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INTRODUCTION 

Using adaptations of the procedures identified in previous chapters in 
this text, the current chapter describes the application of SST to sec-
ondary students who are struggling readers. In this chapter we spe-
cifically describe approaches to teaching early textual responding to 
upper elementary and secondary learners who are beginning readers. 
We describe four key components: 1) assessing existing reading skills;  
2) increasing reading motivation; 3) conducting phonics/word study 
instruction; and 4) developing reading fluency.
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KEY TERMS 

Proficient reading skills 
Basic reading skills 
Independent reading level 

Instructional reading level
Frustration reading level
Curriculum-based measure 

Challenges to Providing Early Reading Instruction to Secondary  
Students 

According to the National Assessment of Educational Progress (NAEP), the 
number of secondary students who read proficiently in secondary school 
has increased only marginally over a 15-year period. For example, the 
NAEP reported that 32 percent of eighth-grade students read proficiently 
in 2017 and that only 29 percent of eighth-grade students read proficiently 
in 2019 (Figure 7.1 shows the percentage of 8th grade students reading at 
or above proficient from 2003–2022). Following the COVID-19 pandemic, 
reading data are even lower for secondary students.1 This information indi-
cates that most eighth-grade students do not read proficiently.1 Proficient 

Figure 7.1 Percent of 8th Grade Students Reading at or Above Proficient 2003–2022
Source: U.S. Department of Education, Institute of Education Sciences, National Center for Education 
Statistics, National Assessment of Educational Progress (NAEP), 1992, 1994, 1998, 2002, 2003, 2005, 
2007, 2009, 2011, 2013, 2015, 2017, 2019, and 2022 Reading Assessments.
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reading in secondary school is important because research suggests that 
children who cannot read proficiently by third grade are four times less 
likely to graduate from high school and obtain gainful employment as 
adults. Reading proficiency also has a long-term impact on academic out-
comes: students who read proficiently are more likely to gain foundational 
academic skills such as comprehension strategies and advanced vocabu-
lary. Given the importance of proficient reading for children’s academic 
and social success, there is a need to provide effective interventions that 
can improve the reading outcomes of struggling readers in upper elemen-
tary and secondary grades.

Providing reading interventions for secondary students with reading 
delays can be challenging for two major reasons: (1) Each individual student 
has a long and unique learning history; and (2) secondary school instruction 
is not necessarily designed to teach early or 
corrective reading. That is, older students 
who struggle with reading may have unique 
learning histories such as acquiring some 
responses under appropriate stimulus con-
trol (e.g., phoneme-grapheme relationships) 
and other responses under faulty stimulus 
control (e.g., incorrect responses to similar 
graphemes such as b and d). Older students 
may also have aversive learning histories 
with reading (e.g., social disapproval from 
teachers and peers for mistakes made when 
reading aloud in class) and, thus, may avoid 
opportunities to read and be less inclined to 
participate in formal reading interventions 
due to social stigmas. 

Further, reading instruction is not a traditional content area for second-
ary schools, and secondary teachers and schools may not be prepared to 
provide basic or initial reading instruction. Moreover, secondary schools 
may have difficulty offering high school credits for early reading instruc-
tion and may not be able to schedule reading as a course when it is needed. 
Challenges such as students’ instructional histories with reading and the 
capacities of secondary schools to teach reading are compounded by the fact 
that secondary students have less time remaining in their formal schooling 
to learn how to read (e.g., a ninth grader who cannot read proficiently has 
only four years of formal schooling left to improve their reading). 

Given these challenges to providing reading instruction for secondary 
students, a strategic science of teaching may offer an approach to intensive 
reading intervention that can improve the reading performance of second-

Older students who struggle with 
reading may have unique learning 
histories such as acquiring some 
responses under appropriate 
stimulus control (e.g., phoneme-
grapheme relationships) and other 
responses under faulty stimulus 
control (e.g., incorrect responses 
to similar graphemes such as b 
and d). Older students may also 
have aversive learning histories 
with reading.
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ary students who struggle to read. Using adaptations of the procedures 
identified in previous chapters in this text, the current chapter describes 
the application of SST to secondary students who are struggling readers. 
In this chapter we specifically describe approaches to teaching begin-
ning to older and secondary learners. We describe four key components:  
(1) assessing existing reading textual responding (one component of read-
ing comprehension) skills; (2) increasing reading motivation; (3) conduct-
ing phonics/word study instruction; and (4) developing reading fluency. 
We use the sequence illustrated in Box 7.1 to teach textual responding to 
older students with reading challenges.

Summary: Challenges to Providing  
Early Reading Instruction to Secondary Students

●  Reading proficiency requires instruc-
tion in reading motivation, phonemic 
awareness, phonics, vocabulary, com-
prehension, and fluency.

●  Secondary educators and schools 
are not designed to meet the reading 
needs of older students who do not 
enter school as proficient readers.

●  Secondary students with reading 
delays often have longer and aversive 
learning histories or have received 
poor or inadequate early reading 
instruction. 

●  Secondary struggling readers need 
more intensive supports to catch up in 
reading.

●  Secondary schools do not provide 
high-school credits for early reading  
instruction.

●  Standardized assessments in second-
ary schools assume that students are 
proficient readers, which often leads 
to a cycle of underperformance. 

●  References6

Summary: Defining Early Reading

●  Reading is a complex skill that requires 
the joining of at least two repertoires:  
(1) textual responding; and (2) com-
prehension. 

●  Textual responding is a reader’s cor-
rect responses to print stimuli.

●  Proficient readers first learn to read 
(recognize text) to be able to read to 
learn (comprehension).

●  Older struggling readers with serious 
reading challenges often need instruc-
tion in rudimentary reading skills (e.g., 
phonics) necessary for fluent reading.

●  References7
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Step 1: Select Students or Classes Based on School-wide  
Intervention Data 

Unlike elementary schools where most students in grades K-2 are expected 
to be beginning readers, it is assumed that most secondary students already 
have at least basic reading skills, so universal reading instruction is not 
provided to all students. Thus, it is necessary to first identify those stu-
dents who do not read proficiently. Students are identified in a two-step 
process as shown in Figure 7.2: (1) A review of schoolwide reading data; 
and (2) a review of reading data for individual students. 

review schoolwide and individual student reading data. Begin 
with a schoolwide reading report to determine how many students have 
basic or below basic reading skills based on the reading test’s cut-off scores. 
After identifying students who have basic or below basic reading skills, 

Box 7.1 
Sequence for Teaching Older Students with Reading Challenges

Step 1: Select students or classes for 
instruction based on their school reading 
data. 

Step 2: Assess students’ reading reper-
toires. 

Step 3: Group students homogeneously 
based on reading assessment data. 

Step 4: Select curricula and design read-
ing interventions for each homogeneous 
learning group. 

Step 5: Conduct motivation, fluency, and 
phonics instruction.

Step 6: Measure learning daily and make 
changes to instruction as needed. 

Step 7: Every six to nine weeks, reas-
sess and regroup students based on 
their reading levels.

Figure 7.2 Steps to Selecting Students for Reading Intervention

1. Review schoolwide and individual stu-
dents’ reading data

a. Gather state testing data, interim 
school testing data, and curricu-
lum-based measure data. 

b. Identify which students read at a 
basic or below basic level. 

2. Identify a cut-off score for intervention 
based on assessment.

a. Select students who read below the 
40th percentile. 

b. Prioritize students who fall below 
the 25th and 10th percentiles.

Steps to Selecting Students for Reading Intervention
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review those students’ individual reading assessment outcomes. These can 
be local assessment outcomes such as: (a) state testing data (which typi-
cally measures reading comprehension); (b) interim school reading data 
such as the Northwest Educational Association Measures of Academic Prog-
ress (NWEA)8 or the STAR assessment;9 and (c) fluency data from curric-
ulum-based measures (CBM) such as the Dynamic Indicators of Basic Early 
Literacy Skills (DIBELS).10 

identify a cut-off score for intervention based on the assess-
ment you chose. For instance, if you use CBM fluency scores, then select 
students for intervention who are reading below the 40th percentile. If there 
are many students who fall below the 40th percentile, or if you have a lim-
ited amount of time for intervention, then prioritize students who score 
below the 25th and 10th percentiles. We tend to select students for inter-
vention based on their CBM scores and not their reading comprehension 
test outcomes. This is because research on reading fluency suggests that 
students who are not fluent readers may also have less than proficient tex-
tual responding, which is a prerequisite to reading comprehension.11 That 
is, mastery of accurate phonemic textual responding is a prerequisite for 
accelerating reading fluency.12 

Step 2: Assess Students’ Reading Repertoires 

In this step, you will conduct several diagnostic assessments to determine 
each student’s existing reading skills. Diagnostic assessments are assess-
ments that identify the specific needs of each student in foundational 

Summary: Defining Curriculum Based Measures (CBM)

●  Curriculum-based measures (CBM) are 
a set of assessments utilized to evalu-
ate the effectiveness of instruction and 
provide continuous progress monitor-
ing of a student’s reading, math, and 
writing performance. 

●  CBMs focus on fluency (accuracy and 
speed) of reading skills.

●  Assessments typically last one to five 
minutes and teachers count the num-
ber of correct vs. incorrect responses 
emitted within the allotted time.

●  CBM scores can also be used to com-
pare a student’s performance by using 
fluency norms.

●  Scores are utilized to make decisions 
about the intensity of instructional 
supports that students need to meet 
benchmark goals.

Useful resources: DIBELS Assessments; 
Hasbrouck-Tindal oral reading fluency 
chart; readingrockets.org 
Reference: Ardoin et al., 2013.
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reading areas.13 If the school already administers 
diagnostic assessments, use their results so that 
you can spend more time providing instruction 
and less time conducting assessments. Results of 
the diagnostic reading assessments will be used 
to develop individual learning plans (ILP), group 
students homogeneously for instructional pur-
poses, gather baseline data, and monitor student 
progress throughout the school year. Each of the 
assessments that we recommend using is listed 
in Table 7.1. but all are not essential for reading 
instruction. A decision tree to determine which 
assessments to use is provided in Figure 7.3. 

analyzing assessment data. After conducting assessments, we use 
the assessment information to develop individual learning plans (ILP) 
for each student. These plans begin with a description of the student and 
behavioral objectives for the early reading repertoires that we plan to tar-
get based on their assessment results. Although data are collected daily for 
each reading intervention session, the ILP is updated at the midpoint of 
the intervention and at the end of the intervention. We also use this infor-
mation for end of year school-wide reports. A sample ILP that includes 
objectives for each of the three repertoires is included in Figure 7.4. 

Diagnostic assessments are 
assessments that identify 
the specific needs of each 
student in foundational 
reading areas.13 If the school 
already administers diagnostic 
assessments, use their results 
so that you can spend more 
time providing instruction 
and less time conducting 
assessments.

Figure 7.3 Decision Tree for Selecting Assessments
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For instructional purposes, 
students are also placed 
into homogeneous small 
groups based on their 
instructional reading level, 
reading fluency level, IRI 
level, standardized test 
reading level, or results of 
other reading assessments.

Step 3:  Group Students Homogeneously Based on Reading  
Assessment Data

homogeneous grouping. In some school districts or schools, several 
students may need reading intervention. In that case, the most efficient 
way to provide reading intervention is with a class-wide approach. This 
is most effective if a school can set aside one period a day of at least 45 
minutes for three to five days per week. These periods can also be pro-
vided before or after school as well as during reading intervention periods 
throughout the school day. 

For instructional purposes, students are also 
placed into homogeneous small groups based on 
their instructional reading level, reading fluency 
level, IRI level, standardized test reading level, or 
results of other reading assessments. For instance, 
students who place into Corrective Reading14 Level 
B1 are grouped together and students who place 
into Level C of the same curriculum are grouped 
together. To prevent students from presuming a hier-
archy based on associated numbers, do not label stu-
dent groups with ordinal numbers such as Group 1 
and Group 2. Instead, allow students within a group 

to choose their own group names. Assign each classroom teacher and/or 
teaching assistant to teach one group. If there is just one classroom teacher 
in a class with several groups, then some groups can participate in comput-
erized instruction, peer tutoring, Personalized System of Instruction (PSI; 
see Chapter 2), or a similar independent learning activity while the teacher 
rotates instruction across small groups. 

determine the length of intervention, amount of space, and 
number of personnel needed. This step is important in determining 
how instructional time will be used. Interventions should be provided 
daily for a specific time period ranging from 40 to 55 minutes. However, if 
daily instruction is not possible, then interventions should be provided at 
least three days per week for approximately 45 minutes per session. When 
planning your intervention, consider the length of the school year, school 
breaks, when you will begin instruction, and the school’s testing dates. You 
want to have at least six months of intervention, usually from October to 
April, and leave enough time for the school’s state testing dates in your cal-
endar. Later, you will return to this step to plan the length of time that you 
will use a specific curriculum or intervention within a single class period. 
A sample schedule for a 55-minute period might include: (a) five minutes 
to review classroom goals and expectations with students and to allow stu-
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If the classroom does not have an 
effective behavior management 
plan in place, then we begin by 
establishing a positive classroom 
while we start our formal reading 
intervention. By doing this, 
we can deemphasize a focus 
on maladaptive behaviors and 
increase the classroom’s focus on 
reading. 

dents to join their small groups; (b) 45 minutes for reading instruction;  
(c) five minutes for exchanging points for reinforcers and dismissal from 
class. We try to complete at least one reading lesson per session, if possible. 
An example of a reading schedule is in Table 7.2.

establish a classroom management system and a system of 
rewards for student behavior. The classroom needs to have a class-
room management plan in place that incorpo-
rates the essential components of a positive 
classroom (see Chapter 2 for a detailed descrip-
tion). The classroom management system can 
be established while beginning instruction. 
The key components of Positive Behavior Inter-
ventions and Supports (PBIS) are: (1) setting 
expectations; (2) posting rules; (3) high rates 
of approvals and low rates of disapprovals; 
and (4) the use of effective reinforcers. If the 
classroom does not have an effective behavior 
management plan in place, then we begin by 

Table 7.2
Sample Reading Schedule

Week Activity

 Weeks 1–2 ●  Reading assessments conducted. 
●  Establish general classroom management system 

including expectations and rules as well as con-
ditioning points as reinforcers (see Chapter 2 for 
more details).

Week 3 ●  Divide students into homogeneous groups. 
●  Establish a classroom management system for 

reading instruction including rules, routines for 
rotating groups, storing materials, and earning 
points.

●  Start small group instruction with sessions of 
reading motivation, phonics or word study instruc-
tion, and reading fluency.

Week 3–End of school year ●  Continue small group instruction daily.
●  Collect data daily to ensure lessons are repeated 

to mastery.
●  Assess reading fluency and book engagement 

weekly. 
●  If needed, regroup students based on their prog-

ress every 10 to 12 weeks. 
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establishing a positive classroom as we start our formal reading interven-
tion . By doing this, we can deemphasize a focus on maladaptive behaviors 
and increase the classroom’s focus on reading. 

Step 4:  Select Curricula and Design Reading Interventions for Each 
Homogeneous Learning Group

selecting curricula. If possible, we use Direct Instruction (DI) cur-
ricula including Corrective Reading15 and Spelling Morphographs.16 Corrective 
Reading is useful for small group instruction while Spelling Morphographs 
can be used with a whole class regardless of reading levels. We also choose 
a phonics-based reading fluency curriculum with reading passages such 
as those found in The Morningside Model of Generative Instruction: Reading.17 
See Chapter 4 for more information about implementing DI. 

However, sometimes scripted curricula such as Direct Instruction are 
not socially acceptable to secondary students, teachers, or schools (see 

Chapter 11 for more information). When scripted 
curricula cannot be used, we use other curricula 
that: (1) are research-based; (2) have different 
academic levels to accommodate the varying 
learning needs of students; and (3) have stan-
dardized directions across curricula to decrease 
the amount of training that a teacher needs to 
use the curriculum (e.g., each group in a class 
uses different versions of the same curriculum). 
Teachers should be able to embed learn units into 
the curriculum (see Chapter 4 for a description of 
learn units). We have found that selecting curric-
ula that already contain discrete antecedents and 
response opportunities makes embedding learn 

units easier. Finally, the classroom teacher chooses an activity or curricu-
lum that they would like to use to supplement instruction, such as reading 
books aloud or completing fun worksheets. This selection is the teacher’s 
choice. 

For the reading fluency component of the intervention, we use class-
wide peer tutoring and pair students together to read aloud to one another. 
Fluency materials are selected from school curricula, created on a fluency 
generator website (https://www.interventioncentral.org/teacher-resources/
oral-reading-fluency-passages-generator), or are based on the fluency sec-
tions of the DI curricula. Students read passages at their instructional read-
ing levels and then conduct repeated readings with one another where each 
student reads the same passage two times for a minute each. Their assigned 
peer records their stopping point, errors, and provides feedback on incor-

When scripted curricula cannot 
be used, we use other curricula 
that: 1) are research-based;  
2) have different academic levels 
to accommodate the varying 
learning needs of students; 
and 3) have standardized 
directions across curricula to 
decrease the amount of training 
that a teacher needs to use the 
curriculum. 
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rectly read or missed words. Students graph their own fluency data. We 
select reading dyads by pairing advanced readers with less advanced read-
ers. This ensures that the partner is able to accurately provide feedback. In 
some situations, students are paired with the teacher (e.g., when the reader 
is too advanced for peers or all students have similar challenges). 

Step 5:  Conduct Motivation, Fluency, and Phonics Instruction

staff training. In terms of training staff, we typically offer to begin 
the program with our students and faculty working in the classroom to 
show the teacher how to use the curricula. We continue to support the class-
room throughout the school year. Whenever possible, we ask the school 
to identify a group of teachers who currently work together as a team to 
increase the likelihood that the intervention will be sustained. This also pro-
vides teachers the opportunity to problem-solve reading interventions with 
their colleagues. When training, we begin by describing the curriculum and 
explaining it, reviewing important parts of the teacher’s manual or guide, 
and then modeling the curriculum in front of the class while the teacher 
simultaneously reviews the curriculum script. The teacher then uses the 
intervention with students while the trainer continues to provide feedback. 
Positive and corrective feedback is used based on the teacher’s accurate use 
of curriculum. Praise is offered for using the curriculum correctly. Corrective 
feedback consists of: (1) a description of the teacher’s antecedent or conse-
quence that was not performed correctly; (2) why it is important to provide 
the appropriate behavior; (3) a model of how to appropriately respond; and 
(4) an opportunity for the trainee to practice the skill. We use the Teacher Per-
formance Rating and Accuracy Scale (TPRA)18 (see Figure 7.5) to evaluate how 
efficiently and accurately the teacher implements the intervention. Weekly 
or monthly meetings are held with teachers to offer feedback and support 
for instruction and the classroom management system. These procedures 
do not change even if we or university students are pulling students out of 
the classroom to run the reading intervention program ourselves. 

adjusting instruction. We often follow the school’s response to 
intervention (RTI) schedule (see Box 7.2). Along  with the school’s calendar 
at the mid-point in the school year, the appropriate assessments are pro-
vided (as described in Table 7.1) and students may need to be regrouped. 
For instance, if some students place into a higher level in the reading cur-
riculum at the mid-point assessment, then they will move to a different 
reading group after assessment. In other cases, if a student continues to 
struggle with the same component repertoires (e.g., vowel-team discrim-
ination), then the teacher develops and implements an individualized 
intervention addressing the issue until the student demonstrates mastery. 
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Figure 7.5 Teacher Performance Rating and Accuracy Scale (TPRA)
Source: Ross, D. E., Singer-Dudek, J., & Greer, R. D. (2005). The teacher performance rate and accu-
racy scale (TPRA): Training as evaluation. Education and Training in Developmental Disabilities, 40(4), 
411–423. 
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The student is then placed back into the lesson. Consider implementing 
more intensive reading interventions for students who have not made any 
improvements in reading fluency or level. Figure 7.6 shows how to make 
instructional decisions based on fluency data. 

Box 7.2
Defining a Response to Intervention (RTI) or Multi-tiered System 

of Supports (MTSS) Model

RTI/MTSS is a multi-tiered approach that 
focuses on early identification and sup-
port of both academic and behavioral stu-
dent needs. In RTI, increasingly intensive 
interventions are implemented for strug-
gling learners as needed.
Involves several essential components: 
●  High-quality, scientifically based 

instruction in general educational 
classroom. 

●  Ongoing assessments that in- 
clude universal screening and 
progress monitoring and provides  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

information about students’ learning 
rate and level of achievement. 

●  Tiered instruction that allows for 
efficient differentiated and need-
based instruction.  

●  Parent involvement where parents 
are provided detailed information 
about their academic and behav-
ioral goals, interventions utilized, 
and their overall progress.

●  Reference20
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A student in the third grade reads an 
average of 42 words correct per minute 
(WCPM) during the Fall assessment. Fol-
lowing the Hasbrouck & Tindal (2017) oral 
reading fluency (ORF) norms, the student 
was reading slightly above the 10th per-
centile. In the student’s ILP, the teacher 
writes a goal for the student to read 79 
WCPM during the Winter assessment. 
If the student met this goal, they would 
then read at the 25th percentile. With 10 
school weeks between the Fall assess-
ment and Winter assessment, the stu-
dent would need to gain an average of 
four WCPM weekly to meet the goal. The 
teacher implements Repeated Readings 
and assesses WCPM through a CBM. 
After two weeks of daily intervention, the 
student should have gained eight WCPM 
to meet their projected goal; however, 
the student has gained five WCPM. The 
teacher then implements another fluency 
intervention, Listening Passage Preview. 
These fluency interventions are detailed 
later in the chapter. 

1. Identify students’ WCPM using a CBM.
2. Identify the percentile the student reads 

within using ORF norms.
3. Create a goal for the student to read in 

the next highest percentile by the next 
assessment period.

4. Identify how many words the student 
should gain weekly to meet their goal. 
a. Subtract the students WCPM from 

the goal WCPM, then divide by the 
number of school weeks interven-
tion will be provided.

5. Assess WCPM gains biweekly using a 
CBM.
a. If the student is meeting weekly 

gains, continue with intervention.
b. If the student is not meeting weekly 

gains, begin troubleshooting (e.g., 
assess treatment fidelity, motiva-
tion, modify, or select new inter-
vention).

Figure 7.6 Fluency Data Based Instructional Decisions
Source: Hasbrouck, J. & Tindal, G. (2017). An update to compiled ORF norms (Technical Report No. 
1702). Eugene, OR. Behavioral Research and Teaching, University of Oregon.

Fluency Data Based Instructional Decisions 
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PART 2: INDIVIDUALIZED INSTRUCTION

Individualized Instruction

As mentioned in this chapter, implementing a target reading curriculum is 
not always possible because it does not fit the school population or sched-
ule. For instance, we worked with an alternative high school that attempted 
to implement Corrective Reading. However, implementation was unsuccess-
ful because the curriculum was not socially acceptable to students (they 
thought it was childish). This made it difficult to gain students’ partici-
pation in the use of Corrective Reading as a reading intervention. If using 
the appropriate reading curriculum is not socially acceptable for your stu-
dents, then we suggest assessing three key repertoires and using research-
based teaching procedures to teach them. A benefit of this approach is that 
it may target only the repertoires that students need, and thus reduce the 
amount of time required to run an entire reading curriculum. The three 
repertoires that we suggest are: (a) reading motivation; (b) phonics/word 
study; and (c) reading fluency. Teach these in single class periods for three 
to five sessions a week. A sample schedule for a 55-minute period is shown 
in Figure 7.7.

Figure 7.7 Sample Daily Reading Schedule
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Reading Motivation

As described in Chapter 3, when students struggle with textual respond-
ing or reading comprehension, they may not enjoy independently read-
ing books which, in turn, will decrease the likelihood that they will freely 
engage with books.21 If they do not have enough engagement with books, 
then they will have limited practice with textual responding, comprehen-
sion, and vocabulary.22 Furthermore, as students become older, increasing 
their reading motivation becomes more challenging because they need to 
put in more effort to catch up with their peers.23 Because struggling readers 
have difficulty reading texts, they will also have trouble in other subjects 
that require reading to learn and will be more likely to underperform on 
standardized reading measures and the Common Core Reading Standards 
because these standards and assessments assume that students have prior 
reading proficiency.24 Consequently, a cycle of underperformance ensues 

in which students who struggle with read-
ing delays develop a cumulative aversive 
learning history with reading and, as such, 
may not choose to engage in reading inter-
ventions. In scientific terms, this sequence 
functions to condition books as stimuli to 
avoid. The sequence systematically teaches 
individuals to dislike reading because they 
not only lack positive reinforcement value 
for reading books, but related stimuli also 
acquire negative reinforcement value (see 
Chapters 3 and 8 for procedures to establish 
books and text as reinforcers). 

Increasing the reinforcement value (i.e., 
motivation or book engagement) for text for 

middle school and adolescent readers may increase their selection of books 
as reinforcers. Chapter 3 in this book describes procedures to increase book 
engagement (i.e., reinforcement value). In this section, we build on the pro-
cedures described in Chapter 3 by describing four interventions to estab-
lish books as conditioned reinforcers for middle school and high school 
students who have below-grade-level reading performance: (1) Sustained 
Silent Reading (SSR); (2) book club, which is a modified reciprocal reading 
(RR) intervention with peers; (3) reciprocal reading with a teacher; and 
(4) book observation. Our research suggests that different learners may 
require different types of interventions to increase reading motivation25 
and such interventions may need to be individualized based on the learn-
er’s present levels of performance. For instance, the Sustained Silent Read-

For some secondary students, a 
cycle of underperformance ensues 
in which students who struggle 
with reading develop a cumulative 
aversive learning history and, as 
such, may not choose to participate 
in reading interventions. This 
sequence functions to condition 
books as stimuli to avoid. It teaches 
individuals to dislike reading 
because reading books does not have 
reinforcement value for them. 
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ing procedure that we describe may be more effective in increasing book 
engagement for advanced readers while the Reciprocal Reading interven-
tion may be most effective for less advanced readers. Educators may con-
sider using the procedures described here as supplements to the ongoing 
reading instruction in their classrooms. Figure 7.8 illustrates a decision tree 
that can be used to select a motivation intervention.

Assessing Book Preference 

Begin by conducting a book preference assessment. The assessment, which 
is administered to the entire class or group at once, has two parts: (1) a 
reinforcer survey; and (2) a book preference assessment to determine stu-
dents’ preferences for specific types of books at their independent reading 
level. First, we give students a four-part, multiple-choice questionnaire that 
prompts them to select their preferred choice of books, edibles, social, and 
tangible reinforcers (e.g., “What kind of chips do you like?”). Sometimes 
we will use pictures or actual items for this step. Next, we give students a 
set of age-appropriate books from different genres (for a small group) or 
a sheet of paper with the title, brief description, and a picture of the cover 
of several different books (for a large group or class). They use this assess-
ment to identify the type or genre of books that interests them. 

During administration, the teacher reads each question aloud (e.g., 
“What kind of chips do you like?”) and asks students to select their choice 
by circling the picture or word representing their preferred item or activ-
ity. After the assessment is completed, the teacher reviews it and seeks 
more detailed responses from students when needed. The data collected 
from the questionnaire are later used during the intervention. The next 
step, a book preference assessment, can be conducted in multiple ways. 
Box 7.3 shows each step of the book preference assessment process. Results 
from this part of the assessment are used to select the most highly and least 
highly preferred books for the student. This information is later used to 
condition books as reinforcers. 

Assessing Book Engagement

Before selecting and implementing a book conditioning intervention to 
increase reading motivation, it is important to test if books function as 
reinforcers for students. To do this, teachers can assess students’ engage-
ment with books by measuring three dimensions of reading motivation: (1) 
choice of book selection; (2) choice to continue reading; and (3) sustained 
book reading. These data are used to decide if a student is a candidate for 
one of the four interventions that we describe for increasing reading moti-
vation. 
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Box 7.3
Instructional Sequence for Assessing Book Preference

Free Choice Book Preference 
1. Select a library of books in multiple 

categories that are leveled for different 
students’ abilities. For instance, select 
12 books at the student’s indepen-
dent reading level with three books in 
each of four age- or grade-appropriate 
categories (e.g., choose from sports, 
animals, mysteries, science fiction, 
historical fiction books). 

2. Place the books on a table or bookshelf 
and give the students the opportunity 
to select one book for a brief silent 
reading session. 

3. Record the type or category of book 
selected on a data collection sheet. 
Repeat the session four times to 
observe the types of books that the 
student selects. The categories with 
the greatest number of books are the 
students’ preferred types of books. 

Multiple Choice Book Preference 
1. The teacher may also place an array 

of four books on a table (one book 
from each subject category) and give 
the student a brief time period to look 
at one book (e.g., 30 seconds). 

2. After the student looks at each book 
for a brief time, ask the student to give 
you their first choice for a book, their 
second choice for a book, and so on. 

3. Record their responses and then 
replace the array with four different 
books in the same categories. Repeat 
this process for each array of four 
books until the student has looked at 
each of the 12 books. 

4. Record the student’s book prefer-
ences as they select books and give 
their choices. The categories with the 
highest ranking are identified as the 
students’ preferred types of books. 

In assessment 1, choice of book selection, you can assess reading motiva-
tion by determining if students will select a book as an activity after they 
are given a choice between reading and another academic activity such as 
math or writing.26

Assessment 2, book continuation, is used to determine if the student 
wants to continue reading a book when given a choice to stop reading or 
to continue reading. You can assess this by giving them the choice to keep 
reading or to put a book away.

In addition to recording students’ choices to read or to continue read-
ing, observe their reading engagement after they begin reading books. 
Assessment 3, Sustained Book Reading, is used to help determine the type of 
intervention a student needs.
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Assessment 2:
Instructional Sequence Assessing Book Engagement:  

Book Continuation

1. After the student has read a book for 
two minutes, ask them if they would 
like to continue to read (e.g., say, 
“would you like to continue to read or 
stop reading?”). 

2. If the student chooses to keep read-
ing, the teacher records a plus (+) and 

then observes the student reading for 
five minutes. 

3. Repeat this process daily until you 
have four data points or enough data 
to observe a trend in their responding.

Assessment 1:
Instructional Sequence Assessing Book Engagement: 

Choice of Book Selection

1. Place a preferred book and a folder 
with worksheets from another subject 
area such as math on the student’s 
desk. 

2. Ask the student if they would like 
to read a book or do the alternative 
activity (e.g., the math worksheet). 

3. If the student selects the alternate 
activity, record a minus (–) on the 
“book selection” data sheet, let the 

student engage with the alternative 
activity for two minutes, and then end 
the session. 

4. If the student selects the book, record 
a plus (+) on the “book selection” 
datasheet and let the student read for 
two minutes. 

5. Repeat this process at the begin-
ning of each session where you are 
assessing book engagement. 
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Figure 7.8 Decision Tree to Select Motivation Intervention 

Assessment 3:  
Instructional Sequence Assessing Book Engagement:  

Sustained Book Reading

1. Instruct a group of students to choose 
a book from any of the books avail-
able in the classroom and read at 
their desks (these should be the pre-
ferred books identified in the prefer-
ence assessment). 

2. Wait for the students to choose a 
book, and then begin recording their 
book engagement.

3. Use ten-second whole interval record-
ing to assess book engagement for 
the time indicated in each of these 
procedures. Correct book engage-
ment includes looking at the book, 
turning the pages, observing the 
book, and moving their eyes or head 
from left to right.

4. If a student does not engage with the 
book for at least 80 percent of 10-min-
ute sessions across two of three ses-
sions, then they may be candidates 
for the book conditioning protocol.

5. If the student does engage with the 
book for at least 80 percent of ten-min-
ute sessions across two of three ses-
sions, and they read no less than two 
grade levels below their current grade 
(e.g., a sixth-grade student reads at 
a fourth-grade level), then sustained 
silent reading may be sufficient as a 
protocol. 

6. Students who have conditioned rein-
forcement for book reading and read 
on grade level do not need an inter-
vention.
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Reading Motivation Interventions

Intervention 1: Sustained Silent Reading (SSR) 
Sustained silent reading (SSR)27 is a common practice in schools during 
which students select books and read them silently to themselves for a 
brief period of time. We have found that this procedure is most useful 
for the highest readers in a group. For this procedure, students will need:  
(1) a pencil/pen; (2) a tracking sheet to record the page on which they stop 
reading and will begin reading during the next session; and (3) a book that 
they select to read from the classroom library composed of students’ pre-
ferred books. 

Figure 7.9 shows data from a research study that compared the effects 
of two reading motivation procedures on book engagement for middle 
schoolers. Results showed that sustained silent reading was more effec-
tive for advanced readers while reciprocal reading (see next section) was 
more effective for less advanced readers. Anecdotally, participants formed 
a community of readers and showed increased engaged time during aca-
demic instruction. 

Instructional Sequence for Increasing Reading Motivation: 
Sustained Silent Reading (SSR)

1. Begin SSR by giving students these 
instructions: 

a. Wait until the teacher says, “Grab 
a book, and read silently in your 
seats.”

b. Pick the book that you selected 
for SSR.

c. Open the book to the page where 
you will begin reading (e.g., the 
page after the last page they 
finished).

d. Record the starting page number 
on your tracking sheet. 

e. Read silently for ten minutes. 
f. Record the page number where 

you stopped reading for the day 
on your tracking sheets. 

2. Once they are seated at their 
desks, begin measuring their book 

engagement using ten-second whole 
interval recording. 

3. After ten minutes, end the session by 
instructing the class to move to the 
next activity (e.g., DI). 

4. Every week, assess text comprehen-
sion by asking students to provide 
six written responses that are scored 
using a rubric:  
(1) characters; (2) setting; (3) plot;  
(4) details about what the student 
liked about the story; (5) details 
about what the students disliked 
about the story; and (6) prediction of 
events in the remaining story. The 
items on the rubric can be changed 
to reflect comprehension goals for 
the students and their class. 
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Intervention 2: Book Club 
Book club is a modified reciprocal reading intervention comprising four 
components: (1) reciprocal reading within dyads; (2) stimulus-stimulus pair-
ing (SSP); (3) choice of high-interest books to read during each session;  and 
(4) peer yoked contingency. We have found that this procedure is more 
effective for less advanced readers who may read several years below their 
grade level. The procedure takes about 20 to 25 minutes to implement. You 
will need: (1) a small book library of preferred books in a book bin with 
three copies of each book (one for you and one for each dyad); (2) a track-
ing sheet to record pages read in a book; (3) a whiteboard to record points;  
(4) edible reinforcers; and (5) “pass cards,” which are flashcards that stu-
dents use to indicate that they do not want to read. Before beginning, pair 
students into dyads based on similar reading levels. 

choosing a book. Book Club begins by helping dyads choose a book 
before their first intervention session starts. Begin by instructing each stu-
dent in a dyad to select a book that they would like to read from their indi-
vidual book bins. Once each student selects a book, instruct them to write 
the book title on a piece of paper, fold the paper, and put the paper in a bin. 
Pick one of the papers from the bin. The title that is selected is the book that 
will be used during all book club sessions or until the dyad finishes the book. 
If the dyad finishes the book before the intervention is completed, repeat the 
book selection process. Using the selected book, label all three copies of the 

Figure 7.9 Motivation Study Data. Percentage of time engaged with books in baseline, 
during SSR and RR treatments, and during SSR final treatment phase.
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book with the dyad’s name and store it in their bin. The small whiteboard 
is used to deliver points, and two red cards that the participants can use as 
“pass cards” are also stored in each dyad’s bin. Immediately following book 
selection, use learn units to teach the students turn-taking when reading 
with a peer. Explain to the students that they will learn how to be a listener 
and a reader, how they can earn points and win, how the teacher can earn 
points, and how to use red cards as pass cards if they do not want to read 
when it is their turn. After explaining and modeling the process, require 
the students to practice reciprocal reading for one-minute reading intervals. 
Reinforce correct responses, provide corrections, and answer questions as 
needed until they demonstrate 100 percent mastery with reading at the 
right time and using pass cards if they do not want to read. 

After mastery criterion is met, begin the book club intervention. Book 
club sessions are ten minutes each, and each student in a dyad receives 
a total of five one-minute opportunities to read during each session. The 
intervention steps are: (1) set-up; (2) choice of reinforcers; (3) reciprocal 
reading, and (4) a peer yoked contingency. 

Instructional Sequence for Increasing Reading Motivation: 
Book Club

Step 1: Set-up
1. Indicate that it is “book club” day 

by calling a dyad (comprised of 
students with similar independent 
reading levels) over to an area where 
assorted prizes and edibles are 
stored in crates or bins. 

2. Instruct the dyad to “Choose a snack 
and a prize and go sit on the bean 
bags (or other comfortable area of 
the room) for book club.” Give a 
few minutes for the dyad to choose 
their books and go to the designated 
reading area.  

Step 2: Choice of reinforcers 
1. Let students select a preferred 

prize from a prize bag and preferred 
snacks for book club.  The preferred 
prize will be used as a reinforcer 
after completion of an intervention 
session.  Preferred snacks are to be 
consumed while listening to a peer 
read. After selecting reinforcers, 

instruct the students to go to the 
designated book club area (e.g., 
bean bags or rug).  

Step 3: Reciprocal Reading
1. Say: “Let’s start our book club.  

When the timer rings, I will call on 
someone to read. Remember all the 
rules: 1) you will take turns reading 
for one minute;  
2) I will randomly call on you to read 
when it’s your turn; 3) you will earn a 
point for your team when you read; 
43) follow along when your partner is 
reading;  
5) You can use your “pass” card one 
time during each session; 6) I will get 
a point if you choose to “pass” and 
I will get a point if you don’t know 
where to start when it’s your turn 
to read; 7) the team with the most 
points will win at the end and get to 
keep prizes; 8) you can eat and drink 
while we’re reading.” 
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2. After the instructions, place a small 
whiteboard in front of the students so 
that they can see the points they earn 
after each reading. 

3. Start a one-minute timer and call on 
the first student to read. 

a. If a student reads when it is their 
turn, a plus (+) is recorded on a 
datasheet. 

b. If a student does not read and 
uses their pass card, a minus (–) is 
recorded on a datasheet. 

c. Data are also collected on how 
well students follow along with 
their peer by recording a plus (+) 
on the datasheet if the student 
independently starts reading where 
the peer stops, and a minus (–) 
if they do not. Additionally, track 
students’ reading errors on your 
own copy of the book by marking 
a slash (/) through each word they 
read incorrectly. 

d. If a participant chooses to “pass,” 
the teacher should read instead, 
mark a minus (–) on her data 
collection sheet, and then call 
on the next participant after one 
minute of reading.

4. At the end of the session, praise 
students for on-task reading 
behaviors. Also, correct reading errors 
by accurately reading any words that 
the dyad reads incorrectly and then 
require the dyad to repeat the words.

Step 4: Peer Yoked Contingency. A 
peer yoked contingency (PYC), defined 
as an indirect social contingency “in 
which a couple or pair of individuals 
have to work or learn together to 
achieve reinforcement,” (Greer & Ross, 

2008, p. 174) should be simultaneously 
implemented as an establishing operation 
for book engagement.

1. Before book club, write “Teacher” at 
the top of a column on a whiteboard 
and “Team” at the top of another 
column on the whiteboard.  

2. Place the whiteboard in front of 
your bean bag or on the floor where 
you are seated with the students. If 
both members of a dyad read aloud 
and follow along while their peer is 
reading, then the teacher should mark 
one point on the board under the 
“team” column at the end of a reading 
exchange (e.g., after each member of 
the dyad reads aloud).  

3. If either or both members of a dyad 
chose to “pass” or fail to start reading 
where a peer stopped reading, then 
the teacher should mark one point on 
the board under the “teacher column” 
at the end of a reading exchange. 

4. The dyad is considered the winner 
of the game if they have more points 
than the teacher at the end of the 
session. If the teacher has more 
points at the end, she is considered 
the winner of the game. Dyads can 
collect their prizes at the end of the 
class session.

5. Immediately after book club, the 
teacher should conduct a five 
minute test observation by telling the 
participants to “Grab a chapter book 
and silent read in your seats.” After all 
participants are seated at their desks 
with a book, the teacher should begin 
recording book engagement using 
five-second whole interval recording. 
After five minutes, the teacher should 
terminate the session.
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Intervention 3: Reciprocal Reading with a Teacher
In this intervention, all sessions are conducted one-on-one with a teacher. 
Highly preferred edibles (milk, juice, cookies, crackers, pop tarts) are avail-
able for the duration of each session and students should be told that they 
can eat and drink while they are reading with the teacher. During the first 
session, use learn units to teach the student how to take turns reading with 
the experimenter. Begin by telling students the importance of attending 
and following along when reading with a partner. The teacher and stu-
dent should then practice turn taking, following along with using their fin-
ger or pencil, and picking up wherever the sound of the timer stops them. 
For each response, reinforce correct responses and provide corrections for 
errors. 

Instructional Sequence for Increasing Reading Motivation: 
Reciprocal Reading with Teacher

1.  Before starting the treatment, five to 
seven preferred books are displayed 
on the table in front of the students, 
and they are told to select a book that 
they want to read for the next several 
days. During the session, the teacher 
and student take turns reading the 
same book for one minute each over 
a ten-minute period. In this way, the 
student reads for a total of five minutes 
only.

2. Record book engagement data: 
a.  If the student reads for an entire 

one-minute interval, a plus (+) is 
recorded as a correct response 
for that interval regardless of any 
errors that were made. 

b.  If the student refuses to read during 
the interval, a minus (–) is recorded 
for an incorrect response. Contin-
gent on accurate reading, verbal 
praise statements should be deliv-
ered after each minute that the stu-
dent reads (e.g., “Great job reading 
so clearly,” “Nice work reading with-
out making any errors”). 

c.  If students make errors while read-
ing, write down the word that was 
misread and then implement an 

error correction procedure at the 
end of that same interval. When 
implementing the error correction, 
point to the word(s) read incorrectly, 
read the word out loud saying, “That 
word was ___” and ask the student 
to read the word. To complete the 
learn unit, present the word again 
and give the student an opportunity 
to read the word. Do not praise or 
correct their response. 

3. At the end of the five-minute condition-
ing session, offer a choice opportunity 
to assess the student’s preference for 
books. 

a. Begin the choice opportunity by say-
ing “Time’s up. Do you want to keep 
looking at books or stop?” 

b. If the student says, “Yes,” the ses-
sion continues for at least another 
60 seconds. If the student says 
“no,” wait 60 seconds before 
removing the materials and starting 
the next activity. 

c. If the student says “no” but contin-
ues to look at books, the session 
continues for another 60 seconds.  
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Phonics Instruction

Research suggests that teaching textual responding—both phonemic 
awareness and phonics skills—can lead to increased textual responding 
and reading fluency for all students.28 However, proficiency in prerequi-
site phonemic awareness and phonics skills for older students has received 
considerably less attention than instruction for younger students. In this 
section, we describe interventions to teach textual responding to older 
students who have below grade-level reading performance. As with read-
ing motivation, our research suggests that different learners may require 
different types of interventions for textual responding.29 Specifically, one 
intervention may be useful for older students who have already mastered 
letter-sound correspondence but cannot blend, and another intervention 
may be useful for students who are at the very beginning stages of reading 
and have few letter-sound correspondences. See Chapter 4 for further con-
siderations regarding individualized instruction. 

Word Study

Word study is an approach to phonics instruction that teaches complex 
word patterns to readers such as suffixes, prefixes, and irregular words. 
The objective of word study is to teach students to respond to patterns in 
words. It is taught in conjunction with or following early phonics instruc-
tion. Roberts et al. (2008) suggest that older students may have problems 
with word patterns more than individual phonics sounds. Thus, using 
word study as the approach to instruction may be helpful with older stu-
dents who are struggling with reading. 

One of the interventions used to teach word study is word sorting. 
Word sorts involve a learner sorting words with a similar sound, spell-
ing, or meaning patterns into categories.30 Word Sort is a specific reading 
intervention activity that has been used to teach word study.31 The activity 
is part of the comprehensive Words Their Way reading program, which tar-
gets phonics, spelling, and word knowledge. According to Burns and col-
leagues (2012), Word Sort is appropriate for learners who can identify the 
component sounds of a word but need additional practice reading whole 
words.32 Our work and the work of other researchers suggests that Word 
Sort is a potentially effective intervention for students who have challenges 
with textual responding.33 

1. Assessment. Begin the procedure by assessing the word patterns or 
rules that the student does not have in their repertoire. You can use 
an assessment from Table 7.1 such as Scholastic’s Phonics Survey34 or a 
similar assessment to achieve this purpose. After the student finishes 
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the survey, make a list of the word patterns or rules that they did not 
have in their repertoire and record the list in the “phonics” section of 
their individual learning plan (ILP). Please note that the surveys are 
designed to be screeners, so it may be helpful to conduct the survey 
(or only assess missed phonemes) more than once to confirm that a 
particular response is not in a student’s repertoire. Figure 7.10 shows 
a completed screener for a student. 

2. Choosing target patterns/rules. It is important to note that if a stu-
dent makes highly specific errors during a phonics survey, a similar 
known pattern that requires only a minor discrimination should be 
used as a non-exemplar. For example, if the phonics survey shows 
that a student has difficulty with words that contain the long a 
sound (words that end in e), then words that contain the short a 
sound should be used as the non-exemplar. Select three patterns/
rules to teach, although you will only teach one unknown pattern 
to mastery before adding another unknown pattern/rule. To avoid 
establishing faulty stimulus control, try not to teach patterns/rules 
that sound or look similar to one another (e.g., do not teach silent ‘e’ 
with rules about other silent sounds in words). 

3. Preparing materials: For this step, you’ll prepare flashcards that are 
printed electronically on small pieces of white cardstock using a 
large font in black ink. No other text or pictures should appear on 
the flashcards.

a. Prepare two flashcards that have an example of the rule and a 
non-example of the rule. For example, to teach the silent e rule, 
you might have one flashcard that has the word “cop” with-
out an e at the end and a corresponding flashcard that has the 
word “cope” with an e at the end (see Figure 7.11). These words 
will serve as the model words and will be placed on the table as 
“header cards” to serve as examples of a pattern or rule for the 
student to follow. Alternatively, you can write the reading rule 
on the flashcards. For example, one flashcard may have “silent 
e” written on it and the other card may have “not silent e” writ-
ten on it. 

b. Prepare another set of eight flashcards containing other words 
that have the examples and non-examples of the pattern on it 
(e.g., some words have an ‘e’ at the end and others do not as in 
‘tap’ and ‘tape’). 
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Figure 7.10 Sample Phonics Screener
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4. Implementing Word Sort: 
a. Introduce the rule. In the first intervention session, introduce the 

student to two flashcards containing the target word patterns (e.g., 
“silent e” and “not silent e”) as the header (herein referred to as 
header flashcards). Begin by stating the rule for the word pat-
tern (e.g., “When a word ends with an e, the middle vowel says 
its name. It makes the long vowel sound. What’s the rule?”) and 
then model the sorting task with two sample words. That is, after 
stating the rule, read a sample word aloud (e.g., cake) and place it 
underneath the appropriate heading (“silent e”). 

b. Preview the flashcards. Next, the teacher previews the words by 
showing the student a card, reading the words, and having the stu-
dent vocally repeat it. This continues for entire deck of flashcards. 

c. Practice sort. The teacher then presents the student with two flash-
cards (one for each word pattern), tells the student to sort the cards 
and read the word, and provides a consequence for each response. 
If the student both places the word under the appropriate head-
ing and reads the word correctly, the teacher praises the student’s 
response. If the student places the word under the inappropriate 
heading and/or reads the word incorrectly, a correction is given 
such as “This word has a silent e at the end, so it is placed under 
the ‘silent e’ heading” or “This word is cake. What word?” 

d. Word sort. Then, the teacher provides the student with the 
remaining cards to be sorted and delivers praise and corrective 
feedback, if necessary. The student subsequently repeats this same 
procedure until they can sort all target with 100 percent accuracy 
for one session and read the words 88 percent accuracy for one 
session.

e. Fluency. Following mastery of sorting words with similar pat-
terns, use the procedures for fluency described in the last section 

Figure 7.11 Example Word Study Flashcard
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of this chapter to ensure that the student can fluently read novel 
words with the target pattern or rule.

Figure 7.12 shows data from a research study35 using a word sort inter-
vention. The intervention taught students to sort and read words con-
taining target word patterns, followed by fluency training. Connected 
text probes were used to assess how accurately and quickly students 
read words containing the target word patterns throughout intervention. 

Figure 7.12 Word Sort Study Data
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Multiple Exemplar Instruction 

Multiple exemplar instruction (MEI) is a tactic that brings “responses that 
were initially independent under joint stimulus control by rotating dif-
ferent  responses to a single stimulus (i.e., writing, spelling, and textually 
responding to a single word) such that learners acquire the capability of 
learning multiple responses from instruction in only one (e.g., after learn-
ing to spell a word vocally, a student can write it without direct instruc-
tion).”36 

MEI has been used to teach spoken and written responses to letter 
names, letter sounds, CVC words, and other early reader textual stimuli.37 
MEI may be implemented where students practice the target skill across 
response topographies. The topographies may include segmenting, blend-
ing, matching, selecting, reading, and/or writing sounds and words. 

1. Select target stimuli. At this first step, the teacher should identify sev-
eral specific phoneme-grapheme relationships that are not in the stu-
dent’s repertoire. These can be identified with a phonics assessment 
as described earlier in the chapter. The sequence used to teach the 
target stimuli can follow the sequence in an early reading curriculum 
and does not need to be in alphabetical order. It is important, though, 
to ensure that at least six dissimilar letters separate graphemes or 
phonemes with similar topographies (e.g., separate b and d or p and 
q from one another).38 

2. Prepare student materials. Prepare a worksheet for the student for 
each session. Each target stimulus should have its own worksheet. 
Figure 7.13 shows a sample worksheet. Below is a description of how 
to make the student worksheet.
a. list the target sound or word part;
b. provide a blank space for the student to write in;
c. list the target sound or word part alongside two previously mas-

tered sounds or word parts in random order;
d. list three unknown words that contain the target sound or word 

part;
e. read the target in a word that contains the target sound or word 

part;
f. list an unknown word that contains the sound or word part, with 

the target sound or word part underlined;
g. provide a blank space for the student to write their response.
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3. Implement MEI procedure. For each target letter sound or word part, 
present learn units for the following responses. One session equals 
running through each of the seven response opportunities once. Table 
7.3 lists the instructions provided by the teacher for each response 
below. 
a. read the target sound or word part; 
b. writ the target sound or word part;
c. select the target sound or word part from an array of sounds or 

word parts;
d. select the target sound or word part in a word;
e. read the target in a word;

Figure 7.13 Sample MEI Student’s Worksheet
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f. segmenting words that contain the sound or word part; 
g. writing a word that contains the sound or word part. 

4. Data collection. When the student emits a correct response, give 
them a point on the whiteboard or point tracker. If the student 
responds incorrectly, model the correct response, and then provide 
a second response opportunity. Do not give them a point, praise, or 
correct their response to the correction. 

5. Mastery criterion. When the first target response is mastered, 
repeat the instructional procedure for the next target response in 
your sequence. Continue until all have been mastered. Mastery cri-
terion is 6/7 or 7/7 correct responses for two consecutive sessions. As 

Table 7.3 
Responses Taught in Multiple Exemplar Instruction Intervention

Instruction from 
Teacher

Response from 
Student

 
Sample worksheet item

“What sound? Reads the target 
sound

Student sees “dge” and says the /j/ sound

“What makes the 
(teacher models 
sound) sound?”

Writes the target 
sound

Student writes “dge”

“Circle the (teacher 
models sound) 
sound.”

Selects the target 
sound from other 
sounds

Student sees three graphemes
(dge, ai, ou) and selects the grapheme 
that corresponds with the /j/ sound

“Circle the (teacher 
models sound) 
sound in these 
words.”

Selects the target 
sound in words

Student sees three words 
(edge, lodge, budge) and selects the dge 
(/j) sound in each word. The words can 
have the dge sound in different places in 
the word. 

“What sound does 
the underlined 
part make in this 
word?”

Reads the target 
sound in a word

Student sees lodge (with dge underlined) 
and reads dge. 

“What are the parts 
of this word?”

Segments the 
sounds in a word

Student sees the word gadget and says 
the parts of the word
 (/e/ /j/)

“Write the word” 
(teacher says 
a word with the 
target sound).

Writes a word that 
contains the target 
sound

Student writes the word judge 
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each response is mastered, use sound/word part fluency and read-
ing passage fluency instruction as described in the next section. 

Figure 7.14 displays data from a research study.39 This study analyzed 
how well students read unknown words containing the target sound or 
word part. Data was collected on how well students read unknown words 
before and after the implementation of MEI. Additionally, data was col-
lected on how well the student responded during the MEI on each target 
sound or word part. 

FLUENCY 

In this portion of the chapter, we describe fluency interventions. When 
needed, fluency interventions can be used with most early reading instruc-
tion, including teaching phonemes, prefixes and suffixes, and passage 
reading. We describe two interventions to establish fluency when needed: 
Textual responding fluency instruction and connected text fluency. We then 
detail fluency interventions for general passage reading under fluency 
instruction. 

Textual Responding Fluency Instruction

After teaching the letter sound or part through word sort or MEI, imme-
diately proceed to teaching the student to respond fluently to the sound 
or word part when it is interspersed with known and unknown sounds. 
Make word list fluency sheets that have four nonsense, four known, and 
four unknown words with the target sounds. Each word should appear 
20 times on one sheet (a total of 160 words on a list of words for word list 
fluency). Instruct a student to read as many words on the fluency sheet as 
they can in one minute. Repeat this procedure until the student achieves 
their fluency criterion. After each timing, praise the student for their cor-
rect responses, read any missed words aloud, and then encourage the stu-
dent to beat their previous score. Allow students to graph their own scores. 
During each fluency training session, use a different fluency sheet. 

maintenance, baseline, and retention probes. After the student 
meets the fluency criterion on a target word pattern, administer the flu-
ency post-test to compare performance to the pre-test and to assess main-
tenance (i.e., the strength of the stimulus control that has been learned). If 
the student does not achieve the fluency criterion on the post-test, return 
them to the fluency training condition during the next session. If the stu-
dent achieves fluency criterion on the post-test, present the student with a 
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Figure 7.14 MEI Study Data. Percentage of correctly read words during pre- and post-MEI-
word list probes and multiple exemplar instruction of target sound for Jane. 
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connected text post-test that contains the current target word pattern in a 
reading passage (see “Connected Text” section below). When all probes are 
administered, repeat the previous procedures with the remaining target 
word patterns. 

Connected Text Fluency

Connected text pre-post tests are reading passages that consist of ran-
domly generated sentences that contain both target and novel words. The 
purpose of the connected text pre-post-test is to assess a student’s fluency 
with target word patterns within connected text instead of word lists and 
flashcards. Each target word appears two times in two different sentences 
in pre-post-tests. You can make your own passage or modify an existing 
passage. Check the readability of the passage by using a readability mea-
sure. Ensure that the passage is at the student’s independent or instruc-
tional reading level. When administering the CBM passages, have several 
numbered and unnumbered copies of the reading passage, a stopwatch, 
and a pen or marker.

data collection. All oral reading fluency (ORF) intervention 
and generalization passages are administered according to the curric-
ulum-based measure (CBM) directions outlined by Good and Kaminski 
(2011). Measurement begins by starting a one-minute timer as soon as 
the student reads the first word. If the student does not say the first word 
within three seconds, say the word, start the stopwatch, and mark the 
word as incorrect. Follow along on a numbered copy of the passage and 
put a slash (/) over words read incorrectly. Errors such as omissions, addi-
tions, mispronunciations, substitutions, skipped lines, and pauses greater 
than three seconds are also noted as the student reads aloud. Self-corrected 
mistakes and errors on proper nouns are not scored as errors. If the student 
reads a passage in less than a minute, correct words per minute (CWPM) 
are calculated by multiplying the total number of words read correctly by 
60 seconds and dividing that by the number of seconds the student spent 
reading the passage. Students read three passages and the median CWPM 
is used as the overall measure. 

general implementation of fluency intervention. On a daily 
basis, have the student simply read a passage at their instructional reading 
level to a teacher or a peer. We typically conduct fluency practice class-
wide or in small groups and allow peers to read to one another and then 
exchange roles, so we will describe the procedure as it is conducted by 
peers. However, when teaching students who are at the very beginning 
stages of reading, the teacher should be the listener. 
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To begin, the student and a peer sit at a table together. The reader has 
an unnumbered copy of the first passage and the peer has a numbered 
copy. The classroom teacher should give these specific instructions to the 
students: 

When I say, ‘start,’ begin reading aloud at the top of this page. Read across 
the page [demonstrate by pointing]. Try to read each word. If you come 
to a word you don’t know, skip over it. Be sure to do your best reading. Are 
there any questions? [Pause] Start. 

The teacher should start the one-minute timing on the stopwatch. At the 
end of one minute, say “Stop” and the listener should mark a bracket ( ] ) 
after the last word said by the reader. Give the students time to exchange 
roles and then repeat the procedures. Allow students to graph their own 
data after reading. Ensure that student have rules for reading such as 
where to obtain materials, how to follow along, how to record data, how 
to graph data, and where to put their materials when they are finished. 
Because these sessions can be loud when conducted class wide, you might 
make reading fluency practice a small group activity that is rotated across 
groups of students. 

Interventions 

The interventions for reading fluency are two reading strategies: repeated 
readings and listening passage preview. Select one or both of these inter-
ventions if students are not meeting mastery criterion for reading fluency. 
Each of these procedures can be conducted by peers in dyads or with a 
teacher and a student. 

Repeated readings are implemented by having a student read each 
passage twice.40 Listening passage preview is implemented by having the 
teacher read a passage once to a student while the student reads along 
silently. The student then reads the same passage immediately after the 
teacher’s second reading. A reading fluency probe with an untrained pas-
sage is conducted immediately after the student finishes the intervention. 

listening passage preview. During listening passage preview, give 
the student an unnumbered copy of a passage and say:41 I am going to read 
this story about _____. I want you to silently read the story along with me. Follow 
along and try your best not to read ahead. Read the story aloud. During each 
reading, read with good expression and at a pace only slightly faster than 
you estimate that the student can read the story. In addition, stop reading 
the passage five to seven times throughout the passage and instruct the 
student to say the next word in the passage. This is done to ensure that 
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the student is following along. Immediately after you finish reading the 
passage, have the student read the same passage. Measure their responses 
using the administration and scoring procedures described above.39 After 
reading the target passage, ask the student to read an untrained passage to 
assess reading fluency.

repeated readings. During repeated readings, give the student an 
unnumbered copy of a passage and say:42 I’m going to have you read this 
(point to passage) passage out loud two times. Before you reread it, I will tell you 
how you did. Try to read each word. If you come to a word you don’t know, I’ll tell 
it to you. Be sure to do your best reading. Are there any questions? [Pause] Start. 
Start the timer when the student reads the first word. At the end of one 
minute, say “Stop” and remove the passage. Record errors and prompt or 
redirect students when necessary. Before rereading a passage for a second 
and third time, give the following instructions based on Lo et al. (2011): The 
last time you read (number) of words correctly. Now I’m going to have you reread 
this passage. Let’s try to beat your last score. Try to read each word. If you come to 
a word you don’t know, I’ll tell it to you. Be sure to do your best reading. Are there 
any questions? [Pause] Start. After reading the passage for a second time, 
have the student read an untrained passage to assess fluency. 

CONCLUSION

To address the reading challenges of some secondary learners, appropri-
ate interventions must be implemented. Students must be taught to read 
quickly and accurately, segment and blend sounds into words, and engage 
often with text. This chapter outlined how to select interventions based 
on student assessment data. Successful implementation of interventions 
is increased following staff training and frequent monitoring of treatment 
fidelity using the TPRA. Whether using a scripted reading curriculum or 
individualized instruction, it is imperative to monitor student progress 
and determine if a student is ready for more advanced reading interven-
tions or if more intensive intervention is necessary. 

GLOSSARY

Where are the glossary terms?
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