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 FORWARD  
 

“Dyslexia is a different brain organization that needs different teaching methods. 
It is never the fault of the child, but rather the responsibility of us who teach to 
find the methods that work for that child.” (Maryanne Wolfe, Education 
Researcher) 

 
“I don’t ‘suffer’ from dyslexia, I live with it and work with it. I suffer from the 
ignorance of people who think they know what I can and cannot do.” 
(Erica Cook, Learning Ally member) 

 
“Dyslexia has turned my daughter into the hardest working person I know.” 
(Amanda, parent of a child with dyslexia) 

 
These are some of the quotes about children and adults who have dyslexia. As 
the research on dyslexia becomes clearer, educators are learning how to better 
support these learners. In Georgia, Senate Bill 48(2019) was written in response to the concerns of parents, 
medical professionals, and educators who want to ensure schools more systematically support students with 
dyslexia. 
Educators can take individual action, but they will need system-wide supports in place as well. 

 
This Handbook describes what dyslexia is and what it looks and sounds like when a child is experiencing 
difficulties in learning to read. It addresses how to screen for dyslexia and how to systematically improve reading- 
skills instruction, while ensuring each and every child has access to individualized supports if the system is not 
meeting their needs. 

 
The Georgia Department of Education’s primary function is serving students; therefore, we are dedicated to 
providing the services and supports educators need to serve students. This Handbook is just one support. We will 
continue to modify the Handbook as we learn more, as schools improve processes for system-wide foundational 
literacy instruction, and as additional research emerges. 

 
We express our gratitude to the many parents, educators, advocacy organizations, and researchers who 
contributed to the development of this Handbook and continue to work on behalf of Georgia’s students. 

 

Sincerely, 

Richard Woods 
State School Superintendent 
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The Georgia Department of Education (GaDOE) recognizes that collaboration is a commitment to work together as partners 
toward common goals. In an effort to ensure collaboration, GaDOE worked in partnership with states and organizations who 
have undertaken extensive measures in order to build professional capacity in the area of dyslexia. We will continue to 
partner with organizations and other states to reinforce the effective practice of constant collaboration to improve quality 
instruction in all classrooms. 

Alabama State Department of Education – Dyslexia Resource Guide 
Arkansas Department of Education – Dyslexia Resource Guide 
Arizona Department of Education – Arizona Technical Assistance System Dyslexia Handbook 
California Department of Education – California Dyslexia Guidelines 
Tennessee Department of Education – Dyslexia Resource Guide: Guidance on the “Say Dyslexia” Law 
Texas Department of Education – The Dyslexia Handbook 
Virginia Department of Education – Guidelines for Educating Students with Specific Learning Disabilities 
International Dyslexia Association 

 

 

COMMITTEE ON DYSLEXIA 
 

Megan Adams, Kennesaw State University 
Assistant Professor of Reading Education 

Serrenyun Amey, Clayton County 
Special Education Lead Teacher 

Tabathia Baldy, Colquitt County 
MTSS Director 

Matthew D. Carter, Valdosta State University 
Associate Professor, Speech-Language Pathology 

Jasmine Clay, Gwinnett County Public Schools 
Special Education Teacher 

Samantha Durrance, Southern Regional Education Board 
Policy Analyst 

Tina Engberg, Parent 
Decoding Dyslexia Georgia 

Carlett Fulcher, Effingham County 
Literacy Coach 

Alicia C. Gant, Attorney 
Decoding Dyslexia Georgia 

Mary Guay, University of Georgia 
Clinical Associate Professor 

Amanda Horne, Colquitt County 
Sp.Ed. CC-SLP 

Dawn Howell, Oconee RESA 
GLRS Director 

Katy Ruth Huling, Teacher 
Charlton County High School 

Lori Jordan, Oconee RESA 
GLRS Program Specialist 

Kim Leftwich, Parent 
Dyslexia Advocate Committee, Co-Founder of Cobb Dyslexia Network 

Miriam Moore, Parent 
Dyslexia Advocate Committee, Co-Founder of Cobb Dyslexia Network 

Tabitha Molina, Dyslexia Advocate 
Owner, Stellar Reading Center 

Colleen O’Toole, Parent 
Decoding Dyslexia Georgia 

Catherine Ann Perkins, Georgia State University 
Professor of Counseling and Psychological Services 

Sanjuana Rodriguez, Kennesaw State University 
Assistant Professor Literacy & Reading Education 

Nora Schlesinger, Arizona State University 
Director of Language & Literacy Education: Wilson Language Training 

Katie Sumner, Colquitt County Schools 
Academic Interventionist 

Natasha Thornton, Kennesaw State University 
Assistant Professor Literacy and Reading 

Paul West, Forsyth County Schools 
Assistant Director of Special Education 

Amy Yacobacci, Glynn County Schools 
Intervention Coordinator 
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Coach 

Rondalyn Pinckney 
Georgia’s Tiered System of Supports Specialist 

Paula Gumpman 
Special Education Specialist/Assistive Technology 
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PURPOSE 

In 2019, Georgia’s Legislature signed Senate Bill 48(2019) (SB 48) into law. As a result of SB 48, the Georgia Department of 
Education, with assistance from experts in the fields of dyslexia, literacy, and language, created this informational handbook 
that includes information about dyslexia, reading, and language disorders and how they interconnect. 

 
This informational handbook provides educators with information related to dyslexia, reading, and language disorders and 
how they interact, as well as professional development resources. The Dyslexia Informational Handbook was developed and 
will be updated by a committee of representatives who have experience in the area of dyslexia and will be revised periodically 
with input and feedback from key stakeholder groups. 

 
Visit the GaDOE Dyslexia webpage at http://www.GaDOE.org/dyslexia for dyslexia information and updates. 

   



 
 

WHAT IS DYSLEXIA? 

 
 

COMMON CHARACTERISTICS OF DYSLEXIA 

Dyslexia is a neurobiological (located physically in the brain) condition that makes reading more difficult. Dyslexia is a 
language-based condition rather than a vision-based condition. It is a condition that does not go away, but individuals with 
dyslexia can learn to read well when provided multisensory, dyslexia-specific interventions. Dyslexia is not the effect of poor 
instruction or lack effort on the part of the student. Dyslexia has nothing to do with intelligence; instead, it has to do with an 
individual’s ability to process sound-symbol relationships and language.2 

 
Students with dyslexia struggle with the relationship between letters and sounds. Because of this, they have a hard time 
decoding, or sounding out, unfamiliar words, and instead often misread them based on an overreliance on their sight-word 
memory. Deficits are unexpected relative to cognitive abilities in that the student’s skills are lower than their overall ability 
and are not due to a lack of intelligence. Screening for characteristics of dyslexia is a proactive way to address skill deficits 
through appropriate interventions. Screening results that reflect characteristics of dyslexia do not necessarily mean that a 
student has dyslexia nor can dyslexia be diagnosed through a screening alone.1 

 
Students with dyslexia share some common characteristics, but it is important to remember that dyslexia manifests 
differently depending on the individual, their age, and other factors affecting their foundational reading skill development. In 
addition, students may have co-occurring disabilities/disorders, including twice exceptionality (i.e., gifted and dyslexia). 
Comorbid symptoms may mask characteristics of dyslexia (e.g., inattention, behavioral and emotional issues are more 
apparent or gifted students may compensate well); on the other hand, a student’s disability may impair participation in 
grade-level instruction, creating deficits that may be misinterpreted as characteristics of dyslexia. See Section VIII for more 
information regarding dyslexia and comorbid disorders. 

 
 
 
 
 
 
 
 
 
 
 
 

  A glossary of helpful terms can be found in Appendix A. 

 
 

1 International Dyslexia Association Definition of Dyslexia 
2 International Dyslexia Association Dyslexia Basics 
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Dyslexia is a specific learning disability that is neurobiological in origin. It is characterized by difficulties with accurate and 
fluent word recognition and by poor spelling and decoding abilities. These difficulties typically result from a deficit in the 
phonological component of language that is often unexpected in relation to other cognitive abilities and the provision of 
effective classroom instruction. Secondary consequences may include problems in reading comprehension and reduced 
reading experience that can impede growth of vocabulary and background knowledge.1
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The table below, from The Schenck School, provides phonemic awareness and reading skills that typically present at 
certain ages/grades. 

 
Table 2.1: Phonemic Awareness & Reading Skills Red Flag Checklist3

 

Preschool 6 Years Old 2nd – 5th Grade 
A child should be able to: 

□ produce rhyming words 
□ divide words into syllables 
□ divide sentences into words 
□ discriminate rhyming words 
□ divide words into phonemes 
□ delete roots, syllables, and phonemes 

e.g. Say “cowboy.” “Now say it again, 
but don’t say boy.” 

□ substitute a phoneme to a new word 
e.g. Say “f-u-n” What is that? Now say 
it again but change /f/ to /s/.” 

□ identify a phoneme by its position in a 
word (beginning, middle, end) 

A child should be able to: 

□ write words 
□ write sentences 
□ blend sounds together 
□ decode nonsense words 
□ segment words into syllables 
□ identify sounds and letters 

(sound/symbol relationships) 
□ begin to decode 

(vc, vcv, words, words with blends, 
words with consonant digraphs, 
magic e words, etc.) 

A child should be able to: 

□ spell well 
□ have appropriate handwriting 
□ enjoy reading and writing 
□ have appropriate or strong written 

expression 
□ have appropriate or strong reading 

strategies 
□ recall words quickly without much 

repetition 
□ comprehend reading material at or 

above grade level 
□ read accurately 

 
Individuals may present different characteristics at different ages. Table 2.2 shows common characteristics of dyslexia 
for various age levels. 

Table 2.2: Common Characteristics of Dyslexia4
 

Age Group Potential Difficulties Potential Strengths 
 

Grades K – 1 
• Reading errors exhibit no connection to the sounds 

of the letters on the page (e.g., will say “puppy” 
instead of the written word “dog” on an illustrated 
page with a dog shown) 
• Does not understand that words come apart 
• Complains about how hard reading is, or 

disengages when it is time to read 
• A familial history of reading problems 
• Cannot sound out simple words like cat, map, nap 
• Does not associate letters with sounds, such as the 

letter b with /b/. 

• The ability to figure things out 
• Eager embrace of new ideas 
• Gets “the gist” of things 
• A good understanding of new concepts 
• A large vocabulary for the age group 
• Excellent comprehension of stories read aloud (i.e., 

listening comprehension) 

 
Grades 2+ 

• Very slow to acquire reading skills; reading is slow 
and awkward 
• Trouble reading unfamiliar words, often making wild 

guesses because the student cannot sound out the 
word 
• Doesn’t seem to have a strategy for reading new 

words 
• Avoids reading out loud 
• Confuses words that sound alike, such as saying 

“tornado” for “volcano,” substituting “location” for 
“ocean” 
• Mispronunciation of long, unfamiliar, or 

complicated words 
• Avoidance of reading; gaps in vocabulary as a result 

• Excellent thinking skills: conceptualization, reasoning, 
imagination, abstraction 

• Learning that is accomplished best through meaning 
rather than rote memorization 

• Ability to get the “big picture” 
• A high level of understanding of what is read aloud 

(listening comprehension) 
• The ability to read and to understand highly practiced 

words in a special area of interest 
• Sophisticated listening vocabulary 
• Excellence in areas not dependent on reading 

 
 

3 Adapted from The Schenck School, Red Flag Checklist 
4 Taken from The Yale Center for Dyslexia and Creativity, Signs of Dyslexia 
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COMMON MISCONCEPTIONS OF DYSLEXIA 

Every child is unique, and therefore the rate of development may vary. It is possible that a child may not reach a 
developmental milestone until the upper end of the expected range. Concerns are warranted, however, if the behaviors 
occur over an extended period of time and adversely affect the child’s ability to progress and meet expectations. Many 
young children reverse letters and numbers, misread words or misunderstand words as a normal, developmental part of 
learning to read. Children with dyslexia, however, continue to struggle with reading and language after their peers have 
become successful.5 This is one of many misconceptions that surround the term dyslexia. See Table 2.3 for some other 
common misconceptions associated with dyslexia. 

 

Table 2.3: Common Misconceptions of Dyslexia6
 

Myth Fact 
Smart people cannot have 
dyslexia or have a learning 

disability. 

Dyslexia and intelligence are NOT connected. Many individuals who have dyslexia 
are very bright and creative and have accomplished amazing things as adults. 

 
 

Dyslexia is very uncommon. 

The International Dyslexia Foundation states that between 15% and 20% of the 
population have a language-based learning disability, dyslexia being the most 
common of these. The United States Department of Health and Human Services 
estimates that 15% of the U.S. population has dyslexia. 

 
Dyslexia can be outgrown. 

Dyslexia is a lifelong issue; yearly monitoring of phonological skills from first 
through twelfth grade shows that the disability persists into adulthood. Although 
many people with dyslexia learn to read accurately, they may continue to read 
slowly and not automatically. 

 

 
Dyslexia cannot be identified 

until third grade. 

Professionals with extensive training can accurately identify the precursors to 
developing dyslexia as early as age 5. We can make an identification as soon as the 
child begins to struggle with learning to read, spell, and write. The sooner an 
identification is made, the quicker the child can get help, and the more likely we are 
to prevent secondary blows to their self-esteem. A combination of a family history 
of dyslexia and symptoms of difficulties in spoken language can help identify a 
vulnerable child even before he/she begins formal schooling. 

 
Dyslexia is a medical diagnosis. 

Dyslexia is not characterized as a medical problem and is typically identified by 
educators and specialists who have training in oral language, reading, writing, or 
spelling assessment and diagnosis. 

 
Dyslexia is caused by a lack of 

phonics instruction. 

Increased phonics instruction will not help a child with dyslexia. Children with 
dyslexia are able to learn phonics once they have the underlying phonemic 
awareness abilities; although they may continue having trouble applying it. This is 
why difficulty with phonics and word pronunciation is a good warning sign of 
dyslexia. 

 
People with dyslexia cannot 

read. 

Most children and adults with dyslexia are able to read, even if it is at a basic level. 
Spelling is one of the classic red flags alerting parents and teachers of a serious 
underlying problem. The child may be unable to understand the basic code of the 
English language and cannot break down or reconstruct (with spelling) words 
using codes (letters). 

Dyslexia is a visual problem – 
dyslexics see letters and words 

backwards 

Individuals with dyslexia do not see things backwards because dyslexia is not a 
problem with the eyes. While new research has demonstrated that letter reversals 
of kindergarten children predicted spelling at 2nd grade, typical learners can 
reverse letters when initially learning. 

 
 
 
 

5 Harvard Health Publishing: Dyslexia A-Z 
6Adapted from the University of Michigan: Debunking Common Myths About Dyslexia 
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EFFECTIVE READING INSTRUCTION 

 
 

Effective literacy instruction is essential for all students and is especially critical for students with dyslexia. High-quality 
classroom reading instruction can give students a foundation upon which intervention and instruction can have a greater 
impact. Instructional content of the core reading program should include instruction in the five essential components of 
reading: phonological awareness, phonics, vocabulary, fluency and comprehension. Instruction in oral language, writing, 
spelling, and handwriting is also essential. These components should be addressed in a comprehensive and effective 
manner. 

 
Instructional design of high-quality programs should include explicit and systematic strategies for instruction, consistent 
instructional routines, and ample opportunity for practice with appropriate student support materials, cumulative review, and 
alignment to the Georgia Standards of Excellence for English Language Arts for each grade level. Instructional design should 
also effectively integrate the components of reading rather than isolate each skill. 

 
In Figure 3.1, Dr. Hollis Scarborough (2001) compares skilled reading to a rope, which consists of many different strands. 
These strands all work together to enable skilled reading. The strands develop over time and with more teaching and 
experience. The Reading Rope consists of upper and lower strands. The language-comprehension strands (background 
knowledge, vocabulary, language structures, verbal reasoning, and literacy knowledge) reinforce one another and then 
weave together with the word-recognition strands to produce a skilled reader. Concurrently, the word-recognition strands 
(phonological awareness, decoding, and sight recognition of familiar words) work together as the reader becomes accurate, 
fluent, and increasingly automatic with repetition and practice. This does not happen overnight; it requires instruction and 
practice over time.7 Each strand is explained in the tables 3.1 and 3.2 below. 

 

 

      

 

Figure 3.1: Scarborough’s Reading Rope7
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Table 3.1: Language Comprehension Strand8
 

Background 
Knowledge 

This refers to the knowledge a reader already has about the information being read which needs to be 
applied in order to make sense of this new information. The knowledge about the world which children 
possess is crucial to them reading effectively. 

Vocabulary 
This refers to the breadth of a reader’s vocabulary. The more words a reader knows in a text, the more 
fluent his/her reading of that text is likely to be. 

Language 
Structures 

A reader needs at least an implicit understanding of how language is structured, that is, grammar. 
Most children (and adults) sense when a sentence is not grammatically correct without being able to 
explain what the problem is. 

Verbal 
Reasoning 

Readers need to be able to make inferences and construct meanings from the text: that is, they 
need to be able to think logically about what they read, understand it, and understand its 
implications. 

Literacy 
Knowledge 

It is important for readers to understand concepts of print such as reading from left to right and 
top to bottom, how to hold a book, and that full stops complete one sentence (unit of meaning) 
before the text moves on. These things do not work in the same way in other languages, so they 
probably need to be taught to English-speaking (and reading) children. 

 
 

Table 3.2: Word Recognition Strand8
 

Phonological 
Awareness 

This refers to the awareness a reader has of the sound systems in language, including knowledge of 
syllables, and sentence intonation (a rise in voice when asking a question, for example). Knowledge 
and experience of rhymes is important in developing this awareness. 

 
Decoding 

This includes an understanding of the alphabetic principle, that is that a letter of the alphabet 
represents a sound, and that these letters/sounds can be blended to make words. This is somewhat 
trickier in English than in some other languages. English has about 44 sounds (phonemes) but only 26 
letters in the alphabet. Thus the relationship between letters and sounds cannot be one to one. 

Sight 
Recognition 

Some words are recognized when reading without the reader needing to decode them: you just know 
them. Children need to build up their repertoires of sight words and the more they can read by sight, 
the more efficient their reading becomes. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

For more information on the science of reading, visit https://www.zaner-bloser.com/reading/superkids-reading- 
program/pdfs/Whitepaper_TheScienceofReading.pdf 

 
 

7 Scarborough’s Reading Rope: A Groundbreaking Infographic 
8 Adapted from University of Nottingham: Understanding Comprehension 
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GEORGIA’S TIERED SYSTEM OF SUPPORTS FOR STUDENTS 

In Georgia’s Tiered System of Supports for Students, district and school leadership provide the support systems and 
resources necessary to conduct screening and use screening results for data-informed decision making. Ultimately, the goal 
of a tiered system of supports is to ensure that the screening process will inform quality classroom instruction, necessary 
interventions, and intensive interventions for individual students. 

A Multi-Tiered System of Supports (MTSS) is a framework designed to provide support that is matched to student need to 
maximize student achievement and reduce behavior problems. MTSS includes schoolwide implementation that focuses on 
the “what and how of instruction” and the provision of services and supports to students that meet their unique needs. 
Georgia’s MTSS consists of three levels of intensity or prevention that include high-quality core instruction and evidence- 
based interventions and supports. The levels are Tier I: Primary Level – Instruction/Core Curriculum; Tier II: Secondary Level 
– Intervention; and Tier III: Tertiary Level - Intensive Intervention. 

 

TIER I: PRIMARY LEVEL OF PREVENTION – INSTRUCTION/CORE CURRICULUM 

The focus of Tier I, the primary level of prevention, is robust instruction for all students using the core curriculum. The 
assessment administered within the primary level of prevention is screening for all students. Universal screeners are 
administered to all students two or three times per year at Tier I, the primary level of prevention. In addition, formative 
assessments should be frequently embedded within the primary level of prevention to monitor for progress. Instruction 
should be based on a core curriculum, include instructional practices that are research-based and align with state or district 
standards, and incorporate high leverage practices (HLPs) and differentiated instruction. Evidence-based, high-quality 
systematic, explicit instruction for reading, language, and writing should be delivered within the general education 
classroom. As part of the school infrastructure, job-embedded, school-based professional learning along with effective 
teaming structures are designed by school leaders so that all teachers continuously examine, reflect upon, and improve 
instructional practice(s). 

 

 

TIER II: SECONDARY LEVEL OF PREVENTION – INTERVENTION 

The focus of Tier II, the secondary level of prevention, is on students who are identified through screening and other 
indicators to be in need of interventions to support their learning. The instruction is targeted to the area of need and 
evidence-based interventions/practices (EBIs/EBPs) supplement or add to primary instruction. The interventions are also 
closely aligned with and complementary to the core curriculum to ensure transfer of learning. Instruction is typically 
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delivered within the general education classroom or other location within the school to small groups of students where the 
group size is optimal for the age and needs of the student. Procedures should be in place to monitor the fidelity of 
implementation and the effectiveness of the secondary level interventions. The assessments administered within the 
secondary level of prevention are progress monitoring and diagnostic measures. Diagnostic measures should be used to 
identify specific needs so that appropriate interventions can be identified. 

 

TIER III: TERTIARY LEVEL OF PREVENTION – INTENSIVE INTERVENTION 

The focus of Tier III, the tertiary level of prevention, is intensive interventions for students who have not responded to or 
demonstrated enough growth toward a set goal with interventions provided at Tier II. Intensive interventions are typically 
delivered to individual students or small groups of one to three in size. The instruction is evidence-based and is continuously 
adjusted and individualized to address the needs of each student. Decisions regarding student participation in both Tier II 
and Tier III are made on a case-by-case basis and according to student need. Tier III interventions supplement the general 
education curriculum and address identified areas of an individual student's need. Procedures should be in place to monitor 
the fidelity of implementation and effectiveness of Tier III intensive interventions. The assessments administered within Tier 
III are for progress monitoring and diagnostic measures. 

 

IMPLEMENTING GEORGIA’S TIERED SYSTEM OF SUPPORTS FOR STUDENTS 

Eight critical steps are needed to implement Georgia’s Tiered System of Supports for Students. These steps are listed in the 
flowchart below. 

 Figure 4.2: The Eight Steps to Implementing Georgia’s Tiered System of Supports for Students  
 

 
tep 1: Select and 
minister Universal 

Screener 

 

Step 4: Use Multiple Data 
Points to Verfiy Risk 

Step 7: Progress Monitor 
to Determine Effectiveness 

of Curriculum, the 
Instruction and 
Intervention 

 
 

 
tep 2: Use Data 

M  agement System for 
orage and Access 

Step 5: Use Data to Group 
Students and Determine 

Area of Need 

Step 8: Use Progress 
Monitoring  Data  to 
Determine Next Steps 

 
 
 
 

Step 3: Validate and 
Interpret Results of 
Universal Screener 

 
Step 6: Determine the 
Intervention to Address 
the Area of Need and 
Implement with Fidelity 

 
 

 

As districts and schools are implementing a Multi-Tiered System of Supports framework, it is important to ensure that a 
solid infrastructure is in place to make certain that the framework can be implemented with fidelity. The essential component 
of infrastructure must be addressed in order for educators and students to achieve maximum benefits of implementation of 
the framework. As the steps are implemented, one or more of the nine sub-components of infrastructure must be addressed 
in order to effectively implement the steps and reduce possible barriers. For additional information on Georgia’s Tiered 
System of Supports http://www.GaDOE.org/Curriculum-Instruction-and-Assessment/Special-Education- 
Services/Pages/TieredSystemofSupports.aspx. 
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Table 4.1 outlines the eight critical steps in implementing a Multi-Tiered System of Supports. 
 

Table 4.1: Steps to Prepare and Implement Georgia’s Tiered System of Supports for Students 
Pre-Implementation Steps Implementation Steps 

Step 1 Select universal screener that includes components 
necessary to identify characteristics of reading 
difficulties and dyslexia. 

Administer screener to ALL students. 

Step 2 Enter screening data Use data management system for storage and access 
Step 3 Analyze screening results and provide user friendly 

outputs 
Validate and interpret results of universal screener 

Step 4 Identify acceptable sources to verify screening data Use multiple data points to verify risk 
Step 5 Create a ranking graph Use data to group students and determine area of need 
Step 6 Identify interventions Determine the intervention to address the area of need 

and implement with fidelity 

Step 7 Select progress monitoring tools Progress monitor to determine of effectiveness of 
curriculum, the instruction and intervention 

Step 8 • Enter progress monitoring data 
• Analyze and interpret progress monitoring data 
• Provide user friendly outputs 

Use progress monitoring data to determine next steps 
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 SECTION V: UNIVERSAL SCREENING PROCESS  
 
 

UNIVERSAL SCREENING 

Universal Screening is an essential component of Georgia’s Tiered System of Supports for Students and aligns with 
Georgia’s Systems of Continuous Improvement and is crucial to the school improvement process. 

 

The purpose of screening is to identify students who need enrichment/acceleration or who are at risk for poor learning 
and/or poor behavior outcomes and provide an indicator of system effectiveness. Screening assessments typically are 
brief and usually are administered to all students at a grade level. Additionally, these assessments should be valid, 
reliable, and evidence-based. The data obtained from screening assessments should be used with other data sources to 
verify decisions made about whether a student is or is not at risk or in need of enrichment/acceleration. Screening is a 
critical and necessary step in making informed choices about how to meet the unique needs of students in Multi-Tiered 
System of Supports. 

 
Purpose Identify students who are in need of enrichment/acceleration or who are at risk for poor 

learning and/or behavioral outcomes and provide an indicator of system effectiveness. 
Focus ALL Students 
Tools Brief assessments that are valid and reliable and that demonstrate diagnostic accuracy for 

predicting learning potential or behavioral problems. 
Time Frame Administered more than one time per year (e.g., fall, winter, and spring) 

 
Beginning in the 2024-2025 school year, local educational agencies must screen all students in kindergarten through grade 
3 for characteristics of dyslexia and may screen students for other needs. The screening instrument(s) must be standardized 
and have validity and reliability. Parental consent is not necessary for administering an assessment that is administered to all 
students. However, parental consent must be obtained prior to individualized assessments and/or additional screenings for 
suspected risk for dyslexia (see Figure 6.1). 

As part of this process, local educational agencies should provide parents with resources, information, and materials 
regarding dyslexia (e.g., Georgia Dyslexia Informational Handbook and the International Dyslexia Association (IDA) Dyslexia 
Handbook). When requested by a teacher or parent, the local educational agency will conduct a dyslexia-specific screening 
of any student at any grade level within 30 days. 

If the screening data and additional information support that the student exhibits reading difficulties consistent with 
characteristics of dyslexia or other disorders, the local educational agency will begin or continue academic intervention and 
progress monitor to determine growth trajectory toward the student’s learning goal for 6 weeks. If the student does not 
demonstrate progress or expected growth during the required time frame, the intervention(s) should be intensified and the 
student will be referred to the Student Support Team(SST) for further consideration of strategies and interventions or upon 
consent of the parent, an educational evaluation. In the interim, the local educational agency should adjust and intensify the 
frequency, dosage, and strength of the intervention and continue to progress monitor. 

Information on how to evaluate appropriate screening tools can be found here.  
https://charts.intensiveintervention.org/ascreening and https://psyarxiv.com/vukt2/ 

 

A list of example screeners can be found at the NCII Academic Screening Tools Chart and the Gaab Lab Early Literacy Screenng 
Tools List.  
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SAMPLE PERFORMANCE INDICATORS 

Performance indicators that school leaders are providing appropriate screening include, but are not limited to: 

□ Uses screening tools that are brief, valid and reliable 
□ Screens all students to identify students who may be at risk, need additional assessments or in need of 

enrichment/acceleration 
□ Establishes written procedures to ensure universal screening occurs more than once a year and implementation 

accuracy 
□ Uses results to determine the level of risk and identify students who need further assessments 
□ Uses results to identify the needs of all students (i.e., tiered supports) 
□ Uses results to inform the data-based decision-making process 
□ Uses a data system to store and access student data in a timely fashion 

 
Table 5.1 provides guidance for school leaders to self-assess how well they are implementing the screening process. 

Table 5.1: Screening Self-Assessment 

Assessments – Screening, progress monitoring, and other supporting assessments are used to inform data-based 
decision making. 

Screening – Georgia’s Tiered System of Supports for Students framework accurately identifies students in need of 
enrichment/acceleration and students at risk of poor learning outcomes or challenging behaviors. 

Measures 1 2 3 4 5 
(Evident) 

Screening Tools Insufficient 
evidence that the 
screening tools are 
reliable, 
correlations 
between the 
instruments are 
strong, and 
predictions of risk 
are accurate. 

Some evidence that 
the screening tools 
are reliable, 
correlations 
between the 
instruments are 
strong, and 
predictions of risk 
are accurate. 

Evidence indicates 
that the screening 
tools are reliable, 
correlations 
between the 
instruments are 
strong, and 
predictions of risk 
are accurate, but 
staff cannot 
articulate 
supporting 
evidence. 

Evidence indicates 
that the screening 
tools are reliable, 
correlations 
between the 
instruments are 
strong, and 
predictions of risk 
are accurate, and 
some staff are 
beginning to 
articulate 
supporting 
evidence. 

Evidence indicates 
that the screening 
tools are reliable, 
correlations 
between the 
instruments are 
strong, and 
predictions of risk 
are accurate and 
staff can articulate 
supporting 
evidence. 

Universal 
Screening 

One or none of the 
conditions is met: 
(1) screening is 
conducted for all 
students (i.e., is 
universal); (2) 
procedures are in 
place to ensure 
implementation 
accuracy (i.e., all 
students are tested, 
scores are accurate, 
cut points/decisions 
are accurate); and 
(3) a process to 
screen all students 
occurs more than 

There is progress 
toward 
implementing two 
of the following 
conditions: (1) 
screening is 
conducted for all 
students (i.e., is 
universal); (2) 
procedures are in 
place to ensure 
implementation 
accuracy (i.e., all 
students are tested, 
scores are accurate, 
cut points/decisions 
are accurate); and 
(3) a process to 

Two of the 
following 
conditions are met: 
(1) screening is 
conducted for all 
students (i.e., is 
universal); (2) 
procedures are in 
place to ensure 
implementation 
accuracy (i.e., all 
students are tested, 
scores are accurate, 
cut points/decisions 
are accurate); and 
(3) a process to 
screen all students 
occurs more than 

Two of the 
following 
conditions are met, 
and there is 
progress made 
toward 
implementing the 
third condition: (1) 
screening is 
conducted for all 
students (i.e., is 
universal); (2) 
procedures are in 
place to ensure 
implementation 
accuracy (i.e., all 
students are tested, 
scores are accurate, 

All of the following 
conditions are met: 
(1) screening is 
conducted for all 
students (i.e., is 
universal); (2) 
procedures are in 
place to ensure 
implementation 
accuracy (i.e., all 
students are tested, 
scores are accurate, 
cut points/decisions 
are accurate); and 
(3) a process to 
screen all students 
occurs more than 
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 once per year (e.g., 
fall, winter, spring). 

screen all students 
occurs more than 
once per year (e.g., 
fall, winter, spring). 

once per year (e.g., 
fall, winter, spring). 

cut points/decisions 
are accurate); and 
(3) a process to 
screen all students 
occurs more than 
once per year (e.g., 
fall, winter, spring). 

once per year (e.g., 
fall, winter, spring). 

Data Points to 
Verify Risk 

Screening data are 
not used or are 
used alone to verify 
decisions about 
whether a student 
is or is not at risk 
or in need of 
enrichment/ 
acceleration. 

Screening data are 
used and at least 
one other data 
source has been 
identified (e.g., 
classroom 
performance, 
curriculum-based 
assessment, 
performance on 
state assessment, 
diagnostic 
assessment data, 
short –term 
progress 
monitoring) to 
verify decisions 
about whether a 
student is or is not 
at risk or in need of 
enrichment and/or 
acceleration. 

Screening data are 
used in concert 
with at least one 
other data source 
(e.g., classroom 
performance, 
curriculum-based 
assessment, 
performance on 
state assessment, 
diagnostic 
assessment data, 
short –term 
progress 
monitoring) to 
verify decisions 
about whether a 
student is or is not 
at risk or in need of 
enrichment and/or 
acceleration. 

Screening data are 
used in concert 
with at least one 
other data source 
and a second data 
source has been 
identified (e.g., 
classroom 
performance, 
curriculum-based 
assessment, 
performance on 
state assessment, 
diagnostic 
assessment data, 
short –term 
progress 
monitoring) to 
verify decisions 
about whether a 
student is or is not 
at risk or in need of 
enrichment and/or 
acceleration. 

Screening data are 
used in concert 
with at least two 
other data sources 
(e.g., classroom 
performance, 
curriculum-based 
assessment, 
performance on 
state assessment, 
diagnostic 
assessment data, 
short –term 
progress 
monitoring) to 
verify decisions 
about whether a 
student is or is not 
at risk or in need of 
enrichment and/or 
acceleration. 

 
 
 
 

For additional information, see Screening in Georgia’s Tiered System of Supports for Students Implementation Guide. 
 
 

 
ESSENTIAL COMPONENTS OF AN EFFECTIVE SCREENER FOR READING DIFFICULTIES 

When considering characteristics of dyslexia, screening in the areas of basic reading, reading fluency, and written 
expression help identify students who may need additional assessment to determine possible deficits related to the 
characteristics of dyslexia and the need for intervention. 

 
According to SB 48, the components of a universal screener to address reading 
difficulties must include but are not limited to: 

1. Phonological and phonemic awareness; 
2. Sound symbol recognition; 
3. Alphabet knowledge; 
4. Decoding skills; 
5. Rapid naming; and 
6. Encoding skills. 

 
Personnel administering the dyslexia screener should be trained to use the screening tools. Because the data will be used to 
help guide instruction, classroom teachers should participate in dyslexia screening, scoring, and progress monitoring. 
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Screening is step one of a process and does not provide a comprehensive assessment of a student’s specific problems. 
Similarly, focusing on improving the skill targeted by a screening tool (e.g., WIF measures or reading rate) is not by itself an 
effective intervention. Once the pool of at-risk students is identified, more comprehensive assessments of their reading 
ability should be conducted to inform appropriate intervention placements. A student whose performance on a screening 
instrument is extremely low may require a different type and/or intensity of intervention than a student whose screening 
score is close to the cut-score.9 

 
The RTI Network9 and IDA10 recommend that regardless of the process chosen to conduct screening, all should include the 
use of measures that are highly predictive of later reading ability. 

 
Table 5.2 provides key areas to assess students in different grades. 

Table 5.2: Screening Self-Assessment11
 

Key Areas Kindergarten 1st Grade 2nd Grade 3rd Grade + 

 
Phonemic Awareness 

Yes (Blending and 
substituting) 

Yes(Blending, 
Segmenting, and 

Manipulating) 

Yes(Segmenting and 
Manipulating) 

Yes(Segmenting and 
Manipulating) 

Rapid Automatized 
Naming (RAN) 

Yes Yes Yes Yes 

Decoding (Word) 
Fluency- Real & 
Nonsense Words 

 
Yes 

 
Yes 

 
Yes 

 
Yes 

Spelling analysis and/or 
Inventory 

Yes Yes Yes Yes 

Letter-sound Association Yes Yes Not Necessary Not Necessary 

Letter Naming Fluency- 
Timed 

Yes Yes Not Necessary Not Necessary 

Phonological 
Memory/Nonsense Word 

Repetition 

 
Yes 

 
Yes 

 
Not Necessary 

 
Not Necessary 

Oral Reading Fluency 
(ORF) - Rate & Accuracy 

Not Necessary Yes (Winter) Yes Yes 

Reading Comprehension Not Necessary Not Necessary Yes Yes 

 

CONSIDERATIONS FOR INTERPRETATION OF UNIVERSAL SCREENING DATA 
After every universal screening, school-level data are analyzed to determine if the core curriculum has sufficiently met the 
needs of at least 80% of students. 

• Data-Based Decision Making (DBDM) Teams use a well-defined cut score or decision point to identify students at 
risk or in need of acceleration/enrichment. 

• If the school or a grade level has fewer than 80% of students achieving the desired performance level, then 
several questions should be considered: 

o Are core instruction and the core curriculum (including social and behavioral expectations) being 
implemented with fidelity? How do we know? 

o Is core instruction explicit, systematic, and scaffolded? 
o Are concepts being taught to mastery? 
o Are there sufficient examples, explanations, and opportunities for practice to support new learning? 
o How is core instruction differentiated to meet the needs of students in the classroom? 
o Are professional development or supports needed for teachers regarding the core curriculum or 

instruction? 

o Are all students getting access to the core curriculum? 
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When 20% or more of students in a particular grade level fail to reach the desired outcome for Tier I performance, possible 
problems with implementing or accessing the core instruction/curriculum may be indicated. Evidence-based secondary or 
tertiary interventions cannot adequately support students when there are issues with the core curriculum and/or instruction. 

 
 
 

For additional information regarding dyslexia and the RTI process, visit 
https://www.mtsu.edu/dyslexia/documents/Dyslexia_within_RTI.pdf 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

9 The RTI Network: Screening for Reading Problems in Grades 1-3 
10 Universal Screening: K–2 Reading 
11Adapted from California Dyslexia Guidelines 
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EVALUATION 

When a student continues to have difficulty with reading and spelling as discovered in the universal screening process, and a 
robust Tier 1 reading program has been implemented, the local educational agency will begin or continue academic 
intervention and progress monitor to determine growth trajectory toward the student’s learning goal for six weeks. If the 
student does not demonstrate progress or expected growth during the required time frame, the student will be referred to 
the SST for further educational evaluation. In the interim, the local education agency should adjust the frequency, dosage, 
and strength of the intervention and continue to progress monitor. 

An evaluation is the process of gathering information to identify the factors contributing to a student’s difficulty with learning 
to read and spell. First, information is gathered from parents and teachers to understand development and the educational 
opportunities that have been provided. Then, diagnostic assessments are given to identify strengths and weaknesses that 
lead to a conclusion and a tentative road map for intervention. Conclusions and recommendations are developed and 
reported. 

An evaluation should contain three key components: 

1. Identification: An effective evaluation identifies the likely source of the problem. It rules out other common causes of 
reading difficulties and determines if the student profile of strengths and weaknesses fit the definition of dyslexia. 

2. Intervention planning: Students who have a specific learning disability in reading (dyslexia) need a specialized approach 

to reading instruction to make progress. It is crucial that this specially designed instruction begin at the student’s 

current level of reading skill development, rather than at the student’s grade level. An effective evaluation helps parents 

and teachers see which specific skills are weak and skills that will be targeted through reading and spelling instruction. 

3. Documentation: An effective evaluation documents the history of a student’s learning. One purpose of this 

documentation is to determine eligibility for special services, including special education. Documentation is also 

important for obtaining accommodations on college entrance exams (ACT, SAT), in college, and/or in the workplace. 
 

WHAT SHOULD BE INCLUDED IN AN EVALUATION? 

There is no single test for dyslexia. A comprehensive evaluation consisting of multiple assessments is critical to support the 
identification of dyslexia, and the tests that are to be administered are determined by the Student Support Team. 

 
According to the International Dyslexia Association, the following areas should be considered when carrying out an 
evaluation for dyslexia: 
• Phonological Awareness – an individual’s awareness of and access to the sound structure of his/her oral language 
• Phonological Memory – ability to recall sounds, syllables, words 
• Rapid Automatic Naming – speed of naming objects, colors, digits, or letters 
• Receptive Vocabulary – understanding of words heard 
• Phonics Skills – understanding of the symbol (letter) to the sound(s) relationship, either individually or in 

combination with other letters 
• Decoding –ability to use symbol-sound associations to identify (read – pronounce) words 

o Real Words 
o Nonsense Words 

• Oral Reading Fluency – ability to read accurately, at a story-telling pace – to facilitate / support comprehension 
• Single Word, Sentence, and Paragraph Reading 
• Spelling 
• Writing (Sentence and Paragraph level) 

 

WHAT ARE THE POTENTIAL OUTCOMES OF AN EVALUATION? 

An evaluation should result in a written report. This report should detail the kinds of information collected. It includes 
information related to family literacy history, any significant medical issues the child may have, prenatal and birth conditions, 
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and preschool development, including language learning. The student’s education history should include information on 
school attendance, tests administered, and test scores. This material should provide the framework for the detailed 
evaluation of relative strengths and weaknesses across the various skill areas assessed as well as the overall fit of all 
information with the typical profile of dyslexia for the child’s age. This should lead to a tentative conclusion that states that 
the child’s ability to learn to read, write, and spell does or does not appear to be related to dyslexia. Specific evidence that 
supports the conclusion should be explained in the report. 

 

HOW DOES EVALUATION LEAD TO IDENTIFICATION OF STUDENTS WITH DYSLEXIA? 

Identification of dyslexia begins with the gathering of information gained from interviews, observations, and testing. This 
information is collected by multiple adults familiar with the student, such as the classroom teacher(s), school leader, 
speech/language pathologist, educational assessment specialist(s), and/or medical personnel (if co-occurring difficulties 
related to development, health or attention are suspected). 

The task of relating and interpreting the information collected should be the responsibility of a professional who is 
thoroughly familiar with the important characteristics of dyslexia at different stages in the development of literacy skills. This 
professional should also have knowledge of the influence of language development and behavior on literacy learning. Often, 
school psychologists and/or speech- language pathologists are responsible for this task. 

CAUTION: A poor reader may appear to “fit the profile” of dyslexia. However, if the learner responds quickly to 
appropriate intervention, the source of the reading problem is more likely related to earlier educational opportunity 
than to differences in the child’s neurobiological makeup that limit the ability to learn from the instruction provided. 

 

WHAT MUST BE DOCUMENTED? 

The evaluation report should provide the documentation necessary to determine eligibility13 for individualized supports, 
including Early Intervention Program (EIP), Special Education, and Section 504. In the instance that the child will need 
Special Education Services, the local educational agency will follow the requirements as outlined in 160-4-7-.03 (Child Find 
Procedures). In the instance that the child will need other modifications, the local education agency will follow the 
requirements for Section 504. 

Information about the child’s specific skill needs should be detailed in the report to assist in identifying the starting point for 
instruction. Recommended instructional approaches or intervention strategies should be consistent with the types of content 
and methods that research has shown to be effective for students with dyslexia and other poor readers. If warranted, a 
recommendation for further testing—vision, hearing, fine motor control (occupational therapy), attention, emotional 
adjustment—might also be included. 

 

CLINICAL DIAGNOSIS VS. SCHOOL IDENTIFICATION14 
 

There is frequent confusion regarding the difference between the clinical diagnosis of dyslexia and the school-based 
identification of dyslexia as a specific learning disability. The diagnostic term “dyslexia” can be used by clinicians working in 
a private clinical setting and by evaluation teams found within a public school setting. The use of dyslexia as a descriptor of 
a specific type of reading disorder (and a specific type of learning disability) is not limited to those working in a medical 
setting. Rather, its use is only limited by the training and assessment experience of those who would use the term. In 
Georgia, there is no statute or regulation that would prohibit the use of the word dyslexia in a school setting or within 
school-generated documents. Likewise, there are no federal rules that prohibit the use of the term “dyslexia” when 
identifying a phonological-based, word-level reading disorder in a school-based setting (see OSERS Dear Colleague Letter in 
Appendix B). In using the descriptor “dyslexia,” the person or persons using the term have a responsibility to thoroughly 
understand typical reading development, what dyslexia is and is not, the key features of dyslexia, how it is assessed, and 
their obligation to use valid and reliable measurement tools and sound diagnostic judgment when making such a diagnosis. 

Doctors and clinicians “diagnose” conditions such as dyslexia and Attention Deficit Hyperactive Disorder (ADHD). School 
districts working under the IDEA “identify” learning differences and then determine if a student is eligible for special 
education services. Schools identify conditions based on IDEA. IDEA covers 13 categories of disability. Dyslexia falls under 
the category SLD. 
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An evaluation team might consider any clinical information that has been made available when it is determining if a child is 
eligible for special education. That includes a clinical diagnosis. A diagnosis alone does not satisfy IDEA requirements for 
eligibility as a student with a disability and the evaluation team may request additional information to satisfy those 
requirements and provide the team with the appropriate information to make informed decisions. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

12 Adapted from Dyslexia Assessment: What Is It and How Can It Help? 
13 Georgia Department of Education Eligibility Determination 
14 Adapted from the South Carolina Dyslexia Handbook 
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 Figure 6.1: Process and Procedures for the Identification of Dyslexia  

Figure 6.1 explains the typical process and procedures for the identification of a student who has 
characteristics of dyslexia. Although the process originates with a universal screener, this is not the only 
path to receive an evaluation when attempting to identify struggling readers. A Section 504 referral or 
special education evaluation may be requested at any time upon request of a parent/guardian. Also, a 
student may be referred for a dyslexia evaluation if data show that a student continues to struggle with one 
or more components of reading. 



25 Georgia Department of Education 
 

 
 

STRUCTURED LITERACY 

Structured Literacy (SL) offers a promising approach for educators interested in more effective ways to teach students with 
dyslexia (Spear-Swerling, 2018). It is characterized by providing systematic, explicit instruction that integrates listening, 
speaking, reading, and writing and emphasizes the structure of language across the speech sound system (phonology), the 
writing system (orthography), the structure of sentences (syntax), the meaningful parts of words (morphology), the 
relationships among words (semantics), and the organization of spoken and written discourse. 

 
Structured Literacy instruction is identified by several elements: 

• Phonology 
• Sound-Symbol Association 
• Syllable Instruction 
• Morphology 
• Syntax 
• Semantics 

 

INSTRUCTIONAL PRINCIPLES OF STRUCTURED LITERACY 

The International Dyslexia Association provides guidance on the instructional features of a Structured Literacy approach to 
reading15: 

1. Instructional tasks are modeled and clearly explained, especially when first introduced or when a child is having 

difficulty. 

2. Highly explicit instruction is provided, not only in important foundational skills such as decoding and spelling, but 

also in higher-level aspects of literacy such as syntax, reading comprehension, and text composition. 

3. Important prerequisite skills are taught before students are expected to learn more advanced skills. 

4. Meaningful interactions with language occur during the lesson. 

5. Multiple opportunities are provided to practice instructional tasks. 

6. Well targeted corrective feedback is provided after initial Structured Literacy is an approach to reading instruction 

that can be beneficial not only for students with reading disabilities, but also for other at-risk students including 

English learners and struggling adolescents 

7. Student effort is encouraged. 

8. Lesson engagement during teacher-led instruction is monitored and scaffolded. 

9. Lesson engagement during independent work is monitored and facilitated. 

10. Students successfully complete activities at a high criterion level of performance before moving on to more 

advanced skills. 

 
 
 
 
 
 
 
 
 

Figures 7.1 and 7.2 provide definitions of the elements of Structured Literacy as well as evidence-based teaching 
principles. 

        



26 Georgia Department of Education 
 

Figures 7.1 and 7.2: Elements of Structured Literacy and Teaching Principles of Structured Literacy16
 

 
 

 
 
 
 

A tool to evaluate reading programs can be found at https://www.thereadingleague.org/wp- 
content/uploads/2020/08/Curriculum-Evaluation-Tool-August-2020.pdf. 

A list of example reading intervention programs can be found at https://charts.intensiveintervention.org/aintervention. 
 
 
 

15 Structured Literacy: An Introductory Guide 
16 Retrieved from https://dyslexiaida.org/what-is-structured-literacy/ 
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The table below provides Spear-Swerling’s (2018) examples of Structured Literacy activities for different levels and 
components of literacy. Prerequisite skills needed before introducing the activity are also provided. 

 
Table 7.1: Examples of Structured Literacy Activities for Different Levels and Components of Literacy 

Literacy Area Specific Skill Sample Activity Some Prerequisites 
Phonemic 
awareness 

Phoneme blending, 
words with four to 
five phonemes (e.g., 
smash) 

• Teacher models how to orally blend four- to five- 
phoneme words, beginning with easier-to-blend words 
that have continuous sounds (e.g., /s/, /m/, /f/), rather 
than harder-to-blend stop consonants (e.g.,/g/, /t/, /b/). 
• Teacher provides guided practice with multiple 
examples of four- to five-phoneme words. 
• Students respond orally and teacher provides immediate 
corrective feedback and modeling as needed. 

Students can orally blend words of 
two or three phonemes (e.g., in, fan, 
mop, tub). 

Phonics Decoding of silent-e 
(SE) words 

• Teacher explains the pattern of these words (they 
end in a vowel- consonant-e pattern) and that the first 
vowel is long, with the final e silent. 
• Teacher provides multiple examples of words that 
contain the SE pattern (stone, tape, shine, use) and 
that do not contain the SE pattern (tree, noise, 
prince, beet); teacher is careful to avoid common 
irregular words (done, have, some). 
• Teacher provides guided practice with a sorting task 
on additional, unfamiliar words, where students sort SE 
and not-SE words into two groups. 
• For the SE words only, students give the vowel sound 
of each word, then decode it. 

Students can recognize and decode 
short- vowel (closed) syllables; 
students know long-vowel sounds 
(i.e., vowel says its name). 

Irregular words Learning to read 
irregular words that 
are common in texts 
that students are 
reading (e.g., what, 
of, have) 

• Teacher models a multisensory tracing activity with 
the word what. 
• Students are taught to trace over each letter of the 
word while saying its name (not its sound); then they 
say the entire word (e.g., for what, teacher models “w– 
h–a–t, what”); then students cover the word and try 
to write it from memory. 
• If students make mistakes, they repeat the tracing 
process. 
• If they do not make mistakes, they put the word aside 
for continued review later. 

Students can identify letter names. 

Vocabulary Learning the 
meanings of 
unfamiliar words that 
are important to the 
literacy curriculum 
(e.g., beverage) 

• Teacher explains the meaning of the word beverage in 
student- friendly language (“A beverage is a drink”). 
• Teacher provides examples of beverages (milk, 
soda, juice) and not- beverages (cake, ice cream, 
gasoline). 
• Teacher asks students to classify whether certain 
additional items are beverages or not (spaghetti, tea, 
coffee, shampoo). 

Students understand the meaning 
of words used in the teacher’s 
explanation and in examples of 
beverages and not-beverages. 

Syntax Learning to combine 
short, choppy 
sentences into 
longer, grammatically 
correct sentences 

• Teacher presents examples of short “kernel 
sentences” that can be combined into a longer, 
grammatically correct sentence (e.g., The car is red. 
The car sped quickly down the road.). 
• Teacher models good examples of how to combine 
the sentences (e.g., The red car sped quickly down 
the road.). 
• Teacher also discusses grammatically incorrect or 
awkward examples of combinations (e.g., The car is 
red the car sped quickly down the road). 
• Students do guided practice with additional examples of 
kernel sentences to combine. 
• Students eventually apply what they have learned in 
editing their own writing. 

Students can read and write simple 
sentences; students have sufficient 
oral language ability to recognize 
sentences 
that sound grammatically 
correct/incorrect (most of the time). 
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Paragraphs Learning to recognize 
“signal words” that tie 
together the ideas in a 
paragraph 
(e.g., therefore, next, 
for example, in 
summary) 

• Using an appropriate sample paragraph, teacher 
highlights examples of one class of signal words, those 
signaling cause and effect (e.g., because, so, as a 
result, consequently, therefore). 
• Teacher explains how attention to these words can 
improve students’ ability to understand what they are 
reading, with repeated reference to the sample 
paragraph. 
• Students are given other paragraphs in which to 
highlight and explain the signal words, with teacher 
feedback. 
• Students eventually apply their understanding of signal 
words to add clarity to their writing as well as improve 
their reading comprehension. 

Students have the background 
knowledge, vocabulary, and other 
comprehension skills to understand 
the paragraphs being used in the 
activity. 

 

 
MEANING-CENTERED READING AND WRITING STRATEGIES1 7

 

Most importantly: reading and writing are ways to communicate meaning. An author writes to express a message; the reader 
reads to receive and construct meaning. A successful reader, whether of informational texts, narrative stories, essays 
expressing opinions, arguments, world literature or poetry, requires the reader to be able to make sense of the text. Guided 
reading, read-alouds, discussion and verbal memory related performance, small group work, sustained reading practice, 
writing about reading and free writing may facilitate meaning-centered literacy practices and skill-building. 

 
For struggling readers who have dyslexia, meaning-making literate practices can be disrupted by the phonological decoding 
challenges of reading. Students who have only had decoding instruction sometimes forget to make meaning with what they 
read; they can become “word callers” without understanding the meaning of a text. Readers with dyslexia also may have 
difficulties with language comprehension, such as limited vocabulary and a restricted repertoire of easily recognized 
grammatical patterns. Some students come to kindergarten with these language development issues, and it is a mistake to 
wait until upper elementary grades to begin serious attention on comprehension. Decoding instruction often can be 
incorporated with meaning-centered activities. Enjoyable and meaningful experiences with texts, centered on reading and 
writing for meaning, provides students greater motivation and determination to persist during decoding instruction and 
intervention. 

 
Strategies that have proven to be effective are: 

• interactive read-alouds 
• supported reading 
• discussion 
• verbal memory activities 

• writing about reading 
• sustained reading practice 
• free writing 
• small group work 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

17 Adapted from Kentucky Dyslexia Toolkit 
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SPECIFIC LEARNING DISABILITY 

For some students with dyslexia, more individualized instruction may be needed to address reading deficits. In some 
occurrences, special education settings may be deemed appropriate. In these cases, dyslexia is categorized as a Specific 
Learning Disability (SLD), and the evaluation process for determining eligibility for special education services will be 
implemented. 

 
According to the Individuals with Disabilities Education Act (IDEA), “The term ‘specific learning disability’ means a disorder 
in one or more of the basic psychological processes involved in understanding or in using language, spoken or written, 
which disorder may manifest itself in the imperfect ability to listen, think, speak, read, write, spell, or do mathematical 
calculations. Such term includes such conditions as perceptual disabilities, brain injury, minimal brain dysfunction, dyslexia, 
and developmental aphasia. Such term does not include a learning problem that is primarily the result of visual, hearing, or 
motor disabilities, of mental retardation, of emotional disturbance, or of environmental, cultural, or economic disadvantage." 
(IDEA, 2004, 20 U.S.C. §1401 [30]) 

 

COMORBID DISORDERS AND SPECIFIC LEARNING DISABILITIES 

Several disorders may be comorbid or associated conditions that occur together with SLD and should be considered during 
the evaluation process when dyslexia is suspected. However, it is incumbent upon eligibility teams to determine whether the 
SLD is the primary disability based on eligibility requirements outlined in the GADOE SLD Guidelines. 

 
Table 8.1 provides information on how dyslexia relates to other learning, emotional and behavioral disabilities. More 
information can be found at https://www.95percentgroup.com/docs/default-source/understanding-dyslexia/understanding- 
dyslexia-resource_comorbidity.pdf?sfvrsn=2 

 
Table 8.1: Dyslexia and Comorbidities18

 

Comorbid Issues What it is Signs Prevalence 

ADHD Inability to stay focused 
includes three subtypes: 
ADHD Predominately 
Inattentive, 
ADHAD Predominately 
Hyperactive- Impulsive; 
ADHD Combined Type 

• Trouble finishing tasks 
• Difficulty following 

Directions 
• Slow to respond/process 
• Forgetful 
• Difficulty sitting still 
• Easily Distracted 

12-25% of those with 
Dyslexia (Shaywitz, 2005) 

Dysgraphia Impaired handwriting; 
impaired spelling; impaired 
ability to organize and 
express thoughts in writing. 

Motor Processing: 
• Messy 

handwriting/improper 
spacing 
• Problems with pencil grip 
• Writing is slow and 

labored 

Information Processing: 
• Poor spelling and 

grammar 
• Run on sentences 
• Lack of paragraphs 

 

Dyspraxia Developmental coordination 
disorder that impacts fine 
and gross motor skills. 

• Trouble using snaps, 
zippers 
• Poor pencil/utensil grip 

Up to 85% 
(Pauc, 2005) 
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  • Poor letter 
formation/messy 
handwriting 
• Writing is slow and 

labored 

 

Oppositional Defiant 
Disorder 

Recurring patterns of 
defiant and hostile 
behaviors 

• Temper outbursts 
• Persistent stubbornness 
• Unwillingness to 

compromise 
• Verbal or physical 

aggressions (Greene & 
Doyle, 1999) 

17% 
(Pauc, 2005) 

Anxiety Excessive worry over what 
that may be/possible 
situations or outcomes 
“What ifs” 

• Headaches; stomachaches 
• Avoidance of activities or 

social situations 
• Obsessive thoughts or 

worries 

Up to 29% 
(Rosen, 2017) 

Dyslexia and Gifted Twice exceptional students 
who are both intellectually 
gifted and learning disabled 

• Superior oral vocabulary 
(Gilger, 2017) 
• Extremely curious, 

imaginative, and 
questioning 

2-5% of school 
age children (Gilger, 2017) 

 

SPECIALLY DESIGNED INSTRUCTION FOR STUDENTS ELIGIBLE FOR SPECIAL EDUCATION SERVICES 

Students who are found eligible to receive special education services based on the IDEA criteria will receive specially 
designed instruction to address areas of reading difficulty through the implementation of an Individualized Education 
Program (IEP). According to IDEA, specially designed instruction19 means adapting, as appropriate to the needs of an 
eligible child under this part, the content, methodology, or delivery of instruction— 
• To address the unique needs of the child that result from the child’s disability; and 
• To ensure access of the child to the general curriculum, so that the child can meet the educational standards within 

the jurisdiction of the public agency that apply to all children. 
 

Specially Designed Instruction 
Specially Designed Instruction 

• Individualized 
• Personalized 
• Customized 

• Purposeful 

• Intentional 
• Planned 

• Teaching 
• Coaching 
• Directing 

The IEP of a student identified with a SLD in basic reading skills (e.g., dyslexia) must contain the components required by 
IDEA, such as the present level of academic achievement and functional performance, goals, supplementary aids and 
services, accommodations, placement, and the participation in the state and district accountability system. Because dyslexia 
is a disorder that affects reading decoding, word recognition, spelling, and reading fluency, the IEP of a student with a SLD 
in reading must include standards-based and/or functional reading goals that address foundational skills (and objectives if 
necessary) as well as accommodations to facilitate their performance in the general education curriculum. 

 
For more information on Specially Designed Instruction, please refer to the GaDOE Specially Designed Instruction Mini- 
Module at https://www.gadoe.org/Curriculum-Instruction-and-Assessment/Special-Education- 
Services/Documents/LRE/Specially%20Designed%20Instruction%20PowerPoint.pdf 



31 Georgia Department of Education 
 

 
 

ACCOMMODATIONS 

Students who are eligible for Special Education services often benefit from instructional and test accommodations. Any 
appropriate accommodations should be written into a student's IEP. Instructional accommodations may include how 
instruction is provided, how the child is expected to respond to instruction, how the child participates in classroom activities 
and the kinds of instructional materials used. Test accommodations may include providing extended time, allowing for 
breaks, reading the test questions aloud, and/or taking the test in an alternate location. 

 
Children receiving accommodations are still expected to meet the same grade level standards as their peers without 
disabilities. For example, a child might listen to portions of a text rather than reading it or answer questions orally or use a 
computer keyboard instead of writing with a pencil. Accommodations should provide access to or promote skill growth and 
some accommodations may be used instructionally that will not necessarily be used for assessment. Appropriateness and 
efficacy of accommodations should be evaluated on an ongoing basis. Accommodations should not be confused with 
differentiated instruction.20

 

 
The following accommodations are provided as examples and may not be appropriate for all students with characteristics of 
dyslexia21: 

Text Reading 
Provide text-to-speech technology, allowing the student to hear digital text. This allows for digital textbooks and digital 
books to be read to the student in part or whole as the student follows along in the written text. 

 
Provide audio books for literature and grade-level text. The student should have a copy of the text in front of them while 
listening to help focus their attention, to increase their visual memory of words, and so that they may take advantage of 
graphics within the text. (See www.learningally.org or www.bookshare.org for low-cost and free audiobooks for schools and 
families; eBooks, which can be converted to audio file, are another good option.) 

 
Oral testing or prompting upon request (i.e., allowing a student to request that certain words or text be read to them) when 
allowable. 

 
Spelling and Writing 
Allow use of a personal ‘vocabulary’ notebook, a dictionary, a speller’s dictionary, a Franklin Speller, or similar device for in- 
class assignments and to assist with correct spelling. The student’s spelling skills will need to be at least at a fifth to sixth 
grade level for this device to be helpful. 

 
Allow access to a computer for written assignments. A program with word prediction and text-to-speech to compose writing 
assignments may be helpful as they get older. 

 
Use of a recorder to record lectures or directions, especially as they get older. 

Assistive Technology 

An assistive technology (AT) device is defined as “any item, piece of equipment, or product system, whether acquired 
commercially off the shelf, modified, or customized, that is used to increase, maintain, or improve functional capabilities 
of a child with a disability.” According to the Office of Special Education and Rehabilitative Services (OSERS), AT must 
be provided by the school division at no cost to the family. If the IEP team decides that AT is needed for home use in 
order for the child to access FAPE, it must be provided by the school division at no cost to the family as well. To ensure 
FAPE, the need for AT must be included in the IEP and determined on a case-by-case basis, depending on the need of 
the student. 

 
Effective integration of technology within the academic areas of instruction may enhance the outcomes of students with 
SLD (including dyslexia) and maximize their accessibility to the general education curriculum. For example, some 
students with SLD in written language can benefit from software that emphasizes word processing, especially from 
those that combine visual and auditory input. When choosing assistive technology for students with dyslexia, there is a 
need to identify the technology that addresses the student’s area of identified need, supports the goal of instruction and 



32 Georgia Department of Education 
 

supports student outcome. They can be compensatory/adaptive, instructional, or a combination of the two (e.g., 
technology-based graphic organizers and video games) (Allsopp, McHatton, & Farmer, 2010; Englert, Wu, & Zhao, 
2005; Marino & Beecher, 2010; Smith & Okolo, 2010). 

 
For more information on Assistive Technology, please refer to the GaDOE website for the Georgia Project for Assistive 
Technology http://www.gpat.org/Georgia-Project-for-Assistive-Technology/Pages/default.aspx. Use the left margin to 
locate specific needs for Assistive Technology. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

18 Adapted from 95% Group: Dyslexia and Comorbidity 
19 Adapted from GaDOE Specially Designed Instruction Module 
20 Retrieved from the GaDOE Special Education Rules Implementation Manual 
21 Tennessee Center for the Study and Treatment of Dyslexia: Commonly Adopted Accommodations to Support Students with 

Characteristics of Dyslexia 



 
 

LITERACY CONVERSATIONS 

School instructional leaders must become highly knowledgeable and lead their professional learning communities to 
improve literacy outcomes. Literacy conversations in a school community must be focused on developing students as 
readers and writers who make meaning with printed texts. These conversations must include all stakeholders who play a 
role supporting students’ literacy learning. 

 
Inclusive professional learning communities have elements to support all students’ learning to read: 

• Identify adults’ common beliefs about literacy. What do we believe about literacy learning? Why? Do our beliefs align 
with our practice? What evidence do we have to support our beliefs? 

• Create opportunities to observe, learn, discuss, and modify the school’s culture to meet the needs of the students 
collectively. Consider the students in the school “our students” rather than students belonging to individual teachers. 

• Celebrate learning and learners by collecting evidence (data) and displaying exemplars. 
• Ensure that all adults and students use the same words to describe their literacy knowledge and practices. Develop a 
common language. 

• Reflect on common literacy practices. Note when instruction and/or assessments do not align to “real world” literacy 
practices. What practices can we take off our instructional plate? What can we refine, adjust, or modify? 

• Focus on each student’s strengths before weaknesses. Build on those strengths. 
 

Professional literacy conversations must be grounded in a common language for the whole school. Stakeholders need to 
know, identify, and communicate what a high-performing school looks like and feels like. They must address the learning 
environment, student interactions, and student engagement. Each component is described below. 

 

LEARNING ENVIRONMENT (THE WHAT OF LEARNING) 

• Content and language/literacy learning outcomes are posted, measurable, observable, and in student-friendly 
language (students know what they are learning and why). 

• Classrooms are student centered, and student work is displayed, current, and accurate; classroom charts are made 
with/by students (students show evidence of their learning, resources, published works). 

• Effective classroom management organization exists, and rules, procedures, and behavior expectations are posted. 
• Classroom library is organized with student input; it’s accessible to all students and contains a variety of genres. 
• Word walls and vocabulary charts are created with/by students; symbols and pictures are used as a resource by all 

students. 
• Manipulatives, objects, and real-world examples are used. 
• Transitions between activities are effective (sense of urgency). 

 

TEACHER  INSTRUCTIONAL  PRACTICES 

• Demonstration (I do it) occurs for the whole group; easily understandable instruction is provided throughout the 
lesson: clear language, pacing, visuals, color, and different learning modalities are evident; instruction is explicit. 
• Shared experiences (we do it) occur with the whole group and small groups. 
• Guided practice (you do it together) takes place in small groups and 1-1 with minimal guidance; for new learning, 
fluency and transfer occurs with support (students are in charge of the learning). 
• Independent practice (you do it) time is provided for mastery of learning. 
• Closure includes reviewing learning goals with students; various assessments are used (self, formative, interim, 
summative, anecdotal, exit cards, etc.). 
• Student learning is monitored; engagement and interactions are noted; feedback is immediate, effective, and specific. 
• Higher order thinking questions and wait time are incorporated into the lessons. 

 

STUDENT INTERACTIONS (THE HOW OF LEARNING) 

• Students are thinking, listening, speaking, reading, writing, sharing, and discussing. 
• Students are involved in text activities, note-taking, and research; they use assistive 
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technologies and multi-media materials; they use multiple tools for construction and composition. 
• Students are involved in goal setting, planning, and assessments (self, formative, interim, summative). 
• Students are involved in guided practice, projects, conferencing, collaborating, and the community; they use personal 
coping skills and strategies. 
• Students perform independent practice for mastery; they practice planning, making choices, autonomy, visualization, 
and manipulation. 
• Students perform for a real audience and purpose. 
• Students participate in higher order thinking and use a variety of learning modalities; physical action is involved. 

 

STUDENT ENGAGEMENT (THE WHY OF LEARNING) 

• Students connect learning to culture, background knowledge, and strengths. 
• Students are engaged in meaningful, challenging, relevant activities; they become self-determined learners. 
• Students are engaged in highly motivating real-world experiences and issues. 
• Students demonstrate learning through planning, thinking, listening, speaking, reading, and writing; they are engaged 
in shared learning. 
• Student’s materials, resources, and texts are relevant and suitable to the content and literacy learning outcomes; 
students are self-regulating by planning, monitoring, and evaluating personal progress. 
• Students have multiple opportunities for dialogue and conversations (50% student talk); they are engaged in 
information processing and transfer of learning. 
• Students are participating in different activities with different accommodations. 

 

GEORGIA STANDARDS OF EXCELLENCE 

The K-5 Georgia Standards of Excellence (GSE) define what students should understand and be able to do by the end of 
each grade. Fundamentally, students in grades K through 5 are focused on developing comprehension strategies that will 
enable them to manipulate grade-level texts of appropriate complexity and communicate effectively both in writing and in 
speaking. Students will begin to anchor their inquiries and responses firmly to the text, whether literary or informational, 
using increasingly specific and relevant evidence to support their claims and inferences. Students’ analytical skills will 
extend to identifying main idea/theme, understanding character and plot development, and evaluating the impact of word 
choice. Additionally, students will identify structural elements in text such as scenes and chapters, distinguish narrative 
voice, understand the impact of aesthetic elements, and make logical connections. A key component of the GSE is the 
expectation of appropriate grade level complexity in text choices. Complexity levels are assessed based upon a variety of 
indicators. 

 
To access the GSE for English Language Arts Standards, visit https://www.georgiastandards.org/Georgia- 
Standards/Pages/ELA.aspx 

 

GET GEORGIA READING 

The Get Georgia Reading Campaign partners developed a clearly defined framework to create the conditions for every child 
in Georgia to become a proficient reader by the end of third grade. The campaign framework consists of four research-based 
pillars that work together to provide a platform for success. Get Georgia Reading’s Four Campaign Pillars are: 

• Language Nutrition: All children receive abundant, language-rich adult-child interactions, which are as critical for 
brain development as healthy food is for physical growth. 

• Access: All children and their families have year-round access to, and supportive services for, healthy physical and 
social-emotional development and success in high-quality early childhood and elementary education. 

• Positive Learning Climate: All educators, families, and policymakers understand and address the impact of learning 
climate on social-emotional development, attendance, engagement, academic achievement, and ultimately student 
success. 

• Teacher Preparation and Effectiveness: All teachers of children ages 0-8 are equipped with evidence-informed 
skills, knowledge, and resources that effectively meet the literacy needs of each child in a developmentally 
appropriate manner. More information on Get Georgia Reading Campaign can be found at 
http://getgeorgiareading.org. 
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LITERACY FOR LEARNING, LIVING AND LEADING PLAN(L4GA) 

In partnership with the Get Georgia Reading Campaign, the Literacy for Learning, Living and Leading Plan (L4GA) offers a 
unique approach to improving literacy by unifying community-driven action with research-proven instruction. Georgia’s 
state plan promises to improve literacy learning by establishing partnerships that utilize evidence-based practices (EBP) with 
proven success for improving student learning, teacher learning, classroom literacy instruction (birth to grade 12), school 
climate, family literacy and community-school partnerships. For additional information on L4GA, visit 
https://www.gadoe.org/Curriculum-Instruction-and-Assessment/L4/Pages/default.aspx. 

 

DYSLEXIA ENDORSEMENT PROGRAMS IN GEORGIA 

Per SB48, “The Professional Standards Commission shall create a dyslexia endorsement for teachers trained in 
appropriately recognizing and responding to students with characteristics of dyslexia and language disorders, such as 
difficulty with expressive or receptive language.” In accordance with the bill, the Georgia Professional Standards 
Commission (GaPSC) and GaDOE have collaborated to create a dyslexia endorsement program that is currently available at 
numerous colleges, universities, and RESAs across the state of Georgia. In order to receive a GaPSC endorsement for 
dyslexia, educators must enroll in a GaPSC-approved program. Alternative routes are not possible. Please contact the 
program provider or refer to GAPSC Approved Dyslexia Endorsement Programs for updates and further information. For 
information about the Dyslexia Endorsement, contact the Georgia Professional Standards Commission. 

 

PROFESSIONAL LEARNING OPPORTUNITIES 

Professional learning about how dyslexia is different from other reading difficulties is a necessary focus for professional 
learning among educators in Georgia. The following resources may serve districts with dyslexia-related professional 
development opportunities and assist districts in the identification and instruction of students with dyslexia. Additional 
resources and services may be available in local school districts. (Note: This is not an exhaustive list, and GaDOE does not 
endorse any organization.) 

 

Professional Learning Opportunity Website 
AIM Institute for Learning and Research https://institute.aimpa.org/ 

The Center for Effective Reading Instruction (CERI) https://effectivereading.org/ 

Cox Campus https://www.coxcampus.org/ 

The Dyslexia Resource https://dyslexiaresource.org/ 

Dyslexia Training Institute https://www.dyslexiatraininginstitute.org/certification.html 

Dyslexia Training Modules – Virginia Department of Education http://www.doe.virginia.gov/teaching/licensure/dyslexia- 
training/index.shtml 

Institute for Multi-Sensory Education https://www.orton-gillingham.com/ 

IDA Teacher Training Programs (Independent) https://dyslexiaida.org/accredited-teaching-training-programs/ 

IDA Teacher Training Programs (University) https://dyslexiaida.org/university-programs-accredited-by-ida/ 

International Multisensory Structured Language Education 
Council (IMSLE) 

http://www.imslec.org/ 

Language Essentials for Teachers of Reading and Spelling 
(LETRS) 

https://www.voyagersopris.com/professional- 
development/letrs/overview 

Microsoft Education Dyslexia Awareness Course 
https://education.microsoft.com/courses-and- 
resources/courses/dyslexia-awareness-in-partnership-with-made-by- 
dyslexia 

SREB Teacher Training Resources https://www.sreb.org/dyslexia/training 

Tennessee Center for the Study and Treatment of Dyslexia https://www.mtsu.edu/dyslexia/overview.php 
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PROFESSIONAL LEARNING ORGANIZATIONS 

Many local organizations are working to provide educator and parent support for students with dyslexia. Below is 
a list of local organizations to contact if more information is needed. (Note: This is not an exhaustive list, and GaDOE 
does not endorse any organization.) 

 
Professional Learning Organization Website 

International Dyslexia Association-Georgia https://ga.dyslexiaida.org/ 

Decoding Dyslexia-Georgia https://decodingdyslexiaga.com/ 

Reading League-Georgia https://ga.thereadingleague.org/ 

Georgia Speech-Language-Hearing Association https://gsa.memberclicks.net/ 
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The following alphabetical list of terms is provided to give clarity for the specialized terminology that is used within the 
Resource Guide and other dyslexia resources. 

 

Area Definition Example/Explanation 
Articulatory Aphasia A condition characterized by either partial or total loss 

of the ability to communicate verbally or through 
written words 

The student may have difficulty finding the words to 
express a thought 

Comorbid a situation where two or more conditions that are 
diagnostically distinguishable from one another tend 
to occur together. 

A student has been diagnosed with ADHD and a 
Specific Learning Disability in Reading 

Curriculum-Based 
Measures (CBMs) 

A set of individually administered standardized 
procedures designed to assess basic skills in reading, 
mathematics, writing, and spelling 

oral reading probes -identifying correct words while a 
child reads for a minute from a passage 

Discourse verbal interchange of ideas; conversation Dialogue, letter, conversation; is made up of more 
than one sentence 

Dyscalculia The inability to understand the meaning of numbers, 
the basic operations of addition and subtraction, or 
the complex operations of multiplication and division 
or to apply math principles to solve practical or 
abstract problems 

The student may struggle with: 
• Telling time 
• Recalling basic math facts 
• Math calculations 
• Identifying math symbols 

Dysgraphia Difficulty in automatically remembering and 
mastering the sequence of muscle motor movements 
needed to accurately write letters or numbers. 

The student may struggle with: 
• Forming letters 
• Spacing letters correctly 
• Writing in a straight line 
• Making letters the correct size 
• Holding and controlling writing utensils 
• Applying the appropriate pressure when writing 
• Sustaining the right arm position and posture for 

writing 
Dyslexia A specific learning disability characterized by 

difficulties with accurate and fluent word recognition, 
poor spelling and decoding abilities that typically 
result from the phonological component of language 
and are often unexpected in relation to other cognitive 
abilities. 

The student may struggle with: 
• Writing 
• Spelling 
• Recognizing sight words 
• Decoding 
• Reading fluency 

Morphology The study of how the aspects of language structure 
are related to the ways words are formed from 
prefixes, roots, and suffixes, and how words are 
related to each other 

 

 

Multisensory Use of two or more sensory pathways (auditory, 
visual, kinesthetic, tactile) 

 

 
Ex: The use of an audiobook and printed text or using 
manipulatives and movement 
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Orthographic 
Awareness 

The ability to perceive and manipulate aspects of a 
writing system and the visual aspects of reading and 
spelling, such as letter, letter patterns, and words 

The student may have difficulty with: 

• Sight word recognition 

• Spelling 

• Letter recognition and reversals 

• Written expression 

• Conventions 

Phonological 
Awareness 

Broad category comprising a range of understandings 
related to the sounds of words and word parts 

 
The ability to recognize that a spoken word consists 
of a sequence of individual sounds and ability to 
manipulate individual sounds when speaking. 

Includes: 
• listening 

• rhyming 

• blending 

• alliteration 

• segmenting 

• syllables 

Phonemic Awareness The ability to notice, think about, and work with the 

individual sounds in spoken words 

• deals only with sounds, not letters 
• a subcomponent of phonological awareness 

• identifying and combining/blending the separate 

sounds of a word to say the word ("/c/ /a/ /t/ - cat.") 

• also, verbally manipulating sounds, changing "cat" 
to "mat" 

Phoneme/Grapheme 
Correspondence 

The understanding and use of the alphabetic principle, 
that there is a predictable relationship between 
phonemes (the sounds in spoken language) and 
graphemes (the letters that represent those sounds) 
in written language and that this information is used 
to decode and spell words 

"coin" is decoded as /c/ /oi/ /n/ and spelled as c-oi-n 

Pragmatics Ability to use language in context to communicate Understanding the context of a conversation based on 
the intent of those involved in the conversation. 

 
Q: Have you seen Meg? 
A: The red bike is parked across the street. 
We contextually understand that Meg has a red bike 
and she is near. 

Rapid Naming The ability to connect visual verbal information by 
giving the appropriate names to common objects, 
colors, letters, and digits (quickly naming what is 
seen) 

seeing a picture of an airplane and being able to 
quickly retrieve and say the word “airplane” 

Semantics the meaning, or an interpretation of the meaning, 
of a word, phrase, sentence, or text 

 
*interpretive 

• subtle shades of meaning: "destination" vs. "last 
stop" 
• multiple meanings: 

• "train" (railcars) vs. "train" (to teach) 

• idiom: "the ball is in your court" means the next step 
is up to you 

Syllable Structure A syllable is a word part that contains a vowel or, in 
spoken language, a vowel sound (e- vent, news-pa- 
per) 

 
*syllabication is the act of breaking words into 
syllables 

Six commonly used syllable types: 
 
• Closed: cat 

• Open: he 

• Vowel-consonant-e (vce): like 

• Consonant-l-e: candle 

• R-controlled: star 
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  • Vowel pairs: count, rainbow 

Syntax Ability to recognize and use correct phrase and 
sentence structure 
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RESOURCES AND ARTICLES22 
 

1. Dyslexia Basics https://dyslexiaida.org/dyslexia-basics/ 
Do you think your child or student might have dyslexia? "Dyslexia Basics," a factsheet by International Dyslexia Association, tells 
you the definition, symptoms, causes and effects. Find out how to help. 

2. Clues to Dyslexia in Early Childhood https://www.readingrockets.org/article/clues-dyslexia-early-childhood 
The earliest clues involve mostly spoken language. The very first clue to a language (and reading) problem may be delayed 
language. Once the child begins to speak, look for difficulties with rhyming, phonemic awareness, and the ability to read common 
one-syllable words. 

3. Clues to Dyslexia from Second Grade On https://www.readingrockets.org/article/69/ 
The specific signs of dyslexia, both weaknesses and strengths, vary widely. Problems with oral language, decoding, fluency, 
spelling, and handwriting are addressed, as well as strengths in higher order thinking skills. 

4. Reading and the Brain https://youtu.be/jJlVfNzTPaU?list=PLLxDwKxHx1yIcczvlSEmrJ3rPwh5RMJ85 
Hosted by Henry Winkler, who has had his own struggles with reading, Reading and the Brain explores how brain scientists are 
working to solve the puzzle of why some children struggle to read and others don't. Startling new research shows the answer 
may lie in how a child's brain is wired from birth. This program is part of our PBS Launching Young Readers series about how 
children learn to read, why so many struggle, and what we can do to help. 

5. What Are Classrooms Like for Students with Learning Disabilities? https://www.readingrockets.org/article/39151/ 
Classrooms can be perilous in a number of ways for students with learning disabilities. Here are some tips to remember when 
working with students with LD. Reading Rockets has developed a set of family literacy bags to encourage hands-on fun and 
learning centered around paired fiction and nonfiction books. 

6. Assistive Technology for Kids with Learning Disabilities: An Overview https://www.readingrockets.org/article/33074/ 
If your child has a learning disability, he or she may benefit from assistive technology tools that play to their strengths and work 
around their challenges. This article will introduce parents to the role of AT in helping their children with LD. 

7. Spelling and Dyslexia https://dyslexiaida.org/spelling/ 
Spelling is a challenge for people with dyslexia. The International Dyslexia Association provides a fact sheet explaining why 
people with dyslexia have trouble spelling, how to find out the reasons a particular child has this difficulty, and how to help 
children with dyslexia spell better. 

8. Strategies for Summer Reading for Children with Dyslexia https://www.readingrockets.org/article/15569/ 
Here are a dozen simple strategies to help your children keep the academic skills they learned during the school year. Support 
them as they read. Give them material that is motivating — and some of it should be easy. Help them enjoy books and feel 
pleasure — not pressure — from reading. The summer should be a relaxed time where their love of learning can flower. 

9. FAQs  About  Dyslexia  http://www.readingrockets.org/helping/questions/dyslexia/ 
Dyslexia is the most common learning disability, and Reading Rockets gets lots of questions about it, including what it is, 
warning signs, what to do, and how to help. Here you'll find questions from parents and answers from our experts. 

10. Learning Disabilities, Dyslexia, and Vision https://www.readingrockets.org/article/35053/ 
Thanks to advances in imaging techniques and scientific inquiry, we now know much more about learning disabilities (LD), 
dyslexia, and the role of vision problems. The American Academy of Pediatrics, the Council on Children with Disabilities, and the 
American Academy of Ophthalmology published a joint statement that summarizes what is currently known about visual 
problems and dyslexia. The statement also covers what treatments are and are not recommended when diagnosing and treating 
vision problems, learning disabilities, and dyslexia. 
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