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IDEA 2004IDEA 2004IDEA 2004IDEA 2004

Specific Learning DisabilitySpecific Learning Disability::
“ a disorder in one or more of the basic psychological“ a disorder in one or more of the basic psychological. . .a disorder in one or more of the basic psychological . . .a disorder in one or more of the basic psychological 
processes involved in understanding or in using language, processes involved in understanding or in using language, 
spoken or written, which may manifest itself in the spoken or written, which may manifest itself in the 
i f bili li hi k k d i lli f bili li hi k k d i llimperfect ability to listen, think, speak, read, write, spell, imperfect ability to listen, think, speak, read, write, spell, 
or do mathematical calculations”or do mathematical calculations”



Utility of Current Intelligence Utility of Current Intelligence 
Tests in LD IdentificationTests in LD IdentificationTests in LD IdentificationTests in LD Identification

The fate of intelligence tests will becomeThe fate of intelligence tests will becomeThe fate of intelligence tests will become The fate of intelligence tests will become 
apparent with the implementation of IDEA apparent with the implementation of IDEA 
2004 regulations2004 regulationsgg

Another antiAnother anti--intelligence testing movement isintelligence testing movement isAnother antiAnother anti intelligence testing movement is intelligence testing movement is 
upon us upon us 

RTI versus Intelligence Tests in LD RTI versus Intelligence Tests in LD 
IdentificationIdentificationIdentificationIdentification



Major Criticism of IQ Tests in LD EvaluationMajor Criticism of IQ Tests in LD Evaluationjj

They don’t measure abilities that are important They don’t measure abilities that are important 
““markersmarkers” associated with potential reading ” associated with potential reading p gp g
success/failuresuccess/failure



Conclusion Made By Many LD ResearchersConclusion Made By Many LD Researchersy yy y

IQ Tests are IQ Tests are IrrelevantIrrelevant to LD Diagnosisto LD DiagnosisQQ gg

Problem with this conclusion:  the belief that Problem with this conclusion:  the belief that IQ=WechslerIQ=WechslerQQ
is not supportedis not supported

Many LD researchers equate IQ with a FSIQ from the Many LD researchers equate IQ with a FSIQ from the 
Wechlser Scales and ignore all other instrumentation and all Wechlser Scales and ignore all other instrumentation and all 
other relevant information that may be gleaned from an “IQ” other relevant information that may be gleaned from an “IQ” y g Qy g Q
testtest



On Specific Cognitive Abilities in LD Identification...On Specific Cognitive Abilities in LD Identification...p gp g

Agreement that these abilities are important inAgreement that these abilities are important inAgreement that these abilities are important in Agreement that these abilities are important in 
the identification processthe identification process
Virtually no recognition that current intelligenceVirtually no recognition that current intelligenceVirtually no recognition that current intelligence Virtually no recognition that current intelligence 
tests measure many of these abilitiestests measure many of these abilities



After reviewing the literature in the fields of LD, School Psychology, and 
Cognitive Psychology, one conclusion is supported more than any other as 
it pertains to LD identification:it pertains to LD identification: 

Deemphasize g (Wechsler FSIQ)

Keep the Intelligence Tests

Specific Cognitive Abilities are 
Important



Traditional LD Assessment models FailTraditional LD Assessment models FailTraditional LD Assessment models Fail Traditional LD Assessment models Fail 
Because of Several Misconceptions About IQ Because of Several Misconceptions About IQ 

and its Relevance in the Diagnosis of thisand its Relevance in the Diagnosis of thisand its Relevance in the Diagnosis of this and its Relevance in the Diagnosis of this 
ConditionCondition



Common Misconception #1Common Misconception #1pp

IQ is a highly accurate predictorIQ is a highly accurate predictorIQ is a highly accurate predictor IQ is a highly accurate predictor 
of academic achievementof academic achievement



Global Ability Score VarianceGlobal Ability Score Varianceyy

Depending on the aggregate in question globalDepending on the aggregate in question globalDepending on the aggregate in question, global Depending on the aggregate in question, global 
ability scores from the major intelligence batteries ability scores from the major intelligence batteries 
generally account for approximately 45generally account for approximately 45--50% of50% ofgenerally account for approximately 45generally account for approximately 45 50% of 50% of 
achievement variance (meaning that the ability achievement variance (meaning that the ability 
measure cannot account for or explain 50measure cannot account for or explain 50--55% of55% ofmeasure cannot account for or explain 50measure cannot account for or explain 50 55% of 55% of 
the variance in achievement). the variance in achievement). 



Global Ability Score VarianceGlobal Ability Score Variance
A i l 50% f WISC III FSIQ i i d f bili iApproximately 50% of a WISC-III FSIQ is comprised of abilities 
that are largely irrelevant to reading achievement...

IQ scores accounted for only 10% to 20%, at best, 
of the variance on the WRMT-R Word f

Identification and Word Attack subtests, which is 
hardly a basis for using IQ to predict achievement 
in beginning reading to define reading disabilityin beginning reading, to define reading disability, 

or to make determinations regarding access to 
instructional resources.

Vellutino et al. (2000, p. 233)



Common Misconception #2Common Misconception #2pp

IQ is synonymous with anIQ is synonymous with anIQ is synonymous with an IQ is synonymous with an 
individual’s academic potentialindividual’s academic potentialpp



On Academic Potential…On Academic Potential…

Psychometricians, developmental psychologists, and 
educational psychologists long ago gave up the belief that 
IQ test scores measured potential to any valid sense...at 

best, IQ test scores are gross measures of currentbest, IQ test scores are gross measures of current 
cognitive functioning.  In short, we have been basing 

systems of educational classification in the area of 
reading disabilities on special claims of niq e potentialreading disabilities on special claims of unique potential 

that are neither conceptually nor psychometrically 
justifiable.

Stanovich (1999 p 354 emphasis added)Stanovich (1999, p. 354, emphasis added)



Common Misconception #3Common Misconception #3pp

IQ testsIQ tests do notdo not assess specificassess specificIQ tests IQ tests do notdo not assess specific assess specific 
cognitive dimensions that are cognitive dimensions that are gg
important in reading as well as important in reading as well as 

th d ith d iother academic areasother academic areas



Summary of Relations between CHC Abilities and Specific Areas of Academic Summary of Relations between CHC Abilities and Specific Areas of Academic 
Achievement (Flanagan, et al., 2006, 2007)Achievement (Flanagan, et al., 2006, 2007)

 
CHC Ability 

 
Reading Achievement 

 
Math Achievement 

 
Writing Achievement 

 
Gf Inductive (I) and general sequential reasoning 

(RG) abilities play a moderate role in reading 
comprehension. 

Inductive (I) and general sequential (RG) 
reasoning abilities are consistently very 
important at all ages. 

Inductive (I) and general sequential reasoning 
abilities is related to basic writing skills primarily 
during the elementary school years (e.g., 6 to 13) 
and consistently related to written expression at all
ages. 

  
Gc Language development (LD), lexical knowledge 

(VL), and listening ability (LS) are important 
at all ages.  These abilities become increasingly 
more important with age. 

Language development (LD), lexical knowledge 
(VL), and listening abilities (LS) are important 
at all ages.  These abilities become increasingly 
more important with age. 

Language development (LD), lexical knowledge
(VL), and general information (K0) are 
important primarily after age 7.  These abilities
become increasingly more important with age.

    
Gsm Memory span (MS) is important especially when 

evaluated within the context of working 
Memory span (MS) is important especially when 
evaluated within the context of working 

Memory span (MS) is important to writing, 
especially spelling skills whereas working 

memory. memory. memory has shown relations with advanced 
writing skills (e.g., written expression). 

    
Gv Orthographic Processing May be important primarily for higher level or 

advanced mathematics (e.g., geometry, calculus). 
 

    
Ga Phonetic coding (PC) or “phonological Phonetic coding (PC) or “phonological g ( ) p g

awareness/processing” is very important 
during the elementary school years. 

g ( ) p g
awareness/processing” is very important 
during the elementary school years for both 
basic writing skills and written expression 
(primarily before age 11). 

    
Glr Naming facility (NA) or “rapid automatic 

naming” is very important during the 
 Naming facility (NA) or “rapid automatic naming”

has demonstrated relations with written 
elementary school years.  Associative memory 
(MA) may be somewhat important at select ages 
(e.g., age 6). 

expression, primarily the fluency aspect of 
writing. 

    
Gs Perceptual speed (P) abilities are important 

during all school years, particularly the 
elementary school years. 

Perceptual speed (P) abilities are important 
during all school years, particularly the 
elementary school years. 

Perceptual speed (P) abilities are important 
during all school years for basic writing and 
related to all ages for written expression. 

 
Note. The absence of comments for a particular CHC ability and achievement area (e.g., Ga and mathematics) indicates that the research reviewed either did not report any 
significant relations between the respective CHC ability and the achievement area, or if significant findings were reported, they were weak and were for only a limited number of 
studies. Comments in bold represent the CHC abilities that showed the strongest and most consistent relations with the respective achievement domain.  Information in this table was 

reproduced from McGrew and Flanagan (1998) and Flanagan, McGrew, and Ortiz (2000) with permission from Allyn & Bacon.  All rights reserved.



Misconception #4Misconception #4pp

All global ability scores (e g IQ)All global ability scores (e g IQ)All global ability scores (e.g., IQ) All global ability scores (e.g., IQ) 
are interchangeable, regardless of are interchangeable, regardless of g gg g
the intelligence test used to the intelligence test used to 
d i hd i hderive such scoresderive such scores



Common Misconception #5Common Misconception #5

Aptitude and ability areAptitude and ability areAptitude and ability are Aptitude and ability are 
synonymoussynonymousy yy y



AptitudeAptitudepp

A subset of cognitive abilities that are the A subset of cognitive abilities that are the best best 

predictorspredictors of some outcome (e.g., reading of some outcome (e.g., reading pp f ( g gf ( g g

achievement)achievement)



ExampleExamplepp

WAISWAIS--III FSIQ = 121III FSIQ = 121WAISWAIS III FSIQ  121III FSIQ  121
WJWJ--R Broad Reading Cluster = 99R Broad Reading Cluster = 99
--------------------------------------------------------------------------------------------------------
22 point difference is significant and unusual22 point difference is significant and unusual
--------------------------------------------------------------------------------------------------------
Overall ability is Overall ability is SuperiorSuperior, Reading Achievement is , Reading Achievement is 
AverageAverageAverageAverage
Predictor measure does not contain abilities closely Predictor measure does not contain abilities closely 
related to reading achievementrelated to reading achievementrelated to reading achievementrelated to reading achievement



ExampleExamplepp
WJWJ--R Reading Aptitude Cluster = 100R Reading Aptitude Cluster = 100

d dd dWJWJ--R Broad Reading Cluster = 99R Broad Reading Cluster = 99
--------------------------------------------------------------------------------------
1 point difference is not significant 1 point difference is not significant 
--------------------------------------------------------------------------------------
Reading Aptitude and Reading Achievement areReading Aptitude and Reading Achievement are
AverageAverageAverageAverage
Predictor measure contains abilities most closely Predictor measure contains abilities most closely 

i d i h dii d i h diassociated with readingassociated with reading



WJWJ--R BCA vs. Weschsler FSIQ in an LD SampleR BCA vs. Weschsler FSIQ in an LD SampleWJWJ R BCA vs. Weschsler FSIQ in an LD SampleR BCA vs. Weschsler FSIQ in an LD Sample

Ages 10Ages 10--12 years12 years (22 point difference)(22 point difference)
WJWJ--RR -->> Significantly  Below AverageSignificantly  Below Average
FSIQFSIQ -->> AverageAverage

Ages 16Ages 16--18 years18 years (30 point difference)(30 point difference)
WJWJ RR >> Significantly Below AverageSignificantly Below AverageWJWJ--RR -->> Significantly Below AverageSignificantly Below Average
FSIQFSIQ -->> AverageAverage

use WJuse WJ--R (consistency); use FSIQ (discrepancy)  R (consistency); use FSIQ (discrepancy)  



WHY?WHY?

Wechsler FSIQWechsler FSIQ = Gc + Gv= Gc + Gv

WJWJ--R BCAR BCA = Gc + Gv + Gf + Ga + Glr + Gsm + Gs= Gc + Gv + Gf + Ga + Glr + Gsm + Gs

What Abilities Predict Reading Achievement What Abilities Predict Reading Achievement 

Significantly?Significantly? Gc, Gf, Ga, Glr, Gsm, GsGc, Gf, Ga, Glr, Gsm, Gs

Conclusion:Conclusion: WJWJ--R BCA is a better predictor than FSIQ; WJR BCA is a better predictor than FSIQ; WJ--

R Reading Aptitude is best predictorR Reading Aptitude is best predictor



Common Misconception #6Common Misconception #6pp

A significant discrepancyA significant discrepancyA significant discrepancy A significant discrepancy 
between IQ and achievement between IQ and achievement QQ
confirms the presence of a confirms the presence of a 
l i di bilitl i di bilitlearning disabilitylearning disability



On ability-achievement discrepancy…y p y

“Such a discrepancy is not a necessary part of the 
definition of a learning disability” and there may well be f f g y y
cases where learning disabilities are validly indicated in 

the absence of any such discrepancy.

Siegel (1999 p 311)Siegel (1999, p. 311)



On ability-achievement discrepancy…y p y

Professional associations, advocacy groups, and 
government agencies have formed task forces and task g g

forces on the task forces to study identification of 
students with LD. We have had mega-analyses of meta-
analyses and syntheses of syntheses Nearly all groupsanalyses and syntheses of syntheses.  Nearly all groups 

have reached the same conclusion: There is little 
empirical support for test-based discrepancy models in 

identification of students as LD.

Ysseldyke (2005, p. 125)



Common Misconception #7Common Misconception #7pp

A statistically significant A statistically significant 
discrepancy between any twodiscrepancy between any twodiscrepancy between any two discrepancy between any two 
scores is scores is clinicallyclinically meaningfulmeaningful



Intracognitive Discrepancy: Case ExampleIntracognitive Discrepancy: Case Exampleg p y pg p y p

WAISWAIS--III Verbal IQ 117III Verbal IQ 117WAISWAIS III Verbal IQ 117III Verbal IQ 117
WAISWAIS--III Performance IQ 138III Performance IQ 138

21 i diff21 i diff21 point difference21 point difference
Evaluator’s Conclusions:Evaluator’s Conclusions:

E i h “E i h “i i di i d i f i i hi f i i hExaminee has “Examinee has “impairedimpaired information processing when information processing when 
compared to the norming sample of her age group.” compared to the norming sample of her age group.” 
This difference isThis difference is “abnormal”“abnormal” and demonstrates that theand demonstrates that theThis difference isThis difference is abnormalabnormal and demonstrates that the and demonstrates that the 
examinee is “examinee is “significantly impairedsignificantly impaired compared to individuals compared to individuals 
of her age in the norming sample.”of her age in the norming sample.”



Statistical Rarity ApproachStatistical Rarity Approachy ppy pp

the major weakness of the statistical rarity the major weakness of the statistical rarity j yj y
approach is that it has approach is that it has nono values; it lacks any values; it lacks any 
system for differentiating between desirable and system for differentiating between desirable and y gy g
undesirable behaviors…such a point of view is undesirable behaviors…such a point of view is 
potentially dangerous, since it discourages even potentially dangerous, since it discourages even p y g , gp y g , g
valuable deviationsvaluable deviations

Alloy, Acocella, & Bootzin, 1996, p. 6, emphasis in the original



Common Misconception #8Common Misconception #8pp

IntraIntra--individual analysis and individual analysis and 
interpretation is independent ofinterpretation is independent ofinterpretation is independent of interpretation is independent of 

interinter--individual analysis and individual analysis and 
interpretationinterpretation



Intracognitive Discrepancy: Processing Intracognitive Discrepancy: Processing 
Speed ExampleSpeed ExampleSpeed ExampleSpeed Example

Based on an intracognitive analysis with cluster scores Based on an intracognitive analysis with cluster scores g yg y
from the WJfrom the WJ--R, an evaluator stated that R, an evaluator stated that 

“Processing Speed (Gs) shows [the examinee’s] actual score at “Processing Speed (Gs) shows [the examinee’s] actual score at Processing Speed (Gs) shows [the examinee s] actual score atProcessing Speed (Gs) shows [the examinee s] actual score at
98, her predicted score is 119, a difference of 98, her predicted score is 119, a difference of --21 points 21 points 
demonstrating an intrademonstrating an intra--cognitive discrepancy of cognitive discrepancy of --1.71 standard 1.71 standard 
deviations [t]he req ired standard deviation to demonstratedeviations [t]he req ired standard deviation to demonstratedeviations. . .[t]he required standard deviation to demonstrate deviations. . .[t]he required standard deviation to demonstrate 
an information processing deficit is 1.5.”an information processing deficit is 1.5.”

Conclusion: the examinee has “processing speedConclusion: the examinee has “processing speed deficitsdeficitsConclusion: the examinee has processing speed Conclusion: the examinee has processing speed deficitsdeficits
[which] cause [the examinee] to have a reading disorder. . [which] cause [the examinee] to have a reading disorder. . 
.”.”.  .  



Ignoring Other Data: Processing Speed Ignoring Other Data: Processing Speed 
ExampleExample

B S b E l i S d d P il RBattery – Subtest Evaluation
Date

Standard
Score

Percentile
Rank

Range

WAIS-R – Digit Symbol 1995 14 91st High Average
WJ-R – Visual Matching 1998 95 38th Average
WJ R C O t 1998 109 73rd AWJ-R – Cross-Out 1998 109 73rd Average
WJ-R – Processing Speed Cluster 1998 98 45th Average
WAIS-III – Digit-Symbol 1999 15 95th Superior
WAIS-III – Symbol Search 1999 14 91st High Average
WAIS III Processing Speed Inde 1999 125 95th S periorWAIS-III – Processing Speed Index 1999 125 95 Superior

I A review of the examinee’s data demonstrates that her speed of 
processing performance across three different evaluations ranged processing performance across three different evaluations ranged 
from Average to Superior.
IThe most recent estimate of processing speed (WAIS-III 
Processing Speed Index) fell in the Superior range of abilityProcessing Speed Index) fell in the Superior range of ability.

IConclusion: The examinee does not process information slowly, 
instead the data indicate that the examinee’s information 
processing is equal to, and more properly classified as superior to, 
the performance of most people.



Intracognitive Discrepancies: What’s Intracognitive Discrepancies: What’s 
N l?N l?Normal?Normal?

McGrew & Knopik, 1996

At least At least twotwo significant discrepancies are found in significant discrepancies are found in 
the cognitive ability profiles of normal peoplethe cognitive ability profiles of normal peoplethe cognitive ability profiles of normal peoplethe cognitive ability profiles of normal people

T i i i h d/ kT i i i h d/ kTwo intracognitive strengths and/or weaknesses Two intracognitive strengths and/or weaknesses 
are are not relatednot related (significantly) to low achievement (significantly) to low achievement 

d hid hior underachievementor underachievement



How Should Schools Identify SLD?How Should Schools Identify SLD?yy

Federal legislation provides the guidelines that schools Federal legislation provides the guidelines that schools 
must follow when identifying children for special must follow when identifying children for special 
education services.education services.
Based on the changes in IDEA 2004, the US Based on the changes in IDEA 2004, the US 
Department of Education (Department of Education (USDOEUSDOE) updated its ) updated its 
regulations to state education departments The newregulations to state education departments The newregulations to state education departments. The new regulations to state education departments. The new 
USDOE regulations:USDOE regulations:

ExplicitlyExplicitly allowallow states to use RTI to identify SLDstates to use RTI to identify SLDExplicitly Explicitly allowallow states to use RTI to identify SLDstates to use RTI to identify SLD
ForbidForbid states from forcing schools to use a ‘discrepancy states from forcing schools to use a ‘discrepancy 
model’ to identify SLDmodel’ to identify SLD

Wright 2006



Why have states been Why have states been forbiddenforbidden to mandate an to mandate an 
abilityability--achievement discrepancy model for the achievement discrepancy model for the yy p yp y

identification of SLDidentification of SLD??

Professional associations, advocacy groups, and 
government agencies have formed task forces and 

k f h k f d id ifi itask forces on the task forces to study identification 
of  students with LD. We have had mega-analyses of  
meta-analyses and syntheses of  syntheses.  Nearly all y y y y
groups have reached the same conclusion: There is 
little empirical support for test-based discrepancy 
models in identification of students as LDmodels in identification of  students as LD.

Ysseldyke (2005, p. 125)



How Should SLD be Identified?How Should SLD be Identified?How Should SLD be Identified?How Should SLD be Identified?

Out with the traditional Discrepancy ModelOut with the traditional Discrepancy Model

In with a Response to Intervention ModelIn with a Response to Intervention Model



What is Response to Intervention?What is Response to Intervention?

'Response to Intervention' is an emerging approach to 'Response to Intervention' is an emerging approach to 
the diagnosis of Learning Disabilities that holds the diagnosis of Learning Disabilities that holds 
considerable promise In the RTI modelconsiderable promise In the RTI model::considerable promise. In the RTI modelconsiderable promise. In the RTI model::
A student with academic delays is given one or more researchA student with academic delays is given one or more research--
validated interventions.validated interventions.validated interventions.validated interventions.
The student's academic progress is monitored frequently to The student's academic progress is monitored frequently to 
see if those interventions are sufficient to help the student to see if those interventions are sufficient to help the student to 
catch up with his or her peers. catch up with his or her peers. 
If the student fails to show significantly improved academic If the student fails to show significantly improved academic 
skills despite se eral ellskills despite se eral ell designed and implementeddesigned and implementedskills despite several wellskills despite several well--designed and implemented designed and implemented 
interventions, this failure to 'respond to intervention' can be interventions, this failure to 'respond to intervention' can be 
viewed as evidence of an underlying Learning Disability. viewed as evidence of an underlying Learning Disability. y g g yy g g y

Wright, January 2006



What Everyone Should Know About RTIWhat Everyone Should Know About RTIWhat Everyone Should Know About RTIWhat Everyone Should Know About RTI

Currently not formally definedCurrently not formally definedCurrently not formally definedCurrently not formally defined
No single RTI model is wellNo single RTI model is well--established or widely established or widely 
endorsed by researchers or educatorsendorsed by researchers or educatorsyy
Some define it as a diagnostic systemSome define it as a diagnostic system
Others define it asOthers define it as an early intervention process thatan early intervention process thatOthers define it as Others define it as an early intervention process that an early intervention process that 
“eliminates” insufficient instruction as an “eliminates” insufficient instruction as an 
explanatory factor of a child’s learning problemsexplanatory factor of a child’s learning problems



What Everyone Should Know About RTIWhat Everyone Should Know About RTIWhat Everyone Should Know About RTIWhat Everyone Should Know About RTI

Focus is on the provision of more effectiveFocus is on the provision of more effectiveFocus is on the provision of more effective Focus is on the provision of more effective 
instructioninstruction
Encourages earlier interventions for studentsEncourages earlier interventions for studentsEncourages earlier interventions for students Encourages earlier interventions for students 
with with reading difficultiesreading difficulties
C i i h iC i i h i SLDSLD bbCore assumption is that it can Core assumption is that it can prevent SLDprevent SLD by by 
providing interventions as concerns emergeproviding interventions as concerns emerge
Core assumption is that nonresponders Core assumption is that nonresponders are are 
SLDSLD



Many believe that RTI…Many believe that RTI…Many believe that RTI…Many believe that RTI…

is a promising practice for preventing SLDis a promising practice for preventing SLDp g p p gp g p p g
You cannot You cannot preventprevent SLD SLD –– you may be able to circumvent you may be able to circumvent 
the full impact of the disorder (so that it does not rise to the the full impact of the disorder (so that it does not rise to the 
level of a disability). level of a disability). You cannot cure You cannot cure a psychological a psychological y)y) p y gp y g
processing disorder by educational instruction.  processing disorder by educational instruction.  

To prevent the disorder from rising to the level of a To prevent the disorder from rising to the level of a 
disability:disability:d sab ty:d sab ty:

accommodations to the classroom environmentaccommodations to the classroom environment
accommodations to teaching methodsaccommodations to teaching methods
teaching students compensatory strategiesteaching students compensatory strategies

Identifying and understanding psychological processing Identifying and understanding psychological processing 
disordersdisorders requires an individualized assessmentrequires an individualized assessmentdisorders disorders requires an individualized assessmentrequires an individualized assessment



Fundamental Components…Fundamental Components…Fundamental Components…Fundamental Components…

when RTI is in placewhen RTI is in placepp
Assessment technology approved (pre and post)Assessment technology approved (pre and post)
Continuous progress monitoringContinuous progress monitoring
ResearchResearch based interventions availablebased interventions availableResearchResearch--based interventions availablebased interventions available
Staff for implementing interventionsStaff for implementing interventions
Assessment of fidelity/integrity of intervention Assessment of fidelity/integrity of intervention 
implementationimplementationimplementationimplementation
School/district has RTI model well described in written School/district has RTI model well described in written 
documentsdocuments
T RTI d lT RTI d lTwo RTI models: Two RTI models: 

Standardized treatment protocolStandardized treatment protocol
Individualized, problemIndividualized, problem--solving modelsolving model



How can a school restructure to support RTI?How can a school restructure to support RTI?

The school can organize its intervention efforts into 3 Tiers that The school can organize its intervention efforts into 3 Tiers that 
represent a continuum of increasing intensity of support  (Kovaleski, represent a continuum of increasing intensity of support  (Kovaleski, 
2003; Vaughn, 2003; c.f., Wright, 2006).2003; Vaughn, 2003; c.f., Wright, 2006).2003; Vaughn, 2003; c.f., Wright, 2006). 2003; Vaughn, 2003; c.f., Wright, 2006). 

Universal Instruction: Available to all students

Tier ITier I
Universal Instruction: Available to all students
Example: Regular education classroom

Tier IITier II
Small Group Intervention: Students who need additional 
support compared to peers are given intervention plans. 
Example: Standardized tutoring protocol to increase reading 

Tier IIITier III
fluency
Intensive Intervention: Students whose intervention needs 
are greater than that which general education can meet may g g y
be referred for more intensive services
Example: Special Education



RTI: Tier IRTI: Tier I

All children receive the universal, core instructional All children receive the universal, core instructional 
programprogram

AssumptionAssumption: Students receive validated, research: Students receive validated, research--based based 
instruction in regular educationinstruction in regular educationgg

RTI identifies those students who do not respond RTI identifies those students who do not respond 
well to general education instructionwell to general education instruction

The current reading failure rate is 20%The current reading failure rate is 20%--30%30%
This rate could be reduced to 2%This rate could be reduced to 2%--10% percent if 10% percent if 
elementary school classrooms incorporated researchelementary school classrooms incorporated research--elementary school classrooms incorporated researchelementary school classrooms incorporated research
based practicesbased practices



What Education Schools Aren’t Teaching What Education Schools Aren’t Teaching gg
about Reading and What Elementary about Reading and What Elementary 

Te chers Aren’t Le rninTe chers Aren’t Le rninTeachers Aren’t LearningTeachers Aren’t Learning

Executive Summary, May 2006Executive Summary, May 2006
National Council on Teacher QualityNational Council on Teacher Quality



Are Elementary Schools Incorporating Are Elementary Schools Incorporating 
ResearchResearch--based Practices?based Practices?

Daily training in linguistic and oral skills to build awareness of speechDaily training in linguistic and oral skills to build awareness of speechDaily training in linguistic and oral skills to build awareness of speech Daily training in linguistic and oral skills to build awareness of speech 
sounds, or phonemessounds, or phonemes
Explicit instruction in letter sounds, syllables, and words accompanied Explicit instruction in letter sounds, syllables, and words accompanied 
by explicit instruction in spellingby explicit instruction in spelling
T hi h i i h h h h f d l d hT hi h i i h h h h f d l d hTeaching phonics in the sequence that research has found leads to the Teaching phonics in the sequence that research has found leads to the 
least amount of confusion, rather than teaching it in a scattered fashion least amount of confusion, rather than teaching it in a scattered fashion 
and only when children encounter difficultyand only when children encounter difficulty
Practicing skills to the point of “automaticity” so that children do not Practicing skills to the point of “automaticity” so that children do not g p yg p y
have to think about sounding out a word when they need to focus on have to think about sounding out a word when they need to focus on 
meaningmeaning
Concurrently with all of the above, building comprehension skills and Concurrently with all of the above, building comprehension skills and 
vocabulary knowledge through reading aloud, discussing, and writingvocabulary knowledge through reading aloud, discussing, and writingvocabulary knowledge through reading aloud, discussing, and writing vocabulary knowledge through reading aloud, discussing, and writing 
about quality children's literature and nonfiction topicsabout quality children's literature and nonfiction topics
Frequent assessment and instructional adjustments to make sure Frequent assessment and instructional adjustments to make sure 
children are making progresschildren are making progress

Regardless of social class, race, or income, roughly a third of all Regardless of social class, race, or income, roughly a third of all 
kindergarteners require this explicit, systematic approach to learn how kindergarteners require this explicit, systematic approach to learn how 
to readto read



What do education schools teach elementary teacher What do education schools teach elementary teacher 
candidates about reading instruction?candidates about reading instruction?gg

National Council on Teacher QualityNational Council on Teacher Quality (NCTQ) examined (NCTQ) examined 
course syllabi and texts that must be read for these coursescourse syllabi and texts that must be read for these courses
Represents the most comprehensive picture to date of what Represents the most comprehensive picture to date of what 
elementary teacher candidates are learning elementary teacher candidates are learning –– or failing to learnor failing to learn
–– about the teaching of readingabout the teaching of reading
Randomly selected 72 elementary education programs that Randomly selected 72 elementary education programs that 
mirror the admissions selectivity of the nation’s 1,271 higher mirror the admissions selectivity of the nation’s 1,271 higher 
education institutions that house elementary education programs. education institutions that house elementary education programs. 
A l i t i t d tA l i t i t d tAnalysis restricted to:Analysis restricted to:

Reading courses required of students who aspire to teach kindergarten Reading courses required of students who aspire to teach kindergarten 
through fifth gradethrough fifth grade
Required reading coursesRequired reading coursesRequired reading coursesRequired reading courses

Final sample included 222 required coursesFinal sample included 222 required courses
Each course was analyzed to assess the degree to which the five Each course was analyzed to assess the degree to which the five 
components of effective reading instruction are taught:components of effective reading instruction are taught:components of effective reading instruction are taught: components of effective reading instruction are taught: 
phonemic awareness, phonics, fluency, vocabulary, and phonemic awareness, phonics, fluency, vocabulary, and 
comprehensioncomprehension



What do education schools teach elementary What do education schools teach elementary 
h did b di i i ?h did b di i i ?teacher candidates about reading instruction?teacher candidates about reading instruction?

THE FINDINGS…..THE FINDINGS…..



Why Can’t Johnny Read?Why Can’t Johnny Read?
NCTQ FindingsNCTQ FindingsNCTQ FindingsNCTQ Findings

Most education schools are not teaching the science of Most education schools are not teaching the science of 
readingreading

Almost all of the 72 institutions earned a “failing” grade, even though a Almost all of the 72 institutions earned a “failing” grade, even though a 
passing grade was possible if a professor devoted less than 20 percent passing grade was possible if a professor devoted less than 20 percent 
of the lectures to the science of readingof the lectures to the science of readingof the lectures to the science of readingof the lectures to the science of reading

Even courses claiming to provide a “balanced” approach Even courses claiming to provide a “balanced” approach 
ignore the science of readingignore the science of reading

Almost all of the professors who say their intention is to provide aAlmost all of the professors who say their intention is to provide aAlmost all of the professors who say their intention is to provide a Almost all of the professors who say their intention is to provide a 
“balanced” approach never acknowledge that there is a science of “balanced” approach never acknowledge that there is a science of 
readingreading

Characteristics such as national accreditation do not Characteristics such as national accreditation do not 
i h lik lih d h d i h l ii h lik lih d h d i h l iincrease the likelihood that an education school is more increase the likelihood that an education school is more 
likely than others to teach the science of readinglikely than others to teach the science of reading

NCATE schools did no better than the nonNCATE schools did no better than the non--NCATE schoolsNCATE schools

National Council on Teacher Quality: www.nctq.org



Why Can’t Johnny Read?Why Can’t Johnny Read?
TTNCTQ FindingsNCTQ Findings

Six out of seven courses do not even broach phonics, Six out of seven courses do not even broach phonics, pp
despite its long history as a critical component of reading despite its long history as a critical component of reading 
instructioninstruction
Much of current reading instruction is incompatible withMuch of current reading instruction is incompatible withMuch of current reading instruction is incompatible with Much of current reading instruction is incompatible with 
the sciencethe science

Many reading teachers and textbooks describe the process of becoming a Many reading teachers and textbooks describe the process of becoming a 
reader as a natural, organic process, though there is no scientific basis reader as a natural, organic process, though there is no scientific basis , g p , g, g p , g
supporting such a view for any child, even for children who seem to find supporting such a view for any child, even for children who seem to find 
it easy to learn how to readit easy to learn how to read

Teacher educators portray the science of reading Teacher educators portray the science of reading p y gp y g
instruction as one approach that is no more valid than instruction as one approach that is no more valid than 
othersothers

National Council on Teacher Quality: www.nctq.org



Why Can’t Johnny Read?Why Can’t Johnny Read?
NCTQ Findin sNCTQ Findin sNCTQ FindingsNCTQ Findings

Many courses reflect low expectations, with little evidence Many courses reflect low expectations, with little evidence y py p
of collegeof college--level worklevel work

Effort to develop practical application of knowledge is not evidentEffort to develop practical application of knowledge is not evident
Many professors place more emphasis on keeping their courses fun than Many professors place more emphasis on keeping their courses fun than y p p p p gy p p p p g
on learning on learning –– results in activities in which students rely on their own results in activities in which students rely on their own 
devices to teach literacy rather than on learning how to use welldevices to teach literacy rather than on learning how to use well--tested, tested, 
scientifically sound approachesscientifically sound approaches
T i l l f hi “ i h” “Af di hT i l l f hi “ i h” “Af di hTypical example of this “entertainment approach”: “After reading the Typical example of this “entertainment approach”: “After reading the 
book, design an original cover for it. Construct reading comprehension book, design an original cover for it. Construct reading comprehension 
questions. Make a commercial that convinces others to buy and read the questions. Make a commercial that convinces others to buy and read the 
book. Make a diorama of the book.”book. Make a diorama of the book.”
Too many young teachers are entering the field of teaching having Too many young teachers are entering the field of teaching having 
been required to do nothing more sophisticated than the same arts been required to do nothing more sophisticated than the same arts 
and crafts projects they did as young childrenand crafts projects they did as young children

National Council on Teacher Quality: www.nctq.org



Why Can’t Johnny Read?Why Can’t Johnny Read?
NCTQ Findin sNCTQ Findin sNCTQ FindingsNCTQ Findings

The quality of almost all reading textbooks is poor.The quality of almost all reading textbooks is poor.The quality of almost all reading textbooks is poor.  The quality of almost all reading textbooks is poor.  
Their content includes little to no hard science, Their content includes little to no hard science, 
and in far too many cases they are inaccurate and and in far too many cases they are inaccurate and 
misleadingmisleading

Of 226 texts that were required reading, literacy experts were Of 226 texts that were required reading, literacy experts were 
bl id if l f h ld b bl lbl id if l f h ld b bl lable to identify only four that would be acceptable as general able to identify only four that would be acceptable as general 

textbooks…because they included the science of reading.  textbooks…because they included the science of reading.  
These four books were used in only 11 of 222 courses.These four books were used in only 11 of 222 courses.
There is no agreement in the field about what There is no agreement in the field about what 
constitutes “seminal” textsconstitutes “seminal” texts

I t th th fi ld i fI t th th fi ld i f ff ll!ll!In truth, the field is a freeIn truth, the field is a free--forfor--all!all!

National Council on Teacher Quality: www.nctq.org





Biggest Tier I Problem: Poorly Biggest Tier I Problem: Poorly 
Trained TeachersTrained TeachersTrained TeachersTrained Teachers

Tier ITier ITier ITier I

As quality of training
Research-based 
Instruction and 
School-Wide 

As quality of  training 
improves, the 20-30% 

f hild i k fSchool Wide 
Screening of  children at risk for 

reading failure can g
be reduced to 2-10% 



TierTier--byby--Tier QuestionsTier Questions

Tier 1Tier 1
“All children are tested once in the Fall”“All children are tested once in the Fall”

QuestionQuestionQuestionQuestion
What type of screening method is used? What type of screening method is used? 
Standardized tests? CBA? At what point in theStandardized tests? CBA? At what point in theStandardized tests? CBA? At what point in the Standardized tests? CBA? At what point in the 
Fall are they tested? Are they tested across Fall are they tested? Are they tested across 
academic domains or just reading? Is it group or academic domains or just reading? Is it group or 
individual testing? Who does the testing?individual testing? Who does the testing?



TierTier--byby--Tier QuestionsTier Questions

Tier 1Tier 1
“At“At--risk students are identified for Tier 2 risk students are identified for Tier 2 
intervention on the basis of low performance”intervention on the basis of low performance”

QuestionQuestion
What constitutes low performance? A normativeWhat constitutes low performance? A normativeWhat constitutes low performance? A normative What constitutes low performance? A normative 
deficit? A criteriondeficit? A criterion--referenced deficit? referenced deficit? 



TierTier--byby--Tier QuestionsTier Questions

Tier 2Tier 2
“For at“For at--risk students, a second tier of prevention risk students, a second tier of prevention 
is implemented using standard researchis implemented using standard research--validated validated 
tutoring protocols”tutoring protocols”

QuestionQuestion
Where does one find these protocols? Where does one find these protocols? 



Web resources for evidenceWeb resources for evidence--based based 
intervention strategiesintervention strategiesintervention strategiesintervention strategies

Bi Id i B i i R diBi Id i B i i R di (U f O )(U f O )Big Ideas in Beginning ReadingBig Ideas in Beginning Reading (U of Oregon):(U of Oregon):
reading.uoregon.edureading.uoregon.edu

What Works Clearinghouse What Works Clearinghouse (US Dept of (US Dept of 
Ed ti )Ed ti )Education): Education): www.wwww.w--ww--c.orgc.org

I t ti C t lI t ti C t lIntervention Central: Intervention Central: 
www.interventioncentral.orgwww.interventioncentral.org



What’s “EmpiricallyWhat’s “Empirically--Supported” ?Supported” ?What s EmpiricallyWhat s Empirically Supported  ?Supported  ?

Interestingly a last minute revision to the OSEPInterestingly a last minute revision to the OSEPInterestingly, a last minute revision to the OSEP Interestingly, a last minute revision to the OSEP 
Regulations on IDEA was inserted that Regulations on IDEA was inserted that 
substituted “substituted “appropriateappropriate interventions” forinterventions” forsubstituted substituted appropriateappropriate interventions  for interventions  for 
““empiricallyempirically--supportedsupported interventions”.  This change interventions”.  This change 
was made because of the lack of scientificallywas made because of the lack of scientificallywas made because of the lack of scientifically was made because of the lack of scientifically 
supported interventions beyond early reading.supported interventions beyond early reading.



TierTier--byby--Tier QuestionsTier Questions

Tier 2Tier 2
“Student progress is monitored throughout the “Student progress is monitored throughout the 
intervention, and students are reintervention, and students are re--tested following tested following 
the intervention”the intervention”

QuestionQuestion
How is progress monitored? How often is How is progress monitored? How often is 
progress monitored? Who monitors progress?  progress monitored? Who monitors progress?  



Progress Monitoring ResourcesProgress Monitoring Resources

National Center on Student ProgressNational Center on Student ProgressNational Center on Student Progress National Center on Student Progress 
MonitoringMonitoring
AIMSweb Progress Monitoring SystemAIMSweb Progress Monitoring SystemAIMSweb Progress Monitoring SystemAIMSweb Progress Monitoring System
Dynamic Indicators of Basic Early Literacy Skills Dynamic Indicators of Basic Early Literacy Skills 
(DIBELS)(DIBELS)(DIBELS)(DIBELS)
Intervention CentralIntervention Central



TierTier--byby--Tier QuestionsTier Questions

Tier 2Tier 2
“Growth/performance is dichotomized as “Growth/performance is dichotomized as 
responsive or unresponsive”responsive or unresponsive”

QuestionQuestion
What is the cut off?What is the cut off?What is the cut off?  What is the cut off?  



Biggest Tier II Problem: Who Will Implement the Biggest Tier II Problem: Who Will Implement the 
S i ifi R hS i ifi R h b d I i ?b d I i ?Scientific, ResearchScientific, Research--based Interventions?based Interventions?

Typical RTI Scenario:  500 kids in K-3; 20% At-Risk (N=100) at Tier I; 36 yp ( )
benefit from Title Programs; 64 are identified as in need of  more intensive 
and more frequent intervention



Biggest Tier II Problem: Who Will Implement the Biggest Tier II Problem: Who Will Implement the 
Scientific, ResearchScientific, Research--based Interventions?based Interventions?,,

Tier IITier IITier IITier II
‘Non-
Responders’ to 

In order for individualized interventions to be 
effectively implemented, they should be limited 
to approximately 5% of  the student population. Responders  to 

Tier I Are Given 
‘small group’ 
i i

But, on average, 20% are not successful.  No 
problem-solving team or problem-analysis 
approach can be successful with that many 

interventions children because the problem-analysis process 
and resulting interventions are too time and 
resource intensive to be implemented. Thus, 
m n h l di tri t impl m nt t r dmany school districts implement a watered-
down version of  the problem-solving team 
process under the umbrella of  RTI.
(Burns 2007)(Burns, 2007)



What Does One Do With a Tier II Responder?What Does One Do With a Tier II Responder?

Where do Tier 2 Where do Tier 2 respondersresponders go?go?pp gg
Do they go back to the general education Do they go back to the general education 
classroomclassroom –– back to the instruction to whichback to the instruction to whichclassroom classroom –– back to the instruction to which back to the instruction to which 
they were unresponsive?they were unresponsive?
A th it d? Wh d thA th it d? Wh d thAre they monitored?  Who does the Are they monitored?  Who does the 
monitoring? monitoring? 



TierTier--byby--Tier QuestionsTier Questions

Tier 3Tier 3
Those who do not respond receive a multidisciplinary Those who do not respond receive a multidisciplinary 
team evaluation and are identified for individualized team evaluation and are identified for individualized 
programming in special education (LD BD MR)programming in special education (LD BD MR)programming in special education (LD, BD, MR)programming in special education (LD, BD, MR)

QuestionQuestion
What about other disability categories (speech impairedWhat about other disability categories (speech impairedWhat about other disability categories (speech impaired, What about other disability categories (speech impaired, 
visually impaired, etc.) as explanations of continued visually impaired, etc.) as explanations of continued 
academic failure?academic failure?
What about other SLD categories besides basic reading What about other SLD categories besides basic reading 
skills and reading fluency (e.g., listening comprehension, skills and reading fluency (e.g., listening comprehension, 
oral expression, written expression, math calculation, oral expression, written expression, math calculation, p , p , ,p , p , ,
math problem solving)?math problem solving)?



Biggest Tier III Problem: Assumption that Child WILL Biggest Tier III Problem: Assumption that Child WILL 
Qualify for Special EducationQualify for Special EducationQualify for Special EducationQualify for Special Education

Tier IIITier IIITier IIITier III
‘Long-Term 
Programming for 

What if  the student does What if  the student does 
not meet criteria for anot meet criteria for aProgramming for 

Students Who 
Fail to Respond 

 Ti  II 

not meet criteria for a not meet criteria for a 
disability category? Does disability category? Does 
the student go back tothe student go back toto Tier II 

Interventions’ 
(e.g., Special 

the student go back to the student go back to 
Tier II? Return to Tier I?Tier II? Return to Tier I?

( g , p
Education)



Advantages and Advantages and 
Disadvantages of RTIDisadvantages of RTI



What are advantages of RTI?What are advantages of RTI?

Helps ensure that the student’s poor academic Helps ensure that the student’s poor academic 
performance is not due to poor instructionperformance is not due to poor instructionperformance is not due to poor instructionperformance is not due to poor instruction
Allows schools to Allows schools to intervene earlyintervene early to meet the needs to meet the needs 
of struggling learners.of struggling learners.of struggling learners. of struggling learners. 

Proponents of RTI vehemently state that it is Proponents of RTI vehemently state that it is NOTNOT a waita wait--
toto--fail model”fail model”

Provides researchProvides research--based instruction and intervention based instruction and intervention 
(ideally)(ideally)
Collected data better informs instruction than data Collected data better informs instruction than data 
generated by abilitygenerated by ability--achievement discrepancy methodsachievement discrepancy methods



Advantages of RTIAdvantages of RTIAdvantages of RTIAdvantages of RTI

RTIRTI streamlines the referral processstreamlines the referral process becausebecauseRTI RTI streamlines the referral processstreamlines the referral process because because 
intensive intervention (Tier II)intensive intervention (Tier II)

Will take care of those who needed remedialWill take care of those who needed remedialWill take care of those who needed remedial Will take care of those who needed remedial 
instruction instruction 
Will identify those who do not respond and whoWill identify those who do not respond and whoWill identify those who do not respond and who, Will identify those who do not respond and who, 
therefore, are candidates for differential diagnosistherefore, are candidates for differential diagnosis

TraditionallyTraditionally nearlynearly allall children who did notchildren who did notTraditionally, Traditionally, nearlynearly allall children who did not children who did not 
respond to general education instruction (Tier I) respond to general education instruction (Tier I) 
were eventually referred for testingwere eventually referred for testingwere eventually referred for testingwere eventually referred for testing



Disadvantages of RTIDisadvantages of RTIDisadvantages of RTIDisadvantages of RTI

RTI is RTI is NOTNOT a diagnostic systema diagnostic systemg yg y
Lack of response to intervention is an insufficient method in Lack of response to intervention is an insufficient method in 
identifying SLDidentifying SLD

MR. LEP, language impairments, low SES, can all play a role in MR. LEP, language impairments, low SES, can all play a role in g g p p yg g p p y
students’ nonresponsivenessstudents’ nonresponsiveness

SS di d i f h b idi d i f h b iSLD is “. . .a SLD is “. . .a disorder in one or more of the basic disorder in one or more of the basic 
psychological processespsychological processes involved in understanding or involved in understanding or 
in using language, spoken or written, which may in using language, spoken or written, which may g g g p yg g g p y
manifest itself in the imperfect ability to listen, think, manifest itself in the imperfect ability to listen, think, 
speak, read, write, spell, or do mathematical speak, read, write, spell, or do mathematical 
calculations”calculations”



On RTI as a diagnostic system…On RTI as a diagnostic system…g yg y

The RTI model as presently described appears to 
radically alter the SLD concept andradically alter the SLD concept and, 

consequently, cannot be endorsed; in fact, it will 
have the effect of eliminating much of what is g

known about SLD

Kavale, Holdnack, & Mostert (2005, p. 14)



On RTI as a Diagnostic System…On RTI as a Diagnostic System…g yg y

At best the RTI model identifies students whoAt best, the RTI model identifies students who 
are at risk for reading failure and who require 
intensive intervention to achieve any success.  y
The narrowly focused reading achievement 

problem, the single processing deficit, and the 
limited intervention options suggest that what is 

being identified is a far cry from SLD in any 
significant sensesignificant sense

Kavale, Holdnack, & Mostert (2005, p. 14)



On RTI as a Diagnostic System…On RTI as a Diagnostic System…g yg y

The disconnect between the RTI model and the 
SLD construct creates the potential for 

di ti h Th b f f l itidiagnostic chaos.  The number of false positives 
and false negatives may increase significantly 

because of a failure to know what a true positivebecause of a failure to know what a true positive 
should be.  Such a scenario would do little to 

improve SLD identification.p

Kavale, Holdnack, & Mostert (2005, p. 14)



Disadvantages of RTIDisadvantages of RTIDisadvantages of RTIDisadvantages of RTI

RTI may be a “WaitRTI may be a “Wait--toto--Fail” Model forFail” Model forRTI may be a WaitRTI may be a Wait toto Fail  Model for Fail  Model for 
NonrespondersNonresponders

It would not be uncommon under an RTI model toIt would not be uncommon under an RTI model toIt would not be uncommon under an RTI model to It would not be uncommon under an RTI model to 
wait several months for the desired responsewait several months for the desired response
This timeThis time--frame would exceed the 60 days (time offrame would exceed the 60 days (time ofThis timeThis time frame would exceed the 60 days (time of frame would exceed the 60 days (time of 
referral to CSE or ARD)referral to CSE or ARD)

Instruction/Intervention is not trulyInstruction/Intervention is not trulyInstruction/Intervention is not truly Instruction/Intervention is not truly 
“individualized” until Tier III and only after a “individualized” until Tier III and only after a 
comprehensive evaluationcomprehensive evaluationcomprehensive evaluationcomprehensive evaluation



ChallengesChallenges of RTIof RTIChallengesChallenges of RTIof RTI

Requires a substantial amount of cooperation onRequires a substantial amount of cooperation onRequires a substantial amount of cooperation on Requires a substantial amount of cooperation on 
the part of regular and special educatorsthe part of regular and special educators

Frequent communication support for generalFrequent communication support for generalFrequent communication, support for general Frequent communication, support for general 
education teachers, availability of intervention education teachers, availability of intervention 
resources, etc.resources, etc.,,



Challenges of RTIChallenges of RTIChallenges of RTIChallenges of RTI

Implementing TechnologyImplementing TechnologyImplementing TechnologyImplementing Technology
Assessment methods, progress monitoring, scientificallyAssessment methods, progress monitoring, scientifically--
based interventionsbased interventions

Significant changes in roles/responsibilities of Significant changes in roles/responsibilities of 
RTI participantsRTI participants

e.g., school staff may have larger role in terms of time e.g., school staff may have larger role in terms of time 
commitments and responsibilities than they have had commitments and responsibilities than they have had 
previously (teachers assessing classroom students withpreviously (teachers assessing classroom students withpreviously (teachers assessing classroom students with previously (teachers assessing classroom students with 
screening measures)screening measures)



Challenges of RTIChallenges of RTIChallenges of RTIChallenges of RTI

Integrating approach into the existingIntegrating approach into the existingIntegrating approach into the existing Integrating approach into the existing 
structure and/or culture of a school structure and/or culture of a school 

“Helping” a child who is behind his/her peers is“Helping” a child who is behind his/her peers isHelping  a child who is behind his/her peers is Helping  a child who is behind his/her peers is 
often considered equivalent to “providing special often considered equivalent to “providing special 
education services”education services”



On Implementing RTI…p g

Today’s teaching conditions, including large 
cl ss sizes l ck of deq te tr inin ndclass sizes, lack of  adequate training, and 
strained school budgets, could make such 
implementation nothing more than a lofty butimplementation nothing more than a lofty but 
unrealistic goal for many schools across the 
country.

Mellard, 2006



Discrepancy Analysis is Neither Discrepancy Analysis is Neither 
Gone nor For ottenGone nor For ottenGone nor ForgottenGone nor Forgotten

Full Scale IQ-Achievement Discrepancy…p y

R.I.PR



Is RTI also A DiscrepancyIs RTI also A Discrepancy--Based Model?Based Model?Is RTI also A DiscrepancyIs RTI also A Discrepancy Based Model?Based Model?

YESYES

You cannot take “discrepancy” out of  the diagnostic criteria for SLD



What does RTI look like when applied to an What does RTI look like when applied to an 

individual student?individual student?individual student?individual student?

A widely accepted method for determining whether A widely accepted method for determining whether y p gy p g
a student has a Learning Disability under RTI is the a student has a Learning Disability under RTI is the 
dual discrepancy modeldual discrepancy model (Fuchs, 2003). (Fuchs, 2003). 

Discrepancy 1Discrepancy 1: The student is found to be performing : The student is found to be performing 
academically at a level significantly below that of his or academically at a level significantly below that of his or 
her typical peers (discrepancy in initial skills orher typical peers (discrepancy in initial skills orher typical peers (discrepancy in initial skills or her typical peers (discrepancy in initial skills or 
performance).performance).
Discrepancy 2Discrepancy 2: Despite the implementation of one or : Despite the implementation of one or p yp y p pp p
more wellmore well--designed, welldesigned, well--implemented interventions implemented interventions 
tailored specifically for the student, he or she fails to tailored specifically for the student, he or she fails to 
‘ l th ’ ith l t (di i t f‘ l th ’ ith l t (di i t f‘close the gap’ with classmates (discrepancy in rate of ‘close the gap’ with classmates (discrepancy in rate of 
learning relative to peers). learning relative to peers). 



How are AbilityHow are Ability--Achievement Achievement 
TTDiscrepancy and RTI Alike?Discrepancy and RTI Alike?

They both involve circular logicThey both involve circular logicy gy g
Why is Johnny LD?Why is Johnny LD?
Because he has an abilityBecause he has an ability--achievement discrepancyachievement discrepancy
Wh d h h biliWh d h h bili hi di ?hi di ?Why does he have an abilityWhy does he have an ability--achievement discrepancy?achievement discrepancy?
Because he’s LD!Because he’s LD!
Why is Sally LD?Why is Sally LD?Why is Sally LD?Why is Sally LD?
Because she failed to respond to a scientificallyBecause she failed to respond to a scientifically--based based 
interventionintervention
Why didn’t she respond to the scientificallyWhy didn’t she respond to the scientifically--based intervention?based intervention?
Because she’s LD!Because she’s LD!



What’s Missing in the Discrepancy What’s Missing in the Discrepancy 
TTand RTI Models?and RTI Models?

Evidence of the underlying cause of the Evidence of the underlying cause of the 
“unexpected underachievement” or “failure to“unexpected underachievement” or “failure tounexpected underachievement  or failure to unexpected underachievement  or failure to 
respond”respond”
Th “Th “disorder in one or more basicdisorder in one or more basicThe “The “disorder in one or more basic disorder in one or more basic 
psychological processespsychological processes…” component…” component



Discrepancy as a Diagnostic Model. . .Discrepancy as a Diagnostic Model. . .

“. . .the scores in a discrepancy calculation “. . .the scores in a discrepancy calculation 
do not inform us about any of the do not inform us about any of the 

d l i b f h hild’d l i b f h hild’underlying bases for the child’s underlying bases for the child’s 
underachievement. . . Unless you have a underachievement. . . Unless you have a 
good understanding of the basis of what’s good understanding of the basis of what’s g gg g
causing the discrepancy, you really don’t causing the discrepancy, you really don’t 
know how to best help a child learn”know how to best help a child learn”

(Mellard, 2006)



On RTI as a Diagnostic Model. . .On RTI as a Diagnostic Model. . .On RTI as a Diagnostic Model. . .On RTI as a Diagnostic Model. . .

When a child is nonresponsive to When a child is nonresponsive to 
interventions . . .the instructional and interventions . . .the instructional and 
di i ff ( h ldi i ff ( h ldiagnostic staff (e.g., school diagnostic staff (e.g., school 
psychologists, reading teachers, or psychologists, reading teachers, or 
language therapists) does not yet knowlanguage therapists) does not yet knowlanguage therapists) does not yet know language therapists) does not yet know 
why the implemented interventions were why the implemented interventions were 
unsuccessful, or which interventions unsuccessful, or which interventions 

i h ki h kmight workmight work

(Mellard, 2006)



On RTI as a Diagnostic Model. . .On RTI as a Diagnostic Model. . .On RTI as a Diagnostic Model. . .On RTI as a Diagnostic Model. . .

To garner that important information, other To garner that important information, other 
assessment approaches will be needed, assessment approaches will be needed, 
including extensive histories on healthincluding extensive histories on healthincluding extensive histories on health, including extensive histories on health, 
development, education, family education development, education, family education 
data, information processing abilities (e.g.,data, information processing abilities (e.g.,data, information processing abilities (e.g., data, information processing abilities (e.g., 
working memory, attention, sensation level, working memory, attention, sensation level, 
and selfand self--monitoring), and overall intellectual monitoring), and overall intellectual 
capacitycapacity

(Mellard, 2006)



Why Do We Need to Choose?y

We now have two major approaches to LD eligibility and 
intervention. The Discrepancy Model starting with 

b il l di ifiassessment but not necessarily leading to specific 
interventions and RTI that starts with intervention and might 
lead to assessment (Tier 3 or 4). We have “wait to fail” in the ( )
Discrepancy approach and “wait to respond” in the RTI 
approach. So where is the satisfaction? 

(Fagan, 2007)



TierTier--byby--Tier QuestionsTier Questions

Tier 2: Why do some children fail to respond?Tier 2: Why do some children fail to respond?
P rh p b i t r ti r b i ppli d “bli dl ” iz fit llP rh p b i t r ti r b i ppli d “bli dl ” iz fit llPerhaps because interventions are being applied “blindly” as a one size fits all Perhaps because interventions are being applied “blindly” as a one size fits all 
method without understanding whether or not specific cognitive deficits method without understanding whether or not specific cognitive deficits 
existexist

A h l i l h i i di killA h l i l h i i di killA neuropsychological process that is important to reading skills A neuropsychological process that is important to reading skills 
development is working memory development is working memory –– it is a crucial process for early reading it is a crucial process for early reading 
recognition and later reading comprehension. recognition and later reading comprehension. One must assess it if one One must assess it if one 
is to develop the most appropriate method of interventionis to develop the most appropriate method of intervention (Teeter et (Teeter et 
l 1997)l 1997)al., 1997).al., 1997).

Given the findings from the neuroimaging and neruopsychological fields Given the findings from the neuroimaging and neruopsychological fields 
of deficient performance on measures of of deficient performance on measures of working memory, processing working memory, processing o de c e t pe o a ce o easu es oo de c e t pe o a ce o easu es o wo g e o y, p ocess gwo g e o y, p ocess g
speed, auditory processing ability, and executive functionsspeed, auditory processing ability, and executive functions, , 
evaluation of these skills is necessary to determine the most appropriate evaluation of these skills is necessary to determine the most appropriate 
program to fit the individual child’s need.  program to fit the individual child’s need.  

Semrud-Clikeman (2005)



Individual Difference ARE ImportantIndividual Difference ARE Important

The danger with not paying attention to The danger with not paying attention to individual individual g p y gg p y g
differencesdifferences is that we will repeat the current is that we will repeat the current 
practice of simple assessments in curricular materials practice of simple assessments in curricular materials 
t l t l l i d t lt l t l l i d t lto evaluate a complex learning process and to plan to evaluate a complex learning process and to plan 
for interventions with children and adolescents with for interventions with children and adolescents with 
markedly different needs and learning profilesmarkedly different needs and learning profilesy g py g p
(Semrud(Semrud--Clikeman, 2005).Clikeman, 2005).

“Nonresponders” provide sound evidence that“Nonresponders” provide sound evidence that
one size DOES NOT fit all.one size DOES NOT fit all.



Tests of Cognitive Abilities/Processes Tests of Cognitive Abilities/Processes 
ARE Import ntARE Import ntARE ImportantARE Important

Highly ReliableHighly Reliable
Exemplary Standardization CharacteristicsExemplary Standardization CharacteristicsExemplary Standardization CharacteristicsExemplary Standardization Characteristics
TheoryTheory-- based based 
V lid i di f CHC bili i /V lid i di f CHC bili i /Valid indicators of CHC abilities/processesValid indicators of CHC abilities/processes



Arguments Against Use of “IQ” TestsArguments Against Use of “IQ” Tests

They lack diagnostic utilityThey lack diagnostic utility

“ Tests do not think for themselves, nor do they 
directly communicate with patients.  Like a 
stethoscope, a blood pressure gauge, or an MRI scan, 

h l i l t t i d b t l d th th fa psychological test is a dumb tool, and the worth of  
the tool cannot be separated from the sophistication 
of the clinician who draws inferences from it andof  the clinician who draws inferences from it and 
then communicates with patients and professionals”

Meyer et al. (2001).  Psychological testing and psychological assessment.  American 
Psychologist, February



Arguments Against Use of “IQ” TestsArguments Against Use of “IQ” Tests

They lack treatment utilityThey lack treatment utility
Tests do not treat; people do!Tests do not treat; people do!

Information provided by tests assists in Information provided by tests assists in p d d yp d d y
selection of the most appropriate treatmentsselection of the most appropriate treatments



Individual Difference ARE ImportantIndividual Difference ARE Important

If students with reading or math difficulties are If students with reading or math difficulties are 
compared with typical achievers, it is possible to show compared with typical achievers, it is possible to show p yp , pp yp , p
that these three groups display different cognitive that these three groups display different cognitive 
correlatescorrelates
N bi l i l di h h h diffN bi l i l di h h h diffNeurobiological studies show that these groups differ Neurobiological studies show that these groups differ 
in the neural correlates of reading and math in the neural correlates of reading and math 
performance as well as the heritability of reading and performance as well as the heritability of reading and pe o a ce as we as t e e tab ty o ead g a dpe o a ce as we as t e e tab ty o ead g a d
math disorders (Lyon et al., 2003)math disorders (Lyon et al., 2003)
Evidence will likely show that different kinds of Evidence will likely show that different kinds of 
interventions are needed for students who do not show interventions are needed for students who do not show 
an adequate response to instructionan adequate response to instruction

Fletcher, Denton, and Francis (2005)



there is a demand for the comprehensive assessment to drive… there is a demand for the comprehensive assessment to drive 
intervention. This is the way it has always been, and this is the way 
it will always be because the referral questions for children with 
SLD have always asked, What is wrong? And how can we help? 
These questions demand differential diagnosis, a large part of 
which is determined by the cognitive abilities present in thewhich is determined by the cognitive abilities present in the 
individual child (p. 211).

Source: Kaufman, A. S., Lichtenberger, E. O., Fletcher-Janzen, E.,Source: Kaufman, A. S., Lichtenberger, E. O., Fletcher Janzen, E., 
& Kaufman, N. L. (2005). Essentials of the K-ABC-II Assessment.
New York: John Wiley & Sons.



Major Criticism of IQ Tests in LD EvaluationMajor Criticism of IQ Tests in LD Evaluationjj

They don’t measure abilities that are important They don’t measure abilities that are important 
““markersmarkers” associated with potential reading ” associated with potential reading p gp g
success/failuresuccess/failure



Conclusion Made By Many LD ResearchersConclusion Made By Many LD Researchersy yy y

IQ Tests are IQ Tests are IrrelevantIrrelevant to LD Diagnosisto LD DiagnosisQQ gg

Problem with this conclusion:  the belief that Problem with this conclusion:  the belief that IQ=WechslerIQ=WechslerQQ
is not supportedis not supported

Many LD researchers equate IQ with a FSIQ from the Many LD researchers equate IQ with a FSIQ from the 
Wechlser Scales and ignore all other instrumentation and all Wechlser Scales and ignore all other instrumentation and all 
other relevant information that may be gleaned from an “IQ” other relevant information that may be gleaned from an “IQ” y g Qy g Q
testtest
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On Specific Cognitive Abilities in SLD On Specific Cognitive Abilities in SLD 
IdentificationIdentificationIdentification...Identification...

Agreement that these abilities are important inAgreement that these abilities are important inAgreement that these abilities are important in Agreement that these abilities are important in 
the identification processthe identification process
Virtually no recognition that current intelligenceVirtually no recognition that current intelligenceVirtually no recognition that current intelligence Virtually no recognition that current intelligence 
tests measure many of these abilitiestests measure many of these abilities



How do you individualize instruction?How do you individualize instruction?How do you individualize instruction?How do you individualize instruction?

Through an understanding of specific academicThrough an understanding of specific academicThrough an understanding of specific academic Through an understanding of specific academic 
difficulties (and strengths) and the student’s response to difficulties (and strengths) and the student’s response to 
instruction/interventioninstruction/intervention
Through an understanding of an individual’s pattern of Through an understanding of an individual’s pattern of 
cognitive ability/processing strengths and weaknessescognitive ability/processing strengths and weaknesses

Comprehensive theoryComprehensive theory-- and researchand research--based evaluationbased evaluation
Information that will assist in understanding why Tier II Information that will assist in understanding why Tier II 
interventions failedinterventions failedinterventions failedinterventions failed
Without information from measures of cognitive abilities/processes, Without information from measures of cognitive abilities/processes, 
Special Education will likely not be effectiveSpecial Education will likely not be effective



An Operational Definition of SLDAn Operational Definition of SLD

Consistent withConsistent with

“Comprehensive Evaluation”“Comprehensive Evaluation”“Comprehensive Evaluation”“Comprehensive Evaluation”





Name:_____________________ Age: ____ Grade: ____ 
Examiner:____________________  Date: ___________ 

KABC-II and KTEA-II Data

40 50 60 70 80 90 100 110 120 130 140 150 160

Integrated Ability Analysis of  Learning Disability

Ga Broad/Narrow Cluster
N Wd D d( )

Grw Broad/Narrow Cluster
Reading Composite(     )
Sound Symbol        (     ) 
Reading Fluency__(_ _)

40          50          60           70           80          90          100         110         120        130         140 150        160

Pattern of empirically or 
logically related cognitive 

and academic deficits 
establishes basis for 

ti f i it i fNonsense Wd Decod(     )
Phonol. Awareness_(     )
________________(___)
Glr/Gs Broad/Narrow Cluster
Assoc. Fluency_____(___)
Naming Facility ( )

satisfying criterion of 
“below average aptitude-
achievement consistency”

Gsm Broad/Narrow Cluster

Glr-MA Broad/Narrow Cluster
Rebus_____________(___)
Atlantis_ __________(___)
__________________(___)

g y____(___)
_________________(___)

Pattern of generallGsm Broad/Narrow Cluster
Word Order__ (     )
Number Recall_    (     )
_______________(___)
Gf Broad/Narrow Cluster
Story Comp.__ (     )

Pattern of generally 
average cognitive 

abilities and processes 
establishes basis for 

satisfying criterion of 
“an otherwise normal 

ability profile”

Gv Broad/Narrow Cluster
Rover _              __(     )
Triangles_______ (     )

( )

Pattern Reasoning   (   _)
_______________ (     )

y p

40           50          60           70           80          90          100         110        120         130        140 150        160

_______________(     )
Gc Broad/Narrow Cluster
Expressive Vocab. (     )
Verbal Knowledge (     )
_______________(     )



Name:_____________________ Age: ____ Grade: ____ 
Examiner:____________________  Date: ___________ 

KABC-II and KTEA-II Data

40 50 60 70 80 90 100 110 120 130 140 150 160

Integrated Ability Analysis of  Learning Disability

Ga Broad/Narrow Cluster
N Wd D d( )

Grw Broad/Narrow Cluster
Reading Composite(     )
Sound Symbol        (     ) 
Reading Fluency__(_ _)

40          50          60           70           80          90          100         110         120        130         140 150        160
he key deficit is domain 
specific, rather than a 
process that affects a 
variety of domainsNonsense Wd Decod(     )

Phonol. Awareness_(     )
________________(___)
Glr/Gs Broad/Narrow Cluster
Assoc. Fluency_____(___)
Naming Facility ( )

variety of  domains 
(Stanovich, 1993) 

Gsm Broad/Narrow Cluster

Glr-MA Broad/Narrow Cluster
Rebus_____________(___)
Atlantis_ __________(___)
__________________(___)

g y____(___)
_________________(___)

Gsm Broad/Narrow Cluster
Word Order__ (     )
Number Recall_    (     )
_______________(___)
Gf Broad/Narrow Cluster
Story Comp.__ (     )

Shaywitz’s (2003) 
“Sea of  

Strengths”

Gv Broad/Narrow Cluster
Rover _              __(     )
Triangles_______ (     )

( )

Pattern Reasoning   (   _)
_______________ (     )

Strengths

40           50          60           70           80          90          100         110        120         130        140 150        160

_______________(     )
Gc Broad/Narrow Cluster
Expressive Vocab. (     )
Verbal Knowledge (     )
_______________(     )



Name:_____________________ Age: ____ Grade: ____ 
Examiner:____________________  Date: ___________ 

KABC-II and KTEA-II Data

40 50 60 70 80 90 100 110 120 130 140 150 160

Integrated Ability Analysis of  Learning Disability

Ga Broad/Narrow Cluster
N Wd D d( )

Grw Broad/Narrow Cluster
Reading Composite(     )
Sound Symbol        (     ) 
Reading Fluency__(_ _)

40          50          60           70           80          90          100         110         120        130         140 150        160

Nonsense Wd Decod(     )
Phonol. Awareness_(     )
________________(___)
Glr/Gs Broad/Narrow Cluster
Assoc. Fluency_____(___)
Naming Facility ( )

Historical Concept of  Intra-
Individual Discrepancies

Gsm Broad/Narrow Cluster

Glr-MA Broad/Narrow Cluster
Rebus_____________(___)
Atlantis_ __________(___)
__________________(___)

g y____(___)
_________________(___) Individual Discrepancies

Gsm Broad/Narrow Cluster
Word Order__ (     )
Number Recall_    (     )
_______________(___)
Gf Broad/Narrow Cluster
Story Comp.__ (     )

Gv Broad/Narrow Cluster
Rover _              __(     )
Triangles_______ (     )

( )

Pattern Reasoning   (   _)
_______________ (     )

40           50          60           70           80          90          100         110        120         130        140 150        160

_______________(     )
Gc Broad/Narrow Cluster
Expressive Vocab. (     )
Verbal Knowledge (     )
_______________(     )



Regulations IDEA 2004, August 14, 2006

§§300.309(a)(2)(ii) permits consideration of:300.309(a)(2)(ii) permits consideration of:

The child exhibits a pattern of strengths and The child exhibits a pattern of strengths and 
weaknesses in performance, achievement, or weaknesses in performance, achievement, or 
both, relative to intellectual development, both, relative to intellectual development, 
that is determined by the team to be that is determined by the team to be 
relevant to the identification of a specific relevant to the identification of a specific 
learning disability.learning disability.



Level I-A of  the Operational 
Definition

Flanagan, Ortiz, Alfonso, & Mascolo (2002, 2006)Inter-Individual Academic Ability Analysis

Local Norms are acceptable but not sufficient for determining “at-risk”

N f d d di d hi d iNorm-referenced standardized achievement tests are necessary to determine
deficits in relation to peers

RTI Models focus on Basic Reading Skills (phonics) and fluency

RTI Models ignore six other areas in which SLD may manifest

Level I-A is consistent with Tier I: Identify Academic Deficits Early



Level I-B and II-B of  the Operational 
Definition

Flanagan, Ortiz, Alfonso, & Mascolo (2002, 2006)
Evaluation of  Exclusionary Factors

Occurs at the same time as Level I-A evaluation

Certain factors can be ruled out early in the processCertain factors can be ruled out early in the process

Other factors require a more comprehensive evaluation

Tier II intervention is likely necessary to rule out “insufficient (ineffective) 
instruction”

E al ation of e cl sionar factors sho ld be carried o t and doc mented atEvaluation of  exclusionary factors should be carried out and documented at 
all tiers in an RTI model



Level II-A of  the Operational Definition
Flanagan, Ortiz, Alfonso, & Mascolo (2002, 2006)

Inter-Individual Cognitive Ability Analysis

Necessary to determine whether the failure to respond is related to a disorder
in one or more psychological processesin one or more psychological processes

The relations between cognitive abilities/processes is supported by research

This type of  evaluation should occur when students do not respond to 
Tier II interventions

This type of evaluation is necessary to gain insight into why Tier II interventionThis type of  evaluation is necessary to gain insight into why Tier II intervention
was ineffective; how to redirect intervention at Tier III (true problem-solving)
and for the purposes of  differential diagnosis



Level III of  the Operational Definition
Flanagan, Ortiz, Alfonso, & Mascolo (2002, 2006)

Integrated Ability Analysis: Aptitude-Achievement Consistency

Necessary for differential diagnosis Does the student have a domain specificNecessary for differential diagnosis.  Does the student have a domain-specific
Disorder?

SLD Assistant designed to assist in answering this questiong g q

This type of  analysis occurs as part of  a comprehensive evaluation at Tier III



Level IV of  the Operational Definition
Flanagan, Ortiz, Alfonso, & Mascolo (2002, 2006)

Interference with Functioning

Necessary for differential diagnosisNecessary for differential diagnosis 

The deficits are normative, not relative

This type of  analysis occurs as part of  a comprehensive evaluation at Tier III



Three Programs to AssistThree Programs to AssistThree Programs to Assist Three Programs to Assist 
in Implementation of the in Implementation of the pp
Operational DefinitionOperational Definition



Essentials of  Cross-Battery Assessment, 2nd Edition



Purpose of the XBA DMIAPurpose of the XBA DMIA

Allows for data to be entered on separate tabs for theAllows for data to be entered on separate tabs for theAllows for data to be entered on separate tabs for the Allows for data to be entered on separate tabs for the 
following batteries: WISCfollowing batteries: WISC--IV, WPPSIIV, WPPSI--III, WAISIII, WAIS--III, III, 
WJ III, SB5, KABCWJ III, SB5, KABC--II, DASII, DAS--IIII
Assists in interpreting data from individual batteriesAssists in interpreting data from individual batteries
Allows for data to be entered in individual CHC Allows for data to be entered in individual CHC 
domains (domains (Gf, Gc, Glr, Gsm, Ga, Gv, Gs, Gq, GrwGf, Gc, Glr, Gsm, Ga, Gv, Gs, Gq, Grw) via ) via 
drop down menusdrop down menus
Assists in interpreting data from across batteriesAssists in interpreting data from across batteries
Graphs data automaticallyGraphs data automatically



Purpose of SLD AssistantPurpose of SLD Assistantu pose o S ss sta tu pose o S ss sta t

Provides a quantitative means of answering theProvides a quantitative means of answering theProvides a quantitative means of answering the Provides a quantitative means of answering the 
question: question: Does the student’s related cognitive and Does the student’s related cognitive and 
academic deficits occur within an otherwise academic deficits occur within an otherwise 
normal ability profile?normal ability profile?
Program reports a “Program reports a “gg value” based on the students value” based on the students 
intact cognitive abilities/processesintact cognitive abilities/processes

What percentage of What percentage of gg variance is explained by the intact variance is explained by the intact 
abilities (based on age)abilities (based on age)abilities (based on age)abilities (based on age)
Intact abilities/processes that are more important for Intact abilities/processes that are more important for 
academic success are weighted more heavily (based on grade)academic success are weighted more heavily (based on grade)g y ( g )g y ( g )



Demonstrate Use of CrossDemonstrate Use of Cross--Battery Battery 
Assessment Data Management andAssessment Data Management andAssessment Data Management and Assessment Data Management and 

Interpretive AssistantInterpretive Assistant

XBA DMIAXBA DMIAXBA DMIAXBA DMIA







WISC-IV Interpretation

XBA Interpretation Guidelines







WJ III TAB of XBA DMIA

XBA Interpretive GuidelinesXBA Interpretive Guidelines







The CultureThe Culture--Language Interpretive Language Interpretive 
Matrix (Automated)Matrix (Automated)Matrix (Automated)Matrix (Automated)



Cultural and Linguistic Classification of Tests Addressing Bias in Test 
Validity and Interpretation (Flanagan & Ortiz, 2001)

Pattern of Expected Performance of 
Culturally and Linguistically Diverse Children
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DEGREE OF LINGUISTIC DEMAND

LOWLOW MODERATEMODERATE HIGHHIGH

Culture and Language Matrix developed by Flanagan and Ortiz (2001)

D
E
G
R

LL
OO
WW

Matrix ReasoningMatrix Reasoning
CancellationCancellation
Hand MovementsHand Movements
Face RecognitionFace Recognition

Block DesignBlock Design
Symbol Search Symbol Search 
Digit SpanDigit Span
CodingCoding

LetterLetter--Number SequencingNumber Sequencing

E
E

O
F

C

gg
Pattern ReasoningPattern Reasoning
TrianglesTriangles
AtlantisAtlantis
Atlantis Atlantis –– DelayedDelayed
Rebus Rebus -- DelayedDelayed

gg
Block CountingBlock Counting
RoverRover
Number RecallNumber Recall
RebusRebus

C
U
L
T
U
R
A

MM
OO
DD
EE
RR
AA
TT

ArithmeticArithmetic
Picture ConceptsPicture Concepts
Word OrderWord Order
Conceptual ThinkingConceptual Thinking

L

L
O
A
D
I

TT
EE

HH
II
GG

Picture CompletionPicture Completion
Gestalt ClosureGestalt Closure

InformationInformation
SimilaritiesSimilarities
VocabularyVocabulary

I
N
G

GG
HH ComprehensionComprehension

Word ReasoningWord Reasoning
Story CompletionStory Completion
Expressive VocabularyExpressive Vocabulary
RiddlesRiddles
V rb l Kn l dV rb l Kn l dVerbal KnowledgeVerbal Knowledge



Purpose of the CPurpose of the C--LIMLIM

To address the question of whether the obtainedTo address the question of whether the obtainedTo address the question of whether the obtained To address the question of whether the obtained 
results reflect cultural or linguistic differences or results reflect cultural or linguistic differences or 
whether they indicate the presence of some typewhether they indicate the presence of some typewhether they indicate the presence of some type whether they indicate the presence of some type 
of disability.of disability.

OROROR OR 
The “difference vs. disorder” question. The “difference vs. disorder” question. 



General Guidelines for Expected Patterns of  Test General Guidelines for Expected Patterns of  Test 
Performance for Diverse Individuals (Ortiz, 2005)Performance for Diverse Individuals (Ortiz, 2005)

D
IN

G

DEGREE OF LINGUISTIC DEMAND

LowLow ModerateModerate HighHigh

LL Slightly Different: 3Slightly Different: 3 5 points5 points Slightly Different: 5Slightly Different: 5 7 points7 points Slightly Different: 7Slightly Different: 7 10 points10 points

C
U

LT
U

R
A

L 
LO

A
D LL
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WW

Slightly Different: 3Slightly Different: 3--5 points5 points
Different: 5Different: 5--7 points7 points

Markedly Different: 7Markedly Different: 7--10 points10 points

Slightly Different: 5Slightly Different: 5--7 points7 points
Different: 7Different: 7--10 points10 points

Markedly Different: 10Markedly Different: 10--15 points15 points

Slightly Different: 7Slightly Different: 7--10 points10 points
Different: 10Different: 10--15 points15 points

Markedly Different: 15Markedly Different: 15--20 points20 points

MM
OO

Slightly Different: 5Slightly Different: 5--7 points7 points
Different: 7Different: 7--10 points10 points

Slightly Different: 7Slightly Different: 7--10 points10 points
Different: 10Different: 10--15 points15 points

Slightly Different: 10Slightly Different: 10--15 points15 points
Different: 15Different: 15--20 points20 points

D
EG

R
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 O
F 

C DD
pp

Markedly Different: 10Markedly Different: 10--15 points15 points
pp

Markedly Different: 15Markedly Different: 15--20 points20 points
pp

Markedly Different: 20Markedly Different: 20--25 points25 points

HH
II
GG
hh

Slightly Different: 7Slightly Different: 7--10 points10 points
Different: 10Different: 10--15 points15 points

Markedly Different: 15Markedly Different: 15--20 points20 points

Slightly Different: 10Slightly Different: 10--15 points15 points
Different: 15Different: 15--20 points20 points

Markedly Different: 20Markedly Different: 20--25 points25 points

Slightly Different: 15Slightly Different: 15--20 points20 points
Different: 20Different: 20--30 points30 points

Markedly Different: 25Markedly Different: 25--35 points35 points
hh

Slightly Different: Includes individuals with high levels of English language proficiency (e.g., advanced BICS/emerging CALP) and high 
acculturation, but still not entirely comparable to mainstream U.S. English speakers. Examples include individuals who have resided in the 
U.S. for more than 7 years or who have parents with at least a high school education, and who demonstrate native-like proficiency in English 
language conversation and solid literacy skills.
Different: Includes individuals with moderate levels of English language proficiency (e.g., intermediate to advanced BICS) and moderate 
levels of acculturation. Examples include individuals who have resided in the U.S. for 3-7 years and who have learned English well enough 
to communicate, but whose parents are limited English speakers with only some formal schooling, and improving but below grade level 
literacy skills.
Markedly Different: Includes individuals with low to very low levels of English language proficiency (e g early BICS) and low or very lowMarkedly Different: Includes individuals with low to very low levels of English language proficiency (e.g., early BICS) and low or very low 
levels of acculturation. Examples include individuals who recently arrived in the U.S. or who may have been in the U.S. 3 years or less, with 
little or no prior formal education, who are just beginning to develop conversational abilities and whose literacy skills are also just 
emerging.



How do Cognitive AssessmentHow do Cognitive AssessmentHow do Cognitive Assessment How do Cognitive Assessment 
Results Lead to Tailored Results Lead to Tailored 

Interventions?Interventions?



How Cognitive Results Inform InterventionHow Cognitive Results Inform Interventiongg

Interpretation of interInterpretation of inter-- and intraand intra--individual differences and a individual differences and a pp
determination of how these differences affect academic determination of how these differences affect academic 
performance is the cornerstone for linking the results of performance is the cornerstone for linking the results of 
cognitive ability tests to meaningful instructional planscognitive ability tests to meaningful instructional planscognitive ability tests to meaningful instructional plans. cognitive ability tests to meaningful instructional plans. 



How Cognitive Results Inform InterventionHow Cognitive Results Inform Interventiongg

Learning disabilities are caused by inherent weaknesses in Learning disabilities are caused by inherent weaknesses in 
underlying cognitive processes (Robinson et al., 2002). The underlying cognitive processes (Robinson et al., 2002). The 

h b i d bilih b i d bili i di dassessment process can then be viewed as an abilityassessment process can then be viewed as an ability--oriented oriented 
evaluation designed to help formulate the problem and then evaluation designed to help formulate the problem and then 
determine specific interventions (Fletcher, Taylor, Levin, & determine specific interventions (Fletcher, Taylor, Levin, & p ( yp ( y
Satz, 1995).Satz, 1995).



Academically DrivenAcademically Driven Interventions May Be Interventions May Be 
T N I ST N I SToo Narrow In ScopeToo Narrow In Scope

Student with low reading fluency may be offered a Student with low reading fluency may be offered a 
reading fluency intervention (e.g., choral repeated reading fluency intervention (e.g., choral repeated 

di )di )reading)reading)
However. . .low However. . .low processing speedprocessing speed may suggest thatmay suggest that

h i di id l d i i l h ih i di id l d i i l h ithe individual needs an instructional strategy that is the individual needs an instructional strategy that is 
designed to promote reading fluency and ratedesigned to promote reading fluency and rate
additional support: extended time on tests, shortened inadditional support: extended time on tests, shortened in--additional support: extended time on tests, shortened inadditional support: extended time on tests, shortened in
class assignments, shortened assignmentsclass assignments, shortened assignments
Impact on Impact on GsmGsm--WMWM





RTI ResearchRTI Research

Research suggests that “an RTI framework can Research suggests that “an RTI framework can 
benefit youngsters by addressing academic benefit youngsters by addressing academic 
difficulties in an individualized and timely way” difficulties in an individualized and timely way” 
( M ll d B d J h T ll f & B h( M ll d B d J h T ll f & B h(see Mellard, Byrd, Johns, Tollefson, & Boesche, (see Mellard, Byrd, Johns, Tollefson, & Boesche, 
2004)2004)
N d d d li i f RTIN d d d li i f RTINo good data to date on application of RTI as No good data to date on application of RTI as 
an identification modelan identification model

most schools are sing RTI as a pre entati e rathermost schools are sing RTI as a pre entati e rathermost schools are using RTI as a preventative, rather most schools are using RTI as a preventative, rather 
than determinative, model.  than determinative, model.  



RTI ResearchRTI ResearchRTI ResearchRTI Research

Currently little to no data on how RTI modelsCurrently little to no data on how RTI modelsCurrently little to no data on how RTI models Currently little to no data on how RTI models 
function in later grades (e.g., middle and high function in later grades (e.g., middle and high 
school)school)school)school)
Most RTI models limited to reading Most RTI models limited to reading 
interventions in primary gradesinterventions in primary gradesinterventions in primary gradesinterventions in primary grades
Much less known about RTI models for other Much less known about RTI models for other 

d i d i ( h)d i d i ( h)academic domains (e.g., math).  academic domains (e.g., math).  



The Dangers of The Dangers of SoleSole Reliance on Reliance on 
TTRTI for Identification of SLDRTI for Identification of SLD

The cause(s) of the limited response to treatment will notThe cause(s) of the limited response to treatment will notThe cause(s) of the limited response to treatment will not The cause(s) of the limited response to treatment will not 
be well understood by teachers, parents, and the student.be well understood by teachers, parents, and the student.
Implementation has only been widely explored for early Implementation has only been widely explored for early 

didireadingreading
SLD will be confused with all forms of poor learning and SLD will be confused with all forms of poor learning and 
underachievement.underachievement.underachievement. underachievement. 
The category of SLD will be eliminated.The category of SLD will be eliminated.
Individuals with SLD will be misunderstood and denied the Individuals with SLD will be misunderstood and denied the 

d d h d bd d h d baccommodations and interventions they need to be accommodations and interventions they need to be 
successful.successful.

Mather, 2007



If applied in isolation, RTI methods 
will not increase diagnostic sensitivity 
and specificity but will result in aand specificity, but will result in a 
generic “learning problems” category, 

i i id bl i fcomprising a considerable portion of 
the population.p p
Source:

Hale J B Naglieri J A Kaufman A S & Kavale K AHale, J. B., Naglieri, J. A., Kaufman, A. S. & Kavale, K.A. 
(2004). Specific learning disability classification in 
the new Individuals with Disabilities Education Act: 
The danger of good ideas. The School 
Psychologist,58, 6-13.



On the Flanagan et al. and Kavale et al. On the Flanagan et al. and Kavale et al. 
Operational Definition of LDOperational Definition of LDOperational Definition of LD…Operational Definition of LD…

Th ti l d fi iti idThese operational definitions provide 
an inherently practical method for 
SLD identification that carries the 
potential for increased agreement p g

about the validity of SLD 
classificationclassification

Kavale, Holdnack, & Mostert (2005, p. 12)



The Importance of Assessing Cognitive and The Importance of Assessing Cognitive and 
Academic SkillsAcademic SkillsAcademic Skills…Academic Skills…

By identifying specific targets for 
remediation the possibilities for trulyremediation, the possibilities for truly 

individualized intervention are 
i d i ifi tlincreased significantly.

Kavale, Holdnack, & Mostert (2005, p. 12)



The Value of Assessing Cognitive Skills…The Value of Assessing Cognitive Skills…g gg g

Even if a student never enters the special 
education system, the general education teacher, 

th t d t’ t d th t d t hithe student’s parents, and the student him- or 
herself would receive valuable information 
regarding why there was such a struggle inregarding why there was such a struggle in 
acquiring academic content, to the point of 

possibly needing special educationp y g p

Kavale, Holdnack, & Mostert (2005, p. 12)



Can RTI and Cognitive AssessmentCan RTI and Cognitive AssessmentCan RTI and Cognitive Assessment Can RTI and Cognitive Assessment 
Live Together?Live Together?



Evidence of SLDEvidence of SLDEvidence of SLDEvidence of SLD

Failure to respond provides only indirect evidence.  Failure to respond provides only indirect evidence.  p p yp p y
““We tried all available interventions and nothing worked, so the student We tried all available interventions and nothing worked, so the student 
must bemust be learning disabledlearning disabled”.  ”.  

W h f i l ibiliW h f i l ibiliWe have a professional responsibility to support our We have a professional responsibility to support our 
conclusions with data regarding the presumptive cause conclusions with data regarding the presumptive cause 
of the disability (i.e., underlying cognitive of the disability (i.e., underlying cognitive y ( , y g gy ( , y g g
ability/processing deficits) and confirm those ability/processing deficits) and confirm those 
conclusions with an individualized evaluation.  conclusions with an individualized evaluation.  
After all…..After all…..

It’s the LAW!It’s the LAW!



RTI and Cognitive Assessment are Not RTI and Cognitive Assessment are Not 
M t ll E l iM t ll E l iMutually ExclusiveMutually Exclusive

There will undoubtedly be countless arguments on each There will undoubtedly be countless arguments on each 
side, but none will be strong enough to convince side, but none will be strong enough to convince 

bbpeople that one approach is clearly better than the people that one approach is clearly better than the 
other.other.

An increasingly widespread view will likely emerge that An increasingly widespread view will likely emerge that 
embraces each approach as different but embraces each approach as different but pppp
complementarycomplementary in the identification and diagnosis of in the identification and diagnosis of 
specific learning disability.specific learning disability.


