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Abstract: 
 
This white paper provides a comprehensive overview of evidence-based prac1ces for enhancing founda1onal 
literacy skills within the Mul1-Tiered System of Supports (MTSS) framework of instruc1on. It delves into the 
essen1al elements of effec1ve literacy instruc1on supported by the Science of Reading, discussing key 
characteris1cs such as explicit instruc1on, systema1c approaches, response opportuni1es, feedback 
mechanisms, and the u1liza1on of mul1sensory techniques. It also addresses the need for consistency across 
1ers of support within the MTSS framework and the value of intensive interven1on when necessary. The 
principal recommenda1ons highlight the significance of ongoing professional development, data-driven 
decision-making, collabora1on between educators, and the implementa1on of evidence-based prac1ces to 
op1mize student learning outcomes.  
 
 
Overview of the Mul&-Tiered System of Supports (MTSS) Process:  
 
The concept of a system encompasses a cohesive set of elements func1oning together within an 
interconnected network or mechanism. This no1on extends to an educa1onal framework known as the Mul1-
Tiered System of Supports (MTSS), which integrates various components, including assessment systems, 
curriculum delivery, and interven1on programs, into one unified system. The essence of this system lies in a 
shared set of principles or procedures that guide its opera1ons, crea1ng an organized framework for achieving 
common goals. The MTSS framework is designed to be proac1ve and preventa1ve, u1lizing data and 
instruc1on synergis1cally to op1mize student achievement. Essen1al to MTSS are its four key components: 
universal screening, ongoing progress monitoring, mul1-level preven1on system, and, central to all of these 
components, a data-based decision-making model. These components serve as pillars suppor1ng data-driven 
decision-making processes that span from individual student interven1ons to broader district-level strategies. 
 
Data-Based Decision-Making Model  
MTSS operates as a proac1ve and preventa1ve framework, melding data-driven insights with instruc1onal 
methodologies to op1mize academic performance while addressing students' academic well-being. At the core 
of every MTSS process lies a robust model for data-driven decision-making. Referred to as the Collabora-ve 
Problem-Solving Process, this model acts as the driving force behind all MTSS components. The process of data 
analysis and decision-making is integral to every level of MTSS implementa1on. This includes u1lizing 
screening and progress monitoring data to inform decisions regarding instruc1onal strategies, student 
progression within the mul1-level preven1on system, intensifica1on of instruc1on and support, and the 
iden1fica1on of students requiring special educa1on services as mandated by state regula1ons. Moreover, 
implementa1on data plays a crucial role in assessing the fidelity of interven1ons, evalua1ng their alignment 
with intended objec1ves and pinpoin1ng areas for enhancement. 
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The systema1c process for data-based decision-making within MTSS begins with the establishment of MTSS 
teams, each with defined roles, responsibili1es, and procedures. This includes fostering clear communica1on, 
efficient processes, and ongoing professional development. Data analysis within MTSS encompasses 
iden1fying needs, formula1ng hypotheses, devising interven1ons, seTng measurable goals, and evalua1ng the 
effec1veness of implemented strategies. 
 
Assessment Data 
Assessment involves learning about students' reading abili1es and collec1ng data to address these inquiries.  
The choice of assessment materials and tools should align with the specific purpose or ques1on being 
explored. The fundamental purpose of assessment is to improve reading outcomes. School-wide literacy 
models, such as MTSS, include assessments for four purposes: 
 

Universal Screening Diagnos&c Progress Monitoring Outcome Measures 
• Brief and efficient 
• Reliable and valid 
• Administered mul1ple 

1mes per year  
• Serves as an “indicator”  
• Given to all students 

(universal) 
• Tells you which 

students may be at risk 
• Predic1ve indicators on 

which students may 
need a diagnos1c 
assessment  

• Comprehensive 
evalua1ons conducted 
to iden1fy students’ 
learning needs 

• Reliable and valid 
• Administered once per 

year or as needed 
• Helps iden1fy areas 

requiring interven1on 
• Most useful to inform 

targeted instruc1on 
and interven1on in 
specific skill areas 

 

• Frequent assessment of 
progress on specific 
skills 

• Evidence of retained 
learning across related 
lessons or a group of 
lessons (curriculum 
embedded 
assessments) 

• Simple to administer 
• Reliable and valid 
• Easily understood 
• Can be given o]en 
• Quick assessment 
 

• Summa1ve assessment 
used to determine 
grade-level 
expecta1ons (Terra 
Nova, Iowa Test of 
Basic Skills)  

• Administered once per 
year (a]er learning) 

• Administered to all 
students 

 

Center on Standards Assessment Implementa1on 
 
 
Mul&-Level Preven&on System 
MTSS operates on the premise of tiered systems of support, wherein Tier 1 encompasses universal 
instruction and support aimed at ensuring that all students receive high-quality core instruction aligned 
with grade-level standards. This tier emphasizes e@ective teaching practices, di@erentiated instruction, a 
high-quality core curriculum, and preventative instruction, with the overarching goal of keeping students 
out of risk levels. Tier 2 delves into targeted interventions tailored to students who require additional 
support despite Tier 1 e@orts, focusing on specific skill gaps and o@ering small-group facilitated 
instruction along with progress monitoring. Tier 3 represents the most intensive level of intervention, 
providing individualized support for students who do not respond adequately to Tier 1 and Tier 2 
interventions. This tier emphasizes smaller group or one-on-one instruction, frequent progress 
monitoring, collaborative problem-solving, and data-based decision-making to address severe and 
urgent student needs. 
 
  

https://csaa.wested.org/resources/
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Tier I Instruction (Universal Tier)  
Instruc1on at this 1er focuses on the implementa1on of the district’s core curriculum and is aligned with state 
academic standards. Instruc1on at this 1er is differen1ated to ensure that instruc1on meets the needs of all 
learners. Districts spend significant amounts of 1me and money and enlist a significant number of personnel to 
ensure that universal instruc1on is well designed and based on empirical research documen1ng what works. 
Furthermore, teachers and staff must receive ongoing professional learning to deliver the universal 
instruc1onal program the way it was designed. It is important to note that Tier I is more than a single textbook. 
It encompasses all the materials and instruc1on used to provide the main classroom instruc1on that would get 
most students to proficiency in grade-level standards. At this tier, universal screening tools are often used to 
identify students who are at risk for poor learning outcomes.  
 
Tier II Instruc&on (Targeted Interven&on) 
 
 
 
 
 
 
 
 
 
 
Tier III (Intensive Interven&on) 
Tier 3 instruc1on, also known as intensive interven1on, is the most intensive level of support within a mul1-
1ered system of support (MTSS) framework. It is designed to provide individualized, targeted instruc1on to 
students who have not responded adequately to 1er 1 and 1er 2. Key characteris1cs of Tier 3 instruc1on 
include increased intensity and individualiza1on, with sessions occurring daily or mul1ple 1mes per week for 
45-60 minutes, typically in a 1:1 or 1:3 seTng. Interven1ons are tailored to the specific needs of each student 
based on ongoing progress monitoring data. This instruc1on is highly explicit and systema1c, involving explicit 
modeling, guided prac1ce, and correc1ve feedback. 

Delivered by highly trained specialists, such as special education teachers or instructional specialists, Tier 3 
instruction uses evidence-based interventions and strategies for students with significant academic or 
behavioral difficulties. Exit criteria and ongoing monitoring are crucial to determine intervention effectiveness 
and readiness for transitioning to less intensive support tiers. If a student does not respond to Tier 3 
intervention, further evaluation and additional support or services may be necessary. 

  

When instruc1on at Tier I is not sufficient 
to meet student needs, students require a 
heightened level of instruc1on known as 
Tier 2. This 1er delves into targeted 
interven1ons tailored to students who 
require addi1onal support despite Tier 1 
efforts, focusing on specific skill gaps and 
offering small-group instruc1on along with 
progress monitoring.  
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The chart below encompasses characteristics of each tier within the Multi-Tiered System of Supports (MTSS) 
framework. 

 Tier 1 Tier 2 Tier 3 
• Primary preven1on of reading 

failure 
• At least 80 percent of students 

reach grade-level expecta1ons 
• Standards-based instruc1on 
• Effec1ve implementa1on of 

research-based curriculum 
• Data-driven differen1a1on 
• Universal screening 
• Provided by the general educa1on 

teacher with support from others as 
needed 

• Minimum of 90 minutes per day 
• All students 
• Whole-group and small-group 

formats 
 

• Secondary preven1on of reading 
failure 

• An addi1onal 15–20 percent of 
students reach grade-level 
expecta1ons with Tiers 1 and 2.  

• In addi1on to, not instead of Tier I 
instruc1on 

• 30–35 minutes per week 
• Progress monitoring at least two 

1mes per month 
• Students are “at risk” in spite of 

receiving effec1ve core instruc1on  
• Standardized and evidence-based 

interven1on 
• Provided by the general educa1on 

teacher with support from others as 
needed 

• Frequent and regular progress 
monitoring  

• Small, flexible, skills-based groups of 
3–5 students  

• Intensive, individualized 
interven1on 

• Frequent and regular progress 
monitoring 

• Provided by the general 
educa1on teacher with 
support from others as 
needed 

• In addi1on to, not instead of 
Tier I instruc1on 

• 45–60 minutes daily 
• Small, flexible, skills-based 

groups of 1–3 students 
• Students with iden1fied 

reading difficul1es as 
determined by screening, 
diagnos1c, and progress 
monitoring data 

• Remaining 0–5 percent of 
students reach grade-level 
expecta1ons with Tiers 1 and 
3.  

 
Consistency Across Tiers 
Effec1ve interven1ons should ensure an alignment of resources and materials across 1ers. This is crucial to 
ensure a seamless con1nuum of support for students. It also facilitates a smooth transi1on of instruc1on 
between 1ers as students’ needs change, without disrup1ng their learning. Consistent use of evidence-based 
prac1ces and high-quality materials across all 1ers reduces undue confusion and maximizes the effec1veness 
of the MTSS framework in accelera1ng student learning.  
 
 
Reading Instruc&on Within an MTSS Framework:  
 
The integra1on of MTSS with evidence-based prac1ces rooted in the Science of Reading further enhances its 
efficacy. By aligning core, supplemental, and interven1on programs with the principles of effec1ve reading 
instruc1on, MTSS ensures a comprehensive approach that addresses diverse student needs while fostering 
literacy development, from early readers to skilled readers and writers. This alignment extends across 
differen1ated instruc1on, interven1ons, and intensive interven1ons, maintaining consistency in instruc1onal 
approaches and data u1liza1on to op1mize student outcomes within the MTSS framework. 
 
The Science of Reading 
The comprehensive understanding of the Science of Reading is crucial for this discourse. To clarify, the Science 
of Reading is defined as a vast, interdisciplinary body of scien1fically based research about reading and issues 
related to reading and wri1ng. This research has been conducted over the last five decades across the world, 
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and it is derived from thousands of studies conducted in mul1ple languages (Science of Reading: Defining 
Guide, 2022). This research draws insights from various domains such as educa1on, psychology, linguis1cs, and 
neuroscience, offering a comprehensive understanding of reading processes.  
 
The Simple View of Reading, proposed by Gough and Tunmer (1986), indicates that reading comprehension is 
a product of decoding and language comprehension, akin to a mathema1cal formula:  
 
 
 
This formula underscores the interdependence of these factors, where the absence of either decoding or 
linguis1c comprehension leads to compromised reading comprehension. For instance, proficient decoding 
skills without linguis1c comprehension proficiency result in faulty reading comprehension. Conversely, strong 
linguis1c comprehension without decoding skills, such as in individuals with dyslexia or young learners yet to 
acquire decoding skills, also leads to inadequate reading comprehension. Therefore, both decoding and 
linguis1c comprehension must be robust for proficient reading comprehension.  
 
Another widely used framework that encapsulates the findings of the science of reading research is with Dr. 
Hollis Scarboroughs’s Reading Rope (2001). The Reading Rope represents a visual model of what skills 
contribute to skilled reading. The Reading Rope serves as a visual representa1on illustra1ng the key skills that 
are crucial for proficient reading. This model vividly shows how different reading skills are interconnected, 
reinforcing each other to develop skilled reading abili1es. The strands of the Reading Rope are categorized into 
two main areas: language comprehension and word recogni&on. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Scarborough, (2001) 
 
  

Word Recognition  x  Language Comprehension  =  Reading Comprehension 
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Effec1ve instruc1on in founda1onal reading skills encompasses several key components. These components 
include explicit instruc1on, a systema1c approach, opportuni1es for independent prac1ce, and targeted 
feedback. This white paper outlines key dis1nc1ons of these components and how they should be applied 
within the MTSS framework.  
 
 
 
 
 
 
 
 
 
 
 
 
 
The Role of Explicit Instruc&on  
Archer & Hughes (2011) defined explicit instruc1on as “… unambiguous and direct approach to teaching that 
incorporates instruc1on design and delivery.” The impact of explicit instruc1on on student learning has a 
robust effect size of 0.56 (Visible Learning MetaX, 2023). The key benefits of explicit instruc1on on student 
learning include: 

• Engagement in the process of learning. Explicit instruc1on involves modeling, providing guided and 
independent prac1ce, and giving 1mely feedback. 

• Reduced cogni1ve load. Explicit instruc1on reduces the cogni1ve load on students, especially those 
who struggle with working memory. By breaking down concepts into clear steps and providing 
scaffolding, explicit instruc1on frees up mental resources for the learning itself. 

• Improved reten1on and automa1city of founda1onal skills and concepts. Explicit instruc1on involves 
distributed prac1ce, review of previous learning, and building toward mastery, which helps cement 
knowledge.  

• Makes higher-order and inquiry-based learning more accessible. By first providing direct instruc1on on 
cri1cal content and skills, explicit teaching lays the groundwork for students to engage in more 
complex, student-directed learning. 

 
Educa1onal researchers (e.g., Brophy & Good, 1986; Christenson, Ysseldyke, & Thurlow, 1989; Gersten, Schiller, 
& Vaughn, 2000; Hughes, 1998; Marchand-Martella, Slocum, & Martella, 2004; Rosenshine, 1997; Rosenshine 
& Stevens, 1986; Simmons, Fuchs, Fuchs, Mathes, & Hodge, 1995; Swanson, 2001) have iden1fied and 
delineated a range of instruc1onal behaviors and elements that exemplify an explicit approach to teaching. 
These elements are listed below.  
 
1. Focus instruction on critical content. Teach skills, strategies, vocabulary terms, concepts, and 

rules that will empower students in the future and match the students’ instructional needs. 
 

  

My Reading Academy Addresses Both Sides of the Simple View of Reading 

My Reading Academy  is deeply rooted 
in the  Science of Reading research. 
Students interact with hundreds of 
learning games, books, and activities 
that address word recognition and 
language comprehension skills.  
 
 

https://www.ageoflearning.com/my-reading-academy/
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2. Sequence skills logically. Consider several curricular variables, such as teaching easier skills 
before harder skills, teaching high-frequency skills before skills that are less frequent in usage, 
ensuring mastery of prerequisites to a skill before teaching the skill itself, and separating skills and 
strategies that are similar and thus may be confusing to students. 
 

3. Break down complex skills and strategies into smaller instructional units. Teach in small 
steps. Segmenting complex skills into smaller instructional units of new material addresses 
concerns about cognitive overloading, processing demands, and the capacity of students’ working 
memory. Once mastered, units are synthesized (i.e., practiced as a whole). 
 

4. Design organized and focused lessons. Make sure lessons are organized and focused in order 
to make optimal use of instructional time. Organized lessons are on topic, well sequenced, and 
contain no irrelevant digressions. 
 

5. Begin lessons with a clear statement of the lesson’s goals and your expectations. Tell 
learners clearly what is to be learned and why it is important. Students achieve better if they 
understand the expected instructional goals and outcomes, as well as how the information or skills 
presented will help them. 
 

6. Review prior skills and knowledge before beginning instruction. Provide a review of relevant 
information. Verify that students have the prerequisite skills and knowledge to learn the skill being taught 
in the lesson. This element also provides an opportunity to link the new skill with other related skills. 

 
7. Provide step-by-step demonstrations. Model the skill and clarify the decision-making processes 

needed to complete a task or procedure by thinking aloud as you perform the skill. Clearly 
demonstrate the target skill or strategy in order to show the students a model of proficient 
performance. 

 
8. Use clear and concise language. Use consistent, unambiguous wording and terminology. The 

complexity of your speech (e.g., vocabulary, sentence structure) should depend on students’ 
receptive vocabulary to reduce possible confusion. 

 
9. Provide an adequate range of examples and non-examples. To establish the boundaries of when and when 

not to apply a skill, strategy, concept, or rule, provide a wide range of examples and non-examples. A wide 
range of examples illustrating situations when the skill will be used or applied is necessary so that students 
do not underuse it. Conversely, presenting a wide range of non-examples reduces the possibility that 
students will use the skill inappropriately. 

 
10. Provide guided and supported practice. To promote initial success and build 

confidence, regulate the difficulty of practice opportunities during the lesson and provide students with 
guidance in skill performance. When students demonstrate success, you can gradually increase task 
difficulty as you decrease the level of guidance.   
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11. Require frequent responses. Plan for a high level of student–teacher interaction via the use 
of questioning. Having the students respond frequently (i.e., oral responses, written responses, 
or action responses) helps them focus on the lesson content, provides opportunities for student 
elaboration, assists you in checking understanding, and keeps students active and attentive. 
 

12. Monitor student performance closely. Carefully watch and listen to students’ responses so 
that you can verify student mastery as well as make timely adjustments in instruction if students 
are making errors. Close monitoring also allows you to provide feedback to students about how 
well they are doing. 

 
13. Provide immediate affirmative and corrective feedback. Follow up on students’ responses as 

quickly as you can. Immediate feedback to students about the accuracy of their responses helps 
ensure high rates of success and reduces the likelihood of practicing errors. 

 
14. Deliver the lesson at a brisk pace. Deliver instruction at an appropriate pace to optimize 

instructional time, the amount of content that can be presented, and on-task behavior. Use a 
rate of presentation that is brisk but includes a reasonable amount of time for students’ thinking/ 
processing, especially when they are learning new material. The desired pace is neither so slow 
that students get bored nor so quick that they can’t keep up. 

 
15. Help students organize knowledge. Because many students have difficulty seeing how 

some skills and concepts fit together, it is important to use teaching techniques that make these 
connections more apparent or explicit. Well-organized and connected information makes it easier for 
students to retrieve information and facilitate its integration with new material. 

 
16. Provide distributed and cumulative practice. Distributed (vs. massed) practice refers to multiple 

opportunities to practice a skill over time. Cumulative practice is a method for providing distributed 
practice by including practice opportunities that address both previously and newly 
acquired skills. Provide students with multiple practice attempts to address issues of 
retention as well as automaticity. 

 
 
 
 
 
 
 
 
 
 
 
 
 
  

Students receive explicit instruc0on. 

Students receive explicit instruction 
through My Reading Academy’s 
instructional videos. The primary 
program host uses language that 
has been written by experts in 
literacy. As students learn new skills, 
they are immersed in a game world 
designed to apply their new learned 
skills!   
 

https://www.ageoflearning.com/my-reading-academy/
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The delivery of explicit instruction should follow a systematic approach. Leveraging instructional routines such 
as the Gradual Release of Responsibility model (“I do. We do. You do.”) allows us to deliver explicit instruction 
effectively. This routine is characterized by a clear description, explanation, or execution of a skill or concept, 
followed by guided practice that is supported with timely and corrective feedback.  
 
The initial phase includes high levels of teacher involvement. Once student success is evident, teacher support 
gradually decreases as students work toward independent performance.  
 
Throughout the MTSS instructional framework, explicit instruction, combined with other essential elements 
such as data-driven decision-making, progress monitoring, and multi-tiered support is an integral part of the 
process.  
 
The Role of Systematic Instruction  
Another hallmark for effec1ve founda1onal skill instruc1on is systema1c instruc1on. Systema1c instruc1on 
involves logically sequencing lessons, building on exis1ng knowledge, and progress in manageable steps 
(Blevins, 2017). There are several key characteris1cs of systema1c instruc1on, which include:  
 

1. Structured and sequen1al – Systema1c instruc1on is structured and sequen1al, meaning that it follows 
a planned and organized approach that builds upon previous learning. It typically begins with the most 
basic concepts and gradually progresses to more complex ones.  

 
2. Repe11ve – Systema1c instruc1on is repe11ve, with frequent opportuni1es for prac1ce and review. 

This helps to reinforce learning and ensures that students can apply the skills and conepts being taught.  
 

3. Differen1ated – Systema1c instruc1on is differen1ated, meaning that it is tailored to the needs and 
abili1es of individual students. Teachers may use a variety of instruc1onal strategies, materials, and 
assessments to meet the needs of all learners.  

 
4. Data-Driven – Systema1c instruc1on is data-driven, with ongoing assessments used to monitor student 

progress and inform instruc1onal decision-making. Teachers use the data to adjust instruc1on and 
provide addi1onal support or enrichment as needed. 

 
5. Goal-Oriented – Systema1c instruc1on is goal-oriented, with clear learning objec1ves and outcomes 

iden1fied for each lesson or unit of instruc1on. Teachers communicate the intended learning outcome 
to students and provide feedback on their progress toward achieving them.  

 
Overall, the goal of systema1c instruc1on is to ensure that all students have access to high-quality instruc1on 
that is effec1ve in promo1ng learning and academic success.  
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Ini-al prac-ce of a skills strategy or concept should occur as part of a teacher-directed lesson, under their 
supervision. A]er the lesson has been modeled and students have engaged in guided prac1ce, teachers should 
have students engage in ini1al prac1ce to check for understanding. When students have demonstrated 
accuracy on several items, independent prac1ce can begin. In many cases, it is appropriate and beneficial to 
provide one or two massed-prac1ce sessions, in which students independently prac1ce a skill with many 
examples. This prac1ce opportunity allows students to quickly strengthen their acquisi1on of a skill. However, 
this should be followed up with distributed prac1ce in order to retain the skill in long-term memory and build 
fluency.  
The last phase of prac1ce should be cumula-ve prac-ce. This involves adding related skills to skills that were 
previously acquired, in such a way that all of the skills are prac1ced together in one prac1ce session. Mayfield 
and Chase (2002) describe this procedure as follows: 

 
Cumula-ve prac-ce begins by independently training two skills to criterion and then prac-cing them 
together, usually by mixing tasks for both skills within the same prac-ce set. ANer a criterion is met on 
the cumula-ve prac-ce set, a third skill is trained to criterion. Next, the new skill is added to the two 
previously trained skills in a cumula-ve set involving all three skills. This procedure is con-nued un-l all 
the skills in a sequence or hierarchy have been trained, with the mastered skills accumula-ng across the 
cumula-ve sets.  

 
The figure below illustrates this defini1on: 
 
 
 
 
 
 

Instruc/on in My Reading Academy  
is Systema/c 

My Reading Academy’s skills are taught in 
a strategic manner, building on previously 
learned skills and gradually introducing 
more complex ones. Our approach 
ensures that students have acquired a 
solid foundation before moving on to 
more advanced concepts. In addition to 
foundational skills, vocabulary and 
comprehension activities are designed to 
develop students’ oral vocabulary while 
simultaneously building background 
knowledge on relevant science and social 
studies topics.  

The Role of Prac&ce 
Once students can perform a target skill at a high rate of 
success within the context of a lesson, they need 
opportuni1es to prac1ce the skill independently to 
transfer knowledge from working memory to long-term 
memory. Without adequate prac1ce, students—
especially those with learning difficul1es—have 
problems retaining or becoming fluent in a skill. The two 
major purposes behind prac1ce are to build skill 
proficiency and maintaining it over 1me. From the 
research that compares massed prac1ce (prac1cing a 
skill over an extended period of 1me to mastery) to 
distributed prac1ce (mixing the prac1ce over several 
related skills or concepts together short prac1ce 
sessions over 1me), we can conclude with confidence 
that distributed prac1ce be$er aids in reten1on for most 
students in a variety of academic areas. (HaTe, 2009) 

Skill A is learned 
to criterion 

Skill B is learned 
to criterion 

Cumulative 
Practice of Skills 

A & B 

Skill C is learned 
to criterion 

Cumulative 
Practice of Skills 

A, B, & C 

https://www.ageoflearning.com/my-reading-academy/
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Research indicates that the key benefits of cumula1ve prac1ce are improved long-term learning, be$er 
problem-solving skills, increased efficiency of skill acquisi1on, and higher overall achievement levels—all of 
which stem from the way cumula1ve prac1ce reinforces connec1ons between different concepts and skills 
over 1me.  
 
Providing opportuni1es for these various forms of prac1ce within the MTSS framework allow for a structured 
and progressive approach to skill development across its 1ers. In Tier 1, it serves as a reinforcement tool within 
regular classroom instruc1on. As students move to Tier 2, prac1ce sessions aid targeted interven1ons by 
addressing specific learning gaps while reinforcing other previously learned skills. In Tier 3, where intensive 
interven1ons are applied, prac1ce offers focused and repe11ve exercises to promote mastery and reten1on of 
cri1cal concepts.  
 
The Role of Feedback  
Effec1ve instruc1on also includes providing high-quality feedback to students on their performance. This 
includes both correc1ve and affirma1ve feedback. It is one of the most powerful instruc1onal acts within the 
learning process. Feedback has the goal of closing the gap between students’ current performance and the 
desired result by informing students whether an answer is correct or incorrect, whether their understanding is 
correct or flawed, and what can be done to improve future performance (HaTe & Timperley, 2007; Lenz, Ellis, 
& Scanlon, 1996). Educators should consider a number of prac1ces while providing feedback on students’ 
responses.  

• Provide immediate correc&ons. Teachers play a crucial role in effec1vely addressing student errors 
within the learning process. As Watkins and Slocum (2004) emphasize, teachers must no1ce every error 
made by students during a lesson and determine the specific type of error that has occurred. 
Importantly, teachers should then offer a correc1on that guides the student toward the correct answer, 
ensuring that the correc1on is provided immediately before addi1onal prac1ce opportuni1es are given. 
 

• Provide specific, informa&ve correc&ons. The aim of feedback is to minimize the gap between the 
present response and the target response. Binary feedback like "yes, that's correct" or "no, that's 
incorrect" lacks the detail needed to guide future improvements. Furthermore, simply telling students 
the correct answer is not o]en adequate. Planned, specific informa1on is more likely to influence 
student performance than haphazard, general feedback (Herschell, Greco, Filcheck, & McNeil, 2002). 
 

• Focus on correct answers versus the incorrect answer. When providing correc1ve informa1on, it is 
essen1al to focus on the correct response rather than incorrect responses. Focusing on the incorrect 
answer is not only nega1ve but may also confuse students.  
 

• U&lize an appropriate tone when correc&ng errors. Students need to understand that the objec1ve of 
any lesson is learning, and acknowledge that errors are an inherent part of the process. When 
correc1ons are informa1ve and conveyed without anger or irrita1on, students tend to feel secure 
within the learning environment and are more inclined to take academic risks. Correc1ons should 
embody posi1vity rather than punishment, construc1veness over destruc1veness, respecvulness 
rather than insult, and encouragement instead of demoraliza1on. 
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• End every correc&on by having students give the correct response. If students are not required to 
produce the correct response a]er a correc1on procedure, less learning will occur (Barbe$a & Heward, 
1993). Learning is enhanced if the correc1on procedure includes requiring a response; the outcome is 
more posi1ve for students when their final performance is correct.  

 
In summary, quality feedback should be immediate, correc1ve, match the type of error that was made, be 
specific, and facilitate a correct response. In addi1on, correc1ons are delivered in an encouraging and 
respecvul tone (Archer & Hughes, 2011).  
 
 
 
 
 
 
 
 
 
 
 
 
Instruc&on Across Tiers  
As students move up the 1ers, the intensity, frequency, and dura1on of the interven1ons increase, with more 
personalized, targeted, and diagnos1c support to address the students’ specific learning challenges. At the 
universal (Tier I) level, the intensity is the lowest, as it is designed to meet the needs of the majority (around 
80 percent) of students. Tier 2 provides more targeted, supplemental instruc1on and interven1ons in addi1on 
to Tier I. The intensity of interven1ons increases at this 1er, typically involving an addi1onal 15–20 minutes of 
instruc1on 2–3 1mes per week, in small groups of 3–8 students. Tier 3 provides the most intensive, 
individualized instruc1on and interven1ons for the students with the greatest needs. The intensity of 
interven1ons is the highest at this 1er, with a higher frequency (e.g. daily), longer dura1on (e.g. 30–45 
minutes), smaller group sizes (1–3 students), and delivery of instruc1on is facilitated by the classroom teacher 
or specialized staff (i.e., interven1onist, literacy coach, etc.).  
 
  

Students receive immediate, correc&ve, and 
ac&onable feedback. 

My Reading Academy’s corrective feedback 
routines oBer three layers of feedback to 
students. Feedback is immediate, corrective, 
and actionable. Our feedback prompts are 
designed to support students in the learning 
through the strategic use of prompting.   

https://www.ageoflearning.com/my-reading-academy/
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Intensity of Instruc&on Across Tiers 
 

Tier 1 
(Universal Instruc1on) 

Tier 2 
(Targeted Interven1on) 

Tier 3 
(Intensive Interven1on) 

I do. 
 

We do. 
We do. 

 
You do together. 

 
You do. 

I do. 
I do. 

 
We do. 
We do 
We do. 

You do together. 
You do together. 
You do together. 

 
You do. 
You do. 

I do. 
I do. 
I do. 

 
We do. 
We do. 
We do. 
We do. 

 
You do together. 
You do together. 

We do. 
You do together. 

 
You do. 
You do. 
You do. 

 
Adapted from the Na-onal Center on Improving Literacy 
 
 
Implica&ons for School and Districts 
Facilita1ng effec1ve literacy instruc1on within the Mul1-Tiered System of Supports (MTSS) framework begins 
with strategic planning and data-driven decision-making by educators. The choice of instruc1onal methods, 
materials, and interven1ons sets the tone for learning outcomes. Teachers play a cri1cal role in fostering a 
posi1ve learning environment, providing explicit instruc1on with a systema1c approach, providing targeted 
feedback, and providing strategic prac1ce throughout the learning process. In closing, we suggest that schools 
and districts assess their MTSS processes at the district, building, grade, class, and student level. When doing 
so, consider the following guiding ques1ons: 

• How strong is your Tier 1 instruc1on?  
• Are the core, supplemental, and interven1on teaching materials structured with a clear scope and 

sequence?  
• Do the sequences apply a systema1c approach to teaching reading skills?  
• What are the similari1es and dispari1es in teacher pedagogy across 1ers? 
• How is instruc1on being intensified across 1ers?  
• What adjustments are needed for pacing in Tiers 2 and 3? 
• How can you manage inconsistencies within the broader MTSS framework? 

 
 

 
  



 

14 

 
 

 
 
 
 
 
 
 
 
 
 
 
 

References 
 
Archer, A., & Hughes, C. A. (2011). Explicit instruc-on. Effec-ve and efficient teaching. The Guilford Press. 
 
Barbe$a, P. M., & Heward, W. L. (1993). Effects of ac1ve student response during error correc1on on the  
acquisi1on and maintenance of geography facts by elementary students with learning disabili1es. Journal of 
Behavioral Educa-on, 3(3), 217-233. 
 

Blevins, W. (2017). A fresh look at phonics. Common causes of failure and 7 ingredients for success. SAGE 
Publica1ons. 
 

Brophy, J. E., & Good, T. L. (1986). Teacher behavior and student achievement. In M. C. Wi$rock (Ed.),  
Handbook for Research on Teaching (3rd ed., pp. 328–377). New York: Macmillan. 
 

Christenson, S. L., Ysseldyke, J. E., & Thurlow, M. L. (1989). Cri1cal instruc1onal factors for students with mild  
handicaps: An integra1ve review. Remedial and Special Educa-on, 10(5), 21-31. 
 
Gersten, R., Schiller, E. P., & Vaughn, S. (Eds.). (2000). Contemporary special educa1on research: Syntheses of  
the knowledge base on cri1cal instruc1onal issues. Mahwah, NJ: Erlbaum. 
 
Gough, P. L., & Tunmer, W. (1986). Decoding, reading, and reading disability. Remedial and Special Educa-on, 7,  
6–10. 
 

HaTe, J. A. C. (2009). Visible learning: A synthesis of over 800 meta-analyses rela1ng to achievement. New  
York: Routledge. 
 

HaTe, J. A. C., & Timperley, H. (2007). The power of feedback. Review of Educa-onal Research, 77(1), 81-112. 
 

Herschell, A. D., Greco, L. A., Filcheck, H. A., & McNeil, C. B. (2002). Who is tes1ng whom?: Ten sugges1ons for 
managing disrup1ve behavior in young children during tes1ng. Interven-on in School and Clinic, 37, 140-148. 
 

  

ABOUT AGE OF LEARNING 
 

Age of Learning is a leading educa1on technology provider. We blend educa1on best prac1ces, innova1ve 
technology, and insighvul crea1vity that results in engaging, effec1ve educa1onal experiences that bring 
learning to life.  
 
Our flagship product, ABCmouse Early Learning Academy, is one of the most comprehensive digital early 
learning resources for children ages 2–8. Our research-based programs demonstrate an increase in 
children’s early math and literacy skills, and our content is developed by an extensive team of curriculum 
experts. To date, we have helped educate more than 50 million children worldwide.   

https://www.ageoflearning.com/schools/
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