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Time-Sensitive Focus on Early Reading Skills
Interruptions in instruction due to the COVID-19 pandemic have had a significant impact on the
growth of basic early reading skills among elementary students. Second and third grade students
are now approximately 30 percent behind typical growth expectations for oral reading fluency, an
indicator of students’ proficiency in utilizing early reading skills (Dominque et al., 2021). This is
alarming given research indicating that, without appropriate intervention, students who struggle
with foundational reading skills in early elementary grades continue to have lower school
performance throughout middle and high school (Fuchs et al., 2019). Further, recent research has
found that students with reading disabilities are 2.5 times more likely to drop out of high school
(Haft et al., 2019), which has devastating effects on future adult employment and wellness.

Participation of School Leaders
To help prevent the deleterious effects of unaddressed early reading difficulties, it is important for
district and school leaders to be strategic in identifying and remediating early reading concerns.
District leaders play an important role in facilitating the collection and analysis of student data and
in preparing for and implementing adjustments to instruction/interventions to address students'
skill needs. Superintendents can help to ensure that adequate resources (e.g., personnel and
materials for assessment and instruction) are available to address early reading concerns. They can
provide opportunities for leadership team members (e.g., directors of curriculum, special
education, and English language learning programming) to provide necessary guidance to
instructional staff involved in identifying and addressing students' early reading needs.

Early Reading

Instructional Supports for Fall 2021 in Response to the Pandemic

Three Steps for Providing Needs-Based Instruction
Three crucial steps guide the provision of needs-based instruction to close skill gaps for students:

1
2

Assess
Identify the Skill
Needs of
All Students

Instruct
Provide Data-Driven
Instruction/
Intervention

An essential first step is to collect data on K-3 students' specific skill
needs. The data are used to identify students at-risk for reading
difficulties and specific skills to target during instruction. To learn more
about this step, go to: Page 3, Step 1 • Assess: Identify Skill Needs for
All Student

The second step is to adapt instruction and establish interventions in
identified areas of need. Adjustments are made to whole-class
instruction to target skills that the majority of students have not yet
mastered. Interventions are implemented for students with unique or
more substantial skill concerns. To learn more about this step, go to:
Page 8, Step 2 • Instruct: Provide Data-Driven Instruction/Intervention

3

Monitor
Collect and Monitor
Progress Data

The third step is to monitor students' performance in response to
instruction/intervention to make ongoing adjustments as needed to
instructional plans. To learn more about this step, go to: Page 18,
Step 3 • Monitor: Collect and Monitor Progress Data
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1

Assess
Identify the Skill Needs of All Students
Utilize an Assessment Team

In selecting, administering, and interpreting assessments, it is helpful to engage a team with district leaders and staff knowledgeable about early reading practices. For guidelines on establishing
a team with complementary roles and responsibilities, see Worksheet 1: Assignment of Assessment Tasks in the Appendix.

Consider Available Data for Assessing Skill-Specific Needs
What Data Are Needed and Why?
Ultimately, data on students' individual skill needs are required to guide instructional adaptations.
Because assessing individual skill needs can be time consuming, best practice typically includes
administering a universal screening assessment to identify students potentially at risk of early
reading difficulties. Diagnostic skill inventories are then used to individually assess the unique skill
needs of students at-risk. Hybrid screen/diagnostic tools can also be used to identify students' skill
needs, as long as these assessments are able to provide information about unique needs for each
student (rather than list students' "potential" or "typical" skill needs).
For K-3 students, it is important to assess proficiency in the areas of phonemic awareness and
phonics, given that these are strong predictors of future reading success and prerequisites for ensuring that students can read with sufficient fluency and accuracy to comprehend connected text.
As shown in Table 1 below, effective instruction in foundational skills follows a logical progression
to ensure that students are able to be proficient early readers. Data on students' individual skill
needs relative to this progression is crucial for guiding instructional adaptations to close skill gaps.
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CVC (short a, e, i, o, u)
Initial/ Final blends
Digraphs
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•! R-Controlled
Vowels
•! Vowel Teams
•! Multisyllabic
Word Patterns

•! Multisyllabic
Word Patterns

•! Prefixes and
Suffixes

•! Prefixes and
Suffixes

•! Accuracy
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Which Assessments Are Appropriate to Use?

Which Assessments Are Appropriate to Use?

Various types of assessment tools are available to measure aspects of K-3 early reading. An understanding of the purpose of each type of assessment is needed to ensure that tools are used appropriately. The table below provides a description of various types of assessments and the
purposes for which they were designed. This table can be used to characterize the assessments
used within your district to determine how/whether they can be used to identify skill needs to target for instruction/intervention.
Table 2. Early Reading Assessment Types:
Characteristics and Intended Purpose
Individually-Administered Universal Screening Assessments (e.g., DIBELS 8,
Aimsweb, Acadience)
Time: Less than 5 minutes per student.
Purpose: Identify students' risk status relative to
established benchmarks for skill areas predictive of
early-reading success (i.e., phonemic awareness,
phonics, ﬂuency).
Task: Multiple timed subtests are administered to all
students at each grade level to assess students’ risk
status in foundational skill areas (e.g., a Nonsense
Word Fluency test is administered to assess students’
knowledge of letter/sound correspondences and
decoding). In addition to measuring accuracy, tests
are timed to measure automaticity.
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Data Provided:
Students' risk status relative to established benchmarks in the key
skill areas, such as phonemic
awareness, phonics, and ﬂuency.
Important Consideration:
Follow-up with diagnostic inventories is needed to determine speciﬁc skill needs for instruction.
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Diagnostic Inventories (e.g., Quick Phonics, Core Phonics Survey, Words Their Way)
Time: 15-20 minutes per student if administered
individually; 15-20 minutes per class, if whole class-/
group-administered.
Purpose: Determine speciﬁc skill needs for
students who have been identiﬁed as at-risk for
reading difﬁculties.
Task: Students respond to multiple items for each
phonemic awareness skill (e.g., phoneme isolation,
segmenting, or blending) and/or phonics skill (e.g.,
letter/sound correspondence, decoding words with
short vowels, or decoding words with r-controlled
vowels). Multiple test items per skill are required to
determine skill needs. Tests are not timed.
Administration: Diagnostics may be administered
to a whole class or group (e.g., a spelling diagnostic
inventory), or individually, depending upon the
number of students requiring diagnostic testing
and available district resources (e.g., time and
instructional personnel).

Data Provided:
Students' individual skill needs in
the areas of phonemic awareness
and phonics to target for
instruction/intervention.
Important Considerations:
Whole class-/group-administered
assessments cannot assess
students' oral production of words
or parts of words to fully appraise
phonological awareness or phonics
skills; also, because spelling is a
more difﬁcult task than decoding,
these assessments may overidentify skill needs.

Hybrid Screening/Diagnostic Assessments (e.g., i-Ready; KeyPhonics; PALs Plus)
Time: 20-50 minutes per student.
Purpose: Identify students' risk status relative to
established benchmarks for skill areas predictive of
early-reading success (i.e., phonemic awareness,
phonics, ﬂuency); determine speciﬁc skill needs for
students.
Task: Students respond to multiple items for each
phonemic awareness skill (e.g., phoneme isolation,
segmenting, or blending) and/or phonics skill (e.g.,
letter/sound correspondence, decoding words with
short vowels, or decoding words with r-controlled
vowels).
Administration: May be teacher-led/individually
administered or computer-based/whole-class
administered.
Predictive Validity: These tools have been validated
based on their ability to predict students who are
at-risk for reading difﬁculties.
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Data Provided:
Students' risk status relative to
established benchmarks in the key
skill areas, such as phonemic
awareness and phonics; students'
individual skill needs to target for
instruction/intervention.
.
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Computerized Adaptive Achievement Tests (e.g., NWEA MAP)
Time: 45-60 minutes per student.
Purpose: Measure students' mastery of standardsaligned early reading foci and general growth over
time.
Task: Students respond to items assessing a variety
of standards-aligned skills. Items are adjusted for
difﬁculty based on student responses.
Administration: Computer based/whole-class
administered.
Predictive Validity: These tests are not designed to
predict students who are at-risk for reading
difﬁculties.

Data Provided:
Students achievement for
standards-aligned early reading
foci.
Important Consideration:
Although these tests are useful for
gauging performance relative to
standards, follow-up with
diagnostic inventories is needed to
determine speciﬁc skill needs for
instruction.

Leveled Reading Assessments (e.g., Benchmark Assessment System [BAS];
Developmental Reading Assessment [DRA])
Time: 30-40 minutes per student.
Purpose: To determine students’ reading levels to
guide independent reading selections and inform
the need for instructional support in ﬂuency and/or
comprehension.
Task: Students read multiple leveled reading
passages and answer related comprehension
questions. Depending upon the number of errors
incurred, passages read increase or decrease in
difﬁculty until an independent reading level is
identiﬁed.
Administration: Tests are teacher-led/individually
administered.
Predictive Validity: These assessments are not
designed to predict students who are at-risk for
reading difﬁculties students.

Data Provided:
Students reading levels.
Important Consideration:
Although these assessments are
useful for determining leveled text
for independent reading, follow-up
with diagnostic inventories is
needed to determine speciﬁc skill
needs for instruction.

Administer Assessments to Identify Students' Skill Needs
Some districts choose to administer an assessment that identifies specific skill needs for all
students (e.g., a whole class- or group-administered diagnostic assessment or hybrid
screening/diagnostic assessments). If this is not the assessment practice in your district, then
consider the following assessment progression:
6
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1. Use one of the following to identify which students are potentially at risk of reading difficulties:
• Below benchmark performance on a universal screening assessment
• Below grade-level performance on a computerized adaptive achievement measure
• An independent reading level below grade level on a leveled reading assessment
• End of year performance below expectations on a curriculum-based mastery assessment
of phonemic awareness, phonics, and fluency skills
2. Next, use one of the following to determine the individual skill needs of students identified
as potentially at risk of reading difficulties:
• A diagnostic inventory of skill needs
o If logistically feasible, an individually-administered diagnostic assessment (e.g. Core
Phonics Survey, Quick Phonics) provides the most comprehensive information about
students' skill needs.
o If a large number of students are potentially at risk, a group-administered diagnostic
assessment (e.g., a spelling diagnostic inventory) may be more feasible to administer.
• Beginning-of-year curriculum embedded assessments of students’ knowledge of specific
prerequisite skills (e.g., placement tests, pretests for beginning-of-year units, or summative
assessments for beginning-of-year review units)
To identify students' instructional needs, it is important to ensure that the skills selected for
assessment with these measures are aligned to a clear scope of sequence of prerequisite
skills that students should have mastered in their previous school year (see sample
prerequisite skills in Table 3). To map and operationalize a diagnostic assessment plan, see
Worksheet 3: NJTSS-ER Diagnostic Inventory Planning Tool in the Appendix.

Coordinate and Integrate the Assessment Process
It is important to consider staff and training requirements and to establish timelines for
preparing and administering screening and skill-speciﬁc assessments and reviewing results.
Superintendents maintain an important role in leading this process along with other key
administrators (e.g., curriculum directors, literacy coaches, reading specialists). To help facilitate
assigning tasks and scheduling for the assessment process, see Worksheet 1: Assignment of

Assessment Tasks and Worksheet 4: Sample Assessment Scheduling Tool in the Appendix.
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2

Instruct
Provide Data-Driven Instruction/ Intervention
Use Data to Inform Instructional Decision-Making

Data-Driven Modifications
Modifications to instruction may be required at the start of the 2021-2022 school year to address
pandemic-related disruptions adversely impacting students' mastery of foundational reading
skills. Plan for beginning-of-the-year instruction by analyzing assessment data to determine skilllevel needs in the areas of phonemic awareness, phonics, and oral reading fluency at each grade.
Review students' performance for specific skills.
• For skill-specific assessments where the majority of students (e.g. 60%) in a class perform below
grade level benchmark expectations, plan for adjustments to whole class instruction to address
the skill needs identified. To determine class-wide intervention needs,
o analyze skill-level assessments to identify prerequisite skill gaps at the beginning of the
year;
o compare identified skill gaps with skill mastery expectations for the end of the previous
school year, and determine where these skills are being reviewed or expanded in the
current year;
o based on diagnostic outcomes and areas of weakness identified, determine the
modifications to instruction and pacing that are needed in grade level units of instruction
to effectively close skill gaps.
• For skill-specific assessments where the majority of students (e.g. 60%) in a class perform above
grade level benchmark expectations, plan for targeted, small-group intervention for those
students who have not yet attained skill mastery. To determine small-group intervention needs,
o group students with like skill needs, based on diagnostic outcomes; and
o plan for direct instruction aligned with needs identified in diagnostic data.
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Identification of Prerequisite Skills
It is important to consider mastery expectations for the end of the previous school year to
understand prerequisite skills required for students to successfully master grade-level content.
The Office of Standards at the New Jersey Department of Education (NJDOE) has developed
guidance documents outlining prerequisite NJ ELA Learning Standards aligned to the NJDOE
Instructional Units to help districts determine instruction and supports that might be needed at the
start of a unit to meet identified needs. Table 3 Prerequisite Skills Mastery Expectations expands
upon those documents to specify skill expectations for end-of-year foundational skill mastery for
students entering Grade 1, Grade 2, and Grade 3. These skills are typically found in a core
curriculum's phonological awareness and phonics scope and sequence, although the specificity
with which this is outlined for programs varies. Determining specific skills based on diagnostic
outcomes and areas of weaknesses within local programs is necessary to determine where these
prerequisite skills are being reviewed in the current year and to identify appropriate modifications
to core instruction.
Table 3. Prerequisite Skills Mastery Expectations
Entering
Grade

NJ ELA Learning Standards

Sample Skills

Progress Indicators for Reading
Foundation Skills

What were standards expectations for
mastery in the previous year?

What were the phonemic
awareness, phonics, and
ﬂuency skill expectations for
mastery in the previous year?

K

Because incoming kindergarten students come to school with diverse early
childhood education experiences, there are no standard expectations for
mastery of pre-kindergarten skills.

1

Kindergarten Standards
Print Concepts
RF.K.1. Demonstrate understanding of the
organization and basic features of print.
A. Follow words from left to right, top to
bottom, and page by page.
B. Recognize that spoken words are
represented in written language by
speciﬁc sequences of letters.
C. Understand that words are separated by
spaces in print.
D. Recognize and name all upper- and
lowercase letters of the alphabet.
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Sample Kindergarten Skills
Phonological & Phonemic
Awareness
Recognize and produce
rhyming words
Blend and segment onsets and
rhmes of one syllable words
Syllable segmentation
Phoneme
segmentation/blending
Phoneme isolation (initial,
medial, ﬁnal position) in CVC
words
Phoneme substitution in one
syllable words

•
•
•
•
•
•
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Table 3. Prerequisite Skills Mastery Expectations (cont’d)
Entering
Grade

NJ ELA Learning Standards

Sample Skills

Progress Indicators for Reading
Foundation Skills
Phonological Awareness
Phonics
RF.K.2. Demonstrate understanding of
Naming and writing all upperspoken words, syllables, and sounds
and lowercase letters
(phonemes).
Consonant sounds
A. Recognize and produce rhyming words.
Short vowel sounds
B. Count, pronounce, blend, and segment
Decode CVC words
syllables in spoken words.
Encode CVC words
C. Blend and segment onsets and rimes of
Produce sounds of digraphs
single-syllable spoken words.
Produce long vowel sounds
D. Isolate and pronounce the initial, medial
Name and write
vowel, and ﬁnal sounds (phonemes) in
corresponding letters when
three-phoneme (consonant-vowelgiven sounds for digraphs
consonant, or CVC) words. (This does not
include CVCs ending with /l/, /r/, or /x/.)
Fluency
E. Add or substitute individual sounds
Read emergent and grade(phonemes) in simple, one-syllable words
level texts with accuracy
to make new words.

•
•
•
•
•
•
•
•

•

1

Phonics and Word Recognition
RF.K.3. Know and apply grade-level phonics
and word analysis skills in decoding and
encoding words.
A. Demonstrate basic knowledge of one-toone letter-sound correspondences by
producing many of the most frequently
used sounds of each consonant.
B. Associate the long and short sounds with
the common spellings (graphemes) for
the ﬁve major vowels.
C. Read high-frequency and sight words
with automaticity.
D. Distinguish between similarly spelled
words by identifying the sounds of the
letters that differ (e.g., nap and tap; cat
and cot).
Fluency
RF.K.4. Read emergent text with one-to-one
correspondence to develop ﬂuency and
comprehension skills.
A. Read emergent-readers with purpose and
understanding.
B. Read grade level text for purpose and
understanding.
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Table 3. Prerequisite Skills Mastery Expectations (cont’d)
Entering
Grade

NJ ELA Learning Standards

Sample Skills

Progress Indicators for Reading
Foundation Skills
Sample Grade 1 Skills
Grade 1 Standards
Phonological & Phonemic
Print Concepts
Awareness
RF.1.1. Demonstrate mastery of the
Segment syllables
organization and basic features of print
Phoneme
including those listed under Kindergarten
segmentation/blending
foundation skills.
Phoneme manipulation
A. Recognize the distinguishing features of a
sentence (e.g., ﬁrst word, capitalization,
ending punctuation).

•
•
•

2

Phonics
Phonological Awareness
All consonant, digraphs and
RF.1.2. Demonstrate mastery of spoken words,
short vowel sounds
syllables, and sounds (phonemes) by using
Name sounds for r-controlled
knowledge that every syllable must have a
Name sounds for vowel
vowel sound to determine the number of
digraphs and diphthongs
syllables in a printed word.
Bonus letters
A. Distinguish long from short vowel sounds
Glued sounds
in spoken single-syllable words.
Decode/encode CVC, CCVC,
B. Orally produce single-syllable words by
CVCC, CCVCC, CVCe words
blending sounds (phonemes), including
Decode/encode compound
consonant blends.
words
C. Isolate and pronounce initial, medial
Decode/encode words with
vowel, and ﬁnal sounds (phonemes) in
common sufﬁxes
spoken single-syllable words.
Word structure (closed
D. Segment spoken single-syllable words
syllable, compound words)
into their complete sequence of
individual sounds (phonemes).
Fluency
Read grade-level texts with
Phonics and Word Recognition
accuracy, purpose, and
RF.1.3. Know and apply grade-level phonics
understanding
and word analysis skills in decoding words.
A. Know the spelling-sound
correspondences for common consonant
digraphs (two letters that represent one
sound).
B. Decode regularly spelled one-syllable
words.
C. Know ﬁnal -e and common vowel team
conventions for representing long vowel
sounds.
D. Distinguish long and short vowels when
reading regularly spelled one-syllable
words.
E.Decode two-syllable words following
basic patterns by breaking the words into
syllables using knowledge that every
syllable must have a vowel sound.

•
•
•
•
•
•
•
•
•
•
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Table 3. Prerequisite Skills Mastery Expectations (cont’d)
Entering
Grade

2

3

NJ ELA Learning Standards

Sample Skills

Progress Indicators for Reading
Foundation Skills
Fluency
RF.1.4. Read with sufﬁcient accuracy and
ﬂuency to support comprehension.
A. Read grade-level text with purpose and
understanding.
B. Read grade-level text orally with accuracy,
appropriate rate, and expression.
C. Use context to conﬁrm or self-correct
word recognition and understanding,
rereading as necessary.
Grade 2 Standards
Phonics and Word Recognition
RF.2.3. Know and apply grade-level phonics
and word analysis skills in decoding words.
A. Know spelling-sound correspondences for
common vowel teams.
B. Decode regularly spelled two-syllable
words with long vowels.
C. Decode words with common preﬁxes and
sufﬁxes.
D. Identify words with inconsistent but
common spelling-sound
correspondences.
E. Recognize and read grade-appropriate
irregularly spelled words.
Fluency
RF.2.4. Read with sufﬁcient accuracy and
ﬂuency to support comprehension.
A. Read grade-level text with purpose and
understanding.
B. Read grade-level text orally with
accuracy, appropriate rate, and
expression.
C. Use context to conﬁrm or self-correct
word recognition and understanding,
rereading as necessary.
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Sample Grade 2 Skills
Phonological & Phonemic
Awareness
Segment syllables
Phoneme
segmentation/blending
Phoneme manipulation

•
•
•

Phonics
Decode/encode short vowel
words with consonant blends
and digraphs
Decode/encode long vowel
words with CVCe and open
syllables
Decode/encode r-controlled
vowels
Decode/encode words with
vowel teams
Decode/encode words with
unexpected vowel sounds
Decode/encode words with
common sufﬁxes and preﬁxes
Divide multi-syllabic words
Identify all 6 syllable types

•
•
•
•
•
•
•
•

Fluency
Read grade-level texts with
accuracy, purpose, and
understanding

•
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Plan for Whole Class Instructional
Modifications /Intervention
Whole Class interventions are needed at the start of the school year to address skill needs
experienced by the majority (e.g., 60%) of students in a classroom (this should include students in
bilingual classrooms and ESL programs). As with any instruction in early reading skills, it is important
that whole class intervention be sequential and cumulative. This means that concepts and skills are
organized logically, beginning with simple concepts that progress to more complex ones, and that
taught skills build on previous learning. Whole class, evidence-based instruction reflects a gradual
release model of instruction (e.g. I Do, We Do, You Do) that includes teacher modeling, guided
practice, and independent application. The gradual release model is documented as an effective
approach for improving literacy achievement and supports students with acquisition of skills (Fisher
& Frey, 2007). Essential, evidence-based components for this instruction are shown in Table 4 below.
Table 4. Evidence-Based Components of Instruction
Instructional Components

EXAMPLES

Statement of Learning Objective: The
learning objective states exactly what the
students will be learning and how they will
demonstrate their learning by the end of
the lesson.

•

“Given words with the [ch] grapheme,
students will be able to pronounce the
/ch/ phoneme and apply this to decode
and encode short vowel one-syllable
words.”

Review/Warm-Up: The concept or skill from
the previous day is reviewed with the
students.

•

Show letter cards [c] and [h], reminding
students that they have been taught
these two separate sounds, and then
have students pronounce each
individual sound. Show [ch] card,
explaining how when these two letters
are combined, they make a new sound.

Direct Instruction (I Do): The teacher
introduces the new skill by providing verbal
explanation, demonstration (modeling),
and think alouds, where the teacher is
explaining the reasoning behind each step
of the teaching process. Students are
actively listening while the teacher is
providing direct instruction on the new
skill.

•

Explain: “Today we will be learning about
the letter [c] and [h] and how when they
are combined they make one sound.”
o Teacher will display [ch] poster,
skywrite each letter and say the /ch/
sound. Students will skywrite the
letters [c] and [h] and will produce
the /ch/ phoneme.
o Show poster of train and conductor
making /ch/ sound. Teacher will
explain that the /ch/ is like the sound
of the wheels turning. Teacher will
move arms like the wheels of a train.
Students will move arms like the
wheels of the train while saying the
/ch/ sound.
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Table 4. Evidence-Based Components of Instruction (cont’d)
Instructional Components

EXAMPLES
o Teacher will show how to
segment one-syllable short vowel
word with [ch] grapheme using
Elkonin boxes, by ﬁrst
segmenting on ﬁngers, tapping in
each box for one sound and
writing the letters that match
each sound. For subsequent
words, students will ﬁnger blend
words presented by teacher, as
teacher models how to tap
sounds into each box and write
corresponding letters.

Guided Practice (We Do): The students
apply the skill that was modeled during the
“I Do” phase with teacher support. The
teacher acts like a guide and provides
corrective feedback and instructional
scaffolds when needed.

•

•

Give each student a white board with
Elkonin boxes and dry erase markers.
Teacher will present a word, and use it in
a sentence to support meaning.
Students will segment sounds, tap into
each box and write the corresponding
letters, sweeping to blend sounds into a
whole word.
Corrective Feedback: Have students
skywrite and produce /ch/ if errors with
writing digraph grapheme. Model
pronunciation as needed.

Independent Practice (You Do): Students
apply what was learned in direct
instruction and guided practice by
practicing the skill independently, without
teacher guidance. The teacher assesses
student learning to check for
understanding.

•

Pairing students up with a partner,
provide each student with word writing
activity. Students will work together to
pronounce picture name and correctly
spell word next to the picture name.

Closure: The teacher wraps up the lesson
and explains how the skill taught connects
to both prior and future learning.

•

“Today we learned that the letter [c] and
[h] when combined, make one sound,
/ch/. This week we will learn more about
other letter combinations that make
one sound.”

Assessment: Students demonstrate their
understanding of concept by completing a
formative and/or summative assessment
tool. This data are then used to determine
mastery of skills.

•

During:
o Finger blending exercise to
observe if students can fully
segment phonemes.
o Use of white boards to assess
grapheme/phoneme matching.
After:
o Students must correctly spell 8
out of the 10 picture names.

•
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In planning for whole-class interventions, it is important to survey existing core (and any
supplementary) program components. If lessons or interventions for supporting foundational
reading skills (e.g. phonological awareness and phonics) are not available in your district, you may
need to acquire new resources or programs. In this case, look for resources or programs that have a
clear, systematic, and cumulative progression of skills and a lesson structure that aligns with
evidence-based components of instruction (see Table 4). The following are free resources. However,
they may still require that instructors/interventionists develop or acquire some instructional content
and material (e.g., grapheme cards, decodable texts).
• West Virginia Reading First Explicit Phonics Lessons
• Florida Center for Reading Research Intervention Lesson Plan Template

Implement Necessary Whole-Class
Modifications/Interventions
To implement whole class interventions to address skills needs experienced by the majority (e.g.,
60%) of students in a classroom, modifications to instruction and pacing in grade level units of
instruction will be required. The goal is to address students' skill needs to enable them to access
grade-level content as soon as possible.
• Begin instruction with a review of the prior years’ skills by leveraging existing program units
designed for this purpose (e.g. Wonders Smart Start, Fundations beginning units).
o This option allows for the use of core resources with which classroom teachers are likely
familiar, which may mitigate the need for intensive training and coaching.
o Before progressing to subsequent units, administer end-of-unit assessments to determine
skill mastery of prior years’ skills and provide differentiated support for students not
meeting mastery criteria. Following assessment,
n if a majority of students have not mastered prerequisite skills, reteach concepts;
n if a smaller proportion of students have not mastered prerequisite skills, plan for
small-group, targeted instruction.
• If review units are not available in the existing core program, review the program's scope and
sequence, identify units designed to review or build upon prerequisite foundational skills taught
the previous school year (e.g. first two units), and plan for increased support or scaffolds in those
units of instruction to provide “just in time” support.
o This option also allows for the use of core resources with which classroom teachers are likely
familiar. However, it is important for districts to plan for scheduling dedicated time to review
the scope and sequence and plan for adjustments to instruction prior to or at the beginning
of the school year.
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o Consider the following adjustments to bolster instruction in units that review or build upon
skills introduced the prior school year:
n Pacing instruction (adding lessons, lengthening lessons) to support learning needs
n Strengthening direct instruction: (i.e., I Do, We Do, You Do)
n Providing sufficient practice to solidify skill development
n Identifying and/or developing targeted skill differentiation lessons for teacher table
time
n Developing effective and skill targeted center activities
n Assessing student knowledge with daily, weekly, unit assessments
• Incorporate intervention lessons into core instruction at the beginning of the year, focusing on
prerequisite skills from the previous grade-level.
o This option requires that classroom teachers use instructional materials outside of core
instruction, which may require training and coaching for successful implementation.
o Ensure that skills taught align with identified skill gaps. Although the duration for whole
class intervention lessons may vary in each district based on need, most embedded review
units of prior year’s skills are no longer than three weeks.
o Modify the pacing guide to reflect instruction of prerequisite skills.
o Before progressing to subsequent units of instruction, administer student assessments to
determine skill mastery of prior years’ skills and provide differentiated support for students
not meeting mastery criteria. Following this assessment,
n if a majority of students have not mastered prerequisite skills, reteach concepts;
n if a smaller proportion of students have not mastered prerequisite skills, plan for
small-group, targeted instruction.
In addition to implementing whole-class intervention, it is important to plan for re-teaching and
small-group, skill-based instruction throughout the year to provide differentiated support for
students who need additional support to solidify grade-level content. If available, use existing skillbased differentiation resources accompanying your core instructional program (e.g. Wonders
embedded weekly differentiation lessons, Fundations intervention template). It is important that this
instruction also incorporate the evidence-components outlined in Table 4.
Scheduling to Accommodate Whole-Class Instructional Modifications
To implement whole-class instructional modifications, revisions to the master schedule may be
needed, including:
o extending the literacy block to accommodate instruction of prerequisite skills; and
o reallocating existing instructional time in the master schedule (e.g. Morning Meeting, WIN
Time) for the provision of whole-class interventions.
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Plan for and Implement Small-Group Intervention
Small-group intervention is needed for students that require additional support beyond what is
being provided class-wide. Intervention groups are formed for students with like skill needs
identified through diagnostic assessments provided to determine which grade-level prerequisite
skills (see Table 3) have not yet been mastered (see 1. Assess above). For example, students'
whose diagnostic data indicate the need for additional support with consonant digraphs (e.g., ch,
sh, wh) would be grouped together to receive support via an intervention targeting this specific
skill. The following two worksheets in the Appendix can be used in establishing intervention
groups: Worksheet 5 - Class Diagnostics Results for Grouping; Worksheet 6 - Group Intervention
Planning Tool.
As with whole-class instruction, intervention for foundational reading skills should be provided as
soon as possible using evidence-based instructional practices to close skill gaps (see Table 4). It is
important to inventory existing intervention resources. If intervention resources do not reflect a
direct, systematic, and cumulative instruction of phonological awareness and phonics skills, then
the following resources are available. As previously stated, these resources may still require that
interventionists develop or acquire some instructional content and materials.
• West Virginia Reading First Explicit Phonics Lessons
• Florida Center for Reading Research Intervention Lesson Plan Template
Scheduling to Accommodate Small-Group Intervention
Given limitations in personnel and instructional time, it is important to schedule interventions
efficiently. Consider the following, to increase the efficiency of intervention provision:
• Schedule a dedicated time in the master schedule for providing intervention supports.
This will enable classroom teachers, interventionists, and support staff to provide skillbased intervention.
• Group students with similar skill needs across classrooms to receive intervention support
together from a common interventionist.

Coordinate and Integrate the Intervention Process
It is important to consider staff and training requirements and to establish timelines for preparing
for and implementing interventions. Superintendents maintain an important role in leading this
process along with other key administrators (e.g., curriculum directors, literacy coaches, reading
specialists). To help facilitate assigning tasks and scheduling for the intervention process, see
Worksheet 7: Assignment of Intervention Tasks in the Appendix.
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3

Monitor
Collect and Monitor Progress Data

Plan to Monitor Whole-Class and Small-Group Intervention
As students participate in intervention, assessments used to monitor their progress enable
educators to determine appropriate next steps for instructional planning to meet their skill needs.
In selecting progress monitoring assessments, it is important that the tools used to measure skills
align with the targets of intervention (e.g., phonemic awareness, phonics/decoding, oral reading
fluency). Assessments used to measure progress in response to whole-class instruction typically
differ from those used to measure students' response to small-group intervention.
Monitoring Student Progress for Whole-Class Intervention
Benchmark assessments from universal screening systems, formative core assessments such as
quick checks embedded within the curricula, exit tickets, or unit/weekly assessments can be used
to measure progress of whole-class interventions. Ongoing assessment throughout the school
year is also useful for determining the effectiveness of core instruction as well as the impact of
core modifications.
Monitoring Student Progress for Small-Group Intervention
For students receiving small-group interventions, assessment data can be used to continuously
monitor students’ progress and inform data-based decision making about the appropriateness of
the interventions' foci, intensity, frequency, and duration. Student progress in response to
intervention is typically measured through the use of a skill specific assessments (e.g., having
students read or spell listed words to assess target concepts/skills; administering alternate forms
of a diagnostic inventory) as well as a general outcome measure (e.g., individually-administered
timed measures provided with a universal screening system). While a skill-specific assessment
provides information about students' mastery of skills (e.g., an understanding of digraphs),
repeated administrations of general outcome measures assess growth on a common scale over
time (e.g., growth in phonics, as assessed by nonsense word fluency).
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Monitoring Intervention Fidelity
In addition to monitoring student progress, it is also important to monitor the fidelity of intervention
implementation, to ensure that instruction was implemented as designed. Instructional coaches,
team leaders, or supervisors can assess fidelity through observations used to gauge adherence to
intervention checklists or lesson plans. Examining intervention fidelity alongside student progress
is useful for determining whether instructional supports provided are responsive to students' needs.
When students are not adequately progressing in response to an intervention implemented with
low fidelity, it may be more important to work on improving intervention fidelity than to alter the
intervention provided.

Select Appropriate Progress Monitoring Tools
Tools selected for progress monitoring should be aligned to the skill focus of an intervention and
appropriate for the desired setting (i.e., whole-group or small-group intervention). In addition, it is
important to consider any associated training needs and resources (time and personnel) required
for the use of the tools. A description of various types of tools for assessing students' response to
whole-class or small-group intervention is shown in Table 5. It may be useful to refer to this table
when inventorying or acquiring progress monitoring tools for your district or school.
Table 5. Progress Monitoring Assessment Tools
Type
Informal/Formative
Assessments

Formal Skill Speciﬁc
Assessments

Description/Use

•
•

•
•

Whole-Class Tools

Small-Group Tools
Examples: Reading or spelling
listed words during instructional
lessons to assess a target
concept/skill (e.g., reading closed
syllable CVC words with short a)

Occurs simultaneously
with instruction.
Used to determine
students’ level of
understanding of daily
learning, immediately
actionable, and informs
next steps in instruction.

Examples: Exit tickets,
quick checks, on the spot
observations with formalized recording structure.

Administered after
instruction.
Used to determine
students' acquisition of
skills over time (e.g.
weekly, following a unit),
determines mastery of
skills that become
prerequisites for
subsequent learning, and
informs next steps in
instruction.

Examples: A re-administered
whole class diagnostic
assessment; core unit
assessments targeting
intervention skills; core
weekly assessments
targeting intervention skills. '

Examples: A re-administered
individual diagnostic assessment;
reading or spelling listed words
after instructional lessons to
assess a target concept/skill (e.g.,
reading closed syllable CVC
words with short a)

Frequency: Depends on the
duration of the intervention
(e.g., once at the end of a 2week whole-class
intervention)

Frequency: After a set of skills
within a concept have been
taught (e.g. after the teaching of
closed syllable CVC words with all
short vowels).

Frequency: Daily
Frequency: Daily
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Table 5. Progress Monitoring Assessment Tools (cont’d)
Type
Benchmark Data
from Universal
Screening

Description/Use
l

l

l

Timed measures
associated with a
universal screening
system can help inform
progress in a general area
of need (e.g., phonemic
awareness, phonics)
Used to determine which
students continue to
need small-group
intervention after wholeclass intervention has
taken place.
Used to determine
growth toward grade
level benchmarks for
students receiving smallgroup interventions.

Whole-Class Tools

Small-Group Tools

Examples: timed assessments of initial sound ﬂuency,
phoneme asegmentation ﬂuency, or nonsense word ﬂuency
Frequency: Depends on
the duration of the
intervention (e.g. once at
the end of a 2-week wholeclass intervention).

Frequency: Bi-monthly for
students receiving strategic
support; monthly for students
receiving intensive support.

Formalize and Coordinate the Progress Monitoring Process
Use of Decision-Making Protocols
It is important to establish protocols for making decisions based on progress monitoring data.
This includes establishing criteria for determining students' mastery of skills (e.g., 35 correct letter
sounds per minute; 8 out of 10 short vowels correctly identified) as well as sufficient rates of progress (five consecutive scores above a plotted goal line from baseline to desired performance).
These protocols can then be used to make decisions about when to increase intervention intensity
or change or discontinue intervention. A brief description of decisions informed by student progress monitoring data for whole-group and small-group interventions is shown in Table 6.
Table 6. Data-Informed Progress Monitoring Decisions
Type of
Intervention
Whole-Class

Data Analyzed

Decisions
(Based on Established Protocols)

l

Student progress for discrete skills

l

Intervention ﬁdelity
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If sufﬁcient progress: Continue with core
instruction and monitor with core
assessment tools.
If insufﬁcient progress: Reteach class (if
the majority have insufﬁcient progress)
or provide supplemental small-group
interventions and monitor student
progress; if ﬁdelity is low, provide
instructional support through coaching
or mentoring to improve ﬁdelity.
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Table 6. Data-Informed Progress Monitoring Decisions (cont’d)
Type of
Intervention
Small-Group

Data Analyzed
l

l

Decisions
(Based on Established Protocols)

Student progress for discrete skills and in
general areas of need
Intervention ﬁdelity

If sufﬁcient progress: Continue and
monitor or fade intervention.
If insufﬁcient progress: Make adjustment
to intervention frequency, duration, or
selection; if ﬁdelity is low, provide
instructional support through coaching or
mentoring to improve ﬁdelity.

Using a Data Collection System
It is important to have a system for managing progress monitoring data. The system should enable
educators to view and compare student scores over time. It may also generate a graphical representation of students' progress relative to target rates and levels of performance. A graphical
depiction of progress data is often useful in making decisions about next steps needed for instruction/ intervention to address students' needs. For an example of how to graphically represent progress monitoring data, see Worksheet 8: Progress Charting Tool in the Appendix.
Assigning and Scheduling Progress Monitoring Tasks, Roles, & Responsibilities
Given the time and resources required to effectively monitor students' progress and intervention
implementation, it is important to be strategic in scheduling and engaging district and school
personnel in training for, collecting, scoring, analyzing, and interpreting progress monitoring and
implementation data. Superintendents maintain an important role in leading this process along
with other key administrators (e.g., curriculum directors, literacy coaches, reading specialists). To
help facilitate assigning tasks and scheduling for progress monitoring, see Worksheet 9:
Assignment of Progress Monitoring Tasks in the Appendix.
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Appendix - Worksheets and Materials
Worksheet 1: Assignment of Assessment Tasks
Directions: Identify the person responsible for each assessment task and the date by which the task is to be
completed. Common titles of personnel typically responsible for these types of tasks have been provided.
Tasks
1.
2.

Dates

Personnel

Assign Personnel to essential tasks; establish initial
meeting of intent and subsequent meetings.

e.g., Superintendent

Analyze current assessment system (universal
screening and diagnostic surveys) for effectiveness

e.g., Curriculum Director; Special Services Director;
ELL Director, Reading Specialist, Literacy Coaches,
Interventionists

Name(s):

Name(s):
3.

4.

Share findings on current assessment tools,
adjustments to tools, and/or how to utilize existing
data recommendations with team leaders

e.g., Curriculum Director

Approve recommendations

e.g., Superintendent, Principals, Curriculum
Director, Special Education Director, ELL Director

Name(s):

Name(s):
5.

Establish assessment protocol and schedules. Include
universal screening and diagnostic surveys.

e.g., Superintendent, Principals, Curriculum
Director, Special Services Director, ELL Director

Name(s):
6.

Approve assessment protocol and schedules

e.g., Superintendent, Principals

Name(s):
7.

8.

Provide training for assessment protocol
(administration, scoring, data analysis and
interpretation) for essential personnel.

e.g., Principals, Curriculum Director, Special
Services Director

Attend training for all aspects of assessment process

e.g., Principals, Curriculum Director, Special
Services Director, Reading Specialists, Literacy
Coaches, Interventionists, Classroom teachers

Name(s):

Name(s):
9.

Lead District Level Data Review Meeting

e.g., Superintendent, Principals, Curriculum
Director, Special Services Director

Name(s):
10. Lead Building Level Data Review Meeting

e.g., Principals, Curriculum Director, Special
Services Director

Name(s):

Worksheet 2: Screening Quality Evaluation Tool
Part A: Several key early reading literacy skills can be quickly assessed with all students to predict their later reading
performance. The skills that should be assessed at each grade level at specified intervals (fall, winter, spring) have
been shaded in the table below. Identify in the shaded cells within this table which tools are being used to assess
each skill.
Skills
Coverage

Letter
Naming

Phonological
Awareness

Phonics

Grade-Level Oral
Grade-Level
Reading Fluency Comprehension
(rate and accuracy)
(retell)*

Fall
K

Winter
Spring
Fall

1

Winter
Spring
Fall

2

Winter
Spring

3

Fall
Winter
Spring

*Some screening tools include a measure for knowledge of vocabulary words in context within comprehension.

Part B: Evaluate each tool identified in Part A for its appropriateness as a universal screening tool.
Quality Check

Criteria

Time efficient (if group administered, can be administered within a class period; if
individually administered, takes less than 10 minutes per student)
Standardized scoring rules
All students are assessed with the same set of items and the same grade-level
passages (rather than different passages for different students) to determine
performance relative to a common benchmark (unless alternate assessment
is needed)
Available in multiple, equivalent forms to assess progress from one benchmark to the
next
Easy to administer and score
Evidence of reliability and validity
Evidence of accuracy in predicting which students will be at risk (i.e. research evidence
that students who initially did not meet benchmark expectations also performed
poorly at a later assessment period.)

Yes/No Findings/Decisions

Worksheet 3: Diagnostic Inventory Mapping Tool
Directions: Identify the diagnostic inventory tool used to determine specific skill needs at each grade for each skill
indicated. Indicate which items within the tool that students should have mastered by the specified benchmark
period based on the scope and sequence of the core curriculum. An example has been provided (in blue).

Kindergarten
Key Screening Indicators

Benchmark

Diagnostic Tool

Letter Naming

Fall

N/A*

Phonological Awareness

Fall

N/A*

Phonemic Awareness

Winter

Resource: NJTSS-ER Phonological/Phonemic
Awareness Survey: Sets 1-5, 8-9

Phonics

Winter

Resource: Quick Phonics: Task 1: Letters (a)
Names, (b) Sounds

Grade 1
Key Screening Indicators

Benchmark

Diagnostic Tool

Phonological/Phonemic Awareness

Fall

Resource:

Phonics

Fall

Resource:

Phonics

Winter

Resource:

Fluency

Winter

Resource:

Grade 2
Key Screening Indicators

Benchmark

Diagnostic Tool

Phonics

Fall

Resource:

Fluency

Fall

Resource:

Phonics

Winter

Resource:

Fluency

Winter

Resource:

Grade 3
Key Screening Indicators

Benchmark

Diagnostic Tool

Phonics

Fall

Resource:

Fluency

Fall

Resource:

Phonics

Winter

Resource:

Fluency

Winter

Resource:

Worksheet 4: Sample Assessment Scheduling Tool
Directions: Schedule dates for district-wide testing administration, data collection, analysis, instructional
decision-making, and ongoing progress monitoring to ensure sufficient time for meaningful, effective instruction
to close skill gaps between benchmark testing windows.

Tasks

• Administer
Universal
Screening
Inventory

• Analyze
Screening
Data;

• Administer
Diagnostic
Inventory

• Analyze
Diagnostic
Data;

• Deliver Modified
Instruction;
Interventions

• Collect and
Record
Data

• Determine
need for
Diagnostic
Inventory
testing

• Collect and
Record Data

• Determine
• Monitor
Progress
Instruction
modifications/
Intervention
needs

(2 weeks max.)

(1 week)

(1 week)

Identify
Tools
Establish
Dates
Identify
Responsible
Personnel

(1 week)

(6-8 weeks)

Worksheet 5: Class Diagnostics Results for Grouping

Students
1)
2)
3)
4)
5)
6)
7)
8)
9)
10)

Phonological & Phonemic
Awareness

Phonics

4-Syllable Words

3-Syllable Words

2-Syllable Words

Affixes

r-controlled Vowels

Vowel Teams

VCe

CVCC & CCVC

Digraphs

VC & CVC

Letter Sounds

Letter Names

Phoneme Blending

Phoneme Segmentation

Medial Sound Fluency

Final Sound Fluency

Initial Sound Fluency

Onset/Rime

Rhyme

Directions: Based on diagnostic inventory results for each student, place an X in each skill column to indicate the
need for intervention. This recording sheet can then be used to inform grouping students with like needs for
intervention.

Word Analysis

Worksheet 6: Group Intervention Planning Tool
Group:
SMART Goal(s)
Individual (if necessary)

Group

Intervention Description

•
•
•
•
•
•
•
•

Skill Foci:
Projected Start Date:______ End Date:_____
Instructor:
Intervention Curriculum/ Tools:
☐ Tier 2 ☐ Tier 3
Group Size: ☐ Individual

☐2-5

Frequency (days/week) ☐ 5x ☐4x ☐3x
Duration of Sessions: ___ minutes/ day
Student Name

Class

Grade

Worksheet 7: Assignment of Intervention Tasks
Directions: Identify the person responsible for each intervention task and the date by which the task is to be
completed. Common titles of personnel typically responsible for these types of tasks have been provided.
Tasks

Dates

Assign Personnel

1. Assign Personnel to essential tasks; establish
initial meeting of intent and subsequent
meetings.

e.g., Superintendent

2. Analyze screening and skill-level data to
determine approach to instructional
modifications for the beginning of the 2021-2022
school year.

e.g., Curriculum Director; ELA Supervisor, Special Services
Director; ELL Director, Reading Specialist, Literacy
Coaches, or Interventionists

3. Once an approach is determined, (e.g. whole class
intervention or small group intervention),
designate staff members to implement
instruction.

e.g., Curriculum Director; ELA Supervisor, Special Services
Director; ELL Director, Reading Specialist, Literacy
Coaches, or Interventionists

4. Share assessment data findings and
recommendations for instructional modifications
with team leaders.

e.g., Curriculum Director, ELA Supervisor, Literacy Coaches

5. Approve recommendations.

e.g., Superintendent, Principals, Curriculum Director, ELA
Supervisor, Special Education Director, ELL Director

Name(s):

Name(s):

Name(s):
Name(s):

Name(s):
6. Revise master schedule and pacing guides to
reflect instructional modifications and establish
protocols for whole-class and/ or small group
intervention.

e.g., Superintendent, Principals, Curriculum Director, ELA
Supervisor, Special Services Director, ELL Director, Literacy
Coaches

7. Approve revised master schedule, pacing guide,
and instructional protocols.

e.g., Superintendent, Curriculum Director, ELA Supervisor
Principals

Name(s):

Name(s):
8. Provide training and coaching on revised master
schedule, pacing guide, and instructional
protocols for essential personnel.

e.g., Principals, Curriculum Director, ELA Supervisor,
Special Services Director, Literacy Coaches

9. Attend training for all aspects of instructional
modifications.

e.g., Principals, Curriculum Director, ELA Supervisor,
Special Services Director, Reading Specialists, Literacy
Coaches, Interventionists, Classroom teachers

Name(s):

Name(s):
10. Check for fidelity of implementation (e.g.
walkthroughs, lesson plan checks, etc.).

e.g., Superintendent, Principals, Curriculum Director, ELA
Supervisor, Special Services Director, Literacy Coaches

Name(s):
11. Provide ongoing training and support based on
fidelity checks and assessment data.

e.g., Principals, Curriculum Director, ELA Supervisor,
Special Services Director, Literacy Coaches

Name(s):

Worksheet 8: Progress Charting Tool
Initial
1.
2.
3.

Set-Up:
Record progress monitoring tool and specific measure used at the top of the graph.
Record the baseline score and test administration date in the outlined cells.
Record the benchmark goal (the next benchmark score) for the indicator used to progress monitor at the top of
the graph.
4. Input y-axis values representing the range between the baseline score and the goal score, allowing for scores to
be recorded that may fall below the baseline score and above the goal score (e.g., If the baseline score is 20 and
the goal score is 60, the y-axis scoring range might be 0-80 in increments of ten.).
5. Record the anticipated dates for weekly administration of progress monitoring probes.
6. Record the total weeks of intervention at the top of the graph.
7. Plot the baseline score on the graph at week one. Plot the goal score on the graph for the final testing week.
Connect these points to create a goal line.
8. Calculate the weekly growth rate by finding the difference between benchmark goal and baseline score divided
by weeks of intervention delivery. Record the expected weekly growth rate at the top of the graph and in the
outlined cell.
benchmark goal- baseline score
Example: 60-30 = 5 [expected weekly growth rate]
weeks of intervention
6
Plotting Student Data:
9. Following weekly progress monitoring administration:
i.
Record the student’s score and plot it on graph.
ii.
Calculate and record the weekly growth rate.
current progress monitoring score – previous week’s progress monitoring score
Example: 33 – 30 = 3 [weekly growth rate]

iii.

Record student attendance by recording the days the student was present out of the provided
instructional sessions. Example: 2/3
10. If changes to the intervention are made, draw a vertical line at the week of change.

Student Name: Click or tap here to enter text.

Grade: Click or tap here to enter text.

Progress Monitoring Tool & Measure:
Weeks of Intervention:
Benchmark Goal:

Progress
Monitoring Scores:
Weekly Growth
Rate:
Test
Administration
Dates:
Days Student
Present/
Instructional
sessions

Baseline

Expected

Expected Weekly Growth:

Class: Click or tap here to enter text.

EXAMPLE:

Worksheet 9: Assignment of Progress Monitoring Tasks
Directions: Identify the person responsible for each progress monitoring task and the date by which the task is
to be completed. Common titles of personnel typically responsible for these types of tasks have been provided.
Tasks

Dates

Assign Personnel

1. Acquire/develop whole-class and
small-group tools for monitoring of
student goal progress and establish
mastery criteria.

e.g., Curriculum Director; ELA Supervisor, Special
Services Director; Reading Specialist, Literacy
Coaches

2. Establish frequency and dates of
progress monitoring.

e.g., Curriculum Director; ELA Supervisor

3. Identify data collection system.

e.g., Superintendent, Curriculum Director;
Principal, ELA Supervisor

Name(s):
Name(s):

Name(s):

4. Establish decision-making rules used
for analysis of goal progress and
subsequent actions taken.

e.g., Curriculum Director; ELA Supervisor, Special
Services Director; Reading Specialist, Literacy
Coaches

5. Schedule intervention fidelity visits .

e.g., Curriculum Director, Principals, ELA
Supervisor, Literacy Coaches

Name(s):

Name(s):

6. Acquire/develop intervention fidelity
protocols.

e.g., Curriculum Director, ELA Supervisor, Special
Services Director, Literacy Coaches

Name(s):

7. Implement intervention fidelity visit.

e.g., ELA Supervisor, Literacy Coaches

Name(s):

8. Provide training and coaching on
progress monitoring administration
and scoring, data collection and
intervention fidelity protocols.

e.g., Principals, Curriculum Director, ELA
Supervisor, Special Services Director, Literacy
Coaches

9. Schedule data team meetings to
analyze student goal progress in
whole-class and small-group
interventions.

e.g., Principals, Curriculum Director, ELA
Supervisor, Special Services Director, Reading
Specialists, Literacy Coaches, Interventionists,
Classroom teachers

Name(s):

Name(s):

10. Schedule grade-level data team
meetings to analyze ongoing student
progress in core instruction.

e.g., Superintendent, Principals, Curriculum
Director, ELA Supervisor, Special Services Director,
Literacy Coaches; Classroom Teachers

11. Provide ongoing training and support
based on progress monitoring data
and intervention fidelity.

e.g., Principals, Curriculum Director, ELA
Supervisor, Special Services Director, Literacy
Coaches

Name(s):

Name(s):

