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Introduction

At the request of the Washtenaw County Special Balure Administrators, the Washtenaw
County Specific Learning Disabilities (SLD) Work @up was formed to develop guidance and
provide recommendations that would support ouridtstin implementing these new regulations
for Washtenaw County. Prior to the developmerthefguidance document, the SLD Work
Group reviewed Michigan and federal rules and ratiuis relating to Specific Learning
Disability, procedures developed in other statesdistricts, and published articles on models
for determining patterns of strengths and weakrses$ae intent of the guidance document is to
assist teams with quality SLD processes for evalogilanning, evaluations, eligibility
decisions, and intervention planning. In doingtee,SLD Work Group developed/ adapted key
forms that would prompt and structure best prastaied/or legally mandated components.
Where necessary and/ or appropriate, the formkeared to further explanation or technical
assistance and to links to web-based references.

The Washtenaw County SLD Work Group focused orfahewing task: When developing a
multidisciplinary evaluation plan, what pertinertta needs to be collected, dependent upon the
evaluation process (either response to scientéggarch-based intervention process or pattern of
strengths and weaknesses process, or both) byuhielistiplinary team (MET) to determine the
existence of SLD? We emphasize and recommendilihend individual evaluation as a process
of data collection that includes multiple methoflassessing student performance with input
from parents, teachers, instructional specialests, school psychologists. The purpose of the
evaluation is to surround the student of conceth tie best and most comprehensive
information possible to make valid and appropriammendations as to the student’s
eligibility for special education and, more impantig, educationally relevant recommendations
for instructional strategies, supports and services



SECTION 1: The Federal and State Laws



Federal and State Law Definitions

Thelndividuals with Disabilities Improvement Educati@ot of 2004 created new options for
the identification of students with specific leargidisabilities. The following section provides
the most current federal and state definitiongetdic learning disabilities (SLD).

Federal Definition of Specific Learning Disabilities

§ 300.309 Determining the existence of a speaiing disability.
(a) The group described in § 300.306 may determinedtehild has a specific learning
disability as defined in § 300.8 (c)(10), if —

(1) The child does not achieve adequately for the &hdde or to meet State-approved
grade-level standards in one or more of the follmnareas, when provided with
learning experiences and instruction appropriatéhfe child’s age or State-approved
grade-level standards:

0] Oral expression.

(i) Listening comprehension.

(i)  Written expression.

(iv)  Basic reading skills.

(v) Reading fluency skills.

(vi)  Reading comprehension.

(vi)  Mathematics calculation.
(viii)  Mathematics problem-solving

(2) (i) The child does not make sufficient progresaet age or State-approved grade
level standards in one or more of the areas idedtih paragraph (a) (1) of this
section when using a process based on the chéddfsonse to scientific, research-
based intervention; or,

(i) The child exhibits a pattern of strengths anehknesses in performance,
achievement, or both, relative to age, State-aggar@rade level standards, or
intellectual development, that is determined bygtaip to be relevant to the
identification of a specific learning disabilitysing appropriate assessments,
consistent with 88 300.304 and 88 300.305; and

(3) The group determines that its findings under payalgi(a)(1) and (2) not a result of
0] A visual, hearing, or motor disability;
(i) Mental retardation;
(i)  Emotional disturbance;
(iv)  Cultural factors;
(v) Environmental or economic disadvantage; or
(vi)  Limited English proficiency.

(b) To ensure that underachievement in a child susp@tteaving a specific learning
disability is not due to lack of appropriate instian in reading or math, the group must
consider, as part of the evaluation described iB&8304 through 88 300.306 —

(1) Data that demonstrate that prior to, or as patthefreferral process, the child was
provided appropriate instruction in regular eduwrasettings, delivered by
gualified personnel, and



(2) Data-based documentation of repeated assessmeatbiefement at reasonable
intervals, reflecting formal assessment of stugeagiress during instruction,
which was provided to the child’s parents.

The public agency must promptly request parentasent to evaluate the child to determine

if the child needs special education and relatedaes, and must adhere to the timeframes

described in 88 300.301 and § 300.303, unless @&tkhy mutual written agreement of the

child’s parents and a group of qualified profesalspas described in  § 300.306(a)(1) —

(2) If, prior to a referral, a child has not made adegprogress after an appropriate period
of time when provided instruction, as describeganagraphs (b)(1) and (b)(2) of this
section; and

(2) Whenever a child is referred for an evaluation.

[Authority: 20 U.S.C. 1221e-3; 1401(30); 1414(b)(6)



Michigan Administrative Rules and Clarification Memo

The State of Michigan revised the administratidesuegarding the definition of Specific
Learning Disabilities in August, 2008. The rulesre/followed by a clarification memo.

Michigan Definition of Specific Learning Disabilities

R 340.1713 Specific learning disability definedtedeination.
Rule 13.

(1) “Specific learning disability” means a disorderlior more of the basic psychological
processes involved in understanding or in usingdage, spoken or written, that may
manifest itself in the imperfect ability to listethjnk, speak, read, write, spell, or to do
mathematical calculations, including conditionstsae perceptual disabilities, brain
injury, minimal brain dysfunction, dyslexia, andvé®pmental aphasia. Specific learning
disability does not include learning problems thia primarily the result of visual,
hearing, or motor disabilities, of cognitive impagnt, of emotional impairment, of
autism spectrum disorder, or of environmental,walf or economic disadvantage.

(2) In determining whether a student has a learninghdlisy, the state shall:
(a) Not require the use of a severe discrepancy betimeellectual ability and
achievement.
(b) Permit the use of a process based on a studespgsmse to scientific, research
based intervention.
(c) Permit the use of other alternative research-bpsszedures.

(3) A determination of learning disability shall be bdsipon a comprehensive evaluation by
a multidisciplinary evaluation team, which shakilude at least both of the following:

(a) The student’s general education teacher or, ithdent does not have a general
education teacher, a general education teacheifigddb teach a student of his
or her age or, for a student of less than schaa| ag individual qualified by the
state educational agency to teach a student afrtisr age.

(b) At least 1 person qualified to conduct individuatizdiagnostic examination of
students, such as a school psychologist, an amdtbpgrovider of speech and
language under R 340.1745(d), or a teacher comsulta



Clarification Memo

MEMORANDUM
January 22, 2009
TO: Intermediate School District Directors of Siaé Education
FROM: Jacquelyn J. Thompson, Ph.D. Director

Office of Special Education and Early Intervent®ervices
SUBJECT:  Specific Learning Disabilities — Clarétmon
DISSEMINATE TO LEAs and PSAs

Michigan’s Administrative Rule 340.1713, Specifiedrning Disability Defined, Determination,
was amended on September 11, 2008. A few compoagtite rule warrant clarification.

The Role of Severe Discrepancy

Rule 340.1713 of the Michigan Administrative RulesSpecial Education (Rules) allows the
use of three options for determining specific l@agrdisability (SLD) eligibility. The rule allows
a district to use severe discrepancy, but onlynespart of a full and individual evaluation.
Severe discrepancy may never be used alone tawetea student eligible as a student with a
SLD.

Response to Scientific, Research-based Interventiétrocess

In determining eligibility under SLD, one of thetams a school district may use is a process
that is based on a student’s response to sciengiearch-based intervention. Depending on the
local district’s practice, this process may hawaaety of names; e.g., Instructional Consultation
Team, Response to Intervention, Michigan'’s Integtdehavior and Learning Support

Initiative. The Michigan Department of Educationi) does not mandate any specific
scientific, research-based intervention process.

A pattern of strengths and weaknesses is not thersa as severe discrepancy.

At § 300.309(a)(2)(ii), the Individuals with Disdiies Education Act regulations identify a
pattern of strengths and weaknesses as an optaetenmining SLD eligibility. The Rules
permit local districts to use this option. The MO&es not mandate any specific process to
determine a pattern of strengths and weaknessgsdétermination of SLD requires a
comprehensive evaluation according to the evalogirocedures in the federal regulations at
§300.301 - § 300.311, including those particulaa giudent suspected of having a SLD in §
300.307 - § 300.311.



Requirement for Processes Memo
MEMORANDUM
May 17, 2010

TO: Intermediate School District Directors of Spé&ducation, Local Educational
Agency Special Education Contacts, Public Scho@d&my Administrators

FROM: Eleanor White, Ph.D. Assistant Director
Office of Special Education and Early Intervent®ervices

SUBJECT: Requirement to Make Public School Distimcesses for Determining
the Existence of a Specific Learning Disability

Consistent with the Individuals with Disabilitiexttof 2004 (IDEA) regulation § 300.307(a),
the Office of Special Education and Early Interv@miServices has established the criteria that
must be followed to determine the existence of acBig Learning Disability (SLD) (next
section).

On or before September 1, 2010, each local edusdtagency (LEA) and public school
academy (PSA) must publicly post on their web sitepnake public through other means, the
process or combination of processes which will §eduby the LEA or PSA to determine the
existence of a SLD. (8 300.307(b) and § 300.60aj)(



Michigan Criteria for Determining the Existence ofa Specific
Learning Disability

May 2010

Purpose

This document established the criteria that musolb@wved in Michigan to determine the
existence of a specific learning disability (SLDJ & student suspected to have SLD. These
criteria are used by the Multidisciplinary EvalaatiTeam (MET) to develop and produce an
evaluation report and make a recommendation reggeligibility to the Individualized
Education Program (IEP) team. The MET evaluatetsident suspected to have a SLD when a
student has been referred for an initial evaluatioa change in eligibility as part of a
reevaluation and the school district is in receigbarental consent to evaluate.

A school district must not delay or deny an otheenappropriate referral or request for an
evaluation based on a district’s use of responseitmntific, research-based intervention process.
School districts that use this process must reeegaiparent’s right to refer and request an
evaluation at any time. If school district perselnsuspect that a student has a disability while
the student is participating in this process, tteosl| district must recognize the district
personnel’s right to refer and request an evalnatcany time.

Response to scientific, research-based interveptiocesses do not constitute a full and
individual evaluation in the Michigan Administragi\Rules for Special Education (MARSE) and
the Individuals with Disabilities Education Act (H2) requirements for conducting evaluations
and determining eligibility for special educatioograms and services. Response to scientific,
research-based intervention processes providesdredormation that may be a component of
an evaluation under the MARSE and the IDEA. Sttgland children have specific protections
and due process rights under both the MARSE antDiBA.

Introduction

The Michigan Department of Education, Office of &peéEducation and Early Intervention
Services (OSE-EIS), is committed to the provisiba quality education for all of Michigan’s
students and to the continuous improvement of M@his educational systems. The OSE-EIS
believes that effective core instructional prograsesvices, evidence-based interventions, data-
driven decision making, and positive behavioralrapphes should be available to all students,
and intervention resources should be accessibedbas each individual student’s intensity of
need. To ensure the provision of quality educafmorall of Michigan’s students, schools need
the guidance and the tools necessary to identifividual student needs.



Background

The Elementary and Secondary Education Act (ESERPO1 changed the landscape of
education in the United States. The ESEA of 204l#ished a heightened emphasis on the
immediate and continuous improvement of our edanatisystems and focused improvement
efforts on state and local accountability, studrritomes, parent involvement, data-driven
planning and systems, and the use of scientifsgarch-based methods and interventions. The
reauthorization of the IDEA in 2004 introduced avrend deliberate effort to connect federal
special education legislation with federal generhlcation legislation, the ESEA. This
deliberate effort has resulted in an IDEA that egwobs the use of data-driven decision-making
and new educational methods based on scientifearek. The use of data-driven decision-
making processes includes the IDEA requirementdétermining a student’s eligibility for
special education programs and services.

In Michigan, prior to the 2004 reauthorization loétiDEA, the identification of a student
suspected to have a SLD was based on a singlefispeethod as defined in MARSE. That
method was the severe discrepancy model. The 22@dhorization of the IDEA expressly
prohibits all states from requiring the use of slegere discrepancy model. As a result, the
MARSE were revised in 2006. The MARSE for detelingnSLD eligibility provides schools

with choices. Those choices include the use ohous for determining SLD based on the use of
scientific, research-based interventions and pettef strengths and weaknesses. The need to
develop updated methods for determining SLD eligybis the driving force behind the
development of the criteria.

CRITERIA FOR DETERMING SLD ELIGIBILTY

l. Consistent with the IDEA federal regulations atC3R § 300.309 and the MARSE at R
340.1713, schools must use the following proceisedetermining the existence of a
SLD:

* astudent’s response to scientific, research-basedervention
* a pattern of strengths and weaknesses

A school district must not delay or deny any othenigse appropriate referral or
request for an evaluation based on a district’'s usef a response to a scientific,
research-based intervention process.

The continued use of severe discrepancy is disgearaSevere discrepancy must never be used
exclusively to determine the existence of a SL&vel® discrepancy must not be used within a
response to scientific, research-based intervenpimtess.

I. CRITICAL SCHOOL DISTRICT DECISIONS

School districts should be thoughtful and interdilonhen selecting processes and procedures for
determining the existence of a SLD.



Each school district must determine which processpmbination of processes, it will use to
determine SLD eligibility and ensure that the ediscecommunity and parents are informed of
the district’s processes. Each school districttrdeselop a systematic plan to operationalize the
State criteria for the district’s use.

In making the decision regarding the process todael for determining the existence of a SLD,
each school district must consider the extent twhvh has implemented a process based on a
student’s response to scientific, research-bagedventions.

» If a school district does not have a process basetistudent’s response to scientific,
research-based intervention established in antg achools, then the school district must
utilize a pattern of strengths and weaknessestarm@ing the existence of a SLD.

» If a school in a district has fully implementedpesse to scientific, research-based
intervention process in select grades, the schost mse data from its response to
scientific, research-based intervention procesktument interventions and student
progress for the purpose of determining the excgteri a SLD. The other grades in that
school, and the other schools in the district, Wwhawee not fully implemented a response
to scientific, research-based intervention prooagst use a pattern of strengths and
weaknesses process until each grade in phaseduh tmplementation.

» If a school district is implementing a responsedntific, research-based intervention
process on a school-by-school basis, the distnugtmse data from its response to
scientific, research-based intervention procesktument interventions and student
process for the purpose of determining the exigt@i@ SLD in schools where the
process is fully implemented. In schools that hawefully implemented a response to
scientific, research-based intervention procegstirn of strengths and weaknesses
process must be used.

All federal and State regulatory requirements faaleations for the purpose of determining a
student’s eligibility for special education progrmand services as a student with a SLD still
apply. These same requirements and all additi@ugilirements for reevaluations for the
purpose of determining continuing eligibility s@pply.

. WHAT IS SLD?

A specific learning disability is a “disorder in@or more of the basic psychological processes
involved in understanding or in using language kepaor written, that may manifest itself in the
imperfect ability to listen, think, speak, readjtey spell, or do mathematical calculations,
including conditions such as perceptual disabdijtlerain injury, minimal brain dysfunction,
dyslexia, and developmental aphasia that advesdtdyts a student’s educational performance.
A SLD does not include learning problems that ammarily the result of visual, hearing, or
motor disabilities; mental retardations; emotiodigturbance; or of environmental, cultural, or
economic disadvantage.” (34 CFR § 300.8(c)(10).
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IV. WHO EVALUATES FOR DETERMINATION OF SLD ELIGIBIL  ITY?

In compliance with the MARSE, a MET conducts a and individual evaluation of a student
suspected to have a SLD. The MET, based upowais&ion of the student, then makes its
recommendation of eligibility to the IEP team. Ttaedent’'s IEP team then determines SLD
eligibility (R 340.1713).

V. WHAT PROCESS OF EVALUATION IS USED TO DETERMINE SLD
ELIGIBILITY?

Each Michigan school district will make a decisetout the evaluation process the district will
use to determine SLD eligibility. The MARSE and8R give school districts choices and
flexibility in determining the process to use fatermining SLD eligibility §ee Section | of
these criteria).

Regardless of the process used to determine Sigibiéity, schools must follow all of the
regulatory requirements in the IDEA, the MARSE, afidhigan laws, policies, and procedures
for special education.

The following criteria apply to all methods usedittermine SLD eligibility:
+ A student must not be determined to be a studehtawlisability if the determinant factor is:
» Lack of appropriate instruction in reading, incluglthe essential components of reading
instruction (as defined in section 1208(3) of thenkentary and Secondary Education
Act) [including explicit and systematic instructionphonemic awareness, phonics,
vocabulary development, reading fluency and oratlirey skills, and reading
comprehension strategies];
» Lack of appropriate instruction in math; or
» Limited English proficiency

« A full and individual evaluation is a process coaida by the MET. Evaluation means
procedures used in accordance with 34 CFR §§ 30Q806ugh 300.311 to determine
whether a student has a SLD and the nature andtetéhe special education and related
services that the student needs. Evaluation insltitereview of information from parents,
existing data, and the results of assessment puoegdsed.

In interpreting evaluation data for the purposdetermining if a student is a student with a
disability as defined in 34 CFR § 300.8, and thecational needs of the student, each public
agency must:

» Draw upon information from a variety of sourcegliring aptitude and achievement
tests, parent input, teacher recommendations, bhasvemformation about the student’s
physical condition, social or cultural backgrouadd adaptive behavior; and

* Ensure that information obtained from all of thesarces is documented and carefully
considered.

The process of evaluation requires a synthesifi aailable assessment information. A
student’s parents are an integral part of the e@ln process, including providing information
about the student. Parents are members of théeelt® meeting held for the purpose of
determining eligibility, determining the educatibnaeds of the student, and developing the
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student’s IEP. Parents provide valuable insigltiaformation to teams who conduct
assessments in order to complete full and individualuations.

VI. THE EVALUATION PLAN

The “Review of Existing Evaluation Data (REED) dbevelopment of an Evaluation Plan”
document (published by the OSE-EIS) provides guidand a general framework for the
development of both initial evaluations and reeatbns. This document can be used with both
the response to scientific, researched-based anéons and the pattern of strengths and
weaknesses processes to develop and implementahmton plan for a student suspected to
have a SLD.

Within a systematic plan it is essential to incladeéata-driven, decision-making process based
on each individual student’s needs.

Begin the development of an evaluation plan foedeining SLD eligibility by collecting all
pertinent data. The data used will be dependemt tipe process (or processes) currently used in
the district (and specific schools) for determinthg existence of a SLD:

Response to Scientific, Reseach-based Interventi®nocess:

1. The student does not achieve adequately for tliestis age or to meet State-
approved grade-level standards in one or moreeoétbas identified at 34 CFR §
300.309(a)(1)(i) when provided with learning expades and instruction appropriate
for the student’s age or State-approved grade-aeldards; and

2. The student does not make sufficient progress tet ange or State-approved grade-
level standards in one or more of the areas idedtdt 34 CFR 8§ 300.309(a)(1)(i)
when using a process based on the student’s respossientific, research-based
intervention.

Pattern of Strength and Weaknesses Process:

1. The student does not achieve adequately for tltestis age or to meet State-
approved grade-level standards in one or moreenétbas identified at 34 CFR §
300.309(a)(1)(i) when provided with learning expades and instruction
appropriate for the student’s age or State-apprgvade-level standards; and

2. The student exhibits a pattern of strengths anckmesses in performance,
achievement, or both, relative to age, State-agut@rade-level standards, or
intellectual development, that is determined byNHeT to be relevant to the
identification of a SLD, using appropriate assesgs)eonsistent with the IDEA
Evaluation Procedures and Additional Requirememt&faluations and
Reevaluations.

VIl. DOCUMENTATION
The school must document a student’s achievementeror more of the following areas:
* Oral expression;
e Listening expression;
» Written expression;
* Basic reading skills;
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* Reading fluency skills;

* Reading comprehension;

» Mathematics calculation;

* Mathematics problem solving.

To determine SLD eligibility, student data must @estrate inadequate achievement to meet
age or State-approved grade-level standards iis aleave and insufficient progress or a pattern
of strengths and weaknesses. Schools and evaluatims must follow these criteria:

» The finding of an academic skill deficade the box “Suggested Parameters for
Establishing an Academic Skill Deficit” in theseteria) and insufficient progress must
not be based on any one measure.

» The finding of an academic skill deficit and inscignt progress must be based on the
school district’s established objective criterizagplied to data on a student’s level of
performance (these are commonly referred to assaecrules’).

» The IDEA clearly states that one benchmark for mergg a student’s extent of
adequate achievement must be age or Michigan-apgrmgrade level standards.

* No single benchmark or measure is sufficient udiehigan criteria; the student should
evidence inadequacy on multiple measures to berdeted SLD eligible.

* The student’s level of intellect must not be usedxclude the student from SLD
eligibility if the student otherwise qualifies fand requires special education programs
and services.

Suggested Parameters for Establishing an Academi&i Deficit

These are not intended to be absolute cut-poirtsrenconvergence of multiple sources
of data needs to be considered by the evaluatan.telhe decision as to what
constitutes an academic skill deficit is a complegision and will require a degree of
professional judgment. The decision must be basedilid and reliable data.

» At least one measure needs to reflect a compatisbtichigan (or national)
benchmarks or norms in order to provide some ctersiy across schools and
districts in the interpretation of an academiclsieficit.

* Curriculum-Based Measurement (CBM) results thaue at least 6 data points
that are at or below thé"®ercentile may be considered significant.

» Criterion Reference Measures (CRMs) compare a stisdgerformance to the
goals of the curriculum. These may be providedhwiprogram materials or set
by teachers. An academic skill deficit could béigated by results that are at of
below 50% of the grade level expectancy. Thusjgtavel criteria must be
determined for CRMs. (For example, if the expeatais that a student answer
grade level comprehension questions with 80% acguend a student’s
accuracy through repeated trials is at 40% or tbes, a deficit might be
indicated.)

* When a measure is utilized that provides a perieerank, such as an individually
administered norm referenced test, a score atlonttae 9" percentile may
represent an academic deficit.

13



VIIl. SPECIAL CONSIDERATIONS

When considering student results that rely on desitis response to scientific, research-based
intervention, the MET needs to be able to ensuae th
» There was a research/evidence base for the intmmsnmplemented; and
* The interventions were implemented with fidelitg.j implemented as intended or
prescribed with attention to the what, how andrsity of instruction.

When considering student results that rely on desttis pattern of strengths and weaknesses, the
MET needs to be able to ensure that:
* They follow the district guidelines and decisiotesufor the analysis of strengths and
weaknesses.

IX. OBSERVATION

An observation conducted during an early intervgmuariod may be used, and must be properly
documented, by the evaluation team. If, howewelaservation has not been conducted prior
to the referral and request for evaluation or aold@l observation data is needed, at least one
member of the evaluation team must conduct an vasen and must properly document the
observation.

An observation:
* Must address academic performance and behavibeisgecific area(s) of difficulty
* Must be conducted in the child’s learning environtress determined by the evaluation
team
* Must be conducted in the general education settigss the child is less than school age
or does not participate in general education

These observations must be scheduled at a time thibeshild is engaged in the specific area of
need identified in the evaluation plan. Existifdggervations must have been conducted while
the child was engaged in the specific area of meeatified in the evaluation plan.

The federal regulations and the MARSE do not pilesdhe type of observation to be
conducted; the following methods may be appropriate
» Behavioral observation procedures that result engjtiable results (e.g., event
recording, time sampling, interval recording)
» Methods that relate to student’s classroom behawiorstructional conditions
* Informal or anecdotal recordings that address rafguestions, instructional practice,
and instructional fidelity

These observations may also help to document gpaibpriate instruction was provided, and

will assist in recommending instructional changelservations across instructional settings
(e.g., different classes) are especially valuaddegre observations by different team members.

14



X. EXCLUSIONARY FACTORS

The MET is required to consider what are commoefgnred to as “exclusionary” factors. It
must be clearly understood that a student to whioenod these factors applies might still be
appropriately determined SLD eligible. The isstiene of “primary cause” for the SLD. With
the changes in SLD eligibility criteria, seriousis@eration of these factors has become even
more important.

The IDEA requires that the determination of SLOy#sllity must not be determined based on
findings that are primarily the result of:
» Lack of appropriate instruction in reading, inclhglithe essential components of reading
instruction (as defined in section 1208(3) of thenkentary and Secondary Education
Act);
» Lack of appropriate instruction in math;
» Limited English proficiency.

The determination of SLD eligibility must not besled on findings of inadequate achievement
and insufficient progress or patterns of strengii weaknesses that are primarily a result of:

» Avisual, hearing, or motor disability;

* A cognitive impairment;

* An emotional impairment;

* Cultural factors;

* Environmental or economic disadvantage; or

» Limited English proficiency.

Xl. LACK OF APPROPRIATE INSTRUCTION

The team needs to consider:
* The instruction that the student has been receiving
» The qualifications and training of the person daling the instruction; and
* The student’s access to that instruction.

Since the determination of SLD eligibility requirdscumentation that a student demonstrates a
skill deficit and insufficient progress, there shibbe evidence that appropriate instruction in the
area(s) of concern has been provided, includingifidof instruction and intervention
implementation.

The team will also want to determine whether aetitid access to core instruction, as well as to
scientific, research-based interventions is:
* Amount and nature of student performance data thatwill be collected and general
education services that will be provided.
» Strategies for increasing the student’s rate of lgaing.
» Parent’s right to request an evaluation.
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Xlll. USE OF ALTERNATIVE RESEARCH-BASED PROCEDURES

The IDEA allows for the use of “Other Alternativesearch-Based Procedures” in determining
SLD eligibility. At this time, Michigan has not idéfied other alternative research-based
procedures for determining whether a student Iistaas defined in 34 CFR 8§ 300.8(c)(10). In
the future, Michigan may consider local school egsproposed alternative research-based
procedures for determining whether a student I&ista
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MAASE Specific Learning Disability Checklist

This checklist was created to assist district eatsbm (MET) teams in completing a

comprehensive evaluation, depending on the pracess$ (Response to Intervention or Pattern
of Strengths and Weaknesses, or both). The clséckintains the required components of the

eligibility criteria.

REGULATION

SLD CRITERIA CHECKLIST

300.309(a)(1)

1. Inadequate achievement relatiggade-state approved
standards

300.309(2)(2)())
OR

2i. Insufficient progress when using a process ¢hase
response to scientific, research-based intervention
OR

300.309(a)(2)(ii)

2ii. Pattern of strengths and kvessses in performance,
achievement or both relative to age/state apprgvade-
level standards or intellectual development

300.309(a)(3)

3. Inadequate achievement not priynidr@ result of vision,
hearing, motor, cognitive, social/emotional impaants,
cultural factors, environment/economic disadvantage
English as a second language

300.309(b)

4. Data documenting that underachievéemert due to
lack appropriate instruction (reading and math)a\best
practice for written expression, oral expressiot éstening
comprehension

300.309(3)(b)(2)

5. Data documenting repeated assa# at a reasonable
intervals

300.310

6. Observation in learning environmentudecig general
education setting to document academic performamtes
area(s) of difficulty

300.311(a)(7)(i)

7. If the student has participated process that assess th
child’s response to scientific, research-basedvstgion
* documentation of instructional strategies used te
student-centered data collected

e

300.311(a)(7)(ii)

8. If the student has participkite a process that assess th
child’s response to scientific, research-basedvstgion
documentation that the parents were notified about,

* the state’s policies regarding the amount andneadf the
student’s performance data that would be colleatetithe
general education services that would be provided,;

* strategies for increasing the child’s rate ofrfeag

* the parent’s right to request an evaluation

e

300.311(a)(4)

9. Educationally relevant medicatliings

300.8

10. Adverse impact of SLD to the point thiédcheeds

special education and related services
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MAASE Specific Learning Disabilities Checklist
Note: Use for each sub area of SLD under considelah

RULE IN

1. Achievement data indicating that the child doesadequately achieve for the child’s age
or meets State-approved grade-level standards3G9(x)(1)]

2i. Student intervention data indicating insufficipnbgress when using scientific research-
based interventions [300.309(a)(2)(i)]

OR

2ii.  Student exhibiting a pattern of strengths and wesages in performance, achievement, or
both relative to age or State-approved grade-lstegidards or intellectual development
[300.309(a)(2)(ii)]

RULE OUT

1. Inadequate achievement and insufficient progrdssnwusing scientific research-based
interventions OR patterns of strengths and wealksesms not primarily the result of
[300.309(a)(3)]:

Other Disabilities or Impairments:

* Vision disability

* Hearing disability

* Motor disability

» Cognitive disability

* Emotional Impairment

e Autism Spectrum Disorder
Other Factors:

* Cultural factors

e Environmental or economic disadvantage

» Limited English proficiency

2. Underachievement is not due to the lack of apjaitgachievement instruction in
reading and math [300.309(b)]:

* (2a) Data that demonstrates that prior to or aarags the referral
process the student was provided with approprregitction in regular
education settings delivered by qualified persofd@d.309(b)]

AND

* (2b) Data-based documentation of repeated assetsoreachievement
at reasonable intervals reflecting formal assesswofestudent progress
during instruction [300.309(3)(b)(2)]

18



OBSERVATION

1.
2.

NOTE:

The student’s academic performance and behavibe area of difficulty [300.310]
In the student’s learning environment (includregular classroom setting) [300.310]

Observation may be completed prior to refegfathout parent consent) if it is an

observation in routine classroom instruction anahitaoing of the child’s performance

REPORT — REQUIRED ELIGIBILITY DOCUMENTATION STATEME  NTS

1.

2.

Statement of eligibility
Basis for statement of eligibility

Relevant behavior noted in observations aratiogiship to academic performance
[300.310]

Relevant medical findings [300.311(a)(4)]

Inadequate achievement and insufficient progaesigor pattern of strengths and
weaknesses [300.309(a)(1) & 300.309(a)(2)(i) & 300(a)(2)(ii)]

Exclusionary factors: Other disabilities anttunal, economic, environmental or LEP
[300.309(a)(3)]

Data that can be used to determine whetharrtlerachievement is primarily due to:
a. Lack of appropriate instruction [300.309(b)]
b. Other impairments/factors [300.309(a)(3)]

If the student participated in a process teaesses the student’s response to scientific,
research-based intervention:
a. Instructional strategies used and student esshtdata collected
[300.311(a)(7(ii)]
b. The documentation that the student’s parente wetified about:
[300.311(a)(7)(ii)]
* state/district policies regarding amount/naturstadent performance data and
general education services provided
* strategies to improve rate of learning
* right to request an evaluation
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SECTION 2: Response to Scientific, Research-basentérvention
Guidance
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Response to Scientific, Research-based Interventi@uidance

The Washtenaw County SLD Work Group focused orfahewing task: When developing a
multidisciplinary evaluation plan, what pertinerta needs to be collected by the MET team to
determine the existence of SLD? In making thesdexiregarding the process to be used for
determining the existence of a SLD, districts nagstsider the extent to which it has
implemented a process based on a student’s resfasientific, research-based interventions.

As a part of this process, the Washtenaw County BIddk Group reviewed the Washtenaw
County Position Paper on Response to Interveniih ¢reated during the 2006-07 school year.
This steering committee met to educate the coumytathe concept of Rtl and to consider the
implications of Rtl locally. The work of this stéeg committee aligned the ideas and practices
of Rtl with the WISD 2010 Plan, and can be founthia following section of this document.

The SLD Work group determined that this Positiopd?grovides districts guidance on a
strength-based model of response to scientifiegare$-based interventions for all students, prior
to a special education evaluation referral.

While districts are at a variety of stages in tiplementation process of Rtl models, the section
regarding fidelity of implementation provide METate guidance for consideration in ensuring
that the underachievement is not due to a laclpfapriate instruction in reading or math. To
meet this assurance, teams must consider:

1) Data that demonstrate that prior to, or as a gathe referral process, the child was
provided appropriate instruction in regular edwmasettings, delivered by qualified
personnel; and

2) Data-based documentation of repeated assessmeatkiefement at reasonable
intervals, reflecting formal assessment of stugeagiress during instruction, which
was provided to the child’s parent(s).

The Washtenaw County SLD Work Group reviewed amdpited essential questions around
instruction and assessment for MET teams to consilen determining the existence of a SLD
when utilizing either Rtl or PSW, or both.
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Washtenaw County Position Paper2006-07)
Response to Intervention (Rtl)

Overview and Purpose

Special education intervention traditionally follewa process of referral and evaluation based on
a discrepancy between a student’s ability and aehient. This process often involves
observations, meetings, and professional discusselated to a child’s educational
performance. Interventions often include shortdra targeted teacher support, behavior
systems, and/or separation from the classroone&ting or performance assessments.

Response to Intervention (Rtl) is an approach #émadegy that shifts this process to ensure that
consideration of eligibility for special educatiservices is consistently connected to a child’s
response to effective instruction in the generakcation classroom. In an Rtl model, primary
responsibility for intervention prior to specialusétion referral rests with the classroom teacher
in collaboration with other school staff. The Rdmework requires use of research-based
effective teaching practices, matching classrocstriiction to personal needs, monitoring of
progress over time, analysis of data, and involvegroéfamilies. This model, which can be
implemented in a variety of ways, promises to redsjgecial education referrals arising from
concerns that could be, but are not currently, eskird through general education classroom
instruction.

The value of the use of Rtl to a local school distmay include:

* More efficient use of staff resources in specialeadion evaluation

* Increased collaboration between and among genduabéon and
special education staff

* Increased documentation of quality intervention ase@ffectiveness
prior to referral

* More focused planning for the success of individiiatients

* Increased accountability for use of best teachnagtres

Along with basic information about Rtl, this papertlines for the county a context, rationale,
underlying principles, and ideas for implementatids an approach or strategy, Rtl is not
required by law, but an optional approach for |latiatricts. However, upon review, it is clear
that practices related to Rtl are, indeed, besitjpes. The focus on appropriate instruction and
intervention is a far better use of resources tharold model of failure and labor intensive
remediation. We are recommending Rtl as a coumtig-structure to make instructional
practices more consistent across districts and¢oment the assurance that no child is referred
for special education eligibility without receivifggh quality daily classroom instruction
matched to personal needs.

County Context

Since the late 1990s, Washtenaw County has hashaahd ongoing visioning process called
the Conference on Teaching and Learning, co-crdatedl 10 districts and Washtenaw ISD,
which focuses our common work in several key ar8dee overarching goal for our work is to
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support all students in meeting common high expiects for learning. This process has
maintained focus on:
» personalized learning
» effective instructional practices
* multiple assessment tools and processes and
* teams of people to provide coordinated and effectiypport for all
students.

These ideas align with and support the practicétbfThis vision has led us, as a county, to
several innovative instructional and student supjpdratives, such as adolescent literacy, high
school transformation, instructional consultatiorath steering committee, and integrated
technology workgroups. During the 2006-07 sch@arya countywide steering committee met
to educate ourselves about the concept of Rtlawdnsider the implications of Rtl locally.

What is Responseto I ntervention (Rtl)?
In general, Rtl is the practice of:
« providing high-quality, scientifically-based insttion and interventions
matchedo student needs
* monitoring progress frequently to make decisiorsualshanges in
instruction or goals, and
» applying child response data to important educatidecisions
(NASDE, 2006).

The purpose of this work is to ensure that clasarteachers are supported to help meet their
students’ needs within the general education ggefifior to initiating the special education
process. Rtl demands documentation of these efféit#s foundation, our educational system
has the responsibility to work with classroom teasho attempt to meet student needs prior to
initiating special education services.

Rtl is a process used to create a well-integragstém of instruction based on child outcome
data. Data may be used to maintain, alter, intgwsifade instruction and intervention. Factors
to consider when making decisions based on thesidatude:

» the gap between actual and expected performance

» growth over time compared to prior levels and grewth rate.

Rtl requires an integrated approach to serviceveifithat includes leadership, collaborative
planning, and implementation across the educaistes1. At a policy level, the Rtl language in
the federal IDEA legislation validates and supptreswork that we have prioritized in our
county.

Underlying Principles

As a steering committee, we want to articulateumderlying principles related to Rtl, as well as
the commitments we make locally that impact oufgesional practices.

Educational Principles What We Will Do Locally...

* All children can learn. * We will effectivelyetach all children.
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* Student achievement and classroom
performance improve when appropriate
instructional practices are used.

* Children learn at increased rates when
instruction matches personal needs.

* Students respond best to early
interventions for learning and behavior
problems.

* Collaboration among professional staff
increases the likelihood of accurate
and effective instructional intervention
in the classroom.

* Families have deep and unique
knowledge about their children.

* Frequent assessment is necessary to
best know and understand student
performance.

* Data collection review and analysis
critical to the provision of high quality
instruction.

* We are atabienfor the use of
re$ebased best teaching practices
withsalldents.

* We widltch instruction to personal
destiineeds.

* We will intergeat an early age with
stud who demonstrate learning
and behavior problems in thgsztoom.

* Geneydiicational and special education
ackers will work together to identify and
ileyment effective instructional
practices for indiatstudents.

* We will activelvolve families to gather
and reviata to make decisions.

* We willitoostudent progress to
deteraifeetiveness of intervention
and make adjustments baisele
assessment.

* We willdyze data and use the results
tocrease effectiveness of classroom
instruction.

Implementation (What isit going to take to make this happen?)
It is important to recognize that local districts already implementing aspects of Rtl.
However, additional steps need to be taken to follylement the process.

» Development of a well though out, strategic systptaa for

implementing Rtl.

» All staff need to be fully informed about the puspoimplementation
and implications of Rtl. There must be an undeditamof why we are
choosing Rtl and the benefits for teachers andliml.

» A strategic professional development plan mustéelbped in order to
ensure that staff possess the knowledge and skitlsssary to provide
instruction matched to student need, to gatheramadlyze data, and to
make educational decisions based on that data.

* Collaboration at an administrative level regarding
conversion/allocation of resources, including bgeheral and special
education funding and staff roles. This will ragua paradigm shift
from the traditional roles of staff within the sgst to expanded and
more integrated roles.

* Implementation of Rtl must be done both county vadd at the district

level.
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Challenges/I ssues

While the theory of Rtl is philosophically alignadth our county work, at the operational and
implementation level inconsistencies may arises important to thoughtfully and strategically
plan for this.

We believe that the goal of assessment should betoh instruction to student needs using
multiple data sources. The practice of universedening to design and deliver instruction,
without regard to instructional match conditiorssaitension. Many of our districts currently
utilize some type of universal screening systemsystematic plan for the way this data will be
matched to and alter instruction should be conettler

Another tension is the interpretation of a threg-thodel of service delivery to mean that
different instruction is happening for differenbgps of students at different locations. We
support focusing on developing teacher capacitiiiwithe general education classroom to help
teachers create an instructional match for an iddat student, a group of students, or the entire
class. This should be done on a proactive basisihh embedded professional development. In
addition, a problem-solving process should be atélto any teacher within the school building
as another method of assisting a teacher in ingergithe students’ and teacher needs and
designing an instructionally-matched intervention.

Conclusion
We strongly support a strength-based model of@&thpposed to a student deficit model, which
focuses solely on what the student does not knalwemediates those skills.

We support a model which:
» identifies what skills a student knows and can destrate consistently
» creates a dialogue for the teacher to reflect oat\wb/she can do
instructionally within the classroom to meet studegeds.

We want to move from a model that focuses on disigigoa problem within the child to a model
that views student needs within the classroomrggttBy recognizing the impact of instructional
and environmental factors on student achievememteeognize their role in intervention. This
shift serves as a major systems and organizatetraaige in a school and district’s culture.

Summary

Rtl provides districts in Washtenaw County withagportunity to engage in a student specific,
strength-based instructional model. This model dempnts the work in which many districts
are currently engaged. Rtl creates opportunighnge our current system that is, too
frequently, deficit-based to one that fosters teaciollaboration and facilitation. Student
learning is accelerated based on high qualityuresitvn and interventions matched to individual
needs. This work will look different in each ofrden districts. During the next year, we will
work with local staff leaders to develop a detajah.

Additional Resources:
http://www.nasponline.org/resources/listingr u.aspx

http://www.casecec.org/rti.htm

http://www.nasdse.org/documents/Rtl bibliographg?.p
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Fidelity of Implementation

The purpose of fidelity of implementation is toleet on the integrity of the delivery of
instruction in a way in which it was designed todadivered (Gresham, MacMillan, Boebe-
Frankenberger, & Bocian, 2000). The following s@td can be considered by the MET team to
determine assurances that underachievement isusdbdack of appropriate instruction in
reading and math.

How can schools ensure fidelity of implementation™NRCLD 2006)
* Link interventions to improved outcomes (credilyilit
» Definitively describe operations, techniques, aochponents
» Clearly define responsibilities of specific persons
» Create a data system for measuring operationsqitgess, and components
» Create a system for feedback and decision makargétive)
» Create accountability measures for non-compliance

Implementation fidelity can be impacted by a wide ange of factors that schools should be
cognizant of (Allen & Blackston, 2003; Yeaton & Sdwest, 1981):

* Intervention complexity

* Time and material resources required for the irgetion

* The number of intervention agents

» Efficacy (actual and as perceived by the intenmnégents and stakeholders)

» The motivation of the intervention agents and dtakders (Gresham, MacMillan, Beebe-
Frankenberger, & Bocian, 2000; Gresham, GanslellNoehen, & Rosenblum, 1993).

There are several approaches that can be used tosass fidelity (Roach & Elliott, 2008):
Self report
» The person who is delivering (teaching) the intatiwen keeps a log or completes a
checklist which records the critical componentshef intervention.
Permanent Products
» Data and artifacts/documentation of the implemémnadf the intervention are analyzed
to determine if critical components were followed.
Observations
» Observations are conducted of the delivery of thervention, checking for the presence
or absence and accuracy of implementation anaakititervention components.

Essential Questions
What is fidelity (Parisi et. al., 2007)?
* Whether an intervention was implemented as planned
» Surface fidelity
"1 Were key components implemented?
1 Was adequate time allowed?
1 Was the specified amount of material covered?
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» Quality of delivery

1 Teacher behaviors
0 How is the teacher differentiating?
o Can you identify the standards based teachingipestt
o0 Is the teacher using formative assessment to guostieiction?
0 Is there a range of teaching methods?

1 Student behaviors
0 Are the students engaged in learning?
0 What are the students doing?
0 Are the students working together?
0 Is there evidence of active or passive learning?

How are we going to measure fidelity?
e Forms?
= What does it look like
= Areas covered
= Curriculum covered
= |ntervention used
=  Time of interventions

e Observations?

= Staff
=  Students
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Worksheet to Determine Appropriate Instruction

Elements of Instruction

Evidence of Effectiveness

Other Evidence of Effectiveness

Documented curriculum

School district has a written curriculum that igaéd with State
content expectations.

Corel/intervention curriculum materials

Materials systematically teach and review skilld Aave scientific-
research evidence of effectiveness. (See WorksbeEtwaluating
Explicit Instruction and Systematic Curriculum)

Instruction emphasizes the following big ideas: pdmaic awareness

Reading . ;
phonics, fluency, vocabulary and comprehension.
What Instruction emphasizes the following big ideas:aapiual
Math understanding, computational and procedural fluefacy fluency
and problem solving skills.
Instruction emphasizes the following areas: basiclmnics and
Writing conventions, the content aspects of writing thatvey meaning, and
higher-level cognitive processes involved in plaignand revising.
Oral Expression Instruction emphasizes the usgrifig, semantics and morpholog
Listening Comprehension Instruction emphasizes the understanding of sys&mmantics and
morphology.
Who Teacher Qualifications Tegcher meets NCLB_higth qualifigd standards amltbeen
trained to use the curriculum materials.
When teaching new skills, teacher uses explictturcsional
Instructional techniques/strategies techniques. (See Worksheet for Evaluating Explistruction and
Systematic Curriculum)
Students are provided with the appropriate intgradiinstruction to
: : . . . meet their individual needs. All students receaigee instruction,
Differentiated/tiered instruction some students receive targeted, strategic insbructi few students
receive targeted intensive instruction.
There is documentation that the core and intergargrograms are
How Fidelity of instructional implementation implemented with fidelity. (See Program/Instruatigidelity

Checklist)

Assessments / Use of data

School screens all students three times a yeastsa their
progress. Students receiving strategic intereestare assessed
weekly/monthly with formative assessments (e.ggpess
monitoring tests) and students receiving intengiterventions
(through general or special education) are assegsekly. Schools
regularly use assessment data to evaluate th&indatisnal

programs and modify accordingly.

At least 80% of all of the school

district’s students within a grade are
meeting district or state standards afte
being instructed with the district’s core
instructional program.

At least 80% of students using an
intervention within the school have
showed improved progress.

Observations of interventions during t
evaluation period indicate that they ar
being implemented with fidelity.

V.

A

=

ne

11
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Worksheet for Evaluating Explicit Instruction & Systematic Curriculum

Instructional Characteristic

Essential Question

Clear Instructional Targets

Are the purposes and outcomes of
instruction clearly evident in the lesson
plans?

Clear Purpose For Learning

Does the student understand the purpos
for learning the skills and strategies taug

Clear and Understandable Directions an(
Explanations

Are directions clear, straightforward,
1l unequivocal without vagueness, need for
implication, or ambiguity?

Adequate Modeling

Are the skills and strategies included in
instruction clearly demonstrated for the
student?

Guided Practice and Corrective Feedbad

Do students have sufficient opportunities|
kpractice new skills and strategies with
corrective instruction offered as necessa

Instructionally Embedded Assessments

Are instructionally embedded assessmer
used to monitor student’s mastery of skil
and strategies and to pace student’s
learning?

Summative Assessments

Are summative assessments used to
monitor student’s retention and
reinforcement of skills and strategies

following instruction?

Curriculum Characteristic

Essential Question

Instructional Scope

Does the curriculum include all key
instructional content necessary to achiey,
the goals of instruction?

11%

nt?

ry?
its
S

Instructional Sequence

Is the curriculum sequenced in a logical
order that builds skills from prior skills an

independent mastery?

extends skills in order to move students {o

d

Consistent Instructional Format

Are the instructional strategies consisten
from lesson to lesson?

Addresses Multimodality Instruction

Are a variety of instructional methods us¢
to provide the student with auditory, visu

bd
Al

and hands-on learning activities?
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Classroom Assessments and Progress Monitoring Data

Student data is crucial in order to:
* Make accurate decisions about the effectiveneggméral education instruction and
interventions
* Undertake early identification/intervention withaaemic and behavioral problems
* Prevent unnecessary and excessive identificatigtuolents with disabilities
» Determine individual education programs and delarst evaluate special education
services.

Progress monitoring is a scientifically based pecacthat is used to assess student’s academic
and/or behavior performance and evaluate the eféewtss of instruction. To implement
progress monitoring, the student’s current levélsesformance are determined and goals are
identified for learning that will take place ovene. The student’'s academic performance is
measured on a regular basis (weekly or monthlyedéng on the intervention). Progress
toward meeting the student’s goals is measuredbyparing expected and actual rates of
learning. Based on these measurements, teachaajusted as needed. Thus, the student’s
progression of achievement is monitored and instrmal techniques are adjusted to meet the
individual student’s learning needs.

Essential Questions for Assessment

1. Do the test items align to the pacing of the canietthe grade level curriculum?

2. Is the difficulty of the test items aligned to dasom performance targets?

3. When using measures based on teacher judgmentr(dadcs, leveled readers, ratings)
is the teacher scoring consistent with the scosir@nother independent rater?

The student’s rate of learning should be plottegeravne to determine whether or not it
improves in the direction of targets or benchmavken provided with high-quality
interventions implemented over a significant pewddme (e.g., CBM, progress monitoring).

The frequency of data collection is a critical ddesation when using a rate of learning
difference data. Important considerations are:

» Did the team make the necessary checks on perfaararer time?
* Are the items of comparable difficulty over time?
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Examples of Assessments

The following provides a list of assessments tlegt be utilized in districts; however the list is

NOT complete.

Assessment Type

Examples:

Progress monitoring, Benchmark
screening

DIBELS, AIMSWEB, Yearly Progress Pro,
EdCheckup, STAR, MLPP, SRI, AR, DRA

Criterion-referenced assessments

Brigance

Norm-referenced achievement tests

WRMT-2/NU, Keyhiv&a KTEA-2, PIAT-
2/NU, WJ-3,
WIAT-3, WJ-3/NU, DAB-3, OWLS, GORT-4,
TERA-3, TEMA-3, TOWL-4, TOLD:P-4,
TOLD:I-4, TSW-4, CASL, CELF-4, CTOPP,
WRAML-2

Norm-referenced cognitive tests

WISC-4, WAIS-4, K&, KAIT-2, CTONI-
2, KBIT-2, WASI, DAS -2, WJ-Cognitive,
D-KEFS, TAPS-3

Curriculum assessments aligned with
CE’s and classroom instruction

N

District assessments, Classroom assessmenits

Adaptive/functional behavior scales

Adaptive Beba¥valuation Scale-2,
Adaptive Behavior Inventory, AAMR Adaptive
Behavior Scale-School, Vineland Adaptive
Behavior Scales-2
Connors Behavior Rating Scale, BASC,
Adaptive Behavior Assessment Systefff, 2
edition (ABAS-I1)

AY%4

Achievement assessments - Reading

)

MEAP, NWEA, B&iRI, DIBELS, Running
Records, Select Subtests of the MLPP, DRP
Maze

Achievement assessments — Math

MEAP, NWEA

Achievement assessments - Writing

MEAP, NWEA, WgtCBM
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SECTION 3: Patterns of Strengths and Weaknesses Glance
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Patterns of Strengths and Weaknesses Guidance

In making the decision regarding the process todssl for determining the existence of a SLD,
districts must consider the extent to which it imaglemented a process based on a student’s
response to interventions. If a school distric¢gloot have a process based on Rtl established in
any of its schools, then the district must util&zpattern of strengths and weaknesses in
determining the existence of a SLD.

Models of PSW

The three major research-based models of Patté®isemgths and Weaknesses are the
Aptitude-Achievement Consistency model, Consistebiscrepancy model, and the
Concordance-Discordance model. Each of the mddiébsv four basic principles. The first
principle is that the Full Scale IQ score is nogencritical unless when considering an
eligibility as Cognitively Impaired. The secondrmiple is that children who are classified as
SLD have isolated areas of weaknesses in acad@hicagnitive skills even though most of
their academic and cognitive skills fall within taeerage range. The third principle requires
that, without administering numerous measures, atindeficits in specific academic areas
with specific cognitive deficits. Finally, the fdh principle states that most cognitive abilities
that are not in the area of concern(s) are withénaverage range or above.

All three of the models are rooted in theory tlsateisearch-based and validated. However, the
Aptitude-Achievement Consistency model is the nioshediately useable to practitioners, and
appears to offer the most well-founded and readersgiproach to an accepted theory of the
structure of cognitive abilities. The Aptitude-Aettlement Consistency model was proposed by
Flanagan, Ortiz, and Alfonso (2007). This modddased on the Cattell-Horn-Carroll (CHC)
intelligence theory which is an empirically basealjdated, and measurable construct for the
analysis of learning disabilities. It is able dentify specific and narrow abilities across mahy o
the CHC areas, which can be combined to yield Speptitudes for learning in different areas.
These aptitudes are expected to be consistenthgthrespective academic areas. For example,
finding a consistency between an individual’'s mgttitude and math achievement would be an
indicator for a learning disability if both mathtapde and math achievement were below
average, while other areas of aptitude and achiesemere average or above.

CHC Theory classifies cognitive skills into sevédusters of abilities that demonstrate moderate
to highly significant correlations to academic asl@iment skills. The seven clusters of abilities
are as follows:

» Comprehension-Knowledge: The breadth and deptmaifviedge including verbal
communication and information.

» Fluid Reasoning: The ability to reason and sohabfams that often involve
unfamiliar information or procedures. Fluid reasgrabilities are manifested in the
reorganization, transformation, and extrapolatibmfmrmation.

» Auditory Processing: The ability to discriminateasyze, and synthesize auditory
stimuli. Auditory processing skills are relatedpfoonological awareness.
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* Long-Term Retrieval: The ability to store infornatiefficiently and retrieve it later
through association.

* Short-Term Memory: The ability to hold informationimmediate awareness and
then use it within a few seconds, also relateddd<uwag memory.

* Processing Speed: The speed and efficiency in peirig automatic or very simple
cognitive tasks.

» Visual-Spatial Thinking: Spatial orientation, theilay to analyze and synthesize
visual stimuli, and the ability to hold and manigiel mental images.

The Aptitude-Achievement Consistency model holdsfdtlowing components that relate to
identifying student with PSW:

» This model documents low achievement in a speaia(s), identifies a deficit in a
cognitive ability that is linked by research to stmademic weakness(s), and provides a
method to determine that most cognitive abilitiesaerage or above.

* This model is based on Cattell-Horn-Carroll (CHRtglligence theory. CHC theory has
a vast research base. Data sets from over halfiamadministrations of different
cognitive and neuropsychological tests were usetttermine what the actual specific
human cognitive abilities are. Instead of relyimgapinion or observation, CHC has
developed a factor structure based on fifty yearesearch on a wide variety of
intelligence tests. When using this model, pramtirs are not limited to any one test or
group of tests.

* CHC has particular utility for discriminating beterecases of borderline intellectual
functioning (and mild mental retardation) and SIIHC discriminates between
normally developing English Language Learners (Efiudents and ELL students with
SLD.

The operational definition of SLD that was propobgd-lanagan, et al. (2007) incorporates
what is termed CHC Cross-Battery assessment, & goithe selection and interpretation of both
intelligence and achievement tests. The operatidefahition of SLD includes the following
components: document specific academic skill omkadge deficits; identify alternative
explanation for learning difficulties; document sibie cognitive deficits; identify alternative
explanation for cognitive difficulties; documenathdentified academic deficits are empirically
or logically related to cognitive deficits; establithe degree to which identified deficits integfer
with functioning; identify other limitations in aas of social skills, motor abilities, vision and
hearing abilities; and, determine eligibility f8LD classification.

As noted above, Cross Battery Assessment (XBA)gside to the selection and interpretation of
intelligence and achievement tests using the CHGrth XBA was first introduced by
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Flanagan, McGrew, Ortiz and colleagues in late $990provides a way to make systematic,
valid, up-to date interpretations of intelligence®lachievement batteries. XBA systematically
looks at a wide range of broad and narrow cognpnaeesses including language-based
processes (Gc)lnterpretation of strengths and weaknesses ieatltister (not subtest) level,
yielding better reliability. An example chart 08A using the KABC-II, supplemented with the
KTEA-II and WJ-11l COG is provided in the appendiRlso, provided in the appendix, is a table
of CHC abilities measured by seven different ingelhce tests, as well as the definitions of the
broad and narrow abilities that are measured byests. Further information and the process of
XBA can be found irEssentials of Cross Battery AssessniElanagan, Ortiz, & Alfonso,

2007).

Critical Cognitive Factors Related to Academic Achevement

CHC theory has determined that there are sevatalaticognitive factors(broad abilities)
related to reading achievementThese include:

* Auditory Processing (Ga), including Phonetic CodiRE)

» Comprehension-Knowledge (Gc), including Lexical Mimedge (VL) and General
Information (KO)

* Long-Term Storage and Retrieval (Glr), includings@siative Memory (MA) and
Naming Facility (NA) or Rapid Automatic Naming (RAN

* Processing Speed (Gs)
* Short-Term Memory (Gsm), including Working Memoi\(V).

The Working Memory Clinical Cluster and Phonemicakeness Cluster have proven more
powerful in predicting reading achievement tharrthespective broad abilities.

CHC theory has also determined that there are gkesstical cognitive abilities for math
calculation and reasoning These include:

* Fluid Reasoning (Gf), including Induction (I) an@izral Sequential Reasoning (RG)
» Comprehension-Knowledge (Gc)

* Long-Term Storage and Retrieval (Glr), includingmiag Facility (NA) and Association
Memory (MA)

* Processing Speed (Gs)
* Short-Term Memory (Gsm) and Working Memory (WM)
Written expression is a complex academic procestsitolves many cognitive and

neuropsychological factors. Limited informatiomaeding cognitive processes and assessment
are identified below. More information can be fduhrough the research of Regina G.
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Richards, Margaret J. Kay, EdD, Virginia Berningand the Encyclopedia of Language and
Literacy Development.

Written Expression disorders are often times refito as dysgraphia, which is divided into
three subtypes:

Dyslexic Dysgraphia — spontaneously written texgasrly legible and spelling is
severely abnormal. Copying of written text is rielalty preserved, however, and fine-
motor speed is generally normal

Motor Dysgraphia — associated with poorly legilgerstaneously written text, preserved
spelling, and poorly legible copying of written tekine motor speed in such cases is
also generally abnormal

Spatial Dysgraphia — associated with poorly leggdentaneously written text, preserved
spelling, poorly legible copying of written texfpdnormal fine-motor speed

Critical cognitive abilities for written expressioninclude:

Fine motor skills

Visual motor integration (which involves being abdecoordinate the hand and eyes)
Perceptual discrimination and/or recognition ofps® letters and/or numbers
General auditory or language processing

Sequencing and organizing of detailed information

Assessment instruments, which may be useful inndisigg written language disorders include:

Processing Speed Index scores from the WISC-III
Developmental Test of Visual-Motor Integration
Bender-Gestalt

Jordan Left-Right Reversal Test

Trails tests from the Halstead-Reitan Neuropsydjiol battery

In addition, a variety of written language achieestmeasures include:

Test of Written Language

Woodcock-Johnson Psycho-Educational Battery (Rdyistandard and supplemental
achievement tests

Diagnostic Achievement Battery-Second Edition.
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Determining a Strength and Weakness

When determining strengths and weaknesses otheateperformance related to intellectual
development, the cut-off points are determinecedsitly.

* When determiningerformance relative to age most districts use report cards and/or
classroom observations. Grades of As and Bs oetsnar exceeds grade level
expectations’ are determined to be strengths, vibsland Fs (Es) or ‘below grade level
expectations’ to be weaknesses. Many school psgglsté also use structured
observations to determine students’ rates of oktakavior compared to same-sex
peers.

» Forachievement relative to state standardghe use state grade-level achievement test
(MEAP) scores are acceptable. Levels 1 and 2teergths and Levels 3 and 4 are
weaknesses.

» Forperformance relative to state grade level standardshe use of standards-based
report cards or portfolio assessments of spedificdards-based skills taught in general
education classes are acceptable. Teams maysdsovariety of sources, including
progress monitoring, teacher tests, standardizadesgic/cognitive/language tests,
portfolios, and work samples to determine studesug’ent skill levels.

» For determiningachievement relative to ageteams must use more technically adequate
measures than report cards, observations, and guevement test scores. Teams
usually use individually administered standardite=sis with adequate technical
properties. These tests require a greater degrasoeiledge to administer and interpret.
In addition to meeting the requirements set fahmtest publishers’ guidelines, qualified
assessors must also be familiar with measuremsumsdisted below.

Teams also need to able to distinguish betweenatorenand relative strengths and weaknesses
with regard to standard scores. A normative wesdkiga standard score below tHe 9
percentile, or below the recommended educationrgiésrs. A relative weakness is a weakness
in achievement or cognitive ability compared tdhei the average of the same students other
achievement or cognitive scores, or compared tthengpecific achievement or cognitive score.

Other suggested guidelines for determining strengtid weaknesses are found in the chart
below.
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SUGGESTED GUIDELINES FOR DETERMINING
STRENGTHS & WEAKNESSES

Assessment Type Strength Weakness

Progress Monitoring Meeting/exceeding aimline Falling below aimline &trleast 4 consecutive

weeks on most recent tests
At ‘at-risk’ level or below 10%ile if using local

CBM (Benchmark) Screening At ‘benchmark’ level or above grade

level median score if using local norms

norms
Criterion-Referenced Percentile rank 25 (SS=90) Percentile ramgk9 (SS=80)
MEAP Level 1 or Level 2 Level 3 or Level 4
Norm Referenced Tests Percentile rank 25 (SS=90) Percentile ramk9 (SS=80)
(Achievement or 1Q)
Curriculum Assessments Scores> 80% Scores 70%
Grades A/B or ‘meets / exceeds’ expectations

D/E or ‘dnesmeet’ expectations

Teacher Report Based upon professional judgment of

teacher in comparing student to other
students in the classroom
Student demonstrated average
understanding of academic content in
comparison to other students in the
classroom
Student demonstrates typical functional
skills in comparison to other students the
same age or in the same grade. Percenti
rank on scale 30.

Based upon professional judgment of
teacher in comparing student to other
students in the classroom
Student demonstrates that s/he does not
understand the academic content

Observations — Academic

Observations/Interviews/Scales

Most of the student’s functional skills appear to
—Functional

be well below average in comparison to othe
e students the same age or in the same grade.
Percentile rank on scate9.

=

38



SECTION 4: Team Guidance on Data Collection/ RevieSIDR)
Form
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Team Guidance: Data Collection on Student Intervenbn and Data Review
(SIDR) Form

The Student Intervention and Data Review Form weated by the Michigan Association of
Administrators of Special Education (MAASE) SLD Wdgroup to assist district intervention
teams in developing appropriate intervention stjigtefor students at-risk. The Washtenaw
County SLD Work Group determined that the SIDR Fdisauments the relevant factors
affecting a student’s educational performance tiwee and contains required criteria for SLD
eligibility determination. It is recommended thia¢ SIDR form be used by MET teams. It
could also be used by district intervention teamsr o a special education referral.

The SIDR form can be utilized in conjunction wittetReview for Existing Data (REED) and
development of the evaluation. The IEP team mesbalectively review the SIDR in the
REED process, adding parent/ guardian input aratnmdtion that may be provided during the
REED process. The IEP team members record/ agtasting data on/ to the REED.
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Purpose

The Student Intervention and Data Review Form (SIRRs created to assist district
intervention teams in developing appropriate indation strategies for at-risk students.

When a student is first identified as being at-egker behaviorally or academically, it is not
unusual for an intervention team (e.g. child stteym, student assistance team, ICT team,
student achievement team) to conduct a recordweasepart of its problem solving /intervention
process. With increased use of response to inteoremodels, it is becoming ever more
apparent that this single snapshot is an inadedoakéor ongoing planning. Students may
require a series of increasingly intense intervargtibefore they are successful. Other students
may respond to interventions at one point in thareer but reemerge as at-risk at a subsequent
time. A smaller number of students may not respaehuately to general education
interventions and ultimately present with a suspeclisability. In the case of a suspected
disability, a district must have data either ptmror as part of the referral/evaluation process
that any underachievement in reading or math thgltntbe used as a basis for eligibility is not
primarily the result of lack of appropriate instiion. Ongoing documentation of appropriate
instruction is extremely useful in this context &ese it eliminates the need to reconstruct a
student’s educational history.

The Student Data and Review Form (SIDR) is a Mafio®ffice based electronic file (Word,
Excel) that documents relevant factors affectirggdtirisk student’s educational performance
over time. Because it is an ongoing data revieslinhinates episodic record reviews that soon
become artifacts in the student’s CA60. The Stu@sth and Review Form is also a helpful tool
when a student is referred for a special educai@tuation because of a suspected disability
and the district must conduct a review of existwgluation data (REED) as a prelude to
evaluation planning for the student.

The Student Data and Review Form uses links to:
» Assist in general navigation through the document
» Display a ScreenTip box when the cursor hovers avek
» Connect to information contained in this manual
» Connect to information on the web, e.g. MAASE LIkwand other external sites.

| Meeting Log [back to Meeting Log form] |

The first section of the form is a log of interviemntteam meetings. Each meeting will occupy a
row in this section. At the beginning of the megtdate, grade, school, district, area(s) of
concern and participants are filled in columns ané two. The participants review student
performance data that has been prepared and eatatieethe form either prior to and during this
meeting. At the conclusion of the meeting theipignants are to identify “Next Steps”. Next
Steps could include (and may be copied and pastedlielow to the form as appropriate):
*Continue with current intervention plan

*Modify current intervention plan (describe)

*Implement new intervention plan (describe)

*Intervention plan no longer needed

*More information needed (describe)

*Disability suspected, referral for Section 504special education evaluation (describe)
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The cells in the log are expandable and new calisbe added over time.

| Area(s) of Concern - [back to Area(s) of Concern Form] ‘

Once an area of concern has been identified amd dd¢scribe details for that area of concern
and describe the student’s current performancévelto grade-level peers.

Example:

Writing- 4" graders are able to use the writing process teldp\clear and focused narrative and
informational text of ten or more sentences. Jlssgs prewriting activities but when writing
rarely uses grade appropriate purpose, organizatetails, voice/tone, grammar, usage, or
mechanics.

| Attendance, Discipline by Year [back to form] |

Total number of...

When behavior is checked as an area of concern {(gogial/emotional”, “behavior/sensory”)
the team will review the student’s attendance a@adglinary record year by year from entry
into school through the date of the interventiantemeeting in the current school year.

“Office referral” is anytime a student was sent to the office féraveoral concerns within a
given school year. There may be more than ong éntia single behavior if the office referral
is followed by an ISS or OSS.

* |ISS- In School Suspension

e OSS- Out of School Suspension

Describe the behaviors-
Describe the behavior(s) leading to OR, ISS and,@%88iding the type and frequency of given
violations of the discipline code.

Describe instructional supports provided during perod of behavioral concern-
*Positive behavior supports — attach FBA/BIP asliapple
*Instruction provided during ISS and OSS

| Achievement [back to achievement section of form]

Examples include (and are not limited to):

Benchmark/CBM Screening

 DIBELS

« AIMSWEB
« DRA

« STAR

* Jerry Johns

Progress Monitoring—
 DIBELS
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« AIMSWEB
* Yearly Progress Pro
* EdCheckup

Criterion Referenced tests
» Brigance

Norm referenced tests -such as (and not limited to):
Reading
« Gray Oral Reading Test "4dition
« Test of Early Reading Ability —8edition
« Woodcock Johnson Reading " &dition/Normative Update
 Woodcock Reading Mastery Test — Revised/Normatigddte
Language
« Clinical Evaluation of Language Fundamentals"-edition
» Comprehensive Assessment of Spoken Language
» Oral and Written Language Scales
« Test of Written Language “"4&dition
« Test of Written Spelling —"4edition
Math
« Key Math 3" edition
« Test of Early Mathematics Ability "%Bedition
Achievement
« Diagnostic Assessment Battery " &dition
« Kaufman Test of Educational Achievemefit &dition
» Peabody Individual Achievement Test — Revised/NadinedUpdate
+ Test of Learning Development — Intermediaf gdiition
« Test of Learning Development — Primary}, edition
« Wechsler Individual Achievement Test ™ &dition

Curriculum Assessments aligned with GLCEs and classom instruction
» Classroom assessments

State/District Assessments, e.g.,

« MEAP

« MEAP-Access
« MME

» NEAP

\ Additional Data [back to Additional Data form]

Cognitive Assessments

« WISC-4
« WAIS4
« KABC-2
* KAIT

e CTONI-2
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Adaptive/Functional Behavior Scales
» Adaptive Behavior Evaluation Scale-2
» Adaptive Behavior Inventory
«  AAMR Adaptive Behavior Scale - School
* Vineland Adaptive Behavior Scales - 2

Grades
» Letter grades
» Descriptive, e.g., Meets/Exceeds Expectations, Nm¢dMeet Expectations

Teacher Report
* Narrative based on professional judgment of thehteacomparing student to
others in the classroom
Observation in area of concern-
» Documented observation of the area of concern dgrsmmeone from the team.
* See, e.g., Classroom Observation Checilistk to Observation form]

| Other factors that may affect performance [back to Other Factors form] |
In this section the intervention team participanrts looking at possible non-instructional barriers
to performance. Here the team should check anyi®@te they have sufficient data to rule the
factor in or out as a “contributor” to the academidehavioral area of concern. The relevant
data should be entered in the text box along vghinformation source and the date the
information was obtained.

Examples of information to consider:

Vision- vision screening, nurse/records

Hearing- hearing screening, nurse/records

Motor - teacher, PE observation, physicals

Cognitive- child’s rate of learning in other skills, listeigi comprehension, adaptive skills
Emotional- office referral rates, teacher/parent input whetthild presents with dysfunctional
behavior(s) in the educational setting with respedteing fearful, isolated, anxious, depressed,
or angry

Cultural - individual performance in comparison to disaggted performance data for the
child’s cultural/ethnic group

Environmental, Economic Disadvantageindividual performance data in comparison to
disaggregated performance data for students qirgifgr free and reduced lunch

LEP- English language proficiency test, received Elefvices, targeted interventions in
additional to ELA services, ELA and other servipesvided for a sufficient length of time so
growth can be measured.

| Observation [back to Observation form] ‘

The child is observed in the child’s learning ensiment documenting the child’s academic
performance and behavior in the areas of diffichitya member of the team. Log the

44



intervention team’s observation results in the SIB@Ror use the following observation
checklists:

* Pre-K/ Kindergarten

e Gradesl1-4

» Grades5-8

e Grades9-12
The checklists provide useful data by examininglaoac and behavioral areas in which a
student is experiencing difficulties, including saateration of factors such as setting,
accommodations (skills related to information inpnd output) and methodology of instruction.
To obtain a more complete and accurate pictureettudent’s performance, it is recommended
that the student be observed more than once, grusdible in different setting sand different
times of the day. Because no checklist can bmdllisive, the forms provide a space for the
observer to make notes regarding other behavimhyding strengths and weaknesses that may
impact student learning and achievement.

| Appropriate Instruction - [back to Appropriate Instruction form] |

In this section, the intervention team will examin® key factors to the student’s progress in
school- the student’s availability for instructiand the quality of instruction provided. With
regard to availability for instruction, the teamlveixamine whether there has been excessive
instructional time lost due to absenteeism, digtipy sanctions, tardiness and/or frequent
school transfers. With regard to quality of instran, there are number of research-based
factors associated with student proficiency. Heaistion identifies these factors. Although there
is no single formula for determining appropriatstiaction, the intervention team is asked to
document existing data supporting these factors@nubke an informed, professional judgment
as to whether any of the factors deserve furthesideration when developing intervention
plans for the student.

For the purpose of identifying supporting data, itttervention team should refer to the
following definitions:
* Explicit- modeling, guided practice, practice to automatjgittegration
» Systematic sequential, hierarchical, cumulative review. Feading, a “systematic”
including daily instruction in all reading compon&n
» Active- student engagement/high levels of academic legrmine.

| Rate of Progress [back to Rate of Progress form]

Use the graph and the intervention text box(esg@tord the following information:

» Baseline and progress data

* What differentiated, supplemental and/or targetetruction or intervention was
provided

* Interventionist(s)

» Size of the intervention group (i.e., group sizéndlividual)

* Frequency / duration of the intervention (i.e. #af/s/week, mins/day)
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| Worksheet for Charting Strengths and Weaknessesiback to Worksheet] \

This worksheet serves two intervention planning:fioms. In a tiered intervention process
intervention teams may be initially interesteddentifying areas of strength and weaknesses
particularly for students who have not respondezhadtely to differentiated instruction in the
general education classroom. The utility of idigmmg strengths and weaknesses at this stage is
two-fold. First, strengths can sometimes be usdeverage intervention strategies in areas of
weakness. Second, supplemeiriatruction by its very nature comes at the expearisore
instructional time in another skill area. Genssailhtervention teams will “borrow” this
supplementatime from areas of stronger academic performance.

A second function for charting patterns of stresgihd weaknesses becomes evident when the
student continues inadequate progress to benchrdeskste increasingly intense general
education interventions, and the intervention tsaspects a learning disability. (Note:
inadequate response to intervention does not alegyate to a suspected disability)

There are a number of different models that distrian use to “operationalize” the charting of
Patterns of Strengths and Weaknesses. The SIDRd?8W¢ based on the research model of
Fletcher, Lyon, Fuchs and Barnes (2007), as addpt&digene, Oregon, Kalamazoo RESA and
Washtenaw ISD. It is a PSW model that comparengths and weaknesses among different
academic skill areas. The model presented belfiects certain decision rules as to what
constitutes a pattern, and what is a strength akn&ss on various types of assessment
measures. Your district may choose to adopt tlesssion rules or its own.
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Suggested Guidelines for Determining Strengths and/eaknesses
[back to Strengths and Weaknesses Worksheet]

Assessment Type

Strength

Weaknesses

Benchmark Screening/CBM

At ‘benchmark’ level or
above grade-level median
score if using local norms.

At ‘at-risk’ level or below
10%ile if using local norms.

Progress monitoring

Meeting/exceeding aimlir

ne
4 consecutive weeks on mos|
recent tests.

Rglbelow aimline for at leas

—

D

Criterion-referenced
assessment

Percentile Rank 30

Percentile Rank 9

MEAP

Level 1 or 2

Level 3 or4

Norm-referenced tests
(Achievement, 1Q)

Percentile rank> 30

Percentile rank 9

Curriculum assessments

Scores80%

Scores< 70%

Grades

A/ B or ‘meets/exceeds
expectations

D / E or ‘does not meet’
expectations

Teacher report

Based upon profession
judgment of teacher in
comparing student to othe
in classroom.

al Based upon professional
judgment of teacher in
's comparing student to others ir

classroom.

N

Observations- Academic

Student demonstrate
average understanding o
academic content in
comparison to other
students in classroom.

5 Student demonstrates that s/H
f does not understand the
academic content.

e

Observations/Interview/Scale
Functional

Student demonstrates
typical functional skills in
comparison to other
students the same age or
the same grade. Percentil

S_

rank on scale 30.

Most of the student’s functiona

skills appear to be well below

average in comparison to othe

in students the same age or in th

e same grade. Percentile rank 0
scale< 9.

=
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Student Intervention
And Data Review

Click for new form or update to 11-20-09

Student

DOB:

Date

Meeting Log: Date, Grade,
School, District and Concern[help]

Team Participants (name, title)

Next Steps to Address Concern

Area(s) of Concern:(Enter date a concern isfirst discussed)) [help]

Basic Reading Math Calculation Behavior

Reading Fluency Math Problem Solving Sensory
Adaptive

Reading Comprehension Hearing Functioning

Writing Vision Health / Medical

Communication/Language Social / Emotional Motor Functioning

Student strengths and interests:

Attendance, Discipline by Year [help

Total number of:

Briefly describe or attach documenation: [help

Tard

School Year Absent|

y Referrals

Office oS

@E

Behavior

Type of instructional support, if an

Achievement[help]

Criteria : Data documenting achievement relative to age/stpproved grade-level standards.

Assessment Type

List date and existing data

Idenyifdate and additional data needs

Benchmark (CBM) screeninghelp

Progress Monitoring (daily, weekly
or bi-weekly intervals) [help

Criterion referenced assessments
[help]

Norm-referenced achievement test
[help]

Curriculum assessments aligned wi
GLCEs and classroom instruction
[help]

State/District Tests (name) Year

Reading

Writing

Math

Science Social St.
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Student Intervention  Student

Date

And Data Review DOB:

Rate of Progress

Attach charts/graphs comparing student progressitaong data to the student’s goal line, e.g., BIBS, AIMSWeb,
EDCheckup, Yearly Progress Pro, behavior plan dhgttetc. Or enter data into chart provided here.

Additional Data - on academic achievement, functional performamzkintellectual developmenihelp

Assessment Type

List existing data and date

| dentify additional data needs and date

Cognitive assessment

Adaptive/functional behavior scales

Grades

Teacher report (recommendations and
observations)

Parent input

Observation in area of concern,
including behavior

Other Factors That May Affect Performance: (Check each area with sufficient data) [help

Criteria: Data on other factors that may affect performancamgpropriate age/grade-level standards or aesviti

Vision Cognitive Environmental, Economic Disadvantage
Hearing Social/Emotional English As Second Language

Health Cultural Autism Spectrum Disorder

Motor Functioning

List date & existing information for any checked area(s)

List date & data needed for any unchecked area(s)

Observation for Academic Performance and Behaviomm the Area(s) of Difficulty [help]

Criteria: Data documenting that the student was observdtkitearning environment (including general educesietting)
to document academic performance and behavioeimtba(s) of difficulty

Check skill area(s) of difficulty. Any checked skill area(s) should be observed.

Oral Expression

Reading Fluency Skills

Listening Comprehension

Reading Comprehension

Written Expression

Math Calculation

Basic Reading Skills

Math Problem Solving

For any area(s) of concern document academic and behavioral data from any observation by using the provided
Classroom Observation Checklists - OR - the Log below.

Date Observer (Name/title) Academic Area

Academic/Behavioral Results
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Student Intervention  Student Date
And Data Review DOB:

Appropriate Instruction [help]

Criteria: Data demonstrating appropriate instruction.
Note: Consider the following only with respect to appiiape instruction in the area(s) of concern.

If data is not available, what will be

Factors to be considered in List existing data supporting d d .
the analysis of appropriate explicit, systematic and active done to. ocument.appropnate_
instruction in each area of instructioﬁ in each area of concern instruction® Describe appropriate
. instruction during intervention period o
academic concern checked below

other.

Essential Components of Reading Instruction
Phonemic Awareness- Describe:
ability to notice, think
about, and work with
individual sounds in a
spoken word

Phonics an Describe:
understanding of the
relationship between
letters or written languag
and the individual sounds
of spoken language
Vocabulary- the words Describe:
we must know to
communicate effectively
Fluency- the ability to Describe:
read text accurately and
quickly with proper
expression
Comprehension Describe:
understanding the
meaning of what is read.

What

Concepts and Reasoning Describe:
Automatic Recall-# facts
Computation Algorithms
Functional Math

Verbal Problem Solving

Oral Expression Describe:
Written Expression

Listening Comprehensio
Curriculum Alignment List existing alignment data

Evidence that district Describe:
curriculum is aligned to the
CEs

Describe:
Evidence that curriculum
materials are research-based
and aligned to the CEs

List existing data supporting the
appropriate instruction factor
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Who

Highly Qualified Teachers
Are teachers highly qualified?

How

Fidelity of Instructional
Implementation- Evidence tha
80% of students in the student
classrooms meeting
state/district-wide standards
over the grades

Describe:

Differentiated Instruction
changes when formative
assessment suggests student
at-risk: e.g. Universal design
practices, research-based
intervention practices

Describe:

Student attendance at least 85
of instructional days - File
review for absenteeism, schod
enrollment, history, discipline

Describe:

Parent provided data-based
documentation of repeated
assessments at reasonable
intervals, reflecting formal
assessment of progress during
instruction.

Describe:
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[cover page]

Parent Notice [help] [back to Rate of Progress section of form]

Criteria: Parent Notice When Student Patrticipates in Scierf@ésearch-based Intervention Process

Required Documentation[help]

List Existing Data

I dentify Additional Data Needs

1) State or district policies given to parents

Date written policies provided: 9/08 Parent given
letter on Rtl

2) Notice that parent can request evaluation

Date written notice provided:

3) Indicate instructional strategies used and d| Describe intervention:

on results collected

4) Attach data or edit graph(s) belojhelp]
To edit a graph: right click / Chart Object

(See next pages for examples of progress datasdhattcan be created or copied and included grémport)
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Worksheet for Charting Patterns of Strengths and Waknesses

f

Academic Academic Classroom performance with respect to Age Basic Psych. Processes
achievement with | achievement grade-level expectations appropriate
respect to grade- | with respect functional/
level Expectations | to age-level Intellectual
expectations skills
Progress | MEAP Norm- Curriculum | Grades| Teacher Classroom Observations| See Manual for description o
monitoring, referenced | assessments report | observationg interviews, PSW models/ cognitive
CBM achievement IQ processes
screening, tests assessment
or criterion
referenced
assessment
Basic S
Reading SNW SNW SNW SNW SNW| SNW SNW (write in process(es) here
Reading
Fluency SNW SNW SNW SNW SNW| SNW SNW
Reading
Comp. SNW SNW SNW SNW SNW| SNW SNW
Listening
Comp. SNW SNW SNW SNW SNW| SNW SNW N
SNW
Oral
Express. SNW SNW SNW SNW SNW| SNW SNW w
(write in process(es) here
Written
Express. SNW SNW SNW SNW SNW| SNW SNW
Math
Calc. SNW SNW SNW SNW SNW| SNW SNW
Math
Prob. SNW SNW SNW SNW SNW| SNW SNW
Solving
S = Strength Area(s) of Strength (at least Xt8cks for each area):

N = Neither Strength or Weakness

W = Weakness

Area(s) of Weak(assleast 4 ‘W’ checks for each area, includinast 1 individually
administered academic achievemeint test
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SUGGESTED GUIDELINES FOR DETERMINING

STRENGTHS & WEAKNESSES

Assessment Type

Strength

Weakness

Progress Monitoring

Meeting/exceeding aimline

weeks on most recent tests

Falling below aimline &treast 4 consecutive

CBM (Benchmark) Screening

At ‘benchmark’ level or above grade
level median score if using local norms

norms

At ‘at-risk’ level or below 10%ile if using local

Criterion-Referenced

Percentile rank 25 (SS =90)

Percentile ragl® (SS = 80)

MEAP

Level 1 or Level 2

Level 3 or Level 4

Norm Referenced Tests
(Achievement or 1Q)

Percentile rank 25 (SS=90)

Percentile rank9 (SS = 80)

Curriculum Assessments

Scores> 80%

Scores 70%

Grades

A/B or ‘meets / exceeds’ expectations

D/E or ‘dnesmeet’ expectations

Teacher Report

Based upon professional judgment of
teacher in comparing student to other
students in the classroom

Based upon professional judgment of
teacher in comparing student to other
students in the classroom

Observations — Academic

Student demonstrated average
understanding of academic content in
comparison to other students in the

classroom

Student demonstrates that s/he does not
understand the academic content

Observations/Interviews/Scaleg
—Functional

Student demonstrates typical functional
skills in comparison to other students the
same age or in the same grade. Percenti

rank on scale 30.

Most of the student’s functional skills appear

e students the same age or in the same grad

be well below average in comparison to other

to

e.

Percentile rank on scate9.
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SECTION 5: Appendices
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Appendix A Information on and Example of Cross
Battery Assessment
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Broad | WPPSI -1l WISC — IV WAIS — 11l SB-5 KABC -1 W J 1l COG WJ Il COG DS
Gf Matrix Picture Concepts| Matrix Reasoning Nonverbal Fluid Pattern ReasoningConcept Number Series
Reasoning (I, | (I, Gc-KO) (I, RG) Reasoning (I, & (I, Gv-Vz) Formation (1) (RQ)

RG) Matrix Reasoning Vz) Story Completion| Analysis Number Matrices
Picture (I, RG) Nonverbal (I, RG, G-KO, Synthesis (RG) | (RQ)
Concepts (I, Arithmetic (RG, Quantitative Gv-Vz)
Gc-A3) Gg-A3) Reasoning (RQ,
Gg-A3)
Verbal Fluid
Reasoning (RG)
Verbal Quantitative
Reasoning (RQ,
Gg-A3)
Gc Information Similarities (LD, | Vocabulary (VL) | Nonverbal Riddles (VL, LD, | Verbal Bilingual Verbal
(KO) VI, Gf-1) Similarities (LD, Knowledge (KO0) Gf-RG) Comprehension | Comprehension
Vocabulary Vocabulary (VL) | VI, Gf-1) Verbal Knowledge | Expressive (VL, LD) (VL, LD)
(VL) Comprehension | Information (KO) | (VL, Gf-I) Vocabulary General
Word (KO, LD) Comprehension (VL) Information
Reasoning Information (KO) | (KO, LD) Verbal (KO)
(VL, Gf-1) Word Reasoning Knowledge (VL,
Comprehension (VL, Gf-I) KO)
(KO, LD)
Similarities
(LD, VI, Gf-1)
Receptive
Vocabulary
(VL, KO)
Picture Naming
(VL, KO)
Ga Incomplete Sound Patterns-
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Sound Blending
(PC:S)
Auditory
Attention
(US/U3)

Voice (US)
Sound Patterns-
Music (US)




Broad | WPPSI -1l WISC — IV WAIS — 11l SB-5 KABC -1 W J 1l COG WJ Il COG DS
Gv Block Design | Block Design Picture Nonverbal Visual- | Block Counting | Spatial Relations | Visual Closure
(SR, \2) (SR, \2) Completion (CF, Spatial Processing (Vz, Gg-A3) (Vz, SR) (CF)

Picture Picture Gc-K0) (Vz, SR) Conceptual Picture Block Rotation
Completion Completion (CF, Block Design Verbal Visual- Thinking (Vz, Recognition (SR, Vz)
(CF, G-K0) Gc-K0) (SR, Vz) Spatial Processing Gf-I) (MV)

Object Picture (Vz, Gc-LS, LD) | Face Recognition
Assembly (CS Arrangement (MV)

SR) (Vz, Gc-KO) Triangles (SR,
Object Assembly Vz)
(CS, SR) Rover (SS, &
RG, G-A3)
Gestalt Closure
(CS)
Gsm Digit Span (MS, | Digit Span (MS, | Nonverbal Workingl Word Order (MS,| Memory for Memory for
WM) WM) Memory (WM, WM) Words (MS) Sentences (MS
. Letter-Number | Letter-Number Gv-Vz) Number Recall | Numbers
Sequencing Sequencing Visual Working (MS) Reversed (WM)
(WM) (WM) Memory (WM, Hand Movements Auditory
MS) (MS, G/-MV) Working
Memory (WM)
Glr Atlantis (MA, L1) | Visual Auditory | Memory for
Rebus (MA) Learning (MA) Names (MA)
Atlantis Delayed | Visual Auditory | Memory for
. . . . (MA, L1) Learning Names Delayed
Rebus Delayed Delayed (MA) (MA)
(MA, L1) Retrieval Fluency
(FI)
Rapid Picture
Naming (NA)
Gs Symbol Search | Symbol Search | Symbol Search Visual Matching | Cross Out (R9)
(P, R9) (P, R9) (P, R9) (P, R9)
Coding (R9) Coding (R9) Digit . . Decision Speed
Cancellation (P, | Symbol/Coding (R4)
R9) (R9) Attention and
Concentration
(AC)
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Broad

WPPSI - 11l

WISC —1lI

WAIS - 11l

SB-5

KABC -l

WJ Il COG

WJ Il COG DS

Gq

Arithmetic (A3,
Gf-RQ)

Source:Narrow ability classifications are based on expertsensus (see Caltabiano & Flanagan, 2004) aodrafion presented in each cognitive

battery. Narrow ability definitions were adaptedni McGrew (1997) and two-factor letter codes (&/g\) are from Carroll (1993).

Flanagan, D.P. & Kaufman A.S. (200&ssential of WISC-IV Assessmétbboken, NJ: John Wiley & Sons, Inc.
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Broad Category Classifications and Definitions fromExpert Consensus
Ga = Auditory Processing — Ability to perceive, armdy and synthesize patterns among auditory stirdi, discriminate subtle nuances in patterns
of sound

Gc = Crystallized Intelligence — Breadth and deptloé’s acquired knowledge of a culture or effectipplication of this knowledge

Gf = Fluid Intelligence — Mental operations used wfesed with a relatively novel task that cannopb&ormed automatically (e.g., drawing
inferences, perceiving relationships among padtguroblem solving)

GlIr = Long-Term Storage and Retrieval — Ability torstenformation in and fluently retrieve new or piaysly acquired information from long-term
memory

Gg = Quantitative Knowledge — Represents one’s sibeequired quantitative declarative and procedkmalwledge
Gs = Ability to fluently and automatically perform gnoitive tasks, especially when under pressure totaia focused attention and concentration
Gsm= Short-Term Memory — Ability to apprehend anddhimiformation in immediate awareness and thentuséhin a few seconds

Gv = Visual Processing — Ability to generate, pereganalyze, synthesize, store, retrieve, maniputatesform, and think with visual patterns and
stimuli

Narrow Ability Codes and Definitions
A3 = Math Achievement — Measured mathematics gbilit

AC = Identified as a possible ability in some saslimay be related to personality characteristich as carefulness or impulsivity, and/or cognitive
abilities in the domain of processing speed

CF = Flexibility of Closure — Ability to find, apphend, and identify a visual figure or pattern edasel in a complex visual array, when knowing in
advance what the pattern is

CS = Closure Speed — Ability to quickly combinecdisnected, vague, or partially obscured visualudtior patterns into a meaningful whole,
without knowing in advance what the pattern is

FA = Associational Fluency — Ability to rapidly pfoce words or phrases associated in meaning (sedgnassociated) with a given word or
concept

FE = Expressional Fluency — Ability to think rapidif and organize words or phrases into meaningturhplex ideas unders highly general or more
specific cueing conditions
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FF = Figural Fluency — Ability to rapidly draw oketch several examples or elaborations when givaaréing visual or descriptive stimulus

FI = Ideational Fluency — Ability to rapidly prodei@ series of ideas, words, or phrases relategpedfic condition or object. Quantity, not quglit
is emphasized

FW = Word Fluency — Ability to rapidly produce warthat have specific phonemic, structural, or astephic characteristics (independent of word
meaning)

| = Inductive Reasoning — Ability to discover thederlying characteristic (e.qg., rule, process,d)ehat governs a problem or set of materials
KO = General (Verbal) Information — Range of gehkrmwledge

K2 = Information about Culture — Range of cultutabwledge (e.g., music, art)

KM = Range of general knowledge about mathematics

L1 = Learning Abilities

LD = Language Development — General developmenheunderstanding of words, sentences, and paifag(aot requiring reading), in spoken
native language

LS = Listening Ability — Ability to listen to andoenprehend oral communications
MA = Associative Memory — Ability to recall one paf a previously learned but unrelated pair afnisewhen the other part is presented

MM = Meaningful Memory — Ability to recall a set @éms where there is a meaningful relation betwesms or the items comprise a meaningful
story or connected disclosure

MS = Memory Span — Ability to attend to and immeelia recall temporally ordered elements in the ecrrorder after a single presentation
MV = Visual Memory — Ability to form and store a m@al representation or image of a visual stimulus then recognize or recall it later

N = Number Facility — Ability to rapidly and acctety manipulate and deal with numbers, from elemsnskills of counting and recognizing
numbers to advanced skills of adding, subtractimgjtiplying, and dividing numbers

NA = Naming Facility — Ability to rapidly produceames for concepts when presented with a pictoriaébal cue
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P = Perceptual Speed — Ability to rapidly searatefod compare known visual symbols or patternsgotes! side by side or separated in a visual
field

PC:A = Phonetic Coding: Analysis — Ability to segméarger units of speech sounds into smaller wfitgpeech sounds
PC:S = Phonetic Coding: Synthesis — Ability to lblemaller units of speech together into largersuoitspeech

Pl = Serial Perceptual Integration — Ability to apipend and identify a pictorial or visual patterimen parts of the pattern are presented rapidly in
serial or successive order

R4 = Semantic Processing Speed
R9 = Rate-of-Test Taking — Ability to perform te#itait are relatively easy or that require very sexgfecisions

RG = General Sequential Reasoning — Ability totstéth stated rules, premises, or conditions, anelrigage in one or more steps to reach a
solution to a novel problem

RQ = Quantitative Reasoning — Ability to inductiyelnd deductively reason with concepts involvinghaenatical relations and properties

SR = Spatial Relations — Ability to rapidly peroeiand manipulate relatively simple visual pattemt maintain orientation with respect to objects
in space

SS = Spatial Scanning — Ability to accurately anctkly survey a spatial field or pattern and idgné path through the visual field or pattern

U3 = Resistance to Auditory Stimulus Distortion bily to discriminate tones, tone patterns, orestusical elements with regard to pitch,
intensity, durations, and rhythm

UM = Memory for Sound Patterns — Ability to retaom a short-term basis, auditory events such asstdanal patterns, and voices

UR = Resistance to Auditory Stimulus Distortion bkilRy to understand speech and language that éas distorted or masked in one or more ways
US = Speech Sound Discrimination — Ability to dewifferences in speech sounds under conditiomistlef distraction or distortion

VL = Lexical Knowledge — Extent of vocabulary tltain be understood in terms of correct word meanings

Vz = Visualization — Ability to mentally manipulatdjects or visual patterns and to “see” how theyl appear under altered conditions
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WM = Working Memory — Ability to temporarily stor@nd perform a set of cognitive operations on inftion that requires divided attention and
the management of the limited capacity of shortteremory

Source:Narrow ability classifications are based on expertsensus (see Caltabiano & Flanagan, 2004) aodrafion presented in each cognitive
battery. Narrow ability definitions were adaptedni McGrew (1997) and two-factor letter codes (&/g\) are from Carroll (1993).

Flanagan, D.P. & Kaufman A.S. (200&ssential of WISC-IV Assessmétbboken, NJ: John Wiley & Sons, Inc.

Example of Cross Battery Assessment (XBA) using theABC-II

Broad Abilities Related to Reading: Ages 6 to 8
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l GIr

Riddles

Verbal Nonverba Auditory | | Word Recogn.
Knowledae WordDecoding Attention Fluency
Awarenes Fluency
-
Fluency
L Gs Cluster

L Word Order1 Atlantis I
LWM Cluster 1 Rebus I

The boxes above iltalics are from the KTEA-II
The boxes above ioold are from the WJ-IlIl COG
The box above underlinagd the CTOPP

Source: The Chicago School of Professional Psygyoladapted from the videttsing the KABC-I1l in Cross Battery Assessment
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Appendix B Example Profiles of Specific Learning
Disabilities: Patterns of Strengths and

Weaknesses and Educational
Considerations
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Example Profiles of Specific Learning DisabilitiesPatterns of Strengths and Weaknesses and Educat@Considerations

Specific Learning
Disability

Deficit in Achievement
Area

Weakness in CHC
Cognitive Area

Other Indicators
Validating Evidence

Age Considerations

Educational
Considerations

Basic Reading

Definition: A learning
disability in basic
reading is characterized
by difficulties in basic
letter and word
identification skills.

Basic Reading Word
Identification

Short Term Memory
(Gsm),

Auditory Processing,
Rapid Automatic
Naming (RAN),
Verbal Comprehension
(KO)

Slow reading rate.
Weaknesses in sound
discrimination and
memory.

Slow rate of
performance.

Does not read
accurately at grade
benchmarks

6-8: Short term memory
plays moderate
relationship to reading
difficulties.

9-20: As students get
older, verbal
comprehension skills ar
strongly related to basic
reading skills. Short
term memory continues
to be related to basic
memory skills.

17+: Visual spatial
reasoning skills related

to basic reading deficits
with adults.

Direct instruction of
letters and words.
Decoding skills

Train automatic
recognition of common
high frequency words.

11

Strategies to improve
immediate recall of
words and images.

Reading Fluency

Definition:

Reading fluency is the
ability to read accurately
and quickly. In the
context of specific
learning disability
identification, this
achievement area refers
to subtypes commonly
referred to as
Phonological Core
Deficit.

Reading Fluency

Reading Rate
Reading Accuracy

Long Term Memory
(GIr), Short Term
Memory (Gr),
Auditory Processing
(Ga),

Processing Speed (P)

Is not related to General
Intelligence or Verbal
Comprehension.

Difficulty with decoding
skills.
Slow reading rate.

May be associated with
disability in Math
Calculation, fact fluency
subtype.

6-8: Period of rapid
acquisition of reading
fluency skills. Moderate
relationship to skills
long term memory, shor
term memory, and
auditory processing.
Most students respond t
explicit direct
instruction.

9-12: Strong correlation
with Verbal
Comprehension.
Moderate relationship tdg
short term memory.
13+: Increasing
relationship to verbal
comprehension.

Direct instruction in
learning to read
accurately and quickly
with expression develop
t letter-sound fluency,
irregular word fluency,
oral reading fluency
agorovide repeated oral
reading practice
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Specific Learning
Disability

Deficit in Achievement
Area

Weakness in CHC
Cognitive Area

Other Indicators
Validating Evidence

Age Considerations

Educational
Considerations

Reading
Comprehension

Definition: A learning
disability in reading
comprehension is
characterized by
limitations in the ability
to understand the
meaning of words and
passages.

Reading comprehensior

May be oral reading
and/or silent reading
activities, as appropriate
to age, grade, or state
standard benchmarks.

1 Verbal Comprehension
(Ko)l
Long Term Memory
(GIr), Processing Speed
(P), Fluid Reasoning
(Gf)

Slow reading rate.
Errors in accuracy of
reading complex
material.

Difficulty retaining
information and dealing
with length of text.

May be associated with
Basic Reading Deficits.

6-8: Moderate
relationship to auditory
skills at young age.
Memory factors
moderately correlated
with reading deficits.
9-12: Strong correlation
with verbal
comprehension. Short
term memory continues
to be moderately relateqg
to reading
comprehension.
13+: Relationship to
verbal comprehension
increases through
adolescence.

With young children,
multiple exposures to
words, language, and
print material.

Across age levels:
Guided reading.
Activation of prior
knowledge.
Pre-teaching of
vocabulary and
concepts.

Reading strategy
lessons.

Math Calculation
(General)

Definition: A learning
disability in math
calculation generally
refers to deficits in the
ability to count and to
perform basic
mathematical
operations.

Math calculation skills
for basic operations of
addition, subtraction,
multiplication, and
division

Fluid Reasoning (6,
Long Term
Memory(Qr),
Processing Speed (P),
Auditory Short Term
Memory

Counting errors.
Counting strategies are
those of
developmentally
younger child.

Difficulty with basic
number and operations
content standards.
Difficulty with visual
reasoning tasks.
Student does not recall
math facts.

6-8: Moderate

Activities to improve

relationship to short termmemory of numbers,

memory and long term
memory skills.

9-12: Verbal
comprehension skills
become more strongly
related to math
calculation than at
younger age. Moderate
relationship of
processing speed, fluid
reasoning, and short
term memory to
calculation ability.

13+: Short term memory
is less important. Verba
comprehension has
moderate correlation.
17+: Short term memory

ordering, and
procedures.
Speeded recall trials.
Counting strategies.
Manipulative learning
tools.

Applications of
calculations to real
world situations.

Even with calculators,
use instructional
supports for reasoning
and application of rules.
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Specific Learning
Disability

Deficit in Achievement
Area

Weakness in CHC
Cognitive Area

Other Indicators
Validating Evidence

Age Considerations

Educational
Considerations

Math Calculation
(Math Fluency
Subtype)

Definition: Math
Fluency Subtype of
Math Calculation
Disability is
characterized by
difficulties retrieving
math facts and, when
retrieved, there is a high
error rate.

This subtype is often
also referred to as the
“Semantic Memory

Math Calculation

Poor math fact fluency
as measured by rate and
accuracy of
performance with math
facts.

Long Term Retrieval
(GIr), Auditory
Processing (&), Short
Term Memory (Gm),
Processing Speed (P)

Student is inaccurate
with basic math
operations.

Student is slow with
completion of math
calculation problems.

Student does not
accurately recall math
facts.

May be associated with
Basic Reading Deficits.

This subtype of Math
Calculation disability
does not improve with
age.

Use of calculators.
Training on
compensatory
strategies.

Subtype”.
Math Reasoning Math Reasoning Fluid Reasoning (6, Difficulty with 6-8: Moderate Direct instruction of
(General) Long Term Retrieval inferential reasoning. relationship to short termmath facts.

Definition: Students
with Learning disability
in applied math skills
have difficulty solving
math problems that
involve using math
computation to solve
real world problems.

(GIr), Verbal
Comprehension (K0)

Difficulty retrieving
math facts.
Difficulties with verbal
reasoning.

May be associated with
math calculation
deficits.

memory and long term
memory.

9-12: Increasing
relationship of fluid
reasoning, verbal
comprehension, and
short term memory to
math reasoning.

13+: Strong relationship
of fluid reasoning to
math reasoning.
Declining role of short

Activities that
emphasize inferential
reasoning.

Instruction that provides
experience with
concepts of properties
and relationships that
apply to mathematical
solutions.

term memory.
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Specific Learning
Disability

Deficit in Achievement
Area

Weakness in CHC
Cognitive Area

Other Indicators
Validating Evidence

Age Considerations

Educational
Considerations

Math Reasoning
(Procedural Math
Disability Subtype)

Definition: This math
disability subtype is
characterized by the
student’s relatively
frequent use of
developmentally
immature procedures
with frequent errors in
the execution of
procedures.

Math Reasoning
Features:

(1) The ability to follow
sequential directions when
applied to abstract and
math concepts; (2) The
ability generalize and apply
understood classifications;
(3) to order, organize, and
sequence quantitative
ideas; (4) to have a
command of spatial
orientation and
organization; (5) to
understand and employ
estimation; (6) to visually
cluster objects; (7) to
recognize and extend
patterns; (8) to visualize
quantitative ideas; (9) to
think deductively; and (10)
to think inductively- easily
seeing patterns in
situations, and
interrelationships between
procedures and concepts.

Executive Functioning,
Verbal Comprehension
(K0), Fluid Reasoning
(Gh),

Long Term Memory
(Gsm)

Counting errors.
Student applies
strategies that are
developmentally
immature for counting
and math solution.

Difficulties sequencing
steps in complex
procedures.

Frequent errors in the
execution of math
procedures.

Poor understanding of
concepts underlying
procedure use.

6-8: Most apparent with
young children, as
observed in the
strategies they
spontaneously employ t
count and order
operations.

9-12: With most
students, there is
improvement with age
and grade. Persistence
deficits with age with
relationship to verbal
comprehension and fluig
reasoning.

13+: Improvements with
age and grade.
Difficulties may persist
with complex higher
order math courses.

At young ages, direct
instruction on basic
computation numbers,
operations, and
prelationships. Rehearsa
of math procedures and
steps.
Instruction of math
concepts that
demonstrates essential
oEomponents to patterns
and relationships in mat
problems.
| Compensatory
strategies adhering to
sequential directions.

>
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Specific Learning
Disability

Deficit in Achievement
Area

Weakness in CHC
Cognitive Area

Other indicators
Validating Evidence

Age Considerations

Educational
Considerations

Nonverbal Learning
Disorder

Definition: The disorder
is characterized by
impaired abilities to
organize the visual-
spatial field, adapt to
new or novel situations,
and/or accurately read
nonverbal signals and
cues. The student will
have difficulty
"producing” in situationg
where speed and

adaptability are required.

Not one of the 8 IDEA LD
areas. Often is identified as
a math or language
disability, if not as version
of Autism Spectrum

Disorder.

Reading Comprehensio
AND

Math Calculation

AND

Math Concepts

AND

Language Skills,
Pragmatics, Semantics,
and Prosody

NWeaknesses:
Fluid Reasoning (6,
Short Term Memory
(Gsm), Visual- Spatial
Thinking

Strengths:

Verbal Comprehension
(K0), Auditory
Processing (Ga), Basic
Reading

Poor social judgment,
often missing subtle
non-verbal social cues i
communication.
Difficulty with math
calculation, math
reasoning, and reading
comprehension.
Inflexible.

Often associated with
Asperger’s Syndrome
and there are some who
believe NLD is a form of
ASD.

The condition worsens
with age. The student
nbecomes more impaired

in social functioning,
academic performance,
and less adaptive.

Lesson scaffolds that
provide organizational
and semantic structureg
to support student
learning.
Development of
instructional plans with
instructional and
ancillary service
providers that support
language/social cues
and academic learning.
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Specific Learning
Disability

Deficit in Achievement
Area

Weakness in CHC
Cognitive Area

Other Indicators
Validating Evidence

Age Considerations

Educational
Considerations

Written Expression

Definition: The
student’s ability to
communicate in writing
is substantially below
grade expectations. Thi
disability affects both
the physical
reproduction of letters
and words and the

organization of thoughts

and ideas in written
compositions.

The disability area most
likely represents a
constellation of
disabilities that may be
further sub-typed in
future research.

Written expression

Not to be limited to
deficits in spelling.

The deficit is typically

5 characterized by deficit
in the ability to express
ideas in writing.

Long-Term Memaory
(GIr), Auditory
Processing (@),
Processing Speed (P),
Executive functions
May also include
grapho-motor features .

Student has difficulty
retrieving words in
spontaneous writing.

Student has substantial
difficulty with
organizing thoughts for
the production of
writing.

Fine motor coordination
may be implicated for
difficulties in letter
formation.

May be associated with
Basic Reading Disability.

6-8: Observed in
spelling errors and
limited production of
words and sentences of
paper. Ortho-graphic
features to writing.
Memory for words and
memory for sounds in
words.

9-12: As grade level
writing demands
increase, the written
expression deficits
become more apparent.
Organization and long
term memory skills of
increasing relationship
to writing. Memory of
words, writing
structures, and ideas.
13+: Grapho-motor
features less important.
Skills for verbal
comprehension,
organization, reading,
and language of

The most complex
academic skill to teach
and learn.

1 At young ages, explicit
instruction of basic skills
for reading and for the
production of words in
print is fundamental.

All ages, instruction on
language structure and
examples of writing.

Use of graphic
representations to
support memory and to
structure organization.

increasing emphasis.
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Specific Learning
Disability

Deficit in Achievement
Area

Weakness in CHC
Cognitive Area

Other Indicators
Validating Evidence

Age Considerations

Educational
Considerations

Listening
Comprehension

Definition: Learning
disability in listening
comprehension typically
refersto a
developmental disorder
in the understanding of
spoken language that
aversely impacts
academic learning.

Listening
Comprehension

Refers to the ability to
comprehend spoken
language.

Auditory Processing
(Ga),

Verbal Comprehension
(KO), Short Term
Memory (Gsn), Long
Term Memory (&),
Fluid Reasoning (Gf)

Student does not follow
directions.

Student is confused by
auditory directions.

May be associated with
deficits in Basic Reading,
Math Reasoning,
Reading
Comprehension, and
Oral Expression.

In young children,
listening comprehension
may impact acquisition
of skills for learning
sounds in words and
language components
foundational to reading.

Typically addressed
through the services of
the Speech and
Language Pathologist.

Direct training on sound
and meaning of words in
isolation and in context
of meaningful
communication.

Oral Expression

Definition: The student
has difficulty
formulating age
appropriate verbal
responses. The hallmark
feature to a learning
disability in oral
expression is the
adverse impact on
academic performance.

Oral Expression

Refers to the ability to
express ideas so that
they are
understandable.

Verbal Comprehension
(K0), Long Term
Memory (Qr)

Oral expression
interferes with
acquisition of basic
skills.

May be associated with
deficits in Reading
Fluency, Reading
Comprehension, and
Weritten Expression, and
Listening Skills.

Many young children ge
identified for speech ang
language services. As
they reach middle years
and academic skills fail
to develop at
expectation, their
eligibility is changed to
represent the impacted
achievement area.

t Typically addressed

i through the services of
the Speech and
Language Pathologist.
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Appendix C Resources on Response to Intervention &
Patterns of Strengths and Weaknesses
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Best Evidence Encyclopedia
http://www.bestevidence.org/index.htm

Intervention Central
http://www.interventioncentral.org/

National Association of School Psychologist
www.nhasponline.org/

National Center on Student Progress Monitoring
http://www.studentprogress.org/default.asp

National Research Center on Learning Disabilities
http://www.nrcld.org/topics/rti.html

Michigan Association of Administrators of Speciau€ation
www.maase.org/

Michigan Department of Education
www.michigan.gov/mde

PBIS: Positive Behaviors Interventions and Supports
http://www.pbis.org/main.htm

RTI Action Network
http://www.rtinetwork.org/

US Department of Education
http://www.ed.gov/index.jhtml

Wayne RESA
www.resa.net/

What Works Clearing House
http://ies.ed.gov/ncee/wwc/
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INSTRUCTIONAL INTERVENTION DOCUMENTATION SHEET

STUDENT: TEACHER: DATE:
STUDENT ID: SCHOOL: REFERRAL DATE:
GRADE: INTERVENTION START INTERVENTION REVIEW

DATE:

DATE:

What is the presenting concern? (State in spesiftcmeasurable terms)

What data supports the existence of the problera3gle data)

What is the goal? (To be stated in specific andsuedle terms)

Describe the intervention to be attempted.

List specific objectives of this
intervention.

Describe the activities for each
objective involved.

List the specific measure of
progress.

CONDUCTED BY:

NAME:

POSITION:
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INSTRUCTIONAL INTERVENTION PLAN

STUDENT NAME:

TIMESPAN:

BEGIN DATE:

END DATE:

SCHEDULE FOR DELIVERY OF INTERVENTION:

Number of contacts:

Length of contacts:

Interval between sessions (e.g., Daily, Number @y<)

Resources/Materials/Approach:

Number of students in intervention groups:

How will the implementation of the intervention tmnitored?

Progress Monitoring Checks to be Completed:

Frequency of Progress Monitoring:

Evaluation of success of intervention. Attach ddtarts from intervention.

(Select from below).

Planned intervention was
successful in meeting child’s
needs.

This intervention will be
continued in the current setting.

Date:

Planned intervention was not
successful in meeting the child’s
needs.

Another intervention will be
conducted to attempt to meet
child’s needs.

Date:

Planned intervention was not
successful in meeting the child’s
needs.

Referral for evaluation for specig
education is considered due to:

Date:

1

Signatures:

(Form adapted from Rtl Field Guid&¥ayne RESA, 2007)
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Screening Tool

for Well-Described Responsiveness-to-
Intervention Models
and Comparison Models

by Daryl F. Mellard and Melinda A. McKnight
Winter 2007
Descriptive I nformation

1. Contact Information

Name of School, District, or Agency:

Name of Contact:

Title/Position:

Mailing Address:

Phone: Fax:

E-mail:

2. When (year) was the current SLD identificatiood®l initiated?

w

. When (year) was the current SLD identificatiood®l fully implemented?

4. Do all schools within the district use the s&h® identification model?

Yes No

62

Yes No

o

. Who is responsible for administering this model?

. Do all grade levels within the school use thees&LD identification model?

\‘

8. What is the total number of students at thies?sit

. How many students in the school are considesdthaing a learning disability?

NRCLD is a joint project of researchers at Vandietniversity and the University of Kansas. Thi€dment was produced under
U.S. Department of Education Grant No. H324U010®®&nee Bradley served as the project officer. Tén@ssexpressed herein do
not necessarily represent the positions or policiEthe Department of Education. No official endéonent by the U.S. Department of
Education of any product, commodity, service oermtse mentioned in this publication is intendedleould be inferred
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Screening Tool

National Research Center on Learning Disabilitiesww.nrcld.org « Winte2007

Answer the statements below about each schoolipeamt characteristic by circling the
appropriate letter.
a. Does this practice or characteristic accuratdlgct the school? Circle:
(Y)es/(N)ot Yet/(U)nknown
b. For practices marked “(Y)es,” does written doeutation of the practice exist?

Circle: (Y)es/(N)ot Yet/(U)nknown
Accuracy Documentation

General education practices YNU YNU
Accuracy Documentationl.
Students receive high-quality
instruction in their general
education setting.

2. General education YNU YNU
instruction is research-based.

3. General education YNU YNU
instructors and staff assume
an active role in students’
assessment in that
curriculum.

4. The school routinely YNU Y NU
evaluates the fidelity of
instruction in general
education settings.

Student assessment practices Accuracy Documentation

5. The school has universal YNU YNU
screening of academic skills

6. The school has universal YNU YNU
screening of behavior.

7. The school uses continuous YNU YNU
progress monitoring of
student performance.

8. The school has information YNU YNU
about its reading score
distributions.
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Intervention model practices

Accuracy

Documeéiaia

9. School staff implement
research-based
interventions to address
students’ academic or
behavioral difficulties.

YNU

YNU

10. Classroom interventions
are clearly described.

"2}

YNU

YNU

11. School staff use progre
monitoring data to determin
interventions’ effectiveness
and to make any
modifications.

YNU

YNU

12. The school incorporates

the concept of multiple tierg
of increasingly intense
student-focused
interventions.

Y NU

YNU

13. Students’ interventions
are individualized in a
problem-solving approach.

Y NU

YNU

14. Students’ interventions
are standardized (e.g.,
standard treatment protoco
approach).

YNU

YNU

15. Interventions include a
differentiated curriculum.

YNU

YNU

16. Staff other than the
classroom teacher deliver
interventions.

Y NU

YNU

17. Interventions vary in
group size, qualifications of
instructor, duration,

frequency, and time.

YNU

YNU

18. The school routinely
evaluates the fidelity of

intervention implementatior
in general education

settings.

YNU

YNU
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SLD determination practices Accuracy Documentation

19. Disability determination YNU YNU
includes RTI outcome

information.

20. SLD determination is YNU YNU

based on a multifaceted
assessment of multiple SLD
characteristics.

21. Placement decisions vary YNU YNU
by students’ severity level.
22. School staff keeps track YNU YNU

of the number of students
who go beyond Tier 1,
complete the SLD
determination process, and
are (a) judged as having a
learning disability or (b)
judged not to have a learning

disability.
Student outcome data Accuracy Documentation
23. Achievement outcomes of YNU YNU

students identified in an SLDO
determination model are
available.

24. SLD identification YNU YNU
decisions meet the state’s
identification model
requirements.

This report is in the public domain. Authorizatit;m reproduce it in whole or in part is granted. Méhpermission to reprint this

publication is not necessary, the citation shoudd b
Mellard, D.F., & McKnight, M.A. (2007). Screenirpt for well-described responsiveness-to-intenamtnodels and comparison
models. [Brochure]. Lawrence, KS: National Resedtamter on Learning Disabilities.
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Differentiated Instruction (DI) Documentation  Subject:
Students in group:

Monday Tuesday ediesday Thursday Friday
Date: Date: Date: Date: Date:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Focus of Focus of Focus of Focus of Focus of
Instruction: Instruction: Instruction: Instruction: Instruction:
Absent: Absent: Absent: Absent: Absent:
Date: Date: Date: Date: Date:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Focus of Focus of Focus of Focus of Focus of
Instruction: Instruction: Instruction: Instruction: Instruction:
Absent: Absent: Absent: Absent: Absent:
Date: Date: Date: Date: Date:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Focus of Focus of Focus of Focus of Focus of
Instruction: Instruction: Instruction: Instruction: Instruction:
Absent: Absent: Absent: Absent: Absent:
Date: Date: Date: Date: Date:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Length of DI Period:

Focus of Focus of Focus of Focus of Focus of
Instruction: Instruction: Instruction: Instruction: Instruction:
Absent: Absent: Absent: Absent: Absent:
Date: Date: Date: Date: Date:

Length of DI Period:

Focus of
Instruction:

Absent:

Length of DI Period:

Focus of
Instruction:

Absent:

Length of DI Period:

Focus of
Instruction:

Absent:

Length of DI Period:

Focus of
Instruction:

Absent:

Length of DI Period:

Focus of
Instruction:

Absent:
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Tier 1 Intervention Plan and Monitoring Sheet

Student: ‘ Teacher: Grade: Date:

Targeted behavior:

Most recent benchmark data test: ’ Benchmark score: ®at test:

Current core instructional program: Time taught:

Proposed in-class intervention:

Interventionist: Start date:

Schedule for intervention (circle): 3 timesek 4 times / week Eveay

Progress monitoring
Assessment Tool:
Schedule (circle): Twice a week Once akvee Once every two weeks
Rate of Improvement Goal Per Week:

Data Check 1 (After 3 — 4 weeks) — Current Progreddonitoring Score: Date:
____Above targetedrate ____ Intervention ngésmeeded
___ Attargeted rate ____ Continue intervention
____ Belowtargeted rate __ Modify intervent{&xplain )
____ Start new in-class intervention
(Explain )
Data Check 2 (After 6 — 8 weeks) — Current Progreddonitoring Score: Date:
____Above targetedrate ____ Intervention ngésmeeded
____Attargeted rate ____ Continue intervention
____ Belowtargeted rate __ Modify intervent{&xplain )
____ Start new in-class intervention
(Explain )
____ Refer for Tier 2 Intervention
Data Check 3 (After 9 — 12 weeks) — Current ProgresMonitoring Score: Date:
____Above targetedrate ____ Intervention ngésmeeded
____Attargeted rate ____ Continue intervention
____ Belowtargeted rate __ Modify intervent{&xplain )
____ Start new in-class intervention
(Explain )

____ Refer for Tier 2 Intervention
Verification of Tier 1 Intervention (e.g., Observation, Student Work, Student Chaatp@rof Progress):

Date: Method:

Check days intervention was done. Write in Mondays date by each week number.

Week M T W|T|F Week M T|{W|T]|F Week M TIW|T
1 5 9
2 6 10
3 7 11
4 8 12
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Tier 2 Intervention Plan and Monitoring Sheet

Student: ‘ Teacher:

Grade: Date:

Targeted behavior:

Baseline data test: ’ Baseline score: Current score:
Proposed Tier 2 intervention: Start date:
Schedule for intervention (circle): 3 4 5méis / week Group size:

Interventionist: Where: When:

Continued Tier 1 intervention:

Progress monitoring

Assessment Tool:

Schedule (circle): Twice a week Once akvee
Rate of Improvement Goal Per Week:

Once every two weeks

Data Check 1 (After 3 - 4 weeks) — Current Progresislonitoring Score: Date:
____Above targetedrate ____ Intervention ngésmeeded
___ Attargeted rate ____ Continue intervention
____ Belowtargeted rate __ Modify intervent{@&xplain )
Data Check 2 (After 6 - 8 weeks) — Current Progresslonitoring Score: Date:
____Above targetedrate ____ Intervention ngésmeeded
____Attargeted rate ____ Continue intervention
____ Belowtargeted rate __ Modify intervent{&xplain )
Data Check 3 (After 9 - 12 weeks) — Current Progies Monitoring Score: Date:
____ Above targetedrate ___Intervention ngésmeeded
____Attargeted rate ____ Continue intervention
____ Belowtargeted rate __ Modify intervent{&xplain )
Data Check 4 (After 12 - 16 weeks) — Current Progiss Monitoring Score: Date:
____ Above targetedrate ___Intervention ngésmeeded
___ Attargeted rate ____ Continue intervention
____ Belowtargeted rate __ Modify intervent{@&xplain )
____ Start new intervention
(Explain )

Refer for Tier 3 Intervention

Verification of Tier 2 Intervention (e.g., Observation, Student Work, Student Chaatp@rof Progress):

Date: Method:

Check days intervention was done. Write in Mondays date by each week number.

Week M T IW|T]|F Week M T W|T Week M TIW|T
1 5 9
2 6 10
3 7 11
4 8 12

Tier 3 Intervention Plan and Monitoring Sheet
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Progress monitoring
Student: ‘ Teacher:

Grade: Date:

Targeted behavior:

Baseline data test: ’ Baseline score: Current score:
Proposed Tier 2/3 intervention(s): Start date:
Schedule for intervention (circle): 3 4 5méis / week Group size:

Interventionist: Where: When:

Continued Tier 1 intervention:

Assessment Tool:

Schedule (circle): Twice a week Once akvee
Rate of Improvement Goal Per Week:

Once every two weeks

Data Check 1 (After 3 - 4 weeks) — Current Progresislonitoring Score: Date:
____ Above targetedrate ___ Intervention ngésmeeded
___Attargeted rate ____ Continue intervention
____ Belowtargeted rate __ Modify intervent{&xplain )
Data Check 2 (After 6 - 8 weeks) — Current Progresslonitoring Score: Date:
____Above targetedrate ___ Intervention ngésmeeded
____Attargeted rate ____ Continue intervention
____ Belowtargeted rate __ Modify intervent{&xplain )
Data Check 3 (After 9 — 12 weeks) — Current ProgresMonitoring Score: Date:
____Above targetedrate ____ Intervention ngésmeeded
___ Attargeted rate ____ Continue intervention
____ Belowtargeted rate __ Modify intervent{&xplain )
Data Check 4 (After 12 - 16 weeks) — Current Progss Monitoring Score: Date:
____ Above targetedrate ___ Intervention ngésmeeded
____Attargeted rate ____ Continue intervention
____ Belowtargeted rate __ Modify intervent{&xplain )
____ Start new intervention
(Explain )

___ Refer for Special Education Evaluatio

Verification of Tier 3 Intervention (e.g., Observation, Student Work, Student Chaatp@rof Progress):

Date: Method:

Check days intervention was done. Write in Mondays date by each week number.

Week MITIW|T]|F Week MITIW|T]|F Week M TIW|T
1 5 9
2 6 10
3 7 11
4 8 12
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RTI IMPLEMENTATION
PLANNING TOOL

Activity to involve parents in implementing RTI:

Tasks/Action Steps

“What will be done to parents?”

Responsibilities
“Who will do it?”

Resources
Funding, Time, People,
Materials

Timeline
By when-day/month

INVITE

INFORM

INVOLVE

Evidence of SuccessAre we implementing the plan?

Evidence of Succesdias parent involvement improved as a result ofdhbtss/ity? In what way(s)?

Created by Debra Jennings, Statewide Parent Adyddatwork, 9/22/08
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