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Foreword

The Individuals with Disabilities Education Act of 2004 (IDEA) provides school districts the opportunity to develop research-based procedures for determining whether a student has a specific learning disability.  Traditional identification procedures required a severe discrepancy between the student’s intellectual ability and academic achievement that was often not evidenced until second or third grade, well after the time that most children acquire beginning reading skills.  As a result, young struggling readers often have not received the timely and adequate reading instruction required to prevent lifelong reading difficulties.

The West Virginia Response to Intervention (RtI) Project builds better readers in the early grades and consists of multi-tiered reading instruction within the context of the general education classroom.  In the RtI model, ALL students receive high quality reading instruction, and struggling readers receive additional and increasingly more intense instruction matched to their needs.  For those students who do not respond to the additional intense intervention, the results of a comprehensive evaluation along with response to intervention data may indicate a specific learning disability and the need for special education services.

The Response to Intervention Project holds the promise of helping students become proficient in reading by the end of third grade.  Elementary schools are encouraged to use this implementation and technical assistance guide to make that goal a reality in West Virginia. 


Steven L. Paine


State Superintendent of Schools
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SECTION 1:  Introduction

Legal Basis for Response to Intervention

The reauthorized Individuals with Disabilities Education Improvement Act (IDEA 2004) was signed into law on December 3, 2004 by President George W. Bush.  It includes explicit support for the use of the Response to Intervention (RtI) approach for identifying students with specific learning disabilities (SLD).  IDEA 2004 contains the provision to use scientific, research-based interventions as one component of the eligibility process.  Specifically, the law states that 

1) the state may not require the use of the ability-achievement discrepancy formula in determining eligibility for SLD and 

2) districts may use a process that determines if the child responds to scientific research-based intervention as part of the evaluation procedures for determining eligibility. 

Furthermore, Early Intervening Services (EIS) have been added to the federal statute and allow a district to use up to 15 percent of the amount it receives under IDEA Part B for any fiscal year to develop and implement coordinated, early intervening services for students who have not been identified as needing special education or related services but who need additional academic and behavioral support to succeed.  Allowable activities include:

1) the provision of professional development for teachers and other school staff relevant to the delivery of scientifically based academic instruction and behavioral interventions, including scientifically based literacy instruction; and 

2) educational and behavioral evaluations, services, and supports, including scientifically based literacy instruction.

Why change the SLD identification method and emphasize early intervention? Traditionally, identification procedures required a severe discrepancy between a student’s intellectual ability and academic achievement that was not often evidenced until second or third grade – well beyond the time most children were achieving mastery of the reading process.  In many cases, this “wait to fail” approach resulted in a delay in the provision of intense, explicit reading instruction that could produce authentic, long-range academic benefit for all students and contribute important information to eligibility committee decision-making. 

Response to Intervention (RtI) addresses the prevention of reading difficulties by establishing effective classroom practices that meet the needs of struggling readers in the early grades.  Classrooms are characterized by differentiated reading instruction based on data from ongoing assessments.  In order to determine the presence of a specific learning disability, a clear history of the provision of scientific research-based reading instruction must be documented.  Only after interventions have been implemented with fidelity over sufficient time are districts permitted to use the student’s response to intervention as a component of the eligibility decision-making process.
Labeling a child is not a benign action…

During the pilot years, the West Virginia Response to Intervention Model focuses exclusively on the area of reading in the early grades, largely due to the abundance of research amassed over the last several decades that can be used to inform instruction.  As effective strategies and practices emerge through the research, other content areas (e.g., mathematics and written expression) and behavior will be addressed through tiered intervention approaches.  RtI data may then be used in conjunction with other evaluative information as a component of determining eligibility for special education and related services across a broader range of learning disabilities.  

Research and Policy Support

Response to Intervention as a component of SLD assessment and determination procedures is addressed through a number of major research publications and policy reports.  Significant findings and conclusions are summarized below.  Full research citations are included in the Reference section of this document.

The National Reading Panel Report issued in 2000 includes substantial implications for RtI practice.  Most importantly, the essential components of beginning reading acquisition were identified (i.e., phonemic awareness, phonics and word study, vocabulary, fluency and comprehension).  Since the majority of students identified under the specific learning disabilities category exhibit reading problems, this information is particularly relevant to the development of effective RtI practices.

Reading research from the National Institute of Child Health and Human Development (NICHD) supports the concept that IQ-achievement discrepancies to identify learning disabilities are faulty and, in fact, serve to delay meaningful intervention well past the time when interventions are most effective.  

The National Summit on Learning Disabilities (2001) urged practitioners to examine alternate methods for determining SLD eligibility by asserting that the traditional practices were neither useful nor based on research.  Researchers voiced a strong call to “scale up” the response to intervention approach.

The President’s Commission on Excellence in Special Education (July 2002) set forth its recommendations for improving the IDEA.  Key findings include a focus on results rather than process; adoption of models of prevention, not failure; and a recognition that students should be considered general education students first.

Collaborative Components

A school wide system of intervention is a fundamental component of successful RtI implementation.  While RtI is supported in the reauthorization of the IDEA and has several implications for special education, intuitively it requires the establishment of a general education structure designed to meet the needs of all students.  A tiered approach that includes increasingly more intense levels of student support and instruction can provide the mechanism for addressing the needs of all students, especially those who struggle.  

In order to achieve this goal, it is essential that the core concepts of RtI are understood and operationalized within the context of the whole school.  As suggested by its logo, “Building Better Readers”, the West Virginia RtI model is a process of teaching students to read and perhaps concluding that a few have specific learning disabilities.  Successful implementation is built upon focused and collaborative leadership and practice among general education, special education and Title 1.  

Focused and collaborative leadership and practice are essential…
Dual systems for ensuring that all children achieve are no longer sufficient in the context of No Child Left Behind Act of 2001 (NCLB) and accountability.  All staff must work together to provide differentiated reading instruction tailored to meet the diverse needs of learners.  It is within this collaborative framework that the RtI model can flourish.  By combining resources, sharing knowledge and determining the most effective utilization of staff and other available resources, schools can develop their practices for implementing the most effective schoolwide intervention model.  

The West Virginia Response to Intervention Pilot Process

In January 2005, the West Virginia Department of Education, Office of Special Education Achievement (OSEA), charged a group of district stakeholders with studying the response to intervention literature that would be used in developing the plan to initiate a model in West Virginia.  By June, through an application process, eleven schools in nine districts were selected to pilot the West Virginia Response to Intervention Project during the 2005-2006 school year.  The goal of the pilot process was to provide local districts interested in exercising the IDEA 2004 option with reliable, evidence-based knowledge of benefits, challenges, costs and system changes.  Accordingly, an independent program evaluation was conducted and results have been used to inform the development of this guidance document.

Descriptions of the fundamental knowledge, skills, procedures and practices operationalized by the pilot schools are provided in this document, which serves as an administrator’s and practitioner’s guide for implementing and sustaining a K-3 response to intervention model.  Appendix B contains files for a variety of forms, documents and other resource documents that will assist with RtI implementation is also included.
SECTION 2:  Assessing for Readiness

It is essential that schools approach the implementation of Response to Intervention in a deliberate and systematic manner.  For this reason, it is very important that sufficient planning and a thorough school self-assessment are completed prior to implementation.  While the RtI process may evolve differently from school to school, there is a set of basic tenets that once established, will assist in shaping a culture of instruction that is responsive to diverse student needs.

The following essential components of the West Virginia Response to Intervention Project can serve as criteria for schools as they determine readiness and commitment for implementation.  A brief summary of these components follows.  (See School Readiness for Response to Intervention: A Self-Assessment document in Appendix B.)  

Grade Level Teaming and Student Assistance Team Structures

Grade level teams meet regularly to discuss student progress based on assessment data, identify effective instructional strategies and materials and address the monitoring and evaluation related to the provision of reading instruction matched to the needs of individual students.  Team meetings provide a primary opportunity for teachers to determine the most effective strategies, grouping patterns, instructional materials and other components of differentiated instruction within the context of the general education classroom for individuals and small groups of students.  As the needs of struggling students become more challenging and complex, the School Assistance Team (SAT) continues the problem-solving efforts to determine how best to assist the child.

In accordance with West Virginia Board Policy 2510, Assuring Quality of Education: Regulations for Education Programs, Section 9.9, School Assistance Teams are charged with managing a formalized intervention process to address the academic, behavioral and personal developmental needs of students.  Teams are responsible for reviewing the effectiveness of interventions and collecting and maintaining student data relevant to the results of interventions.  With this in mind, it is imperative that school teams ensure that systematic, individualized interventions rather than accommodations alone are implemented for young children who struggle with reading.  

High Quality Core Reading Instruction in General Education

According to a converging body of research, a core reading program that provides explicit and systematic instruction in the five essential components of beginning reading is the general education foundation upon which an effective response to intervention approach is built.  Core reading instruction at the primary grade level is characterized by scientifically research-based strategies and materials that address phonemic awareness, phonics and word study, fluency, vocabulary and comprehension.  

A core reading program should meet the needs of most children in the school and serve as the systematic schoolwide approach to reading instruction.  The core reading program must include a deliberate and prioritized scope and sequence, explicit instructional techniques and strategies to meet the needs of diverse learners and attention to the scaffolds needed to support student learning.  

Additionally, programs and strategies must be implemented with fidelity to achieve intended instructional outcomes and a system for monitoring authentic implementation at the classroom level should support the process.  See A Consumer’s Guide to Evaluating a Core Reading Program Grades K-3: A Critical Elements Analysis by Simmons & Kame’enui available at http://reading.uoregon.edu/appendices/con_guide.

Screening, Assessment and Progress Monitoring 

Central to the provision of tiered reading instruction is assessment to determine student needs.  Universal screening, i.e., benchmark testing of all students in grades K-3 at least three times per year, is fundamental and provides teachers critical information about the rate at which students are progressing in the reading curriculum.  This screening informs daily instruction and assists teachers in grouping students with similar needs for differentiated reading instruction.  

Progress monitoring is a second assessment component and refers to the systematic and continuous collection of student performance data.  Progress monitoring is primarily for students who are receiving more intensive intervention and is conducted at least every three weeks.  Students receiving intensive intervention are progress monitored every two weeks at a minimum.  The purpose of progress monitoring is to determine whether the student is making adequate progress as a result of targeted intervention instruction.  Insufficient progress prompts an instructional adjustment designed to increase the student’s response. 

Finally, a data management system that assists teachers in organizing, analyzing and summarizing student assessment information provides essential support.  In the West Virginia Response to Intervention Project, schools use the Dynamic Indicators of Basic Early Literacy Skills (DIBELS) for both benchmark and progress monitoring assessment.  

The DIBELS assessment is available in two formats.  A paper-based version with an on-line data system that generates a variety of reports is available through the University of Oregon Center on Teaching and Learning (http://dibels.uoregon.edu).  Additionally, the mCLASS DIBELS, a handheld-to-web software assessment system is available through Wireless Generation (http://www.wirelessgeneration.com/web/DIBELS.html). Both forms of the assessment quickly identify students at-risk for reading difficulty and provide detailed reports for instructional decision-making.  

While DIBELS is used in the WV RtI Project, other assessment tools and management systems are available.  For a comprehensive review of progress monitoring tools prepared by the National Center on Student Progress Monitoring, refer to http://www.studentprogress.org/chart/chart.asp.   

Leadership and Program Capacity

Strong administrative leadership is essential to the implementation of a schoolwide reading intervention system.  The connections between effective schools and student achievement are well documented, and strong instructional leadership focused on student outcomes through quality curriculum and instruction is central to effective schools.  Principals must ensure that each component of the schoolwide reading instructional model is practiced in the classroom with fidelity.  The quality of the reading instruction delivered in the K-3 classroom must be purposefully shaped by the principal, the school level literacy leader.  Monitoring student progress, promoting a climate of professional growth and development, fostering collaboration among staff and setting high but attainable standards for teachers and students are just some of the indicators of an effective instructional leader. 

Professional Development to Address Relevant Areas

All staff must be provided opportunities to participate in professional development that addresses the five essential components of early reading instruction.  Teachers must also understand how to administer assessments, analyze the data and apply the information to the development of effective instruction and intervention in the classroom.  Quality professional development includes job-embedded components considerate of adult-learning styles and needs.  Specific information relevant to professional development is included in Appendix B.
SECTION 3:  The Three Tier Reading Model
The instructional model used in the West Virginia Response to Intervention initiative is the K-3 Three-Tier Reading Model.  This model builds a strong instructional base to meet the needs of all young readers.  It is a model intended to prevent reading failure by providing students who are struggling with the supports they need to become proficient in reading.  As both research and practice in the area of response to intervention develop, many of the same principles explained here will undoubtedly be applied to other content areas and other grade levels.

The value and strength of the tiered reading model lies in the provision of more intense and explicit instruction as a student moves through the tiers.  Differences between tiers are characterized by the amount of time for instruction, group size, frequency of progress monitoring and duration of instruction.  Use of research based reading instructional practices at each tier is critical.

“There is little evidence that children experiencing difficulties learning to read, even those with identifiable learning disabilities, need radically different sorts of supports than children at low risk, although hey may need much more intensive support.”

 (Snow, Burns, & Griffith, 1998)

Tier I: Core Classroom Reading Instruction

In Tier I of the Three-Tier Reading Model, the classroom teacher delivers to all students at least 90-120 uninterrupted minutes of grade-appropriate core instruction in the five components essential to early reading:  phonemic awareness, phonics and word study, fluency, vocabulary and text comprehension.  Teachers conduct benchmark testing to monitor student progress and then, in response to testing results, adjust and differentiate instruction for students not meeting grade-level expectations. Through the use of flexible grouping arrangements in the classroom, teachers ensure that small groups of students receive targeted skills instruction. 

Reading research suggests that approximately 80% of all students will respond satisfactorily to a scientifically based core reading program implemented with a high degree of integrity.  The primary goal of the teacher in Tier I is to support all students in achieving the benchmark goals and in making adequate progress in reading.  A secondary but no less important goal is to support at least 50% of the students who need strategic, or moderate, intervention to achieve benchmark goals.  If a school has a high number of children who need strategic or intensive support, core curriculum and instruction will need to include many features of strategic support and intensive intervention.  

Tier I has several critical elements:

1)
The core reading program is based on current reading research.

District and school staff should review the current adopted core reading program to ascertain its alignment with scientifically based reading research.  A helpful tool is Simmons and Kame’enui’s   A Consumer’s Guide to Evaluating a Core Reading Program Grades K-3: A Critical Elements Analysis.  

2)
Teachers know components of effective reading instruction and consistently use strategies necessary for teaching reading effectively.

Core reading instruction is not just about instructional materials; it is also about the way instruction is delivered. The foundation of the three-tier model is scientifically based instruction organized around the five components essential to early reading:  phonemic awareness, phonics and word study, fluency, vocabulary, and text comprehension.  General education classroom teachers must be armed with knowledge about how students learn to read, materials that help address all five areas of reading, and techniques and strategies that help all students develop grade level reading skills.  

In addition, reading instructional practices must be aligned with the West Virginia Reading and English Language Arts Content Standards and Objectives.  Teachers should know and use curriculum maps consistent with state standards displaying the month-by-month instructional priorities in kindergarten and grades one, two and three. 

School staff should also evaluate their current reading instructional practices and develop a school reading plan that identifies areas of need and priorities for change.  The Planning and Evaluation Tool (PET) by Simmons and Kame’enui (available online at http://reading.uoregon.edu) is designed to evaluate a school’s current reading program, from assessment to instructional practices and materials to professional development.

3)
Appropriate grouping practices meet the individual needs of students.

Grouping practices are a critical component of meeting the reading needs of all students.  Using a variety of grouping patterns helps teachers to differentiate instruction and respond to the needs of individual students. Core reading programs and teacher instructional strategies should include the following grouping practices:

a) Alternative grouping practices (e.g., one-on-one, pairs, small group, whole group) for different instructional purposes and to meet student needs.

b) Flexible grouping that provides opportunities for students to be members of more than one group and does not lead to a student’s being perceived as always being a member of a “low group”.

c) Small group rather than whole group formats to help students having difficulties with specific reading skills.  It is important to remember that as students master targeted skills, new groups are formed.  Groups are continually created and recreated in response to student needs.

Tier I may be implemented solely by a classroom teacher or collaboratively with other professionals in inclusive and team teaching environments.   

4)
Benchmark testing of students is conducted at least three times a year to determine instructional needs.

Assessment plays a key role in delivering an effective three-tier model.  Assessment is used in two primary ways:  benchmark testing of all students at least three times a year to determine the need for further intervention and progress monitoring to track student progress and inform instruction.  A more thorough discussion of assessment is included in Section 4.

Because of the fluid nature of groupings in Tier 1 and the established rates of progress, teacher lesson plans document the provision of differentiated reading instruction based on the five essential components and informed by assessment.

Tier II: Intervention

For some students, core reading instruction (i.e., 90 minute uninterrupted reading block) is not enough.  Tier II focuses on students who do not achieve the minimum levels of satisfactory reading performance on essential grade-level skills and require additional reading instruction.  In Tier II students receive specialized scientifically based reading instruction in a small group setting (i.e., 3-5 students) for 30 minutes each day, in addition to the 90-120 minutes provided to all students during the core block.  

In Tier II reading interventionists use explicit strategies that address specific skill deficits.  Tier II intervention is typically implemented for a period of 8-12 weeks but could be longer depending on student progress toward benchmarks.
The progress of each student is monitored at least twice a month on the target skills (i.e., the skills they have not mastered) to adjust instruction and ensure learning.   The primary goal of Tier II is to support all students who need strategic intervention to achieve benchmark goals and to help all students make progress that is sufficient to reduce the risk of future reading difficulty. 

The professional providing the intervention, i.e., the interventionist, may be the general classroom teacher (when scheduling and/or cross-grade grouping permits involvement), a specialized reading teacher, a reading coach, a Title I reading teacher, a special education teacher or other personnel designated by the school and/or district.  Intervention instruction may be provided in any instructional space that allows for attention to task and availability of teaching resources.

Research suggests that approximately 15% of all students will require the additional time in targeted reading intervention that is characteristic of Tier II.  However, in practice, educators have found that during the initial implementation of a preventative reading process such as the Three-Tier Model a much higher percentage of students may actually require Tier II intervention until scientifically research based core instruction is well established within the school.
The amount of time students spend in Tier II is flexible.  After a round of Tier II instruction (8-12 weeks), a decision is made about each student’s instructional needs.  Options for a student who has finished a round of Tier II instruction include discontinuing Tier II because benchmarks have been achieved, continuing with another round of Tier II intervention, beginning Tier III, and/or being referred for special education services.  During the time that students spend in Tier II, teachers can use a variety of options to adjust the intervention, including increasing time allowed for intervention, decreasing group size, changing materials or strategies, or moving students to a different group.  Further research is needed to explore the many features of effective Tier II intervention and teachers will continue to refine and perfect this aspect of RtI (McMaster, Fuchs, Fuchs and Compton, 2005).

The school’s tiered reading instructional model should be described to all parents at the beginning of the school year.  Parent notification procedures relevant to Tier II may vary from school to school. Generally, parents will be informed about the RtI process as it is implemented in the classroom.  Parents should be informed when more attention is being given to a student’s acquisition of reading skills and increased monitoring and instruction are being provided at Tier II.  This decision lies with the school unless a referral to special education is initiated at which time formal parent consent is required.  

Tier III: Intensive Intervention

A small percentage of students who have received Tier II intervention continue to have considerable difficulty in mastering the necessary reading skills.  In Tier III, students receive a minimum of two 30-minute sessions each day in addition to the 90-120 minutes core reading instruction (which all students receive as part of Tier I).  Instruction in Tier III is conducted in homogeneous groups of less than three students, all of whom are evidencing difficulties reaching the same reading benchmarks.  Instruction is very intensive; and the progress of each student is monitored at least every two weeks, more frequently if appropriate for an individual student, in order to adjust instruction and ensure learning.  

Tier III intervention is likely to include a strong supplemental curriculum well matched for the acquisition of basic reading skills in one or more areas as determined by student need.  The primary goal of Tier III is to accelerate learning and progress to support all students who need intensive intervention to achieve benchmark reading goals and to reduce the risk of future reading difficulties.

The interventionist may be a specialized reading teacher, a reading coach, a Title I reading teacher, a special education teacher, or other professional personnel designated by the school and/or district.  It is critical that the most qualified personnel be assigned to provide the most intensive instruction to the students of greatest need.  Designations as “eligible for special education” or “identified for Title 1 services” should not interfere with the assignment of appropriately qualified interventionists. Intense intervention instruction may be provided in any instructional space that allows for attention to task and availability of teaching resources.    

Research indicates that nearly 5% of all students will fail to respond to primary and secondary intervention provided at Tiers I and II.  Within the RtI process, those who fail to respond to tiered interventions implemented with fidelity and in accordance with the essential elements may be suspected of having a specific learning disability in reading.   Therefore, as students reach or approach Tier III intervention with little to no progress exhibited at Tier II, a multidisciplinary evaluation to determine eligibility for special education services may be warranted.  

Tier III differs from Tier II in several ways.  Tier III provides a) even more time for instruction, b) a smaller group size, c) ongoing adjustment of instruction to meet the needs of students, and d) a duration of instruction that may last months or years.  

Tier III is not restricted to special education services.  Students may receive the intensive services of Tier III without having been evaluated and determined eligible as a student with a disability.  The grade level team and SAT review and consider a student’s progress within intervention and determine the next best step to enhance student progress.

Role of the Interventionist

The following considerations are important to the effectiveness of both Tier II and Tier III intervention:

1)
Interventionists possess the same knowledge about scientifically based reading instruction as the general classroom teacher is expected to possess.

Reading research is conclusive in terms of the incremental steps students take in learning to read, strategies for teaching reading that work with most students and interventions that are effective for struggling readers.  Reading teachers should not be using a system that is inconsistent with scientifically based reading research. 

2)
Interventionists are thoroughly familiar with the materials, techniques and philosophy of the core reading program.

Students who are struggling in the area of reading need supplementary instruction that is consistent with core instruction.  Procedures and terminology should not change from core instruction to intervention time.  It is especially important that the same instructional vocabulary is used consistently across grade levels (e.g., c-v-ce, long e words, and silent e words all represent the same concept).  Students who struggle with beginning reading skills must be provided routines and procedures that avoid confusion and facilitate learning.

3)
The interventionist and the classroom teacher providing the core instruction have a consistent, effective system of communication.
Communication allows the interventionist to know which specific reading skills the student lacks and strategies/materials that have already been used with the student.  Coordination between the classroom teacher and the interventionist ensures that students have multiple opportunities throughout the school day to practice targeted skills and that instructional time is focused and maximized.
4)
The interventionist has ready access to a variety of materials and knows how to use these materials as well as strategies and techniques to target specific reading difficulties.

Whether an interventionist uses a structured reading intervention program or selects from a collection of materials to address specific student reading needs is a decision the school will make.  Typically, in Tier II, the interventionist is targeting specific skills and is selecting from a “toolbox” of effective strategies and materials.  A student who has only a few critical pieces of knowledge missing does not need to participate in an entire program from beginning to end.  Tier III students’ pervasive lack of reading skills often require a program that begins with the basics.   

5)
The classroom teacher and interventionist conduct progress monitoring for each student.

Consistent use of the DIBELS and/or other diagnostic instruments at least every two weeks will determine whether a child is making adequate progress on the target skills (i.e., the skills the student has not mastered).  Progress monitoring is a necessary prerequisite to adjusting instruction to fit the needs of individual students.
SECTION 4:  Assessment Systems

A formative assessment system that measures progress in basic literacy skills and oral reading fluency is a key component in a Response to Intervention model.  The assessment system adopted for the West Virginia Response to Intervention pilot project is the Dynamic Indicators of Basic Early Literacy Skills – Sixth Edition (DIBELS).  It should also be noted that there are a number of scientifically based tools that can be used to monitor student progress.  To determine which one best fits your students’ needs, go to the National Center on Student Progress Monitoring at http://www.studentprogress.org/chart/chart.asp.

The DIBELS is a repeated assessment instrument developed by Roland Good and Ruth Kaminski at the University of Oregon two decades ago.  Good and Kaminski initially were approached b the Oregon Department of Education to develop an assessment device that would identify at-risk readers for early intervention prior to the statewide reading assessments given in third grade.

The DIBELS consists of seven measures that target accuracy and fluency: letter naming, initial sound, phoneme segmentation, nonsense word, oral reading, retell and word use.  The seven DIBELS indicators align with the five essential components of reading communicated in the National Reading Panel Report (National Institute of child Health and Human Development, 2000) and are widely considered to be highly predictive of future reading outcomes.  

Efficiency

The DIBELS assessment system is teacher-friendly and efficient.  Only three to five of the seven measures are administered to a student at each benchmark period.  Each DIBELS task requires one to three minutes of administration time, yielding a total administration time of four to eight minutes per student.  DIBELS includes only the critical measures that allow teachers to predict which students are at risk for later reading difficulties.  See Appendix B for additional information regarding data collection time allotments.  

The DIBELS assessment system utilized in the RtI pilot is handheld computer compatible through Wireless Generation: mCLASS DIBELS.  The integration of DIBELS and Palm Handheld Technology has further facilitated “teacher friendly” assessment in school settings.  

The Wireless Generation technology includes 1) picture cues which delineate the specific indicators requiring administration; 2) a progress monitoring schedule with days since last assessment highlighted; 3) written prompts for administration rules and student directions; and 4) time signals for teacher prompting and assessment perimeters.  Wireless Generation technology automatically calculates student responses and produces immediate data reports that are viewable on the handheld and Wireless Generation website.

Three Functions of DIBELS Data

The DIBELS assessment system serves three assessment functions for a school or district: universal screening, individual progress monitoring and program evaluation.  The DIBELS is not presumed to serve as a “stand-alone” instrument for the diagnosis of reading difficulties.  

Universal Screening

DIBELS is frequently utilized as a universal screening tool to identify students who require additional or differentiated forms of reading instruction beyond that which is provided to all students.  Teachers and interventionists administer benchmark DIBELS assessments to all students grades K-3 in September, January and May.  Benchmark assessment indicates whether a student is at risk for reading failure based on performance across multiple grade appropriate reading skills. 
In the RtI model, three benchmarks assessments are required for all students, including those who meet the minimum levels of satisfactory performance on the initial or middle benchmarks.  Students who meet benchmark standards on the initial assessment may not necessarily meet the minimum levels of satisfactory performance on the middle or final benchmark.  Throughout the academic year, expectations for reading performance increase and new reading skills are introduced.  Similarly, the DIBELS increase benchmark standards for previously tested skills, while introducing skills that were previously untested.  The following chart provides the guidelines for the yearly administration schedule in grades K-3. 
In the RtI pilot process, schools planned in advance for the administration of universal screenings.  Substitute teachers were employed to continue regular classroom instruction while general education teachers administered the individual assessments to students.  The following chart depicts the time needed to administer the measures for the three data collection timeframes to a class of 25 students at each grade level.  Note the increase in administration time at K and 1st grade due to an increase in the number of measures administered as the school year progresses.  See Appendix B for an expanded version of the chart detailing time needed with additional data collectors. 
Progress Monitoring

Progress monitoring informs reading instruction and intervention.  Ongoing progress monitoring with DIBELS provides information on:

· the specific reading skills students are learning, 

· student error patterns, 

· the rate of reading skill acquisition, and

· the student’s overall response to an intervention.  

Progress monitoring trajectories indicate when intervention adjustments are necessary and are also critical when regrouping students for tiered instruction and intervention.   

During the universal screenings, students are assigned one of three nominal categories based on their performance across the grade appropriate DIBELS measures.  The three descriptive categories and their connected decision-making rules facilitate instructional recommendations by teachers and grade level teams.
Benchmark

The Benchmark category designates the student is very likely to achieve later reading goals (Good, Simmons, Kame’enui, Kaminski, & Wallin, 2002).  The student can be expected to progress within the general education 90-minute core reading block without additional instruction and should not routinely require progress monitoring between universal screenings.

Strategic

Research shows that prediction for students falling within the Strategic range is ambiguous.  Students within this category are as likely to go on to achieve later reading goals as they are to fail to reach such goals.  Good et al. (2002) describe these students as having 50/50 odds of attaining subsequent reading goals.  Therefore, additional intervention is recommended.  For students who receive a Strategic rating, Good et al. recommend progress monitoring every three (3) weeks with additional reading intervention being provided beyond the core reading block.

Intensive

The third category represents the most at-risk group of students for reading failure.  Students performing in the Intensive group are highly unlikely to meet later reading goals unless provided substantial intervention.  These students will require progress monitoring at least every two (2) weeks with concurrent Tier II or Tier III reading intervention.    

For additional information on analyzing DIBELS scores for instructional grouping, designing appropriate intervention strategies, lesson planning and record keeping, see I’ve DIBEL’d, Now What? (Hall, 2006).  See The Practical Manual: Answers to Questions about Administering, Scoring, and Interpreting DIBELS (Farrell, Hancock & Smartt, 2006) for information relevant to administering and organizing for the assessment.  

Validating the Need for Intervention Support and Additional Assessment

Although the odds are in favor of Benchmark students meeting later reading goals, it is critical for educators to understand that Benchmark represents the minimum level of satisfactory reading performance, and that a minority of these students (less than 20%) may not reach later reading goals.  Thus, students with borderline scores who are in the Benchmark range may warrant monthly or bimonthly progress monitoring, and, in some cases, additional intervention.  Progress monitoring can validate or invalidate an initial decision to provide no additional reading services for such borderline cases. 
Similarly, some students who fall within the Intensive range may be misidentified for intervention services if other educational and behavioral factors are not considered when examining the universal screening data.  A strong reader who refuses to participate in the DIBELS assessment will undoubtedly perform within the Intensive range.  In such cases, a child’s score may be more reflective of an underlying behavioral issue, such as anxiety or noncompliance, than actual reading deficits or disability. 

When the interplay of behavioral and academic issues is not clear, additional progress monitoring, informal assessments and functional academic assessments to delineate the “won’t do” aspects from the “can’t do” elements may be required.  Procedures for discriminating learning problems from performance problems are available in the curriculum based measurement (CBM) and single case design literature.  

Program Evaluation

Schools and districts can and should use aggregated DIBELS data to evaluate school and district wide reading programs.  Hall (2006) maintains that DIBELS data can inform principals or district administrators on the efficacy of the core reading program and the added benefits of Tier II and Tier III intervention.  School and district level DIBELS data may be utilized for the following:

· Five year strategic planning processes for NCLB accountability in reading: DIBELS results have been found to be strong predictors of success or failure on other standards-based reading assessments across the nation.    

· Text book adoption and supplemental intervention materials:  DIBELS data over time can highlight programmatic weaknesses across schools or districts.  For example, a school may consistently produce low Word Use Fluency results, suggesting a weakness in vocabulary.  This school might benefit from adopting texts and supplemental materials that are particularly strong in vocabulary development.  

· Professional development::  Recurrent DIBELS weaknesses can highlight the critical components of reading that require embedded staff development.

· Resource allocation:  DIBELS data over time will suggest the number of tiered reading interventionists that will be necessary to accommodate student needs during the coming school year.   

· Preschool needs:  The fall or beginning benchmark scores for Kindergarten students reflect the degree to which preschoolers are prepared for school and the additional services that will be essential to better prepare future preschool populations.   

· Local norms:  Aggregate data collected for school or district review can be used to establish school and district normative data.  Local DIBELS norms will provide information on average level of performance across the seven DIBELS indicators, as well as average rate of reading growth in response to instruction and/or intervention at each tier in the reading prevention process.  The normative information is similarly used to develop cut scores for the local at-risk reading population.
DIBELS Data Collection: Getting Started

What DIBELS format will be used?  School administrators must first decide what DIBELS assessment will be used.  The DIBELS assessment is available in two formats.  A paper-based version with an online data system that generates a variety of reports is available through the University of Oregon Center on Teaching and Learning at http://dibels.uoregon.edu.  Additionally, mCLASS DIBELS, a handheld-to-web software assessment system is available through Wireless Generation at http://www.wirelessgeneration.com/we/DIBELS.html.   

Both forms of the assessment quickly identify students at-risk for reading difficulty and provide detailed reports for instructional decision-making.  However, there is a significant cost and convenience differential between the two formats.  Administrators should explore the advantages and limitations of each format for a particular school.
Who will collect the data?  It is important that schools consider who will collect the data and develop corresponding training and assessment schedules.  K-3 classroom teachers and interventionists who have been trained to administer the DIBELS assessment may administer and score the measures.  


Teachers were able to examine the diversity of skill levels within their classrooms and experience genuine ownership of the assessment process.  For additional information related to efficient processes for implementing universal screening, go to http://dibels.uoregon.edu/logistics/data_collection.pdf.  
Who will need DIBELS training?  While all K-3 teachers and interventionists must participate in comprehensive DIBELS training, other school personnel should also be included.  Professionals within a school who regularly participate in grade level meetings and student assistance teams may better serve their student population by receiving DIBELS training.  Such staff members may include speech therapists, school psychologists, school counselors and the principal.  

How can school and district administrators be confident that the DIBELS assessments are being conducted with integrity?  The degree to which teachers administer the DIBELS assessments as they were intended to be administered can vary substantially.  Procedures that ensure assessment fidelity should be strategically incorporated in RtI implementation.  

Training to ensure assessment integrity in the initial use of DIBELS must be comprehensive.  It must provide solid background information regarding the tenets and rationale for DIBELS, other curriculum-based measurements (CBM) and single case (n=1) design.  Appropriate and inappropriate uses of DIBELS should be outlined, as well as strengths and drawbacks of the assessment.  

After the background for DIBELS is presented, the primary objective of the training should be to instruct teachers to mastery on specific DIBELS tasks.  Instruction on task concepts and rules is necessary.  Example and nonexamples of correct and incorrect items should be provided.  Multiple practice opportunities are optimal, with practice until a pre-established criterion for inter-scorer reliability is attained.    

Attendance for the initial training is mandatory, with alternate training days made available to guarantee that all teachers participating in the data collection process are trained to mastery levels.  Additionally, follow-up trainings or review sessions can be conducted informally within grade level teams or during extended day learning opportunities for teachers.  Content, timing and implementation of the review sessions should be thoughtful and well executed.  

DIBELS review sessions are scheduled just prior to each major benchmark.  Review sessions are critical after the summer vacation and before the middle benchmark when teachers will be expected to administer new tasks that were not previously assessed during the beginning benchmark.  The DIBELS and mCLASS DIBELS administration and scoring manuals serve as useful guides for follow-up trainings and review sessions.  The manuals provide explicit administration directions with examples of both correct and incorrect student responses.  

A second valuable tool for follow-up trainings is available from the Florida Center for Reading Research (FCRR).  Dr. Pat Howard’s Frequently Asked Questions: Dynamic Indicators of Basic Early Literacy Skills (2005), can be accessed at http://www.fcrr.org/assessment/pdf/faqs/faq.pdf.  The scope of Howard’s FAQs document is well beyond basic administration and scoring rules.  It outlines 1) allowable test accommodations for the DIBELS; 2) use and misuse of DIBELS data; and 3) a variety of common questions and answers surrounding each DIBELS indicator, in addition to other issues which are often specific to projects associated with the FCRR.  
Although the content of DIBELS review sessions will vary by individual schools, pilot school project coordinators noted that professional development beyond the initial DIBELS training was essential in the following assessment-related areas: 

· Basic PDA functions related to DIBELS administration (i.e., hot syncing, digitizing, altering contrast)

· Accessing DIBELS data 

· Printing DIBELS data with background colors 

· Basic DIBELS administration and scoring procedures with teacher practice opportunities

· Progress monitoring schedules and guidelines

· DIBELS aggregate reports for administrators

Another technique that is cited in the DIBELS and broader CBM literature for maintaining high degrees of assessment integrity is the development of a district assessment team whose primary purpose is to retest a small percentage of the student population at each school to validate or invalidate the DIBELS data.  

A final strategy for increasing assessment integrity is providing explicit training to teachers on the problems associated with artificially inflating DIBELS scores, and the methods by which teachers can unknowingly elevate scores in the absence of true student learning in reading.

What must a school RtI team do to prepare for the universal screenings after the comprehensive DIBELS training has occurred?  The chart below delineates several important steps that must be taken prior to each of the three benchmark periods.  Careful of consideration of these actions will ensure that reliable and valid data are obtained. 

Decision Making Rules

Local schools or districts will be responsible for establishing decision making rules at each tier of instruction.  While each school’s guidelines may vary to some extent, guidelines should generally address the following components.

Scope of Intervention – A school must decide how to establish its tiered instructional model.  West Virginia Policy 2510, Assuring Quality of Education, requires a daily, 90-minute, uninterrupted reading block for all students in grades K-2.  At grades 3 and 4, students are provided 90 minutes of 

reading and English language arts instruction which includes 60 minutes of uninterrupted daily reading instruction.  In the RtI pilot project, schools implemented in an 


additional 30-minute intervention block for students receiving Tier II intervention.  Guidelines for Tier III intervention were set at two daily 30-minute sessions.

The number of students receiving Tier II instruction in a three-tier system generally constitutes approximately 15% of the population.  Teachers will determine which students receive Tier II instruction in pull-out or in-class formats.  These decisions are made based on student characteristics and data analysis and are not “one size fits all” in nature.  

Frequency of Progress Monitoring – The mCLASS DIBELS system recommends a specific schedule of progress monitoring (i.e., every two weeks for students in the Intensive range and every three weeks for students in the Strategic range).  Moreover, a weekly progress monitoring schedule is advisable for students at Tier III.  This schedule must be clearly articulated to all staff.  It is also recommended that each school builds into its system, a method to oversee the regular implementation of progress monitoring in each classroom via mCLASS reports.  In the pilot, the principal and/or project coordinator fulfilled this role.


Instructional Changes - Intervention changes are not limited to the content of instruction or a particular tier of instruction or intervention.  Changes 
may involve an increase or decrease in group size, the restructuring of group membership, frequency and duration of instructional sessions, and/or the instructor’s skill level with a particular reading component.

Movement between Tiers - Schools must determine how and when students will enter and exit Tier II and Tier III.  It is essential that teachers and parents understand the fluid nature of the tiered instructional model that provides targeted instruction as indicated by screening and progress monitoring data.  Again, the 3 data point criterion allows school staff to visually inspect the student’s trend in reading and ultimately determine one of the following options (Vaughn, 2003).

Student Involvement in Progress Monitoring

Research demonstrates that when teachers communicate CBM goals and share assessment results with their students, students are able to clearly articulate both reading goals and their individual reading scores with others (Fuchs, Deno and Mirkin, 1984).  Although no specific measure for student involvement was planned during the pilot study, anecdotal reports of student involvement were provided by teachers across pilot sites.

Multiple teachers reported that student enjoyed realizing their own progress on the hand-held computer (palm pilot) through the graphing option or the score results section.  This graphic display that includes an icon of a person moving toward a goal appeared to motivate students to perform better each time.
Other interventionists involved students in the assessment process by asking students to graph their progress monitoring data by hand.  This technique is widely cited in the CBM and school effectiveness literature as providing an essential feedback and goal setting mechanism ultimately proven to increase achievement.
Assessment Guidelines
SECTION 5:  Implementing Response to Intervention
Profile of the RtI School
The degree to which the RtI process will impact a school’s existing structures will vary according to the school’s current organization.  Schools already implementing a preventive, three-tier reading model, such as those participating in the Reading First initiative, will experience modest changes as a result of RtI.  In other schools, the impact of the RtI will be more extensive.

To organize an effective response to intervention system, several distinct areas must be carefully addressed, organized and managed at the school level.  These areas include 1) leadership, 2) funding, 3) staff utilization, 4) scheduling, 5) assessment systems, and 6) problem solving and decision-making.

Leadership

Focused and purposeful leadership by the principal is essential to a school level system for early intervention and prevention of reading difficulties.  The principal plays a strategic role in organizing the schoolwide tiered delivery approach.  RtI cannot exist in isolation of the total school environment and requires the commitment and understanding of the entire school staff and parents.  

The principal serves as the primary manager of all aspects of implementation of the response to intervention system.  Components include: 

· Coordinating universal screening activities three times per year, including the development of an administration schedule, securing classroom coverage for teachers and communicating with parents 

· Scheduling for instruction, intervention and teaming 

· Coordinating and/or providing embedded staff development 

· Developing a system for continuous monitoring of all levels of tiered instruction that ensures program fidelity 

· Accessing technology and West Virginia Education Information System (WVEIS) support 

· Understanding the data analysis component of RtI and ensuring sound decision-making for all students

· Establishing a communication system with parents that keeps them informed of student progress and opportunities for parental involvement.
“If the principal at the school has to be managed and motivated, you have the wrong principal.  No one can externally facilitate this process for an unmotivated, unknowledgeable, or unskilled administrator.  The level of leadership is too crucial.  No RTI school can auto pilot any significant element of the project.” (Ron Cantley, Project Coordinator, Stanaford Elementary School, Raleigh County Schools)

Funding

IDEA - Early Intervening Services

The Individuals with Disabilities Education Improvement Act (IDEA 2004) allows a district to use up to 15 percent of the amount it receives under IDEA Part B for any fiscal year, in combination with other funds, to develop and implement coordinated, early intervening services for students in K-12.  A particular focus is placed on students in grades K-3 who have not been identified as needing special education but who need extra academic and/or behavioral support to succeed in the general education classroom.  Accordingly, a district may choose to support a RtI model for early literacy intervention and prevention components such as staffing, substitutes, materials/equipment and other related expenditures.  For more information see IDEA 2004 §613(a)(2)(C).

Medicaid

IDEA 2004 Section 612 (a)(12)(A)(i)  requires interagency coordination to ensure that all services needed for a free appropriate public education are provided and that the financial responsibility of each agency including the State Medicaid agency and other public insurers of children with disabilities.  West Virginia Code 18-2-5b provides that county boards of education become Medicaid providers for the purpose of providing health related services and to maximize federal reimbursement for all services available under the Medicaid program.  Medicaid reimbursement is not restricted to a specific purpose by law.  Medicaid reimbursement could, therefore, be used to support the RtI model. 

Title 1

Schools eligible for funding under Title 1, Improving the Academic Achievement of the Disadvantaged, of the No Child Left Behind Act of 2001, may choose to budget their funds for RtI if needs, based on student data, indicate it would be appropriate.  Schools that implement a schoolwide Title 1 program are required to conduct a thorough needs analysis of student data, determine needs, and develop goals, objectives and action steps aligned with their needs.  The most important aspect of school improvement is the inclusion of sustained, scientific research-based professional development designed to address specific student needs.  Accordingly, targeted assistance Title 1 schools, too, can include in their plans, sustained, scientific research-based professional development designed to meet the needs of targeted students.

Staff Utilization

In the RtI school, all personnel and parents are aware of uninterrupted reading block schedules and work together to protect the reading block from interruptions.  Professional staff including general and special education teachers, Title 1 instructors, speech therapists and other individuals qualified to provide reading instruction, participate across all three tiers in multiple ways.  

For example, a Title 1 teacher might provide in-class intervention instruction to small groups of students throughout the reading block and speech therapists implement the West Virginia Phonemic Awareness Intervention Program as a Tier II intervention beyond the 90-minute block.  Consideration of the value added by the participation of speech therapists in all levels of the tiered reading instruction is a critical component in effective and efficient staff utilization within the RtI model.

Consistency of tiered intervention is important.  Principals in RtI schools are highly encouraged to engage substitutes for reading interventionists whenever absent or engaged with assessments, if such practices are not already institutionalized.  Since flexible skill grouping based on assessment data is an essential component of the model, staff must also be accommodating when the data suggest different groupings of students are necessary.   

In schools where students have traditionally been grouped by convenience or funding sources (i.e., Title 1, special education) rather than specific instructional needs, staff may need time and encouragement to make the transition.
Restructuring how and when staff is assigned, changing teacher’s schedules and the nature of their work and approaching reading instruction as a schoolwide responsibility may present some challenges that must be addressed.  Open communication, comprehensive planning and checking for understanding throughout the first several months of implementation are essential for success.

Utilization of staff before and after regular school hours might also be considered.   Tutoring programs that maximize the instructional time for students who arrive early in the day and after school programs can be matched to student reading needs and aligned with tiered instruction provided during the regular school day.  Such programs may allow the benefit of additional intervention time with smaller teacher-to-student ratios than are available within the regular school day.
Many elementary schools utilize literacy coaches to enhance the quality of reading instruction.  A literacy coach is an experienced teacher who has a strong knowledge base in reading and direct experience in providing effective instruction to students, especially to those who struggle.  In addition, a literacy coach has been trained to work effectively with peers to help improve their students’ reading achievement.  Coaches support classroom teachers by modeling instruction, discussing strategy implementation, offering suggestions and sharing a wealth of information related to improving the effectiveness of classroom instruction.  

Special Education Service Delivery within the RtI Model

The role of the special education teacher in the tiered instruction model varies from school to school and is related to responsibilities associated with implementing the Individualized Education Programs (IEPs).  However, there are several important aspects of staff utilization associated with special education staffing within the RtI model.  

The most important element to consider when assigning staff to instruct students within a Response to Intervention model is teacher qualification.  It is essential that teachers possess the necessary skills and knowledge related to the delivery of scientific research based reading instruction.  Traditional staffing patterns that limit how teacher expertise may be utilized are not efficient and hinder effective delivery of the reading curriculum.  During the RtI pilot, special education teachers and reading specialists filled a variety of roles and worked with small groups and individual students based on instructional needs, not disability category or any other artificial labels.  The term interventionist is used and applied to all professional educators who provide intervention instruction across the tiered model.   

Additionally, research supports co-teaching formats in the general education classroom when determined appropriate by the IEP team.  General, special and Title 1 teachers work collaboratively to plan and deliver reading instruction that comprises Tier 1 and Tier II in the RtI model.  A well-planned school schedule that allows for the participation of all students in the general education 90-minute uninterrupted reading block facilitates the co-teaching model and is the basis for genuine access to the curriculum for emergent readers.  Specially designed instruction documented on IEPs for students who are eligible for special education is ideally provided in addition to the general classroom 90-minute block and represents the intense, explicit and focused instruction characterized by Tier III intervention.

Scheduling

Scheduling is an essential component for the implementation of a successful RtI process.  

Core reading blocks and tiered intervention times are strategically 
positioned to maximize the involvement of reading interventionists and other professional staff.  

Often the core reading blocks are distributed throughout the instructional day by grade level to ensure maximum participation.  Common planning times are encouraged for schools with multiple classes across each grade level. 

Scheduling begins in the spring prior to RtI implementation so that professionals, such as speech and language therapists, can review estimated case loads and plan tiered intervention times.  In early spring, schools review estimates of the number of students who will require Tier II and Tier III intervention upon return in the fall.  Estimates provide an indication of additional staffing needs while project budgets are being prepared.  Finalized reading block schedules are shared with parents, staff, and central office personnel.  The importance of the “uninterrupted” nature of the block is underscored for all.  Staggered reading schedules facilitate efficient use of personnel, including intervention staff.  

Flexible Grouping

Using the results of the literacy measures, grade level teams determine which students require supplemental reading intervention instruction beyond 

the 90-minute uninterrupted reading block.  Flexible grouping means that students are temporarily grouped for intensive work on a particular reading skill.  When mastery of the skill is achieved, students no longer receive supplemental instruction or are moved to a different group for additional intervention in another skill area.  

For example, first grade DIBELS benchmark assessment indicated four students required more intense intervention in phoneme segmentation.  The students were grouped and received targeted instruction for daily 30-minute intervention sessions until mastery was achieved or other decisions regarding the delivery of instruction were made by the school team(s).

Students must be grouped for instruction based on skills targeted for intervention.  Groupings may require frequent change and the optimal “fit” may not be discovered until the intervention instruction begins.  It is also important to remember that children acquire missing skills at different rates.

One of the most efficient methods for initial grouping of students is to use the DIBELS categories of Benchmark, Strategic and Intensive.  Further analysis of specific subtest skills (e.g., initial sound fluency and phoneme segmentation) is also needed to pinpoint the specific skills for which intervention will be provided.

As new data are collected and analyzed, teachers must review current groups and make necessary regrouping adjustments.  Teacher information based on classroom performance, subsequent DIBELS benchmark and progress monitoring scores and other formal and informal assessments must be considered.

Sample School Schedules

In accordance with scientifically based reading research, West Virginia Board Policy 2510: Assuring the Quality of Education: Regulations for Education Programs requires all elementary schools to provide, at a minimum, a daily-uninterrupted 90 minutes reading block in grades K-2.  Grade 3 students must be provided 90 minutes of reading and English language arts instruction which includes 60 minutes of uninterrupted daily reading instruction.  Reading First Schools, in accordance with federal guidelines, provide a 120 minute reading block.  The schedules below represent both 90 and 120 minute blocks and provide examples of how schools operationalized the three tier reading model with and without Title 1 or Reading First supports.  
School 1
In this K-2 school, ALL children participate in the general education core reading block (Tier I) implemented as follows:

· 30 minutes whole group instruction by the classroom teacher

· 60 minutes of small group, differentiated reading instruction by the classroom teacher and assigned interventionist

· 30 minutes of whole group instruction by the classroom teacher

Students receiving Tier II and Tier III also participate in an intensive summer reading program.
School 2

Intervention sessions are scheduled throughout the day for K-2 students.  Four retired teachers serve as interventionists and are supported through local special education funds (Early Intervening Services).  Students receive small group instruction two to three days per week for 40-45 minute sessions.

At the 3rd grade level students are divided into eight small groups across four classrooms.  Classroom teachers, the assistant principal and the school’s itinerant educational diagnostician work with targeted literacy skills and enrichment groups three times per week for 30 minute sessions.  Additionally, the group in greatest need for intervention worked with a retired teacher cadre member one day per week.  

Assessment Systems

A response to intervention process necessitates an assessment system that measures progress in basic reading skills.  The assessment system used in the West Virginia Response to Intervention project is the Dynamic Indicators of Basic Early Literacy Skills (DIBELS).  DIBELS is a valid and reliable fluency based assessment that tests students in the areas of letter naming, initial sound, phoneme segmentation, nonsense word, oral reading, and word use fluency. 
The DIBELS assessment is utilized both as a universal screening tool and a progress monitoring instrument.

Universal Screening

Teachers and interventionists administer benchmark assessments to all students grades K-3 during September, January and May.  Universal screening is a proactive effort and benchmark assessments indicate whether students are at risk for reading failure based on performance across multiple grade appropriate reading skills.  

It is important that schools consider who will collect the data and develop an assessment schedule.  K-3 classroom teachers who have been trained to administer the DIBELS assessment may administer and score the measures.  The technique used most frequently in the WV RtI pilot was the in-class approach.  

Substitute teachers were used to cover the classrooms and K-3 teachers administered the measures to each student in their classes.  Teachers were able to understand the diversity of skill levels within their classrooms and ownership of the assessment process was promoted through this approach.    

The time needed per classroom for conducting universal screening varies by both grade level and the number of probes administered each benchmark period.  For example, in September, kindergarten students are administered two probes, Initial Sound Fluency (ISF) and Letter Naming Fluency (LNF).  One data collector can test up to twenty-five students in approximately 100 minutes.  In contrast, by the end of year benchmark in May, kindergarten students are administered LNF, Phoneme Segmentation Fluency (PSF) and Nonsense Word Fluency (NWF).  One data collector will need approximately 230 minutes to test the class.  See Appendix B for a DIBELS Data Collection Time Allotment chart.  

For additional information about DIBELS, including other data collection approaches, scheduling and research go to http://dibels.uoregon.edu/logistics.php. 

Progress Monitoring

Progress monitoring using alternate forms of the benchmark DIBELS measures is conducted on a regular basis with students who are performing below benchmark and are receiving intervention instruction.  Measures of progress monitoring show growth on reading skills over time and are used to determine if the student is progressing adequately.  These frequent (every two to three weeks) assessments on the areas identified as deficient provide valuable information to teachers regarding the effectiveness of the interventions and allow them to adjust instruction to individual student needs. 

Only those students who do not meet benchmark goals must be progress monitored.  However, some teachers will choose to regularly assess students who score on the lower end of the benchmark range to ensure continued progress with confidence.  This decision is based on individual student data, classroom performance and teacher judgment. 

For example, if a student’s rate of progress in a particular skill area such as phoneme segmentation is slow, some instructional adjustments to consider include: increasing the amount of intervention time, changing intervention materials or reducing the size of the student’s group.  Subsequent progress monitoring of the student’s phoneme segmentation skill development will indicate the effectiveness of the intervention and inform the next instructional steps.  

Screening and Progress Monitoring At-a-Glance

Diagnostic Testing

For some students, more in-depth assessment in reading may be necessary 
to determine the specific domains of knowledge, skills or abilities.  The focus of such assessment is on individual student characteristics and needs.  This information assists teachers in selecting specific instructional methods and materials and has implications for intervention planning and implementation.  While state policy requires parental permission to conduct such assessments, consideration for services is not necessarily the only expected outcome.  The goal of diagnostic testing, first and foremost, is to identify weaknesses and plan targeted intervention for at-risk students.

Problem Solving and Data Based Decision Making

In a response to intervention process, teams of teachers and other designated personnel address the needs of struggling students through systematic problem solving.  Problem solving refers to a model used by an instructional team to determine the type and amount of supports a student needs to achieve.  Teams analyze academic and/or behavioral data to make important instructional adjustments.  
Problem Solving Components
The primary function of a problem solving team is to systematically address the needs of struggling students.  Team decisions are data based and result in the provision of research-based interventions targeted to specific student needs.  While there are a variety of problem solving models, common steps guide the team through logical decision making processes.  The steps are:

1. Identifying the Problem
2. Analyzing the Problem

3. Developing a Plan

4. Implementing the Plan

5. Evaluating the Plan

Identifying the Problem

During this initial phase of problem solving, teachers discuss and describe the child’s academic and/or behavioral concerns in explicit, measurable terms.  Attention is focused on how the child responds to specific classroom setting demands.  The team examines any mismatches between the child’s demonstrated levels of performance and grade-level expectations.
Analyzing the Problem

Data collected on the relevant academic or behavioral problem is used to help team members understand the nature and severity of the presenting problem.  This data set becomes the “baseline” data by which student progress is later measured and compared.  Team members work collaboratively to formulate hypotheses about why the student’s performance is below mastery level.  The team must attend to curricular, instructional and environmental factors that may be impacting the child’s performance.

Develop a Plan

Once the team thoroughly discusses the child’s problem and makes some predictions about its causes, the next step is to develop an intervention plan.  The plan must be written in objective, measurable terms and identify valid research-based strategies or methods that will be implemented.  These interventions must be aimed at affecting change in the baseline data (i.e., increasing student achievement).  

Activities  described in the plan must have a direct and measurable impact on student performance.  For example, if the child’s difficulty is in the area of reading fluency, preferential seating and shortened assignments do not appropriately address the academic concern.  Instead, the plan might more appropriately include the provision of a number of fluency practice sessions over a specified period of time.  
Accommodations and modifications are not synonymous with interventions. 

It is essential that problem solving team members understand that intervention is purposeful instruction.

Implementing the Plan

Continuous data collection and progress monitoring are essential to successful implementation of the intervention plan.  Teachers provide instruction and monitor its effectiveness throughout this phase of the process.  Student performance data are analyzed to determine if instruction is generating progress or if adjustments to instructional techniques are needed.
Progress monitoring data should be graphed to display student performance for ease of comparison to baseline data.  Graphing is a widely-accepted and efficient tool that assists in making decisions about student progress in each tier of the instructional model.  Graphs help teams make decisions related to movement between tiers, initiate referrals for comprehensive evaluations and ultimately add to the body of evidence needed to determine special education eligibility.   

The intervention plan must also address fidelity of implementation.  Persons responsible for providing the intervention instruction must clearly understand the importance of implementing the intervention as designed.  This includes the specific methodology, frequency and duration of instruction, and progress monitoring schedules.
Evaluating the Plan
The final step in the problem solving process is determining the effectiveness of the intervention plan.  That is, whether sufficient student progress was achieved. 
If the team determines progress is sufficient to move the child toward grade-level goals, the decision may be made to discontinue the intervention.  It is prudent to periodically monitor the student’s progress to guard against potential slippage.

If the team determines progress is not sufficient, the original plan may be modified or a different plan may be designed.  The team must remain focused on student performance data and make instructional adjustments intended to move the child toward the goal.
Only after interventions have been implemented with sufficient intensity and duration should the team consider the possibility of a referral for special education.   

“If a student has a severe problem, a more reasonable basis for suspecting possible disability is to ensure first that the problem is not deficient instruction…”
(Fletcher, 2006)

RtI Core Team 

During the pilot project, each school established a Core Team that included the district special education director, school principal, general and special education teachers, the school psychologist or curriculum specialist and a project coordinator.  The Core Team structure provided the leadership and oversight required to implement the RtI model.  Preliminary team activities included 1) developing a school schedule that facilitated common planning and intervention times for Tiers II and III; 2) attending state and regional meetings; 3) communicating project information to district and school staff; 4) re-teaching and reinforcing assessment procedures as needed; 5) analyzing school level assessment data; and 6) disseminating information to staff, parents and local and state stakeholders.

Leaders must invoke an alchemy             of great vision.

(Henry Kissinger)

The Core Team is a vital aspect of the RtI process at the school level.  The primary function of this team structure is to oversee implementation fidelity.  Quality classroom reading instruction based on scientific research-based instruction is the keystone of the tiered intervention model.  It is essential that the Core Team understands and monitors not only what instruction and interventions are provided but how instruction and intervention are provided.  

The Core Team meets at least monthly, more frequently during the initial implementation phase, to discuss program implementation.  Topics for discussion include: principal’s observations obtained through walk-throughs, classroom level student achievement data, core reading program issues, professional development needs, resource needs, teacher generated questions and concerns, and other issues specific to the school.  There will be a direct relationship between the level of understanding and involvement of the Core Team and the effectiveness of the RtI process. 
Grade Level Teams 

Grade level teams consist of general education teachers and interventionists.  Principals and other school personnel also participate.  Grade level teams focus on student growth in reading by 1) identifying students who are not performing satisfactorily; 2) grouping students according to skill deficits and seting intervention goals, and 3) monitoring student progress to determine intervention value.  This collaborative effort among same grade teachers provides support, expertise and a common language for making instructional decisions about struggling students.

Grade level teams meet every one to two weeks.  The meetings can occur before or after school and/or during common teacher planning times.  Resourceful scheduling that maximizes teacher time is essential and varies from school to school.
Scheduled time for teachers to collaborate meaningfully is essential for effective Response to Intervention implementation.

Formal Teaming Structures
West Virginia Policy 2510: Assuring Quality of Education is currently under revision.  It will include specific criteria for the composition and roles of a variety of teaming structures designed to assist schools in planning and implementing appropriate interventions for struggling students.  Refer to  http://wvde.state.wv.us/policies/p2510.doc.
Multidisciplinary Evaluation Team 

Not all students who require intense, Tier 3 support to become proficient readers will be referred for and made eligible for special education.  However, for a child suspected of having a specific learning disability based on documentation of inadequate response to instruction, the multidisciplinary team will determine and conduct appropriate assessments with input from the parent and the appropriate problem solving teams.  Assessments considered necessary to determine the nature and impact of a suspected disability will be conducted in accordance with state and federal regulations.  Refer to West Virginia Board Policy 2419: Regulations for the Education of Exceptional Students at http://wvde.state.wv.us/policies/p2419.html.


SECTION 6:  Parent Involvement
Parent and Student Involvement

Parent involvement in a tiered service delivery model, or any service delivery system, should be characterized by consistent, organized, and meaningful two-way communication between school staff and parents with regard to student progress and related school activities. (Responsiveness to Intervention: How to Do It, 2006)

Parent involvement in any process affecting student performance is not only best practice, but also a requirement under the No Child Left Behind and IDEA 2004.  Accordingly, educators are to inform parents about the RtI reading instructional process and the associated assessments when a school chooses to incorporate Response to Intervention into its instructional program.  

Individual benchmark assessment results should be communicated to parents.  Ideally, all parents should receive a written summary of their student’s DIBELS scores after each schoolwide screening.  A description of each reading indicator administered and the task’s recommended reading strategies for the home setting should be included.  

Parent-teacher conferences provide educators an opportunity to further explain RtI components, goals, and individual student DIBELS results.  Conferences, likewise, afford parents an occasion to ask questions about their child’s reading development and improvement.  In some cases, parents are unsure of the important questions to ask regarding their child’s reading progress or they are unfamiliar with the terminology used by educators to describe student progress.  To support parents in asking the critical questions and to shape an understanding of educational terminology, schools may wish to provide parents with a variety of resource documents available on-line from the Exceptional Children’s Assistance Center at www.ecac-parentcenter.org.

Parent involvement is important for all students.  However, parents of at-risk readers must become the informed consumers of assessment results and the RtI service delivery system to advocate for their child’s reading success.  Parents of at-risk readers will require knowledge and understanding of their child’s specific reading difficulties and the desired reading outcomes.  Teachers should share progress monitoring data with the parents of at-risk readers as the school determines at Tier II and always at Tier III.

Fortunately, DIBELS and other CBM-like data are generally more easily understood by parents, as they require little to no interpretation that is typical of norm-referenced assessment.  However, to better serve diverse parent needs, progress monitoring data should be shared in multiple formats for increased parent understanding.  Visual inspection of the graphed data and a brief, narrative summary are both appropriate, as are direct conferences wherein parents receive the information by auditory means.
A well-built system of parent involvement for the RtI process is expected to occur at different rates across participating schools.  Teachers must gain mastery of DIBELS concepts and scoring before they are expected to reliably inform parents of reading results and linkages to instruction and intervention.

Research demonstrates that when teachers communicate CBM goals and share assessment results with their students, students are able to clearly articulate both reading goals and their individual reading scores with others (Fuchs, Deno, and Mirkin, 1984).  Although no specific measure for student involvement was planned during the pilot study, anecdotal reports of student involvement were provided by various teachers across pilot sites.  

Multiple teachers reported that students enjoyed realizing their own progress on the hand-held computer (palm pilot) through the graphing option or the score results section wherein a person icon was plotted with respect to the end of year reading goal.  Teachers noted that students appeared to be motivated to perform better each time so that they could watch the icon move closer to the goal.  

Other interventionists involved students in the assessment process by asking students to graph their progress monitoring data by hand.  This technique is widely cited in the CBM and school effectiveness literature as providing an essential feedback and goal setting mechanism ultimately proven to increase achievement.
SECTION 7:  Professional Development

Professional development is a critical component to establishing an effective Three-Tier Reading Model.  The knowledge and skills of all teachers must lead to higher student achievement in reading.  Researchers have stated that in order for a school to change and make substantial improvement, there must be a critical mass of 50-75% of teachers implementing new and better practices.  The reality is that all teachers must systemically apply research-based practices in order to reach all students.

The development of teacher knowledge and skill will take a consistent and persistent effort over several years; therefore, the planning process should be a thoughtful and intentional one.  Long-range planning for professional development takes three months or more, so enough time should be allotted for the process.  An ideal planning group consists of 6-10 school and district personnel.  Planners should be aware of budget and time constraints that affect the scheduling of professional development activities.  They should also know who holds the final approval for critical decisions.  For sustainability, the plan must incorporate and cultivate the commitment of key “cheerleaders” and must build a system that inspires trust.

Teachers participating in and affected by the Response to Intervention process receive professional development in the five essential components of reading: phonemic awareness, phonics and word study, vocabulary, fluency, and comprehension; flexible skill grouping to meet student needs; and classroom management to implement grouping strategies. The Planning and Evaluation Tool for Effective Schoolwide Reading Programs written by Kame’enui and Simmons (2000) states that professional development to implement a Three-Tier Reading Model will support reading achievement by including the following components:

1) Teachers and instructional staff must have a thorough understanding and working knowledge of grade-level instructional priorities and effective practices.

2) Ongoing staff development is established to support teachers and instructional staff in the assessment and instruction of instructional priorities.

3) Time is allocated for educators to analyze, plan and refine instruction.

4) Staff development efforts are explicitly linked to scientifically validated programs and practices.

A professional development plan will be focused on the greatest area(s) of teacher and student need and will contain a wide-range of delivery models, including traditional workshops, book studies, instructional coaching and grade-level team meetings.   The following suggestions for professional development plans excerpted from the 2003-2004 West Virginia Department of Education School Level Professional Development Guide presents some important considerations:

1) Facilitate opportunities teachers reading current reading research with professional journals, books and conference materials.

2) Focus on one or two tropics for professional development per year.

a) Provide follow-up sessions.

b) Connect all sessions to these topics.

3) Start with the area of greatest need as derived from the needs assessment data.
4) Provide a variety of activities for teachers.

5) Decide the number of professional development hours necessary for effective goal attainment and individually record the professional development hours.  Space the hours over the course of the school year.

6) Consider hours of training based on time of day or time of year.

a) Conduct no more than one-hour sessions after school

b) Plan no more than one week during summer.

7) Deliver all scheduled school trainings to all staff.

8) Offer all staff equal opportunity to participate in professional development activities.

9) Plan for ample classroom-based practice with feedback and reflection.

10) Scaffold instruction for teachers.

Appendix B contains a sample professional development model for K-3 reading and illustrates how all of these components combine to create a plan that meets the needs of a particular school.  

Scaffolding or supporting new content and instructional strategies for teachers can be facilitated by careful planning of professional development.  Teachers and administrators, as they gain new knowledge, progress from a beginning or awareness stage, to partial implementation to full implementation and finally to maintenance or an institutionalization of new behaviors. Activities such as awareness level seminars, book studies or study groups, state or national conferences, a graduate class or visiting model programs help the teacher who is just beginning to learn about a new topic or initiative.  Increasingly more sophisticated activities give teachers in-depth knowledge and classroom experience as they progress from tentative to confident implementation.  For more information on conducting a book study, refer to Appendix B.

Examples of ways to foster more confident implementation are academies, analyzing student work, instructional coaching, demonstration lessons, collaborative planning and co-teaching and peer coaching.  As teachers become skilled and the new knowledge is fully incorporated into the teacher’s repertoire, the teacher benefits from experiences such as conducting professional development, working toward certification from the National Board of Professional Teaching Standards, constructing portfolios and writing for publication.

The type of professional development discussed in this section provides intensive and wide-spread classroom support for teachers.  Sustained help and reinforcement for classroom teachers related to the very basic issues of instructional change is necessary if staff development efforts are ever to lead to improved teacher practice and significant gains in student learning.  Joyce and Showers (1987), in their research-based staff development model, showed clearly that theory, demonstration, practice and feedback used in training is not sufficient to sustain the practice until transfer to the classroom is attained. 

Coaching or collegial support meetings as a professional development model results in 90% transfer of new knowledge to the classroom.  Dennis Sparks notes, “The amount of in-school and in-classroom assistance required to change teaching practice is almost always underestimated by staff development leaders.  In far too many instances, it is nonexistent.” (Designing Powerful Professional Development, 2002)

A professional development plan remains a living, relevant document only to the extent that first, the effects of the plan are monitored and evaluated, and second, the plan is revised and refined in response to what is discovered during monitoring and evaluation.  “Monitoring is a formative process used to gather data that will guide further professional development efforts.”  (WVDE School Level Professional Development Guide, p. 59)  

Teachers monitor their own learning when they journal, map curriculum, build portfolios, conduct action research, participate in team meetings, discuss books or analyze student work with colleagues and observe other classrooms.  Administrators monitor learning through activities such as walk-throughs, quick non-evaluative observations of teacher implementation of specific strategies.  Information from all monitoring activities needs to be shared with teachers as well as school level and district administrators.

Professional development plans should also include a multi-faceted evaluation component.  The evaluation determines whether the goals targeted by the professional development have been achieved.  Thomas Guskey in his book Evaluating Professional Development (2000) suggests evaluating professional development by gathering and analyzing evidence of:

1) participants’ reactions,
2) participants’ learning,
3) organizational change and support,
4) participants’ use of new knowledge and skills, and
5) student learning outcomes.
Ultimately the most meaningful and powerful professional development will occur when teachers assume a great part of the responsibility for their own learning and when they together focus their professional work and discussions on student work and the classroom practices that lead to improved results for all students.

During the pilot year of the West Virginia Response to Intervention Project, the Office of Special Education Achievement implemented a variety of staff development delivery models.  A chart describing the components of the RtI professional development plan follows.  
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APPENDIX A:  Suggested Readings

*Recommended for book study

Phonemic Awareness

· Adams, M.J. (2000).  Beginning to read: thinking and learning about print.  Cambridge: MIT Press.*

· Gillon, G.T. (2004). Phonological awareness: From research to practice. New York: The Guilford Press.
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Fluency

· Hudson, R., Lane, H., & Pullen, P. (2004). Reading fluency assessment and instruction: What, why, and how? The Reading Teacher, August.

· Rasinski, T. (2003). The fluent reader: Oral reading strategies for building word recognition, fluency and comprehension. New York: Scholastic.*

Vocabulary

· Baumann, J. & Kaméenui, E. (Eds.). (2004). Vocabulary instruction: Research to practice. New York: The Guilford Press.

· Beck, I.L., McKeown M.G. & Kucan, L. (2002). Bringing words to life: Robust vocabulary instruction. New York: The Guilford Press.*

· Diamond,L. & Gutlohn, L. (2006). Vocabulary handbook. Berkeley, CA: CORE.

Comprehension

· Beck, I., McKeown, M., Hamilton, R., & Kucan, L. (1997). Questioning the author: An approach for enhancing student engagement with text. Newark: DE: International Reading Association.

· Lehr, F. & Osborn, J. (2005). A focus on comprehension. Pacific Resources for Education and Learning (PREL) Monograph. U.S. Department of Education. www.prel.org/programs/rel/rel.asp. 

· Owocki, G. (2003). Comprehension: Strategic instruction for K-3 students. Portsmouth, NH: Heinemann.*

Instruction and Intervention

· Diller, D. (2003). Literacy work stations: Making centers work. Portland, ME.

· National Reading Panel (2000). Teaching children to read: An evidence-based assessment of the scientific research literature on reading and its implications for reading instruction. NIH Publication No. 00-4754. Washington, D.C.: National Institute of child Health and Human Development.

· Tomlinson, C.A. (2001). How to differentiate instruction in mixed-ability classrooms. Alexandria, VA: Association for Supervision and Curriculum Development.*

· Tomlinson, C.A. (1999). The differentiated classroom: Responding to the needs of all learners. Alexandria, VA: Association for Supervision and Curriculum Development. 

· Tomlinson, C.A. (2006). Fulfilling the promise of the differentiated classroom: Strategies and tools for responsive teaching. Alexandria, VA: Association for Supervision and Curriculum Development.

· Torgesen, J.K. (2005). Preventing early reading failure – and its devastating downward spiral. Retrieved January 19, 2006, from http://www.ld.org/newsltr/0105/0105Feature3.cfm 
· Vaughn, S. & Linan-Thompson, S. (2004). Research-based methods of reading instruction grades K-3. Alexandria, VA: Association for Supervision and Curriculum Development.*

· Villa, R.A., Thousand, J.S. & Nevin, A.I. (2004). A guide to co-teaching: Practical tips for facilitating student learning. Thousand Oaks, CA: Corwin Press.*

Parent Involvement

· Hall, S.L. & Moats, L.C. (2002). Parenting a struggling reader: A guide to diagnosing and finding help for your child’s reading difficulties. New York: Broadway Books.

· Hall, S.L. & Moats, L.C. (1999). Straight talk about reading. Chicago, IL: Contemporary Books.

· The Partnership for Reading. (2000). Put reading first: Helping your child learn to read: A Parent guide: Preschool through grade 3. MD: National Institute for Literacy.

Scientific Based Research

· Stanovich, K.E. & Stanovich, P.J. (2003). Using research and reason in education: How teachers can use scientifically based research to make curricular and instructional decision. Jessup, MD: National Institute for Literacy. 

Leadership

· Hasbrouck, J. & Denton, C. (2005). The reading coach: A how-to manual for success. Longmont, CO: Sopris West.

· Murphy, J. (2004). Leadership for literacy: research-based practice, PreK-3. Thousand Oaks, CA: Corwin Press.

· Reeves, D. (2006). The learning leader: How to focus school improvement for better results. Alexandria, VA: Association for Supervision and Curriculum Development.*

Response to Intervention

· Fletcher, J.M., Coulter, W.A., Reschly, D.J. & Vaughn, S. (2004). Alternative approaches to the definition and identification of learning disabilities: Some questions and answers. Annals of Dyslexia, 54, 304-331. 

· National Joint Committee on Learning Disabilities (2005, June). Responsiveness to intervention and learning disabilities. Learning Disability Quarterly, 28, 249-259.
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RECOMMENDED WEBSITES

DIBELS: This site provides information regarding The Dynamic Indicators of Basic Early Literacy Skills (DIBELS), a thoroughly researched, reliable and valid indicator of early literacy development and predictor of later reading proficiency to aid in the early identification of students who are not progressing as expected. http://dibels.uoregon.edu
Just Read, Florida: This web site contains information regarding Florida's reading initiative based on the latest reading research that includes emphasis on phonemic awareness, phonics, vocabulary, fluency, and comprehension. http://www.justreadflorida.com/reading_first.asp
Florida Center for Reading Research: This web site contains research-based information about reading in a user-friendly form.  http://www.fcrr.org/
http://www.texasreading.org/utcrla/  This web site is designed to provide comprehensive information about the 3-Tier Reading Model, including specific information on instruction and materials at each level of intervention.

http://www.reading.org/resources/issues/focus_nclb_IDEA_RTI.html  This web site provides a variety of articles addressing RtI as it relates to the revisions of the Individuals with Disabilities Education Act of 2004.

National Reading Panel: This web site is updated regularly with information about NRP publications and materials, as well as upcoming speaking engagements by Panel members. This site is also an archive, featuring the congressional charge to the NRP, biographies of NRP members, meeting minutes, and other historical information.

Big Ideas in Beginning Reading: This web site is designed to provide information, technology, and resources to teachers, administrators, and parents. It includes definitions and descriptions of the research and theories behind each of the five big ideas of reading, describes how to assess the big ideas, gives information on how to teach the big ideas including instructional examples, and finally, shows how to put it all together in your school.  http://reading.uoregon.edu/curricula/con_guide.php 

Oregon Reading First: A review of supplemental and intervention reading programs.  http://oregonreadingfirst.oregon.edu 
Center for Data-Driven Reform in Education: Web site for a research center created by Johns Hopkins University and the Council of Chief State School Officers (CCSSO). This center, the Center for Data-Driven Reform in Education (CDDRE), focuses on helping low-performing schools meet their states' academic performance standards. http://www.cddre.org/
www.nasponline.org:  Web site for the National Association of School Psychologists which represents and supports school psychology through leadership to enhance the mental health and educational competence of all children.

http://www.studentprogress.org/default.asp The National Center on Student Progress Monitoring is a national technical assistance and dissemination center funded by the U.S. Department of Education, Office of Special Education.  The site is devoted to the implementation of scientifically based student progress monitoring for grades K-5 and includes an evaluation of curriculum based measurement tools.

www.w-w-c.org/  The What Works Clearinghouse was established in 2002 by the U.S. Department of Education's Institute of Education Sciences to provide educators, policymakers, researchers and the public with a central and trusted source of scientific evidence of what works in education.  The site contains reports, product information and technical assistance. 

www.interventioncentral.com This website offers free tools and resources to help school staff and parents promote positive classroom behaviors and foster effective learning for all children and youth. The site includes academic and behavioral intervention strategies, free publications on effective teaching practices, and tools for classroom assessment and intervention.

www.proactiveparent.com This web site is designed for parents and teachers dedicated to improving early literacy skills.  Resources address assessment, identification and teaching young struggling readers.

www.SchwabLearning.org This site is dedicated to providing reliable, parent-friendly information.

www.ldonline.org This web site is dedicated to learning disabilities, learning disorders and differences. Guidance for parents and teachers is provided on a multitude of topics including attention deficit disorder, dyslexia and instructional strategies.

www.nrcld.org  The National Research Center on Learning Disabilities (NRCLD) conducts research on the identification of learning disabilities; formulates implementation recommendations; disseminates findings; and provides technical assistance to states, school districts and other agencies.

APPENDIX B:  Program Implementation Forms
Program Implementation
· West Virginia Response to Intervention Project School Readiness for RtI:  A Self-Assessment

· West Virginia Response to Intervention Project Planning Checklist for Implementation

· Core Team Action Plan
Intervention Documentation
· Tiered Intervention Instructional Plan & Directions

DIBELS Resources
· Sample Benchmark and Progress Monitoring Assessment Schedule

· DIBELS Data Collection Time Allotments (for scheduling staff)

Professional Development
· Book Study Guidelines

· Sample Professional Development Schedule
Program Implementation
Intervention Documentation
DIBELS Resources
Professional Development
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“Fueled by such facts as the statistic that 37% of fourth grade school children cannot read well enough to effectively accomplish grade-level work (National Center for Education Statistics, 2001), there is an emerging sense of urgency about improving reading instruction and literacy outcomes in our country.”  (Torgesen, 2002)





�
Grade�
Tests Administered�
Yearly Administration Timelines�
�
K�
Initial Sounds Fluency �
Beginning/Middle/End�
�
K�
Letter Naming Fluency �
Beginning/Middle/End�
�
K�
Phoneme Segmentation Fluency �
Middle/End�
�
K�
Nonsense Word Fluency �
Middle/End�
�
1st�
Letter Naming Fluency�
Beginning�
�
1st�
Phoneme Segmentation�
Beginning/Middle/End�
�
1st�
Nonsense Word Fluency�
Beginning/Middle/End�
�
1st�
Oral Reading Fluency�
Middle/End�
�
2nd�
Oral Reading Fluency�
Beginning/Middle/End�
�
2nd�
Retell Fluency�
Beginning/Middle/End�
�
3rd�
Oral Reading Fluency�
Beginning/Middle/End�
�
3rd�
Retell Fluency�
Beginning/Middle/End�
�






September Data Collection�
January Data Collection�
May Data Collection�
�
K�
100 min�
K�
180 min�
K�
230 min�
�
1st�
180  min�
1st�
230 min�
1st�
180 min�
�
2nd/3rd�
130 min�
2nd/3rd�
130 min�
2nd/3rd�
130 min�
�






Regular progress monitoring is required for all students who do not reach the minimum levels of satisfactory performance on the benchmark assessment.  Progress monitoring schedules vary with intensity of student need as determined during the universal screenings.





Category�
Recommendation for Levels of Instruction and Intervention�
�
Benchmark�
Student needs no intervention.  Core reading program is sufficient.�
�
Strategic�
Student needs additional intervention (typically Tier II level) in order to acquire grade level skills.�
�
Intensive�
Student needs significant intervention (typically Tier III level) in order to progress in reading skills acquisition.�
�






The technique used most frequently to collect data in the WV RtI pilot was the in-class approach.  In most cases, substitute teachers were used to cover classrooms while K-3 teachers administered the measures to each of their students.





Timeline�
Responsibilities/Actions�
�
3-4 Month Before�
Schedule universal screenings within the benchmark widows while considering other relevant school events.


Provide central office staff with dates so professional development and other events will not conflict with DIBELS data collection, or a school’s ability to secure substitute teachers.�
�
2-4 Weeks Before�
Post data collection schedules for all teachers.


Secure substitutes for teachers who collect data.


Gather testing materials.


Teachers must review and update mClass DIBELS website class list and student names.


Install an adequate number of sync stations for teacher convenience.


Schedule a DIBELS review session with staff.�
�
One Week Before�
Send reminders to all school staff of upcoming assessments.


Determine testing locations.  Access to electrical outlets will sometimes be critical for hand-held recharging.


Change hand-held fully.  Re-digitize, if necessary, and check for any technical difficulties.


Conduct a DIBELS refresher session to study administration rules and answer last minute questions.


New data collectors should practice DIBELS tasks with students not participating in the actual DIBELS assessment.


Data collectors must prepare any student testing accommodations that are DIBELS APPROVED (e.g., Large print materials).�
�
Day of Testing�
Projector Coordinator or other technical support personnel are on site to trouble shoot and assist with implementation issues.


All teachers should hot sync prior to testing and hot sync regularly after test administration.


Teachers should instruct students on testing location and order of testing so as to minimize classroom interruptions.


Teachers should note absent students, and plan for a make-up administration session.


Review and print testing results in the afternoon.  Grade level teams are advised to meet to discuss achievement results and possible achievement results and possible groupings, if additional time is available.�
�
One Week After�
A school assessment team should conduct a random screening of 10% of students in each classroom to validate data.


Teachers will test students who were absent on day of testing.�
�






Actions�
Criteria�
�
Enter Tier II�
3 data points below the trend line after provided differentiated Tier I instruction�
�
Exit Tier II�
Mastery of targeted skill and determination that Tier I Instruction alone will be sufficient for progress�
�
Another round of Tier II�
Learning rate and skills acquisition is partially effective.  Multiple data sources suggest student will respond to Tier II intervention.�
�
Enter Tier III�
Data indicates Tier II is insufficient to produce desired outcomes.  More intense intervention, smaller group size and more explicit instruction are needed to produce desired responses.�
�






DO�
DON’T�
�
Focus on authentic reading growth


Follow the benchmark and progress monitoring schedules with fidelity


Encourage students to state their learning objectives and assessment goals


Goal set and share results with students


Recognize that variability does exist in probes, and try to understand the variability that is relevant to instruction (e.g., fiction vs. nonfiction probes in ORF measure)


Focus testing on the skill being assessed


ISF (test initial sound awareness not vocabulary)


Administer three (3) ORF probes during universal screenings


Know the behavior you are assessing


Realistic and ambitious growth rates


Expected trajectories and associated variability


Know the precursor skill


Monitor this skill when appropriate


Focus on converging data sources


Explain the purpose for reading to students�
Artificially elevated scores


Teach the probe in some way


Practice an assessment probe


Target instruction to match a probe’s stimulus


Practice nonsense word fluency probes


Give students extra time during the assessment


Invalidate the probe and retest when unhappy with the result


Exaggerate the stimulus items (e.g., PSF or ISF)


Contingently reward and teach students that speed of reading is the only aspect that matters (Expression, phrasing, and prosody matter, too)


Solely rely on DIBELS results when making instructional changes and eligibility decision�
�






Common Models for Grouping


Pull-out – supplemental intervention is provided in a location other than the general classroom


Push-in – interventionist and general education teacher instruct small groups within the classroom


Horizontal – when multiple classes at the same grade level exist, teacher group students across homerooms





SAMPLE 120 MINUTES READING BLOCK SCHEDULE


(K-2 Primary School with Title I and Reading First Supports)�
�
8:30-10:30�
1st grade reading block�
�
9:00-10:00�
Title I or Special Education interventionist in each 1st grade classroom�
�
9:30-11:30�
Kindergarten reading block�
�
10:00-11:00�
Title I or Special Education interventionist in each Kindergarten classroom�
�
11:00-12:00�
Title I or Special Education interventionist in each 2nd classroom�
�
INTERVENTION SCHEDULE�
�
7:30-8:30�
Tier II or Tier III intervention provided by 3 teachers, one per grade level.  This time block is prior to the beginning of the scheduled school day that begins at 8:30.  Funding was obtained through a grant.�
�
9:00-10:00�
Title I or Special education interventionist in each 1st grade classroom�
�
9:30-10:30�
Kindergarten reading block�
�
10:00-11:00�
Title I or Special Education interventionist in each kindergarten classroom�
�
10:30-12:30�
2nd grade reading block�
�
11:00-12:00�
Title I or Special Education interventionist in each 2nd classroom.�
�






SAMPLE 90 MINUTES READING BLOCK SCHEDULE


(K-5 School)�
�
8:30-10:00�
Kindergarten, 1st and 2nd grade reading block�
�
10:45-12:15�
4th and 5th grade reading block�
�
12:30-2:00�
3rd grad reading block�
�






Students�
ALL K-3�
Students below benchmark (Tier II)�
Students below benchmark (Tier III)�
�
Evaluator�
K-3 teachers�
Interventionists�
Interventionists�
�
Timelines�
3 times/year�
2-3 times/month�
2-4 times/month�
�






1. Identify the Problem





2. Analyze the Problem





3. Develop the Plan





4. Implement the Plan





5. Evaluate the Plan





Problem Solving Steps
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5. Evaluate the Plan





Problem Solving Steps





Format�
Topic/Activity�
Target Audience�
When�
�
Workshop�
Pilot project introduction, including the Three-Tier Reading Model, and palm pilot training�
All K-3 teachers, interventionists and principals participating in the 2005-2006 pilot�
August 2005�
�
Workshop�
DIBELS administration and scoring procedures�
K-3 teachers and interventionists�
August 2005�
�
Book Study�
Research-based Methods of Reading Instruction Grades K-3 (Vaughn & Linan-Thompson, 2004)�
Principals, K-3 teachers, interventionists and project coordinators�
2005-2006 school year�
�
Workshop�
West Virginia Response to Intervention Project Administrators’ Workshop�
District and school-level administrators (statewide)�
February 2006�
�
Workshop�
I’ve DIBEL’d, Now What? Workshop provided by Susan Hall, Ed.D.�
Teams of K-3 teachers and interventionists from each pilot school�
February 2006�
�
Team Meeting Structures�
Formal, regularly scheduled meetings for the purpose of discussing reading instruction and intervention, analyzing student benchmark and progress monitoring data, and facilitating communication and learning.�
K-3 teachers, interventionists and principal at each pilot school�
2005-2006 school year�
�










