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The quality of a school as a learning community can be measured by how effectively it
addresses the needs of struggling students. Children who enter the primary grades with
significant barriers to learning—such as gaps in their readiness skills—are at significantly
higher risk of poor school performance than their non-struggling peers. Faced with limited
resources, teachers and administrators must find imaginative ways to accommodate these
difficult-to-teach students. Here are five suggestions schools can use in developing successful
academic interventions.
For skill problems, determine the student’s current phase of learning.A common
misconception is that learning is a simple, one-step process in which the student moves from
not knowing to knowing. In fact, the act of learning falls into three distinct phases of
instructional hierarchy.
Acquisition. The student has begun to learn the target skill but is not yet accurate or fluent.
Fluency-building. The student can perform the target skill accurately but must put effort into
increasing performance speed.
Generalization. The student can now use the skill in new situations or settings where it is
needed.
Academic interventions are likely to be most effective when they match the student’s current
phase of learning. Specific intervention strategies tied to the instructional hierarchy can be
found at www.jimwrightonline.com/pdfdocs/instrhier.pdf.
Adopt evidence-based intervention strategies. Academic interventions will have a higher
chance of success if they are based on sound empirical research. With their many other
responsibilities, however, teachers and principals can find it challenging to keep abreast of
educational research into effective intervention techniques. The Web site Big Ideas in
Beginning Reading is one excellent source for “best practice” reading interventions in the
early grades. Sponsored by the University of Oregon’s Institute for the Development of
Educational Achievement, it is built around the five big ideas in beginning reading—
phonemic awareness, the alphabetic principle, fluency, vocabulary, and comprehension—and
offers strategies for teaching each of them at
www.reading.uoregon.edu/instruction/instruc_guide.php.
Another source for empirically validated instructional strategies is the What Works
Clearinghouse (www.w-w-c.org), sponsored by the U.S. Department of Education. Finally,
Intervention Central (www.interventioncentral.org) contains a large number of researchbased teacher intervention scripts that target reading fluency and comprehension, good study
habits, improved student motivation, and other academic goals.
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Train staff to collect frequent progress-monitoring data. When teachers regularly measure
the academic progress and behaviors of struggling learners, they quickly discover whether
their academic interventions are successful. Curriculum-based measurement (CBM) is one
widely used, classroom-friendly method for monitoring whether interventions result in
improved academic skills. CBM assesses a student’s accuracy and speed in targeted basic
academic areas such as reading fluency, math computation, writing, spelling, and pre-literacy
skills. A large collection of CBM resources can be found online at
www.interventioncentral.org/htmdocs/interventions/cbmwarehouse.shtml.
Teachers also can measure the behavior of struggling learners on a daily basis by using
classroom behavior report cards. These simple, convenient rating forms can help track a
child’s work completion, attention to task, compliance with teacher directions, and other
behaviors that influence learning. A free copy of the Classroom Behavior Report Card
Resource Book, containing a number of ready-to-use report cards, can be downloaded from
www.interventioncentral.org/htmdocs/interventions/behrptcd.shtml.
Develop building-level intervention programs to address common academic concerns.
Schools are often faced with large numbers of students with shared academic concerns. For
example, there are many children in the early primary grades that have difficulty decoding
text. Creating customized interventions for each slow reader might quickly exhaust a
school’s intervention resources. One solution is to create a building-level intervention
program to meet this need. For example, older children could tutor younger students by using
simple, research-based techniques to boost their tutees’ reading fluency. Detailed training
materials to start such a cross-age peer tutoring program can be downloaded at no cost from
www.interventioncentral.org/htmdocs/interventions/rdngfluency/prtutor.shtml.
Establish a building intervention team. A very effective way to promote quality
interventions is to establish a building intervention team. Made up of teachers and support
staff, the intervention team can help referring teachers design feasible strategies for
struggling students. Intervention teams also foster a sense of collegiality and mutual support
among educators, promote the use of evidence-based interventions, and assist busy teachers
in carrying out intervention plans. Free training materials for one highly successful
intervention team model can be accessed at
www.interventioncentral.org/htmdocs/interventions/sbit.shtml.

Jim Wright is a special education administrator and creator of the Intervention Central Web
site. His e-mail address is JWright@bville.org.
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A 'Response-To-Intervention' Approach to Academic Problem-Solving
1. Identify & Verify the Scope of the Academic Problem
Task

‘Look-Fors’

Possible Action Steps

•

The student may:
• Appear unable to complete work
• Have basic skills but work much
more slowly than peers
• Fail to turn in classwork,
homework

•

•

Identify students who are
falling behind or failing to
complete work
Document the magnitude
of the student’s academic
problem(s)

•
•
•

Document specific curriculum tasks in which the
student has difficulty (‘criterion-referenced’)
Observe the student working independently and
examine the resulting work products
Review records of student work completion over time
(e.g., teacher grade book or other archival data)
Using Curriculum-Based Measurement, compile group
or classroom academic norms and compare the target
student’s performance to them (‘local norms’)

2. Select Intervention(s) That Address ‘Root Cause’
Task

‘Look-Fors’ & Possible Action Steps

•

•

Determine whether the
student problem is ‘can’t
do’ (skill deficit) or ‘won’t
do’ (motivation deficit)

•
•
•
•

If the student completes significantly more work when given incentives, the ‘root cause’ is
probably motivation. Give the student incentives to perform the skill and/or make learning
activities more positive and reinforcing.
If the student can’t perform the skill yet (acquisition phase) directly instruct the student in the
skill.
If the student has the basic skill and struggles only because the selected work is too difficult
(poor instructional match), adjust the work to guarantee a high rate of success.
If the student can perform the skill but is not yet very fluent (fluency phase), give the student lots
of engaging opportunities for drill & practice.
If the student can perform the skill accurately and fluently but does not do so across settings or
situations (generalization phase), use incentives, encouragement, and coaching to promote
generalized use of the skill.

3. Set Goals for Improvement
Task

‘Look-Fors’

Possible Action Steps

•

Goals should be:
• ‘Ambitious but realistic’
• Stated in specific, observable,
measurable terms
• Relevant to the student’s
identified academic problem
area

•

Decide on rate or level of
student improvement & set
a deadline for achieving
that improvement

•

•

Have the teacher make a ‘best guess’ about a feasible
rate of improvement
Compute goal by (1) measuring gap between student’s
performance and average classroom performance
(CBM group norms) and (2) calculating daily or weekly
rate of improvement needed to ‘catch up’ with class
Consult published, research-based benchmarks (e.g.,
DIBELS) or typical rates of student growth (e.g.,
Curriculum-Based Measurement) when setting goal

4. Monitor Student Progress on an Ongoing Basis & Evaluate Outcome
Task

‘Look-Fors’

Possible Action Steps

•

Outcome measures should be:
• Valid indicators of the target skill
• Feasible for classroom data
collection
• Sensitive to short-term student
gains

•

•

Collect frequent data of
student performance on
the target skill(s) using
several measures
Review outcome data
frequently to ensure that
student-progress goals
(step 2) are being
achieved
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•
•

Create a collection of Daily Behavior Report Cards to
measure common student academic behaviors and work
completion
Put together a library of CBM, DIBELS monitoring
materials for teachers to use
Make use of other monitoring information commonly
collected in classrooms (e.g., teacher records of
classwork and homework completion)
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The Instructional Hierarchy: Linking Stages of
Learning to Effective Instructional Techniques
When mastering new academic skills or strategies, the student learner typically advances through a
predictable series of learning stages. At the start, a student is usually halting and uncertain
as he or she tries to use the target skill. With teacher feedback and lots of practice, the
student becomes more fluent, accurate, and confident in using the skill. It can be very useful to
think of these phases of learning as a hierarchy (See chart below). The learning hierarchy
(Haring, Lovitt, Eaton, & Hansen, 1978) has four stages: acquisition, fluency, generalization, and
adaptation:
1. Acquisition. The student has begun to learn how to complete the target skill correctly but is
not yet accurate or fluent in the skill. The goal in this phase is to improve accuracy.
2. Fluency. The student is able to complete the target skill accurately but works slowly. The goal of
this phase is to increase the student’s speed of responding (fluency).
3. Generalization. The student is accurate and fluent in using the target skill but does not typically use it in
different situations or settings. Or the student may confuse the target skill with ‘similar’ skills. The goal of this
phase is to get the student to use the skill in the widest possible range of settings and situations, or to accurately
discriminate between the target skill and ‘similar’ skills.
4. Adaptation. The student is accurate and fluent in using the skill. He or she also uses the skill in many situations
or settings. However, the student is not yet able to modify or adapt the skill to fit novel task-demands or
situations. Here the goal is for the student to be able to identify elements of previously learned skills that he or
she can adapt to the new demands or situation.
When the teacher accurately identifies a student’s learning stage, the instructor can select instructional ideas that are
more likely to be successful because these strategies match the student’s learning needs.
Reference
Haring, N.G., Lovitt, T.C., Eaton, M.D., & Hansen, C.L. (1978). The fourth R: Research in the classroom. Columbus,
OH: Charles E. Merrill Publishing Co.
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Instructional Hierarchy: Matching Interventions to Student Learning Stage (Haring, et al., 1978)
Learning Stage
Acquisition:

Student ‘Look-Fors’…

Fluency:

•

•

Exit Goal: The student can
perform the skill accurately with •
little adult support.

Exit Goals: The student (a) has
•
learned skill well enough to
retain (b) has learned skill well
enough to combine with other
skills, (c) is as fluent as peers.
•
Generalization:

Exit Goals: The student (a)
uses the skill across settings, •
situations; (b) does not
•
confuse target skill with
similar skills

Adaptation:

Exit Goal: The Adaptation
phase is continuous and has no
exit criteria.

Jim Wright
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•
•
•

What strategies are effective…

Is just beginning to learn
•
skill
•
Not yet able to perform
learning task reliably or with •
high level of accuracy
•
•
Gives accurate responses to •
learning task
•
Performs learning task
slowly, haltingly
•
•
•
Is accurate and fluent in
responding
May fail to apply skill to new •
situations, settings
May confuse target skill with •
similar skills (e.g., confusing
‘+’ and ‘x’ number operation •
signs)
•

Is fluent and accurate in skill •
Applies skill in novel
situations, settings without
prompting
Does not yet modify skill as •
needed to fit new situations
(e.g., child says ‘Thank you’
in all situations, does not •
use modified, equivalent
phrases such as “I
appreciate your help.”)
jim@jimwrightonline.com

Teacher actively demonstrates target skill
Teacher uses ‘think-aloud’ strategy-- especially for thinking skills that are otherwise
covert
Student has models of correct performance to consult as needed (e.g., correctly
completed math problems on board)
Student gets feedback about correct performance
Student receives praise, encouragement for effort
Teacher structures learning activities to give student opportunity for active (observable)
responding
Student has frequent opportunities to drill (direct repetition of target skill) and practice
(blending target skill with other skills to solve problems)
Student gets feedback on fluency and accuracy of performance
Student receives praise, encouragement for increased fluency
Teacher structures academic tasks to require that the student use the target skill
regularly in assignments.
Student receives encouragement, praise, reinforcers for using skill in new settings,
situations
If student confuses target skill with similar skill(s), the student is given practice items
that force him/her to correctly discriminate between similar skills
Teacher works with parents to identify tasks that the student can do outside of school
to practice target skill
Student gets periodic opportunities to review, practice target skill to ensure
maintenance
Teacher helps student to articulate the ‘big ideas’ or core element(s) of target skill that
the student can modify to face novel tasks, situations (e.g., fractions, ratios, and
percentages link to the ‘big idea’ of the part in relation to the whole; ‘Thank you’ is part
of a larger class of polite speech)
Train for adaptation: Student gets opportunities to practice the target skill with modest
modifications in new situations, settings with encouragement, corrective feedback,
praise, other reinforcers.
Encourage student to set own goals for adapting skill to new and challenging situations.
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Reducing Problem Behaviors Through Good
Academic Management: 10 Strategies
Students who are confrontational or non-compliant frequently have poor academic
skills, a low sense of self-efficacy as learners, and a very negative
attitude toward school (Sprick, et al., 2002). Misbehavior often
stems from academic deficits. Educators who work with these
behaviorally challenging learners, however, often make the
mistake of overlooking simple academic strategies that have
been shown to shape student behavior in powerful and positive
ways (Penno et al., 2000). Here are ten research-based ideas on
academic management that no teacher of difficult-to-manage students
should be without!
1. Be sure that assigned work is not too easy and not too difficult. It is surprising how often
classroom behavior problems occur simply because students find the assigned work too difficult or too
easy (Gettinger & Seibert, 2002). When assignments are too simple, the student may become bored
and distracted. When work is too hard, the student is likely to feel frustrated and upset because he or
she cannot complete the assignment. As a significant mismatch between the assignment and the
student’s abilities can trigger misbehavior, teachers should inventory each student’s academic skills
and adjust assignments as needed to ensure that the student is appropriately challenged but not
overwhelmed by the work.
2. Offer frequent opportunities for choice. Teachers who allow students a degree of choice in
structuring their learning activities typically have fewer behavior problems in their classrooms than
teachers who do not. (Kern et al., 2002). Providing choices gives students a sense of autonomy and
voice in their learning. It should also be remembered that no teacher could possibly anticipate each
student’s idiosyncratic learning needs in every situation. If students are offered choice in structuring
their academic activities, however, they will frequently select those options that make their learning
easier and more manageable. In sum, students who exercise academic choice are more likely to be
active, motivated managers of their own learning and less likely to simply act out due to frustration or
boredom.
As an example of choice at the group level, an instructor may let the entire class vote on which of two
lessons they would prefer to have presented that day. Choice can be incorporated into individual
assignments too. In independent seatwork, for example, a student might be allowed to choose which of
several short assignments to do first, the books or other research materials to be used, the response
format (e.g., writing a short essay, preparing an oral report), etc. One efficient way to promote choice in
the classroom is for the teacher to create a master menu of options that students can select from in
various learning situations. An instructor, for example, may teach the class that during any independent
assignment, students will always have a chance to (1) choose from at least 2 assignment options, (2)
sit where they want in the classroom, and (3) select a peer-buddy to check their work. Student choice
then becomes integrated seamlessly into the classroom routine.

Jim Wright
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3. Select high-interest or functional learning activities. Kids are more motivated to learn when their
instructional activities are linked to a topic of high interest (Kern et al., 2002). A teacher who discovers
that her math group of 7th-graders loves NASCAR racing, for example, may be able to create engaging
math problems based on car-racing statistics. Students may also be energized to participate in
academic activities if they believe that these activities will give them functional skills that they value
(Miller et al., 2003). One instructor assigned to work with a special-education classroom of high school
boys with serious behavior problems related that she had great difficulty managing the class—until she
realized that each of them wanted to learn to drive. So the teacher brought in copies of the state
driver’s education manual and that became the instructional text. The students were much better
behaved because they were now motivated learners working toward the pragmatic real-world goal of
learning to drive (R. Sarsfield, personal communication).
4. Instruct students at a brisk pace. A myth of remedial education is that special-needs students must
be taught at a slower, less demanding pace than their general-education peers (Heward, 2003). In fact,
a slow pace of instruction can actually cause significant behavior problems, because students become
bored and distracted. Teacher-led instruction should be delivered at a sufficiently brisk pace to hold
student attention. An important additional benefit of a brisk instructional pace is that students cover
more academic material more quickly, accelerating their learning (Heward, 2003).
5. Structure lessons to require active student involvement. Here is a powerful concept in behavior
management: it is very difficult for students to be actively engaged in academics and to misbehave at
the same time! When teachers require that students participate in lessons rather than sit as passive
listeners, they increase the odds that these students will become caught up in the flow of the activity
and not drift off into misbehavior (Heward, 2003). Students can be encouraged to be active learning
participants in many ways. A teacher, for example, may call out questions and have the class give the
answer in unison (‘choral responding’); pose a question, give the class ‘think time’, and then draw a
name from a hat to select a student to give the answer; or direct students working independently on a
practice problem to ‘think aloud’ as they work through the steps of the problem. Students who have
lots of opportunities to actively respond and receive teacher feedback also demonstrate substantial
learning gains (Heward, 1994).
6. Incorporate cooperative-learning opportunities into instruction. Traditional teacher lecture is
frequently associated with high rates of student misbehavior. When misbehavior occurs in a largegroup format, it also can have a large negative impact: one acting-out student who gets into a powerstruggle with the lecturing instructor will interrupt learning for the entire class. There is evidence,
though, that when students are given well-structured assignments and placed into work-pairs or
cooperative learning groups, behavior problems typically diminish (Beyda et al., 2002). Furthermore, if
a behavior problem should occur while cooperative groups are working together, the teacher is often
able to approach and privately redirect the misbehaving student without disrupting learning in the other
groups (Beyda et al., 2002).
Even positive teacher practices can be more effective when used in cooperative-learning settings.
When instructors teaching in lecture format take the time to give extended feedback and provide
coaching to individuals, other students can become disengaged and off-task. If students are working in
pairs or small groups, though, teacher feedback given to one group or individual does not interrupt
learning for the other groups.
Jim Wright
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7. Give frequent teacher feedback and encouragement. Praise and other positive interactions between
teacher and student serve an important instructional function, because these exchanges regularly
remind the student of the classroom behavioral and academic expectations and give the student clear
evidence that he or she is capable of achieving those expectations (Mayer, 2000).
Unfortunately, in most classrooms, educators tend to deliver many more reprimands than they do
praise statements. This imbalance is understandable: after all, teachers are under pressure to devote
most of their class time to deliver high-quality instruction and tend to interrupt that instruction only when
forced to deal with disruptive behavior. A high rate of reprimands and low rate of praise, however, can
have several negative effects. First, if teachers do not regularly praise and encourage students who act
appropriately, those positive student behaviors may whither away through lack of recognition. Second,
students will probably find a steady diet of reprimands to be punishing and might eventually respond by
withdrawing from participation or even avoiding the class altogether. A goal for teachers should be to
engage in at least 3 to 4 positive interactions with the student for each reprimand given (Sprick, et al.,
2002). Positive interactions might include focused, specific praise, non-verbal exchanges (e.g., smile or
‘thumbs-up’ from across the room), or even an encouraging note written on the student’s homework
assignment. These positive interactions are brief and can often be delivered in the midst of instruction.
8. Provide correct models during independent work. In virtually every classroom, students are
expected to work independently on assignments. Independent seatwork can be a prime trigger, though,
for serious student misbehavior (DuPaul & Stoner, 2002). One modest instructional adjustment that can
significantly reduce problem behaviors is to supply students with several correctly completed models
(work examples) to use as a reference (Miller et al., 2003). A math instructor teaching quadratic
equations, for example, might provide 4 models in which all steps in solving the equation are solved.
Students could refer to these models as needed when completing their own worksheets of similar
algebra problems. Or an English/Language Arts teacher who assigns his class to compose a letter to
their U.S. Senator might allow them to refer to three ‘model’ letters while they write.
9. Be consistent in managing the academic setting. Picture this (not-uncommon) scenario: A teacher
complains that her students routinely yell out answers without following the classroom rule of first
raising their hand to be recognized. She invites an observer into the classroom to offer her some ideas
for reducing the number of call-outs. The observer quickly discovers that the teacher often ignores
students who have raised their hand and instead accepts answers that are blurted out. Because she is
inconsistent in enforcing her classroom rules, the teacher is actually contributing to student
misbehavior!
As a group, students with challenging behaviors are more likely than their peers to become confused
by inconsistent classroom routines. Teachers can hold down the level of problem behaviors by
teaching clear expectations for academic behaviors and then consistently following through in enforcing
those expectations (Sprick et al., 2002). Classrooms run more smoothly when students are first taught
routines for common learning activities--such as participating in class discussion, turning in homework,
breaking into cooperative learning groups, and handing out work materials—and then the teacher
consistently enforces those same routines by praising students who follow them, reviewing those
routines periodically, and reteaching them as needed.
10. Target interventions to coincide closely with ‘point of performance’. Skilled teachers employ
many strategies to shape or manage challenging student behaviors. For instance, a teacher may give a
Jim Wright
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‘pre-correction’ (reminder about appropriate behaviors) to a student who is about to leave the room to
attend a school assembly, award a ‘good behavior’ raffle-ticket to a student who displayed exemplary
behavior in the hallway, or allow a student to collect a reward that she had earned for being on time to
class for the whole week.
It is generally a good idea for teachers who work with a challenging students to target their behavioral
and academic intervention strategies to coincide as closely as possible with that student’s ‘point of
performance’ (the time that the student engages in the behavior that the teacher is attempting to
influence) (DuPaul & Stoner, 2002). So a teacher is likely to be more successful in getting a student to
take his crayons to afternoon art class if that teacher reminds the student just as the class is lining up
for art than if she were to remind him at the start of the day. A student reward will have a greater impact
if it is given near the time in which it was earned than if it is awarded after a two-week delay. Teacher
interventions tend to gain in effectiveness as they are linked more closely in time to the students’ points
of performance that they are meant to influence.
References
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o If he/she is in need of any additional resources.

Section III: SBIT Initial Meeting QuickGuide
Purpose & Guidelines for Use:
The SBIT QuickGuide provides summary tips and ideas for running effective initial
SBIT meetings. New team members often keep a copy of the QuickGuide open in
front of them during the meeting to refer to whenever they have questions. The
QuickGuide is also a useful resource to use when training teachers to serve on SBIT
Teams.
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School-Based Intervention Teams

Initial Meeting
QuickGuide

Step 1: Assess Teacher Concerns:

5 minutes

Goals:
•

The case liaison or facilitator reviews information from the referral form
Allow the teacher to discuss major referral concerns

Sample Questions:
Given the information in the referral form, what are specific difficulties that you would like to
address today?
How is this student problem interfering with the student’s school performance?
What concern(s) led you to refer the student to this Team?

The SBIT Team is ready to move on to the next step when. . .:
• Team members have a good understanding of teacher concerns.
Tip:
To save time, the case liaison or facilitator can review information from the Teacher SBIT
Referral Form and summarize the teacher’s main points for the team at the start of the
meeting. The facilitator can then ask the teacher if he or she has any additional concerns
to share.

Step 2: Inventory Student Strengths & Talents

5 minutes

Goals:
Discuss and record the student’s strengths and talents, as well as those
incentives that motivate the student. This information can be valuable during
intervention planning to identify strategies that the student will be motivated to
participate in.

Sample Questions:
What rewards or incentives have you noted in school that this child seems to look
forward to?
What are some things that this student does well or enjoys doing around the classroom?

AR-CEC 2005 Fall Conference

RTI & Schools/Jim Wright, Presenter

Page 12

SBIT Resource Packet

Syracuse (NY) City Schools September 2005

Please tell us a few of the student’s strengths, talents, or positive qualities that might be useful in
designing interventions for him or her
What are hobbies or topics of interest for this student?

The SBIT Team is ready to move on to the next step when. . .:
• The team has identified personal strengths, talents, and/or rewards that are likely to
Tip:
•

motivate the student if integrated into an intervention.

The referring teacher may want to meet with the child prior to the SBIT meeting to collect
information about those rewards that motivate him or her.

Step 3:Review Baseline Data:

5 minutes

Goals:
•

To get a holistic view of student
• To determine starting point/levels within the academic and/or behavioral areas of
target concern.

Sample Questions:
•
•
•

Where is the student currently functioning according to the information
provided?
Is there anything significant in the student’s school history that needs to be
discussed?
Is or has attendance been an issue?

The SBIT Team is ready to move on to the next step when:
Tip

•

The team has reviewed and discussed all the pertinent background and
baseline data.

•

Thorough understanding of the baseline data will be beneficial to goal setting
and intervention design.

Step 4: Select Target Teacher Concerns:

5-10 minutes

Goals:
Define the top 1-2 teacher concerns in easily observable, measurable terms.
For behavioral concerns, understand the dimensions of the problem (e.g., the
frequency, duration, and/or intensity of the challenging behavior)
For academic concerns, identify the presence of underlying academic skill deficits,
mismatch between student skills and classroom instruction, fluency and accuracy in the
area of concern, and work completion.
For each teacher concern, decide on what functions may help to explain why the student
displays the target concerns.

Sample Questions:
From the concerns that you have shared with our Team, what are the top one or two problems that
you would like us to concentrate on today?
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(Academic) What can you tell us about the student’s current skill levels, homework and classwork
completion, attention to task, general motivation?
(Academic) Are there difficulties in fluency and/or accuracy?
(Behavioral) How long does each behavioral outburst last? About how frequently do episodes occur?
How severe are the behaviors that you are seeing?
(Behavioral) What kinds of things happen in the room just before the student has an outburst?
What do you and other students in the room do during each outburst? What is the outcome for the
child after they engage in the problem behaviors?
What do you think is a reason that the student shows the behavior(s) of concern? How does this
behavior help the student to get his or her needs met?

The SBIT Team is ready to move on to the next step when. . .:
• One or two primary teacher concerns have been established and stated in measurable
terms (as behavioral and/or academic difficulties).
• The referring teacher agrees with the selection and definition of the top 1-2 problems.
• The team and teacher agree on possible functions that explain why the
academic/behavioral concern is taking place.

Tip:

The meeting can run more efficiently if Team members first simply list all teacher concerns
about a student and postpone an extended discussion of a particular problem until the
teacher has selected that problem as a top concern.

Step 5: Set Academic and/or Behavioral Goals: Set observable, measurable,
& realistic goals for change

5-10 minutes

Goals:
For each of the academic or behavioral referral concerns:
o set ambitious but realistic goals for improvement that are attainable in
6-8 weeks

Sample Questions:
•
•
•

Given the student’s current functioning at what level would you like to see him/her after a
6-8 week intervention period?
What is a realistic rate of progress for this student?
Is the goal set by the team realistic for this student?

The SBIT Team is ready to move on to the next step when. . .:
•

Ambitious but realistic student goals for improvement have been set.
• The referring teacher agrees that the outcome goals are appropriate for this student case.

Tip:
You may wish to refer to the prescribed Rates of Weekly Progress for each academic
area. (e.g.. Fuchs Guidelines)
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Step 6: Design an Intervention Plan:

15-20 minutes

Goals:
Select at least one intervention that addresses each of the selected referral
concerns.
Spell out the particulars of the intervention as a series of specific steps so that
the teacher or other person(s) designated to carry it out can do so efficiently and
correctly.
Note any important additional information about the intervention, including:
o When and where the intervention will take place;
o Whether any specialized materials or training are required to implement the
intervention;
o The people who are actually going to carry out the intervention.
o Determine methods to monitor accurate implementation of the intervention
Review the intervention(s) with the teacher to ensure that the plan is acceptable to them.

Sample Questions:
What intervention ideas would best meet this student’s needs?
What is it about this particular intervention that makes it likely to improve the student’s behavior
or academic functioning in the area(s) identified?
Is there specialized training or materials that you feel are needed to carry out this intervention?
How can our Team assist you [the referring teacher] with the intervention?
How can we utilize the student’s strengths to facilitate the effectiveness of the intervention?
What is a simple method to track the accurate implementation of the intervention (e.g., checklist of
key steps to be implemented)

The SBIT Team is ready to move on to the next step when. . .:
•

•

The referring teacher and team members agree that the intervention:
o directly addresses the identified concern(s).
o is judged by the teacher to be acceptable, sensible, and achievable.
o appears likely to achieve the desired goal.
o is realistic, given the resources committed.
o can be expected to achieve the stated goal within the timeline selected.
A method for tracking the accurate implementation of the intervention has been
established.

Tip:
•

You may want to invite staff members with expertise in a particular type of referral problem
to attend an SBIT meeting as ‘intervention consultants’, asking them for intervention ideas.
For example, a speech/language pathologist may be asked to attend for a student who has
difficulty acquiring language concepts.
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Step 7: Method of monitoring progress:

5 minutes

Goals
• Each goal must have a method of monitoring progress
Sample Questions:
• Does the monitoring information really measure the teacher’s referral concern(s)?
• Who will collect the monitoring information?
• How frequently should the data be collected?
• Is the method used for collecting information sensitive to growth over a short period of

time?
• Is there a logical method of tracking progress within the intervention itself (e.g., permanent
samples of student’s work that are directly tied to the goal.)?

The SBIT Team is ready to move on to the next step when. . .:
•

Each goal has a method of monitoring progress that is quantifiable

Tip:
•

At times SBIT teams may wish to use already existing teacher measures and/or
intervention materials to monitor weekly growth.

Step 8: Plan how to share meeting information with the student’s
parent(s):
5 minutes
Goals:

Agree on who will contact the parent(s) to share the student’s
intervention plan and invite the parent(s) to a future SBIT meeting.

Sample Questions:
What specific details about the intervention would be of greatest interest to the parent(s)?
What specific details about the intervention would be of greatest interest to the parent(s)?

The SBIT Team is ready to move on to the next step when. . .:
• At least one team member (who could be the referring teacher) has taken responsibility to
contact the parent to share information about the student’s intervention plan and future
SBIT meeting times and dates.

Tip:
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A phone call or note to the parent(s) prior to the initial SBIT meeting to let them know
about the teacher referral is an important way to establish a trusting and positive
relationship between school and home.

Step 9: Review the intervention & monitoring plans:
5 minutes
Goals:
Review the main points of the intervention and monitoring plans with
the referring teacher and other team members.
(Case Liaison) Schedule a time within a week of the initial meeting to
meet with the referring teacher to:
o review the intervention plan;
o offer any needed assistance;
o ensure that the intervention is being put into place as planned.
Schedule a follow-up meeting (usually within 6-8 weeks of the initial SBIT meeting).
After the referring teacher leaves the meeting, complete the SBIT Team Meeting
Debriefing Form and debrief as a team about the meeting process and content.

Sample Questions:
Do the referring teacher and other members of our team know what their responsibilities are in
carrying out the intervention and monitoring plans for this student?
Is our team able to support the teacher in identifying the most important referral concerns?
Did our team help the teacher to assemble a good intervention plan that is feasible and can be
carried out with currently available resources?
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Section VI: SBIT Introductory Staff Survey and
Referring Teacher Acceptability Questionnaire
Purpose & Guidelines for Use:
SBIT Introductory Staff Survey: When a school is considering adopting the SBIT
Team model, we recommend that presenters provide staff with an overview of the
problem-solving process. Then the presenters should hand out the SBIT
Introductory Staff Survey and request that staff complete the anonymous
questionnaire. The collated results will give buildings a very good idea of the level of
staff support for the process and also help to identify staff members who—because
they were nominated by a number of their colleagues—would be good candidates to
serve as SBIT Team members.
SBIT Teacher Acceptability Questionnaire: After a referring teacher has
participated in an SBIT meeting and had sufficient time to try out the intervention, he
or she receives a copy of this questionnaire to complete anonymously. The survey
provides building SBIT Teams with invaluable information about how inviting
teachers find SBIT meetings to be, how helpful they believed the Team to be, and
how well referring teachers felt that they could actually carry out the intervention
plans.
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School Based Intervention Team Introductory Presentation: Staff Survey
We value your input about this school’s adopting the SBIT Teacher Team model. Please
complete this brief, anonymous question and return it to the SBIT presenters:
1. What is your position in the school?
General-Education Teacher
Special Education Teacher
Support Staff (e.g., School Nurse, School Psychologist, School Counselor,
etc.)
Teaching Assistant/Paraprofessional
Other (Please specify): ___________________________
2. Based on what you now know about the SBIT Process after this presentation…
How much do you believe that your school would benefit from having an SBIT
Team?

1

2

3

4

No benefit

Little benefit

Some benefit

A lot of benefit

How likely do you think it is that your school can organize an effective SBIT
Team?

1
Not at all
likely

2

3

Moderately
likely

Likely

4
Very Likely

3. What are some major roadblocks that you believe might need to be addressed in
this school in order for SBIT to be successful? What are some creative solutions
that you think could address these concerns?
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
4. If you could nominate any 3 people in your building to serve on the SBIT Team,
whom might you select? (Please include your own name if you would be
interested in serving on this team!):
a. __________________________________________________
b. __________________________________________________

c. __________________________________________________
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School-Based Intervention Team Teacher Acceptability
Questionnaire
Date:_______________
We are contacting you because you referred a child to your building’s School-Based
Intervention Team this year. As a teacher, your feedback is very important in
helping us to assess how effective the SBIT Team has been at your school.
Please take a few minutes to complete the items below. The questionnaire is
anonymous. Your responses and comments will be compiled and shared with
your building’s SBIT Team, but you will not be identified. Thank you in advance for
helping us to evaluate the SBIT program!
1a.

How would you rate the severity of the student’s target problem(s) prior to your
referring the child to SBIT?

Not at all severe
1b.

1

2

3

4

5

6

Very severe

How would you rate the severity of the student’s target problem(s) now (after
referring the child to SBIT)?

Not at all severe

1

2

3

4

5

6

Very severe

Regarding the interventions used, please circle the number which best describes your
agreement/disagreement with each statement, using the following scale:
1=strongly disagree

2.
3.
4.
5.
6.

1

4=slightly agree

5=agree

6=strongly agree

2

3

4

5

6

Every day/Exactly
as planned

Do you feel that you have gained intervention ideas or knowledge through your
involvement with the SBIT Team that you will be able to use with other students?

Definitely NO
8.

3=slightly disagree

I liked the procedures used in this intervention.
1 2 3 4 5 6
This intervention was a good way to handle the problem.
1 2 3 4 5 6
Overall, this intervention was beneficial for the child.
1 2 3 4 5 6
I had the resources (time/materials) needed to implement
1 2 3 4 5 6
this intervention.
To what extent were you and/or others able to implement the SBIT intervention as
designed?

Never/Didn’t
the intervention
7.

2=disagree

1

2

3

4

5

6

Definitely YES

In general, how helpful was the SBIT Team in helping you to achieve a positive
outcome for the student?

Not at all helpful 1
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9. What were the most helpful aspects of the SBIT process for you?

__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
10. In your opinion, what areas could the SBIT Team improve to make it a better or more
useful experience for referring teachers?

__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
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1

The School Pre-Referral Intervention Team:
A Checklist for Getting Started…
Your new pre-referral intervention team can take steps early in the school year that will
greatly increase its chances of success. By carefully setting up your team process and
meeting procedures, informing teachers about the services that your team offers, and
inventorying your school’s intervention-related resources, your pre-referral team will be
far better prepared to take on challenging teacher referrals. The checklist below
offers a framework for quickly establishing your team as an effective teacher
support.
1. Establish a clear team process and meeting procedures. Within the first two weeks of the school
year, your team should:
q

q

q

q

select a regular meeting time that is most convenient for team members and referring
teachers. Be sure to allow enough time in these sessions to meet on a child and, afterwards, to
debrief as a group about the team’s performance.
find a suitable meeting place. At minimum, the site selected for your team meetings should
offer privacy (to safeguard the confidentiality of information being shared about the referred
student) and sufficient space to comfortably seat the referring teacher and other members of
the intervention team.
establish a system for responding promptly to teacher referrals. Teachers should have
convenient access to the referral forms. Your intervention team should also coordinate with the
team in your building that handles Special Education referrals to work out a method for
deciding which initial teacher referrals may be more appropriate for the intervention team and
which should instead be routed to the Special Education team.
work out procedures for communicating efficiently among all team members. Typically, the
intervention team communication plan includes (1) procedures for all team members to review
teacher referrals and related information prior to the initial meeting on the student, and (2) a
uniform system for team members to use in communicating with the rest of the team (e.g., via
staff mailboxes, email, telephone tree, general discussion time reserved at the end of weekly
meetings).

2. Publicize your team and its services to your faculty, other staff, and parents. Some tried-andtrue methods for getting the word out to the school community about your intervention team include
these ideas:
q

q

Schedule time at a faculty meeting early in the school year to present an overview of your
intervention team to staff. During the presentation, members from your team can introduce
themselves and describe the structured problem-solving process that your team uses to help
teachers with struggling learners to come up with effective intervention ideas. The presenters
might also hand out intervention-team referral forms and invite teachers to refer students.
Periodically present brief ‘updates’ about your intervention team at faculty meetings throughout
the school year. One use of these updates would be to have teachers who have used your
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q

q

q

2

team and found its services to be helpful to share their success stories with their teaching
colleagues.
Write up a short description of your intervention team and place it in all teacher mailboxes. The
description could include the names of staff who serve on the team, description of services or
supports that you team offers, and procedures for referring a student to the intervention team.
Present a workshop on your intervention team to your school’s Parent Teacher Organization
(PTO) group. Parents would appreciate knowing how the pre-referral intervention team differs
from other school teams and how this team can help struggling learners to be more successful.
Or your school may want to spread the word by mailing each parent a brochure describing the
intervention team and its role in promoting school success.
Schedule occasional professional-development ‘clinics’ during the school year (e.g., after
school or during a Superintendents’ Conference Day), at which intervention-team members
offer trainings to teachers on effective strategies to use for common referral concerns. These
clinics can be a great way to expand the skill base of all teachers in the building while
publicizing your intervention team as a consultation resource for teachers.

3. Create an inventory of resources in your building that can be used by your intervention team.
Problem-solving teams can use all the help they can get when assisting teachers with student
interventions. Here are some ideas to increase the intervention resources available to your team:
q
q
q

Make a list of locations around the school that can be used as space for interventions (e.g.,
places with adult supervision where cross-age peer tutoring can take place).
Write down the names of volunteers in your building who are willing to help with implementing
and/or monitoring school-based interventions.
Create a directory of staff willing to serve on your intervention team whose training or
professional experience gives them expertise in key intervention topics (e.g., reading
instruction, behavior management). Invite these staff to attend those team meetings in which
the student’s referral concern matches these staff members’ area of expertise.

4. Try out the intervention team roles and meeting procedures at least two or three times in actual
meetings before accepting your first staff referral. It is a good idea for your team to practice its
meeting skills before accepting referrals from all staff members. One ‘safe’ way for your new team to
practice its problem-solving skills is to have team members refer a couple of students from their own
classrooms to the intervention team. The referring team member, of course, will assume the role of the
referring teacher in these practice meetings. In all other respects, however, these practice meetings
follow the intervention problem-solving model and include these steps:
q
q
q
q
q
q

The referring intervention-team member completes a written teacher referral.
A case liaison is assigned to collect both classroom information and academic and behavioralbaseline data on the student prior to the initial team meeting.
A formal intervention team meeting is scheduled, with at least 90 minutes reserved for
discussion of the case.
Team roles (i.e., facilitator, recorder, case liaison, time-keeper) are assigned prior to the
meeting.
Formal intervention and monitoring plans are developed at the initial meeting.
A follow-up meeting is scheduled to review the student’s progress during the intervention.
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q

3

Ample time is reserved at the conclusion of each ‘practice’ meeting for the team to debrief, with
each member sharing his or her perceptions about what the team did well during the meeting
and what areas of team-process may need improvement.
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1

An Overview of Curriculum-based Measurement

Introduction
A major responsibility of schools is to teach children the academic skills that
they will eventually need to take their place as responsible members of society. But
schools not only teach crucial academic skills, they are also required to measure
individual children's acquisition and mastery of these skills. The measurement of a
child's school abilities is just as important as the teaching of those skills. After all,
only by carefully testing what a child has learned can the instructor then draw
conclusions about whether that student is ready to advance to more difficult
material.
In the past, routine classroom testing has often involved the use of
commercially prepared tests. These tests have significant limitations, as we shall
soon see. An alternative approach to academic assessment has recently become
available, however, that allows teachers to closely monitor the rate of student
educational progress. Educational researchers have devised a simple, statistically
reliable, and practical means of measuring student skills in basic subject areas such
as reading, writing, and arithmetic. In this approach, called curriculum-based
measurement, or CBM, the student is given brief, timed exercises to complete, using
materials drawn directly from the child's academic program. To date, teachers using
CBM have found it to be both a powerful assessment tool for measuring mastery of
basic skills and an efficient means of monitoring short-term and long-term student
progress in key academic areas.
This manual has been designed for use in a CBM teacher-training course.
When you have completed the course, you will be able to use CBM independently
to monitor the academic skills of children in your classroom. You will be trained to
give CBM probes, chart the resulting data, and consult charted CBM information
collected over time to make decisions about the effectiveness of instructional
interventions. The remainder of the present chapter provides answers to questions
that educators commonly ask about curriculum-based measurement.

Q: What is curriculum-based measurement?
A: Curriculum-based measurement, or CBM, is a method of monitoring student
educational progress through direct assessment of academic skills. CBM can be used
to measure basic skills in reading, mathematics, spelling, and written expression. It
can also be used to monitor readiness skills. When using CBM, the instructor gives
the student brief, timed samples, or "probes," made up of academic material taken
from the child's school curriculum.
These CBM probes are given under standardized conditions. For example,
CBM Workshop Manual
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the instructor will read the same directions every time that he or she gives a certain
type of CBM probe. CBM probes are timed and may last from 1 to 5 minutes,
depending on the skill being measured. The child's performance on a CBM probe is
scored for speed, or fluency , and for accuracy of performance. Since CBM probes are
quick to administer and simple to score, they can be given repeatedly (for example,
twice per week). The results are then charted to offer the instructor a visual record
of a targeted child's rate of academic progress.

Q: What are the drawbacks of traditional types of classroom
testing?
A: Traditional academic testing methods often rely on norm-referenced tests.
Norm-referenced tests are developed by testing companies to be used in schools
across the country. While these traditional academic achievement tests can yield
useful information in some situations, they also have several significant drawbacks:
Normed to a national "average"
First, to ensure that their tests can be used by schools across the country, most
testing companies set the performance standards for their academic achievement
tests according to a national average. However, as every teacher knows, the average
skill levels in a particular classroom or school may vary a great deal from national
averages. As a result, information from norm-referenced tests will probably not
give the instructor a clear idea of what the typical skill-levels might be in his or her
own classroom.
Lack of overlap with local, or classroom, curriculum
Also, because norm-referenced tests are designed to measure skills across a
national population, the skills that they measure will not completely overlap those
of the local classroom curriculum. Over the course of several months, for example,
one student may gain skills in certain math computation problems that are not
measured on a particular achievement test. The test information might then
mislead a teacher into believing that a child has made less progress than is actually
the case.
Given infrequently
In addition, norm-referenced tests cannot be given very often to determine
student academic progress. Teachers who depend on these tests usually have to wait
a number of months before they can learn whether a student is really benefiting
from an academic program.
Less sensitive to short-term academic gain
Norm-referenced tests are not very sensitive to short-term gains in school
skills. As a result, a teacher who relies solely on these tests to judge student growth
may miss evidence of small, but important, improvements in a child's academic
CBM Workshop Manual
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functioning.

Q: What are the advantages of CBM over other testing methods?
A: In contrast to norm-referenced academic achievement tests, CBM offers distinct
advantages. Using CBM, an instructor can quickly determine the average academic
performance of a classroom. By comparing a given child's CBM performance in
basic skill areas to these classroom, or local, norms, the teacher can then better judge
whether that child's school-skills are significantly delayed in relation to those of
classmates. CBM has other benefits as well:
Good overlap with curriculum
Because CBM probes are made up of materials taken from the local
curriculum, there is an appropriate overlap between classroom instruction and the
testing materials used. In effect, CBM allows the teacher to better test what is being
taught.
Quick to administer
CBM probes are quick to administer. For example, to obtain a single CBM
reading fluency measure, the instructor asks the student to read aloud for 3 minutes.
CBM measures in math, writing, and spelling are also quite brief.
Can be given often
CBM probes can be given repeatedly in a short span of time. In fact, CBM
probes can be given frequently, even daily if desired. The resulting information can
then be graphed to demonstrate student progress.
Sensitive to short-term gain in academic skills
Unlike many norm-referenced tests, CBM has been found to be sensitive to
short-term student gains. In fact, CBM is so useful a measure of student academic
progress that teachers employing it can often determine in as short a span as several
weeks whether a student is making appropriate gains in school skills.

Q: What effect does CBM have on academic progress?
A: Instructors are faced with a central problem: they cannot predict with complete
assurance that a particular instructional intervention will be effective with a
selected student. The truth is that only through careful observation and data
gathering can teachers know if a child's educational program is really effective.
Much of the power of CBM, therefore, seems to lie in its ability to predict in a
short time whether an intervention is working or needs to be altered. By
monitoring students on a regular basis using CBM the teacher can quickly shift away
from educational programming that is not found to be sufficiently effective in
increasing a child's rate of learning. In fact, research has shown that teachers who
use CBM to monitor the effectiveness of instructional interventions tend to achieve
CBM Workshop Manual
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significantly higher rates of student learning than those instructors who rely on
more traditional test measures.
Imagine, for example, that 2 students were given the identical reading
program in a classroom. If the children were also monitored using CBM reading
probes, their reading fluency could be charted over several instructional weeks to
judge whether the reading programming was effective. A teacher examining the
Fig. 1.1: Comparison of CBM reading data for two students
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graph above would have little difficulty judging that student A had made
considerable progress in reading, whereas student B did not increase reading
fluency. The difference in progress would be so obvious that the teacher would
probably want to change student B's instructional program to foster greater reading
growth. By using CBM as a tool to track academic progress, instructors can judge in
a shorter period whether students are learning at an optimal rate and change their
teaching approach as necessary.
CBM progress-monitoring also brings other benefits. Teachers using CBM
tend to be more realistic when estimating a student's rate of progress in the
curriculum. CBM data are also very useful for teachers when consulting with
parents, school support staff, or the Committee on Special Education. In addition,
many instructors report that sharing CBM graphs with students can be highly
motivating, as this sharing can encourage children to try to increase their
performance from week to week.

Q: If CBM measures only fluency, how can this approach serve as an
accurate indicator of a student's true academic abilities?
A: Fluency can be thought of as the speed with which a student is able to produce
CBM Workshop Manual
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correct answers on an academic task. In reading, for example, fluency can be defined
in concrete terms as number of words correctly read aloud in one minute, while in
math, a fluency measure would be the number of digits correctly computed on a
worksheet in two minutes. Two major assumptions underlie the choice of fluency
as a useful measure of academic mastery. First, children must acquire basic skills
before they can move into more challenging curriculum demands. Those students,
for example, who have not yet learned to decode words obviously are not ready to
work on advanced comprehension of passages. As a screening instrument, CBM
allows the instructor to single out children that have failed to acquire fundamental
skills crucial to more advanced schoolwork. These children can then be given extra
instruction.
Second, a student's speed, or proficiency, in an academic skill is also of great
importance. For example, two children might be able to read an identical passage
with equal accuracy, but if one student needs triple the amount of time required by
her classmate to decode the passage, the slower reader is going to be at a
disadvantage in the classroom. While many commercial achievement tests are able
to measure some of the skills that a child has acquired, they typically do not measure
how quickly a student can carry out a given academic skill. In contrast, CBM gives
the instructor accurate information about the rate at which individual children are
able to complete academic tasks. CBM also can be used to directly compare the
performance of targeted students to classroom or grade-wide norms to determine
whether a particular child is as fluent as classmates in a given skill-area.
A final argument can be offered supporting CBM (with its emphasis on
fluency) as an accurate measure of academic achievement. Extensive research has
shown that CBM can reliably track children's academic growth. Furthermore,
teachers who rely on CBM data when evaluating the effectiveness of instructional
interventions generally have improved achievement rates in their classrooms.

Q: How much instructional time does CBM require?
A: CBM probes take only a few minutes to give to a student (with the specific
amount of time spent depending on the basic skill that the teacher has decided to
monitor). For instance, CBM probes that measure reading fluency are given
individually. These reading probes typically require about 5 minutes for the
instructor to give, score, and chart the results of one measurement session. CBM
probes in math, spelling, and writing are quite time-efficient, as they can be given
simultaneously to whole groups of children. Probes in these skill areas require from
3-5 minutes of instructional time to administer to an entire class. In some cases,
teachers have trained children to score their own CBM probes and regularly chart
their own results, reducing the instructor's time involvement. There are also
computer software programs available that can streamline the charting and
interpreting of CBM data.
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Chapter 1: Introduction to Curriculum-based Measurement

Q: What are some examples of CBM probes?
A: Well-researched CBM procedures have been developed for monitoring
basic skills in reading, mathematics, spelling, and writing.
Reading
When using CBM to measure reading fluency, the examiner sits down
individually with the child and has the student read aloud for 1 minute
from each of 3 separate reading passages randomly chosen from a reading
book. During the student's reading, the examiner makes note of any
decoding errors made in each passage. Then the examiner calculates the
number of words correctly read in the passage. Next, the examiner compares
the word-totals correctly read for the 3 passages and chooses the middle, or
median, score. This median score serves as the best indicator of the
student's "true" reading rate in the selected reading material.
Mathematics
When giving CBM math probes, the examiner can choose to
administer them individually or to groups of students. There are 2 types of
CBM math probes. Single-skill worksheets contain a series of similar
problems, while multiple-skill worksheets contain a mix of problems
requiring different math operations. No matter which type of math probe is
used, the student is given the worksheet and proceeds to complete as many
items as possible within 2 minutes.
More traditional approaches to scoring computational math problems
usually give credit for the total number of correct answers appearing on a
worksheet. In contrast to this all-or-nothing marking system, CBM assigns
credit to each individual correct digit appearing in the solution to a math fact.
By separately scoring each digit in the answer of a computation problem, the
instructor is better able to recognize and to give credit for a student's partial
math competencies.
For example, this addition problem has a 2-digit answer:
13
+6
19
If a student correctly gave the answer to the problem as "19," that student
would receive a score of 2 correct digits.
In this subtraction problem, the student placed an incorrect digit in the
ones place. However, the numeral 2 that appears in the tens place is correct.
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Chapter 1: Introduction to Curriculum-based Measurement

46
-18
27
So this student receives credit for a single correct digit in the subtraction
problem.
Spelling
In spelling assessments using CBM, the instructor reads aloud words
that students are to try to spell correctly within a time-limit. The teacher
may give 12 to 17 spelling words within a 2-minute period. According to the
CBM scoring technique, spelling words are scored for correct letter-sequences.
Correct letter-sequences are pairs of letters in a word that are placed in the
proper sequence. Let's look at an example.
The word 'talk' contains 4 letters. However, it is considered to have 5
possible correct-letter sequences. First, the examiner assumes that there is a

_TALK_
"phantom" letter, or space-holder, at the beginning and end of each spellingword. Phantom letters are represented here as spaces.
1. When the phantom letter at the start of the word is paired with T, it
makes up the first correct letter-sequence.
2. T A makes up the second letter-sequence
3. A L makes up the third letter-sequence.
4. L K makes up the fourth letter-sequence.
5. And K paired with the final phantom letter
makes up the fifth correct letter-sequence.
So the word talk has 5 correct letter-sequences in all. For each spelling word
given, a student gets credit only for those letter-pairs, or sequences, that are
written in the correct order.
Writing
CBM probes that measure writing skills are simple to administer but
offer a variety of scoring options. As with math and spelling, writing probes
may be given individually or to groups of students. The examiner prepares a
lined composition sheet with a story-starter sentence at the top. The student
thinks for 1 minute about a possible story to be written from the story-starter,
then spends 3 minutes writing the story. Depending on the preferences of
the teacher, the writing probe can be scored in several ways. For example, the
instructor may decide to score the writing probe according to the total number
of words appearing in a student's composition or for the number of correctly
CBM Workshop Manual
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Chapter 1: Introduction to Curriculum-based Measurement
spelled words in the writing sample.
Summary
The accurate measurement of academic skills is a key component of a wellrun classroom. However, traditional, norm-referenced tests such as those used
most often in schools have several drawbacks. They reflect a national, rather than
local, average, do not overlap substantially with the curriculum of a particular
classroom, can only be given infrequently, and are not sensitive to short-term gains
in student skills. In contrast, curriculum-based measurement, or CBM, is a means of
tracking educational progress through direct assessment of academic skills in
reading, mathematics, writing, and spelling. CBM probes are created to match
curriculum objectives and are administered under timed, standardized conditions.
CBM uses probes that overlap closely with a school's curriculum, are quick to
administer, can be given frequently, and are quite sensitive to short-term student
gains. Reading probes are scored according to the number of words correctly read,
while math probes measure the number of correctly computed digits. Spelling
probes assign credit for correct letter-sequences; writing probes offer several scoring
options, including total words written and number of correctly spelled words.
When used to monitor an instructional intervention, CBM can give the
instructor timely feedback about the effectiveness of that intervention. The
measurement of fluency in basic skills is central to CBM. By assessing the fluency,
or speed, of a child's skills, CBM first allows the teacher to see if the student has
acquired the skill in question and then gives the instructor an indication of the
proficiency that the child has in the targeted skill. Considerable research indicates
that CBM is a reliable means of estimating the academic growth of children in basic
skills.
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Curriculum-Based
Measurement Workshop
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Administration of CBM reading probes
The examiner and the student sit across the table from each other. The
examiner hands the student the unnumbered copy of the CBM reading passage. The
examiner takes the numbered copy of the passage, shielding it from the student's
view.
The examiner says to the student:
When I say, 'start,' begin reading aloud at the top of this page.
Read across the page [demonstrate by pointing]. Try to read each
word. If you come to a word you don't know, I'll tell it to you.
Be sure to do your best reading. Are there any questions?
[Pause] Start.
The examiner begins the stopwatch when the student says the first word. If the
student does not say the initial word within 3 seconds, the examiner says the word
and starts the stopwatch. As the student reads along in the text, the examiner
records any errors by marking a slash (/) through the incorrectly read word. If the
student hesitates for 3 seconds on any word, the examiner says the word and marks
it as an error. At the end of 1 minute, the examiner says, Stop and marks the
student's concluding place in the text with a bracket ( ] ).
Scoring
Reading fluency is calculated by first determining the total words attempted
within the timed reading probe and then deducting from that total the number of
incorrectly read words.
The following scoring rules will aid the instructor in marking the reading
probe:
Words read correctly are scored as correct:
--Self-corrected words are counted as correct.
--Repetitions are counted as correct.
--Examples of dialectical speech are counted as correct.
--Inserted words are ignored.
Mispronunciations are counted as errors.
Example
Text: The small gray fox ran to the cover of the trees.
Student: "The smill gray fox ran to the cover of the trees."
Substitutions are counted as errors.
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Example
Text: When she returned to the house, Grandmother called for Franchesca.
Student: "When she returned to the home, Grandmother called for
Franchesca.
Omissions are counted as errors.
Example
Text: Anna could not compete in the last race.
Student: "Anna could not in the last race."
Transpositions of word-pairs are counted as 1 error.
Example
Text: She looked at the bright, shining face of the sun.
Student: "She looked at the shining bright face of the sun."
Words read to the student by the examiner after 3 seconds have
gone by are counted as errors.

AR-CEC 2005 Fall Conference

RTI & Schools/Jim Wright, Presenter

Page 35

CBA Reading Probes: Harcourt Brace Signatures Series Book 4-1

Rare Finds

One hundred years ago in Paris, when theaters and music halls

11

drew traveling players from all over the world, the best place to

23

stay was at the widow Gateau’s, a boardinghouse on English

33

Street. Acrobats, jugglers, actors, and mimes from as far away

43

as Moscow and New York reclined on the widow’s feather

53

mattresses and devoured her kidney stews. Madame Gateau

61

worked hard to make her guests comfortable, and so did her

72

daughter, Mirette. The girl was an expert at washing linens,

82

chopping leeks, paring potatoes, and mopping floors. She was

91

a good listener too. Nothing pleased her more than to overhear

102

the vagabond players tell of their adventures in this town and

113

that along the road.

117

Harcourt Brace Signatures Series 1999
Level 4-1 Rare Finds
Mirette on the High Wire pp. 87
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CBA Reading Probes: Harcourt Brace Signatures Series Book 4-1

Rare Finds

One hundred years ago in Paris, when theaters and music halls
drew traveling players from all over the world, the best place to
stay was at the widow Gateau’s, a boardinghouse on English
Street. Acrobats, jugglers, actors, and mimes from as far away
as Moscow and New York reclined on the widow’s feather
mattresses and devoured her kidney stews. Madame Gateau
worked hard to make her guests comfortable, and so did her
daughter, Mirette. The girl was an expert at washing linens,
chopping leeks, paring potatoes, and mopping floors. She was
a good listener too. Nothing pleased her more than to overhear
the vagabond players tell of their adventures in this town and
that along the road.

Harcourt Brace Signatures Series 1999
Level 4-1 Rare Finds
Mirette on the High Wire pp. 87
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Student Record Form: Curriculum-Based Measurement: Oral Reading Fluency
Student Name: ____________________________ Grade/Classroom: ________________________________
Reading Skill Level: _________________________ Best Time(s) for CBM Monitoring: ______________________
Step 1: Conduct a Survey-Level Assessment: Use this
section to record the student’s reading rates in progressively
more difficult material.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______
Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______
Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______
Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______
Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______
Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______
Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

AR-CEC 2005 Fall Conference

Table 1: Sample Estimates of ‘Typical’ CBM Instructional
Reading Levels By Grade
Milwaukee Public Schools
(Winter 2000-2001 Local
Shapiro (1996)
Norms)
CRW Per Reading
CRW Per Min for Students
Grade Min
Errors
in 25th-75th Percentile
1……. 40-60
Fewer than 5
22-64
2……. 40-60
Fewer than 5
36-78
3……. 70-100
Fewer than 7
47-88
4……. 70-100
Fewer than 7
60-104
5……. 70-100
Fewer than 7
77-121
70-100
Fewer
than
7
6…….
95-146
Step 2: Compute a Student Reading Goal
1. At what grade or book level will the student be monitored?
(Refer to results of Step 1:Survey-Level Assessment)
2.
3.
4.
5.

6.

7.
8.

_______________________________________
What is the student’s baseline reading rate (# correctly read
words per min)? ________CRW Per Min
When is the start date to
begin monitoring
the student in reading? _____ / _____ / _____
When is the end date to
stop monitoring
the student in reading? _____ / _____ / _____
How many instructional weeks are there between the start and
end dates? (Round to the nearest week if necessary):
_______ Instructional Weeks
What do you predict will be the student’s average increase in
correctly read words per minute will be for each instructional
week of the monitoring period? (See Table 2):
_________ Weekly Increase in CRW Per Min
What will the student’s predicted CRW gain in reading fluency
be at the end of monitoring?
(Multiply Item 5 by Item 6): ______________
What will the student’s predicted reading rate be at the end of
the monitoring
period? (Add Items 2 & 7): ______ CRW Per Min

References
Fuchs, L.S., Fuchs, D., Hamlett, C.L., Walz, L., & Germann, G.
(1993). Formative evaluation of academic progress: How much
growth can we expect? School Psychology Review, 22, 27-48.
Shapiro, E.S. (1996). Academic skills problems: Direct assessment
and intervention. New York: Guilford Press.
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CBM Student Record Form: Oral Reading Fluency

2

Student Name: ____________________________________________ Grade/Classroom: ______________________________

Baseline 1

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

Baseline 2

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

Baseline 3

Step 2: Collect Baseline Data: Give 3 CBM reading assessments
within a one-week period using monitoring-level probes.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

6.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

7.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

8.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

9.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

10.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

11.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

12.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

Step 3: Complete CBM Progress-Monitoring Weekly or More
Frequently: Record the results of regular monitoring of the
student’s progress in reading fluency.

1.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

2.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

3.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

4.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

5.

Date:_______ Book/Reading Level: ____________
TRW
E
CRW
%CRW
A. ______
______
______
______
B. ______
______
______
______
C. ______
______
______
______

Jim Wright
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Table 2: Predictions for Rates of Reading Growth by Grade
(Fuchs, Fuchs, Hamlett, Walz, & Germann, 1993)
Increase in Correctly Read Words Per Minute for Each
Instructional Week
Grade Level
Grade 1
Grade 2
Grade 3
Grade 4
Grade 5
Grade 6

jim@jimwrightonline.com

RTI & Schools/Jim Wright, Presenter

Realistic Weekly
Goal
2.0
1.5
1.0
0.85
0.5
0.3

Ambitious Weekly
Goal
3.0
2.0
1.5
1.1
0.8
0.65

www.interventioncentral.org
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Administration of CBM math probes
The examiner distributes copies of one or more math probes to all the
students in the group. (Note: These probes may also be administered individually).
The examiner says to the students:
The sheets on your desk are math facts.
If the students are to complete a single-skill probe, the examiner
then says: All the problems are [addition or subtraction or
multiplication or division] facts.
If the students are to complete a multiple-skill probe, the
examiner then says: There are several types of problems on the
sheet. Some are addition, some are subtraction, some are
multiplication, and some are division [as appropriate]. Look at
each problem carefully before you answer it.
When I say 'start,' turn them over and begin answering the
problems. Start on the first problem on the left on the top row
[point]. Work across and then go to the next row. If you can't
answer the problem, make an 'X' on it and go to the next one. If
you finish one side, go to the back. Are there any questions?
Say, Start. The examiner starts the stopwatch.
While the students are completing worksheets, the examiner
and any other adults assisting in the assessment circulate around
the room to ensure that students are working on the correct
sheet, that they are completing problems in the correct order
(rather than picking out only the easy items), and that they have
pencils, etc.
After 2 minutes have passed, the examiner says Stop. CBM
math probes are collected for scoring.
Scoring
The following scoring rules will aid the instructor in marking single- and
multiple-skill math probes:
Individual correct digits are counted as correct.
--Reversed or rotated digits are not counted as errors unless their
change in position makes them appear to be another digit
(e.g., 9 and 6).
Incorrect digits are counted as errors.
--Digits which appear in the wrong place value, even if otherwise
correct, are scored as errors.
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Example:
97
x 9
8730

"873" is the correct answer to this
problem, but no credit can be given
since the addition of the 0 pushes the
other digits out of their proper placevalue positions.

The student is given credit for "place-holder" numerals that are included
simply to correctly align the problem. As long as the student includes the
correct space, credit is given whether or not a "0" has actually been inserted.
Example:
55
x 82
110
4400
4510

Since the student correctly placed 0 in
the "place-holder" position, it is given
credit as a correct digit. Credit would
also have been given if the space were
reserved but no 0 had been inserted.

In more complex problems such as advanced multiplication, the student is
given credit for all correct numbers that appear below the line.
Example:
33
x 28
264
660
924

Credit is given for all work below the
line. In this example, the student
earns credit for 9 correct digits.

Credit is not given for any numbers appearing above the line (e.g., numbers
marked at the top of number columns to signify regrouping).
Example:
1
46
+ 39
85

AR-CEC 2005 Fall Conference

Credit is given for the 2 digits below
the line. However, the carried "1"
above the line does not get credit.

RTI & Schools/Jim Wright, Presenter

Page 41

Administration of CBM writing probes
The examiner distributes copies of CBM writing probes to all the students in
the group. (Note: These probes may also be administered individually). The
examiner says to the students:
I want you to write a story. I am going to read a sentence to you
first, and then I want you to write a short story about what
happens. You will have 1 minute to think about the story you
will write and then have 3 minutes to write it. Do your best
work. If you don't know how to spell a word, you should guess.
Are there any questions?
For the next minute, think about . . . [insert story-starter]. The
examiner starts the stopwatch.
At the end of 1 minute, the examiner says, Start writing.
While the students are writing, the examiner and any other
adults helping in the assessment circulate around the room. If
students stop writing before the 3-minute timing period has
ended, monitors encourage them to continue writing.
After 3 additional minutes, the examiner says, Stop writing.
CBM writing probes are collected for scoring.
Scoring
4. Correct Writing Sequences-Fig. 2.13: An illustration of selected scoring rules for correct writing sequences.
Since the first word is correct, it is marked
as a correct writing sequence.

^ It^ was^ dark^ .^ Nobody^

Because the period is
considered essential
punctuation, it is joined
with the words
before and after it to make
2 correct writing sequences.

could seen the^ trees^ of

^ the

forrest.

Grammatical or syntactical errors are
not counted .

Misspelled words are not counted.

AR-CEC 2005 Fall Conference

RTI & Schools/Jim Wright, Presenter

Page 42

The following scoring rules will aid the instructor in determining correct writing
sequences:
Correctly spelled words make up a correct writing sequence (reversed letters
are acceptable, so long as they do not lead to a misspelling):
Example

^ Is^ that^ a^ red^ car^ ?

Necessary marks of punctuation (excluding commas) are included in correct
writing sequences:
Example

^ Is^ that^ a^ red^ car^ ?
Syntactically correct words make up a correct writing sequence:
Example

^ Is^ that^ a^ red^ car^ ?
^ Is^ that^ a^ car

red?

Semantically correct words make up a correct writing sequence:
Example

^ Is^ that^ a^ red^ car^ ?
^ Is^ that^ a

read car^ ?

If correct, the initial word of a writing sample is counted as a correct writing
sequence:
Example

^ Is^ that^ a^ red^ car^ ?
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Titles are included in the correct writing sequence count:
Example

^ The^ Terrible^ Day
With the exception of dates, numbers written in numeral form are not
included in the correct writing sequence count:
Example

^ The 14 soldiers^ waited^ in^ the^ cold^ .
^ The^ crash^ occurred^ in^ 1976^ .
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CBA Writing Probe
Name ___________________

Grade/Classroom _____ Date ______

One day I went out on a boat into the open ocean. I was all alone in the boat. Suddenly a
storm blew in and carried me off to a desert island. Then...
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
[Total Wds____]

AR-CEC 2005 Fall Conference

[# Correctly Spelled Wds ____]

[#Correct Writing Sequences____]
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Student: _____________________ Classrm/Grade: ________________ Monitoring Level: ____________
WEEK 1 WEEK 2
BASELINE
______-____ ___-___ ___-___
______-____ ___-___ ___-___

WEEK 3 WEEK 4
___-___ ___-___

WEEK 5
___-___

___-___ ___-___

___-___

WEEK 7
___-___
___-___ ___-___

WEEK 8
___-___

WEEK 9
___-___

WEEK 10 WEEK 11 WEEK 12
___-___ ___-___ ___-___

___-___

___-___

___-___

___-___ ___-___

MTWTF

M T W TF

MTWTF

M T W TF

MTWTF

WEEK 6
___-___

100
80
60
40
20
0

BASELINE

MTWTF

M T W TF

MTWTF

M T W TF M T W T F

M T W TF

Instructional Days
AR-CEC 2005 Fall Conference
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(Norms from Shapiro, 1996)

Mastery 1-2
Instr’l 3+
Mastery 3+

120

Frustrational 1-2
Instr’l 1-2
Frustrational 3+

Correctly Read Words Per Minute

140

M T W TF

Reading 140-12 ©2003 Jim Wright www.interventioncentral.org
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Behavior Report Card
Student: ________________________________________________
Teacher: __________________

Classroom: _________________

Directions: Review each of the Behavior Report Card items below. For each item, rate
the degree to which the student showed the behavior or met the behavior goal.
Date

Behavioral Target

M

T

W

Th

F

Jim thought about the consequences
of his actions before acting.

Jim remembered academic
instructions and directions without
needing extra reminders.

Jim left his seat only with permission
during academic periods.

©2004 Jim Wright
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Monitoring Charts 1 to 2 of 3
View Next Charts>>

Behavior Report Card

Jim thought about the consequences of his actions before acting.

Jim remembered academic instructions and directions without needing extra
reminders.
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