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Academic Intervention Planner for Struggling Students

This form provides descriptions of the selected intervention, a listing of research articles supporting the
intervention ideas, and space for teacher notes.

Academic Intervention Strategies Research Citations Teacher Notes
 READING FLUENCY: ASSISTED CLOZE.

Fluency is the goal of this reading intervention.
Sessions last 10-15 minutes. The teacher selects
a passage at the student's instructional level.  The
teacher reads aloud from the passage while the
student follows along silently and tracks the place
in the text with a finger. Intermittently, the teacher
pauses and the student is expected to read aloud
the next word in passage. Then the teacher
continues reading. The process continues until the
entire passage has been read. Then the student is
directed to read the text aloud while the teacher
follows along silently. Whenever the student
commits a reading error or hesitates for 3 seconds
or longer (whether during the assisted cloze or
independent reading phase), the teacher stops the
student, points to and says the error word, has the
student read the word aloud correctly, has the
student read the surrounding phrase that includes
the error word, and then continues the current
reading activity. Optionally, the teacher may then
have the student read the passage again
(repeated reading) up to two more times as the
teacher continues to silently monitor and correct
any errors or hesitations.

Ellis, W. A. (2009). The
impact of C-PEP
(choral reading, partner
reading, echo reading,
and performance of
text) on third grade
fluency and
comprehension
development.
Unpublished doctoral
dissertation, University
of Memphis.

Homan, S. P., Klesius,
J. P, & Hite, C. (1993).
Effects of repeated
readings and
nonrepetive strategies
on students' fluency
and comprehension.
Journal of Educational
Research, 87(2), 94-99.

 

 READING FLUENCY: CHORAL READING. This
simple strategy to build reading fluency can be
used with individuals and groups of students.
Sessions last 10-15 minutes. The teacher selects
an engaging text at students' instructional or
independent level. During choral reading sessions,
the teacher or other fluent reader takes the role of
'lead reader', reading the passage aloud, while
students also read aloud. Students are
encouraged to read with expression.

Moskal, M. K., &
Blachowicz, C. (2006).
Partnering for fluency.
New York: Guilford
Press.
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Academic Intervention Strategies Research Citations Teacher Notes
 READING FLUENCY: DUET READING. This

strategy targets reading fluency. Sessions last for
10-15 minutes. The teacher selects an engaging
text at the student's instructional or independent
level. During duet reading, the teacher and student
alternate reading aloud from the passage one
word at a time, while the teacher tracks the place
in the passage with an index finger. As the student
grows more accomplished, the teacher can
change the reading ratio to shift more
responsibility to the student: for example, with the
teacher reading one word aloud and then the
student reading three words aloud in succession.
As the student becomes more familiar with duet
reading, the teacher can also direct the student to
track the place in the text. Whenever the student
commits a reading error or hesitates for 3 seconds
or longer, the teacher stops the student, points to
and says the error word, has the student read the
word aloud correctly, has the student read the
surrounding phrase that includes the error word,
and then continues the reading activity.

Gallagher, T. M.
(2008). The effects of a
modified duet reading
strategy on oral reading
fluency. Unpublished
doctoral dissertation,
University of
Wisconsin-Madison.

 

 READING FLUENCY: ECHO READING. In this
strategy to boost student reading fluency, the
teacher selects a text at the student's instructional
level. The teacher reads aloud a short section
(e.g., one-two sentences at a time) while the
student follows along silently. The student then
reads the same short section aloud--and the
read-aloud activity continues, alternating between
teacher and student, until the passage has been
completed. Whenever the student commits a
reading error or hesitates for 3 seconds or longer,
the teacher stops the student, points to and says
the error word, has the student read the word
aloud correctly, has the student read the
surrounding phrase that includes the error word,
and then continues the reading activity.

Ellis, W. A. (2009). The
impact of C-PEP
(choral reading, partner
reading, echo reading,
and performance of
text) on third grade
fluency and
comprehension
development.
Unpublished doctoral
dissertation, University
of Memphis.

Homan, S. P., Klesius,
J. P, & Hite, C. (1993).
Effects of repeated
readings and
nonrepetive strategies
on students' fluency
and comprehension.
Journal of Educational
Research, 87(2), 94-99.

 

www.interventioncentral.org • Copyright © 2009-2014 Jim Wright



Academic Intervention Planner for Struggling Students: Checklist Maker

Academic Intervention Strategies Research Citations Teacher Notes
 READING FLUENCY: LISTENING PASSAGE

PREVIEW. This intervention targets student
reading fluency in sessions of 10-15 minutes. The
teacher selects a passage at the student's
instructional level. The student is directed to follow
along silently and track the place in the text with a
finger while the teacher reads the passage aloud.
Then the student is prompted to read the passage
aloud as the teacher follows along silently.
Whenever the student commits a reading error or
hesitates for 3 seconds or longer, the teacher
stops the student, points to and says the error
word, has the student read the word aloud
correctly, has the student read the surrounding
phrase that includes the error word, and then
directs the student to continue reading. Optionally,
the teacher may then have the student read the
passage again (repeated reading) up to two more
times as the teacher continues to silently monitor
and correct any errors or hesitations.

Guzel-Ozmen, R.
(2011). Evaluating the
effectiveness of
combined reading
interventions on
improving oral reading
fluency of students with
reading disabilities.
Electronic Journal of
Research in
Educational
Psychology, 9(3),  1063
-1086.

Hofstadter-Duke, K. L.,
& Daly, E. J. (2011).
Improving oral reading
fluency with a
peer-mediated
intervention. Journal of
Applied Behavior
Analysis, 44(3),
641-646.
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 READING FLUENCY: PAIRED READING. This

reading fluency intervention prompts the student to
read independently with prompt corrective
feedback. Each session lasts 10-15 minutes. The
teacher selects an engaging passage at the
student's instructional level. The student is told
that the teacher and student will begin the session
reading aloud in unison. The student is also told
that, whenever the student chooses, he/she can
give a silent signal (e.g., lightly tapping the
teacher's wrist); at this signal, the teacher will stop
reading aloud and instead follow along silently
while the student continues to read aloud.  In
addition, the student is told that, if he/she hesitates
for 3 seconds or longer or misreads a word when
reading aloud independently, the teacher will
correct the student and then resume reading in
unison. The session then begins with teacher and
student reading aloud together. Whenever the
student commits a reading error or hesitates for 3
seconds or longer (during either unison or
independent reading), the teacher stops the
student, points to and says the error word, has the
student read the word aloud correctly, has the
student read the surrounding phrase that includes
the error word, and resumes reading in unison.
The teacher also praises the student for using the
silent signal to read aloud independently and
occasionally praises other aspects of the student's
reading performance or effort.

Fiala, C. L., &
Sheridan, S. M. (2003).
Parent involvement and
reading: Using
curriculum-based
measurement to
assess the effects of
paired reading.
Psychology in the
Schools, 40(6),
613-626.
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 READING FLUENCY: REPEATED READING.

During 15-20 minute sessions, the student
practices difficult words in isolation, reads the
same passage several times to boost fluency, and
tries to beat a previous fluency score. (1)
PREPARATION: Before each session, the teacher
selects a text within the student's instructional
range long enough occupy the student for more
than a minute of reading aloud and makes teacher
and student copies. The teacher locates five
challenge words in the passage to practice. (2)
GOAL-SETTING: The teacher shows the student
the performance graph with his/her most recent
repeated-reading score and encourages the
student to beat that score; (3) PREVIEW
CHALLENGING WORDS: The teacher introduces
each of the passage challenge words: "This word
is ___. What is this word?"; (4) INITIAL READ:
The student is directed to read the passage aloud,
to do his/her best reading, to start at the beginning
of the passage [which the teacher points out] and
to read until told to stop. Also, the student is told
that--if stuck on a word--the teacher will supply it.
While the student reads aloud, the teacher marks
reading errors. At the end of one minute, the
teacher says "Stop", marks the student's end-point
in the text with a bracket, totals the number of
words correctly read, plots that score on the
student graph, and labels that graph data-point
"1st reading". (5) FEEDBACK AND ERROR
CORRECTION: The teacher shows the student
his/her graphed performance. The teacher then
reviews student errors. Pointing to each error
word, the teacher says, "This word is ___. What is
this word?" and has the student repeat the correct
word three times before moving to the next. (6)
MODELING: The teacher directs the student to
read aloud in unison with the teacher while using a
finger to track the place in the text. The teacher
takes the lead, reading the entire passage aloud at
a pace slightly faster than that of the student. (6)
REPEAT STUDENT READS. The teacher has the
student repeat steps 4 and 5 twice more, until the
student has read the passage independently at
least 3 times. If the student's fluency score on the
final read exceeds that of the previous session,
the teacher provides praise and perhaps
incentives (e.g., sticker, points toward rewards).

Begeny, J C., Krouse,
H. E., Ross, S. G., &
Mitchell, R. C. (2009).
Increasing
elementary-aged
students' reading
fluency with
small-group
interventions: A
comparison of repeated
reading, listening
passage preview, and
listening only
strategies. Journal of
Behavioral Education,
18, 211-228.

Lo, Y., Cooke, N. L. &
Starling, A. L. P.
(2011). Using a
repeated reading
program to improve
generalization of oral
reading fluency.
Education and
Treatment of Children,
34(1), 115-140.
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 READING COMPREHENSION: ACTIVATE

PRIOR KNOWLEDGE AND DEVELOP
QUESTIONS. In this two-part strategy, students
first engage in an activity to activate their prior
knowledge of a topic, then preview an
informational passage on the same topic to
generate questions. ACTIVATING PRIOR
KNOWLEDGE: The teacher prepares a short
series (e.g., 3-5) of general questions or prompts
about the topic to be covered in the informational
passage assigned for the day's reading (e.g.,
"Today we are going to read about animals that
live in and around the seashore. Describe animals
that live around a beach."). Students are given a
brief period (10-20 minutes) to write answers to
these general questions based on their prior
knowledge of, and experience with, the topic.
DEVELOPING QUESTIONS: Students are next
given a short amount of time (e.g. 3-5 minutes) to
preview the informational passage assigned for
that day's reading and glance over titles, figures,
pictures, graphs, and other text structures
appearing in the selection. Students then put the
text aside and are told to write questions about the
topic that they hope to have answered when they
read the text. The teacher can collect these prior
activation/question generation sheets as evidence
of student use of this strategy.

Taboada, A., & Guthrie,
J. T. (2006).
Contributions of student
questioning and prior
knowledge to
construction of
knowledge from
reading information
text. Journal of Literacy
Research, 38(1), 1-35.

 

 READING COMPREHENSION: CLASSWIDE
INSTRUCTION: DEVELOP A BANK OF
MULTIPLE PASSAGES FOR CHALLENGING
CONCEPTS. Having several passages of differing
reading levels can be a useful way to help more
students grasp challenging content. The teacher
notes which course concepts, cognitive strategies,
or other information will likely present the greatest
challenge to students. For these ‘challenge’
topics, the teacher selects alternative readings
that present the same general information and
review the same key vocabulary as the course text
but that are more accessible to struggling readers
(e.g., with selections written at an easier reading
level or that use graphics to visually illustrate
concepts). These alternative selections are
organized into a bank. Students are encouraged to
engage in wide reading by choosing selections
from the bank as a means to better understand
difficult material.

Kamil, M. L., Borman,
G. D., Dole, J., Kral, C.
C., Salinger, T., &
Torgesen, J. (2008).
Improving adolescent
literacy: Effective
classroom and
intervention practices:
A practice guide (NCEE
#2008-4027).
Washington, DC:
National Center for
Education Evaluation
and Regional
Assistance, Institute of
Education Sciences,
U.S. Department of
Education. Retrieved
from http://ies.ed.gov/n
cee/wwc
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 READING COMPREHENSION: CLASSWIDE

INSTRUCTION: PROVIDE MAIN-IDEA
PRACTICE THROUGH PARTNER RETELL. This
brief paired activity can be during lectures to
facilitate promote students' ability to summarize
passage main ideas. Students are paired off in
class and are assigned a short information
passage, which either one student reads aloud to
the other or is read silently by each student. Next, 
one student is assigned the role of ‘reteller’ and
the other appointed as ‘listener’. During a 1-2
minute discussion period, the reteller recounts the
main idea to the listener, who can comment or ask
questions. The teacher then pulls the class
together and, with student input, summarizes the
passage main idea and writes it on the board..
Then the student pairs resume their work, with the
reteller locating two key details from the reading
that support the main idea and sharing these with
the listener. At the end of the activity, the teacher
does a spot check -- randomly calling on one or
more students in the listener role and asking them
to recap what information was shared by the
reteller.

Carnine, L., & Carnine,
D. (2004). The
interaction of reading
skills and science
content knowledge
when teaching
struggling secondary
students. Reading &
Writing Quarterly, 20,
203-218.

 

 READING COMPREHENSION: LINK
PRONOUNS TO REFERENTS. The student
reinforces understanding of abstract text by
replacing pronouns with their referent nouns
during independent reading. (1) PREPARING THE
TEXT. On a photocopy of the text, the student
circles each pronoun, identifies that pronoun’s
referent (i.e., the noun that it refers to), and writes
next to the pronoun the name of its referent. For
example, the student may add the referent to a
pronoun in this sentence from a biology text: “The
Cambrian Period is the first geological age that
has large numbers of multi-celled organisms
associated with it. [Cambrian Period]". (2) WHEN
READING, SUBSTUTE REFERENTS FOR
PRONOUNS.  In each subsequent reading of the
text, the student substitutes the referent for each
pronoun.

Hedin, L. R., &
Conderman, G. (2010).
Teaching students to
comprehend
informational text
through rereading. The
Reading Teacher,
63(7), 556–565.
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 READING COMPREHENSION: QUESTION

GENERATION. This strategy incorporates
paragraph main ideas and note-cards to promote
retention of textual information: (1) LOCATE MAIN
IDEAs. For each paragraph in an assigned
reading, the student either (a) highlights the main
idea sentence or (b) highlights key details and
uses them to write a ‘gist’ sentence. (2) WRITE
MAIN IDEAS ON NOTE-CARDS. The student then
writes the main idea of that paragraph on an index
card. Cards are sequentially numbered to
correspond with paragraphs in the passage. (3)
GENERATE REVIEW QUESTIONS. On the other
side of the card, the student writes a question
whose answer is that paragraph’s main idea
sentence. This stack of ‘main idea’ cards
becomes a useful tool to review assigned
readings.

Davey, B., & McBride,
S. (1986). Effects of
question-generation
training on reading
comprehension.
Journal of Educational
Psychology, 78,
256-262.

Rosenshine, B.,
Meister, C., &
Chapman, S. (1996).
Teaching students to
generate questions: A
review of the
intervention studies.
Review of Educational
Research, 66, 181-221.

 

 READING COMPREHENSION: READING
ACTIVELY THROUGH TEXT ANNOTATION.
Students are likely to increase their retention of
information when they interact actively with their
reading by jotting comments in the margin of the
text. Using photocopies, the student is taught to
engage in an ongoing 'conversation' with the writer
by recording a running series of brief comments in
the margins of the text. The student may write
annotations to record opinions about points raised
by the writer, questions triggered by the reading,
or unknown vocabulary words. The teacher can
set specific student annotation goals (e.g.,
directing the student to complete and turn in a
reading with a minimum of six annotations in the
margins).

Harris, J. (1990). Text
annotation and
underlining as
metacognitive
strategies to improve
comprehension and
retention of expository
text. Paper presented
at the Annual Meeting
of the National Reading
Conference (Miami).

Sarkisian V., Toscano,
M., Tomkins-Tinch, K.,
& Casey, K. (2003).
Reading strategies and
critical thinking.
Retrieved from http://w
ww.academic.marist.ed
u/alcuin/ssk/stratthink.h
tml
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 READING COMPREHENSION:

READING-REFLECTION PAUSES: This strategy
is useful both for students who need to monitor
their understanding as well as those who benefit
from brief breaks when engaging in intensive
reading as a means to build up endurance as
attentive readers. The student decides on a
reading interval (e.g., every four sentences; every
3 minutes; at the end of each paragraph). At the
end of each interval, the student pauses briefly to
recall the main points of the reading. If the student
has questions or is uncertain about the content,
the student rereads part or all of the section just
read.

Hedin, L. R., &
Conderman, G. (2010).
Teaching students to
comprehend
informational text
through rereading. The
Reading Teacher,
63(7), 556–565.

 

 READING COMPREHENSION: RECIPROCAL
TEACHING. This cooperative-learning activity
builds independent reading-comprehension skills
while motivating students through regular (e.g.,
daily) peer interactions. Students meet in pairs,
with reciprocal teaching sessions lasting 30-40
minutes. In advance of each session, students are
given a challenging passage. Alternating roles at
each session, one of the students assumes the
'teacher' role, taking the lead in guiding discussion
through these six steps of the reciprocal tutoring
model: The students (1) look over the passage
and predict what it will cover; (2) discuss what they
currently know ('prior knowledge') about the
passage topic; (3) review the passage for words or
phrases that are unclear and attempt to clarify
their meaning; (4) review each paragraph in the
passage and highlight its main idea; (5) review
each paragraph again to summarize (either orally
or in writing) its main idea and important details;
and (6) develop questions about the passage and
answer those questions from the text or their own
knowledge and experience.  Students practice
these steps under teacher guidance until fluent.
They also have the reciprocal teaching steps
posted to refer to as needed.

Klingner, J. K., &
Vaughn, S. (1996).
Reciprocal teaching of
reading comprehension
strategies for students
with learning disabilities
who use English as a
second language. The
Elementary School
Journal, 96, 275-293.
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 READING COMPREHENSION:

RESTRUCTURING PARAGRAPHS TO PUT
MAIN IDEA FIRST. This intervention draws
attention to the main-idea sentence during
independent reading. The student highlights or
creates a main idea sentence for each paragraph
in the assigned reading. When rereading each
paragraph of the selection, the student (1) reads
the main idea sentence or student-generated
‘gist’ sentence first (irrespective of where that
sentence actually falls in the paragraph); (2) reads
the remainder of the paragraph, and (3) reflects on
how the main idea relates to the paragraph
content.

Hedin, L. R., &
Conderman, G. (2010).
Teaching students to
comprehend
informational text
through rereading. The
Reading Teacher,
63(7), 556–565.

 

 READING COMPREHENSION: RETAIN STORY
DETAILS WITH TEXT PREVIEWING. To help
students to better comprehend and retain details
from an assigned story, the teacher prepares a
written text preview script to be shared with
students before they read the story. The strategy
can be used with an individual or group of
students. SCRIPT: The script opens with several
statements and questions chosen to interest
students in a discussion about the story topic or
theme (e.g., "Today we are going to read about a
boy who gets lost in the wilderness and must find
his way home. Has anyone in this class ever been
lost?"). The preview next includes a plot-summary
up to the story climax--but does not give away the
ending. As part of the summary, the preview
describes the setting of the narrative and
introduces the main characters. The preview also
selects three to four difficult words appearing in
the story and defines them. PRESENTATION: The
teacher uses the preview script as a framework for
introducing the story. Optionally, students also
receive a handout listing main characters and their
descriptions and the difficult vocabulary terms and
definitions.

Burns, M. K., Hodgson,
J., Parker, D. C., &
Fremont, K. (2011).
Comparison of the
effectiveness and
efficiency of text
previewing and
preteaching keywords
as small-group reading
comprehension
strategies with
middle-school students.
Literacy Research and
Instruction, 50,
241-252.

Graves, M. F., Cooke,
C. L., & Laberge, M. J.
(1983).  Effects of
previewing difficult
short stories on low
ability junior high
school students'
comprehension, recall,
and attitudes. Reading
Research
Quarterly,18(3), 
262-276.
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 READING COMPREHENSION: RETAIN TEXT

INFORMATION WITH PARAPHRASING (RAP).
Students who fail to retain important details from
their reading can be taught a self-directed
paraphrasing strategy.  The student is trained to
use a 3-step cognitive strategy when reading each
paragraph of an information- text passage: (1)
READ the paragraph; (2) ASK oneself what the
main idea of the paragraph is and what two key
details support that main idea; (3) PARAPHRASE
the main idea and two supporting details into one's
own words. This 3-step strategy is easily
memorized using the acronym RAP
(read-ask-paraphrase). OPTIONAL BUT
RECOMMENDED: Create an organizer sheet with
spaces for the student to record the main idea and
supporting details of multiple paragraphs to be
used with the RAP strategy. RAP organizer forms
can provide structure to the student and yield work
products that the teacher can collect to verify that
the student is using the strategy.

Hagaman, J. L., Casey,
K. J., & Reid, R. (2010).
The effects of the
paraphrasing strategy
on the reading
comprehension of
young students.
Remedial and Special
Education, 33,
110-123.

Klingner, J. K., &
Vaughn, S. (1996).
Reciprocal teaching of
reading comprehension
strategies for students
with learning disabilities
who use English as a
second language. The
Elementary School
Journal, 96, 275-293.
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 READING COMPREHENSION: RETAIN TEXT

INFORMATION WITH SELF-QUESTIONING
FROM TEXT TITLES. To better retain information
from textbooks and other informational text, the
student is taught to use a four-step
self-questioning strategy and related 'fix-up' skills
during independent reading.
SELF-QUESTIONING STRATEGY: The teacher
creates a strategy sheet as a student resource for
this intervention. The sheet contains several
simple steps in checklist format that the student
applies to independent reading of an informational
passage: (1) Preview the titles and sub-titles in the
passage; (2) Rewrite each title as a question: e.g.,
The title "Causes of the American Civil War" might
convert to the question "What were the main
causes of the Civil War?"; (3) Read the passage;
(4) Review the self-generated questions
and--based on the reading--attempt to answer
them. FIX-UP STRATEGIES: The strategy sheet
also directs the student to apply simple fix-up
strategies if unable to answer a self-generated
question: (1) Re-read that section of the passage;
(2) Verify that you know all vocabulary terms in the
passage--and look up the meaning of any
unknown words; (3) examine the passage for
other 'text structures' such as tables, graphs,
maps, or captioned pictures that may help to
answer the question; (4) write down remaining
unanswered questions to review with the teacher
or tutor. To monitor use of this strategy, the
teacher may direct the student to write down
self-generated questions from reading
assignments for the teacher's review.

Berkeley, S.,  Marshak,
L., Mastropieri, M. A., &
 Scruggs, T. E. (2011).
Improving student
comprehension of
social studies text: A
self-questioning
strategy for inclusive
middle school classes.
Remedial and Special
Education 32, 105-113.

 

 READING COMPREHENSION: SUMMARIZE
READINGS. The act of summarizing longer
readings can promote understanding and retention
of content while the summarized text itself can be
a useful study tool. The student is taught to
condense assigned readings into condensed
summaries--consisting of main ideas and essential
details and stripped of superfluous content.

Boardman, A. G.,
Roberts, G., Vaughn,
S., Wexler, J., Murray,
C. S., & Kosanovich, M.
(2008). Effective
instruction for
adolescent struggling
readers: A practice
brief. Portsmouth, NH:
RMC Research
Corporation, Center on
Instruction.
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 READING COMPREHENSION: TEXT

ENHANCEMENTS. Text enhancements can be
used to tag important vocabulary terms, key ideas,
or other reading content.  If working with
photocopied material, the student can use a
highlighter to note key ideas or vocabulary.
Another enhancement strategy is the ‘lasso and
rope’ technique—using a pen or pencil to circle a
vocabulary term and then drawing a line that
connects that term to its underlined definition. If
working from a textbook, the student can cut sticky
notes into strips. These strips can be inserted in
the book as pointers to text of interest. They can
also be used as temporary labels—e.g., for writing
a vocabulary term and its definition.

Hedin, L. R., &
Conderman, G. (2010).
Teaching students to
comprehend
informational text
through rereading. The
Reading Teacher,
63(7), 556–565.

 

 READING COMPREHENSION: VERBAL
PROMPT WITH INCENTIVE. To boost student
comprehension of a passage, use a verbal prompt
before the reading paired with an incentive. Before
the student begins reading a story or
informational-text passage, the teacher says:
"Read this story/passage out loud. Try to
remember as much as you can about the
story/passage. Then I will have you retell the main
points of the story/passage. If you remember
enough of the reading, you will get a sticker [or
other prize or incentive]."  If the student needs a
reminder during the reading, the teacher says:
"Work on remembering as much of the reading as
you can." At the end of the reading, the student is
told to recount the main points of the passage and
is awarded the promised incentive at the discretion
of the teacher.

O'Shea, L. J., Sindelar,
P. T., & O'Shea, D. J.
(1985). The effects of
repeated reading and
attentional cues on
reading fluency and
comprehension.
Journal of Literacy
Research, 17(2),
129-142.

 

 SPELLING: ASSESSMENT: EVALUATE
STUDENT GROWTH DAILY. Each day, before the
student practices spelling words (whether alone,
with a peer, or with an adult), the teacher
administers a brief spelling pre-test. The daily
pre-test contains any spelling words that the
student is currently working on or that will be
introduced during the day's session.( In addition,
the daily pre-test should also contain a sampling of
words previously learned as a maintenance
check.) At the end of the student's practice period,
the same spelling list is readministered to the
student--with words presented in a different order--
to formatively track spelling growth. Results are
shared with the student.

Graham, S.,& Voth, V.
P. (1990). Spelling
instruction: Making
modifications for
students with learning
disabilities. Academic
Therapy, 25(4),
447-457.
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 SPELLING: ASSESSMENT: GIVE PRE- AND

POST-TESTS. Before assigning a spelling list, the
teacher tests students' knowledge of words on the
list by giving a non-graded spelling pre-test.
Students then study the words they spelled
incorrectly--narrowing the number of spelling items
to be practiced. At the end of the study period,
students are re-tested on the full spelling list and
receive a grade.

Graham, S. (1999).
Handwriting and
spelling instruction for
students with learning
disabilities: A review.
Learning Disability
Quarterly, 22(2), 78-98.

 

 SPELLING: PERSONALIZED DICTIONARY. As a
writing aid, help the student to compile her or his
own spelling dictionary made up of 'spelling
demons' (common words that challenge any
speller), as well as other words that the student
commonly misspells. When writing and revising a
writing assignment, the student consults the
dictionary as needed. This dictionary should grow
over time as the student encounters more
advanced vocabulary and more demanding
spelling lists.

Graham, S.,& Voth, V.
P. (1990). Spelling
instruction: Making
modifications for
students with learning
disabilities. Academic
Therapy, 25(4),
447-457.
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Academic Intervention Strategies Research Citations Teacher Notes
 SPELLING: PRACTICE: ADD-A-WORD. The

Add-a-Word program is well-suited for the student
who needs a high rate of success and review to
maintain spelling motivation. The student is given
an initial list of 10 spelling words.  For each word,
the student applies the Cover-Copy-Compare
(CCC) strategy: (1) The student looks the correctly
spelled word on the spelling list; (2) The student
covers the model word(e.g., with an index card);
(3) From memory, the student writes the spelling
word; (4) The student uncovers the original model
and compares it to the student response; (5) If
incorrect, the student repeats the CCC steps with
the error word. The student reviews each spelling
word on the list using CCC until he or she spells it
correctly twice in a row. At the end of the practice
session, the student is given an exit spelling test
on all 10 words and scores (or has the teacher
score) the test. All correct words on the test are
added to the student's log of mastered spelling
words. Any word  spelled correctly on the exit test
two days in a row is removed from the current
10-word list, to be replaced by a new word. A
week after initial mastery, mastered words are
included as review words on the student's daily
exit spelling test . If spelled correctly on the
one-week checkup, mastered words are placed
again as review words on the spelling test one
month later. Any mastered word misspelled on
either review test goes back onto the student's
10-item current spelling list.

Schermerhorn, P. K., &
McLaughlin, T. F.
(1997): Effects of the
Add-A-Word spelling
program on test
accuracy, grades, and
retention of spelling
words with fifth and
sixth grade regular
education students.
Child & Family
Behavior Therapy,
19(1), 23-35.

 

 SPELLING: PRACTICE: ADOPT A KINESTHETIC
APPROACH. The student is trained to practice
spelling words using the following sequence: (1)
The student says the word aloud; (2) The student
writes the word and then says it again; (3) The
student checks the word by consulting the spelling
list and corrects the word if required; (4) The
student traces the letters of the word while saying
the word; (5) The student again writes the word
from memory, checks the word, and corrects it if
required. The student then moves to the next word
on the spelling list and repeats the steps above.

Graham, S., &
Freeman, S. (1986).
Strategy training and
teacher vs.
student-controlled
study conditions:
Effects on learning
disabled students'
spelling performance.
Learning Disability
Quarterly, 9, 15-22.
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Academic Intervention Strategies Research Citations Teacher Notes
 SPELLING: PRACTICE: BREAK THE LARGER

LIST INTO SMALLER SEGMENTS. Rather than
overwhelming the student with a large set of
spelling words to be mastered all at once,
introduce 3-4 new words per day for the student to
practice from the larger list. Once all words from
the master list have been introduced, continue to
practice until the full list has been mastered.

Graham, S. (1999).
Handwriting and
spelling instruction for
students with learning
disabilities: A review.
Learning Disability
Quarterly, 22(2), 78-98.

 

 SPELLING: PRACTICE:
COVER-COPY-COMPARE. The student is trained
to practice spelling words using the following
sequence: (1) The student looks at a model of the
correctly spelled word; (2) The student covers the
model word(e.g., with an index card); (3) From
memory, the student writes the spelling word; (4)
The student uncovers the original model and
compares it to the student response; (5) If
incorrect, the student repeats steps 1-4 with the
error word.  If correct, the student goes to the next
word on the spelling list and applies steps 1-4.

Skinner, C. H.,
McLaughlin, T. F., &
Logan, P. (1997).
Cover, copy, and
compare: A
self-managed
academic intervention
effective across skills,
students, and settings.
Journal of Behavioral
Education, 7, 295-306.

 

 SPELLING: PRACTICE: ENGAGE IN A
CLASSWIDE GAME. To make the study of
spelling words more engaging, the teacher can
divide the class at random each week into two
teams. Within each team, students are paired off.
Each pair meets through the week (e.g., daily) for
10-minute sessions. During the first 5 minutes,
one student takes the role of tutor. The tutor reads
words from the weekly spelling list aloud to the
other student/tutee, who writes the word down and
at the same time calls out each letter of the word
being written. If the tutee correctly spells the word,
he or she is awarded 2 points. If the word is
incorrect, the tutor reads the word and spells it
correctly aloud; has the tutee successfully write
the word three times; and then awards the tutee 1
point. At the end of 5 minutes, the pair reverses
the roles of tutor and tutee and repeat the process.
When finished, the pair reports its cumulative
points to the teacher. Team totals are posted each
day and added to the weekly team point totals. At
the end of the week, students take the final
spelling test and receive 3 points for each correct
word. These spelling test points are also added to
the team totals. At the end of the week, the class
team with the most spelling points wins a
certificate.

Graham, S. (1999).
Handwriting and
spelling instruction for
students with learning
disabilities: A review.
Learning Disability
Quarterly, 22(2), 78-98.

 

www.interventioncentral.org • Copyright © 2009-2014 Jim Wright



Academic Intervention Planner for Struggling Students: Checklist Maker

Academic Intervention Strategies Research Citations Teacher Notes
 SPELLING: PRACTICE: HIGHTLIGHT

PHONEMIC ELEMENTS. The teach and student
practice spelling words using the following
sequence: (1) The teacher states the word aloud,
then points to each letter and gives its name; (2)
The student next states the word aloud, then
points to each letter and gives its name; (3) The
teacher shows a copy of the word to the student
with the onset and rime displayed in different
colors; (4) The teacher points first to the onset of
the word and pronounces it, then points to the
rime and pronounces it; (5) The student then 
points first to the onset and pronounces it, then
points to the rime and pronounces it. NOTE: In a
single-syllable word, the onset consists of the
consonant(s) appearing at the front of the word,
while the rime is the part of the word made up of
its vowel and any consonants that follow the
vowel. For example, in the word black, the onset is
[bl-] and the rime is[–ack].

Berninger, V., Vaughn,
K., Abbott, R., Brooks,
A., Abbott, S., Rogan,
L., Reed, E., &
Graham, S. (1998). A
multiple connections
approach to early
intervention for spelling
problems: Integrating
instructional, learner,
and stimulus variables.
Journal of Educational
Psychology, 90,
587-605.

 

 SPELLING: PRACTICE: OFFER CHOICE OF
STRATEGIES.  Students can be offered several
strategies for effective spelling practice and
directed to select one or more to use
independently or under teacher supervision.
Strategies include (1) pronouncing a word slowly
and clearly before writing it; (2) saying the letters
aloud while writing them; (3) tracing the word as
part of the practice sequence; (4) closing one's
eyes and visualizing the letters that make up the
word; and (5) circling the problem letters of a word
misspelled by the student , studying them, and
then studying the correct spelling of that word.

Graham, S. (1999).
Handwriting and
spelling instruction for
students with learning
disabilities: A review.
Learning Disability
Quarterly, 22(2), 78-98.

 

 SPELLING: PRACTICE: REPEATED DRILL WITH
SOUNDING OUT. The teach and student practice
spelling words using the following sequence: (1)
The teacher shows the student a flashcard with
the spelling word and reads the word aloud; (2)
The student reads the word aloud from the
flashcard; (3) The teacher withdraws the flashcard;
(4) The student writes the word from memory,
saying the name of each letter while writing it; (5)
The student reads aloud the word just written; (6)
The teacher again shows the correct word model
on the flashcard. If the student response is
incorrect, the student corrects the spelling using
the flashcard model. (7) Teacher and student
repeat steps 1-6 twice.

Graham, S. (1999).
Handwriting and
spelling instruction for
students with learning
disabilities: A review.
Learning Disability
Quarterly, 22(2), 78-98.

Mann, T. B., Bushell
Jr., D., & Morris, E. K.
(2010). Use of
sounding out to
improve spelling in
young children. Journal
of Applied Behavior
Analysis, 43(1), 89-93.
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Academic Intervention Strategies Research Citations Teacher Notes
 SPELLING: PRACTICE: VISUALIZATION. The

student is trained to practice spelling words using
the following sequence: (1) The student looks at
the target spelling word, reads it aloud, then
covers the word (e.g., with an index card); (2) The
student closes his or her eyes and pictures the
word; (3) Still with eyes closed, the student silently
names each letter in the word; (4) The student
opens his or her eyes and writes the word; (5) The
student uncovers the original model and checks
the spelling of the student response. (6) If
incorrect, the student repeats steps 1-5 with the
current word. If correct, the student advances to
the next word to repeat the process.

Berninger, V., Abbott,
R., Whitaker, D.,
Sylvester, L., & Nolan,
S. (1995). Integrating
low- and high-level
skills in instructional
protocols for writing
disabilities. Learning
Disability Quarterly, 18,
293-310.

 

 SPELLING: TRAIN SPELLING-WORD
PREDICTION SKILLS. When students can
accurately assess which words on a spelling list
are likely to be the most difficult, they can better
and more efficiently allocate study time. Whenever
giving the student a spelling list, have the student
review the new words and circle those that the
student predicts  that he or she can spell correctly.
In follow-up assessments, compare these initial
predictions to actual performance as feedback
about how accurately the student can predict
success. Over time, the student should become
more skilled in judging which spelling words will
require the greatest study effort.

Graham, S.,& Voth, V.
P. (1990). Spelling
instruction: Making
modifications for
students with learning
disabilities. Academic
Therapy, 25(4),
447-457.

 

 GRAPHOMOTOR: PROVIDE ADDITIONAL
PRACTICE ON DIFFICULT LETTERS. Students
tend to have the greatest difficulty acquiring these
7 lower-case letters: [q, j, z, u, n, k, and a]. When
learning these letters, therefore, a student would
benefit from use of models, additional teacher
demonstration, supervised practice, and extra
opportunities for practice.

Graham, S. (1999).
Handwriting and
spelling instruction for
students with learning
disabilities: A review.
Learning Disability
Quarterly, 22(2), 78-98.
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Academic Intervention Strategies Research Citations Teacher Notes
 GRAPHOMOTOR: SPACE LETTER-WRITING

PRACTICE ACROSS MULTIPLE SESSIONS. 
When taught to write a new letter, the student
should practice it for a short period with teacher
supervision and feedback. Before concluding the
initial practice session, the student is told to
self-evaluate his or her copying efforts by circling
the two that are best drawn. The student continues
to practice the letter for brief periods daily or
several times per week until fluent in writing it.
Once sufficient letters have been learned, 
practice sessions can be made more meaningful
by requiring the student first to write all of the
letters that he or she knows and then to compose
or copy a brief composition (e.g., one to two
sentences) to practice letter-writing in context.

Graham, S. (1999).
Handwriting and
spelling instruction for
students with learning
disabilities: A review.
Learning Disability
Quarterly, 22(2), 78-98.

 

 GRAPHOMOTOR: USE COLORED PAPER TO
INCREASE WRITING LEGIBILITY. Students with
attention or impulsivity issues may improve the
legibility of handwriting for spelling and writing
tasks through use of colored writing paper. In
preparation, the student is offered a range of
colored paper choices ranging from pastels to
bright, highly saturated (neon) hues. The paper in
the color chosen by the student is then prepared
by adding ruled lines for writing. Whenever the
student has an important writing task in which
legibility is important, he or she is encouraged to
use writing paper of the preferred color.

Imhof, M. (2004).
Effects of color
stimulation on
handwriting
performance of children
with ADHD without and
with additional learning
disabilities. European
Child & Adolescent
Psychiatry, 13,
191-198.

 

 GRAPHOMOTOR: USE MODELS FOR LETTER
FORMATION. To help the student to write letter
shapes appropriately, the teacher provides the
student with models of each letter with numbered
arrows to show the orientation, order, and
direction of each stroke that makes up the letter.

Graham, S. (1999).
Handwriting and
spelling instruction for
students with learning
disabilities: A review.
Learning Disability
Quarterly, 22(2), 78-98.

 

 WRITING: PRODUCTION: DRAWING AS A
PRE-WRITING ACTIVITY. The teacher presents
the student with a motivating writing topic and
allocates a sufficient time (e.g., 30 minutes) for the
student to produce a composition. During the
writing period, the student is directed to first draw
a picture about the topic and then to write a
composition on the same topic.

Norris, E., Mokhtari, K.,
& Reichard, C. (1998).
Children's use of
drawing as a
pre-writing strategy.
Journal of Research in
Reading, 21(1), 69-74.
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Academic Intervention Strategies Research Citations Teacher Notes
 WRITING: PRODUCTION: REGULAR WRITING

WITH PROMPTS.  The student  engages in
20-minute writing sessions. Before each writing
session the student briefly reviews the following
prompts for writing mechanics--with an instructor
or in peer pairs or groups--and has them available
as a written checklist: (1) Use complete
sentences. Each sentence should 'sound
complete' and contain at least one subject and one
verb. (2) Indent and punctuate. The first sentence
of each new paragraph is indented. Each
sentence in the passage has appropriate
end-punctuation (period, question mark,
exclamation point). Quotation marks are used to
denote the exact words spoken by someone. (3)
Capitalize. The initial letters of these words are
capitalized: the first word in a sentence; the names
of proper nouns. At the end of the session, the
student uses the mechanics checklist to revise the
writing sample before turning it in.

Harriman, N. E., &
Gajar, A.H. (1986). The
effects of repeated
writing and repeated
revision strategies on
composing fluency of
learning disabled
adolescents (Report
No. ED290312).
Educational Resources
Information Center.
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Academic Intervention Strategies Research Citations Teacher Notes
 WRITING: PRODUCTION: TIME-DRILLS AND

GRAPHING. This intervention uses 5-minute
writing drills with visual feedback (graphing) to
improve the writing fluency of groups or the entire
class. WRITING DRILL: The session opens with
quick brainstorming or topic discussion to prime
student writers. Then the teacher sets a timer and
tells the students to write for five minutes. The
teacher announces when there is one minute
remaining in the session and tells students to stop
writing when the timer sounds.  The following 
rules are publicly posted and reviewed with
students before writing sessions:  (1) Write quickly
in legible handwriting;(2) Cross out mistakes and
continue writing;(3)  Write for the full 5 minutes; (4)
Refrain from talking or other distracting behavior;
and(5) Do not request bathroom or drink breaks
during the drill. SCORING: Students count up the
number of words written and exchange their
writing samples with a neighbor, who re-counts
total words written to ensure accuracy. (The
teacher resolves any scoring disagreements
between students.) GRAPHING AND
INCENTIVES: Each student updates a paper or
computerized bar graph to include the current
day's writing total and cumulative weekly total.
Students receive recognition (e.g., praise) for
improved daily scores and earn incentives (e.g.,
10 minutes free time) for improved weekly scores.
The teacher also collects writing scores from all
students on a daily basis, with rotating students
updating a daily class chart. The teacher
acknowledges daily class improvement and
provides an incentive for weekly class
improvements (e.g., special class game played at
the end of the week).

Kasper-Ferguson, S., &
Moxley, R. A. (2002).
Developing a writing
package with student
graphing of fluency.
Education and
Treatment of Children,
25(2), 249-267.
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