
Welcome to the National Center on Intensive Intervention’s (NCII) module on designing 
intensive intervention in academics. This module will take 4-6 hours to complete 
(possibly longer if teams choose to complete all optional activities). It includes slides, 
speakers’ notes, optional activities, and a coaching guide.  
 
This module is intended for individuals and teams who are interested in learning more 
about how to design and implement intensive intervention as a part of the Data-Based 
Individualization (DBI) process. For more information about the DBI process, see 
http://www.intensiveintervention.org/resource/introduction-data-based-
individualization.  
 
Preferred citation:  
While permission to reprint this publication is not necessary, the citation should be: 
National Center on Intensive Intervention (April, 2014). Designing Intensive 
Interventions for Students With Significant and Persistent Academic Needs. Washington, 
DC: U.S. Department of Education, Office of Special Education Programs, National 
Center on Intensive Intervention. 
 
Facilitators: Introduce yourself and provide a brief summary of your background before 
moving on. 
 
Tips for using the speaker’s notes:  

1 



• Text formatted in standard font provides a sample script for the facilitator. 
• Text formatted in bold is excerpted directly from the presentation slides.  
• Text formatted in italics is intended as directions, notes, or background information 

for the facilitator.  
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During today’s session, our objectives are to….(read or paraphrase bullets on slide).  
 
Review research recommendations for intensifying academic intervention 
Discuss four categories of practices for intensification, and underlying elements  
Plan for intensive intervention with your students 
Plan for common barriers to implementation  
 

2 



Times noted above are recommended estimates. Facilitators may want to change 
specific times to accommodate individual schedules. The module includes several 
practice activities. Facilitators should select activities based on participants’ interests 
and needs.  
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In a group of 2-4 people, take a few minutes to identify the three most common things 
you (or others on your staff) do to make instruction/intervention more intense 
when students need it. Then, choose someone to report out to the large group 

 
If you are new to the group, ask everyone to introduce themselves, including noting 
their professional role.  
 
Circulate as teams discuss. After most groups appear to be ready (3-5 min), have each 
reporter share each team’s items. Record their responses on a piece of chart paper or 
whiteboard to revisit at the end of the session. If teams note the same strategies, use 
tally marks to keep track of how often each strategy is noted.  
 
Possible questions for teams:  
 
1. What made you choose these things? 
2. Why do you think they are used so often? 
3.   Are they working well for you? How can you tell? 
 
Keep this activity to 10-12 minutes to allow sufficient time for other parts of the 
module.  If needed, remind groups that there will be more time for discussion 
throughout the session. 
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Despite research on effective intervention programs for at-risk students (see 
http://www.intensiveintervention.org/chart/instructional-intervention-tools for 
examples), evidence suggests that these programs will be ineffective (or not sufficiently 
effective) for 3-5% of students. These students require more intensive, individualized 
levels of support.  
 
Intensive intervention comprises the following characteristics… Paraphrase the first box 
of the slide.  

 Individualized based on student needs  
 More intense, often with substantively different content AND pedagogy 
 Comprised of more frequent and precise progress monitoring  

 
It is not… Paraphrase second box. 

 A single approach  
 A manual 
 A pre-set program 
 More of the same Tier 1  instruction  
 More of the same Tier 2  instruction  

 
In other words, intensive intervention isn’t a program you can pull off the shelf or buy 
online. It’s also not more of the same instruction. Rather, it’s instruction that differs in 
terms of content and/or mode of delivery, often combined with increased learning  
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time or changes to the instructional setting. We’ll talk more about these topics in the 
following sections of our session today.   
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Dr. Sharon Vaughn provides her perspective about why intensive intervention is important for 
schools. (See the transcript below if you do not have access to an internet connection to play 
the clip provided on the slide.)  
 
Question: Why is it important for schools to focus on intensive interventions? 
 
Answer: It’s important for schools to focus on intensive interventions because it gives an 
opportunity for the schools to figure out ways to serve their neediest students. You might 
wonder even, what do we mean by an intensive intervention? The idea is really that if you 
have your core program, whether it’s reading or math, or your sort of central school system 
approaches to behavior, then for those students for whom that is not enough, sufficient, you 
want to provide something supplemental. Whether it’s in behavior or math or reading, and 
that gets increasingly intensive to respond to the instructional or behavioral needs of the 
students. So an intensive intervention is really viewed as an intervention that is the most 
specific for the students most in need. So that is important because otherwise what we are 
really saying as a society is that we believe in appropriate education for some students, not all 
students. So by providing intensive interventions, by organizing your school to address them, 
you are really embracing every student who comes to your school and you are saying no 
matter what their behavioral needs are, no matter what their instructional needs are; we are 
going to specify, articulate, and implement an appropriate intervention for that child. So that 
means a willingness to make modifications, a willingness to make adaptations, and a 
willingness to reflect on evidence-based decision making so that the kind of intensive 
intervention you provide is really specific to that student. 
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Adapting interventions to make them more intense lies at the heart of the data-based 
individualization (DBI) process. (Review other elements of the graphic as needed.) The 
strategies we’ll discuss today provide you with methods for adapting your secondary 
intervention platforms when you find they are insufficient for specific students. As we’ll 
also discuss, use of precise progress monitoring data (note lower “Evidence” arrow) to 
determine the impact of these instructional adaptations is also an essential part of 
effective intensive intervention. These data provide the evidence base to help 
teachers/teams determine whether or not the intervention program is effective for the 
individual student and when changes may be needed.  
 
For a more complete overview of the DBI process, visit: 
http://www.intensiveintervention.org/resource/introduction-data-based-
individualization.   
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This adage (unknown source) is relevant to the DBI process because it’s about 
perseverance. DBI helps us find programs that work for our neediest students, even 
when our initial attempts are not successful. Insufficient progress means that we 
haven’t found the right solution yet, not that we should stop trying to intervene. DBI 
helps us know when changes are needed, and allows us to inform those changes so 
that in the end, intervention works for the individual student.   
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In this section we will review research findings from the Institute of Education Sciences 
(IES) practice guide and other evidence-based recommendations. Specifically, we will 
review the recommendations for reading and mathematics, and discuss ways to 
intensify interventions within four dimensions of intensifying intensive intervention. 
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Authors of the IES practice guide, “Assisting Students Struggling with Reading: 
Response to Intervention (RTI) and Multi-Tier Intervention in the Primary Grades” 
found no high-quality intervention studies that demonstrated statistically significant 
effects for specific intervention programs when used with students who had the most 
intensive needs in reading (lowest 3-5%). As a result, the recommendations in this area 
were based on the expert opinion of the review panel.  
 
Off-the-shelf programs are unlikely to work on their own for students with intensive 
needs.  Even programs with research behind them are often only effective for typically 
developing students. Teachers need to target and individualize their supports for the 
neediest students whom these programs will likely not benefit.  
 
To read more, see: Gersten, R., Compton, D., Connor, C.M., Dimino, J., Santoro, L., Linan-
Thompson, S., and Tilly, W.D. (2009). Assisting students struggling with reading: 
Response to Intervention and multi-tier intervention for reading in the primary grades. 
A practice guide. (NCEE 2009-4045). Washington, DC: National Center for Education 
Evaluation and Regional Assistance, Institute of Education Sciences, U.S. Department of 
Education. Retrieved from http://ies.ed.gov/ncee/wwc/publications/practiceguides/. 
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The panel (Gersten et al., 2009) made the following six recommendations. (read or 
paraphrase slide). 
 
Possible questions for discussion:  
In what ways are these recommendations consistent with what you already know 
about the data-based individualization (DBI) process? 
Which of these things do you/your staff already do? 
 
Allow time for participants to respond. 
 
We’ll talk more about implementation of these recommendations throughout our work 
together today.  
 
Background information on these recommendations (below) is excerpted from the 
Practice Guide. Read the complete report at 
http://ies.ed.gov/ncee/wwc/publications/practiceguides/:  
 
Recommendation 1: Focusing on a small set of reading or reading-related skills is 
essential to tier 3 in kindergarten through grade 2 because having too many 
instructional objectives for struggling readers makes it more difficult to learn the skills 
well enough for proficient reading. In the opinion of the panel, too many instructional 
objectives can overwhelm students. Achieving proficiency is also difficult for students  
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when instruction is scattered across different aspects of reading. Diagnostic 
assessments can help determine why a reading problem is occurring and which reading 
skills or performance deficits need to be addressed to improve reading performance. 
Specifically, educators can ask: what aspects of reading are blocking the student from 
achieving reading proficiency?  
 
Recommendation 2: To provide greater focus to tier 3 instruction, teachers can adjust 
the overall lesson pace so that it is slow and deliberate (that is, more intensive). 
Teachers implementing tier 3 instruction can focus the pace of lessons by focusing on a 
single component of a lesson. For example, teachers might focus only on introducing the 
new skill rather than implementing a full lesson that includes introduction, extended 
practice, and application. Subsequent tier 3 instruction might review the new skills (with 
modified or shortened instruction from the lesson’s introduction) and practice the new 
skills. Instructional pace is slowed and focused by implementing a series of lessons 
concentrating only on a variety of review and practice activities. Rather than practicing 
how to identify the main idea in one lesson, several lessons would practice identifying 
the main idea.  
 
Recommendation 3: Schools could provide an additional 30 minutes of instruction by 
creating a “double dose” of reading time for struggling readers. Rather than more of the 
same, a double dose of instruction means a teacher might introduce skills during the 
first session and then re-teach with added practice during the second. Duration, or 
extended implementation of tier 3 intervention, also intensifies instruction. Further 
research is required to examine the total hours of instruction needed and relative 
impact of tier 3 duration. 
 
Recommendation 4: To become proficient in the application of newly acquired skills and 
strategies, students with the most intensive instructional needs will need multiple 
opportunities to practice with immediate high-quality feedback. According to the 
panel ‘s opinion, tier 3  (i.e., intensive) students might require 10 or 30 times as many 
practice opportunities as their peers.  
 
Recommendation 5: Tier 3 (i.e., intensive) instructional planning requires an increased 
level of detail because of the individualized nature of the instruction and particular 
student reading needs. Students with intensive reading needs require substantial 
supports during the initial stages of learning.  
 
Recommendation 6: Emerging research on tier 3 (i.e., intensive) instruction focuses on 
individualizing instruction by teaching students the skills to mastery. Before a student 
moves to the next lesson, skill, or activity, they must demonstrate that a reading skill or 
strategy is mastered.  
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Fuchs et al. (2008b) provided guidance for designing intensive intervention in math. 
You’ll notice some overlap with recommendations in reading. We’ll spend more time 
talking about approaches to implementing these strategies throughout today’s session. 
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Today’s conversation will be organized about ways to intensify intervention along the 
following four dimensions.  
 
As we proceed, think about ways the IES practice guide and Fuchs et al. (2008b) 
recommendations relate to these dimensions (review slide).  You may notice that the 
first and second dimensions already occur frequently in your school. These are often 
the most common methods of intensification. We’ve called these quantitative changes 
to instruction in prior modules. Quantitative changes typically refer to changes that 
increase the amount of instruction a student receives. The third and fourth dimensions 
are consistent with qualitative changes, or adaptations that change the method or 
content of instruction/intervention delivered. We’ll spend time discussing each of four 
dimensions now, but will spend most of the time on dimensions three and four 
because you may be less familiar with them.  
 
 
To read more, see: Vaughn, S., Wanzek, J., Murray, C. S., & Roberts, G. (2012). Intensive 
interventions for students struggling in reading and mathematics: A practice guide. 
Portsmouth, NH: RMC Research Corporation, Center on Instruction. Retrieved from 
http://www.centeroninstruction.org/files/Intensive%20Interventions%20for%20Student
s%20Struggling%20in%20Reading%20%26%20Math.pdf.   
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To ensure that the suggested practices have the greatest impact on student learning, it 
is important to check the implementation of the student’s current secondary (Tier 2) 
program to ensure that it is appropriate for his/her needs. This is an important first 
step because if there is a disconnect between what the student’s needs are and what 
the student is being taught, then it won’t matter how good a program is implemented; 
it still won’t show student growth. It is also important to ensure that enough data are 
gathered to support a recommendation for more intensive support and that the 
student has received the intervention for long enough to show impact. It can also help 
build the student profile as to which type of program the student will respond to in the 
future. The exception to this would be if the team has data indicating immediate 
movement to intensive intervention is warranted. Lastly, it is important that the 
program be delivered as planned. If the intervention is supposed to take place for 30 
minutes three times a week, but is really only being implemented twice a week for 20 
minutes, then a student’s lack of progress could be attributed to lack of time within a 
program. 
 
Possible questions for discussion:  
Does your school/staff already have a formal or informal checklist to ensure programs 
are being implemented as designed? Do you think having a checklist would be helpful? 
What types of information would be on your list? Who would be responsible?   
 
Allow time for participants to respond. 
We will talk more about implementation of these recommendations throughout our 
work together today. 
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As mentioned previously, practice 1, changing the dosage or time in instruction, is a 
change that may already be happening in your school.  It is a change that can occur 
quickly by (read or paraphrase slide) 
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You may ask why should I change intervention time?  When the amount of time that 
the student spends in an intervention is increased it allows for more instruction to 
take place, provides more practice with feedback since the teacher is present, and 
increases students’ engaged learning time.  All of these accelerate student learning. 
Please note that to achieve the greatest results in most cases, increasing the time 
should be combined with changes to content and method of delivery. Students with 
intensive needs often require 10−30 times the number of practice opportunities as 
their peers to learn new information—This takes time! 
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Determining the duration of an intervention depends on student-related and school-
related factors, consider:  

Students who are further behind need more intervention time. 
Students provided less appropriate Tier I instruction need more intervention 
time. 
Older students will likely need more time in intervention than younger 
students.  

 
In addition, the research on the number of sessions varies, but it is suggested that 
intervention should last at least 8−16 weeks, and often longer.  Older students will 
likely need much more time, depending on how far behind they are, and the nature of 
their instructional deficits. Students’ progress data should drive decisions about when 
they are ready to exit intensive levels of support (Vaughn et al., 2012).  
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When thinking of the length and frequency it’s important to consider:  
How far the student’s achievement is below grade level 
The length and frequency of the previous interventions 
The complexity of the learning tasks (e.g., letter naming in kindergarten is less 

cognitively complex than comprehension of a third grade science textbook). 
Student stamina and attention span 
 

To maintain attention and engagement with younger students, staff may consider two 
sessions per day. Evidence suggests that students with intensive needs may benefit 
from 60−120 minutes of intervention per day. However, this time may be broken up 
into several sessions throughout the day (Vaughn et al., 2012). 
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The following is a list of ways to use additional teaching time. We’ll discuss several of 
these practices in further detail later in the session. (paraphrase slide) 
 
As mentioned previously, more time by itself isn’t enough. More time is likely to be the 
most useful when combined with changes to content and the method of delivery. 
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Some suggestions for adding intervention time include:  
 
Double dip: Rather than a single intervention block, students might receive 
intervention at different times during the day (e.g., 20 min in the morning and 20 
min the afternoon rather than a single 40 min session) (Gersten et al., 2009; Vaughn et 
al., 2012).  

 
When interventions are broken up over multiple sessions in a day, it can help address 
scheduling challenges, facilitate pre-teaching and reinforcement of new concepts, and 
support young students who are likely to have shorter attention spans and less stamina 
than older students. For example, a student may start the morning with 30 minutes of 
phonological awareness and decoding practice and then spend 30 minutes practicing 
reading connected text in the afternoon. Again, this not only addresses scheduling 
issues, but also helps to ensure that student stamina and/or attention spans do not 
become a barrier to learning. 
  
Use entry or exit routines: Provide independent or peer-mediated practice 
opportunities for students (e.g., math facts practice, letter-writing, paired oral reading) 
to minimize unengaged waiting time, and allow multiple small groups to run at once.  
 
Reinforce groups for following routines independently.  
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Entry and exit routines that provide opportunities for practice of skills may allow 
interventionists to manage multiple overlapping small groups. In addition, 
incorporation of these routines may reduce the time students spend waiting, and 
increase engagement. Reinforcement (e.g., verbal praise, points toward a reward, a 
sticker chart) helps to promote on-task behavior and allows teachers to manage a 
larger number of students.  
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For students with IEPs, changes to intervention time may require a revision to the IEP if 
intervention is delivered as part of a student’s special education program.  
Special education minutes must be specified in the student’s IEP.  
Changes should be discussed with the IEP team, including parents.  
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Adding dosage/time is just one piece of the puzzle; however, it alone is often not 
sufficient. In the following section, we’ll discuss 
how making changes to the learning environment may increase attention and 
engagement of students who have intensive intervention needs, and the implications 
for designing instruction/intervention.  
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Altering the group or learning environment may increase attention and engagement by 
minimizing distractions and increasing the number of student-teacher interactions that 
are relevant to a particular student. This not only increases individual interactions 
between a student and teacher, but homogeneity within the group means that it’s 
more likely that all of the activities within the group will be relevant for all students.  
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Group size recommendations: One to four students at the elementary level. Less is 
known about secondary grades, but some data suggest groups may be up to 10−15 
students (Vaughn et al., 2012).  
 
Again, these are intervention changes you probably already make in your school, so 
we’re not going to spend much time talking about them. As with the first strategy, they 
are unlikely to be effective unless the instruction is an appropriate match in terms of 
content and method(s) of delivery. We’ll talk more about those issues now. 
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One limitation that many schools face is how to reduce group size with their limited 
resources. The following is a list of ways to accomplish this: 
 
Develop entry or exit routines that provide independent or peer-mediated practice 
opportunities for students. Some sample routines could be: students finishing the 
practice section of the lesson taught earlier or on the previous day, peer/partner 
reading (can be used with students at the same level, or students who are at different 
levels, e.g., a younger student reading to an older struggling student), or something as 
“simple” as students coming into the intervention room and gathering all of the 
materials they need, and reading or journaling quietly.  
 
Reinforce groups for following routines independently.  Reinforcers can include verbal 
praise, token economy, where students earn small tokens or “money,” and then use 
those later to redeem for a bigger prize.  
 
Use peers, parent volunteers, paraeducators, or computer programs for practice 
activities. There are many great advantages to having peers, parents volunteers, and 
paraeducators listen to students practice. Using these supports will leave the teacher 
free to do the heavy lifting in terms of providing for instruction and assessment of 
new skills.   
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Small homogeneous groups have many advantages, some of which are: 
Increases engaged interaction opportunities between student(s) and teacher 
Provides more opportunities for practice with feedback  
Allows teachers to match instruction to specific student needs, making instruction 
more relevant 
Teachers are better able to monitor on-task behavior and engagement 
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In the following section, we’ll discuss common cognitive characteristics of students 
who have intensive intervention needs, and their implications for designing 
instruction/intervention.  
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Cognitive processes comprise various mental activities that direct thinking and 
learning. Students with intensive needs have frequent issues with cognitive 
processes related to elements of executive function and self-regulation:  

Memory  
Attribution 
Attention 
Strategies to set and monitor learning goals  
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“Although some students with significant learning difficulties have underlying 
neurological or information-processing disorders, research does not support the notion 
that practitioners can identify these disorders (e.g., auditory processing disorders) and 
then treat them in isolation (e.g., training a children in auditory processing apart from 
his or her academic learning; Lyon, 1985; Mann, 1979),”  (Vaughn et al., 2012, p. 10). 
 
Intensive intervention should be supported by the best available research about what 
is likely to work for students. Practices that do not have research to support their use 
will likely be a waste of valuable instructional time.  
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Paraphrase slide.  
 
In other words, research that integrates understanding of executive functions with 
academic instruction has yielded the most positive benefits for students with intensive 
needs. That is, interventions need not prioritize cognitive processes before academic 
learning can occur. Rather, interventions should support both issues concurrently.  
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Review bullets—you will cover these processes in more detail in the following slides.  
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Let’s talk more about these cognitive characteristics and why they have implications for 
students’ learning. As you’ll notice, many of these processes share characteristics and 
related implications. Let’s start by talking about ways in which problems with memory 
can impact students’ academic progress (review slide). 
 
Possible discussion question: Are there any other ways you’ve observed poor memory 
manifesting itself in your students’ academic work? 
 
Allow time for participants to respond. 
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The following are indicators that a student may have difficulties with memory (discuss 
slide). Can you think of additional indicators? 
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Review slide. If time allows, consider asking participants to add to this list, or share 
strategies they have used in the past to help students develop note-taking skills.  
 
• Teach students to record assignments and due dates in a 

planner/calendar/assignment sheet  
• Use graphic and other text organizers to help students take notes and 

remember what they read. 
• Write key words/phrases, not entire sentences/paragraphs when taking 

notes. 
• Encourage students to self-advocate and ask for help if they need information 

repeated.  
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Students with intensive needs—particularly where memory or attention are 
impacted—often need information presented in more than one way. For 
example…(review slide).  
 
Speak and write/draw/project information as you present it 
Repeat important instructions, key words, etc. 
Model procedures to provide students with a visual image of the steps 
Teach students to visualize information in text, including stories, word problems, etc.   
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Students with intensive needs are more successful when they have consistent routines 
to help them remember procedures. Students will need teachers to use consistent 
routines to help them remember what needs to happen each day and/or class period. 
Teachers can also provide a cue sheet or poster for multi-step processes until students 
can complete them independently. (Pictures can be used for younger students or 
students who need visual reminders. Actual pictures of the student completing the task 
may also be beneficial for some students). Teachers should review steps regularly and 
reteach as needed.  
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Students with intensive needs often need to review prior learning before they learn 
new information. This review of information, or accessing of background knowledge, 
can help students with intensive intervention needs connect the new material to 
previous learning, making it more likely that the students will remember. It also allows 
teachers to informally assess students’ mastery of previous content, which can help 
clear up any myths or misconceptions students may have.  
 
Some ways in which teachers can review prior learning are: 
 
Have students retell information from the previous lesson (or lessons).  
Have students summarize key points using just a few words or phrases.  
Explain how the information they are about to learn relates to prior learning. 
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Other strategies for helping students with poor memory include: 
 

• Having the teacher model out-loud verbal rehearsal of what students need to 
remember (e.g., “I can count by 2s, 3s, 4s, etc., to help me with addition and 
multiplication.”).  

• Having the teacher develop or use an already existing mnemonic device to help 
students remember information or routines  

• Using visual or verbal cues as reminders  
• Having the teacher check for understanding frequently  
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This activity should take about 10−15 minutes.  If you are running over on time, you 
may chose to skip having participants share an approach they’ve used, and/or having 
them discuss ideas with the table groups. Be sure to circulate around the room and be 
available for questions. Remind participants that questions will be answered at this 
time. Be sure that the questions are related to the part of the presentation that has 
been presented. If questions are asked that will come up later, put the questions in a 
“parking lot” so that they can be remembered at a later time.   
 
Take a few minutes to review the checklist for categories 1 & 2, and the memory 
section of category 3. These are meant as checklists to help you think about 
intensifying interventions across various dimensions. This should be used as a resource 
and added to over time.  
 
In your table groups, discuss questions you have and ideas for implementation. (if time 
allows) have participants choose someone from their group to share an approach for 
implementing one of these items.  
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In this next section, we will talk about—and then I will model for you—self-regulation 
strategies to help students with intensive intervention needs.  
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Self-regulation is a learner’s ability to take ownership of his/her learning.  (paraphrase 
or read slide) 
 
Self-regulation comprises: 

Planning and setting goals for learning  
Monitoring learning and progress toward goals 
Regulation of language and memory to support learning (e.g., self-talk, use of 

strategies)  
Attention  
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Why does poor self-regulation and executive function impede academic learning?  
Because students with deficits in these areas demonstrate minimal use of self-directed 
strategies—They need to be explicitly taught.  Students also often exhibit behavior 
problems because of inattention and poor impulse control.  Their inattention makes 
intake of new information difficult, and their lack of monitoring of learning makes it 
difficult for students to be aware of what they do and do not know, and when they 
should request help.  
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Many of the memory practices we’ve already discussed will help students with poor 
self-regulation.  
In particular, also:  

Model thinking-aloud when you introduce new concepts   
Provide specific feedback  
Include students in goal setting and monitoring 
Explicitly teach and model use of strategies and routines 
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It is important to model think-aloud strategies for students with intensive intervention 
needs.  All students will benefit from hearing how you approach tasks and solve 
problems. Some students will not realize that they may already be doing self talk, as 
they do it automatically, but other students do not know that it is a strategy that is 
often used by adults. It may be fun to point out to students that they should watch and 
listen to an adult when the adult can’t find something such as keys. Adults engage in 
think-aloud strategies all the time! 
 
Read or paraphrase slide. 
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Model how you might use a think-aloud strategy to solve this math problem. Use a 
whiteboard, overhead, or chart paper to write out the problem and model your thinking 
as you solve the problem. Or, use the sample script on the following slides.  
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Remember to do the task as you say the script.  For example, as you say, “I’m going to 
underline the question,” be sure that you are actually underlining the question. Items 
noted in parenthesis are actions that you should do.  
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Debrief about what participants just saw. 
 
Possible discussion questions: What components of the self-talk that you just observed 
were most useful and important? 
 
Allow time for participants to respond.  
 
As you can see, self-talk has a lot of components to it. It is important that we are 
showing the students exactly what we are thinking as we are thinking of it. Students 
need to know and see that solving problems and answering questions is an active 
activity, not just something to muddle through. They need to know that they can and 
should be making marks on their papers (assuming it’s not in a book), and that they 
need to re-read parts to ensure they get the correct answer.   
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Have participants work in groups of two.  
 
With a partner, copy this word problem and practice self-talk as you solve it.  
Partner 1, practice being the teacher.  
Partner 2, be the “student” and provide Partner 1 with specific feedback about 
his/her practice.  
 
Circulate around the room. After a few minutes, consider asking a volunteer to model 
his or her talk-aloud practice, and ask the other participants to provide feedback. 
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Have participants work in groups of two. Have the first partner spend 1−2 minutes 
thinking aloud to read the unknown word. Then, have Partner 2 think-aloud to identify 
what he or she might do to figure out the meaning of an unknown word.   
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Review contents of the slide and ask participants to generate examples of specific 
feedback.  
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It is important to provide specific feedback to students using self-regulation strategies 
so that students know what it is that they are doing right. Just telling students “good 
job” does not tell them what they did that was a “good job” and does not give them 
feedback on how to replicate it. Further, saying “good job” implies that you think they 
are doing a good job and takes the ownership away from them. Part of the power of 
self-regulated strategies is to empower the student. We want students to think and feel 
like they are doing a “good job.” When students take more ownership over their 
learning, then they are more likely to remember what they are learning.  
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Ask 2−4 participants to share samples of praise or feedback statements.  
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Research indicates that when students are aware of their goals, they make more 
progress. When monitoring the number of trials needed to reach mastery, use six-cycle 
graph paper (http://facstaff.gpc.edu/~apepper/ajpsemiloggraphs.pdf), daily recording 
sheets, or a color-coded bar graph (e.g., use blue for +1 facts, green for +2 facts, red for 
doubles facts) to keep track of how long it takes the student to reach mastery on 
different skills.  
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Teach students strategies for thinking about their learning, monitoring understanding, 
and checking work.  

63 



Ask participants to work with a partner and share some things they might do to involve 
students in monitoring their own learning progress. If time allows, have a few 
participants share with the large group. If running short on time, you may chose to skip 
this.  
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In this next section, we will talk about how maladaptive attributions can impede 
academic success and strategies to help students with intensive intervention needs 
develop more functional attribution.  
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Review slide. Ask participants to think about more functional attribution statements.  
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 Help students to develop strategies or 
scripts when they engage in negative self-
talk, and reinforce students for using 
them.   

 Include students in goal-setting and 
monitoring to help them connect their 
hard work to increased academic success.  

 Celebrate progress, and provide explicit 
feedback that connects it to their use of 
new/appropriate learning strategies, skills, 
or behaviors.  
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Ask participants to suggest other examples.  
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Depending on time, allow teams 10−30 minutes to complete this handout on 1−3 
students for whom teams brought data.  
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In the following section, we’ll discuss how modifying the delivery of instruction can 
affect students with intensive intervention needs, and their implications for designing 
instruction/intervention.  
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Next, we’ll talk about ways you can modify how you deliver academic content to make 
it more intensive. We’ll discuss the following strategies (briefly review slide).  
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Students with intensive needs often require 10–30 times the number of practice 
opportunities as their peers to learn new information—this takes time, and requires 
that you prioritize what you teach.  
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Systematic instruction means breaking down complex skills into smaller, manageable 
“chunks” of learning and carefully considering how to best teach these discrete 
pieces to achieve the overall learning goal.  
Prioritize and sequence learning chunks from easier to more difficult 
Use scaffolding- when tasks are scaffolded, they allow students to develop 
independence and competence with the new skills. 
Provide temporary supports to control the level of difficulty throughout the learning 
process, and remove those supports as students become more independent.  
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Yes, Common Core State Standards are being used in most states throughout the 
country. Remember that the standards specify what students should know, not how to 
teach them. We still need strong teachers and explicit strategies to teach students with 
intensive needs for them to progress toward these learning targets.  Also, many of the 
Common Core State Standards already overlap with your state’s current standards. For 
example, the International Reading Association has stated that the Common Core 
standards still emphasize basic skills especially for K-5 students.  
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*Fuchs, Fuchs, Prentice, Burch, and Paulsen (2002) 
**Fuchs et al. (2008a)  
*** Fuchs et al. (2008b). 
Powell & Fuchs (2013)  
****Courtade-Little & Browder (2005)  
 
Handout 3 provides an illustration of how to plan standards-relevant instruction 
throughout levels of a multilevel system, including for students with significant 
cognitive challenges.   
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Please review Handout 3.  With your table groups, discuss: Given today’s conversation, 
what additional practices might you try to further intensify intervention if data suggests 
it’s warranted?  Second, using Handout 4, how might this apply to another standard 
you might prioritize?  
 
Handout 3 provides an illustration of how to plan standards-relevant instruction 
throughout levels of a multilevel system, including for students with significant 
cognitive challenges. If time allows, encourage teams to review and discuss this 
illustration, and then use Handout 4 plan for an additional standard. Encourage them to 
focus on the intensive intervention column if time is limited, and remind them to refer 
to the content from today’s presentation. To look up additional standards, visit 
http://www.corestandards.org/.  
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Explicit instruction works well for students with intensive intervention needs because 
well-designed, explicit instruction comes with scaffolds built into the process. 
 
It’s often used for:  

Teacher-led instruction of new skills 
Teaching students to apply generalized knowledge or skills to novel settings  
Addressing learning needs, including strategies to support cognitive processing  
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There are many components for explicit instruction.  (review slide). 
 
“I do”, “we do”, “you do” approach—or model/lead/test—is a major part of the 
scaffold that is built into explicit instruction. It helps to walk students through the steps 
of what you want them to know, providing a perfect example of what you expect of 
them, followed by gradually releasing responsibility (giving more to the students), until 
finally students are able to be successful on their own.   
 
For example, when teaching students to look for the main idea you might do the 
following: 
 
As a class, read a story.  
 
Model 
Then have the teacher go back and re-read the first paragraph modeling think-aloud 
(what is mentioned the most, what are the details).   
  
Lead 
Teacher would ask students to participate while teacher is still doing the bulk of the 
work. 
 
Test 
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Have students complete the task on their own without support (or with a pair).  
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Making instruction more explicit and systematic takes some management. Teachers 
need to organize instruction to allow for high levels of student success by 
starting with easy tasks. Once students feel success, this builds confidence. Plus, 
starting with smaller component skills will help build to bigger composite skills 
that use the previous knowledge. Tasks should also be broken down into smaller, 
simpler steps to allow students to access what is being asked of them. 

   
The teacher also needs to provide more modeling with clearer explanations. 

Students need to know exactly what is being asked of them. Teacher models 
take the guess work out for the students and shows them exactly what the 
teacher is looking for. Teachers should also provide more concrete learning 
opportunities using pictures, graphics, manipulatives, or think-alouds. Pictures 
and manipulatives help with students who learn with different modalities. 
Provide temporary support and gradually it reduce over time. Using “I do, we do, 
you do,” approach can help teachers give students the support they need while 
they need it, but will also remind them to gradually give more responsibility to 
the students. And lastly, teachers need to provide more opportunities for 
response, practice, and feedback. Remember students with intensive needs 
often require 10−30 times the number of practice opportunities as their peers to 
learn new information!    
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Consistency helps students with intensive needs. When teachers use precise, simple 
language, students are able to know right away exactly what the teacher is talking 
about. Oftentimes these students are a few steps behind their peers because they are 
trying to figure out what is being talked about, and so they miss what is being taught. 
When teachers are consistent and say what they mean the same way every time, they 
can be more successful in delivering content to their students.   
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These are non-examples, but showing progressive improvement toward more precise, 
simple language.  
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This is an example of showing precise, simple, replicable language. It is short, pretty 
clear, and the same language is used over and over.  
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Frequent student response can assist the teacher in monitoring student 
understanding, and teacher feedback during student practice can be a powerful 
tool for refining and mastering new skills.  

Feedback prompts students to continue successful practice. 
Quick corrections prevent students from practicing errors.  
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Effective feedback on student responses is clear and precise, communicating 
specifically which aspects of the task students performed correctly or incorrectly.  
Feedback should be tied directly to the student’s actions and the learning goals.  
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Feedback should be given immediately for discrete tasks (e.g., solving a math fact, 
spelling a word), or after a short delay for more complex tasks (e.g., writing a 
paragraph) to allow students to think through the process. Delaying feedback beyond 
the instructional session is less valuable because students have already moved on to 
something else. The quicker feedback can be given, the quicker students will know 
what is expected of them, what they need to do. Timely feedback can also prevent 
inaccurate practice; increase the rate of student mastery; and ensure successful, 
efficient learning. 
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Read the sample script on the slide.  Ask participants what they notice about the same 
error correction.  Is this explicit instruction?  Does it follow the I do, we do, you do 
format? 
 
Possible discussion question: Why is this better than simply telling the student the 
answer? 
 
Allow participants time to answer. 
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Practice is an important part of an intervention. Use guided practice after you have 
modeled a new skill or strategy to develop students’ fluency and independence 
with it. 

   
Independent practice is essential, but it does not substitute for explicit and 

systematic instruction and guided practice. Independent practice should be 
incorporated after students begin to demonstrate mastery of the new skills or 
content. During independent practice, all reading material should be at the 
student’s independent reading level to avoid frustration and practice of errors.  
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Incorporate daily practice routines at the beginning or end of an intervention 
period to ease transitions between groups, allow for overlap, and maintain 
student engagement  

Give homework that facilitates practice, not learning new information.  
Reinforce on-task behavior during independent practice.  
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Depending on time, allow teams 10−30 min to complete this handout on 1−3 students 
for whom teams brought data.  
Remember to circulate around the room to assist teams and answer questions they may 
have. 
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Depending on time available, you may complete 1−4 of these videos. Encourage 
participants to pay particular attention to the intervention principles/strategies they see 
in the clips, and then use the questions on the slide to guide discussion. Although we do 
not necessarily consider all of these to be examples of “perfect” instruction, encourage 
teachers to focus on how intensification strategies are applied, not the instructional 
content.   
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Complete this section only if time allows.  
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We’re all aware that time is a precious commodity in schools. Intensive intervention 
requires a commitment on behalf of staff to ensure that there is time allocated in the 
schedule to ensure delivery of intervention, and to monitor progress. For that reason…. 
(review slide)  
 
Choose intervention changes that are feasible to implement and maintain. 
Decide intensive intervention is a priority for the 3-5% of students who need it—This 
requires buy in from staff as well as school and district leadership.  
If significantly more students appear to need intensive intervention, consider parallel 
changes to core and secondary (Tier 2) instruction/intervention.  
Do not overburden your system by trying to serve significantly more than 3-5% of 
students at this level of intervention.  
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Many schools design intervention blocks and topics based on students’ chronological 
grade level. Although this may be OK for students receiving secondary (Tier 2) 
interventions, students with intensive needs are likely to be significantly behind their 
peers. Thus, they may require substantively different instruction. For DBI to be 
effective, school schedules must be flexible to accommodate these students’ unique 
programming needs.  
 
• Instruction that does not align with students’ needs is not likely to benefit them —

Make sure that students receive intervention that matches their instructional needs. 
DBI is about individualized supports for a small number of students.  

• Plan to make exceptions to scheduling and grouping policies for these students 
when data suggest they require it.  

• Collect progress monitoring data and review it regularly to determine if the 
student is benefiting from his/her intensified program.  
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Intensive intervention requires a commitment on behalf of staff to ensure that all 
students make progress toward standards.   (review slide) 
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Not all interventions will work equally well for all students, but it is an important part 
of DBI to ensure that individual interventions are working for specific students. If an 
intervention isn’t working, it is important that a change be made. Before making a 
change, consider the following: 
 
Revisit this presentation and the references listed at the end of today’s slides. 
Make sure you monitor progress at an appropriate level—If measures are too 
difficult, you may not detect change.  
Collect additional diagnostic data. 
Consider whether behavior or motivation strategies should be integrated with 
academic instruction.  
Meet regularly with your team to identify and refine intervention strategies. 
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Review learning objectives and relate them back to the content of the presentation.  
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Facilitators: Add your name to this slide.  
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