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Objectives
By the end of this chapter, the reader will be able to

correct res
the followi
tion Mode

1. Describe the six principles of the Core

Intervention Model Pri nciple

2. Write dlear intervention lesson objectives In order fo

ducted in s
small grou;
and to give
class group
10 or fewer
of students
groups of tl
larger groy;
difficulty m
portunities
demonstrat.

3. write a lesson plan that includes activities that
break down PA and phonics skills for students

4. Develop staircase procedures for corrective feedback

ow that the scope and sequence of early reading intervention
has been presented, let’s examine how these skills should be
taught to meet individual learners’ needs in a classroom with
many individual differences. This chapter focuses on the methods
of teaching that are best suited for teaching early reading skills to
struggling readers.

The Core Interventlon Model
of Instruction

The Core Intervention Model (CIM) gGerber et al., 2004) is pre-
s . The CIM has been effec-
tive in remediating early reading difficulties in struggling readers,
including English learners and those at risk for reading disabilities
(Filippini, 2008; Gerber et al., 2004; Leafstedt et al., 2004; Richards

et al., 2006; Solari & Gerber, 2008). The CIM is an instructional model
based on theories of direct instruction. The research on direct instruc-
tion as a method for improving the academic success of low-performing
dents is vast (see Chapters 2 andv4) Similar to direct instruction, the
six principles of CIM are that (1) students are taught in a small group;
(2) specific objectives are set; (3) content and materials are appropriate -
for students’ ability level; (4) skills are taught intensively, explicitly,
and at a rapid pace; (5) students are provided opportunities for many

How man
 be provide
- " The ai
grade leve

: performmg
:three to fiv
"2004) (Fou




correct responses; and (6) explicit correction procedures are used. In 93
iehe lollowing sections, each of the six principles ol the Core Interven-
@ sion Model will be described. Chap

mb Teach in a small group. ' Teach It2

dn order for struggling readers to benefit, the CIM needs to be con-
ducted in small groups. Over the years, research has demonstrated that
'small groups allow teachers to focus more on individual learning needs
d 10 give students more attention than they would receive in whole

ack fdass grouping (Elbaum et al., 1999). Small groups have been defined as
10 or fewer. However, reading research investigating various groupings
tof students has suggested that students make the most gaj
cgroups of three to four students (Elbaum, Vaughn & Hughes, 1999). In
darger groups, even those with only seven students, teachers have more
intervention i difficulty meeting student needs, and students do not have as many op-

Is should be
1ssroom with
methods
1 skills to

‘portunities to respond. Likewise, one-to-one instruction has not t.aﬁn
* demonstrated to have more impact on student growth than small nri nup
Box 6.1

s Amount of Intervention Needed

How many minutes per day and how many days per week should students
be provided early reading intervention?

The answer to this question will vary depending on the needs and
grade level of the student. Research shows that at minimum, the inter-
vention must take place at least 30 minutes a week for 10 weeks to
achieve results (Ehri et al., 2001). However, for students who are very low
performing, more intervention is necessary, generally for 20 to 30 minutes,
three to five days a week for. 10 weeks (O’Connor, 2007; Leafstedt et al.,
2004). (For kindergartners, 15 minutes may be more realistic.) For students
who already have an identified learning disability, generally 45 or more
minutes of intervention five days a week for more than 10 weeks is neces-
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, readers,
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ctional model '
lirect instruc- A
ow-performing ;

nstruction, the . sary (Vaughn & Roberts, 2007). For students with learning disabilities,

i small group; 1 especially older students, part of intervention should be devoted to early
ire appropriate . skills, with the additional time used to develop more complex reading

, explicitly, 3 skills, such as fluency, vocabulary, and comprehension.

ies for many
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instruction, particularly for early reading skills, as students also learn
from each other (Ehri et al., 2001). To maximize the impact of inter-
vention, three to four students is the optimal size for a small group.
This number allows students to have a great number of opportunities

. When delivering intervention
in small groups, the length of intervention will vary with individual
student needs (see Box 6.1).

to respond and glso allows them 1o gbserve their peers resgondinﬁ

Principle 2))Set specific objectives.

Intervention is designed to target individual student needs based on
assessment data and teacher observation. Goals for each student are
set for the intervention, and specific daily objectives are set for each
lesson. Objectives are based on target skills and should follow the
developmental scope and sequence of acquiring early reading skills.
(See scope and sequence in Chapter 5.) In order to have meaningful

- .objectives for intervention, they must be observable and measurable.

This means that the teacher needs to observe the student doing the

" behavior and then be able to determine if the student has met the ob-

jective. Table 6.1 includes examples of both initial and final objectives

written by Ms. Perry after applying the observable, measurable criteria.

TABLE 6.1 _ Initial and Final Objecti

Iniﬁal Objectives. : Final Objectives

1; Studéhfs Wl”knOWhOWto By
blend WOrds. ‘ ’ '

2. Students will understand how .
- to segment four-phoneme
Cwords. Ak

3. StUdentsw‘vi_H practice s 6

In exam;
blend we
“know” }
Can she :
sounds a
After coll
objective
and /o/ s
she can h
to measu
these sou
Befor

be told th
language
gether to
in them.”

“students ¢
the end o

Principl
appropi




g TP PO , dn example 1, Ms. Perry initially wrote, “Students will know how to 9—
i L8

ict of inter- 4
“know” how to blend; she can only see what the students actually do. Chapter 3

all group. S
she measure this? No, it is not clear what the type of words or

pportunities o 5 3 How
sponding - sounds are or how the student is supposed to demonstrate blending.

erertiog * After collaborating with her first-grade team, Ms. Perry rewrote the

e AR - ebjective to read, “Students will orally blend CVC words with short /a/

and /0/ sounds.” Can she observe the students doing this behavior? Yes,

*she can hear the students orally blending CVC words. Will she be able
" to measure this? Yes, she can ask the students to blend words with

i these sounds to determine if they have met the objective.

Before starting the activities in the intervention, students need to
be told the objective in “student-friendly” language. An example of this
- language is, “Today we are going to be learning how to put sounds to-

¢ gether to make words. All the words will have the /a/ and /o/ sounds

i in them.” This explanation aids in making the intervention explicit to

' students and lets them know what they are expected to accomplish by
¢ the end of the intervention lesson.

‘4 m hoose content and materials

appropriate for each student’s ability.

Is based on
student are
set for each
follow the
ding skills.
meaningful
measurable.
doing the
s met the ob-
1al objectives
urable criteria.

In planning for intervention, the content and materials selected must
be appropriate for each individual student’s ability. Content and materi-
als should specifically target the student’s individual needs. Sometimes
this will mean that individual students in the group mav require differ-

rvention ent content and matenals even though they are workine toward the
working toward the same objective—spelling and reading CVC words.
nd CVC

Three of the students, including Yvonne, are reading and spelling CVC
words on post-it squares and can produce all three sounds/letters. Ben
is also reading and spelling CVC words, but since he is not ready to
produce all three sounds/letters, he is provided the rime portion of the
word on a large post-it and only adds the first sound/letter with a
smaller post-it.

Selecting examples for the activities must also be appropriate for
each lesson and individual student. If, during an intervention lesson,
the objective is for students to read and spell CVC words and Ms. Perry

d fof sounds.

words
want blends

C words
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FIGURE 6.1 Modifying Content and Materlals
to lndlwdual Needs

Iwe
man
at tl
with
sour
(Wri

has only reviewed the letters/sounds a, m, s, i, t, f, d, 7. 0, and g, then the the ¢

words chosen for the lesson should only include words that can be
made with these letters/sounds. Table 6.2 contains a list of words that ~ -~ ¥ - For man
can be used to meet the objective using only the letters/sounds above. out expl.

" In this case, the letter ¢ has not been rev1evved and therefore the word - learned 1

peg would not be arni appropnate Word to use for this lessoxn. : : detail reg

',TABLE 6.2 Word Llst for eading o . e if the

at N

‘mat, fat, sat, rat -




inciple 4. Teach Skl"S expllatly, mtenswely,
id at a rapid pace.

ching explicitly involves several techniques: modeling, breaking
ks and skills into steps, and providing guided and independent
actlce First, explicit teaching involves modeling the activity by
Hling and showing the students what they are going to do. In most
ases, while modeling the activity, teachers are also modeling their
1king as they are doing the tasks in a “think-aloud.” This approach
‘demonstrates to students the strategies that good readers use. For
ample, when doing an activity in which students have to produce
word with the same onset, or beginning sound, as another word,

sing the following language will help students develop a strategy
_r th1s task:

I want to think of a word that starts with the same sound as
‘man. (Use picture for EL support.) Man, m-an, 1 hear the /m/ sound .
at the beginning. What is another word I can think of that starts
with the /m/ sound? Hmmm . . . mouse; starts with the /m/
‘'sound. Man, mouse—1I hear the /m/ sound in both of the words.
(Write the words on the board.) Man, mouse—those both start with
the same letter m. (Underline the m in both words.)

1d g, then the

at can be

*words that Or many average-achieving students, these strategies are learned with-
unds above. ut explicit instruction, but for struggling readers, strategies will not be
ore the word earned unless they are explicitly taught. (Refer to Chapter 4 for more
n. etail regarding strategy instruction.)

Second, explicit teaching requires that tasks and skills be broken
‘down into steps. If there are several steps'to complete the task, they
‘must be broken down so that the students can be successful. For exam-
‘ple, if the objective for Yvonne’s group is for the students to read and
spell CVC words with short /a/ and /o/ sounds there are several steps
that need to.occur for this to happen: '

1. Students must know the letter-sound relationships for /a/
and /o/. :

2. Students must know the consonant sounds to be used to make
the words.

R 3. Students must be able to segment and blend sounds_.
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When designing a lesson to meet this objective, Ms. Perry includes
activities that provide students the needed support-to perform this task
successfully. A sample lesson that breaks down these skills is shown in
Figuie 6.2, This lesson includes an activity that reviews the letters/
sounds that will be used in the lesson, an activity that involves seg-
menting words orally through sound counting, an activity that includes
blending words orally, and finally an activity that involves reading and
spelling CVC words. The first three activities take only a few minutes
each and are included to review the key skills needed to meet the
1ntervent10n lesson objective—reading and spelling CVC words.

Thlrd explicit instruction involves providing guided practice—.
with assistance. After Ms. Perry models the task, she then does several -
examples with the students. After providing students the opportunity to
practice with assistance, they are given several opportunities to practice
independently. Included in independent practice is continuous review
of previously taught skills. Independent practice and continuous review
assist struggling readers to master the skills being taught. Unlike general
classroom reading instruction, which often requires that a teacher
move on to the next skill before all students have mastered it, interven-
tion is focused on targeting specific skills that students need until they
have mastered those skills. Daniel, the student with LD on Mr. Lee’s
caseload, needs to continue to practice after he has learned a skill in
order to maintain his mastery of that skill and to enable generalization
beyond reading during intervention time. On Monday, Mr. Lee taught a_
lesson on spelling CCVC words (e.g., flat). He will continue to teach this -
skill for the rest of the week or until the students have demonstrated:
mastery of the skill on weekly assessments. Although he will move on.
to spelling CVCC words (e.g., fast) the next week, he will review CCVC
words at the beginning of these lessons. This will allow for add1t10na1
practice and review of the mastered skill.

Intensive intervention includes three elements:-group size, addl-
_tional time, and pacing. To provide students intensive intervention,

group size must be small, and gfudents must have adeﬂuéte time_in )
addition to general classroom instruction, dedicated to Intervention—
namely, 20 to 30 minutes three to five da m

add additional‘time (Vaughn et al., 2007). Intensive intervention also.
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FIGURE 6.2 . Lesson Plan Showing Breakdown of Skills

Lesson Plan

Date: 1/30 - o Materials:

Lesson number: 8 , | ‘ Letter cards

Group: 1 Grab. bag, with picture cards i
o Post-its ‘

»Stukdents present:

v Index cards
Yvonne, Ben, Brenda, Humberto

Minutes of instruction: 20

Objective: The students will read CVC words and spell CVC words using thé word families -at, -ad,
-ot, -og (Tell students the objective in student-friendly language.)

Reviewed skills: Letter sounds, segmenting three-phoneme words using fingers to count sounds,
orally blending three- to four-phoneme words

Word Families

.-at : -ad o +-0t | -og
mat, fat, sat, rat +'mad, sad, dad, rad | tot, dot, rot, got fog, dog
Lesson

Activity T (2 minutes)—Letter-sound review :
Show letter card; have students say letter sound and name (a, o, ¢, dgmfsp

Activity 2 (3 minutes)—Review. of blending
Grab bag-Guess-My-Word blending activity using three- or four-phoneme words

Pull picture card from bag. Do not show students picture. Segment the word. Students blend the
sounds to guess the word. Once students correctly blend the word, show the picture.

Activity 3 (3 minutes)—Review of finger-counting number of sounds

Say a word (maf). Students segment the word using fingers to show how fnany sounds the word has.
Have students tell how many sounds, -~ * ' R o

Activity 4 (12 minutes)—Reading and spelling CVC words
Pass out post-its, index cards, and pencils.:

Model: “Today we are going to use our segmenting and blending skills to read and spell words.
I'am going to show you what we are going to do. |- want to spell the word sat.” {Segment with finger
counting.) “/S/-/a/-//. That is three sounds. | will put out three post-its. First, | hear /s/. Let me think
what letter makes /s/. S—that is the first letter. Second, I hear /a/. | know a makes /a/. Last | hear /t/.
T makes /t/.” (As | say this, write the letter on the post-it.) “Let me read it—sat. That is right.

Now | will write it on my index card and practice reading it.”

Guided Practice: “Let’s do some together.” Do four to five examples with the students using the same
language. Use the word families to choose words.

Independent Practice: Have students do four to five words on their own while you provide feedback.
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~needs-and have more opportunities for responding correctly.

quortunities for students tg rgiggng m 2 mmsm giWhe uses .. ..

needs to be conducted at a rapid pace. This does not mean to just “go
fast.” It means that the pace of the lessons needs to move quickly. This

max seem contrarx to what many would tgmhi hm ﬁmd ni%
critical, because students who are struggling readers have i
STReIL Decrs wheh means tEat tEey neea to iearn much more in a

In a res
shorter amount of time to get back on track (Bngelman et al., 1988). - Leafste
Rapid pace also keeps students’ attention. If students constantly need t - interve

© respond, there is less time for distraction or inattention, which tends to *during
[ teacher must control the instruction by knowmgﬁ}v‘;at&z goals. - - minute
and objectives are, modeling examples while keeping teacher talk to - Stu
a minimum, and exhibiting a high level of enthusiasm to hold student : chor ?' T
attention. ~formed
‘ < all stude

achieve
rovide students with opportunltles it was a

or many COI"I"ECt responses. Opportu

During 1ntervent10n, it is 1mportant to maximize the number of correct
response opportunities for each student. Research has shown that the
more responses students give, the more growth they make (see Box

6.2). Struggling readers, particularly in a whole group setting, either do . to give the
nottake the risk to respond or, when they do respond, often are incor- - (EVEr It1s 1)
rect. Therefo(r?, during intervention, struggling readers need to have ‘providing

earning ac
‘respond eii
of manipul
dents if the
it helps to ]
‘that some ¢
another. A
English lea:
may not fe
Ipate fully i
orally with

many opportunities to respond correctly. Using the principles of the

CIM already described (i.e., stating the objective, breaking down the
skills, having appropriate content and materials, and prov1d1ng explicit
and intensive teaching), teachers create a learnmg environment in o
which students are participating in tasks targeted to'their individual

To maximize the nu

M. Perry prouides,

students to respond. Choral response allows her to increase the number
of responses possible during a given intervention lesson in a small
group setting. Additionally, individual responses are needed to deter-
mine if a student has acquired the skill being taught For stu

aggear to be onl¥ 1m1tat1nﬁ others in the groug or are 1oL i(;ingng mg '
uring the choral responses, individua resBondmﬁ allows the teacher
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Res.po.nSes ahd Growt

a‘fesedrch study mvestrgatmg four low—performmg students (chhards
eafstedt & Gerber, 2006), students who showed the most growth dunng
terventlon were also those who made the gredtest number of responses
ing intervention. Although this research does not indicate a ”magrc”
timber of responses; students who averaged over three responses per
minute were most successtul. Lol
”Wachrevedthe most growth responded durmg group
~choral responses and mdrvrdual responses but alse mouthed the words or
- formed words when it was another student’s furn. The study indicated that
all students had equal opportumtles to respond. Students who did not
chieve growth tended net to respond during choral responses o when
it'was another student’s:turn. For these students, it is hkely that more-
i opportunmes for individual responses are: necessary

10 give‘ these students more response opportunities and practice. How-
providing additional practice and keeping students engaged with the
learning activity. Ms. Perry also provides opportunities for students to
respond either orally, in writing, or by demonstrating through the use
of manipulatives. During a given intervention lesson, it benefits stu-
dents if they have various ways in which to respond. One reason is that’
it helps to hold student attention during the intervention; another is
that some students may be more motivated to respond in one way than
~-another. A few of the students in Ms. Perry’s intervention group are
English learners, such as. Yvonne. Ms. Perry knows that these students
may not feel as comfortable responding orally and do not always partic-
ipate fully in these activities. Therefore, she follows an activity done
orally with an activity in which students use manipulatives to respond.
For example, the first activity Ms. Perry does in the intervention lesson
is orally blending four- and five-phoneme words. The second activiry
she does is spelling €VC words. In this activity, the students use lerter
tiles to spell words.
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As students respond correctly, Ms. Perry praises the students abun-
dantly, making their correct response a “big deal.” This reinforcement is
useful for maintaining attention, but more important, when Ms. Perry
praises a student’s response, the student is more likely to respond again.
She uses praise that is deliberate and systematic. In a spelling activity,
Yvonne correctly spelled the word cuf after she segmented the sounds
in the word and counted them on her fingers. Ms. Perry praised her by
saying, “Great job, Yvonne. That’s right, cut is spelled c-u-t. I like how
you counted the sounds on your fingers to help you spell the word.”
For students who are low performing, praise is an essential part of in-
tervention. These students often do not receive praise during whole
group instruction, since they often do not take the risk to respond or,
if they do respond, are often incorrect. During intervention, incorrect
responses should be ignored. It is difficult, but teachers should resist
the temptation to say, “No, that is not correct” or call on another stu-
dent to provide the correct response. In the next section, the specific
correction procedures are outlined in which teachers lead students to
the correct answer.

FIGUF

Principle 6. Provide corrective feedback
using the staircase approach.

Correction procedures are a critical component of direct instruction
models of teaching. In the Core Intervention Model, expli'cit correction
procedures are the crux of the model. Students are praised for correct
responses. When an incorrect answer is given, students are led to the
correct answer while the incorrect response is ignored. After an incor-
rect response, students are provided the opportunity to respond imme-
diately to a simplified question or task. Correction procedures involve
using the correction staircase to correct students during instruction.
The staircase approach ensures that students are led to the correct
answer and given the opportunity to respond independently to the
original task.

To use the staircase approach, objectives must be clearly stated and
understood. The teacher must break the objective into steps that will
lead the student to the correct answer. If a student is not able to re-
spond to the task, the teacher takes the student down the staircase to
an easier task. When the student can respond independently, the
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Staircase Procedure

 FIGURE 6.3

Lesson objective: Students will tell
a word that rhymes with a given word.

Step 1: Original question: “What is a word that rhymes with frog?”

Step 2: Yes/no question: “Does log rhyme with frog?”

Step 3: Telling the answer: “Log rhymes with frog.
What rhymes with frog?”

Step 4: Say and have the student repeat:
Say, “Log. Good. Log rhymes with frog.”

teacher takes the student back up the staircase until he or she is able to
complete the original task. In the example in Figure 6.3, the original
task (step 1) is “What is a word that rhymes with frog?” If the student
does not respond correctly, the teacher moves down the staircase 1o the
easier yes/no question (siep 2}—*Does log rhyme with freg?” If the
student still does not get the correct answer, the next step is taken—
imitation/modeling (step 3)—"Log rhymes with frog. What rhymes with
frog?” Again, if the student does not respond correctly to this question,
the teacher moves down a step to simple imitation (step 4)—"Say log.
Good. Log rhymes with freg.” When the teacher reaches a point where
the student responds correctly, she then moves back up the staircase,
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stopping at each step, until the student is able to provide a correct re-
sponse to the original task. In this example, if the student responds cor-
rectly after step 3, then the teacher repeats step 2 by saying, “Does log
rhyme with frag?” After the student provides a correct response 1o step
2, the teacher then praises and repeats step 1, the original task, “What
is a word that rhymes with frog?”

For struggling readers, the staircase correction procedure is ideal for

several reasons. FIrst, 11 a student does not produce the correct answer,
e cacher yrovides a prompt at the next step, which reduces the cog-

nitive demand placed on the student. This scalfold creates less effort on
the stuaem’s part when asked to produce the response to the original

task. For example, if the student correctly responds to step 3 and says
“log,” then when the student is asked to respond to “What is a word
that rhymes with frog?” he or she is likely to respond “leg.” Second,
since students who need intervention are not often praised (because
they do not respond or respond incorrectly) during whole group situa-
tions, the staircase approach allows students to be praised more often.
The 188ONCT PTOVIGCS Catler Lo LNt e sludentmcomrectana then
goes back up the staircase, praising with each correct response. At times
this may mean a student is praised three or four times through the vari-
ous steps in the staircase. Traditionally, when a student is incorrect,
teachers either choose another student to produce the correct answer,
tell the student to choose someone to give the correct answer, or the
teacher gives the answer. Using the staircase approach allows the
teacher to provide prompts and praise in order to support the student
reaching the correct answer. Third, teachers do not need to move di-
rectly from the original task to providing the answer. There are several
steps in between that allow the teacher to provide only the number of
prompts and level of prompting necessary to get the correct answer.
Finally, if the teacher takes the student down the staircase, the teacher
has to go back up the staircase. This creates a situation in which the
student is required 1o respond to the original prompt. Therefore, the
student meets the objective of the lesson.
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There needs to be at least four steps in the stalrcase and there may
 be more, depending.on the target skill. These four steps include:

have them repeat.it.

These four steps are shown in the example in Figure 6.3. As the task
becomes more difficult, additional steps can be added to ensure that
you are using the least number of prompts and level of prompting nec-+
“essary. (See the blending and the decoding examples in Box 6.3, which
includes interactions between teacher and student using the staircase
approach.) ‘

The staircase approach is the hallmark principle of the Core Inter-
vention Model and is based on sound research and educational theory.
Several studies have demonstrated that the staircase approach to cor-
rection procedures is effective for struggling readers (Filippini, 2008;
Gerber et al., 2004; Leafstedt et al., 2004; Richards et al., 2006; Solari &
Gerber, 2008). Across these studies, the staircase approach has been
used by teachers, graduate researchers, and even undergraduate tutors.
In these studies, most struggling readers achieved growth and caught
up with peers in early reading skills. Why does the staircase approach
work? The staircase approach reflects a synthesis of several learning
theories but relies most heavily on information-processing and behav-
joral theories. Information-processing theory explains that every -
human being has a limited amount of-“space,” or capacity, to process
information (Baddeley, 1986). If a teacher requires a student to perform
a task that is effortful——that is, there is either too much information to
process or it requires an elaborate response—the student may not have
the capacity to perform the task. In this case, the teacher can reduce the
demand placed on the student by sunphfymg the task so'thar it reqmres
less effort and becomes automatic.

@ Step 1: Provide a question or task related to the objective. How Sho Vi
@ Step 2: Binary‘chc.)ice. Offer a yes/no obption for the student. Teach It
° Step 3: Imitation/modeling. Provide a model for the correct

response and then immediately ask the original prompt.
@; Stef) 4: Sirriple imitation. Teil the student the answer and
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'Damel The boys 1 ran. f—a— 1don't know.
Mr. Lee. Pomt to the word that begms wnth f.
"Danlel F -a-s.

, Damel fst/ o
Mr. Lee: . Great.. Point to the word thaf :

- (Returning up the, stalrcase, step
Daniel: /f/ /a/ S5/, fast.

: ‘.‘ step3) S
";Danlel The boys ran fast




The staircase: approach starts with a task demand based on the N
objective; then, if the student poses an incorrect response or no re-
sponse, the teacher simplifies the original demand and provides another
opportunity for response. If the studeh_t is still not able to respond, a
scaffold, or prompt, is provided until the student can respond. From

a cognitive perspective, the levels of prompts reduce the cognitive
demand placed on the student and allow a response that requires less -
effort. Essentially, each step down the staircase is a simplification of

the previous step and a scaffold for the student {Vygotsky, 1962). The

simplification of the steBs of the staircase should followz 2 systema of
1Rromg S, which 1s derived from behavioral theory. This means

that the teacher only prbvides the number of prompts and level of
prompting necessary for the student to achieve the correct kresponse’
(Wolery & Gast, 1984).
Just as the CIM is based heavily on the principles of direct instruc-
tion, the staircase correction procedures are grounded in direct in-
_ struction approaches to correction (Engelmann & Carnine, 1982).
 Similar to the CIM, direct instruction models rely on the teacher to con-
trol the pace, minimize student error, and have correction procedures at
the ready. Direct instruction-'correction procedures involve the three-
step method: model, lead, and test. If a student makes an error, the
teacher models the correct answer; then leads the student to the correct
answer by saying, “Do it with me”; and finally tests the student to do
it independently. The staircase approach enhances this method by
providing several levels of prompting to meet the individual needs of
students. The “steps” in the staircase provide students the ,opportuIﬁty
to be given prompts that ‘they can then generalize t6 the next task, or
demand, placed on them. For example, Box 6.3 shows the‘interaction
between Mr. Lee and Daniel as Mr. Lee uses the staircase approach 1o
provide corrective feedback to Daniel in decoding the word fast, a
CVCC word. In the staircase, Mr. Lee provides Daniel a prompt 1o help
him blend the consonants s and . By using the staircase correction
procedures, Mr. Lee has helped Daniel generalize this skill to the next
word he reads. When Daniel reads the next word, nest, he reads it
correctly. ' : ‘ ‘
As teachers begin to use the correction staircase, common questions.
arise. These are explored in Box 6.4. :
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BOX 6.4. Cong
Using

Questlons about Usmo the Stalrcase Approach £
: : ' = Remem|

Do I need to:use the taircase each t:me a student make ‘n error? - especiall

" During intervention, you want to use the staircase to lead students to the Earl

5 the correct response 1 each time 'hey make an error on'the target Sl(lll tea Ching
- which is essentnally your objec ve. e ‘ (Leafstec
2. I have a student W/th whom I-went all the way down and. back up the ventions
staircase, “and he: a: till not.able to get to the cofrect response. What lesson pl
should I do? In this. case tis likely that the task is too difficult for the nents in
student. Therefore you change the objective for the student above. (¢

to reflect his kill level. 1 for example the orlgmal obJectlve was to Interven

Th ree tc
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onducting Interventions
Jsing the Six Principles

Remembering to use each of the six principles of the CIM is difficult,
especially when first conducting interventions. In our research using
e Early Reading Project Intervention, teachers used a checklist of
ieaching procedures that incorporated the six principles of the CIM
Leafstedt et al., 2004; Richards et al., 2006). When conducting inter-
ventions, it is useful to have this checklist at hand, along with a short
esson plan that includes a sample of the staircase. The nine compo-
nents in the checklist fit within the six principles described in detail
bove. (See Table 6.3.) The checklist for the early Reading Project
Intervention is included in Chapter 8, Appendix 8.8.

hree to four students ina group, - Small groups

= _State objectlves ST "__‘Speaflc Ob}EC{'IVES

““Model activity =" Explicit and mtens:ve teachmg

e " of skills™ o

- Break down .activitivé"sfiint_ov._st'e'ps,_" 'Content and-'m’aterialsvare

_'appropr.iate ‘
Guided practice e Exphcxt and mtensxve teachmg
o of skills

Praise students often for *..© ! Correctxve‘ ‘_Yeedback

correct responses

Provide many opportunities for = - "Oppb‘rvtﬁri:' fér: hﬁényvcovr‘rvect

students to respond - S ‘-"responses ' ‘ :

Use the staircase e Correctxve feedback

Teach skills to mastery = - R Exphcxt and mtensxve teachmg
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Summary

The Core Intervention Model has six principles that allow teachers to
differentiate intervention for inalwéual students:

Conduct intervention in small groups of ideally three to four
students.

Write observable and measurable objectives for each lesson.

Choose appropriate content and materials for each lesson and
for each individual student, based on screening and progress-
monitoring assessments.

Teach skills explicitly, intensively, and at a rapid pace. This
includes modeling each activity and providing opportunities for
guided practice and independent practice.

Maximize the number of student responses during intervention
lessons.

Use the staircase approach to provide corrective feedback to
students. '




