THE SCHOOL DISTRICT OF LEE COUNTY
2855 COLONIAL BLVD.
FORT MYERS, FLORIDA 33966

RESPONSE TO INTERVENTION

MANUAL

August 2010







TABLE OF CONTENTS
Introduction and Overview

DefiNItIoN AN PUIPOSE ... .ttt e e e e e e e e e oo oo oottt ettt e e et eaeaaaeaeaaaeaaaaansansbetbneeeeeeaaaaaaaaens 9
=V I o (=Y 1S UTTRR 10
ProDIEM SOIVING PrOCESS. .. ..ttt ettt ettt e e e e e e e e e s e e e e aaabbesbeeaaeeeeeeeaeaaaaaaaeesaaaaasnns 15
Rtl Problem-Solving FIOWCKNAIT. ... ettt e e e e e e ettt er e e e e e e e e e e annbnneeaeeas 16
[T 1 == L (o1 o - U1 o] o APPSR 17
1 =T o B T TSR TUPPPR 17
RE AN EBD RUIE.... ...t ettt etttk e e e e e et e e e e s e a bbbt e e e e e st bb et e e e e s antbeeeeeesaabeeaeeeennseees 17
Required Evaluation Elements for Determination DDS...............cooiiiiiiiiiieiice s e eee e 18
A RO PRRP 18
Behavior
R LI VoL I S T=T o T\ o T U SUUTPRR 23
e R LAV ST P\ o GRS 10 o] o Lo o PP PPPSRTRPRT 23
MeEAaSUIES t0 ASSESS BERNAVIOL..........ooiiiiiii e e e e e e e e e e e e e e e e e e e eaeaeans 24
Interventions Based ON fUNCLION. .. ........ et e e e e e e e e e e e e e e et eeeeeeeas 25
RE BENAVION INVENTOIY ... ...ttt s ettt et e e e e e e e e e e e oo e o e ahtabe e e et e e e eeaaaaaeaeaaasaaaaannnennbbnbsneeeaaaaaaaens 27
EBD VS. SOCIal MaladjUSIMENT.........uuiiiiieeiiii e et e e e e e e e s e e s e s s et e e e e e e aaaaaaeaeasessassansnnnrnreneneees 31
Avoiding Escalating Behavior and POWEr StrUQQLES.........vviiiieeiiii et e e e e e e e e e e e eeeee s 32
O Tt o o] 0 ol 01 (=1 V=T 01 o] E PP 33
T C=T V=T o1 o] T o 1= = RO OUURPR PRSP 34
Proven Effective ClasSrO0M PraCliCES ... ..ottt ettt ettt e e et e e s st e e e e e nreeas 35
L1 F= 11T fo Lo T (1 R (01U 11 1= P

Summary of Research
Social Skills Summary
Behavior Tracking Sheets

YN g Toto (o] r= 11/ =T O e 4 4= PP PUUPURRRN 39

Y = O = 7= o Fo Y T O o [P PUPPUUPURRRUUO 40

F Y = O =T oTo o F PP SRPP 41

[ 10 = (0T T L= o] o [ g U 42

FrequenCy/EVENt RECOTAING ... ...uuiiiiiiiisccemm e et eesessseeirettteaeeeeeeeeeeeeaaesesassssassnnssnsssssnssresrreereeeeeeeeeesnnnes B3

L =T 01T o Toy Y D - L= BRS]  1= = PP EEPERR 44

ELL

ENGliISh LANQUAGE LEAINEIS ... ..ttt e e e e e e e e e e e e e oot e ettt e e e e e e e e e e e e e e e e s aaa e nenbbesbessseeeeaaaaaeaens 47
Problem solving guidelines for Tier | English La@@i@ LEAINEIS .. .........uuiiiiiiiiiiiiiie e e e e e e 48
Pair your newcomer With DUAGIES.. ........e ettt e e e e e et e e e eeeaeaaaaaaeaaaas 49
Understanding the impact of language differenceslassroom behavior..............cccooiiimeecce e 49
EXPIaining BICS @0 CALP .. .. .ottt et e e e e e e e e e e e oo e e b ettt ettt e et e e aaaaaaaaesaesaaaannnnbbnbeeeeeeas 51
L@ =TI o Vo [ - Vo = SRS 51
Language Development Levels: Sample BehaviorsarlasSrO0m.. ..........uuuuieeiiiiiiiieeeesicmcee e e e e e e s esssennnnnens 57
Language Difference vs. COMMUNICAIVE DISOIUEEL...........ccciiiiiiiiiiiieiiiee e e e e e e e e s e s e ereeeeeeaeeas 58
Sheltered Instruction and the SIOP MOUEL.. ......ceiiiiiiiiiiie e 59
Making Content Comprehensible for ELL Students: BHOP MOdEL.. .....cuvvveiiiiiiiieeiiiiiie s cmmemmee e e e 59
Ten Things to Improve INstruction for ELL STUAENLS..........ooiieiiiiieeee e e e e e e e e e e e e e 60
REAMING SEIALEQIES. . ...etteeeieiiiiii ittt ettt e e e e e e e e e e e e e e oo e e aaabe et e e ittt e e eeaaaaaaaaeeaasaaaaansasbbbbbeaeeeaaaaaaaaaans 65
[ U Y (=1 (=T o = TP PP PR PP 72
Strategies for COOPErative LEAIMING. . ... ..ottt e e e et e e e e e e e e e e e s e e s e annsbabbbebeeeeeeas 73
General Strategies fOr ELL STUENES. . .....ouiiiiiiiiiiiiiiee ettt e e e e e e e e eeeeeaaaaeaeaaaan 74
Accommodations for INSIrUCLION ANU ASSESSIME ML .. ittt e ettt et e et e e e e e e e e e e e e s s e s s annnenees 75
Suggested Accommodations for ELL Students
VWD RESOUICES.. .uittiiiie ettt et e e et e e e ettt e e e e ekttt e e e e s h b bttt e e s aabe e e e e e e an bbbt e e e e e e s bbe e e e e e e anbbbeeeessnnnteeeeeeannrees

Rtl Problem-Solving FIOWCKHAI...........oo i eeeei e e e e e e e e s s rr e e ee e e s e s e nnnrnnneneeas



Math

Elementary Math PrOGIaIMS ........ .. e oottt ettt e e e e e e e e e s s e e e naabbeebeeteeeeeeeeaaaaaaaaaeasaaaaannes 81
MiddIE MAth PrOQIramMIS .......eeeiieeeeiei it ettt ettt e e e e e e e e e e e e e e aea bttt bt e et et et aeaaaaaeaeeaesaesaaannnnnssnees 82
6" GradE COUISE OPHONS ......v.vveeeeeeeseeeee e et et e e et et ee et s et et etee et ettt es s s s s s s s s s s s s e e e eeeeseeeeeeeeeeeeeaeseas 83
REEBIOCK SCREAUIE A ...ttt e e e e oo e oo oo oottt te ettt et e e e aeaa e e e e s e e s e e e nnnbnbbenbeeeeeaaaaaeeaeaaaas 84
R BIOCK SCHEAUIE B ...ttt ettt e e e e e e e e e e s e e s e e e nbabb e e beeeeeaaaaaeaaeaaeas 85
[ 1To | Y F= 10 g e T | =10 P PUPPPRTRT 86
9" Grade AlGEDra COUISE OPHIONS............eueeeeeeeeeeeeeeeeeeeeee et et e e e e et e e e e et e e e e e e ee e e e e et ee e e eneneeeeeeenas 87
= ToTod TS Tod s 1= U o TP 88
= ToTod TS Tod s =T U = = TR 89
Reading
Elementary Reading DElIVENY SYSEIM ........ucceeeeeeeeeeeiie i ie e et e e e e e e e e e e s e s s ae s s e et reereraeeaaaaaaeeseeaanas 93
Elementary Tier Component GUIAEIINES ....... oottt e e e eeeees 94
Elementary Reading CUTICUIUM ... ...ttt e e e e e e e e e e e e e e et e e st e e e e eaaaaaaaaaaeaaaan 95
Middle Reading DEeliVEIY SYSIEM..... ... ettt e e e e e e e e e e e e s st et se et e e e e eeaaaaaaaaaeaaaan 96
Middle Tier Component GUIAEINES ....... ..ottt e e e e e e e e e e et eeeeeeaaas 97
Middle School ReadiNG CUTICUIUM ......... . ettt e et e e e e e e e e e e e ettt e e e e e aaaaeaaesaaaaaaannnnbeebenbeeeeeeeeaaas 98
REEBIOCK SCHEAUIE A ...ttt ettt e e e e oo oo e oo e e et e ettt e e e e e e aaaaeaeesae s e e e annnnbabbesaneeneaaaaaaeaeaaeas 99
LR =1 ToTod TS Tod s =T U] o = PR 100
High Reading DElVEIY SYSEIM .......uuiiiiiiiiiiiiiiiiiee et e e e e e e e e e e s e s s e e s eeer e e e e e eeaaaeeeaseasassssasnssnnrenrsnneeeeeeees 101
High Tier Component GUIAEIINES. ......ccviiiiieeeeeee e e e e e e e s s ereraeeaaaaaaeeeeaanan 102
High School Reading CUITICUIUM .......oiiiiis oo e e e e e e e e e s e e e e e e e aaaaeaeaseesesssnnnennrrnns 103
LR = ToTod TS Tod s =T U o SR 104
=] (o Tod g Ted g 1= To [ L = USRI 105
[ (o] g o F= W =T To [T gL N 1Y To o [ PP PEPPPUPRT 106
Reading Decision Points DIagnOStC CRart... .. ..ot 107
Roles and Responsibilities
(0] (=T O = L TP OO 111
Role 0f the SChOOI PSYCROIOQIST ... ...viiiiiccceme e e e e e e e e e e e e e e e aaeee e e e e e e e ennannnes 112
Speech and Language
Problem-Solving Rtl Process: SLP INVOIVEMENT o ae . e ee e e e e e e e e e e e e e e e e e eaa e 115
StrategiC ClasSrO0M INTEIVENTIONS ... ..uuiceecce e e e e e s ee ettt e e et e e eeeeeeesassaa s et saeeerrerraeaaeaeaaessessanannnnnes 116
Language Correlates
Print and Phonological AWAren@SS CAIT 1 ..t e e e e e e e e e e e e 117
Phonics and FIUBNCY Chart 2 ...ttt bbbttt e e et e e e e e e e e e e e e e e s aaeaaaanes 118
Vo or- 1 o[0T YA O o F- T A TP PPPPRPPPP 119
CoMPreNENSION CRAIT 4 ... ... ettt et et e e e e e e e e e e e e e e s e s aaaannnbnnbeeee 120
V= U1 O ¢ =T A S PR UTTU U PR UPPPP 121
[Ry=T= Lo T aTo =Y qTo [U T Vo [T @ - o TSR 122
Teaching Routines and Developmental Order
Language Curriculum FOIM SKIllS .......uuuiii e e s e e e e e e e e s e s s e e e e e reeaaaeeeaeasenas 123
Language Curriculum Content SKIllS .........coooiiiiiiii i e e s e e e e e e e e e e e e e e e e e aen s 125
Sy o L= Tol= YA IoTor=\ o] Y Zo o= 1 111 - 1 Y2 SRR 126
Space/Location DevelopmeENntal Order.........cuiviiiiiiic e e s s e e e e e e e e aeaeeaeeseeannaans 127
Time SeqUENCE VOCADUIAIY ..... .ottt e e et e e e e e e e e e e e e e e e e e aaannes 128
Temporal Vocabulary Developmental Order..... e e e e as 129
LAY RO 10T 1T R 130
(0] a]1¥1 o T 1o £ £ 3 T S O TP PPPPURTUTRR 133
Language Teaching ROULINES ChaIT..........co et e e e e e e e e aaaaaaeaaeaeas 135
Forms
RE USEE GUITE......eeiiieiiiiiiieee e ettt et s sttt e e e e sttt e e e e e sab bt e e e s aaabe e e e e e e amebee e e e e e anbbe et e e e e anbbaeeeeseannaeeeeeennnnees

Rtl Problem-Solving FIOW CRar.........coiii it e e e e e e e e e e e s e e s s s neeeeeees
Comprehensive Student Review Form
(070 ]|[ST= o [T @ 0 F=T=T 7= o] o 1 o 2 PSR




o= T a1 N [0 11 {To= U o) T T T o 151

Communication SKills CheCKIISt FOIM A .. ..oreeei ettt e e e et e e e e e et e e e e eeaans 152
Communication SKills CheCKIISt FOIM B ......occeeei ittt e e e et e e e e e et eeeeeaans 153
CORE Differentiation Plan fOr ELL STUAENTS .. eveieeeeiie ettt e e et e e e e et e e e e e eaaaeeeeees 45
Student IMProVEMENT PIAN ... ettt e et e e e e e e e e e e e e e e s e e s e e nnnnbnneeeeees 158
Progress MONItOrNG GraphS ........ooi oo oottt ettt e ettt e e eeaaaeesaa s e naanbbsbbsseeeeeeeeeaaaaeaaaaesasaaaannes 160
Student Intervention PIan REVIEW FOIM ... .o ereeeeee ettt e e et ere e e e e et s e e et e e e e e et e e e eeraanns 164
Documentation of Need for Comprehensive EValuation..............ccccocuiiiiiiiiiiieieiiceeee e 166

Resources and References

RESOUICES ...ttt i e e e e e e e e e bbb e b e e et et e e e et e e e e e e e e e e s e 171
R LE] (=T =T o (ot OO PP TSP 175
Appendices

APPENTIX Al PArENt BrOCKUIE ...ttt e e e e e e e e e e e e e e ettt et e e e eaaaaeaaaaasaasaaaannnrnnbenbeeeaeeas 179
Appendix B: SChOOI Data PrOfil ......... o ittt e e e e e e e e e e e e e e e e e nnnannes 182
Appendix C: Rtl Implementation Self-AsSessSMeNnt TOOL........oooii i 185
Appendix D: Communicative Difference VS DiSOMTEL . ..ottt e e e e e e e e e 190
Appendix E: Assessments in the R FraMEWOIK ..o .. ittt 193
Appendix F: Support for use of fluency probes fogoing progress monitoring ........cevveeeeeveeeeccccnivniieeeeeeneen, 194
Appendix D: Universal BENAVIOr SCIEEN.......cccceeiieiieiiiee et e e e e e e e e e s aeeees 197

Printing Instructions: When printing the manual, please choose ScaleferPsazel etter






INTRODUCTION AND OVERVIEW TAB



INTRODUCTION AND OVERVIEW TAB



INTRODUCTION AND OVERVIEW

Definition and Purpose

The School District of Lee County has adopted theg®nse to Intervention (RTI) model to provide &caid and behavioral support
in the general education classroom with the goalrefenting students from falling behind througHhyeatervention.

The National Research Center on Learning DisadsliiNRCLD, 2006) defines Response to Interventson a

“...an assessment and intervention process for sydteally monitoring student progress and makingisiens about the
need for instructional modifications or increasipghtensified services using progress monitorintada

RTI is an integrated approach to service delivérgt tencompasses general, remedial Brdeptional Student Education (ESE)
through a multi-tiered service delivery model. ulilizes a problem-solving framework to identify camddress academic and
behavioral difficulties for all students using stiéic, research-based instruction. Essentially] B the practice of: (1) providing
high-quality instruction/intervention matched tb stidents’ needs and (2) using learning rate twez and level of performance to
(3) make important educational decisions to gurddruction (National Association of State DirectofsSpecial Education, 2005).
RTI practices are proactive, incorporating bothvprgion and intervention, and are effective atledels from early childhood
through high school.

RTI is a general education initiative written irtfte special education law. The language that Gmsguses in Individuals with
Disabilities Education Act (IDEA 2004) and Elemantaand Secondary Education Act (NCLB 2001) stresbres use of (1)
professionally sound interventions and (2) insinucbased on defensible research, as well as €3)elivery of effective academic
and behavior programs to improve student performa@opngress believes that as a result, fewer emildvill require special
education services.

Recent research shows that multi-tiered modelefieetive educational practices within schools timdp high quality instruction to

all students. The key purposes of RTI are: (1) deessbased on data, screening for at-risk stud@)jtschool wide collaboration to
help each student, (3) progress monitoring, ancey4juating the effectiveness of instruction anériventions. The RTI concepts
presented in this document make use of a mulidiepproach that incorporate the aspects of apaized education.

Due to Lee County’s cultural and linguistic divéysin student populations, resources, and geogcaptgas, it is expected that no
two school buildings will implement RTI in precigehe same way. With that in mind, this manual basn designed to propose a
framework for schools to implement RTI. Althoughuch of the research emphasizes the application ™f With reading
interventions, the School District of Lee Countylwe applying RTI to math, writing, science anchaeior.

Instruction should be standards-based, studenewsht and rooted in assessment with the consistemtof best instructional
practices and materials that are grounded in rekearA holistic approach to problem-solving wik lised with each child, taking
into account cultural, social, and oral languagedies. Parents need frequent communication tomeawith the school when making
RTI decisions.



Main Ideas

The RTI team is typically different from the chidudy team in that the child study team historichlhs been used in a pre-referral
and referral process for Exceptional Student EdoegESE). The RTI process is aarly intervention and preventigirocess with
the goal being to eliminate the future need for Es®Evices for the child by intervening before a gapmcademic achievement
becomes too great. RTI is about prevention anig sapport, it is not a retooling of the pre-re#dfchild study team process.

RTI is comprised of core principles that represegbmmended RTI practices (Mellard, 2003). Thesaciples represent systems
that must be in place to ensure effective implert#n of RTI systems and establish a frameworkuidgyand define the practice.

1.

Use scientific, research-based interventions/instation. The critical element of RTI systems is the deliveifyscientific,
research-based interventions with fidelity in geheremedial and special education. This means tti@ curriculum and
instructional approaches must have a high proliglofisuccess for the majority of students. Simstructional practices vary in
efficacy, ensuring that the practices and curriculave demonstrated validity is an important carsition in the selection of
interventions. Schools should implement intervamti monitor the effectiveness, and modify impletaton based on the
results.

Monitor classroom performance. General education teachers play a vital role inigthisg and providing high quality
instruction. Furthermore, they are in the besttimsito assess students’ performance and proggesash grade level standards
in the general education curriculum. This prinei@mphasizes the importance of general educatechées in monitoring
student progress rather than waiting to determow $tudents are learning in relation to their saged peers based on results
of state-wide or district-wide assessments.

Conduct universal screening/benchmarking. School staff conducts universal screening in atecacademic areas. Screening
data on all students can provide an indicationroinalividual student’s performance and progresspared to the peer group’s
performance and progress. These data form the f@asian initial examination of individual and gmpatterns on specific
academic skills (e.g., identifying letters of tHpreabet or reading a list of high frequency woraswell as behavior skills (e.g.,
attendance, cooperation, tardiness, truancy, sagpex) and/or disciplinary actions). Universalegeiing is the least intensive
level of assessment completed within a RTI systanh tlzelps educators and parents identify studentg @déo might be “at-
risk.” Since screening data may not be as reliaBl®ther assessments, it is important to use pfeulsiources of evidence in
reaching inferences regarding students “at risk.”

Use a multi-tier model of service delivery.An Rtl approach incorporates a multi-tiered modedervice delivery in which each
tier represents an increasingly intense level ofises associated with increasing levels of leamezds. Lee County School
District has adopted a three-tier approach.

In a RTI system, all students receive instructinrthie core curriculum, supplemented by strategit iatensive interventions
when needed. Therefore, all students, includingehwith disabilities, may be found in Tier 1 (wilte exception of profoundly
disabled students). Important features, such asr(iiersal screening, (2) progress monitoring figBlity of implementation and
(4) problem solving occur within each tier.

See Response to Intervention Problem-Solving Flowalt on page 16 for an overview.

Figure 1 illustrates layers of instruction that denprovided to students according to their indiaidneeds. ALL represents the
core (Tier I) and the largest group of studentgraximately 80-90%, who are performing adequatetpiw the core curriculum.
SOME comprises a smaller group of students, tylyical10% of the student population, who are chokased on a lack of
response to interventions within the CORE. Théséents will need strategic interventions (Tiertd)raise their achievement to
proficiency. FEW contains the fewest number oflstus, usually 1-5%. These students will neechsite interventions (Tier
1) if their learning is to be appropriately supped.
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Figure 1: Three-Tier Model of School Supports

Academic Systems Behavioral Systems

Intensive Interventions

- Individual Students

- Targeted assessment-based

- Progress monitoring increases to
once a week

Supplemental Interventions

- Some at-risk students

- High efficiency progress

- Monitoring increases to twice per
month

Core Interventions

- School-wide or classroom
specific

- Preventative, proactive (PBS)

- School profile based on school-
wide discipline records

Intensive Interventions

- Individual Students

- Targeted assessment-based

- Progress monitoring increases to
once a week

Supplemental Interventions

- Some at-risk students

- High efficiency progress

- Monitoring increases to twice per
month

Core Interventions

- All subjects, all students

- Preventative, proactive

- All students ‘Benchmarked’ at
least 3 times per year on core
academic skills

5. Monitor progress frequently. In order to determine if the intervention is worifor a student, the RTI Team must establish
and implement progress monitoring. Progress mongois the use of assessments that can be contlfretguently and are
sensitive to small changes in student behaviorta @allected through progress monitoring will infothe RTI Team whether
changes in the instruction or goals are neededormed decisions about students’ needs requireuéneigdata collection to
provide reliable measures of progress. Variousiauum-based measurements are useful tools foritoramy students’
progress.

6. Implement with fidelity. Fidelity refers to the implementation of instructi@nd interventions as designed, intended, and
planned. Fidelity is achieved through sufficieme allocation, adequate intervention intensityaldied and trained staff, and
sufficient materials and resources. Fidelity isalvin universal screening, instructional deliveagd progress monitoring.
Successful RTI systems must consistently maintégh hevels of fidelity in the implementation of bointerventions and
progress monitoring. This means that the inteigarplans are applied consistently and accurat#lis the responsibility of an
administrator at each school to ensure fidelityntignitoring the delivery of instruction (e.g., pagiguides, fidelity checklists,
Principal's Walk Through, etc.).

Tiers

As noted earlier, a RTI approach incorporates aiftiated system of service delivery in which edign represents an increasingly
intense level of services. The level of suppartsfiventions provided to students changes fluidiynf tier to tier. A multi-tiered
concept aligns all available resources to suppaitaddress students’ needs regardless of theibiéitig for other programs._lt is
important to note that RTI is not a placement mpilé$ a flexible service modelTiers build upon and supplement the lower tiers,
rather than supplanting them.

Tier component guidelines for Math begin on page 81

Tier component guidelines for Reading begin on pages3.
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Core Instruction (Tier 1)

In the RTI framework, all students in Tier 1 re@high quality scientific, research-based instarcfrom general education teachers
in the core curriculum. The core curriculum provides the foundation festruction upon which all strategic and intensive
interventions are formulated. While Tier 1 instion occurs in the general education setting, ihd¢ necessarily grade level
instruction but rathedifferentiated instruction Instruction at Tier 1 includes all developmerdaimains such as behavioral and
social development along with instruction in aca@eoontent areas. Tier 1 instruction must be kbfferentiated and culturally
responsive to serve approximately 80-90% of theélesttibody and is effective for the vast majoritystfidents. At this phase,
general education teachers match students’ presiggigkills with course content to create an appadg instructional match and use
instructional strategies with fidelity that are @snce-based.

An important first step in identifying at-risk stewts is the use afniversal screening and/or benchmarkingof students in all core
academic areas. At Tier 1, universal screeningfiostudents is conducted at least three timestheabeginning, middle and end of
the school year. Scores earned at different tuoeifig the year are used to determine whetherdestis performance and progress
is increasing, decreasing, or staying the sameivadusal screening is typically done through brisf@ssments such as curriculum-
based measures (CBMs) to include FAIR. Significarmhbers of students meeting proficiency levelg.(&0% or greater) based on
the results of universal screening tools is ancatdir that the instruction in the core curriculsreffective. When there is evidence
that instruction in the core curriculum is not effee, schools must examine whether it is occurring schdade or whether it is a
class-specific problemlf, for example, a school has a high percenta#fgeudents with a particular risk factor for lowhéevement
(e.g., low-income) this does not automatically méans acceptable to refer a higher proportion toidents in that school for ESE
services. Instead, consideration should be gieeretlesigning the core program so that it meetsndetls of the school’s core
student population. When the core curriculum feaive, interventions within the core will needlie made for at-risk students in
accordance with their individual needs based omarsal screening/benchmarking data, followed byprss monitoring.

While a variety of universal screening tools araikmble, schools are encouraged to choose tootsatleaeasy to administer and
analyze. Schools should utilize multiple convetgsources for screening students, including: distiide assessments; existing
data; classroom data; CBMs; and other measuremefi;issroom reading assessments and the Floridassments for the

Instruction of Reading (FAIR) should be used &sphmary screening tool for assessing readindsskilkindergarten through tenth
grade along with the Stanford Assessment Test (8#)Tand the Florida Comprehensive Assessment FE€#T) scores. To ensure
valid and reliable results, directions for admieisig screening tools and scoring the results shbelexplicitly followed. For some

students additional assessments may be needegfects language and Limited English ProficiencyR)LE

Progress monitoring documents student growth over time to determinethdr the student is progressing as expected icdhe
curriculum. A student’s progress will need to waphed after each formative assessment to tracktigror lack of growth. There
are multiple ways to graph data collection suchyaband, Excel templates, and online tracking ses:i The School District of Lee
County has established some assessment templatshfl/teacher use. Training is available atsttteool level to ensure accurate
progress monitoring documentation techniques. 8upgnd district Rtl Teams have been establishedufgport schools in this
process.

CBMs are primarily used as a method for progressitoong and are characterized as brief, easy tiaidter and score, and

produce measures that are good predictors of amstfsdacademic ability. A list of various CBM teatan be found in the resources
section of this manual. CBMs are used for botteessing/benchmarking and progress monitoring. Otheasures of student
performance such as classroom observations, stdte-and district-wide assessments, and other stdizéd testing may be

considered when measuring the effectiveness ahtbeventions provided.

The data collected during Tier 1 progress monitpah‘at-risk’ students helps teams make informedisions at the classroom level.
These data provide a picture of the student’s perdoce and rate of growth (i.e., progress) to mfamstructional and curricular
changes so that every student reaches proficiem¢grgeted skills. Students who do not reach &qgieacy level at Tier 1 will need
more strategic interventiond.ack of responsivenesss defined as the rate of improvement, or a pregygtope, that is not sufficient
for the student to become proficient with statendgads within a reasonable timeline without praisof additional interventions.
This is why accurate data collection and graphéngsisential to track the rate of a student’s pgsgre

The decision to advance to Tier 2 is based upomraiysis of the progress monitoring data and archtation of a lack of

responsiveness at Tier 1. A holistic approacheisded when determining possible causes of thedaituprogress such as medical
conditions, family crises, or other traumatic lfikanges that may impact the student’s classrooforpaance. If these events are
short-term, the team may decide to keep the stuidemter 1 and provide other supports to addressithmediate needs of the
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student. In very rare cases, some students andisatly below Tier 1 and Tier 2 peers, indicgtia need for Tier 3 intensity in
order for the student to make progress. The RanTwill make this determination when reviewing sitedent’s individual needs.

Following Florida state requirements, any studentfioning below grade level in reading (as meabimethe SAT-10 or FCAT) is
required to receive a minimum of 120 (90+30) misyter day in reading instruction. This requiremeifitbe addressed through the
RTI multi-tiered process. Students receiving Tiemd Tier |1l supports may need interventiongha regular classroom, in addition
to interventions in the Tier Il setting. The RTIame may assist the classroom teacher in designieggtinterventions; however,
many of them are just a normal part of good teagpimactices.

Many interventions can and should be done in theleg classroom (Tier I), following the principle$ differentiated instruction and
universal design, regardless of whether or notahter has any students receiving supplementalt@nsive intervention supports in
their classroom. Universal design means that,oaih something may be intended for a particulagetant has universal
applications For example, although a wheelchair ramp is inteintb assist people in wheelchairs, it is routingdgd by delivery
people with a hand truck and parents with strollasswell. The scenarios below illustrate how RBrks in the Core, using these
principles.

Scenario One- Core Interventions

Mrs. T has no students who require strategic @nisive support; however, she routinely monitorsdh&ss using Curriculum Based
Measures to be sure her students comprehend wina slying to teach them. After teaching a sosiatlies lesson to her third grade
class, Mrs. T administers a quick, short test tec&hfor understanding. Since more than 80% of hetemts demonstrate mastery on
the test, she knows her instruction is effectivmyéver, three students do not demonstrate mas@ng student is ELL, one has been
diagnosed with ADHD, and the other has no particdifference in her profile. She decides to move $ludent diagnosed with
ADHD to a less distracting location where she cameneasily redirect him to focus during her instiart. She also adds a component
to her lessons to pre-teach keyword vocabularyéow concepts. After her next several lessons, dherégsters another test and finds
that all three students have shown adequate pdres core interventions appear to have been ssfideso she continues them,
probing throughout the year to be sure the intdreas remain successful.

Scenario Two- Core Interventions

The next year, Mrs. T has two students in her ofesa who receive strategic supports, which inclagia reading instruction. She
also has an ELL student who passed the FAIR scrgeand receives instruction in the core, but samedi struggles with
comprehension. She routinely incorporates pre-tagdkteyword vocabulary into all of her lessons, ethshe found to be helpful to
all of her students last year. Additionally, sirete knows her students receiving supplemental stppead slowly and sometimes
struggle with comprehension, she assigns a pe&rgran work with them during seatwork time. Her @Brobes demonstrate that
these strategies are beneficial for all of her etiwsl including those readers receiving strateggpsrts. If not, she would attempt
different strategies, perhaps in consultation i reading specialist who teaches her studeng$ving strategic supports.

Supplemental and Strategic Interventions (Tier Il)

Strategic interventions are provided to students who are not achievingdissred standards through the core curriculumealon
despite differentiated high-quality instruction.ieff Il typically consists of 5-10% of the studemidy. Strategic interventions
supplement (not replace) the instruction in theeamurriculum provided in Tier | and should be taegeat identified student needs
and stated in an intervention plan. Decisions alelecting the appropriate strategic interventisinguld be made when a student
begins to receive the strategic supports and theiewed through progress monitoring at appropiistervals after interventions are
implemented.

Strategic interventions are intended to be shomtand are put in place for immediate implementgtioowever, students may
continue to receive supplemental interventionsaftong as they are making reasonable progressle Wi specific time frame is
mandated, interventions need to be in place foeraog long enough to accumulate streams of meaulimaigita. This will allow the

teams to make informed and well considered dedsidnterventions are generally provided in smail@upings; they may occur in
the main classroom or in other settings. Instauctnust be provided by trained staff and supervigethdividuals with expertise in
the intervention chosen by the RTI Team.

At Tier Il, progress monitoring involves reviewirgxisting data of the student’s performance and nassyusing CBM tools.

Progress monitoring is done more frequently at Tlig¢han Tier |, usually occurring two times per mtlo, or more frequently as
determined by the RTI Team. Data gathered throtigh Il progress monitoring informs teams of mochtfiions needed to student
intervention plans. For example, if progress namig data reflects student performance below the tine over four consecutive
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periods of data collection, the amount and frequeriche intervention should be increased, or natagic interventions should be
added.

Students who are successful may no longer reqtiisgegic instruction once they reach a delineatedcbmark. However, a
significant number of students experiencing suceasthese strategic interventions will contineenieed this level of support over
an extended period of time to remain successfalt a~small percentage of students, Tier Il intetiegrs will not be enough. If a
student is not making adequate progress aftedigtiermined that the strategic interventions haaenbimplemented with fidelity, the
student may require more intensive interventioner(Tl).

Intensive Interventions (Tier IlI)

Intensive interventions(Tier Ill) are designed to accelerate a studenatis of learning. This is done by increasing tiegjéiency and
duration of individualized interventions based amgeted assessments that analyze the lack of rEspoass to the interventions
provided through core and strategic interventiohstensive interventions are supplemental to cdiier(l) and strategic (Tier II)
interventions and are targeted to specific indigldstudent needs. Students receiving intensivpatp are those students who are
performingsignificantly below standardand who have not adequately responded to hightyuaterventions provided at the Core
and supplemental levels.

Intensive interventions generally are required filewer than 5% of the student body and are usuadijveted in groups of
approximately 2-5 students. Progress monitoring abmpleted more frequently at this level, aste@n a weekly basis. In addition
to the interventions the student is receiving & ¢bre curriculum and at the strategic level, theyy need even more additional time
or modifications for success.

Prior to selecting intensive interventiortargeted assessmentsire typically conducted prior to a student recejvintensive
supports. These assessments are more diagnostature and use direct measures in addition toyaisabf RT| data to provide
more in-depth information about a student’s spedifistructional needs. They are used to identily student’s skill deficits.
Targeted assessments may be administered by dpé@ated general education teachers, readingialgs, school psychologists,
or other specialists. Targeted assessments inthadase of interviews, observations, error anal{sthniques, CBMs (in this case
targeting a very narrow skill), other standardiasdessments, and/or a functional behavioral assaessm

Students who are successful with this level of supand no longer need intensive individualizeeiinéntions may be returned to
previous levels of support. Students who @oe successfubr require permanence in terms of intengfyinterventionsshould be
referred for the possible consideration of ESEisesr The school-based problem-solving team witisider the need for further
norm-based assessment(s) and a referral to ESEr Btig-term planning (such as a 504 plan) may laésconsidered if indicated.

Problem Solving Process

Problem solving is a data-based decision makinggs® that is used to identify needed interventionstudents at all levels of

support. Decisions are made by RTI Teams thatcareposed of individuals who are qualified to makeartant educational

decisions and to determine the allocation of resmsir As a general rule, the composition of a R&am changes by adding
additional specialists’ expertise as students niow@ tier to tier. RTI Teams should always inclutie student’'s general education
teacher(s) and parents. RTI Team participants tmigtiude: reading specialist/coach, school adrmaisr, counselor, ESOL

representative, school psychologist, speech arglge pathologist, additional general educatioff, sdéad paraprofessional. The
technology specialist may be involved to consugireing data collection and reporting methods.

See page 111 for specific roles and responsilsldgfeeach team member.

In making decisions, teams should use the folloveipgroach:

» Define the problem- When a concern is raised, the first step is e the concern and attempt to identify the probleThe
RTI Team should first review existing student dadadetermine specific problems. For example, alestt should not be
identified as simply having an academic or a badraproblem. The team should try to narrow the f@ob(based upon

available data) to identify the deficit skill arsp((e.g., phonemic awareness, problem solving sskithath calculations,
vocabulary, reading comprehension or peer intayasfietc.).
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Analyze the cause- Once the problem is defined, the RTI Team needdevelop a hypothesis as to why the problem is
occurring and continuing. This involves analyzihgse variables that can be altered through intruén order to find an
instructional solution. This includes questiondidélity, missing skills, motivational factors, tack of exposure to the general
curriculum. The team should focus on explanatiafithe problem that can be addressed through etgru In addition to the
cause of the problem, the team needs to consigesttident’s rate of learning. In doing this, tkam reviews the student’s
learning trend (e.g., progress) in the areas ifledtby the RTI Team. The team should also compaestudent’s progress to
peers over time.

Develop a plan- Once the problem has been analyzed, the teantifidennterventions that will meet the student&eds. The
team does this by developing a plan that includesmplementation timeframe; the frequency of titeriventions (how often
the intervention will be provided and for how mamynutes per week); who will provide the interventi¢e.g. classroom
teacher, reading specialist, etc); and a timefreonevaluate the effectiveness of the interventitmtervention plans should be
documented using the Student Improvement Plan (8tRjed on page 158 of this manual. The studetd's should outline the
goal for progress. The team plots an aim line [(§oa) depicting the desired rate of progressualeiht needs to reach the goal
from the current baseline. The RTI interventioarpshould be developed to form one cohesive plathéstudent.

Implement the plan- Interventions must be implemented with fidelitfo ensure fidelity, qualified staff must delivdret
interventions according to the prescribed procesk @escribed timeframe. Schools should documigeit delivery of the
interventions using multiple sources (e.g. obsémmanotes, lesson plans and grade books, studet nefiecting instructional
elements and graphs of student progress, etc.).

Evaluate the plan- In order to determine if the intervention is wimidk for a student, the team must collect data thinou

progress monitoring. The data must be chartedaptged. See sample Progress Monitoring Graphs ga 380. The frequency

of progress monitoring depends on the tier, butllirases the process is similar. A student’senirperformance and progress
is compared to their projected “aim-line.” If pemfhance falls significantly below the aim-line ovéree or four consecutive

monitoring periods, the RTI Team should revisit itervention plan to make appropriate modificasi@n revisions.

The Problem Solving Model

1. Define the problem

5. Evaluate the 2. Analyze the cause

Revise, modify, and intensify
with expanding supports

4. Implement the plan 3. Develop a plan
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Response to Intervention

Problem-Solving Flowchart
The School District of Lee County
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Parent Participation

Involving parents at all phases is a key aspe@ sficcessful RTI program. As members of the REnT,eparents can provide a
critical perspective on students, thus increadimeglikelihood that RTI interventions will be effaet. For this reason, schools must
make a concerted effort to involve parents as easlpossible, beginning with instruction in theecourriculum. This can be done
through traditional methods such as parent-teacheferences, regularly scheduled meetings, or bgranethods. Parents must be
notified of student progress within the RTI systema regular basis.

See Parent Brochure in Appendix A.

Because RTI is a method of delivering the genedaication curriculum for all students, written comsé not required before

administering universal screenings, CBMs, and tady@assessments within a multi-tiered RTI systerermtiese tools are used to
determine instructional need. However, when aestudails to respond to interventions and the degiss made to evaluate a
student for ESE eligibility, written consent must @btained in accordance with ESE procedures.

Rtl and ESE

What is the role of RTI in the identification okpecific learning disability (SLD)?

Previously, Florida school districts were requiteduse a severe discrepancy between achievemenintaiiégctual ability when
identifying SLD. Currently, IDEA 2004 gives schatiktricts the flexibility to determine that a stud has SLD using RTI data as
part of a comprehensive evaluation. Proponentatpmit that_identifying SLD using RTI data shifteetfocus of the evaluation
process from emphasizing the documentation of thdest's disability to emphasizing the student’stinctional needs RTI
emphasizes this shift of focus through documematiba student’s persistent failure to progressneaier receiving intense and
sound scientific research-based interventions & dbneral education curriculum. It is importantriote that the quality and
effectiveness of the Tier | through Tier Il interntions has a direct effect upon the number ofesttedthat will eventually be referred
for possible ESE services.

After appropriate CBM probes have been administesad after multiple attempts have been made tdeim@nt all available Tier 3
interventions with fidelity, a student should bensimlered non-responsive when the student’s levacaflemic achievement has: (a)
been determined to be significantly lower than thfatis or her peers and (b) the gap between thdest's achievement and that of
his or her peers increases (or does not significalecrease). Unless other information explaires Itttk of achievement, students
who are non-responsive at Tier 3 should be refefoedfurther evaluation. The Rtl Team will considexquesting a psycho-
educational evaluation. See Appendix E for thedirest for Evaluation Worksheet”. Evaluation anigikllity requirements for
Exceptional Education Services will be definedhie$pecial Policies and Procedurasnual.

Students who qualify for ESE services may, noneftetontinue to receive general education instmgti all tiers, in consultation
with the ESE teacher, according to the placemeatitated on their IEP. They may require ESE sesvfoe shorter periods of time in
a RTI system because of the high quality instructicovided to all students. Ideally, some studeriie were previously determined
SLD should be able to exit ESE as a result of ticesiased instructional capacity in the general afituc environment.

Rtl and EBD RULE (Rule 6A-6.03016, FAC)

The school-based problem-solving team is respomdiint developing and implementing intervention guares to support the
academic and behavioral success of students igeheral education environment. The rule requiras ‘th minimum of two (2)
general education interventions or strategies $tmadittempted” (Rule 6A-6.03016(1), FAC).

Additionally, “pre- and post-intervention measucéshe academic and/or behavioral areas of conerrst be conducted to assist in
identifying appropriate interventions and measutingjr effects” (Rule 6A-6.03016(1), FAC). This dds collected to monitor the

effectiveness of the interventions implemented.,(iresponse to intervention). Ongoing progress itoong and data analysis

provides the information necessary for making dessabout the focus and intensity of interventio@ngoing progress monitoring
and data analysis contribute to informed decisicaking and adjustments concerning instruction andrwention for students

receiving services and resources provided throngdlviduals with Disabilities Education Act (IDEA).

Teams must also be sure to include parents in tbeeps. Rule 6A-6.03016(1), FAC states that “t@p ¢r more conferences
concerning the student’s specific learning or béral areas of concern shall be held and shallushelthe parents. ...The initial
conference with the parents must include discussfaie student’s learning or behavioral areasarsfcerns, the general education
interventions planned, and the anticipated effeftthe interventions. Other conferences must ineldécussion of the student’s
responses to interventions, anticipated futureastto address the student’s learning and/or bera\areas of concern.”
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Lastly, interventions should be implemented foeasonable period of time, with a level of intensitst is matched to the student’s
needs. The local problem-solving team determimea oase-by-case basis what a reasonable periodeofs. This is dependent on
the nature of the problem(s), the type and intgnsitinterventions, frequency of progress monitgriand the team’s ability to
evaluate the data and determine the response ttdrentions. In all cases, baseline and preagraenitoring data should be
collected, and there should be evidence that sclub@ésroom, and small group interventions arecéffe with the majority of
students (Tier I) before implementing any indivitlierventions. The progress of an individual stoidis compared to school-wide
or classroom expectations and peer performance.d@egarisons should be made with peers of sigggader and ethnicity in order
to ensure that EBD are not attributed to age, oeitgender, or ethnicity (Rule 6A-6.03016(1), FAC).

(Florida Department of Education, 2009)

REQUIRED EVALUATION ELEMENTS FOR DETERMINATION OF S LD ELIGIBILITY

ELIGIBILITY REQUIREMENT

DOCUMENTATION

PERSONNEL REPONSIBLE

Provision of appropriate instruction

Data in a graphic format comparing class
achievement in the curriculum to like-grades in
the school/district, using such instruments as
district-wide curricular assessments, FCAT, or
SAT-10.

Rtl support personnel

Provision of Rtl with a variety of strategies and
interventions at increasing levels of intensity.

Copies of Rtl plans, student monitoring data,
and comparison graphs.

School-based Rtl team

Data on learning profile by a comparison of
multiple administration(s) of the same
assessments for the targeted areas and multiple
assessment sources, i.e. selected assessments
for targeted areas administered several times
and a comparison of results from multiple
sources .

Multiple administrations of DIBELS, FAIR,
FORF, IDEAL , AR, STAR/Success Maker, etc.
and comparison from multiple sources that
asses the targeted areas. Selected tests for
phonics, vocabulary, comprehension, etc. Such
tests as WIAT-II or PAL provide a variety of
assessment tools as opposed to a single
assessment source.

Classroom teacher, school psychologist,
speech/language pathologist

Impact on student learning with the provision of
scientific, research-based interventions.

Use of data in a graphic format comparing
student achievement to the class and/or their
reference group, as appropriate.

School-based Rtl team

Eliminate exclusionary factors:
Cultural factors

Limited English proficiency
Economic factors

Attendance or high mobility rate
Emotional/behavioral disability

Use of data in a graphic format comparing
student achievement to the appropriate
reference group to eliminate a link between
academic achievement and any given factor.

School-based Rtl team

Intellectual disability

Screening test of intellectual ability or adaptive
test by school psychologist , if intellectual ability
is in question and recommended.

School psychologist

Motor disability

Significant information from medical history or
report by family.

Rtl support personnel
School nurse

Vision or hearing problem

Appropriate screening

Nurse

Evidence of the need for specialized instruction
in a specific targeted area of need.

Following written parental consent for an
evaluation, the school psychologist conducts a
classroom observation of the student in a
learning situation for the targeted/non-targeted
areas.

School psychologist

Parental input

Parent invitations to Rtl meetings and parent
signatures on Rtl plans. If the parent was unable
to attend, use documentation of efforts to
communicate with the parent about the Rtl plan
and monitoring of student progress.

School-based Rtl team

Frequently Asked Questions

What is RtI?

Response to Intervention is a general educatidiaiive aimed at improving student achievement aetbing more students to
experience success in the general education ctassrdt uses a problem-solving framework to idgnthd address academic and
behavioral difficulties using scientific, reseadghsed instruction.
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Why can’t we use the old system anymore?

Rtl is an education initiative that has been wnittto special education law (IDEA 2004) — in otherds, we are legally required to
comply with the framework of Rtl. More importantlgvidence-based research has shown that Rtl iore effective way of
addressing student needs and increasing studeigivantent. If done correctly, the end result will yreater student success with
fewer students requiring Exceptional Student EdangESE) services.

Who is responsible for implementing RtI?

EVERYONE! The school is responsible for estabhligha core curriculum (Tier 1) wherein at least 86#students are successful.
Within their own classrooms, teachers will alsothé® implement student-specific interventions fooge identified as higher-risk.
Each school should establish an Rtl Team thatwaoltk collaboratively to assess, monitor, and prewagbpropriate interventions for
all students.

What if 80% of students in a classroom or the schd@s a whole are not successful?

This would suggest that it is time for a systemangje — in other words, looking at the “whole” rathigan at individual students.

When Rtl is used correctly, 80%-90% of studentdinithe system are successful in Tier | (core cutdm). If this is not the case,
the Rtl team needs to consider “changing the watethe tank rather than focusing on individuahfisA systems change will look
different from school to school. It may involveviging or supplementing the core curriculum, moitifythe master schedule, or
implementing a school-wide behavior support progrdrne Rtl team can help identify and address aséased.

Who should be on our Rtl team?

This will vary by school, but a good recommendai®to select individuals with varied backgroundsl @reas of expertise that can
take a global approach to the problem-solving modtl teams should include a school administraaod might also consist of a
reading coach, school counselor, and/or curricukoordinator. Although behavior specialists, spepeathologists and school
psychologists are not permitted to work directlfhamon-ESE students, they can certainly be useddosultation and to assist the
team in developing interventions. Regardless of wehchosen for the Rtl team, the parent(s) andcthgsroom teacher(s) should
alwaysbe included.

If each school has its own Rtl team, then what ide purpose of the district Rtl teams?

The Rtl initiative is new to Lee County and candverwhelming to those unfamiliar with the proce3e district Rtl teams will be
in place for two years to assist schools in bugdimowledge of and implementing Rtl. The distiRtt teams will not “do” Rtl for
the schools — their purpose is to serve as a resad support to help faculty become self-sufficia implementing Rtl on their
campus.

Is the Rtl team the same as the Child Study Team?

No. The Rtl team is in place primarily to ensunattRtl is implemented correctly and to assist viitterventions and progress
monitoring for students in Tiers Il and Ill. Théil@ Study Team becomes involved only when a stuties been through all three
tiers and the Rtl team has determined that hefskglli not making the necessary gains. The C8iladdy Team may determine that
further assessment and information is neededl iERpplied effectively within a school, individlcases where CST involvement is
necessary will be few and far between.

Are all of those forms really necessary? Who shoulde filling them out?

The forms are designed to capture crucial and aefewnformation pertaining to the individual stutlenbackground, skills,
knowledge, and behavior. It is necessary not ¢mlydentify specific areas of weakness but to asosider factors that may be
contributing to these deficits. Completing thenfigrshould be a collaboratiedfort from the classroom teacher and membersef t
Rtl team. The forms should be regarded as a nafadeta collection and analysis rather than “rezpliippaperwork.”

How do we access the forms, the Rtl manual and amther important resources?

All of this information is available electronicallyGo to the Learn page, and under “Academic Sesvitieading, click on the
“Response to Intervention” link. The main pageves a general overview of Rtl and there are lioksthe lefthand side to
additional resources.

Which students need to have PMPs?

There are no more PMPs. Instead, we use a Stuiohgmbvement Plan to identify and implement appratgriinterventions, and
frequent progress monitoring to track student ghowt
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How do we “fast track” a student that we feel is imppropriately placed?

There really is no way to “fast track” a studetitis important to implement interventions consiglg and for a significant period of
time to truly determine whether the student is ablenake progress. In fact, the law requires ifi@nsive interventions be in place
for a minimum of six months before a student cardresidered for eligibility for Emotional/Behavidisability (EBD). Schools and

Rtl teams must work creatively to develop effecstategies for assisting students in crisis.

Is it true that a student can move both directionsvithin the tiers?

Yes. The tiers are fluid, and students move throughthem depending upon need. If a student is mgagains, the team may
consider scaling back the interventions and theeetioe student would move into a less intensive tieor example, a student might
move from Tier Ill to Tier Il if the team determimghat such a high level of intervention is no lengecessary. Just because a
student moves into Tier Il or Tier Il does not md®/ she has to “stay” there.

Within the Rtl framework, at what point do we refer a student for ESE testing?

The goal of Rtl is to provide interventions thdbal as many students as possible to be successfiéigeneral education classroom
without the need for ESE services. However, theiiebe a few students that will go through all thers of Rtl and still will not
make necessary progress. After a student has themmgh Tier Il interventions that have been inmpénted_over time and with
fidelity, the Child Study Team will get involved to detemmiwhether the student needs to be considered S& éigibility and
support.

How is it determined whether a student is eligibléor ESE services?

We are no longer using the discrepancy model (mbfférential between a student’s 1Q and achieverseares) as a black-and-white
determination of a student’s eligibility. Thereea number of elements that need to be considarkd.staffing committee will look
at peaks and valleys in academic performance, psoaeas, how the student responded to variouseémntgons, and rule out lack of
progress due to factors such as poor attendanagngision impairments or other physiologicalues, detrimental changes in the
home, etc. In short, the staffing committee waliew all the data and make a team determinatidhdrbest interest of the child.
While this process can be somewhat fluid sinceetlieno longer a single deciding factor, the Deparit of Education has provided
comprehensive guidelines that will help maintainsistency between schools.

What if the staffing committee feels that ESE supp is not required for a student?
That student should continue to receive Tier léimentions until grade level is achieved.

How do students who currently access ESE servicasifito the Rtl framework?

Rtl is designed to provide assistance to genenadatebn students who are not receiving ESE servi&sdents who currently access
ESE services receive interventions and accommatiatio accordance with their IEP; however, studevits IEPs may be involved
in the general education program and receive Tier lll supports along with his/her ESE supports.
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BEHAVIOR
Rtl and Behavior

IDEA 2004 discusses the use of RTI in relation e identification and support for students with ible specific learning
disabilities. However, there is another dimengtoat stems from the common observation that mamyesits struggle academically
and exhibit problem behaviors. There are a vaéfyeasons why students misbehave. Some studdhtaisbehave because they
“won’t do it,” or because they try and “can’t do”’it Regardless, the fact remains that behavior @ratlemic success are closely
linked and need to be addressed simultaneously @iconcerted effort.

In a RTI approach to behavior, systematically aid behavioral data (e.g., observations, offiderral patterns, ratings, etc.)
provides a basis for making decisions on behauipperts. A student who displays challenging betrashould be assessed, just as
the student would if an academic concern was raigabed on the results, staff uses evidence-hasetices to support the student
in reducing challenging behaviors and developingitp@ attitudes toward academic and social lifeditional evidence of efficacy
is indicated by studies with statistically significant positive effecivhich is a positive effect sustained for at leaisé year post
intervention, and replication of the effect in coremore settings and/or populations. Many eviddraged behavioral interventions
should be considered such as: methods based oredfd@havior analysis (e.g., reinforcement); sotalrning (e.g., teaching
expected behaviors through modeling and role ptgyiand cognitive behavioral methods to teach kimg skills,” (e.g. problem
solving, impulse control, or anger management).etc.

IDEA 2004 did not change the criteria required $tablish an emotional behavioral disorder (EBD)owidver, an evaluation group
may include RTI data when considering whether aestt has a disability that meets EBD criteria. Thierored multi-tiered
structure depicted on page 11 allows schools tduete and intervene for both behavior and acadelf8psague, 2006). The
universal screening that applies to behavior at Téiggests that schools have effective positefealvioral systems in place. Despite
this, there will be some students that will needitghal strategic and/or intensive behavioral imémtions. Information on school-
wide behavioral interventions can be found onlinktgp://flpbs.fmhi.usf.edu.

School-Wide Positive Behavior Support (S\APBS)

Positive Behavioral Support (PBS) consists of ao$etear expectations for behavior, consistentareland incentive programs, data
based decision making, and faculty support. PBfbesincorporated into the RTI model on all levels.

School-wide PBS strategies are aligned with Tieinterventions. Classroom interventions are compatibith Tier 1 and 2
interventions, making use of school wide strategits classroom lesson plans. Interventions fogesed groups are associated with
Tier 2 and include small groups of students fromnynalassrooms aiming toward the same behavioral. gdaer 3 includes
Individual Interventions which are considered cHti Individual student plans can include stepshsas Positive Behavior
Intervention PlangBIP) andFunctional Behavior al AssessmégRBA).

School-wide PBS targets the entire school populatly mapping out procedures and processes throught af behavioral

expectations for an entire school. These expectaitare taught to staff and students and highligtiteough all school activities. The
expectations are made into a variety of visual nelmis throughout the school. Staff members relyuteach and refer to the
expectations when dealing with all students.

A variety of data is collected with the goal of idiéying students who need support at various keveODffice discipline referral
(ODRs) data can be analyzed to identify types atigline problems, settings, and chronic offendefBeacher rating scales,
checklists, and school-wide data, such as reasnrnsSSE referrals for behavior issues, can be stutigdentify the levels of Tier 1
support needed. Typically, behavioral measuresiden the (1) frequency, (2) intensity and, (3eidity of the behavior being
observed. Once data is compiled, an analysis &d ywformation on which types of interventionge areeded. If data shows that
problems are occurring more often in a particulassroom, then interventions can be targeted tp thiak classroom.

PBS strategies range from providing rewards anéntices for students who follow school-wide exptotes to implementing
effective social skills lessons with students negdiigher tiers of support. A school-based teamwark together to collect data and
design interventions which may prevent referralsmtoe specialized programs.

Progress monitoring for behavioral interventionsiiilar to progress monitoring for academic intartions. Data must be regularly
collected and analyzed to determine if intervergiane successful. Changes in the level of suppoosded are dependent on the
success or lack of success which indicates the fo@edore intensive interventions.
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Measures to Assess Behavior

Depending on the behavior(s) that are selectefgrdiit data collection methods may be necessamyfdllowing terms refer to
different measures to assess behavior:

Frequency
The number of times a specified behavior occurindua set period of time. Frequency data are tyfgicsed to track behavior(s)

that occur frequently and have a clear beginnirtgeard. For example, counting the number of timstudent talks out in class
during a 50 minute lesson.

Duration
The length of time a specified behavior lasts. Etaeta are useful in tracking behaviors like tamguself-stimulation, or off-task
behaviors. For example, measuring how long a studas out of his seat.

Latency
The amount of time it takes for a student to penferdesired behavior after a prompt or directiontheen given. Latency data are

useful in increasing compliance by getting studémt®spond more quickly to prompts. For exampleasuring the amount of time it
takes for a student to “get to work” after the tesrcgave instructions.

Intensity
The measure of the severity of a specified behaintensity may be described by how much effortualent puts into the behavior.

Intensity can be highly subjective, so it is catito clearly define different levels of intensfty a specified behavior. For example, a
student’s talking out behavior may have three keélintensity:

1) talking out with an inside voice,

2) talking out in an outside voice, and

3) yelling or screaming.

24



Sensory

Tangible

Attention

Escape

Interventions Based on Function

Florida’'s Positive Behavior Support: RtIB Project

Coaches’ Training 2008

Antecedent Modifications
-Change of Seating
-Change Schedule

Providing Choices
-Seat in front or seat in back

-Pencil or pen

Environmental Supports
-Music

-Stress ball
-Manipulative
-Computer assistance

Curricular Modification
-Type assignment

Oral dictation Transitiofsupports
-Manipulative
-Hallway ‘buddy’

Set up Reinforcement Schedule/Program
-Reinforce Replacement Behavior
-Withhold reinforcement

-Home-School Reinforcement System

Premack Principle
-If this then that

Token economy
-Marble jar
-Tickets/tokens
-Stamps

Transition Supports
-Hall pass
-Manipulative
-Hallway ‘buddy’

Set up Reinforcement Schedule/Program
-Reinforce Replacement Behavior
1. Requesting a break
2. Raising hand
-Withhold reinforcement
-Home-School Reinforcement System

Antecedent Modifications
-Classl/line leader
-1 on 1 reminder

Environmental Supports
-Planned Ignoring
-Proximity Control
-Teacher response time
-Peer Tutoring

Peer Supports
-Tutor/mentor

-Positive peer reporting

Transition Supports
-1 on 1 assistance

-Hallway ‘buddy’

Problem-Solving Strategies
-Hand Raise
-Break Card
-Buddy Card

Set up Reinforcement Schedule/Program
-Leadership Role
-Reinforce Replacement Behavior

1. Requesting a break

2. Raising hand
-Increase Non-Contingent Reinforcement
-Withhold Reinforcement
-Group Contingencies

-Increase Ratio Positive to Negative Response$ (8:1

Antecedent Modifications
-Verbal/nonverbal reminders
-Check in Check out

Premack Principle
-If this then that

Providing Choices

-Every other

-1% assignment on own, ¥2 with partner
Environmental Supports
-Agenda/organizer

-Verbal reminders

-Break card

-1 on 1 assistance
-Increased engagement time
Curricular Modification
-Shortened assignment
-Alternative assignment
Peer Supports

-Tutor/mentor

-Positive peer reporting
Transition Supports
-Retraining

-Reminders

-Posted Rules
Problem-Solving Strategies
-Replacement Behavior
-Stop and Think

-Breathing

Learning Strategies

-Peer Tutoring

-Specific Academic Skills
-Independent Responding
Self-Management/Monitoring
-Graphing

-Pennies in Pocket

Set up Reinforcement Schedule/Program
-Behavior Contract
-Withhold reinforcement
-Home-School Reinforcement System
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Lee County Rtl Behavior Inventory

TIER ASSESSMENT INTERVENTION PERSONNEL
AND AND AND
MONITORING INSTRUCTION RESOURCES
Tier 11l v" Weekly monitoring v" School-wide Expectations v PBS Team
Individualized v' Rtl Student Improvement Plan -Increased focus on expectations v Rtl Team
v" Pinnacle Analytics -Time (in addition to daily, and small v" Guidance Counselor
and_ v ODR data (analyzed more group lessons) v' Behavior Specialist
Intensive frequently for students with -Positive Behavior Intervention Plan v" School Psychologist
behavioral concerns) (linked to FBA and rules & v" Social Worker
v' Behavior Observations expectations) v' Second Step
(Frequency, duration, latency, v Wrap-around support v’ Leaps
intensity for individual students) v" Boys Town
v' Student intervention reports and v' Popcorn Park Series
tracking sheets v" Be Cool Series
v' Graphs comparing students v' CHAMPS
receiving interventions with peerg
v' Pinnacle Analytics
Tier Il v' Bi-weekly monitoring v" School-wide Expectations v PBS Team
Small Groups v' Rtl Student Improvement Plan v' Time (in addition to daily instruction) v' Guidance Counselor
. v" Pinnacle Analytics v" Small Groups (Guidance, grade-leve]) v' Behavior Specialist
Strategic v ODR data (analyzed more v Social Skills Club v Rtl Team
and frequently for students with v" Check-in Check-out v" School Psychologist
Supplemental behavioral concerns) v' Peer-based support v' Social Worker
v' Behavior Observations v" Mentor Program v' Second Step
(Frequency, duration, latency, v' Targeted social skills instruction v’ Leaps
intensity for individual students) v" Academic Support v' Boys Town
v' Student intervention reports and| v°  Self-Management v' Popcorn Park Series
tracking sheets v' Be Cool Series
v' Graphs comparing students v' CHAMPS
receiving interventions with peers
v/ Pinnacle Analytics
Tier | v' Screening 3-4 times per year v" School-wide Expectations v PBS Team
All Students v" Pinnacle Analytics -Expectations and rules posted v' Professional Learning
. v ODR data (analyzed monthly) -School-wide assemblies Communities
School-wide v' Classroom/Team Rating Forms -Expectations taught daily v' Classroom Teachers
PBS -PBS lesson plans v Guidance Counselor
-Teacher lesson plans
v School-wide recognition
-Student of the month
-Reward parties/celebrations
-PBS Store
-Renaissance
-Discipline hierarchy
-Discipline referral process
v Classroom Management
v Character Education
-LCSD Character Development
-Character Education Video Series
v Guidance Programs

-Safe & Drug Free School Programs

-Bullying Prevention Groups
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CORE ASSESSMENT INTERVENTION PERSONNEL
TIER | AND AND AND
MONITORING INSTRUCTION RESOURCES: Levels of Support
All Students

School-wide PBS/Guidance Curriculum
*Question: Are 100% of your students
successful behaviorally? If not, add on Tier
supports in addition to Tier | for those target
groups.

Il
ed

AN

Screening 3-4 times per year

Pinnacle Analytics

District Support Applications
Office Discipline Reports data
(analyzed monthly)
Classroom/Team Rating Forms

ANANRN

AN

School-wide Expectations
-Expectations and rules posted
-School-wide assemblies
-Expectations taught daily

-PBS lesson plans

-Teacher lesson plans

School-wide recognition

-Student of the month

-Reward parties/celebrations

-PBS Store

-Renaissance

-Discipline hierarchy

-Discipline referral process
Classroom Management
-Differentiated Instruction
Marzano-€lassroom Management that

Works

Rhode, Jenson, ReaviBaugh Kid Book
R. Sprick-Discipline in the Secondary

Classroom

Wong-~The First Days of School
Character Education

-LCSD Character Development
-Character Education Video Series
Guidance Programs School-wide
-Safe & Drug Free School Programs
-Bully Safe USA Program

PBS Team School Based

Rtl Team School Based
Leadership Team School Based
Administrator

Professional Learning Communities
School Based

Grade Level Team School Based
Other classroom teachers

Parents

Classroom Teacher

ASANENENEN

ANANENEN
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SUPPLEMENTAL
Tier Il

ASSESSMENT
AND
MONITORING

INTERVENTION
AND
INSTRUCTION

PERSONNEL
AND
RESOURCES: Levels of Support

Small Groups
Strategic
and
Supplemental(in addition to Tier I)
*Question: If 1-5% of those targeted grouj

(15% of your population identified) are ngt

successful with Tier | (school-wide) and |
(group) interventions then add on Tier llI
(individual) interventions.

D

LR <« K&

<

Bi-monthly monitoring

Rtl Student Improvement Plan

Pinnacle Analytics

DSA

ODR data (analyzed more frequently fg

students with behavioral concerns)

Behavior Observations (Frequency,

duration, latency, intensity for student

groups and/or individual students)

Student intervention reports and tracki

sheets

v' Graphs comparing students receivif
interventions with peers Classroom
Assessment Tool (PBIS)

v' Teachers Classroom Management
Behavior Checklist(Positive Behavic
Intervention Support)

v 8 Areas of Learning Checklist

v' Developmental Skills Checkilist

v School-wide Expectations-reteach and
reinforce in a small group

v" Small group Time (in addition to daily
instruction)

r v Small Groups (Guidance, grade-level)

v" Social Skills Club
v Check-in Check-out for targeted groups
v’ Peer-based support for targeted groups
v' Mentor Program for targeted groups
ng’ Community Supports
v’ Targeted social skills group instructidiask-
ng related behavior-off-task, roaming around
room, delayed task initiation, unexcused
absences and tardid3isruptive
Behavior~blurting out, profanity, hands an
body on others, tantrumSocial
Behaviors~occasional bullying/teasing,
negative self-statements, non-acceptance
and/or denial of responsibility for actions,
poor peer relationships, inappropriate soci
comments, acting silly, whining)

v' Academic Support and/or
Modeling/Coaching(Curriculum and
Instruction)

v Classroom Management Support

v’ Self-Management Techniques and/or skill
building

v’ Student Improvement Plan with behavioral
interventions

v" Bully Prevention Groups

AN

ASANEN

ASANENENENENEN

o)

a

N SNENENEN

v Lunch Buddies Groups

District Code of Conduct
Coordinator for Safe and Drug Free
Schools

District Rtl Team

Administrator

Parent Involvement Specialist School
Based and/or District Level

Social Worker

Behavior Specialist School Based
School Psychologist

PBS Team School Based
Guidance Counselor

Rtl Team School Based:

*LLCSD Behavior Intervention Guide and
Resources

*LCSD Rtl Manual and Resources
Grade Level Team School Based
Paraprofessionals

Other Classroom Teachers

Parents

Classroom Teacher
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INTENSIVE
TIER Il

ASSESSMENT
AND
MONITORING

INTERVENTION
AND
INSTRUCTION

PERSONNEL
AND
RESOURCES: Levels of Support

Individualized
and

Intensive(in addition to Tier Il and Tier I)
*Question: Are the 1-5% who receives Tier
II, and 11l interventions successful? If not, a

on more Tier Il or consult with ESE
Department.

id

AN N NANEN

<

Weekly monitoring

Rtl Student Improvement Plan
Pinnacle Analytics

DSA

ODR data (analyzed more frequently
for students with behavioral concerns
Behavior Observations (Frequency,
duration, latency, intensity for
individual students)

Student intervention reports and
tracking sheets

Graphs comparing students receiving
interventions with peers

)

AN

)\/

School-wide Expectations

-Increased focus on individual
expectations

-Individual Time (in addition to daily, an
small group lessons)

-Positive Behavior Intervention Plan
(linked to FBA and rules & expectations
Wrap-around individual support
Specific Classroom Expectations Taugh
individually

Modified scheduling

Targeted Social Skills for Severe

Emotional Concerns (student is a danger

to himself and others~excessive crying,
withdrawl, extreme anger, high anxiety)

—

Child Advocacy Center
Juvenile Assessment Center
School Resource Officer
District Parent Involvement Specialist
Big Brothers Big Sisters

Crisis Intervention Plan
Self-monitoring Techniques
Behavior Contracts

District Code of Conduct
Coordinator for Safe and Drug Free
Schools

District Rtl Team

Administrator

Parent Involvement Specialist Schoa|
Based

Social Worker

Behavior Specialist School Based
School Psychologist

PBS Team School Based
Guidance Counselor

Rtl Team School Based:

*LCSD Behavior Intervention Guide
and Resources

*LCSD Rtl Manual and Resources
Grade Level Team School Based
Paraprofessionals

Other Classroom Teachers

Parents

Classroom Teacher

A SANE NN N N NN NN

ANANRN

ASANENENENEN

ANANENENEN
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Emotionally/Behaviorally Disordered vs. Social Malajustment
Adapted fromSocial Maladjustment: A Guide to Differential Diazgis and Educational Optiorf§/ayne County Regional

Educational Service Agency- Michigan- 2004)

Areas Considered

Emotionally Impaired

Socially Malajusted

School Behavior

Unable to comply; needy;
difficulty asking for help

Unwilling to comply; rejects help

Attitude Toward School

School source of angst; does ter
to respond structure

dUses school as a social outlet;
rebels against rules and structure

School Attendance

Misses school due to
psychosomatic issues

Misses school due to truancy,
arrests, etc

Educational Performance

Achievement is erratic; tends to
have good and bad days

Achievement is generally poor
and influenced by attitude; can
occasionally respond to a

preferred/high interest study area

Peer Relations

Ignored or rejected by peers

Accepted by sociadcailt
subgroup

Friendships

Younger friends; pseudo-friends
no real friends

Friends primarily from same
delinquent or socio-cultural
subgroup

Perceptions of Peers

Perceived as bizarre, odd, sourc
of ridicule

e Perceived as tough, charismatic,
sometimes intimidating

Social Skills

Poorly developed; immature;
difficulty reading social cues;
difficulty entering groups

Well developed; mature; generally

attuned to social cues

Interpersonal Relations

Weak; tends to avoid people;
withdrawn

Extensive relationships;
manipulative; will present as
needed to achieve end

Physical Presence

Awkward; odd; sometimes
uncomfortable with his/her
appearance

Smooth and agile; sexually

precocious; dresses like subgroup

(head bandanas, tattoos, etc)

Locus of Disorder

Affective disorderjnternalizing

Disorder of conducgxternalizing

Aggression Potential to hurt self and/or otherisHurts others ameango an end-
as an end to a plight get what he/she wants
Anxiety Can be tense; fearful; manifests | Appears relaxed; “cool”; anxiety

anxiety

is situational andnayarise when
faced with consequences

Affective Reactions

Labile; disproportionate reactions
but mostly not under student’s
control

5,Intentional, possibly with features
of anger and rage; can be
explosive

Conscience

Feels remorseful; self-critical;
overly serious

Little or no remorse; blaming;
non-empathic; hedonistic; lucid,

but makes conscious choice to do

wrong

Sense of Reality

Fantasy; naive; gullible;
possibility of thought disorder or
hallucinations

“ Street-wise”; manipulates and
distorts rules and/or facts despite
obvious level of understanding

Developmental
Appropriateness

Immature; uneven; possibly

Age appropriate or above;

regressed

precocious; socially mature
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Avoiding Escalating Behavior and Power Struggles
(Crisis Prevention Institute, Inc. 1987)

Para verbal Communication

Look at the way you are communicating with the stitd whose behavior is beginning to escalate. B@ereome helpful hints:
v" Tone: Avoid impatient and angry, used empathetit gmpathetic understanding
v" Volume: Make sure it is appropriate for the disebetween you and the student, and the situation
v" Cadence: Deliver message using even rhythms

Do’s Don’ts
1. Make sure you have eye contact 1. Show Fear
2. Listen carefully 2. Over/under react
3. Give appropriate personal space 3. Argue orroonf
4. Remain Calm 4. Not follow through
5. Safety, be aware of environment 5. Make falsenises
6. Be alert 6. Threaten
7. Be consistent and focused 7. Use jargon, buzdsvo
8. Enforce limits 8. Use “right’ or “wrong”
9. Remain in control
10. Use "ok” and “not ok”

Empathetic Listening

Ways to let your students know that you are “trdigtening to their concerns. Here are some helpifutis:
Use an active process: making eye contact, nodainghead

Be non-judgmental

Allow for silence

Listen for hidden message

Give undivided attention

SNENENENEN



Classroom Interventions
Proven Effective Classroom Practic&dorida’s Positive Behavior Support Project, USF

Clarification

Clarification is used as an initial interventionavh undesirable behaviors first occur, when studeats to be reminded of
expectations, or when teacher is not sure of catisgsbehavior. Clarification interventions showble brief, concise, and not reflect
emotions or judgment. Clarification interventiom®ald be used only once for each occurrence; tigiggmts “preaching” and
communicates to student the need for a meaningfglanse (if response is not meaningful — moreicés# interventions will be
used).

Reinforcement of Others

The use of praise or earned rewards to reinfore@pipropriate behaviors of other students in thescbom will often cue the
misbehaving student of the teacher’s expectatibisimportant that the targeted students do minthat you are punishing them at
this time but helping to cue them into their bebavReinforcement should be made available toahgeted student when they are
displaying the desired behavior.

Proximity Control
This intervention involves the teacher/paraprofassis moving closer to the misbehaving studene®tihe teacher’s proximity to
the student is enough to stop the behavior.

Signal Interference
These are non-verbal techniques such as eye-cohsant gestures, facial frowns, and body postuiemtommunicate information
to the student.

Redirection
Distract the student, change the focus of the igtilre child is currently engaged in, especiaffgetive with younger and/or
developmentally delayed students, although appaitgofor all (i.e. “help me out; go get me the red pff the desk”).

Premack Principl¢Grandma’s Law)
You work before you play. “As soon as you , gan " (i.e. beat the timer; give yoursedfaBned points as soon as you
do 2 problems; you may have this M&M as soon asfiywsh the first row)

Planned Ignoring
Sometimes it is wise for the teacher to ignoreudestt’s behavior, assuming that it will not spréadthers and that the student will

soon discontinue it and return his or her attentiolearning.

Interest Boosting
If the student’s interest in an activity is waniiitgs sometimes helpful for the teacher to shoteriest in the student’s assignment.
This often results in helping the student to mabilhis efforts in an attempt to please the teacher.

Curricular Modifications

Important first step when students are exhibitirgdviors resulting from frustration with the cualiem. Examples: shortened
assignments, break large tasks into segments,daavdifferent medium for doing the same lessaovige a peer tutor, give 1-on-1
assistance, restate or rephrase directions.

33



Intervention Ideas

PROACTIVE
Environmental adjustments that make the problenaieh unnecessary.

v'  Preferential seating v Provide guidance prior to independent work
v' Encourage positive peer connections v' Check to ensure student understanding of task
v' Contract for grades v' Schedule adjustment
v Daily progress report/point sheets v/ Give student an opportunity to tutor a peer
v" Weekly progress report v Increase frequency of task related recognition
v/ Establish teacher/parent communication system v/ Allow student to use quiet time/space
v Establish a personal connection with student v ldentify appropriate settings for specific behasior
v" Visual schedule v Curricular accommodations
v Facilitate participation in extracurricular acties v' Environmental changes (furniture, space, light)
v' Other: v/ Prompt prior to transition times
EDUCATIVE

To teach behavior/skills needed to replace (meeséime function as) the student’s problem behavior.
v"  Teach/reteach rules and expectations prior toigictiv v'  Perform task analysis — break down steps
v" Have student repeat expectation prior to transition v' Use student’s personal interests to increase niiiva

on difficult skills
v" Develop monitoring checklist for teacher/student se v' Teach anger management/problem solving skills
v" Teach and model appropriate communication skills v' Teach self control strategies
v' Teach coping skills v' Use social stories
v' Teach use of positive self talk v" Remediate specific academic skills
v' Teach awareness of problem behavior v Provide role play opportunities for newly acquiadlls
FUNCTIONAL

How consequences are managed to insure reinfor¢dargrositive behavior, not problem behavior.
v' Use preferred activities for reinforcer v/ Student uses self monitoring of progress
v' Personally greet the student upon arrival to class v" Acknowledge use of replacement behaviors
v" Spend individual time with the student v Inform student of logical consequences in advance
v"Increase frequency of positive attention v' Give encouragement for effort to display appropriat

behavior
v"  Use tangible rewards v'Use non-tangible rewards
v' Use positive written notes/statements v" Develop a written behavior contract
v" Assign classroom responsibility that allows student v" Chart daily successes and share with student
recognition

v' Call home to share news of student effort/success v/ Reward competing behavior
v" Use school-wide recognition for behavioral v' Acknowledge ownership of problem behavior

improvement
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Proven Effective Classroom Practices
Proven StrategieBom the OSEP Positive Behavior Support and I@etions websitewww.pbis.org

Over the past 30 years, a clearly defined reseaatitiated literature base exists on effective ctam® management practice (Alberto
and Troutman, 1998; Charles, 1995; Colvin and Lar®97; Kame'enui and Darch, 1995; Kerr and Nel$888; Sugai and Tindal,
1993). This is a small sample of effective pradittet fit classroom systems of positive behavisuglport and have clear empirical
evidence of their effectiveness.

Provide advance organizers/pre-corrections

Pre-corrections function asmindersby providing students with opportunities to praeta be prompted about expected behavior
before they enter situations in which displays mftglem behaviors are likely (Colvin, Sugai, Patchih993). For example, a teacher
states the following: "remember, before you godmbroom collect all you materials, put your workrop desk and quietly line up,"
or "what are your responsibilities before you gtnéane room?"

Keep students engaged
During teacher instruction, students go "off-tabktause:

(a) The instructional activities do not maintainds#nt attention.
(b) Insufficient positive reinforcement is beingpided.
(c) Students access positive reinforcement froraradlstivities or individuals.

The teacher's task is to maximize academic engatgfeane success for all students in order to supggptopriate behavior and to
compete with factors that encourage problem behdgig., peer or teacher attention, task avoidanescape).

Provide a positive focus

To promote desired student behavior, teachers dlemmhmunicate high and positive expectations, mawee positive than negative
interactions (e.g., four positive engagements &mhenegative interaction), catch problem behavidotte it escalates or becomes
more severe, provide high rates of positive reicdarent, etc.

Consistently enforce school/class rules
If all students are expected to engage in apprgpbi@havior, rule definitions, positive reinforcerheule violation consequences,
etc. should be the same for all students at atdim

Correct rule violations and social behavior erymsactively

The application of error correction strategies $thdne conducted in a "business-like" manner, atehtibn for the problem behavior
should be minimized. For low frequency and intgnsite violations, teachers should provide a bsighal that an error has occurred;
indicate what the desired behavior should have bedrfollow-up with the established consequencerkorrection strategies will

be more effective if students first are taught warateptable and unacceptable behaviors look lidendrat consequences are likely to
follow each. For chronic rule violations, strateg&hould be established to pre-empt future occoesenf the problem behavior and
to increase the probability that the desired oreeigd behavior is likely to occur.
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Classroom Routines
(FromTemple Teacher's Connectigrww.temple.edu/CETP/temple_tedch

Establishing clear expectations for student behdsithe primary purpose for setting up classroouatines. If students are familiar
with the processes necessary to get a particutedgoe, they are more likely to complete it in adesly manner. Develop plans for
these activities that work for your physical spand your management style. If a routine is notatiffe, you can involve your
students in redesigning the routine.

Movement
Develop plans for entering and exiting the classr@md changing class configurations, such as mdwimg whole class to small-
group instruction. Plan for movement of individsalldents to meet needs; such as pencil sharpemihgedting personal supplies.

Non-instruction tasks

This includes activities such as taking attendaockecting permission slips, making participatimunts (pretzels, extracurricular
activities) and keeping the classroom neat. Whiewable, students can assist with these tasks. $mhese tasks can be used as
instructional activities.

Materials management
If routines are developed for the distribution,leclion and storage of instructional materialsgent helpers will be able to complete
them quickly.

Transitions

If instructional materials are prepared and orgahizransitions between activities will be smoatl take little time. Necessary
materials might be listed on the daily schedulstsdents will know what they need and can preparerie activity as materials for
the previous activity are stored or collected.

Group work
Each team member within a group should have agjoth,over time each student should have an opptyrtilmdo each job. Develop

job descriptions and routines for assigning thesjdlobs might be facilitator, time-keeper, reporecorder, encourager, questioner,
materials manager, taskmaster, etc.
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Summary of Research
(University of Missouri Behavioral Disorders Worki@goup, Tim Lewis, Ph.D.)

Summary of Behavior Strategies

Instructional task modification begins with the pees of analyzing the effectiveness and appropeateof how skills are
taught. Teacher training of good strategies ieasary for effective classroom management.

Instruction that embeds practice, feedback, anenitices has shown a reduction in off-task behavi&@ecifically, prompt-
correction feedback increased academics and dect@asblem behaviors (Warman & Walberg, 1991).

More difficult tasks result in higher levels of ptem behaviors (Center, Deitz, & Kauffman, 1982;ak&& Gaylord-Ross,
1981; De Paepe, Shores, Jack & Denny, 1996). Mastudies have connected a decrease in probleawibehwith
modifying task difficulty and level of demands asisted with the task. A greater amount of workaspleted and more
time is spent on-task when activities are preseatedlevel of 90% accuracy when completed indepethy (Gilbertson,
Witt, Dufrene, & Duhon, in press).

Alterations can be made to task requirements, aachow to complete the task, allowing frequenaksdrom the task, and
breaking tasks down into shorter segments: Durll@p4) altered tasks to include choice, as chogedfihas been shown to
be reinforcing; Problem behaviors were shown tdéereased when systematically embedding high piiitlyabsks with
low probability tasks (Horner, Day, Sprague, O'Bri& Heathfield, 1991); Blair, Umbriet & Bos (199Gi3ed student
preference of tasks to decrease problem behaviors.

Curriculum Based Assessments are an effective avagtiermine appropriate academic placement andaloae the
effectiveness of instructional strategies beingdy&hinn, 1998).

Students are more likely to complete tasks whetimgency reinforcement is used (Mace & Roberts,4)9Ayllon &
Roberts (1974) used token reinforcement contingétht performance of academic tasks. The resultaveisicrease in
academic performance and a decrease in problenvibeha

Active student responding is a research suppottategy for decreasing problem behaviors and irsingeon-task
frequency (Brophy, 1986; Gettinger & Stoiber, 1989eenwood, 1996).

Teaching clearly defined expectations reduces proliiehaviors. More specifically, the use of prgise-corrects,
precision-commands, over-correction and response(€mlvin, 1997; Rhode, Jenson & Reavis, 1998 skam & Gresham,
1982; Carey & Bucher, 1983; Kelley & McCain, 19%5pctor & Morgan, 1991; Wilt & Elliot, 1982; MusseBray, Kehle,
& Jenson, 2001).

Function-based interventions decreased problemvimisglwata, Vollmer, Zarcone, & Rodgers, 1993%Hser, Lindauer,
Alterson, & Thompson, 1998; Noell, VanDerHeydenttG& Whitmarch, 2001).
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Social Skills Summary of Findings

General Findings:

Social skills training should be embedded into ganeducation as well as special education cuitul
Early prevention through screening can identifyents at-risk for problem behaviors and can becgffe in more
accurately identifying social skills in need of regiation

Social skills training has yielded mixed resultspart due to the relative newness of many progamdsthe lack of using
uniform procedures to accurately match interverstimnpresenting problems

Research Findings which are Effective:

Teachers across elementary and secondary levetetiorgeneral and special education rate itemscaged with finishing
assignments on time, following directions, contrgltemper, ignoring peer distractions, and atteqdid teacher directions.
Targeted social skills interventions should bedadsely matched to accurately identified defidiy, of sufficient frequency
and duration, and (3) structured to include geimatbn across appropriate settings

Social skills interventions that include a pull-@etmponent should be reinforced in the classrodtingés)

FBAs should include documentation of setting eviesmisecedents, behaviors, and consequences; asdsBoRId include
consideration of the FBA findings

Research Findings which are Promising:

Training paraprofessionals to implement socialskikining and BIPs

Use of school-wide social skills expectations twdo probability of inappropriate behaviors fromdguats identified as at-
risk and/or E/BD

Transition training for students identified as iakr E/BD, and or JO that includes specific soskdlls training associated
with expectations in job-related settings

Increasing social acceptance by peers throughingastudents to use positive comments to gain geention

Research Findings with Limited or No Effectiveness:

Pull out social skills training that does not irsdugeneralization and/or maintenance
Interventions that are either too complicated meticonsuming for typical school staff to maintain
Trainings of short duration
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[Anecdotal Record / ABC Format] Student Name:

[Please describe the following in detail & from the student’s experience]

Date Time - Antecedent(s) Behavior Consequence(s)
Start-End Setting Events-Antecedents ~ “Triggers” Results - Outcomes

(Florida’'s PBS Project, USF)
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A-B-C Behavior Card

Help/assistance given
Other

[ Student: Date/Time: | Activity: Observer:
Antecedents: Challenging Behavior: Consequences:
O Demand/Request Describe briefly in specific terms 0 Verbal redirect
Q Alone (no attention) Q Physical redirect
0 Alone (no apparent o Ignored
assignment) Q Activity/materials/task
O Attention given to others taken away
Q Transition | @ Isolation (inroorm) |
a SpecificPeer | e Q Sent to office or out of
-@ ~-Specific Adult | Perceived Function: room _
Q Preferred object/activity o Escape/Avold 0 Calming/soothing of
removed What ? student
a Unpreferred ' Q Verbal
activity/object : Q Physical
o Difficult task/activity v S o Both
Q@ Told“no” i @ Physical restraint
a  Other a Peer remarks/laughter
n}
Q

(Florida’s PBS Project, USF)
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Individual:

smart

papers.

Date: Observer: Staff:
Activity Time A B C
Seat work/ 8:20 AM Ex. Sue was asked to type Ex. Sue threw her alpha Ex. Sue was told to pick up
word of the day her words on her alpha smart and tossed her

her papers and change her
color (behavior system)

(Florida’s PBS Project, USF)
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Duration Recording

Directions: Fill in the behavior(s) observed in the column labeled behavior. Then,
list the activity taking place when the behavior occurred. Next, write the time that
the behavior started and then when the behavior stopped. In the last column note

how long the behavior lasted.

Behavior Activity Time Started | Time Stopped | How long?

Out of Seat Handwriting | 11:15 11:27 12 mins.

(Florida’'s PBS Project, USF)
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Directions: Fill in the behavii)r(s) observed and the activity taking place in the column of behavior/activity. In the blocks next

to behavior/activity fill in the date the observation is takin

make a tally mark under the appropriate date.

g place. Each time a student displays the behavior being observed

Behavior/Activity | Dates: 10/6

10/7

10/8

10/9

10/10

Reading Group A/ 1
Completion of task i

i

i

(Florida’s PBS Project, USF)
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FREQUENCY DATA SHEET

NAME: TEACHER!:

TARGET BEHAVIOR!

DESCRIFPTION OF BEHAVIOR:

DATE DATE
25 25 25 25 25 25 25 25 25 25
24 24g 24 24 24 24 24 249 24 24
23 23 23 23 23 23 23 23 23 23
22 22 22 22 22 22 22 22 22 22
21 21 21 21 21 21 21 21 21 21
20 20 20 20 20 20 20 20 20 20
19 19 19 19 g =] 19 19 19 19 19
18 i8 18 18 i8 18 18 18 18 18
17 17 17 17 17 17 17 17 17 17
16 16 16 16 16 16 16 16 16 16
15 15 15 15 15 15 15 15 15 15
14 14 14 14 14 14 14 14 14 14
13 13 13 13 13 13 13 13 13 13
12 i2 12 12 12 12 12 12 12 12
11 11 11 11 11 11 11 11 11 11
10 10 10 10 10 10 10 10 10 10
=] (= o = o k= =) 9 .= =
8 8 8 8 8 8 8 8 8 8
7 7 7 7 7 7 7 7 7 7
S S S (5 S (51 (3 6 S S
5 S $=) S 5 5 5 S5 5 S
a 4 a a 4 q 4 4 q 4
E -3 =3 ,3 . 3 3 -4 - 3 . 3 . -3 : 3 3 . -

2 2 2 2 2 2 2 2 2 2
1 1 1 1 1 1 1 1 1 1

NOTES:

(Florida’s PBS Project, USF)
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ENGLISH LANGUAGE LEARNERS

English Language Learners

Current literature provides preliminary support foe use of practices related to RTI with Engliginjuage Learners (ELLS). In
planning RTI approaches, however, it is importantansider ELL services the student is receivirgyy their native language and
English proficiency is assessed and monitored, kexbge and skills in their first language and perfance in their second
language (English). For example, some students maag proficiency in their first language (e.g.aBish) but not in English.
These students now require instruction in Englisdredcy. Other students may have low literacy ithbanguages because they
have not received adequate instruction in eitheguage. A small group of students may demonstmteliteracy skills in both
their first language and English even after recgjvadequate instruction. In addition, a studentst language may not be
commonly found in this geographic location, andfmy not have adequate print sources. For thesenmeathe needs of ELLs
must be considered on an individual basis withBB®L representative being a critical member oRfi¢ Team.

ELLs can be screened on the same early readingaitods as native English language speakers, imguahonological awareness,
letter knowledge, and word and text reading (Gersteal., 2007 as cited in Vaughn, et al.). Wheal@ating RTI data, ELL’s
should be compared not only to their native Engéiphaking peers, but also to other ELL studenth wiinilar levels of English
proficiency. If ELL students as a whole are makingdequate progress, then more ESOL/SIOP stratemids scaffolded
instruction need to be implemented in the regulassroom or possibly school-wide. This would besidered a systems problem
rather than an individual student issue. If mo€00) ELL students demonstrate adequate proghess,a& more individualized
approach is needed for those who are not progigessin

Monitor ELLS' progress as frequently as you monitbe progress of all other students. Consider sitistleaccents and
pronunciations when scoring English measures angige appropriate interpretations when words arsproinounced. Do not
penalize students for dialect features. Interemstiwill be the same as for all other students asntbhe ESOL representative
recommends different or additional interventions.

Here are some important factors for RTI Teams tositter when creating interventions for an ELL:

* When taking a social-developmental history, inqaipeut the language the student’s caregiver ugisthe child, as it may
differ from the language used by the parents.

* When assessing the student’'s academic experiekdbeaparents if there were circumstances that maag caused an
interruption of school. Inquire if the student atled school on a regular basis.

e Culture and instructional systems in the countrgrigin impact school expectations. For instaiiee,curricula of some
countries may still depend on memorization of factd essay questions, while our system relies mo@itical thinking
skills and application. Math, often thought ofuasversal, may vary in the ways problems are sairupe student may be
accustomed to the metric system.

Scenario 1

A student just arrived from Mexico City and enrdli@ our District. He is completely monolingual ®h. Aprenda Test Reading &
Math and the Review of Academic Background revieat he is working on grade level. His native larggieeport cards have the
equivalent to Bs & Cs. He would be placed in TieBased on the HLS and subsequent LAB test reddtis placed in the ESOL
program where he will receive ESOL strategiesfistruction in the regular classroom. After 6 weiekslass it is noted that he is
experiencing academic difficulties. The teachertacts the school-based ESOL contact educator. And®eimmittee is convened.
Given the fact that he is on grade level in hisveatanguage, different ESOL strategies will belergd and implemented. After 4
weeks the ELL committee convenes again to discissgrhgress. He is still struggling but making sqmnegress. The ELL team
determines that his difficulties are based on #mgliage barrier. No interventions other than ESi@ltegjies are needed. He
continues in Tier 1 in regular classroom (the stwidequires more time).

Scenario 2

A student just arrived from Mexico City and enrdli@ our District. He is completely monolingual 8psh. Aprenda test Reading &
Math and the Review of Academic Background revieat he is working below grade level. His nativeglaage report card grades are
equivalent to Ds and Fs. The student is receiviB@E strategies because he qualified for ESOL sesvidle is currently struggling

in class. The school- based ESOL Contact Educsittoritacted and an ELL meeting is convened. NewlESftegies are
implemented where he receives intensive readinghaatti instruction. He continues to struggle. AnofaeL meeting is convened.

He is given more time in with intensive instructi@king into consideration the language barriercbietinues to exhibit
underperformance and the school-based ESOL Cadstadformed, an ELL meeting ensues where the studarferred for RTI.

Scenario 3

ESOL student in Tier 1 exhibits severe academidsieEhe school-based ESOL contact educator isnrédrand she convenes an
ELL meeting. Several risk factors are identified &ne case is referred immediately to the RTI teBne District ESOL Specialist is
contacted and invited to the RTI meeting. At thisetmg with the District ESOL Specialist preserd student may be referred for
further evaluation by the RTI/ESOL team.

Differentiation of the Core

The purpose of thBifferentiation Guide for English Language Learn&r$o assist schools in Lee County during the probl
solving team meeting regarding the educational seédnglish language learners (ELLS) in Tier heTinformation in this guide
will help the Response to Intervention (Rtl) teamnitor the ELL students’ academic and/or behavipeaformance while taking in
consideration the process of second language atbojois

During the Tier 1 problem-solving process, thetBdm may decide to develop academic or behavieniantion strategies that have
a high probability of success. A Differentiated &nt Improvement Plan for ELL students in Tier ddd be developed to address
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those concerns. It is important to keep in mind éhproblem-solving process requires full collatioraamong a team of
professionals to identify a specific, measurable@me and to design research-based interventiensam best meet the needs of
ELL students. Family involvement in the processl$o vital to ensure that all information that mighpact the ELL student’s
success is being considered.

Problem-solving Guidelines for Tier | English Language Learners

Teachers and schools must proceed with the masttafé Tier 1 interventions for ELL students basadhe available resources they
have at their schools. With that in mind, the feliog guidelines were developed to help school-b&ttd eams with the early
identification of ELL students who may need to indify current interventions.

1. Has the student been given sufficient torevelop oral language in English both socialig academically? When

looking at the LAB and CELLA scores to determingglish proficiency progress, consider the amouritroé the student has
received formal instruction in English.

2. If applicable, how did the student perfamthe reading and math portions of the Aprendarts@@er that students who are
strong readers in their native language can learadd effectively in English with effective insttion in the core curriculum.

3. For newcomers: did the student experibmited or interrupted schooling in his/her nato@untry? These students will
benefit from direct, systematic, and intensive acaid instruction. Specific academic interventioreyrbe needed as well.

4. If applicable, do the student’s behadsués stem from frustrations due to lack of Englistiiciency?

5. If applicable, have cultural factors beensidered for the student’s behavior difficulties?

6. Is there any evidence that the studeotsataggled academically in his/her native lang@aQensider parent interviews, and
report cards and/or other academic records froimenabuntry.

7. Is the student struggling based on evilenesented through class work, test grades, amchb®ark assessments?

8. Are all ELL students consistently NOT nmgkprogress in that particular classroom and/ocoaktvide? If so, discuss the
possibility of a system problem.

9. Does the student perform substantiallpegjrade level compared to other ELL studentsahatat about the same English
language proficiency level?

10. Is the ELL student being provided witbedgrch-based instruction through ESOL-specifidesgias such as the Sheltered
Instruction Observation Protocol (SIOP)?

11. Are accommodations during instruction asgkssments being provided? For example, additiov&ato complete tasks,
bilingual dictionaries, oral translations when ibées small group instruction, peer assistanceaafessional assistance, etc.

12. Is the ELL student being provided witlfiedentiated instruction based on assessmentsfféri current reading level? For
example, during independent work time, the ELL sttdvho is weak in vocabulary can practice vocalyukdth a partner or in small
groups, while the other students work in teamg&instorm about character traits and motivatiomgHe main characters in the story
they are reading that week.

How Culture Shock Affects Newcomers
Haynes, J. (2005How culture shock affects newcomeRetrieved from http://www.everythingesl.net/ingees/cultureshock.php

Don't underestimate the results of culture shotle @motional upheaval of moving can be devastatimmy child. These symptoms
are compounded when the child comes from a difterelture and does not speak English.

What is Culture Shock?

Newcomers who act out in the classroom are probalffering from culture shock. This is a term usedescribe the
feelings people have when they move to an unfantliture. Immigrant children may become withdraavrd passive or
they may be aggressive. The more different the aidture is from their own, the greater the shockwisomers have left
behind family members, friends, teachers, and gétsy have lost their language and culture. Oftery do not have the
support of their parents who are in shock too.

Four Stages of Culture Shock
It must be emphasized that every child reacts miffiy to moving to a new place. New arrivals ugugé through four
stages of culture shock.

1.Euphoric or Honeymoon Stage
During this stage newcomers are excited about ttesir lives. Everything is wonderful and they argihg a great
time learning about their environment.

2. Culture Shock Stage.
The differences between the new and the nativeragdtbecomes more apparent. Students feel overwHedirthis stage.
There is so much they do not understand about tiesirsurroundings. They are frustrated becausedieyot
communicate and are bombarded with unfamiliar sundings, unreadable social signals and an unragbtrrage of new
sounds. Students suffering from culture shock negyrssleepy, irritable, disinterested or depresSethe students may
become aggressive and act out their frustratioesvddmers in this stage of culture shock need tintepatience from their
teachers.

3. Integration Stage.

Newcomers start to deal with the differences betwbe old culture and new. They learn to integtiagér own beliefs with
those of the new culture. Some newcomers will $taréplace the old values with new ones. Othelishegin to find ways
to exist with both cultures. Many immigrant parestiat to become alarmed at this stage. They davant their children to
lose their language and culture.

4. Acceptance Stage.

Newcomers are now able to enter and prosper imtiastream culture. They accept both cultures antbine them into
their lives. Some students will adopt the mainstrealture at school and follow the values of thenbaulture outside of
school. During this stage many immigrant parentkenibclear to their children that they do not wHrem to adopt the
mainstream culture. This is because many immigtuttents forget their native language and rejesit tulture.
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Pair Your Newcomers with Buddies
Haynes, J. (2004Rair your newcomers with buddieRetrieved from http://www.everythingesl.net/insees/buddies.php

Assign a buddy or a cross-grade tutor to your Bhgiknguage learner and watch them both blossoddiBsi gain in self esteem and
your ELLs will feel welcome in your class.

A buddy or cross-grade tutor who speaks the newceramguage is a wonderful asset at the beginmiinige school year.

Buddies are classmates and cross-grade tutorddmestudents in the same school. The ideal sitoatiould be to pair an older
bilingual student with a same-language newcomeririguhe adjustment phase, the buddy or cross-grgdecan explain what's
going on. This is a good self-esteem builder foiliagual buddy and a new friend for the newcomau may want to rotate buddies
so that students do not become too dependent opaseen and the bilingual buddy does not miss taolmwork.

Use English-speaking buddies, too. You will neetétp these buddies learn how to work with non-Ehgspeakers and to reward
those students who take their job seriously. Tdaridies the importance of patience, repeating nahdverloading. Help them
understand that some newcomers might not wantdaksat all for several months after arriving, amat that doesn't mean they
should give up talking to them.

Ask students to brainstorm the things they carodoake newcomers feel welcome. What ways can theg fun together? How can
they learn each others' languages? How can thephegietschoolwork done? Much has been written abeintg buddies with new
learners of English. Keep in mind that peer budtiage a more limited use when students are 5-&y#dr Remember that young
bilingual students are not always reliable tramskabf important information.

Things your peer buddiescan do with your newcomers:
Help them learn the classroom routine.
Take them to ESL class and back again.
Sit with them in the lunchroom.
Learn how to communicate with them using gestuneksshort phrases.
Teach them the ABCs, numbers and beginning vocapula
Include them in games on the playground.
Play student-made vocabulary games with them.
Listen to taped books with them.
Walk home with them or sit with them on the bus.
Learn a few words of the newcomer's language.

Provide frequent "time-out" from English periods fewcomers. Allow the newcomer to spend time elghduring those first
weeks speaking with others of the same native lagguHe or she needs to ask someone "What's goihgre?"

What if there are no students in the newcomerssaldho speak his/her language? Keep a list ofebelp in your building who
speak the languages of your students. The classteacher will need someone to translate importssituctions. This list can
include other teachers, custodians, same-languadergs in other classes, and bilingual parentntekers. Make sure that the main
office and the school nurse have a copy of thesg IRemember, kindergarten and first grade sted@etnot necessarily reliable
translators of important information.

Understanding the Impact of Language Differences oflassroom Behavior

Santos, R. M., & Ostrosky, M. M. (n.dJnderstanding the Impact of Language Difference€@ssroom BehavioRetrieved from
the Center on the Social and Emotional Foundafiongarly Learning, http://www.vanderbilt.edu/cdéieiefs/wwb2.html

Janelle's Story

Janelle is a new student in Ms. Corinne's classro8he is extremely shy, generally quiet, and s¢etile to keep to herself.
When asked to participate in an activity, Janefte refuses—especially when it involves large gsoaf children. She
vigorously shakes her head in response to anythisgCorinne asks her to do. Lately, she has reddderying and throwing
temper tantrums, especially when forced to joingl@ip. To reduce the stress on Janelle and therathildren, Ms. Corinne lets
Janelle out of the activity to allow her to calmwdo Ms. Corinne tries to explain to Janelle wha slas to do, but Janelle often
looks at her teacher blankly and does not respornidg. Corinne's questions or follow her directiokts. Corinne is becoming
more and more frustrated as the weeks progress!

It is not unusual for an experienced teacher tetseen these types of behaviors displayed by ehildn the back of a teacher's
mind, she may have labeled Janelle's behaviorakaohing. However, Janelle's situation might counti to baffle a teacher because
Janelle comes from a home where a language otaer&hglish is the primary language. Although Janelhy have spoken a few
times in the early childhood program, her teachighimot be sure about the extent to which Jangliieient in English or even in her
home language. Her family might report that sirtegtimg school, Janelle has spoken very littleahf, even in their own language.
What confuses her teacher about Janelle's behasititat Ms. Corinne is not really sure whethenaot Janelle has behavior
problems. Are Janelle's refusals to interact amdnaonicate with others, frequent tantrums, diffigult attending, and excessive
shyness signs of behavior problems, or are thgseatybehaviors for young children learning Englégha second language? Is
Janelle behaving this way because her home langsaiferent from the language used in the classr®

Why Is Understanding the Impact of Language So Confsing?

For many children from homes where languages attzar English are spoken, learning another lang(iagbe United States, the
English language) can be a challenge. The tinakéd to learn English may vary from child to clilebending on the child's age,
motivation, personality, knowledge of the firstdmage, and exposure to English. However, the dpusdatal period for learning
English is fairly consistent across young childrénis developmental period includes four stages:
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The continued use of the home language,

The silent or nonverbal period,

Sound experimentation and use of telegraphic sp@egh the use of a few content words as an eutieeance such as when
a child responds to "What do you want?" with comtaeich as "crackers," "book," or "airplane”) ia trew language, and
Productive use of the new language.

At issue is the fact that some of the behaviors¢h#dren might engage in during these developaigrgriods, such as playing in
isolation and not speaking in either language, braynisinterpreted or mislabeled as a problem whéadt children are simply
beginning to acquire the new language. Second-kgrylearners might exhibit social interaction pagealong with limited
communication abilities that are similar to thoghibited by children identified with specific langge impairments or with speech
impairments. Thus, it is not uncommon for manyhafse children to be labeled as having challengaihg@biors or communication
disorders when in fact they are following a faiypical developmental path in acquiring a secomgjlege.

For many children from homes where languages dttzar English are spoken, learning another lang(iagbe United States, the
English language) can be a challenge.

How Can | Tell If It's Really a Behavior Problem?
Assessment is the key to pinpointing a child'srgjties and needs, and then designing instructiooglrams that facilitate the child's
development. When assessing a second-languagénigaiild, teachers and other caregivers shoulld &io

the child's abilities in terms of cognitive, soegahotional, and physical development;

the child's abilities in his or her first languaged

the child's capabilities in his or her second latgu

Because cognitive, social-emotional, and physieaktbpment are involved in and affected by the ese®f second-language
acquisition, it is important to assess these akaswing the child's abilities in his or her filsinguage is critical in gaining a
complete picture of the child's abilities, as ithgaing information about how a child is progregsimthe development of second-
language acquisition. Similar to assessing childvea are monolingual, conducting authentic perfarcgabased assessment helps
teachers and other caregivers see how a childlaisgsage during day-to-day interactions.

What Behaviors Can | Expect from Young English-Liaaxge Learners?

Some behaviors common among children beginningdaiee another language that may be misinterprasechallenging behaviors
include not talking, difficulty following directiog difficulty expressing ideas and feelings, arftiatilty responding to questions
consistently. For example, as children begin tawaecnother language, they may go through a ndav@eriod during which they
begin to gather information about how to commumasith their peers and adults in the second langugring this period, children
often choose not to speak, and they may isolategblves as they take on the role of a spectatobgerver. In "safe" environments
(such as solitary play), some children may reheaesewords they have heard. For example, although@érinne might interpret
Janelle's tendency to keep to herself as problendnelle might be watching classmates and aanttsaattempting to figure out how
to communicate.

Additionally, some children use cognitive and sbsteategies to acquire a new language. One sfratsgd by children acquiring a
new language is "pretending” to understand int@rastor activities, such as large group play, winefiact they do not clearly grasp
what is going on. In such situations, children rhaye difficulty or may be inconsistent in respomgdia directions given by their
peers or adults.

What Can | Do?

Teachers and other caregivers should understarmtdlcess by which children learn language, whethisitheir home language or a
new language. It is also important that early diolod educators and other professionals gathemiaftion from a variety of sources
to ensure that they have a complete picture ofld'slskill development. Teachers and other calgican learn from families not
only about their children but also about the fagsilicultural, ethnic, and linguistic backgroundstivthis understanding, caregivers
will not only be able to distinguish between a tdvaging behavior and behaviors associated withrebtanguage acquisition, but
they also will be able to effectively support chdd's overall development.

Teachers and caregivers will want to individualizgtruction, because even two children from theesaniture might show different
patterns in learning English as a second languagedion factors such as experience and personality.

It is critical that early childhood settings progid supportive and safe environment in which céiidran use their home language
and learn a new language. Teachers can develogiearstic plan to promote meaningful participatiod anclusion of second-
language learners in routines and activities incthesroom. To help young second-language leartszrshers and other caregivers
can build upon what the children know and engageit situations that at the beginning may not iregihem to give specific
responses (e.g., low-demand situations). For ex@nyis. Corinne might begin trying to get Janellaenavolved in large group
activities by having Janelle help carry materialshsas books, name cards, and musical instrumegiscte time. Language
strategies such as pairing new words with gestpiesjres, and cues; commenting on things a clilesdexpanding and extending
upon children's words; and repeating what childi@nhave been found to be effective in young chiltdr successful acquisition of a
new language.

Thus, collaborating with families and other profesals, creating a supportive early childhood emwvinent, and using evidence-
based language strategies are key ingredientdpgmbeeachers and other caregivers work effecfivéth second-language learners.
Not only will using these strategies help in digtirshing between a challenging behavior and behagissociated with second-
language acquisition, but they will enable adwiteffectively support children's overall developmen

Some behaviors common among children beginningdaiee another language that may be misinterprasechallenging behavior:
include not talking, difficulty following directiosy difficulty expressing ideas and feelings, arftiadilty responding to questions
consistently.

50



Explaining BICS and CALP
Haynes, J. (2007Explaining BICS and CALFRetrieved from http://www.everythingesl.net/indees/bics_calp.php

Classroom teachers need to understand the diffetegtoveen social language and academic languagésiico. Here is a simple
description of BICS and CALP as theorized by Jinmthins.

Basic Interpersonal Communication Skills

Experts such as Jim Cummins differentiate betweerakand academic language acquisition. Basigpetsonal Communication
Skills (BICS) are language skills needed in sosilations. It is the day-to-day language neededtévact socially with other

people. English language learners (ELLs) employ 8tills when they are on the playground, in thechuroom, on the school bus, at
parties, playing sports and talking on the telegh&ocial interactions are usually context embeddldy occur in a meaningful
social context. They are not very demanding coggliyi The language required is not specialized s€Hanguage skills usually
develop within six months to two years after arrimathe U.S.

Problems arise when teachers and administratork that a child is proficient in a language wheeytdemonstrate good social
English.

Cognitive Academic Language Proficiency

CALP refers to formal academic learning. This inlds listening, speaking, reading, and writing alsoifect area content material.
This level of language learning is essential fadents to succeed in school. Students need timswppbrt to become proficient in
academic areas. This usually takes from five t@sgrears. Recent research (Thomas & Collier, 1B88)shown that if a child has
no prior schooling or has no support in native leage development, it may take seven to ten yeaislfbs to catch up to their
peers.

Academic language acquisition isn't just the urtdeding of content area vocabulary. It includediskuch as comparing,
classifying, synthesizing, evaluating, and infegriAcademic language tasks are context reduceakniattion is read from a textbook
or presented by the teacher. As a student gets thideontext of academic tasks becomes more amnd reduced.

The language also becomes more cognitively demgnbliew ideas, concepts and language are presentkd students at the same
time.

Jim Cummins also advances the theory that theaae@mmon underlying proficiency (CUP) between tamguages. Skills, ideas and
concepts students learn in their first languagéheltransferred to the second language.

Oral Language The Education Alliance, 2006 (http://www.alliancewn.edu/tdl/elemlit/orallanguage.shtml)
Considerations for ELLs

Oral language provides the foundation for literdeyelopment. English language learners (ELLS) mksdlgt opportunities to learn
and practice oral English in order for their liteyaskills to flourish. ELLs learn English primariby listening to language in use
around them, while using context to figure out wih@t spoken words mean. This language serves asgiieor data that learners
internalize and use to express their own meanmgseiir interactions with others.

It is important to consider that many ELLs go thgbwa "silent period," during which they listen astaserve more than they speak.
ELLs may speak at first in single words or shomtgsies. They may speak fluently when using greetingsother basic phrases in
routine interpersonal situations, but speak hdlimdhen constructing English sentences to expres® momplex ideas. Effective
teachers are aware that ELLs who are quiet in ctessbe hard at work listening and comprehendirgchers also know that ELLs
may take longer to answer a question or voluntemament, because they need more time to processimgeand formulate an
appropriate response.

ELLs' speech may be ungrammatical, reflecting tlaeik of experience with English word order, grartios patterns, or word
endings. Their speech may be "accented," refledticig of experience with English sounds, rhythnmg stress patterns. As a result,
ELLs may feel self-conscious about speaking, esfigdn large groups. Criticism, ridicule, and pightorrection exacerbate these
anxieties. ELLs are likely to be more comfortalpeaking in small groups.

ELLs may over-use high frequency words likee or go until they acquire a larger repertoire of mordeténtiated words, such as
beautiful, happy, entertaining, kind, generauseave, depart, travel, journey, race, hike, skighile young ELLs naturally acquire
the language of play and daily life from sociaknatction with other students and adults, ELLs negekplicit instruction and
modeling of the more formal language used in acédsaitings to talk about reading and writing. didition, as they listen to
literature that is read aloud, Ells become familiéh its language (e.g., "Once upon a time . and ". . . happily ever after") and its
structure (introduction of characters, setting e, and solution), which are important preredessfor reading.

With time and lots of opportunities to listen, oh&g participate, and interact, ELLs progress idarstanding and are able to produce
language that is increasingly complete, compled, gmammatical. This is similar to the natural wagttmost young children learn
the languages spoken by their families at hometharcontext of activities and relationships.

In some cultures, discussion and story tellingfillesl with personal anecdotes that are impliciigher than explicitly connected to
the topic. Teachers may sometimes perceive suchtivas as rambling or confused. Effective teackgrse to understand such
cultural differences and respect them, while atsdnme time helping children add more sequentiakapid centered styles to their
repertoire.

Conferences about writing and other opportunitiesohe-on-one conversations with a teacher progidat support for the
development of topic-centered narrative stylesuf® in academic contexts. In addition, use of thafive language can provide
ELLs with much-needed clarification, explanationdaelf-expression as they go through the diffiputtcess of learning to speak,
read, and write in English.
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Strategies

Teachers include listening as an integral pareafimg and writing instruction.

Teachers employ a variety of effective stratedies involve students as active and engaged lisgener

Teachers guide students to identify literary elets@s they read aloud, listen to, and discuss bioglether.

Teachers help students understand and make commetii their reading through social interactionwlirich students listen

to and build upon each other's responses to the tex

Teachers provide opportunities for students toudisénsights from their reading with each other.

Teachers model and explain text-to-self, text-td;tend text-to-world connections for their student

Teachers include daily sharing as an importantiagiin their classrooms.

Teachers provide ample opportunities for studemtalk about familiar topics and then demonstratsttidents how talking

better enables them to write.

Teachers have regular conversations with individuadents about their writing, thereby enablingishis to improve the

quality of their work.

10. Teachers model how to verbalize understandingsjandtions about readings and then provide oppdgarfor students to
practice these comprehension strategies.

PN PE
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©

1. Teachers include listening as an integral partfaeading and writing instruction.

Teachers' talk is a primary source of informatiod fanguage input for ELLSs. It not only conveysadabout the topics being
discussed but models how to use language, sersitigeanput or data which learners internalize agelto express their own
meanings. The qualities of the teacher's talk aggamat importance. Effective teachers often atlagit speech to facilitate language
learning. These adaptations may include speakowl| using short sentences, paraphrasing the sa@ssage several different
ways, and explaining word meanings. Teachers asaastures, pictures, and props to make the ngearire clear.

ELLs learn from listening to read-alouds, songgms, and chants. Listening to the sounds, rhynmekstleythms of English provides
ELLs with the auditory experiences they need tmptmce and read English. Beginning ELLs benefiatlydrom listening to read-
alouds of picture books. Effective teachers usadllilgrations to develop vocabulary and to makeystneaning clear.

Many ELLs go through a "silent period," during whithey listen and observe more than they speaknBtiis silent period, ELLS
benefit from opportunities to participate and iatgrwith others in activities that use gesture gpdat movement, art, experiential
activities, and single words or short phrases.dfiffe teachers are aware that ELLs who are quielaiss may be hard at work
listening and comprehending. ELLs may take longaartswer a question or volunteer a comment be¢hageneed more time to
process the meaning and to formulate an appropeamonse.

Effective teachers monitor students' listening coghpnsion. This can be especially useful when End¢inguage learners (ELLS)
are in their "silent period," during which theytéia and observe more than they speak.

Effective teachers say things like:

Show me the dog.

Show me the doghouse.

Point to the clouds in the sky.

Where is the mouse in the picture?

In the story Annie is very sad. Show me a sad face.
At the end of the story they all shook hands.

Victor, shake hands with Tommy now.

Look, everybody, Victor and Tommy are shaking hafas like the people in the story.

As ELLs become more proficient in English, teachmgin to read from chapter books and other agesapte materials. In this
way, they continue to build and monitor student€abulary development and listening comprehension.

Effective teachers say things like:

We heard that the witch was very wicked.

What's another word for wicked?

What does wicked mean?

The witch was not nice at all. She was very . ..

Would you rather have a teacher who is kind ormaher who is wicked?
| read that the boy lived in a log cabin in theefstr

Is a cabin a big house or a little house?

Was the cabin made of wood or of plastic?

What's the word that means little pieces of a tree?
To foster reading comprehension, teachers modelreaders make explicit comparisons between theatektheir own lives.
Effective teachers say things like:

In the story, Annie is very sad because her ddgsis
That makes me think about my dog.

It makes me sad to think about my dog getting lost.
Who else here has a dog?

Did your dog ever get lost?

Did you ever lose something or somebody else?
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Did you feel sad like Annie?

Are there other things that make you sad?
2. Teachers employ a variety of effective strategieghat involve students as active and engaged liggrs.
Explicit instruction in listening comprehensionadérgies is extremely beneficial for English langisgarners (ELLs). However,
beginners in English and those who have not yehéshto read in their primary languages will neeatermodeling and repeated,
explicit explanations of the strategies in ordeunolerstand and use them.
Effective teachers use, explain, demonstrate, evigit strategies throughout the school year. Sitsde&ho may not be ready to
understand the explanations of a strategy in OctobBlovember may be able to understand and usstihiegy when it is explained
and modeled again in February.
Limited English proficiency is not the only reagbiat ELLs may have difficulty understanding a stdv\any stories are difficult for
ELLs to understand because the stories containerfes to American culture, history, and custonaskbround knowledge that an
ELL may not yet have absorbed.
ELLs learn strategies best when teachers provighoiinstruction and modeling. For example, teashprepare students to use the

strategy of predicting what may happen next iroayst
Effective teachers say things like:

I think Annie is going to find her cat.

| predict she will find her cat.

That's what | think is going to happen next.

That's what | predict.

Predictmeans what | think will happen.

What do you predict?

What do you think is going to happen next in thury

Say, "l predict . . . " and then say what you thivik happen.

Do you think that the girl in the story did a gathhg or a bad thing?

When you tell me what you think, you need to explahy you think it was good or bad.

If you think it was good, say, "I think what sheldvas good because .. ."

If you think it was bad, say, "I think what she dvds bad because . . ."

In addition, effective teachers recognize whencitretext or premise of a story may be unfamiliaéld s. Teachers preview the
books they read aloud for cultural content that meuire explanation before or during the readirizey try to help students make
connections to their own experiences. They alsecssbme books because they reflect studentsresjthomelands, languages, and
experiences.

Effective teachers say things like:

In the story, the boy's father tells him storiesuthwhen he was a little boy.
Do any grown ups tell you about when they wertelitbys and girls?

What do they tell you?

This is a story from Puerto Rico, and it's aboaharacter named Juan Bobo.

What do you know about him? Can you tell us aboahBobo?

3. Teachers guide students to identify literary el@ents as they read aloud, listen to, and discussdis together.

Beginning English language learners (ELLs) and-firme readers need to have literary elements égdiareviewed, and restated.
To illustrate literary elements, effective teachese props to stimulate discussion. For exampég;, ilfustrate story structure with a
paper folded in thirds labeled "beginning, middled end." They differentiate the concepts of charaand setting using cutouts,
color forms, or flannel board figures and backgasurDuring discussions about books, they reviewdligerary elements in context.
Effective teachers say things like:

We just readdnnie and the Wild Animalsvho was the main character?
When we read\n Evening at Alfie;svho was the main character?
What about when we reddfie Gives a Hand

The main character was Alfie again, but the settvag different.

The two Alfie stories happened in different places.

Where did they happen?

The settings were different.

Setting is the place where the story happens, hardhcter is the person or the animal that the ssoapout.

4. Teachers help students understand and make coret®ns to their reading through social interactionsin which students

listen to and build upon each other's responses tbe text.

Participating in literature-based discussions mtesiEnglish language learners (ELLs) with rich opputies for learning. Beginning
ELLs who are not confident speaking in a group lwamefit from listening to the language of their ige@nd experiencing academic
conversation. Listening to their classmates' qaestand comments in English and/or in a sharedapyitanguage can support ELLs
efforts to comprehend difficult texts. ELLs who aeductant to speak in large-group discussions fealymore comfortable in small
groups. Conversation with classmates from diveesskdrounds provides cultural insights and infororathat can increase
comprehension.
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Effective teachers vary reading response activiiéaclude art as another way for ELLs to dematsttheir comprehension and
reactions. Students can listen and draw, make posters, and act or pantomime a scene or an em8ith teachers and classmates
can respond to these artworks, thereby providingsEkith more language input.

They say things like:

| see you drew the big elephant and the little rachelping him.
The elephant is bigger than the trees. The elemrahthe mouse are talking.

I like how you looked surprised when you were belmgelephant.
In addition, effective teachers help ELLs discussies together by modeling phrases like these:

| agree with what Kim said because . . .
| don't agree. | think that . . .

| want to know . . .

| wonder if/why . . .

Why do you think . . . ?

What does . . . mean?

5. Teachers provide opportunities for students to idcuss insights from their reading with each other.

Like all students, English language learners (Ellies)efit from opportunities to participate in batikcussions, interacting with
teachers and peers. For many students, book-cdrienzersation may be a new experience, and thgybmansure of the
expectations. They may not understand the diffeehetween summarizing and retelling, recountimguseinterpreting or

critiquing, revealing the ending of a story or tizing their classmates by withholding it. Studemtay be unaware of conventions
such as stating title, author, and topic; descglginaracters and setting; or explaining why theyld@r would not recommend the
book to others. ELLs and other students may beousrabout engaging in this new type of talk inrgdagroup setting.

Having a student recall or retell a story can leetpacher assess the student's reading compremeidsiwever, a student's limited
oral English proficiency or self-consciousness alspeaking English may inhibit the student's penfance and cause the teacher to
underestimate the student's comprehension.

Teachers who speak the home languages of ELLs hodwgh to assess students' English reading corapsén can use cross-
linguistic approaches. Students can benefit fraiellneg an English story in their home languagenersely, students can read books
in their home languages and benefit from reportinghe books orally in English. Research suggéstisstuch cross-linguistic literacy
activity promotes metalinguistic awareness.

Effective teachers help ELLs by modeling the tdek thildren are expected to perform and by explistating goals and
expectations.

Examples of explicit language models are:

Tell us the title of the book. Say, "The title bf¢ book is . . . "

Tell us who wrote the book. Say, "The author is". .

Tell us where the story happens. Say, "It takesepla . "

Tell us if it's a true story or information bookellTus, "This is a nonfiction book about . . .”

Teachers often let students practice, or even preisepairs or teams. To support students' acadllamguage development, teachers
listen carefully to how students answer questiordsthen encourage students to clarify, elaboraig b@ more precise.

Effective teachers say things like:

So, your book was about horses.

What did you learn about horses?

What kinds of horses did the book tell you about?

What did the book say about what horses eat?

Let's look back and remember what other kinds fofrination about horses we have read.
You told us that the characters in your book areridand Mudge.
Is there one other character?

Is there a grown-up character?

You said that the setting of the story is HenrglsKyard.

Do you remember what season it is?

How do we know what season it is?

You drew a picture of Henry and a flower.

Tell me about the flower. Is it important in thisiy?

You said that Henry can't pick the flower. Did sdrody tell him not to pick it?

Tell me more about that.

6. Teachers model and explain text-to-self, text-ttext, and text-to-world connections for their stuants.
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As with most students, when ELLs can see connexti@tween reading and their own lives, their readomprehension and
engagement increase. However, it can be diffiarl&LLs to find such connections if most books amaterials represent mainstream
culture. Students who rarely find reflections dcdittown faces, lives, or histories in their booksynbegin to feel alienated from those
books and from school.

While teachers help students identify with univeteames in books, such as rejectioire Ugly Ducklingthey also make sure to
study some books that reflect diverse experienedsaltural backgrounds. By studying fiction andhfiction narratives that reflect
experiences of ethnic communities, suclias Dancer: Ernie Wan's Chinese New Y@afaters, Slovenz-Low, & Cooper, 1991)
andMy Little Island(Lessac, 1995), ELLs see that others share thperi&nces of having relatives and roots elsewhgffective
teachers hold discussions that draw out the stadeuiturally specific relationships to such texts.

Teachers say things like:

Have any of you ever seen the New Year's Para@&iimatown?

Have any of you been to a place that looks likeigtznd in the picture?
tis also important to highlight the broader cottiwns that other students can make.
Effective teachers say things like:

Have you ever been in a show or an important p&rade

How did you feel?

Do you have relatives who live far away?
In a similar vein, informational texts on familisubjects, such as food lveryone Eats Ricg?owell, 1997), build upon students'
experiences and reduce any feelings of marginaizat

7. Teachers include daily sharing as an important@ivity in their classrooms.

Cultural factors influence the style of oral langaaPeople from diverse cultures differ in whayttedl and how they tell it. Because
of language structure and tradition, English spesatend to center on a topic, present informatioa sequential order, and tell linear
stories using cause and effect; however, not #ilial groups organize their communications thiy Ww&hen students from culturally
diverse backgrounds share stories in English, Bzacdometimes perceive these narratives as rantidigorganized. Yet, adult
members of the students' own communities judgeethagratives as well-structured. While it is thepensibility of the school to
teach socially valued and academic ways of speakiifigctive teachers avoid judging narratives #ming from diverse cultures as
evidence of poor thinking skills.

It is important to understand that limited Englmificiency and culturally diverse styles of naimatinfluence how students share
stories and experiences in class. Effective teaclvefcome all students' contributions to class eosations, but also provide
guidance in the narrative styles for which studevilisbe held accountable.

Teachers say things like:

It sounds like you had so much fun when your causisited.
| can tell that you really enjoy them.

| want to make sure | hear about all the placestgold them, so let's make a list:

What day did they arrive?

How long did they stay?

Okay, I'll write down Saturday, Sunday, and
Monday.

Let's write down the things you did on each.day

8. Teachers provide ample opportunities for studestto talk about familiar topics and then demonstrag¢ to students how
talking better enables them to write.

The connection between speaking and writing isspe@ally important one for ELLs. By observing gradticipating in the teacher's
composing processes, ELLs gain insight into mapgets of writing. Students learn that writing magim with the intention to
interact, inform, inquire, amuse, remember, persuadcelebrate. They realize that words can bkdirinto sounds that are
represented by letters. They notice that the teaddesn't always try to "sound out” words but somes just remembers them or
consults the word wall. They see how the teachigkstabout her title as a way to focus her writifigey hear the teacher consider
how to begin with an attention-grabbing sentenod,they learn that the teacher is always thinkingua what will interest and
inform the audience. In this way, they discoverldgc behind capitalization, punctuation, and gaaphing.

Finally, ELLs are privy to the teacher's self-eaion. The teacher might say:

Let's look at my story.

Did I tell you what my favorite place is?
Did I tell you why I like it there?

Did I tell you what | do there?

Do | have details?

Did | write a conclusion? Oops. | forgot the corsitun.

Where should my conclusion go? What should | say?

Gradually, students understand that if you canitsgyu can write it.

Sometimes teachers use the Language Experienc@dqipto scaffold the transformation of oral languago written language. For
this strategy, teachers ask students to tell § stioout a drawing or experience and then transthidetory. Students read and reread
the story aloud. The teacher cuts the story aptotsentence strips and word cards for studergsraomble and put back in order.
After students can competently put the sentencésvands in the correct order, the teacher preparession with selected words
replaced by blanks for students to fill in, or #aths recopy the complete story.
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Another scaffolding strategy is to hold a grougcdssion on a familiar topic such as favorite weekactivities.
Effective teachers say things like:

On Saturdays and Sundays, | like to walk my dodp wiy son.
On Saturdays and Sundays, | like to go have caffdemy mother.
On weekends, | like to go shopping with my sister.

What do you like to do on Saturday and Sunday?
Then teachers write a model sentence and listttieests' oral contributions on chart paper, such as
On weekends | like to with .
The list for the first blank might include actiws such as:
play outside
play baseball
go to the movies
watch TV
play video games
eat at a restaurant
visit my grandpa
The following words might be part of a list for teecond blank:
my dog
my friends
Fred and Kenny
my sister
my neighbors
my mom and dad
Beginning ELLs may need to repeat the sentencernpatind the listed items after the teacher sayn therder to match the spoken
and written words. Using the chart as a model,esitgiwrite about their own weekend favorites. Stigleead their final stories to the
class for feedback and discussion. They can ilitsstthe stories and display them in the classréamally, the stories can even
provide the basis for a guessing game.

9. Teachers have regular conversations with indivigal students about their writing, thereby enablingstudents to improve the
quality of their work.

Teacher-student writing conferences provide exaet@portunities for ELLs to interact one-on-ong¢hathe teacher. Not only do
students receive individualized attention, but dfsxy are able to speak in a setting that doepmsent competition from more
verbally proficient classmates. Conferences protédehers with a unique opportunity to learn mdreua each student and to
strengthen the teacher-student relationship.

In conferences, teachers are responsive to theididil student's needs and interests. Teacherstatgir language to the student's
comprehension level. During conferences, teaclessond to what students have written and drawnttandask clarifying questions
to improve the quality of the students' speaking)anting. Beginning ELLs who are not yet writingagncome to the conference
with a drawing that the teacher can respond toallgriand in print.

Effective teachers say things like:

| like your picture. You used so many colors!

Tell me about the people you drew.

Is this your family?

Who is this?

You wrote that your sister's dress was nice, | wakihow more about it.
Tell me the color.

Was it a long dress or a short dress? [Teacheurgsst

You said that your cousin got mad but you didnfilax why.

What happened that made your cousin angry?

Did something happen?

10. Teachers model how to verbalize understandingsd questions about readings and then provide opptirnities for students
to practice these comprehension strategies.

ELLs spend a great part of their time and energindgrto understand the oral and written English tarounds them. ELLs benefit
from learning how to ask themselves and other egpéstions that focus on finding and clarifying hformation they need.
Helpful strategies for ELLs include: rereading,mskiing, scanning, and consulting resources to olafanification. Explicit modeling
and instruction helps students to monitor their pprhension by verbalizing their understandings@ngointing areas of confusion
or missing information. Beginners in English andsth who have not yet learned to read in their pyrtanguages will need more
modeling and clear explanations of the strategiesgder to understand and use them.

Teachers of ELLs keep in mind that limited Enghetrd knowledge is an important, but not the onbgson that ELLs may have
difficulty understanding what they read. Many stsrare difficult for ELLs to understand becauseahiors have written for an
audience that shares background knowledge of Aaredalture, history, and customs.

Effective teachers use, explain, demonstrate, evidit comprehension strategies throughout thedagfear. Students who may not
be ready to understand a strategy early in theddgle@r may be able to understand and use thegyrathen it is explained and
modeled again a few months later.

To engage students in their reading, teachers naoikeéxplain questioning strategies that send stadeck to the text to look for
story elements such as character (Who?), settine(@? When?), and problem (What's the matter?)infanmational text
comprehension, teachers model graphic organizgr®ppate to the subject matter, such as the orte@next page.
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LANGUAGE DEVELOPMENT LEVELS:

SAMPLE BEHAVIORS IN THE CLASSROOM
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LANGUAGE DIFFERENCE vs. COMMUNICATIVE DISORDER
The Challenge is: Does the student exhibit a commigative/language difference or possible communicath disorder?

* Speech and languagéferencesare usually observed among ELL students. Differerace observed in sentence structure,
sound production, vocabulary, and pragmatic usaragfuage.

* Students from other countries and cultures may haddimited exposure to language or limited opyattes for language
enrichment.

Articulation Differences

e Children learning English as a second language gftenounce English words differently than monaliagEnglish
speakers. Phonological differences that reflectrttizvidual’s limited proficiency in English shouhibt be viewed as a
disorder.

* Typical substitutions: sh/ch, t/th (voiceless)hdioiced), s/z. There are fewer consonants andeisaunds in Spanish than
in English.

» In English most consonants can occur at the emebads, the only consonants at the end of Spanistisnare N (camion), L
(mal), R (par), S (jamas), and D (sed).

Language Differences

« Individuals learning a second language must acquihole series of phonemic contrasts that do xist @ the native
language.

e This may include dialects which should not be cdexd a disorder.

» Grammatical errors in the second language thagiaridar to those observed among first languagenkzarare to be expected
and must not be viewed as evidence of a disorder.
Ex.- Inappropriate usage of masculine and femipio@ouns, omission of morphological markers (plusapast tense —ed,
etc.).

* In Creole, the plural is not formed by adding “She noun remains unchanged and is followed by eapinarker.

« Shifting from one language to another within ae@nhce is not necessarily an indicator of a digorde

« Evaluate the child’grogressin acquiring a system of rules for the constructibsentences.

Differences and similarities between first and secul-language learning

« Similarities between first and second languageniegrare especially evident when the two languagedearned
simultaneously.

* Some researchers have stated that bilingual lamgdeeelopment is 4-5 months behind monolingual s&€lehildren have
more to acquire and differentiate than monolingirddren.

» The student’s first language plays an importarg imllearning English as a second language. Ifithelanguage is
developed, it provides the foundation for the sedamguage. Transfer occurs between the languages.

» Linguistic interference may occur when learninggaaond language: Ex. - The house big.

Language is learned through exposure, experience ais effortless. If the student background is diffeent from the
mainstream society they may stand out as being “diérent”. If the professional does not consider thabove, a misdiagnosis
may occur.
Assessment of English Language Learners must diffentiate communicative differences that are atypicairom disordered.
A communicative disordermay be present when:

» speaking behavior is defective to such an exteattittinterferes with one’s ability to convey a reage clearly and

effectively during interactions with community meend who speak the same language.

« astudent has a disability affecting his or herarhdhg ability to learn language.
Articulation Disorders
An articulation disorder is present when the cHigsnonstrates deficits in the production of the spemunds of the language.
English language learners who demonstrate diffiesiin the pronunciation of English words shoulctbesidered to have
articulation disorders only if evidence of delaygdlisorder phonological development is identifiedheir first language.
Language Disorders
Factors to consider when assessing ELL childrepdssiblelanguage disorders:
1. The ELL child’s language performance should ®gared to that of other bilingual speakers whaehaad similar cultural and
linguistic experiences. Language performance ohdmglish dominant children may fall below thatloé monolingual child
because they have had fewer opportunities to heaEnglish language.
2. Grammatical errors in the second language tieasianilar to those observed among first languagenlers are to be expected and
must not be viewed as evidence of a disorder. [Bappropriate usage of masculine and feminine proapomission of
morphological markers (plural -s, past tense —&x).devaluate the child’grogressin acquiring a system of rules for the construction
of sentences.

3. Language loss is a normal phenomenon when appbes to hear and use the first language arednathin or minimized.

4. Shifting from one language to another withinuserance is not necessarily an indicator of ardisio
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*|t is not a disability if the problem is only obrsed in the English language. Problems in commuigicashould be evident in both
English and primary language. A language disorslerdisability that affects the childibility to learn any languageéExposure to
two languages is not the cause of the disabilityn@ual children with language disorders will hadifficulty learning English,
Spanish or any other language.

Possible Indicators of Language/Learning Disability

. Difficulty in learning language at a normal raggen with special assistance in both languages.
. Deficits in vocabulary.

. Short mean length of utterance/response

. Communication difficulties at home, interactinigh peers, etc.

. Auditory processing problems (poor memory, cazhpnsion, etc).

. Lack of organization, sequencing skills.

. Slow academic achievement and development.

. General disorganization and confusion.

. Difficulty paying attention.

10. Need for frequent repetition and prompts.

11. Difficulty using appropriate grammar and sengestructure.

12. Difficulty using the precise vocabulary (stuffing, you know, etc).

13. Inappropriate social language use (interrugiguently, can’'t stay on topic, take turns, etc).
14. Overall communication skills are substantiglbprer than those of peers.

O©ooO~NOOTh, WNBE

SHELTERED INSTRUCTION AND THE SIOP MODEL

The SIOP Institute. (2008%heltered instruction and the SIOP modretrieved from http://www.siopinstitute.net/abbtinl

Sheltered instruction (SI) is an approach to teagtihat extends the time students have for reagilzimglish language support while
they learn content subjects. Sl classrooms, whiaf imclude a mix of native English speakers andliEndearners or only ELs,
integrate language and content while infusing secaitural awareness. Teachers scaffold instrudticad student comprehension of
content topics and objectives by adjusting the@regih and instructional tasks, and by providing eppate background information
and experiences. The ultimate goal is accessilfditfELs to grade-level content standards and qaisoghile they continue to
improve their English language proficiency. S| hasome a preferred instructional approach for tegcEnglish learners, especially
at the secondary level, as schools must prepaderstsito achieve high academic standards and torgsrate English proficiency on
high-stakes tests.

The Sheltered Instruction Observation Protocol &pModel (Echevarria, Vogt & Short, 2000) was deped to provide teachers
with a well articulated, practical model of shedtgrinstruction. The SIOP Model is comprised of &&tfires organized into eight
components. Its effectiveness was validated bygeaareh study conducted through Guarino, et al (20@io determined that it was a
highly reliable and valid measure of shelteredrucdton.

Although sheltered instruction is widely advocasesdan effective instructional strategy for Englistrners, few research tools allow
for the assessment of an effective sheltered leS3mnSIOP Model provides the assessment piecagdhrthe observation protocol.
The items included in SIOP drew upon the knowlealya experience of professionals working in S| ddresearch literature.

Potential items were narrowed to the final featuhesugh field-testing (Short & Echevarria, 1999).

MAKING CONTENT COMPREHENSIBLE FOR ELL STUDENTS: THE SIOP MODEL

Key Components — Teaching language and content
effectively:

1. Preparation:

[ Clearly define content objectives

[ Write on the board

[ State orally

[ Clearly define language objectives

[ Write on the board

[ State orally

[0 Choose content concepts for age appropriatenessitin
with educational background of students

[0 Use supplementary materials to make lessons atehr
meaningful

[0 Adapt content to all levels of student proficiereyse

graphic organizers, study guides, taped textsayigeading...

[0 Provide meaningful and authentic activities tinégrate
lesson concepts with language practice opportgritie
surveys, letter writing, making models, plays, game

2. Building Background:

00 Explicitly link concepts to students’ backgroungerience
[0 Make clear links between students’ past learnimdrzew
concepts

[0 Emphasize key vocabulary

3. Comprehensible Input:

[ Speak appropriately to accommodate students’ geaity
level

[ Clearly explain academic tasks

[0 Use a variety of techniques to make content casagpar--
modeling, hands-on

materials, visuals, demos, gestures, film clips...

4. Strategies:

[J Provide ample opportunities for students to ussesies--
GIST, SQP2R, Reciprocal Teaching, mnemonics, 12itain
research paper, 2 column notes, repeated readittgs,

[J Consistently use scaffolding techniques througlheagon --
think-alouds, paraphrasing, partnering...

[ Employ a variety of question types—use

Question Cube, Thinking Cube, Bloom’s Taxonomy...

5. Interaction:

) Provide frequent opportunities for interaction and
discussion—Supplies much needed “oral rehearsal”

[J Group students to support language and content
objectives—use at least 2 different structuresrdyai
lesson—pairs, triads, teams, varied by languagicpnocy or
interest

[0 Consistently afford sufficient wait time—Ilet oth&tudents
write down answers while waiting for one studentaspond
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[0 Give ample opportunities for clarification for aapts in
L1—use bilingual paraprofessionals, native language
materials, notes by students...

6. Practice/Application:

[J Supply lots of hands-on materials

) Provide activities for students to apply contemtguage
knowledge— discussing and doing make abstract gasce
concrete; allow students to work in partners befeoeking
alone

[ Integrate all language skills into each lessostehing,
speaking, reading, writing

7. Lesson Delivery:

[ Clearly support content objectives—

objectives apparent throughout lesson; no “birdka/al

[ Clearly support language objectives— studentsrgaraple
opportunities to “show off” their language capatgk in
speaking, reading, writing

[ Engage students 90-100% of the lesson—less “teache
talk”, no “down-time”, students are actively worgiim whole
groups, small groups, individually...

[ Appropriately pace the lesson to students’ abiétyel

8. Review/Assessment:

[0 Provide comprehensive review of key vocabulary-etea
review, assess, teach...; use word study books, Gowierd
Wall, ...

[0 Supply comprehensive review of key content corgept
review content directly related to objectives thlgbaut lesson;
use graphic organizers as review

[0 Regularly give feedback to students on their oatplarify,
discuss, correct responses

[0 Conduct assessment of student comprehension and
learning—use a variety of quick reviews: thumbsdapvn,
numbered wheels, small dry erase boards; includiest self-
assessment...

Making Content Comprehensible
1. Lesson Preparation

Adaptation of Content:

[ Make texts accessible to all students without &riaty
down “ texts

[ Use before, during, and after reading or writing

= Graphic Organizers:

--Schematic visuals that assist students to glaesp t
“wholeness and parts” of a concept. Use to suppiemvatten
or spoken words

--Before reading or writing: guides and suppleméeatsuild
background for difficult or dense text and helpgamize
writing

--During reading: focuses students’ attention aades
connections, helps with taking notes and undergtgriext
structure

--After reading or writing: assists in recording ganal
understandings and responses; double-checks oadjamniz
Examples: “I Wonder”, Venn Diagrams Timelines, Dission
webs, Thinking maps...

Tip: With English Language Learners, it is helgfulactually
construct the graphic organizer in front of thedstuts on
chart paper or transparency for deep understanding.

= Outlines:

Teacher prepared outlines that help students tates1in an
organized manner

Tip: T-charts are useful outlines to begin organizing

Tip: Some students need picture support, or tdlsee
completed outline first

= Highlighted text:
For newcomershighlight (using blue highlighterkey
concepts important vocabulary, and summatatements in

students’ textbooks. Newcomers only résghlighted
sections. This reduces stress yet mainti@tysconcepts.

= Marginal notes:

Like highlighted text, teacher notes in the margiha
newcomer’s textbook assist in focusing attentionnoportant
ideas, key concepts, key words and their defingti@m draw
attention to important supporting facts for “why”‘thow”.
The Teacher’s Edition marginal notes may help ioosiing
key facts, etc. Parent volunteers could assistiting in
marginal notes in multiple textbooks. If you didwant to
write in actual student textbooks, you could sseky notes
that are removable

» Taped Text:

Teacher, paraprofessional, or older student tapeldok for
newcomers. This allows fonultiple exposuresto text and
should improve reading and understanding. Studstdake
home text and tape for homework.

= Adapted Text:
Sometimes it is necessary to rewrite dense teatder for
English Language Learners to comprehend a content.

Short, simpler sentences are easier for newcomers t
understand. The format should follow a topic sentence
followed by several supporting detail sentenceksé&htences
need to be relevant to the content. Maintairdrgnsistent
format affords easier reading and ma@nnections to prior
knowledge.

= Jigsaw text reading:

One or two members of each cooperative team argechoy
the teacher to form an “expert” team. Each

“expert team” is responsible for one section ofgresd text.
Text sections are read aloud in the “expert team”,
discussed and reviewed for essential informatien, k
vocabulary, and better collective understandinge/iear
understanding is reached, “expert team” membeusiTéd
their original cooperative teams to teach theimewmtes—
demonstratingpeer-modeling English Language Learners
benefit from this system because they are learinorg others
while not burdened with reading the longer text.

= Leveled study guides:

Teacher composes guides to accompany studentsbtakxt-
may include:

Summary of text—Questions--Statements of learning
Teacher can designate questions for different sl
marking with * (easiest), ** (moderately challengjrand ***
(most challenging)

Supplementary Materials: Sources

© Hands-on manipulatives and realia—connects alistrac
concepts with concrete experiences and studentslifev

© Pictures, Photos, Visuals: provide visual suppmttarder
concepts. Helps relate to prior knowledge and oral
presentations. Include models, charts, overheadgsm
timelines as you are presenting concepts

© Multimedia: film clips, songs and chants, postemsnputer
games, etc.--related to concept solidify key cotgapo the
deep memory

© Demonstrations: Model step-by-step completiorasks,
or model language to use with presentations. Tdaffads
and enhances learning

© Related Material: Most Dearborn schools have gitade
of leveled books—both fiction and non-fiction that
supplement science and social studies themes. Gloeck
school’s resource room for materials.

2. Building Background

[J There is a strong correlation between vocabulapnkedge
and

student achievement.

[) Select fewer key terms to focus on

) Explicitly teach “school language”—ex. Identify, compare
,summarize, define...
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A. Contextualizing Key Vocabulary:

Review the content and select key terms that atieatrto
understanding the lesson’s most important concepis.
teacher

= Introduces and defines terms simply and concretely

= Demonstrates how terms are used in context

= Explains use of synonyms, or cognates to convegning

B. Vocabulary Self-Selection:

After reading a content text, students self selecaibulary
they think is essential to the understanding theertt
concepts.

= Words are selected by individuals, partners, ame

= Shared, discussed, and agreed upon by whole class
= Empowers students in choosing the most appropt&te
vocabulary

C. Personal Dictionaries:

Personal dictionaries are created as an individoedbulary
and spelling resource for students.

= Students read text in partners or teams and sahctown
words

= Teacher works with teams to review each studgmtsonal
dictionary and providing clarifications where negde

= Words can be arranged alphabetically, by conaept,
structure

D. Content Word Wall:

This is a Content Word Wall specific to one contamta,
reserved for key vocabulary that relates to thatemt.

= Key words are displayed alphabetically

= Revisited frequently during lessons

= Students use words throughout unit of study

= Remove some words regularly in order to keep words
displayed to a reasonable number

Ex: Social Studies Word Walkevolutionary War

A Battle Constitutiondecide

concedeDeclaration

E flag G H Independence

J K liberty M notify...

E. Concept Definition Map

A simple graphic system used to discuss compleremis
and clarify the meaning of a concept.

Ex: Concept Definition Map-Revolution

What is it?

What is it like?

What are some examples?

F. Cloze Sentences:

Used to teach and review content vocabuilargontext.

= Teacher chooses a sentence that has a strongtahte
support for the vocabulary focus word.

= Possible replacement words are brainstormed

= Teacher assists students in choosing correct word
Ex: During a a group of peopls toe
overthrow an existing

government or social systefnevolution)

G. Word Sorts:

Students categorize words or phrases (previousiydaced)
and sorts them according to meaning, structuredwadings,
or sounds. This reinforces word relationships, lsggland
word

structure.

Ex: Word Sort by endingsAmerican Revolution

revolution tension representation

taxation passion plantation frustration missiortipgration
vision solution

H. Word Generation:

This is a review of new content vocabulary throaghalogy.
Students brainstorm words that contain a “chunki @ford.
Ex: Port “to carry"—portable, export, transport, deport...

I. Visual Vocabulary:

English Language Learners benefit from a “pictuoké term
added to a definition of the word. Use stick figgjra picture
dictionary format, or a photograph.

J. Vocabulary through Songs:

Use the “Jim Walters Approach” —“Science Througingo
CD for teaching difficult concepts through a sdogmat.
Concepts and relationships are explained and reewdb
easier for some students through this multipleligence
medium.

Overthrow of Government

Revolution

Can be violent

Often emotional

Usually political

May result in changed system

American RevolutiofrenchRussian Revolution
-tion -sion -tation

3. Comprehensible Input

Appropriate Speech:

[ Use speech that &ppropriate to students’ proficiency
level— slow down and enunciate where applicable

[J Avoid jargon and idiomatic speech as much as possible

Explanation of Academic Tasks:

[J Present instructions i step-by-step manneand/or with
demonstrations. Write oral directions on board—stsklents
tore-explain

[ Usepeer-modeling—Focus attention on one group that is
functioning well on activity. Let those studentpkin step-by
step instructions to whole class using an overhead
transparency

Scaffolding: Use verbal and procedural scaffolding routinely:
= Verbal scaffoldingParaphrasing—restating student’s
response to model correct English

Think-Alouds—saying out loud what you are doing as you
try to use a strategy

Reinforcing contextual definitions—restating a term by
giving a context or definition Ex. Aborigingthe native
people of Australiawere being driven from their homes.

= Procedural scaffolding:

Explicit Teaching Modeling Practicing Applying

--Small group instruction with less experiencedistits
practicing with experienced students

--Partnering students for practice

Questioning:

[0 Use avariety of question types see “Thinking Cube” for
examples.

[0 Use “Question Cube” tpromote students askinga variety
of questions: Who, What, When, Where, Why,

How

Interaction:

[ Effective classes are characterized by a varietyauping
structures

= At least 2 different grouping structuresshould be used
during a lesson—partners, triads, teams, etc.

= Vary group configurations from day-to-day across the
week to pique interest, and increase student irvoént

Wait Time:

[ Effective teachers wait 20 seconds or more fdudent to
respond—many English Language Learners need ldimger
to formulate answers.

[0 While waiting for a student to repbther students can be
writing down their responsethen confirm with answer.
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Clarifying Key Concepts in First Language:

[ Allowing students ta@onfer with each other, teacher, or
paraprofessional in their native languageabout subject
mattermaterial provides needed support for true
understanding afontent while student is learning English

Application of Content and Language Knowledge:

[ Discussing and doingnake abstract concepts concrete,
therefore projects, discussion teams, reports tleehselves

to true comprehension

) Includeopportunities to practice English—reporting out
orally and in writing, working with teams or partee
Integration of Language Skills:

[0 Reading, writing, listening, and speaking amatually
supportive and need to be developed in an integrade
manner. Practice in writing promotes development in reading

Review of Key Vocabulary

[0 Review of vocabularyneeds to include attentionwmord
structure and sentence structure

[0 Multiple exposures to new terminologybuilds proficiency
= Use paraphrasing as review—provides context

= Use multiple modalities to remember words

» Have students use Individual Word Study Bookspfensonal
reference—grouping words by structiirgon,

-sion, -tation...)

Assessment of Lesson Objectives:

[J Use avariety of methods to elicit group responses

* Thumbs up/ thumbs down—Used to obtain a quick sarym
of agree/disagree responses. “l don’t know” respass
indicated by a closed fist

* Number wheels or numbered fingers: Used to indicat
responses to multiple-choice questions. Teachergugsible
responses on board or transparency, waits, then"Sipw
me!”

= Response boards: Use individual chalk boardsyeedase
boards for responses given in unison. Dollar stordome
improvement centers—bathroom tile board makes ghgat
erase boards!

4. Strategies

[ Discussing and doing make abstract concepts conceet
[J Academic language learning is more effective with
learning strategies

Content teaching —One Approach (40-55 minutes):

» Do an“l Wonder” Brainstorming—(5 minutes) about book,
topic, theme—should be in the form of questions ¢Wikahat,
when, what if, why...) or “l wonder if...”

» Do aPreview and Predict strategy—15 minutes

1. 1 minute—Students individually preview text miatk
looking at illustrations, photos, bold print...

2. 3 minutes—With a partner, students write 3 thititey
think they will learn about from this text. Write complete
sentences, note form, or pictures, depending atests’
language proficiency.

3. 4 minutes—Partners share their list with anoftaér of
students and list is condensed and or expandedsferainal
list to chart paper.

4. 3 minutes—4 person teams report out findingspaoe list.
5. 4 minutes-- Teacher reads first section of eme page or
less) while students follow along.

* Do GIST summarizing strategy—7 minutes

1. 3 minutes--After reading a passage or sectidexdf
teacher and students underline or pick out 10 wandis
concepts that are “most important” to understandimxg

2. 1 minute--Write 10 words on the board.

3. 3 minutes--Teacher and students write 1-2 sumpmar
statements using as many of the listed words asilpes
Could be partner work. Post on board.

» 3 minutes-Refer back to Preview Chart Read each
statement, confirm if it is + or -, depending oading
selection. Erase or cross out statements thatcardéaly to
relate to rest of reading selection, and add nediptions.

« 10 minutes-Students continue with reading either in
partners or small teanasmd do GIST strategy within their

team. If the selection is too long, teams can jigsaw iegd
selection and share out their summary statemetiswiiole
group.

* Refer back to “| Wonder” chart —4 minutes Write down
answers to questionshat were found in reading. If questions
were not answered brainstorm where answers couldumel
and form Research Teams to explore other sources.

* Represent new learning in some way-6 minutes—by one
of these:

--UseThinking Cubeto generate at least 6 higher order
thinking questions about text.

Ex: Give a quote from the book that tells what erais made
of.

How many ways can matter change?

How can you measure matter?

--Make aWord Splashusing the important words in this text.
--Construct graphic organizen(T-list, Venn Diagram, etc.)
depicting the highlights of reading selection.

--lllustrate new learning on a poster including appropriate
captions and details.

--Create a poem, chant, song, or pldgmonstrating new
learning.

--Do aGraffiti Write representing students’ learning:

1. Each team has chart paper, each team membarrhasker.
A topic or question is posed. At the start sigraadreperson
writes a personal comment about the topic or questh the
chart paper-at the saméime 2 minutes.

2. When time is called, teams rotate to next taielad
comments and add their own—may be same topic/questi
another question or focus. 2 minutes.

3. Rotate again, either to another table or baakwo table.
Post results.

» Report Out representations for class to enjoy or problem
solve answers.

| wonder

Matter is everything.

A tree is matter.

A girl is matter.

Matter can change.
matter forms changes gas
solid living things liquid space
states of matter atoms
Matter can change. +

A rock is matter. +

Atoms are the largest part
of a thing. -

changes

smallest

atoms

Matter

living things gas

all

5. Interaction

Opportunities for Interaction:

© Learning is more effective when students have an
opportunity to

participate fully—discussing ideas and information

© Effective teachers strive to provide a more batanc
linguistic

exchange between themselves and their students—ELL
students

need the practice in speaking!

© Interaction accesses the thought processes diemand
solidifies one’s own thinking

© Talking with others, either in pairs or small goswallows
for oral rehearsal of learning

= Encouraging more elaborate responses:

--going beyond “yes” and “no” answers—

“Tell me more about that”

“What do you mean by...”

“What else...”

“How do you know?”

“Why is that important?”

“What does that remind you of?”
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or teacher restates student’'s answer—

“In other words.... Is that accurate?”

or teacher allowsvait time for student to formulate answer or
teacher calls on another student to extend clagsaisponse
= Fostering student-student interaction:

--Putting students in pairs, triads or small groups

--Types of activities that encourage “table talk™:

Literature circles, think-pair-share, jigsaw reaginlebates,
science or math experiments

Grouping Configurations:

© All students, including English Language Learnbenefit
from instruction that frequently includes a variefygrouping
configurations

© Itis recommended that least 2 different grouping
structures be used during a lesson

= Variety:

Whole class—

To develop classroom community

To provide a shared experience for everyone

Flexible small groups—

To promote multiple perspectives

To encourage collaboration

Partnering—

To provide practice opportunities

To scaffold instruction

To give assistance before independent practice

= Homogenous or Heterogeneous

grouping

By gender, language proficiency, language backgtpu
and/or ability

Variety maintains students’ interest

Movement from whole class, to partners, to smallg
increases student involvement

Varying group structures increases the preferredenof
instruction for students

= Cooperative Learning Activities:

Information gap activities-Each student in a group has only
one or two pieces of information needed to soleepthzzle or
problem. Students must work together, sharing méion
while practicing their language, and using crititahking
skills.

Jigsaw—dJigsaw reading task by chunking text into
manageable parts (1-2 pages). Number studentgingsaup
(1-4 or 5). All #1s read the first 2 pages, #2glréwe second 2
pages, etc. These expert groups then discussréfaeiing and
share ideas. The original groups reconvene, digbesshole
text and share their expertise. Students pool thigirmation.

Numbered heads togetheSimilar toJigsawwithout forming
expert groups. Each student works on one portion of
assignment and then students share.

Four corners—Great activity to introduce a topic or chapter of

study. Write one question or idea on each charepdpivide
class into 4 groups, each group has a differemrcobrker—
students move to one corner chart paper and désina
student begins writing their ideas on chart. Tirogviy 2-4
minutes. Students move clockwise to next cornad re
responses and add their comments.

Roundtable-dse with open-ended questions, grammar
practice. 4-5 students are grouped at tables, loewt ©f paper,
one pencil. Question or grammar point is givendacher,
students pass paper around table, each writing diagi
response. Teacher circulates room.

3 Step Interview-Students are paired. Each student listens to

the other as they respond to a topic questionnéend of 3
minutes, each pair joins another pair of studentsshares
what their partners said. Good way to practice laigg.

Writing Headlines—Good way to practice summarizing an
activity, story or project. Provide models of Headsk.
Students work in pairs writing a headline for ativity. Pairs
share out their headlines and class votes on rffestiee
headline.

Send a Problem-One table team sends a question or problem
to another table. Each table team solves or ansyusrstion
and passes it back to original table. This is adgeay to
review for a test.

Wait Time:

= Wait time varies by culture: The average length of wait
time in US classrooms is clearly not sufficient
--Effective teachers allow students to express themghts
fully without interruption

TIP: Allow students to practice their answer withatner
before calling on them to speak out before the wiotdss.
TIP: Have more advanced students write down tlesiponses
while waiting, and then check their answers agadhesfinal
answer.

Clarify Key Concepts in L1:

= Best practice indicates that ELLs benefit from appnities
to clarify concepts in their native language L1—

--Use bilingual paraprofessionals, teachers, peedarifiers
for vocabulary, concepts, or procedures

--Use native language texts, dictionaries as tmiuminate
or illustrate topic

6. Practice and Application Hands-on Materials andsr
Manipulatives for Practice:

© Students have a greater chance of mastering donten
concepts and skills when :

= given multiple opportunities to practice

= practice is in relevant, meaningful ways

= practice includes “hands-on “ experiences

© Planning for hands-on practice:

= Divide content into meaningful short chunks

= Time for practice should be short—10-15 minutes

» New learning should have several short practitesec
together

= Older learning should be practices distributedhier apart—
review material periodically

= Give students immediate feedback on how well theeye
done

© ELL students need ttonnect abstract concepts with
concrete experiencesMaterial can be organized, created
(chartlearning), counted, classified (concept mapping),
stacked (indexard review), rearranged, dismantled...

Application of Content and Language

Knowledge:

© Abstract concepts and new information needs tapgmdied
in apersonally relevant way--

= Writing in a diary format through a character

= Making and Playing a game for content review (3edyp,
Bingo, Wheel of Fortune...)

= Creating a semantic map

= Writing test questions to ask another student

= Teaching concepts to another student

© Discussing and “doing”make abstract concepts concrete.
= Clustering

= Making and using graphic organizers

= Solving problems in cooperative groups

= Engaging in discussion circles

= Partnering students in a project before indepengerk

© Opportunities fosocial interaction promote language
development.

= Small group discussions

= Working with partners

= Reporting out information orally and in writing

© Modeling correct English after a student has made a
pronunciation or grammar error cgantly but effectively
instill appropriate usage.

Integration of Language Skills:

© Reading, writing, listening, and speaking erterrelated
and integrated naturally—we read when we write, wisten
when we are talking with someone, etc.
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© Most young children become grammatically compeitent
their home language by age 5—for ELL studentsi¢heher
needs talevelop language skills in a holisticnanner.

© Practicein any one area (listening, speaking, reading,
writing) promotes developmentn the others.

© Connections between abstract and concrete conaepts
best accomplishedhen all language processes reading,
writing, listening, and speakingare incorporated during
practice and application.

What does a Classroom that Incorporates Listening,
Speaking, Reading and Writing...

Does your classroom incorporate a variety of Listgn
Speaking, Reading, and Writing activities duringd®ice and
Application?

7. Lesson Delivery

Content Objectives:

© Content objectives must logearly

supported by lesson delivery:

= Should bestated orally

= Should bawritten on board for all to see—preferably in a
designated space every time

* Purpose:

Reminds us of lesson focus

Provides a structure to classroom
procedures—before, during, after

Allows students to know direction of the lesson
Supplies way for students and teacher to evalaas®n in
light of content objectives

= Limit content objectives to one or two per lesson

© “When teachers spend their time and

energy teaching students the content the studeets to
learn, students learn the material...”

Language Objectives:

© Language objectives must be clearly supportecbgan
delivery:

= Should bestated orally

= Should beawritten on board for all to see—preferably in a
designated space every time

= Canrelate to ESL Standardsfrom TESOL

= Can be from State Language ABsnchmarks

= Can bespecific to book languagestudied (certain verb
form, word endings, vocabulary, punctuation, sumninivag,
active discussion...

* Needs to beecognizable in lesson’s delivery

Students Engaged:

© Students should bengaged 90-100%f the period for
lesson delivery to be effective

© “When students spend their tiraetively engaged in
activities that relate strongly to the materials tley will be
tested on they learn MORE of the materialCeinhart, Bickel
& Pallay

© The most effective teachamgnimize boredom, off-task
behaviors, makingnnouncements, passing out papers, etc.
© Aspects of student engagement to

consider:

= Allocated time—decisions teachers make regarding amount
of time spent on topic and each academic task ifrgadord
study, writing...)

= There is a balance between teacher presentatibn an
opportunities for students to apply information.

» Engaged time—Time students are actively participating
during allocated time:

The more actively students participate in the ingtional
process the more they achieve.

= Students learn more then they are attending ttetivaing
tasks that are the focus of instruction

= Academic learning time—Students’ time-on-task, when the
task is related to the materials on which they halltested—
not just-for-fun activities!

= Class time needs to Ipéanned efficiently—and therefore
effective use of time and resources

© Factors that contribute to high levels of student
engagement:

1. Well plannedessons

2. Clear explanatiorof academic tasks or instructions

3. Appropriate amount of timgpend on an academic task
4. Strong classroom managemehkills

5. Opportunitiesfor studentgo apply learningn meaningful
ways

6. Activestudentinvolvement

7. Lesson desigmeets the language and learning neefls
students

Pacing:

© Pacing refers to thete at which information is presented
during a lesson.

= Rate for ELL students must beisk enoughto maintain
students’ interediut not too quick to lose their
understanding.

= Practice will reward a perfect pace.

Source taken from: “Making Content

8. Review and Assessment Review of Key Vocabulary:

© Key vocabulary can be developed through analogy:

= Relating newly learned words to other words with same
structure or pattern (ex: photosynthesigphotography)

= Drawing students’ attention to tense, parts oespeand
sentence structure

» Repeating and reinforcing language patterns fodws/to
become automatic

© Ways to scaffold :

= Paraphrasing—oral rehearsal of what student is going to
say with group before saying it to the whole classaying
the

definition of a word right after the word

= Systematic study—emember “research says isolated word
lists and dictionary definitions alone do not prdeno
vocabulary and language developménwrds should be
studied through multiple modalities—see them, say them,
write them many times in different ways, act theum ging
them, draw them, find them in context....

= Word Study Books—This is a student-made personal
notebook in which the student includes frequenslgduwords
and concepts. Book can be organized by languagetste: -
tion,

-sion, -tation and/or alphabetical, and/or by tafistudy (ex:
Revolution words)

One way to enter wordgVrite the word, include gpersonal
definition, use the word in sentenceand add a
memorable symbolor drawing that will trigger the word from
memory.

= “School Talk” sessions—Feach discussion circle protocol:
taking turns, polite disagreement words, how toaask
answer questions. Do a practice session with &ofpic of
students’ interest like movie stars, cars...

Review of Key Content Concepts:

© Review key concepts during and at the end ofsoles

= Informal summarizing review—ex: “Up to this
point....Discuss in your groups the 3 important tkimge have
learned so far.”

= Periodic review (chunking) leads into next sectioibe
studied

= Structured review—summarizing with partners, listing key
points on board.

= Link review to content objectives—ensures focus on
essential concepts

= Final review—allows students to assess their own
understandings and clarify misunderstandings

Providing Feedback:

© Periodic review:

= Clarifies and corrects misconceptions

= Develops students’ proficiency in English

= Allows for paraphrasing students’ responses inexbr
English and complete sentences

© Feedback given orally and in writing, supporteddwial
expressions and body language—nod, smile, encawgagi
look...
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Assessment of Lesson Objectives:

© Assessmenis “the gathering and synthesizing
information concerning

students’ learning”

© Evaluation is “making judgments about students’
learning”. Assessment comes first, then evaluation

© Informal Assessment:

= On-the-spot, ongoing opportunities to determiredktent
of students’ learning.

= Includes teacher observations, anecdotal repoftsmal
conversations with students, quick-writes.

© Authentic Assessment:

= Application to real life—real life contexts

= Multidimensional—ex: students’ writing, taped pésc
interviews, videotapes, observations, projectgugdision,
performances, group responses...

= Includes multiple indicators to show competency of
content objective. Use of a rubric defines levedkaining and
is shared with students and parents

= Group responses:

Agree/Disagree, True/False, Yes/Neindex cards that
students or groups of students could use to quigkig their
answers to questions. Teacher can quickly see mespo

Thumbs up/thumbs down—Like the index cards, students
can quick respond to questions. For “l don’t knattidents
can make a fist. Teacher gets a feel for wholesclas
understanding or agreement.

Numbered wheelsTag board strips (5” x 1”). Each strip is
numbered 0-5 or 0-10. This allows students to ansuatiple
choice questions quickly by holding up appropriaienber. O
is a “Don’t know” response. These are great foraebefore
a written test.

Response boardsSmall chalk or white boards, or even
plastic plates can be used for group responsesdtyserase
markers, chalk, or crayons that can be erasedefr n
guestion.

Source:

Taken from: “Making Content Comprehensible for Esigl
Language

Learners”, by Echevarria, Vogt, & Short, 2008. Cdetbby
the Bilingual and Compensatory Education Resoursa,
Dearborn Public Schools, 2002.

TEN THINGS TO IMPROVE INSTRUCTION FOR ELL STUDENTS

1) Enunciate clearly, but do not raise your voised gestures, point directly to objects, or drastyries when appropriate.

2) Write clearly, legibly, and in print-many ELLustents have difficulty reading cursive.

3) Develop and maintain routines. Use clear andistent signals for classroom instructions.

4) Repeat information and review frequently. Itadent does not understand, try rephrasing or paaapg in shorter sentences
and simpler syntax. Check often for understandingdo not ask "Do you understand?" Instead, haxdests demonstrate their

learning in order to show comprehension.

5) Try to avoid idioms and slang words.

6) Present new information in the context of knamformation.

7) Announce the lesson's objectives and activitiad, list instructions step-by-step.

8) Present information in a variety of ways.

9) Provide frequent summations of the salient godrfita lesson, and always emphasize key vocabwiainys.

10) Recognize student success overtly and frequeBilt, also be aware that in some cultures ovrdtyidual praise is
considered inappropriate and can therefore be eadsng or confusing to the student.

Strategies and Resources for Mainstream Teaché&rsglish Language Learners are available onlindVREL.

(http://www.nwrel.org/request/2003may/textonly.hxml

READING STRATEGIES

Alternatives to Round Robin Reading
(For students reading in their first or second langiage)

1. Read Aloud

After developing a schema and background, introdkegevocabulary in an interactive and visual wagvel

children practice oral vocabulary. Then read thx¢ aoud to the students. You may choose to reamitih the entire text the first
time for continuity. Stop to ask questions whendeekduring the second and subsequent readings. Yehdimg narrative texts, ask
students to predict what they think will happentn&tLs should have other ways to show what thesdjctions are, especially if
they are not yet orally proficient in the langudgeéng used. As you encounter words you think sttedéo not understand, provide
pictures, translations or definitions as needecdR&oud is a good way to familiarize students wfth text to prepare them for other
kinds of reading. Reading Aloud exposes studentisxiothat is too difficult for them to read indeygently and provides a model for
pronunciation, phrasing and expression. Be suredadexpository passagealoud as well as children’s literature.

2. Choral Reading Students each have their own copy of a text, drmeadl aloud together. Start with short, interegtin
passages. The teacher can stand in front of tlse tddead choral reading. Students can also fehdyi are comfortable doing so.
When reading dialogues, plays or stories with djaé different groups often read different parttheftext. Assessment suggestions:
After students are comfortable with a text, hawtualent-lead the choral reading while you walk atbthe room, standing behind
individuals as they read. Note their progress dirstiek notes for individual folders or on cladsecklist. This strategy helps children
become more fluent and confident readers.
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3. Paired Reading Paired reading is an enjoyable way for two studentomplete a reading assignment or share a skbgy.
students might go into the hall or designated apdttake turns reading. They can decide themsatlwwshey will divide the tasks.
Some pairs choose to alternate after every pages shoose to alternate after each paragraph, etcréds and the other follows
along, supporting each other as necessary. Genestltents of similar reading ability are paireddther. Sometimes a more
competent reader is paired with a less competemtanmd the more able reader reads aloud and thalds follows along. This
enables the less able reader to follow the textalig with little or no pressure.

4. Reciprocal / Paired Reading In this form of paired or group reading, four readgarticipate in a discussion about the text.
Each person has one of four roles (Ask3eestion Predictswhat will happens nextlarifies something that was unclear to the
group, orSummarizethe short passage that was just read) that heediulflls for a particular passage they have pestd together.
The students switch cards (roles) and then readekesection of the texts, perform their new rslgitch cards and so forth until
they complete the reading assignment. Students &t practice the strategies of summarizing, ptedj, clarifying and question-
generating. This reading structure can be usefickizn and nonfiction texts.

5. Jigsaw Reading  The teacher divides a long reading section inttices:. One or two individuals in a group read esettion
and prepare to retell the information in the pasdaghe group. When the group meets, each indivigli or teaches the group about
the section he or she read. The teacher uses ag'guiz” or the numbered heads together” cooperddimrning structure to ensure
group responsibility for the content and to assessprehension. Each group can be given a grapbanaer (on large chart paper or
a transparency) to fill out as they prepare thedtion of the reading to present to the class.

6. Content Raps Read aloud an important passage from a contenti@xewith important new concepts. Using the ovathe
projector or chart paper, discuss ways to unlocknirg from the text. Ask students to help you depelentences with key
principles and main ideas. Add elements or rhytmghm and repetition and/or try putting short passainto jazz chants or raps.
Ask students to reread entire passage to acquiosting details.

7. Echo Reading This is another way to help children develop caarfice and fluency. Read aloud a line of text. Astudent to
read the same line. With young children, pointi® line of text as you are reading and encouragetiiid to do the same. Continue
taking turns reading and rereading same lines. Winechild begins to read with more expressionfar@hcy, suggest that she/he
read aloud on her/his own. This strategy can bd wéth expository texts as well as literature.

8. Intensive Reading: Marking a Text Students read and mark a short text (or use it a specific purpose, e.qg.
“underline the words in this paragraph that yourarecertain about.” The purpose is to assesstamdteach vocabulary. After
discussing and resolving questions regarding tiseriarking, students read and mark for other ppep@nd discuss, e.g. “Circle the
key words or phrases you will use to summarizeghissage”. Purpose: to practice summarizing, peaapty and outlining of
nonfiction texts].

9. Independent Choice Reading  Students are taught how to choose books at théépendent reading level or are given
interesting and appropriate books and are prowdt#dtime for sustained silent reading and timeaaference individually with the
teacher. Teachers and students should keep trabk dboks they are reading, and teachers shoald &small reading notebook on
each child where they record information they lesvout the child during their periodic reading @efices (informal running
records, student comments and goals, retellingfspfibooks read, child’s interests, etc.).Thelteashould date every entry.

10. Guided Reading The teacher works with a small group of students tdive similar reading processes. Books are cireful
leveled. Teachers select and introduce new boaks@apport students as they read the whole tektetmselves. Teachers typically
use many pre-reading strategies such as a pioakk-through” of the book, previewing vocabularydaey ideas of the text, etc.)
Based on close observation of students’ readiaghters make relevant teaching points during amd edading.

11. Language Experience Approach  Teacher acts as a “scribe” to write down childrewa responses, retellings, comments,
summaries, etc. of a shared , academic classrcammihg experience (e.g. an experiment, a contexat anit of study, video clip,
story read aloud, etc.). The teacher provides & goadel for writing and empowers the children ay/thee their words written
down. Students read and reread the text that theg produced.

Adapted partially from: McCloskey, M.L. (1998). $iwdding for Reading: Providing Support Through Reey Process, ESL
Magazine, November/December 1998.

CONNECT TWO: A READING STRATEGY
BEFORE READING

DIRECTIONS: Work with a partner, and take turns identifying geations between any two words on the list. Be suexplain
your rationale for the connections you make. Irdligils from each pair then share with the class.Missels to support ELLs, young
students and others who need visual assistance.

Benefits of pair work and oral sharing include:

. Students develop oral language,

. Students receive appropriate modeling,

. Students practice supporting and refining tbein ideas.

. Students share prior knowledge, learn from edleér, and have greater linguistic and conceptadiness for the reading task.
. Students can ask for clarification of terms.

. The teacher can prompt higher-level thoughtughofollow-up questions.

. Students are exposed to vocabulary words thrgaghus kinds of connections that promote bothhatdge flexibility and more in-
depth understanding of the terms.

8. The teacher can discuss the connections mad®eusion specific skills used such as: synonym®reyms, root words and
derivatives, suffixes and prefixes, cause and effdationships, positive and negative connotatiorteds that express different
degrees of a common concept, parts of speech,cafulthk.

9. When provided guided practice in context, stislean more readily transfer previous skills ledrteeother written and oral
activities.

10. Students become more curious about the regalkghat follows.

~NoO Ok~ WNE
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DURING READING

DIRECTIONS: If individual work: Read the assigned selection and identify the cdinmscmade in the book that the class
suggested. Look for new connections and recorddheections you feel are the most interesting @oirtant to remember on the
CONNECT TWO sheet provided.

If pair work: Silently read identified portions of a passagetae turns reading out loud, and then discuss adioms found with
your partner. Record ideas.
AFTER READING

Individuals or partners share their connectionf wieir teams, and then team members share wittldbs. The teacher again uses
guestioning techniques to promote higher-level gnd@and increase language development. Studemtgsdishe connections and
what they learned. They identify what they learaad correct any predictions made before readinpwkee inaccurate. If students
are to be tested on the material, they identifycitrenections they feel would most likely be incldae an assessment measure. The
teacher provides feedback and additions as needed.

Students are encouraged to use the new vocabudagjevant in follow-up assignments. A teacher meaire use of a specified
number in a closely related written assignment.

CONNECT TWO

Choose two words from your list. Describe to yoartper or group how those two words are relatedi #bneed to write how they
are connected. Then your partner can choose tves atbrds or add a word to your group.

and
are connected because
and
are connected because
and
are similar because
and

are different because

CONNECT-TWO
1. and
go together because

2. and
go together because

3. and
go together because

4, and
go together because

5. and
go together because

Word Sort Reading Strategy

A word sort requires students to group words froreaaling passage into different categories. Theyalled “sorts” because they
involve sorting words written on individual caraga groups based on commonalities, relationshipd/, @r other criteria. Word sorts
require students to actively decide which wordssamglar and which words are different. Word sants effective vocabulary
building activities which isolate important wordsdaallow students to construct and share their iowarpretations and definitions.
Word sorts are effective before, during, or afearding a particular passage. For example, thewallodents to familiarize the words
from the passage (before reading), activate arld buitheir prior knowledge (during reading), amduwge receptive vocabulary into
expressive by trying out the words in context (afeading).

In aclosed word sortthe teacher lists the categories for the studentse. In ampen word sortthe students discuss the words and
then develop their own categories. In genayaén word sorts are more desirable since theymeguore critical thinking, which, in
turn, requires students to communicate and use more dgeg®pen word sorts are also less faslsecond language learners since
there are no wrong answers. On the other hanasadlivord sort is a good way to review words for a testhich students will be
required to sorinformation into specific categories. The numbewofds to use with second language learmargs depending on
the prior knowledge of the students as well ag fheiguage proficiencyror young children, five to ten words may be appeip.

For older learners, fifteen to twentyords work well in a word sort activity.

Developing word sorts:

1. Make a list of 5 to 10 words (or phrases) friwa tinit/lesson. The words should be derived froemtiain principles, key concepts,
and/or topics that you want to be sure that theestts understand.

67



2. Add any other difficult words from the passalgattyour students will need in order to comprehiedtext.

3. Look at your list of words. Figure out what ggiges you would use if you were going to put theseds in some sort of order.
4. Add a few more words that will help make theséirg words fit into categories. These words maydasy” or common sense
words that simply offer clues to the students.

Implementing a word sort activity

1. Have the students work in pairs or small gro@g&rking in pairs will promote more involvement bgch student.)
2. Have the students discuss the words and thegadte them.

3. Be sure that the students discuss their redeotise categorizing with each other.

4. Have the groups share their categories with evgobup.

5. Give students an opportunity to revise theiegaties after group discussion.

Adapted from Vaccar, 1996, Lenski, 1999, Tolman i&ply, 2001 by Suzanne Wagner, 2001.
SAY SOMETHING: A READING STRATEGY

Say Something is a simple paired reading stratdwrevstudents take turns “saying something” ai€hér partner reads. The
students summarize, clarify, make connectionssthar own life, agree or disagree with an authsl,cuestions and so forth.

INTRODUCTORY ACTIVITIES FOR SAY SOMETHING
If teachers are concerned about the need for nragptlior to pair work, the class could work togetfiest as a class.

DIRECTIONS:
1. Read the paragraph or assigned section.
2. When you finish try to summarize the key pointgvriting without looking back at the text.
3. Students take turns saying something to thes ctseme possibilities are listed below, but stusishbuld be allowed to choose
what they want to say. The list could be displatgedvoke ideas.

* Summarize the section read.

» Ask a question to clarify meaning of a word or idea

« ldentify an important question that is answeredhgypassage.

» Ask a reflective question prompted by the content.

* Relate the content to a personal situation orlifsaéxample.

» React to the ideas in some way that reflects aisatysevaluation of the reading.

» Agree or disagree with the content or the authpoisit of view.

» Discuss the style or logical development of theewri

» Draw inferences from the reading.

» Compare or contrast this passage with other readingleas.

» |dentify effective use of a writing skill.

» Share a reading skill that was useful during tlaelireg.

* Predict what will follow in the next section to bead.

After class modeling, students should be prepayemmntinueSay Somethingn pairs.
During pair work active involvement and opportusstifor language development are greatly enhaneacs €an share ideas with the
class following their interactions.

NOTE: Initially teachers may select the passagee Istudents read it quietly, write if finished gadll pair, pairs share, then all read
the next assigned section.

STORY IMPRESSION: A READING STRATEGY

This is a reading strategy that prompts studentseatively predict the plot of a story. Selectatoo key words from a story. They
should reflect the main characters, the settind,tha problem in the story. Students make up & steing those words. Students then
read the story and compare their versions wittotiginal. (Source Unknown)

COOPERATIVE SUGGESTIONS FOR STORY IMPRESSION

DIRECTIONS: In teams of 4, students take turns making up thy $vllowing the sequence below. Remember to iy ase all of
the words provided for you. Then take turns telling story, each person contributing his/her owm. pa
SAMPLE WORDS Gluscabi, lake, fish, mountain, wind, wolf, snakegagle

NUMBER ONE: Decide on the main character. Give the charactexme, and describe where the character is (ttiegdeand what
s/he is doing when the story begins. You can alvealgsadditional background information about tharahter.

Sample student versionOne windy day Gluscabi was fishing on a lake. He &2 years old. His family was hungry, and he wénte
to catch a fish for their dinner.

NUMBER TWO: Describe some problem that the character encouritelishow the character feels and suggest somsecpences
of the problem.

Sample student versionGluscabi caught a beautiful fish. It was a big tré@iuscabi was having trouble getting it into haat.
Suddenly an eagle swept down out of the sky anblogi@ his fish. The eagle flew off with the fishhis nest high on the mountain.
Gluscabi was really mad. He wasn’t going to leeagle steal his dinner.

NUMBER THREE: Describe how the character tries to solve the grmblnclude some complications, so the problent sasy to
solve.

Sample student versionGluscabi took off up the mountain. He was deterihittecatch the eagle. On his way he ran into a.wolf
The wolf seemed to be really hungry. Gluscabi thregks at the wolf and finally the wolf started shey a rabbit.
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NUMBER FOUR: Describe how the problem is finally solved andvttbe story ends.

Sample student versionFinally, Gluscabi got to the top of the mountai $&w the eagle in a nest high on a rock. Glustabbed
up to the nest and started fighting with the ea@lescabi grabbed the fish and started to run. Suigch snake slithered across his
path. The eagle swooped down and caught the sHakimok the snake to his nest and Gluscabi tookdtishome for dinner.

Teams then collaborate to present their story to ta classAs each team stands in front of the class, eacdopeells his/her
portion of the predicted story.

Students would then read the real story and compartheir versions with the original.
The words for this story were taken from the ratglof a Native American folktale.

Summary: Gluscabi, a young Native American man, figtiing for salmon on a beautiful lake at the foba mountain. A wind
began to blow so hard he couldn’t fish. Gluscatirgally angry, decided to climb the mountain atwpghe wind. On the way the
wind was so strong he had to crawl like a woundeti.wligher up the mountain, the wind was evenrsjey, so he had to slither like
a snake. Finally he got to the top of the mountéaid discovered a huge eagle flapping its wingscaingding the strong winds.
Gluscabi tricked the eagle and pushed him intcctbeice of a rock. The giant bird was trapped amddn't flap its wings, so the
wind stopped. For awhile fishing was very good.

In some stories, there is one solution to the probin. Sometimes, however, there are some other congaliions.

At first, Gluscabi’s problem seemed to be solvedwelver, because there was no wind, other problemsgted. Gluscabi had to
return to the top of the mountain and talk to thgle.

When the eagle promised to send only soft windss€zlbi freed the bird. That's why we usually haok winds, but the eagle
doesn'’t always keep his promise.

Cooperative adaptation of Story Impression by Jia&ordon, lllinois Resource Center,
Summary of The Wind Eagle, a Native American fdiktaetelling by Joyce McGreevy,
Hampton Brown Books, ISBN 1-56334-179-4

NOTE: Younger children would tell a story in 3 @art

Beginning:
Who is the character?
Where is the character and what is the charactagdehen the story starts?

Middle:

The character has a problem.
What is the problem?

How does the character feel?

Ending:
How does the character solve the problem?
How does the story end?

STORY IMPRESSION

Collaborate in teams to make up a story as indicatelude the following words in the story.

1. Who is the main character? Where is the charaoid what is the character doing when the stogynis@
2. Get the character into a conflict and discussctinsequences of the problem.

3. Try to solve the problem, but complications @ris

4. Solve the problem and end the story.

DIRECTED READING THINKING ACTIVITY

The DRTA (Directed Reading-Thinking Activity) istended for use with any selection at any levelifficdlty. It can easily be
implemented across grade and reading levels (£tauf®70).

The purpose of the DRTA method is to develop sttglaility to read critically and reflectively

and equip readers :

* to determine purposes for reading

* to extract, comprehend, and assimilate infornmatio

* to examine reading material based upon purpasegéding

* to suspend judgments

* to make decisions based upon information gledireed reading

(Tierney, Readence and Dishner, 1980)
BASIC PROCEDURE

1. Predicting: Open the discussion with such questions as "Frentitle, what do you think
this story will be about?' After a brief discussitime students make predictions or
hypotheses, with the teacher asking questions asitWhy do you think so?"

2. Reading:Ask the students to read silently to an assigngdst@p, a place where the story
action seems to mount. Tell them to turn their lsookpapers over when they have
reached that point. Monitor the reading and whenertioan half of the student have
finished, resume instruction.

3. Proving: After reading up to the key stop, the studentsatetk their hypotheses. You
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may want them to read aloud those parts of the shat support their hypotheses. This is
also a good time to recap the main events of tkeguge.

4. ReasoningNow, the students should make further hypothesestahe story’s outcome.
These questions should stimulate the studentsKitign “What makes you think that?”

“Why do you think so?” “What are some other alteines?”

Repeat the four steps for each segment of the.stony can predetermine the segment’s
length according to the students reading abilitétgntion spans, and the difficulty and nature
of the material.

Note: See below for additional implementation sstigas
SUGGESTIONS FOR DIRECTED READING THINKING ACTIVITY (DRTA)

Common problems with implementation of DRTA:

« Students may not begin reading right away or matyuse time wisely if they finish before others.

* All students may not volunteer to summarize aretljgt, and typically all students are not accobiatdor the reading.
» Some students may need modeling for both sumimgréand predicting.

Suggested modifications:

» Have students in cooperative groups, each studigimia different number. Call a number and haw sttudent in each group stand
to summarize and predict.

« Initially if this task is difficult for studentggachers can use the cooperative structure of Mredkheads-together where students
consult with each other prior to being called ostand. Later they would not have the opporturatgliscuss prior to standing.
 Because the students realize, they may be catlethey will usually start reading immediately ardead when they finish.

« If students need modeling, ask questions to piesi focus for the reading and to structure thensamizing and predicting.

 For example, before students read a expositi@nadbry, tell them to be ready to tell who the mzharacter is, where the character
is when the story begins, what the character isgla@nd what problem occurs.

« After calling a number for students to stand padicipate in summarizing and predicting, askvolunteers to answer: a repeat of
each of the focus questions, higher-order inferepmstions and prediction questions.

OTHER SUGGESTIONS

Be sure that the reading is at the instructionadllef the students. Although some students mayadable to read the story
independently, the summaries and predictions wplp®rt their reading. If the reading is too difficior some students but is
supported by pictures, the teacher may discusgitigres with those students while others read séhstudents would then hear a
simple oral summary of the passages. Do not wdropgiving all students time to read the comppetesage. This will help
encourage slower readers to read faster. You nihgrcghem first during the retelling or have themake predictions. The summary
will enable them to follow the reading. Since thrategy effectively promotes oral language develephnand clarifies learning, the
students are better prepared for related literasist

ANTICIPATION GUIDES

Anticipation Guides were developed to appraise prior knowledge at theepding stage and evaluate the acquisition deobn
based on postreading responses (Reaction Guidd® tuide questions. Since Anticipation Guidesoarage a personal,
experience-based response, they serve as ideadlspards for large and small group discussions r#eReadence,

1992). The primary purposes of anticipation guigkes 1) to elicit students’ prior knowledge abd topic of the text, and, 2) set
purposes for reading. (Students read to gatheesealthat will either confirm their initial beliefs cause them to rethink those
beliefs.)

Developing anticipation guides:

1. Establish the big ideas, or the main princigiethe lesson/unit.

2. Using the main principles to guide your statetsienrite 4 — 6 statements with which to ask stislémagree or disagree.

3. Develop statements 1) which students have @lfi@ince of knowing, 2) which students have (orkhiey have) some prior
knowledge about, and 3) which will introduce theinarinciples.

4. DON'T include “trick” or “gotcha” kinds of stateents.

5. DO include at least one “foil” — a statemenptovoke discussion and initiate critical thinking.

6. Review statements, making sure that the reafitige passage and class discussions will profidahswers.

7. Be sure to have students in partners or in greaighare knowledge and ways of thinking aftey fileout the anticipation guides
individually.

See below for a related template.

ANTICIPATION/REACTION GUIDE
Topic:

Directions: Write A (AGREE) or D (DISAGREE) for daaf the following statements:
Beforereading and discussing in class
After reading and discussing in class

ogakwnE
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RECIPROCAL TEACHING

Reciprocal teaching is an instructional strategyjctviactively engages students in constructing nmegarlihe cognitive strategies of
summarizing, questioning, clarifying, and predigtare used by good readers naturally. Through riragibly teacher and classmates
and then using the strategies in groups, it is tidpat each student will eventually internalizesthatrategies when reading on his/her
own.

Materials: Reading passage; Four strategy cardsmsuize, question, clarify, and predict

(see next page)

SET-UP:

Model and practice each cognitive strategy as devtlass before implementing group work. Pass ewtial “summarize” cards to
various students who can serve as models. Reassagmaloud and ask the student holding the caklsnimarize what you just
read. Then, pass out “question” cards to a fewrath&lents. Read another paragraph or so and essktthperform the task on the
card. Repeat with “clarify” and “predict” cards.

GROUP WORK:

1. Have students assemble into cooperative groifosio

2. Write stopping points from the passage on trardho

3. Give each person in the group a different cae@ fiext page. Note a version for younger studeifbsvs.)

4. Have students read a) silently, or b) roundrrpbi ¢) they or you can choose one member of thepgto read aloud to the first
stopping point. After the passage has been reatl, tadent performs the task on his/her card.

5. When each student has completed his/her jolg theevstudents switch cards.

6. Continue this procedure until all sections & ffassage have been read and each student hadl fialal jobs.

DEBRIEFING:
Groups share their findings and differences areudised as a whole class.
Based on work by Annemarie Sullivan Palinczar ame Brown.

1. Summarize
3. Clarify
4. Predict

Summarize what has been read. What are some olteipigssentences? What is the main idea?

Clarify any confusing points or vocabulary in trespage. Ask your group to assist you. You may teeeefread parts of the passage.
Use a dictionary or other resource if necessary.

Ask members of your group what they think will hapmext. Make your own prediction.

2. Question
Ask the members of your group questions about fpéeformation from the reading. (e.g. What if? ¥hdid? How did? Who
would? Why did? What does? Why would?)

1. Say something.

2. Ask a question.

3. Find a big word and use it!

4. Write something!

Say something about what you just read. What ifeiuid? How did? Who would? Why did? Why would?
Build your own sentence with your big or new word.

Write a long, interesting sentence about the repdin

Effective Strategies For English Language Learners
Within Shanahan’s Literacy Teaching Framework

Word Knowledge Reading with partners
Explicit instruction in developing letter soundatbnships Oral reading
Word sorts Picture reading
Word walls Phrasing/chunking
Word banks Language Experience Approach (LEA)
Word extensions Echo reading
Choral reading
Sight words Teacher read alouds with students following text

Synonym trees

Word webbing
Concept maps
Connect twos

Cloze tasks
Flashcards
Phonemic awareness
Clapping phonemes

Synonyms, antonyms, and homonyms

High frequency words

Language Experience Approach (LEA)

Fluency

Setting purposes for reading
Activating and building prior knowledge

Smaller chunks of text
Guided Reading

Repeated readings

Books on tape

Leveled books

Role playing and drama

Reader’s theater

Songs, chants, poems and rhymes
Independent reading

Reading journals

Comprehension

Working within smaller chunks of text
Predictions

Setting purposes for reading
Developing sense of story
Anticipation guides

DRTA
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KWLs

Sentence strips
Oral interpretation
Graphic organizers
Sequencing
Retelling
Compare/Contrast
Predict and Adjust
Venn Diagrams
Journal writing
Mapping
Literature circles
Book parties

Causel/effect

Brainstorming

Character maps

Concept maps

Writing

Language Experience Approach (LEA)
Modeled writing

Dictations

Authentic writing

Journals and dialog journals
Literature logs

Mapping

Creating and filling out rubrics
Peer editing

Grammar checks

Messages (morning/closing)
Conferencing

Process writing

Author’s Chair

Writers’ workshop
Publishing

Making books

Story telling

Peer conferencing

Read aloud response journals

Assessing Literacy*
Graphic organizers

Rubrics

Running records

Informal Reading Inventories (IRIS)
Anecdotal note-taking
Analyzing student work
Observing students
Portfolio development
Reading logs

Poster sessions

Connect twos

Learning logs

Literature response journals
Comprehension questions

*Add evidence and criteria and use these instrunlistrategies for assessment.

*Assessing Literacy is not a formal part of T. Shalman’s framework but is presented here to help teaxs plan useful ways to
evaluate students’ early reading and writing in tihesecond language. S. Wagner, 2004.

MATH STRATEGIES

General

1. All directions, questions, explanations, andrirgtions need to be delivered in the most cledr@mncise manner and tat the
appropriate pace for the student.

2. Check to ensure understanding of the conceptimibers and the relationship of symbols to numbebjects.

3. Allow student to perform alternative assignme@sadually introduce more components of the regagaignments when they are
ready.

4. Make sure the student understands the reasamddelrning. Give concrete examples and oppoitmib apply the concepts they
are learning.

Students Who Cannot Remember Facts

. Separate + and — facts by sets to be memonzidddually.
. Use as many concrete examples and experienpassible. For example, paper clips, pencils, Imgttanilk caps.
. Do not have competitive activities while studeate memorizing facts. It may cause them to hamd/reinforce incorrect answers.
. Present a few facts at a time and track theestiglsuccess in a visible way.
. Put a number line on the desk to add and subtitit
. Have the student solve half the problems om then and use a calculator for the other half.
. Review daily the skills that you want memorized.
. Let students use calculators to correct andkcheth facts.
. Use peg boards, abacus, base ten blocks to featshwhile providing a visual cue.
10. Only add a fact at a time as the student simoagtery.
11. Use computer games that provide immediate #eddas reinforcement.

Co~NoUk~,wWNE

Students Who Have Trouble Moving From the Concreteo the Abstract

1. Student us “sets” of objects from the room tactice the facts.

2. Use concrete examples associated with eachegamolflor example — 4 — 2 becomes 4 boys went aeckss, 2 boys come in, how
many boys are still outside?

3. Demonstrate to students how to associate canaiigt abstract. For example - 2 pencils + 2 per&ijuals. Walk students through
the process.

4. Use a peer tutor, then allow the student thbepeer tutor (learn and teach).

5. Review daily, abstract terms.

6. Limit the amount of information to be learnedhay one time.

7. Make concepts as real life as possible.

Students Who Mix Up Operations When Solving Problers

1. Flash cards of the operational signs.
2. Have students use a reminder next to the prabterhelp them understand the symbol’'s meaningad@idly remove the
reminders.
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3. Color code the operation on each problem, Utifferent color for each operation.

4. Have student go through daily work first andhttiight the operation to be used before doing tlodlems.

5. Enlarge the symbols to cue the students. Useratppages for the different operations. Gradualpbine them.
6. Put the operation symbols randomly around tbhenrand have students identify and label them piadig.

Students Who Have Trouble Skip Counting

1. Student count concrete: nickel, dimes, pairs, et

2. Use a number line to see the increments. Keap tiheir desk.

3. Have students count and write the number asdbest.

4. Use tangible items to see the numbers increasieehincrement used in the counting.

5. Understand the why of this concept. Use realdifuations where skip counting (multiplicatiomwld be used.

Students Who Have Trouble Solving Addition or Subtaction Problems

1. Have students demonstrate the way they soheegrtbblem, stating the process used and manipoiggets.
2. Find opportunities for students to solve addifwoblems in real life (lunch money, calendanaiigis, etc).
3. Be consistent with math terms used.

4. Use graph paper to make sure that the numbrersifi correctly.

Students Who Have Trouble Solving Multiplication or Division Problems

1. Use manipulative to solve the problem.

2. Use calculators to reinforce the facts anddodfill activities.

3. Provide students with shorter tasks but mother throughout the day. For example, 4 assignneériproblems versus 1
assignment of 20 problems.

4. Explain to the student the real life applicasiarf learning the concept. Give concrete exampidsopportunities to apply these
concepts throughout the day.

5. Provide student with self checking materialguigng correction before turning in assignments.

6. Teach zero elements.

Source:
Jenny Lind Elementary School. (201Bxamples of math interventiariRetrieved from
http://jennylind.mpls.k12.mn.us/Math_Interventiodeas.html

STRATEGIES FOR COOPERATIVE LEARNING

Jigsaw

Groups with five students are set up. Each groumines is assigned some unique material to learrtesawh to his/her group
members. To help in the learning, students acrasslass who are working on the same sub-sectairipgether to decide what is
important and how to teach it. After practice irgh “expert” groups, the original groups reform analents teach each other. Test
or assessment follows.

Think-Pair-Share

Think-pair-share involves a three step cooperagiugcture. During the first step, individuals thisilently (and write down their
thoughts) about a question posed by the instrubtdividuals pair up during the second step andharge thoughts. During the third
step, the pairs share their responses with otlies, mher teams, or the entire class.

Three-Step-Interview

Each member of a team chooses another membera@éener. During the first step, the individualterview their partners by
asking clarifying questions. During the second §tafiners reverse the roles. For the final stepnioegs share their partner’s
response with the team.

Round Robin Brainstorming

Class is divided into small groups (3-5 studentish wne person appointed as recorder. A questiposed with many answers and
students are given time to think about answerserAfte “think time,” members of the team share oesps with one another round
robin style. The recorder writes down the answétb@group members. The person next to the recsitdets and each person in the
group, in order, gives an answer until time isexhll(Be sure “I don’t know” is not an acceptablswaer...give different options
like...Can | ask a friend? Or pass.)

Three Minute Review

Teachers stop anytime during a lecture or discasmnal give three minutes to review what has beieh ask clarifying questions, or
answer questions. (The first couple of times yorithss activity you may need to help the students some guided questions.)
Numbered Heads

A team of four is established in numbered headshB@ember is given a number 1, 2, 3, or 4. Questioa asked of the group.

Groups work together to answer the question soahatembers can verbally answer the question. Aeracalls out a number (two)
and each two is asked to give the answer.
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Team-Pair-Solo

Students do problems first as a team, then witartngr, and finally on their own. It is designedrotivate students to tackle and
succeed at problems which initially are beyondrthéility. It is based on a simple notion of medhtearning. Students can do more
things with help (mediation) than they can do ald@allowing them to work on problems they coutst do alone, first as a team
and then with a partner, they progress to a polrgre/they solve the problems individually whictiilgt they could only do with

help.

Circle-the-Stage

First the teacher polls the class to see whichestischave a special knowledge to share. For exathgléeacher may ask who in the
class was able to solve a difficult math questiging had visited Mexico, who knows the chemical tieas involved in how salting
the streets help dissipate snow. Those studerséfes) stand and spread out in the room. Thieeietieen has the rest of the
classmates each surround a sage, with no two temmbers with the same sage. The sage explains héakhow while the
classmates listen, ask questions, and take noliestudlents then return to their teams. Each mernmbemrn, explains what they
learned. Because each one has gone to a diffexgat they compare notes. If there is a disagreertieyt stand up as a team.
Finally, the disagreements are aired and resolved.

Partners

The class is divided into teams of four. Partnesserto one side of the room. Half of each teaniisrgan assignment to master to
be able to teach to the other half. Partners watkarn and can consult with their partners worldnghe same material. Teams go
back together with each set of partners teachiagther set. Partners quiz and tutor their teanmsn@ams review how well they
learned and taught and how they might improve tbegss for the next round.

Source:
Kagan, S. (1994Cooperative LearningSan Clemente, CA: Kagan Publishingwiw.KaganOnline.com

GENERAL STRATEGIES FOR ELL STUDENTS

U 1. Visuals (pictures, charts, graphs, drawings)
4 2. Language Master

4 3. Books on tape

4 4. Journal writing

4 5. Modeling and demonstrations

4 6. Small group instruction

Q 7. Guided reading

U 8. Repeated reading

U 9. Echo reading

U 10. Access prior knowledge

U 11. Games

U 12. Cooperative learning structures
U 13. Simplify instruction

4 14. Checking for understanding

4 15. Direct/ structure instruction

0 16. TPR (Total Physical Response)
Q 17. Non-verbal response

U4 18. Webbing, mapping

4 19. Menemonics

U 20. Reader’s theater

U 21. Realia

U 22. Peer tutoring

U4 23. Manipulatives

U 24. Graphic organizers

4 25. Videos

ACCOMMODATIONS FOR INSTRUCTION AND ASSESSMENT

Accommodations are practices and procedures iarthees of presentation, response, setting, andgisgheduling that provide
equitable instructional and assessment accestuiiberss with a formally documented need. Accomniodatare intended to give
ELL students access to the content or assessrhegtdb not, however, reduce learning expectatibhs.accommodations provided
to a student may be the same for classroom ingirnyatlassroom assessments, district assessmehstada assessments.

Accommodations for ELLs are intended to:

« reduce the linguistic load necessary to accassdhtent of the curriculum or assessment,
 overcome sociatultural barriers that prevent them from accessilegcontent of the test, and
« allow ELLs to more efficiently use linguistic mgces to access curriculum or the content
of the assessment.

Accommodations should be used, not only duringigfized ESOL instruction, but also during contergaainstruction in reading,
writing, mathematics, science, etc. to ensurefhats have the tools and scaffolding necessary teggcontent area instruction.
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It is also important to note that although someoaumodations are appropriate for instructional ttsey may not be appropriate for
use on classroom assessments, district assessmetatewide assessments. When choosing accommosidr students, educators
should consider which accommodations are allowestate assessments to ensure the student uses,familiar with, this
accommodation prior to the administration of theegsment.

Source:

Colorado Department of Education. (2010plorado Accommodations Manual for English Langubgarners Retrieved from
http://www.cde.state.co.us/cdeassess/document0&@2010 ELL Accommodations_Manual.pdf

SUGGESTED ACCOMODATIONS FOR ELL STUDENTS

A. CLASSROOM ENVIRONMENT STRATEGIES

4 1. Proximity to teacher

{ 2. Seating with peer student

0 3. Seating with paraprofessional
4 4. Other:

B. ORGANIZATIONAL STRATEGIES

U 1. Extended time limits for assignments

O 2. Reduced length or complexity of
assignments

O 3. Gave additional assignments

Q 4. Used organizational notebook

0 5. Asked student to repeat directions

U 6. Instructions given in native language

U 7. Other:

C. MOTIVATIONAL STRATEGIES

O 1. Sent home regular progress reports

U 2. Used immediate reinforcement

U 3. Kept graph showing progress

4 4. Used tutor (peer or adult)

U 5. Provided additional individual
instruction

Q4 6. Developed home/school
communication system for homework
or behavioral progress

4 7. Conference with parents

U 8. Conference with other staff members

1 9. Special sessions with:

U 10. Contract

4 11. Other:

D. PRESENTATION STRATEGIES

0 1. Gave assignments orally and visually
O 2. Taped lessons for student to use

O 3. Tested student orally

O 4. Allowed student to take practice test

U 5. Provided materials on paper
U 6. Corrected pupil errors immediately
Q7. Other:

E. CURRICULUM STRATEGIES

U 1. Used specially designed materials

U 2. Provided extra drill

U 3. Provided study guide

U 4. Reduced quantity of assigned work

Q5. Included only words student could
read on spelling list

0 6. Provided reading/math curriculum
geared to student’s instructional level

1 7. Checked for gaps in learned concepts
and provided appropriate instruction

U 8. Other:

F. ASSESSMENTS AND CLASS WORK

U 1. Extended time

U 2. Charts to monitor progress
4 3. Portfolio

4 4. Frequent breaks

O 5. Use of bilingual dictionary
4 6. Other:
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WEB RESOURCES FOR ENGLISH LANGUAGE LEARNERS
For Grades K-5:

1) Starfall pttp://www.starfall.cony - Reading instruction and reading games for stisdienPre-K-1.

2) Reading is Fundamentdittp://www.rif.org/kids/readingplanet.hjm This site has many stories for Pre-K-2 students

3) Story Online Ittp://www.storylineonline.nex/’ A terrific site with stories read by actorsritghe ScreenActors' Guild.

4) Raz-kids.comHttp://www.raz-kids.com/main/BookRoomMeruReading and listening activities.

5) The Reading Ladyhftp://www.readinglady.com/index.php?name=Downldads=viewdownload&cid=Y —
Collection of short plays.

6) Between the Lionhftp://pbskids.org/lion3/- It includes games and materials from the shoeluding a literacy curriculum
aimed at children ages 4-7.

7) MadLibs fttp://www.funbrain.com/brain/ReadingBrain/ReadimgiB.htm) - For Advanced Beginning Readers.

8) Fern’s Poetry Clubhftp://pbskids.org/arthur/games/poetry/what.htirGives examples of different types of Poetry.

9) Arthur (http://pbskids.org/arthur/games/index.htmGames from Arthur.

10) The Internet Picture Dictionarkt{p://www.pdictionary.com/— Online multilingual picture dictionary with imtactive activities
in English, French, German, Spanish, and Italian.

For Grades 6-12:

1) FunBrain Readinchtp://www.funbrain.com/books/callahan/book.html

2) Dictionary.com littp://translate.reference.com/Students can bookmark this site to translatede/rom English to their native
language.

3) Vocabulary Gameshttp://www.manythings.org/vocabulajy A collection of vocabulary games.

4) WordBuilder fttp://www.iknowthat.com/com/L3?Area=WordBuilderGreat site for phonics practice.

5) English Media Labhttp://www.englishmedialab.coin/ Exercises for All English Learners- Online Granr&aercises,
Vocabulary VideosPronunciationQuizzes for Beginnersntermediate Advancedl evel English Learners.- Math Exercises for
Children

6) Dave’s ESL Caféhttp://www.eslcafe.com/grammar.hirt Grammar lessons

7) Make Beliefs ComixHttp://www.makebeliefscomix.comt It allows students to create their own comicEnglish, Spanish,
French, German, ltalian, Portuguese, or Latin.

8) English Tests and Quizzes: Practice for StudeiEnglish fittp://www.englishlearner.com/tests/index.shtnirhis site offers
many exercises and tests of varying difficulty lohse a variety of content areas.

9) Great Websites for Kidéftp://www.ala.org/gwstemplate.cfm?section=greatitels&template=/cfapps/gws/default.gfmFor the
beginning, intermediate, and more advanced ELLesttidt includes topics from different content aea

10) Listening Activities lfttp://www.manythings.org/pp# Designed for older students but pronunciatiod kstening activities could
be used for students grades 4 and up.
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Response to Intervention

Problem-Solving Flowchart
The School District of Lee County
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EESPONSE TO INTEREVENTION — MATHEMATICS PROGEAMS
Tier Component Guidelines for Elementary, Grades .- 5

Core Math Program {CMF) wath CMP vath embedded Supplemental CMP wath (1) embedded Supplemental
Large and differentiated small group Large zroup with differentiated small Small group (3 or less) and mdividual
mstruction group (5 or less) Supplemental Intensrve Intervention

Intervention

Sixty (60) mimute class

Ten (10} — twenty (200 minntes of daily
calendar math

Spxty (60) mamate class with garky (30)
a2 week

Ten (I0) — twenty (20} minutes of daly
calendar math

SE55100S

Sty (60) mimnte class with a thirty
(30} punute Intensive Miath class
meefing once a day

Ten (10) — twenty (20} oonutes of daiky
calendar math

Hichlvi i ! lici

Three to fowr screenmz per year to
momtor siudent progress

Onee a month pomipmum progress
(CBA and Dhztrict Assassments)

Twace a month runinsum progress
i A :
(CBa)

Lawrence D. Tiken FhD
Deborzh Bwton Tthen BIAT.
Sharon Vandeventer, M AT.

3-20-0%



RESPONSE TO INTERVENTION — MATHEMATICS PROGRAMS
Tier Component Guidelines for Middle School

scheduled outzide of regular
class

Large and differentiated soall group Large group wath small sroup {3 or
tess) Supplemsental Intervention

Dfferentiated Small group (3 or less)
and mdividual Intensive Intervention
» Intensrve Math class of 15 ar

Ome class penod One class pened wath tharty (30} Ome class penod wath an additonal one

mimites of interventon scheduled once | pened Intensive Math class meeting

z weak once aday

md',pﬁt:tme mstruction and practice
Thuhﬁ:msmemmgpﬂymh Dnreanmu:ﬂ:nmm.mmpmg:rﬂs Twice a month munimum progress
(CBA and Distniet Assessments ) and Dhstnet Assessments) (CBA)

This Fif system 15 also destzned and alipned with ESE student Inclusion components and processes

Lawrence . Tiken PhDD
Deborzh Buton Tthen MAT.
Sharon Vandeventer, M AT,

5-20-09



Middle School Course Opltions for 6th Grade

Alernate Day Block Schedule
2009 - 2010
Giuarter 1 Cuarter 3 Giuarter 3 Chuarter 4
AP ML Math 1, Adv, W Math 1, Adv, MUY Bath 1. Adv, M Rath 1, Adv.
| e - = -
(Levels 4.5)) (30 hws) = {30 hrs) {30 hes) (30 hrs}
| :
a bs
ET* MiMatht hge, |1 | muMath1 A NLJ Math 1. Adv. M Math 1. Adv
(Lewve! 3) (B0 hrs} 7 & (80 hrs} " {80 hwrs) {60 hrs)
RP* M. Math 1 _ WL Mat 1 ML Math 1 _ MU Math 1
fLevel 3} {30 hrs) " (30 hrs) e (30 hrs} = (30 hrs)
ET MJ Math 1 M Math 1 _---—: M Math 1 M Math 1
{Level 2) 80 hrs) : - (80 hrs) * {80 hrs) * {60 hrs)
P ET Intensive Math —_‘, int. Math/MJ Math 1 Al M Math 1 NS Math 1
{Level 1] (80 hrs) (20 hrs) {80 hre) {80 hrg)
KEY": AF-Advanced Program  RP-Regular Program  ET-Extended Time  [P-intensive Program

i1} FCAT hath Level 1 and Leve! 2 would b2 scheduled into a daily S0-minute block.

(2] FCAT Lewel 3 students would be enrolled m eiher an advanced math course secy day for B minutes of 3 regular math course syeny pther day
fior 80 rminutes.

{3} Lews! 4 and 5 students would be enrolled = a single math course for B0 minutes gvery other day




RTI SECONDARY SCHOOL
RESTRUCTURING

Alternate Block Intervention Model A
80 to 90 Minute Block

Class
Period Monday Tuesday Wednesday | Thursday Friday
1 Intensive Intensive Intensive Intensive Intensive
Reading Reading Reading Reading Reading
2 Language Elective Language Elective Language
Arts Arts Arts
3 Intensive Intensive Intensive Intensive Intensive
Math* Math* Math** Math** Math**
4 Science Social Science Social Science
Studies Studies
*See Algebra Options chart; Intensive classes are blocked to provide L. D. Tihen, PhD

two years of instructional time within a one-year timeline. o
Lee County School District
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RTI SECONDARY SCHOOL
RESTRUCTURING

Alternate Block Intervention Model B
80 to 90 Minute Block

Class
Period Monday Tuesday | Wednesday | Thursday Friday
1 Reading* Language Reading* Language Reading*
Arts* Arts*
2 Science Elective Science Elective Science
3 Intensive Intensive Intensive Intensive Intensive
Math** Math** Math** Math** Math**
4 Elective Social Elective Social Elective
Studies Studies
L. D. Tihen, PhD

*Same teacher instructs pending and Language Arts, if possible

**See Algebra Options chart

Lee County School District
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RESPONSE TO INTERVENTION — MATHEMATICS PROGRAMS

Tier Component Guidelines for High School

Core Math Program (CMP) with CMP with embedded Supplemental CWP with {1} embedded Supplemental
differenfiated inshuction Program Interventions targeted to Programs and (I} Intensive
=  BRegular Math courses wath student peeds Intervention targeted to student needs
differentizted instuction + HBagular Math courses + Fegular Math claszes
+ Supplemental Interventions
which melude review of basic
concepts such as frachions
durmg class or indradual
temall zroup assistance
scheduled putside of resular
class
Large and differantiated small group Large Group and diffarentiated small Dnfferentiated soall sroup or
group (3 or less) with Supplemental ndividual Intensive Infervention
Intervention »  Pull-out group (3 or lesz)

« Intenszre Math class of 15 or
lozs.

One class period

COne class penod with tharty (30}
2 weak

I ; - licit i ’
and prachce

(e class perod with
+  Forty-five (45} munute pull-out
group (3 or less) meeting twice
awesk
OR
+  Ome addihonal elass period of
Intensrve Math mesting once a
day
Hishly : ; s

Three to four screening per year to
monttor student prograss
(CBA and Distnet Assessments)

Twice 2 month mninmim progress

Thas BAl system 1s also designed and ahpned wath ESE student Inclusion components and processes

Lawrence D. Tihen PhDD
Deborzh Burton Tthen, M AT.
Sharon Vandeventer, MAT.

3-20405




Sth GRADE ALGEBRA 1 COURSE OPTIONS

Guarter 1 Guarter 2 Guarter 3 Guarter 4
{30 Hrs) (30 Hrz} {30 Hrs} (3D Hrs)
e
I-IF"{L"-I'L-LE:ll Honor Algebrat | —e| Honor Algebra t o Honor Algebra1 [———| Honor Algebra 1
RP* (LWL 3) Aigebra 1 et Algebra 1 - Algebra 1 ] Algebra 1
" (Algebra 1 Credt)
Guarter 1 Guarter 2 Guarter 3 Guarter 4
(80 Hrs) (00 Hrs} (B0 Hrs} {8 Hrs)
ET Algebra 14 5| Aigebaata M Agebea 1B . Algebea 18
(Algwbra 14, Creds) {Algebra 18 Credit)
P, ET Intgnsee Math —%|  IntesveMath L —s Algebra - Algebea 1
{Intensive Math Credit) [Aigebra 1 Cred)
i == irbargonk Math g i
P, ET. RC* Intensve Math . Algebra 14) . Algebra 1A Algebra 1A
(irsensve Math Credit) iAlpebra 1A Credi)
*KEY: HP - Honors Program RP - Regular Program IP - Intenvenben Program ET - Extended Time RC - Reduced Conten:

A sl

4th Math Credit

Or. Lawrence O, Tihen
FROTOTYPE A

LEE COUNTY. FLORIDA ()

TFCAT Preparation and'or Remediation



RTI SECONDARY SCHOOL
RESTRUCTURING

Alternate Block Intervention Model A
80 to 90 Minute Block

Class
Period Monday Tuesday Wednesday | Thursday Friday
1 Intensive Intensive Intensive Intensive Intensive
Reading Reading Reading Reading Reading
2 Language Elective Language Elective Language
Arts Arts Arts
3 Intensive Intensive Intensive Intensive Intensive
Math* Math* Math** Math** Math**
4 Science Social Science Social Science
Studies Studies
*See Algebra Options chart; Intensive classes are blocked to provide L. D. Tihen, PhD

two years of instructional time within a one-year timeline. o
Lee County School District

88



RTI SECONDARY SCHOOL
RESTRUCTURING

Alternate Block Intervention Model B
80 to 90 Minute Block

Class
Period Monday Tuesday | Wednesday | Thursday Friday
1 Reading* Language Reading* Language Reading*
Arts* Arts*
2 Science Elective Science Elective Science
3 Intensive Intensive Intensive Intensive Intensive
Math** Math** Math** Math** Math**
4 Elective Social Elective Social Elective
Studies Studies
L. D. Tihen, PhD

*Same teacher instructs pending and Language Arts, if possible

**See Algebra Options chart

Lee County School District
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RESPONSE TO INTERVENTION DELIVERY SYSTEM
ELEMENTARY SCHOOL READING GUIDELINES

Classroom Assignments/
Curricular Options

Lawrence D Tihen, PhD This Ril system is also designad and aligned with ESE student 822-08

Deborah B. Tihen MAT. Inclusion components and processes.
Klara Callis Schnslser, WA T,
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Elementary Tier Component Guidelines

RESPONSE TO INTERVENTION — READING PROGRAM

TIER COMPONENTS

TIER ONE
Core

TIER TWO
Strategic

TIER THREE
Intensive

Focus of Instruction

SBRR Comprehensive Core
Reading Program (CCRP)

CCRP with Supplemental
Programs/Interventions Targeted
to Student Meeds

Comprehensive Intervention
Reading Program {CIRP) with
Intensive Intervention Strategies
Targeted to Specific Individual
Student Needs

Grouping/Student Assignment
Numbers

Large Group with Differentiated
Small Groups

Reduced numbers of Students in
Both Large and Differentiated
Small Groups with specifically
targeted instruction

Differentiated Very Small Group
and Individual
{3 or Less Students per Group)

Academic Engaged Time (AET)

Hinety (90) Minute Block of
Uninterrupted Reading Instruction
(i)

Minety (90) Minute Block, with an
Additional Thirty (30) Minutes of
Intervention (i)

Increased Systematic Explicit
Instruction and Practice

120 Minutes Plus — Additional
Time Allocated in Relation to the
NMumber and Severity of the
Student’s Needs (15 to 30 Weseks
Intervention). Highly Increased
Systematic Explicit Instruction and
Practice.

Frequency of Assesament

Three to Four Screenings per
Wear to Monitor Student Progress
(MBELS, FORF, CBA)

Progress Monitoring Every Two
Weeks Minimum
(Group/ndividual )

(Cold Reads, CBA)

Individual Assessment Schedule
based on the Number and
Severity of the Student’s Meeds
{CBA=)

"Students may experience multiple components across tiers.

"*Students may mowve from both lower to higher tiers and higher to lower tiers.

Dr. Lawrence Tihen
Deborah Burton Tihen, M. A
Maria Callis Schneider, M. A
3-30-2009

T
T

The Rtl system is also designed and aligned with ESE student
Inclusion components and processes.
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ELEMENTARY READING CURRICULUM

Tier 1 Tier 2 Tier 3
CCRP CCRP + SIRP(s) CIRP
90 minutes 90 minutes + 30 minutes 120 minutes +
K Sopris West Read Well K Sopris West Read Well K Sopris West Read Well K
Spalding Phonics Spalding Phonics Spalding Phonics or
OR OR Saxon Phonics
Saxon Phonics Saxon Phonics
18t —sth Macmillan Treasures Macmillan Treasures SRA Reading Mastery (K-3)
grade As needed: Macmillan Triumphs SRA Corrective Reading (4 &
Spalding Phonics Spalding Phonics 5)
OR OR
Saxon Phonics Saxon Phonics
SRA K-5 SRA Reading Mastery SRA Reading Mastery SRA Reading Mastery (K-3)
Spalding Phonics SRA Corrective Reading (4 &
OR 5)

Saxon Phonics
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RESPONSE TO INTERVENTION DELIVERY SYSTEM
MIDDLE SCHOOLS - READING PROGRAMS

Classroom Assignments/
Curricular Options

Lawrence D Tihen, PhD This Rtl system is also designed and aligned with ESE student 3-22-08

Deborah B. Tihan MAT. Inclusion components and processes.
Karia Callis Schnelger, MLAT.

96



RESPONSE TO INTERVENTION — MIDDLE READING PROGRAM
Tier Component Guidelines

TIER COMPONENTS

TIER ONE
Core

TIER TWO
Strategic

TIER THREE
Intervention

Focus of Instructon

Content Area Programs
implementing reading strategies

Developmental Reading Program
for Level 3 and above students

Programs/Interventions Targeted
to Student Meeds

Comprehensive Intervention
Reading Program {CIRP) with
Intensive Intervention Strategies
Targeted to Specific Individual
Student Needs

Grouping/Student Assignment
MNumbers

Large Group with Differentiated
Small Groups

Feduced numbers of Students in
Both Large and Differentiated
Small Groups with specifically
targeted instruction

Feduced numbers of Students in
Both Large and Differentiated
Small Groups and Individual
Instruction

Academic Engaged Time (AET)

Content Area Classes
Cine Period each

One Perniod Developmental
Reading Class

Increased Systematic Explicit
Instruction and Practice

Two Penod Intensive Reading
Block

Highly Increased Systematic
Explicit Instruction and Practice.

Freguency of Assessment

Three to Four Screenings per
Year to Monitor Student Progress
(FORF, MAFE, CBA)

Progress Monitoning Every Two
Weeks Minimum
(Groupdindividual)

{Cold Reads, CBA)

Individual Assessment Schedule
based on the Number and
Severity of the Student’s Needs
(CBAs)

"Students may experience multiple components across tiers.

"Students may move from both lower to higher tiers and higher to lower tiers.

Dr. Lawmence Tihen
Deborah Burton Tihen, M. A,
Maria Callis Schneider, M. A
3-30-2009

T.
T

The Ril system is also designed and aligned with ESE student
Inclusicn components and processes.




MIDDLE SCHOOL READING CURRICULUM

Tier 1 Tier 2 Tier 3
Daily Single Period Double Period
6th grade Content Area Teachers Treasures LANGUAGE!
Implementing vocabulary Level A,C,orE
development and reading
comprehension strategies
7th grade Content Area Teachers REWARDS Intermediate LANGUAGE!
implementing vocabulary REWARDS Plus Social Studies Level A,C,or E
development and reading Word Wisdom
comprehension strategies Daybooks of Critical Reading and
Writing
Six Minute Solution
8th grade Content Area Teachers REWARDS Plus Science LANGUAGE!
implementing vocabulary Word Wisdom Level A,C,orE
development and reading Daybooks of Critical Reading and
comprehension strategies Writing

Six Minute Solution
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RTI SECONDARY SCHOOL
RESTRUCTURING

Alternate Block Intervention Model A
80 to 90 Minute Block

Class
Period Monday Tuesday Wednesday | Thursday Friday
1 Intensive Intensive Intensive Intensive Intensive
Reading Reading Reading Reading Reading
2 Language Elective Language Elective Language
Arts Arts Arts
3 Intensive Intensive Intensive Intensive Intensive
Math* Math* Math** Math** Math**
4 Science Social Science Social Science
Studies Studies
*See Algebra Options chart; Intensive classes are blocked to provide L. D. Tihen, PhD

two years of instructional time within a one-year timeline. o
Lee County School District
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RTI SECONDARY SCHOOL
RESTRUCTURING

Alternate Block Intervention Model B
80 to 90 Minute Block

Class
Period Monday Tuesday | Wednesday | Thursday Friday
1 Reading* Language Reading* Language Reading*
Arts* Arts*
2 Science Elective Science Elective Science
3 Intensive Intensive Intensive Intensive Intensive
Math** Math** Math** Math** Math**
4 Elective Social Elective Social Elective
Studies Studies
L. D. Tihen, PhD

*Same teacher instructs pending and Language Arts, if possible

**See Algebra Options chart

Lee County School District
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RESPONSE TO INTERVENTION DELIVERY SYSTEM
HIGH SCHOOLS - READING PROGRAMS

Classroom Assignments/
Curricular Options

Lawrence D Tihen, PhO This Ril system is also designed and aligned with ESE student 3-22-08

Deborah B, Tihen MAT. Inclusion components and processes.
Karia Callis Schnelder, WLAT.
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RESPONSE TO INTERVENTION — HIGH READING PROGRAM
Tier Component Guidelines

TIER COMPONENTS

TIER ONE
Core

TIER TWO
Strategic

TIER THREE
Intensive

Focus of Instruction

Content Area Programs
implementing reading strategies

Supplemental Intensive Reading
Program with
Programs/Iinterventions Targeted
to Student Meeds

Comprehensive Intervention
Reading Program {CIFP) with
Intensive Intervention Strategies
Targeted to Specific Individual
Student Needs

Grouping/Student Assignment
MHumbers

Large Group with Differentiated
Small Groups

Feduced numbers of Students in
Both Large and Differentiated
Small Groups with specifically
targeted instruction

Feduced numbers of Students in
Both Large and Differentiated
Small Groups and Individual
Instruction

Academic Engaged Time (AET]

Content Area Classes
One Penod each

Cne Period Intensive Reading
Class

Increased Systematic Explicit
Instruction and Practice

Two Penod Intensive Reading
Block

Highly Increased Systematic
Explicit Inatruction and Practice.

Freguency of Assessment

Three to Four Screenings per
Year to Monitor Student Progress
(FORF, MAZE, CBA)

Progress Monitoring Every Two
Weeks Minimum
(Groupfndividual)

(Cold Reads, CBA)

Individual Assessment Schedule
based on the Number and
Severity of the Student’s Meeds
{CBAs)

"Students may experiemce multiple components across tiers.

R

Cir. Lawrence Tihen
Deborah Burton Tihen, M. A.
Maria Callis Schneider, M. A
3-30-2002

T.
T

Students may move from both lower to higher tiers amd higher to lower fisrs.

The Rtl system is also designed and aligned with ESE student
Inclusion components and processes.




HIGH SCHOOL READING CURRICULUM

Tier 1 Tier 2 Tier 3
Daily Single Period Double Period
oth grade Content Area Teachers Intensive Reading W LANGUAGE!
implementing vocabulary Reader’ s Handbook Level A,C,orE
development and reading Reading and Writing Sourcebook
comprehension strategies Vocabulary Through Morphemes
TeenBiz 3000
10th grade Content Area Teachers Intensive Reading W or X
implementing vocabulary Reader’ s Handbook LANGUAGE!
development and reading Reading and Writing Sourcebook Level A,C,or E
comprehension strategies Vocabulary Through Morphemes
TeenBiz 3000
11th grade Content Area Teachers Intensive Reading W, X, or Y LANGUAGE!
implementing vocabulary Reader’ s Handbook Level A,C,orE
development and reading Reading and Writing Sourcebook
comprehension strategies Vocabulary Through Morphemes
TeenBiz 3000
12th grade Content Area Teachers Intensive Reading W, X, Y or Z LANGUAGE!
Implementing vocabulary Reader’ s Handbook Level A,C,or E
development and reading Reading and Writing Sourcebook
comprehension strategies Vocabulary Through Morphemes

TeenBiz 3000

103



RTI SECONDARY SCHOOL
RESTRUCTURING

Alternate Block Intervention Model A
80 to 90 Minute Block

Class
Period Monday Tuesday Wednesday | Thursday Friday
1 Intensive Intensive Intensive Intensive Intensive
Reading Reading Reading Reading Reading
2 Language Elective Language Elective Language
Arts Arts Arts
3 Intensive Intensive Intensive Intensive Intensive
Math* Math* Math** Math** Math**
4 Science Social Science Social Science
Studies Studies
*See Algebra Options chart; Intensive classes are blocked to provide L. D. Tihen, PhD

two years of instructional time within a one-year timeline. o
Lee County School District
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RTI SECONDARY SCHOOL
RESTRUCTURING

Alternate Block Intervention Model B
80 to 90 Minute Block

Class
Period Monday Tuesday | Wednesday | Thursday Friday
1 Reading* Language Reading* Language Reading*
Arts* Arts*
2 Science Elective Science Elective Science
3 Intensive Intensive Intensive Intensive Intensive
Math** Math** Math** Math** Math**
4 Elective Social Elective Social Elective
Studies Studies
L. D. Tihen, PhD

*Same teacher instructs pending and Language Arts, if possible

**See Algebra Options chart

Lee County School District
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FLORIDA READING MODEL: BASED ON EDUCATIONAL NEED

Explicit Systematic
Instructional Process

1. Oral
Language

2. Prior Knowledge

3. Phonological
Awareness —

4. Print Awareness —|

5. Phonics & Word __|
Analysis/Recognition

6. Vocabulary —
Comprehension !

7. Reading —
Fluency

8. Text
Comprehension

Strategies/Processest

9. Text Content/
Knowledge

10. Higher Order
Thinking Skills —

Prescriptive Integrated Cumulative Learning System

STUDENT/ TEXT
<___

a. Skills taught prior to readinga. Prerequisite skills present

b. Reinforced/Expanded b. Skills reinforced/
during reading expanded during reading
c. Assessed after reading c. Assessed after reading

Purpose: a. Exposes children to literature. b. Neoffigent
reading. c. Develops language patterns & vocajpular

d. Develops book/story conventions e. Developsnisg
skills (f) Teaches books are fun & worthwhile. (Ggaches
reading process through “Think Alouds”.

a. Skills taught prior to readin
b. Application modeled and
practiced during reading

c. Application assessed c. Application assessed
during/after reading during/after reading

Purpose: a. Provides maximum support during reading
Allows children to enjoy books they can’t read beit own.
c. Helps develop fluency. d. Focuses strongly ordw
analysis skills and their application. e. Modelading
strategies/processes through interactive “Thinkudks. f.
Builds vocabulary & comprehension skills/strategies

. Prerequisite skills present
b. Skills expanded and
practiced during reading

a. Skills taught prior to readinig. Skills taught during reading
b. Modeled/Scaffolded b. Application supported/
teacher support reinforced during reading

c. Assessed during/after c. Assessed during/after
reading reading

Purpose: a. Text is at instructional level. b. Tesc
models/supports reading skills/strategies. c. leasupports
student to develop skills/strategies to indepenedemt Focuses
strongly on comprehension and higher order thinkikits.

e. Provides ongoing assessment of fluency.

a. Teacher provides
analysis/feedback regarding
student’s independent reading.
* |f a student is required to
read text above present
reading level, necessary skillg
must be taught prior to
reading.

INDEPENDENT
READING

*Reading content
appropriate for students’
presenskills/reading
level

Purpose: a. Provides opportunities to practicdinga
skills/strategies. b. Provides for practice of-sebnitoring
and self-correction skills. c. Allows reading ireas of
interest. d. Allows child to read at own paceEehances
fluency. **Literacy Discussion Groups may be agd with
all 4 types of reading activities.

Implicit Learning
CONSIDERATIONS — Instructional Process

1. Oral
Language

2. Prior Knowledge

3. Phonological
[~ Awareness

4. Print Awareness

| 5. Phonics & Word
Analysis/
Recognition

6. Vocabulary
1 Comprehension

| 7. Reading Fluency

8. Text
Comprehension
— Strategies/Processes

9. Text Content/
I~ Knowledge

L_ 10. Higher Order Thinking
Skills

Lawrence D Tihen, PhD
Deborah B. Tihen M.A.T.
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Decision Points Diagnostic Chart

(Both Narrative and Informational Text)

A

Oral Reading- look &LUENCY rate
(words correct per minute)

Inadequate fluency rate compared {o
established guidelines

Mark miscues

Adequate fluency rate

y

Look at a hierarchy of
PHONICS/WORD
ANALYSIS SKILLS

y

Decoding difficulties
identify single vs.
multisyllable words.

A 4

Decoding appropriate. Logk
at automaticity with sight

CheckCOMPREHENSION

Adequate comprehension

association skills

v

Single syllable words

v

words. >
Multisyllable
words -
Phonological
»| awareness skillg
(syllabication)
Check
sound/symbol »| Knowledge of

v

affixes

Check
PHONOLOGICAL
AWARENESS SKILLS
(ORAL)

A 4

Identify needed
skills and teach.|«

A 4

Flexing with oper
syllables

\ 4

Gross Differences, sentence segmentation

A 4

Rhyme

Phonemic Segmentation

Syllables — Blending and Segmentati

S

Phonemic Blending

Initial Consonant Segmentation

Phonemic Manipulation

A 4

Alliteration

Onset and Rime

Provide word

automaticity/fluency
instruction as neede

h 4

\ 4

Inadequate
comprehension

A 4

CheckVOCABULARY
knowledge

\ 4

Tier 1, 2,
and 3 vocabulary

Check prior
knowledge
7 Before, during and
i after reading
Check comprehensiop strategies;
»{ strategies (cognitive/ SRl g ENITEL i
tacognitive) other graphic
iz g organizers, etc.

Check oral language

A 4

A

Text specific
vocabulary

\ 4

Spatial/locational
and
temporal/sequentig

terms

\ 4

Check higher level
thinking
Listening
comprehension
< q Analysis
Pronoun referent ——
q Application
: : Synthesis
Conjunctions | > y
Sentence building > SAEE
skills

Word morphology

Deborah Burton Tihen
Dr. Lawrence Tihen
Revised 1-20-05
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Classroom Teacher

Reading or Math Coach/Specialist

Speech-Language Pathologist

Keep ongoing progress monitoring notes in a K
folder (DIBELS, curriculum assessments, SAT
or FCAT scores, work samples, anecdotals) to
filed in cumulative folder at the end of each
school year or if transferring/withdrawing
Attend RTI Team meetings to collaborate on &
monitor students who are struggling
Implement interventions designed by RTI Tean
for students in Tier 2 & 3

Deliver instructional interventions with fidelity

TI
10
be

Attend RTI Team meetings

Train teachers in interventions, progress monitprir
differentiated instruction

Models Tier 2 & 3 interventions for teachers

Keep progress monitoring notes & anecdotals of
interventions implemented

Assists in screening implementation

Collect school-wide data for team to use in
determining at-risk students

=

Attend RTI Team meetings for some Tier 2 & Tier
students

Completes Communication Skills screening for
students unsuccessful with Tier 2 interventions
Assist with Tier 2 & 3 interventions through
collaboration, training, and/or direct student cant
Incorporate RTI data when guiding a possible
Speech/Language referral & when making eligibili
decisions

Ly

Principal/Assistant Principal

Guidance Counselor/Curriculum Specialist

School Psychologist

Facilitate implementation of RTI in your buildin
Provide or coordinate valuable and continuous
professional development

Assign paraprofessionals to support RTI
implementation when possible

Attend RTI Team meetings to be active in the
RTI change process

Conduct classroom Walk-Throughs to monitor
fidelity

Often RTI Team facilitators

Schedule and attend RTI Team meetings
Maintain log of all students involved in the RTI
process

Send parent invites

Complete necessary RTI forms

Conduct social-developmental history interviews
when requested

Attend RTI Team meetings on some students in T
2 & on all students in Tier 3

Monitor data collection process for fidelity
Review & interpret progress monitoring data
Collaborate with RTI Team on effective instruction
& specific interventions
Incorporate RTI data when guiding a possible ESE
referral & when making eligibility decisions

ier

ESE Teacher/Staffing Specialist

Specialist (Behavior, OT, PT, ASD)

ESOL/ELL Representative

Consult with RTI Team regarding Tier 3

Consult with RTI Team
Provide staff trainings

interventions
Incorporate RTI data when making eligibility
decisions

Social Worker

Attend all RTI Team meetings for identified ELL
students, advising and completing LEP paperwork

Attend RTI Team meetings when requested
Conduct social-developmental history interviews 3
share with RTI Team

Conduct language screenings and assessments

nd Provide ELL interventions at all tiers

1
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ROLE OF THE SCHOOL PSYCHOLOGIST

For Problem-Solving and data collection:

Help teams develop/maintain appropriate interveastiand monitor progress regularly for each tier

Provide Assist the classroom teacher wiigtia collection and interpretatioms needed

Administer standardized (diagnostic) screeningsssents (math/reading/behavioral/adaptive/eta)rinér define the
nature of the student’s profile of potential stréfrsgand weaknesses

Consult and/or assist with various types of studdservations, includingn-off task tallies for students with behavioral
concerns

Consult with administrators regarding the spedifilding needs and the Rtl process

Rtl trainings or ongoing information sessions tffstas needed

For Selection of Interventions

Help Rtl Team generate FBA's and/or BIP’s in orttedevelop viable interventions for students wigihavioral
impediments

Provide direct support/consult to students and taanilies at the problem-solving phase

Consult with teachers regarding ongoing intervergtimcluding helping with classroom functions, sasraddressing social
skills, improving behavior and having students tpkesonal responsibility

Assist with interpretation of data school-wide aydtem-wide

Assist the CST to ensure that all of Rtl compone&rgse chosen and administered appropriately, astdaihcomponents of
the evaluation process (short of further diagnaestgessments) have been performed and documented

Consult with Rtl teams (as needed for directiotlygarthe process) to provide support for the dieci-making process;
provide resources regarding research-based int@onsrfrom which to generate ideas and assist dottumentation of team
decisions.

Provide counseling during Rtl in the absence ofidance counselor

Provide social/developmental histories for thetBdm and assist (as needed) with problem solvingdbavior and ASD
Meet or communicate with parent(s) regularly tqphlomote home-based consistency and/or limitregptti

Assist with transitions when students are changuhgcational settings (school-to-school, progranptogram, etc) to
ensure satisfactory adjustment

After a referral is made:

Utilize whatever instruments are necessary to tlapfy specific areas of need or answer lingenefgrral questions (if any)
after the Rtl process has run its course
Provide a comprehensive multidisciplinary repodatttakes into account all of the data, the prodbssgharacteristics of the
student and the recommendations by team and siségiab be reported at meeting and placed intiidest's cum record.
Administer full, comprehensive battery of assesgmemen potentially severe or acute educationakebiavioral concerns
arise
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Universal Instruction and Supports
- Provided lo alf students in all seffings

{Cors)

The first SLP contact is with student data.
SLP purpose is to inform instruction to allow
for success in the general curriculum.

Do not assume disorder.

Possible SLP Roles:

Provide information for parents and teachers
regarding speech/language development
Provide information for parents and teachers
regarding curriculum and speechilanguage
correlations

Provide and/or model communication lessons
(to include language overlays, scripted stories
and story grammar)

Provide professional development for grade-
level or school

Participate in school-based teams determining
core curriculurn adjustments needed in order
o ensure at least 80% of students are
meeting with success.

Tarpeted, Supplements! Interventions
and Supports

- In addition hwm the core
¥ SLP contact is with data, teacher, and
possibly student.
v SLP purpose is o assist the RTI Team in
the problem-solving process.
¥ Do not assume disorder,

Possible SLP Roles:

« Confer with teacher to clarify information
an the Communication Skills - Teacher
Checklist

« Observe student

«  Confer with teacher to gather more
information regarding language difficulties
using LCLC or guiding qguestions

»  Probe (not evaluate) student's language
skill development using sublests or
portions of a test and/or LCLC skill lists to
inform classroom interventions

= Participate in RTI problem-solving
meeting o design interventions matched
to the student's need and to make data-
driven decisions

= Aszsistin the provision of language
overiays when indicated *

- Select and explain to the teacher
- Model for the teacher
- Provide instruction to the student
* Positive response o language overay suggests
absence of language disorder,

Problem Solving Response to Intervention Process: SLP Involvement

Adapted from Rudebusch and the Regional Speech/Language Rules Implementation Workshop

{Tier 3)

¥ SLP contact is with data, teacher, student.

¥ SLP purpose is lo assist the RTI Team in the
problem-solving process.

¥ Beain analysis of possible disorder 1o further
inform interventions.

¥ Therapy does not occur unless the student
is found eligible for ESE.

Possible SLP Roles:

* Dig down o analyze cause of language
difficulty through observations, data analysis
and direct student contact

+ Provide information about student’s specific
language skill underpinnings to inform
interventions

+ Assistthe RTI Team inanalyzing student's
progress and refining interventions with:

- Increased TIME

- Increased INTENSITY

- Matched to MORE SPECIFIC and
individualized student neead

s Assist the team in deciding if an evaluation
for ESE determination is wamranted
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STRATEGIC CLASSROOM INTERVENTIONS
Students who are struggling require a minimum oé¥fosures to a skill and a minimum of 40 oppotiesi
to practice a skill in order to ensure “ownershimterventions must be implemented consistemlg with fidelity over time.

INTERVENTIONS

Phonological Awareness

Phonics and Fluency

Vocabulary

Comprehension

v" Ensure adeguate

hearing acuity
Provide preferential
seating if history of
hearing problems
Model correct speech
sound production and
provide specific
feedback

Provide frequent
opportunities to hear
and practice targeted
skills

Provide frequent
modeling and practice
of “what” and “where”
guestions

Provide visual aids or
gestural demonstration|
of space/location
vocabulary

Provide multiple
demonstrations of the
concepts “same” and
“different” using realia

v

See Phonological Awareness.

Additional suggestions:

v" Model correct production o

v

and request imitation of
multi-syllabic words

Model morphological
endings in oral speech
(plurals, past and present
tense) and request imitatio

f v

v
v

v

AN NI NN

AN

A VAN N N N N NN

Increased exposure to and
opportunities to practice:

(See FCRR.org Instructional
Routines and Student Activities
for other ideas.)

Pre-teach vocabulary

Use vocabulary in a variety
of contexts

Use multiple modalities to
present vocabulary
(auditory, visual, tactile)
Emphasize key vocabulary
orally and/or visually
Provide increased exposur
to oral language

Pair with movement

Basic Concepts
Categorization

Adjectives
Space/Location
Concepts*
Time/Sequence Concepts*
Quantity Concepts (some,
more...)

Wh-questions*

Antonyms

Synonyms

Homonyms
Multiple-meaning words
Verb Tense

Negation

Prefixes and Suffixes

11%

ANENE NN NENENEN

Increased exposure to and
opportunities to practice:

Wh-Questions*

Spatial Concepts*

Verb Tense

Time/ Sequence Concepts
Describing words
Conjunctions*

Pronoun Referents
Similarities and Differences

(See FCRR.org Instructional
Routines and Student Activitieg
for other ideas.)

k

Math

v Highlight key vocabulary
in the problems

v" Discuss and explain key
vocabulary in problems

v" Model step-by-step
problem solving

v" Provide multiple

exposures to and
opportunities to practice
key vocabulary.

Increased exposure to and
opportunities to practice:
Ordinal Numbers
Categorization

Same and Different
Space/Location Concepts
Time/Sequence Concept
Semantic Quality (height
length, weight)

Quantity concepts (more
some, any, none...)

uy

A VAN NI N NN

AN

*See Teaching Routines
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PRINT AND PHONOLOGICAL AWARENESS LANGUAGE CORRELATE S
CHART 1

Communication Pre-requisites for Kindergartehamd 2* Grade Curriculum

Curriculum Kindergarten First Grade Second Grade
Components
Print Awareness - Sequential and
(FAIR) - Ordinal Concepts

Letter Naming and
Sounds
(FAIR)

- Articulation
- “What” Questions

Onset / Rime and
Phoneme Blending

- Articulation
- “What” Questions

(FAIR)
Letter Name - Articulation
Knowledge - “What” Questions
(FAIR)
Phoneme Blending | - Articulation to include | - Articulation to include
(FAIR) blends, vocalic /r/, long | blends, vocalic /r/, long

and short vowels
- “What” questions

and short vowels
- “What” Questions

Syllable and Phoneme

- Articulation

Deletions - “What” questions
(FAIR)
Letter Sound - Articulation
Connections - Spatial Concepts
(FAIR) “first” and “last”
- 2-step directions
Spelling See all skills needed for
(FAIR) Phonological Awarenes

and Phonics

FCRR Interventions
and
Sunshine State
Standards

- Adequate hearing
acuity

- Answer yes/no
questions

- Concepts “same” and
“different”

- Spatial concepts
“beginning, first,
middle, last, end”

- “What” and “where”
questions

- Adequate hearing
acuity

- Answer yes/no
guestions

- Concepts “same” and
“different”

- Spatial concepts
“beginning, first,
middle, last, end”

- “What” and “where”
qguestions
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PHONICS AND FLUENCY LANGUAGE CORRELATES
CHART 2

Communication Pre-requisites for Kindergartehamd 2* Grade Curriculum

Curriculum Kindergarten First Grade Second Grade
Components
Word Reading - Articulation - Articulation - Articulation
(FAIR) - “What” Questions - “What” Questions - “What” Questions
- Spatial concepts - Spatial concepts - Spatial concepts
“top, bottom” “top, bottom” “top, bottom”
Word Building - Spatial concepts - Spatial concepts - Spatial concepts
(FAIR) “beginning, end, “beginning, end, “beginning, end,

middle, after”
- Understanding of
conjunction “if”

middle, after”
- Understanding of
conjunction “if”

middle, after”
- Understanding of
conjunction “if”

Words Correct Per

- Morphological endingg

- Morphological endings

Minute (to include plurals, past| (to include plurals, past
(FAIR) tense, present tense, present
progressive) progressive)
Multisyllabic Word - Articulation

Reading - Production of
(FAIR) multisyllabic words
Spelling - See all skills needed
(FAIR) for Phonological

Awareness and Phonics

FCRR Interventions
and
Sunshine State
Standards

- Production of
multisyllabic words

- Quantitative concept
“more”

- Morphological
markers (to include
regular and irregular
plurals)

- Production of
multisyllabic words

- Quantitative concept
“more”

- Morphological
markers (to include
regular and irregular
plurals)

- Production of
multisyllabic words

- Quantitative concept
“more”

- Morphological
markers (to include
regular and irregular
plurals)
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VOCABULARY LANGUAGE CORRELATES

CHART 3

Communication Pre-requisites for Kindergartehamd 2* Grade Curriculum

Curriculum Kindergarten First Grade Second Grade
Components
Vocabulary - Antonyms - Antonyms - Antonyms

(FAIR) - Synonyms - Synonyms - Synonyms

- Action words (present
progressive tense)

- Adjectives

(semantic qualities)

- “What” questions

- Categorization (naming
categories)

- Action words (present
progressive tense)

- Adjectives

(semantic qualities)

- “What” questions

- Categorization (naming
categories)

- Action words (present
progressive tense)

- Adjectives

(semantic qualities)

- “What” questions

- Categorization (naming
categories)

FCRR Interventions

and - Ability to categorize - Ability to categorize - Ability to categorize
Sunshine State nouns into person, place gr nouns into person, place or nouns into person, place or
Standards thing thing thing

- Basic concepts

- Ability to categorize
nouns, verbs, adjectives
- Descriptive adjectives
(size, color)

- Answer yes/no questions
- Wh-questions *

- Spatial / Temporal
concepts

- Prepositional phrases

- Quantitative concept
“more”

- Adverbs / Adjectives

- Antonyms / Synonyms

- Multiple meaning words
- Categorize and list by
semantic group or attribute
- Tense (past, present,
future)

- Negation (not)

- Basic concepts

- Ability to categorize
nouns, verbs, adjectives
- Descriptive adjectives
(size, color)

- Answer yes/no questions
- Wh-questions *

- Spatial / Temporal
concepts

- Prepositional phrases

- Quantitative concept
“more”

- Adverbs / Adjectives

- Antonyms / Synonyms

- Multiple meaning words
- Categorize and list by
semantic group or attribut
- Tense (past, present,
future)

- Negation (not)

- Basic concepts

- Ability to categorize
nouns, verbs, adjectives
- Descriptive adjectives
(size, color)

- Answer yes/no questions
- Wh-questions +

- Spatial / Temporal
concepts

- Prepositional phrases

- Quantitative concept
“more”

- Adverbs / Adjectives

- Antonyms / Synonyms

- Multiple meaning words
- Categorize and list by

e semantic group or attribute
- Tense (past, present,
future)

- Negation (not)

- Prefixes and Suffixes

- Categorize and list by
salient feature

* Wh-questions:” what, what...do, what...for, who, wlaewhen, how, how + adjective” typically developveen the ages of 4
and 6.

* Wh-questions: “why, what if, how come, how aboatich” typically develop between the ages of 7 8ntherefore, may
require explicit instruction.
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Comprehension Language Correlates

Chart 4

Communication Pre-requisites for Kindergartehad 2° Grade Curriculum

Curriculum Components

Kindergarten

First Grade

Secaod Grade

Listening Comprehension
(FAIR)

- Wh-questions

(see note *)

- Conjunctions “and”,
“because”

- Subordinate conjunctions
“that”, “when” (see note **)
- Temporal concepts

- Sequential concepts

- Ordinal numbers

- Comparatives and
Superlatives

- Describing words (color and
shape)

- Pronouns

- Pronoun referents

- Verb tense (present and
past)

- Plurals and Possessive
markers

Reading Comprehension
(FAIR)

- Wh-questions

(see note *)

- Conjunction “and”,
“because”

- Subordinate conjunctions
“that”, “when” (See note **)
- Temporal concepts

- Sequential concepts

- Ordinal numbers

- Comparatives and
Superlatives

- Describing words (color and
shape)

- Pronouns

- Pronoun referents

- Verb tense (present and
past)

- Plurals and Possessive
markers

- Modals (can, may, will, do)

- Wh-questions

(see note *)

- Conjunction “and”,
“because”

- Subordinate conjunctions
“that”, “when” (See note **)
- Temporal concepts

- Sequential concepts

- Ordinal numbers

- Comparatives and
Superlatives

- Describing words (color and
shape)

- Pronouns

- Pronoun referents

- Verb tense (present and
past)

- Plurals and Possessive
markers

- Modals (can, may, will, do)

FCRR Interventions and
Sunshine State Standards

- Answer wh-questions

- Formulate Wh-questions

- Spatial concepts
-Temporal/Sequential concep
-Conjunctions to include:
“and, because, since, but so,
that, or, because, for that
reason”

-Sentence formulation
-Describing similarities and
differences

- Answer wh-questions:

- Formulate Wh-questions

- Spatial concepts
s-Temporal/Sequential concep

-Conjunctions to include:
sdand, because, since, but so,
that, or, because, for that
reason”
-Sentence formulation
-Describing similarities and

differences

- Answer wh-questions

- Formulate Wh-questions

- Spatial concepts
s-Temporal/Sequential concep

-Conjunctions to include:

that, or, because, for that
reason”

-Sentence formulation
-Describing similarities and

differences

sdand, because, since, but so, 5

2]

* Wh-questions:” what, what...do, what...for, who, wlewhen, how, how + adjective” typically developtlveen the ages of 4 and 6.
* Wh-questions: “why, what if, how come, how abownhich” typically develop between the ages of 7 8ntherefore, may require explicit instruction.

** Subordinate conjunctions “that” and “when” typity develop between 7 and 8; therefore, may regexplicit instruction.
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MATH LANGUA

GE CORRELATES

CHART 5

Communication Pre-requisites for Kindergartehamd 2 Grade Curriculum

Curriculum Kindergarten First Grade
Components Second Grade
Math - Ordinal Numbers - Ordinal Numbers

Sunshine State
Standards

- Describing words to include
shapes (square, triangle, rectangle
circle, hexagon, trapezoid, sphere
cube, cylinder), length, height,
weight

- Categorization by attribute

- Higher level categorization to
include parts of a whole

- Same and Different

- Spatial concepts (in, out, up,
down, top, bottom, on, off)

- Temporal concepts

- Comparatives and Superlatives
(regular and irregular)

- Describing words to include shapes
2,(square, triangle, rectangle, circle,
, hexagon, trapezoid, sphere, cube,
cylinder), length, height, weight
- Categorization by attribute
- Higher level categorization to includ
parts of whole
- Same and Different
- Spatial concepts
- Temporal concepts
- Comparatives and Superlatives
(regular and irregular)
- Antonyms
- Indefinite pronouns
- Quantitative concepts
- Use of multiple attributes to describe
- Compare and contrast
- Comparatives and superlatives

1%

(regular and irregular)
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READING LANGUAGE CORRELATES
CHART 6

Communication Prerequisites for 3-12 Grade Cunicul

Reading —FAIR Word Decoding/Recognition
Broad Screen Includes all skills listed in K-2 Language Corredat
Chart 2.

Reading Comprehension
Vocabulary / Word Recognition

Includes all skills listed in K-2 Language Corredat
Chart 3.

- Analogies

- More advanced antonyms, synonyms, homonyms
-Figurative language (idioms, similes)

- Multiple meaning words (metaphors, proverbs)

Comprehension Strategies

Includes all skills listed in K-2 Language Corredat

Chart 4.

-Also, Language competence with all form and conséills
through Level IV is necessary.

World Knowledge
- Knowledge of Basic concepts expected for gradel s

necessary.
Reading — FAIR Text Reading Efficiency (i.e., reading accuracy apded, and
Targeted Diagnostic Inventory gist — level comprehension
Includes all skills listed in K-2 Language CorredatCharts 1,
Mazes 2,3and 4
Reading - FAIR Morphological Knowledge
Targeted Diagnostic Inventory - Language competence with all noun and verb eisding

contained in Form levels | through IV is necessary.
Word Analysis
Phonological Knowledge

Includes all skills listed in K-2 Language CorredatCharts 1
and 2

Orthographic Knowledge
Includes all skills listed in K-2 Language CorredatCharts 1
and 2

122



Page1of2

FORM Language Skills

Lee County Language Curriculum
Student : D Grade: Age:
SLP: School:
*FOR USE BY SPEECH PATHOLOGIST
Skill analysis based on observations, probes, and/or evaluation.
Form Skill Level Il Level llI Level IV Level V
MLU 2.26-4 50 Toage B Ages 7-9 Ages 10-12
Main Verbs Verb+ing Modals: can, Passive: get+ver, Fulure paract
Copula: is, are, am may, will, do ba+verh Prasenl and past
Aux.. |s, are, am Modaks: could, Modaks: miust, Parfect
Was, were mighl, wousld, shall Have+varb+an
Has, have, had should Have+gol Modal + prasent
3" singular Modals Parfact
Regular past lensa doas+yvart, Aux parfect
Irregular past tense did+varks tarnse
Early developing combinations
mhintivas
Secondary Sirnple infinitval Embedded
Verbs clauses irfinitival
Iefimitival complements
complemaents Gerunds
Presant and pasi Irfinitival
pariciplos complemeants
wilh b arsd gel
Personal I, you Reflexivea: rn:.rs--allrI:1I Relativea: wi,
Me, you yoursel! hemsall, wihich, whosa,
Fronouns My, your [ mine yours harsell, iksell, whom, what, thal
Hirn, her, ourselves, themselves | (Hisown, one,
Hiz, sha onasall
Her, his @ hars, his Whichawar, whoever,
Lis, them whataver
Wa, thay
Their, our / theirs, ouwrs
Demonstrative | This, that, o Thasae, thosa in abjed
Pronouns These, those in subject position
position
Relative Who, which, whose,
Pronouns wiom, what, thal
Indefinite Mora, one, two Mothing, nobody, none,
Pronouns Some, other, akol, al e Gng
Anather, something, Any, anything, anybody,
samabody, someone. | anyone
Mext, lirst, lasl, second
Each, sevaral, most,
lmas!
Bath, few, many, much
Every, everything,
avarybody, averyons
Interrogative | Vocal inflection Reversal of auxitiaries: Reversal of do, did, With 2 or 3 auxiliaries
Reversals Reversal of copula “be® IS, ara, am, Was, wers choes
Usa of modals
Tag questions
Hawvia, has

Continued
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Page 2

Form Skill Level Il Level llI Level IV Level V
MLU 2.28-4 80 Toege 8 Ages 7-0 Ages 10-12
WH Cuestions | YWho, what, what+roun | When, how, Wy, what il, how
Whara how+adpachve coma, how abodl
How many, How much Whoese, which,
¥hat do, ¥What for wich-+aun
Nﬂﬂﬂﬂ‘i’ﬁ Mot Can?, don Uncontracted Maithwer nor
l=nL, won'l nagatives: cannol,
did niot
Fronaun-aw. ar
pronoun-copula
confraction
Alx -negative or
coputa-nagative
Modal nagalive
Poassassivas | MNoun. -5 -z -az
Plurals Raguiar plurals lrregular plurals
=5, <L, BZ
Invanant singular
Invarnant plural
mm And (subject) And Whera, when Than
And (object) {compound sentencea) Belora, afier Unless, since
And (pradicale) Theat How Linil, &l
But Althouwgh
Sa, and a0, 50 that Evar if

Or

Whether (or not)

Excapl A5, ast+ad)+as as il
Bacapsa liksz
11 Whilla
Provided that
Mever the lass
In spite of
Articles A, an, the
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CONTENT Language Skills

Lee County Language Curriculum

Student :

SLP:

[D#:

Schoal;

Grade:

Age:

*FOR USE BY SPEECH PATHOLOGIST
Skill analysis based on observations, probes, and/or evaluation.

{Key: = com

prahension, P = production; if not labaled is both C and P)

Content Skill | Lewvel Il Level Il Level IV Level V Level Vi
Lindar 4 Apes 4-§ Apes G-8 Ages 10-12 Age 12andup |
Basic Body parts; C, P | Body paris. C, P
Concepts Eady colors: C Early colors: P
Function of Later colors: C P
sensas. C P Basic shapas:
Basic shapes: C c P
Same / Differant: C Same: C Same: P
Different: P Mora difficult
Different Easier differance differance in
in weosd word pairs: P
pairs: P Sama in word
pairs: C, P
hmmym Basic antonyms Eary antonyms Eady antonyms Later antonymss Advanced
antonyms
s'fnm Early synonyms Lalar synamyms Advanced
SYNONYMS
Homonyms Early homonyms | Later homonyms Advanced
Hamaonyms
[:gwm Inelusian by Likeness Latar nclusian Advanced Advanced
Altribute 2 Atributes Maming objecls neiusian inclusion
Inclusion by use | Semantic by Semantic by Comparisons of
Exclusion inclusion axciusion words! concepls
Semantic Spatial / Spatal / Analoges Analogies Werbal analogles
Lacational Locaticnal Temparat | Tarrmparal | Metaghors
Relationships Tempaoral / Temporal / Sequeantial Seguential Proverbs
Sequental Seguantial Familal / Kinship | Idioms
Comparatives | Double compar. | Similes
slparialives slpardatives Lescical
Ireguiar compar. | Muolt. Meamngs - ambguites
superialives nouns, varts,
A, adv, prapes.
Semantic Size Color / Siza Odor
M Color Shape Affect
Temperature Length Distance
Tirme Haight
Cuantity Width
Ange
Tazta
Allraclivensss
Spead
Taxtura
Quantity
Affixes Prafixes - time and | Suffixes- noun
placea Suffixes -
Prafixes - numbesr adjectve
Prafixes - negation | Suffixes - adverb
and revarsal Suffixes - varb
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TEACHING ROUTINE FOR LANGUAGE
SPACE LOCATION VOCABULARY
* Routine should be broken into separate lessomepated depending on student needs.

1. Teacher explains taskJse vocal emphasis for targeted words.
“We will be talking about LOCATION words.”
“LOCATION words tell where.”

“LOCATION tells the PLACE of something or somedhe.

“What do LOCATION words tell?”
Students: “Where.” or “The Place.”

2. Teacher provides exposucethe concepts.
“Listen as | say some location words and showtypeuplace.”
Teacher demonstrates location words with objebitevstating the word.
*See Spatial Vocabulary list

3. Teacher provides comprehension practice
A. Example / Non-example: Say target. Place an bbjean incorrect location. Verbalize thinking \eéhidentifying the
error.
B. Give “Simon Says” directions for students to follo®can class for accuracy.
a. Simon Says... put your hand behind your head.
b. Simon Says... stand in front of your desk.
c. Simon Says... put your hands together.

4. Teacher provides scaffolded production pradtiagsing targets
(provide models and cues).
Have students take turns acting as the teachegigimd) directions.

5. Teacher provides practioétarget with a pencil / paper task.
Have students get a blank piece of paper. Thewalg are sample directions:
Put you name at the bottom of the paper.
Draw a circle in the middle of the paper.
Draw a triangle on the right side of the paper.
Draw a square on the left side of the paper.
Write an “A” in one of the corners.
Write a “B” beside the circle.

* Only use vocabulary previously mastered, exceiptdrget spatial words.
*See Spatial Vocabulary list
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Spatial Vocabulary:

®,
0.0

®,
0.0

Describes where people and objects are in space
Describes where people and objects are in relédi@ach other

SPACIAL VOCABULARY
DEVELOPMENTAL ORDER

| Age Range (years)

Spatial Vocabulary

2-3 on up
in down
off out of
out under
3-4 together into
away from onto
behind high
toward over
bottom top
in front of in back of
4-5 beside through
backward forward
5-6 ahead of before
first after
last in a row
corner second
right left
middle
| 6-7 among center
7-8 right left
near far
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TEACHING ROUTINE FOR LANGUAGE
TIME/SEQUENCE VOCABULARY

* Routine should be broken into separate lessomepated depending on student needs.

1. Teacher explains taskJse vocal emphasis for targeted words.
“We will be talking about TIME words.”
“These words describe when events occur in TIME.”
“TIME words tell how events occur in relation tach other.”
“What do TIME words tell?”
Students: “When.” or “How.”
2. Teacher provides exposucethe concepts.
“Listen and read along as | explain today’s wazkedule. | will use TIME
words to tell when or how our classroom work wi#l tompleted.”
Target words should be written in bold print oa tfoard, in front of the written
directions, and emphasized during oral reading.)

Examples:
BEFORE... You sharpen your pencil, put your backpavay.
NEXT... Sharpen your pencil and begin working.
FIRST... (use lesson plans to select specific task refednc
SECOND... (use lesson plans to select specific task refednc
THIRD... (use lesson plans to select specific task refednc
FINALLY ... (use lesson plans to select specific task refednc

Other target words include: later, after, duringtiluin the end.
*See Time / Sequence Vocabulary list for additicuglgestions.
3. Teacher provides comprehension practice
A. Example / Non-example: Teacher reads daiedale out of sequence and
requests student correction. Teacher monitoradouracy and praises student correction.
For example: “First sit down. Next sharpen ypencil.
What's wrong with this direction?”
B. Teacher calls on specific students and has thesti ogie part of the written
directions.
“Jose, what are you going to do FIRST?”
“Mary, what is the SECOND thing you need to do?”
“William, what is the THIRD thing you need to do?”
OR call on one student to summarize the doest
“Jessica, please tell everyone when and how ouk igdo be completed
using the TIME words and directions on the bdard.
4. Teacher provides scaffolded production pradtiagsing targets
(provide models and cues).

Have students pick a partner and take turns aesrifpe teacher to explain the day’s work schedu&acher circulates to

monitor for accuracy, providing cues when needed.
5. Teacher provides practioétarget with a pencil / paper task.
A. Have students write daily schedule in agemutzktas it appears on the board
B. Give an informal spelling test with TIME words.
C. Have students add TIME words to student foldersreative classroom writing assignments.
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« Describes when events occur in time

TEMPORAL VOCABULARY
DEVELOPMENTAL ORDER

«+» Describes how events occur in relation to eachrothe

| Age Range (years)

Temporal Vocabulary

3-4 daytime morning
nighttime night
day today
tonight last night
4-5 tomorrow evening
yesterday summer
in the morning first
all night last
a whole week
tomorrow night
5-6 soon now
next again
finally during
special day afternoon
of the week second
third fourth
6-7 seasons before
day before after
yesterday beginning
day after tomorrow
7-8 from...to last week
last month next week
next month
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TEACHING ROUTINES FOR LANGUAGE
WH- QUESTIONS
* Routine should be broken into separate lessomepated depending on student needs.

A. Teacher introduces the taskdse vocal emphasis for targeted words.
“We will be talking about QUESTION words.”
“QUESTIONS are what you ask when you want to krssmething.”
“What do you ask when you want to know something?”
Students: “Questions.”
These are question words: WHAT, WHO, WHERE, WHEHQW, and WHY.
B. Teacher follows 10-day teaching sequence dedigmallow for teaching only one unknown elemerd &ime.

Day One
1. Teacher explains task
Start with introduction above.
“Today we will learn about the questions WHAT andH@.”
"Tell me the question for things.”
Students: “What”
“WHOQ" is a question you ask when you want to kralvout people”
“Tell me the question word for people.”
Students: “Who”
2. Teacher provides exposucethe concepts.
“Listen as | ask you some questions.”
Teacher asks questions about various items arinendom.
“WHAT is this?” Students answer.
Teacher then asks questions about students nodine.
“WHO is this?” Students answer.
Provide at least 10 examples of each.
Teacher provides non-example by incorrectly answgettie question, then
verbalizing thinking to correct the error.
3. Teacher provides comprehension practice
Teacher varies WHO and WHAT questions, asking witltisk pace and providing immediate feedback.
4. Teacher provides scaffolded production pradtiagsing targets
(provide models and cues as needed).
Have students take turns acting as the teacheaskidg WHAT and WHO questions.

Day Two:
1. Teacher explains task
Start with introduction above.
“Today we will learn about the question WHERE.”
“WHERE is a question you ask when you want to kitle&place or location.”
“Tell me the question word for a place or location
Students: “Where.”
2. Teacher provides exposucethe concepts.
“Listen as | ask you some questions.”
Teacher asks questions about the location of wsiitems around the room, and
also answers the question. Provide at least dthples.
Teacher provides non-example by incorrectly answgettie question, then
verbalizing thinking to correct the error.
3. Teacher provides comprehension practice
Teacher asks questions about the location of vaiitemns around the room, asking with a brisk pateidents answer.
Teacher monitors for accuracy.
4. Teacher provides scaffolded production praatgiag targets
(provide models and cues as needed).
Have students take turns acting as the teacheaskidg questions for peers to answer. Teacher owsrifibr accuracy and
provides immediate feedback.
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Day Three:
1. Teacher explains task
Start with introduction above.
“Today we will learn about the question WHEN.”
“WHEN is a question you ask when you want to kribestime or order.”
“Tell me the question word for the time or order.”
Students: “When.”
2. Teacher provides exposucethe concepts.
“Listen as | ask you some questions.”
Teacher asks questions about various parts afdieand
also answers the question.
“WHEN” do we sleep?” ...at night
“WHEN” do you eat breakfast?” in the morning
“WHEN” do you brush your teeth...before or after yget out of be?”
(Provide at least 10 examples.)
Teacher provides non-example by incorrectly answettie question, then
verbalizing thinking to correct the error.
(*Note: Students should have mastered Time / Ssmpi¥ ocabulary prior to this)
3. Teacher provides comprehension practice
Teacher asks questions about various parts ofaheagking with a brisk pace. Students answeach@r monitors for
accuracy.
4. Teacher provides scaffolded production praatgiag targets
(provide models and cues as needed).
Have students take turns acting as the teacheaskidg questions for peers to answer. Teacher owsrifibr accuracy and
provides immediate feedback.
Day Four:
1. Teacher explains task
Start with introduction above.
“Today we will learn about the question HOW.”
“HOW is a question you ask when you want to knbeviay things are done.”
“Tell me the question word for the way things dome.”
Students: “HOW.”
2. Teacher provides exposucethe concepts.
“Listen as | ask and answer some questions abouhanner or way of doing things.
“How do I run? ...Fast.”
“How do | get to school in the morning? ...l drive
“How do | get my teeth clean? ...with a toothbrasiu toothpaste
(Provide at least 10 examples.)
Teacher provides non-example by incorrectly answettie question, then
verbalizing thinking to correct the error.
3. Teacher provides comprehension practice
Teacher asks questions about various parts ofaheasking with a brisk pace. Students answeach@r monitors for
accuracy.
4. Teacher provides scaffolded production praatgiag targets
(provide models and cues as needed).
Have students take turns acting as the teacheaskidg questions for peers to answer. Teacher owsrifibr accuracy and
provides immediate feedback.
Day Five:
1. Teacher explains task
Start with introduction above.
“Today we will learn about the question WHY.”
“WHY is a question you ask when you want to kntn teason things happen.”
“Tell me the question word for the reason thingpgen.”
Students: “WHY.”
“WHY questions always need the word BECAUSE.”
“What do WHY questions need?”
Students: “BECAUSE.”
2. Teacher provides exposucethe concepts.
“Listen as | ask and answer some questions abasbre things happen.”
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“Why do | sleep.” Because...
“Why am | going to eat lunch?” Because...
“Why do | teach students?” Because...
(Provide at least 10 examples.)
Teacher provides non-example by incorrectly answettie question, then verbalizing thinking to cotrée error.
3. Teacher provides comprehension practice
Teacher asks questions about various reasonsgaskima brisk pace. Students answer. Teacheitorsrfor accuracy.
4. Teacher provides scaffolded production praatgiag targets
(provide models and cues as needed).
Have students take turns acting as the teacheaskidg questions for peers to answer. Teacher owsrifibr accuracy and
provides immediate feedback.

DAY Six — Ten (or more as needed)
Teacher provides for practice and review to ensuasstery, by playing “Ask that question.” To plésacher provides an answer and
a student must ask the question. Teacher can titse students to act as the teacher and provadengwers. Question words
should be written on the board or on a word walis activity should be done verbally and then hiting.
(See scripts on next page.)
A. Teacher: | have an answer that is a THING.

Student: What is it?

Teacher: A pencil!

B. Teacher: | have an answer that is a PERSON.
Student: Who is it?
Teacher: You!

C. Teacher: | have an answer that is a PLACE.
Student: Where is it?
Teacher: In my desk!

D. Teacher: I'm thinking of an answer that iSIMIE.
Student: When is it?
Teacher: Lunch!

E. Teacher: | have an answer that is the WAY &iNWER of something?
Student: How?
Teacher: Very quickly!
F. Teacher: | have an answer that is the reamosoimething?
Student: Why?
Teacher: Because | did it already!

Continued practice with question words can be ometil by having students locate and highlight oty daisignments
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TEACHING ROUTINES FOR LANGUAGE
CONJUNCTIONS

* Routine should be broken into separate lessomepated depending on student needs.

1. Teacher explains task: Use vocal emphasis fgetad words.

“We will be talking about conjunctions. Conjunct®are “GLUE” words. These are words that conrfgogs or parts of a

sentence together. Some important “glue” or cotmmegords are: “and, but, because, if and or”.

What do “glue” or connector words do?
Students: They join/connect things together.”

The following is a 5 day sequence

Day One:
1. Teacher provides introduction above.
AND is a glue word we use to join things that ggether.
2. Teacher provides exposure to conjunctions.
“Listen as | say some “glue” words and show you hbey connect things together.
Say “Joshua AND Jeremiah are boys.”
Say ‘I like hamburgers AND french fries.”
Say ‘I like to jump AND Brittany likes to run.”
3. Teacher provides comprehension practice.
A. Example/Non/example: Use first part of sentetast part of sentence and 2
sentences to demonstrate “glue” word. Verealvhile correcting error.
“Joshua AND... are boys.” “I can’t say thathase AND needs to connect
Joshua to something.

“I like hamburgers AND....” “| can’t say thaecause | have not joined two
things that | like.”
“I like to jump AND Brittany likes...” | can’'say that because | have not

joined two small sentences together.
B. Put five pictures/words on a table.dstut selects two to complete
the statement; “ AND __re fauits.”
Another student completes serggfidike to eat AND .
Put 5 action pictures/words drl@ézhave 2 children each pick an action and
then form a compound sentendndtew likes to run AND Paige likes to
jump.” Emphasize AND. Have chdd repeat the sentences.
Teacher to provide additionalrapées until students demonstrate mastery.
4. Teacher provides scaffolded practice irfggtudents use AND to connect
two words. Have children look at various picgfwecabulary words and build
sentences using “AND".
Teacher: “What vegetables are the children edting?
Child: “Peas and carrots.”
Teacher: Repeat after me. “The children are g@aqtéas and carrots”.

Day Two:

1. Today we are going to talk about another “GLW\grd. The word “BUT”
is used to join sentences together to comgifierences.

2. Teacher provides exposure. Listen as | usevtind “BUT".

Teacher initially sits then stands. “I watsisgy; BUT now | am standing.”

3. Teacher provides comprehension practice: litdarps of items in a category and
give students direction, Ex: “ It takes yoag#s; BUT it isn’t a car.” You use it to
build; BUT it isn't a hammer.”

4. Teacher provides scaffolded practice (modeledao verbal cues) to help
students build sentences using the conneciad thut”.

5. Teacher provides practice of target in readdloT oday | want you to raise your hand
every time you hear the connector word “but”.
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Day Three:

1. Today we are going to talk about the “Glue” tiF". IF is used to express a
condition.

What does IF tell?
Students: “ IF tells a condition.”

2. Teacher provides exposure. Use blocks or psnriiF | put one more penny
here | will have three cents. IF | have twore pennies | have five cents.. IF | have
five cents | have a nickel.

3. Teacher provides comprehension practice: 8 give me two pennies, Aliyah, |
will have 5 cents.” Student gives two pesrieteacher.

4. Teacher provides scaffolded practice usingesttisl life experiences.

Example 1:
Teacher: “What would you like to do if you get wilu homework done?”
Child: “Watch T.V.”
Teacher: Repeat after me. “If | finish my homewdnwill watch T.V.”
Example 2:
Teacher: “What can you do if you finish your momiwork early?”
Give me a sentence that begins with “if".
Child: “If | finish my morning work early, | carake an AR test.”
5. Teacher provides practice of target in readdlo

Day 4:

1. Today we are going to talk about the conjumctioR”. OR is a “GLUE” word
that shows a choice.

2. Teacher provides exposure: “I must choose leiyézza OR a hot dog for lunch.”
“I can't decide whether to color this flowerdr OR yellow.”

3. Teacher provides comprehension practice: Satpetend store using objects or
printed words. “Do you want the bananas @Res?” Student indicates choice.
Students are paired to continue the actiegity] reminded to use “OR” when making
a choice.

Student #1: “Should | get ice cream or coskie
Student #2: “Get ice cream.” Word or objinetn placed in bag.

4. Teacher provides scaffolded practice and dss=udifferent events in which
students make choices. Ex: “What are thecgsofor lunch today?”

5. Teacher provides practice of target in readdlo

Day 5:
1. Today we are going to talk about another “GLWrd. The word “BECAUSE” is a
connector word that tells WHY.
“What does BECAUSE tell?”
Students: “Because tells why.”
2. Teacher provides exposure: “Listen as | usevbrel BECAUSE to state the reason
why something happens.” Teacher can userggff items in categories:
“Peas and carrots go together BECAUSE they aretabtes.”
“Dogs and cats go together BECAUSE they are pets.”
3. Teacher provides comprehension practice:
Mix up category pictures and written wordgudent is instructed to select picture
and put it in the correct category. Teachedets for student. “The banana goes
in this category BECAUSE it is a fruit.
4. Teacher provides scaffolded practice (modedscaes).
Teacher: “ Place the parakeet on this pile BECAlitS&a pet. Why did you place the parakeet on pila®”
Student: “Because it is a pet.”
Teacher: “Repeat after me: The parakeet is drpilebecause it is a pet.”
5. Teacher provides practice of target with a piraper task.
A. Students will copy “because” sentences from thedoa
B. Students will search for the word “BECAUSE” in daibading assignment.
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Language Teaching Routines for General Education Intervention

Sludent: Teacher: Implementation Date:
Selting: Frequency: Ferson Responsible;
Step 1: Exposure

Targeted | Date | Date |Date | Date | Date | Dale | Dale | Date | Date | Date
Skill

Step 2: Comprehension

Targeted | Date | Dale |(Date |Dalte | Date | Dale | Date | Date | Date | Date
Skill

Step 3: Production

Targeted | Date | Date |Date |Date |Date | Date |Date | Date | Date | Date
Skill
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RESPONSE TO INTERVENTION USER GUIDE

“It is the responsibility of every educator, orgaation, and parent to actively engage in collaliegatfforts to meet
Florida’'s goals. In the unified effort, all schoahsFlorida should ensure evidence-based practiessuctionally relevant
assessments, systematic problem-solving to mestuglents’ needs, data-based decision making,te#gorofessional
development, supportive leadership, and meanirigfuolly involvement. These are the foundation ppfes of a Response to
Instruction/Intervention (Rtl) system which provides the framework to elevate the efficacy of datesvide improvement
efforts.”

Dr. Eric J. Smith
Commissioner of Education
June 2008

Response to Intervention is “an assessment andvémtiion process for systematically monitoring stotdprogress and making
decisions about the need for instructional modiitees or increasingly intensified services usinggress monitoring data” (NRCLD,
2006). As such the School District of Lee Courdyg kreated a set of forms that are designed tcalsatiool-based team through the
Rtl problem-solving process in order to best adelstgdent needs. These forms should be vieweasbsthat assist the team in the
problem-solving and decision-making process. Tdreycomprehensive and allow the team to effectiuetydata to match research-
based and/or evidenced-based interventions wittestutneeds. Additionally, the process ensuresthigadiistrict is in compliance

with state-adopted rules and federal mandates.

It is important to remember that Rtl is a problemivig process for addressing the academic andbavioral needs of students, not
a procedure for getting students evaluated foriappmgrams or services. However, should the rzeiEe; Rtl is part of the
evaluation process for eligibility decisions. Theagof this focused attempt is to provide meanihghd specific interventions that
clearly address a student’s individual needs. Yoission is to ensure that every student is pral/agpropriate instruction using
proven research-based strategies. It is also impbird remember that the School District of Lee i@g@and the State of Florida have
adopted a three-tier model as shown below.

Academic Systems Behavioral Systems

The three tiers are representative of a continubistualent support. The tiers do not representgplents or procedural steps, but
rather varying levels of student support. All €otb receive the core instruction (Tier I). Iniédd to the core curriculum, some
students may require more strategic/supplementetf (I or intensive/targeted (Tier 1) levels efipport in order to be successful.
When addressing student needs it is always negessfirst look at the core instruction (Tier IThat being said, there are several
things to consider before a problem-solving teamtsio look at an individual student.
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. They are as follows:

Are approximately 80% of students in the schoothmclass, of the sub-group meeting the targetedhmarks?
Is this a school-wide, subgroup, classroom, arnid&iructional concern? Or is it an individual statineed?
Has the teacher met with the parents or guardians?

Is differentiated instruction occurring at Tier 1?

Has a core Rtl team been identified?

What role do individuals play on the Rtl team?

Does the team have administrative representation?

Has the Rtl team identified valid and reliable dapan which to make Rtl decisions?

Has the school-based Rtl team identified how theioaum of supports will be used across all thiees?

Are there areas of training or staff developmeat thould be addressed before the successful irepkation of the
Rtl process?

N N N N N

This user guide should be used as a referencedans as they move through the Rtl problem-solvioggss. A brief overview and
several points to consider for each of the fornespsovided below.

COMPREHENSIVE STUDENT REVIEW FORM

The purpose of thEomprehensive Student Review Fasrto provide a complete picture of the individaaldent’s strengths and
needs. Research suggests that problem-solvingsteaake better decisions when they use data adsafbathose decisions.
Therefore, teams must have access to the most etargrid current data available. This form comp#ésvant student demographic
information, assessment scores, grades, backginfordhation, areas of need, strengths, evaluationrsaries, etc. It is to be
completed by the teacher prior to the schedulindheffirst Rtl meeting. Points to consider:

Is information current?

Have all sections been completed?

Has the teacher informed the parent that the stusiéreing referred to the Rtl Team for assistance?
Have the teacher and parents/guardians met regatibrareas of concern?

Has the cumulative folder been reviewed?

ANENENENEN

COLLEAGUE OBSERVATION FORM
There are several reasons for completing an obsenvarior to the first Rtl problem-solving meetingirst, it can be instrumental in
establishing the process of collaboration. PathefRtl problem-solving process involves profesale working together to address
student needs. Secondly, an outside observatiohelg to ensure team objectivity. Many times wdrad teacher perceives as a
need or a problem may in fact be something elseent The observation can be crucial as the gibsolving team attempts to
prioritize a student’s needs. The observation plags an important role for helping the team uniders the whole student.
Additionally, what initially may be viewed as asi® with a single student may be an issue thatespial multiple students in a
classroom. Lastly, observations are required shthd team begin to look at eligibility for othergices. Points to consider:

v" Who will complete the observation?

v Is there any additional data that should be calécluring the observation?

v' Is the observation objective?

v" Should more than one observation be completed?

COMMUNICATION SKILLS-TEACHER CHECKLIST

This form is only required for students for whdmette are speech and/or language concerns. IEheehas such concerns or is
unsure then this form should be completed and ginean to the Speech-Language Pathologist assignéetschool. Based on the
checklist, the SLP will determine if any intervemtiand/or screening is necessary. The SLP camake recommendations for
strategies or interventions for the team’s consitien. The recommendations and results of theesang should be used as the team
prioritizes the student’s needs and develops amiantion plan. Points to consider:

v" Form A is to be used for students whose nativedagg is English.

v Form B is to be used in addition to Form B for Edtudents.

v' Speech only (voice, fluency, articulation) needsraet through ESE speech services and need nddbesaed

through the Rtl process.

Language needs should be addressed through amtétiléntion plan.

Students for whom there are language concerns lhasvgignificant speech problems will be considefi@ speech

evaluations on a case by case basis.

v" The team must consider whether or not an ELL stuidegxhibiting a communicative/language difference
possible communication disorder. A reference sketitted The Communicative Difference VS Disorgeiocated
in the back of the updated version of the dis®RittManual.

v' Sufficient time for adjustment and assimilatioraafiew language must be allowed.

AN
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CORE DIFFERENTIATION PLAN FOR ELL
This form is used to differentiate instruction vititithe core curriculum and as part of the processidress the needs of English
Language Learners prior to the meeting of the &tht. The ELL Committee should use this form teuss and document the
implementation and use of specific ELL Accommodadiand/or SIOP Interventions that the team beliewkdenefit the student.
Points to consider:
v" Accommodations and/ or interventions should belacgand their use documented throughout the dRtire
process for ELL students.
v' The ESOL Specialist must be invited to all meetithgd discuss changes in levels of support (i.er Mito Tier
I, referral to the CST).
The ESOL Specialist may be invited to any meetfinggtessary.
The ELL committee must reconvene to determinetti@needs of a LF student are not a result of a
communicative difference (language barrier) befmtdressing these needs through the Rtl process.
v" Three intervention periods for a minimum of 12 we&kal must be completed before the Rtl team cotwider
the need for supplemental (Tier 1) or intensivée(Tll) supports.

v
v

PARENT NOTIFICATION OF MEETING FORM

Parents/guardians are vital and important memifatsedRtl problem-solving team. They know theiildtbetter than anyone.
Opportunities for parental involvement are requiaed schools must be sure to allow for proper mgetbtification. While there is
no legal requirement for the number of days foraae notice, 10 school days is a good rule of thufitis form may be used to
invite/notify a parent or guardian to an Rtl prablsolving meeting. Points to consider:

How will the school document attempts to involvegrds/guardians?

How will the notification be sent home?

Who will be responsible for scheduling of the Reéetings and subsequent invites/notices?

How will Rtl team members be assigned as case neasdgr students with academic and/or behavionatems?

ANENENEN

STUDENT IMPROVEMENT PLAN

The Student Improvement Plan is the document #zatd the team through the problem-solving procasssuch, it should be as
detailed as possible. Please remember that tinal the team should be basing its decisions @mibst current data. The Rtl
Problem-solving team will determine the most appaip intervention by matching research basedvetgions to the individual
student’s needs. This is accomplished by follovthreyproblem-solving process, whereby the teanrifiges a student’s needs,
specifically defines the problem, analyzes the eaard then develops the intervention plan. Theerapecific and concrete the plan,
the more likely it will be implemented with fidegfit This increases the likelihood of the studemeziencing success. Points to
consider:

Has the team prioritized the needs of the student?

What level of support on the continuum does thdesttirequire to be successful?

Has the team matched the intervention to be imphéadewith the specific need of the student?

For behavioral concerns a Functional Behavior Assest (FBA) and Positive Behavior Intervention RIaBIP)
must be completed as part of the Rtl InterventitzmP

An existing PMP should be updated to reflect theent intervention plan.

When setting goals has the team considered thergfaceer group (grade, class, sub-group, etcgdmparison?
This is a mandated component of the Rtl process.

Who will be responsible for administering bi-wedkbgekly probes?

How will the team ensure the intervention plamipiemented consistently and with fidelity?

How will the teacher be supported? A case mansiyeuld be assigned to check with the teacher pedliylto see
how the intervention implementation is going. Wse Rtl Team as a resource!

v" When will the team reconvene to examine the redults

AN NN NN

ANRNEN

141



Low risk

¥

Core
imgtruction

¥

Core
ASSESSMEnts

Discontinue
intervention

= Screening test in a specific area of reading

e

Somi risk

¥

Care +
small-group
corg-based
intervention

| |

Care
intervention
assessments

¥

High risk

1

Core +
intensive
intervention

¥

Intervention

program e
asgesiments

Progress monitoring

Caontinue

intervention

PROGRESS MONITORING GRAPHS

Progress monitoring is a vital part of the Rtl gemb-solving process. The collection of valid artiable data displayed in a graph
allows the team to determine how a student is redipg to an intervention. These graphing templ&esthers) may be used to
monitor student progress during an interventiom glariod. However the following must be considered

v
v
v

Does the graph contain 8-12 data points necessagcurately create a trend line?

Does the graph show the goal-line (aim-line) orrapgate benchmark?

Does the data correlate with the goals of the wetetion plan? In other words is the graph monigthe same
need that was prioritized and addressed in theviet¢ion plan?

Is there a new graph for each intervention period?

At a minimum, probes should be administered bi-weftk a supplemental (Tier Il) intervention andetdy for an
intensive (Tier lll) intervention.
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STUDENT INTERVENTION PLAN REVIEW FORM

This form is designed to lead the team througiptioeess of using the most current data to decieleffiectiveness of the current
intervention plan. Th@rogress Monitoring Grapls central to this determination. Upon agreeméstudent response, the team
must then decide to continue the current intereentiweak or revise the intervention, discontirheihtervention and begin another,
or refer for further evaluation. TH&esponse to Intervention Problem-Solving Flowckhauld be used as a reference. Some
additional points to consider

Has the intervention been implemented with fideldyer sufficient time, consistently, and as des®)?
Was the progress monitoring appropriate?

Is the data being reviewed valid?

Has the team determined the student response iotémeention (positive, questionable, poor)?

ANENENEN
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Response to Intervention
Problem-Solving Flowchart
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LT
«r,;ﬂ}h THE ScHooL DisTRICT OF LEE COUNTY Meeting Date

|
Rﬁﬁf,ﬁ COMPREHENSIVE STUDENT REVIEW FORM PRINT FORM

COMPLETE ALL FIELDS UNLESS OTHERWISE INDICATED

STUDENT INFORMATION

Last, First Current Grade Gender ©OF OM Student D
School Referring Teacher(s)

Diate of Birth Glasses O Yes O No Ethnicity ELL Status
Parent/Guardian Mame Phone Email

ScHooL HisToRY

Mumber of years in LCS Length of time in cumrent setting Pre-school experience S04 Plan
Received tutoring Received enrichment Retentions Retained in grade(s)

Prior psycho-educational testing date Mumber of absences this year last year
Previous/current ESE eligibilities - Primany Secondary Number of tardies this year last year
ELL HisToRY

Mative language Years in U3A Mumber of siblings Ages of siblings
Socialfacademic language [BICS/CALF) Review of educational background () Yes ) Mo

Less than 2 years in English-speaking school O Yes ()Mo If yes, indicate assessment scores:
APRENDA CELLA LAB Other
Current LEP Plan and/cr CORE Differentiation Plan for ELL Students ) Yes () Mo Date If yes, attach lotest plan to this form.

CLizss PERFORMAMCE INFORMATION

Current textbook series/curriculum, program Reading

Math Eng/L& Behavior

Percent of students in the classroom meeting curriculum proficiency benchmarks and/or behavioral expectations:
Reading Math Eng/LA \Writing Behavior

STUDENT PERFORMANCE INFORMATION

*REFPORT CARD GRADES FAIR - Three most recent FCAT
Cperter] | Ouwarter 2 | Ouorter3 | Cuerter 4 Enter Date | Enter Date | Ester Date Spring Spring
Entar specific course YWorSHU | CorSNU | % or SN | % or SNU 2009 2010
Resding F-12) Rdi AL Rdg &L
tath ﬁg? Rdg OS5 Rudg D35
L& Writing ;‘_‘:F Math AL Math AL
i
Soience :::t Math D55 Mtk D5
Soc. 5t Fluency Non-FAIR Reading Fluency
*If C3RF is completed prior to 3™ quarter, slso attach copy of sl grades from Wi S Amessment wed
previous academic year. WOFM
Adcitionz Total | Score | Subtest | Score | Subtest | Score | Subtest | Score | Subtest | Score | Subtest | Score | Subtest | Score
Aszesermnent Dats
SAT 10 Total
Total
Total
Tortal

Page  of 4
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ReapiNG PERFORMAMNCE

Meating Date

1. Student performs on or above grade level

2 Yes — Skip to Math Section

) Mo — Complete part 2

Area of concern Lewel Explanation/description (leave blank if not a concern)
Reads grade level materials with appropriate fluency

Iz able to comprehend grade level passages and texts

Aszsessment results align with student’s reading skills

Orther:

2. Reading deficit areas [check all that apply)

Phonological Awareness Phonics Fluency Vombulary Comprehension
[] gross differences [] single consonants [] accuracy [] unable to decode [] recall of pertinent facts
|| rhyme | | dizraphs [] speed kmown vocabulary due | [[] identifying main idea
L | syllables | | blends [] word to poor phonics skills | [ prediction/inference
| | allteration |_| short vowels autormaticity [] limited vocabulary |:| SUMIMArizing
| | omsetand rime || long vowels [] timitad english [] limitad background
[] phonemic sezmentation [] wowel digraphs language skills knowledze
| | phonemic synthesis [] diphthangs [] learning/applying
L | phonemic manipulation [] syllables comprehension

[] silent e strategies
[] r-controlled vowels
pohysyllabic words

MATHEMATICSE PERFORMAMNCE

1. Student performs on or above grade level

) Yes — Skip to Written Language Section

) No — Complete section 2

Area of concern Level Explanation/description (leave blank if not a concern)
Sohves computational problems at grade lewel
Sohves word problems at grade leve
Assessment results align with student’s math skills
Other:
2. Mathematics deficit areas [check all that apply)
Content Kmowledge Problem Solving Processing
[] addition/subtraction facts [] reading level [] addition/subtraction fluency
] muitiplication,division facts [ vocabulary [ muitiplication,/division fluency
fractions [0 symbols/diagrams step sequencing
decimals H multi-step problams process retention
spatial relationshios reasonablenass of answers completion speed

WRITTEN LAMNGUAGE PERFORMAMNCE

1. Student performs on or above grade level

i Yes — Skip to Learning Skills Section

) Mo — Complete section 2

Area of concern Lewel Explanation/description (leave blank if not a concarn)
Letter formation is appropriate and kegible for grade level
Grammar skills are appropriate for grade lavel
Spells grade level vowabulary
Assesment resufts align with student’s writing skills
Other:
2. Written language defict areas [check all that apply)
Grammar and Mechanics Spelling Structure
[] vocabulary [ sight words [] simple sentence
sultject/verb agreement [] phenetic encoding compound sentence
RN promgun agreement [] single syilabie paragraph
tense [] multi-syllable essay
punctuation
[] other

Page 2 of 4
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LEARMING SKILLS [complets entire section)

Meeting Date

Classroom and Study Skills
Area of concern *Level Explanation/description {leave blank if not a concern)
Comipletes class work acourately and independenthy
Pays attention to class disoussion/peer recitation
Participates in class discussions
Comnpletes written work in an appropriate amount of time
Completes homework consistenthy
Obeys class rules
Follows oral directions
Demonstrates grade appropriate organization skills
Demonstrates retention of previoushy taught skills/concepts
|z consistent in day-to-day classroom performance
Other
BEHAVIOR SKILLS [complete entire section)
Self-Management, Peer Interactions, Adult Interactions
Area of concern *Lewel Explanation/descripticn {leawe blank if not a concern)

Diizrupts class by @lking or showting out

|z easily frustrated with independent work

Engages in seff-injuriocus behavior

Tends to daydream

Requires cuing to complete task

Engages in off-task behavior

Iz out of seat at inappropriate times

Has difficulty working with clazsmates

Exhibits aggressive behavior [hits, pushes, threatens)

Dhesiroys property

Shows ladk of respect for authority

Refuses to comphy with direction/redirection

Oither

* "Rarely” indicates minimal problem
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OTHER LEARMER ATTRIBUTES

Meating Date

limitations or deadlines, bizg-picture, “idea” people

Student's Strengths Family Issuas
[Le. custody issues, deaths, relocation, etc.)
Student's Thinking Style Student’s Learning Style
i_:' Auditory — lectures and other spoken information is easily
l::: snalytic — logical, orderty, step-by-step, detail-oriented P remembered and synthesized
i/ Enesthetic —able to incorporate touch or movement inta
I:-_n:. Global — less structured, disorganized, less cognizant of time laarning

S Yisual - learn best through seeing, skilled in remembering and
processing information that comes in the form of images and

presantations

What strategies, techniques, or accommodations have been used to address the student’s needs? Incdude differentiated instruction
based on the student’s academic readiness, learning strengths, and interests. [For ELL students, attach the CORE Differentiation Plan.)

EBxplain why these efforts did not meet the student’s needs.

Vision Screening: !

Health Data
(e screenings, mediclly documented health concems)

Hearing Screening:

! Summary of health concerns:

Behavior/Emetional Concerns

Summary of Discipline Referrals
[attach if necessary):

Surnmiary of previous formal evaluations (iLe. speedh, language, psycho ed, rating scales, etc.) :

Based on the above student data, the primary concern (reason for Rtl referral] for the student is:

Referring educator attaches these documents:

[] colleague ohsarvation Formis) dated
|:| Communication Skills Form A or B (If applicable) dated

[ cioRE pifferentiztion Man for ELL Students (If applicable)
dated

[] current 5ie and/or PBIP dated

To be completed by the Rtl Team:
Date forms submitted
Date of Problem-Solving Team Mesting
Date CSRF distributed to Rtl Team
Diate of next meeting schaduled
Date parent/guardian invited to problem-solving mesting
Diate case manager assigned

Page4 of 4
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The School District of Lee County

COLLEAGUE OBSERVATIONS
Student: Obzerver's Hame: Title:
o Time of Observation:
n‘!\EtI'l"I'[}I' Cheerved: [oeginning and ending) Diate:
Learning Situation: [ One-on-one ] small Group ] class [] Independent

ESOL/ELL: Oes Mo

When observing thizs student, please consider the functioning of class peers as a guide for
ratings. Add comments under Notes column to clarify your ratings.

Federal regulations reguire that the observer NOT be the student’s current classroom teacher.

Hardiy
ever

Mot

Behavioral Perfformance ks I Motes

Eazrnetin'esl Frequently

is disruptive

is uncooperative

lacks interest

is impulsive

interacts negatively with peers

avoids activities

i= inatientive to task

does not complete work

sesks attention

is distracted

perseverates (repeats behav.)

awoids pesr interaction

Hardiy

Academic Performance p—

‘Sometimes| Frequently Cibs I Motes

appears to understand what is said

appears o have adeguats recall

is able to follow oral directions

i= able to follow written directions

completes assignments in
designated time

contributes to class discussion

appears fo express ideas
adeguately

appears organized

OB FORM Fage 1 T-12-03.JWK
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Were there compaonents of the lesson that contributed to the student's success? Describe:

Describe how the student responded to the;
lesson.

teacher.

peers.

Describe the student’s behavior regarding engagement in leaming and on task hehavior.

Mote any leaming andfor behavior problems or frustrations that the child exhibited during
the lesson.

Mote any strengths that the student exhibited during the lesson.

Any additional observations/comments:

OB FORM Page 2 T-12-D9JWE
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The School District of Lee County

PARENT NOTIFICATION OF MEETING

Dear Parents/Guardians of:

This letter 15 to inform you that there 13 a concern about your child’s academic and/or
behavioral progress in school. We would greatly appreciate your help in working with us
and the other members of the School Bl Team to resolve these issues. You are a vital
member of this team and we value your input. We will be having a meeting to discuss
your child’s needs. It 15 our hope that we can develop an educational plan to help your
child achieve the necessary skills for success mthe  grade. We request your
assistance in developing this plan. If you are unable to attend, you will be notified of any
decisions.

MEETING:
Location:
Diate:

Time:

If you have any guestions, or if this meeting time is not convenient for you, please call
me at the mumber below and we will discuss your questions or arrange a mutually
convenient meeting time.

Sincerely,

Eil Team Chairperson
Phone:

PARENT RESPONSE TO INTERVENTICON (Rtl) TEAM MEETING INVITATION
Student Name:
Teacher:

Please complete and retumn to your child’s teacher.

Ves. I'will attend the meeting scheduled above to discuss my child’s
academic/behavioral needs.

No. I am unable to meet at the scheduled time. I will call to reschedule an
appointment.

Wo, I am unable to meet at the scheduled ime. Please hold the meeting without
Ine.

Parent Signature:
Date:

PN FORM 7-31-08 TWE
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The School District of Lee County FOEM A

COMMUNICATION SKILLS- TEACHER CHECKLIST
*Bequired for students for whom there are Speech and'or Langnage concarms
{For ELL Students Use Form B)

Student's Name: Teacher's Name: Diate:

Schoal: 1D #: DOoB: Grade:

ARTICULATHON, VOICE, AND FLUENCY

1- Can the student be easily understocd when speaking? ] vE= [N

2 Does the student's speech production sound similar to peers? I vEs [ ND

3 Dioes the student pronounce multi-syllabic words comectly? 1vES (IR ]

4 Dioes the student speak fluently without excessive repetition or pausing? ; YES ; MO

i Does the student speak at an approprate rate? |l 1 ¥ES | [N

i Dioes the stedent use an appropriate speaking wolume and voice quality? []¥ES [ ] M

LANGUAGE

1. Can the student appropriately answer yes ! no guestions? []¥ES i)

2 Can the student ask and answer wh-guestions? [(1¥ES [ MO

. i Dioes the student use and understand basic concepts expected for grade level? [ YES R[]
(pody parts, colors, shapes, sizes, senses) . _

4. Does the student understand and use negatives (not, never, nong)? L | YES | | NGO

5. Can the student identify similarities and differences? (] vES R ]

6. Can the student follow direclions containing space and location wocabulany? []¥ES [ ] MO
{bagmning, first, middie, last, end, top, boftom)

T. Can the student follow direciions containing time vocabulary? |:| YES |:| 3/ [ 8]

B Can the student categorize objects and vocabulary? CvES R [s]

a. Can the student name items in a category at the same level as peers? ; YES ; L8]

10. Does the student use and understand describing words? L | YES | | NO
{adjectives, adwerbs)

1i. Can the student understand and name antocnym and synonym pairs? []¥ES [ ] MO

12. Does the student understand muttiple meaning words? (] ¥ES [ NGO

13 Dioes the student understand comparatives and superlatives? C1vES [ ] WO
|bigger ! biggest, better f best)

14, Does the student use and understand conjunctions? C1vES I no
{and, or, bui, because]

15. Dioes the student use compleis seniences when speaking? []¥ES [ MG

16. Does the student use comect word order when speaking? []vES [ MO

17. Does the student use comect grammar when speaking? (] vES=S [ MO
{pronouns, plurals, present tense and past tense endings)

18. Can the student understand and use figurative language 7 = (IR
(similes, metaphors, idioms, analogies)

Q. Can the student retell a story or an event? (] vE= [ nD
20. Dioes the student understand expected math vocabulary? [ ]¥ES [ ] M
OTHER COMCERNS AND/OR COMMENTS:

"Signature of Person Completing Form: Date:
SLP Rewvew ! Screening Outcome:
___ Speech ! Language skills appear to be adequate
___ Concems are limited to articulation, woice or fluency
___ Consutt with Rt Team
"5LP signature: Diate:
COM FORM Page ] Feszad 7-1-09
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The School District of Lee County FOEM B

COMMUNICATION SKILLS- TEACHER CHECKLIST

For English Language Learners
*Feguired for ELL srudents for whom there are speech-lanpuage concems

Student: D&
School: Crade Teacher:

hE ubt.lmed ﬁum ﬁml.ﬁ' m&mber ar ﬂnnugh Db:-E'iEtl-m:I hﬂr*;peakar uf]utn. e langaage)

I hisher FIRST (NATITE) LANGIAGE:
I. Duoes the child frequently nzs gastores instead of speerh™ If yes mive examples.

1. Arethere problams with the child's use of vocabulary™ If so, describe

3. Isthe child’s spesch easily understood?

Dipes the child have difficuley pronouncing specific consonant sonnds?

If 20, which seunds?

Approximately how many words are in the child's rypical sentence?

Dipes the child nse words in senfenses in the approprate order”

Can the child follow simple instroctions such as “clese the door” or “get the book™?

Iz the chuld able to answer “yes™ and “mo” appropnataly when asked simple gusstions?
I5 tha child able to express basic needs™

10 Is the child able to make requests that require actron or that something be dons (ex Fead to ma, Give me, Go, Open)?
I1. Is the child able to raquest informaten™

12. Is the stodent able to descnbe evenis and personal expenences’

13, Is the child abie to refell a short story?

14 Is the chuld able 1o express feslings"

13. Is the child abie to give explanations?

E"EDIIS for discussion v school team:
What evidence is there that the child has diffiruley amiculating sounds m hisher namve langaaze? A
mispronanciations m English linvited 1o seands that do pot exist in their first lanzuage of in cemain posidons of
words?

=

20 B

Whar evidence is there that the child has a communizaton problem in both lanmiazes?

Pt

i. I it possibla that the commumicacen probiems obsarved ran be acconnted for by limited experiences 1o using the
ianguage?

4 How doss the child respond 1o lanzuage insmection in the regalar clazssropm? A child with a commmmicative disorder
will exhubit preater dificuliy acquinog new languagzs skills than his‘her typical pesrs and is likely to exhibit a greater
need for repetition, promypts, Sic

5. Isthere any evidence that the child has difficalty commumicating with peers and family members outside of the school
enviramment? If so, descrbe.

4. To what extent dees the child exhibit compumicative bahaviors that are atypical of other children who hawe bad
similar culneral and linzmstic experiencas?

*Refer to Commuricarve Differerce w. Disonder tnformentane for tmphicrtons and straregtes dased adbove mfrmertion.
Date of ELL rommitree review 'discestiomn:
ELL commirtes parocipame:

Eecommend review by speech pathologizse I, Mo ([ yes, SLP mast be imvited to next masting .}
SLF review/rec dations:
SLF siznarmre: Diate:
COM FORM Page ] Revised 7-+-1%
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THE SCHOOL DISTRICT OF LEE COUTNTY Meeting Date

CORE DIFFERENTIATED PLAN PrintFom |
FOR ENGLISH LANGUAGE LEARNERS

CORAPLITT FRGES | AND I PRIOH TOTHE WTTTIMG, DORSLITE RAGER 1080 J DiRIMG: Thl AT TG
CORAPLETE 221 FIELDES ORKESS OTHIRA O INCICATED

Student Information

Lasz, First Current Grade Diace of Barth Sroden: [O= D:l:l:l:l:l:l:l
Schocl Fleferring Teacher

Mumber of years m LCSD _ Lenpth of time in curvent sesting Fetensons _ FReminedin mrade(s)

Pre-school experience 304 Plan Numnber of shoences:  this year Last pear

Prior prycho-educational testing date Nrmwher of tardies: chiryesr  lastpear

Previous or current ESE eligibilities  Primary Secondary

ELL History

Madve linzuace Yearzin LI5A Bozviewr of educational badkeround

Lezz than 7 years in English-spealring schoal If yes, indicare the mact recent sest zoore:

APRENDAResding  APRENDAMad  CELLA LAB Hsicisn/ Crecle Assesmenc

Student Performance Information

*REPORT CARD GRADES FAIR FCAT
Quarter 1 | Quarter 2 | Quarter3 | Quarter 4 Thres (3] mest recent dates Spring Spring
Er.tgrs.p,eciﬁccmrsp  or SNU ® or SNU Woor BN | Tor SN || greue i 2009 ATLD
[ PAETGF
Resding iK-12) Mg A Ky AL
WLCFM
e [&r 1:2) —— i i
; Comp
LA Pduth AL Maks AL
ne b
Rt Voo
Soienoe ; Pduzh Les Mt s
wHe
S Floency |] Hon-FAIR Beading Flusncy
*It" thiz Con= Differentiation Plan for ELL Students is compésted prior to 3rd WA Hile TS T ke
guertar, miso attach B Copy of 8 graces from the previous SCaCHETic Year. WP
Additional Total | Seore | Subbest Su Score | Subtest Subfest | Secrs
i Soore | Sabtest | Score | Subtost S bt Score
SAT 10 Fotal
ol
Fotnl
ol
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Performance Considerations

Oral Language Development

Refer o Differentistion Guide for Erglish langusge Lesmers, p. 30-31

Explanation

Lewed 1 - SEarting Listers sttenthosly, undarstands pictorisl, sraphic or
nonwerbal representation of lsnmusge 2nd commands, krows high-frequency
WOrTs

Level 2 - EMErgINg Speaks in one or two wiord phrases, understands
high-frequency and general vocsoulary and genem| sipressions, uses phvases
or short sEnberces in oral o weithen oomemunication:

Leved 3 - Developing Usss imnzuszs to communicate with othars on

familiar matbers, wses peneral and some academic womabulary and
ENPrESSions, uses expanded sentences in oral and writien communication

Lewved 4 - Expanding Uses mngusze in 5oth concrets and sostract
situmtions and applies BnEusze to new Experiences, uses specalized and
some technical scademic vombulany and expnessions

Lewved 5 - Bridging Understands = wider range of longes oral and written

tescts, rECOENIZES implict mesning, uses and understands technical amdemic
vocaDulary and expressions

Reading Performance
Area of concem Level Explanation/description [leave blank if not a concern)
Reads grade level materials with appropriate flusncy
15 able to comprehend grade level passages and texts
Aszessment results align with student’s reading skills
Orther:
Reading deficit areas (check all that apply)
Phonological Awareness Phonics Fluancy Vacabulary Comprehension
[ ] ross differences [ ] singie consonants accuracy [] unable todecode recall of pertinent facts
| | rhyme | | digramhs speed kniown vocabulary dus identifying main idea
syllables blericls o to poor phonics skills prediction/inference
alliteration short vowels D automaticity |:| limited vocabulary SUMMETZing
| | onset and rime | | long vosels limited English l:l lirmited background
phonemic segmentation vowel digraphs EI language skills knowledge
] shonemic synthesis [ diphthongs leaming/applying
| | phonemic manipulation | | syllables I:l comprehension
silert & Srategies
|| rcontrolled vowals
pofysyllabic wornds
Mathematics Performance
area of concern Level| Explanation/desoription
Solves computational problems at grade level
solves word problems at grade level
Test results align with student’s mathematics skills
Other: Enter skill aren
rdathematics defict areas (check all that apply]
Content Knowledze Problem Solving Processing
[0 =ddition/subtraction facts [0 reading beve [0 sddition/subtraction fluency
[0 multipliction/division facts [0 wvocabulary 0 muktipliction/division fluenoy
O fractions O symbols/diagrams O step sequendcing
O decimals O multi-step problems O prooess retertion
[0 spatial relationships [0 reasonableness of answers [0 completion speed
[ other
[ other
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Poges 3 ond 4 of this document are to be completed during the mesting.

ELL DIFFEREMTIATION PLAM
What is going to be done?

Flan &= L L 3 il

Area of conoern addressed by
this plan

[] ol language | reading

mathematics

Specific skill of concemn

Problem definition:

Goal

Intensemtion description

Strategies for oral language
development (p. 13

Accommodations (p. 65-70])

Explain how differentiztion will
be implemented

Intersentionist and locstion of
intersertion

Frequency [ time of
imbervertion

am Or

Ow [>Odmwm [QOFE bezinning time

ending tme

Dates of intersention

beginning date

encing date

SIOF MODEL INTERVENTIONS

Select at least two{2) 510F Model Comporents and explain how you will incorporate them.

Eefer to Differentiation Guide for English Language Leamers, p. 35.

Preparaticn

Building background

Comprehensible input

Strategies

Irberaction

Practice / application

Lesson delivery

Beview [/ assessment
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MEASTIREMENT SYSTEM
Hivs weill progress be monitoned?

Aszeszment type/name

Bssecsment freguency

‘What will be recorded?

Data collector

‘When will data be collected?

MEETING PARTICTPANTS

Mame of Attendee Signature Role
Administrator
Teacher
Parent
ES0L Contact
ES0L Specialist

m Farenbquardan was inwiied bet not In stendance. Donkac mada by wla 1]

BEVIEW AND DECISION MEETING

Meesing date

The tearm will meet on the above date to review student progress data. Basad on the evidence presented at the
meeting, the team will decide on future action.

[0 ®aintain the current differentiation plan to meet the needs of the student as progress is evident.

[0 biscontinue the differentiation plan because the goal has been met or the problemn has been resclved.
O Revise or modify the current differentiation plan or create a new plan because the student's needs are
O

not being met.

Consider increasing supports through the Rtl problem-solving process. Complete the Comprehensive

student Review Form and refer the student to the school-based Rt problerm-solving team.

MEETING PARTICIPANTS

Name of Attendes Signature Role
Administrator
Teacher
Pairent
ESOL Cortact
ESOL Specizlist

Parentiguandian waz invited but rot in abendsrog. Gontact moda Dy via on
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The School District of Lee County Meating Date

COMPLETE ALL SECTIONS UNLESS OTHERWISE INDICATED

Student Information

Student Improvement Plan

Last, First Gender © Male ¢ Female StudentID2 [ [ [ T T T T T 1
Schiool Referring Teacher Current Grade

Diate of Birth Glasses  Yes ¢ Mo Ethnicity ELL Status
Parent/Guardian Mame Phonea Emiail

Student Strengths the problem-sobving team (PST) disousses the student's strangths and considers them during the Intervention planning process.

Enter summary of student strengths. ..

Student Needs the psT considers the Information on the Comprehensive Studant Review Form to identify the top learming pricrity.

General Area Specific Area (e flusncy, long division, on task) MName or Type of Supporting Data Prionty

Data Analysis (pefinition s Cause ¢ Hypathesis) The PST defines the main problem by considenng factors related to the top learning prionty, identifies the

causesis) and then bralnstonms to create a hypothests that addressas these factors. if the PET addresses a second pricnity, attach an acdimenal DataGoskintenvention poge.

Based on assessment or measurement, how does the student’s baseline performance level compare to peers?

Student Peers Student Pears Student Peers

When does the problem ocour specfic time, subgact, activity) 7
Where does the problem ocour e all scdemics, small group, transitions, cafeterla, specials, bus)?
What causes or precedes the problem?

The PST hypothesizes that the problem,
would be reducad with the occurrence of

Goal thepsT writes 3 “SMART™ goal that encompasses the hypothesis .

SMART Geal - Specific (targeted skill or behavior), Measurable (relevant assessment or data from behavior observations), Attainable, Realistic
(extent to which a goal is attainable and realistic for the student depends upon the scientific, research-based intervention({5RE!) and the cause of
the problem], Timely (goal can be achigved in the allotted time)

Examples of Academic Goals Examples of Behavior Goals
Example Al: The student will increzse WCPM from 60 to at least 100 (40+) after Example B1: The student will increase on-task behavior
24 weeks as measured using a grade level reading passage from by 509, from 2 minutes to at least 4
the FAIR Tool Kit. minutes during a 20 minute independent
Example AZ: The stuedent will improwve written expression from writing non- assignment after B weeks of intervention.
descriptive fragments to writing a five sentence paragraph with a Example B2: Following 12 weeks of intervention, the
clear topic sentence, transitions (at least 2), descriptive language student will decrease the number of call
[at least & adjectives/adverbs)and conclusion after 12 weeks of auts during whole graup instruction from
intervention. an average of 7 during a 20 minute period
Example A3: After 12 weeks of intervention, the student will increase acouracy to 2 or fewer.
from 20% to 50% when solving long division problems.

Enter the SMART goal for the student in this space...

Paga 1of 2
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Meating Dato

Intervention - thePsTdesigns an Intarvention that enables the student to make sufficient progress while working towards tha goal The Intervention

Inchudes whovwhatwhenswhersfiow the goal will be reached.

Person responsible for implementing 5P Teacher : studentratio=1:

Minutes par sassion

Location
Screntific, research-based strategy

Ciays per week B of weaks

Drescription, specifics, clarifying notes:
Enter suffldent information in this space so that an Intereentionist, supenisor or auditaor will understand the procedures for the Intenvention_

Behawvior only - Select a total of three (3} strategies and describe their implementation in the description area (abovel):

Proactive Eduscative Functional
render problem behavior unnecessary Teach new skills toraplace problem behavior Ensure *minforcers for positve behavior

* If using reinforcers, attach a listof reinforcers wsed for the-student, indicating suceassful reinforcers.

Are crisis management procedures needed to ensure safety and/or fo de-ascalate the student’s behawior? I yes describe:

Refar to the following descriptions to determine the level of support this plan provides for the studant

Core, enivarsal inctroction & supports | Tiar § Intansive, individuslized instruction & supports (Tier 33

Ixdan bshavor lice providod I I Thia mest intense instrudtion fincraased tima, rarowed fooss, reduced group w=os;
and intarvention based upon indoidual studant need provided i addition foand
aligred with Tier 1 & 7 amdemit and befavior instrection ond sippoers. This aval of

Instruction & supports (Ther 2)

Targeted instructiondmiarention and supplemental suppost incodition io mod aligned wis
e core avodernic and befwavior coerrcuium, dalvened in groups upto 7.

ntarvention and suppor i based on mdiadiu shadent need and may bo delivered
in small groups (up o 3 orl -to-1

Progress Meahitering Assezement type/name

Frequency

Parsonfs) responsible for gathenng data Me=asurable goal based on duration of intenmention

Personis} responsible for graphs Final measwrable target based on SMART oozl

Support
Materials needed

Caze manager Fidality support planon fite with PST Chair O

Modeling ‘coaching/training needed Update and artach p. 2 of the CORE Differentiation Plan for ELL Sfudents.

Future Action Aster the recommended intervention duration and the collection of aight {8} or more data points (based on student
attendance), the PST will reconvena on or abous to analyze the student's progress monitoring data. At that meeting, actual
performance will be compared to expected performance, and 2 decision will be made to

1) discontinue current intervention strategies’supports 3} change intensention strategies/supports at current intensity ewal

2} continue current intersention strategies! suppons 4) provide increased intansity of current or new intersentions

If the person responsible for monitoring the student's performance data determines that the current
recommended intervention is not efficacious, the PST may reconvene prior to the collection of eight (B) data points.

Team members to be invited to the next mesting:

[T Parent Ender nams I Curr. Spac. Enter name [ School Psych. Enter name [} ESOLContact Enier nama
I~ PST Chair Enter nams [ Guid Coun. Enter name [T Dist. fal LHT Enter name [7] DHSLESOL Spec.  |EN{Er namss
[} Gen.Ed Tdh. |Enternamsa [ Bebwr. Spec. Enilar name [C] Admin. Enter name [C] ©ther Enfer nama
Signatures
Print Mame of Attendoe Signature Fole Date
Farent
Administrator
Teacher
PST Chair
| | Pasunt/muardian was imitod but not in atendance. Contact mads by wia on Page2of2
Ry G710 1D
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PROGRESS MONITORING GRAPHS

RTI PROCESS RECORD

District Behavior Standard 20 20 20 20 20 220 2 2
Present Behavior Standard for Reference Group 3 3 3 3 3 33 3 3
Targeted Student Improvement Line 7/6.5| 6/5.5 5/4.54/3.5 3
Student Progress Record 76.7/6.2/5.8/5.2/4.5/4/ 3.8/ 3.5

Student Name:

RTI Process Record
Student Behavior

10

Incidents

1 2 3 4 5 5] T 3 9
Measurement Schecdule

—g—[istrict Behavior Standard
=i Fresent BEehavior Standard for Reference Group
—dk— Targeted Student Improvement Line

Student Frogress Record
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RTI PROCESS RECORD

District Achievement Standard 8.2/8.2/8.2/8.2/8.2/8.2/8.2/8.2|8.2
Present Achievement Standard for Reference Group 7.5|7.5|7.5/7.5/7.5/7.5/7.5/7.57.5
Targeted Student Improvement Line 313.5| 4|4.5] 5/5.5| 6/6.5 7
Student Progress Record 3/3.3|13.6| 4|4.2|4.5] 5/5.8/6.5
Student Hame:
RTI Process Record
Flexible Measurement Units
10
9
I . ¢ . . . . . . ¢ . . 4
[ i L L i L i i |
o 7
=
2 6
o
L1 k]
£ 5
k]
=
2 4
< s =
2
1
D T T T T T T T T
1 2 3 4 o & 7 g e
Measurement Schedule
—4— District Achievement Standard
= Fresent Achievement Standard for Reference Group
== Targeted Student Improvement Line
Student Progress Eecord
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RTI PROCESS RECORD

District Achievement Standard

90

90

90

90

90

90

90

90

90

Present Achievement Standard for Reference Group

82

82

82

82

82

82

82

82

82

Targeted Student Improvement Line

30

35

40

45

50

55

60

65

70

Student Progress Record 30|33

36

40

40

42

46

50

55

Student Name:

RTI Process Record
Fluency-WCPM

100

40

o e
-
.
.
-
-
-

a0

7a

&0

al

40

an —

Words Correct Per Minute

20

10

1 2 3 4 5 5] T
Measurement Schedule

== ctrict Achievement Standard

—de— Targeted Student Improvement Line
Student Progress Record

=l—Fresent Achievement Standard for Reference Group
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RTI PROCESS RECORD

District Achievement Standard 80| 80| 80| 80, 80| 80| 80| 80| 80
Present Achievement Standard for Reference Group 75| 75| 75| 75| 75| 75| 75| 75| 75
Targeted Student Improvement Line 30| 35| 40| 45| 50| 55| 60| 65| 70
Student Progress Record 30| 33| 36/ 40| 40| 42| 46| 50| 55

Student Hame:

RTI Process Record
Percent/Percentile Score

100

a0

=10

He
Ne
Ne
Ne
He
Ne
He
Ne

7o

=1

"1

a0

40

30 +—

Achievement Units

20

10

1 2 3 4 5 6 7 8 9
Measurement Schedule

—o— District Achievement Standard
- Present Achievement Standard for Reference Group
=i—Targeted Student Improvement Line

Student Progress Record
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The School District of Lee County Mezting date
- Review of SIP dated
SIP Review

COMPELTE ALL SECTIONS UNLESS OTHERWISE INDICATED

1. Student Information

Last, First Gender  Male ¢ Female StudentiDe [ J T T T T T T 1
Current School Currant Teacher Curment Grade
Date of Birth Glasses &~ vYes No Ethnicity ELL Status
Parent/Guardian Name Phone Emiail

2. Documentation - The following recent documentation has been brought to the Probiem Solving Team (PST) for review:
[] Progress monitoring results for each goal/intervention obtained by team members including, but not imited to, student
work samples, progress monitoring graph with data points at regular intervals
[ Instructional variables, i.e. fidelity of implementation, events that may have impacted optimal cutcome

[[] Student variables, i.e. medical, developmental, or family issues File documentation from this section m-the pink folder with

Attandance histao @ copy of this 5P Review form, include notes on PST verbal
L 4 inpwt if not reflected in documentation. Date all 5P Review
[7] Cumulative folder information documents to reflect the date of this PST SIP Review.

3. Data Analysis - The PST analyzes the data to determine whather there is sufficient information on which to base a decision.

Baseline from most recent SIP Average of 3 most recent data points
Student performance line compared to tamet Student performance line compared 1o peers

Explain hereif the student perfommead below the tanget Ine or peers, inchade Mems from Doourmentation and Data Anahysts sections.

4. Team Decision - The PST selects a specific course of action based on an analysis of all items from the Documentation and
Data Analysis sections of this form.

O Data show that the student met the goal. Discontinue the intervention because the goal has been met/problem has been
resolved. If the student falls significantly behind, the teacher, grade level team, or data team will request an Bt review.

Diata show that the student met the goal, The intarvention is adequate to allow the studant to keep pace with the curricuium,
[T Maintain the intervention ta continue meating the needs of the student. If the student falls significantly behind, the teacher,
grade level team, or data team will request an Rti review.

0 The student’s response is above expectation but the current goal was an interim goal. Continue the intervention, increase the
" goal, and adjust the target line.

M The student’s response (data points or trand line} is aligned with the target line but the goal has not been met Continue the
intervention.

[T Continue ELL accommodations and/or SIOF strategies using the CORE Differentiation Plan and continue to document progress.

[] Data show that the student's rate of progress is not closing the gap. Revise the intervention based on current data wsing a
scientific, research-based intervention (SRBI), Usa this form or attach & new Data/Goal/Intervention page.

Diata show that the student’s progress is not closing the gap andfor the student requires permananca at the current lavel of

0 intensity. Refer for further evaluation to determine the need for Exceptional Student Education (ESE) services. The student's
response(s) to interventionis) used thus far will contribute to the determination of eligibility for ESE services. Continue to
provide appropriate support for the student untii eligibility for ESE services has been determinad.

[ Other team decision - enter the explanation of the decision and attach appropriate documents.

If the SIP is revised orif a new 5IP is designed, compare the changels) to the previous intervention:
The selected 5RE stratagy is The duration (number of weeks is)

The teacher : student ratio is The length (minutes per sassion) is

i the goaltarget has Bean ravised. enter the new SMART goal in this spacs.
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Macting Data
5. Revise Intervention - Use this section to document the revized intervention; if more than one (1] goal, use a new
DatalGoal! Intervention page.

Person responsible for implemeanting 5P Taacher - student ratin=1:

Location Diays per weak & of weeks Minutes per session
Scientific, research-based strategy

Dascription, specifics, darifying notes:

Enter sufficlent information in this space so that an Interventionist, supsnisor or sudior will understand the procedures for the Intervention..

Bahavior only - Select a total of three (3] strategies and describe their implementation in the description area (ahowe):

Proacire Educative Functional
Render peoblem behavior unnacessary Teach new skdlls to replace probéem behavior Ensure *rainfarcars for positive behavior

* If using reinforcers, attach a list of reinforcers used for the student, indicating successhul reinforcers.
Hawe crisis management procedures changed? Ifyes, descnbe:

If the crisis management plan has changed, describe the new procedures here_

Refier to the following descriptions to determine the level of support this plan provides for the studant

ra, umtvarsaf instioctien & seppors {Tee 1 Intansive, individuslmed iInstruction & supports (Tiar 33
| ha trisct | suppon fad 1 funt ting Tha most imonsa insmmuction [froneased tims, namowed foous, reduced group sin)
wchiars diffaratists inst t =1 i riy famt and intarvention basad upon individual student need provided in addition Lo/med
Supplemantal Instrection & supports (Tier 2| aigned witty Tior 7 & 2 academic and befamwior msmaction and supports, This lovel of

Targetod instructionsSmarventon and supplemantal suppoet in cddiion fo.ond afignes wih imtervention and suppont is basod on indiidual stdent noad and may ba dalivared
e core ooademic ond befwavior curniosfum, dalivered in groups up o 7. in amall groups bup to 3 or 1-to- 1.

Fregress Monitoring Assezzment hype/name Frequency

Personis) responsible for gathering data Measurable goal based on duration of intervention

Personis) responsible for graphs Final measurable target based on SMART goal

Support  Case manager Fidelity support plan on fite with PST Chair |
Maternals nesded Maodeling/coaching/training nesdad Update and ottech p. 2 of the CORE Differentiation Plan for ELL Students.

6. Future Action - Afier the recommended interventicn duration and the collection af eight [B) or more data points (based on student
attandancel, the PST will reconvene on or about to analyze the student's progress monitoring data. At that meeting, actual
performance will be compared to expected performance, and a decision will be made to

1} discontinuwe current intervention strategies/supports.  3) change intervention strategies/supports at current intensity level

2 continue current intenwention strategies’supports 4} prowvide increased ntensity of owrent or new interventions

If the person responsible for monitoring the student’s parformance data determines that the current
recommended intenvention is not efficacious, the PST may reconvene prior o the collection of eight (8) data points.

Team members to be invited to the next mesting:

[ Parent Enter nzema [ ‘. Spec. Endar nama [ schol Psych. Entar nama [ ESOL Contact Enter nana
[ PST Chalr Entar arma [[] Guid. Coun Entar nama [] Dast. el LAT Erttar nama [[] Dist ESOL Spac.  (Entsrnama
[ GanEd Tch. |Enfernama [] Bahwr. 5pec.  |Enternama [ Admin. Entar nama [ Other Enter nama

7. Signatures

Print kame of Attendee Signature Rolke [rate
Parant
Administrator
Teacher
PST Chair
[ Parentigusrdian was Invited but notin sttendance. Contact made by wia on Pageof 2

Rawviad W70
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sz el
; !
’&@:}ﬁ; i THE SCHOOL DISTRICT OF LEE COUNTY
~LEE '5:_;“-?" DOCUMENTATION OF NEED FOR COMPREHENSITE EVALUATTON
Student Teacher: Date:
OB Schoaol: Grade:
Farent'Guardian: HomeaCell Phone: Student ID:

MEETING AND INTERVENTION DATES

Farent Motice of dates Tier 2 and Tier 3 Ritl Meetings:

sFParent Motice date for CS5T/ referral for evaluation:

#The student has been administered the full continuum of Respansze fo Infernvenfion: Yes 0O Na O

I no, explain:

sire all intervention dates clearly indicated and presented in seguence? Yes O

No DO

i no, explain:

SCREENING RESTLTE AND CUMULATIVE FILE REVIEW

Health Concemns:

Attending medical personnel:

Medications:

Hearing Screening Date: Results:
Vision Screening Date: Resulis:
Communication Checklist Date (if applicable): Results:
Retention{s): Yes Nol Grade(sk

Previous testing. YesO Mol Dates:

Results of previous testing:

ELL Student? Yeso Neoo

Mumber of days absent this year:

Last year:

Comments:

Is this case behavioral? Yes o No o Wyes, is there documentation of at least six months of

conceming behaviors? Yeso No o I not, please indicate reasons for referral in box, below:

As members of the Child Study/Rtl team, is there sufficient documented evidence that the

student’s difficulties are nof as a result of :

Excessive absences andior tardies directly impacting education?

Significant changes im the home?

Lack of appropriate educaticnal
Socig-cultural differences?
HearingMision Impediments?
Limited English proficiency®

experiences?

YesO MoO
YesO MoO
YesO MWoO
fes Mol

YesO MoO
YesO MWoO
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Fage 2- Reguest for Comprehenaive Evaluafion

Have the following requirements cccurred?

Cingoing parent participation and communication?
Longitudinal progress monitoring demonstrating weak outcomes?

ar

Progress monitoring was positive but student needs high lewvels of
intensity for an indefinite pericd of time?

All interventions were performed over time with fidelity?

Has the student been exposed to the appropriate district-wide
curriculum? (ex: MacMillan; SRA ; Language!)

YesD MoDO
YesO MoO
YesD MoDO
YesO MoO
YesO KWoO

Rtl Timelines

Interventions Documented

Outcomes successiul?
Yes-No-Partially

Tier 1 dates:
{f & to &

Tier 2 dates:

f 0 e

Tier 3 dates:

bl e Rl il o e e

=TWO OBSERVATIONS must be completed during the intervention process, prior to consent for
evaluation. Comments should describe performance in areals) of need. All chservations must be
completed by cerified educational personnel. Please atfach them fo this record form.

= ALL GRAFHS relating io this student's perdormance (over time) compared to district, school and
classmates must be attached to this record form.
= Crane Oral Dominance Test must be signed/stamped by ESOL specialist and attached if student is

ELL.

*= If this is a behavioral referral, summaries of 4 counseling sessions must be aitached.
Femarks should include whether or mo this intervention was successful and if it will continue.

Mame of Participant

Role

Administrator (reguired )

Classroom Teacher (reguired)

Parent

Psycholegist (reguired)

ESOL Specialist

Building Principal’s Signature:

Date:

Version 12/10/08
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ONLINE RESOURCES

Reading, Writing, Math:
www.readingrockets.org/

Reading Rockets

Reading and writing resources
www.interventioncentral.org/

Intervention Central

Reading, math and behavior interventions, CBM psadoed mastery measures
www.earlyliteracylearning.org

Center for Early Literacy Learning (CELL)

Uses a tiered model to promote literacy and langukayelopment in children 0 — 5 years old
www.corelearn.com

Consortium on Reading Excellence (CORE)

Resources for evidence-based reading interventions
www. nifl.gov/partnership/publications/reading_ fitginl

Put Reading First, National Reading Panel Report:

Describes findings, practitioner-oriented, incluéeglence-based reading activities for the 5 béasaiof reading
http://centerforinstruction.org

Center on Instruction

Evidence-based math interventions (click on math)

English Language Learners (ELLS) K-5:
www.nccrest.org
The National Center for Culturally Responsive Ediaceal Systems (NCCRESY)
Culturally responsive practices, early interventiiteracy, and positive behavioral supports
www.rtinetwork.org/Learn/Diversity/ar/EnglishLangye
RTI Action Network — RTI in reading for ELLS
Recommendations for teaching reading to ELLs
www.starfall.com

Starfall

Reading instruction and reading games for studari®se-K-1.
www.rif.org/kids/readingplanet

Reading is Fundamental

Many stories for Pre-K-2 students.
www.storylineonline.net

Story Online

Stories read by actors from the ScreenActors' Guild
www.raz-kids.com/main/BookRonMenu

Raz-kids.com

Reading and listening activities.
www.readinglady.com/index.php?name=Downloads&regwdownload&cid=7

The Reading Lady

Collection of short plays.
www.pbskids.org/lions

Between the Lions

Games and materials from the show, including &aég curriculum aimed at children ages 4-7.
www.funbrain.com/brain/ReadingBrain/ReadingBraimht

MadLibs

For Advanced Beginning Readers.
www.pbskids.org/arthur/games/poetry/what.html

Fern’s Poetry Club

Examples of different types of Poetry.
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www.pbskids.org/arthur/games/index.html
Arthur
Games from Arthur.
www.pdictionary.com
The Internet Picture Dictionary
Online multilingual picture dictionary with interd@ee activities in English, French, German, Spanisid Italian.

English Language Learners (ELLs) 6-12:
www.funbrain.com/books/callahan/book.html

FunBrain Reading
www.translate.reference.com

Dictionary.com

Students can bookmark this site to translate wisoda English to their native language.
www.manythings.org/vocabulary

Vocabulary Games

A collection of vocabulary games.
www.iknowthat.com/com/L3?Area=WordBuilder

WordBuilder

Great site for phonics practice.
www.englishmedialab.com

English Media Lab

Exercises for All English Learners- Online Gramrgaercises, Vocabulary Videos, Pronunciation, QuéZpe Beginners,

Intermediate & Advanced Level English Learners.tiVi&xercises for Children
www.eslcafe.com/grammar.html

Dave's ESL Café

Grammar lessons
www.makebeliefscomix.com

Make Beliefs Comix

Create comics in English, Spanish, French, Gerttalign, Portuguese, or Latin.
www.englishlearner.com/tests/index.shtml

English Tests and Quizzes: Practice for StudenEngfish

This site offers many exercises and tests of varglifficulty based on a variety of content areas.
www.ala.org/gwstemplate.cfm?section=greatwebsitesflate=/cfapps/gws/default.cfm

Great Websites for Kids

For the beginning, intermediate, and more advaidddstudent. It includes topics from different cent areas.
www.manythings.org/pp/

Listening Activities

Designed for older students but pronunciation &tdning activities could be used for students gsatland up.

Progress Monitoring/CBM Tools for Academics:
www.cbmnow.com

CBM Now

CBMs in reading, writing, mathematics and spelling
http://dibels.uoregon.edu

DIBELS

Reading CBMs
www.studentprogress.org

National Center on Student Progress Monitoring:

Review of CBMs in reading, writing and math
WWW.progressmonitoring.org

Research Institute on Progress Monitoring
http://www.easyCBM.com

Technical assistance to districts

Proven monitoring practices.
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RTI Procedures:
www.floridarti.usf.edu

Florida Response to Intervention/Problem SolvingdgldProject (RTI/PSM):

Information on all aspects of RTI/PSM in Floridasthelpful links
http://iris.peabody.vanderbilt.edu/rti01_overviehdtcycle.htm
IRIS Center's RTI Module RTI training module
Simplified overview
www.nrcld.org
National Research Center on Learning Disabilities:
RTI resources
www.osepideasthatwork.org/toolkit/ta_responsivenggsrvention.asp
Office of Special Education Programs
Ideas that Work Toolkit
Model RTI Policies and Procedures
www.ncld.org/images/stories/downloads/parent_cénitefinal.pdf
A Parent’s Guide to Response-to-Intervention:
Succinct overview for parents
www.rtidsuccess.org
The National Center on Response to Intervention
RTI topics and research
WWW.progressmonitoring.org
Research Institute on Progress Monitoring
Technical assistance to districts
Proven monitoring practices

Speech-Language Pathologist Roles:
www.asha.org/members/slp/schools/prof-consult/Neles®l P.htm
New Roles for Speech Language Pathologist:

Behavior: (Adopted from Florida's PBS Project: RTIB Coacfieaining 2008)*
http://www.nasponline.org/advocacy/pbs_resourcpg.as

National Association for School Psychologists

Articles, books, and fact-sheets and handouts c& PB
http://www.usu.edu/teachall/text/behavior/LRBI.htm

The Utah State Office of Education: LRBI Resources

Video resources on preliminary and positive behalistrategies
http://www.interventioncentral.org/

Intervention Central

Free tools and resources to help promote positagsmom behaviors
http://www.jimwrightonline.com/pdfdocs/tbrc/tbrcmaal. pdf

The Classroom Behavior Report Card Resource Book

Readymade forms to rate the behaviors of students

Preformatted teacher and student behavior repadtca

Customized graphs
http://challengingbehavior.fmhi.usf.edu/tools.html

The Teaching Tools for Young Children with ChallenggBehavior
http://www.redandgreenchoices.com/

The Red and Green Choices

Resources and strategies for students with Autism
http://www.ldonline.org/indepth/behavior

The Learning Disabilities Online

“Dos and don'ts” for fostering social competence

Helpful articles
http://www.ldonline.org/indepth/classroom

The Learning Disabilities Online

Articles to help teachers arrange furniture to ngenlaehavior issues.
http://www.state.ky.us/agencies/behave/bi/bi.html

The University of Kentucky, DSERC

Intervention resources at each tier of behaviarppsrt
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http://www.state.ky.us/agencies/behave/bi/ss.html

The University of Kentucky, DSERC

Social skills instruction at each tier of support

Templates, additional resources, and tools
http://onlineacademy.org/modules/a201/lesson/a20d@000.html

The University of Kansas, funded by OSEP

Online academies provide wélsed modules on PBS and related topics.
http://elearndesign.org/resources.html

The ELearning Design Lab

Web based modules including positive behavior fipsut learning and behavior

*This list is a resource intended to provide addlitil websites for schools to use to help idenfifgrapriate interventions based on the functionedfavior. Florida’s
PBS Project: RTIB does not endorse or support &tiyeolinks or sites listed above.
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APPENDIX A
Parent Brochure

NOTE:

The next two pages are the front and back of folti-Parent Brochure. They should be printed badback and folded so the Lee County Seal is onapend the blank page is
on the back of the brochure.
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Response to
Intervention (RTI)

The approach described in this
brochure is called Response to
Intervention (RTI). This is a
way of organizing instruction
that has two purposes:

1. To identify children needing
help in reading, math, writing,
and behavior and to prevent
the development of serious
learning problems;

2. To identify children who
make very limited progress,
even when they get extra help.
Research has shown that
these children sometimes
have learning disabilities.

If you have any questions
about this information, please
contact your child's teacher or
school administration.

The School Board of Lee County,
Florida

Jane E. Kuckel, Ph.D., Chairman
Steven K. Teuber, J.D., Vice Chairman
Robert D. Chilmonik, District 1
Jeanne S. Dozier, District 2
Elinor C. Scricca, Ph.D., District 5

James W. Browder, Ed.D.
Superintendent of Schools

www.leeschools.net

The School Board of Lee County,
Florida, prohibits discrimination on
the basis of age, color, disability,
gender, national origin, marital status,
religion, or sexual orientation.

THE SCHOOL DISTRICT
OF LEE COUNTY
2855 COLONIAL BLVD.
FORT MYERS, FLORIDA
33966

Understanding Response to
Intervention

Lee County School District is
committed to ensuring that each
child makes significant academic

progress. To do this, we
continuously review information that
tells us how each child is
progressing. Teacher teams in your
school use this process, called
Response to Intervention. Look
inside to see how this process can
help your child.
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* How we determine who
needs additional
interventions.

In Lee County School
District, we review all students'
progress 3 times per year.
Students’ achievement in reading
is monitored especially carefully.
Math, writing and behavior are also
tracked.

In some cases, all students
are given a short assessment.
Other times, a team of
professionals simply reviews
existing academic, behavior, and
attendance information. The teams
use the data to decide which
students are doing well in the
standard classroom instruction,
which students may need
supplemental instruction, and
which students may need more
intensive instruction.

When students receive
strategic small group or more
individualized intensive instruction,
we check their progress frequently
and determine whether the student
needs to have a different kind of
supplemental instruction.

The key idea is to make changes
when instruction is not working for
a student.

The first step is to provide
small group interventions for a
student. If, after a period of
instruction, there is still concern,
we will then plan more intensive
interventions. You will be invited
to participate in this process.
During intensive interventions, we
monitor the student’s progress
each week.

* Parent participation

Parents are essential to
their child’s success in school.
When a child needs supplemental
instruction, we will describe that
instruction to you. We will also ask
you to tell us about anything you
think might affect your child’s
learning. For example, it is
important for us to know if your
child has missed a lot of school,
experienced a trauma, or is
having problems with friends at
school. These types of problems
may affect a student’s progress,

and if we know about them, we
can design an intervention more
effectively.

Parents frequently partner
with the school to provide extra
practice to develop skills. If you do
want to provide extra support at
home, you can work with the
school to make yourself part of
your child’s program.

* When students continue

fo have difficulty

The school will tell you
whether your child begins to make
sufficient progress, or if your child
has continued difficulty. If you and
the school have tried all
appropriate interventions under
the RTI process and progress is
still limited, you may be asked to
give your consent for an
evaluation. The purpose of such
an evaluation is to determine your
child’s educational needs, and
possibly to consider whether he or
she might have a learning
disability.
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School Name:

APPENDIX B
SCHOOL DATA PROFILE

ID Number:
Contact Information
Address: Telephone:
Fax:
Principal: Telephone:
Email:
Assistant Principal: Telephone:
Email:
Assistant Principal: Telephone:
Email:

Type of School
(Please check)

Elementary Middle High Alt/Ctr Charter Other
Student Enrollment by Race/Ethnicity
(Current year)
American Asian Black Hispanic Multiracial |  White Other Total
Indian Enroliment
Student Enrollment by Need
(Current year)
Number with IEP Percent on Free/Reduced Lunch Number of ELL
Initiatives in Place
(Please check)
Title | Reading First SW-PBS Other

Behavior Incidence Data
(Most recent full year)

For School Year:

(e.g. 2008-2009)

# of Office Managed
Discipline referrals

#Days of In-School
Suspensions

# Days of Out-of-
School Suspensions
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Academic Data
(Most recent)

For School Year:

(e.g. 2008-2009)

Percent of students meeting high standards in Rgad

Percent of students meeting high standards in Eeier

Percent of students meeting high standards in Wgriti

Percent of students meeting high standards in Math

Percent of students making Reading gains

Percent of students making Math gains

Percent of lowest 25% of students making learning
gains in Reading

Percent of lowest 25% of students making learning
gains in Math

School Grade

Total School Points

AYP Data
(Most recent)
Sub-group FCAT FCAT FCAT AYP
Reading %| Math % | Reading %| Status
Level 3-5 | Level 3-5 | Level 3-5

American Indian

Asian

Black

Economically Disadvantaged

English Language Learners

Hispanic

Multiracial

Students with Disabilities

White

Other

Total
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Curricula
(List programs, texts, etc. in use)

Reading

Math

Science

Social Studies

Behavior

Other

Personnel
(Number of faculty and staff)

Administrators

Teachers on
Assignment

Support Faculty
(Reading coaches,
counselors,
specialists, etc.)

Teachers

Assistants

Support Staff
(Janitorial, food-
service, office, etc.)

Others
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APPENDIX C
Implementation of Rtl: Self-Assessment Tool

This self-assessment tool is intended to assist schools/districts wanting to
determine “next steps” toward implementation of a multi-tiered Response to
Intervention approach for meeting the learning needs of ALL students. The
tool addresses 5 broad indicators along with specific indicators/sub-topics for
each.

The tool could be completed by each staff member in order to formulate a
school profile and/or be used to stimulate group conversations. To determine
“next steps,” it is important not only to gauge the current implementation
status of each item, but to also determine its relative priority. A basic
planning format has been provided at the end of the checklist on which
specific actions around the top priority items can be documented.

Some basic underpinnings of this systemic approach:

» ltrelies on the premise that all students receive research-based and standard
driven instruction in general education.

» The learning of all students is assessed early and often (ongoing progress
monitoring). Assessment is focused on direct measurements of achievement &
behavior.

» If there are concerns about student progress, increasingly intense tiers of
intervention are available to groups or individuals.

« Individual student data gathered through the process may be used to determi
appropriateness of a special education referral (e.g., in the case of students w
do not respond adequately to intervention or who require ongoing intensive
intervention in order to sustain growth) and as part of a comprehensive evalug
for determination of eligibility.

Intensive Level

Targeted Level

Response to Intervention is...

Response to Intervention is an approach that pesmotvell-integrated
system connecting general, compensatory, giftedl special education in
providing high quality, standards-based instructigarvention that is
matched to students’ academic, social-emotional behavioral needs. A
continuum of intervention tiers with increasingeésy of intensity and
duration is central to Rtl. Collaborative educaibdecisions are based o
data derived from frequent monitoring of studenfgrenance and rate of
learning.

=)

The overarching purpose of Rtl implementation igriprove educational
outcomes for all students,

Interventions provided to students with intensive
needs based on comprehensive evaluation.

Interventions provided to students identified as at-risk
or who require specific supports to make adequate

progress in general education.
80-90%

Universal Level

Provided to ALL students: research-based, high
quality, general education incorporating on-going
universal screening, progress monitoring, and
prescriptive assessment to design instruction.

Tiers of Instruction & Intervention

Indicators of Rtl Implementation: Self-Assessmeuat, Tev. 6/07

Exceptional Student Servide#, Colorado Department of Education

185



Priority Rating: Level of Implementation:

Indicators of Rtl Implementation:

(1) Do not do this in
our school

(2) Starting to move
in this direction

(3) Making good
progress here

(4) This condition
well established

Medium

Low
High

|. EFFECTIVE STUDENT INTERVENTION/PROBLEM SOLVING TEAM IN PLACE

Use of problem-solving and data driven decision making processes at the school,
classroom and individual student levels

Function as a problem-solving team to address the needs of groups or individuals

Shared responsibility among general educators and specific program area specialists
(e.g. special education, ELA, G/T, Title)

Focus on student outcomes vs. eligibility (team's main purpose is not special education
referral)

Use of universal screening and prescriptive assessment for instruction

Use of progress monitoring techniques

Coaching and peer collaboration

Collaboration between educators and parents

II. HIGH QUALITY, STANDARDS-BASED CURRICULUM AND RESEARCH-
BASED INSTRUCTION (80% SUCCESS RATE) IN GENERAL EDUCATION,
ESPECIALLY IN THE AREAS OF:

Reading: Addresses 5 components (phonemic awareness; decoding/phonics/word
recognition; fluency; vocabulary; comprehension) in an explicit, systematic, intensive
manner with fidelity and sufficient duration

Writing/Spelling

Math: Addresses 4 essential domains (problem-solving; arithmetic skill/fluency;
conceptual knowledge/number sense; reasoning ability)

Behavior

Other:

Other:

Other:

Other:
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Priority Rating:

Level of Implementation:

Low
Medium

High

Indicators of Rtl Implementation:
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established

lll. PRESCRIPTIVE/ONGOING ASSESSMENT PRACTICES IN PLACE

Universal screening system to assess strengths and challenges of all students in
academic achievement, talents and behavior

Structured data conversations occurring to inform instructional decisions

Direct measurements of achievement and behavior (learning benchmarks) that have a
documented/predictable relationship to positive student outcomes

Progress monitoring that is systematic, documented and shared

Data management system in place (technology support)

IV. LEVELS OF INTERVENTION IDENTIFIED AND RESOURCES ALLOCATED

A range of research-based instructional interventions for any student at risk of not
reaching their potential, including those identified as gifted/talented or those already
experiencing academic failure (systematic model in place such as 3 tiered approach,
pyramid of interventions etc.)

Utilization of both a standard protocol approach to providing interventions to groups of
students with similar needs and an individual approach of providing interventions to any
student with unigue needs

Informed as to the frequency, intensity and duration of an intervention that is needed
for effectiveness

System in place to evaluate research-based interventions as to integrity/fidelity of
implementation

Flexible groupings according to specific intervention needs

Allocation of staff to provide various interventions (flexible uses of staffing across all
roles)

Availability of instructional programs/materials

Priority Rating:

Level of Implementation:
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V. ONGOING, JOB-EMBEDDED PROFESSIONAL DEVELOPMENT THAT
ADDRESSES RELEVANT AREAS ESSENTIAL TO EFFECTIVE IMPLEMENTATION
OF Rtl AND IMPROVED STUDENT OUTCOMES
Across all staff/roles
Involves families
Includes follow-up (e.g. coaching, professional dialogue, peer feedback etc.)
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Professional development addresses relevant areas s uch as:

Collaborative decision-making (e.g. professional learning communities)

Effective use of data, including that gathered through ongoing progress monitoring, in
making instructional decisions

Collaborative delivery of instruction/interventions

Research-based instructional practices, including supporting materials and tools

What constitutes "interventions" versus "accommodations and modifications"

Prescriptive and varied assessment technigues

Progress monitoring technigues

Parent engagement strategies

Other:

Other:

Other:

Other:

Other:
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ACTION PLAN

Date

Indicator or Sub-Topic

Specific Actions

Resources

Timeline

Who Responsible

Evidence of Change

Planning Team:

Indicators of Rtl Implementation: Self-Assessmeat, Tfev. 6/07

Exceptional Student Servided, Colorado Department of Education
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APPENDIX D
COMMUNICATIVE DIFFERENCE VS DISORDER

The Challenge is: Does the student exhibit a commicative/language difference or possible communiciin disorder?

= Speech and languagéferencesare usually observed among ELL students. Differsrgee observed in sentence structure,
sound production, vocabulary, and pragmatic usdargfuage.

= Students from other countries and cultures may haddimited exposure to language or limited oppaties for language
enrichment.

Articulation Differences
= Children learning English as a second language gitenounce English words differently than monalialgEnglish
speakers. Phonological differences that reflectitividual’s limited proficiency in English shouhibt be viewed as a
disorder.
= Typical substitutions: SH/CH T/TH (voiceless), DiTvoiced), S/Z. There are fewer consonants amegevsounds in
Spanish than in English.

= In English most consonants can occur at the emebads, the only consonants at the end of Spanisdsaare N (camion), L
(mal), R (par), and D (sed).

Language Differences
= Individuals learning a second language must ac@uiwole series of phonemic contrasts that do xist & the native
language.

= This may include dialects which should not be cdesed a disorder.

= Grammatical errors in the second language thasiariéar to those observed among first languagenksarare to be expected
and must not be viewed as evidence of a disorder.
o Ex.- Inappropriate usage of masculine and femipme@ouns, omission of morphological markers (pl&apast
tense —ED, etc.).
o In Creole, the plural is not formed by adding “She noun remains unchanged and is followed by eapinarker.

=  Shifting from one language to another within amrahce is not necessarily an indicator of a disorde
= Evaluate the child’grogressin acquiring a system of rules for the constructibsentences.

Differences and similarities between first and secul-language learning
Similarities between first and second languageniegrare especially evident when the two languagedearned simultaneously.

Some researchers have stated that bilingual lamgdegelopment is 4-5 months behind monolingualesérchildren have more to
acquire and differentiate than monolingual children

The student’s first language plays an importarg mllearning English as a second language. Ifitbelanguage is developed, it
provides the foundation for the second languagansfer occurs between the languages.

Linguistic interference may occur when learningeand language: Ex. - The house big.
Normal Processes of Second Language Acquisition

1. Interference-A process in which a communicativedvér from the first language is carried over inaygpiately into the
second language. It may occur in all areas: @unterm and use. Language patterns from theltirsjuage may influence
how one phrases a particular message in the séaongdage.

2. Fossilization-Specific second language “errors” aenfirmly entrenched despite good proficiencytie second language.
These items may be idiosyncratic to a child, or wamm within a linguistic community.

3. Interlanguage-Separate linguistic system resuftiogn the learner’s attempts to produce the tamyegliage. Itis
developmentally idiosyncratic. Inconsistent erna@fiect the progress that the student is makingaming a new language
and should not be viewed as evidence of an abndymal

4. Silent Period-Some students learning a second &geggo through this process in which there is much
listening/comprehension and little output. It ntast from three to six months.
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5. Common Underlying Proficiency — What the individdiales not know or cannot articulate in the targegliage, he/she may
be able to articulate in his/her first language.

6. Codeswitching-Alternating or switching between tanguages at the word, phrase or sentence leves pfocess is used
by normal bilingual speakers through out the world.

Language is learned through exposure, experience diis effortless. If the student background is diérent from the
mainstream society they may stand out as being “diérent”. If the professional does not consider thabove, a misdiagnosis
may occur.

The Importance of Comprehensible Input

It is very important to provide second languageriees with comprehensible input in the second lagguKrashen, 92). Krashen’s
input hypothesis proposes that people acquire Eggstructure by understanding messages. Thesksafocus is the function of
the utterance rather than the form.

According to Krashen, optimal comprehensive inputhie second language includes the following:

Input that is slightly above the learner’s currewvel, but comprehensible enough to be mostly wided.
Concrete references available (visuals, hands-dariabs, etc.).

Interesting, meaningful, and relevant to the learne

It occurs naturally in conversation that is meahihg

It is not grammatically sequenced.

There are sufficient quantities of this input te@re optimal learning.

ogakrwnE

Krashen stated that language is acquired besthiynaifirst for meaning and then acquiring strucsuss a result. He believes that
input that is comprehensible and frequent enougldésjuate to ensure successful second languagisitiogu

On the other hand Swain (1985) states that compséble input may be essential to second languageileg, it will not be enough
to ensure native-like performance. Learners mugéage in interaction where meaning is negotiatezhrners must practice the
second language.

Assessment of English Lanquage Learners must diffentiate communicative differences that are atypicalrom disordered.

A communicative disordermay be present when:
= speaking behavior is defective to such an extattitlinterferes with one’s ability to convey a reage clearly and
effectively during interactions with community meend who speak the same language.
= astudent has a disability affecting his or herarhying ability to learn language.

Articulation Disorders

An articulation disorder is present when the chinonstrates deficits in the production of the shemunds of the language.
English language learners who demonstrate diffiesiin the pronunciation of English words shoulctbaesidered to have
articulation disorders only if evidence of delaywdlisorder phonological development is identifiedheir first language.

Language Disorders
Factors to consider when assessing ELL childrepdssiblelanguage disorders:

1. The ELL child’s language performance should be cameg to that of other bilingual speakers who haaa dimilar cultural
and linguistic experiences. Language performan@veh English dominant children may fall below tbthe monolingual
child because they have had fewer opportunitideso the English language.

2. Grammatical errors in the second language thagieridar to those observed among first languagenksarare to be expected
and must not be viewed as evidence of a disorder.lEappropriate usage of masculine and feminmo&puns, omission of
morphological markers (plural S, past tense —ED).et
Evaluate the child’grogressin acquiring a system of rules for the constructibsentences.

3. Language loss is a normal phenomenon when opptesitd hear and use the first language are withidiar minimized.

4. Shifting from one language to another within aenthce is not necessarily an indicator of a digorde
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*It is not a disability if the problem is only obsed in the English language. Problems in commatino should be evident in both
English and primary language. A language disoislardisability that affects the childability to learn any languageExposure to
two languages is not the cause of the disabiBiingual children with language disorders will leadifficulty learning English,
Spanish or any other language.

Possible Indicators of Language/Learning Disability

Difficulty in learning language at a normal rateer with special assistance in both languages.
Deficits in vocabulary.

Short mean length of utterance/response

Communication difficulties at home, interacting lwfieers, etc.

Auditory processing problems (poor memory, compnshan, etc).

Lack of organization, sequencing skills.

Slow academic achievement and development.

General disorganization and confusion.

Difficulty paying attention.

10. Need for frequent repetition and prompts.

11. Difficulty using appropriate grammar and sentericecsure.

12. Difficulty using the precise vocabulary (stuff, tlgi, you know, etc).

13. Inappropriate social language use (interrupts fetjy, can’'t stay on topic, take turns, etc).

CoNooUA~AWNE
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APPENDIX E

ASSESSMENTS IN THE Rtl FRAMEWORK

Assessment is the process of collecting. reviewing, and nsing information to make educational decisions about siudent
leamming. The type of information collected is determined by the intended vse of the results or type of decizion that is
needed. An effective skills-based reading math. or written expression program should inchnde the following kands of
assessment: screening benchmad progress momtoring, diagnostic, outcome. and informal Scme assessments can be vsed
for mmiltiple purposes.

L) Screening Assessments involve all children Screening assessments can take place at “benchmark points™
chnmgthe year, such as the beginning and ouddle of the school year. and are admimistered to all students
i the school during the same permd of time_ This type of screening is termed “Benchmark
Assessment”. Benchmark assessments yield scores that can be rank ordered for the purpose of
identifying students whoe are on track with learning skills as well as those at risk and in need of
mtervention. Benchmark data along with other data. 13 used to form intervention groups. Screeming
assesstnents are also vsed by classroom teachets as an ongeing way to evaluate learmng of specific skills
tanght in & wnit {e.g. sight word lists, vnat tests). Screening assessments are quick and efficient measures
of overall ability or efficient measures of erifical sEls kmown to be strong indicators that predict student
performance in a specific subject. Screening assessments provide data to plan classroom instroction
wdentify struggling students in need of additional instructional supports.

ii.) Progress Monitoring Assessments mvolve frequent measurement to deternune whether students are malting
adecuate academic progress toward a specific preset zoal with critical skills and current instruction. These
assessments should be adounistered as part of the instroctional rovtine: weekly, biweskly. or monthiy
depending on student need. The more intense the intervention (Tiers 2 and 3), the more frequently
progress monitening should occur. Progress monitoring assessments are a measure of the general
cutcome, such as Oral Reading Fluency (ORF) for reading or a math calenlation sheet that indicates
fluency with vanons math operations. The measwre 15 administered under timed conditions (1-3 minntes,
depending on the measure) and is an indicator of progress towards a year-end owtcome goal.

iii.) Diagnostc Assessments define a stodent’s weaknesses and strengths with critical skalls. Diagnostic
assessments are individually administered to stedents at risk. Diagnostics provide very specific and m-
depth mformation that assists in mere strategically targeted mstruction. For example, the Comprehensive
Test of Phonological Processing (CTOPF) provides information about the natre of decoding difficulties.
Dhagnostic azsessments may also be used in addition to BT1 data to establish eligibality for .pecml
education services if the RTI Team decides thers is a need to do so based upon a student’s unique
case/needs.

iv.) Outcome Assessments provide an evaluation of the effectiveness of mstruction and indicate sindent vear-end
academic achievement when compared to grade-level performance standards. These assessments are
administered fo all stodents at the end of a grading period and/or school year, In Montana the state
outcome assessment 15 the MomtCAS, the criterion-referenced standards based outcome measure used to
assess Adequate Yearly Propress (AYF). Other types of outcome assessments include standardized norm-
referenced tests of achievement such as the Woodeock-Johnson-TI (WJ-IIT) or the Wechsler Individual
Achievement Test (WIAT).

v.) Informal assessments provide additional information about student learming to assist educators in meeting
the needs of students. Teachers and specialists often nse this type of assessment o determine if further
diagnostics are indicated in a certain area. An examyple of an informal assessment might be to have a
smdent read a passage from a science text and then check for nnderstanding. This would help the teachers
understand whether this particular student has the requisite Inowledge needed in order to learm related
higher concepts m science. Another example might be to ask a young smdent to “find the ‘a” in the word
“apple”. which would help a teacher know if the student can identify “a” in the printed word, which
requires the student to understand print awareness. (They are typically not standardized or normed. Thus,
they do not meet the techmical cntena applied to more formal measures and should not replace formial
assessments.
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APPENDIX F
Support for the use of fluency probes for ongoing fogress monitoring

ORF as a “thermometer”

Perhaps a helpful way to explain how teachers serawstudent’'s WCPM score as a screening tool wmitd provide an
analogy. A fluency-based screener can be vieweaihaitar to the temperature reading that a physioiatains from a thermometer
when assisting a patient. A thermometer—like arftyebased measure—is recognized as a tool thaide®valid (relevant, useful,
and important) and reliable (accurate) informatiery quickly. However, as important as a tempegataading is to a physician, it is
only a single indicator of general health or illsea temperature of 98.6 degrees would not resufbur physician pronouncing you
“well” if you have torn a ligament or have recugiheadaches. On the other hand, if the thermomesels 103 degrees, the
physician is not going to rush you to surgery teehgour gall bladder removed. Body temperature igiesran efficient and accurate
way for a doctor to gauge a patient’s overall Heddut it cannot fully diagnose the cause of theceon. Fluency-based screening
measures can be valuable tools for teachers tmube same way that a physician uses a thermometeone reasonably
dependable indicator of student’s academic “heaittiliness.”

No assessment is perfect, and screening measuyewetiaexemplify the type of measures sometimesrrefl to by education
professionals as “quick and dirty.” Screening measare designed to be administered in a shomgefitime (“quick”), and will at
times over- or underidentify students as needisgstsce (“dirty”). While WCPM has been found todstable performance score,
some variance can be expected due to several unltable factors. These consist of a student’s fianity or interest in the content
of the passages, a lack of precision in the tinoifidpe passage, or mistakes made in calculatin§iribescore due to unnoticed
student errors. Both human error and measuremeortame involved in every assessment. Scores floem€y-based screening

measures must be considered as a performancetmdiather than a definitive cut point (Francigkf 2005).

194



Nearly 80% of all referrals for Special Educatiomdlve reading problems (Nelson & Machek, 2007herEfore the best
thing to do is attempt to be proactive and preveatling difficulties from developing (Torgeson, 2p0

As educators, it is fairly easy to gather a langmant of assessment data. The questions thatmearsi what data should be
collected and what do we do with that data? Culuim-based measurement (CBM) is one of the moreesstul models for
gathering data and using it to make educationabibers in a problem solving model (Good & Kaminsl®96).

Oral reading fluency is the most thoroughly stud®M measure and has the most support in the titexdor its use
(Baker, Smolkowski, Katz, fien, Seeley, Kame'euBeck, 2008).

Fluency is taken to mean oral reading fluency inmaxted text. The National Reading Panel (2000heke fluency as “the
ability to read a text quickly, accurately, andwitroper expression.” Furthermore, fluency gaagohd accurate word
recognition and is a casual determinant of highdemoskills such as reading comprehension (NRPQR00

Multiple studies have demonstrated an associattwden ORF and overall reading proficiency, inatgdieading
comprehension. LaBerge and Samuals (1974) hypeétethat automaticity of reading was directly cected to high
levels of reading comprehension. This has furtieem supported by multiple researchers (i.e. Adas®0); NRP, 2000;
Jenkins, Fuchs, van den Broek, Espin, & Deno, 20@3)ding Stanovich (2000), who found that poaders must rely
more on the context of the sentence to accuratelg words due to inefficient and unreliable wortbanaticity skills, thus
decreasing their comprehension levels.

Oral reading fluency is a strong indicator of re@dtomprehension measures (Fuchs, Fuchs, & Max$883; Hintze,
Owen, Shapiro, & Daly, 2000; Hintze, Shapiro, Coitdasile, 1997; Hintze, Callahan, Matthews, V¥iftis, & Tobin,
2002; Jenkins, Fuchs, van den Broek, Espin, & D2663; Shinn, Good, Knutson, Tilly, & Collins, 1992

Additionally, oral reading fluency outcomes haveb&emonstrated to be useful for guiding instoucts well as
predicting student performance on statewide higkest assessments (Barger, 2003; Buck & Torgesés,; Bintze &
Silberglitt, 2005; Shaw & Shaw, 2002; Silberglittkdintze, 2005; Stage & Jacobsen, 2001).

ORF measures are convenient as they can be dimathrved through read-aloud tasks, are quickv®, gind are easy to
administer. They play a pivotal role in the assessgmf reading skills (Marcotte & Hintze, 2009).

Hamilton and Shinn (2003) investigated studentstifled as “word callers” by teachers. Hamiltorde®hinn found that
while these word callers did indeed exhibit lowemprehension skills, they also demonstrated lowarreading fluency
rates than their peers. This suggests that OR#id measure for progress monitoring even fordwaallers.
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APPENDIX G

UNIVERSAL BEHAVIOR SCREEN

School Grade Class/Teacher Completed: October January April
(indicate with "X")
SCALE: NEVER=0 RARELY =1 SOMETIMES =2 FREQUENTLY =3 ALWAYS = 4 (DAILY)
AVOIDS TASKS / | DEMONSTRATES AGGRESSIVE
STUDENT NAME “tanoy’ | “oruges | MCOMPLETE | WAPPROPATE | PHYSCAL/ | \iruores | iowew | /eoorArmrune | TOTALA
1]
0
1]
0
0
0
0
0
1]
0
0
0
1]
0
1]
0
1]
0
0
0
1]
TOTAL i} 0 0 1] 0 v} 0 0 0
CLASS AVERAGE #DIV/O! #DIV/O! #DIV/0! #DIV/0! #DIV/0! HDIV/O! HDIV/O! #DIV/0! 0
1) If any classwide behaviors need to be targeted, consider who, what, when, where, how in relation to supporting the classroom teacher:
2) Do 75-85% of students receive a similar total score? (Y/N) 3) Are there 3-5 outlying students in the class who reguire supplemental support? (Y/M) |
4) If yes, what is the primary area of need?

School District of Lee County

Last revised 917,/2010
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