not unique, that it has a
name, that it has nothing to do with intelligence, and that there are ways to learn and compensate.
Many children with dyslexia develop stress and anxiety as they are regularly confronted with
print-based environments where others around them find it easy to perform, but they do not.
When children do not have a good understanding of their learning differences, they can blame
themselves, lose belief in their own ability, and begin to doubt their own capacity to have
success. When this lack of understanding is coupled with years of frustration, children’s selfesteem can erode.
In the United States, we tend to use a medical model to identify physical, emotional, and
cognitive challenges. The medical model is oriented toward finding pathology, or determining
“what is wrong with this person.” We diagnose a “learning disability” or “disorder.” The medical
model orients parents and teachers toward pathologizing the child instead of using a strengthsbased approach. One important component of a strengths-based approach is to identify and focus
on the cognitive and social factors that are most associated with positive outcomes for children
with reading difficulties. Research in the area of positive psychology focuses on the question:
“What is working?” The following section reviews a number of other factors associated with
positive outcomes.
COGNITIVE STYLE
In the book Dyslexic Advantage, authors Brock and Fernette Eide identify several cognitive
strengths associated with dyslexia. Individuals with dyslexia do not typically display all four
patterns, but often exhibit at least one.
 Material Reasoning strengths include spatial skills that involve the creation or a
connected series of mental perspectives that are three-dimensional. Architects and
designers tend to be good at material reasoning.
 Interconnected Reasoning is the ability to spot connections between different objects,
concepts or points of view. Sculptors, inventors, and builders often exhibit this strength.
Individuals who possess this strength can also shift perspectives.
 Narrative Reasoning is the ability to construct a connected series of mental scenes from
fragments of past personal experience that can be used to recall the past, explain the
present and predict the future. Students with this strength often exhibit writing that
contains descriptive sensory details, analogies, and vivid imagery—qualities that are
often overlooked in what many educators would consider to be poor writing.
 Dynamic Reasoning is the ability to read patterns in the real world that allow us to
reconstruct past events we haven’t witnessed, predict likely future events, or simulate and
preview plausible outcomes of inventions or various courses of action. “Dynamic”
thinkers tend to use an intuitive approach to solve problems. Some “D” thinkers arrive at
the answer relatively quickly, then have to back track to prove their answer. Teachers and
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parents need to be cognizant of this pattern and not be quick to judge and criticize a
student who appears to be daydreaming. Giving the student time and space may yield a
solution that is creative and innovative.
Perhaps the most important cognitive pattern associated with positive outcomes for students with
dyslexia is a growth-oriented mindset. Why do some children experience more positive
outcomes in terms of peer relationships instead of peer rejection; positive self-esteem instead of
damaged self-concept; and future-directedness instead of anxiety and depression? One important
element is growth mindset orientation. Originally described by research psychologist Carol
Dweck, growth mindset is the belief that one’s abilities and intelligence can change with effort,
persistence, and new learning. Children with a growth mindset tend to believe they can overcome
obstacles, they can improve with effort, and they can use criticism constructively to set future
goals. These children are less likely to internalize their own effort as evidence of low ability.
Neuroimaging studies also suggest that children with a growth mindset are more likely to display
adaptive mechanisms in response to error correction and feedback. Most importantly, Dweck
asserts growth mindset can be taught.
COGNITIVE PROCESSING
Oral language is an important mechanism in predicting which students will be more successful
in overcoming dyslexia. Students with strong oral language skills can employ context,
knowledge of morphology, and strong vocabulary skills to compensate for weaker phonological
skills, thus circumventing the bottleneck effect that occurs when children with weak decoding
skills are trying to access meaning through print. Vocabulary has been shown to moderate the
weak fluency and working memory often associated with dyslexia. Knowledge of morphology
helps children with weak decoding skills to access words more quickly and efficiently. Thus, it is
important to read aloud to children, provide rich background experiences, make connections, and
expose them to sophisticated and varied vocabulary. According to well-known reading expert
Keith Stanovich, children’s books contain more rarity and variety of language than all adult
conversation except courtroom testimony. Below is a short word list from a page of one of our
favorite picture books, Mark Teague’s Dear Mrs. Larue:
 theory
 altercation
 detained
 abducted
 apprehended
 suspicious
 citing
 pending
 apparently
 feline
 theory
Another cognitive trait that has been identified in high resilience to dyslexia is a high level of
task-focused behavior. Children who are goal driven and able to sustain attention on a goal for
long periods of time tend to be more resilient. Goal-driven behavior is also associated with
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another cognitive factor that is associated with resilience to dyslexia: hope. Goal-driven behavior
can be encouraged in many ways, including art, building, and sports.
A sense of control is also an important factor in resilience and in mediating challenges associated
with dyslexia. In one study of highly successful adults with dyslexia, the dominating factor in
their success was the ability to take control of their lives.
OUTSIDE FACTORS
A number of factors outside the individual student also contribute to resilience to dyslexia.
Children whose parents not only understand their learning style but focus on their strengths are
more likely to adapt well to dyslexia. Peers also play a supportive role. Students with a stable
relationship with a best friend are more likely to show the resilience factors that equate to
positive outcomes. Teachers who are perceived as mentors can also play a critical role.
Mentorship by teachers has been shown to significantly influence positive outcomes in students
with learning and reading challenges.
WHAT DOES DYSLEXIA LOOK LIKE IN THE CLASSROOM?
Auditory Discrimination Problems
The most frequently occurring auditory discrimination problems involve short vowels with
similar sounds and with consonants that are articulated in the same way—produced in the same
place in the mouth with the tongue in the same position. For example, there are several pairs of
consonant sounds that share articulatory features with the exception of whether they are voiced
or unvoiced. Voiced sounds vibrate the vocal cords while voiceless sounds do not.
VOICED
/b/
/d/
/g/
/j/
/th/ (thin)
/v/
/z/

UNVOICED
/p/
/t/
/k/
/ch/
/th/ (this)
/f/
/s/
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Example contributed by Dr. Lisa Brooks

For example, the writing sample above depicts significant challenges with the discrimination of
voiced vs unvoiced pairs. It reads: “The vampire went toward the girls and the vampire bit them
because he wanted kids and the vampire lived happily ever after.”
A number of other auditory discrimination issues can also interfere with reading. For example,
children can confuse sounds that are articulated in the same location in the mouth.
Several other characteristic problems with decoding and with mapping sounds to letters can
occur with dyslexia. Some of these characteristics are apparent in the spelling errors made by
children with dyslexia.
PROBLEM

DESCRIPTION

Addition/Insertion Over-representation of the sounds
within words such as the schwa that
occurs in a blend; or adding a sound
that is not there
Omission
Omitting letter sounds within words.
This can occur due to problems with
sounds representation or overreliance on phonic spelling.
Phonetic Spelling Spelling a word exactly like it
sounds, with no regard to syntax or
orthography.

EXAMPLE
WORD

EXAMPLE
SPELLING

BLACK
SAIL
HAIR
SIP

BULAK
SAYIL
HA ER
SIMP

BETTER
SLIP

BER (/BĔ/ /UR/)
SIP

CALLED
Suffix ED
JUMPED
LANDED
FILLED

COLD
I JUMPT over
the puddle
I LANDED on
the bank
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PACKED IT
MYSTERY
POINTED
CHIP
HOUSE

I FILLD the
bottle
E RE U
PAKTIT
MIS TERY
POIN ED
JIP
HOME

CLASP

CLAPS

AREA
Contraction and
Decontraction

Combining words or separating
multisyllabic words.

Substitution

Making substitutions at the word and
sound level. For example, a child
might insert a similarly sounding
phoneme/letter or word.
Because they have difficulty tracking
and segmenting sounds within words,
children with dyslexia can transpose
the order of sounds within words.

Transposition

The example above is notable for several reasons. The child uses a phonetic spelling as in the
example /spaghetti/, a representation of dialect as in the example /really/, and over-representation
of the schwa in a blend as in the example /shrimp/.
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Example from Sara Stetson

In the example above, we have under-representation/omission of sounds as in the example
[plants] for planets, sound discrimination issues as in the example [stullel] for shuttle, and issues
with visual imagery as in the example [mouintas] for mountains.
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Example from Sara Stetson

In this example essay about the September 11, 2001 terrorist attack, there are many characteristic
errors. For example, sound discrimination errors are prominent in the examples [rety] for ready,
and [sor] for saw. Later, we see a more phonetic representation of saw, this time written as [so].
Sound omission/under-representation is evident in examples such as [teres] for terrorist and
[penugon] for pentagon. Phonetic spelling is evident in examples such as [utac] for attack, and
transposition is evident in examples such as [uot] for out. Some evidence of phonetic training can
be seen in logical sound choice errors such as the use of /ir/ instead of /er/ in the word towers.
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SECTION IV: ADVOCACY
SELF ADVOCACY
The International Dyslexia Association and Dr. Roberto Olivardia,
expert on dyslexia and ADHD from Harvard Medical School,
recommend the following steps for addressing the social-emotional
impact of dyslexia.





Define the problem: Understand the nature of the learning
disability.
Educate: Explain the nature of the disability and how it
manifests itself to the student.
each: Teach the student strategies that will minimize the
impact, such as the use of accessibility tools.
Provide opportunities for success: Highlight areas of
strength and eliminate print barriers to the acquisition of
high-level concepts.

Roberto Olivardia:
“So we have kids who
want to learn who are very
bright who are now held
back from subject content
in all areas. With a lot of
the young people I work
with, they will often say
that they feel stupid, they
feel dumb, they feel
inferior . . . and this does
not take long.”

HELP DISPEL MYTHS ABOUT DYSLEXIA
There is nothing in the Individuals with Disabilities Education Act
(IDEA), or any state regulations, that prohibits or even discourages the use of specific terms for
various types of learning disabilities in eligibility determinations, evaluation reports, or IEP
documents—including the terms dyslexia, dysgraphia, non-verbal LD, and dyscalculia.
This fact was clarified further by a U.S. Department of Education, Office of Special Education
and Rehabilitative Services Dear Colleague letter from Assistant Secretary Michael Yudin in
2015. Despite that, many school teams operate under the myth that dyslexia is a medical term
that is not to be used by school teams. It is the obligation of the evaluation team to clearly
identify the specific characteristics of a child’s learning disability in order to support the team in
making appropriate programming decisions. IDEA 2004 (34 C.F.R. §300.8 (c)(10)(i)) defines a
specific learning disability as follows:
“A disorder in one or more of the basic psychological processes involved in understanding or
using language, spoken or written, that may manifest itself in the imperfect ability to listen,
think, speak read, write, spell or do mathematical calculations, including conditions such as
perceptual disabilities, brain injury, minimal brain dysfunction, dyslexia, and developmental
aphasia”-IDEA
One source of confusion regarding the use of the term dyslexia may be the ways in which
learning disabilities have been described and labeled in the Diagnostic and Statistical
Manual of Mental Disorders, the diagnostic manual of the American Psychological
Association. Historically, learning disabilities have been characterized by the area of
impact (e.g., reading, math) rather than specific terminology for symptom clusters
characterizing various learning disorders such as dyscalculia, dysgraphia, and dyslexia.
This has led some people to believe that dyslexia is not a real or valid diagnosis.
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The current edition of the Diagnostic and Statistical Manual (DSM 5) added the following
clarifier:
“Dyslexia is an alternative term used to refer to a pattern of learning difficulties
characterized by problems with accurate or fluent word recognition, poor decoding,
and poor spelling abilities.” (p. 67)
In other words, the DSM now specifies the types of reading difficulties that are characteristic of
dyslexia.
Another issue that may discourage use of the term dyslexia is the fact that this particular learning
disability has been cloaked in myths that seem to persist despite scientific evidence to the
contrary. For example, many people continue to insist that people with dyslexia see letters
backwards or that dyslexia is a type of vision disorder. One thing school teams can do to support
students with dyslexia is to help dispel the many myths that surround it. It is particularly
important for regular education teachers to be able to separate fact from fiction, as they are the
first to observe a child’s reading development. Here are the facts to counter the myths.
MYTH: Dyslexia is a visual problem; people with dyslexia see letters backwards.
FACT: Dyslexia is linguistic—a language processing deficit characterized by extreme difficulty
with segmenting phonemes. The research has demonstrated that there is no difference between
the letter reversals of young dyslexic and non-dyslexic children (Lowery, 2017; Olumide, et al.,
2013; Shaywitz, 2005, 2017; Vellutino, et al., 2004).
MYTH: Mirror writing is a symptom of dyslexia.
FACT: Backwards writing and reversals of letters and words are common in the early stages of
writing development. Dyslexic children have problems in naming letters—accessing and rapidly
retrieving the letter names—but not in copying letters (Dehaene, 2010; Shaywitz, 2005; 2017).
MYTH: Dyslexia only affects boys.
FACT: According to the Yale Center for Dyslexia, both boys and girls are affected with the same
frequency, but boys tends to be referred more often for evaluation and treatment (Shaywitz,
2017).
MYTH: Dyslexia is rare.
FACT: National Institutes of Health (NIH) research has shown that 5–10 percent of the
population can be diagnosed with dyslexia. Some prevalence estimates in the literature are even
higher (Lowery, 2017; Ozernov-Palchik & Gaab, 2016; Olivardia, 2015; Shaywitz, 2017).
MYTH: Children with dyslexia get help in school.
FACT: Only one in ten students with dyslexia qualifies for an IEP
(http://dyslexiahelp.umich.edu/).
MYTH: Bright/gifted children can't be dyslexic.
FACT: Dyslexia occurs at all levels of intelligence. Some of the world’s brightest people are
affected by dyslexia (Shaywitz, 2017).
MYTH: People who are dyslexic can't read.
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FACT: According to the Yale Center for Dyslexia, most people with dyslexia do learn to read.
However, their reading continues to be characterized by effortful processing: "Typical readers of
the same ability level early on become fluent readers so that reading is automatic, fast, and
pleasurable. In contrast, dyslexic children remain ‘manual’ readers who read slowly and with
great effort" (Shaywitz, 2017).
MYTH: Dyslexia cannot be diagnosed in schools.
FACT: The signs and symptoms of dyslexia are well known, well documented, and testable
through currently available educational assessments (Ozernov-Palchik & Gaab, 2016).
MYTH: Dyslexia is not evident and cannot be diagnosed before third grade.
FACT: There are many signs and symptoms that are evident before children learn to read. For
example, signs may include impaired articulation, difficulty rhyming, challenges with word
play/nursery rhymes, etc. In fact, we can diagnose signs of dyslexia in preschool and we can
accurately diagnose dyslexia in first grade (Ozernov-Palchik & Gaab, 2016).
MYTH: Dyslexia is a medical diagnosis.
FACT: Experts do not consider dyslexia to be a medical diagnosis. Doctors do not have the
requisite training in language development, reading, written expression, spelling, or assessment.
MYTH: Most reading teachers and special education teachers are well trained in the
diagnosis and remediation of dyslexia.
FACT: Most recent graduate students with a master’s degree in reading have not had any courses
on dyslexia. Additionally, few literary coaches and resource specialists have had training in
dyslexia (http://dyslexiahelp.umich.edu/).
MYTH: Most reading specialists know the latest research on dyslexia.
FACT: According to the University of Michigan, recent research has shown that most teachertraining programs aren’t teaching specific courses on reading development. Preservice teachers
are not exposed to characteristics of dyslexia, identification of young children at risk for reading
failure, how to teach linguistic skills, explicit instruction in letter sounds and syllables, and
teaching phonics in a systematic, organized way (i.e., by syllable type)—despite the fact that
research has supported systematic, stepwise, explicit phonics instruction for many years
(http://dyslexiahelp.umich.edu/).
MYTH: Reading is a natural process.
FACT: There is nothing "natural" about reading. Our brains are not naturally wired for reading.
Reading is a recent invention, and our brains co-opted spaces originally designed for other
functions to adapt to reading (Dehaene, 2010; Wolf & Potter, 2008).
MYTH: Reading is instinctive for children as they learn oral language.
FACT: We do not have a brain system for reading. Rather, we build a word-form area in the
brain, which is overlaid on real estate that originally evolved for another purpose. This neuronal
recycling occurs when we encounter print and attempt to make sense of it (Dehaene, 2010; Lyon,
1998; Wolf, 2008).
MYTH: Good readers use context to aid in the decoding of unfamiliar words.
FACT: This is simply not true. Good readers do not rely on context to decode. In contrast to
conventional practice and understanding, over-reliance on context for guessing words is a sign of
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poor reading skill and a possible indicator of dyslexia. Good readers employ context for overall
comprehension, but the decoding process is so automatic they do not have to use context to
identify words. "Scientific research simply does not support the claim that context and authentic
text are a proxy for decoding skills. To guess the pronunciation of words from context, the
context must predict the words. But content words—the most important words for text
comprehension—can be predicted from surrounding context only 10 to 20 percent of the time”
(Gough et al., 1981). Instead, the choice strategy for beginning readers is to decode letters to
sounds in an increasingly complete and accurate manner (Adams, 1998; Cunningham &
Stanovich, 1997; Gough, 1981; Kilpatrick, 2015).
HOW TO TALK TO CHILDREN ABOUT DYSLEXIA
Dyslexia is not the end of the world, and children need to know this. The more you characterize
dyslexia as a debilitating disability, the more they will. Dyslexia is a life-long obstacle, but it will
not prevent children from reaching their goals, attending college or other post-secondary
learning, or following their dreams. Be honest with children about their challenges and help them
to understand their learning style. Be honest about the fact that they will have to work harder in
some situations, but in print-reduced environments they have many strengths to share. Children
with a growth mindset orientation are more likely to succeed, and these skills can be taught. We
recommend the books Mindset by Dweck, The Dyslexic Advantage by Eide and Eide, and The
Dyslexia Empowerment Plan by Ben Foss.

Bibliotherapy is the art of using books to help people gain insight into the challenges they are
facing. Fiction helps children to develop Theory of Mind—the ability to understand another
person’s motivations and feelings. Theory of Mind is at the heart of empathy. When children can
relate to the struggles of a book character, they can place themselves in that person’s shoes and
begin to understand that they are not alone. Children can also use book characters to begin to
work out how to overcome obstacles. With understanding comes hope and optimism, key
ingredients in the development of resilience. Our minds are more fully engaged when interacting
with books, because we have to fill in the gaps as we move through the story. Consult the
dyslexia resource library in Appendix 6 to find a collection of books about living with and
overcoming dyslexia.
MENTORING
Mentoring is another research-based method for helping students with learning disabilities to
overcome feelings of self-doubt, develop self-advocacy skills, and achieve goals. Mentors are
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safe role models who share a common understanding and have worked to overcome challenges.
The mentoring relationship is rewarding for both the mentor and the mentee. Students who suffer
from low self-perception do not know how to access help, have difficulty seeing their own
strengths in a context that taps their weaknesses, may not realize they are not alone, and don’t
consider that they have the ability to overcome these obstacles.
ANDOVER EYE TO EYE
Eye to Eye is a national organization for people with learning disabilities and ADHD. Its mission
is to help people to strengthen social-emotional skills, improve self-esteem, learn self-advocacy,
and build community. Eye to Eye is the only national organization for LD/ADHD dedicated to
mentoring. It hosts diplomat programs, conferences, mentor programs, summer camps, and an
“Alumn’eye” program for adults.
The Eye to Eye app is a tool that leads young people with learning disabilities through the
development of a personal self-advocacy plan. To complete a personal plan, students must first
engage in eight “quests.” The quests help students learn about self-expression, their personal
learning styles, and how to express their needs and goals. As they work through development of
their personal advocacy plans, students are guided by video mentors with learning challenges
who are at various stages of their own school and career journeys. The advocacy plans are
designed to prepare students for school transitions, IEP meetings and future planning. The app is
also accessible: the tutorial includes instructions on how to use a device’s read-aloud and
dictation features.
Andover joined the Eye to Eye community in 2017. The Andover program is unique in that it
uses Andover High School students with identified learning and attention challenges as mentors
for younger children.
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SECTION V: SYSTEMS CHANGE
RESPONSE TO INTERVENTION
Response to Intervention (RtI) and Multi-Tiered Systems of
Support (MTSS) are frameworks for integrating instruction,
evidence-based interventions, and assessments to meet the
academic and behavior needs of all students. The essential
components include universal screening, progress monitoring, a
multilevel prevention system, and data-based decision making
(National Center on Response to Intervention, 2010). When
MTSS is implemented with fidelity, improvement occurs
among students who are at risk for academic failure and who
might otherwise be referred to special education (Gersten et al.,
2012; Vaughn et al., 2015). The RtI framework is
recommended by several well-known researchers in the field of
learning disabilities as well as a number of national research
and professional organizations, including but not limited to:
 The What Works Clearinghouse
 The U.S. Department of Education Office of Special
Education
 The National Center on Response to Intervention
 The National Association of School Psychologists
 The National Association of State Directors of Special
Education
 The National Center on Intensive Intervention at
American Institutes for Research
The Schoolwide Integrated Framework for
Transformation (SWIFT)

Sally Shaywitz:
“That led us to hypothesize
that we may be dealing
with two types of poor
readers: one type, which
would represent about a
third of the total group of
poor readers, who had
their reading problems on
an inherent basis. The
other, which would
represent two-thirds of the
poor readers, seemed to
have systems for reading
intact, but they’d never
been properly activated. So
these were shown primarily
as environmental
influences, perhaps from
growing up in more
disadvantaged
circumstances and from not
having received the kinds
of reading instruction that
would properly activate
these systems.”

Schools that provide effective core reading instruction as well
as additional intensive instruction to at-risk students have seen
significant growth in student achievement. In a seminal
analysis, Torgesen (2002) reviewed results from a school in
Florida that achieved a dramatic reduction in the number of
students reading below the 25th percentile by implementing a
research-based core reading program in regular education.
Before the core reading program was implemented, 31.8
percent of the first-grade students performed below the 25th percentile on the reading test. After
five years of implementation, 3.7 percent of first-grade students performed below the 25th
percentile.

The 2004 reauthorization of the Individuals with Disabilities Education Act (IDEA) states that a
tiered instructional model may be used to isolate learning discrepancies in order to identify
students with learning disabilities. This change resulted from dissatisfaction with multiple factors
in the IQ–achievement discrepancy model of identification. For example, the IQ–achievement
39

discrepancy model does not consistently discriminate between problems that stem from the
wrong type of instruction vs. a specific processing disorder. The IQ-achievement discrepancy
model also promotes a wait-to-fail model, as the child has to show a significant academic deficit
in order to qualify for services. IDEA 2004 allows districts to use a discrepancy model, an RtI
model, or a hybrid model in the identification process for learning disabilities (LD). A tiered
instructional model provides evidence of concrete methods that classroom teachers are using to
ensure underachieving students receive support. Although RtI is discussed in the literature on LD
identification, it is important to understand that the Response to Intervention model is a regular
education framework.
A well-designed, tiered instructional model uses a clear process that helps: to determine which
students are struggling, to select intervention strategies matched to students, and to evaluate the
success of the interventions. The first step in an effective RtI model is to ensure the core reading
program meets the needs of at least 80–85 percent of students. The second step is to develop
"Tier II" interventions that are:
 A "second dose" and not a replacement for high-quality core instruction;
 Specifically targeted to address the student's weaknesses and not just "more of the same";
 Time-specific; students cannot be left in an RtI intervention indefinitely—there has to be
a decision rule regarding referral for further assessment.
The RtI model is usually depicted as a pyramid, with core instruction at the bottom and special
education at the top. This visual can lead to the misunderstanding that students must “travel
through” all of the “stages” of intervention, moving up the pyramid, before they finally get to
special education. In a well-run, data-driven system, this is not the case. Students should be
placed into “tiers” according to their performance and testing, not on the basis of which “levels”
of intervention have been tried so far. Progress monitoring—which is a brief check of discrete
skills targeted for direct instruction—should occur every two to three weeks for children
identified for Tier II or Tier III intervention. When these repeated and skill-specific assessments
fail to show progress, the school data team may consider increasing the intensity of the
intervention in a number of ways. For example, the team may choose small group or individual
intervention, a different type of intervention, more time in intervention, or increased frequency of
practice and application.
Progression through the tiers is not required to begin the identification of dyslexia. When
characteristics of dyslexia are observed, it is important to act quickly. Children with dyslexia
may appear to be making progress on classroom assessments such as leveled reading guides
(e.g., A-Z, Fountas & Pinnell, DRA); however, these assessments are only useful for analysis of
the curriculum and for planning guided lessons in the general curriculum, not for the diagnosis of
dyslexia. Moreover, students with dyslexia require specialized instruction, described in detail
later in this guide.

There are specific indicators of dyslexia and/or general reading challenges that can be
identified early and with good accuracy.
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Districts have a legal obligation to ensure that children suspected of having dyslexia are not
denied evaluation because of implementation of an RtI process (see Office of Special Education
Programs: https://www2.ed.gov/policy/speced/guid/idea/memosdcltrs/osep11-07rtimemo.pdf).
The purpose of the tiered pyramid is to represent the proportion of students who should be able
to succeed given different levels of support—not the proportion of students who should be put
through all three levels of support.

Another way to look at the tiered model is to view it as a leveled support system driven by
assessment of specific student profiles. For example, if a student has severe rapid naming
deficits, we know s/he will have difficulty with reading acquisition, so there is no need to wait
until that is “proven” through instruction.
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This is the flow of recommended steps in the screening process:

If a student is at or above benchmark (green) and average progress is observed in the classroom,
then continue evidence-based core instruction (Tier I).
If a student is at or above benchmark (green) but has poor performance in the classroom,
differentiate evidence-based core instruction (Tier I). Additionally, the teacher should apply
progress monitoring to determine the rate of improvement.

If a student is below benchmark (yellow), then deliver structured literacy interventions with
increased intensity and also provide and differentiate evidence-based core instruction (Tier I).
The teacher should monitor progress to determine the rate of improvement. If there is no
improvement or slow progress, the teacher should complete a follow-up assessment to determine
additional intervention(s).

A student who is well below benchmark (red) after the winter kindergarten-level screening
should be referred for follow-up assessment. The student should receive targeted intervention as
well as differentiated core supports. If there has been no progress after one benchmark period,
the student should be referred to special education for a comprehensive evaluation, which would
include data from the screening and follow-up assessment. It is important to note that a referral
to the school district’s child study team can be made at any point if a disability is suspected. If
dyslexia is identified, a discussion regarding the impact of the reading disability on the student’s
learning and expected rate of improvement is warranted to determine if the student is eligible for
special education supports and services under IDEA.
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SECTION VI: ASSESSMENT AND DIAGNOSIS
ASSESSMENT
A comprehensive literacy program includes targeted assessment and progress monitoring.
Different types of assessments are used for different purposes. In this section, we review
different types of assessments used by the Andover Public Schools and explain the purpose of
each.
In a seminal paper on early reading intervention, Torgesen (1998) explained that students who do
not receive early intervention are at great risk for reading failure in the upper grades. Moreover,
it has been well established that struggling readers who do not receive targeted intervention early
on do not catch up. Thus, it is important to screen students as soon as possible to determine each
student’s risk level and to intervene early in their school career.
The International Dyslexia Association and the What Works Clearinghouse recommend
universal screening as a critical first step in identifying students who may be at risk for reading
difficulty and reading disorders such as dyslexia. A number of correlational studies suggest a
strong relationship between specific, discrete skills and later reading performance (Compton,
Fuchs, Fuchs, & Bryant, 2006; Gaab, 2017; McCardle, Scarborough, & Catts, 2001; O’Connor &
Jenkins, 1999; Fuchs, Fuchs, & Compton, 2004; Speece, Mills, Ritchey, & Hillman, 2003b;
Torgesen, 1998). A universal screening measure is comprised of a series of discrete skills.
Students are assessed with short probes that measure their ability to generate a particular skill
with both accuracy and automaticity. Pace is one indicator of whether or not a skill is mastered
with automaticity. Automaticity means the skill is performed efficiently and without conscious
attention or labored processing. The number of accurate responses the child produces during the
screening is then compared to base rates. Base rates are proficiency and quantity rates that are
considered within the normal range for various developmental levels.
A universal screener can be compared to a sifter with large holes. Screeners will produce a
number of false positive responses. In other words, a screener will find students who do not have
dyslexia and/or students who will not have persistent reading difficulty. Some students will show
low performance due to other factors and may show normal results on a later screening. Thus, it
is recommended that screening measures be given more than one time per year. It is also
recommended that more than one skill be assessed during each screening period. Andover Public
Schools has adopted a fall, winter, and spring universal screening program. The chart below
indicates the skills that are assessed during each screening period. It should be noted that because
phonemic awareness skills are developmental, fall measures for kindergarten are less reliable, so
more emphasis is placed on the kindergarten winter benchmark.
A universal screener will also identify students who may not have dyslexia but still require a
more systematic or structured approach, at least in the early stages. The discrete skills measured
by universal screeners are low in children who need a systematic and structured phonics program
as well as children who may have developmental dyslexia (Torgesen, 1998). Thus, screening
measures are not used to diagnose dyslexia. However, the skill deficits identified require the
45

same type of remediation in both groups of students. Students who do not have chronic reading
disorders may catch up more quickly and move out of intervention at a faster rate. Children who
require more intensive long-term remediation will show evidence of this early on. The data
teams in each school run multiple screening periods and they also use progress monitoring
assessments to track progress in various interventions.
ANDOVER PRESCHOOL SCREENING
One of the most widespread myths about dyslexia is that young children cannot be screened
because they are not receiving reading instruction. While screening young children may not
actually diagnose dyslexia, a number of cognitive and language indicators present in young
children have been shown to have a strong and stable relationship to later reading development.
These indicators include phonemic awareness, rapid naming, vocabulary, verbal working
memory, and letter knowledge. Family history is also an important indicator due to the high
heritability rate of developmental dyslexia. Andover preschool students are screened with the
Preschool Early Literacy Indicator (PELI). The PELI is a literacy assessment for students ages 3
to 5 that measures alphabet knowledge, vocabulary and oral language, and phonemic awareness
and listening comprehension.
PELI
PRESCHOOL RISK FACTORS MEASURED

SUBTEST(S)

Phonemic Awareness

Initial Sounds game

Decoding

N/A

Vocabulary and Oral Language
Rapid Naming

Letter Naming

Comprehension

N/A

Specific developmental and familial variables predict dyslexia and/or other language delays.
Dyslexia has a 50 percent heritability rate. Repeated ear infections and limited early exposure to
print are also risk factors. The Andover preschool screening process includes the following
questions to gauge potential early risk factors:
Is your child’s speech easily understood by others?
Did your child receive early intervention for speech or language delays?
Has your child had frequent ear infections?
Have members of the immediate family (mother, father, sibling) been diagnosed
with dyslexia?
5. Has your child attended a preschool program?
1.
2.
3.
4.
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ANDOVER UNIVERSAL SCREENING
Screening is the first step in a proactive, preventative approach. It is
Nadine Gaab:
the principal means for supporting those students who present with
deficits in the acquisition of linguistic processes essential for
“Typically dyslexia is not
reading proficiency. According to the Tufts Center for Reading and
diagnosed until the child
Language Research, effective screening measures must meet two
has failed to read
fundamental criteria: (1) the tool must assess characteristics
essential to later skill development otherwise known as criterion
repeatedly—usually in
validity, and (2) the tool must accurately classify students as “at
third grade or later. As a
risk” or “not at risk” for poor outcomes. Nadine Gaab of Harvard
result, children with
Medical School and Boston Children’s Hospital recommends the
dyslexia must often make
following components for effective screening programs:
up a large gap to reach
SHORT: The screening should be efficient and precise enough
the level of typically
to identify all at-risk students.
COMPREHENSIVE: The screening should include all of the
reading peers.”
most predictive skills: phonemic awareness, letter
knowledge (letter-sounds from kindergarten on), rapid
naming, vocabulary, listening comprehension, and family
history.
RESOURCEFUL: School districts can use existing tools to develop a comprehensive
screening battery.
EARLY: Reading indicators can be screened in young children and intervention is more
effective and efficient when delivered to young children.
ESL: Young children who are culturally and linguistically diverse are under-identified for
reading support.
NEUROBIOLOGY/GENETICS: Family history is an essential component of screening due
to high heritability rates.
RISK FACTORS
TO MEASURE
Phonemic Awareness

DESCRIPTION



The ability to discriminate, track, and manipulate speech
sounds within words at the word, syllable, and phoneme
(constituent sound) levels
Phonological memory, as in pseudoword repetition

Receptive/Expressive
Vocabulary



Understanding and classification of words

Phonics



The ability to map speech sounds to letters and letter
combinations

Alphabet Knowledge



The ability to use the symbols of the language
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Decoding



The ability to read unfamiliar words using the sound
system of the language and its corresponding letters and
letter combinations

Rapid Naming



The ability to rapidly retrieve and name common stimuli
such as letters, numbers, colors and objects

Oral
Language/Comprehension



The ability to understand language

Working Memory



The retention of small bits of stimuli in an immediately
accessible form

The Andover Public Schools team has adopted the Dynamic Indicators of Basic Early Literacy
Skills (DIBELS) as a primary screening measure in grades K-5. Decisions about choosing a
screener are multi-dimensional. It was important to us to choose an instrument that included
measures of as many highly predictive early indicators as possible. However, it does not matter
how comprehensive a screener is if it does not meet basic standards of reliability and validity.
The predictive validity of the DIBELS meets the highest standards as recommended by the What
Works Clearinghouse (over 0.60). The measure has also been endorsed by the Tufts Center for
Reading and Language Research. The specific skills measured by the DIBELS have been
endorsed by the What Works Clearinghouse and the International Dyslexia Association. The
chart below outlines the specific skill set measured at each grade level.
Test
Letter Naming
Fluency

DIBELS
X

Phoneme
Segmentation

X

Nonsense
Word Fluency

X

Word
Identification

X

Oral Reading
Fluency

X

Retell Fluency

X

Purpose
Screening

Grade
K-1

WWC
X

IDA
X

Screening
and progress
monitoring
Screening
and progress
monitoring

K-1

X

X

Phonemic
Awareness

1

X

X

Screening
and progress
monitoring
Screening
and progress
monitoring
Progress
monitoring

1-2

X

X

1+

X

X

Phonics
Decoding
Alphabet
Knowledge
Fluency
Alphabet
Knowledge
Decoding
Fluency

3-5

X

Measures
Rapid Naming

Comprehension

Notes
An initial indicator. Not to be used
for progress monitoring because
students begin to associate letters
with sounds.
Not as effective for PM in second
semester of grade 1.
Ensures student is using decoding
skills—and not memory—to read
words.
Addresses the irregular and multisyllabic words not measured by
nonsense word fluency.
Strong predictor—up to 70% of
variance in reading is predicted by
oral reading fluency.
Retelling a story you read with
good sequencing and detail.
Verbal short term memory is a
strong predictor of reading.
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DIBELS NEXT
Risk Factor

Subtest(s)

Phonemic Awareness

Initial and First Sound Fluency, Phoneme
Segmentation

Phonics

Nonsense Word Fluency

Fluency

Oral Reading Fluency

Vocabulary

X

Comprehension

Retell Fluency, DAZE

Rapid Naming

Letter Naming Fluency

OTHER SCREENING RESOURCES
AIMSWEB PLUS
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Risk Factor

Subtest(s)

Phonemic Awareness

Initial Sounds
Phoneme Segmentation

Phonics

Letter-Word Sounds Fluency

Fluency

Word Reading Fluency
Silent Reading Fluency

Vocabulary

Auditory Vocabulary
Vocabulary

Comprehension

Reading Comprehension

Rapid Naming

Letter Naming

STAR 360
Risk Factor

Subtest(s)

Phonemic Awareness

Rhyming, Blending and Segmenting,
Phoneme Isolation (initial, final,
medial), Phoneme Substitution

Phonics

Alphabet Knowledge, Soundsymbol, Regular and Irregular
Spelling, Syllable Patterns

Fluency

No

Vocabulary

Yes, but embedded

Comprehension

Sentence and Paragraph level

Rapid Naming

No

PALS EARLY LITERACY SCREENER
Risk Factor

Subtest(s)
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Phonemic Awareness

Rhyming, Beginning sounds

Phonics

Alphabet Knowledge, Word
Recognition

Fluency

Fluency

Vocabulary

No

Comprehension

Comprehension

Rapid Naming

No

LEXIA RAPID
Risk Factor

Subtest(s)

Phonemic Awareness

Sound Blending

Phonics

Letter Sounds, Word Reading,
Spelling

Fluency

Passage Comprehension

Vocabulary

Academic Vocabulary

Comprehension

Syntactic Knowledge, Reading
Comprehension

Rapid Naming

No

ANDOVER PROGRESS MONITORING
Progress monitoring tools are used to assess students’ academic performance, to evaluate the
effectiveness of instruction, and to quantify a rate of improvement.
One of the primary concerns with developmental dyslexia is early intervention. When students
receive intervention in grades K-2, the intervention is more effective (Torgesen, 2000; Wanzek
& Vaughn, 2007). Thus, there is widespread national concern about districts that use a “wait to
fail” model. The term “wait to fail” refers to systems that adopt an approach whereby students
with low performance on screeners receive “more regular education” in small groups as opposed
to specific targeted interventions. The other concern is systems that adopt a model whereby
students are assigned ineffective interventions for long periods of time.
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Progress monitoring is one way to ensure interventions are effective. Progress monitoring is a
series of curriculum-based measurements that are given frequently to determine whether students
are learning the specific skills they need for reading success. Curriculum-based measurement is a
process whereby the specific skills that are being taught are measured frequently. The
relationship between the assessment and the skill instruction is intentionally directly related in
this type of assessment. The skills measured by the DIBELS are one example. The strong
relationship between assessment and instruction allows the teacher to change the instruction
more quickly and to address specific skills that are not progressing. Many interventions also
include embedded curriculum-based measurements, so in some cases students are receiving a
combination of assessment and instruction on a daily basis. Because the skills are targeted for
instruction, the curriculum-based measurement (CBM) is part of, and not separate from, the
lesson.
Andover Public Schools has adopted a bi-weekly progress monitoring schedule. When students
are placed into interventions, teachers know within a few weeks or months, rather than over a
period of a school year, whether each student is making progress.
ANDOVER FOLLOW-UP ASSESSMENT MODEL
Universal screening measures do not tell us everything we may
need to know. Students who show low performance on two
consecutive testing periods may have more specific challenges
that require additional intervention. In collaboration with a
unique blend of consultants, Andover has developed a follow-up
assessment model to refine our intervention groups. Students
with developmental dyslexia not only show a range of severity,
but may also exhibit different constellations of cognitive and
skill deficits. We call these constellations dyslexia subtypes.

Joseph Torgesen:
“The best solution to the
problem of reading failure
is to allocate resources for
early identification and
prevention.”

About 19 percent of struggling readers exhibit phonological
deficits, or difficulty mapping sounds to letters and letter
combinations. About 15 percent of struggling readers will show deficits in Rapid Automatic
Naming, or the ability to automatically name stimuli which should not require attention, such as
letters (once learned), colors, numbers, shapes, and objects. There is a strong relationship
between reading disorders and deficits in naming speed (Wolf, 1991). Finally, 60 percent of
struggling readers will exhibit both characteristics. Other cognitive factors, such as phonological
memory, processing speed, and short term memory may also impact reading. For example,
children who show deficits in nonword repetition tasks often have difficulty with vocabulary
acquisition. Thus, it is important to identify which processes are operating.
The follow-up assessment offers further insights into the specific nature of the student’s areas of
strength and weaknesses and may also serve to clear concerns about students who were identified
as false positives. This type of needs-based assessment uses tools targeted to specific reading
skills and are highly predictive to ensure intervention is appropriate for the students’ profiles.
The assessment framework is based on a valid empirical and theoretical model that considers the
stages of reading development, critical skills to monitor throughout the year, and the appropriate
intervention given a child’s learning profile. Andover used our own student data and an action
research process to determine which measures would be most sensitive at various stages.
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Kindergarten
At this stage, screening and progress monitoring tools are essential for identifying those
students whose performance indicates they will require a greater level of direct instruction
than will typical students. Particular attention needs be paid to students who score in the
“intensive” range on subtests of phonological awareness, as it is a highly accurate predictor
of dyslexia and further assessment should be conducted. When measures of Rapid Naming
are added to the mix, we are able to predict which children will be poor readers at the end
of first grade with 80-85 percent accuracy (Ozernov-Palchik, et al., 2017).
Provide the following measures to all students who meet the qualification for Supplemental
Assessment: Phonemic Awareness (either Elision subtest from CTOPP or PAST), Rapid Naming
(Object subtest) and Letter/Sound (PAT–graphemes).
How to match the intervention to students’ performance on a supplemental assessment:
Skill Area

Phonemic Awareness

Letter Naming Subtest

Letter/Sound

Assessment

Elision subtest of CTOPP
or
PAST (Kilpatrick)

Rapid Naming – Objects subtest

Appropriate
Intervention

Just Right PA
or
LiPS (add risk factors)

Create routines that develop automaticity in
phonemic awareness (e.g., Kilpatrick PA),
letter formation and letter recognition.

District
Inventory
(PAT–
graphemes)
Lively Letters
OrtonGillingham

Guidelines for Referral:
1. Confirm: Frequency, duration, content (IF & program), and group size of the prior
intervention.
 Confirm HILL Routines were utilized in Tier I/II.
 Was the “Alterable Variables” chart consulted? These steps should be a part of
the student team process. If this has not occurred, do so before moving forward.
2. If a student is low in two areas or below the 10th percentile in one, consider referring for
eligibility testing.
First Grade
Provide the following measures to all students who meet qualifications for Supplemental
Assessment: Phonemic Awareness (either Elision subtest from CTOPP or PAST), Rapid Naming
(Letter subtest), and Phonics screener (PAT or QPS).
How to provide structured and targeted intervention:
Skill Area
Below
Benchmark

Rapid Naming

Phonemic Awareness

Phonics
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Assessment

Rapid Naming – Letter
Naming subtest

Appropriate
Intervention
When Below
Benchmark
or Age
Expectations

Create routines that
develop
automaticity in
phonemic awareness
(perhaps Kilpatrick
PA) and in letter
formation and
recognition.

Elision subtest of CTOPP
and
PAST: If level D on PAST,
then administer the LAC.
*Kilpatrick Equipped OneMinute Activities with
Supplemental Manipulatives
*Just Right PA
*If indicated by LAC (if
performing low average or
worse)—LiPS

PAT (Decoding)

Lively Letters
Seeing Stars
Orton-Gillingham

Guidelines for Referral:
1. Confirm: Frequency, duration, content (If and program), and group size of the prior
intervention.
 Confirm HILL Routines were utilized in Tier I/II.
 Was the “Alterable Variables” chart consulted? These things should be a part of
the IST process. If this has not occurred, do so before moving forward.
2. Then if a student is low in two areas or below the 10th percentile in one, consider
referring for eligibility testing.
Second Grade
Provide the following measures to all students who meet the qualification for Supplemental
Assessment: Phonemic Awareness (either Elision subtest from CTOPP or PAST), Rapid Naming
(Letter subtest), and Phonics screener (PAT or QPS).
*If students are Below Benchmark on DIBELS ORF but not on any supplemental assessments,
they may benefit from a repeated reading program such as Read Naturally.
Skill Area
Below
Benchmark
Assessment

Rapid Naming

Phonemic
Awareness

Single Word Reading
Efficiency

Rapid Naming
– Letter
Naming Subtest

CTOPP Phonemic
Awareness
Composite Score
and
PAST: If level on
PAST, then
administer the
LAC.

Test of Word Reading
Efficiency (TOWRE—
Sight Word Subtest)

Phonics

Word Reading and
Spelling Subtests of
WIST
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Appropriate
Intervention
When Below
Benchmark or
Age
Expectations

RAVE-O or
POSSuM
routines that
develop
automaticity

*Kilpatrick
Equipped OneMinute Activities
with Supplemental
Manipulatives
*Just Right PA
*If indicated by
LAC, use LiPS.

RAVE-O starting with
Units 1 & 2, then
skipping to Unit 10.
POSSuM routines that
develop automaticity.

Orton-Gillingham
Seeing Stars

May also benefit from
sight word
recognition routines
using Seeing Stars,
RAN charts and
SnapWords/Sight
Words You Can See

Guidelines for Referral:
1. Confirm: Frequency, duration, content (IF & program), and group size of the prior
intervention.
 Confirm HILL Routines were utilized in Tier I/II.
 Was the “Alterable Variables” chart consulted? These things should be a part of
the IST process. If this has not occurred, do so before moving forward.
2. Then if a student is low in two areas or below the 10th percentile in one, consider
referring for eligibility testing.
Third through Fifth Grades
Provide the following measures to all students who meet the qualification for Supplemental
Assessment: Phonemic Awareness (either Elision subtest from CTOPP or PAST), Rapid Naming
(Letter subtest), and Phonics screener (PAT or QPS).
*If students are Below Benchmark on DIBELS ORF but not on any supplemental assessments,
they may benefit from a repeated reading program such as Read Naturally.
Skill Area
Below Benchmark
Primary Assessment

Secondary
Assessment

Primary Intervention

Single Word Reading Efficiency

Phonics

Test of Word Reading Efficiency
(TOWRE–Nonsense Word and Sight
Word Subtest)
Rapid Naming—Letter Naming
Subtest

Word Reading and Spelling Subtests of
WIST

RAVE-O starting with Units 1 & 2,
then skipping to Unit 10.
POSSuM routines that develop
automaticity.

Orton-Gillingham
Seeing Stars

CTOPP Phonemic Awareness Composite
Score
and
PAST—If level on PAST, then
administer the LAC.

May also benefit from Sight Word
recognition routines using Seeing
Stars, RAN charts and
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SnapWords/Sight Words You Can
See.
Secondary
Intervention

RAVE-O or POSSuM routines that
develop automaticity.

*Kilpatrick Equipped One-Minute
Activities with Supplemental
Manipulatives
*Just Right PA
*If indicated by LAC, then use LiPS.

Guidelines for Referral:
1. Confirm: Frequency, duration, content (IF & program), and group size of the prior
intervention.
 Confirm HILL Routines were utilized in Tier I/II.
 Was the “Alterable Variables” chart consulted? These steps should be a part of
the IST process. If this has not occurred, do so before moving forward.
2. Then if a student is low in two areas or below the 10th percentile in one, consider
referring for eligibility.
LEVELING and COMPREHENSION ASSESSMENTS
One of the most important factors in reading instruction is appropriately matching text to
individual readers. Moreover, different types of text are used for different types of instruction.
For example, students with phonological deficits benefit from practice with controlled text.
Controlled text is text that is limited to only the syllable types students have learned. A general
rule of thumb for determining when it is appropriate to move a student with dyslexia to
uncontrolled text is to ensure mastery of the three most commonly occurring syllable types
(closed, open, and silent e). Students with rapid naming or fluency deficits benefit from practice
with text that is below their instructional level. They should be able to read the text with good
accuracy (over 97 percent). The practice serves to reinforce the decoding, phrasing, and sight
word skills they have acquired. These readers may also benefit from wide reading of predictable
text. Predictable text is controlled for sentence structure and vocabulary. Predictable text
supports word acquisition. Finally, students require different levels of text for reading
independently and reading with a teacher. At the more advanced stages of fluency development,
many students benefit from an uncontrolled text series such as Magic Treehouse (500L), Junie B.
Jones (550L), or Percy Jackson (600-800L). A series controls for story structure and background
information, so students are able to connect new vocabulary to existing schema without losing
meaning. Most students will move rapidly and will not require text elements to be controlled
with such precision. Struggling readers, however, often fail to advance because structures from
their experiences of reading connected text do not explicitly bridge what they have learned in a
systematic intervention such as Orton-Gillingham to the text itself. For these students, the careful
selection of appropriately structured text is critical.
Another important element of a comprehensive literacy program is the ability to track a reader’s
overall reading level over time. There are many leveling models available, and most are fine for
general classroom use. The Lexile Framework for Reading is a more precise, complex model for
consistently determining a student’s reading level and the difficulty level of a particular book.
The Lexile Framework is a research-based algorithm based on text complexity. More than 65
reading assessments and 25 state assessments produce Lexile scores. The Measure of Academic
Progress (MAP) assessment is an adaptive measure that produces an authentic Lexile. That
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means the items will increase or decrease in difficulty in response to students’ answers as they
take the test. By homing in on the “sweet spot” for ideal reading comprehension, the MAP can
produce a Lexile score in a minimum amount of time. We can also use Lexiles to measure
progress over time because the measure is both objective and linear.
Using Lexiles, we can place both books and readers on the same metric. This will allow us to
find just-right books for each child. If we know the comprehension levels of both the child and
the book, we can select materials with confidence. Books at the lower end of a child’s Lexile are
good choices for independent reading, while books at the upper end are good choices for
classroom instruction.
Lexiles range from BR–beginning reader to 2000–or advanced reader. For example, the popular
book The Giver is a 760L. Henry and Mudge, the popular series for young readers, is in the
range of 440L to 540L. The first Harry Potter book is a Lexile of 880, The Hunger Games is a
Lexile of 810, and Diary of a Wimpy Kid is a surprisingly high Lexile of 1010! Parents and
teachers should look for books that range from 100L below to 50L above the child’s reported
Lexile score. It is important to pay attention to text complexity. As you can see from the Wimpy
Kid example, a book’s text complexity does not always match the age and interest level for
which it is written.
The chart below indicates how to use Lexiles to match books to readers for different purposes:
TEXT DIFFICULTY
LEXILE RANGE
USE FOR
Easy/fluent
100-250 below student’s Lexile Fluency training or difficult
content
On level
100 Lexiles below to 50
Independent reading
Lexiles above student’s Lexile
Challenging
50-250 Lexiles above student’s Partner reading or instruction
Lexile
Retrieved from www.lexile.com

A number of assessments will generate a Lexile, but many of these instruments use a
correlation chart to compare the derived score to an approximate Lexile equivalent. These
systems are appropriate for planning classroom instruction but the metrics on which each
leveling system is based differ. Some assessments, however, such as the NWEA Measures of
Academic Progress, generate an authentic Lexile score. Andover Public Schools has adopted
the MAP assessment to track the overall reading level of struggling readers and to match readers
to appropriate text.

It is important to note that a Lexile will not measure all dimensions of a piece of text.
Some books with complex themes may generate a lower Lexile and still be more difficult to
comprehend than another book with a higher Lexile score. The advantage, however, lies in the
objectivity of the assessment, the ability to provide starting points for a wide variety of readers—

57

particularly in the upper grades—and to track the progress of struggling readers on an objective
measure over time,
Young students who have not yet mastered the skills outlined on the DIBELS will not generate a
Lexile because a student has to be able to read before a Lexile level can be assessed. Lexiles do
not directly correspond to grade levels because the Lexile measure is more precise. There is a
range of abilities within each grade, but studies completed by Metametrics do show typical
Lexile ranges for each grade level.
The Lexile ranges in the chart below are the middle 50 percent of reader measures for each
grade.
GRADE

READER MEASURES: Mid-Year, 25th to 75th Percentile

1

BR120L to 295L

2

170L - 545L

3

425L - 760L

4

635L - 950L

5

770L - 1080L

6

855L - 1165L

7

925L - 1235L

8

985L - 1295L

9

1040L - 1350L

10

1085L - 1400L

11/12

1130L - 1440L

Retrieved from www.lexile.com

ANDOVER DIAGNOSTIC ASSESSMENT PROTOCOL
The Andover Follow-Up Assessment model includes decision guidelines for referral for a special
education assessment. It is important to understand, however, that a teacher or a parent can refer
a student for such assessment at any time. The Andover Public Schools clinical evaluation team
has adopted a diagnostic protocol to provide consistency among schools when students are
referred to special education for assessment for dyslexia. The diagnostic protocol has been
reviewed by our consultants from Tufts and Landmark Outreach, as well as by our internal
assessment team. The protocol includes assessment domains recommended by the International
Dyslexia Association. It is important to note that the assessments and/or subtests listed in the
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right column of the following table are only examples and not an exhaustive list of assessments
that may be used.
DETAILED DESCRIPTION
The Andover team has developed a diagnostic protocol to respond to referrals. The protocol was
adapted from information on best practices from the Pearson Dyslexia Toolkit, Mather and
colleagues, the Yale Center for Dyslexia, and other sources. A Diagnostic Profile is to be
completed for each student evaluated for Dyslexia and/or Language-Based Learning Disabilities
to ensure consistency across evaluations and coordinated evaluation protocols among special
educators, Speech-Language Pathologists, and School Psychologists.
STUDENT
NAME
Date
IQ Test

SKILL

PreAcademic
Indicators

Phonological
Awareness
• Significantly
below age
expectations

Academic
Indicators

Alphabet Writing

Letter and Sound
Knowledge

IDA

X

X

LOW

MED

HIGH

Verbal

Spatial

Nonverbal
Reasoning

SUBTEST(S)

EXAMINER

EXAMPLE
TESTS OR
SUBTESTS

Regular or
Special
Education
Teacher

LAC-III
PAT

Regular or
Special
Education
Teacher

Sample

Regular or
Special
Education
Teacher

Sample
WIST
DIBELS
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Pseudoword
Decoding (Word
Analysis)
• Less than or
equal to Word
Reading

X

Special
Education
Teacher

WJ-IV
Pseudowords
WRMT
Pseudowords
WIST

Word Reading:
• 1 SD below
Listening
Comprehension
• 1 SD below
Cognitive
• Less than or
equal to Reading
Comprehension

X

Special
Education
Teacher or
Reading
Specialist

WJ-IV
WRMT
KTEA
QRI-VI

Special
Education
Teacher or
Reading
Specialist

TOWRE

Word Reading
Fluency

Oral Reading
Fluency

X

Special
Education
Teacher or
Reading
Specialist

DIBELS
GORT-V

Spelling
Orthographic
Processing
• Less than or
equal to Word
Recognition
• 1 SD below
Listening
Comprehension
• 1 SD below IQ

X

Special
Education
Teacher or
SLP or
Psychologist

TWS
WIST

Written
Expression

X

Special
Education
Teacher or
SLP

TOWL-IV
KTEA
Written
Language
Subtest
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Language
Indicators

Cognitive
Domain
Indicators

Cognitive
Processing
Indicators

Reading
Comprehension

Special
Education
Teacher or
Reading
Specialist

GORT-V
QRI-VI

Listening
Comprehension
• SS of 90 or
better
• Significantly
better Listening
Comprehension
than Reading
Comprehension

SLP

CELF-V

Receptive
Vocabulary

X

SLP

PPVT-IV

Auditory Verbal
Working
Memory
(phonological
memory)

X

Psychologist

CTOPP-II
WRAML

Verbal
Comprehension
& Reasoning

Psychologist

WISC-V
DAS-II

Long-Term
Storage &
Retrieval

Psychologist

WISC-V

Associative
Memory &
Learning

Psychologist

WJ-IV

Psychologist
or SLP

CTOPP-II
RAN/RAS

Psychologist

WISC-V

Rapid Automatic
Naming

Processing Speed

X
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Risk
Factors

Orthographic
Processing

X

Special
Education
Teacher or
SLP or
Psychologist

Phonological
Processing

X

Psychologist
or SLP

CTOPP-II

Phonological
Memory

X

Psychologist
or SLP

CTOPP-II

Hx of
Articulation
Disorder

SLP

Language
Sample

Hx of Hearing
infections

SLP

Interview

Team

Interview

Team

Shaywitz
Screener

Hx of Dyslexia
in Family

X

Screening
Results
Adapted from Pearson Dyslexia Toolkit and other sources

ANDOVER IEP PROGRESS ASSESSMENT
When students receive special education services for dyslexia and language-based learning
disabilities, their progress is monitored and additional assessments are completed for the Annual
Review of the IEP. Depending on the student’s age, the Annual Review may include curriculumbased and/or program-specific assessments, selected subtests of the Woodcock-Reading Mastery
Test, selected subtests from the Gray Oral Reading Test, the Word Identification and Spelling
Test, the Wilson Assessment for Decoding and Encoding, and a sight word inventory. Sight
words are words that cannot be decoded, such as the word ‘said.’
Students who receive dyslexia-specific interventions are working in controlled text programs.
Controlled text is text that only includes the syllable types that have been covered in the
intervention at any given time. There are six syllable types in the English language. It is
important to understand that standardized reading assessments do not use controlled text. That
means the text used in the assessment includes all six syllable types and sight words. Children in
controlled text programs such as programs that use the Orton-Gillingham methodology (see
Section VII: Instruction) will be slower to show progress on standardized, non-controlled text
assessments because those instruments assess mastery of syllables that have not yet been taught.
Thus, it is important to closely monitor program-specific assessments to ensure students are
mastering the necessary sub-skills and the most commonly used sight words.
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SECTION VII: INSTRUCTION
COMPONENTS OF CORE READING: WHAT TO TEACH
Good core reading instruction includes an integration of five core
components recommended by the National Reading Panel (2000)
and the National Early Literacy Panel (2008). The core
components are: phonemic awareness, systematic and explicit
phonics instruction, fluency, vocabulary, and comprehension.
In Section II, we reviewed typical reading development, a
hierarchically integrated set of stages. In this section, we define the
core areas of instruction as they relate to dyslexia and provide
examples of what the content of the “core five” looks like—What
to Teach. Then, for each of the core five domains, we provide
examples of the most common research-based strategies—How to
Teach.
NOTE: Many research-based strategies can be used to teach the
core five concepts. The strategies included in this guide are not
meant to be an exhaustive list, but merely examples of strategies
that: (1) are based in the literature, (2) represent examples with
significant research validation, and (3) are consistent with
language-based teaching methodology.

Keith Stanovich:
“Phonemic
awareness is more
highly related to
learning to read
than intelligence,
reading readiness,
and listening
comprehension.”

PHONEMIC AWARENESS
What is it?
Phonemic awareness is the ability to discriminate, track, and manipulate the constituent sounds
within words. Phonemic awareness skills are developmental and they emerge in a hierarchical
fashion. At its lowest level, phonemic awareness includes the ability to identify and discriminate
sounds. After children master these skills, they learn to track, substitute, and manipulate sounds
within words. Phonemic awareness skills accelerate the growth of all readers; without phonemic
awareness, 20–30 percent of students will remain poor readers.
What to teach
English has 44 phonemes: 24 consonant sounds and 20 vowel sounds. The following chart
describes the developmental sequence of phonemic awareness skills, proceeding from the most
basic skills at the bottom, to the more sophisticated, later-developing abilities at the top.
SKILL
Manipulation

SUB-SKILLS
Second phoneme in blend
Phoneme substitution

EXAMPLE
Give me CLAP without the /l/
= CAP
Say PAT. Now say /c/ instead
of /p/ = CAT
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Deletion/Elision

Medial Sounds
Segment Sounds

Initial phoneme in a blend
Initial and final phoneme
deletion
Recognize medial sounds in a
word
Segment 3-4 sounds in a
word

Blend Sounds

Blend 3-4 sounds in a word

Final Sounds

Recognize final sounds in
words
Track number of sounds in 3
phoneme words
Manipulation and blending
Produces words with the
same first sound
Recognizes words with the
same first sound

Tracking
Onset and Rhyme
Initial Sounds

Onset and Rhyme
Working with Syllables

Recognition
Deleting

Segmenting
Blending

Syllable awareness

Compound words
Word Matching and
Comparison

Recognition of “beats” or
word parts

Recognition of word length
units
Compare words
Recognize a familiar word in
print

Say TIP. Now say /n/ instead
of /p/ = TIN
Give me FLOP without the /f/
= LOP
Give me MOP without the
/m/ = OP
What is the middle sound in
/MOP/?
What are the sounds in
/CAT/?
How many sounds in /CAT/?
DOGS = D-O-G-S
SIX = S–I–C-S
DOG = G
SUN = S-U-N
What word is this? t- ip = tip
Give me a word that has the
same first sound as CUP
Which word begins with the
first sound as /cat/? map, wig,
cup
f-at, c-at, s-at
Say the word sailboat without
sail = boat
Say the word yesterday
without day = yester
Say the two words in sailboat
= sail – boat
Listen to these word parts and
say the whole word: sail-boat
= sailboat
Listen: yes- ter- day: What is
the whole word? yesterday
How many beats in alligator?
a-li-ga-tor = 4
Clap with me: com-pu-ter
sail-boat
fox, box, mop
Find the word /cat/
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Sentence segmentation

Words within sentences

Alliteration

Recognize words with the
same initial sound
Production

Rhyming

Recognition

Clap with me: I do not like
them in a house. I do not like
them with a mouse.
Dirty dog digging (Toot &
Puddle’s Alphabet book)
Give me a word that rhymes
with /mop/
Which word rhymes with
/cat/?: pig, wig, hat
Repeat: Fox in socks on box

Developed from cited resources by Sara Stetson

How to teach

There is some literature that generally supports the introduction of letter sounds and
their visual forms in combination. This is the teaching procedure endorsed by most popular
reading programs. However, in an important critical review of the extant literature by Al Otiaba
and Fuchs (2002), poor phonemic awareness was a strong correlate of unresponsiveness to
treatment for struggling readers in more than 70% of the studies! The ability to discriminate,
identify, track, and manipulate speech sounds is a substrate of letter-sound knowledge, and not a
result of it. Thus it is critical to ensure a child’s auditory discrimination system is intact before
introducing letters. The most frequently occurring auditory discrimination problems involve
short vowels with similar sounds and with specific pairs of consonants with similar speech
production features. Fourteen consonant sounds share articulatory features with the exception of
whether they are voiced or unvoiced. Voiced sounds vibrate the vocal cords while voiceless
sounds do not.
VOICED
/b/
/d/
/g/
/j/
/th/ (thin)
/v/
/z/

UNVOICED
/p/
/t/
/k/
/ch/
/th/ (this)
/f/
/s/

Moreover, speech sounds are co-articulated, overlapping one another, making them
difficult for some children to identify.
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Children who experience particular difficulty
with auditory timing and/or discrimination will often
show little progress from high quality interventions, even
intensive interventions designed for students with dyslexia
such as Wilson, unless their auditory processing
challenges are resolved first. When letters are placed over
a disordered sound system, both the sounds and the letters
that represent them become confused.
Because phonemic awareness follows a specific
developmental hierarchy, it is important to teach the skills
in order, as children develop. A child who cannot rhyme
or discriminate one sound from another will have
significant difficulty isolating, tracking, blending and
manipulating multiple sounds within words.
Examples of research-based strategies:
• Elkonin Sound Boxes—Children use counters to build and segment words in designated
phoneme boxes.
• Rhyming games
• Nursery rhymes, word play
PHONICS
What is it?
Phonics is the application of speech sounds to print. Students must learn to map the 44 phonemes
onto letters and letter combinations. The idea that English is inherently irregular is a myth that is
not consistent with modern understanding of linguistics. In fact, about 95 percent of the English
language can be decoded with phonics and word analysis. During phonics instruction, it is
important for children to practice both receptively (analysis and deconstruction) and expressively
(building syllables and words).
What to Teach
Orthography: Orthography is the written representation of speech sounds—the spelling system.
There are about 250 graphemes, or letter combinations, for the speech sounds in English.
Phonics is critical to successful reading. In the English language, 50 percent of words can be read
accurately using rules of phonics. An additional 37 percent of English language words follow
standard phonics relationships very closely, deviating by only one sound (Moats & Tolman,
2009). In order to comprehend what they read, children need to decode approximately 95
percent of the words they encounter in text (Laufer, 1989; Hu & Nation, 2000).
CONSONANT PHONEMES AND GRAPHEMES
PHONEME

WORD EXAMPLES

COMMON
SPELLINGS
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/p/

pit, spider, stop

p

/b/

bit, brat, bubble

b

/m/

mitt, comb, hymn

m, mb, mn

/t/

tickle, mitt, sipped

t, tt, ed

/d/

die, loved

d, ed

/n/

nice, knight, gnat

n, kn, gn

/k/

cup, kite, duck, chorus, folk, quiet

k, c, ck, ch, lk, q

/g/

girl, Pittsburgh

g, gh

/ng/

sing, bank

ng, n

/f/

fluff, sphere, tough, calf

f, ff, gh, ph, lf

/v/

van, dove

v, ve

/s/

sit, pass, science, psychic

s, ss, sc, ps

/z/

zoo, jazz, nose, as, xylophone

z, zz, se, s, x

/th/

thin, breath, ether

th

/th/

this, breathe, either

th

/sh/

shoe, mission, sure, charade, precious, fascism,
notion, mission, special

sh, ss, s, ch, sc, ti, si,
ci

/zh/

measure, azure

s, z

/ch/

cheap, future, etch

ch, tch

/j/

judge, wage

j, dge, ge

/l/

lamb, call, single

l, ll, le

/r/

reach, wrap, her, fur, stir

r, wr, er/ur/ir

/y/

you, use, feud, onion

y, (u, eu), i

/w/

witch, queen

w, (q)u

/wh/

where

wh
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/h/

house, whole

h, wh

VOWEL PHONEMES AND GRAPHEMES
PHONEME

WORD EXAMPLES

COMMON SPELLINGS

/ē/

see, these, me, eat, happy, chief, either, key

ee, e_e, -e, ea, -y, ie, ei, ey

/ĭ/

sit, gym

i, y

/ā/

make, rain, play, great, baby, eight, vein, they

a_e, ai, ay, ea, -y, eigh, ei, ey

/ĕ/

bed, breath

e, ea

/ă/

cat

a

/ī/

time, pie, cry, right, rifle

i_e, ie, -y, igh, -i

/ŏ/

fox, swap, palm

o, wa, al

/ŭ/

cup, cover, flood, tough

u, o, oo, ou

saw, pause, call, water, bought

aw, au, all, wa, ough

vote, boat, toe, snow, open

o_e, oa, oe, ow, o-

took, put, could

oo, u, ou

moo, tube, blue, chew, suit, soup

oo, u_e, ue, ew, ui, ou

cute, music, few, feud

u, ew, u_e

/oi/

boil, boy

oi, oy

/ow/

out, cow

ou, ow

er

her, fur, sir

er, ur, ir

ar

cart

ar

or

sport

or

/aw/
/ō.

/y//ū/

Speech First: Most phonics programs teach the code backwards. Speech evolved
thousands of years ago, but writing is a recent invention. As such, it is more logical to teach the
code from speech to print instead of print to speech. In a traditional print to speech model, the
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child is introduced to the letters and then the sounds. This format leaves gaps in the
representation speech as consonant sounds /wh/, /th/, /sh/, /ch/, /ng/, /zh/ and vowel sounds /oi/,
/ou/, /aw/, /oo/ and schwa have no single letter representations. In addition, many letter names
are not associated with their sounds. In the example below from Louisa Moats, a typical word
wall may display many sounds under each vowel:
Aa
apple
and
away
all
are

Ee
egg
eight
eat
end

Ii
it
is
in
I’m

Oo
orange
of
on
out
once
open
off

Uu
under
use
us
united

In this example, the child confronted with six sounds for /o/ might conclude sounds are too
difficult or irrelevant (Moats, 1998).
Moats suggests teaching each sound and then anchoring each sound to a grapheme. This is the
general principle upon which the Lindamood Bell Phoneme Sequencing (LiPS) program is
based. An example of this principle is illustrated below:
/p/
pot

/b/
bat

/t/
tent
walked

/d/
dime
stayed

/k/
cup
kettle
deck
school
oblique

/g/
go
ghost
fatigue

Syllabication is a type of word analysis that involves understanding how to divide words into
their constituent syllables for decoding. A syllable is a word part containing a vowel sound. A
syllable can make up the entire word (cap) or part of a word (cap-ture). The idea that English is
inherently irregular is a myth (Moats, 2005). Most words can be decoded by following the rules
of syllabication as well as the rules we use when regular syllable forms are changed into
derivative forms (e.g., an open syllable is usually unstressed and the vowel is short when it
occurs in the middle of a multi-syllabic word (com-pli-ment)). The six syllable types in the
English language are outlined in the chart below:
SYLLABLES
SYLLABLE TYPE

EXAMPLE

DEFINITION

Closed (CVC)

rap; rap-id

A syllable with one short
vowel closed in by a
consonant

Vowel-Consonant-e

tape; mis-take

A long vowel syllable
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(VCe)

spelled with a consonant
and silent e

Open

ta-ble; o-pen

A single vowel syllable
with a long vowel sound
that is not closed in by a
consonant

Vowel-r (Vr) or rcontrolled

car; car-pet

A syllable with ar, er, ir,
ur, or. The vocalic r
changes the vowel
sound.

Consonant-l-e (C-le)

hob-ble

A syllable ending in a
consonant-l-e
combination. The
syllable is at the end of a
word and is unaccented.

Vowel Team

spoil; moat; bough; bow

Syllables that use two to
four letters to spell one
long or short vowel
sound

Other-- schwa

dam-age

Final unaccented
syllables with irregular
spellings

Adapted from Moats and Tolman, 2009

How to teach
The three cue system is a model of the cues readers use to access words promoted in many
reading programs. Semantic cues are hints to word meanings, syntactic cues relate to the ability
to pull likely words from one’s knowledge of parts of speech and grammar. In the sentence:
“John _________ over the fence”, it is clear the missing word is a verb. When the syntactic
information is combined with the semantic information (fence), the word options narrow
significantly. Finally, visual or decoding cues are the skills the child brings to decoding the word.
There is substantial eidence, from research-based analysis of children’s oral reading miscues, to
support the theory that children use all of these methods to access words in print.

Evidence for the cue systems has resulted in a kind of circular logic. The logic goes
something like this: if we teach children to use the three cues, they will become better decoders
and comprehenders. The problem with this idea is that it is backwards. There is no evidence that
teaching children to do what they do when misreading words, will lead to better reading. Other
researchers have analyzed the processes used by proficient readers instead. In fact, use of the 3
cue system may deflect development away from the most efficient means of developing an
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automatic decoding system—the system that provides the most direct early access to the
development of the reading circuit (Foorman, 1995). Skilled readers accurately guess from
context about 25% of the time (Gough et al., 1981). In fact, skilled readers do not rely on context
to access words, poor readers do (Stanovich, 2000; Nicholson, 1991). This evidence had led to a
debate in the literature: should we throw out the three cue system? The system is not useful for
teaching early reading or for students with dyslexia. However, it is quite useful in the context of
formative assessment. Teachers can use miscue analysis and running records to analyze a child’s
reading behaviors and to track their progress (McKenna and Picard, 2011).

Research does not support the teaching of phonics through the incidental embedding of
concepts or even the direct instruction of concepts as they arise in print. Rather, one of the most
consistent research findings about reading over the past 50 years is that phonics instruction
should be explicit and systematic. Although the literature does not support teaching phonics
incidentally, it is critical to integrate phonics instruction with a comprehensive reading program.
What does that mean?
● Explicit—Direct and unambiguous. Teachers directly explain and demonstrate each
concept, rather than relying on incidental exposure.
● Sequential and Cumulative—Skills are sequenced in small hierarchical steps. The
organization of instruction follows the order of language development, progressing
methodically from easier to harder skills so that each step builds on and strengthens
subsequent steps.
Taken together, these recommendations mean that, instead of teaching phonics rules and skills
only when they are encountered, teachers should do the reverse—teach the skills in a systematic,
hierarchical order from simplest (letter sounds and CVC syllables) to most complex
(syllabication, structural analysis). Moreover, teachers should consistently integrate the skills
during reading of connected text by pointing out applied phonics in print and asking
children to locate examples of applied phonics in print. In fact, research supports systematic and
explicit phonics instruction for all students—not just those who have specific learning
disabilities.
Word building: Students use a (selected) collection of known sounds to construct words.
Provide a selected collection of letter tiles and three to four Elkonin boxes. Ask students to build
words by placing the letter/sound tiles into the Elkonin boxes. Ask children to build new words
by changing/manipulating sounds.
Word Ladders: Students build words with letter tiles and then change them through a series of
manipulations requested by the teacher.
WORD
MAP
MAT
FAT
CHAT

CHANGE
Change the /p/ in MAP to /t/
If that is MAT, give me FAT
If that is FAT, give me CHAT
Change the /ch/ to /h/

NEW WORD
MAT
FAT
CHAT
HAT
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Word/Syllable Sort: Students sort words by syllable type.
CVC
tap
cap

CVCe
tape
cape

Building Multisyllabic Words:

Decodable text: Decodable text is text that employs a high incidence
of the sight words and syllables that students are learning. The text
repeats high-frequency words and CVC syllables. Decodable text is a
way for dyslexic students to apply the skills they have learned in
isolation. Decodable text is different from patterned text, which is text
that repeats the same patterns over and over (e.g., The cat is in the
garden [picture of a cat in a garden]. The cat is in the tree [picture of a
cat in a tree]); but the phonetic elements are not controlled.
Examples of decodable text:
 Reading A-Z decodable books
 Flyleaf Publishing decodable book libraries
 Spelfabet decodable books
 Lakeshore Word Family Readers
 Simple Words Decodable Chapter Books
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FLUENCY

’Twas brillig, and the slithy toves
Did gyre and gimble in the wabe:
All mimsy were the borogoves,
And the mome raths outgrabe.
“Beware the Jabberwock, my son!
The jaws that bite, the claws that catch!
Beware the Jubjub bird, and shun
The frumious Bandersnatch!”
He took his vorpal sword in hand;
Long time the manxome foe he sought—
So rested he by the Tumtum tree
And stood awhile in thought.
What is it?
Fluency is the ability to read text with the automaticity, accuracy, and expression necessary to
support comprehension. There are many underlying cognitive processes, as well as acquired
skills, that contribute to fluency.
Automaticity: Students must be able to read with sufficient
accuracy and speed to support the building of meaning as they
read. Working memory space is limited. When children struggle
with decoding or sight words, this creates a “bottleneck” and little
memory space is left over to think about meaning. Some people
worry that encouraging automaticity will result in “word calling.”
Although there are some students who learn to rapidly decode
almost anything without understanding, this phenomenon, called
hyperlexia, is exceedingly rare. Hyperlexia is most often
associated with Autism Spectrum Disorders.
Decoding accuracy: Fluent readers do not have to devote
conscious attention to decoding, thus requiring less of the limited
working memory space to build meaning. Their decoding is
accurate and consistent. In order to understand a passage, students
must be able to decode 95 percent of what they read.

Maryanne Wolf:
“That began us thinking
that there are so many
issues beyond the
phoneme, which includes
the visual system and the
retrieval system. It
includes the speed with
which the brain puts its
system together.”

Sight word recognition: Students must recognize quickly a
number of non-decodable words in order to maintain working
memory space for building meaning as they read. Fry (2000)
organized these sight words into the 1000 most frequently
occurring words so that teachers can plan their instruction around
the most useful words for students to recognize automatically.
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Prosody: Prosody is the timing, phrasing, intonation, attention to
punctuation, and emphasis that gives reading meaning. In Lewis
Carroll’s famous Jabberwocky, above, it is possible to discern the
meaning of the non-words through phrasing and syntax.

Charles Perfetti:
“I was just struck by the
fact that kids who had
trouble understanding
what they read, if you
looked at them closely,
they had trouble reading
words.”

Vocabulary: Fluent readers often have a strong vocabulary as well.
When we recognize both the sound and meaning of a word, we
have more ability to link that word to known linguistic structures
when we are attempting to decode it.
Rapid Naming or Retrieval: Fluent readers are able to retrieve
information quickly. Children who have difficulty with rapid
naming usually have persistent difficulty with fluency. While it is
possible to make some progress with repeated text practice and
morphology instruction, rapid naming issues are largely nonremediable.

Processing Speed: Processing speed is a cognitive ability defined as the time it takes a person to
perform a mental task that should be fairly automatic, such as scanning, comparing symbols,
simple decision-making tasks, simple mental calculations, or recognizing patterns.
Given these components of fluency, it is important to determine the source(s) of a student’s
dysfluencies in order to provide the appropriate treatment. For example, students who are
dysfluent due to severe decoding deficiencies will improve with systematic decoding instruction
such as Orton-Gillingham and extensive practice reading connected text. These students often
benefit from repeated reading programs such as Read Naturally and other opportunities to
practice the reading of connected text. Students who are dysfluent due to sight word deficiencies
require systematic practice in sight word reading and repeated practice with connected text.
Conversely, students who are dysfluent due to rapid naming/retrieval deficits are unlikely to
derive much benefit from repeated reading programs such as Read Naturally.
What to teach
Fluency instruction content includes all of the sub-skills outlined above.
Automaticity: Although fluency is much more than speed, children do have to be automatic
with recognizing sight words and decoding. In the United States, the Hasbrouck and Tindal base
rate data for oral reading fluency are the most frequently used fluency norms, calculated in
correct words per minute (WCPM). The norms were updated in 2017.

2017 HASBROUCK AND TINDAL ORAL READING FLUENCY DATA
(in Words Correct Per Minute)
Grade

%ile

Fall WCPM

Winter WCPM

Spring WCPM

90

97

116

75

59

91

1

77

2

3

4

5

50

29

60

25

16

34

10

9

18

90

111

131

148

75

84

109

124

50

50

84

100

25

36

59

72

10

23

35

43

90

134

161

166

75

104

137

139

50

83

97

112

25

59

79

91

10

40

62

63

90

153

168

184

75

125

143

160

50

94

120

133

25

75

95

105

10

60

71

83

90

179

183

195

75

153

160

169

50

121

133

146

25

87

109

119

10

64

84

102

90

185

195

204

75

159

166

173

6

78

50

132

145

146

25

112

116

122

10

89

91

91

Reprinted from Hasbrouck, J., & Tindal, G. (2017). Fluency norms chart (2017 update). Reading Rockets.
From: http://www.readingrockets.org/article/fluency-norms-chart2017-update

Practice: In order to become fluent readers and develop
vocabulary and complex higher-ordered language skills, children
need to read a wide variety of text.

Marilyn Adams:
“The automaticity with
which skillful readers
recognize words is the
key to the whole system .
. . The reader’s attention
can be focused on the
meaning and message of
a text only to the extent
that it’s free from fussing
with the words and
letters.”

However, struggling readers require much more
intensive support than independent reading can provide. Thus,
programs such as “Drop Everything and Read” or Independent
Reading time during ELA classes are ineffective for both
struggling readers and readers with dyslexia (Hasbrouck, 2006).
Once a student can lift print independently, however, there is
significant evidence that extensive practice in a wide variety of
text will improve fluency. Exposure to print and reading practice
are critical to reading development in both average readers and
children who have reading disabilities. Cunningham and
Stanovich (1998) found that time spent reading books is the best
predictor of a student’s reading proficiency, even among
students with weaker reading skills. Several other researchers
have also underscored the importance of reading practice. Unfortunately, the U.S. ranks 23rd in
time spent reading. A third of American 13-year-olds and nearly half of 17-year-olds read for
pleasure only once or twice a year (National Center for Education Statistics). That means
children need to increase print exposure by thousands of words a year to build fluency.

If you don’t think ten minutes a day can make a difference, take a look at the chart below,
adapted from Adams (2006). Adams computed increases in the number of words read if students
were to read ten more minutes a day. The calculations are derived from baselines for the average
number of words read in a year by children at different reading levels; the baselines were
collected by Anderson, Wilson, and Fielding (1988).
READING READING
WORDS READ
INCREASE
WORDS READ
LEVEL
MINUTES
WITH 10 MORE
IN WORDS
PER YEAR
PERCENTILE PER DAY
MINUTES PER DAY
READ
90
21.1
1,823,000
2,686,981
47%
80
70

14.2
9.6

1,146,000
622,000

1,953,042
1,269,917

70%
104%
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60
50
40
30
20

6.5
4.6
3.2
1.8
0.7

432,000
282,000
200,000
106,000
21,000

1,096,615
895,043
825,000
694,889
321,000

154%
217%
313%
556%
1439%

Adapted from Anderson, et al., 1988

How to Teach
A number of research-based strategies improve fluency in most
readers. Fluency is multi-componential and students can exhibit
dysfluencies for many reasons. Different types of dysfluencies are
more or less responsive to different interventions.
Sight word instruction: Fry (2000) compiled a list of the 1000
most frequently used sight words in English. Because sight words
must be memorized, students benefit from working through the
most frequently used words. Research supports the use of
mnemonics and imagery to support sight word instruction. Students should categorize words into
groups of words they know instantly, words they know, and words they do not know. Students
with dyslexia should practice with air writing, tactile objects such as sand trays, and picturing
words.
Practice with decodable text: Decodable text is a way for students to apply the skills they have
learned in isolation.
Practice with leveled text: Once children have some sight words and basic decoding skills
(about three syllable types), they should also read widely in uncontrolled connected text. Leveled
books are a good way to choose the appropriate level of challenge.
Repeated Reading: Repeated reading strategies include choral reading and Reader’s Theater.
Oral Reading with Feedback: During oral reading, the teacher provides explicit feedback about
the student’s reading behaviors and suggests strategies.
Partner Reading: Partner reading can be done Reader’s Theater style, with each partner reading
a different character, or by pages or passages.
Echo Reading: During echo reading, the adult reads the passage, modeling correct phrasing and
intonation, and then the student reads the same passage.
COMPREHENSION
What is reading comprehension? In many ways, the development of a reading brain enables and
unlocks both cognitive an affective abilities such as internal dialogue, perspective taking and
empathy, analogical reasoning, inferencing, and even insight (Wolf, 2018). Top down
approaches to reading emphasize critical connections between cognition, language, and thought.
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Our ability to comprehend written words is constrained by our facility with language.
While most children with dyslexia have intact language content and function, some do not.
Moreover, the struggle with reading places students with dyslexia at a distinct disadvantage
because they are less able to develop vocabulary and other critical language concepts through
reading. Several structures support and scaffold a person’s ability to reach the level of
comprehension described above. Those structures include morphology and vocabulary, syntax,
and semantics.
MORPHOLOGY

“I never heard of ‘uglification’,” Alice ventured to say. “What is it?”
The Gryphon lifted up both its paws in surprise. “Never heard of uglifying!”
it exclaimed. “You know what to beautify is, I suppose?”
“Yes,” said Alice doubtfully: “It means to-make-anything-prettier.”
“Well, then,” the Gryphon went on, “if you don’t know what to uglify is, you
are a simpleton.”
What is it?
Morphology is an understanding of the internal structure of words. Words are made up of smaller
components—roots, suffixes, and affixes—that carry meaning. Meaning may be carried through
content (e.g., osteo = bone), grammatical function (e.g., ed = past tense), or function (e.g., ion =
action or condition). Why is morphology important? About 50 percent of the words in English
have more than one meaning. In addition, morphemes carry both semantic and syntactic
information. Knowledge of word structure and meaning units gives children access to many
more words. There is a substantial amount of evidence to support morphology instruction as an
important intervention for struggling readers. Specifically, attending to common morphemes
unlocks decoding strategies and components of meaning at the same time (Goodwin and Ahn,
2010). A review of studies of the contribution of morphology to reading development indicates
morphology instruction is associated with improvements in word reading, spelling, and analysis
of unfamiliar words (Carlisle, 2010). Morphology instruction assists students in learning the
meanings of many new words because an understanding of common word parts allows children
to construct meaning and recognize the sound structures that are represented more efficiently as
they encounter unknown words in text.
What to teach
COMMON MORPHEMES IN ORDER OF FREQUENCY
PREFIX
MEANING
EXAMPLES
un
not
unstoppable, unfriendly
re
again
return
ab/a
away from
absent, atypical
ad/a
toward, intensify
advance, affirm
con/com/coll
with, together
connect, combine, collaborate
ex
out
extreme, extrapolate
in/im/il/ir
not
injustice, improbable, illiterate,
irresponsible
dis
not, opposite
disappear, disagree
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en
em
non
in/im
over
mis
sub
pre
pro
inter
fore
de/dis
trans
super
semi
anti
mid
under
SUFFIX
-s/-es
-ed
-ing
-ate
-en
-ify/fy
-ize/ise
-ly
-acy
-ance/ence
-dom
-er/or/iam/eer

cause to
cause to
not
in, into, not
over
wrongly
below, under
before
forward
between
before
opposite
across
over, above
half
against, opposite
middle
under
MEANING
more than one
past tense
present
become
made of
make or become
make or become
characteristic of
state or quality
state or quality
place or state of being
one who/what that
which
-ism
belief
-ist
one who
-ity/ty
quality of
-ment
action or process
-ness
state or condition of
-ion/tion/ation/ition act, process, having
-o-logy
study of
-age
result of an action
-hood
condition of being
-ary
place for, collection of,
one who
-ship
condition, rank
-able/-ible
can be done
-ful
full of
-al/-ial
having characteristics
of
-ic
having characteristics
of

encode
embark
nonsense
invade, implant
overlook
misinterpret, misunderstand
submarine
prepare, prefix
prospect
interact
forego, forecast
defrost, deport, disengage
transcode, transport
supercede
semicircle
antisocial
midway
undertow
EXAMPLES
apples, pies
jumped
jumping
complicate, hesitate
wooden
liquify
fertilize, civilize, chastise
quickly
democracy
prominence, dominance
kingdom, freedom
teacher, mentor, pioneer
socialism
biologist
honesty, tenacity
enjoyment
kindness
occasion, attraction, audition
biology
marriage
childhood
apothecary, secretary, library
authorship, leadership
comfortable, compatible
flavorful
personal, coaxial
fantastic, linguistic
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-ous/eous/ious
ish
-ive/ative/itive
-less
-y
-ly
-ity/ty
-er
-er
-est
ROOT
cap/cept/cip/capt
ced/cess
dict
fac(t)/fec(t)/fic
flu
gen
gress/gra
lat
log/loqu
mis(s)/mit
pend/pens
sid/sess/sed
sist/sta/sti
spic/spec
tain/ten(t)
tend/tens/tent
vers/vert
vis/vid
viv/vit
voc

possessing the qualities
of
having characteristics
of
adjective form of a
noun
without
characterized by
act in a way that
state of
comparative
one who
comparative
MEANING
to take
to yield
to talk
to make or do
to flow
origin
to go
to carry or bring
word or speech
to send
to hang, weigh or pay
to sit
to stand
to see
to hold
to stretch
to turn
to see
life
to speak

joyous
girlish
inventive, imperative,
interactive
fearless
velvety
lovely
infinity
friendlier, higher
worker
friendliest, highest
EXAMPLES
caption, accept, susceptible
access, accede
diction, dictionary
proficient, benefactor
fluid
generate, genius
progress, egress
correlate, translate
dialogue
mission
pendant, pensive, expend
reside, sedentary
consist, status
spectacle, conspicuous
contain, retentive
tendon, tension, contentious
reverse, revert
vision, video
vivid, vitamin
vocal

How to teach
Use common morphemes to choose words for vocabulary instruction.
Word Detective: Guess the meaning of words using base words and suffixes (Wolter & Green,
2013).
Sorting Games: Use sound similarities, meaning links, and spelling patterns to create words.
Children can also build new words from individual morphemes, guess the meaning of words
based on an analysis of the individual morphemes, and create games using common morphemes.
VOCABULARY

“…and even the patriotic archbishop of Canterbury found it advisable”—
“Found what?” said the Duck.
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“Found it,” the Mouse replied, rather
crossly; “Of course you know what ‘it’
means.”
“I know what ‘it’ means well enough,
when I find a thing,” said the Duck;
“it’s generally a frog or a worm. The
question is, what did the archbishop
find? ”
What is it?
A strong vocabulary is important for developing the
ability to relate words linguistically by type and
function as well as semantically by content. A strong
vocabulary is also necessary for building the
background knowledge that is required for reading
comprehension. There is a strong correlation between
academic background knowledge and level of reading
comprehension—even when reading ability, study
behavior, test scores, and interest level are controlled.
In order to comprehend, a student must know 90-95
percent of the words they read. The unknown 5-10
percent of the words can accurately be inferred from
the text (Nagy & Scott, 2000).

Stephanie Gottwald:
“…The areas of the brain
that are most important
for reading are the areas
that store sounds, that
store the visual elements
of letter patterns, that
store the sounds of those
letter patterns, that store
affixes, prefixes and
suffixes, that store the
meaning of words, that
store information about
how those words are used
in sentences...”

Children need about 12 meaningful exposures to a word before they can adopt it into their
lexicon and apply it to the comprehension of text. Simply put, there are too many words in the
English language to teach them all directly. Therefore, it is important for teachers to be judicious
about the words they choose to teach.
How to teach
 Choose academic vocabulary that is critical to meaning in the content areas.
 Choose words that cannot be discerned through context.
 Choose words that represent examples of the most common morphemes.
Research supports six critical features of vocabulary instruction:
Descriptions: Descriptions are more useful for children than definitions because definitions are
difficult to apply.
Non-linguistic Representations: Nonlinguistic representations scaffold understanding of
unfamiliar words. Nonlinguistic representations include pictures, graphs, diagrams, and actions
such as acting out a word.
Multiple Exposures: Multiple exposures to words in different contexts support the gradual
shaping of connotation.
Word Parts: An understanding of word parts (morphology) helps children to relate words to
other words and to decipher meaning. A morpheme is the smallest unit of meaning in a word.
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When students learn common affixes, suffixes, and roots (morphemes) they are able to decipher
meaning and parts of speech.
Discussion: Discussion encourages students to actively use words and build meaning
linguistically.
Word Play: Word play promotes application.
Students need multiple exposures, representations, and connections to adopt a word into their
lexicon. For example, the Frayer model is a graphic organizer that students can use to create
definitions by using examples, non-examples, a definition, and distinguishing characteristics.
However, research indicates that students benefit a great deal from non-linguistic representations
such as pictures, diagrams, and symbols; and students also benefit from building and refining
definitions over time using their own words. Marzano (2004, 2009) reviewed the available
research on vocabulary instruction and outlined six critical steps. Students begin by keeping a
structured notebook of the words they are learning. The notebook is organized to include the
following steps for each word:
1) Start with a child-friendly
description with examples.
2) Ask children to restate in their own
words.
3) Ask students to construct a
nonlinguistic representation.
4) Students refine their definitions
with more exposure to the word.
5) Use analogies and non-examples
of the word.
6) Play with the terms using word
games and activities.
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SYNTAX

“Not the same thing a bit!” said the Hatter. “You might as well say that ‘I see
what I eat’ is the same as ‘I eat what I see’!”
“You might as well say,” added the March Hare, “that ‘I like what I get’ is
the same thing as ‘I get what I like’!”
“You might just as well say,” added the Dormouse… “that ‘I breathe when I
sleep’ is the same thing as ‘I sleep when I breathe’!”
“It is the same thing with you,” said the Hatter.
What is it?
Syntax is the system of rules for the sequencing and function of words within sentences. Syntax
includes grammar, word order, and sentence variation (Birsh, 2011, p. 19). There are four types
of English sentences: declarative, imperative, interrogative, and exclamatory. There is also a
syntax to text structure. The overall structure and organization of a story, called a story grammar,
plays an important role in the development of oral language and literacy skills. The overall
structure of a piece of informational text, called a text structure, plays an important role in the
development of language and literacy skills as well as the acquisition, organization, and
application of new content information. There are five basic text structures under which most
expository text can be organized: compare and contrast, cause and effect, order or time-sequence,
problem-solution, and description.
What to teach
Sentences can be expanded and manipulated:
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Dogs bark. [how, where, when, why] Dogs bark [how] loudly [where] in the back yard
[when] at night [why] to scare away the birds.

How to teach
Visual strategies and methods are the most successful for teaching about language and text
structure.
Graphic organizers: Graphic organizers are visual diagrams that match the structure of a piece
of text.
Signal words: Signal words are words that signal a particular text structure.
Text Frames: Text frames are visual models for how to write using different text structures.
Teachers also use frames to show students explicitly the structure of a sentence, paragraph or
essay.
TEXT
STRUCTURE

DEFINITION

Description

An object,
event, or
phenomenon is
described. The
author uses
attributes,
features,
characteristics,
examples, and
non-examples
to describe.

COMMON
SIGNAL
WORDS
Looks like
For example
Sounds like
Feels like
Such as
To illustrate
Including
Such as

VISUAL ORGANIZER

Sentence frame: When describing ______________, the word that comes to mind is
____________ .
The author
If/then
Cause-Effect
describes
Because
ideas, events
Therefore
or facts as
Consequently
causes for
Thus
events that
Since
happen
Due to

Sentence frame: The main cause of ___________________ was _________________ because
___________.
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Sequence

The author
describes a
process or
sequence of
events. The
events are
listed in
chronological
or sequential
order.

First, second,
third…
Next
Then
Before
Finally
After
Later
Now
Subsequently
Previously

Sentence frame: We noticed that first, ___________, then ____________, and finally
_____________.
The author
However
Comparedescribes how
On the other
Contrast
two or more
hand
events, things, Nevertheless
people, or
Although
phenomena are Also
alike and
Similar
different.
Whereas
Similar to
In the same
way
Either

Sentence frame: ______________ and ___________ are both ____________, but _______ are
_________ and ___________ are ________________.
The author
So/that
Problempresents a
Dilemma
Solution
problem and
Solution
then describes
one or more
possible
solutions.
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Sentence frame: ____________ was a problem because _____________ therefore,
________________, and as a result, ___________________________.

SEMANTICS

“I quite agree with you,” said the Duchess, “and the moral of that is—‘be
what you would seem to be’—or if you’d like it put more simply—‘Never
imagine yourself not to be otherwise than what it might appear to others
that what you were or might have been was not otherwise than what you
had been would have appeared to them to be otherwise.”
“I think I should understand that better,” Alice said very politely, “if I had it
written down; but I can’t quite follow it as you say it.”
What is it?
Semantics is the study of how meaning is conveyed through written language. Semantics
includes both conceptual and associative meanings as well as subjective meanings and
connotation. Good readers have a purpose for reading, can think actively about the text as they
read, can compare multiple perspectives, and can make associations. On the surface, the words in
the chart below seem simple.
hypothesis
of
it
possibility
zero

sum
a
fraction
suppose
drawn

when
event
similar
equal
whose

unknown
within

unity
each
numerator

the
these
denominator
to
relative

may
this
is
value
from

we
any
given
any
single

observe

all

limits

Now consider the passage below:
“When the probability of a single event is unknown we may suppose it to equal
any value from zero to unity. The probability of each of these hypotheses, drawn
from the event observed, is a fraction whose numerator is the probability of the
event in this hypothesis and whose denominator is the sum of the similar
probabilities relative to all the hypotheses. Thus the probability that the
possibility of the event is comprised within given limits is the sum of the fractions
comprised within these limits.”
Passage from: Simon, P. & LaPlace, M. (1951) A Philosophical Essay on Probabilities. Dover Publications,
New York. Example developed by Sara Stetson.

There are a number of effective strategies for teaching comprehension. What follows is not an
exhaustive list, but a set of strategies that are particularly important for struggling readers:
Comprehension monitoring: includes activities to do before, during and after reading.
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Before reading: Before-reading activities include previewing the text, making
predictions, and determining what is already known about the topic (background
knowledge).
During reading: During reading, good readers apply fix-up strategies such as looking
back at the text, identifying unknown words, and working with graphic organizers.
After reading: After-reading strategies include answering questions and summarizing
the main points.
K-W-H-L: A K-W-H-L chart is one way to monitor comprehension before, during and
after reading:
What do we know
about the topic?

What do we want to
know?

How can we find
out?

What did we learn?

Question generation and answering: Students respond to questions with immediate feedback.
Students also learn to formulate questions about the text using who, what, where, when, and
why.
Graphic organizers: Described in the previous section.
Story Structure: Students are taught the elements of a story and use visual maps to recall
the concepts and understand the underlying structure and plot.

Summarizing: Summarizing requires the student to identify the subject, main ideas, and key
facts, and then to synthesize these elements into a clear summary statement. One example of a
concept mastery and summary strategy is the Framing Routine from the University of Kansas.
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is about...

Main Idea

Main Idea

Essential Details

Essential Details

Main Idea

Essential Details

So what? What is important to understand about this?

SIM Content Routine from University of Kansas

ANDOVER TIER I: CORE INSTRUCTION
PHONEMIC AWARENESS
All Andover kindergarten teachers are trained in instructional methodologies for phonemic
awareness. Teachers design hands-on activities using the Phonemic Awareness in Young
Children program guide by Adams. Teachers also use the Just Right Phonemic Awareness
program, which is based on the skills outlined in the Adams guide. The instructional progression
is consistent with students’ development throughout the school year.
MONTH
September

SKILLS
Rhythm and patterns

October

Sentences
Words and parts of speech
Multiple meaning words

November
December

Discriminating letter sounds
Syllables
Sound deletion
Sound manipulation

EXAMPLE ACTIVITIES
Patterns and rhythm through
music and movement; one-toone correspondence
Students practice word
retrieval and sequencing;
comprehending sentences;
multiple meanings picture
cues
Verbal practice
Verbal practice
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January

Onset and rhyme

January-February

Sound segmentation: words
with 2-4 phonemes

March

Phoneme switching

April

Blending; Word families

April-May

Segmentation using letters

May-June

Spelling

Practice with games and
matching activities
Games, tracking
cards/manipulatives,
beginning/ending/vowel cards
Students learn to switch all
positions within words of 2-3
phonemes; begin phoneme
chaining (ladder) routines
Students begin blending
sound tiles and initial letters
with word family cards;
Beginning and ending letter
identification
Students move from
segmenting words with sound
tiles to segmenting words
with letters; Alphabet
switching cards and games
Students apply segmenting
skills; students develop
routines for blending and
spelling CVC words

Adapted from Just Right Phonemic Awareness scope and sequence

DECODING AND ENCODING
Andover students work with the Fundations program in grades K-2. Fundations is a systematic,
multi-sensory decoding, encoding (spelling), and handwriting program designed by Wilson
Language Systems. Fundations uses an integrated approach to develop letter formation and
writing skills simultaneously as students learn sound-symbol correspondences. Fundations is a
supplemental program designed to be used alongside a core reading curriculum.
READER’S WORKSHOP
A “one size fits all” curriculum approach does not meet the needs of all students at any moment
in time. Reader’s Workshop offers methods designed to emphasize the practices and skills of
comprehension for all students. Teachers show students how to draw upon a repertoire of
strategies that proficient readers use to make meaning of text. With the workshop model,
teachers can tailor instruction to meet the individualized needs of the students. The approach
offers students the power of choice and voice, and invites children to develop a love of reading.
Engaging classroom libraries are at the heart of every classroom. One overarching goal is to
teach students how to choose books that they can actually read. Through an emphasis on reading
a high volume of engaging texts, coupled with high comprehension and high interest, students
evolve into real readers.
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A second goal is to empower students with metacognitive strategies so they can successfully
access texts. The predictable structures of the workshop allow teachers to be responsive and to
adapt their reading instruction as needed. The teacher studies student data and plans instruction
that builds on each student’s strengths and needs.
Each day, the teacher launches the workshop with a whole group ten-minute mini-lesson.
Through explicit modeling she uses a mentor text to demonstrate how to think and make
meaning; or she may think through the text together with students, demonstrating the practices
and habits of reading. The bulk of the workshop is spent during the middle part of the block—the
30-40 minutes where the teacher is providing multiple opportunities to personalize instruction.
Through a variety of methods—such as one-on-one conferring, delivering flexible groups for
strategy instruction, or through homogeneous guided reading groups—the teacher customizes
instruction to meet the unique needs of the learners.
At the end of the workshop, the teacher reconvenes the class for a ten-minute wrap-up or “share”
segment of the block. Students may reflect on their learning and set goals, or share their learning
and inspire others with their deep thinking, or the teacher may use the time to squeeze in one
more technique or strategy.

•Whole group: Mini
Lesson

•Work Time
•Tailored Instruction
Based on Students'
Needs
•Small Group Work
•One-on-One Conferring
Key strategies
Modeling
Active involvement
Direct instruction

Reinforce
Student active share
Connections
•Whole Group: Closure
and Share

TEACHER LED
Word Work or Phonics
Guided strategy
practice
Formative Assessment
Conferring

STUDENT LED
Partner reading
Response to literature
Independent word
work
Literature Circles
•Time to Practice
•Independent Work
•Partner Work
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ANDOVER TIER II: CORE + SUPPLEMENTARY INSTRUCTION
Fundations can be used with small groups as a supplemental intervention. Students receive
targeted intervention lessons in homogeneous small groups two or three times per week.
Instructional routines reflect decoding and fluency instruction grounded in accuracy.
Lexia Core 5 is an adaptive, computer-aided instruction platform for core literacy skills. Lexia is
a supplement to direct instruction for students in grades K-5. The program provides ongoing,
real-time progress-monitoring information.
Just Words is a structural analysis program designed to reinforce students’ ability to identify
and manipulate the six syllable types. The program also includes morphology study through
spelling with common Latin prefixes, suffixes, and roots; working with the most commonly used
sight words; and application of the meaning of common word parts.
Leveled Literacy Intervention is a small-group, literacy intervention that includes active and
close reading of leveled readers, systematic direct instruction, and daily practice. LLI is designed
to supplement regular classroom literacy instruction as well as regular phonics instruction.

ANDOVER TIER III: CORE + INTENSIVE INSTRUCTION
INTERVENTION
Students can receive research-based interventions in all Andover Schools. Teachers across the
district are trained in a number of specific interventions and methodologies appropriate for
students with dyslexia and/or language-based learning disabilities. We have programs to support
and remediate challenges with reading, writing, speaking, and listening.
WHAT IS RESEARCH-BASED INTERVENTION?
In this section we describe the components of evidence-based dyslexia instruction, or the “how
to teach” components of language-based instruction.
How to Teach
● Multisensory—Instruction uses the visual, auditory, and kinesthetic pathways in the
brain simultaneously.
The International Dyslexia Association, along with years of research on effective
methodologies for students with dyslexia, supports multisensory approaches. At first, this
recommendation appears to contradict a substantial body of literature that indicates
learning styles do not exist and Visual. Auditory, Kinesthetic, and Tactile approaches are
ineffective. However, fMRI studies (eg., Temple, et al., 2003; Eden et al., 2004;
Shaywitz, et al., 2004) and behavioral studies (see review by Henry, 1998) indicate that
because building a reading circuit requires the mapping of speech sounds to a visual
orthography, the paired association of specific subskills with other modalities scaffolds
phonological memory and supports explicit instruction. For example, sound segmentation
can be supported by physical actions such as tapping out phonemes or visual and tactile
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supports such as Elkonin boxes. In other words, the paired associative learning aspect of
combining modalities supports memory.
Explicit—Direct and unambiguous; teachers directly explain and demonstrate each
concept, rather than relying on incidental exposure or constructivist approaches.
Sequential and Cumulative—Skills are sequenced in small hierarchical steps. The
organization of instruction follows the order of the language, progressing methodically
from easier to harder skills so that each step builds on and strengthens subsequent steps.
Diagnostic and Mastery-based—Teachers base instruction on continual assessment of
each student’s retention and application of skills and continue teaching each skill until the
student has developed automaticity.
Scaffolded—Supports are structured for success and eventual independence.
Strategy-based—Teachers use predictable learning sequences across content.
Structured—Tutorials follow a predictable pattern and include drill, expressive and
receptive practice with multiple modalities, introduction of new concepts using
multisensory representations, and practice and application of new skills receptively and
expressively. Classroom instruction includes supports for the organization of time,
materials, and language.
MATERIALS AND PROGRAMS

Sometimes we are asked: why so many programs? We believe a “one size fits all” approach is
short-sighted and inconsistent with current research. There are several reasons for the number of
programs and methodologies we have selected:
 Language includes speaking, listening, reading, writing, and thinking.
 Language unfolds in a developmental sequence.
 There are different subtypes of dyslexia
 There are different cognitive factors that may or may not be associated, such as attention,
working memory, and processing speed.
 There is a significant amount of variation in the severity of dyslexia.
All of our interventions and methodologies meet the criteria for multisensory explicit instruction
outlined in this chapter and the appendices to this guide. No intervention or methodology does
everything. Here, we will walk you through our general model of language instruction and a
simplified explanation of how we map assessment(s) to intervention(s).
INTERVENTION

LEVEL

READING

comprehension

applied

Storyboarding

comprehension

advanced

Report Form

comprehension

beginning

fluency and
comprehension

intermediate
to advanced

Story
Grammar
Marker
Language!
Live

WRITING

LISTENING

SPEAKING

Step up to
Writing
Landmark
Writing
Language!
Live

Storyboarding

Storyboarding

Language! Live

Language! Live

Language!
Live

Read Naturally

Language! Live
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fluency

intermediate

Read Naturally

fluency

beginning

Fry words

visual orthography

beginning

Seeing Stars

decoding/encoding

intermediate

phonemic
awareness/decoding
phonemic awareness

beginning

OrtonGillingham
Lexia

beginning

LiPS

Framing
Your
Thoughts
Framing
Your
Thoughts
Seeing Stars

Read Naturally

OrtonGillingham

OrtonGillingham
Lexia

Story Grammar
Marker
Visualize and
Verbalize

LiPS

LiPS

PHONEMIC AWARENESS
Lindamood Phoneme Sequencing: The LiPS program is used with students who have difficulty
with the discrimination of speech sounds. Auditory discrimination deficits can interfere with the
application of speech sounds to letters and letter combinations. Several similarly articulated
consonants in the English language can be difficult to discriminate, as can several vowel sounds.
When discrimination deficits are not addressed before children learn to decode, problems and
confusion can persist, even when high-quality, research-based reading programs are used.
According to a review by the Florida Center for Reading Research, the instructional content and
design of the Lindamood Phoneme Sequencing program is excellent and the research base
supporting its efficacy is strong. Independently gathered research studies evaluating its use have
employed control groups and standardized measures of reading.
PHONOLOGY and ORTHOGRAPHY
Orton-Gillingham is a methodology, not a program. The Orton-Gillingham method has long
been accepted as a sound research-based methodology for children with dyslexia.
Wilson is an Orton-Gillingham program with a specific scope and sequence and built-in
curriculum-based measurements that teachers can use to track progress. Wilson is designed to be
used individually or in small groups.
Lexia Core 5 is an adaptive computer-aided instruction program designed to provide masterybased practice in phonemic awareness and decoding. Lexia is used as supplemental practice and
is not a replacement for direct Tier III instruction.
Seeing Stars is a method that promotes the visualization of letters and letter combinations to
promote spelling, decoding, and fluency. This program may be used as a supplemental
intervention for students who have difficulty with visual attention and/or sequencing as well as
general orthographic processing and memory.
FLUENCY
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Read Naturally combines three research-based methodologies for
the development of reading fluency, vocabulary, and
comprehension: teacher modeling, repeated reading, and progress
monitoring. In Read Naturally Strategy programs, the student
monitors reading progress through graphs showing the student’s
fluency and comprehension performance on each story.
Language! Live is a comprehensive fluency program. Unlike
Read Naturally, which is based on repeated reading, Language!
Live is a word-work program that combines morphology,
syllabication, grammar, and close reading activities. Language!
Live is endorsed by our consultants from the Tufts Center for
Reading and Language Research.
Fry Instant Words are words that cannot be decoded, such as
‘said,’ and/or words that must be recognized instantly. The Fry
word list is a list of the most commonly used words in rough rank
order. Amazingly, 50 percent of all English text is composed of
the first 100 most frequently occurring words and their variants
(Fry, 1980). The rapid recognition of sight words is essential for
fluent reading.
COMPREHENSION
Story Grammar Marker: The overall structure and organization
of a story, called a story grammar, plays an important role in the
development of oral language and literacy skills. According to the
American Speech-Language and Hearing Association, languagebased comprehension intervention involving oral narrative
improves reading comprehension and written expression. Story
Grammar Marker is endorsed by our consultants from Tufts.

Louisa Moats:
“Teaching reading IS
rocket science…I think
the rocket science of all
this has to do with the
requirement of a good
teacher to understand
what is involved in kids
learning the alphabetic
code and that requires
meta-linguistic awareness
that speech sounds are
different from letters and
that speech sound
processing is a
requirement and
underpinning for learning
the code. I find that that’s
kind of counterintuitive.
People don’t get that.
They don’t think about it,
they don’t know what
we’re talking about.”

Project Read Report Form: The overall structure of a piece of
informational text, called a text structure, plays an important role in the development of language
and literacy skills as well as the acquisition, organization, and application of new content
information. There are five basic text structures under which most expository text can be
organized: compare and contrast, cause and effect, order or time-sequence, problem-solution,
and description. Report Form is an explicit, multisensory method for understanding how to
extract the main idea of a piece of expository text, how to organize key facts, and how to use the
information in the context of its overall text structure.
WRITTEN EXPRESSION
Framing Your Thoughts: Syntactic processing refers to the rules for constructing sentences,
including grammar, grammatical functions, and usage. An understanding of language function,
or syntax, is critical for an understanding of sentence construction and complexity. Grammar is
essential for fluency and fluent comprehension of text. Children with language-based learning
disabilities can have difficulty with writing because they experience delays in spelling and
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sometimes language function/syntax, particularly in applied situations such as writing. These
challenges can impact written production, organization, and meaning. Framing Your Thoughts is
a direct, multisensory approach to basic writing conventions. Teachers use the method to teach
word use in sentences and paragraphs. Teachers use symbols, movement, and manipulatives to
represent the various functions of words in a sentence. Children learn to design basic sentences
and expand them into interesting, complex sentences and paragraphs using the visual models.
Landmark Writing: At Andover High School, students with language-based learning
disabilities work with the Landmark writing program. Developed for secondary level learners,
the program emphasizes the integration of language and critical thinking skills within a five-step
writing process. The program includes strategies such as paragraph framing, graphic organizing,
and multi-paragraph frames.
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SECTION VIII: SETTING HIGH EXPECTATIONS
It is well known that students with learning disabilities perform better when they are included in
and have access to the general curriculum (Cortiella & Horowitz, 2014). Hehir (2014) found that
in Massachusetts, students with disabilities who are included in core content instruction graduate
at higher rates than do students placed in separate or substantially separate placements. The rate
varies from more than double to five times more likely for students with SLD and/or
communication disorders. The degree to which students are included with their non-disabled
peers is also strongly correlated to MCAS performance. Finally, we know that students with
disabilities who are educated in inclusive settings with their nondisabled peers perform better
than students in substantially separate programs on a wide range of social and post-school
success measures. The Andover language-based program philosophy rejects the notion that
homogenous grouping and “parallel” curricula are the same thing as true access. Therefore, we
have expanded our program to include options for both supported and team-taught regular
education classes, with an end goal of student independence and college readiness. In order to
maintain that philosophy, we must recognize the real abilities of our students and hold them to
high expectations and academic standards. We must send them the message that they are capable
and they can compete, intellectually, in the same arena as their non-disabled peers. We must send
them the message that learning disabilities, including dyslexia, are obstacles but not barriers, and
that they can and should be included in the rich curricula and discourse offered to other Andover
students.
BEST METHODS FOR SETTING HIGH EXPECTATIONS
CO-TEACHING
Co-teaching is a model of service delivery designed to address the needs of all students in an
inclusive classroom by having a general education teacher and a special service provider teach
together and lend their respective expertise to the students’ experience. Special service providers
could be special education teachers, reading specialists, related service providers such as speechlanguage pathologists, ELL teachers, or Title I teachers.
MEANS OF
DELIVERY

PURPOSE

DESCRIPTION AND EXAMPLES

1 Teach
1 Observe

Data collection

1 Teach
1 Assist

To provide
assistance to 1
or 2 students

One teacher delivers the primary instruction while the
other teacher gathers specific and targeted observation
and formative assessment data.
Examples:
– One teacher delivers direct instruction while the other
teacher pulls students and completes running records.
– One teacher delivers direct instruction while the other
teacher observes whether students understand
directions, are engaged, use accessibility tools, etc.
One teacher has primary instructional
responsibility/delivers direct instruction while the other
circulates and assists students (e.g., monitoring behavior,
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Stations

Small-group
intensive
instruction

Parallel

Smaller
groups—to
reduce teacherstudent ratio

Supplemental

Accessibility
Support Model

re-explanation of assignment, checking responses,
guiding practice).
Examples:
– One teacher delivers primary instruction while the
other teacher watches for signals from students
(primarily delivered by instructional assistant) .
– One teacher delivers primary instruction while the
other observes for understanding and acts as the
“voice” and/or provides “think-alouds” (e.g., “Mrs.
Jones, when you use the term ‘oligarchy,’ I am
thinking that is kind of like when ________________
or ________”…or “The text is using ‘If-Then’
language, so I am thinking it might be signaling a
specific text structure; let’s check our reference
notebooks to test it and see. Everyone, get out your
graphic organizer for the cause-effect text structure…”
Divide the content into two parts. Each teacher instructs
one of two groups. The groups rotate, spending a period
of time at each station. There is an option for a third,
independent practice station where students can assist
each other and/or complete an extension such as a short
video or online demo or module.
Examples:
– One teacher conducts a group discussion on a topic
and at the next station the students work on an
application activity with the second teacher.
– One teacher uses an auditory modality (e.g., lecture,
discussion) while the teacher at the next station tackles
the same content using visual strategies such as video
or storyboarding.
Each teacher instructs half of the students at the same
time.
Example:
– Teachers conduct two simultaneous Harkness
discussions or Socratic Seminars (similar approaches).
These powerful models can’t be done effectively with
large groups.
Teachers work with smaller groups who may need reteaching, extension, or remediation.
Example:
– There may be three groups—one with an IA
overseeing more guided practice, one requiring
remediation, and another requiring guided practice.
All of the concepts have already been taught.
One teacher is primarily responsible for content and the
other teacher (often the Special Education teacher) is
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Differentiated
Instruction

Team Teaching

Fast-paced,
whole-group
instruction

Interdisciplinary
Team Teaching

To reinforce
concepts and
vocabulary
across
disciplines for a

primarily responsible for ensuring the content is
accessible to all students.
Example:
– One teacher instructs all of the students in the class
on how to use the TextHelp tools and then circulates
to coach them as they tackle assignments provided
by the content teacher.
Differentiated teaching strategies provide two or more
approaches to teaching the same content. The learning
outcome is the same for all students; however, the
avenue for getting there is different.
Examples:
– One instructor uses a video of a Hero’s Journey and
students create visual attribution maps or use
VoiceThread to add collectively to one attribution
map; meanwhile, other students use Text Mapping to
pull out attributes using key words and a reference
guide, and a third group uses color-coding and sticky
notes to gather textual evidence.
– All students work on content standards surrounding
the Hero’s Journey theme, but can choose from
several novels that are written at a wide variety of
Lexile levels.
– All students complete the same assignments, but
there are some choices (e.g., written response or oral
response or video response, etc.).
Using a team-teaching strategy, both teachers are
actively involved in the lesson. From a student’s
perspective, there is no clearly defined leader; both
teachers share the instruction, are free to interject
information, and are available to assist students and
answer questions.
Examples:
– Both instructors share the reading of a story or text so
that the students are hearing two voices.
– Students present research ideas and teachers respond
from different research traditions (e.g., Positivist—1
teacher vs. Phenomenology—other teacher).
Students discuss supply and demand concepts while
the two teachers respond from different/comparative
economic and political systems perspectives.
A type of team teaching where teachers from different
disciplines work with students simultaneously on the
same content.
Example:
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deeper
understanding

– Students are studying WWII in history, working with
primary sources and literature set during WWII in
English, studying political posters, cartoons, and
propaganda from the time period in art, and studying
the logic principles behind code-breaking in math or
computer science. Classes are combined for largerscale simulations or application projects.

Adapted from St. Cloud University, State Education Resource Center, Connecticut, and from Teacher’s College Inclusive
Classrooms Project, New York

ASSISTIVE TECHNOLOGY (AT)
Assistive technology for students with specific learning disabilities is any device or application
that helps to compensate for processing deficits. Assistive technology provides functional
independence by helping a student to work around challenges with the access to information,
challenges with the output of information, or challenges with the meaningful organization of
information so that it can be retrieved and used when needed. It is important to understand that
assistive technology is not used as a replacement for direct instruction and remediation.
Today, most people use assistive technology to check their spelling or grammar, to organize
themselves, and to access information quickly and efficiently. For people with specific learning
disabilities, the efficient use of assistive technology supports can make a big difference in the
access, storage, retrieval, and output of information—particularly when there is a time constraint
or when there is a lot of information to get through. The research on effective instruction for
students with specific learning disabilities clearly indicates that children with LD are much more
successful when they have as much access as possible to the general curriculum. Moreover, the
IDEA specifically prohibits denial of access on the basis of disability. Thus, it is critical to
provide regular classroom environments that are as accessible as possible, and assistive
technology is one way to do that.
WHAT ARE ACCESSIBLE EDUCATIONAL MATERIALS (AEM)?
Accessible Educational Materials are designed to be accessible by the widest possible range of
learners and include digital, print, audio and video media. For example, printed books can be
converted into Braille format, large print, audio, high contrast, or digital formats that can be read
with screen reading technologies such as TextHelp or Kurzweil. IDEA 2004 requires the LEA to
provide AEM for students who are unable to use print materials (IDEA sec. 300.172).
There are two free interactive resources designed to simulate print adaptations and to help
teachers make decisions about AEM:
 The AIM Explorer simulates e-books and websites and allows the user to try out tools
such as magnification, high contrast, and text-to-speech (National Center on Accessible
Educational Materials).
 The AEM Navigator is an interactive decision-making tool. The tool helps the user
determine need, select the appropriate media format(s), and determine necessary supports
(National Center on Accessible Educational Materials).
AT and AEM FOR DYSLEXIA
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TYPE

GOOD EXAMPLES

ORGANIZATION
Digital graphic Kidspiration
organizer

OUTPUT
Grammar and
Spelling

Grammarly

Grammar and
Spelling

Stylewriter

Speech-to-text

Texthelp
Speak Q

Word
Prediction

Co: Writer
Word Q

NOTES

Mapping and graphic organizer
software allows the user to either fill
in organizers included in a library or
to design their own interactive
organizers and/or maps of main ideas
and related concepts for a visual
display of their thinking.
Grammarly automatically checks for
spelling, grammar, usage, and
plagiarism. The tool produces detailed
reports with specific examples, so
correcting one’s writing is
instructional. Grammarly is integrated
into many web tools.
Stylewriter offers in-text visuals, color
coding, writing targets, and detailed
explanations. The software produces
in-line observations about writing
style as well as grammar, usage, and
spelling. Stylewriter doesn’t rewrite
poorly constructed sentences or
unclear passages; it simply points
them out and classifies them, so it
actually teaches you to write more
clearly as you engage with it.
Stylewriter is more appropriate for
older students.
Speech-to-text software converts your
spoken words into text. It can be
useful for long writing assignments,
personal notes, and transcribing.

Word prediction software can assist
students with spelling weaknesses.
The software can complete words the
student begins to type, it can make
predictions based on two and threeword patterns commonly used
together, and it can use grammarbased intelligence to predict words
linguistically.
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INPUT
Text-to-speech

Read & Write
Voice Dream
Natural Reader

Text-to-speech software can capture a
piece of text from a document and/or a
computer screen and read it aloud.

Audio Books

Learning Ally
Bookshare
Overdrive
Audible

Audiobooks are narrative and
expository books that are read aloud
and digitally recorded.

Lexiled Search
Engines

Sweet Search
Choosito
Vastly

Lexiled search engines use Lexilebased readability filters to return
search results that are within a
student’s Lexile range (reading
level/ability).

Digital toolbox developed by Sara Stetson

INPUT AND OUTPUT
Digital Pen Technology [Livescribe, Apple Pencil]
The smart pen is an assistive technology device that facilitates note taking and the capture of
important content-based information. Several models of smart pens are available. The Livescribe
pen, which digitizes audio recordings and handwriting, is a bit clunky and requires special
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notepaper. The Apple Pencil has a more sensitive and natural feel with minimal lag time—it
feels like writing with a real pen.
The Apple Pencil's palm-rejection feature means you don’t have to worry about resting your
hand or palm on the screen. The Pencil has great pressure sensitivity so you don’t have to bear
down on the pen, and it is rechargeable so you never have to worry about running out of ink as
you do with a Livescribe. The Apple Pencil has an excellent markup utility that allows you to
annotate both screen shots and pictures, along with a drag-and-drop feature that lets you move
multiple objects into a folder or notebook in one motion. The Pencil's wonderful precision
enables you to select, copy, and paste small fonts to your notes. Another terrific thing about the
Pencil is its drawing capability. The Pencil can replicate almost any drawing tool, and the results
are similar to high-end graphics tablets. It works with Adobe Sketch, Procreate, and Adobe
Draw.
The key to maximizing your Apple Pencil note-taking experience is to pair it with the right
software. The Pencil works with many other pencil-enabled apps for note taking, including such
powerhouses as One Note, Evernote, and Notability. Anything the Livescribe can do, the Apple
Pencil with the right app can do better.
CORE TOOLBOX
While there are hundreds of thousands of software applications available, at APS we believe
students with language-based learning disabilities benefit from a “core toolbox” of highleverage, flexible applications to support input, output, and access to content information. Key
technology tools are outlined in the chart below.

ANDOVER ASSISTIVE TECHNOLOGY
TOOL

PURPOSE

GRADE
LEVEL

DESCRIPTION
See below: Andover’s primary
accessibility toolbox

Texthelp

Accessibility toolbar

3-12

Learning Ally

Audio books

2-12

Bookshare

Audio books

2-12

Snapverter

Converts document
to writable PDF
format

4-12

Snapverter can convert any
document to a writable PDF that
can then be managed through
Texthelp.

Lexia Core 5

Instruction–decoding

K-3

Lexia is an adaptive computeraided instruction program that
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delivers systematic, explicit,
stepwise, supplementary
instruction in phonemic
awareness and phonics.
Read Naturally

Instruction–fluency

3-12

Read Naturally is a computerbased, repeated reading program
that provides added practice in
reading uncontrolled text. The
program moves students through
increasingly difficult text and
monitors rate and accuracy.

Speech-to-text

Dictation

5-12

Students can use speech-to-text
functions to dictate notes or to
write paragraphs, thereby
increasing their speed of written
output for content classes.

Sweet Search
Choosito
Vastly

Lexiled search engine

3-12

Students can enter a search by
their reading level/Lexile range,
and the search engine will return
only articles they can read.

Texthelp is a primary accessibility tool available to all students in Andover Public Schools. The
Texthelp toolbar floats at the top of every student’s computer screen, giving them instant access
to a suite of applications:
TEXTHELP TOOLBAR

FUNCTION

Screen Reader

Reads whatever is on the screen. Student can control voice,
speed, pause and stop features.

Screen Mask

Masks and marks the area being read.

Dictionary

A standard digital dictionary

Picture Dictionary

A dictionary that will return visual definitions of the word

Translator

Translates text into multiple languages.

Scanner

Will scan and print whatever is on the screen.

Screen-Shot Reader

Student can take a select tool and choose a portion of the
screen to be read, such as the directions.
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Verb Checker

Checks verb usage and agreement.

Spell Checker

Checks spelling.

Sounds Like Tool

Searches for homophones and other confusable words.

Audio Maker

Student can select a section of text and convert it to an MP3.

Highlighters

Students can assign highlight colors for various tasks.

Highlight Collector Tool

The tool will collect highlights and organize them by topic
and color.

Vocabulary Builder

The tool will collect vocabulary terms and organizethem into
a three-column note format with visuals.

Talk & Type Speech-to-Text

Students can use speech-to-text functions to dictate notes or
to write paragraphs, thus increasing their speed of written
output for content classes.

Word Prediction

Will predict the word the student is trying to spell.

Voice Note

Student can use the recorder to take voice notes and then
embed them into text, save them, use them for annotation, or
use them for memory support.
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SECTION IX: ENGLISH LANGUAGE LEARNERS
Identification of dyslexia in children who are learning English as a second language is a complex
process and the literature on this topic is limited but growing. The idea that English Language
Learners (ELLs) can only be identified with dyslexia after they have been immersed in English
for three to five years is worse than a myth; it is a misunderstanding that often results in a
grievous disservice to these students. Dyslexia occurs in other languages with the same relative
frequency (Limbos & Geva, 2001) that it does in English, but it may manifest differently in the
student’s first language than it does in English, depending on the type of language of origin.
ELLs typically do as well as their monolingual English-speaking peers with phonemic
awareness, matching sounds to letters and letter combinations, efficiency of word reading, and
spelling (Geva, 2006). Moreover, some skills that are indicators for dyslexia—such as the
manipulation of speech sounds, rapid naming/retrieval, and working memory—are relatively
language-independent.
Typically, ELLs will lag behind monolingual peers in their understanding of morphology and the
breadth and depth of vocabulary acquisition. Because they have less exposure to print, children
with dyslexia can also lag behind in vocabulary development. However, just like their
monolingual peers with dyslexia, ELLs with dyslexia will display persistent difficulty with
phonemic awareness skills such as rhyming, segmenting, blending, mapping sounds to letters,
and efficient word reading. In addition, they may display retrieval and rapid-naming difficulties.
These issues will persist in both L1 and L2.
Questions to consider:
 Is the student making the same progress as other students with the same background?
ELLs show patterns of development similar to those of monolingual peers in
phonological awareness, word and early text reading, spelling, and early writing
skills.
 Are the areas of challenge typical for an ELL?
ELLs may lag behind in vocabulary, academic vocabulary, listening comprehension,
and figurative language.
 Is the student responding to ELL instruction?
PHONEMIC AWARENESS
Typically Developing ELL
Develops similarly to native
speakers

May have some difficulty if
native language is very
different from English (e.g.,
ideographic, different
alphabet)

Indicator of LD
Suggested Tests
Ongoing difficulty matching
DIBELS, PAT, Yopp-Singer
sounds, rhyming, segmenting, Test of Phoneme
blending, manipulating
Segmentation, Test of
Auditory Analysis Skills
RAN/RAS, CTOPP Rapid
Naming
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Applies phonological skills to
both languages

*Can be reliably tested in
English

PHONOLOGY and WORD READING
Typically Developing ELL
Indicator of LD
Steady progress
Persistent problems

Word reading level similar to
that of monolingual peers
after a few years of school
Good fluency

VOCABULARY
Typically Developing ELL
Gradual improvement
Difficulty with academic
vocabulary but still
progressing
More limited breadth and
depth (e.g., multiple
meanings, synonyms)
Gradual improvement in
morphology—making new
words by manipulating word
parts (e.g., /ed/ makes a word
past tense)
SYNTAX
Typically Developing ELL
Applies skills in oral and
written language

Possibly struggles with more
complex structures such as
passive voice

Improvement over time

Suggested Tests
DIBELS, Word reading lists
(e.g. Fry, Dolch),
Pseudoword reading (e.g.
WRMT)

Difficulty reading words in
both languages
Not progressing even with
word reading interventions

Indicator of LD
Limited vocabulary in both
languages
Difficulty remembering
words that have been taught

Suggested Tests
First language assessment,
observation

Unable to make connections
between words with the same
root

Indicator of LD
Doesn’t apply grammatical
knowledge when reading to
make inferences about
unknown words
Doesn’t apply context to
make inferences about
unknown words
Poor grammar in first
language
Poor improvement over time

Suggested Tests
First language assessment,
Sentence Combining,
Syntactic Similarities test

READING COMPREHENSION
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Typically developing ELL
Difficulty due to vocabulary
and oral language
Misunderstandings due to
lack of prior knowledge
Steady progress
Oral language acquisition and
reading comprehension
improve in tandem
WRITING
Typically Developing ELL
Applies spelling rules and
patterns to new words
Spells as well as native
speakers with classroom
instruction

Writing reflects oral language
development, ease in spelling
and in applying writing
conventions (e.g., capitals,
punctuation, quotation marks)
Writing is indicative of the
development of language
skills, including grammar
(e.g., different kinds of
simple and complex
sentences), vocabulary (e.g.,
use of synonyms), cohesion
(e.g., use of conjunctions,
pronouns); familiarity with
different genres
Performance could be at the
same level as monolingual
peers, for students who had
most of their schooling in
English and who first learned
to read and write in English

Indicator of LD
Suggested tests
Lower than what would be
QRI (with retell), DRA,
expected from word reading
Running record
skills
Failure to make progress and
apply skills and strategies that
were taught
Not using problem solving
skills
Difficulty retelling what was
read

Indicator of LD
Persistent spelling errors

Suggested Tests
Writing samples, TOWL

Similar error patterns in both
languages;
May spell the same word
several different ways
Unusual patterns not
attributable to first language
Difficulty spelling common
sight words
Failure to apply skills used in
oral language and reading to
writing (e.g., use of verb
tenses, sentence structure)
Struggles to get ideas on the
page;
Pieces of writing do not
increase in length over time

Difficulty organizing
thoughts
Sentences are not increasing
in complexity
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Application of script
conventions (e.g., “once upon
a time…,” format of a letter)

Not applying script
conventions
Does not develop
understanding of writing
conventions (e.g., periods,
capitals)

Adapted from Adelson, V., Geva, E., & Fraser, C. (2014). Identification, assessment, and instruction of English
language learners in the elementary and intermediate grades; and Butterfield, J. (nd). ELLs with disabilities.
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APPENDIX 1: CHECKLIST A
Dyslexia Teacher Observation Checklist
Complete sections relevant to specific student only.
EARLY LITERACY
Difficulty rhyming

YES

NO

YES

NO

YES

NO

Speech delays/difficulty pronouncing words with sounds in correct sequence
Does not learn letter names
Difficulty remembering known words/retrieving names of known objects
K-1
Difficulty breaking words into syllables (clap the beats in al-i-ga-tor)
Difficulty remembering letter names and sounds
Difficulty manipulating sounds in syllables
Difficulty decoding single words
Difficulty remembering letter sequences of common words
2-3
Difficulty recognizing common sight words (e.g., “to,” “said,” “been”)
Difficulty decoding single words
Difficulty recalling the correct sounds for letters/ letter patterns in reading
Difficulty connecting speech sounds with appropriate letter or letter
combinations and omitting letters in words for spelling (e.g., “after” spelled
“eftr”)
Difficulty reading fluently (e.g., slow, inaccurate, and/or without expression)
Difficulty decoding unfamiliar words in sentences using knowledge of phonics
Reliance on picture clues, story theme, or guessing at words
Adapted from Texas Education Agency
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APPENDIX 2: CHECKLIST B
Cite evidence from the program materials and explain how the intervention meets each of these descriptors
as found in the dyslexia-specific intervention definition in the Guide.
P
Evidence-Based
r
oMultisensory
g
(visual,
auditory,
r
tactile,
kinesthetic)
a
m Instruction
Direct
D
(targeting
reading,
e
writing,
and spelling)
s
i Systematic
g easiest/most basic
(from
n progressing
methodically to more
difficult)
Cumulative
(steps based on what
has already been
learned)
Systematic Review of
Concepts (strengthens
memory)
C
Phonological
r
Awareness
i
t
Sound-Symbol
i Association
c
a
Syllable
l Structure
C
o
Morphology
n
c
Syntax
e
p
Semantics
t
s

121

APPENDIX 3: HELPFUL WEBSITES
Accessible Materials
Center for Applied Special Technology: www.cast.org
National Center on Accessible Educational Materials: http://aem.cast.org/
Accessible Educational Materials Navigator: http://aem.cast.org/navigating/aemnavigator.html#.WpxpsujwZPY
Accessible Instructional Materials Explorer: http://aem.cast.org/navigating/aimexplorer.html#.WpxqfejwZPY
Advocacy
Decoding Dyslexia Massachusetts: http://www.decodingdyslexiama.org/
International Dyslexia Association: https://dyslexiaida.org/
Children of the Code: http://www.childrenofthecode.org/
Yes! Massachusetts: https://1in5.learningally.org/YES-Program/YES-Massachusetts
Eye-to-Eye: http://eyetoeyenational.org/
The Yale Center for Dyslexia and Creativity: http://dyslexia.yale.edu/
Dyslexia Research
The IRIS Center: https://iris.peabody.vanderbilt.edu/
The Yale Center for Dyslexia and Creativity: http://dyslexia.yale.edu/
Boston Children’s Hospital Gaab Lab: http://www.childrenshospital.org/research-andinnovation/research/labs/gaab-laboratory
KU Center for Research on Learning: http://kucrl.ku.edu/
UNICOG Neuroimaging, Stanislas Dehaene: http://www.unicog.org/site_2016/
The Gabrieli Lab at MIT: http://gablab.mit.edu/
University of Nebraska-Lincoln Cognitive Strategies Instruction: https://cehs.unl.edu/csi/
Help
International Dyslexia Association Handbook:
file:///C:/Users/Owner/Desktop/Literacy%20Guide/IDA%20Dyslexia%20Handbook.pdf
High-Quality Reading Sites
Reading Rockets: http://www.readingrockets.org
Big Ideas in Beginning Reading: http://reading.uoregon.edu/
Florida Center for Reading Research: http://www.fcrr.org/
Methods
Academy of Orton-Gillingham Practitioners and Educators: http://www.ortonacademy.org/
Massachusetts General Hospital Institute of Health Professions: https://www.mghihp.edu/
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APPENDIX 4: Child Study Team
Example CST PROFILE Grades 1-5
Student:

Date of Birth:

School:

Date of Screening:

Participants in Team Meeting:
Date of Team Meeting:

Tool
Skill
Assessed

Grade:

Date Results/Plan Shared with Parents:

High Risk

Moderate Risk

Low Risk

(SS Below 80 or
Percentile <10 or
>1 grade level below or
Intensive)

(SS 80-89 or
Percentile 11-24 or
<1 grade level below or
Strategic)

(SS >90 or
Percentile >25 or On
grade level or
Benchmark)

Sight Word
Efficiency
Phonemic Decoding
Efficiency
Written Spelling

Skill Assessed
Frustration <92%
Grade Level
Passage

Instructional (92-98%) Independent Level 99-100%
Reading Accuracy

If the student’s scores are in or below the moderate risk or Frustration Reading Level column (gray boxes
above) for three of the four screening indicators, the student should be referred to the PST for
determination of needed intervention services including dyslexia specific intervention, accommodations,
and assistive technology as appropriate.

Evidence-Based Dyslexia-Specific intervention
Name of Intervention
Level

Schedule

Group Size

Dyslexia-Specific
Intervention

Accommodations:
Assistive Technology: (Name/describe app, extension, or software needed)
Text to Speech:
Speech to Text:
Dyslexia-Specific Classroom Strategies (Tier 1 supports):
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APPENDIX 5: CHILD PROFILE
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APPENDIX 6: APS LANGUAGE PROGRAM
MISSION
The Andover Public Schools are committed to providing an inclusive, targeted, and supportive
environment for students who require specific and intensive remediation due to significant
language-based reading disabilities.
PROGRAM OVERVIEW
Andover Public Schools offers developmentally appropriate language-based programming from
grades 2-12. The Language-Based Program is an instructional model designed solely for students
with dyslexia and/or language-based learning disabilities. These students have average to aboveaverage reasoning skills and require a multi-sensory approach to support their reading, writing,
listening, speaking and organizational skills. In all content areas, through a language-based
team-teaching approach, students are provided with consistent instructional methodology that is
highly structured and focuses on oral and visual modalities to support language processing and
production. Study and executive functioning skills are emphasized throughout all classes. This
model allows for reinforcement of strategies across all content areas: English, math, science and
social studies. In addition to these language-enriched classes, students receive specialized
reading instruction and assistive technology consultation geared toward their individual needs.
The overall goal of the language-based program is to continue to develop literacy skills and
strategies while providing supported access to grade-level curriculum.
CONSULTATION AND ADMISSIONS TEAM
The consultation and admissions team includes one psychologist, the Director or Assistant
Director of Student Services, middle or elementary Special Education Coordinator(s), one
Speech-Language Pathologist or Special Educator, and one independent expert consultant. The
purpose of the team is to:
● Review referrals, check diagnostic profiles, and determine program referral.
● Review individual student programs across elementary schools to ensure students are
receiving targeted instruction.
● Review progress data.
● Establish transition supports for students exiting the program.

STUDENT PROFILE
Cognitive
● Average to superior cognitive abilities
● Difficulty with organizing language, specifically with verbal tasks
● May include memory deficits
– Working memory
– Efficiency of storage and retrieval
● May include low processing speed
● May include auditory discrimination/speech perception deficits (e.g., particularly
fricative devoicing and place of articulation)
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● May include history of phonological processing disorder
Language
 Receptive language higher than expressive language
 Listening comprehension is average or above average
Academic
●
●
●
●
●
●
●
●
●
●

Developmental lag in phonemic awareness
Difficulty decoding words
Difficulty mastering and/or efficiently retrieving sight words
Poor reading fluency
– Automaticity, accuracy, prosody
Comprehension consistent with reading level
– Comprehension challenges due to inaccurate and/or inefficient
decoding/dysfluency
Persistent spelling deficits
Challenges with applied syntax and written composition (i.e., structure and
organization, not content)
May present with sequencing challenges
May have difficulty memorizing and efficiently using math facts and applying
sequences in multi-step math problems
Older students may experience vocabulary deficits

Entrance Criteria
A Diagnostic Profile is completed for each student evaluated for dyslexia and/or language-based
learning disabilities to ensure consistency across evaluations and coordinated evaluation
protocols between special educators, SLPs, and School Psychologists.
● History of average to superior cognitive abilities
● Primary Specific Learning Disability (SLD) in the area of reading and writing
● SLD in reading consistent with, but not limited to, double-deficit dyslexia
(weaknesses in phonological awareness and rapid naming)
● Average receptive language skills
● Student does not present with significant behavior or emotional concerns
Referral Information:
● Annual review data
● DIBELS and/or MAP data
● Current IEP services
● Completed referral form with evaluations attached (psychological, academic,
speech/language)

Exit Criteria
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The purpose of the Language-Based Program is to provide intensive remediation so students can
both access and participate in the general curriculum. The admissions team will meet to review
student progress. When a student is ready, the team will develop a transition plan. A student
demonstrates readiness by:
● Accessing grade-level text through a combination of reading, digital technologies, and
compensatory strategies.
● Proficient decoding skills.
● Producing written language within the average range, with or without digital
technologies.
● Applying strategies, showing increased independence and self-confidence as a learner.
● Understanding his/her strengths and needs as a learner and self-advocating effectively
with adults and peers.

PROGRAM DESCRIPTION
The Language-Based Program offers developmentally appropriate curriculum and instruction
designed to support student strengths, address challenges, and foster independence through the
development of personal learning strategies. We remediate and support reading, writing,
speaking and listening, and we address all components of language development from structure
to meaning.
The Language-Based Program offers a combination of regular education classes supported by
Language-Based Program staff and trained regular education teachers, and separate special
classes taught by program specialists.
Regular Education/Content Classroom
● Special education staff support
● Speech-Language Pathologist consultation
● Vocabulary instruction
● Consistent strategy routines such as graphic organizers and note-taking systems
● Visual supports such as reference notebooks and visual strategy reminders
● Technology “toolbox” of core accessibility tools
Language-Based Classroom
● Low student-teacher ratio
● Certified Special Education Teacher(s)
● Related Services consultation and direct services
● Reading Tutorial program
● Academic Skills program
● Ongoing program consultation by experts in the field of Language-Based Learning
Disabilities
● Multi-modal instruction in the areas of decoding, vocabulary development, reading
comprehension, writing, note taking, organizational skills, and spelling
● Assistive Technology consult

127

INSTRUCTIONAL CORE VALUES
The following instructional values underlie our teacher-student-parent partnership:
1) We believe a child’s growth mindset is important for academic success. We strive to
create an environment where students feel empowered to take risks and become confident
learners and self-advocates.
2) We believe a diagnostic, prescriptive and multisensory approach will allow us to
capitalize on each child’s strengths and address each child’s academic needs.
3) We believe students should never have to choose between remediation and access to the
rich, diverse, interesting, and challenging curriculum enjoyed by their peers. We are
committed to providing appropriate accessible instructional materials and digital tools to
accommodate students’ ongoing challenges in efficient information processing.

TEACHING METHODS
The Language-Based Program provides specialized decoding and comprehension programs
incorporating language-based instruction. Core methodologies can be described as:
● Multisensory—Instruction uses the visual, auditory, and kinesthetic pathways in the
brain simultaneously.
● Explicit—Direct and unambiguous; teachers directly explain and demonstrate each
concept, rather than relying on incidental exposure
● Sequential and cumulative—Skills are sequenced in small hierarchical steps. The
organization of instruction follows the order of the language, progressing methodically
from easier to harder skills so that each step builds on and strengthens subsequent steps.
● Diagnostic and mastery-based--Teachers base instruction on continual assessment of
each student’s retention and application of skills and continue teaching each skill until
students have developed automaticity.
● Scaffolded—Supports are structured for success and eventual independence.
● Strategy-based—Learning sequences are predictable across content.
● Structured—Tutorials follow a predictable pattern and include drill, expressive and
receptive practice with multiple modalities, introduction of new concepts using
multisensory representations, and practice and application of new skills receptively and
expressively. Classroom instruction includes supports for the organization of time,
materials, and language.

ORGANIZATIONAL SKILL INSTRUCTION
Cognitive strategies are tools and methods to facilitate the organization and application of new
information, to integrate new information with what we already know, and recall the information
or new concepts when needed. A strategy can be used across content areas in similar situations.
By automatizing the strategy, students become more independent and efficient in their own
learning. These strategies may include using a visual model or sentence frame to plan before
writing, structured ways to organize and record what they have already learned on the topic of
study, consistent frameworks for how to take notes, or creating sequence chains for main events
in a story. Research has shown that teaching learning strategies, including which strategies to use
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in different situations, is highly effective with students who have language-based learning
disabilities. The most effective strategies are used consistently over time, are coherent and
simple enough to be internalized, and are multi-purpose so they can be applied across content.
Core strategies and organizational systems include:

● Students use a universal planner to record homework, reminders and notes (Middle and
●
●
●
●

High).
Students use a structured binder system to organize content material (Middle and High).
Students use a reference notebook system for immediate access to learned skills and
strategies.
Students use consistent graphic organizers mapped to text structure.
Students use a structured, two-column note-taking system (Middle and High).

STRUCTURE OF THE LANGUAGE-BASED CLASSROOM
Elementary
The elementary program includes small-group reading tutorials and a small-group skills-based
ELA class incorporating structured writing instruction. Students are included and supported in
content area classes (math, science, and social studies).
The Language-Based Program staff consists of two dedicated special education teachers, a
dedicated speech-language pathologist, paraprofessionals, and content teachers specifically
trained in language strategies.
Middle School
The middle school program includes small-group reading tutorials and a small-group skills-based
ELA class that encompasses leveled, uncontrolled text literature study and structured writing
instruction. Students also participate in an Academic Connections class for study skills and
executive function strategies. Students are included and supported in content area classes (math,
science, and social studies) and are encouraged to use strategies and supports learned in
Academic Connections.
The Language-Based Program staff consists of a dedicated special education teacher,
paraprofessional, reading teacher, content teachers specifically trained in language strategies,
and consultation from a speech/language pathologist.
Tutorials
● Reading tutorials are generally one class period in length, but may be more or less
depending on what the IEP Team determines. Students are broken up into groups of no
more than three and move through stations targeting decoding/encoding, reading fluency
and reading comprehension. Reading tutorial sessions follow a prescriptive lesson format
utilizing methodologies from Orton-Gillingham, Wilson or LiPS and vary depending
upon individual student need.
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High School
The high school offers a model of three co-taught, language-based content classes (math,
science, social studies) and small-group English and Academic Support classes for students
continuing to require more intensive language-based instruction. The small-group English class
includes leveled, uncontrolled text literature study and structured writing instruction. The
dedicated Academic Support class reinforces skills learned in the other program classes and
emphasizes executive functioning and work management skills. Students may also receive other
specialized services they require, such as specialized reading, reading comprehension support,
and/or speech/language therapy.
Depending on need, students may also participate in a hybrid language-based model whereby
certain classes are delivered within the traditional general education curriculum and others are
delivered via the language-based program. The overall goal of language-based services is to
continue to develop literacy skills and strategies, while providing supported access to grade level
curriculum.
The Language-Based Program staff includes dedicated general and special education teachers,
reading specialists, an instructional assistant, and consultation from a speech/language
pathologist.
EXAMPLE INTERVENTIONS
Core instructional programs are described below. Teachers may choose to add other
interventions as appropriate, and not all interventions/methods are appropriate for every child or
every developmental level. Interventions are targeted at reading, writing, speaking, and listening.
Orton-Gillingham is a methodology, not a program. The Orton-Gillingham method has long
been accepted as a sound research-based methodology for children with dyslexia.
The Lindamood Phoneme Sequencing (LiPS) program is used with students who have
difficulty with the discrimination of speech sounds. Auditory discrimination deficits can interfere
with the application of speech sounds to letters and letter combinations. Several similarly
articulated consonants in the English language can be difficult to discriminate, as can several
vowel sounds. When discrimination deficits are not addressed before children learn to decode,
problems and confusion can persist, even when high-quality research-based programs are used.
Seeing Stars is a method that promotes the visualization of letters and letter combinations to
promote spelling, decoding, and fluency. This program may be used as a supplemental
intervention for students who have difficulty with visual attention and/or sequencing as well as
general orthographic processing and memory.
Wilson is an Orton-Gillingham program with a specific scope and sequence and built-in
curriculum-based measurements that teachers can use to track progress. Wilson is designed to be
used individually or in small groups.
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Lexia Core 5 is an adaptive computer-aided instruction program designed to provide masterybased practice in phonemic awareness, decoding, fluency, and comprehension. Lexia is used as
supplemental practice and is not a replacement for direct Tier III instruction.
Story Grammar Marker: The overall structure and organization of a story, called a story
grammar, plays an important role in the development of oral language and literacy skills.
According to the American Speech-Language and Hearing Association, language-based
comprehension intervention involving oral narrative may improve reading comprehension and
written expression. Story Grammar Marker is endorsed by our consultants from the Tufts Center
for Reading and Language Research.
Framing Your Thoughts: Syntactic processing refers to the rules for constructing sentences,
including grammar, grammatical functions and usage. An understanding of language function, or
syntax, is critical for an understanding of sentence construction and complexity. Grammar is
essential for fluency and fluent comprehension of text. Children with language-based learning
disabilities can have difficulty with writing because they experience delays in spelling and
sometimes language function/syntax, particularly in applied situations such as writing. These
challenges can impact written production, organization, and meaning. Framing Your Thoughts is
a direct, multisensory approach to basic writing conventions. Teachers use the method to teach
word use in sentences and paragraphs. Teachers use symbols, movement, and manipulatives to
represent the various functions of words in a sentence. Children learn to design basic sentences
and expand them into interesting, complex sentences and paragraphs using the visual models.
Project Read Report Form: The overall structure of a piece of informational text, called a text
structure, plays an important role in the development of language and literacy skills as well as in
the acquisition, organization, and application of new content information. There are five basic
text structures under which most expository text can be organized: compare and contrast, cause
and effect, order or time-sequence, problem-solution, and description. Report Form is an explicit,
multisensory method for understanding how to extract the main idea of a piece of expository
text, how to organize key facts, and how to use the information in the context of its overall text
structure.
Landmark Writing: At Andover High School, students with language-based learning
disabilities work with the Landmark Writing program, originally authored by Andover High
School special education department coordinator, Jean Tarricone. The Landmark model employs
sentence frames in a highly structured and increasingly complex format.
Read Naturally: The Read Naturally program combines three research-based methodologies for
the development of reading fluency, vocabulary and comprehension: teacher modeling, repeated
reading, and progress monitoring. In Read Naturally Strategy programs, the student monitors
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reading progress through graphs showing the student's fluency and comprehension performance
on each story.
Fry Instant Words: Sight words are words that cannot be decoded, such as ‘said,’ and/or words
that must be recognized instantly. The Fry word list provides the most commonly used words in
rough rank order. Amazingly, 50 percent of all English text is composed of the first 100 most
frequently occurring words and their variants (Fry, 1980). The rapid recognition of sight words is
essential for fluent reading.
TECHNOLOGY
All students in the program utilize their personal device to access TextHelp and Learning Ally.
An Assistive Technology Specialist provides consultation to the program and ongoing training
for staff. Key technology tools support student learning as well as input/output demands. The
chart below includes a “core toolbox” of accessibility and output tools, but other software may
also be used according to student need and teacher lesson design.
TOOL

PURPOSE

GRADE
LEVEL

DESCRIPTION

Read Naturally

Instruction

2-8

Fluency and connected text practice

LEXIA Core 5

Instruction

2-5

Decoding and connected text practice

Texthelp

Input and Output

3-12

A multi-functional tool for screen
reading, highlighting, vocabulary,
study skills, structured note-taking

Learning Ally

Input

2-8

Audio books

BookShare

Input

2-12

Audio books

Speech-to-Text

Output

5-12

A tool for managing written output
demands and for taking notes

PROGRESS DOCUMENTATION
Annual Review Assessment
Annual review assessment includes a phonics/word structure inventory (e.g., WIST), a reading
level assessment (e.g., QRI-VI), a fluency assessment (e.g., DIBELS, Read Naturally), and
accuracy and comprehension measures assessed using selected subtests from the WoodcockReading Mastery-III and GORT-V (rate and accuracy subtests).
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APPENDIX 7: APS LANGUAGE-BASED PROGRAM
LIBRARY
BOOK LINK

TITLE

AUTHOR

LEXILE

TOPIC

Author

Helen
Lester

570L

Back to Front
and Upside
Down

Claire
Alexander

800L

The true story of how
children’s book
author Helen Lester
overcame her
dyslexia to become a
teacher and author
Stan is afraid to ask
for help, until a friend
shows him no one is
good at everything.

Blue Fish

Pat Schmatz

600L

Close to
Famous

Joan Bauer

540L

Counting to D

Kate Scott

*Audio and
MP3

INTEREST
AGE
4-7

4-6

Travis has a secret:
He can’t read. He
dreads being asked to
read aloud in his new
school, but a new
friend and a new
teacher change
everything.
A 12-year-old
follows her dream of
having a cooking
show despite her
dyslexia.

12+

A bright teen with
dyslexia is in a new
school—how will she
keep her secret with
her new group of
friends?

13-17

10+
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Creative,
Resourceful
Dyslexic

Margaret
Rooke

23 very successful,
well-known people
talk about their
experiences with
dyslexia. They share
stories and advice.

8-14

Dyslexia is
My
Superpower

Margaret
Rooke

100 interviews of
children and young
adults with
dyslexia—tips and
advice

10-14

Dyslexic
Renegade

Leia
Schwartz

Leia is a 9-year-old
with dyslexia. Learn
about her life through
her words and quirky
illustrations.

8-10

*TTS

Eleven

Patricia
Reilly Gif

600L

A talented young
woodworker, but notso-talented reader,
tries to solve a
mystery.

8-12

Peter and
Paul
Reynolds

480L

Two children teach
each other the
importance of
thinking outside the
box.

All ages!

*TTS

Going Places
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Here’s Hank
(book series)

Henry
Winkler and
Lin Oliver

570L660L

Hank is just a typical
kid—with a pet
iguana, some unusual
talents for getting
into odd adventures,
and some learning
differences.

6-8

Fish in a Tree

Lynda
Mullaly
Hunt

550L

So far, the highly
creative heroine of
this book has been
able to hide her
reading disability…

8-12

If You’re so
Smart, How
Come You
Can’t Spell
Mississippi?

Barbara
Esham

6-8

I Have
Dyslexia:
What Does
That Mean?

Shelley
BallDannenberg

Katie’s dad is really
smart—he is an
attorney and he is
always answering
questions—until she
asks him for help
with her spelling.
Eight-year-old
Delaney describes
what it is like to have
dyslexia.

It’s Called
Dyslexia

Jennifer
MooreMalinos

A young girl with
dyslexia discovers a
hidden talent when
she gets help.

6-9

Knees

Vanita
Oelschlager

This book is written
like a chapter book. It
takes children
through the definition
of dyslexia,
symptoms, and
famous people who
have dyslexia.

6-10

8-10
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Looking for
Heroes

Aidan
Colvin

*Audio

My Name is
Brain Brian

Jeanne
Betancourt

Prove it, Josh

Jenny
Watson

Spell Shaper
*TTS
*SR enabled
*Special font
Stupid

Kim
Firmston

700L

True story of a high
school student with
dyslexia who writes
letters to 100
successful people
with dyslexia—and
they write back

12+

School Library
Journal notable book
about a boy with
dyslexia who tries to
hide it from his
friends

8-12

Instead of going
sailing this summer,
Josh is stuck in the
library with his latest
tutor. Josh has
dyslexia.

8-11

A fantasy chapter
book!—and the main
character, an elf
named Finn, has
dyslexia—and a
whole lot of talent.

7-11

High school student
Josh has been
struggling with
undiagnosed
dyslexia—until his
passion for film
making brings him
out of his shell and
helps him to advocate
for himself.

14-18
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The Alphabet
War

Diane
Burton
Robb

The story of a boy
overcoming his
dyslexia

5-7

The Illustrated
Guide to
Dyslexia and
Its Amazing
People

Kate Power
&
Kathy
Iwanczac
Forsyth

12-16

The Story
Machine

Tom
McLaughlin

AD520

The Vicar of
Nibbleswickle

Roald
Dahl*

980L

What are the selfadvocacy tools you
need? A book about
what dyslexia means
and what to do about
it. The book includes
cool visuals, humor,
and some positives
about the creativity of
people with dyslexia.
Elliott finds a
machine that makes
letters, but not
stories. Then, he
discovers the letters
make pictures!
The Reverend Lee
has back-to-front
dyslexia—the odd
things he says…

Feta is told she will
never learn to
read…until her
mother gives her a
journal, and she lets
her words run wild.

10-14

Everyone else is good
at reading and
writing, but a school
competition shows
Tom his talent…

6-8

Multi-award
author!

The Wild
Book

Margarita
Engle*
Newbery
author!

Tom’s Special
Talent

Kate
Gaynor

1050L

3-6

8-12
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Trapped

Judy Spurr

Why Can’t I
Read?

Laurie
O’Hara

Your Fantastic JoAnn Deak
Elastic Brain

700L

A young boy
balances social
challenges, sports,
and a reading
disability. He learns
about his resilience
and his talents.
The story of a boy
and how he struggles
with—and eventually
overcomes, dyslexia

14-18

You can grow your
own brain!

4-8

6-8
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APPENDIX 8: LBLD PROGRAM ELA MAP
Written Expression Curriculum Map
The year is broken into three overall units; narrative, informational, and argumentative (persuasive). Over the
course of the three units, the five different text structures are explicitly taught and practiced. As each text structure
(writing assignment) is introduced, the class discovers the overall structure of that text type when they read.
Within all units, students move from writing a single sentence to a single- or multi-paragraph response, including
appropriate text structure, idea development, word choice, and grammatical structures.

NARRATIVE UNIT

Specific Skills Taught

Grade 6

Grade 7

point of view (1st and 3rd)
plot diagramming
use of dialogue
figurative language (metaphor, simile,
personification)
types of conflict (man vs. man, man vs. self, man
vs. nature)
characterization and change
protagonist (hero) vs. antagonist (villain)
theme, mood, and tone
poetic elements: alliteration, rhythm, imagery

point of view (1st and 3rd)
plot diagramming
use of dialogue to develop characters
figurative language (metaphor, simile,
personification, symbolism, oxymoron)
types of conflict (man vs. man, man vs. self,
man vs. nature, man vs. world)
characterization and change
protagonist (hero) vs. antagonist (villain)
theme, mood, and tone

Reading: visualization, making connections,
questioning

Reading: visualization, making connections,
questioning

Grade 8
point of view (1st and 3rd)
plot diagramming
use of dialogue to develop characters
figurative language (metaphor, simile,
personification, symbolism, oxymoron,
hyperbole, irony)
types of conflict (man vs. man, man vs. self,
man vs. nature, man vs. world, man vs.
technology)
characterization and change
protagonist (hero) vs. antagonist (villain)
theme, mood, and tone
poetic elements: alliteration, rhythm, imagery,
assonance
Reading: visualization, making connections,
questioning

Umbrella Thematic

the power of the individual
Essential Questions: What makes an individual
powerful?
How can a negative experience lead to positive

the journey
Essential Questions:
How do our decisions affect our journey?
How do individuals come together to make a

evolution of identity
Essential Questions:
How does conflict help an individual grow?
What aspects of my identity are in my control?
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Mentor Texts/ Novel Study

Descriptive/
Enumerative
Text Structure

personal growth?
How does storytelling influence one’s own
beliefs and interpretations of personal history?

community?

What is courage?

Texts determined based on reading level
Possible books:
There’s a Boy in the Girls Bathroom (490)
Danger on Midnight River (600) & Escape from
Midnight River (630)
Holes (660)
Verse: Gone Fishing

Texts determined based on reading level
Possible books:
Fish in a Tree (550)
Turtle Paradise (610)
Rules (670)
Seedfolks (710)
A Christmas Carol–adapted from Charles
Dickens (630)
Verse: Seraphina’s Promise

Texts determined based on reading level
Possible books:
The Fighting Ground (580)
Unwind (740)
Among the Hidden (800)
Midsummer Night's Dream (abridged)
Verse: Solo

Identify and comprehend descriptive text when
reading, with help of guiding questions and
graphic organizer.
Write a descriptive single sentence with sentence
frames and sentence combining activities.
Write topic sentences and detail sentences.
Generate basic and expanded descriptive
paragraph.

Identify descriptive text when reading, with
help of guiding questions and graphic
organizer.
Write a descriptive single sentence with
sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Generate basic and expanded descriptive
paragraph.

Identify descriptive text when reading, with
help of guiding questions and graphic
organizer.
Write a descriptive single sentence with
sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Generating an expanded descriptive paragraph

Writing prompt:
Describe the conflict in the story (man vs. man,
man vs. self, man vs. nature) citing evidence
from the story.
Describe the setting in the novel.

Writing prompt:
Describe the conflict in the story (man vs.
man, man vs. self, man vs. nature, man vs.
world) citing evidence from the story.
Describe how the setting helps develop the
theme or mood.

Writing prompt:
Describe the conflict in the story (man vs. man,
man vs. self, man vs. nature, man vs. world,
man vs. technology) citing evidence from the
story.
Describe how the setting helps to develop the
plot of the novel.
What is the author’s purpose?
What is the author describing?
What are the details used to describe it?
What picture is being painted?

Text structure—specific
guiding questions to aid in
comprehension,
brainstorming, and revising

What is the author’s purpose?
What is the author describing?
What are the details used to describe it?
What picture is being painted?

What is the author’s purpose?
What is the author describing?
What are the details used to describe it?
What picture is being painted?

Transition words to be
explicitly taught

also, such as, for example, characteristics, made
of

also, such as, for example, characteristics,
made of, for instance, features, specifically
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also, such as, for example, characteristics, made
of, for instance, features, specifically, in
particular
Identify and comprehend cause & effect text
when reading, with help of guiding questions and
graphic organizer.
Write a cause & effect single sentence with
sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Generate basic and expanded cause & effect
paragraph.

Identify and comprehend cause & effect text
when reading, with help of guiding questions
and graphic organizer.
Write a cause & effect single sentence with
sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Generate basic and expanded cause & effect
paragraph.

Writing Prompt:
How did the character change in the story?
What makes an individual powerful?
How can a negative experience lead to positive
personal growth?

Writing Prompt:
How did the character change in the story?
How do our decisions affect our journey?
How do individuals come together to make a
community?

Text structure—specific
guiding questions to aid in
comprehension,
brainstorming, and revising.

What are the causes and related effects?
What happened?
Why?
Does one effect lead to another effect?

What are the causes and related effects?
What happened?
Why?
Does one effect lead to another effect?

What are the causes and related effects?
What happened?
Why?
Does one effect lead to another effect?

Transition words to be
explicitly taught.

because, as a result, is caused by, therefore, for
this reason, when...then...

because, as a result, is caused by, therefore,
for this reason, when...then...
due to, influenced by, leads to

because, as a result, is caused by, therefore, for
this reason, when...then...
due to, influenced by, leads to, thus

Cause & Effect
Text Structure

Identify and comprehend cause & effect text
when reading, with help of guiding questions
and graphic organizer.
Write a cause & effect single sentence with
sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Generate expanded cause & effect paragraph.
Writing Prompt:
How did the character change in the story?
How does conflict help an individual grow?
What aspects of my identity are in my control?
What is courage?

INFORMATIONAL TEXT
Grade 6
text features in content textbooks

Grade 7
text features in content textbooks

Grade 8
text features in content textbooks
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notetaking
identifying supporting details AND explanation
of how the details support the topic
generating essential questions
introduction/conclusion statements and/or
paragraph
generate a hook
single- to multi-paragraph written responses
revision/editing
paraphrasing/summarizing
use and compare multiple sources of information
on same topic
Reading Strategies: finding main idea and
supporting details, making connections,
collecting and organizing supporting details by
category/topic, questioning, textbook analysis
skills, rereading strategies

notetaking
identifying supporting details AND
explanation of how the details support the
topic
generating essential questions
introduction/conclusion statements and/or
paragraph
generate a hook
single- to multi-paragraph written responses
revision/editing
paraphrasing/summarizing
use and compare multiple sources of
information on same topic
Reading Strategies: finding main idea and
supporting details, making connections,
collecting and organizing supporting details
by category/topic, questioning, textbook
analysis skills, rereading strategies

notetaking
identifying supporting details AND
explanation of how the details support the
topic
generating essential questions
introduction/conclusion statements and/or
paragraph
generate a hook
single- to multi-paragraph written responses
revision/editing
paraphrasing/summarizing
use and compare multiple sources of
information on same topic
evaluating information
Reading Strategies: finding main idea and
supporting details, making connections,
collecting and organizing supporting details
by category/topic, questioning, textbook
analysis skills, rereading strategies

Mentor Texts

content area textbooks
magazine/newspaper articles

content area textbooks
magazine/newspaper articles
internet articles and how their format is
different from traditional texts

content area textbooks
magazine/newspaper articles
internet articles and how their format is
different from traditional texts

Sequential Text Structure

Identify and comprehend sequential text when
reading, with help of guiding questions and
graphic organizer.
Write a sequential single sentence with sentence
frames and sentence combining activities.
Write topic sentences and detail sentences.
Generate basic and expanded sequential
paragraph.

Identify and comprehend sequential text when
reading, with help of guiding questions and
graphic organizer.
Write a sequential single sentence with
sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Generate expanded sequential paragraph.

Identify and comprehend sequential text when
reading, with help of guiding questions and
graphic organizer.
Write a sequential single sentence with
sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Generate expanded sequential paragraph.

Writing prompt: Write a summary of a social
studies text or article describing a period in time
or science experiment.

Writing prompt: Describe the sequence of
events in the development of a specific
culture.

Writing prompt: Lab reports or social studies
connection with the development of
Constitution, etc.

Specific Skills Taught
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Text structure—specific
guiding questions to aid in
comprehension,
brainstorming, and revising.
Transition words to be
explicitly taught.

Problem & Solution
Text Structure
Speaking/Listening

What is the first thing that happened?
What happened next?
What are the main events that took place?
What happened last?

What is the first thing that happened?
What happened next?
What are the main events that took place?
What happened last?

What is the first thing that happened?
What happened next?
What are the main events that took place?
What happened last?

in the beginning, before, next, then, after, finally,
now, during, first, later, as soon as

in the beginning, before, next, then, after,
finally, now, during, first, later, as soon as,
immediately, initially, meanwhile, prior to

in the beginning, before, next, then, after,
finally, now, during, first, later, as soon as,
immediately, initially, meanwhile,
simultaneously, prior to, subsequently

Identify and comprehend problem & solution
text when reading, with help of guiding
questions and graphic organizer.
Write a problem & solution single sentence with
sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Compare multiple sources of information.
Generate expanded problem & solution
paragraph to be used in an oral presentation.

Identify and comprehend problem & solution
text when reading, with help of guiding
questions and graphic organizer.
Write a problem & solution single sentence
with sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Generate expanded problem & solution
paragraph.

Identify and comprehend problem & solution
text when reading, with help of guiding
questions and graphic organizer.
Write a problem & solution single sentence
with sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Generate expanded problem & solution
paragraph.

Oral prompt: public service announcement
including visuals on topic of choice; a
problem and possible solutions from current
events/life experiences, or social studies
connection

Oral prompt: public service announcement
including visuals on topic of choice; a
problem and possible solutions from current
events/life experiences, or social studies
connection

Oral prompt: public service announcement
including visuals on topic of choice; a problem
and possible solutions from current events/life
experiences, or social studies connection
Text structure—specific
guiding questions to aid in
comprehension,
brainstorming, and revising.
What

What were the difficulties/problems?
What were the attempts or ideas to
solve the problem?
How was it or might it have been solved?
What were the results of the actions?

What were the difficulties/questions?
What were the attempts or actions used to
attempt to solve the problem?
How was it or might it have been solved?
What were the consequences of the options?
What were the results of the actions?

What were the difficulties/questions?
What were the attempts or actions used to
attempt to solve the problem?
How was it or might it have been solved?
What were the consequences of the options?
What were the results of the actions?

Transition words to be
explicitly taught.

in order to, led to, problem, solution, so that,
because, solved

in order to, led to, problem, solution, so that,
because, solved, as a result, dilemma,
resolution

in order to, led to, problem, solution, so that,
because, solved, as a result, dilemma,
resolution
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ARGUMENTATIVE/PERSUASIVE UNIT
Grade 6

Specific Skills Taught

Mentor Texts

Problem & Solution
Text Structure
Speaking/Listening

Grade 7

Grade 8

source validity
notetaking
supporting details AND explanation of how the
details support the topic
generate essential questions
introduction/conclusion statements and/or
paragraph
generate a hook
single to multi-paragraph
strong language used to persuade
argument
subject by subject organization
use and compare multiple sources of
information on same topic
Reading strategies: fact vs. opinion, finding
main idea and supporting details, questioning,
making connections

source validity
notetaking
supporting details AND explanation of how
the details support the topic
generate essential questions
introduction/conclusion statements and/or
paragraph
generate a hook
single to multi-paragraph
strong language used to persuade
argument and counter arguments
point by point organization
use and compare multiple sources of
information on same topic
Reading strategies: fact vs. opinion, finding
main idea and supporting details,
questioning, making connections

source validity
notetaking
supporting details AND explanation of how the
details support the topic
generate essential questions
introduction/conclusion statements and/or
paragraph
generate a hook
single to multi-paragraph
strong language used to persuade
argument and counter arguments
subject by subject organization versus
point by point organization
use and compare multiple sources of
information on same topic
Reading strategies: fact vs. opinion, finding
main idea and supporting details, questioning,
making connections

newspaper/magazine articles
expository texts with a focus on comprehension

newspaper/magazine articles
expository texts with a focus on
comprehension

newspaper/magazine articles
expository texts with a focus on comprehension

Identify and comprehend problem & solution
text when reading, with help of guiding
questions and graphic organizer.
Write a problem & solution single sentence
with sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Compare multi-sources of information.
Generate problem & solution argumentative

Identify and comprehend problem & solution
text when reading, with help of guiding
questions and graphic organizer.
Write a problem & solution single sentence
with sentence frames and sentence
combining activities.
Write topic sentences and detail sentences.
Generate problem & solution argumentative
multi-paragraph.

Identify and comprehend problem & solution
text when reading, with help of guiding
questions and graphic organizer.
Write a problem & solution single sentence
with sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Generate problem & solution argumentative
multi-paragraph.
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multi-paragraph speech.
Writing prompt: Re-write public service
announcement as an argumentative text and
present argument to class.
Alternative assignment: debates choosing
different solutions to the same problem

Writing prompt: Re-write public service
announcement as an argumentative text and
present argument to class.
Alternative assignment: debates choosing
different solutions to the same problem

What were the difficulties/questions?
What were the attempts or actions used to
attempt to solve the problem?
How was it or might it have been solved?
What were the consequences of the options?
What were the results of the actions?

What were the difficulties/questions?
What were the attempts or actions used to
attempt to solve the problem?
How was it or might it have been solved?
What were the consequences of the options?
What were the results of the actions?

What were the difficulties/questions?
What were the attempts or actions used to
attempt to solve the problem?
How was it or might it have been solved?
What were the consequences of the options?
What were the results of the actions?

in order to, led to, problem, solution, so that,
because, solved

in order to, led to, problem, solution, so that,
because, solved, as a result, dilemma,
resolution

in order to, led to, problem, solution, so that,
because, solved, as a result, dilemma,
resolution

Identify and comprehend compare & contrast
text when reading, with help of guiding
questions and graphic organizer.
Write a compare & contrast single sentence
with sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Compare multi-sources of information.
Generate compare & contrast argumentative
multi-paragraph text.

Identify and comprehend compare & contrast
text when reading, with help of guiding
questions and graphic organizer.
Write a compare & contrast single sentence
with sentence frames and sentence
combining activities.
Write topic sentences and detail sentences.
Compare multi-sources of information.
Generate compare & contrast argumentative
multi-paragraph text.

Identify and comprehend compare & contrast
text when reading, with help of guiding
questions and graphic organizer.
Write a compare & contrast single sentence
with sentence frames and sentence combining
activities.
Write topic sentences and detail sentences.
Compare multi-sources of information.
Generate compare & contrast argumentative
multi-paragraph text.

Writing prompt: compare and contrast
elementary school to middle school.

Writing prompt: Athens vs. Sparta

Writing Prompt: Student choice of topic

What concept, or categories are being
compared/contrasted?
How are they the same? How are they
different?
What features are being
compared/contrasted?

What concept, or categories are being
compared/contrasted?
How are they the same? How are they
different?
What features are being
compared/contrasted?

What concept, or categories are being
compared/contrasted?
How are they the same? How are they
different?
What features are being
compared/contrasted?

Writing prompt: Re-write public service
announcement as an argumentative text and
present argument to class.
Alternative assignment: debates choosing
different solutions to the same problem
Text structure—specific
guiding questions to aid in
comprehension,
brainstorming, and revising.

Transition words to be
explicitly taught.

Compare & Contrast
Text Structure

Text structure—specific
guiding questions to aid in
comprehension,
brainstorming, and revising.
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Transition words to be
explicitly taught.

Why is the author comparing/contrasting
these topics?
How do these details affect me?
Do I agree with the author?
Why or why not?

Why is the author
comparing/contrasting these topics?
How do these details affect me?
Do I agree with the author?
Why or why not?

Why is the author comparing/contrasting
these topics?
How do these details affect me?
Do I agree with the author?
Why or why not?

contrast: but, compared to, in contrast, instead,
on the other hand
compare: alike, both, similar to, too

contrast: but, compared to, in contrast,
instead, on the other hand, however,
although, as opposed to, on the contrary
compare: alike, both, similar to, too, in
comparison

contrast: but, compared to, in contrast, instead,
on the other hand, however, although, as
opposed to, on the contrary, rather
compare: alike, both, similar to, too, in
comparison, similarly, by the same token

146

©Andover Public Schools

147

