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 NEW BOSTON INDEPENDENT SCHOOL DISTRICT 

SUGGESTIONS FOR STUDENT SUCCESS: 
ACCOMMODATIONS AND/OR INTERVENTIONS 

 
DIRECTIONS: The following accommodations and/or interventions are to be used with the Dyslexia 

Report to the §504 or ARD Committee in developing the student’s  IAP or IEP.  If the 
evaluation report indicates that the student has weaknesses in any of the areas indicated 
below, the committee should refer to these accommodations/Intervention to supplement 
the student’s plan in addition to the standard protocol dyslexia instruction program.  
These accommodations and/or interventions may also be used on a student’s response to 
intervention plan who has dyslexia but was found not eligible for §504 or Special 
Education.  Any accommodations/interventions selected must be written on the  §504 
plan or IEP. 
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PROBLEM: DEMONSTRATES DIFFICULTY WITH VISUAL PROCESSING  
(e.g., Visual processing is the ability to make sense of information taken in through the 
eyes.  The problem is not with a person’s eyesight but with the way the brain processes 
visual information.  Reading and mathematics are two subjects that are greatly affected 
by visual processing disorders.  Both subjects require the accurate perception of 
symbols (letters, numbers, punctuation, math signs.)  

                         
 

STRATEGIES AND ACCOMMODATIONS: 
 
1. The student is likely to experience extreme difficulty in copying material from chalkboards 

or textbooks and completing tasks that involve aligning information, such as writing basic 
math problems.  Provide the student with a copy of notes from the board, as well as 
textbooks that she/he can write in. 

 
2. Limit near- or far-point copying activities.  When copying is necessary, do not require speed 

or accuracy. 
 
3. Do not require the student to copy problems from his/her math or other textbooks.  

Instead, provide the student with clear worksheets that contain only a few problems and 
plenty of white space. 

 
4. When the student is working on a worksheet with different sections, and activities, enhance 

the spatial organization of the page by using colors and frames.  Use the following 
suggestions separately to avoid adding to the visual confusion: 

 
a. Draw a frame or border around each major section with a marker or highlighter. 
b. Place boxes on the paper in the places where the student will write important 

information. 
c. Number the items, in a different color, on the worksheet in the order in which the 

student is to do them. 
 

5. When the student is copying math problems onto his/her paper, have him/her write the 
problem itself with a colored, fine-point marker but work the problem in pencil.  The color 
contrast will help distinguish between the digits in the problem and his/her own 
computation. 

 
6. Provide verbal information to support information the student receives visually. 

 
7. Allow the student to use a place marker or follow with his/her finger. 

 
8. Provide repeated exposures to printed visuals. 

 
 

NOTE: Of all of the cognitive abilities, visual processing is least related to academic 
performance.  Thus, students with weaknesses in visual processing may not require any 
accommodations. 
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PROBLEM:   DOES NOT KNOW ALL THE LETTERS OF THE ALPHABET 
 

The following activities and recommended materials are drawn from the work and writings of 
Gillingham and Sillman; Cox and the teaching staff of the Language Laboratory of the Scottish 
Rite Hospital in Dallas, Texas; Hogan and Smith of Edmar Educational Associates in Frney, Texas; 
and the staff of the Neuhaus Education Center in Bellaire, Texas. 

 
 
MATERIALS FOR INSTRUCTION: 
1. Classroom uppercase alphabet strip 
2. A set of 3-D plastic uppercase block letters for each student 
3. Individual uppercase alphabet strip for each student 
 
SCHEDULE: 
1. Allot 5-7 minutes within a 50- to 60- minute lesson for letter identification 
2. Activities should be taught through a multi-sensory letter introduction procedure 
 
ACTIVITIES: 
 
1. ALPHABET BATTLE 
 *Individual alphabet strip and 3-D letter set for each pair of students 
 
 Students are divided into pairs.  Simultaneously, both players draw a letter from the set of 

3-D letters without looking at the letters.  Each player places his or her letter on the desk 
and says the name of the letter.  The player whose letter is closer in the alphabetical order 
to “Z” wins both letters.  The student must say, for example, “U is after G, I win the letters.”  
The winner is the player with the most letters at the end of the game. 

 
Variation:  The player whose letter is closer to “A” wins the letters (e.g., “J is before T.  I win 
the letters”). 

 
2. ALPHABET BINGO 
 *Individual alphabet strip (for reference) and 3-D letter set for each student 
 *3-D letter set for the teacher 
 
 Each student selects any seven letters from his or her container of letters and places them 

on the desk in a vertical column on the left-hand side.  The other letters are put away.  The 
teacher selects one letter from another container, shows it to the students, and names it.  
Students repeat the name.  If they have the letter on their desk, they move it to the right-
hand side of the desk to form a second vertical column.  The first person to move all seven 
letters to the right side of the desk is the winner.  The teacher checks for accuracy by having 
the winner name the seven letters.  For a faster game, start with fewer than seven letters. 

 
3. GUESS WHAT? 
 *3-D letter set for each pair of students 
 
 A student, with eyes closed, draws a letter from a container.  The student tries to identify 

the letter by its shape.  If successful, the student keeps the letter and his or her opponent 
takes a turn.  If unsuccessful, the student returns the letter to the container and his or her 
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opponent takes a turn.  Play continues until all 26 letters have been named or time runs out.  
The student with the most letters at the end of play is the winner. 

 
4. DON’T SAY Z 
 *Individual alphabet strip for each pair of students 
 
 Two players alternate saying letters of the alphabet in sequence.  Each player may choose to 

say two or three letters in one turn.  For example, if Player 1 says, “AB” and Players 2 says, 
“CDE”, Then Player 1 can say, “FG” or “FGH’, and so forth.  The object is to avoid saying “Z”. 

 
 Variation:  The game can be changed to Catch the Z in which the object is to be the player 

who says, “Z”. 
 
5. SUPER SLEUTH 
 *One individual alphabet strip (for reference) and 3-D letter set for each pair of students 
 *pencil and paper 
 
 The students work together in pairs to arrange the 3-D letters in an arc.  The first student 

closes his or her eyes while the second student removes on letter and closes the gap left in 
the arc.  The first student then must discover the missing letter.  After the missing letter has 
been identified, it is replaced in the arc and other student gets the chance to identify a 
missing letter.  Students may keep track of correct guesses to determine the winner.  The 
game continues until time runs out. 
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PROBLEM: REVERSES LETTERS WHEN READING 
Letter reversals and letter transpositions are commonly associated with beginning 
readers, and students with dyslexia often continue to reverse and transpose letters 
within words.  When students misidentify “b” as “d” or “p”, visual perception or visual 
memory are not the sources of the difficulty.  The students may not have made a stable 
or fixed association between the letter name or sound and the spatial orientation of the 
letter.    For many students, it is only through extensive practice that secure associations 
are formed between the visual form and its verbal label. 

 
  
STRATEGIES AND ACCOMMODATIONS:  

 
MULTISENSORY PROCEDURE FOR INTRODUCING A LETTER OR LETTER CLUSTER: 
Letter-sound relationships are introduced through discovery teaching and multisensory structured 
procedure. 

 
1. The teacher reads five or six discovery words that contain the new letter sound. 

 
2. Students repeat each word while looking in a mirror and listening for the sound that is the 

same in all of the words. 
 

3. While looking in the mirror, students repeat the sound and discover the position of the 
mouth.  Is it opened or is it blocked or partially blocked by the tongue, teeth, or lips? 

 
4. While placing their fingers on their vocal cords, students repeat the sound to discover 

whether the sound is voiced (cord will vibrate) or unvoiced. 
 

5. Students determine whether the new sound is a vowel or a consonant sound.  Vowel sounds 
are open and voiced.  Consonants sounds are blocked or partially blocked by the tongue, 
teeth, or lips.  They may be voiced or unvoiced. 

 
6. Students guess the key word for the new sound by listening to a riddle or by feeling an 

object obscured in a container.  The key word holds the new sound in memory. 
 

7. The teacher writes the discovery words on the board. 
 

8. Students determine the letter that is the same in all of the words and that represents the 
new sound. 

 
9. The teacher shows a card with the new letter on it. 

 
10. Students name the letter, say the key word, and give the sound. 

 
11. The teacher names the new letter just before writing a large model of the letter on the 

board. 
 

12. The teacher names the letter and then demonstrates sky writing. The teacher describes the 
letter strokes while sky writing the letter. 
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13. Students stand and sky write, naming the letter before writing. 
 

14. The teacher distributes papers with a large model of the new letter. 
 

15. Students trace the model three times with the pointer finger of the writing hand and three 
times with a pencil.  Students name the letter each time before writing. 

 
16. Students turn the model over, and the teacher dictates the name of the letter. 

 
17. Students repeat the letter name and write the letter. 

 
18. The teacher shows the letter card again as students name the letter, say the key word, and 

produce the sound. 
 
During the various steps in this procedure, the four properties of the letter-name, sound, shape, and 
fell-are being connected through the use of the auditory, visual and kinesthetic modalities.  This 
multisensory teaching reinforces the discovery information and builds associations in memory. 
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PROBLEM: OMITS, ADDS, SUBSTITUTES, OR REVERSES LETTERS, WORDS, OR SOUNDS WHEN READING ALOUD    
 Accurate reading of words is key to associating pronunciations with correct orthographic 

patterns as well as to facilitating comprehension.  The teacher can use the following 
strategies to guide a student to the accurate decoding of a word or to correct a mistake 
when he or she is reading. 

 
 

STRATEGIES AND ACCOMMODATIONS: 
 
1. MISREADING OR SKIPPING LETTERS:  

If a student misreads a letter in a word (e.g., lid for lip) or skips a letter in a word (e.g., pat 
for past), then the teacher directs the student to name the letters in the word.  The naming 
of the letters focuses the student’s attention on the letters and also strengthens the 
orthographic identity of the word. 

 
2. MISREADING A WORD:   

If a student misreads a word (e.g., pane for plant) the teacher directs the student to use a 
backing-up procedure.  The student identifies the syllable type, determines the vowel sound 
(short or long), and codes the vowel accordingly (i.e., marks it with a breve or a macron).  
The student produces the appropriate vowel sound and blends it with the consonant sound 
immediately after the vowel.  He or she blends this unit with any remaining consonant 
sounds after the vowel, adding sounds one at a time.  The reader then blends the vowel and 
all of the consonant sounds after the vowel with the consonant sound immediately before 
the vowel.  Any remaining consonants that precede the vowel are blended on one at a time.  
The backing-up procedure with the word plant looks like this: 

 
Step l:   The student codes a with a breve and says /a/     plant 
Step 2:  The student blends /a/ with /n/   plant 
Step 3:  The student blends /an/  with /t/   plant 
Step 4:  The student blends /l/ with /ant/   plant 
Step 5:  The student blends whole word   plant 

  
AUDITORY SYNTHESIS:  The student may be quite familiar with the individual sound elements, but 
cannot blend them to make a smooth pronunciation of the word.  The student may sound only the 
first symbol or two in a word and guess at the rest.  He or she may sequence the sounds or syllables 
oddly.  Recognition of the same sounds in different words will present a problem. 

 
3. Have the student count the number of syllables in a word while the teacher says it slowly.  

The student can also tap the syllables and accent the word as it is being said by the teacher.  
Vocabulary familiar to the student should be used. 

 
 

4. Use a sight word vocabulary approach in order to teach the student key words and phrases 
when reading directions and instructions (e.g., key words such as “circle”, “underline”, 
“match”, etc.). 

 
5. Tape record pronunciations of words on which the student commonly makes errors in order 

that he/she can hear all the sounds. 
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6. Have the student point to syllables as he/she reads them in order to help him/her recognize 
omissions, additions, substitutions, or reversals. 

 
7. Have the student place his/her finger under each letter as it is sounded out and then sweep 

his/her finger under the whole word as the sounds are blended together to say the 
complete word. 

 
8. Consider using the GLASS ANALYSIS METHOD (Easier to Learn, Box 329, Garden City, NY 11530) 

 
a. Identify the whole word and the letters and sound of the target cluster (on a word card) 
b. Give the sound(s) and ask for the letter or letters 
c. Give the letter or letters and ask for the sound(s) 
d. Take away letters and ask for the remaining sound 
e. Say the whole word 
 
 
STEPS IN GLASS ANALYSIS 
 
a. The word is carpenter 
b. What letters make the /er/ sound?  The /ar/ sound?  The /car/sound? 
c. What sound does the letters “ar” make?  “ter”?  “en”? 
d. Say carpenter without the /c/ sound.  Say carpenter without the /ter/ sound. 
e. The word is carpenter. 

 
This intervention is usually done in a small group for 10 minutes. 
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PROBLEM: DEMONSTRATES DIFFICULTY WITH PHONIC SKILLS WHEN READING 
(Once the students have identified the letter-sound relationships of a word, they must 
meld the sounds to produce a word.  The blending of the sounds in a word is a critical 
component of learning sound-symbol correspondences.  Fluid blending of letter sounds 
aids students in producing recognizable words.) 

 
 
STRATEGIES AND ACCOMMODATIONS: 
 
1. Before students begin reading words, they should have opportunities to blend sounds 

together orally with the use of manipulative (e.g., blocks, buttons, pennies). 
 
2. SAY IT SLOWLY: 

Using one set of letter cards or lettered tiles, the teacher sets out m, e, and t.  The teacher 
demonstrates how to say the word met slowly by blending the sounds together in units-by 
saying /m/, then /me/, then /met/, not by say /m/-/e/-/t/. 

 
3. SAY IT FASTER, MOVE IT CLOSER: 

Using one set of letter cards or lettered tiles, the teacher sets out s and, separated by a wide 
space, a.  The teacher points to the first letter.  Students say /s/ and hold it until the teacher 
points to the second letter and students produce /a/.  The letters are moved closer together 
and the procedure is repeated, with students blending the sounds together faster.  The 
letters are moved closer together and sounds are produced together faster until students 
can produce the two sounds as a single unit, /sa/.  A final consonant is added and blended 
with the unit to produce a word (e.g., sat, sad, sap). 

 
4. ONSETS AND RIMES: 

Using letter cards or lettered tiles, the teacher sets out a and t.  Students blend the letter 
sounds to produce /at/.  This /at/ unit is the rime, the combination of the vowel and the 
consonant(s) that comes after it in a syllable.  The teacher places the letter m before the 
rime.  This is the onset, the consonant(s) of a syllable before the vowel.  Students blend /m/ 
and /a/ to produce /mat/.  The teacher changes the onset to create new words that 
students blend and read (e.g., sat, rat, fat, bat).  Other rimes for practice include the 
following: in, it, at, am, op, ang, ing, and link.  

 
5. PLAYING WITH SOUNDS: 

Using one set of letter cards or lettered tiles, the teacher set out a and t.  The student 
blends the letter sounds to produce /at/.  The teacher asks the student to change /at/ to 
/sat/.  The student adds the card or tile with s and reads /sat/.  The teacher asks the student 
to read new words by changing or adding new letter sounds (e.g., change sat to mat, mat to 
map, map to mop, mop to top, top to stop). 

 
6. TAPPING OUT: 

The teacher lays out or displays letter cards or lettered tiles to form a word such as mat.  
Using one hand, students quickly tap the pointer finger to the thumb and say the sound of 
the first letter, /m/.  In quick succession, they tap the middle finger to the thumb and say 
the sound of the second letter, /a/.  Finally, they tap the ring finger to the thumb and say 
the sound of the final letter, /t/.  When all of the letter sounds have been tapped out, 
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students say the word as they drag the thumb across their fingers, beginning with the index 
finger. 

 
7. TAPPING AND SWEEPING: 

The teacher lays out letter cards or lettered tiles to form a word such as mat.  Each student 
takes a turn.  He or she makes a fist and taps under the m as he or she says the sound /m/,  
Next, he or she taps under the a and says /a/.  Finally, he or she taps under the t and says 
/t/.  After the student has said each sound, he or she sweeps a fist under the letters and says 
the word. 

 
8. Three programs that are based on research and research-based principles and that stress 

the transitions from phonemes to graphemes, as well as mastery of sound blending and 
sound-symbol connections, are Road to the Code, Phonic Reading Lessons, and Phoneme-
Grapheme Mapping. 

 
9. Examples of Systematic Phonics Approaches 

 Corrective Reading (www.sraonline.com) 

 Explode the Code (www.epsbooks.com) 

 Foundations (www.wilsonlanguaage.com) 

 Phonics Reading Lessons (www.academictherapy.com) 

 Touch Phonics (www.epsbooks.com) 
 
  

http://www.sraonline.com/
http://www.epsbooks.com/
http://www.wilsonlanguaage.com/
http://www.academictherapy.com/
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PROBLEM: FAILS TO DEMONSTRATE WORD ATTACK SKILLS  
 Children with dyslexia have extraordinary difficulty in using word attack skills to read 

new words as well as trouble committing decoded words to memory.  
 

 
STRATEGIES AND ACCOMMODATIONS: 

 
1. AUDITORY AWARENESS OF SYLLABLES:  The following activities promote awareness of syllables in 

words. 
a. Syllable awareness begins early, with students identifying or generating short words 

(farm, feet, fat, fork, food) and long words (February, firefighter, fisherman).  The 
chosen words might begin with a certain sound or pertain to a particular unit of study 
(plants, animals, ocean, United States) 

b. Students repeat words dictated by the teacher.  They clap or tap out the number of 
syllables.  The teacher starts with compound words (playground, flashlight, cowboy), 
then moves on to two-syllable words (velvet, plastic, mascot) and then on to words with 
three or more syllables (fantastic, investment, invitation). 

c. Students repeat words dictated by the teacher and move a counter (e.g., block, button, 
penny) for each syllable they hear.  The use of the counters provides a visual and 
kinesthetic anchor for the sounds. 

d. Students repeat a word with two or more syllables dictated by the teacher.  Students 
are asked to repeat the word again, omitting a designated syllable as illustrated in the 
following dialogue: 
Teacher:  Say “transportation” 
Students: Transportation 
Teacher: Say “transportation” without “trans” 
Students:  Portation 
Teacher:  Say “transportation” without “tion” (sh) (u) (n) 
Students:  Transporta 
 
This activity is effective in helping students with the correct pronunciations of words 
and becomes important reinforcement for reading and spelling words of more than one 
syllable. 

 
2. SIX TYPES OF SYLLABLES: 

A complicating factor in learning the sound-symbol correspondence of written English is the 
instability of the vowels -  they have more than one sound.  Knowledge of syllable types is 
an important organizing tool for decoding unknown words.  Students can group letters into 
known syllable types that give clues about the sounds of the vowels.  There are six 
orthographic types of syllables. 
a.  Closed Syllable    (it, bed, and, lost) 
b.  Open Syllable       (no, me, she, we, he) 
c.  Vowel-Consonant-e Syllable     (name, five, slope, these) 
d.  Vowel-Pair(Vowel Team) Syllable    (each, boil, sweet, tray) 
e.  Vowel-r (R-Controlled) Syllable      (fern, burn, thirst, star, bird, dollar, doctor) 
f.  Consonant-le (Final Stable) Syllable  (-dle, -fle, -gle-, -ple, -age, -sion, -tion, -ture) 
A high percentage of the more than 600,000 words of English can be categorized as one of 
these syllable types or as a composite of different syllable types. 
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3. MORPHOLOGY 
The study of morphemes not only provides a springboard for vocabulary development and 
spelling and bridges the gap between alphabetic reading and comprehension. 
a. MULTISENSORY INTRODUCTION OF AFFIXES 

Quite often the means to reading multisyllabic words is identifying affixes that are part 
of the word.  Students may be able to recognize an unfamiliar word simply by 
identifying the affixes and then the remaining base word or root.  Affixes can be 
introduced using a multisensory guided discovery approach: 
1. The teacher reads a list of five or six derivatives that have a common trait as 

students repeat each word (e.g., joyful, careful, helpful, graceful, cheerful). 
2. Students discover what sounds the same in each word. 
3. The teacher writes the derivatives on the board. 
4. Students discover which letters are the same in each word and where the letters 

are found. 
5. Students discover whether the same letters (the affix) are a suffix or a prefix, and 

they discover the meaning of the affix. 
6. Students verbalize what they have discovered (e.g., -ful is a consonant suffix that 

means full of). 
7. The teacher writes the new affix on an index card and adds it to an affix deck that 

is systematically reviewed.  During review, students identify and spell the affix, 
give a key word, give the pronunciation, and give the meaning of the affix (e.g., 
when looking at the affix cared for suffix –ful, students say, “Consonant suffix f-u-l, 
hopeful, /ful/, full of “). 

 
The four most frequent prefixes: 
Dis-   opposite 
In-, im-, il-, ir- not 
Re-   again 
Un-   not 
 
58% of prefixed words in English 
 
The four most common suffixes 
-ed   past tense verb 
-ing   verb form 
-ly   characteristic of 
-s, -es  more than one 
 
72% of suffixed words in English 
 
b. SYLLABLE DIVISION 

Skilled readers are able to sense where to divide longer words because they have an 
awareness of syllables and internalized the orthographic patters of the language.  The 
following activities heighten students’ visual awareness of syllables and syllable division 
patterns. 
 

i. SEPARATED SYLLABLES 
Students identify syllable types of separated syllables, join them into words, and read 
the words aloud: 
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Cac/tus  mas/cot ban/dit  nut/meg 
Mag/net gob/let  prob/lem nap/kin 

 
ii. MANIPULATION OF MULTISYLLABIC WORDS 

Students identify syllables written on individual cards, arrange them into words, and 
read the words aloud. 

 
iii. SCOOPING THE SYLLABLES 

As students read multisyllabic words on a worksheet, they call attention to the syllables 
in the words by scooping the syllables.  Using a pencil, students “scoop” (i.e., draw an 
arc underneath) the syllables from left to right, identify the syllable type, place a syllable 
code under each syllable (e.g., o for open, r for r-controlled) and code the vowel. 

        
iv. COMMON PATTERNS FOR DIVIDING WORDS INTO SYLLABLES 

There are four major patterns in English that indicate that a word will be divided into 
syllables according to how it is pronounced: 

 VCCV-Two Consonants between two vowels 

 VC`/CV, VC/CV`, V`/CC\ 

 VCV-One Consonant between two vowels 

 V`/CV, V/CV`, VC`/C 

 VCCCV-Three Consonants Between Two Vowels 

 VC`/CCV, VC/CCV`, VVC`/CV 

 VV-Two Adjacent Vowels 

 V`/V, V/V` 
 

4. PROCEDURE FOR DIVIDING WORDS 
A structured procedure provides readers with a systematic approach for reading long, 
unfamiliar words and builds an orthographic memory for syllable-division patterns.  Dyslexic 
students may need additional visual and kinesthetic information to build the memory of 
these patterns. 
 
a. Touch the vowels:  Using the index fingers of both hands, students touch the sounded 

vowels or vowel pairs and identify them. 
 
b. Count the consonants:  Students count the number of consonants between the two 

vowels or vowel pairs and identify the division pattern. 
 

c. Code:  Students identify each syllable type and code the vowels accordingly. 
 

d. Read:  Students reach each syllable without accenting either syllable. 
 

e.  Read again:  Students read the syllables together with the appropriate accent. 
 
f.  Adjust:  Students adjust the accent or division of the word is not recognizable.  Adjusting 

the accent or the division to produce a recognizable word teaches students to be 
flexible with language. 

 
5. PROGRAMS FOR MULTISYLLABIC WORD READING 

 Decoding Multisyllabic Words (www.scholastic.com) 

http://www.scholastic.com/
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 Glass Analysis (www.glassanalysis.com) 

 Mega-words (www.epsbooks.com) 

 Patterns for Success in Reading and Spelling (www.proedinc.com) 

 WORDS (www.proedinc.com) 

 REWARDS (www.rewardsreading.com) 
 

6. WEBSITES WITH INFORMATION ON BASIC READING SKILLS 

 Cambridge Online Dictionary (http://dictionary.cambridge.org) 

 Dolch Sight Words (www.createdby teachers.com) 

 Read Well (www.readwell.net) 

 Starfall (www.Starfall.com) 

 Vaughn Gross Center for Reading and Language Arts (www.texasreading.org) 
 

 
 
 
 

http://www.glassanalysis.com/
http://www.epsbooks.com/
http://www.proedinc.com/
http://www.proedinc.com/
http://www.rewardsreading.com/
http://dictionary.cambridge.org/
http://www.createdby/
http://www.readwell.net/
http://www.starfall.com/
http://www.texasreading.org/
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PROBLEM: DOES NOT COMPREHEND WHAT HE/SHE READS 
 

CHOOSING RESEARCH-VALIDATED STRATEGIES FOR COMPREHENSION INSTRUCTION 
The NRP identified 16 categories of comprehension instruction, 7 of which appear to have a strong 
scientific basis for concluding that they improve comprehension in typical readers: 
 
1. Comprehension monitoring, in which readers learn how to be aware of their level of 

understanding as they read. 
 

2. Cooperative learning, in which students work together in pairs or small groups as they learn 
reading strategies. 

 
3. Graphic and semantic organizers (including story maps) that help students make graphic 

representations of the material they are reading in order to bolster comprehension. 
 

4. Question answering, in which teachers ask questions and students receive immediate 
feedback about their responses. 

 
5. Question generation, in which students ask themselves questions to clarify understanding. 

 
6. Story structure, in which students learn how to use the structure of the text to help them 

recall content to answer questions about what they have read. 
 

7. Summarization, to encapsulate and remember important ideas from the text. 
        

The reading comprehension instructional approaches that follow take advantage of the above 
mentioned methods.  Keep in mind that the National Reading Panel subgroup on comprehension did 
not include studies of students with disabilities in its meta-analysis.  While the strategy instruction 
methods presented below are appropriate for students with dyslexia (i.e., with decoding problems 
but with average or above oral language and verbal intelligence), they may not be appropriate for 
students with more global oral language disorders. 

 
8. Reciprocal Teaching is an instructional model designed to teach metacognitive strategies (a) 

generating questions about the text prior to reading; (b) summarizing portions of the text; 
(c) predicting what will happen next; and (d) clarifying and evaluating after reading the text. 
 

9. Transactional Strategies Instruction is designed to provide students with direct instruction in 
a number of comprehension strategies and are encouraged to talk about and choose a 
strategy for understanding as they read.  Teachers model their own thinking aloud and 
encourage students to do this for each other. 

 
10. Book Clubs are student-led discussions in a heterogeneous, small group setting within the 

classroom in which students share their ideals about what they have read. 
 

11. Questioning the Author is a comprehension approach that is based on ideas about 
constructing one’s own learning when presented with new material. 
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12. Comprehension through Imagery, for example Visualizing and Verbalizing for Language 
Comprehension and Thinking developed by Lindamood-Bell or The Visual Imagery Strategy 
developed at the University of Kansas Center for Research on Learning. 

 
MOST EFFECTIVE TEACHING METHODS AND INSTRUCTION COMPONENTS FOR READING COMPREHENSION 

 
1. Directed response/questioning-The teacher asks questions, encourages students to ask 

questions, teacher-student dialogue. 
 
2. Control difficulty of processing demands of task-The teacher provides assistance as needed, 

gives simplified demonstration, sequences steps from easy to difficult and presents in that 
order, allows student to control level of difficulty, keeps activities short. 

 
3. Elaboration-Activities provide students with additional information and explanation about 

skills/steps, use redundant text or repetition within text. 
 
4. Modeling of steps by teacher-The teacher demonstrates the steps students are to follow. 
 
5. Group Instruction-Instruction or interaction between teacher and students occurs in small 

groups with 6 or fewer students. 
 
6. Strategy Cues-The teacher reminds students to use strategies or steps, explains steps or 

procedures, uses a think-aloud model, identifies benefits of strategy use. 
 
 

COMMERCIALLY AVAILABLE PROGRAMS (WITH POTENTIALLY POSITIVE EFFECTS; SEE WHAT WORKS CLEARINGHOUSE 

WEB SITE) 
 

 Early Intervention in Reading (www.earlyinterventionreading.com) 

 Failure Free Reading (www.failurefreereading.com) 

 Start Making a Reader Today (www.getsmartoregion.org) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

http://www.earlyinterventionreading.com/
http://www.failurefreereading.com/
http://www.getsmartoregion.org/
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PROBLEM:   DEMONSTRATES DIFFICULTY WITH READING FLUENCY 
Fluency is the rapid, prosodic flow with which a skilled reader reads.  Lack of fluency is 
marked by a slow, halting, spasmodic pace; mistakes; poor phrasing, and inadequate 
intonation.  A slow, labored rate of reading seriously impairs comprehension because it 
diverts attention away from the meaning of the text and overloads working memory at 
the word level so that this memory is not available for understanding the meaning of 
the text. 

 
 

STRATEGIES AND ACCOMMODATIONS: 
 
1. RECOGNITION OF IRREGULAR WORDS 
 

A multisensory structured procedure helps students to achieve permanent memorization of 
irregular words. 

 The teacher writes an irregular word on the board, such as said. 

 Students identify the syllable type and code the word according to the regular patterns 
of reading.  Students read the word and discover it does not follow the reliable patterns 
of the language: /sad/. 

 The teacher erases the coded word and rewrites the word on the board:  said.  Beside 
the word, the teacher writes the pronunciation in parentheses: /sed/. 

 Students compare the word and the pronunciation.  They decide which part is irregular. 

 The teacher circles the irregular part. 

 The teacher writes the word on the front of a 4” X 6” index card.  On the back of the 
card, the teacher writes the pronunciation.  The teacher cuts off the upper left-hand 
corner of the front of the card.  The irregular shape of the card cues students that the 
word printed on it is an irregular word. 

 The teacher holds up the card so that students see the front of the card.  Students read 
the word aloud. 

 The teacher turns the card around, and students read the pronunciation aloud. 

 The teacher slowly turns the card from front to back four or five times as students read 
the word and then read the pronunciation aloud. 

 The new card is added to a deck of irregular words that is reviewed daily. 
 
2. REVIEW OF IRREGULAR WORDS 

 Use of a rapid word-recognition chart can build instant recognition of high frequency 
irregular words. 

 
3. EFFECTIVE INSTRUCTION 
 Chard et al. reviewed the results of 24 studies that investigated the application of reading 

fluency interventions for students with reading disabilities.  Their findings indicate that 
effective fluency interventions included: 

 Provision of an explicit model of fluent reading 

 Multiple readings of text with corrective feedback on missed words 

 Established performance criteria for increasing the difficulty level of the text 

 Instruction and practice recognizing larger orthographic units quickly enhanced fluency 
 

4. CHOOSING TEXT FOR REPEATED READINGS 

 Choose a selection of 50-100 words at the student’s instructional reading level. 
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 If the student takes more than 2 minutes or makes more than 5-10 errors, the passage is 
too difficult. 

 Determine the number of WCPM. 

 When the student is able to read 80-85 WCPM, increase the difficulty level of the 
passages. 

 Consider QuickReads (www.quickreads.org) 
 
5. RATE-BUILDING 

 Every two weeks, have the student read a passage at their independent level of similar 
difficulty to passages in rate-building exercise. 

 If rate has improved, the teacher sets new target rate on the new rate plus 40%. 

 Conducted in a small group setting in two 15 to 20 minute sessions daily. 
 

6. READING FLUENCY PROGRAMS AND RELATED WEB SITES 

 Concept Phonics (http://wwwoxtonhouse.com) 

 Great Leaps (www.greatleaps.com) 

 One Minute Reader (www.oneminutereader.com) 

 Read Well (www.readwell.net) 
 
 

 
 

  
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

http://www.quickreads.org/
http://wwwoxtonhouse.com/
http://www.greatleaps.com/
http://www.oneminutereader.com/
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PROBLEM:   DEMONSTRATES DIFFICULTY WITH SPELLING 
Many researchers have provided evidence that early spelling is the link between 
phonemic awareness and reading.  Regularities in these spellings are an indication of the 
developing awareness of the phonemic structure of spoken language, an important 
prerequisite to early reading.   
 
Frith’s stage theory is supported by research indicating that spelling precedes reading at 
what she calls the alphabetic phase of reading acquisition.  To spell, one needs to use a 
left-to-right, letter-by-letter strategy, the very strategy that is so important to the 
acquisition of the alphabetic or cipher decoding strategy.  According to Frith, it is the 
transition to the alphabetic stage through the strategies practiced in spelling by ear that 
is such a struggle for children with dyslexia.   

 
Systematic spelling instruction is critical for students with dyslexia. 

 
 
STRATEGIES AND ACCOMMODATIONS: 
 
1. PRINCIPLES OF SPELLING INSTRUCTION 

Louisa Moats, author of Spelling Development, Disability, and Instruction, provides a 
comprehensive overview of teaching spelling and of using misspellings to shed light on 
student’s  linguistic development. 

 
      2.   MULTISENSORY REMEDIAL SPELLING INSTRUCTION 

The two best know approaches being the Orton-Gillingham and the Fernald Methods. 
 
      3.   SPELLING LESSONS FOR DYSLEXIC STUDENTS 

Pages 287-292 discuss and outline the process by Suzanne Carreker in the book,     
Multisensory Teaching of Basic Language Skills; second edition. 

 
4. ELEMENTS OF EFFECTIVE SPELLING INSTRUCTION 

 Segmenting spoken words into their sounds 

 Matching the sounds to the letter correspondences 

 Spelling common orthographic patterns 

 Learning and practicing common spelling rules 

 Spelling irregular words with emphasis on the irregular parts 

 Adding affixes to words 

 Spelling different syllable types 

 Spelling word derivatives 

 Learning about word origins 
 

5. FIVE MAJOR ENGLISH SPELLING RULES 

 The rule for doubling the final consonant (the Floss rule) 

 The rule for doubling the medial consonant (the Rabbit rule) 

 The doubling rule 

 The dropping rule 

 The changing rule 
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6. FERNALD MULTISENSORY SPELLING METHOD 

 Write the word on a chalkboard or piece of paper 

 Say the word clearly and ask the student to look at the word and pronounce it clearly 

 Ask the student to study the word and try to develop a visual image of the word.  The 
student may try to picture the word; may say the word, and/or may trace the word with 
the index finger.  The student studies the word until he or she can make a mental 
picture 

 When the student indicates that he/she knows how to spell the word, erase the word 
and then have the student attempt to write the word from memory 

 Erase the word or turn the paper over and ask the student to write the word two more 
times correctly from memory 

 
7. CARREKER MULTISENSORY SPELLING METHOD 

 Write the word in large letters and have the student circle the irregular part of the word 

 Have the student trace the word three times, saying the word and naming the letters 
while tracing 

 Have the student write the word three times with the word in view, naming each letter 
while writing 

 With eyes closed, have the student spell the word, then check the model; repeat this 
step three times 

 Remove the model, have the student say the word, then write the word three times, 
naming the letters while writing 

 
8. COMMERCIAL PROGRAMS FOR EXPLICIT SPELLING INSTRUCTION 

 Phoneme-Grapheme Mapping (Sopris West) 

 Scholastic Spelling (Scholastic) 

 Sitton Spelling (Educators Publishing Service) 

 Spellbound and the Spell of Words (Educators Publishing Service) 

 Spellography (Sopris West) 

 Spellwell (Educators Publishing Service) 
 

9. SPELLING-RELATED WEB SITES 

 www.wordcentral.com  (on-line dictionary, thesaurus, games) 

 www.spellingcity.com (educational site to help children improve spelling) 

 www.gamequarium.com/spelling 

 www.funbrain.com/spellroo 

 www.kidspell.co, 

 www.resourceroom.net 

 www.everydayspelling.com 

 www.eduplace.com 
 

 
 
 
 
 
 
 

http://www.wordcentral.com/
http://www.spellingcity.com/
http://www.gamequarium.com/spelling
http://www.funbrain.com/spellroo
http://www.kidspell.co/
http://www.resourceroom.net/
http://www.everydayspelling.com/
http://www.eduplace.com/
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PROBLEM:   DEMONSTRATES DIFFICULTY WITH HANDWRITING 
The development of handwriting involves the acquisition of both legibility and fluency, 
which are analogs of reading accuracy and reading fluency.  Handwriting is more 
complex than reading, though, because it involves recognizing letter shapes, names, and 
sounds, as well as integrating spelling and motor planning in order to produce 
formations that can be read by others. 
 
Regina Cicci, in addressing the writing problems of students with dyslexia, listed seven 
possible underlying difficulties that could lead to poor handwriting: (a) incorrect pencil 
grasp, (b) excessive tension in pencil grasp, (c) incorrect position of paper, (d) 
inappropriate size and spacing of letters and words, (e) poor visual memory for letter 
formations, (f) slow rate, and (g) poor fine-motor coordination or dysgraphia.  Not all 
children with dyslexia have handwriting difficulties and not all children with handwriting 
difficulties are dyslexic. 

 
 
GENERAL PRINCIPLES IN THE MULTISENSORY TEACHING OF HANDWRITING 

 Alphabet wall cards provide easy reference for children. 

 Good Posture 

 Proper Pencil Grasp:  An awkward pencil grip can indicate finger agnosia.  The use of an 
auxiliary plastic pencil grip can aid in changing the fatiguing grip to a normal, less tiring one.  
Children may need to experiment with pencil grips to determine which one works for them.  
Many become frustrated with these implements once the novelty has worn off.  The pencil 
should point toward the shoulder of the writing arm for both left-and right-handed 
students. 

 Writing Implement:  While the child is writing, he or she is receiving feedback in the form of 
pressure and the pull of the pencil against the paper.  A No. 2 or softer pencil should be 
used.  Pencils with soft lead require less pressure from the child, thereby reducing fatigue. 

 Paper: Handwriting instruction begins with activities that involve gross motor movements so 
that children may feel the movement in the shoulder and arm and improve their kinesthetic 
memory.  Tracing at the chalkboard is the first step.  Paper patterns also should be large and 
gradually become smaller as children become proficient with letter forms.  Initially, letter 
forms should be taught using a chalkboard or dry erase board, then using unlined paper, 
then wide-lined paper (1” between rows), next primary-grade lined paper, and finally 
regular lined notebook paper. 

 It is neither necessary nor desirable to keep the alphabet in sequence while teaching 
handwriting. 

 There are many forms of print writing, but the one most often recommended for dyslexic 
children is one that utilizes a continuous stroke whenever possible. 

 Group printed letters by similar strokes such as the h group.  The print letter form 
introduces the idea of continuous stroke.  Its basic arm movement is also used in such 
letters as b, m, n, r, and p.  Be prepared to spend considerable time on the letter b because 
of the confusions between b and d.  The a group consists of letters that start with the same 
movement as the letter a.  It includes a, c, d, g, o, q, and s.  These letters begin at the 2 
o’clock position just below the mid-line.  Other groups such as the letters, i, j, k, l, and t 
begin with straight downstrokes, whereas the letters, v, w, and x start with slight slants.  The 
letters e, u, y, and z do not belong to a particular group.  Lowercase letters are taught first in 
cursive handwriting. 
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CAN HANDWRITING BE IMPROVED? 
 

Handwriting is not one of the areas investigated by the National Reading Panel (2000), but both 
clinicians and researchers who carry out training studies suggest that instruction in this area is 
worthwhile.  Handwriting instruction can improve both legibility and automaticity. 
 
Cox (1992) claims that handwriting retraining for dyslexic students who are not identified early 
is more difficult and time-consuming than reading remediation.  However, King(1985) states 
that true dysgraphia is extremely rare, despite the fact that the diagnosis is frequently made.  
King and Cox both urge that students with dyslexia learn to type, in addition to, but not in lieu 
of, developing handwriting skills. 

 
SUGGESTIONS FOR HANDWRITING INSTRUCTION 
 

The following suggestions are taken from a variety of sources and programs and tend to 
represent best practice. 

 Begin early.  It is difficult to change a child’s awkward pencil grip once it has become a 
habit.  Begin encouraging the three-finger grip in kindergarten. 

 Look for fat pencils or soft pencil grips to accommodate individual needs.  Some children 
do well with thin-tip colored markers for handwriting practice because they flow much 
more easily than pencils. 

 Make handwriting instruction multisensory.  Trace, copy, and use words to describe 
strokes.  Write letters from memory and say the sound as the letter is formed.   

 Teach letters by similarities in formation. 

 Build sequences of mastered letters into words.  With cursive writing, learning the 
connecting strokes is just as important as the formations. 

 Combine practice in spelling with practice in handwriting.  Dictate words in which both 
formations and letter sounds have been taught. 

 Just as reading practice involves accuracy first and then fluency, practice letters until 
they are consistently legible and then practice them for speed. 

 Words can be a scaffold for remembering patterns.  Be consistent in your terminology.  
Adapting a school-wide program ensures consistent terms from year to year. 

 Handwriting usually takes several years to become automatic.  For example, if cursive is 
begun in Grade 3, it will need to be reviewed and made automatic in Grade 4. 

 Some children may become legible writers but may continue to be slow. 

 Cicci suggest compensatory modifications such as using parents as scribes and 
proofreaders, accepting taped or oral reports, and reducing length of written 
assignments. 

 Use of the computer has become a significant help to children who struggle with 
handwriting. 
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PROBLEM:   DEMONSTRATES DIFFICULTY WITH WRITTEN EXPRESSION 
Writing is a complex task that requires the integration of multiple cognitive, linguistic, 
and motor abilities.  In fact, writing may be the most complex task students are asked to 
perform in school because it requires the integration of so many different skills.  For 
example, good oral language and background knowledge underlie good writing; but this 
is not enough.  Many students with writing difficulties can formulate clear, coherent 
ideas, but they then have trouble translating these thoughts into written form.  The 
process of integrating the various language demands with the memory and motor 
demands can easily overload a student’s ability to attend and concentrate, and, thus the 
written output suffers.  A problem in any one aspect of writing, including spelling or 
handwriting, can have a detrimental effect on the quality of written expression. 
 
The achievement domain of written language has not received the same intensity of 
focus from researchers, educators, or legislators as has reading, or even mathematics 
for the matter.  In fact, writing has been called the “Neglected R” (National Commission 
on Writing in America’s Schools and Colleges, 2003). 

 
 

EXAMPLES OF HOW VARIOUS DIFFICULTIES IMPACT WRITING PERFORMANCE 
 
WEAKNESS    IMPACT ON WRITING PERFORMANCE 

GRAPHOMOTOR Slow writing, difficulty forming letters, awkward pencil 
grip, limited output on writing tasks 

ATTENTION Difficulty in initiation writing tasks, careless errors, 
inconsistent legibility, poor planning 

SPATIAL  Poor use of lines on paper, uneven spacing, 
organizational problems, misspellings 

MEMORY Poor vocabulary, misspellings, frequent errors in 
transcription skills 

LANGUAGE Difficulty with sentence structure and word order, or 
vocabulary, poor spelling 

 
 
The National Writing Project, designed for teachers of writing at all grades, is a professional 
development network that strives to improve student achievement by improving the teaching of 
writing.  For more information see www.nwp.org. 
 
 
EXAMPLE ACCOMMODATIONS OF INSTRUCTIONAL MATERIALS 
 

 Highlight key words or phrases 

 Simplify language used in writing prompts 

 Use graphic organizers and procedural checklists 

 Display mnemonic strategies in the classroom so students can access these cues 

http://www.nwp.org/
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 Develop individual spelling lists and have students keep personal dictionaries of troublesome 
words 

 Provide (as needed) pencil grips, raised- or color-line paper, personal alphabet strips, and paper 
positioning marks on a student’s desk 

 
EXAMPLE MODIFICATIONS OF TASK DEMANDS 
 

 Increase time to complete writing tasks 

 Decrease length or complexity of writing assignment 

 Use text frames (i.e. partially completed text) 

 Reduce or eliminate copying tasks 

 Permit use of dictation or a scribe 

 Permit use of word processors (requires keyboarding skills) 

 Use technology to support writing (e.g., spell checker, voice recognition, semantic mapping, 
outlining software) 

 Allow other means of demonstrating assignment (e.g., oral versus written) 
 
 

6 TRAITS OF WRITING 
 

 www.edina.k12.mn.us 

 www.greatsource.com 
 

http://www.edina.k12.mn.us/
http://www.greatsource.com/
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PROBLEM:   DEMONSTRATES DIFFICULTY WITH ORTHOGRAPHIC PROCESSING 
A number of cognitive correlates for basic reading skills have been identified by 
researchers, including phonemic awareness, associative memory, rapid naming, 
orthographic processing, perceptual speed, and working memory.  Students struggling 
with acquiring sound-symbol relationships often do so because of limited phonemic 
awareness.  In addition, students often have difficulty storing and retrieving accurate 
representations of phoneme-grapheme relationships and words, implicating 
weaknesses in associative memory, working memory, and/or orthographic processing.  
Some students will demonstrate pronounced problems with the phonological aspects of 
reading, whereas others will have more difficulty with the visual, or orthographic, 
aspects of reading. 

 
Children acquire orthographic knowledge and processing skills through repeated 
exposure to printed words, which enables them to develop stable visual representations 
of letter sequences, word parts, and whole words in long-term memory.    Recently, 
there has been increasing interest in orthographic processing as a possible second 
contributor to reading ability in view of the consistent finding that phonological skills do 
not account for all of the variance in word recognition. 
 
Developing readers must know phoneme-grapheme relationships before they can 
gather a substantial sight vocabulary.  Thus, most promising approaches to increasing 
word recognition skills seem to focus first on developing accuracy in word reading, and 
then they work on improving fluency and rate. 

 
 

SIGHT WORD INSTRUCTION 
One systematic way to practice high-frequency words is to use a carefully developed list of words, 
such as Edward Fry’s list of 300 Instant Words.  This list of words makes up about 65% of the words 
used in written material and it may be used for both reading and spelling instruction.  The first 100 
words make up about 50% of words used in written materials.  As an informal assessment, a student 
may attempt to read or spell the words starting at the beginning of the list and continue until an 
error is made.  Instruction can then begin at the point where the student does not immediately 
recognize or does not know how to spell a word.  The student can continue working on the list until 
all 300 words have been mastered. 
 
RAPID WORD RECOGNITION CHART 
Another simple way to improve speed of recognition for words with an irregular element is the use 
of a rapid word recognition chart.  The chart is a matrix that contains five rows of six irregular words, 
with each row containing the same six words in a different order.  After a brief review of the words 
and a warm up in which the teacher points randomly to eight to ten words on the chart, students 
are timed for 1 minute (or until they complete the chart) as they read each word in the squares 
aloud.  Students can then count and record the number of words they read correctly. 
 
SPEED DRILLS 
To conduct a speed drill, the student reads a list of words for 1 minute as someone records the 
number of errors.  The list may be a high-frequency word list or the sample speed drills provided in a 
program like Concept Phonics, where lists are provide for 1-minute timings.  The purpose of these 
drills is to help students develop automatic sight recognition of words.  The general guidelines for 
reading lists of words at the desired rate are as follows: 
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 30 correct wpm for first- and second-grade children 

 40 correct wpm for third-grade children 

 60 correct wpm for mid-third-grade children 

 80 wpm for students in fourth grade and higher 
 

SPELLING DEVELOPMENT 
Similar linguistic processes are involved in pronouncing and spelling words, but spelling much more 
difficult.  Reading a word requires only recognition, whereas spelling requires the complete recall of 
every letter in the correct sequence.  A weakness in phonemic awareness is often found in poor 
spellers in the early grades.  However, in the later grades, the primary characteristics of a poor 
speller include difficulty understanding spelling rules, word structure, and letter patterns.  Poor 
spellers are thought to have a visual memory problem specific to letters and words.  This specific 
problem is referred to as orthographic memory because the student’s visual memory for other 
material may be intact.  Poor spelling is a common characteristic of dyslexia.  Knowledge of the 
spelling patterns (orthography) is required for quick production of common letter strings and letter 
patterns.  Thus, memory of orthographic letter patterns and representations is a key component of 
accurate spelling.  In fact, problems in phonology or orthography are two different impairments that 
can affect a student’s ability to learn to spell. 

 
QUESTIONS TO ASK WHEN ANALYZING SPELLING ERRORS 
Does the student: 

 Put the sounds of words in the correct sequence? 

 Add or omit certain sounds from words? 

 Spell the irregular elements of words correctly? 

 Have vowels in every syllable? 

 Spell homophones correctly? 

 Spell common affixes correctly? 

 Understand how to form plurals and change verb tenses? 
 

Spelling instruction should engage students in active, reflective thinking about the reliable patterns 
and rules, and not be focused on copying and memorizing lists of individual words. 

 
ELEMENTS OF EFFECTIVE SPELLING INSTRUCTION 
Provide instruction in: 

 Segmenting spoken words into their sounds 

 Matching the sounds to the letter correspondences 

 Spelling common orthographic patterns 

 Learning and practicing common spelling rules 

 Spelling irregular words with emphasis on the irregular parts 

 Adding affixes to words 

 Spelling different syllable types 

 Spelling word derivatives 

 Learning about word origins 
 

WORD SORTS 
One easy way to help children acquire knowledge of spelling patterns is to have them engage in 
word sorts.  Students can be given a group of words to sort and then asked to figure out various 
spelling patterns.  Word sorts for alternative spellings of the same phoneme are also effective.  
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More advanced sorts can involve different syllable types, common affixes, or sorting into Greek or 
Latin origins. 

 
SPELLING FLOW LISTS 
Students who struggle with spelling need a considerable amount of practice and review to master 
the spellings of words.  Some research suggests that daily spelling tests are more effective than 
weekly spelling tests for these students.  The procedure for keeping track of words has been 
referred to as a spelling flow list, or add-a-word list.  This type of procedure provides students with 
sufficient repetition and review. 
 
TEACHER RESOURCES 

 

 www.readwritethink.org 

 www.everydayspelling.com 

 www.eduplace.com 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

http://www.readwritethink.org/
http://www.everydayspelling.com/
http://www.eduplace.com/


 

Copyright © ERICC, 2019   3-2019 

5-28 

 

PROBLEM:   DEMONSTRATES DIFFICULTY WITH AUDITORY PROCESSING IN THE REGULAR EDUCATION CLASSROOM 
Auditory processing disorder is the inability to make sense of information taken in 
through the ears.  The problem is not with a student’s hearing but with the way the 
brain processes auditory information.  Auditory processing disorders can affect all areas 
of language, including reading and writing.  Some specific auditory disorders include: 

 Auditory discrimination-the ability to recognize differences in sounds 

 Auditory memory-the ability to store and recall information given verbally 

 Auditory sequencing-the ability to remember information in order 

 Auditory blending-the process of putting together sounds to form words (The 
student can sound the letters out, but cannot blend the sound together to form a 
word e.g., /i/ plus /t/ makes it). 

 
A student with auditory perception difficulties often struggles with the following: 

 Analyzing information taken in through the ears 

 Making sense of auditory information 

 Processing and interpreting auditory information (The teacher may say one thing, but 
the students interprets his or her words as something totally different). 

 
 

STRATEGIES AND ACCOMMODATIONS: 
 

 ADAPT SETTING: 

 Allow time for sorting activities, which help build auditory processing skills 

 Schedule brief meetings with the student to help fill in gaps in understanding 

 Plan frequent breaks to help the student make sense of the information 
 

ADAPT INSTRUCTION 

 Keep oral questions brief.  If possible, supplement oral instructions with written instructions. 

 Slow the rate of speech. 

 Make sure the student is attending before giving directions or important ideas. 

 Rephrase information (say it differently) if the student does not understand.  (Do not just 
restate.) 

 Pre-teach when starting a new activity (discuss vocabulary, main ideas, or highlights of 
activity prior to starting). 

 Provide visual aids such as writing key words on the board, provide written/picture outlines 
of lectures, provide hardcopies of other oral information such as audiotapes, class 
discussion, etc. 

 Read aloud material that is written on chalkboards or on overheads. 

 Provide oral and written directions. 
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PROBLEM: DEMONSTRATES DIFFICULTY WITH PHONOLOGICAL MEMORY 
  (e.g., cannot remember information received auditorily) 
 
 
 STRATEGIES AND ACCOMMODATIONS: 
 

1. Make certain the student’s hearing has been recently checked. 
 

2. Reinforce the student for remembering information received auditorily: 
a. Give the student a tangible reward (e.g., special privileges, line leading, passing out 

materials, five minutes free time, etc.) when he/she remembers information received 
auditorily, or 

b. Give the student an intangible reward (e.g., praise, handshake, smile, etc.) for 
remembering information received auditorily. 

 
3. Evaluate the appropriateness of the task to determine if: 

a. the task is too difficult (e.g., too much information to remember); or 
b. the length of time required for the student to remember is inappropriate (e.g., 

presentation of information was too brief or time lapse between presentation of 
material and request for recall was too long). 

 
4. Draw the student’s attention to key aspects of auditory communications as they occur (e.g., 

repeat important points, call the student by name, tell the student which information is 
particularly important, etc.). 

 
5. Provide the student with more than one source of directions, explanations, instructions, 

etc., before requiring him/her to remember. 
 

6. When the student is required to recall information, provide him/her with auditory cues to 
help his/her remember the information previously presented (e.g., say, “Remember 
yesterday when I said…,” etc.). 

 
7. Provide visual information to support information the student receives auditorily. 

 
8. Teach the student to learn sequences and lists of information in segments (e.g., telephone 

numbers are learned as 314, then 442, then 7094). 
 

9. Have the student follow verbal one-, two-, and three-step directions. 
 

10. Provide the student with verbal directions, rules, lists, etc.  Reinforce the student for being 
able to recall the information in verbal form. 

 
11. Write stories, directions, etc., so the student may listen as he/she reads along. 

 
12. Tell the student what to listen for before delivering auditory information. 

 
13. Send the student on errands to deliver verbal messages to other teachers in the building. 
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14. Be certain that auditory information is presented slowly enough for the student to know 
what is being communicated. 

 
15. While reading a story to the student, stop on occasion to ask questions about the plot, main 

characters, events in the story, etc. 
 

16. Have the student pretend he/she is a waiter/waitress.  Have the student recall what he/she 
can from an order given to him/her. 

 
17. Have the student paraphrase directions, explanations, and instructions soon after hearing 

them. 
 

18. Use as much visual information as possible when teaching (e.g., chalkboard, projections, 
pictures, etc.). 

 
19. Have the student tape record directions, explanations, and instructions in order that he/she 

may replay needed information. 
 

20. Use simple concise sentences to convey information to the student. 
 

21. Have the student recall names of friends, days of the week, months of the year, addresses, 
telephone numbers, etc. 

 
22. After listening to a tape, story, record, etc., have the student recall characters, main events, 

sequence of events, etc. 
 

23. Provide the student with study guides for listening activities. 
 

24. Provide assistance with note taking 
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PROBLEM:  DEMONSTRATES DIFFICULTY WITH PHONEMIC AWARENESS 
Phonemic awareness is necessary for learning the phonemic structure of oral language.  
Phonemic awareness for word sounds can be weak and faulty in children whose hearing, 
as measured by acuity tests, is within the normal range.   

 
 

STRATEGIES AND ACCOMMODATIONS: 
 
1. Place the following objects in four identical glass jars:  wooden beads, glass beads, pebbles, 

and a spoon.  The child is to watch as the teacher demonstrates the sound of each.  The 
child turns his/her back and listens, and then tries to duplicate the sound he heard.   

 
2.   Tell the child he/she is to clap whenever he hears a sound, for example “f”.  Utilizing both 

visual and auditory cues, have him/her perform sample exercises.  Explain now that you’re 
going to try to fool him/her by mixing the sound with others, such as “b, m, f, s, th”.  When 
trying to fool the student, the teacher should place a white card before her mouth to limit 
visual clues. 

 
3. The teacher reads orally a silly sentence, for example, “Sally smiles sweetly at Sue.”  Which 

word does not begin with the “s” sound?  Initially, tell the children what to look for. 
 

4.   Teach discrimination of phonetic elements.  Begin with consonants, then long vowels, 
blends, and short vowels.  Have the children recognize the sounds, not the letters names.  
For example, say a series of short vowel sounds: 

 

 “a-i-a-o-i-a-a” 
Have the children raise their hands when they hear the “a” sound. 

 “ai”; “o-a”; “a-a”   Later:  “hat-hit”; “hat-hat” 
Have the children raise their hands if the pairs are alike in sound. 

 “ab-ib-ob-ab” (nonsense) 
Have the children raise their hands when they hear the “ab” sound. 

 “ib-ab”; “ab-ab” 
Have the children tell if the pairs alike.  Later use short “e” and “u” sounds. 

 
5.   Show the child some pictures and ask him/her to mark the one that does not start with a 

particular letter. 
 
6.   Have the child sort pictures according to the sounds he hears at the beginning, middle, or 

end of the words. 
 
7.   Have index cards prepared with letter, dipthongs, blends, diagraphs, etc.  When the child 

hears the sound, he/she holds up the index card with the appropriate sound. 
 
8.   When teaching words that have sounds that are alike, color code those sounds that are alike 

with the same color. 
 
9.   On a list of rhyming words, ask the child to circle the parts of the words that are alike.  This 

draws attention to the point that rhyming words have parts that are said and spelling in a 
similar way. 
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10.  Have the child make up a riddle whose answer begins with the last letter of the answer to 
the previous riddle.  For example, “I say meow… …cat.  I am the opposite of bottom… …top.  
I am a green round vegetable that comes in a pod… ...pea.” 

 
11.   Tell the child to listen for a specific sound in a word.  Say a word and ask, “Is the sound at 

the beginning or end of this word?” 
 
12.  Read a sentence to the child with a missing word and ask the child to fill in the missing word 

with a word that rhymes with it.  For example, “The bird was sitting on its _______.  The 
word I’m looking for rhymes with vest.” 

 
13.   Pass blank papers to the children.  A typical lesson might be: “I will say a word twice.  After I 

say it twice, I want you to write… (1) the first sound (2) the long vowel (3) the beginning 
blend (4) the last sound (5) a rhyming word. 

 
14.   The children are to listen to a series of sentences and act out the one that is different.  For 

example, “Touch your arm.  Touch your arm.  Wave your hand.  Touch your arm.” 
 
15.   Use cards with symbols and pictures to help teach sounds.  Have the child listen for a sound 

and then select a picture which represents the sound. 
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PROBLEM:  DEMONSTRATES DIFFICULTY WITH PHONOLOGICAL PROCESSING 
Phonological processing is defined as the ability to receive and understand sounds and 
words.  Phonological processing has a key role in the development of efficient reading 
skills, processing incoming verbal information, basic communication, social 
relationships, and in the ability to respond in an appropriate and safe manner to the 
environment. 

 
 
 STRATEGIES AND ACCOMMODATIONS: 
 

1. Teachers should use one-concept phrases and sentences.  Ask only short questions; use 
experience charts in reading; and give visual cues whenever possible. 

 
2. Use listening games, such as “Simon Says,” and recordings such as “Let’s Listen.” 

 
3. Ask the child to answer “yes”, “no”, or “maybe” to questions: “Can you pick up a house?, Is 

a brick heavy? Do girls grow beards?”  This will increase receptive vocabulary. 
 

4. Book exercises.  For example, “Find page 29.  Show me the fourth paragraph on page 24.  
Point to the last word in the second paragraph.” 

 
5. Use a series of pictures.  As the teacher describes an object (for example, a picture), or tells 

a story about the picture, the child holds up the appropriate picture(s). 
 

6. The teacher reads aloud poems or parts of a funny story, such as the Dr. Seuss series.  Who? 
Where? When? Why? And How? Questions are asked of the child. 

 
7. Have the child clap or raise his hand when he/she hears a word that belongs to a particular 

category.  For example, “Clap your hands when you hear the name of a vegetable.” 
 

8. Read a description of a scene to the student.  Encourage the student to draw a picture from 
what he/she heard. 

 
9. After hearing a song, ask the student to describe orally the story behind the song’s words. 

 
10. To continue building a receptive vocabulary, this exercise may be used.  The child is asked to 

recognize subtle differences in words when the teacher gives a sentence verbally that 
contains an inappropriate word.  The student picks out the inappropriate word or words, 
and substitutes the correct word for the incorrect.  For example, “Mr. Jones dove his par 
into the garage.”     

 
11. Use a series of pictures.  As the teacher describes the picture or tells a story about the 

picture, the child holds up the appropriate picture. 
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PROBLEM:   DEMONSTRATES DIFFICULTY WITH LISTENING COMPREHENSION 
Dyslexia is “characterized by difficulties with accurate and/or fluent word recognition 
and by poor spelling and decoding abilities” (NICHD/IDA 2002).  According to this 
definition, listening comprehension should not be an area of deficit.  As definitions of 
dyslexia have become more and more specific, and more driven by the NICHD’s 
insistence on careful descriptions of research participants, listening comprehension 
presents as a skill that should be average to strong in individuals with dyslexia.  
However, there are a number of individual differences across the dyslexic population 
and evidence of listening problems for some of these individuals. 
 
Children with specific listening comprehension problems have normal hearing and 
average or above average nonverbal intelligence, but have problems comprehending 
vocabulary, sentences, or connected language.  Some have difficulty perceiving words 
correctly and others have problems remembering what they hear.   
 
Any of these problems may have an impact on expressive language and higher levels of 
learning including reading comprehension, written expression, and verbal aspects of 
mathematics.  Problems may also interfere with social interactions. 

 
 

STRATEGIES AND ACCOMMODATIONS: 
 

 Make certain the child is attending before giving instructions. 

 Speak slowly so the child has time to process each word. 

 Repeat instructions and ask the child to restate them.  Provide visual supports and written 
instructions as needed. 

 Reword questions and material that is too difficult for the child to understand. 

 Teach the vocabulary that is needed for all courses and help students use various strategies 
to acquire word meanings. 

 Help the child understand idioms and figures of speech. 

 Provide breaks or rest periods after extensive listening tasks. 

 Teach the child to be an active listener.  Encourage paraphrasing, not simple repetition. 

 Teach abstract concepts with visual supports. 

 Help students listen for tone of voice and inflectional patterns that convey meaning. 

 Encourage students to think about the speaker’s intent of a message not just the words. 

 Teach conversational skills including turn taking, topic initiation, and appropriate responses. 

 Emphasize meaning.  Do not ask children to read or spell words they do not understand. 

 Encourage students to activate background knowledge. 

 Teach strategies to aid recall, such as rehearsal, chunking and categorization. 

 Include work on linguistic awareness as needed. 

 Help students’ abstract significant ideas from lectures and to take good notes. 
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PROBLEM:   DEMONSTRATES DIFFICULTY WITH BLENDING/SEGMENTING 
(e.g., has difficulty with the ability to combine smoothly all the sounds or syllables of 
words to make them a whole, or the ability to analyze a word into its separate sounds) 

 
 

STRATEGIES AND ACCOMMODATIONS: 
 
1. Have the child count the number of syllables in a word while the teacher says the word 

slowly.  The child can also tap the syllables and accent as he/she hears them.  Tokens or 
chips can be used to show how many sounds are heard.  Vocabulary familiar to the child 
should be used. 

 
2. Have the child listen to the word while being pronounced in parts such as, “pa-per, cray-on, 

bas-ket-ball, “ etc.  Then have the child point to the objects in the room and say the name as 
it is usually pronounced.  He/she may also point to pictures. 

 
3. Use kinesthetic letters (sandpaper, velour, pipe-cleaner), and have the child trace the letters 

as he sounds them.  Cursive script which is connected would be more appropriate than 
manuscript for the blending principle. 

 
4. The teacher begins by repeating a riddle such as one of these indicated below. The student 

listens to each riddle, give the answer word, and spell the word.  If the student is capable, 
he/she may compose similar riddles on his/her own.                                                                For 
example, “I am thinking of an animal.  It is a short-i word.  It begins with “p”.  It ends with 
“g”.  What is the word?  (pig) 

 
5. Plastic letters or cutout letters can be pushed together as the child is blending the sounds 

orally. 
 

6. A strong sight word vocabulary should be developed. 
 

7. Language Master cards may be used in the remedial exercises. 
 

8. A word wheel can also be used showing blends and phonograms.  The child would rotate the 
inner circle and read the words as they appear. 

 
9. New Zoo is a game like approach to auditory synthesis which young children enjoy.  The 

names of two familiar animals are blended to make a new word.  For example, turtle and 
turkey could become a turkle, a lion and a goose could become a gion.  The child can then 
draw a picture of the new animal.  The exercise offers an opportunity for the student to use 
sounds in different way. 

 
10. Have the student draw a word card from a group of cards all representing words containing 

blends.  Ask the student to say the word selected and give another word that begins with 
the same blend. 
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PROBLEM:   DEMONSTRATES DIFFICULTY WITH LONG-TERM RETRIEVAL 
Long-term storage and retrieval is the ability to store information in and fluently 
retrieve new or previously acquired information (e.g., concepts, ideas, items, names) 
from long-term memory. 
 

 
STRATEGIES AND ACCOMMODATIONS: 
 
1.   Sequence materials from simple to more complex. 
 
2. Provide intensive review, repetition, and over-learning at each step. 
 
3. Introduce only as many facts, words, etc., as the student is able to learn in a session. 
 
4. Provide frequent opportunities for practice and review.  Provide systematic review within a 

few hours of learning and review previous information in each lesson. 
 
5. Provide the student with mnemonic aids or strategies for retention, such as the use of 

verbal mediation or rehearsal. 
 
6. Provide the student with a list of steps that will help organize behavior and, subsequently, 

facilitate recall. 
 
7. Provide immediate feedback of results.  This may be accomplished with small group 

instruction, programmed learning materials, or a microcomputer. 
 

8. Provide advance organizers. 
 

9. Post outcomes or key results areas. 
 

10. Use bracketing. 
 

11. Eliminate distractors. 
 

12. Ask for expectations. 
 

13. Generate previous experiences related to the topic. 
 

14. While a wide variety of different activities may serve as memory facilitators, key features 
cluster into four categories.  The “Big 4” memory facilitators are:  active learning, structured 
activities, systematic presentation, and sensory modalities. 

 Consider structuring an activity using the concept of a pattern 

 Use colored pencils or pens to enhance critical features 

 Consider music 
 
For more information refer to source titled, “The Source for Learning & Memory Strategies” by 
Regina G. Richards (800-776-4332) 
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PROBLEM:    DEMONSTRATES DIFFICULTY WITH SHORT-TERM MEMORY 
Short-term memory is the ability to apprehend and hold information in immediate 
awareness and then use it within a few seconds.  Gsm is a limited-capacity system, as 
most students can retain only seven chunks of information (plus or minus two chunks) in 
this system at one time. 

 
 
STRATEGIES AND ACCOMMODATIONS: 
 
1. Use short, simple sentences when speaking to the student.  Be sure to keep verbal 

instructions at the student’s vocabulary level. 
 
2. Present one instruction at a time. 
 
3. Ask the student to paraphrase instructions or to repeat the directions to the teacher before 

beginning an assignment. 
 
4. Repeat directions as many times as necessary. 
 
5. Provide the student with assignments written on index cards. 
 
6. Have responsible peer record assignments for the student. 
 
7. Have assignments on a tape recorder so that the student can hit the pause button or replay 

the assignment as many times as needed. 
 
8. Check frequently to ensure that the student understands the task. 
 
9. Use visual aids combined with verbal instruction whenever possible. 
 
10. Teach specific memory strategies and techniques that will improve immediate recall, such as 

the use of verbal rehearsal, grouping or chunking of information, making visual images and 
mnemonics.  The memory strategies should be taught within a context for which they may 
be used. 

 
11. Teach specific learning or study strategies for each area of difficulty. 
 
12. Ensure that the student continually reviews vocabulary words, math facts, or any 

information that requires extended practice for retention.  Materials should be reviewed 
within hours of learning and then daily until mastery is insured. 
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PROBLEM:    DEMONSTRATES DIFFICULTY WITH PROCESSING SPEED 
Strategies that will help reduce distractions and enable students to work more rapidly 
and efficiently include: 

 
 
STRATEGIES AND ACCOMMODATIONS: 
 
1. Provide clearly duplicated worksheets that contain only a few problems and plenty of white 

space. Double-space all printed directions.  If needed, type words in large letters with extra 
spaces in between.   

 
2. Seat the student in the front row near the chalkboard for all copying activities. 
 
3. Eliminate copying or limit the amount of material that a student is required to copy from the 

chalkboard or from a textbook.  Do not require speed or accuracy in copying. 
 
4. Cut a window or box in a piece of cardboard so the student can frame and separate each 

problem as needed or have student cover the part of the page that is not being worked on. 
 
5. Point to all words and phrases while reading from the board. 
 
6. Allow the student to use an index card or finger for keeping his or her place in reading. 
 
7. Encourage the use of graph paper in mathematics. 
 
8. Extend the time for completing assignments. 
 
9. Provide ample time for responding on written tasks. 
 
10. Shorten assignments so that they may be accomplished in a reasonable time period. 
 
11. Use visual clues to organize worksheets, such as instructing the student to place each 

answer in a box. 
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PROBLEM:   DEMONSTRATES DIFFICULTY WITH FLUID REASONING 
Fluid reasoning is required for both reading comprehension and math problem solving.  
Students with a deficit in this area are likely to have difficulty developing concepts, 
organizing and classifying ideas, sequence steps in a problem logically, or succeeding 
with tasks that require multiple associations. 
 
Strategies for students who have difficulties formulating concepts must relate tasks to 
information that the student already knows.  In order to comprehend concepts and 
rules, the student must organize new information into his or her existing system of 
knowledge about the world.  The classroom tasks must be matched to the student’s 
reasoning level.   

 
 

STRATEGIES AND ACCOMMODATIONS: 
 
1.   Encourage the use of manipulatives to develop concepts. 
 
2.   Attempt to teach concepts in a concrete manner.  Use concrete cues in all directions, telling 

the student exactly what to do at each step. 
 
3.   Limit the amount of material presented at one time. 
 
4.   Select structured materials that are carefully sequenced. 
 
5.   Engage the student in demonstrations of the concept. 
 
6.   Have the student verbalize what he or she has learned. 
 
7.   Provide ample opportunities for repetition and review. 
 
8.   Provide the student with a list of procedures to follow when working with tasks that involve 

problem solving. 
 
9.   Teach problem-solving techniques in the contexts in which they are most likely to be 

applied. 
 
11. Provide cue sheets or prompts, such as a written copy of the steps in a process, to prevent 

the student from getting “bogged down” in the sequencing.  This enables the student to 
process at higher levels. 

 
12. Provide concrete examples of concepts before teaching the abstract. 

 
13. Provide daily review of facts, rules, and formulas that are or will be applied to complex 

activities. 
 
ADAPT SETTING: 
 
1. Use study carrels or other means of proving privacy for reading thinking aloud. 
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2. Seat the student in an area as free of distractions as possible. 
 

3. Allow the student to select his or her seating. 
 

4. Provide time daily for the student to write in learning logs to reinforce concepts learned. 
 
 

ADAPT ASSESSMENT: 
 

1. Reduce amount of print on page. 
 

2. Break test into parts and have student complete parts at different times. 
 

3. Allow extra time for testing. 
 

4. Allow testing in private for thinking aloud or reading aloud. 
 

5. Simplify wording and keep directions as simple as possible. 
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PROBLEM:   DYSGRAPHIA 
   
 

STRATEGIES AND ACCOMMODATIONS: 
 
1. Student should write with hard lead pencils that do not become dull quickly.  Using a 4-F 

pencil instead of a #2 pencil prevents smudged, messy writing. 
 

2. Student should double-space all writing.  It also may be necessary to teach the student who 
is dysgraphic to lay a finger between words to make sure that the student does not 
inadvertently write the words too close together. 

 
3. Student must be reminded where to start on the page.  A starting mark, such as a brightly 

colored dot or a star, should be placed where writing should begin on each page.  The 
student should be taught to touch the starting place before he/she starts to write. 

 
4. Student must be coached repeatedly in left-to-right, top-to-bottom orientation.  As the 

student writes, he/she must be reminded to move the pencil systematically from left to 
right, and he/she must be reminded to check his/her work for anything he/she may have 
written backwards or upside down. 

 
5. Student must show clearly marked paper margins.  A felt-tip pen should be used to draw 

margin lines down the left and right sides of the paper.  Student must be coached in 
“bumping the margin” as he/she writes. 

 
6. Student must have a study buddy who patiently guides the writer in reviewing each written 

activity.  Together they should find any reversed or upside-down letters or numerals, and 
they should talk about pencil strokes that can cut through the line or float above the line.  
As a team they can practice bumping the left margin and keeping the pencil inside the 
correct spaces.  Over time, these coaching strategies teach learners who are dysgraphic how 
to monitor their own work and correct most of their errors in directionality. 

 
7. Encourage student to outline his/her thoughts.  It is important to get the main ideas down 

on paper without having to struggle with the details of spelling, punctuation, etc. 
 

8. Have student draw a picture of a thought for each paragraph. 
 

9. Have student dictate his/her ideas into a tape recorder and then listen and write them down 
later. 

 
10. Have the student practice keyboarding skills.  It may be difficult at first, but after he/she has 

learned the pattern of the keys, typing will be faster and clearer than handwriting. 
 

11. Have a computer available for student to organize information and check spelling.  Even if 
their keyboarding skills aren’t great, a computer can help with the details. 

 
12. Have the student continue practicing handwriting.  There will be times through a student’s 

life that they will need to be able to write things down and maybe even share their 
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handwriting with others.  It will continue to improve as long as the student keeps working at 
it. 

 
13. Encourage student to talk aloud as they write.  This may provide valuable auditory feedback. 

 
14. Allow more time for written tasks including note-taking, copying and tests. 

 
15. Outline the particular demands of the course assignments/continuous assessment, exams, 

computer literacy, etc., so that likely problems can be foreseen. 
 

16. Give and allow student to begin projects or assignments early. 
 

17. Include time in the student’s schedule for being a “library assistant” or “office assistant” 
that could also be used for catching up or getting ahead on written work, or doing 
alternative activities related to the material being learned. 

 
18. Instead of having the student write a complete set of notes, provide a partially completed 

outline so the student can fill in the details under major headings (or provide the details and 
have the student provide the headings). 

 
19. Allow the student to dictate some assignments or tests (or parts thereof) to a “scribe”.  

Have the scribe to write what the student says verbatim and then allow the student to make 
changes, without assistance from the scribe. 

 
20. Remove neatness or spelling (or both) as grading criteria for some assignments, or design 

assignments to be evaluated on specific parts of the writing process. 
 

21. With the students, allow abbreviations in some writing (such b/c for because).  Have the 
student develop a repertoire of abbreviations in a notebook.  These will come in hand in 
future note-taking situations. 

 
22. Reduce copying aspects of work.  For example, in Math, provide a worksheet with the 

problems already on it instead of having the student copy the problems. 
 

23. Separate the writing into stages and then teach students to do the same.  Teach the stages 
of the writing process (brainstorming, drafting, editing, and proofreading, etc.).  Consider 
grading these stages even on some “one-sitting” written exercises, so that points are 
awarded on a short essay for brainstorming and a rough draft, as well as the final product. 

 
24. On a computer, the student can produce a rough draft, copy it, and then revise the copy, so 

that both the rough draft and final product can be evaluated without extra typing. 
 

25. Encourage the student to use a spellchecker and, if possible, have someone else proofread 
his work.  Speaking spellcheckers are recommended, especially if the student may not be 
able to recognize the correct word. 

 
26. Allow the student to use cursive or manuscript, whichever is most legible. 

 
27. Encourage primary students to use paper with the raised lines to keep writing on the line. 
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28. Allow older students to use the line width of their choice.  Keep in mind that some students 

use small writing to disguise its messiness or spelling. 
 

29. Allow students to use paper or writing instruments of different colors. 
 

30. Allow student to use graph paper for math, or to turn lined paper sideways, to help with 
lining up columns of numbers. 

 
31. Allow the student to use the writing instrument that is most comfortable for them. 

 
32. If copying is laborious, allow the student to make some editing marks rather than recopying 

the whole paper. 
 

33. Consider whether use of speech recognition software will be helpful.  If the student and 
teacher are willing to invest time and effort in training the software to the student’s voice 
and learning to use it, the student can be freed from the motor processes of writing or 
keyboarding. 

 
34. Develop cooperative writing projects where different students can take on roles such as the 

“brainstormer”, “organizer of information”, “writer”, “proofreader”, and “illustrator”. 
 

35. Provide extra structure and use intermittent deadlines for long-term assignments.  Discuss 
with the student and parents the possibility of enforcing the due dates by working after 
school with the teacher in the event a deadline arrives and the work is not up-to-date. 

 
36. Build handwriting instruction into the student’s schedule.  The details and degree of 

independence will depend on the student’s age and attitude, but many students would like 
to have better handwriting. 

 
37. Keep in mind that handwriting habits are entrenched early.  Before engaging in a battle over 

a student’s grip or whether they should be writing in cursive or print, consider whether 
enforcing a change in habits will eventually make the writing task a lot easier for the 
student, or whether this is a chance for the student to make his or her own choices.  Beware 
of overload and remember that the student has other tasks and courses. 

 
38. Teach alternative handwriting methods such as “Handwriting Without Tears.”  

www.hwtears.com/inro.htm 
 

39. Writing just one key word or phrase for each paragraph, and then going back later to fill in 
the details may be effective. 

 
40. Multi-sensory techniques should be utilized for teaching both manuscript and cursive 

writing.  The techniques need to be practiced substantially so that the letters are fairly 
automatic before the student is asked to use these skills to communicate ideas. 

 
41. Have the students use visual graphic organizers.  For example, you can create a mind map so 

that the main idea is placed in a circle in the center of the page and supporting facts are 

http://www.hwtears.com/inro.htm
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written on lines coming out of the main circle, similar to the arms of a spider or spokes on a 
wheel. 

 
42. Do papers and assignments in a logical step-wise sequence.  An easy way to remember 

these steps is to think of the word POWER: 
P – plan your paper 
O – organize your thoughts and ideas 
W – write your draft 
E – edit your work 
R – revise your work, producing a final draft 

 
43. If a student becomes fatigued, have them try the following: 

a. Shake hands fast, but not violently. 
b. Rub hands together and focus on the feeling of warmth. 
c. Rub hands on the carpet in circles (or, if wearing clothing with some mild texture, rub 

hands on thighs, close to knees). 
d. Use the thumb of the dominant hand to click the top of a ballpoint pen while holding it 

in that hand.  Repeat using the index finger. 
e. Perform sitting pushups by placing each palm on the chair with fingers facing forward.  

Students push down on their hands, lifting their body slightly off the chair. 
 

44. Allow student to tape record important assignments and/or take oral tests. 
 

45. Prioritize certain task components during a complex activity.  For example, students can 
focus on using descriptive words in one assignment, and in another, focus on using 
compound sentences. 

 
46. Reinforce the positive aspects of student’s efforts. 

 
47. Be patient and encourage student to be patient with himself. 
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PROBLEM: MATHEMATICS (DYSCALCULIA) 
According to von Aster (2000), the triple code model of numeric representation provides 
a theoretical foundation for three possible subtypes of developmental dyscalculia.  Once 
subtype of dyscalculia can be referred to as the verbal subtype, and consists of students 
who have difficulties with counting and rapid number identification skills, and deficits 
retrieving or recalling stored mathematic facts of over-learned information.  In essence, 
the verbal subtype of dyscalculia represents a disorder of the verbal representations of 
numbers, and the inability to use language-based procedures to assist in arithmetic fact 
retrieval skills.  In fact, these students may also have difficulties in reading and spelling.  
(Sound familiar) Verbal dyscalculia does not hinder a student’s ability to appreciate 
numeric qualities, understand mathematical concepts, or detract from making 
comparisons between numbers, but does hinder a student’s ability to encode and 
retrieve math facts stored in a verbal format automatically most notable multiplication 
and addition. 

 
The second subtype of dyscalculia can be labeled the procedural subtype, and 
represents a disorder in the ability to transcode numeric systems into a meaningful 
language system.  Just as students must ultimately link phonemes with graphemes in 
order to learn the phonological code to reading, children must also learn the language 
of mathematics by linking the verbal name of a numeral with its numeric 
representation.  According to von Aster (2000), children who fall into this subtype often 
have difficulty reading numbers aloud, and may struggle to write numbers from 
dictation as well.  Children with a procedural error subtype tend to have learning 
difficulties solely related to math.   

 
The third subtype of dyscalculia is referred to as the semantic subtype, and reflects an 
inability to decipher magnitude representations among numbers.  There is a fourth type 
of dyscalculia called the visual-spatial subtype.   

 
EFFECTIVE MANAGEMENT STRATEGIES FOR MATHEMATICS 

Instruction in mathematics, just as in language, must be multisensory, explicit, cumulative, 
sequential, and presented in small increments.  Bley and Thornton (1989) focus on ten general 
techniques that are valuable in planning and implementing an appropriate program of 
instruction and have found success in many programs.  These are: 
 

 Use visuals and manipulative to illustrate new and important ideas and concepts; 

 Use visual cueing (boxes, circles, and lines); 

 Assign fewer problems and minimize or eliminate copying from textbook or board; 

 Use visual cueing, code by color 

 Alter, adjust, or reinforce the standard text presentation when this meets a special need; 

 Allow children to finger trace or use other tactile cues; 

 Capitalize on patterns and other associations to promote understanding or retention; 

 Use auditory cueing 

 Make samples for students who need them; 

 Carefully sequence instruction in small steps, with adequate provision for practice and 
review 

 In addition to the above strategies, the use of technology may also assist the student.  This 
includes the use of calculators, software programs, and computers.  It is important to use 



 

Copyright © ERICC, 2019   3-2019  

5-46 

 

technology to assist the student in understanding concepts and not just as a tool to reach an 
answer. 

 
For the individual with dyslexia it is important that these stages are linked through language.  
There are three kinds of language that allow the student to fully integrate mathematical 
learning. 
 

 First, is the student’s own language.  No matter how imperfect this language is, it is 
important that the individual discusses, questions, and states what he or she has learned.  

 

 Second, is the language of the instructor which corrects or clarifies the student’s own 
language, and links to the third language, the language of mathematics. 

 

 This language includes not only the vocabulary of mathematics, but the efficient uses of 
symbols to express mathematical ideas and concepts.  It can be as simple as being able to 
use not only the symbols 1 + 1 = 2 or (x)(x + 3) = 28 to express an idea, but also the 
vocabulary to discuss what one has written. 

 
 

5 WAYS TO FACILITATE WORKING MEMORY IN THE CLASSROOM 
 

 TEACH MULTIPLE WAYS TO PROBLEM SOLVING.  Research indicates that students who utilize both 
visual-spatial and/or verbal strategies to solve problems tend to outperform those who 
over-rely on just a single strategy. 

 

 AVOID SKILL DRILLS.  Speed and competition are a sure-fire way to create anxiety in students.  
Fluency and automatic retrieval of over-learned math facts can be ascertained without 
classroom competition. 

 

 LINK PROBLEM SOLVING WITH PASSION.  Whether its calculating batting averages in baseball, 
determining life points in Yu-Gi-Oh, or simply making change from a shopping spree, 
students to be more active learners when personal meaning is attached to the cold 
harshness of problem solving. 

 

 SET ALGORITHMIC PROCEDURES TO A SONG.  Math calculation exercises, from subtraction with 
regrouping to diving fractions often involve a series of problem solving steps that seem 
devoid of logic and meaning.  Students frequently lose track of the necessary sequences of 
steps to arrive at the answer, and tend to panic in mid-drift.  Verbalizing strategies by way of 
song can be a key memory enhancer that can often bail out students while simultaneously 
reducing their fear of failure. 

 

 ENCOURAGE VISUAL CUES.  Most students prefer to problem solve in their head, rather than 
make an effort to jot down the equations on scratch paper.  “Mental math” requires strong 
working memory skills.  When anxiety is a factor, the cognitive counterspace required to 
calculate equations in our minds diminishes, thus heightening anxiety levels.  As Hopko et al. 
(1998) noted, the central executive system in the prefrontal cortex is the main filter that 
allows us to sustain attention in the face of negative distractors.  This mechanism lies 
particularly vulnerable in the anxious brain of a math student.  Being preoccupied by 
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worrisome or anxious thoughts ultimately leads to the detriment of working memory 
systems being able to contribute to more higher level cortical functioning. 

 
 

MATH WEBSITES 
 

 www.aaamath.com 

 www.aplusmath.com 

 www.funbrain.com 

 www.math.com 

 www.multiplication.com 
 
 

INSTRUCTIONAL PROCESSES WITH STRONG EVIDENCE OF EFFECTIVENESS 
 

 Classwide Peer Tutoring (CPT):  Paired learning approach - Students take turns as teacher 
and learner (greenwood@ku.edu) 

 Peer-Assisted Learning Strategies (PALS):  Structured pair learning strategy 
(www.kc.vanderbilt.edu/pals) 

 Student Teams-Achievement Divisions (STAD):  Structured cooperative learning program -  
Students work in teams of four (nmadden@jhu.edu) 

 Team Accelerated Instruction Math (TAI Math):  Structured cooperative learning program - 
Explicit instruction by teacher - Students work in four-member teams 
(www.charlesbridge.com) 
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