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Guidebook Introduction 
The goal of Chapter 1 is to introduce the purpose, structure, and development 
process of this guidebook, written in accordance with 2019 Wisconsin Act 86 
(Act 86) to support students, parents/caregivers, and educators. This second 
edition of the guidebook includes updates related to research and state statutes. 
While the guidebook focuses on dyslexia and related conditions, it also reflects a 
broader commitment to supporting the individual strengths and needs of all 
students. Reading difficulties exist along a continuum, and schools play a key role 
in supporting every learner. Chapter 1 begins by introducing the guidebook’s 
purpose and organization, followed by an explanation of Act 86, definitions of key 
vocabulary terms, and an explanation of how to use the guidebook. The chapter 
concludes with a description of the development process and a preview of  
Chapter 2. 

Chapter 1 Vocabulary 
To support clarity and consistency throughout the guidebook, this section defines 
terms and textual features used across chapters. 

Appendices: Refers to supplementary materials that provide additional 
information and context to support the guidebook’s content. Each appendix is 
labeled with a letter and title for reference within the guidebook. All appendices 
can be found following the reference list. 

English Learner (EL): Refers to students who are in the process of becoming 
proficient in English. This legal term is defined in federal law and is the one most 
commonly used by the Wisconsin Department of Public Instruction (WI DPI). 

e.g.: Refers to the Latin phrase exempli gratia, which means “for example.” Writers 
use this abbreviation to show one or more examples that help explain an idea. 

i.e.: Refers to the Latin phrase id est, which means “that is.” Writers use this 
abbreviation to clarify or restate something in a different way.  

In-text Citations: Refers to how this guidebook gives credit to the people and 
research behind the ideas shared. When a source is used, the author’s name and 
year of publication appear in parentheses (e.g., WI DPI, 2025). These citations 
correspond to full entries in the reference list found after Chapter 6. 

Multilingual Learner (ML): Refers to students who are developing proficiency in 
English while also having knowledge of one or more additional languages. Some 
states and school districts use this term instead of English Learner because it 
emphasizes students’ strengths. In this guidebook, multilingual learner (ML) is 
used to refer both to students who meet the federal definition of an English 
Learner and to students who are fluent in English as well as another language. 

https://docs.legis.wisconsin.gov/2019/related/acts/86
https://docs.legis.wisconsin.gov/2019/related/acts/86
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Reference List: Refers to the section that appears after Chapter 6 and includes 
complete details for all sources cited in the guidebook. Entries are organized 
alphabetically by the author’s last name to support easy reference. 

Wisconsin Statute: Guidebook on Dyslexia and Related Conditions  
The statute below outlines the requirements for the development, publication, 
and ongoing review of Wisconsin’s guidebook on dyslexia and related conditions. 

Wisconsin Act 86 
Wisconsin Act 86 (2019) requires the Wisconsin Department of Public Instruction 
(WI DPI) to develop, publish, and regularly review a guidebook related to dyslexia 
and related conditions. In collaboration with the International Dyslexia 
Association Wisconsin Branch (WIBIDA) and the Wisconsin State Reading 
Association (WSRA), the Department must review the guidebook at least once 
every three school years and publish any updates on its website for informational 
purposes. The guidebook must include descriptions of screening tools, evidence-
based instructional strategies and interventions, and resources available to 
students, parents/caregivers, and educators. School districts are also required to 
provide a link to the guidebook on their websites. The full statute is available at 
https://docs.legis.wisconsin.gov/2019/related/acts/86. 

Using This Guidebook 
This guidebook supports parents and caregivers, educators, and school and 
district leaders. Readers may access the full guide or focus on the chapters that 
are most relevant to their roles or interests. The guidebook includes the following 
eight sections: 

• Chapter 1 introduces the purpose and organization of the guidebook. 

• Chapter 2 provides an overview of reading.  

• Chapter 3 defines dyslexia and related conditions.  

• Chapter 4 focuses on reading assessments.  

• Chapter 5 shares school-based instruction, interventions, and resources for 
educators and school leaders.  

• Chapter 6 identifies resources and services for students and families.  

• The Reference List shares resources cited in the guidebook. 

• The Appendices offer supplementary resources.  
  

https://docs.legis.wisconsin.gov/2019/related/acts/86
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To support readability and ease of use, Chapters 1-6 follow a consistent structure: 

• A brief purpose statement and chapter overview. 

• A summary of relevant Wisconsin (WI) statutes. 

• Relevant content. 

• A concluding summary. 

Background and Development of the Guidebook 
This section explains how the first and second editions of the guidebook were 
developed to meet the requirements of 2019 Wisconsin Act 86. 

First Edition 
To fulfill the requirements of Act 86, the WI DPI convened with an advisory 
committee in September 2019, co-chaired by representatives from the WIBIDA 
and WSRA. The committee met through December 2020 to provide input and 
recommendations.  

Second Edition 
Act 86 requires the WI DPI to review the guidebook every three years in 
consultation with WIBIDA and WSRA. This second edition incorporates feedback 
from the 2025 review. It includes updates to align with 2023 Wisconsin Act 20, to 
improve readability, integrate current research and resources, and ensure 
representation of multilingual learners. Because WIBIDA and WSRA serve only in 
an advisory role, the guidebook does not represent consensus.  

Conclusion 
Despite differing perspectives, the process of reviewing and updating the 
guidebook highlighted the value of bringing together individuals with diverse 
roles, experiences, and expertise to support Wisconsin’s learners, families, 
educators, and school systems. Chapter 1 introduced the purpose, structure, and 
historical development of this guidebook. Chapter 2 will focus on building a 
shared understanding of the reading process.  

  



 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 4 

Reading 
Reading is closely connected to writing, speaking, listening, and viewing (Clayton 
et al., 2020; Clinton-Lissell, 2022; Graham et al., 2021; Kim et al., 2024). All these 
skills work together and strengthen one another. Chapter 2 helps establish a clear 
understanding of reading and the factors that shape reading development. This 
begins by defining vocabulary terms to support understanding of reading, then 
summarizes relevant Wisconsin statutes, next presents models and research that 
describes the reading process and concludes with a summary. 

Chapter 2 Vocabulary  
The following terms are provided to support understanding of the content in this 
chapter: 

Background Knowledge: Refers to the information that students have acquired 
through their lived experiences (National Center on Early Childhood 
Development, 2022). This includes knowledge specific to understanding written 
language, such as familiarity with common genres (e.g., biographies, informational 
texts), features of written text (e.g., headings, diagrams), and text structures (e.g., 
cause/effect, compare/contrast, sequential) which support meaning making 
during reading (Hebert et al., 2016). 

Oral Language Development: Refers to the process of learning to use spoken 
words and communicate with them. The process includes learning sounds, word 
meanings, grammar, and understanding how to use language in different 
situations and settings. Oral language development may occur in one or more 
languages and reflects students’ cultural background, communication style, and 
lived experiences. High-quality instruction bridges home and school experiences 
to support the development of this critical early literacy skill (Emmitt et al., 2014; 
Foorman et al., 2016; Hirsh-Pasek & Golinkoff, 2012; Kosanovich et al., 2020a; 
NCECDTL, 2020; Otto, 2006; Wasik & Newman, 2009). Multilingualism can 
strengthen oral language development and contribute to literacy growth (Giambo 
& Szecsi, 2015; Hernández et al., 2016). 

Phonemic Awareness: Refers to the skills of “identifying, isolating, blending, 
segmenting, and manipulating (adding, substituting, deleting) phonemes” (WI Act 
20, Section 11, 2023).  

Phonological Awareness: Refers to the skills of word awareness, rhyme 
recognition, repetition and creation of alliteration, syllable counting or 
identification, as well as onset and rime manipulation (WI Act 20, Section 11, 
2023).  
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Phonics: Refers to the “relationships between sounds and words; this includes 
alphabetic principle, decoding, orthographic knowledge, encoding, and fluency” 
(WI Act 20, Section 11, 2023).  

Reading Comprehension: Refers to the complex cognitive process of constructing 
and extracting meaning from written texts by actively engaging with what is 
stated or implied. This process draws on vocabulary, background knowledge, 
reasoning, word recognition, language processing, working memory, and 
inference-making to build a coherent mental model that integrates text content 
with the reader’s knowledge and purpose. Reading comprehension also involves 
applying knowledge and skills to evaluate the message, including analyzing the 
author’s intent, writing choices, and the credibility of information (Snow, 2002; 
van Dijk & Kintsch, 1983; Kintsch, 1988, 2005; RAND Reading Study Group, 
2002; International Literacy Association, n.d.). 

Reading Fluency: Refers to reading with accuracy, automaticity, and prosody (WI 
DPI, 2020d).  

Reading Models: Refer to research-based frameworks that explain how reading 
develops by describing how literacy components interact to support the process 
of reading. 

Science-Based Early Reading: Refers to a systematic and explicit approach to 
teaching foundational reading skills, including phonological awareness (including 
phonemic awareness), phonics, vocabulary, oral language, reading fluency, 
vocabulary building to develop lexical and morphological knowledge, 
comprehension, background knowledge development, and writing (WI Act 20, 
Section 11, 2023).  

Vocabulary Building to Develop Lexical and Morphological Knowledge: Refers to 
instruction of expressive (words said and produced) and receptive vocabulary 
(words heard and understood) with the purpose of expanding students' 
knowledge of words and their meanings (Kosanovich, 2020b, p. 1; UNESCO, 
2020).  

Writing: Refers to the process applied by students to communicate thoughts and 
ideas through scribbles, drawings, random letter strings, single letter spellings, 
invented spelling, sentences, paragraphs, etcetera (Graham et al., 2018). 

Wisconsin Statutes: Reading 
2023 Wisconsin Act 20 and Wis. Stat. §§ 118.30(1g) (a) and 120.12(13)(b) are the 
primary statutes related to reading instruction, assessment, and accountability in 
Wisconsin schools.  

2023 Wisconsin Act 20  
Wisconsin Act 20 (2023) identifies several components related to reading and 
establishes requirements for early literacy instruction and assessment in schools. 
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The law defines science-based early reading instruction as systematic and explicit 
instruction in phonological awareness (including phonemic awareness), phonics, 
oral language, fluency, vocabulary, comprehension, background knowledge, and 
writing (WI Act 20, Section 11, 2023).  

Standards Wis. Stat. 118.30 (1g) (a) and 120.12 (13)(b)  
Wisconsin Statutes §§ 118.30(1g) (a) and 120.12(13)(b) require school districts to 
adopt English language arts standards that define what students should know and 
be able to do as readers in each grade level. 

What is Reading? 
Reading is a complex, interactive process of making meaning from written text. 
The process integrates foundational skills such as phonological awareness, 
phonics, fluency, vocabulary, and comprehension with higher level processes 
including reasoning, analysis, and critical reflection (Johnston & Scanlon, 2020; 
Paris et al., 1983; Snow, 2002; Kintsch, 1988, 2005). Meaning making is shaped 
by interconnected cognitive, linguistic, social, emotional, developmental, and 
cultural dimensions that influence how readers think, feel, and engage with text 
(Goldman, 2024; Snow, 2002; Moje, 2015). In other words, reading extends far 
beyond sounding out words. Reading represents an active process that engages 
the reader’s mind, emotions, and identity through interaction with text, context, 
and community. These dimensions operate together to shape how readers 
construct meaning, connect ideas, and apply understanding in authentic and 
purposeful ways. Each dimension contributes uniquely to the reading process, as 
described below: 

Cognitive dimensions involve mental processes that support attention, memory, 
problem solving, and self-regulation during reading. Readers use mental processes 
to coordinate multiple sources of information, monitor comprehension, and 
flexibly apply strategies for different purposes to support reading (Cartwright & 
Palian, 2024). 

Linguistic dimensions include what readers know and can do with language. This 
involves understanding and using the different parts of language systems 
including phonology (the sounds of language), morphology (word parts that carry 
meaning such as prefixes), syntax (the way words are arranged to form 
sentences), semantics (the meaning of words and sentences), and pragmatics (how 
language is used in different situations). Linguistic dimensions also include 
metalinguistic awareness, or the ability to think about and talk about how 
language works. Skilled readers draw on all these elements using multiple 
language systems or experiences to make meaning, especially in multilingual 
contexts (Leider & Proctor, 2024). 

Social dimensions represent that reading is not something students do alone. 
Understanding grows when readers talk about what they read with teachers, 
classmates, and family members. These conversations help students make 
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connections between different texts and experiences, deepening comprehension 
and building community around reading (Goldman, 2024; Bloome et al., 2009). 

Emotional dimensions focus on how motivation, interest, and feelings affect 
reading. When students feel connected to what they read, they are more engaged 
and persistent, which leads to deeper understanding. Instruction that supports 
students’ sense of choice (autonomy), confidence (competence), and connection 
to others (belonging) helps build positive emotions about reading (Ryan& Deci, 
2020; Gabriel & López, 2024, as cited in Goldman, 2024). 

Developmental dimensions acknowledge that reading evolves across time and 
contexts. 

Cultural dimensions show that a reader’s background, culture, and experiences 
influence how they understand and relate to texts. (Moje, 2015; Goldman, 2024). 

Growth in reading is strengthened when instruction builds on students’ cultural 
and linguistic assets, oral language experiences, and individual strengths. For 
instructional practices that support reading development, see Chapter 5. 

Models of Reading 
Researchers have developed models to explain the reading process, and these 
continue to evolve (see Appendix A: The Evolution of Reading Models). Reflective of 
reading research, the WI DPI views literacy as developmental, complex, and 
influenced by interacting factors (Duke & Cartwright, 2021; Goldman, 2024; 
Odegard et al., 2025). Students grow their foundational and language skills across 
multiple areas simultaneously, and their progress is influenced by a range of 
factors, including executive functioning skills and motivational constructs. 
Executive functioning skills such as flexibility, sustained attention, working 
memory, planning, and response inhibition help learners coordinate the multiple 
processes required for reading (Cartwright, 2015; Duke & Cartwright, 2021; 
Locascio et al., 2010). Motivational factors, including reading purpose, intrinsic 
and extrinsic motivation, task value, and self-efficacy, play a key role in sustaining 
engagement, supporting persistence, and making reading meaningful (Guthrie & 
Wigfield, 2000; Wigfield et al., 2016). These ideas are represented in Figure 1, 
Wisconsin’s Model Representing the Reading Process (WI DPI, n.d.-h). 

  



 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 8 

Figure 1 

Wisconsin’s Model Representing the Reading Process 

 

The sequential appearance of the reading components in this model does not fully 
represent the dynamic relationships among foundational, language, and cognitive 
skills. Recognition of the interconnections of these skills in practice is reflected in 
the following publications: 

• Wisconsin’s Model Early Learning Standards (birth-grade 1) (WI DPI, 2017b).  

• Wisconsin’s Standards for English Language Arts (WI DPI, 2020d). 

• Wisconsin Essential Elements for English Language Arts (WI DPI, 2022b). 

• Wisconsin’s Guiding Principles for Teaching and Learning (WI DPI, n.d.,-n). 

• Wisconsin’s Vision for English Language Arts (WI DPI, n.d.-p). 

Recognizing the wide range of linguistic, cultural, cognitive, and social assets that 
students bring is essential for understanding literacy. By integrating research from 
neuroscience, cognitive science, linguistics, education, psychology, reading, and 
sociocultural studies, the WI DPI aims to advance literacy proficiency while 
centering students’ strengths and identities. As research and practice continue to 
evolve, the literacy model will be refined to reflect new knowledge. The insights 
gained from its ongoing development can help educators and leaders identify and 
address historical barriers to equitable literacy outcomes and expand 
opportunities for all learners. 

Reading and the Brain 
In recent years, there has been growing attention on what brain research can tell 
us about learning to read. While much of the public conversation has centered on 
phonics, a closer look at the research reveals that reading is complex, involving 

https://dpi.wi.gov/sites/default/files/imce/standards/New%20pdfs/dpl-wmels-5-web.pdf
https://dpi.wi.gov/ela/standards
https://dpi.wi.gov/sped/topics/essential-elements
https://dpi.wi.gov/standards/guiding-principles
https://dpi.wi.gov/sites/default/files/imce/ela/images/WI%20ELA%20Vision.png
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multiple brain regions and interconnected processes. Research shows that reading 
does not rely on a single part of the brain. Instead, several regions work together 
to support the process (Haugg et al., 2025; Romeo, 2023). A meta-analysis of 163 
brain studies involving more than 3,000 readers found that different reading tasks 
activate different brain networks, demonstrating the complexity of learning to 
read (Turker et al., 2025). Turker et al. (2025) found that brain activation changes 
depending on the following tasks: reading real words compared with nonsense 
words; reading sentences compared with longer passages; and reading silently 
compared with reading aloud.  

Brain processes for reading also depend on executive functioning. Executive 
functioning refers to mental skills such as working memory (holding information in 
mind), inhibitory control (resisting distractions), and cognitive flexibility (adapting 
strategies when confusion arises). Readers rely on these skills to keep track of 
ideas, ignore irrelevant information, and adjust their approach when meaning 
breaks down (Romeo, 2023). Together, these findings show that the reading brain 
is flexible, distributed, and task-dependent (Turker et al., 2025). Figure 2 shows 
brain sytems that work together during reading. 

Figure 2 

Brain Systems Working Together for Reading 

 

Brain research offers insight into reading development, but brain scans cannot 
diagnose dyslexia and related conditions or guide instruction (Compton-Lilly et al., 
2014; Hruby & Goswami, 2011; Johnston & Scanlon, 2021; Worthy et al., 2019). 
Educators and families should be cautious about simplified claims related to brain 
science. Some commercial programs promote “brain-based” methods that lack 
evidence, often referred to as neuromyths (Busso & Pollack, 2015; Leyton & 
Stentiford, 2025; Strauss, 2002, 2003; Worthy et al., 2019). See Chapter 6 for 
resources related to being a wise and informed consumer.  



 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 10 

Reading difficulties such as dyslexia and related conditions may result from 
multiple interacting factors, including patterns of thinking, use of language, and 
opportunities for learning in different contexts (Elliott & Grigorenko, 2024; 
Snowling & Hulme, 2024; Tannock, 2013). What appears to be a reading 
challenge may also reflect diverse life experiences, growth in more than one 
language, or differences in access to instruction (Tannock, 2013). In all cases, 
instruction should affirm student strengths while providing individualized support. 
Collaboration among families, educators, and researchers leads to a fuller 
understanding of literacy development, instruction, and intervention. For a more 
detailed description of brain networks and their functions, see Appendix B: 
Research Supporting Brain Regions Related to the Function of Reading 

Conclusion 
Chapter 2 emphasized that reading is a complex process shaped by cognitive, 
linguistic, social, and cultural factors. Research shows that reading involves 
multiple, flexible processes working together to make meaning and an apparent 
reading difficulty may instead represent a student’s unique learning experiences 
(Haugg et al., 2025; Romeo, 2023; Snowling & Hulme, 2024; Tannock, 2013; 
Turker et al., 2025). For these reasons, insights from neuroscience, cognitive 
science, linguistics, psychology, education, and sociocultural studies must 
continue to be examined to fully understand how reading develops. Literacy 
instruction and assessment should reflect the full range of factors that support 
every reader. As Wisconsin continues to refine its model of reading, this work 
remains grounded in research and centered on the literacies of all students. 
Chapter 3 builds on these foundations to explore dyslexia and related conditions. 
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Dyslexia and Related Conditions 
The goal of this chapter is to explain how dyslexia and related conditions are 
understood in both law and research. Dyslexia and related conditions are one of 
the most studied learning differences, yet definitions vary across education, 
medicine, research, and policy, creating confusion about how the condition is 
identified and supported (Miciak & Fletcher, 2020; Odegard et al., 2024; Peterson 
& Pennington, 2015; Worthy et al., 2021). Current research shows that dyslexia 
and related conditions do not stem from a single cause but from a combination of 
factors, including how the brain processes language, genetics, environment, and 
instruction (Moll, 2022; Romeo, 2023). Historically, many students’ literacy 
strengths and needs have been misunderstood or misidentified. This is particularly 
true for students with diverse cultural, language, and learning backgrounds, 
emphasizing the need to recognize the difference between normal developmental 
differences and signs of a reading disability. Chapter 3 begins by defining 
vocabulary terms and then summarizes relevant Wisconsin statutes. Finally, the 
chapter discusses definitions of dyslexia, common characteristics, and related 
conditions.  

Chapter 3 Vocabulary 
Specific Learning Disability (SLD): Refers to a category of disability defined by 
federal law in the Individuals with Disabilities Education Act (IDEA). According to 
IDEA, a Specific Learning Disability is a disorder in one or more of the basic 
psychological processes involved in understanding or using language, spoken or 
written. It may show up as difficulty listening, thinking, speaking, reading, writing, 
spelling, or performing mathematical calculations. Conditions such as perceptual 
disabilities, brain injury, minimal brain dysfunction, dyslexia, and developmental 
aphasia are included under this definition. The law also explains that this category 
does not include learning challenges that are mainly the result of visual, hearing, 
or motor disabilities; cognitive disabilities; emotional disturbance; or 
environmental, cultural, or economic disadvantages. The criteria used to diagnose 
a reading difficulty like dyslexia in a private or medical setting may not match the 
criteria used to determine eligibility for special education under state or federal 
law. A student may be diagnosed with dyslexia but may or may not be identified 
as having a disability under special education law. Additional details about SLD are 
in Appendix C: Special Education, Section 504, and Dyslexia and Related Conditions. 

Wisconsin Statutes: Dyslexia and Related Conditions 
Several Wisconsin statutes address dyslexia and related conditions that mandate 
specific actions such as early screening, definitions for dyslexia, and research-
based and intervention. 
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2019 Wisconsin Act 86 
Wis.Stat. §115.28(56) adopted the following definition of dyslexia, informed by 
the International Dyslexia Association (IDA) and the National Institute of Child 
Health and Human Development (NICHD): 

“A specific learning disability that is neurobiological in origin. 
Dyslexia is characterized by difficulties with accurate and fluent 
word recognition and poor spelling and decoding abilities. These 
difficulties typically result from a deficit in the phonological 
component of language that is often unexpected in relation to other 
cognitive abilities and the provision of effective classroom 
instruction. Secondary consequences may include problems in 
reading comprehension and reduced reading experience that can 
impede growth of vocabulary and background knowledge”  
(Wis.Stat. §115.28(56). 

In addition to defining dyslexia, Wisconsin Act 86 required the establishment of 
an advisory committee to assist in developing a state dyslexia guidebook. The 
legislation also mandated that the guidebook be reviewed and revised at least 
once every three school years. Furthermore, the Wisconsin Department of Public 
Instruction (WI DPI) is required to publish the guidebook on its website, and local 
education agencies (LEAs) must ensure it is accessible through their own 
websites. 

2023 Wisconsin Act 20 
Section 16 of 2023 Wisconsin Act 20 keeps the same definition of dyslexia that 
was established in 2019 Wisconsin Act 86. While the wording in Act 20 is slightly 
different, the meaning does not change. The only small difference is that the 
phrase “and the provision of effective classroom instruction” was not included. 

What is Meant by Dyslexia and Related Conditions? 
Dyslexia and related conditions have been widely studied and discussed, yet 
remain misunderstood (Norton et al., 2015). This section provides foundational 
information to support accurate understanding, effective identification, and 
strength-based decision-making for students with dyslexia and related conditions. 

Defining Dyslexia  
Families sometimes ask why it matters that experts define dyslexia and related 
conditions in different ways. These differences affect how students are identified, 
how schools provide support, and how families understand what their children 
need. Educators, doctors, and researchers often use the term differently, which 
can create confusion about services and next steps (Miciak & Fletcher, 2020; 
Odegard et al., 2024). Wisconsin law includes an official definition (Wis. Stat. 
§115.28[56]) to promote shared understanding across schools, but this definition 
does not fully reflect scientific agreement. 
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National organizations and research studies also describe dyslexia and related 
conditions differently. For example, the Diagnostic and Statistical Manual of Mental 
Disorders (5th ed.; American Psychiatric Association, 2013) identifies dyslexia 
under Specific Learning Disorder and includes how a student responds to 
instruction as part of a diagnosis (Tannock, 2013). Further, researchers have used 
a variety of criteria such as cutoff scores, IQ comparisons, or prior diagnoses 
when identifying a student with dyslexia and related conditions (Elliott & 
Grigorenko, 2024). Johnston and Scanlon (2022) explain that this lack of 
agreement can lead to misunderstanding and inequity. Historically, some groups 
of students were more likely to be identified with dyslexia and related conditions 
than others, and inconsistent definitions can make research findings difficult to 
apply in classrooms. They note that students who struggle to read words often 
need similar kinds of effective instruction, whether or not they are labeled 
dyslexic. 

Earlier theories proposed that dyslexia and related conditions were caused by one 
factor, a weakness in phonological awareness (Melby-Lervåg et al., 2012). Current 
research shows that reading and spelling challenges exist along a continuum, with 
little meaningful difference between students identified with dyslexia or related 
conditions and those who demonstrate similar needs but do not receive that label 
(Elliott & Grigorenko, 2024b). Although phonological processing is a strong 
predictor of reading development, other factors also play important roles, 
including cognitive, genetic, environmental, and instructional influences 
(Pennington et al., 2012; Steacy et al., 2023; Savage et al., 2024). Not all students 
with phonological weaknesses exhibit characteristics of dyslexia or related 
conditions, and not all individuals with dyslexia and related conditions 
demonstrate phonological weaknesses (Moll et al., 2013; Snowling et al., 2003; 
van Bergen et al., 2012). 

The way literacy is measured also shapes how dyslexia is defined. A narrow 
definition of reading focuses mainly on decoding or sounding out words, without 
considering comprehension, vocabulary, background knowledge, or motivation. 
When definitions or assessments rely only on decoding, they may misidentify or 
overlook students whose reading strengths and needs extend beyond word 
recognition. Brain imaging studies show that reading engages multiple systems in 
different ways. For example, decoding pseudowords activates phonological 
networks more strongly than reading familiar words, while silent reading involves 
different regions than reading aloud (Turker et al., 2025). See Chapter 2 for a 
fuller discussion on the reading process.  

Because definitions and assessments influence how reading is understood, it is 
important to recognize that literacy develops through diverse experiences and 
languages. Speaking more than one language is a strength, not a barrier, to 
becoming a proficient reader and writer (Giambo & Szecsi, 2015; Hernández et al., 
2016; Kroll & Dussias, 2017; Lü, 2020). Multilingual learners can have dyslexia 
and related conditions but are not caused by learning or using multiple languages. 
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Multilingualism supports cognitive flexibility, problem-solving, and metalinguistic 
awareness, which enhance literacy development (Hernández et al., 2016). Spelling 
English words using sounds from a home language, for example, is a normal part 
of multilingual literacy growth, not necessarily a sign of dyslexia (National 
Academies of Sciences, Engineering, & Medicine, 2017). 

When educators and families work together, they can more effectively distinguish 
the relationship between second-language development and reading 
development. Viewing multilingualism as an asset ensures that students with 
dyslexia and related conditions receive accurate, equitable, and timely support 
through instruction that builds on both language and literacy strengths (Mora et 
al., 2025; Nash et al., 2025; Zoeller & Briceño, 2022). This inclusive and strengths-
based approach to literacy recognizes that children learn to read and write in 
many ways, including oral storytelling, expression through multiple languages, 
visual supports, technology, and other forms of communication. Educators who 
apply inclusive and evidence-based practices are more likely to identify dyslexia 
accurately and provide effective, affirming instruction for all learners (Kliewer et 
al., 2004; Love, 2019; Nash et al., 2025). 

Defining Related Conditions  
Wisconsin Act 86 requires the dyslexia guidebook to address related conditions, 
though the statute does not provide a formal definition (Wisconsin Act 86, 2019; 
Wisconsin Act 20, 2023). Drawing on the work of the 2018 Legislative Study 
Committee, “related conditions” refers to students who experience reading 
difficulties, even if they do not meet all diagnostic criteria for dyslexia outlined in 
Act 86. Including related conditions in the guidebook helps ensure that all 
students with reading challenges receive appropriate support. 

Characteristics of Dyslexia 
Students with dyslexia, as defined in Wisconsin statute, can show a range of 
overlapping characteristics that reflect the complexity of this learning difference. 
These characteristics often co-occur and vary across individuals (Turker et al., 
2025). It is also important to note that patterns observed in both research studies 
and classroom assessments vary depending on the task, which shapes how 
reading strengths and difficulties appear (Turker et al., 2025). Students who 
experience reading difficulties often share several characteristics identified in 
research (Catts & Petscher, 2022; Fletcher et al., 2019; Seidenberg, 2017): 

Neurobiological Differences: Students naturally show variation in how the brain 
develops and functions in relation to reading. Meta-analytic research 
demonstrates that reading does not rely on a single brain area but rather on a 
distributed network of occipital, temporal, parietal, and frontal regions that work 
together to support phonological, orthographic, and semantic processing. In 
individuals with dyslexia and related conditions, this network may function less 
efficiently or show altered connectivity patterns, reflecting differences in how 
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print and language are processed (Turker et al., 2025). These neural differences 
represent typical variation in brain organization; however, when such differences 
lead to persistent difficulty with accurate and fluent word recognition despite 
high-quality instruction, they are associated with the specific learning disability of 
dyslexia. Cognitive, environmental, and instructional factors also interact with 
these neural differences, influencing how literacy develops for each learner. 

Phonological Processing Difficulties: Students with dyslexia and related 
conditions may have difficulty rhyming, blending, segmenting, or manipulating 
sounds, and may confuse similar-sounding words (Erbeli et al., 2022). These 
phonological weaknesses can affect reading accuracy, fluency, spelling, and 
decoding. However, not all students with phonological weaknesses develop 
dyslexia, and not all students with dyslexia show phonological impairments (Moll 
& Landerl, 2009; Pennington et al., 2012; Wolf & Bowers, 1999) For multilingual 
learners (MLs), differences in sound awareness may reflect transfer from their 
home language, which should not automatically be interpreted as dyslexia 
(National Academies of Sciences, Engineering, and Medicine, 2017). 

Difficulties with Accurate and Fluent Word Recognition: Students may read 
slowly, skip or misread words, hesitate during oral reading, and/or struggle with 
longer and unfamiliar words. Because task context matters, word recognition 
challenges may be more visible in activities such as reading aloud unfamiliar text 
than in reading familiar words silently. For MLs, slower or hesitant reading in 
English may reflect developing proficiency in English rather than a disability, 
highlighting the need to compare progress to “like peers” (i.e., other ML students 
with similar linguistic and educational backgrounds). 

Challenges with Spelling and Decoding: Students may spell words the way they 
sound rather than using conventional patterns, or they may omit, or mis-sequence 
sounds within words. They may also have difficulty sounding out unfamiliar words 
and struggle to recognize them during reading. Challenges with spelling and 
decoding experienced by young children may reflect typical development rather 
than a learning difficulty (Schrodt et al., 2024). For MLs spelling in English may 
also be influenced by the phonemes and orthographic patterns of their home 
language, which is a normal part of language transfer and should not automatically 
be viewed as an indicator of dyslexia and related conditions. 

Reading Comprehension Difficulties: Students experience comprehension 
challenges for a variety of reasons. Some students struggle because inaccurate or 
nonfluent reading limits meaning making, while others read fluently but have 
trouble understanding, summarizing, or applying text, especially when tasks 
require background knowledge, inference, or integration of ideas. Weaknesses in 
executive functioning such as working memory, attention, and self-monitoring can 
also hinder comprehension (Cartwright et al., 2020; Cartwright et al., 2024; Tarchi 
et al., 2021). In addition, task demands influence comprehension; for example, 
silent reading may require more self-monitoring and integration than listening to 
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text read aloud. For multilingual learners, comprehension challenges may reflect 
English vocabulary or unfamiliar cultural references, not dyslexia and related 
conditions. Recognizing students’ knowledge and experiences across languages 
offers a fuller understanding of their comprehension strengths and needs. 

Limited Vocabulary and Background Knowledge: Students may struggle to 
understand new or academic words and may find it difficult to connect new 
information to previous learning or lived experiences. For MLs, vocabulary 
knowledge may be stronger in their home language. Assessing ML students in all 
the languages they speak can provide a more complete picture of this skill. 

Ongoing Reading Difficulties Even After High-quality Instruction: Some students 
continue to experience reading difficulties despite receiving high-quality, 
evidence-based instruction. Without early attention to factors such as assessment 
quality, engagement, reading volume, and background knowledge, these 
challenges may persist. For multilingual learners, instruction must support both 
literacy and language development to prevent misattributing difficulties to 
reading or English proficiency alone. 

Unexpected Difficulties in Contrast to Strengths in Other Areas: Students may 
excel in other subjects yet still struggle with reading. Educators should recognize 
that students from culturally and linguistically diverse backgrounds or those with 
limited educational opportunities may be unfairly “expected” to struggle, leading 
to over- or under-identification and inadequate support. Bias, unclear criteria, and 
subjective judgments can all contribute to misidentifying or overlooking students 
with dyslexia and related conditions (Chapman & Tunmer, 2019; Suhr & Johnson, 
2022; Kirby & Snowling, 2022). 

Reading difficulties rarely stem from one cause; they reflect multiple interacting 
factors (Catts et al., 2017; Duke & Cartwright, 2021; Lorusso & Toraldo, 2023; 
Wagner et al., 2022). Further, assessment tasks activate different reading 
processes, so results should take in account both the task and the student’s 
background and experiences in reading. While scores may suggest a need for 
further diagnostic assessment, some challenges are typical for young students still 
developing foundational skills or those without prior formal instruction (Elliott & 
Grigorenko, 2024). See Appendices E–M for research-based considerations and 
guiding questions to support analyzing patterns in reading behaviors.  

• Appendix E: Neurological Differences 

• Appendix F: Phonological Processing Difficulties 

• Appendix G: Accurate and Fluent Word Recognition Difficulties 

• Appendix H: Decoding and Spelling Difficulties 

• Appendix I: Reading Comprehension Difficulties 

• Appendix J: Atypical Vocabulary Growth and Background Knowledge 
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• Appendix K: Unexpected Reading Difficulties 

• Appendix L: Persistent Difficulties and Limited Reading Experiences 

• Appendix M: Co-Occurring Conditions 

Research on Dyslexia and Related Conditions 
Research on dyslexia and related conditions now recognizes reading difficulties as 
the result of multiple interacting influences, including cognitive, genetic, 
environmental, and instructional factors (Melby-Lervåg et al., 2012; Pennington et 
al., 2012). This broader understanding demonstrates the need for comprehensive, 
individualized, and culturally responsive approaches to literacy assessment and 
instruction. Narrow or monolingual definitions of reading can lead to 
misidentification, especially for multilingual learners, whose spelling, decoding, 
fluency, and comprehension differences may reflect language transfer or limited 
exposure to English print rather than a reading disability (National Academies of 
Sciences, Engineering, and Medicine, 2017). Inclusive, evidence-based practices 
support accurate identification and equitable literacy instruction for multilingual 
learners, Black children, and students with disabilities (Beneke et al., 2024; 
Annamma , 2018; Annamma et al., 2022). Despite advances in research, 
misconceptions about dyslexia and related conditions persist, sometimes causing 
a mismatch between instruction and students’ strengths and needs in literacy. 
Table 1 highlights common educational myths about dyslexia and related 
conditions 

Table 1 

Common Educational Myths About Dyslexia and Related Conditions  

Myth What Research Says 

All students with 
characteristics of dyslexia 
share a single cause. 

Dyslexia and related conditions involve interacting 
genetic, cognitive, instructional, and environmental 
factors (Elliott, 2020; Snowling & Hulme, 2020). 

Students with dyslexia 
write letters or words 
backward. 

 Letter reversals are typical in early development 
and not always signs of dyslexia or related 
conditions, though persistent reversals may require 
support (Elliott & Grigorenko, 2024a; Hasbrouck, 
2020). 

Students with dyslexia 
have vision problems that 
cause reading difficulties. 

Vision problems affects reading, but do not cause 
dyslexia and related conditions (American Academy 
of Pediatrics, 2009; Elliott & Grigorenko, 2024b; 
Vellutino & Fletcher, 2007). 
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Myth What Research Says 

Students with dyslexia 
automatically receive 
special education services. 

Not all students with dyslexia and related 
conditions receive or require an individualized 
education plan (Elliott & Grigorenko, 2024b). 

Students with dyslexia 
cannot do well in school. 

Dyslexia and related conditions are not linked to 
intelligence levels, and many students with these 
characteristics achieve academic success (Elliott & 
Grigorenko, 2024b; Shaywitz & Shaywitz, 2020; 
Vellutino et al., 2000). 

Students with dyslexia 
cannot learn to read and 
will not ever become 
strong readers. 

With early, effective, and differentiated literacy 
instruction, students with dyslexia and related 
conditions can learn to read and make significant 
progress (Fletcher et al., 2019; Hasbrouck, 2020; 
Vellutino et al., 1996). 

Students with dyslexia are 
not trying hard enough. 

Students with dyslexia and related conditions often 
work hard, and misinterpreting their efforts can 
harm their confidence and well-being (Shaywitz & 
Shaywitz, 2020). 
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Table 2 provides a summary of neuromyths that have been discussed in literature. 

Table 2 

Common Neuromyths About Dyslexia 

Myth What Research Says 

Students with dyslexia 
can be diagnosed by 
brain images. 

Brain imaging cannot diagnose dyslexia (Hruby & 
Goswami 2011; Smeyers 2016; Worthy et al. 
2019). 

Students with dyslexia 
have reading difficulties 
caused by brain 
differences. 

Brain research shows correlations, not causes, so 
scan results alone cannot determine dyslexia or 
related conditions (Pasquinelli, 2012; Theodoridou 
et al., 2021). 

Students with dyslexia 
have abnormal brains. 

Brain differences are normal, and struggling with 
reading does not mean a student’s brain is 
dysfunctional (Protopapas & Parrila, 2018; Worthy 
et al., 2019). 

Students benefit from 
any brain research being 
applied in the classroom. 

Educators should use caution when interpreting 
brain research on dyslexia and related conditions, 
since brain scans are not evidence-based tools for 
guiding reading instruction (Howard-Jones, 2014; 
McCabe & Castel, 2008; Willingham, 2017). 

 

Conclusion 
Chapter 3 outlined statutory definitions, current research, and myths about 
dyslexia and related conditions, emphasizing a strengths-based lens that considers 
brain processes, task demands, and developmental differences. Understanding 
dyslexia within cognitive, instructional, social, and cultural contexts helps prevent 
misidentification and inform effective instruction. Chapter 4 builds on this by 
introducing assessment tools to identify and monitor dyslexia and related 
conditions. 
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Assessing Reading in Schools 
This chapter reviews reading assessment requirements and key considerations for 
supporting students with dyslexia and related conditions under Wisconsin Act 20 
and Act 86. Reading assessments provide information about how a student reads, 
helping educators identify strengths and areas for growth (Afflerbach, 2016). 
Because assessments capture only a moment in time, results are most meaningful 
when considered alongside other information, such as family input, classroom 
observations, and writing samples. 

Reading is a complex process of making meaning from text that involves 
foundational skills, higher-level thinking, and experiences shaped by students’ 
identities, cultures, and languages. In Wisconsin, where systemic inequities 
contribute to persistent disparities in literacy outcomes, assessment systems must 
move beyond identifying risk to reveal what students know and can do across 
settings and over time (Genishi & Dyson, 2009; Goldman & Lee, 2023). When 
used in this way, assessment data informs meaningful instruction that builds on 
students’ strengths. As Johnston and Scanlon (2022) note, effective literacy 
teaching depends on teachers’ understanding of literacy development and their 
ability to respond to individual learner needs. 

Achieving this vision requires collaboration among educators knowledgeable 
about literacy development and assessment, working in partnership with families. 
Inaccurate or incomplete assessment decisions such as inappropriate referrals, 
misinterpretation of data, or reliance on tools not designed for diverse learners 
can delay intervention and reinforce deficit-based narratives (Valencia, 2010; 
Forzani et al., 2024; Beneke et al., 2024). Chapter 4 defines key vocabulary, 
summarizes Wisconsin statutes, explains the purpose of different types of 
assessments including those required under Act 20, and concludes with 
implications for instructional planning introduced in Chapter 5. 

Chapter 4 Vocabulary 
The following terms are provided to support understanding of the content in this 
chapter: 

Diagnostic Assessment: Refers to an in-depth evaluation used to identify specific 
areas of strength and need in a student’s reading development.  

Formative Assessment: Refers to ongoing checks for understanding that inform 
real-time instructional decisions and help teachers and students identify next 
steps in learning) Sigman & Mancuso, 2017). See the WI DPI resources : 
Instructional Practice Guides for Equitable Teaching and Learning in English Language 
Arts (2020a) and Formative Assessment (WI DPI, 2020b). 

https://dpi.wi.gov/ela/instruction/instructional-practice-guides
https://dpi.wi.gov/ela/instruction/instructional-practice-guides
https://dpi.wi.gov/strategic-assessment/cycles-assessment/formative


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 21 

Growth Measure: Refers to ongoing assessment of student progress to evaluate 
instructional effectiveness and guide adjustments. Required under IDEA and 
within multi-level systems of support, and now also required for students with 
personalized reading plans under Act 20 (IDEA, 2004, 20 U.S.C. §1414[d][1][A]; 
United States Department of Education, 2017; Wisconsin Act 20, 2023). 

Reading Readiness Assessment: Refers to a screening or diagnostic tool used to 
evaluate foundational reading skills and early literacy development (Wis. Stat. 
§118.016[1][k], 2023). 

Reliability: Refers to the consistency of a test in producing similar results over 
time, indicating that scores reflect actual ability rather than chance (National 
Center on Improving Literacy, 2019). See Appendix N: Reliability in Reading 
Assessment for more information. 

Screening/Universal Screening: Refers to a brief, standardized assessment given 
to all students to identify those who may be at risk for reading difficulties. 

Sensitivity: Refers to how accurately a reading assessment identifies students 
who truly have a specific condition or characteristic (Elliott & Grigorenko, 2024a). 
A highly sensitive test correctly identifies most students at risk of reading 
difficulties. 

Set for Variability: Refers to a student’s ability to self-correct an initial 
mispronunciation of a decoded word by generating alternative pronunciations, 
determining whether one matches a known word in their oral vocabulary, and 
assessing its fit within the sentence context (Barnes et al., 2025; Edwards et al., 
2023; Steacy et al., 2023; Savage et al., 2024; Venezky, 1999). 

Specificity: Refers to how well a reading assessment identifies students who do 
not have a specific condition or characteristic (Elliott & Grigorenko, 2024a). A test 
with high specificity correctly recognizes students who are not at risk for reading 
difficulties. 

Summative Assessments: Refers to assessments given after a longer period of 
instruction, such as a semester or school year. They provide cumulative snapshots 
of learning and evaluate students’ achievement of grade level content standards 
(WI DPI, 2020b; Sigman & Mancuso, 2017). 

Validity: Refers to how well an assessment measures what it intends, providing 
accurate data for instructional use (National Center on Improving Literacy, 2019). 
See Appendix O: Validity in Reading Assessments. 

  

https://dpi.wi.gov/strategic-assessment/cycles-assessment/summative
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Wisconsin Statutes: Assessing Reading 
State and federal law inform how reading is measured in Wisconsin schools. This 
includes: 

2023 Wisconsin Act 20 (Wis. Stat. § 118.016) 
Act 20 requires schools to meet specific assessment requirements listed on DPI’s 
Wisconsin Reads website under Early Literacy Assessment, Act 20. 

Screeners: For 4K students twice yearly measuring phonemic awareness and 
letter–sound knowledge; and for 5K–3 students three times measuring phonemic 
awareness, decoding, alphabet knowledge, letter–sound knowledge, and oral 
vocabulary. Families must be notified in plain language, including overall and sub-
scores, percentile rank (if available), the definition of “at risk,” and a description of 
skills assessed. 

Diagnostic Assessments: For 5K–3 students scoring below the 25th percentile or 
if requested by a teacher/parent. Tools must measure rapid naming, phonological 
awareness, word recognition, spelling, vocabulary, listening comprehension, and, 
when appropriate, oral reading fluency and comprehension. Families must be 
notified in plain language, including scores, percentile rank (if available), at-risk 
status, and information about dyslexia supports and special education referrals. 

Personal Reading Plans (PRPs): For every 5K–3 student identified as at risk 
through screening or diagnostic assessment. Plans must show each student’s 
strengths and needs from assessments, set up progress-monitoring checkpoints, 
and share results with families at least every 10 weeks. 

Early Literacy Remediation Plans: For each district and independent charter 
school, a summary of screening and diagnostic practices, explanation of how 
results are monitored, and policies for communicating assessment data to families 
must be shared. 

Wis. Stat. 118.30(1m) and Every Student Succeeds Act (ESSA, 20 U.S.C. § 
6311) 
State and federal law require annual summative reading/English language arts 
assessments in grades 4, 8, 9, 10, and 11. The assessments must align with 
Wisconsin Academic Standards, be free from bias, and include accommodations 
or alternative formats for students with disabilities and English Learners. Results 
must be shared with families, schools, and the public to support instruction, 
monitor progress, and ensure accountability. 

Strategic Assessment Systems 
 High-quality literacy instruction depends on a comprehensive assessment 
system. Wisconsin's Strategic Assessment System (SAS) outlines three main 
purposes for assessment: formative, interim or benchmark, and summative. The 
system integrates multiple assessment types, including universal screeners, 

https://dpi.wi.gov/wi-reads/early-literacy-assessment-and-act-20
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diagnostic tools, and progress monitoring, to provide a a greater understanding 
about student learning (WI DPI, 2020b). Under Act 20, universal screening, 
diagnostic assessment, and progress monitoring are required components of 
literacy assessment. When used collectively, these measures provide educators 
with data to inform instruction. 

Because dyslexia and related conditions often occur alongside other differences 
(e.g., language experiences, motor development, executive functioning) no single 
assessment can provide a complete understanding of a student’s profile as a 
reader (Elliott & Grigorenko, 2024b; Johnston & Scanlon, 2021; Miciak & Fletcher, 
2020). Educators therefore need training to administer and interpret assessments 
responsibly, since even well-designed tools can cause harm if misused (Bennett, 
2011; Gordon & Bridglall, 2006). 

Instruction for students with dyslexia and related conditions must align closely 
with assessment. Screening, diagnostic, and formative assessments identify 
strengths and needs, guiding instruction and intervention within a continuous 
cycle of assessment, planning, and teaching. Figure 3 illustrates how each phase 
informs the next, promoting ongoing improvement in reading outcomes (Connor 
et al., 2009; Fuchs & Vaughn, 2012). 

Figure 3 
Assessment and Cycle of Instruction 

Reading assessments are never neutral (Elzy-
Palmer et al., 2025; Forzani et al., 2024). They 
reflect values in their design, assumptions 
about which students are being assessed, and 
how the results will be interpreted and used. 
Standardized assessments often treat student 
groups as if they are uniform, reporting data by 
broad categories such as race, gender, or 
economic status, while overlooking the 
meaningful intersections that shape individual 
students’ learning and performance. 

 

 A well-designed reading assessment system clarifies the purpose of each 
measure and guides decisions based on the best available evidence. Without this 
clarity, data may be misapplied, leading to unhelpful instructional decisions 
(Truckenmiller et al., 2024). Because all assessments have limits and scores can 
vary even when ability does not, a strategic system must anticipate these limits, 
supplement individual test data with other evidence, and avoid overreliance on a 
single measure. Overdependence on data from one test can disproportionately 
limit meaningful instructional opportunities for historically underserved students, 
including multilingual learners and those with identified disabilities. 
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In contrast, a comprehensive assessment system balances efficiency and breadth, 
ensuring that assessments collectively address decoding, language 
comprehension, vocabulary, and higher-level thinking while supporting fair and 
accurate decisions for diverse learners (Truckenmiller et al., 2024). These 
commitments align with Wisconsin’s Framework for Multi-Level Systems of Supports 
(WiMLSS), which emphasizes high-quality instruction, effective data use, 
collaboration, and family and community engagement (WI DPI, 2025e). Within 
WiMLSS, assessment data guides continuous improvement, shows whose needs 
are met or unmet, and engages families and students in decision-making. When 
used in this way, assessments support responsive instruction, affirm student 
identities, and ensure all learners have opportunities to grow as readers. Table 3 
summarizes each assessment type and its role in supporting students with 
dyslexia and related conditions. 

Table 3 

Strategic Assessment System 

Type Purpose Description 

Universal Screener Identify students 
who may need 
additional support or 
further evaluation. 

 Administered multiple times 
per year to measure 
foundational skills and predict 
difficulties. The results also 
determine whether diagnostic 
assessments are required. 

Diagnostic Provide information 
about specific 
strengths and areas 
of need to guide 
instruction. 

Administered as needed for 
deeper analysis, including for 
students below the 25th 
percentile on screeners in 5K–3 
or upon teacher or parent 
request.  

Progress 
Monitoring 

Monitor how well 
students respond to 
instruction. 

Administered weekly or 
biweekly using brief measures 
of targeted literacy skills. 
Results should be reviewed in 
context to adjust instruction 
and determine further support.  

Formative  Provide ongoing 
insight into student 
understanding to 
guide daily 
instruction.  

Embedded in instruction 
through observations, 
checklists, or notes. Provides 
immediate feedback to adjust 
teaching in real time and allows 

https://dpi.wi.gov/emlss
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Type Purpose Description 

multiple ways for students to 
demonstrate learning. 

Interim/Benchmark Check progress 
toward grade-level 
expectations. 

Administered periodically to 
measure student progress 
toward grade level standards 
and inform mid-year 
adjustments. 

Summative Evaluate student 
learning for 
accountability and 
planning.  

Administered at the end of a 
unit, quarter, semester, or 
school year, often through 
standardized tests. Provides 
cumulative snapshots for 
program evaluation and long-
term planning. 

 

Assessment Considerations for Culturally and Linguistically Diverse 
Students 
Culturally and linguistically affirming assessments value students’ languages, 
communication styles, and cultural backgrounds, helping educators build on what 
students know and prevent inequities. From 2012 to 2022, the number of 
multilingual learners receiving special education increased by 30 percent, placing 
them at greater risk for restrictive placements, dropping out, or not graduating 
(Office of Special Education Programs, 2022).  

Within Wisconsin’s Multi-Level Systems of Supports (WiMLSS), assessments must 
be valid and responsive for students from all cultural and linguistic backgrounds, 
including those who use African American English (AAE), also referred to as Black 
Language (BL), and multilingual learners. While the WiMLSS does not identify 
specific assessments, it emphasizes culturally competent data practices and 
collaborative problem-solving processes that ensure equitable interpretation and 
use of data. Teams are expected to use aggregated and disaggregated data to 
identify inequities, apply culturally responsive decision-making, and focus on 
improving adult practices rather than attributing disparities to students or 
families. To achieve these goals, educators can: 

Affirm Linguistic Systems as Strengths. Speakers of AAE/BL draw on a rule-
governed system with its own phonology, syntax, semantics, and rhetorical 
traditions (Baugh, 1999; Rickford, 2016; Washington & Seidenberg, 2021). Their 
cross-language knowledge supports and enriches literacy learning. When 
misinterpreted as “incorrect,” however, students’ strengths are overlooked, and 
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harmful patterns of Anti-Black Linguistic Racism are perpetuated (Baker-Bell, 
2020). Similarly, multilingual learners use knowledge across languages that 
strengthen literacy development (Beneke et al., 2024; Love, 2019). Recognizing 
and supporting home language use is critical; research shows that literacy 
developed in the home language transfers to English, while the loss of a home 
language undermines identity, long-term literacy, and school persistence (NCEL, 
2022). 

Gather Multiple Sources of Evidence. No single assessment can fully capture a 
student’s literacy profile. Most literacy tools are normed on monolingual English 
speakers, which can obscure the strengths of students who use different linguistic 
systems (Butvilofsky et al., 2021; Sanfilippo et al., 2020). For multilingual learners, 
assessment results may reflect a combination of content knowledge and language 
proficiency, leading to incomplete or inaccurate profiles if assessments are not 
designed and interpreted with care (Standards for the Assessment of Reading and 
Writing, NCTE/IRA, 2009). Educators should consider English language 
proficiency data, home language literacy, and the quality of instruction received in 
addition to literacy assessment results. Drawing on multiple measures over time 
leads to a more accurate understanding of student growth and supports WiMLSS 
commitment to equitable, data-informed decision-making. 

Use Collaborative Expertise to Interpret Data. Accurate understanding of literacy 
and language data for multilingual learners requires specialized knowledge in 
language acquisition. Collaborative assessment teams that include 
bilingual/multilingual teachers, cultural liaisons, special education teachers, and 
speech-language pathologists working alongside reading teachers and/or reading 
specialists and classroom teachers, can better distinguish between language 
differences and reading challenges. This ensures assessments are developmentally 
appropriate and culturally responsive, rather than narrowly focused on English-
only skills that risk misidentification (Gersten et al., 2007; International Dyslexia 
Association, 2023; WI DPI, 2025e; NCEL, 2022). 

Interpret Results Within Linguistic & Educational Contexts: While multilingual 
learners (MLs) participate in the same literacy assessments as all students, results 
must be interpreted within each student’s linguistic and educational context. 
Many screening and diagnostic tools are normed on monolingual English speakers, 
which may underestimate or misrepresent MLs’ skills (Butvilofsky et al., 2021; 
National Academies of Sciences, Engineering, and Medicine, 2017; Sanfilippo et 
al., 2020). Caution must be taken when analyzing results to avoid inappropriate 
judgments of multilingual learners. Educators should take a team approach and 
consider the student’s English language proficiency level, the language of literacy 
instruction, the length of time the student has been learning to read in English and 
in the home language, any family history of dyslexia, and comparisons to 
multilingual peers with similar linguistic and educational backgrounds 
(International Dyslexia Association, 2023). Reviewing progress across languages 
helps determine whether reading challenges reflect typical language development 
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or a possible reading-related disability. The Phonemic Inventories and Cultural and 
Linguistic Information Across Languages (American Speech-Language-Hearing 
Association [ASHA], n.d.). provides guidance for understanding how features of a 
student’s home language may influence reading in English. 

Partner with Parents/Caregivers. Connecting learning to students’ home cultures 
creates more meaningful experiences for multilingual learners. Inviting families to 
share everyday literacy practices such as storytelling, songs, recipes, religious 
texts, and digital media engages them as partners in learning (González et al., 
2005; Moll et al., 1992). When family knowledge is valued, reading assessment 
data can be understood within a richer context, allowing supports to build on each 
learner’s strengths and identities (ASHA, 2022). The ASHA Scope of Practice 
(ASHA, 2022) emphasizes that effective assessment systems must be culturally 
and linguistically responsive, collaborative, and inclusive of families and caregivers 
to ensure accurate and ethical interpretation. These same principles apply to 
reading assessment systems, where communication with families should be clear, 
translated when needed, and include information about accommodations so 
results are not misinterpreted as deficits. 

Assessment systems based solely around dominant English norms can overlook 
students’ linguistic strengths. For example, a child who says des instead of desk 
may be using a recognized feature of African American English or Black Language 
(AAE/BL), not making a reading error (Macrae et al., 2022; Hendricks & Diehm, 
2020). Accurate interpretation requires more than a single score. Effective 
systems draw on multiple measures over time, build on students’ language 
strengths across languages, and include families’ perspectives. When culturally 
and linguistically relevant assessment practices are used, the data better informs 
meaningful literacy instruction (ASHA, 2022; Escamilla et al., 2022; Herrera et al., 
2022). For additional guidance on evaluation of multilingual learners, see Best 
Practices When Assessing English Learners (WI DPI, 2022a). 

Assessment Considerations for Students with Disabilities, Including 
Low-Incidence Disabilities 
Reading assessment systems must address the needs of all students with 
disabilities, including those with low-incidence disabilities. This term refers to 
conditions that occur less frequently in the general population, such as autism, 
blindness or visual impairment, deafness or hard of hearing, deafblindness, 
intellectual disability, and traumatic brain injury. Students with these disabilities 
may demonstrate literacy in ways that traditional assessments do not capture. 
Specific examples include: 

• Blind/Visually Impaired: braille versions of assessments, refreshable braille 
displays, large print, magnification tools, or screen readers. 

• Deaf/Hard of Hearing: visual phonics, cued speech, sign language, 
fingerspelling, or tactile sign for students who are deafblind. 

https://dpi.wi.gov/sites/default/files/imce/sped/pdf/sl-best-practices-assessing-english-learners-written-guidance.pdf
https://dpi.wi.gov/sites/default/files/imce/sped/pdf/sl-best-practices-assessing-english-learners-written-guidance.pdf


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 28 

• Motor Differences: adapted seating/positioning, switch access technology, 
eye-gaze tools, or adapted books. 

• Complex Communication Needs: communication devices programmed with 
literacy tasks, picture symbols, tactile graphics, or alternate choice-making 
cards. 

• Students who Stutter: alternative to timed oral reading fluency assessments 
to avoid unfair penalization. 

• Students with Apraxia of Speech: assessments that do not rely solely on oral 
production, recognizing that 50–75% of children with apraxia struggle with 
reading. 

 
When standard assessments are not accessible, educators should work with 
specialists to select or adapt tools that provide meaningful information about 
each student’s literacy strengths and needs (Johnston & Scanlon, 2021; Miciak & 
Fletcher, 2020). Accommodations must be documented in the IEP and explicitly 
taught to students. The WI DPI cautions that some accommodations (e.g., 
extended time on an oral reading fluency assessment) provide valuable 
information but invalidate normative comparisons (WI DPI, 2025d). 

Inclusive assessment means that all students, including those with the most 
significant cognitive disabilities, are part of state and local testing systems. Most 
participate in general assessments, while a small number use alternate 
assessments based on alternate academic achievement standards (AA-AAAS) 
(NCEO, 2020). Assessment results for students with disabilities are most helpful 
when gathered through multiple sources, interpreted collaboratively, and used to 
guide instruction that builds on each learner’s communication mode, sensory 
access, and strengths. For further information, see Administering Literacy 
Assessments for Students with Low-Incidence Disabilities and Complex 
Communication Needs (WI DPI, 2025d). 

Universal Reading Screeners 
 A universal screener is a brief assessment administered to all students multiple 
times per year to identify those who may need additional reading support or 
further evaluation. Screeners measure foundational literacy skills that predict 
future reading success and help educators monitor growth, guide instruction, and 
determine whether a diagnostic reading assessment or Personal Reading Plan 
(PRP) is needed. Although screeners do not diagnose dyslexia and related 
conditions, they serve as early identification tools that inform prevention and 
intervention efforts. In Wisconsin, universal screening is required three times per 
year for students in 5K–grade 3 and twice per year in 4K (Wis. Stat. § 118.016, 
2023). Continued screening beyond grade 3 can help monitor ongoing literacy 
development. Tools that better predict reading difficulties in older students, such 
as Set for Variability, should be considered. Remember, a single test score should 

https://dpi.wi.gov/sites/default/files/imce/wi-reads/Lit_Assess_Low_Incidence_Disabilities.pdf
https://dpi.wi.gov/sites/default/files/imce/wi-reads/Lit_Assess_Low_Incidence_Disabilities.pdf
https://dpi.wi.gov/sites/default/files/imce/wi-reads/Lit_Assess_Low_Incidence_Disabilities.pdf
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never be used alone to determine eligibility for interventions or special education 
services. 

Considerations for Multilingual Learners 
Statewide 4K–3 screening also applies to multilingual learners (See Appendix P: 
Screening Multilingual Students for Dyslexia and Related Conditions). Act 20 does not 
specify the screener to be in English. When students receive literacy instruction in 
another language, screening in that language may be appropriate if an approved 
assessment is available. Currently, screeners are approved in English and Spanish. 
Districts serving Spanish-speaking students should establish a clear and 
consistent process for determining whether to administer the screener in English, 
Spanish, or both, ensuring alignment with instructional goals and district policy. 
When screening occurs in more than one language, districts should decide in 
advance which score will be used to determine PRP eligibility and review data 
from both languages to guide instruction. This approach supports valid, reliable, 
and equitable assessment practices. More information is available at 
https://dpi.wi.gov/wi-reads/english-learners. 

Considerations for Students with Disabilities 
For students with disabilities, individualized access to screening tools is essential. 
Act 20 requires all students in 4K through grade 3, including those with IEPs, to 
participate in the statewide early literacy screening. When the standard screener 
is not accessible, alternate formats such as braille, large print, tactile symbols, 
AAC-compatible tools, or other adapted materials must be used to ensure valid 
results (WI DPI, 2025d). In rare cases, an IEP team may determine that a student’s 
disability prevents valid screening. In these instances, the team may proceed 
directly to diagnostic assessment, document the decision in the IEP, and use 
diagnostic data to guide instruction and develop a Personal Reading Plan (PRP). 
Additional information is available at dpi.wi.gov/wi-reads/act-20-students-ieps, 
and Table 4 summarizes the statewide screening schedule, assessed skills, and 
timing expectations for students in 4K through grade 3. 

Table 4 

Screening Schedule and Requirements  

Grade Frequency Skills Measured Timing Requirements 

4K 2 x per 
year 

Phonemic 
awareness & letter-
sound knowledge 

Complete the first screening within 
the first 45 days of the school year.  

Complete the second screening at 
least 45 days before the school 
year ends. 

https://dpi.wi.gov/wi-reads/english-learners
https://dpi.wi.gov/wi-reads/act-20-students-ieps
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Grade Frequency Skills Measured Timing Requirements 

5K-3 3 x per 
year 

Phonemic 
awareness, 
decoding, alphabet 
knowledge, letter-
sound knowledge, 
& oral vocabulary 

Complete the first screening within 
the first 45 days.  

Complete the mid-year screening 
at the midpoint of the school year.  

Complete the end-of-year 
screening at least 45 days before 
the school year ends. 

Diagnostic Reading Assessments  
Diagnostic assessments are used when a student shows persistent reading 
difficulties and needs a more detailed analysis to guide instruction. These tools 
examine specific components of literacy and provide in-depth information about a 
student’s reading strengths and areas of need. Educators should use professional 
judgment and multiple data sources, including a student’s learning history, quality 
of instruction, and access to licensed educators, to interpret results accurately 
(American Psychiatric Association, 2013; Johnston & Scanlon, 2021; Miciak & 
Fletcher, 2020). Under Wisconsin Act 20 (2023) (Wis. Stat. § 118.016), diagnostic 
reading assessments are required for students in 5K through grade 3 who score 
below the 25th percentile on the statewide universal screener or when a teacher 
or parent requests an evaluation. Each tool must meet Act 20 technical criteria, 
including a sensitivity rate of at least 70 percent, a specificity rate of at least 80 
percent, and a growth measure. Assessments must measure the following areas: 
alphabet knowledge, phonological and phonemic awareness, letter-sound 
knowledge, decoding, oral vocabulary, rapid naming, word recognition, spelling, 
listening comprehension, oral reading fluency, and reading comprehension. Table 
5 lists the required timelines for diagnostic reading assessments administered to 
students in 5K through grade 3. 

Table 5 

Timing Requirements for Diagnostic Reading Assessments, 5K – 3rd  

Timing Requirements Deadlines 

Following fall screener By the second Friday in 

November 

Following mid-year or spring screener Within 10 days 
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Timing Requirements Deadlines 

After a written request from a teacher or 

parent/caregiver 

Within 20 days 

Considerations for Multilingual Learners 
 Diagnostic reading assessments for multilingual learners should reflect literacy 
development across languages. Act 20 allows assessment in the language of 
instruction when valid tools are available. Evaluations should consider language 
proficiency, instructional history, and how skills in one language can support 
another (Herrera et al., 2022; National Center for English Learning [NCEL], 2022). 
Reviewing results alongside English language proficiency data helps distinguish 
reading difficulties from typical language development. Collaboration among 
educators, language specialists, and families ensures culturally responsive 
interpretation and that instructional supports and Personal Reading Plans (PRPs) 
build on students’ language strengths (Beneke et al., 2024b; Wisconsin 
Department of Public Instruction [WI DPI], 2022a). More information is available 
at https://dpi.wi.gov/wi-reads/english-learners 

Considerations for Students with Individualized Education Programs (IEPs) 
Students with IEPs participate in the statewide diagnostic reading assessments if 
they score below the 25th percentile on the universal screener or if a teacher or 
parent/caregiver requests it (Wis. Stat. § 118.016, 2023). Diagnostic assessments 
must meet Act 20 criteria for sensitivity, specificity, and growth measurement and 
should provide accurate, actionable information about a student’s reading 
strengths and needs. When standard tools are not accessible, IEP teams must 
identify valid alternatives, such as braille, AAC-compatible, tactile, or signed 
assessments, to ensure equitable access and meaningful results. Progress 
monitoring tools should be selected with similar care, maintaining weekly, 
systematic data collection that meets Act 20 expectations. Collaboration among 
educators, families, and specialists supports accurate interpretation and alignment 
of PRP with each learner’s disability-related needs (WI DPI, 2024). More 
information is available at https://dpi.wi.gov/wi-reads/act-20-students-ieps.  

Extending Diagnostic Assessments Beyond Act 20 
Although Act 20 identifies specific areas to be measured within the diagnostic 
assessment process, a comprehensive diagnostic assessment also examines both 
foundational word reading skills and the flexible thinking students use to connect 
decoding with meaning. This broader approach applies to students at all grade 
levels, including those beyond third grade. 

One essential aspect of this flexibility is Set for Variability, which refers to a 
student’s ability to self-correct a mispronounced word by trying out alternative 

https://dpi.wi.gov/wi-reads/act-20-students-ieps
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pronunciations and determining whether one of those attempts matches a known 
word in spoken language and fits the sentence meaning (Barnes et al., 2025; 
Savage et al., 2025). For example, when a student reads pint so that it rhymes 
with mint and realizes that pronunciation does not make sense, the student may 
shift the sounds and recognize the word correctly. As Venezky (1999) explained, 
“the child has to change one or more sound associations and try again” (p. 232).  

Research shows that this skill draws on both sound knowledge and word meaning 
and plays an important role in learning to read. In other words, students use what 
they know about how words sound and what they mean to adjust their decoding 
when something they read does not make sense. Kearns et al. (2016) observed 
that when students who could adjust a mispronounced word by using what they 
know about sounds and meanings, performed better on other reading tasks. 
Building on this, Dyson et al. (2017) found that teaching students to notice and 
correct mispronunciations of irregular words and understand their meanings 
improved word reading and these gains transfer to new words. Similarly, Steacy et 
al. (2019) showed that students who successfully corrected a mispronounced 
word had a 79 percent chance of reading that same irregular word correctly, while 
students at risk for reading difficulties were less likely to do so. In a later study, 
Steacy et al. (2023) identified that Set for Variability explained much more of 
students’ reading performance than phonological awareness alone, highlighting its 
unique contribution beyond sound-based measures. In addition, Savage et al. 
(2024) highlighted that students with stronger flexibility in correcting 
mispronunciations made greater progress in reading intervention. These studies 
show that assessing Set for Variability alongside phonics-based measures gives 
teachers a fuller picture of how students read and where they may need support 
(Barnes et al., 2025; Dyson et al., 2017; Kearns et al., 2016; Steacy et al., 2019, 
2023). 

Parent/Caregiver Communication and Support 
Strong partnerships between educators and families are essential for meaningful 
literacy assessment. Effective systems provide clear, timely communication that 
highlights student strengths and areas for growth. Information should be shared 
in plain, accessible language and, when possible, in the family’s preferred 
language. Family input helps educators interpret results and plan relevant 
instruction. Partnering with families of multilingual learners supports accurate 
understanding of a students’ bilingual development. Appendix Q: Questions to 
Guide Conversations About Reading Assessments offers prompts to support 
dialogue and strengthen literacy outcomes. 

Family Communication Requirements in Wisconsin 
Under Wis. Stat. §118.016(4), schools must provide families of 4K–3 students 
with written screening and diagnostic results that include: 

• Include the students’ overall score and skill-specific results. 
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• Report the student’s percentile rank (if available). 

• Describe the skills measured in plain language. 

• Explain what at-risk means and how cut-off scores are used. 

• Provide guidance on how results inform instruction and how families can 
help. 

• Under Act 20, if a diagnostic assessment shows a student is at risk, schools 
must also:  

• Provide information on how to make a special education referral under 
115.777. 

• Describe common characteristics of dyslexia. 

• Explain appropriate interventions and accommodations. 

• Districts and independent charter schools serving 4K–3 students follow the 
Act 20 timelines in Table 6. Optional family letter templates are available on 
WI Reads Resources. 

Table 6 

Family Communication Requirements, 4K-3rd Grade  

Communication Type Deadline 

Screening Results  Within 15 days of scoring 

Diagnostic Assessment Results Within 10 days of scoring 

Dyslexia & Related Conditions 
Information 

With diagnostic assessment results or 
request 

Guidance on Special Education 
Referral 

When indicated by diagnostic assessment 
results, when concerns arise, or upon 
request 

Evaluations, Interventions, and Special Education Criteria 
Reading interventions do not require a diagnosis of dyslexia and related 
conditions. Outside evaluations can be shared with schools and used as one 
source of data to inform instruction, but a private diagnosis does not guarantee 
special education eligibility. For special education services, the district must 
complete its own evaluation. An IEP team determines eligibility based on two 
factors: 1.) The student meets eligibility criteria under a recognized disability 
category such as specific learning disability or other health impairment. 2.) The 

https://dpi.wi.gov/wi-reads/act-20-resources
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student requires specially designed instruction. According to the U.S. Office of 
Special Education Programs (OSEP), the Individuals with Disabilities Education Act 
(IDEA) permits the use of terms such as dyslexia, dysgraphia, and dyscalculia in 
evaluations and IEPs. However, eligibility must still be based on a district-
conducted evaluation that meets state and federal requirements. Because 
identification practices vary across evaluators and contexts (Sadusky et al., 2022), 
consistent, research-based assessment systems are critical. Such systems should 
integrate quantitative data, culturally responsive practices, and professional 
judgment to promote equitable and accurate identification and support. 

Conclusion  
As described in this chapter, assessment systems must be valid, reliable, and 
designed to gather multiple sources of information about students’ strengths and 
needs. They must also be culturally, linguistically, and ability-affirming so that 
differences are recognized as part of the diverse ways children learn, rather than 
as deficits. Because reading differences are complex, no single test or label can 
fully capture a student’s learning profile. Instead, assessments are most powerful 
when they are interpreted within a broader process that combines professional 
judgement, collaboration with families, and ongoing instructional planning. When 
used in this way, assessments not only identify areas for support, including 
characteristics of dyslexia and related conditions, but also validate student 
identities, strengthen partnerships with families, and inform responsive teaching. 
The next chapter focuses on how assessment results inform instructional planning 
and intervention to support every reader’s growth.  
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Instruction and Intervention 
Services in Schools 
Chapter 5 focuses on teaching strategies and interventions to support students 
with dyslexia and related conditions, as required by Wisconsin Act 86. Effective 
instruction builds on what students know, their values, identities, and experiences 
(Pearson, 2007; Gabriel & López, 2024). This chapter defines key instructional 
vocabulary, summarizes Wisconsin statutory requirements, and explains how 
instructional frameworks support literacy learning. Chapter 5 also outlines twelve 
evidence-based practices that integrate research, professional expertise, and local 
contexts to improve literacy outcomes for students with dyslexia and related 
conditions. 

Chapter 5 Vocabulary 
The following terms have been defined for understanding the content in  
Chapter 5:  

Differentiation: Refers to intentionally adapting instruction to meet learners’ 
varied backgrounds, languages, and interests through changes in content, process, 
product, or environment (Hall et al., 2004; Tomlinson, 2014). 

Executive Functioning in Reading: Refers to the set of mental skills that help 
students stay focused, remember what they read, and adjust their strategies to 
make meaning from text (Cartwright, 2019). 

Explicit Instruction: Refers to one instructional approach to support learning. 
Educators lead students toward independence by explaining why the 
skill/strategy/concept matters and how to apply learning through guided practice 
and feedback (Scanlon et al., 2024; WI DPI, 2020a). 

Intervention: Refers to the systematic use of a technique, practice, or program 
designed to improve literacy learning (WI DPI, 2023). 

Multi-Level Systems of Supports: Refers to a coordinated system that provides 
different levels of support, including universal instruction and interventions, 
enrichment, collaboration, and progress monitoring, based on how students 
respond to instruction. 

Social and Emotional Learning (SEL): Refers to developing the knowledge, 
attitudes, and skills to manage emotions, build healthy relationships, and make 
responsible decisions (WI DPI, n.d.-i ; Greenberg, 2023). 

Systematic Instruction: Refers to intentional teaching of 
skills/strategies/concepts aligned to grade level standards (WI DPI, 2020a). 
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Universal Design for Learning (UDL): Refers to an approach that anticipates and 
values learner differences through intentional planning and collaboration to 
ensure access to grade-level learning for all students (WI DPI, 2020c).  

Universal Instruction: Refers to the core classroom literacy designed to meet the 
needs of all students (WI DPI, 2020a). 

Wisconsin Statutes: Instruction & Intervention Services in Schools 
This section summarizes Wisconsin laws outlining requirements for instruction, 
intervention, resources, and services for students with dyslexia and related 
conditions. 

2019 Wisconsin Act 86 
Under 2019 Wisconsin Act 86 (Wis. Stat. § 115.28[56][b]), the WI DPI must 
ensure that the Wisconsin Guidebook for Dyslexia and Related Conditions includes 
instructional strategies, interventions, and resources, and be linked on each school 
district’s website. 

2023 Wisconsin Act 20  
2023 Wisconsin Act 20 (Wis. Stat. § 118.015) establishes requirements for K-3 
instruction and intervention in public school districts and independent charter 
schools: 

• Training for Teachers & Administrators Schools must ensure that educators 
and administrators receive science-based early reading training. See the 
Wisconsin Reads webpage for specific requirements. 

• Instruction & Intervention Schools must provide systematic and explicit 
instruction in comprehension, writing, phonics, phonological and phonemic 
awareness, fluency, background knowledge, oral language development, and 
vocabulary (Wis. Stat. § 118.015). 

• Personal Reading Plans Schools must identify students experiencing reading 
challenges and provide appropriate interventions and supports through a 
Personal Reading Plan (Wis. Stat. § 118.015). See the Wisconsin Reads 
webpage for specific requirements and resources. 

2015 Act 55 English Language Arts Standards  
Wis. Stat. §§ 118.30(1g)(a) and 120.12(13)(b) require school districts to adopt 
English Language Arts standards and notify families of these standards at the first 
school board meeting of each school year. 

Educator Licensing 
Educator licensing requirements are established in Wis. Stat. § 118.19(12) and 
Wis. Admin. Code PI 34, as outlined on the DPI Teacher Education, Professional 
Development, and Licensing webpage. Additional guidance is available on DPI’s 
Reading Assignments and Licensure page, in Guidance for Providing Interventions, and 
in Wis. Stat. § 118.015, which details the District Reading Specialist Requirement. 

https://dpi.wi.gov/wi-reads/professional-development-training-requirement
https://dpi.wi.gov/wi-reads/act-20-resources
https://dpi.wi.gov/licensing
https://dpi.wi.gov/licensing
https://dpi.wi.gov/licensing/general/what-can-i-teach
https://dpi.wi.gov/licensing/general/what-can-i-teach
https://dpi.wi.gov/sites/default/files/imce/licensing/pdf/LEAD-bulletin-22-001.pdf
https://docs.legis.wisconsin.gov/statutes/statutes/118/015


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 37 

Under PI 34.022, each district must employ a licensed District Reading Specialist 
(License #5017) to coordinate, implement, and evaluate a comprehensive K–12 
reading program, as described in Appendix R: Licensing for Reading Professionals 
and The Role of the Wisconsin District Reading Specialist (Wis. Stat. §§ 
118.19[12], 118.015[2–3]; Wis. Admin. Code PI 34.022[6]; WI DPI, 2025c). A 
Reading Teacher (License #1316) is required for educators who provide direct 
literacy instruction.  

Universal Instruction 
Universal instruction refers to standards-based, grade-level teaching provided to 
all students as part of the district’s core curriculum. For students with dyslexia 
and related conditions, strong universal instruction integrates responsive 
evidence-based literacy practices, differentiation, and authentic reading and 
writing experiences aligned to district standards. Effective literacy instruction 
weaves together foundational skills, academic language, background knowledge, 
writing, motivation, and relevance to students’ cultural and personal assets 
(Tierney & Pearson, 2024). Barriers to learning can be reduced through 
differentiation, where teachers adapt content, process, product, or the 
environment (Hall et al., 2004; Tomlinson, 2014).  

To ensure all learners, including those with dyslexia and related conditions have 
access to meaningful high-quality instruction, Wisconsin schools draw on three 
interrelated frameworks: Wisconsin Multi-Level Systems of Support (WiMLSS), 
Universal Design for Learning (UDL), and Social and Emotional Learning (SEL). 
Collectively, these frameworks provide the structure and flexibility needed to 
support every learner’s success. 

Multi-Level Systems of Support (WiMLSS) 
For Wisconsin schools and districts, implementing a multi-level systems of 
supports means providing services, practices, and resources for each and every 
learner based upon responsiveness to effective instruction and intervention. In 
this system, high quality instruction, strategic use of data, and collaboration 
interact within a continuum of supports, starting with a strong universal level, to 
ensure learner success. Figure 4 illustrates WiMLSS. 

  

https://wlresources.dpi.wi.gov/courseware/lesson/4766
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Figure 4 

Wisconsin’s Framework for Multi-Level Systems of Support 

 
Schools provide varying types of supports at differing levels of intensity to 
proactively and responsively adjust to the needs of the whole child. 

Supports may include classroom interventions, personalized instruction, and 
Specially Designed Instruction (SDI) for students who qualify for special 
education. For information related to students requiring more intensive levels of 
support through special education or Section 504 see Appendix C: Special 
Education, Section 504, and Dyslexia and Related Conditions. 

Universal Design for Learning (UDL) and Social Emotional Learning 
(SEL) 
Together with WiMLSS, complementary frameworks such as UDL and SEL help 
educators design inclusive and equitable learning environments that address both 
the academic and social-emotional aspects of literacy learning. UDL promotes 
proactive planning that anticipates learner variability and removes barriers 
through multiple means of engagement, representation, and expression (WI DPI, 
2020c). By designing flexible learning experiences from the onset, educators 
ensure that all students, including those with dyslexia and related conditions, can 
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access, participate in, and make progress in literacy learning. For more 
information, visit https://dpi.wi.gov/universal-design-learning 

SEL focuses on developing the knowledge, attitudes, and skills needed to manage 
emotions, build relationships, and make responsible decisions that contribute to 
academic success (Greenberg, 2023). This framework is important because 
research shows that SEL positively impacts reading outcomes (Corcoran et al., 
2018). For more on Wisconsin’s SEL framework and resources, visit 
https://dpi.wi.gov/sspw/mental-health/social-emotional-learn 

Meeting the Needs of Multilingual Learners (MLs) 
Within these same frameworks, multilingual learners (MLs) benefit from explicit 
instruction in foundational literacy skills and opportunities to develop oral and 
academic language in English (August & Shanahan, 2006; Gersten et al., 2007; 
Goldenberg, 2020; Huang et al., 2020). Oral narrative skills in both English and 
the home language contribute to reading outcomes, and maintaining home 
language proficiency supports English literacy development (August & Shanahan, 
2006). Effective instruction draws on students’ home languages, lived 
experiences, and literacies (WIDA, 2024; Huang et al., 2020) and integrates the 
WIDA English Language Development Standards Framework (WIDA, 2020). 
Instruction for MLs should include strategies such as visuals, modeling, and 
vocabulary scaffolds to make grade-level content accessible while developing 
English language skills (Brown et al., 2024). When MLs’ language needs are 
intentionally addressed within universal instruction and intervention, students are 
better supported to become successful readers and writers (Klinger et al., 2008). 
Partnering with families further strengthens self-efficacy, literacy learning, and 
engagement across languages and settings. 

Specially Designed Instruction for Students with IEPs 
Specifically Designed Instruction (SDI) is a type of intensive intervention provided 
within an equitable MLSS to every student with an Individualized Education Plan 
(IEP) to meet the student’s individualized disability needs. The instructional 
methodology and/or program to be used with is within the district’s discretion to 
determine based on the following requirements: 

• Must enable a student to advance appropriately toward the annual goals in 
their IEP, be involved and make progress in the general curriculum, 
participate in extracurricular and other nonacademic activities, and be 
educated and participate alongside nondisabled peers; 

• Must be based on peer-reviewed research to the extent practicable; and 

• Is provided by appropriately licensed staff, such as a special education 
teacher or a reading teacher (in the case of SDI for reading). 

For more information about requirements as related to SDI, visit 
https://dpi.wi.gov/sped/specially-designed-instruction. Additional guidance on 

https://dpi.wi.gov/universal-design-learning
https://dpi.wi.gov/sspw/mental-health/social-emotional-learn
https://wida.wisc.edu/teach/standards/eld
https://dpi.wi.gov/sped/specially-designed-instruction
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supporting K–3 students with IEPs under Act 20 is available at 
https://dpi.wi.gov/wi-reads/act-20-students-ieps. 

Guiding Questions for Educators and Educational Systems to 
Consider 
When aligned, WiMLSS , UDL, and SEL provide a cohesive framework for 
designing responsive literacy systems. To ensure these frameworks are 
implemented effectively, educators and educational leaders can use reflective 
questions like those in Table 8 to guide decision-making, strengthen collaboration, 
and align instruction and intervention across settings. 

Table 8 

Guiding Questions for Continuous Improvement in Literacy Practices 

Individual Reflection (Educator Lens) 
System Reflection (School/District 
Lens) 

What professional learning, coaching, 
or mentoring opportunities does my 
district to support my expertise in 
teaching reading and writing? Are 
there opportunities to learn from my 
peers by watching a lesson? 

When and how often do I collaborate 
within and across grade levels to 
ensure all students grow as 
readers/writers? 

Which formative assessments give 
me relevant information about 
students? How do I use this 
information to inform my instruction 
and create individualized reading 
plans? 

What have I learned from students 
and their families about the best ways 
to support their interests, strengths, 
needs, and preferred learning 
methods? 

How do I engage students and 
families in classroom decisions? 

Do the teachers have scheduled time 
for grade-level and vertical 
collaboration to review data and plan 
reading and writing instruction?  

When and how often does the district 
offer professional learning to deepen 
teachers’ expertise in reading 
instruction?  

Are coaching, pee mentoring, and 
peer observation part of our 
professional learning system? 

Are formative assessments part of our 
strategic assessment system and are 
they used by teachers to make 
instructional decisions? 

Are we advocating for teachers to 
continue their learning through higher 
education courses, conferences, 
webinars, and/or book studies? 

What systems have we developed to 
support authentic family partnerships? 

 

https://dpi.wi.gov/wi-reads/act-20-students-ieps
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Evidence-Based Literacy Practices 
Reflection leads to informed action. By using data, research, and professional 
expertise to identify and implement evidence-based practices, educators 
strengthen literacy instruction (Glossary of Education Reform, 2016; ILA, n.d.; WI 
DPI, 2020a). This section outlines twelve evidence-based literacy practices and 
highlights teacher actions, including critical principles for instruction, specific 
considerations for students with dyslexia and related conditions, and resources to 
support implementation. 

Practice #1: Ensure for Educator Expertise  
Educator expertise is a critical factor in improving literacy outcomes for all 
learners, including students with dyslexia and related conditions. Research 
consistently shows that the quality of teaching, rather than any single program, 
has the greatest impact on student achievement (Duke et al., 2018; 
Konstantopoulos & Sun, 2012; Nye et al., 2004; Tivnan & Hemphill, 2005). 
Effective teachers integrate knowledge of literacy, language, and assessment to 
design data-based responsive instruction (Darling-Hammond, 2012; International 
Literacy Association, 2016). Exemplary teachers intentionally combine explicit skill 
instruction with meaningful, higher-order literacy experiences that promote 
engagement and confidence across all grade levels (Duke et al., 2018). Within a 
Multi-Level Systems of Support (MLSS), educator expertise grows through 
ongoing collaboration among teachers, specialists, and families to ensure 
instruction remains evidence-based and inclusive, to meet student needs (Wilmot 
et al., 2022).  

Wisconsin’s approved educator preparation programs develop the essential 
knowledge and skills educators need to support meaningful evidence-based 
literacy instruction. Cooperative Educational Service Agencies (CESAs) extend this 
learning through local professional development. Educators can also access 
ongoing opportunities for collaboration and professional learning through 
statewide organizations connected to literacy, such as the following: 

• The Greater Madison Writing Project & The UW-Milwaukee Writing Project 

• Wisconsin Association for Talented and Gifted 

• Wisconsin Bilingual Association 

• Wisconsin Branch of International Dyslexia Association 

• Wisconsin Chapter of the Reading League 

• Wisconsin Council of Teachers of English  

• Wisconsin Early Childhood Association 

• Wisconsin Library Association 

• Wisconsin School Psychologists Association 

https://dpi.wi.gov/education-workforce/prepare/educator-preparation-programs
https://dpi.wi.gov/cesa
https://gmwp.wisc.edu/
https://uwm.edu/education/students/writing-project/
https://www.watg.org/
https://www.wiabe.net/home
https://wi.dyslexiaida.org/
https://www.thereadingleague.org/chapter/
https://www.wcteonline.org/
https://wisconsinearlychildhood.org/
https://www.wisconsinlibraries.org/
https://www.wspaonline.net/
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• Wisconsin State Reading Association  

• Wisconsin Title 1 Association 

At the national level, educators may be interested in organizations including the 
American Educational Research Association, International Dyslexia Association, 
International Literacy Association, Literacy Research Association, National 
Association for Bilingual Education, and National Council of Teachers of English. 

Critical Principles for Ensuring Educator Expertise 

• Meet Wisconsin licensure requirements by completing an approved 
preparation program. 

• Engage in ongoing professional learning, coaching, and mentoring to 
strengthen expertise in teaching and assessing literacy. 

• Collaborate within and across grade levels to align instruction, promote 
coherence, and ensure all students grow as readers and writers (Wilmot et 
al., 2022). 

• Learn from students and families to build on their interests, strengths, and 
preferred ways of learning. 

• Engage in continued learning (e.g., advanced coursework, professional book 
studies, professional conferences). 

Students with Dyslexia and Related Conditions May Need Teachers Who: 

• Ensure literacy instruction is provided/supported by a licensed reading 
teacher or specialist. 

• Engage in ongoing professional learning related to supporting literacy 
development. 

• Coordinate instruction and interventions with other licensed specialists, 
families, and support staff to ensure consistency and progress. 

• Participate in mentoring, coaching, and professional learning communities to 
strengthen teaching practices. 

Resources to Support Educator Expertise 

• Appendix R: Licensing for Reading Professionals 

• BadgerLink: Wisconsin’s Online Library 

• Engaging with Families (WI DPI, n.d.-a) 

• Professional Learning Communities Facilitator’s Guide for Teaching Academic 
Content and Literacy to English Learners in Elementary and Middle School 
(Dimino et al., 2015) 

• Rightful Presence Implementation Guide (National Center on Inclusion 
Toward Rightful Presence, SWIFT Education Center, 2024) 

• WIDA (University of Wisconsin–Madison, n.d.) 

https://www.wsra.org/
https://sites.google.com/site/wisconsintitle1associationwt1a
https://www.aera.net/
http://eida.org/
http://www.reading.org/
https://literacyresearchassociation.org/
https://nabe.org/
https://nabe.org/
http://www.ncte.org/
https://badgerlink.dpi.wi.gov/
https://dpi.wi.gov/engaging-families?rdt=
https://ies.ed.gov/rel-southwest/2025/01/facilitators-guide
https://ies.ed.gov/rel-southwest/2025/01/facilitators-guide
https://brandnewbox-files.com/swift/implementation/#/
https://wida.wisc.edu/grow


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 43 

• Instructional Practices Guides for Equitable Teaching & Learning in English 
Language Arts (WI DPI, 2020a) 

Practice #2: Use Culturally & Linguistically Sustaining Literacy Practices  
Culturally and linguistically sustaining literacy practices are evidence-based 
approaches that affirm and extend students’ cultural and linguistic identities as 
vital resources for learning (f SWIFT Education Center, 2025; WI DPI, 2020a). 
When instruction is grounded in these asset-based approaches, students 
experience belonging, identity affirmation, and equitable access to meaningful 
literacy learning (Dunham & Oti, 2025; Gabriel & López, 2024; WI DPI, 2020a). 

Critical Principles for Culturally and Linguistically Sustaining Literacy Practices 

• Combine explicit reading instruction with meaningful texts that reflect 
students’ cultures, languages, and experiences (Dunham & Oti, 2025; Gabriel 
& López, 2024; Scanlon et al., 2024; Snow, 2002). 

• Use students’ home languages and cultural practices as strengths to build 
comprehension and vocabulary (Dunham & Oti, 2025; Gottardo et al., 2021; 
REL Pacific, 2023). 

• Partner with families and communities as trusted partners and co-educators, 
incorporating their languages, stories, and literacy traditions to strengthen 
connections between home and school learning (Dunham & Oti, 2025; REL 
Pacific, 2023; Scanlon et al., 2024; WI DPI, 2020a) 

• Encourage dialogue, writing, and reflection that explore identity, culture, and 
multiple perspectives (Gabriel & López, 2024; López, 2024). 

Students with Dyslexia and Related Conditions May Need Teachers Who 

• Make explicit connections between students’ home language(s) or dialect(s) 
and English print to strengthen sound-symbol and meaning connections 
(Dunham & Oti, 2025). 

• Ensure access to culturally relevant texts in multiple formats, such as 
audiobooks, bilingual editions, or digital supports as needed for multilingual 
students to support vocabulary and comprehension (Dunham & Oti, 2025; 
Scanlon et al., 2024). 

• Provide multiple ways for students to express understanding such as oral 
storytelling, art, or translanguaging (using more than one language to 
communicate) so they can share meaning when print tasks are challenging 
(Dunham & Oti, 2025). 

• Offer affirming messages and texts that portray dyslexia and related 
conditions as natural aspects of human variation (Dunham & Oti, 2025). 

  

https://dpi.wi.gov/ela/instruction/instructional-practice-guides
https://dpi.wi.gov/ela/instruction/instructional-practice-guides
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Resources for Culturally & Linguistically Sustaining Literacy Practices 

• Multi-Tiered System of Supports for Multilingual Learners Using Culturally and 
Linguistically Aligned Practices (Brown et al., 2024) 

• Literacy Instruction for ELLs (Colorín Colorado, 2023) 

• IES Practice Guide: Effective Literacy and English Language Instruction for English 
Learners in the Elementary Grades (Gersten et al., 2007) 

• What is Culturally Sustaining Pedagogy? [Infographic] (Institute of Education 
Sciences, U.S. Department of Education, 2023) 

• What do Evidence-based Early Literacy & Culturally And Linguistically Sustaining 
Instruction Mean? (Massachusetts Department of Elementary and Secondary 
Education, 2024) 

• Expanding Reading Instruction with Multilingual Learners (WIDA, 2025) 

• Translanguaging: Teaching at the Intersection of Language and Social Justice 
(WIDA, 2020) 

• Equity: Wisconsin's Model to Inform Culturally Responsive Practices (WI DPI, 
2017a) 

Practice #3: Foster Motivation & Engagement in Literacy Learning 
Motivation and engagement are reciprocal factors that are critical to reading 
development. As students develop in their literacies, so does the complexity of 
texts, demanding that teachers create engaging experiences and foster intrinsic 
motivation to support reading achievement (Afflerbach, 2022). 

Critical Principles for Fostering Motivation & Engagement in Literacy Learning 

• Create rich literacy environments with meaningful materials to engage all 
learners. 

•  Ensure classrooms include diverse texts and media that are accessible and 
organized. 

• Model and promote the use of exemplary texts with rich language through 
read-alouds, book talks, peer discussions, and independent reading. 

Students with Dyslexia and Related Conditions May Need Teachers Who 

• Ensure access to a wide range of texts that students can and want to read 
independently. 

• Select high-interest materials that connect to students’ lives and identities. 

• Encourage choice in reading and writing tasks to build ownership and 
motivation. 

• Support engagement (as relevant) through multimodal materials (print, visual, 
and digital). 

• Provide opportunities for students to engage in conversations about texts. 

https://intensiveintervention.org/sites/default/files/2024-01/mtss-culturally-responsive.pdf
https://intensiveintervention.org/sites/default/files/2024-01/mtss-culturally-responsive.pdf
https://www.colorincolorado.org/literacy-instruction-ells
https://ies.ed.gov/ncee/wwc/practiceguide/6
https://ies.ed.gov/ncee/wwc/practiceguide/6
https://ies.ed.gov/rel-pacific/2025/01/culturally-sustaining-pedagogy-infographic
https://www.doe.mass.edu/massliteracy/families/mean.html
https://www.doe.mass.edu/massliteracy/families/mean.html
https://wida.wisc.edu/sites/default/files/resource/FocusBulletin-Expanding-Reading-Instruction-Multilingual-Learners.pdf
https://wida.wisc.edu/sites/default/files/resource/Focus-Bulletin-Translanguaging.pdf
https://dpi.wi.gov/sites/default/files/imce/statesupt/pdf/WI_Model_Inform_CRPs_2019.pdf
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Resources for Motivation & Engagement in Literacy Learning 

• Motivating Adolescent Learners (AdLit, n.d.) 

• Cooperative Children’s Book Center (School of Education, University of WI-
Madison, n.d.) 

• Reading Interest Inventories (Dyslexia Help, University of Michigan) 

• Teaching Books for Schools (free through Badgerlink) 

Practice #4: Deliver Systematic & Explicit Literacy Instruction 
Systematic and explicit instruction are evidence-based practices that promote 
literacy development. Systematic instruction involves the intentional teaching of 
skills and concepts aligned to grade-level standards (WI DPI, 2020a). Explicit 
instruction represents one example of a structured instructional approach that 
supports learning. In this model, educators clearly explain and model a skill or 
strategy, guide students through practice with feedback toward independence 
(Scanlon et al., 2024; WI DPI, 2020a). When used alongside other evidence-based 
approaches such as interactive read-alouds, shared reading, and collaborative 
discussion, explicit instruction helps ensure students receive comprehensive and 
responsive literacy instruction. 

Critical Principles for Systematic and Explicit Literacy Instruction 

• Model, guide, and provide authentic practice in meaningful literacy tasks 
(Duke et al., 2018; International Literacy Association, 2016). 

• Integrate frequent review and scaffold instruction toward independence. 

• Use formative data to reteach and adjust instruction as needed. 

Students with Dyslexia and Related Conditions May Need Teachers Who 

• Model and think aloud using clear, consistent language. For example, say 
“This word is glove. If I say gloave, that doesn’t fit. Let’s try gluv –that makes 
sense” (Ehri, 2014; Tunmer & Chapman, 2012; Vaughn & Fletcher, 2021). 

• Use data to differentiate instruction and provide feedback to support each 
student’s learning progress (International Literacy Association, 2016). 

• Offer frequent, scaffolded practice to build accuracy and independence. 

• Group students purposefully and offer practice that reflects their language, 
culture, and accessibility needs (Scanlon et al., 2024). 

• Use multisensory routines (e.g., sound boxes) as needed to help connect 
sounds and letters (Hawkins, 2004; Keesey, 2020; Vaughn & Fletcher, 2021). 

  

https://www.adlit.org/adlit-101-overview/motivating-adolescent-learners
https://ccbc.education.wisc.edu/booklists/?booklistId=1021
https://dyslexiahelp.umich.edu/professionals/students-strengths-and-interests/reading-interest-inventories/
https://school.teachingbooks.net/tb.cgi?go=1&adv=title&keywordType1=all&keywordText1=dyslexia
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Resources for Systematic & Explicit Literacy Instruction 

• IES Practice Guide: Foundational Skills to Support Reading for Understanding 
in Kindergarten Through 3rd Grade & Professional Learning Facilitator Guide 
(Foorman et al., 2016)  

• Evidence-Based Reading Programs (John Hopkins School of Education, n.d.) 

• Instructional Planning Resources (WI DPI, n.d.-d) 

• Productive Partnerships: Collaborating around Reading (WI DPI, n.d.-f) 

• Professional Learning: Wisconsin's 2020 Standards for ELA (WI DPI, n.d.-g) 

• Wisconsin Reads (WI DPI, n.d.-o) 

• Wisconsin Statutory Requirements (WI DPI, n.d.-j) 

Practice #5: Provide Integrated Word-Level Reading Instruction  
Effective reading instruction connects word-level skills with comprehension (Clay, 
2015; Odegard et al., 2025). When students understand how print, sound, and 
meaning work together, they can flexibly apply strategies to new and complex 
texts. Integrated word-level instruction supports decoding, fluency, vocabulary, 
and comprehension (Barnes et al., 2025; Birsh & Carreker, 2018l Moje, 2018). 
Moreover, executive functioning skills such as working memory can be taught to 
support word-learning. These skills help readers attend to letter and sound 
knowledge, apply phonics patterns, and read phonetically irregular words like to, 
go, and no. 

Critical Principles for Systematic and Explicit Instruction 

• Deliver explicit and systematic instruction that connects the alphabetic 
principle, phonemic awareness, phonics, fluency, vocabulary, and 
comprehension across a range of texts (Barnes et al., 2025; REL Southeast, 
2016). 

• Ensure that word-level instruction supports comprehension by linking 
decoding and spelling to meaning, sentence structure, and text discussion 
(Moje, 2018; IES, 2023). 

• Integrate opportunities for oral language and background knowledge 
development to strengthen vocabulary and understanding of complex texts 
(REL Northwest, 2023). 

• Foster students’ flexibility and set for variability by helping them adjust 
pronunciations and problem-solve unfamiliar words, building a strong sight 
vocabulary and confidence as readers (Barnes et al., 2025). 

  

https://ies.ed.gov/ncee/wwc/practiceguide/21
https://ies.ed.gov/ncee/wwc/practiceguide/21
https://ies.ed.gov/use-work/resource-library/resource/other-resource/professional-learning-communities-facilitators-guide-what-works-clearinghouse-practice-guide
https://www.evidenceforessa.org/programs/reading/
https://dpi.wi.gov/ela/instruction/resources
https://dpi.wi.gov/reading/professional-learning/productive-partnerships
https://dpi.wi.gov/ela/standards/standardsmodules
https://dpi.wi.gov/wi-reads
https://dpi.wi.gov/reading/statutory-requirements


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 47 

Students with Dyslexia and Related Conditions May Need Teachers Who 

• Link word-level instruction with purposeful reading and writing tasks that 
build connections between sounds, patterns, and meaning (Moje, 2018; REL 
Southeast, 2016). 

• Teach phonological awareness, phonics, and decoding explicitly and 
systematically, with practice in connected text (REL Southeast, 2016; IES, 
2023). 

• Engage students in authentic reading and writing activities to build 
comprehension such as shared and interactive reading and writing (REL 
Southeast, 2016). 

• Use ongoing progress monitoring to guide instruction and connect 
foundational skills to the understanding of increasingly complex text 
(Dombek et al., 2016). 
 

Resources for Integrated Word-Level Reading Instruction 

• Appendix G: Accurate and Fluent Word Recognition Difficulties  

• Persohn, L. (Host). (2025, Jan. 14). A conversation with Donna Scanlon (Season 
5, No. 6) [Audio podcast episode]. In Classroom Caffeine Podcast series. 
https://www.classroomcaffeine.com/guests.  

• Reading Foundational Skills (WI DPI, n.d.-h)  

Practice #6: Ensure Opportunities to Read & Write Connected Texts 
Daily opportunities to read and write connected text (sentences and paragraphs 
that form meaningful stories or ideas rather than isolated or made-up words) help 
students apply foundational skills in authentic and purposeful ways. Reading a 
variety of texts, including predictable, decodable, and authentic literature, builds 
fluency, vocabulary, comprehension, and confidence while promoting flexible 
word solving and a love of reading. 

Critical Principles for Systematic and Explicit Instruction 

• Provide daily opportunities to read and write meaningful, connected text that 
promote authentic word solving across languages and contexts (Pennell et al., 
2024). 

• Select texts that match students’ strengths, needs, and interests to build 
stamina, accuracy, vocabulary, fluency, and comprehension. 

• Include diverse and culturally affirming texts available in multiple accessible 
formats such as dual-language or braille to ensure equitable participation for 
all learners. 

•  Integrate both teacher- and student-selected texts aligned with instructional 
goals to promote engagement and ownership in reading and writing. 

https://www.classroomcaffeine.com/guests
https://dpi.wi.gov/reading/professional-learning/reading-foundational-skills
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• Maintain a balanced variety of text types including predictable, decodable, 
and authentic literature to support all aspects of reading (Pennell et al., 2024) 

Students with Dyslexia and Related Conditions May Need Teachers Who 

• Provide guided practice using foundational skills and vocabulary in 
meaningful texts to develop fluency and comprehension (LaBerge & Samuels, 
1974; Perfetti, 1985). 

• Guide students in choosing texts and monitoring their comprehension and 
engagement during independent reading and writing. 

• Provide repeated, meaningful practice across varied text types to strengthen 
fluency, flexibility, and automatic word recognition(Share, 1995; Nagy & 
Anderson, 1984). 

Resources for Reading and Writing Connected Texts 

• IES Practice Guide: Teaching Elementary School Students to be Effective Writers 
(Graham et al., 2018) 

• College, Career, and Community Writers Program (Greater Madison Writing 
Project, n.d.) 

• Literacy Practices Bank (WI DPI, n.d.-e) 

• Writing Rich Classrooms: Unit Plans (WI DPI, n.d.-r) 

Practice #7: Build Background Knowledge Through Content-Area 
Instruction 
Building background knowledge through content-area instruction helps students 
make sense of new information and supports comprehension. Research shows 
that students make greater reading progress when they engage in knowledge-rich 
subjects like social studies than spending more time in isolated reading instruction 
(Tyner & Kabourek, 2021). Purposeful integration of reading, writing, and 
discussion within content areas allows students to connect ideas, strengthen 
vocabulary, and apply new understanding (Cervetti, 2020; Smith et al., 2021). 

Critical Principles for Building Background Knowledge Through Content-Area 
Instruction 

• Connect new content to students’ experiences and background knowledge. 

• Integrate reading, writing, and communication to build vocabulary and 
understanding. 

• Provide explicit instruction in academic vocabulary. 

• Differentiate using principles of Universal Design for Learning (UDL). 

• Use connected text sets (sentences and paragraphs that form meaningful 
messages). 

https://ies.ed.gov/ncee/WWC/PracticeGuide/17
https://gmwp.wisc.edu/college-career-and-community-writers-program/
https://dpi.wi.gov/reading/literacy-practices-bank
https://dpi.wi.gov/ela/writing-rich-classrooms
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Students with Dyslexia and Related Conditions May Need Teachers Who 

• Activate or develop background knowledge prior to reading to support 
comprehension. 

• Select expository texts with cohesive text structures (Smith et al., 2021). 

• Collaborate with the parents/caregivers, students, and other teachers to 
connect content learning with students’ experiences, interests, and strengths. 

• Offer extended time and structured opportunities to discuss and revisit 
content, supporting knowledge building over time. 

Resources for Building Background Knowledge 

• IES Practice Guide: Teaching Academic Content and Literacy to English Learners 
in Elementary and Middle School (Baker et al., 2014) 

• Rethinking Text Sets to Support Knowledge Building and Interdisciplinary 
Learning (Lupo et al., 2020)  

• Resources for Teachers (Text Project, n.d.) 

• Unite Books Online Library (Unite for Literacy, n.d.) 

• Linking Science, Math and Literacy: Multimodal Text Sets (University of 
Missouri, 2025) 

• Wisconsin Academic Standards (WI DPI, n.d.-m) 

• Teacher Resources (Wisconsin Council for the Social Studies, n.d.) 

• Resources (Wisconsin Society of Science Teachers, n.d.) 

• WISELearn Resources (WI DPI, n.d.-q) 

Practice #8: Facilitate Collaborative Text-Based Discussions 
Collaborative discussions deepen comprehension by engaging students in 
constructing meaning together through dialogue. Effective discussions move 
beyond recalling facts to include interpretation, reasoning, and evaluation of 
ideas, strengthening both comprehension and engagement. Educators guide 
students to use textual evidence, connect new ideas to prior knowledge, and build 
shared understanding through purposeful facilitation (Kucan & Palincsar, 2013; 
Kintsch, 1998). 

Critical Principles for Facilitating Collaborative Text-Based Discussions 

• Establish and model clear norms and routines for inclusive participation so 
every student can engage confidently. 

• Facilitate structured, text-based discussions that connect to students’ 
background knowledge, experiences, and language resources (Kucan & 
Palincsar, 2013). 

https://ies.ed.gov/ncee/wwc/practiceguide/19
https://ies.ed.gov/ncee/wwc/practiceguide/19
https://ila.onlinelibrary.wiley.com/doi/abs/10.1002/trtr.1869
https://ila.onlinelibrary.wiley.com/doi/abs/10.1002/trtr.1869
https://textproject.org/teachers
https://www.unitebooks.com/growing-readers
https://scienceandliteracy.missouri.edu/resources-materials/?utm_source=chatgpt.com
https://dpi.wi.gov/standards
https://www.wcsswi.org/teacher-resources.html
https://www.wsst.org/resources-1
https://wlresources.dpi.wi.gov/search?search_source=navbar&f.search=text+sets&f.general_subject=&f.sublevel=&f.alignment_standard=
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• Ask open-ended questions that prompt interpretation, explanation, and use 
of textual evidence to construct meaning. 

• Model and encourage metacognitive talk (e.g., “I wonder…” “This reminds me 
of…”) to connect ideas within and across texts, promote monitoring, and 
support inference-making (Kintsch, 1998). 

• Incorporate visual supports (e.g., charts, Venn diagrams) to anchor ideas and 
help students link information across parts of a text (Kucan & Palincsar, 
2013). 

Students with Dyslexia and Related Conditions May Need Teachers Who 

• Preview topics, discussion steps, and expectations with visuals. 

• Frontload vocabulary and/or background knowledge needed to support 
comprehension. 

• Provide and practice sentence stems (e.g., “this part makes me think…,” I 
agree with…because…) to support participation and idea sharing. 

• Offer think time, turn-and-talks, and/or multimodal responses (oral, written, 
visual). 

• Model how to link ideas across sentences and paragraphs using graphic 
organizers or highlighted text features. 

• Use assistive tools (e.g., highlighting), or small-group formats to support 
active engagement and comprehension, as supplemental, not to take the 
place of the child’s reading. 

Resources for Facilitating Text-Based Discussions 

• Literature Studies & Social Emotional Learning (Reading Rockets, n.d.)  

• Text Complexity (WI DPI, n.d.-l) 

• Middle Grades Literature Study Resources (WI DPI, 2025a)  

Practice #9: Support Literacy Through Executive Functioning 
Strengthening executive functioning is an evidence-based practice that supports 
literacy development. Executive functioning skills, including attention, working 
memory, and cognitive flexibility, are closely connected to word reading and 
comprehension (Cartwright, 2019; Cartwright & Palian, 2024; Williams, 2022). 
Students use their working memory while reading to retrieve letter names and 
sounds, retain phonics patterns and word meanings and to maintain meaning 
while reading. They remain flexible when trying different sounds in words and 
ignore distracting information in texts or their environment (Barnes et al., 2025, 
Hawkins, 2004; Cartwright, 2019). When teachers explicitly teach and reinforce 
these skills, students become more focused, strategic, and self-regulated readers. 
Research demonstrates that classroom instruction and activities designed to build 
executive functions can improve reading and overall academic outcomes 
(Burchinal et al., 2022; Cartwright & Palian, 2024). 

https://www.readingrockets.org/classroom/social-emotional-learning-primer/literature-studies-and-sel
https://dpi.wi.gov/reading/professional-learning/text-complexity
https://wlresources.dpi.wi.gov/groups/middle-grades-literature-study/240/
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Critical Principles to Support Literacy Through Executive Functioning 

• Provide opportunities that strengthen students’ attention, self-control, and 
reflection through routines and supportive feedback (Conners, 2009; Potocki 
et al., 2017; Duke & Cartwright, 2021; Williams, 2022). 

• Model flexible thinking and metacognitive strategies such as stopping to ask, 
“Does this make sense?” to support comprehension (Cervetti, 2020; Duke & 
Cartwright, 2021; Cartwright, 2023; Williams, 2022). 

• Value bilingualism and cultural knowledge as assets that promote flexible 
thinking. Invite students to share how they solve problems or understand 
texts in different ways. 

Students with Dyslexia and Related Conditions May Need Teachers Who 

• Establish predictable routines and provide calm, encouraging reminders.  

• Offer visual schedules, organizers, and checklists to help students plan and 
complete tasks. Integrate executive function skill-building into authentic 
reading and writing activities. 

• Scaffold planning and organization by breaking multistep literacy tasks into 
smaller, clear steps with check-ins along the way (Cartwright, 2015; Williams, 
2022). 

• Guide students to revise interpretations, suppress distractions, and reflect on 
understanding by modeling how to recognize when meaning breaks down 
and adjust thinking. 

• Incorporate reading and writing tasks that involve comparing ideas, reasoning 
about text meaning, and making decisions. Encourage students to explain 
their thinking and how they figured out their answers. 

Resources for Supporting Executive Functioning Skills 

• Executive Functions and Literacy Skills in the Classroom (Armstrong, 2023) 

• IES Practice Guide: Preparing Young Children for School (Burchinal et al., 2022) 

• Executive Skills and Reading Comprehension: A Guide for Educators (Cartwright, 
2023)  

• Children with Executive Function Challenges (Reading Rockets, n.d.) 

• The Importance of Executive Function Skills in Literacy Development (Williams, 
2022) 

Practice #10: Differentiate Literacy Instruction 
Differentiating literacy instruction means intentionally adapting teaching to meet 
the strengths and needs of all learners. Educators adjust the content, process, 
product, or environment to build on each student’s strengths, experiences, and 
skills. This responsive approach, grounded in data and observation, ensures that 
every student can access instruction, engage meaningfully, and make progress 

https://achievethecore.org/peersandpedagogy/executive-functions-and-literacy-skills-in-the-classroom/
https://widpiprd.sharepoint.com/sites/M365CG-Office-of-Literacy/Shared%20Documents/Dyslexia%20%26%20Related%20Conditions%20Guidebook/Ch.%205%20Instruction,%20Intervention,%20Resources,%20%26%20Services%20in%20Schools
https://www.guilford.com/excerpts/cartwright2_ch1.pdf?t=1
https://www.readingrockets.org/helping-all-readers/neurodiversity-and-children-learning-differences/children-executive-function
https://readingrecovery.org/wp-content/uploads/2022/05/jrr_21-2_spring2022_williams.pdf
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toward shared literacy goals (Hall et al., 2004; Tomlinson, 2014; Dombek et al., 
2016; Institute of Education Sciences [IES], 2023). 

Critical Principles for Differentiating Literacy Instruction 

• Use multiple data sources, including assessments, observations, language 
proficiency and accessibility information, student and teacher interactions, 
and preferences or needs expressed by students to guide decisions (Dombek 
et al., 2016). 

• Provide individualized feedback and scaffolds that align with students’ 
communication modes (e.g., visual, tactile) and learning profiles (REL 
Southeast, 2023). 

• Maintain high expectations with flexible paths to mastery (IES, 2023). 

Students with Dyslexia and Related Conditions May Need Teachers Who 

• Adjust grouping and pacing to meet specific learning profiles (Dombek et al., 
2016). 

• Adapt curriculum, materials, and assessments to match student needs while 
maintaining grade-level goals (Hall et al., 2004; Tomlinson, 2014). 

• Offer individualized prompts aligned with each student’s communication 
style. 

• Provide additional modeling, practice, feedback, and opportunities to 
demonstrate learning. 

Resources for Differentiated Literacy Instruction 

• Supporting Students with Dyslexia: A Guide to Resources for High School 
and College Success (Harris, 2025) 

• Appendix S: Assistive Technology for Students with Dyslexia and Related 
Conditions 

• Appendix T: Examples of Accommodations for Students with Dyslexia and 
Related Conditions 

Practice #11: Provide Meaningful Early Intervention Services 
Early, focused support helps young children become confident readers and 
writers. Effective early intervention begins in the earliest stages of language and 
cognitive development and continues through the primary grades. It ensures that 
every student, including those with language or reading challenges, receives 
timely, individualized, and culturally responsive instruction that builds a strong 
foundation for literacy success (Regional Educational Laboratory [REL] Northwest, 
2023; REL Southeast, 2023). 

Critical Principles for Providing Meaningful Early Intervention Services 

• Provide early, classroom-based intervention that is responsive to the whole 
child (REL Northwest, 2023; Ehri, 2014). 

https://www.speechpathology.org/articles/dyslexia-resources/
https://www.speechpathology.org/articles/dyslexia-resources/
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• Use multiple sources of data to guide instruction, monitor progress, and 
adjust intensity in collaboration with specialists and families (WI DPI, 2025e) 

• Embed practice that connects word reading, language, and meaning 
(Hawkins, 2004; LaBerge & Samuels, 1974; Perfetti, 1985). 

• Align intervention across school, program, and family contexts (REL 
Northwest, 2023).  

Students with Dyslexia and Related Conditions May Need Teachers Who 

• Provide early identification and developmental monitoring consistent with 
IDEA Part C services to address potential literacy and language delays (REL 
Northwest, 2023). 

• Provide frequent individualized lessons (Share, 2008; Castles et al., 2018). 

• Engage families as partners through regular communication, at-home literacy 
activities, and community resources that promote language and reading 
development from birth onward (REL Southeast, 2023). 

Resources for Meaningful Early Literacy Intervention 

• National Center on Intensive Intervention (American Institutes for Research, 
n.d.) 

• Self-study Guide for Implementing Early Literacy Interventions (Dombek et al., 
2016) 

• Developing Strong Foundational Literacy Skills in Children-It Takes All of Us! (The 
Institute of Education Sciences, 2023) 

• What Works Clearinghouse (The Institute of Education Sciences, 2025) 

• Programs and Practices for Supporting Early Cognitive, Language, and Literacy 
Development Among Children Ages 0–3 (Regional Educational Laboratory 
Northwest, 2023) 

• IES Practice Guide: Providing Reading Interventions for Students in Grades 4–9 
(Vaughn et al., 2022) 

• Literacy Practices Bank (WI , n.d.) 

• Supporting Readers When They Struggle (WI DPI, n.d.-k) 

Practice # 12 Intensify Literacy Supports 
Effective literacy instruction increases in intensity as students’ needs become 
more complex. Within Multi-Level Systems of Supports, educators use 
assessment data and knowledge of each child’s strengths, needs, and motivations 
to guide decisions about when and how to provide additional help beyond 
universal instruction. Instruction becomes most effective when educators and 
families work together using shared language, consistent strategies, and regular 
communication about progress. While word-level difficulties are common, 
students’ literacy learning profiles are diverse and multifaceted (Brady, 2019). 

https://intensiveintervention.org/
https://ies.ed.gov/use-work/resource-library/resource/other-resource/self-study-guide-implementing-early-literacy-interventions
https://ies.ed.gov/use-work/resource-library/resource/fact-sheetinfographicfaq/developing-strong-foundational-literacy-skills-children-it-takes-all-us
https://ies.ed.gov/ncee/wwc/
https://ies.ed.gov/ncee/rel/region/northwest
https://ies.ed.gov/ncee/rel/region/northwest
https://ies.ed.gov/ncee/wwc/PracticeGuide/29
https://dpi.wi.gov/reading/literacy-practices-bank
https://dpi.wi.gov/reading/professional-learning/readers-who-struggle
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Collaboration across settings ensures coherence and continuity of support. Figure 
5 illustrates how these layers of support can work together to meet diverse 
student needs. 

Figure 5  
Steps and Supports Available Within a School Setting  

  
Schools/districts design systems to meet local needs; therefore, the process outlined in the graphic may 
look slightly different school to school. 

* Wis. Stat. 118.016 requires annual screening for reading readiness in 4K through grade 2. See Appendix 
B for further information 

**Unless parents and teachers agree not to intervene, Wis. Stat. 121.02 requires reading interventions 
(kindergarten to grade 4) for students who do meet benchmarks in the reading readiness assessment 
required by 118.016. These interventions could  occur as part of universal instruction and/or intervention. 

*** Specific federal and state requirements exist for special education eligibility. For specific learning 
disability, interventions and progress  monitoring must meet certain criteria. See PI 11.36(6) and Appendix 
B for more information. 

Parent(s) has a right to continue with and seek additional supports through community psychologists, 
tutors, speech pathologists, etc. 
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Critical Principles for Intensifying Literacy Supports 

• Use ongoing assessment data to determine and monitor the type, frequency, 
and intensity of support needed. 

• Provide explicit, systematic instruction in small-group or individual settings 
when appropriate (Connor et al., 2007, 2011). 

• Ensure coherence by using shared language, consistent strategies, and 
coordinated planning across general, intervention, multilingual, and special 
education programming.  

• Incorporate both code-focused and meaning-focused instruction to support 
word recognition, fluency, vocabulary, and comprehension (Fletcher et al., 
2019). Note: Instruction focused only on phonics, without fluency, 
vocabulary, and comprehension is inconsistent with the National Reading 
Panel (2000) and broader evidence. 

• Partner with families to share progress, identify motivators, and bridge home 
and school literacies. 

Students with Dyslexia and Related Conditions May Need Teachers Who 

• Coordinate support and instructional materials among teachers, specialists, 
and families using shared language and consistent routines. 

• Provide additional support in reading, writing, and spelling with a highly 
qualified educator or specialist.  

• Provide individualized instruction based on strengths and needs. 

• Apply new skills and strategies while reading connected texts with teacher 
feedback (Connor et al., 2007, 2011).  

Resources to Support Interventions 

• National Center on Intensive Intervention (American Institutes for Research) 

• Intervention Reports (Institute of Education Sciences)  

• Foundational Skills to Support Reading for Understanding in Kindergarten 
through 3rd Grade (Kasanovich et al., 2016) 

• IES Educator’s Guide: Providing Reading Interventions for Students in Grades 
4-9 (Vaugh et al., 2022) 

Conclusion 
Chapter 5 highlights how effective instruction and targeted interventions help 
students with dyslexia and related conditions succeed. Grounded in Wisconsin 
statutes and guided by WiMLSS, strong teaching combines explicit instruction, 
culturally responsive practices, and data-informed decision-making. When 
educators and families work together to build on student strengths, students 
grow as confident, capable readers and writers. The next chapter is written for 
families and provides tools and resources to support literacy at home and in 
partnership with schools. 

https://intensiveintervention.org/
https://ies.ed.gov/ncee/WWC/Search/Products?searchTerm=&Topic=3&ProductType=2&&&&&&interventionId=&publicationDate=undefined
https://ies.ed.gov/rel-southeast/2025/01/facilitators-guide
https://ies.ed.gov/rel-southeast/2025/01/facilitators-guide
https://ies.ed.gov/ncee/wwc/Docs/PracticeGuide/WWC-practice-guide-reading-intervention-full-text.pdf
https://ies.ed.gov/ncee/wwc/Docs/PracticeGuide/WWC-practice-guide-reading-intervention-full-text.pdf
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Resources and Services for Students 
and Parents/Caregivers 
Chapter 6 shares information about resources and services that support children 
with dyslexia and related conditions. These resources are available to students, 
families, and educators, as described in Wisconsin Act 86. The chapter is written 
for families and provides tools and ideas to support children’s literacy 
development at home and through partnership with their schools. All resources 
included are informational and free of charge. The Wisconsin Department of 
Public Instruction (WI DPI) does not endorse any specific websites, products, or 
technologies. School teams, including learners and families, make individualized, 
data-informed decisions about reading instruction and supports, as is supported 
by WI law. This chapter includes information about state laws and family 
resources, resources for learning about dyslexia and related conditions, ways to 
support literacy at home and school, ideas for promoting social and emotional 
wellbeing, and guidance for advocacy and decision-making.  

WI Statutes: Family Resources & Services 
Wisconsin laws, including 2019 Act 86 and 2023 Act 20, require that families 
receive clear information and support about reading instruction, assessment, and 
intervention for students with dyslexia and related conditions. 

2019 Wisconsin Act 86 (Wis. Stat. §§ 115.28 ) 
This guidebook required by 2019 WI Act 86 must be published to each Wisconsin 
school district or independent charter school’s website. It is designed to help 
parents/caregivers:  

• understand educational terms related to reading, 

• learn how their child’s reading needs are identified and supported, 

• know what questions to ask and what information to request about their 
child’s progress, and 

• understand the instruction and/or interventions educators and educational 
systems use to support readers with dyslexia or related conditions (see 
Chapter 5). 

2023 Wisconsin Act 20 (Wis. Stat. §§ 118.016) 
Act 20 outlines how schools communicate with families of students in grades 4K-
3 about reading assessments and interventions. 
 
 
 
 

https://docs.legis.wisconsin.gov/2019/related/acts/86
https://docs.legis.wisconsin.gov/statutes/statutes/118/016
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Table 9 

Act 20 Requirements & What They Mean for Families 

WI Act 20 
Requirement 

What Parents/Caregivers Can Expect 

Early Literacy 
Remediation Plan 

Districts must post an online plan describing early 
literacy assessments, interventions for students with 
characteristics of dyslexia and related conditions, 
progress monitoring, parent communication, and 
promotion policies. 

Assessment 
Notifications 
 

Parents/caregivers receive screening results within 
15 days and diagnostic results within 10 days, in an 
understandable format and home language when 
possible. 

Family History Survey Parents/caregivers of students who score below the 
25th percentile on the reading screener are offered a 
short survey to share family literacy and language 
history. 

Personal Reading Plan Parents/caregivers of 5K-grade 3 students who score 
below the 25th percentile receive a copy of their 
child’s PRP to sign and return, along with progress 
updates after every 10 weeks of intervention. 

How can I Learn about Dyslexia and Related Conditions? 
Under Wis. Stat. §115.28(56), dyslexia and related conditions is defined as a 
specific learning disability that is neurobiological in origin and characterized by 
difficulties with accurate and fluent word recognition, spelling, and decoding, 
often due to weaknesses in the phonological component of language. This 
definition comes from the International Dyslexia Association (2002) and National 
Institute of Child Health and Human Development. Families do not need to focus 
on the exact term because what matters most is getting the right help. With the 
right instruction and support, children with dyslexia and related conditions can 
learn to read, spell, and write effectively and go on to succeed in school and in 
life. Partner with your child’s teacher, reading teachers/specialists, and school 
staff to learn more. You can also talk with your child’s doctor(s) and learn from 
state and national organizations. 
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Resources and Organizations to Learn More About Dyslexia & Related 
Conditions 

• Center for Parent Information and Resources- Resources for families of 
children with disabilities. 

• National Center on Improving Literacy -Resources on a variety of topics 
including dyslexia, beginning reading, interventions, screening, advocacy, and 
partnerships. 

• Supporting Students with Dyslexia: Resources for High School & College 
Success (Speech Pathology, 2025) - Organizations, articles, books, and 
multimedia resources to support high school and college students with 
dyslexia. 

• Wisconsin Branch of the International Dyslexia Association -Information and 
resources about dyslexia and related conditions. 

• Wisconsin Chapter of The Reading League - Articles, websites, and podcasts 
about reading. 

• Wisconsin State Reading Association – Articles, website resources, and 
podcasts to develop expertise in understanding literacy and literacy 
instruction.  

How Can Literacy Be Supported at Home? 
Families play a big role in helping children learn to read and write. The National 
Center on Improving Literacy (NCIL, 2024) shares ways for families to understand 
their child’s reading needs and support learning both at home and at school. The 
resources below include free books, videos, and tips to make reading fun and 
build confidence, and strengthen partnerships between families and teachers. 
Figure 6, 10 Ways to Support Your Child’s Literacy Development, shows easy ways 
families can help, such as reading together and talking about stories. 

  

https://www.parentcenterhub.org/find-your-center/
https://www.honeycombcollaborative.com/_ncil-orig/main-site/topic/dyslexia/index.html
https://www.speechpathology.org/articles/dyslexia-resources/
https://www.speechpathology.org/articles/dyslexia-resources/
https://wi.dyslexiaida.org/
https://wi.thereadingleague.org/
https://www.wsra.org/science-s-of-reading
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Figure 6 

10 Ways to Support Your Child’s Literacy Development (NCIL, 2024) 
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Resources to Support Literacy at Home 

• How to Build a Home Library for Kids (Hales, 2022)- Article with ideas for 
setting a reading space for children from infancy through adolescence. 

• Helping Your Child Become a Reader (Scanlon et al., 2024) - Printable 
booklet that answers parents’ questions about reading development. 

• Reading & Writing (PBS Kids for Parents) - Tips and ideas to inspire children 
to read and write. 

• Reading - (Sesame Workshop) Resources, activities, and videos to help 
families to support language and literacy. 

• Complete Books & Poems Collection (Teaching Books) - Books and poems 
that include characters who experience challenges with reading. 

• Unite For Literacy Online Library (Unite for Literacy) - Free digital books in 
multiple languages. 

• Family Resources to Support Literacy Development & Families & Students 
(WI DPI, n.d.-c) - Resources for supporting literacy development across all 
ages. 

 

How Can Parents/ Caregivers Support Their Child with Dyslexia & 
Related Conditions? 

• Families play an important role in helping children with dyslexia and related 
conditions grow as readers and feel confident in their abilities. Research 
shows that family and school support makes a big difference in a child’s 
success (Nalavany et al., 2011). This support system can make a positive 
difference by: 

• helping children to accept learning differences, focusing on strengths, and 
celebrating progress.  

• learning about dyslexia and related conditions and recognizing that reading 
and writing may take more time helps set realistic expectations.  

• creating a calm space for literacy activities. 

• encouraging organization and time management and advocating for needed 
school supports.  

• Most importantly, families can nurture a love of reading by encouraging their 
child to read for meaning and enjoyment. 

Resources to Support Children with Dyslexia and Related 
Conditions 

• Supporting Your Child’s Reading at Home (Institute of Education Sciences)- 
Family activities and short videos with easy steps to build reading skills, 
connect sounds to letters, and read for understanding. 

https://moderncastle.com/home-resources/how-to-build-a-home-library-for-kids/
https://www.eltep.org/parentbooklet.cfm
https://www.pbs.org/parents/thrive/reading-and-writing
https://sesameworkshop.org/topics/language-literacy/reading/
https://school.teachingbooks.net/tb.cgi?go=1&adv=title&go=1&all=5&bookResource=reading_complete
https://www.unitebooks.com/growing-readers
https://dpi.wi.gov/reading/resources/families
https://dpi.wi.gov/families-students
https://ies.ed.gov/use-work/resource-library/resource/other-resource/supporting-your-childs-reading-home
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• When Your Child Needs Extra Help (Colorin colorado!)- Ideas to help families 
find support, work with schools, and understand reading and writing 
challenges. 

• Reading Buddies TV Show (PBS) -Television programming to support early 
reading. 

• Promoting Early Literacy Through Diverse Read-Alouds (WI DPI, 2025b) -Tips 
for selecting and adapting text used during shared read-alouds. 

• Supporting Literacy Learning at Home (WI FACETS) - Interactive modules that 
help families support literacy at home and strengthen communication with 
teachers. 

Are There Texts that Reflect My Child’s Experiences? 
Families often ask where they can find books that represent their child’s learning 
journey. Three helpful Wisconsin-based resources include: 

• WISCAT Wisconsin Resource Sharing (Wisconsin Public Libraries) 

• CCBC Booklists (Cooperative Children’s Book Center) 

• Resources for the Keyword Dyslexia (Teaching Books)  
 

It’s important to provide students with many opportunities to read texts they 
enjoy and that help them learn about their interests. Students with dyslexia and 
related conditions can benefit from resources that share examples and characters 
they can relate to and that can help them become powerful self-advocates. Your 
local public library is a a great place to find books, use computers and the internet, 
and learn about community reading programs. Here are some examples:  

Books for Children  

• Aaron Slater, Illustrator (Beaty, 2021) 

• Dyslexia: Talking It Through (Braithwaite, 2003) 

• Absolutely Almost (Graff, 2014) 

• All Kinds of Minds: A Young Student’s Book about Learning Abilities & Learning 
Disorders (Levine, 1992) 

• Thank You, Mr. Falker (Polacco, 2012) 

• Brilliant Bea: A Story for Kids with Dyslexia and Learning Differences (Rudolph et 
al., 2021) 

• Dr. Dyslexia Dude (Robinson & Robinson, 2019) 

• A Walk in the Words (Talbott, 2021) 

• Hank Zipzer: The World’s Greatest Underachiever series (Winkler & Oliver, 
2005) 

https://www.colorincolorado.org/families/help
https://www.trlreadingbuddies.org/
https://wlresources.dpi.wi.gov/courseware/lesson/4765/overview
https://wifacets.org/resources/supporting-literacy-learning-at-home/
https://www.wiscat.net/home?cid=stwi&lid=stwi
https://ccbc.education.wisc.edu/booklists/?booklistId=1021
https://school.teachingbooks.net/tb.cgi?go=1&adv=title&keywordType1=all&keywordText1=dyslexia
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Books for Middle Grades and Adolescents  

• Close to Famous (Bauer, 2012) 

• My Name is Brain Brian (Betancourt, 1994) 

• The Wild Book (Engle, 2012) 

• Fish in a Tree (Hunt, 2017) 

• Two-Minute Drill (Lupica, 2007) 

• Welcome Back, Maple Mehta-Cohen (McGovern, 2021) 

• Dr. Dyslexia Dude (Robinson & Robinson, 2019) 

• Bluefish (Schmatz, 2011) 

How Can Our Family and the School Support Our Child’s Social & 
Emotional Wellbeing? 
 Children’s social and emotional wellbeing is deeply connected to their reading 
and writing development. When families and schools work together to support 
children’s social and emotional learning, students grow as readers, writers, and 
thinkers (Wilmot et al., 2022; Aspen Institute, 2018; UNESCO, 2023; Head Start, 
2025). Parents/caregivers can strengthen literacy learning by:  

• Creating regular routines for reading, writing, resting, and homework. 

• Showing interest in what they enjoy reading, writing, and learning about. 

• Visiting the library and enjoying books together to build a love of reading. 

• Making reading fun at home and talking about stories you read together. 

• Praising effort and celebrating progress in reading and writing. 

• Encouraging your child to talk, draw, or write about how they are feeling.  

• Sharing with teachers what helps your child feel motivated to read and write. 
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Figure 7 

The Wisconsin CASEL Framework (WI DPI, 2018) 

Social and emotional learning (SEL) helps children understand their feelings, build 
relationships, and set healthy goals. As shown in Figure 7, the Wisconsin CASEL 
Framework illustrates how families and schools can work together to help 
children recognize emotions, make friends, and act with kindness and 
responsibility (WI DPI, 2018). 

Resources to Support Child Wellbeing 

• Emotions and Wellbeing (PBS) - Tips to help children and families understand 
emotions, express feelings, and support positive mental health. 

• Social Emotional Skills (Sesame Workshop) - Videos and activities to support 
healthy relationships, respecting differences, and building confidence. 

• CASEL Fundamentals of SEL - Overview of social emotional learning. 

• DPI Social and Emotional Learning for Students and For Parents, Guardians, 
& Families -Tools for students and parents/caregivers to support wellbeing. 

• Eye to Eye- Mentoring program connecting middle and high school students 
with learning differences such as dyslexia and related conditions. 

• Inqluded- Online community for older students and young adults with 
learning differences. 

  

https://www.pbs.org/parents/thrive/emotions-and-wellbeing
https://sesameworkshop.org/topics/social-emotional-skills/
https://casel.org/fundamentals-of-sel/
https://dpi.wi.gov/sspw/mental-health/social-emotional-learning/sel-for-students
https://dpi.wi.gov/sspw/mental-health/social-emotional-learning/for-families-and-parents
https://dpi.wi.gov/sspw/mental-health/social-emotional-learning/for-families-and-parents
https://thendalliance.org/mentoring/
https://inqludedu.com/
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How Can We Support our Child’s Executive Functioning? 
Executive functioning skills are “mental skills we use to manage our thoughts, 
feelings, and behaviors to achieve goals” (Cartwright, 2019). These skills include 
things like managing time, being organized, and attending to tasks. Executive 
functions also apply to the development of reading comprehension. Many public 
libraries have games families can play that may support executive functioning 
skills. Examples: 

• Planning- Jenga, checkers or chess, tic-tac-toe 

• Organization- 20 questions, Apples to Apples 

• Flexible thinking- Word games like Bananagrams or strategy games 

• Working memory- Memory, Go Fish 

• Inhibition (self-control)- Simon Says or Taboo  

Resources 

• Activities Guide: Enhancing & Practicing Executive Function Skills with Children 
from Infancy to Adolescence (Harvard University) –Activities and games to 
support executive functioning. 

• Executive Function Milestones: Birth-Age 6 (Sesame Workshop) – How children 
develop executive functioning skills over time. 

• Executive Function Fact Sheet (Reading Rockets, WETA) – Provides 
information and strategies to support executive functioning skills in children.  

 

How Can I Advocate for My Child? 
Parents and caregivers know their child best. Building a positive relationship with 
your child’s school helps ensure that everyone works together to support your 
child’s learning. You have the right to ask questions, request information about 
instruction and assessment, and seek additional services when needed. Figure 8, 
Advocating for Your Child (NCIL, n.d.), illustrates how families and schools can 
communicate, share information, and problem-solve together to strengthen 
support for students. 

  

https://developingchild.harvard.edu/resources/handouts-tools/activities-guide-enhancing-and-practicing-executive-function-skills/
https://developingchild.harvard.edu/resources/handouts-tools/activities-guide-enhancing-and-practicing-executive-function-skills/
https://sesameworkshop.org/resources/milestones-executive-function/
https://www.readingrockets.org/topics/executive-function/articles/executive-function-fact-sheet
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Figure 8 

Advocating for Your Child (Christman, 2017) 

 

What Questions Should I Ask? 
Partnering with your child’s school supports literacy success. These questions can 
help guide meaningful collaboration: 

• Does my child’s teacher receive ongoing professional learning within and 
beyond the school district? 

• Does my child receive high-quality literacy instruction from a fully-licensed 
teacher who completed student teaching supervised by a literacy expert 
outside their school? 

• Does my child’s reading teacher have dedicated time for instruction and 
planning? 

• Does my child receive instruction tailored to their specific needs, or is the 
approach the same for all students? 

• If my child receives additional reading support, is it provided one-on-one or 
in a group? 
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• How often do sessions occur each week, for how long, and with how many 
students? 

• How often does a licensed teacher listen to my child read and assess their 
progress? 

• Does my child have access to a wide range of reading materials at school? 

• What resources or supports are available for families of children with reading 
difficulties, and how can I access them? 

• What strengths, needs, and interests has the school noticed about my child, 
and what can I do at home to support their literacy growth? 

• How can I share what strategies work well to support my child’s literacies? 

Resources to Support Parent and Child Advocacy 

• Dyslexia Help: Teaching Self-Advocacy to Your Child (University of Michigan, 
2025) 

• How to Improve Reading Skills of a Child (Annie E. Casey Foundation, 2024) 

• How Parents Can be Advocates for Their Children (Coordinated Campaign for 
Learning Disabilities, n.d.) 

• Developing Strong Foundational Literacy Skills in Children-It Takes All of Us! 
(Institute of Educational Sciences, 2023) 

• Helping Kids Learn at Home (The Meadows Center for Preventing Educational 
Risk, n.d.)  

• Supporting Student Success Through Authentic Partnerships: Reflection from 
Parents and Caregivers (Morton, 2017) 

• How Families can Partner with Schools on Literacy Development (National 
Center on Improving Literacy, 2024) 

• Wisconsin Statewide Parent Educator Initiative (WSPEI) Supports and 
strategies for partnerships between home and school.  

 
  

https://dyslexiahelp.umich.edu/parents/living-with-dyslexia/home/teaching-self-advocacy-to-your-child/
https://www.aecf.org/blog/how-to-improve-reading-skills-of-a-child
https://www.readingrockets.org/topics/advocacy/articles/how-parents-can-be-advocates-their-children
https://ies.ed.gov/use-work/resource-library/resource/fact-sheetinfographicfaq/developing-strong-foundational-literacy-skills-children-it-takes-all-us
https://ies.ed.gov/use-work/resource-library/resource/fact-sheetinfographicfaq/developing-strong-foundational-literacy-skills-children-it-takes-all-us
https://meadowscenter.org/resource/helping-your-kid-with/
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How Can I Be a Wise and Informed Consumer? 
Families of children with dyslexia and related conditions may look for extra help 
outside of school. It is important to ask questions and make sure the program or 
service is based on good research. There are no “quick fixes” for learning to read 
and write, but evidence-based support can make a real difference. Being a wise 
and informed consumer means choosing resources and approaches that are 
grounded in research and shown to support literacy development. Additional 
information can be found in Chapter 2, Table 1: Educational Myths about Dyslexia.  

Resources to Support Being a Wise and Informed Consumer 

• Practice Guides (Institute of Education Sciences) - Research-based guides that 
can help educators and families understand effective educational practices 
and make informed decisions about literacy programs and instruction. 

• Intervention Reports (Institute of Education Sciences) - Summaries of research 
to help educators and families understand the effectiveness of specific 
literacy interventions. 

• When Educational Promises Are Too Good to Be True (International Dyslexia 
Association)- Considerations related to literacy services and programs. 

• Evidence-Based Practices at School: A Guide for Parents (Reading Rockets) - 
Guide to help parents/caregivers understand evidence-based literacy 
instruction. 

Conclusion 
Chapter 6 provided families with information about Wisconsin statutes that 
include family communication, ways that families can support their children with 
dyslexia and related conditions at home, and considerations for partnering with 
their schools. Productive partnerships between families and schools can recognize 
the unique strengths, needs, and literacies of each and every child, positively 
impacting students’ literacy experiences and development in school and at home, 
and set students on a path toward accomplishing their dreams and goals for the 
future. 

 

  

https://ies.ed.gov/ncee/wwc/practiceguides
https://ies.ed.gov/ncee/WWC/Search/Products?searchTerm=&Topic=3&ProductType=2&&&&&&interventionId=&publicationDate=undefined
https://dyslexiaida.org/when-educational-promises-are-too-good-to-be-true/
https://www.readingrockets.org/topics/curriculum-and-instruction/articles/evidence-based-practices-school-guide-parents


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 68 

Afflerbach, P. (2016). Reading assessment: Theories, types, and applications (3rd ed.). 
International Reading Association. 

Afflerbach, P. (2022). Teaching readers (not reading): Moving beyond skills and 
strategies to reader-focused instruction. Guilford Press. 

Ahmed, Y., Miciak, J., Taylor, W. P., & Francis, D. J. (2022). Structure-altering effects 
of a multicomponent reading intervention: An application of the Direct and 
Inferential Mediation (DIME) model of reading comprehension in upper 
elementary grades. Journal of Learning Disabilities, 55(1), 58–78. 
https://doi.org/10.1177/0022219421995904  

Alexander, A. W., & Slinger-Constant, A.-M. (2004). Current status of treatments for 
dyslexia: Critical review. Journal of Child Neurology, 19(10), 744–758. 
https://doi.org/10.1177/08830738040190100401 

American Academy of Pediatrics, Section on Ophthalmology, Council on Children 
with Disabilities, American Academy of Ophthalmology, American Association for 
Pediatric Ophthalmology and Strabismus, & American Association of Certified 
Orthoptists. (2009). Learning disabilities, dyslexia, and vision. Pediatrics, 124(2), 
837–844. https://doi.org/10.1542/peds.2009-1445  

American Educational Research Association, American Psychological Association, & 
National Council on Measurement in Education. (2014). Standards for educational 
and psychological testing. American Educational Research Association. 

American Psychiatric Association. (2013). Diagnostic and statistical manual of mental 
disorders (5th ed.). American Psychiatric Publishing. 

American Speech-Language-Hearing Association. (2016). Scope of practice in speech-
language pathology [Scope of practice]. 
https://www.asha.org/siteassets/publications/sp2016-00343.pdf 

American Speech-Language-Hearing Association. (2022). Speech-language pathology 
assistant scope of practice [Scope of practice]. 
https://www.asha.org/siteassets/publications/slpa-scope-of-practice-2022.pdf 

American Speech-Language-Hearing Association. (n.d.). Phonemic inventories and 
cultural and linguistic information across languages. 
https://www.asha.org/practice/multicultural/phonemic-inventories/ 

Andresen, A., & Monsrud, M. B. (2021). Assessment of dyslexia – why, when, and with 
what? Scandinavian Journal of Educational Research, 66(6), 1063–1075. 
https://doi.org/10.1080/00313831.2021.1958373 

Annamma, S. A. (2018). The pedagogy of pathologization: Dis/abled girls of color in 
the school-prison nexus. Routledge. 

Annamma, S. A., Ferri, B. A., & Connor, D. J. (2022). Introduction to the special issue-
imagining possible futures: Disability critical race theory as a lever for praxis in 
education. Teachers College Record: The Voice of Scholarship in Education, 124(7), 3-
16. https://doi.org/10.1177/01614681221111427 

Ascher, H., & MacDonald, R. (2004). WIDA Focus Bulletin: Expanding Reading 
Instruction with Multilingual Learners. Wisconsin Center for Education Research. 

Aspen Institute National Commission on Social, Emotional, and Academic 
Development. (2018). From a nation at risk to a nation at hope. The Aspen Institute. 
https://nationathope.org 

https://doi.org/10.1177/0022219421995904
https://doi.org/10.1177/08830738040190100401
837–844.%20https:/doi.org/10.1542/peds.2009-1445 
https://www.asha.org/siteassets/publications/sp2016-00343.pdf
https://www.asha.org/siteassets/publications/slpa-scope-of-practice-2022.pdf
https://www.asha.org/practice/multicultural/phonemic-inventories/
https://doi.org/10.1080/00313831.2021.1958373
https://doi.org/10.1177/01614681221111427
https://nationathope.org/


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 69 

Au, W. (2022). Unequal by design: High stakes testing and the standardization of 
inequality (2nd ed.). Routledge. 

August, D., & Shanahan, T. (Eds.). (2006). Developing literacy in second-language 
learners: Report of the National Literacy Panel on Language-Minority Children 
and Youth. Lawrence Erlbaum. 

Baker-Bell, A. (2020). Linguistic justice: Black language, literacy, identity, and pedagogy. 
Routledge. http://www.blacklanguagesyllabus.com/black-language-
education.html 

Barnes, E. M., Scanlon, D. M., & Anderson, K. L. (2025). Ready, set for variability, read. 
The ReadingTeacher, 79(3). https://doi.org/10.1002/trtr.70027  

Basma, B., Savage, R., Luk, G., & Bertone, A. (2024). Reading disability in children: 
Exploring the N400 and its associations with set-for-variability. 
DevelopmentalNeuropsychology, 49(7), 261–279. 
https://doi.org/10.1080/87565641.2024.2418063 

Baugh, J. (1999). Out of the mouths of slaves: African American language and 
educational malpractice. University of Texas Press. 

Beneke, M. R., Machado, E., & Taitingfong, J. (2024). Dismantling carceral logics in the 
urban early literacy classroom: Towards liberatory literacy pedagogies with/for 
multiply-marginalized young children. Urban Education, 59(6), 1871–1904. 
https://doi.org/10.1177/00420859221091235 

Bennett, R. E. (2011). Formative assessment: A critical review. Assessment in 
Education: Principles, Policy & Practice, 18(1), 5–25. 
https://doi.org/10.1080/0969594X.2010.513678 

Bloome, D., Beierle, M., Grigorenko, M., & Goldman, S. R. (2009). Learning over time: 
Uses of intercontextuality, collective memories, and classroom chronotypes in the 
construction of learning opportunities in a ninth-grade language arts classroom. 
Language and Education, 23(4), 313–334. 
https://doi.org/10.1080/09500780902954257 

Brown, M., Hollywood, D., & Farrington, A. L. (2015). Impact of dialect use on a basic 
component of learning to read. Frontiers in Psychology, 6, Article 196. 
https://doi.org/10.3389/fpsyg.2015.00196 

Brown, J. E., Sanford, A. K., & Sacco, D. (2024). Multi-tiered system of supports for 
multilingual learners using culturally and linguistically aligned practices. National 
Center on Intensive Intervention at the American Institutes for Research. 

Brady, S. (2019). The 2003 IDA definition of dyslexia: A call for changes. Perspectives 
on Language and Literacy, 45(1), 15–21. 

Bradley, L., & Bryant, P. (1978). Difficulties in auditory organization as a possible 
cause of reading backwardness. Nature, 271(5647), 746–747. 
https://doi.org/10.1038/271746a0 

Busso, D. S., & Pollack, C. (2015). No brain left behind: Consequences of neuroscience 
discourse for education. Learning, Media and Technology, 40(2), 168–186. 
https://doi.org/10.1080/17439884.2014.908908 

Burchinal, M., Whitaker, A. A., & Jenkins, J. M. (2022). The promise and purpose of 
early care and education. Child Development Perspectives, 16(3), 134–140. 
https://doi.org/10.1111/cdep.12463 

 

http://www.blacklanguagesyllabus.com/black-language-education.html
http://www.blacklanguagesyllabus.com/black-language-education.html
https://doi.org/10.1080/87565641.2024.2418063
https://doi.org/10.1177/00420859221091235
https://doi.org/10.1080/0969594X.2010.513678
https://doi.org/10.1080/09500780902954257
https://doi.org/10.3389/fpsyg.2015.00196
https://doi.org/10.1038/271746a0
https://doi.org/10.1080/17439884.2014.908908
https://doi.org/10.1111/cdep.12463


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 70 

Butvilofsky, S. A., Escamilla, K., Gumina, D., & Silva Diaz, E. (2021). Beyond 
monolingual reading assessments for emerging bilingual learners: Expanding the 
understanding of biliteracy assessment through writing. Reading Research 
Quarterly, 56(1), 53–70. https://doi.org/10.1002/rrq.292 

Caravolas, M., Lervåg, A., Defior, S., Málková, G., & Hulme, C. (2013). Different 
patterns, but equivalent predictors, of growth in reading in consistent and 
inconsistent orthographies. Psychological Science, 24(8), 1398–1407. 
https://doi.org/10.1177/0956797612473122 

Caravolas, M. (2022). Reading and reading disorders in alphabetic orthographies. In M. 
J. Snowling, C. Hulme, & K. Nation (Eds.), The science of reading: A handbook (2nd 
ed., pp. 327–353). Wiley 
Blackwell. https://doi.org/10.1002/9781119705116.ch15 

Carreker, S., & Birsh, J. R. (2019). Multisensory teaching of basic language skills activity 
book (Fourth edition). Paul H. Brookes Publishing Co. 

Cartwright, K. B. (2015). Executive skills and reading comprehension: A guide for 
educators. Guilford Press. 

Cartwright, K.B. (2019). Executive skills and reading: Classroom strategies that facilitate 
executive functions [Conference session]. The Dyslexia Foundation, Los Angeles, 
CA, United States. 

Cartwright, K. B., Lee, S. A., Taboada Barber, A., DeWyngaert, L. U., Lane, A. B., & 
Singleton, T. (2020). Contribution of executive function and intrinsic motivation to 
university students’ reading comprehension. Reading Research Quarterly, 55(3), 
345-369. https://doi.org/10.1002/rrq.273 

Cartwright, K.B. (2023). Executive skills and reading comprehension: A guide for 
educators, second edition. Guilford Press. 
https://www.guilford.com/excerpts/cartwright2_ch1.pdf?t=1 

Cartwright, K. B., & Palian, S. R. (2024). Considering roles of executive functions in the 
science of reading: A meta-analysis highlighting promises and challenges of 
reading-specific executive functions. Educational Psychologist, 59(4), 263–290. 
https://doi.org/10.1080/00461520.2024.2418392 

Cartwright, K. B., Taboada Barber, A., Zumbrunn, S. K., & Duke, N. K. (2024). Self-
regulation and executive function in language arts learning. In D. Fisher & D. Lapp 
(Eds.), Handbook of research on teaching the English language arts (4th ed., pp. 312–
332). Routledge.  

Castles, A., Rastle, K., & Nation, K. (2018). Ending the reading wars: Reading 
acquisition from novice to expert. Psychological Science in the Public Interest, 19(1), 
5–51. https://doi.org/10.1177/1529100618772271 

Collaborative for Academic, Social, and Emotional Learning (CASEL). (2023). What is 
SEL? https://casel.org 

Catts, H. W., McIlraith, A., Bridges, M. S., & Nielsen, D. C. (2017). Viewing a 
phonological deficit within a multifactorial model of dyslexia. Reading and Writing, 
30(3), 613–629. https://doi.org/10.1007/s11145-016-9692-2 

Catts, H. W., & Hogan, T. P. (2021). Language and reading disabilities (4th ed.). Pearson. 

Catts, H. W., & Petscher, Y. (2022). A cumulative risk and resilience model of dyslexia. 
Journal of Learning Disabilities, 55(3), 171–184 

https://doi.org/10.1002/rrq.292
https://doi.org/10.1177/0956797612473122
https://doi.org/10.1002/9781119705116.ch15
https://doi.org/10.1002/rrq.273
https://www.guilford.com/excerpts/cartwright2_ch1.pdf?t=1
https://doi.org/10.1080/00461520.2024.2418392
https://doi.org/10.1177/1529100618772271
https://casel.org/
https://doi.org/10.1007/s11145-016-9692-2


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 71 

Cervetti, G. N. (2020). The nature and development of reading for understanding. In 
P. D. Pearson, A. S. Palincsar, G. Biancarosa, & A. Berman (Eds.), Reaping the 
rewards of the reading for understanding initiative (pp. 41–66). National Academy of 
Education. 

Chapman, J. W., & Tunmer, W. E. (2019). Dyslexia and equity: A more inclusive 
approach to reading difficulties. LDA Bulletin,51(2 & 3), 28–32 

Christman, J., & Sayko, S. (2017). Advocating for my child’s literacy needs. U.S. 
Department of Education, Office of Elementary and Secondary Education, Office 
of Special Education Programs, National Center on Improving Literacy. 
improvingliteracy.org 

Chyl, K., Fraga-González, G., Brem, S., & Jednoróg, K. (2021). Brain dynamics of 
(a)typical reading development-a review of longitudinal studies. NPJ Science of 
Learning, 6(1), 4. https://doi.org/10.1038/s41539-020-00081-5 

Clay, M. (2015). Becoming literate: the construction of inner control. Marie M. Clay 
Literacy Trust. 

Clayton, F. J., West, G., Sears, C., Hulme, C., & Lervåg, A. (2020). A longitudinal study 
of early reading development: Letter-sound knowledge, phoneme awareness and 
RAN, but not letter-sound integration, predict variations in reading development. 
Scientific Studies of Reading, 24(2), 91–107. 
https://doi.org/10.1080/10888438.2019.1622546 

Clinton-Lisell, V. (2022). Listening ears or reading eyes: a meta-analysis of reading and 
listening comprehension comparisons. Review of Educational Research, 92(4), 543-
582. https://doi.org/10.3102/00346543211060871  

Collaborative for Academic, Social, and Emotional Learning. (2023). What is SEL? 
https://casel.org/fundamentals-of-sel/ 

Compton, D., Miller, A., Elleman, A., & Steacy, L. (2014). Have we forsaken reading 
theory in the name of “quick fix” interventions for children with reading disability? 
Scientific Studies of Reading, 18(1), 55–73. 
https://doi.org/10.1080/10888438.2013.836200  

Compton, D. L., Steacy, L. M., Gutiérrez, N., Rigobon, V., Edwards, A. A., & Marencin, 
N. C. (2022). The development of early orthographic representation in children: 
The lexical asymmetry hypothesis and its implications for children with dyslexia. 
In M. J. Snowling, C. Hulme, & K. Nation (Eds.), The science of reading: A handbook 
(2nd ed., pp. 312–324). Wiley-Blackwell. 

Connor, C. M., Piasta, S. B., Fishman, B., Glasney, S., Schatschneider, C., Crowe, E., 
Underwood, P., & Morrison, F.J. (2007). The early years: Algorithm-guided 
individualized reading instruction. Science 315, 464-465. 

Connor, C. M., Piasta, S. B., Fishman, B., Glasney, S., Schatschneider, C., & Crowe, E. 

(2009). Individualizing student instruction precisely: Effects of child-by-instruction 
interaction on first graders’ literacy development. Child Development, 80(1), 
77100. https://doi.org/10.1111/j.1467-8624.2008.01247 

Connor, C. M., & Morrison, F. J. (2016). Individualizing student instruction in reading: 
Implications for policy and practice. Policy Insights from the Behavioral and Brain 
Sciences, 3(1), 54–61. https://doi.org/10.1177/2372732215624931 

 

 

https://doi.org/10.1038/s41539-020-00081-5
https://doi.org/10.1080/10888438.2019.1622546
https://casel.org/fundamentals-of-sel/
https://doi.org/10.1111/j.1467-8624.2008.01247
https://doi.org/10.1177/2372732215624931


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 72 

Corcoran, R. P., Cheung, A., Kim, E., & Xie, C. (2018, November). Effective universal 
school-based social and emotional learning programs for improving academic 
achievement: A systematic review and meta-analysis of 50 years of research. 
Educational Research Review, 25, 56–72. 
https://doi.org/10.1016/j.edurev.2017.12.001 

Cunningham, A. E. (1990). Explicit versus implicit instruction in phonemic awareness. 
Journal of Experimental Child Psychology, 50(3), 429–444. 
https://doi.org/10.1016/0022-0965(90)90079-N 

Darling-Hammond, L., Amrein-Beardsley, A., Haertel, E., & Rothstein, J. (2012). 
Evaluating teacher evaluation. Phi Delta Kappan, 93(6), 8–15. 

Dawson, K., Antonenko, P., Lane, H., & Zhu, J. (2018). Assistive technologies to 
support students with dyslexia. Teaching Exceptional Children, 51(3), 226-239.  

Dimino, J. A., Taylor, M., & Morris, J. (2015). Professional learning communities 
facilitator’s guide for the What Works Clearinghouse practice guide: Teaching 
academic content and literacy to English learners in elementary and middle school 
(REL 2015–105). Washington, DC: U.S. Department of Education, Institute of 
Education Sciences, National Center for Education Evaluation and Regional 
Assistance, Regional Educational Laboratory Southwest. Retrieved from 
http://ies.ed.gov/ncee/edlabs. 

Dombek, J. L., Foorman, B. R., Garcia, M., & Smith, K. G. (2016). Self-study Guide for 
Implementing Early Literacy Interventions (REL 2016–129). Washington, DC: U.S. 
Department of Education, Institute of Education Sciences, National Center for 
Education Evaluation and Regional Assistance, Regional Educational Laboratory 
Southeast. http://ies.ed.gov/ncee/edlabs. 

Duke, N. K., Cervetti, G. N., & Wise, C. N. (2017). The teacher and the classroom. 
Journal of Education, 196(3), 35-43. 
https://doi.org/10.1177/002205741619600306 (Original work published 2016) 

Duke, N. K., Cervetti, G. N., & Wise, C. N. (2018). Learning from exemplary teachers 
of literacy. The Reading Teacher, 71(4), 395–400. 
https://doi.org/10.1002/trtr.1654 

Duke, N. K., & Cartwright, K. B. (2021). The science of reading progresses: 
Communicating advances beyond the Simple View of Reading. Reading Research 
Quarterly, 56(S1), S25-S44. 
https://ila.onlinelibrary.wiley.com/doi/full/10.1002/rrq.411  

Dunham, H., & Oti, O. A. (2025). Culturally sustaining literacy practices: What’s 
possible in the elementary classroom. The Reading Teacher, 79(1), e70008. 
https://doi.org/10.1002/trtr.70008 

Dyson, N. I., et al. (2017). Teaching children to use set for variability to improve word 
reading. Scientific Studies of Reading, 21(6), 485–503. 

Edwards, A. A., Steacy, L. M., Siegelman, N., Rigobon, V. M., Kearns, D. M., Rueckl, J. 
G., & Compton, D. L. (2022). Unpacking the unique relationship between set for 
variability and word reading development: Examining word- and child-level 
predictors of performance. Journal of Educational Psychology, 114(6), 1242–1256. 
https://doi.org/10.1037/edu0000696 

Ehri, L. C., Cardoso‑Martins, C., & Carroll, J. M. (2014). Developmental variation in 
reading words. In C. A. Stone, E. R. Silliman, B. J. Ehren, & G. P. Wallach (Eds.), 
Handbook of language and literacy: Development and disorders (2nd ed., pp. 385–
407). Guilford. 

https://doi.org/10.1016/j.edurev.2017.12.001
https://doi.org/10.1016/0022-0965(90)90079-N
http://ies.ed.gov/ncee/edlabs
http://ies.ed.gov/ncee/edlabs
https://doi.org/10.1002/trtr.1654
https://doi.org/10.1002/trtr.70008
https://doi.org/10.1037/edu0000696


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 73 

Elliott, J., & Grigorenko, E. L. (2014). The dyslexia debate. Cambridge University Press. 

Elliott, J. G. (2020). It’s time to be scientific about dyslexia. Reading Research Quarterly, 
55(51), 561–575. https://doi.org/10.1002/rrq.333 

Elliott, J. G., & Grigorenko, E. L. (2024a). The dyslexia debate revisited. Cambridge 
University Press. 

Elliott, J. G., Grigorenko, E. L. (2024b). Dyslexia in the twenty-first century: A 
commentary on the IDA definition of dyslexia. Annals of Dyslexia, 74, 363–377. 
https://doi.org/10.1007/s11881-024-00311-0 

Elzy‑Palmer, J., Babino, A., & Hubbard, T. (2025). Dimensions of equity in the science 
of reading research: A systematic review of actual, artificial, and absent up‑takes 
of equity. Reading Research Quarterly, 60(4). https://doi.org/10.1002/rrq.70070 

Emmitt, M., Zbaracki, M., Komesaroff, L., & Pollock, J. (2014). Language and learning: 
An introduction for teaching (6th ed.). Oxford University Press. 

Erbeli, F., Rice, M. L., & Paracchini, S. (2022). Insights into dyslexia genetics research 
from the last two decades. Brain Sciences, 12(1), 27. 
https://doi.org/10.3390/brainsci12010027 

Escamilla, K., Olsen, L., & Slavick, J. (2022). Toward comprehensive effective literacy 
policy and instruction for English learner/emergent bilingual students. National 
Committee for Effective Literacy. https://multilingualliteracy.org/resources/ 

Every Student Succeeds Act, 20 U.S.C. § 6301 et seq. (2015). 
https://www.congress.gov/bill/114th-congress/senate-bill/1177 

Fedorenko, E., Blank, I. A., Siegelman, M., & Mineroff, Z. (2020). Lack of selectivity for 
syntax relative to word meanings throughout the language network. Cognition, 
203, 104348. https://doi.org/10.1016/j.cognition.2020.104348 

Fletcher, J. M., Lyon, G. R., Fuchs, L. S., & Barnes, M. A. (2019). Learning disabilities: 
From identification to intervention (2nd ed.). Guilford Press. 

Fletcher, J. M., & Miciak, J. (2017). Comprehensive cognitive assessments are not 
necessary for the identification and treatment of learning disabilities. Archives of 
Clinical Neuropsychology, 32(1), 2–7. https://doi.org/10.1093/arclin/acw103 

Foorman, B., Beyler, N., Borradaile, K., Coyne, M., Denton, C. A., Dimino, J., Furgeson, 
J., Hayes, L., Henke, J., Justice, L., Keating, B., Lewis, W., Sattar, S., & Wagner, R. 
(2016). Foundational skills to support reading for understanding in kindergarten 
through 3rd grade (NCEE 2016-4008). U.S. Department of Education, Institute of 
Education Sciences, National Center for Education Evaluation and Regional 
Assistance. https://ies.ed.gov/ncee/wwc/PracticeGuide/21  

Forzani, E., Corrigan, J., Slomp, D., & Randall, J. (2024). Prioritizing equitable social 
outcomes with and for diverse readers: A conceptual framework for the 
development and use of justice-based reading assessment. Educational 
Psychologist, 59(4), 291–314. https://doi.org/10.1080/00461520.2024.2418400 

Francis, D. J., Fletcher, J. M., Stuebing, K. K., Lyon, G. R., Shaywitz, B. A., & Shaywitz, 
S. E. (2005). Psychometric Approaches to the Identification of LD: IQ and 
Achievement Scores Are Not Sufficient. Journal of Learning Disabilities, 38(2), 98–
108. https://doi.org/10.1177/00222194050380020101 

Fuchs, L. S., & Vaughn, S. (2012). Responsiveness-to-intervention: A decade 
later. Journal of Learning Disabilities, 45(3), 195–
203. https://doi.org/10.1177/0022219412442150 

https://doi.org/10.1002/rrq.333
https://doi.org/10.1007/s11881-024-00311-0
https://doi.org/10.1002/rrq.70070
https://doi.org/10.3390/brainsci12010027
https://multilingualliteracy.org/resources/
https://www.congress.gov/bill/114th-congress/senate-bill/1177
https://doi.org/10.1016/j.cognition.2020.104348
https://doi.org/10.1093/arclin/acw103
https://doi.org/10.1080/00461520.2024.2418400
https://doi.org/10.1177/00222194050380020101
https://doi.org/10.1177/0022219412442150


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 74 

Furnes, B., Elwér, Å., Samuelsson, S. et al. The stability and developmental interplay of 
word reading and spelling: a cross-linguistic longitudinal study from kindergarten 
to grade 4. Reading and Writing, 37, 2411–2428 (2024). 
https://doi.org/10.1007/s11145-023-10465-9  

Gabriel, R. (2018). Preparing literacy professionals: The case of dyslexia. Journal of 
Literacy Research, 50(2), 262–270. https://doi.org/10.1177/1086296X18765917 

Gabriel, R., & López, F. (2024). The role of asset‑based pedagogy in an interactive 
view of reading. Educational Psychologist, 59(4), 233–249. 
https://doi.org/10.1080/00461520.2024.2394031  

Genishi, C., & Dyson, A. H. (2009). Children, language, and literacy: Diverse learners in 
diverse times. Teachers College Press. 

Gersten, R., Baker, S. K., Shanahan, T., Linan-Thompson, S., Collins, P., & Scarcella, R. 
(2007). Effective literacy and English language instruction for English learners in the 
elementary grades (NCEE 2007-4011). U.S. Department of Education, IES. 
https://ies.ed.gov/ncee/wwc/PracticeGuide/20074011 

Giambo, D. A., & Szecsi, T. (2015). Promoting and maintaining bilingualism and 
biliteracy: Cognitive and biliteracy benefits & strategies for monolingual teachers. 
The Open Communication Journal, 9(1), 56–60. 

Goldenberg, C. (2020). Reading wars, reading science, and English learners. Reading 
Research Quarterly, 55(S1), S131–S144. https://doi.org/10.1002/rrq.350 

Goldman, S. R., & Lee, C. D. (2023). Human learning and development: Theoretical 
perspectives to inform assessment systems. In S. F. Marion, J. W. Pellegrino & A. I. 
Berman (Eds.), Reimagining balanced assessment systems (pp. 49–92). National 
Academy of Education. https://doi.org/10.31094/2024/1/3 

Goldman, S. R. (2024). Reading is complex: Implications for research and practice. 
Educational Psychologist, 59(4), 315–325. 
https://doi.org/10.1080/00461520.2024.2418062 

González, N., Moll, L. C., & Amanti, C. (Eds.). (2005). Funds of knowledge: Theorizing 
practices in households, communities, and classrooms. Lawrence Erlbaum Associates. 

Gordon, E. W., & Bridglall, B. L. (2006). The affirmative development of academic 
ability: In pursuit of social justice. Rowman & Littlefield. 

Gottardo, A., Chen, X., & Huo, M. R. Y. (2021). Understanding within-and cross-
language relations among language, preliteracy skills, and word reading in bilingual 
learners: Evidence from the science of reading. Reading Research Quarterly, 56, 
S371–S390.  

Gough, P. B., & Tunmer, W. E. (1986). Decoding, reading, and reading disability. 
Remedial and Special Education, 7(1), 6-10. 
https://doi.org/10.1177/074193258600700104 

Graham, S., Bollinger, A., Olson, C. B., D’Aoust, C., MacArthur, C., McCutchen, D., & 
Olinghouse, N. (2018). Teaching elementary school students to be effective writers: A 
practice guide (NCEE 2012-4058, Revised 2018). U.S. Department of Education, 
Institute of Education Sciences. https://ies.ed.gov/ncee/wwc/PracticeGuide/17  

Graham, S., Aitken, A. A., Hebert, M., Camping, A., Santangelo, T., Harris, K. R., 
Eustice, K., Sweet, J. D., & Ng, C. (2021). Do children with reading difficulties 
experience writing difficulties? A meta-analysis. Journal of Educational Psychology, 
113(8), 1481–1506. https://doi.org/10.1037/edu0000643  

https://doi.org/10.1177/1086296X18765917
https://ies.ed.gov/ncee/wwc/PracticeGuide/20074011
https://doi.org/10.1002/rrq.350
https://doi.org/10.31094/2024/1/3
https://doi.org/10.1080/00461520.2024.2418062
https://doi.org/10.1177/074193258600700104


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 75 

Guthrie, J. T., & Wigfield, A. (2000). Engagement and motivation in reading. In M. L. 
Kamil, P. B. Mosenthal, P. D. Pearson, & R. Barr (Eds.), Handbook of reading 
research, Vol. 3, pp. 403–422). Lawrence Erlbaum Associates Publishers. 

Guthrie, J. T., Wigfield, A., & You, W. (2012). Instructional contexts for engagement 
and achievement in reading. In S. L. Christenson, A. L. Reschly, & C. Wylie (Eds.), 
Handbook of research on student engagement (pp. 601–634). Springer Science + 
Business Media. https://doi.org/10.1007/978-1-4614-2018-7_29 

Greenberg, M. T. (2023). Evidence for social and emotional learning in schools. 
Learning Policy Institute. https://doi.org/10.54300/928.269 

Hales, D. (2022). How to build a home library for kids. Modern Castle. 
https://moderncastle.com/home-resources/how-to-build-a-home-library-for-
kids/ 

Hall, T., Vue, G., Strangman, N., & Meyer, A. (2014). Differentiated Instruction and 
Implications for UDL Implementation. National Center on Accessing the General 
Curriculum. https://www.cast.org/resources/tips-articles/ncac-differentiated-
instruction-udl/ 

Harris, C. (2025). Supporting students with dyslexia: A guide to resources for high school 
and college success. Speech Pathology. 
https://www.speechpathology.org/articles/dyslexia-resources/ 

Harrison, A. G., & Sparks, R. (2022). Disability diagnoses: Seven sins of clinicians. 
Psychological Injury and Law, 15(3), 268–286. https://doi.org/10.1007/s12207-
022-09449-x 

Hasbrouck, J. (2020). Conquering dyslexia: A guide to early detection and intervention 
for teachers and families. Benchmark Education. 

Haugg, A., Frei, N., Lutz, C., Di Pietro, S. V., Karipidis, I. I., & Brem, S. (2025). The 
structural covariance of reading-related brain regions in adults and children with 
typical or poor reading skills. Developmental Cognitive Neuroscience, 65, Article 
101522. https://doi.org/10.1016/j.dcn.2025.101522 

Hawkins, M. R. (2004). Researching English Language and Literacy Development in 
Schools. Educational Researcher, 33(3), 14–25. 
https://doi.org/10.3102/0013189X033003014 

Head Start. (2025, February 27).  Social and emotional development. Early Childhood 
Learning and Knowledge Center (ECLKC), U.S. Department of Health and Human 
Services. https://headstart.gov/school-readiness/effective-practice-
guides/social-emotional-development 

Hebert, M., Bohaty, J.J., Nelson, J.R., & Brown, J. (2016). The effects of text structure 
instruction on expository reading comprehension: A meta-analysis. Journal of 
Educational Psychology, 108(5), 609–629. https://doi.org/10.1037/edu0000082  

Hendricks, A. E., & Diehm, E. A. (2020). Survey of assessment and intervention 
practices for students who speak African American English. Journal of 
Communication Disorders, 83, 105967. 
https://doi.org/10.1016/j.jcomdis.2019.105967 

Hernández, A. E., et al. (2016). Bilingualism and the development of executive 
function: The role of experience and context. Child Development Perspectives, 
10(3), 135–140. https://doi.org/10.1111/cdep.12171 

 

https://doi.org/10.1007/978-1-4614-2018-7_29
https://doi.org/10.54300/928.269
https://moderncastle.com/home-resources/how-to-build-a-home-library-for-kids/
https://moderncastle.com/home-resources/how-to-build-a-home-library-for-kids/
https://www.cast.org/resources/tips-articles/ncac-differentiated-instruction-udl/
https://www.cast.org/resources/tips-articles/ncac-differentiated-instruction-udl/
https://www.speechpathology.org/articles/dyslexia-resources/
https://doi.org/10.1007/s12207-022-09449-x
https://doi.org/10.1007/s12207-022-09449-x
https://doi.org/10.1016/j.dcn.2025.101522
https://doi.org/10.3102/0013189X033003014
https://headstart.gov/school-readiness/effective-practice-guides/social-emotional-development
https://headstart.gov/school-readiness/effective-practice-guides/social-emotional-development
https://doi.org/10.1016/j.jcomdis.2019.105967
https://doi.org/10.1111/cdep.12171


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 76 

Herrera, S. G., Martinez, M. I., Olsen, L., & Soltero, S. (2022). Early literacy development 
and instruction for dual language learners in early childhood education [White paper]. 
National Committee for Effective Literacy. https://multilingualliteracy.org/wp-
content/uploads/2023/01/NCEL_ECE_White_Paper.pdf 

Hiebert, E. H. (2018). The texts of literacy instruction: Obstacles to or opportunities 
for educational equity? TextProject, Inc. https://textproject.org  

Hirsh-Pasek, K., & Golinkoff, R. M. (2012). How babies talk: Six principles of early 
language development. In S. L. Odom, E. Pungello, & N. Gardner-Neblett (Eds.), 
Infants, toddlers, and families in poverty: Research implications for early childcare (pp. 
3–18). Guilford Press.  

Holden, C., Kirby, P., Snowling, M. J., Thompson, P. A., & Carroll, J. M. (2025). 
Towards a consensus for dyslexia practice: Findings of a Delphi study on 
assessment and identification. Dyslexia, 31(1), e1800. 
https://doi.org/10.1002/dys.1800 

Howard-Jones, P. A. (2014). Neuroscience and education: Myths and messages. 
Nature Reviews Neuroscience, 15, 817. https://doi.org/10.1038/nrn3817 

Hruby, G. G., & Goswami, U. (2011). Neuroscience and reading: A review for reading 
education researchers. Reading Research Quarterly, 46(2), 156-172. 
https://doi.org/10.1598/RRQ.46.2.4 

Huang, B. H., & Kuo, L.-J. (2020). The role of input in bilingual children’s language and 
literacy development. International Journal of Bilingualism, 24 (1), 3-7. 
https://doi.org/10.1177/1367006918768369. 

Individuals with Disabilities Education Act (IDEA), 20 U.S.C. § 1400 et seq. (2004). 
International Dyslexia Association Wisconsin Branch. (n.d.). About IDA Wisconsin 
Branch. https://wi.dyslexiaida.org 

International Dyslexia Association. (2023). English learners and dyslexia. 
https://dyslexiaida.org/english-learners-and-dyslexia/ 

International Literacy Association. (n.d.). Literacy glossary. 
https://www.literacyworldwide.org/get-resources/literacy-glossary  

International Literacy Association. (2016). Frameworks for literacy education reform 
[White paper]. Author. 

Johnston, P., & Scanlon, D. (2020, December 8). An examination of dyslexia research 
and instruction, with policy implications. Literacy Research Association. 
https://literacyresearchassociation.org 

Johnston, P., & Scanlon, D. (2021). An examination of dyslexia research and 
instruction with policy implications. Literacy Research: Theory, Method, and 
Practice, 70(1), 107–128. https://doi.org/10.1177/23813377211038105  

Joldersma, C. W. (2018). Philosophical questions and opportunities at the intersection 
of neuroscience, education, and research. In P. Smeyers (Ed.), International 
handbook of philosophy of education (pp. 1325–1339). Springer. 
https://doi.org/10.1007/978-3-319-72761-5_87  

Kearns, D. M., Rogers, H. J., Koriakin, T., & Al Ghanem, R. (2016). Semantic and 
phonological ability to adjust recoding: A unique correlate of word reading skill? 
Scientific Studies of Reading, 20(6), 455–470. 
https://doi.org/10.1080/10888438.2016.1217865 

 

https://multilingualliteracy.org/wp-content/uploads/2023/01/NCEL_ECE_White_Paper.pdf
https://multilingualliteracy.org/wp-content/uploads/2023/01/NCEL_ECE_White_Paper.pdf
https://doi.org/10.1002/dys.1800
https://doi.org/10.1038/nrn3817
https://doi.org/10.1598/RRQ.46.2.4
https://doi.org/10.1177/1367006918768369
https://wi.dyslexiaida.org/
https://dyslexiaida.org/english-learners-and-dyslexia/
https://literacyresearchassociation.org/
https://doi.org/10.1080/10888438.2016.1217865


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 77 

Keesey, S. (2020). Effective instruction for students with dyslexia and related learning 
struggles. Kentucky Teacher Education Journal: The Journal of the Teacher 
Education Division of the Kentucky Council for Exceptional Children, 7(1), Article 
3. https://doi.org/10.61611/2995-5904.1025 

Kemp, N., & Treiman, R. (2023). Early spelling development. In S. Q. Cabell, S. B. 
Neuman, & N. P. Terry (Eds.), Handbook on the science of early literacy. Guilford 
Press. 

Kim Y. G. (2020). Toward integrative reading science: The direct and indirect effects 
model of reading. Journal of Learning Disabilities, 53(6), 469–491. 
https://doi.org/10.1177/0022219420908239  

Kim, Y.G., Wolters, A., & Lee, J. (2024). Reading and writing relations are not uniform: 
they differ by the linguistic grain size, developmental phase, and measurement. 
Review of Educational Research, 94(3), 311-342. 
https://doi.org/10.3102/00346543231178830  

Kintsch, W. (1988). The role of knowledge in discourse comprehension: a 
construction-integration model. Psychological Review, 95(2), 163–182. 
https://doi.org/10.1037/0033-295x.95.2.163  

Kintsch, W. (1998). Comprehension: A paradigm for cognition. Cambridge University 
Press. 

Kintsch, W. (2005). An overview of top-down and bottom-up effects in 
comprehension. Discourse Processes, 39(2–3), 125–128. 
https://doi.org/10.1207/s15326950dp3902&3_2 

Kirby, P., & Snowling, M. J. (2022). Dyslexia: A history. McGill-Queen’s University 
Press. 

Kirk, S. A. (1963). Behavioral diagnosis and remediation of learning disabilities. 
Conference on Exploring Problems of the Perceptually Handicapped Child, 1, 1–23. 

Kliewer C., May Fitzgerald L., Meyer-Mork J., Hartman P., English-Sand P., Raschke D. 
(2004). Citizenship for all in the literate community: An ethnography of young 
children with significant disabilities in inclusive early childhood settings. Harvard 
Educational Review, 74(4), 373–403.  

Klingner, J. K., Hoover, J. J., & Baca, L. M. (Eds.). (2008). Why do English learners 
struggle with reading?: Distinguishing language acquisition from learning 
disabilities. Corwin Press. 

Konstantopoulos S., & Sun M. (2012). Is the persistence of teacher effects in early 
grades larger for lower-performing students? American Journal of Education, 118, 
309–339. 

Kosanovich, M., Phillips, B., & Willis, K. (2020a). Professional learning community: 
Emergent literacy participant guide (Module 3: Oral Language Sessions 10-12) (REL 
2020-021). U.S. Department of Education, Institute of Education Sciences, 
National Center for Education Evaluation and Regional Assistance, Regional 
Education Laboratory Southeast. http://ies.ed.gov/ncee/edlabs.  

Kosanovich, M., Phillips, B., & Willis, K. (2020b). Professional learning community: 
Emergent literacy participant guide (Module 4: Vocabulary Sessions 7-9) (REL 
2020-021). U.S. Department of Education, Institute of Education Sciences, 
National Center for Education Evaluation and Regional Assistance, Regional 
Education Laboratory Southeast. http://ies.ed.gov/ncee/edlabs.  

https://doi.org/10.61611/2995-5904.1025
https://doi.org/10.1207/s15326950dp3902&3_2


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 78 

Kroll, J. F., & Dussias, P. E. (2017). The benefits of multilingualism to the personal and 
professional development of residents of the U.S. Foreign Language Annals, 50(2), 
248–259. https://doi.org/10.1111/flan.12271 

Kucan, L., & Palincsar, A. S. (2013). Comprehension instruction through text-based 
discussion. Newark, DE: International Reading Association. 

Landerl, K., Ramus, F., Moll, K., Lyytinen, H., Leppänen, P. H. T., Lohvansuu, K., 
O'Donovan, M., Williams, J., Bartling, J., Bruder, J., Kunze, S., Neuhoff, N., Tóth, 
D., Honbolygó, F., Csépe, V., Bogliotti, C., Iannuzzi, S., Chaix, Y., Démonet, J.-F., 
Longeras, E., … Schulte-Körne, G. (2013). Predictors of developmental dyslexia in 
European orthographies with varying complexity. Journal of Child Psychology and 
Psychiatry, 54(6), 686–694. https://doi.org/10.1111/jcpp.12029 

LaBerge, D., & Samuels, S. J. (1974). Toward a theory of automatic information 
processing in reading. Cognitive Psychology, 6(2), 293–323. 

Leider, C. M., & Proctor, C. P. (2024). Toward a dynamic idiolect: Multilingual 
perspectives on the “science of reading.” Educational Psychologist, 59(4), 250–262. 
https://doi.org/10.1080/00461520.2024.2394026 

Leyton, D., & Stentiford, L. (2025). Neuroscience, biopolitics and new professional 
subjectivities in education. Critical Studies in Education, 1–20. 
https://doi.org/10.1080/17508487.2025.2493835 

Locascio, G., Mahone, E. M., Eason, S. H., & Cutting, L. E. (2010). Executive 
dysfunction among children with reading comprehension deficits. Journal of 
Learning Disabilities, 43(5), 441–454. 
https://doi.org/10.1177/0022219409355476 

López, F. (2024). Asset-based pedagogies: Perspectives for educational psychology. In 
P. Schutz & K. Muis (Eds.), Handbook of educational psychology (4th ed.). American 
Psychological Association. 

Lorusso, M. L., & Toraldo, A. (2023). Revisiting multifactor models of dyslexia: Do they 
fit empirical data and what are their implications for intervention? Brain Sciences, 
13(2), 328. https://doi.org/10.3390/brainsci13020328 

Love, B. L. (2019). We want to do more than survive: Abolitionist teaching and the 
pursuit of educational freedom. Beacon Press. 

Lü, C. (2020). Multilingualism as a resource: How multilingual learners use language to 
support literacy. International Journal of Multilingual Research, 14(2), 89–104. 

Lupo, S.M., Berry, A., Thacker, E., Sawyer, A., & Merritt, J. (2020). Rethinking text sets 
to support knowledge building and interdisciplinary learning. The Reading Teacher, 
73(4), 513–524. https://doi.org/10.1002/trtr.1869 

Macrae, T., Hoge, R., & Farquharson, K. (2022). Consonant cluster productions in 
preschool children who speak African American English. Journal of Speech, 
Language, and Hearing Research, 65(4), 1370–1385. 
https://doi.org/10.1044/2021_JSLHR-21-00288 

McCabe, D. P., & Castel, A. D. (2008). Seeing is believing: The effect of brain images 
on judgments of scientific reasoning. Cognition, 107(1), 343–352. 
https://doi.org/10.1016/j.cognition.2007.07.017 

McGill, R. J., Dombrowski, S. C., & Canivez, G. L. (2018). Cognitive profile analysis in 
school psychology: History, issues, and continued concerns. Journal of School 
Psychology, 71, 108–121. https://doi.org/10.1016/j.jsp.2018.10.007 

https://doi.org/10.1111/flan.12271
https://doi.org/10.1111/jcpp.12029
https://doi.org/10.1080/00461520.2024.2394026
https://doi.org/10.1080/17508487.2025.2493835
https://doi.org/10.1177/0022219409355476
https://doi.org/10.3390/brainsci13020328
https://doi.org/10.1002/trtr.1869
https://doi.org/10.1044/2021_JSLHR-21-00288
https://doi.org/10.1016/j.cognition.2007.07.017
https://doi.org/10.1016/j.jsp.2018.10.007


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 79 

McWeeny, S., Choe, S., Choe, J., LaTourrette, A., Roberts, M. Y., & Norton, E. S. 
(2022). Rapid automatized naming (RAN) as a kindergarten predictor of future 
reading in English: A systematic review and meta‑analysis. Reading Research 
Quarterly, 57(4), 1187–1211. https://doi.org/10.1002/rrq.467 

Melby-Lervåg, M., Lyster, S. A., & Hulme, C. (2012). Phonological skills and their role 
in learning to read: A meta-analytic review. Psychological Bulletin, 138(2), 322–
352. https://doi.org/10.1037/a0026744 

Miciak, J., & Fletcher, J. M. (2020). The critical role of instructional response for 
identifying dyslexia and other learning disabilities. Journal of Learning Disabilities, 
53(5), 343–353. https://doi.org/10.1177/0022219420906801 

Midwest & Plains Equity Assistance Center. (2024). Leaders critical reflection 
framework for creating the conditions where culturally responsive diverse 
educators can thrive. Equity Tool [Tool]. Great Lakes Equity Center. 

Moats, L. C., & Tolman, C. A. (2019). The reading brain (LETRS, 3rd ed.). Voyager Sopris 
Learning. 

Moje, E. B. (2015). Doing and teaching disciplinary literacy with adolescent learners: A 
social and cultural enterprise. Harvard Educational Review, 85(2), 254–278. 
https://doi.org/10.17763/0017-8055.85.2.254 

Moje, E. (2018, October 4). Conversation about the reading wars, sparked by a new 
documentary about literacy instruction: Q&A with Elizabeth Moje, dean of the 
University of Michigan School of Education. National Education Policy Center. 
http://nepc.colorado.edu/publication/fyi-reading-wars 

Moll, L. C., Amanti, C., Neff, D., & Gonzalez, N. (1992). Funds of knowledge for 
teaching: Using a qualitative approach to connect homes and classrooms. Theory 
into Practice, 31(2), 132–141. https://doi.org/10.1080/00405849209543534 

Moll, K., & Landerl, K. (2009). Double dissociation between reading and spelling 
deficits. Scientific Studies of Reading, 13(5), 359–382. 
https://doi.org/10.1080/10888430903162878 

Moll, K., Loff, A., & Snowling, M. J. (2013). Cognitive endophenotypes of dyslexia. 
Scientific Studies of Reading, 17(6), 385–397. 
https://doi.org/10.1080/10888438.2012.736439 

Moll, K. (2022). Comorbidity of reading disorders. In M. J. Snowling, C. Hulme, & K. 
Nation (Eds.), The science of reading: A handbook (2nd ed., pp. 439–459). Wiley-
Blackwell. 

Mora, J. K., & Dorta-Duque de Reyes, S. (2025). Biliteracy and cross-cultural teaching: 
A framework for standards-based transfer instruction in dual language programs. 
Paul H. Brookes Publishing Co. 

Nagy, W.E. and Anderson, R.C. (1984) How many words are there in printed school 
English. Reading Research Quarterly, 19, 304-330. 
http://dx.doi.org/10.2307/747823 

Nash, M., Santiago, A., & Thomas, L. (2025). Toward a cultural sustenance view of 
reading. Reading Research Quarterly, 60(1), Article e583. 
https://doi.org/10.1002/rrq.583 

Nation, K. (2019). Children’s reading difficulties, language, and reflections on the 
simple view of reading. Australian Journal of Learning Difficulties, 24(1), 47–73. 
https://doi.org/10.1080/19404158.2019.1609272 

https://doi.org/10.1002/rrq.467
https://doi.org/10.1037/a0026744
https://doi.org/10.1177/0022219420906801
https://doi.org/10.17763/0017-8055.85.2.254
http://nepc.colorado.edu/publication/fyi-reading-wars
https://doi.org/10.1080/00405849209543534
https://doi.org/10.1080/10888430903162878
https://doi.org/10.1080/10888438.2012.736439
http://dx.doi.org/10.2307/747823
https://doi.org/10.1002/rrq.583
https://doi.org/10.1080/19404158.2019.1609272


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 80 

National Academies of Sciences, Engineering, and Medicine. (2017). Promoting the 
educational success of children and youth learning English: Promising futures. The 
National Academies Press. https://doi.org/10.17226/24677 

National Center on Early Childhood Development. (2022). Background knowledge. 
https://eclkc.ohs.acf.hhs.gov/culture-language/article/planned-language-
approach-background%20knowledge 

National Center on Improving Literacy. (2017). How families can partner with schools on 
literacy development. https://www.improvingliteracy.org/resource/how-families-
can-partner-with-schools-on-literacy-development 

National Center on Improving Literacy. (2019). Screening for dyslexia. 
https://improvingliteracy.org/brief/screening-dyslexia 

National Center on Improving Literacy. (n.d.). Literacy screening and assessment. 
https://www.improvingliteracy.org/literacy-screening-and-assessment 

National Center on Improving Literacy. (2024). How families can partner with schools on 
literacy development. https://www.improvingliteracy.org/resource/how-families-
can-partner-with-schools-on-literacy-development 

National Center on Inclusion Toward Rightful Presence, SWIFT Education Center 
(2024). Rightful presence implementation guide. https://brandnewbox-
files.com/swift/implementation/#/ 

National Institute of Child Health and Human Development (NICHD). (2000). Report 
of the National Reading Panel. Teaching children to read: An evidence-based 
assessment of the scientific research literature on reading and its implications for 
reading instruction: Reports of the subgroups (NIH Publication No. 00-4754). U.S. 
Government Printing Office. 
http://www.nichd.nih.gov/publications/nrp/report.htm 

National Reading Panel. (2000). Teaching children to read: An evidence-based 
assessment of the scientific research literature on reading and its implications for 
reading instruction (NIH Publication No. 00-4769). National Institute of Child 
Health and Human Development. 
https://www.nichd.nih.gov/publications/pubs/nrp/smallbook 

Nalavany, B. A., Carawan, L. W., & Brown, L. J. (2011). Considering the role of 
traditional and specialist schools: do school experiences impact the emotional 
well-being and self-esteem of adults with dyslexia? British Journal of Special 
Education, 38(4), 191–200. https://doi.org/10.1111/j.1467-8578.2011.00523.x 

Neuman, S. B., & Celano, D. (2012). Giving our children a fighting chance: Poverty, 
literacy, and the development of information capital. Teachers College Press. 

Norton, E. S., Beach, S. D., & Gabrieli, J. D. E. (2015). Neurobiology of dyslexia. 
Current Opinion in Neurobiology, 30, 73–78. 
https://doi.org/10.1016/j.conb.2014.09.007 

Nye, B., Konstantopoulos, S., & Hedges, L. V. (2004). How Large Are Teacher 
Effects? Educational Evaluation and Policy Analysis, 26(3), 237-
257. https://doi.org/10.3102/01623737026003237 

Odegard, T. N., Farris, E. A., Middleton, A. E., Oslund, E., & Rimrodt-Frierson, S. 
(2020). Characteristics of students identified with dyslexia within the context of 
state legislation. Journal of Learning Disabilities, 53(5), 366–379. 
https://doi.org/10.1177/0022219420914551 

https://doi.org/10.17226/24677
https://eclkc.ohs.acf.hhs.gov/culture-language/article/planned-language-approach-background%20knowledge
https://eclkc.ohs.acf.hhs.gov/culture-language/article/planned-language-approach-background%20knowledge
https://www.improvingliteracy.org/resource/how-families-can-partner-with-schools-on-literacy-development
https://www.improvingliteracy.org/resource/how-families-can-partner-with-schools-on-literacy-development
https://improvingliteracy.org/brief/screening-dyslexia
https://www.improvingliteracy.org/literacy-screening-and-assessment
https://www.improvingliteracy.org/resource/how-families-can-partner-with-schools-on-literacy-development
https://www.improvingliteracy.org/resource/how-families-can-partner-with-schools-on-literacy-development
https://brandnewbox-files.com/swift/implementation/#/
https://brandnewbox-files.com/swift/implementation/#/
http://www.nichd.nih.gov/publications/nrp/report.htm
https://www.nichd.nih.gov/publications/pubs/nrp/smallbook
https://doi.org/10.1111/j.1467-8578.2011.00523.x
https://doi.org/10.1016/j.conb.2014.09.007
https://doi.org/10.3102/01623737026003237
https://doi.org/10.1177/0022219420914551


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 81 

Odegard, T. N., Farris, E. A., & Middleton, A. E. (2024). Dyslexia in the 21st century: 
Revisiting the consensus definition. Annals of Dyslexia, 74(3), 273–281. 
https://doi.org/10.1007/s11881-024-00316-9 

Odegard, T., Gierka, M. & Ormandy, N. Reframing dyslexia: Language and linguistic 
complexity, developmental risk, and the future of science of reading policy. Annals 
of Dyslexia (2025). https://doi.org/10.1007/s11881-025-00344-z 

Otto, B. (2006). Language development in early childhood (2nd ed.). Pearson Education, 
Inc. 

Paris, S. G., Lipson, M. Y., & Wixson, K. K. (1983). Becoming a strategic reader. 
Contemporary Educational Psychology, 8(3), 293–316. 
https://doi.org/10.1016/0361-476X(83)90018-8 

Pasquinelli, E. (2012). Neuromyths: Why do they exist and persist? Mind, Brain, and 
Education, 6(2), 89–96. https://doi.org/10.1111/j.1751-228X.2012.01141.x 

Pearson, P.D. (2007). An historical analysis of the impact of educational research on 
policy and practice: Reading as an illustrative case, in Rowe, D.W., Jiménez, R.T., 
et al., 56th Yearbook of the National Reading Conference. Oak Creek WI: National 
Reading Conference. 14-40. 

Pennell, A.E., Jordan, R.L.P., Nash, K.T., Elson, K. and Trathen, W. (2024), A healthy 
diet for beginning readers: Decodable texts as part of a comprehensive literacy 
program. Reading Teacher, 77: 673-684. https://doi.org/10.1002/trtr.2287 

Pennington, B. F., Santerre-Lemmon, L., Rosenberg, J., MacDonald, B., Boada, R., 
Friend, A., Leopold, D. R., Samuelsson, S., Byrne, B., Willcutt, E. G., & Olson, R. K. 
(2012). Individual prediction of dyslexia by single versus multiple deficit models. 
Journal of Abnormal Psychology, 121(1), 212–224. 
https://doi.org/10.1037/a0025823  

Pennington, B. F., McGrath, L. M., & Peterson, R. L. (2019). Diagnosing learning 
disorders: From science to practice (3rd ed.). Guilford Press. 

Perfetti, C. A. (1985). Reading ability. Oxford University Press. 

Perfetti, C., Pugh, K., & Verhoeven, L. (2019). Developmental dyslexia across 
languages and writing systems: The big picture. In L. Verhoeven, C. Perfetti, & K. 
Pugh (Eds.), Developmental dyslexia across languages and writing systems (pp. 441–
461). Cambridge University Press. 

Peterson, R. L., & Pennington, B. F. (2015). Developmental dyslexia. Annual Review of 
Clinical Psychology, 11, 283–307. https://doi.org/10.1146/annurev-clinpsy-
032814-112842 

Potocki, A., Sanchez, M., Ecalle, J., & Magnan, A. (2017). Linguistic and cognitive 
profiles of 8- to15 year-old children with specific reading comprehension 
difficulties: The role of executive functions. Journal of Learning Disabilities, 50(2), 
128–142. 

Protopapas, A., & Parrila, R. (2018). Is dyslexia a brain disorder? Brain Sciences, 8(4), 
61. https://doi.org/10.3390/brainsci8040061 

RAND Reading Study Group (2002). Reading for understanding, toward an r&d 
program in reading comprehension. RAND. 

Regional Educational Laboratory Northwest. (2023). Programs and practices for 
supporting early cognitive, language, and literacy development among children ages 0–

https://doi.org/10.1007/s11881-024-00316-9
https://doi.org/10.1007/s11881-025-00344-z
https://doi.org/10.1016/0361-476X(83)90018-8
https://doi.org/10.1111/j.1751-228X.2012.01141.x
https://doi.org/10.1002/trtr.2287
https://doi.org/10.1146/annurev-clinpsy-032814-112842
https://doi.org/10.1146/annurev-clinpsy-032814-112842
https://doi.org/10.3390/brainsci8040061


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 82 

3. U.S. Department of Education, Institute of Education Sciences. 
https://ies.ed.gov/ncee/rel/region/northwest 

Regional Educational Laboratory Pacific. What is culturally sustaining pedagogy? 
[Infographic]. U.S. Department of Education, Institute of Education Sciences. 
https://ies.ed.gov/sites/default/files/migrated/rel/regions/pacific/pdf/REL_Cultu
rallySustainingPedagogy_508.pdf 

REL Southeast, REL Appalachia, REL Central, REL Mid-Atlantic, REL Midwest, REL 
Northeast, REL Northwest, REL Pacific, REL Southwest, & REL West. (2023). 
Developing strong literacy skills in children- It takes all of us! Institute of Education 
Sciences. https://ies.ed.gov/use-work/resource-library/resource/fact-
sheetinfographicfaq/developing-strong-foundational-literacy-skills-children-it-
takes-all-us 

Rickford, J. R. (2016). Spoken soul: The story of Black English. Wiley. 

Romeo, R. R. (2023). The neuroscience of early literacy development. In S. Q. Cabell, 
S. B. Neuman, M. W. Patton Terry, & R. R. Romeo (Eds.), Handbook on the science 
of early literacy (pp. 60–70). Guilford Press. 

Ryan, R. M., & Deci, E. L. (2020). Intrinsic and extrinsic motivation from a self-
determination theory perspective: Definitions, theory, practices, and future 
directions. Contemporary Educational Psychology, 61, Article 101860. 
https://doi.org/10.1016/j.cedpsych.2020.101860 

Sadusky, A., Berger, E. P., Reupert, A. E., & Freeman, N. C. (2022). Methods used by 
psychologists for identifying dyslexia: A systematic review. Dyslexia (Chichester, 
England), 28(2), 132–148. https://doi.org/10.1002/dys.1706 

Sanfilippo, J., Ness, M., Petscher, Y., Rappaport, L., Zuckerman, B., & Gaab, N. (2020). 
Reintroducing dyslexia: Early identification and implications for pediatric practice. 
Pediatrics, 146(1), e20193046. https://doi.org/10.1542/peds.2019-3046 

Savage, R., Georgiou, G. K., Inoue, T., Dunn, K., & Parrila, R. (2024). Set-for-variability 
predicts responsiveness to tier 2 reading interventions. Scientific Studies of 
Reading, 29(2), 115–137. https://doi.org/10.1080/10888438.2024.2418940 

Scanlon, D. M., & Anderson, K. L. (2020). Using context as an assist in word solving: 
The contributions of 25 years of research on the interactive strategies approach. 
Reading Research Quarterly, 55, S19–S34. 

Scanlon, D. M., Anderson, K. L., Barnes, E. M., & Sweeney, J. M. (2024). Early literacy 
instruction and intervention: The interactive strategies approach (3rd ed.). The 
Guilford Press. 

Scarborough, H. S. (2001). Connecting early language and literacy to later reading 
(dis)abilities: Evidence, theory, and practice. In S. B. Neuman & D. K. Dickinson 
(Eds.), Handbook of early literacy research (Vol. 1, pp. 97–110). Guilford Press. 

Schatschneider, C., Fletcher, J. M., Francis, D. J., Carlson, C. D., & Foorman, B. R. 
(2004). Kindergarten prediction of reading skills: A longitudinal comparative 
analysis. Journal of Educational Psychology, 96(2), 265–
282. https://doi.org/10.1037/0022-0663.96.2.265 

Schneps MH, Thomson JM, Chen C, Sonnert G, Pomplun M (2013) E-Readers are 
more effective than paper for some with dyslexia. PLoS ONE 8(9): e75634. 
https://doi.org/10.1371/journal.pone.0075634 

Schrodt, K., FitzPatrick, E., Lee, S., McKeown, D., McColloch, A., & Evert, K. (2024). 
The Effects of Invented Spelling Instruction on Literacy Achievement and Writing 

https://ies.ed.gov/ncee/rel/region/northwest
https://ies.ed.gov/sites/default/files/migrated/rel/regions/pacific/pdf/REL_CulturallySustainingPedagogy_508.pdf
https://ies.ed.gov/sites/default/files/migrated/rel/regions/pacific/pdf/REL_CulturallySustainingPedagogy_508.pdf
https://ies.ed.gov/use-work/resource-library/resource/fact-sheetinfographicfaq/developing-strong-foundational-literacy-skills-children-it-takes-all-us
https://ies.ed.gov/use-work/resource-library/resource/fact-sheetinfographicfaq/developing-strong-foundational-literacy-skills-children-it-takes-all-us
https://ies.ed.gov/use-work/resource-library/resource/fact-sheetinfographicfaq/developing-strong-foundational-literacy-skills-children-it-takes-all-us
https://doi.org/10.1016/j.cedpsych.2020.101860
https://doi.org/10.1002/dys.1706
https://doi.org/10.1542/peds.2019-3046
https://doi.org/10.1080/10888438.2024.2418940
https://doi.org/10.1037/0022-0663.96.2.265
https://doi.org/10.1371/journal.pone.0075634


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 83 

Motivation. Education Sciences, 14(9), 1020. 
https://doi.org/10.3390/educsci14091020  

Seidenberg, M. S., Borkenhagen, M. C., & Kearns, D. M. (2020). Lost in translation? 
Challenges in connecting reading science and educational practice. Reading 
Research Quarterly, 55(S1), S119–S130. https://doi.org/10.1002/rrq.341 

Seidenberg, M. S. (2017). Language at the speed of sight: How we read, why so many 
cannot, and what can be done about it. Basic Books. 

Share, D. L. (2021). Common misconceptions about the phonological deficit theory of 
dyslexia. Brain Sciences, 11(11), 1510. https://doi.org/10.3390/brainsci11111510 

Shaywitz, S. E., & Shaywitz, J. (2020). Overcoming dyslexia : A major update and 
revision of the essential program for reading problems at any level, incorporating 
the latest breakthroughs in science, educational methods, technology, and legal 
accommodations (2nd edition). Alfred A. Knopf. 

Sigman, D., & Mancuso, M. (2017). Designing a comprehensive assessment system. 
WestEd. 

Smeyers P. (2016). Neurophilia: Guiding educational research and the education field? 
Journal of Philosophy of Education, 50, 62–75. 

Smith, R., Snow, P., Serry, T., & Hammond, L. (2021). The Role of Background 
Knowledge in Reading Comprehension: A Critical Review. Reading Psychology, 
42(3), 214–240. https://doi.org/10.1080/02702711.2021.1888348 

Snow, C. E. (2002). Reading for understanding: Toward a research and development 
program in reading comprehension. RAND Corporation. 
https://www.rand.org/pubs/monograph_reports/MR1465.html 

Snowling, M. J., Gallagher, A., & Frith, U. (2003). Family risk of dyslexia is continuous: 
Individual differences in the precursors of reading skill. Child Development, 74(2), 
358–373. https://doi.org/10.1111/1467-8624.7402003 

Snowling, M. J. (2019). Dyslexia: A very short introduction. Oxford University Press. 
https://doi.org/10.1093/actrade/9780198818304.001.0001 

Snowling, M. J., Hulme, C., & Nation, K. (2020). Defining and understanding dyslexia: 
Past, present, and future. Oxford Review of Education, 46(4), 501–513. 
https://doi.org/10.1080/03054985.2020.1765756 

Snowling, M. J., & Hulme, C. (2021). Annual Research Review: Reading disorders 
revisited - the critical importance of oral language. Journal of child psychology and 
psychiatry, and allied disciplines, 62(5), 635–653. 
https://doi.org/10.1111/jcpp.13324 

Snowling, M. J., & Hulme, C. (2024). Do we really need a new definition of dyslexia? A 
commentary. Annals of Dyslexia, 74, 355–362. https://doi.org/10.1007/s11881-
024-00305-y 

Stanovich, K. E. (1994). Constructivism in reading education. The Journal of Special 
Education, 28(3), 259–274. https://doi.org/10.1177/002246699402800303 

Strauss, S. L. (2002). Politics and reading at the National Institute of Child Health and 
Human Development. Pediatrics, 109(1), 143–144. 
https://doi.org/10.1542/peds.109.1.143 

Strauss, S. L. (2003). Challenging the NICHD Reading Research Agenda. The Phi Delta 
Kappan, 84(6), 438–442. http://www.jstor.org/stable/20440381 

https://doi.org/10.1002/rrq.341
https://doi.org/10.3390/brainsci11111510
https://doi.org/10.1080/02702711.2021.1888348
https://www.rand.org/pubs/monograph_reports/MR1465.html
https://doi.org/10.1111/1467-8624.7402003
https://doi.org/10.1093/actrade/9780198818304.001.0001
https://doi.org/10.1080/03054985.2020.1765756
https://doi.org/10.1111/jcpp.13324
https://doi.org/10.1007/s11881-024-00305-y
https://doi.org/10.1007/s11881-024-00305-y
https://doi.org/10.1177/002246699402800303
https://doi.org/10.1542/peds.109.1.143
http://www.jstor.org/stable/20440381


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 84 

 

Steacy, L. M., Wade-Woolley, L., Rueckl, J. G., Pugh, K. R., Elliott, J. D., & Compton, D. 
L. (2019). The role of set for variability in irregular word reading: Word and child 
predictors in typically developing readers and students at-risk for reading 
disabilities. Scientific Studies of Reading, 23(6), 523–532. 
https://doi.org/10.1080/10888438.2019.1620749  

Steacy, L. M., Edwards, A. A., Rigobon, V. M., Gutiérrez, N., Marencin, N. C., 
Siegelman, N., Himelhoch, A. C., Himelhoch, C., Rueckl, J., & Compton, D. L. 
(2023). Set for variability as a critical predictor of word reading: Potential 
implications for early identification and treatment of dyslexia. Reading Research 
Quarterly, 58(2), 254–267. https://doi.org/10.1002/rrq.475 

Suhr, J. A., & Johnson, E. E. (2022). First do no harm: Ethical issues in pathologizing 
normal variations in behavior and functioning. Psychological Injury and Law, 15(3), 
253–267. https://doi.org/10.1007/s12207-022-09455-z 

Taboada Barber, A., Cartwright, K. B., Hancock, G. R., & Klauda, S. L. (2021). Beyond 
the simple view of reading: The role of executive functions in emergent bilinguals’ 
and English monolinguals’ reading comprehension. Reading Research Quarterly, 
56(S1), S45–S64. https:// doi.org/10.1002/rrq.385 

Tannock, R. (2013). Specific learning disabilities in DSM-5: Are the changes for better 
or worse? The International Journal for Research in Learning Disabilities, 1(2), 2-
30. 

Tarchi, C., Ruffini, C., & Pecini, C. (2021). The contribution of executive functions 
when reading multiple texts: A systematic literature review. Frontiers in 
Psychology, 12, 716463 

Theodoridou, D., Christodoulides, P., Zakopoulou, V., & Syrrou, M. (2021). 
Developmental Dyslexia: Environment Matters. Brain Sciences, 11(6), 782. 
https://doi.org/10.3390/brainsci11060782 

Tierney, R. J. & Pearson, P. D. (2024). Fact-checking the Science of Reading: Opening 
up the conversation. Literacy Research Commons. 
https://literacyresearchcommons.org 

Tivnan, T., & Hemphill, L. (2005). Comparing Four Literacy Reform Models in High-
Poverty Schools: Patterns of First-Grade Achievement. The Elementary School 
Journal, 105(5), 419–441. https://doi.org/10.1086/431885 

Tomlinson, C. A. (2014). Differentiated classroom: Responding to the needs of all 
learners. ASCD. 

Truckenmiller, A. J., Cho, E., Bourgeois, S., & Friedman, E. (2024). Uses and misuses of 
commercial reading assessment: An applied framework for decision making in 
grades K through 6. The Reading Teacher, 77(5), 609–623. 
https://doi.org/10.1002/trtr.2274 

Tunmer, W. E., & Chapman, J. W. (2012). Does set for variability mediate the 
influence of vocabulary knowledge on the development of word recognition 
skills? Scientific Studies of Reading, 16(2), 122–140. 
https://doi.org/10.1080/10888438.2010.542527 

Turker, S., Fumagalli, B., Kuhnke, P., & Hartwigsen, G. (2025). The “reading” brain: 
Meta-analytic insight into functional activation during reading in adults. 
Neuroscience & Biobehavioral Reviews, 173, 106166. 
https://doi.org/10.1016/j.neubiorev.2025.106166 

https://doi.org/10.1002/rrq.475
https://doi.org/10.1007/s12207-022-09455-z
https://doi.org/10.3390/brainsci11060782
https://literacyresearchcommons.org/
https://doi.org/10.1086/431885
https://doi.org/10.1002/trtr.2274
https://doi.org/10.1080/10888438.2010.542527
https://doi.org/10.1016/j.neubiorev.2025.106166


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 85 

Tyner, A., & Kabourek, S. (2021). How social studies Improves elementary literacy. 
Social Education, 85(1), 32–39. 

UNESCO. (2024). Mainstreaming social and emotional learning in education systems: 
Policy guide. United Nations Educational, Scientific and Cultural Organization. 
https://doi.org/10.54675/ORWD6913 

United Nations Educational Scientific and Cultural Organization (UNESCO, 2020). 
Teacher’s guide on early grade reading instruction. https://www.edu-
links.org/resources/teachers-guide-early-grade-reading 

United States Department of Education, Office of Special Education and 
Rehabilitative Services. (2017). Understanding dyslexia: What schools need to know. 
https://sites.ed.gov/idea/files/letter-on-dyslexia-10-2015.pdf 

United States Department of Education, Office of Special Education Programs. 
(2015). Dear colleague letter on dyslexia, dyscalculia, and dysgraphia [Policy 
guidance]. 
https://sites.ed.gov/idea/files/policy_speced_guid_idea_memosdcltrs_guidance-
on-dyslexia-10-2015.pdf 

U.S. Department of Education, Office of Special Education Programs. (2022). OSEP 
fast facts: Students with disabilities who are English learners. 
https://sites.ed.gov/idea/osep-fast-facts-students-with-disabilities-who-are-
english-learners 

Valencia, S. W., Smith, A. T., Reece, A. M., Li, M., Wixson, K. K., & Newman, H. (2010). 
Oral reading fluency assessment: Issues of construct, criterion, and consequential 
validity. Reading Research Quarterly, 45(3), 270–291. 
https://doi.org/10.1598/RRQ.45.3.1 

van Bergen, E., de Jong, P. F., Plakas, A., Maassen, B., & van der Leij, A. (2012). Child 
and parental literacy levels within families with a history of dyslexia. Journal of 
Child Psychology and Psychiatry, 53(1), 28–36. https://doi.org/10.1111/j.1469-
7610.2011.02418.x 

van Dijk, T. A., & Kintsch, W. (1983). Strategies of discourse comprehension. Academic 
Press. 

Vaughn, S., & Fletcher, J. M. (2021). Identifying and Teaching Students with 
Significant Reading Problems. American Educator, 44(4), 4–11. 

Vaughn, S., Gersten, R., Dimino, J., Taylor, M. J., Newman-Gonchar, R., Krowka, 
S., Kieffer, M. J., McKeown, M., Reed, D., Sanchez, M., St. Martin, K., Wexler, 
J., Morgan, S., Yañez, A., & Jayanthi, M. (2022). Providing reading interventions for 
students in grades 4–9 (WWC 2022007). Washington, DC: National Center for 
Education Evaluation and Regional Assistance (NCEE), Institute of Education 
Sciences, U.S. Department of Education. 
https://ies.ed.gov/ncee/wwc/practiceguide/29 

Vaughn, S., Miciak, J., Clemens, N. H., Taylor, P., & Richards-Tutor, C. (2024). The 
critical role of instructional response in defining and identifying students with 
dyslexia: A case for updating existing definitions. Annals of Dyslexia, 74, 325–336. 
https://doi.org/10.1007/s11881-024-00303-0 

Vellutino, F. R., Scanlon, D. M., Sipay, E. R., Small, S. G., Pratt, A., Chen, R., & Denckla, 
M. B. (1996). Cognitive profiles of difficult-to-remediate and readily remediated 
poor readers: Early intervention as a vehicle for distinguishing between cognitive 
and experiential deficits as basic causes of specific reading disability. Journal of 

https://doi.org/10.54675/ORWD6913
https://www.edu-links.org/resources/teachers-guide-early-grade-reading
https://www.edu-links.org/resources/teachers-guide-early-grade-reading
https://sites.ed.gov/idea/files/letter-on-dyslexia-10-2015.pdf
https://sites.ed.gov/idea/files/policy_speced_guid_idea_memosdcltrs_guidance-on-dyslexia-10-2015.pdf
https://sites.ed.gov/idea/files/policy_speced_guid_idea_memosdcltrs_guidance-on-dyslexia-10-2015.pdf
https://sites.ed.gov/idea/osep-fast-facts-students-with-disabilities-who-are-english-learners
https://sites.ed.gov/idea/osep-fast-facts-students-with-disabilities-who-are-english-learners
https://doi.org/10.1598/RRQ.45.3.1
https://doi.org/10.1111/j.1469-7610.2011.02418.x
https://doi.org/10.1111/j.1469-7610.2011.02418.x
https://ies.ed.gov/ncee/wwc/practiceguide/29
https://doi.org/10.1007/s11881-024-00303-0


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 86 

Educational Psychology, 88(4), 601–638. https://doi.org/10.1037/0022-
0663.88.4.601 

Vellutino, F. R., Scanlon, D. M., & Lyon, G. R. (2000). Differentiating between difficult-
to-remediate and readily remediated poor readers: More evidence against the IQ–
achievement discrepancy definition of reading disability. Journal of Learning 
Disabilities, 33(3), 223–238. https://doi.org/10.1177/002221940003300302 

Vellutino, F. R., Fletcher, J. M., Snowling, M. J., & Scanlon, D. M. (2004). Specific 
reading disability (dyslexia): What have we learned in the past four decades? 
Journal of Child Psychology & Psychiatry, 45, 2–40. 

Vellutino, F. R., & Fletcher, J. M. (2007). Developmental dyslexia. In M. J. Snowling & 
C. Hulme (Eds.), The science of reading: A handbook (pp. 362–378). Blackwell 
Publishing. https://doi.org/10.1002/9780470757642.ch19 

Venezky, R. L. (1999). The American way of spelling : The structure and origins of 
American English orthography. Guilford Press. 

Wagner, R. K., Zirps, F. A., & Wood, S. G. (2022). Developmental dyslexia. In M. J. 
Snowling, C. Hulme, & K. Nation (Eds.), The science of reading: A handbook (2nd ed., 
pp. 416–438). Wiley Blackwell. https://doi.org/10.1002/9781119705116.ch19 

Washington, J. A., & Seidenberg, M. S. (2021). Teaching reading to African American 
children: When home and school language differ. American Educator, 45(2), 26–
33, 40. https://www.aft.org/ae/summer2021/washington_seidenberg 

Wasik, B. H., & Newman, B. A. (2009). Teaching and learning to read. In O. A. Barbarin 
& B. H. Wasik (Eds.), Handbook of child development and early education: Research 
to practice (pp. 303–326). Guilford Press. 

WIDA. (2020). WIDA English language development standards framework, 2020 edition: 
Kindergarten–grade 12. Board of Regents of the University of Wisconsin System. 
https://wida.wisc.edu/resources/wida-english-language-development-standards-
framework-2020-edition 

WIDA. (2024, February). Expanding reading instruction with multilingual learners 
[Bulletin]. https://wida.wisc.edu/sites/default/files/resource/FocusBulletin-
Expanding-Reading-Instruction-Multilingual-Learners.pdf 

Wigfield, A., Gladstone, J. R., & Turci, L. (2016). Beyond cognition: Reading motivation 
and reading comprehension. Child Development Perspectives, 10(3), 190–195. 
https://doi.org/10.1111/cdep.12184 

Williams, J. L. (2022). The importance of executive function skills in literacy 
development. The Journal of Reading Recovery, Spring, 5–14. 

Willingham, D. T. (2017). The reading mind: A cognitive approach to understanding 
how the mind reads. Josey-Bass. 

Wilmot, A., Pizzey, H., Leitao, S., Hasking, P., & Boyes, M. (2023). Growing up with 
dyslexia: Child and parent perspectives on school struggles, self-esteem, and 
mental health. Dyslexia, 29 (1), 40-54. https://doi.org/10.1002/dys.1729 

Wisconsin Act 20, 2023 Wis. Laws, ch. 20. 
https://docs.legis.wisconsin.gov/2023/related/acts/20 

Wisconsin Act 86, 2019 Wis. Laws, ch. 86. 
https://docs.legis.wisconsin.gov/2019/related/acts/86 

https://doi.org/10.1037/0022-0663.88.4.601
https://doi.org/10.1037/0022-0663.88.4.601
https://doi.org/10.1177/002221940003300302
https://doi.org/10.1002/9780470757642.ch19
https://doi.org/10.1002/9781119705116.ch19
https://www.aft.org/ae/summer2021/washington_seidenberg
https://wida.wisc.edu/resources/wida-english-language-development-standards-framework-2020-edition
https://wida.wisc.edu/resources/wida-english-language-development-standards-framework-2020-edition
https://wida.wisc.edu/sites/default/files/resource/FocusBulletin-Expanding-Reading-Instruction-Multilingual-Learners.pdf
https://wida.wisc.edu/sites/default/files/resource/FocusBulletin-Expanding-Reading-Instruction-Multilingual-Learners.pdf
https://doi.org/10.1111/cdep.12184
https://doi.org/10.1002/dys.1729
https://docs.legis.wisconsin.gov/2023/related/acts/20
https://docs.legis.wisconsin.gov/2019/related/acts/86


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 87 

Wisconsin Department of Public Instruction. (2017a). Equity: WI’s model to inform 
culturally responsive practices. 
https://www.wistatedocuments.org/digital/collection/p267601coll4/id/35489/ 

Wisconsin Department of Public Instruction. (2017b). Wisconsin model early learning 
standards. https://dpi.wi.gov/early-childhood/practice 

Wisconsin Department of Public Instruction. (2020a). Instructional practice guides for 
equitable teaching and learning in English language arts. 
https://dpi.wi.gov/ela/instruction/instructional-practice-guides 

Wisconsin Department of Public Instruction. (2020b). Strategic assessment systems: A 
guide for districts. https://dpi.wi.gov/strategic-assessment 

Wisconsin Department of Public Instruction. (2020c). Universal design for learning. 
https://dpi.wi.gov/universal-design-learning 

Wisconsin Department of Public Instruction. (2020d). Wisconsin standards for English 
language arts. https://dpi.wi.gov/ela/standards 

Wisconsin Department of Public Instruction. (2022a). Best practices when assessing 
English learners. https://dpi.wi.gov/sites/default/files/imce/sped/pdf/sl-best-
practices-assessing-english-learners-written-guidance.pdf 

Wisconsin Department of Public Instruction. (2022b). Wisconsin essential elements for 
English language arts. https://dpi.wi.gov/sped/topics/essential-elements 

Wisconsin Department of Public Instruction. (2025a). Middle grades literature study 
resources. https://wlresources.dpi.wi.gov/groups/middle-grades-literature-
study/240/756/ 

Wisconsin Department of Public Instruction. (2025b). Promoting early literacy through 
diverse read-alouds. https://wlresources.dpi.wi.gov/courseware/lesson/4765 

 Wisconsin Department of Public Instruction. (2025c). The role of the Wisconsin district 
reading specialist. 
https://wlresources.dpi.wi.gov/courseware/lesson/4794/overview 

Wisconsin Department of Public Instruction. (2025d). Special education resources: 
Administering assessments for students with low incidence disabilities and 
complex communication needs guidance for administering literacy assessments. 
https://dpi.wi.gov/sites/default/files/imce/wi-
reads/Lit_Assess_Low_Incidence_Disabilities.pdf 

Wisconsin Department of Public Instruction. (2025e). Wisconsin framework for multi-
level systems of support (WiMLSS). https://dpi.wi.gov/emlss 

Wisconsin Department of Public Instruction. (n.d.-a). Engaging with families. 
https://dpi.wi.gov/engaging-families?rdt= 

Wisconsin Department of Public Instruction. (n.d.-b). English learner policy and 
guidance. https://dpi.wi.gov/ell 

Wisconsin Department of Public Instruction. (n.d.-c). Family resources to support 
literacy development. https://dpi.wi.gov/families-students 

Wisconsin Department of Public Instruction. (n.d.-d). Instructional planning resources. 
https://dpi.wi.gov/ela/instruction/resources 

Wisconsin Department of Public Instruction. (n.d.-e). Literacy practices bank. 
https://dpi.wi.gov/reading/literacy-practices-bank 

https://www.wistatedocuments.org/digital/collection/p267601coll4/id/35489/
https://dpi.wi.gov/early-childhood/practice
https://dpi.wi.gov/ela/instruction/instructional-practice-guides
https://dpi.wi.gov/strategic-assessment
https://dpi.wi.gov/universal-design-learning
https://dpi.wi.gov/ela/standards
https://dpi.wi.gov/sites/default/files/imce/sped/pdf/sl-best-practices-assessing-english-learners-written-guidance.pdf
https://dpi.wi.gov/sites/default/files/imce/sped/pdf/sl-best-practices-assessing-english-learners-written-guidance.pdf
https://dpi.wi.gov/sped/topics/essential-elements
https://wlresources.dpi.wi.gov/groups/middle-grades-literature-study/240/756/
https://wlresources.dpi.wi.gov/groups/middle-grades-literature-study/240/756/
https://wlresources.dpi.wi.gov/courseware/lesson/4765
https://wlresources.dpi.wi.gov/courseware/lesson/4794/overview
https://dpi.wi.gov/sites/default/files/imce/wi-reads/Lit_Assess_Low_Incidence_Disabilities.pdf
https://dpi.wi.gov/sites/default/files/imce/wi-reads/Lit_Assess_Low_Incidence_Disabilities.pdf
https://dpi.wi.gov/emlss
https://dpi.wi.gov/engaging-families?rdt=
https://dpi.wi.gov/ell
https://dpi.wi.gov/families-students
https://dpi.wi.gov/ela/instruction/resources
https://dpi.wi.gov/reading/literacy-practices-bank


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 88 

Wisconsin Department of Public Instruction. (n.d.-f). Productive partnerships: 
Collaborating around reading. https://dpi.wi.gov/reading/professional-
learning/productive-partnerships 

Wisconsin Department of Public Instruction. (n.d.-g). Professional learning: Wisconsin’s 
2020 standards for ELA. https://dpi.wi.gov/ela/standards/standardsmodules 

Wisconsin Department of Public Instruction. (n.d.-h). Reading foundational skills. 
https://dpi.wi.gov/reading/professional-learning/reading-foundational-skills 

Wisconsin Department of Public Instruction. (n.d.-i). Social and emotional learning. 
https://dpi.wi.gov/sspw/mental-health/social-emotional-learning 

Wisconsin Department of Public Instruction. (n.d.-j). Statutory requirements. 
https://dpi.wi.gov/reading/statutory-requirements 

Wisconsin Department of Public Instruction. (n.d.-k). Supporting readers when they 
struggle. https://dpi.wi.gov/reading/professional-learning/readers-who-struggle 

Wisconsin Department of Public Instruction. (n.d.-l). Text complexity. 
https://dpi.wi.gov/reading/professional-learning/text-complexity 

Wisconsin Department of Public Instruction. (n.d.-m). Wisconsin academic standards. 
https://dpi.wi.gov/standards 

Wisconsin Department of Public Instruction. (n.d.-n). Wisconsin's guiding principles for 
teaching and learning. https://dpi.wi.gov/standards/guiding-principles 

Wisconsin Department of Public Instruction. (n.d.-o). Wisconsin reads. 
https://dpi.wi.gov/wi-reads 

Wisconsin Department of Public Instruction. (n.d.-p). Wisconsin’s vision for English 
language arts. 
https://dpi.wi.gov/sites/default/files/imce/ela/images/WI%20ELA%20Vision.png 

Wisconsin Department of Public Instruction. (n.d.-q). WISELearn resources. 
https://wlresources.dpi.wi.gov/search?search_source=navbar&f.search=text+sets
&f.general_subject=&f.sublevel=&f.alignment_standard= 

Wisconsin Department of Public Instruction. (n.d.-r). Writing rich classrooms: Unit 
plans. https://dpi.wi.gov/ela/writing-rich-classrooms 

Wisconsin Legislature. (2019). Wisconsin Act 86. Wis. Stat. § 115.28(56). 
https://docs.legis.wisconsin.gov/2019/related/acts/86 

Wisconsin Legislature. (2023). Wisconsin Act 20. Wis. Stat. § 118.015(4)(d); § 
115.28(65). https://docs.legis.wisconsin.gov/2023/related/acts/20 

Wisconsin State Reading Association. (n.d.). About WSRA. https://www.wsra.org 

Wisconsin Statutes § 115.28(56). (2023). Dyslexia; definition; guidebook. 
https://docs.legis.wisconsin.gov/statutes/statutes/115/28/56 

Wisconsin Statutes § 115.777. (2023). Special education referrals and evaluations. 
https://docs.legis.wisconsin.gov/statutes/statutes/115/IV/777 

Wisconsin Statutes § 118.016. (2023). Reading readiness assessments and interventions. 
https://docs.legis.wisconsin.gov/statutes/statutes/118/016 

Wisconsin Statutes § 118.30(1m). (2023). Statewide assessments. 
https://docs.legis.wisconsin.gov/statutes/statutes/118/30 

https://dpi.wi.gov/reading/professional-learning/productive-partnerships
https://dpi.wi.gov/reading/professional-learning/productive-partnerships
https://dpi.wi.gov/ela/standards/standardsmodules
https://dpi.wi.gov/reading/professional-learning/reading-foundational-skills
https://dpi.wi.gov/sspw/mental-health/social-emotional-learning
https://dpi.wi.gov/reading/statutory-requirements
https://dpi.wi.gov/reading/professional-learning/readers-who-struggle
https://dpi.wi.gov/reading/professional-learning/text-complexity
https://dpi.wi.gov/standards
https://dpi.wi.gov/standards/guiding-principles
https://dpi.wi.gov/wi-reads
https://dpi.wi.gov/sites/default/files/imce/ela/images/WI%20ELA%20Vision.png
https://wlresources.dpi.wi.gov/search?search_source=navbar&f.search=text+sets&f.general_subject=&f.sublevel=&f.alignment_standard=
https://wlresources.dpi.wi.gov/search?search_source=navbar&f.search=text+sets&f.general_subject=&f.sublevel=&f.alignment_standard=
https://dpi.wi.gov/ela/writing-rich-classrooms
https://docs.legis.wisconsin.gov/2019/related/acts/86
https://docs.legis.wisconsin.gov/2023/related/acts/20
https://www.wsra.org/
https://docs.legis.wisconsin.gov/statutes/statutes/115/28/56
https://docs.legis.wisconsin.gov/statutes/statutes/115/IV/777
https://docs.legis.wisconsin.gov/statutes/statutes/118/016
https://docs.legis.wisconsin.gov/statutes/statutes/118/30


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 89 

Wolf, M., & Bowers, P. G. (1999). The double-deficit hypothesis for the 
developmental dyslexias. Journal of Educational Psychology, 91(3), 415–438. 
https://doi.org/10.1037/0022-0663.91.3.415 

Worthy, J., DeJulio, S., Svrcek, N., Villarreal, D. A., Derbyshire, C., LeeKeenan, K., 
Wiebe, M. T., Lammert, C., Rubin, J. C., & Salmerón, C. (2016). Teachers’ 
Understandings, Perspectives, and Experiences of Dyslexia. Literacy Research: 
Theory, Method, and Practice, 65(1), 436-
453. https://doi.org/10.1177/2381336916661529 (Original work published 
2016) 

Worthy, J., Svrcek, N., Daly-Lesch, A., & Tily, S. (2018). “We know for a fact”: Dyslexia 
interventionists and the power of authoritative discourse. Journal of Literacy 
Research, 50(3), 359–382. https://doi.org/10.1177/1086296X18784759 

Worthy, J., Godfrey, V., Tily, S., Daly-Lesch, A., & Salmerón, C. (2019). Simple answers 
and quick fixes: Dyslexia and the brain on the internet. Literacy Research: Theory, 
Method, and Practice, 68(1), 314–333. 
https://doi.org/10.1177/2381336919870265 

Worthy, J., Daly-Lesch, A., Tily, S., Godfrey, V., & Salmerón, C. (2021). A critical 
evaluation of dyslexia information on the internet. Journal of Literacy Research, 
53(1), 5–28. 

Wyse, D., & Hacking, D. (2024). Decoding, reading, and writing: The double helix 
theory of teaching. Literacy, 58(2), 123–140. https://doi.org/10.1111/lit.12367 

Zelazo, P. D. (2015). Executive function: Reflection and the developing brain. 
Developmental Review, 38, 55–68. 

Ziegler, J. C., Bertrand, D., Tóth, D., Csépe, V., Reis, A., Faísca, L., Saine, N., Lyytinen, 
H., Vaessen, A., & Blomert, L. (2010). Orthographic depth and its impact on 
universal predictors of reading: A cross-language investigation. Psychological 
Science, 21(4), 551–559. https://doi.org/10.1177/0956797610363406 

Zoeller, E., & Briceño, A. (2022). An asset-based practice for teaching bilingual 
readers. The Reading Teacher, 76(1), 92-96. 

  

https://doi.org/10.1037/0022-0663.91.3.415
https://doi.org/10.1177/1086296X18784759
https://doi.org/10.1177/2381336919870265
https://doi.org/10.1111/lit.12367
https://doi.org/10.1177/0956797610363406


 

Wisconsin’s Guidebook on Dyslexia and Related Conditions, 2nd ed. 90 

Appendices 

Appendix A 

The Evolution of Reading Models 
Researchers have developed various models to explain how students learn to read and 
how interacting skills support reading development. These models reflect an evolving, 
research-informed understanding of reading rather than fixed explanations. 

Simple View of Reading (SVR) (Gough & Tunmer, 1986): Defined reading as the product of 
decoding (D) and language comprehension (C). 

Construction-Integration Model (Kintsch, 1988, 1998): Described comprehension as 
constructing meaning by integrating text with background knowledge. 

Reading Rope (Scarborough, 2001): Expanded SVR by identifying multiple strands within 
word recognition and language comprehension that strengthen the students reading. 

Reader-Text-Task Heuristic (Snow & RAND Reading Study Group, 2002): Highlighted how 
the reader, the text, and the task interact within a sociocultural context to influence 
comprehension. 

Cognitive Foundations Framework (Tunmer & Hoover, 2019): Broadened the SVR (1986) 
by emphasizing interdependent cognitive components such as background knowledge, 
inferencing, linguistic knowledge, and foundational skills that support word recognition 
and language comprehension. 

Direct and Indirect Effects Model of Reading (DIER) (Kim, 2020): Proposed that language 
and cognitive skills interact hierarchically and dynamically, with lower-level abilities 
supporting higher-level ones that shape word reading, listening comprehension, and 
reading comprehension. 

Active View of Reading (AVR) (Duke & Cartwright, 2021): Expanded reading beyond word 
recognition and language comprehension to include self-regulation, executive function, 
and motivation, highlighting bridging processes such as fluency and vocabulary. 

Asset-Based Integrated View of Reading (Gabriel & López, 2024): Extended the AVR by 
integrating Self-Determination Theory and asset-based pedagogy to center students’ 
linguistic and cultural contexts within literacy processes. 

Reading & Writing Are Complex Processes (Scanlon et al., 2024): Described reading and 
writing as mutually supportive, coordinated processes involving word recognition, 
language, knowledge, and motivation that develop through continual interaction rather 
than a set order. 

Double Helix Theory of Reading and Writing (Wyse & Hacking, 2024): Framed reading 
and writing as intertwined processes that integrate seven related components including 
phonics, comprehension, motivation, and grammar, taught together in meaningful, holistic, 
and human centered ways grounded in children’s language and lived experiences. 

Cultural Sustenance View of Reading (Nash et al., 2025): Extended the AVR (2021)by 
integrating cultural and linguistic identities into cognitive and linguistic processes, 
positioning reading as a culturally grounded, socially mediated act where specific skills 
such as comprehension, vocabulary, and inference develop through culturally sustaining 
contexts. 
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Appendix B 

Research Supporting Brain Regions Related to the Function of Reading 
This appendix highlights the interacting brain regions that support reading and 
summarizes how research has described their functions. 

Region  Function  Research 

Distributed 
Reading 
Network 

Involves multiple left and right 
hemisphere regions that work together 
and are flexibly used depending on the 
reading task. 

Woolnough et al., 2023; 
Shaywitz & Shaywitz, 
2020; Dehaene & Cohen, 
2011; Turker et al., 2025 

Occipito-
Temporal 
Region  

 

Recognizes visual word forms, supports 
fluent word recognition, and strengthens 
orthographic processing. 

Dehaene & Cohen, 2011; 
Jobard et al., 2003; Richlan 
et al., 2009 

Parietal-
Temporal 
Region  

Integrates visual and auditory input, maps 
letters to sounds, and supports 
phonological decoding. 

Pugh et al., 2000; Richlan 
et al., 2009; Turkeltaub et 
al., 2003 

Inferior Frontal 
Gyrus  

Supports articulation, engages 
phonological processing, analyzes syntax, 
and contributes to speech production and 
verbal working memory. 

Poldrack et al., 1999; 
Costafreda et al., 2006; 
Woolnough et al., 2023 

Middle 
Temporal Gyrus 
/ Superior 
Temporal Sulcus 

Processes word meanings, retrieves 
semantic information, and supports 
sentence-level comprehension and lexical 
access. 

Woolnough et al., 2023; 
Fedorenko et al., 2020; 
Snijders et al., 2008 

Frontal 
Operculum 

Coordinates phonological and articulatory 
processes, supports speech planning, and 
strengthens comprehension of complex 
syntax. 

Woolnough et al., 2023; 
Friederici, 2011; Hickok & 
Poeppel, 2007 

White Matter 
Pathways  

Connects reading-related regions and 
facilitates communication between visual, 
phonological, and semantic systems. 

Yeatman et al., 2007; 
Vandermosten et al., 2012; 
Lebel et al., 2013 

Cerebellum and 
Right 
Frontotemporal 
Regions 

Differentiates by hemisphere. The left 
cerebellum supports semantic access and 
word processing. The right cerebellum 
contributes to fluency and speech 
production, especially during overt 
reading. Right frontotemporal regions 
show stronger recruitment in pseudoword 
reading and overt tasks. 

Martin et al., 2015; Eckert 
et al., 2003; Shaywitz & 
Shaywitz, 2020 
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Appendix C 

Special Education, Section 504, and Dyslexia and Related Conditions 
Under the Individuals with Disabilities Education Act (IDEA), school districts are 
responsible for providing a free appropriate public education (FAPE) to students found 
eligible for special education. 

Special education is defined as specially designed instruction to meet the unique needs of 
a student with a disability which is provided at no cost to the student or the student’s 
parent by appropriately licensed staff. It is provided in the classroom, in the home, in 
hospitals and institutions, and in other settings (34 C.F.R § 300.39 and Wis. Stat. § 115.76 
(15)). Special education services must enable the student to advance appropriately toward 
the annual goals in the individualized education program (IEP), to be involved in and make 
progress in the general education curriculum, to participate in extracurricular and other 
nonacademic activities, and to be educated and participate with their nondisabled peers 
(34 C.F.R § 300.320(a)(4)).  

In order for a student to receive special education, an evaluation must be conducted by 
the local education agency (LEA), and the IEP team must meet to determine whether the 
student meets state disability category criteria and requires specially designed instruction. 

If the student qualifies and parent consent is given, an IEP is developed to address the 
student’s unique needs. School districts meet their obligation to provide FAPE to each 
student with a disability, in part, by developing and implementing each student’s IEP. 

 A student with dyslexia and related conditions who has qualified for special education is 
able to receive services and support beyond what is provided to all students based on 
their unique disability-related needs as determined by an IEP team. Wisconsin statute (PI 
11.36(6)(a)) defines specific learning disability (SLD).  

Criteria used for diagnosing a reading disorder such as dyslexia and related conditions 
during an outside evaluation do not necessarily correspond with state disability category 
criteria (such as criteria for specific learning disability or other health impairment). 
Therefore, a student may be diagnosed with dyslexia but may or may not be determined 
to be a student with a disability under special education law. This is further explained in 
2015 guidance from DPI and the federal Office of Special Education Programs (OSEP) 
(Wisconsin Department of Public Instruction, 2016). 

A student who is suspected of a disability may also be considered for Section 504 of the 
Rehabilitation Act of 1973. Section 504 regulations require a school district to provide a 
"free appropriate public education" (FAPE) to each qualified student with a disability who 
is in the school district's jurisdiction, regardless of the nature or severity of the disability. 
Under Section 504, FAPE consists of the provision of appropriate educational services 
designed to meet the student's individual educational needs as adequately as the needs of 
nondisabled students are met. As a student with a disability under Section 504, a student 
with dyslexia would have their specific needs addressed as determined through the 504 
plan.  
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Appendix D 

Defining Dyslexia 
American Academy of Pediatrics (n.d.): Aligns with Act 86 by identifying dyslexia as a brain-
based disorder involving unexpected reading difficulties, but it does not explicitly reference 
phonological deficits or instructional contexts. 

AAP Section on Ophthalmology et al. (2009): Similar to Act 86 in describing core reading 
challenges and unexpectedness, though it omits vocabulary growth and secondary 
consequences. 

American Psychiatric Association (2013): Recognizes dyslexia as a type of specific learning 
disorder like Act 86 but does not define it independently or describe phonological or 
instructional factors. 

ICD-10-CM (2016): Consistent with Act 86 in recognizing unexpected reading achievements 
relative to age and intelligence but focuses on discrepancy rather than phonological causes. 

Learning Disabilities Association of America (n.d.): Aligns with Act 86’s focus on reading-related 
difficulties, but broadens the scope to include speech and recall, without detailing 
neurobiological or phonological components. 

Individuals with Disabilities Education Act (2004): Includes dyslexia under specific learning 
disability as Act 86 does but does not provide an independent definition or reference to its 
neurobiological or instructional context. 

International Dyslexia Association (2002): Nearly identical to Act 86, including phonological 
deficits, neurobiological origin, and instructional needs. 

International Dyslexia Association (2025): Dyslexia is a specific learning disability characterized 
by difficulties in word reading and/or spelling that involve accuracy, speed, or both and vary 
depending on the orthography. These difficulties occur along a continuum of severity and 
persist even with instruction that is effective for the individual’s peers. The causes of dyslexia 
are complex and involve combinations of genetic, neurobiological, and environmental influences 
that interact throughout development. Underlying difficulties with phonological and 
morphological processing are common but not universal, and early oral language weaknesses 
often foreshadow literacy challenges. Secondary consequences include reading comprehension 
problems and reduced reading and writing experience that can impede growth in language, 
knowledge, written expression, and overall academic achievement. Psychological well-being and 
employment opportunities also may be affected. Although identification and targeted 
instruction are important at any age, language and literacy support before and during the early 
years of education is particularly effective. 

IDA Board of Directors (2012): Echoes Act 86’s core features like decoding and spelling 
challenges but excludes mention of reduced reading experience or comprehension 
consequences. 

Mayo Clinic (n.d.): Aligns with Act 86 in describing language-based decoding difficulties but lacks 
descriptive details on phonological processing and instructional factors. 

National Institute of Neurological Disorders and Stroke (n.d.): Matches Act 86 in identifying 
brain-based and phonological features and extends definition to include adult-onset dyslexia 
and genetic research. 

University of Michigan (n.d.): Uses the IDA definition also reflected in Act 86 and attributes it to 
Lyon et al. (2003). 

Understood/NCLD (n.d.): Supports Act 86’s view of dyslexia as a reading disability affecting 
fluency and comprehension but does not reference neurobiology or phonology. 
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Yale Center for Dyslexia and Creativity (n.d.): Reinforces Act 86’s notion of unexpected 
reading difficulty but uniquely emphasizes strengths and avoids clinical or instructional 
terminology. 

Appendix E 

Neurological Differences 
Neurological differences refer to variations in how the brain functions or is organized, 
particularly in areas involved in specific cognitive tasks such as reading. In the context of 
dyslexia and related conditions, these differences are typically observed through brain 
imaging focused on examining neural pathways during reading tasks compared to typically 
developing readers. These variations, especially in regions related to word recognition and 
language processing, may influence a student's ability to process written language 
accurately and fluently (Chyl, 2021; Richlan, 2020; Vandermosten et al., 2020; Romeo, 
2023). 

What to Look For: Students may struggle with reading despite typical performance in 
other cognitive areas. Teachers and parents/caregivers may notice that reading effort is 
unusually slow or labored. 

Why it Matters for Reading: Brain imaging helps researchers learn how reading develops, 
but these scans have limits. Reading uses many parts of the brain that work together, 
including areas that help with seeing, hearing, speaking, and coordinating movement 
(Turker et al., 2025). Students with dyslexia and related conditions sometimes show 
differences in how efficiently these areas work together, but scientists are not sure 
whether those differences cause reading difficulties or result from them (Tannock, 2013). 
There is no single “brain pattern” that identifies dyslexia (Elliott & Grigorenko, 2024). 
Instead, each child’s brain develops in unique ways based on learning experiences, 
language, and environment. 

Considerations: 

• What do we notice about how different students approach reading tasks, and how 
might this reflect their individual learning strengths? 

• How can we support the mental skills that help with reading, such as focus, 
memory, and flexible thinking? 

• In what ways do we acknowledge that all behavior, including reading, involves the 
brain, while recognizing that difficulty with reading does not automatically indicate 
dyslexia? 

• How can we make sure our understanding of brain research is based on credible 
evidence rather than simplified or popular claims? 

• When we use terms like brain-based or neurobiological, how can we ensure they 
reflect valid and reliable research and do not unintentionally reinforce fixed or 
deficit-based assumptions? 

• How can we make sure reading instruction supports the whole learner, including 
cognitive, linguistic, and emotional development, rather than focusing on one skill at 
a time? 

• How can we make sure our understanding of brain research is based on credible 
evidence rather than simplified or popular claims? 

• How can educators, specialists, and researchers work together to apply research in 
ways that meaningfully support students and inform policy and practice? 
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Appendix F 

Phonological Processing Difficulties 
Phonological processing, which includes recognizing and manipulating the sounds of 
spoken language, is foundational for learning to read in alphabetic systems. Difficulties 
occur when students struggle to perceive, remember, or work with speech sounds, which 
can make learning sound–symbol relationships and decoding challenging (Compton et al., 
2023; National Reading Panel, 2000; Perfetti et al., 2019). 

What to Look for: A student experiencing phonological processing difficulties may 
struggle to rhyme, segment, blend, or manipulate sounds in spoken words; confuse 
similar-sounding words; mishear parts of words; or demonstrate difficulty remembering 
sound patterns within words. These challenges may appear during oral language tasks or 
early reading instruction (Erbeli et al., 2022). 

Why it Matters for Reading: Phonological processing plays a critical role in learning to 
read in alphabetic languages and is consistently identified as a core risk factor for dyslexia 
and related conditions(Compton et al., 2023; National Reading Panel, 2000; Perfetti et al., 
2019). Research across languages shows that phonological skills predict reading success in 
many alphabetic systems, though their impact varies depending on how consistently a 
language’s spelling represents sounds (Caravolas, 2012, 2022; Landerl et al., 2013; Ziegler 
et al., 2010). A phonological weakness by itself does not mean a student has dyslexia and 
related conditions. Other factors such as working memory, language comprehension, and 
the quality of instruction may also contribute to reading difficulties (Snowling, 2019; 
Wagner et al., 2022; Catts et al., 2017). These findings support a comprehensive 
understanding of dyslexia and related conditions as influenced by multiple interacting 
factors rather than a single cause. 

Considerations: 

• Does the student struggle with phonological awareness tasks such as rhyming, 
segmenting, blending, or manipulating sounds? 

• Has the student received explicit, systematic instruction in phonological awareness 
and phonics? 

• Could working memory, language comprehension, attention, or other cognitive 
processes be contributing to the observed difficulty? 

• Are there co-occurring challenges (e.g., speech sound disorders, language delays) 
that may affect phonological tasks? 

• Has the student had consistent access to research/evidence-based early language 
experiences and oral language-rich environments? 

• Are differences in exposure to standardized English or other alphabetic languages 
influencing phonological development? 

• Are the phonological difficulties persistent over time and resistant to intervention, 
or are they improving with targeted support? 

• Are decisions being made based on a pattern of observable evidence, rather than on 
a single measure? 
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Appendix G 

Accurate and Fluent Word Recognition Difficulties 
Independent, accurate, fluent, and flexible word-solving skills are essential for reading a 
wide range of texts with understanding. Difficulties occur when readers cannot 
automatically identify enough words to read efficiently, which can interfere with 
comprehension (Spear-Swerling, 2013; Hasbrouck & Glaser, 2019; Fletcher et al., 2019). 

What to Look For: A student experiencing accurate and fluent word recognition 
difficulties may read slowly or hesitate when reading aloud; skip, misread, or substitute 
words; have difficulty self-correcting misread words; show limited ability to apply set for 
variability; struggle with longer or unfamiliar vocabulary; or read with noticeable effort 
focused on word solving rather than meaning. For example, a reader who decodes glove 
as “clove” and does not adjust to make sense in context demonstrates limited flexibility in 
word solving (Tunmer & Chapman, 2012). 

Why it Matters for Reading: Accurate and fluent word recognition allows students to 
become independent, flexible readers who can apply word-solving strategies across varied 
texts. Because English is not entirely predictable, readers must monitor and adjust 
pronunciations using meaning and context; when mispronunciations are not checked, 
word learning is hindered (Share, 2008). Word solving involves both decoding and set for 
variability, or the ability to adjust a decoded pronunciation to match a familiar word in oral 
vocabulary (Ehri, 2014; Venezky, 1999). As readers strengthen this flexibility, they 
accelerate fluency, independence, and awareness of spelling patterns (Castles et al., 
2018). Since students encounter thousands of untaught word families, flexible word-
solving supports vocabulary and comprehension growth (Nagy & Anderson, 1984; Share, 
1995). 

Considerations: 

• Could language background, dialect, or limited exposure to print-rich environments 
be influencing accurate and fluent word solving? 

• Does the student consistently read words slowly, inaccurately, or with noticeable 
effort that interferes with comprehension across multiple texts and settings? 

• Are errors limited to unfamiliar or complex words, or do they also occur with high-
frequency and familiar words? 

• Could the student’s background knowledge, interests, motivation, engagement, or 
confidence in reading be impacting word learning and word solving? 

• Are attention, processing speed, or working memory contributing to word-solving 
challenges? 

• Does the student correct a decoded mispronunciation by trying alternate sounds 
and confirming whether the new attempt matches a known word and makes sense 
in context? 
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Appendix H 

 Decoding and Spelling Difficulties 
Spelling and decoding challenges involve difficulty reading words (decoding) and writing 
words correctly (spelling). Decoding requires sounding out words and using phonics 
patterns, while spelling involves representing spoken words with letters. Both rely on 
understanding sounds, letters, and word patterns. 

What to Look For: Students may struggle to sound out unfamiliar words, misread similar-
looking or irregular words, or apply phonics rules inconsistently (Moats, 2020; Kim & 
Petscher, 2023). They may read slowly or skip words, especially in longer texts (Duke & 
Cartwright, 2021). In writing, they often spell words based on how they sound rather than 
conventional patterns. For example, “said” might be spelled as “sed” (Cunningham, 1990; 
Ehri, 1997). These errors may persist despite practice, and students may avoid reading and 
writing or show frustration when their writing does not match their oral skills 
(Scarborough, 1998; Worthy et al., 2016). 

Why it Matters for Reading: Spelling and decoding rely on shared linguistic knowledge. 
Persistent challenges are common in dyslexia and can affect reading fluency and writing 
(Kim & Petscher, 2023; Duke & Cartwright, 2021; Perfetti, 2007). However, not all 
difficulties reflect dyslexia. Some result from limited instruction in phonics, morphology, or 
orthographic patterns (Alexander & Slinger-Constant, 2004; Snowling et al., 2020; Lorusso 
& Toraldo, 2023). Research continues to explore how spelling and decoding challenges 
develop across time and contexts (Kemp & Treiman, 2023; Carroll et al., 2025). 

Considerations: 

• Does the student struggle to sound out unfamiliar words/apply phonics patterns? 

• Are spelling errors phonetic (e.g., “sed” for “said”) or inconsistent? 

• Does the student hesitate, skip words, or read slowly during oral reading? 

• Has the student received explicit, systematic instruction in phonics and spelling? 

• How has the student responded to instruction over time? 

• Are challenges consistent across tasks and settings? 

• Does the student show difficulty manipulating sounds in spoken words (phonemic 
awareness), which may impact both decoding and spelling? 

• Has the student had sufficient opportunities to build linguistic awareness, including 
exposure to patterns in English spelling and morphology? 

• Does the student avoid reading/writing tasks and demonstrate frustration during 
these activities? 

• Does the student show a mismatch between their written work and oral language 
abilities? 

• Are confidence and self-perception affecting the student’s decoding and spelling? 

• Could limited exposure or interrupted schooling explain the difficulty? 

• Is the student learning more than one language? How might language transfer or 
contrastive features impact spelling and decoding? 

• Are cultural or linguistic differences being misinterpreted as atypical development? 

• Has the assessment of decoding and spelling taken into account the student’s full 
language profile, including dialect, home language, and background knowledge? 
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Appendix I 

Reading Comprehension Difficulties 
Reading comprehension challenges involve difficulty understanding, interpreting, or 
applying meaning from text, even when reading fluently and accurately. These challenges 
arise from the interaction among the reader (e.g., vocabulary, background knowledge, 
inference skills), the text (e.g., complexity, structure, features), and the task (e.g., purpose, 
question type, cognitive demand) (RAND Reading Study Group, 2002; Snow, 2002; 
Kintsch, 2005). 

What to Look For: Students may read fluently but struggle to answer questions, 
summarize ideas, or explain what they have read. They may have trouble inferring, 
connecting ideas, or applying information. Challenges may vary based on text complexity 
(e.g., density of information, vocabulary, concepts) or task demands (e.g., recalling details 
vs. synthesizing information). 

Why it Matters: Reading comprehension depends on the interaction of the reader, the 
text, and the task. Vocabulary, language processing, background knowledge, working 
memory, and the ability to infer and think critically all play roles (Kintsch, 2005; Snow, 
2002). Low comprehension scores may reflect decoding difficulties, limited oral language, 
or test format rather than true comprehension problems (Keenan et al., 2008; Nation & 
Snowling, 1997; Farrall, 2012). Some assessments emphasize word matching over 
meaning, masking a student’s actual understanding (Farrall, 2012; Keenan & Meenan, 
2014). 

Considerations:  

• Does the student read fluently but struggle to explain, summarize, or apply what 
they read? 

• Does the student engage in conversations about the texts they read? 

• Could difficulties relate to limited vocabulary, background knowledge, or oral 
language skills? 

• Has the student had access to comprehension instruction in a language-rich 
classroom? 

• How much time does the student spend reading independently, and how might 
reading volume influence comprehension? 

• Could executive function skills (e.g., working memory) be affecting understanding?  

• Do difficulties occur across all texts or only certain genres, topics, or tasks? 

• Is the student’s performance affected by the structure of the assessment, such as 
cloze tasks or multiple-choice questions? 

• Has comprehension been assessed through varied methods (e.g., discussion, think-
alouds, performance-based tasks? 

• Could decoding challenges be limiting comprehension on complex or timed tasks? 

• Has the student received explicit instruction in comprehension strategies, including 
how to monitor understanding and make meaning while reading? 

• Are there cultural or linguistic differences that may affect how the student 
understands or expresses comprehension? 

• If the student is an English learner, has the comprehension measure been adjusted 
to reflect language development? 
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• Could frustration, low confidence, or lack of engagement be affecting how the 
student demonstrates understanding? 

Appendix J 

Atypical Vocabulary Growth and Background Knowledge  
Atypical vocabulary growth and background knowledge refer to limited development of 
word or world knowledge that can affect comprehension, even when decoding is accurate 
(Kosanovich, 2020b; UNESCO, 2020; Hebert et al., 2016; National Center on Early 
Childhood Development, 2022). Because oral vocabulary supports meaning making, 
students with limited vocabularies also have reduced capacity for Set for Variability, the 
ability to adjust a mispronounced decoded word until it matches a real word that fits the 
context. A child cannot correct a mispronunciation if the intended word is not already part 
of their oral vocabulary (Barnes et al., 2025). 

What to Look For: Students may decode accurately but fail to recognize or confirm the 
meaning of words. They may have difficulty explaining unfamiliar words, interpreting 
figurative language, or connecting ideas to prior knowledge. Students with limited oral 
vocabularies may not recognize when a decoding attempt produces a nonword, which 
limits their ability to self-correct through Set for Variability. 

Why it Matters for Reading: Vocabulary and background knowledge are critical for 
comprehension (Cunningham & Stanovich, 1997; Storch & Whitehurst, 2002). Students 
make meaning by understanding words and connecting them to what they already know. 
Instruction that develops vocabulary and world knowledge supports comprehension 
across subjects. Set for Variability also depends on word meaning, as children draw on oral 
vocabulary to determine whether a decoded word is real and fits the context (Barnes et 
al., 2025). When vocabulary or knowledge is limited, decoding accuracy may not lead to 
understanding, and comprehension difficulties may reflect differences in language 
exposure rather than dyslexia or related conditions. 

Considerations:  

• Does the student understand key vocabulary words in texts across different 
subjects? 

• Can the student connect new information to prior knowledge or personal 
experiences? 

• Does the student struggle more with comprehension when the topic is unfamiliar or 
abstract? 

• Has the student received instruction that builds both oral and academic vocabulary? 

• Has the student had exposure to a variety of texts, concepts, and experiences to 
build background knowledge? 

• Does the student show confusion with figurative language, multiple-meaning words, 
or domain-specific terms? 

• Could limited language exposure or interruptions in schooling explain the 
vocabulary or knowledge gaps? 

• Are there differences between the words the student understands in reading or 
listening and those used when communicating such as when speaking or writing? 

• If the student is multilingual, has support been provided to develop both vocabulary 
and content knowledge in their first and second languages? 

• Are assumptions being made based on vocabulary use without considering the 
student’s cultural or linguistic background? 
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• Could these challenges be improved with instructional experiences (e.g., readings, 
field trips), and has the student had the opportunity to respond to such support? 
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Appendix K 

Unexpected Reading Difficulties 
In many definitions of dyslexia, reading difficulties are described as unexpected when they 
occur in students who demonstrate typical cognitive abilities and have had access to 
effective instruction (Miciak & Fletcher, 2020; Kirk, 1963). Dyslexia can occur in 
individuals with low, average, or high cognitive abilities. 

What to Look For: Students may demonstrate strong thinking and reasoning skills in other 
areas but continue to experience persistent difficulties with word reading or 
comprehension. A student might perform well in subjects like math or science, 
communicate clearly, or appear highly capable in daily interactions, yet still struggle 
significantly with reading tasks. 

Why it Matters for Reading: Historically, the concept of “unexpected” reading difficulties 
has been used to explain why students with strong cognitive abilities might struggle with 
reading. This idea, rooted in the early work of Kirk (1963), became central to many 
definitions of dyslexia in North America (Miciak & Fletcher, 2020). However, 
unexpectedness is now widely regarded as problematic because it is difficult to clearly 
define and measure (Wagner, 2008; Elliott, 2020). 

Although IQ-based and cognitive discrepancy models were historically popular, current 
research shows that these methods are unreliable and inequitable. Unexpectedness, 
especially when determined through IQ scores or cognitive profiles, should no longer be 
used to diagnose dyslexia or other learning disabilities (Fletcher & Miciak, 2017; Fletcher 
et al., 2019; McGill, Dombrowski, & Canivez, 2018; Elliott, 2020). 

Identifying reading difficulties based on a student’s response to instruction and observed 
need allows educators to focus on the supports required for student success, regardless of 
background or perceived potential (Vaughn et al., 2024). This approach reflects current 
evidence and promotes more equitable identification and support. 

Considerations 

• Does the student demonstrate strengths in oral language, reasoning, or non-reading 
academic areas like math or science? 

• Are assumptions about the student’s “potential” or intelligence influencing how 
their reading difficulties are interpreted? 

• Could cultural, linguistic, or socioeconomic factors and/or experiences be shaping 
perceptions of what is “expected” for this student? 

• What observable reading behaviors are affecting the student’s success? 
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Appendix L 

Persistent Difficulties and Limited Reading Experiences 
Some students struggle with reading due to limited early exposure to books, language-rich 
environments, or high-quality instruction. Others continue to have reading difficulties 
even after receiving effective, evidence-based teaching. These patterns are both 
important to recognize because they reflect different instructional needs and require 
different types of support (Snow et al., 1998; Fletcher et al., 2019; Neuman & Celano, 
2012). 

What to Look For: Students with limited reading experiences may show delays in 
vocabulary, background knowledge, or print awareness. They may have trouble identifying 
letters, understanding how books work, or making connections to text. In contrast, 
students with persistent difficulties despite high-quality instruction often continue to 
struggle with decoding, fluency, or comprehension, even when receiving targeted support 
from skilled educators. Having delays in reading skills does not automatically mean a child 
has dyslexia. It is important to consider the child’s background, experiences, and access to 
instruction before drawing conclusions. 

Why it Matters for Reading: Students with limited early experiences often make 
significant progress with access to strong, consistent instruction. Students with persistent 
difficulties may require more intensive, individualized intervention that addresses 
foundational reading skills directly and systematically. Early identification and 
understanding of these patterns can prevent long-term challenges and support students in 
becoming confident, capable readers. 

Considerations 

• Has the student had consistent access to high-quality, evidence-based reading 
instruction? 

• Were instructional strategies matched to the student’s strengths and needs? 

• Are there developmental factors (e.g., language, attention) that might influence a 
child’s development? 

• Has the student made progress when provided with research/evidence-based 
instruction within an intervention? 

• Are difficulties persisting even after instructional methods were adjusted and 
delivered by skilled educators? 

• Did the student have access to books, read-alouds, and language-rich interactions in 
early childhood? 

• Were there opportunities to build vocabulary, background knowledge, and print 
awareness before entering school? 

• Could limited access to early education, chronic absenteeism, or frequent school 
changes have affected learning opportunities? 

• Are the student’s difficulties improving with increased access to instruction, or are 
they persistent across time and settings? 

• Has the instruction been culturally and linguistically responsive to the student’s 
background? 

• Is the student multilingual or bidialectal, and have these language experiences been 
considered when interpreting reading progress? 
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Appendix M 
 
Co-Occurring Conditions 
Co-occurring conditions refer to additional learning or developmental differences that 
may occur alongside dyslexia (Vellutino et al., 2004). These may include attention 
challenges, oral language, writing, motor coordination, or math. Identifying co-occurring 
conditions helps educators and families better understand the full range of a student's 
needs and avoid relying on a single explanation for learning difficulties (Fletcher et al., 
2019; Hasbrouck, 2020; Seidenberg, 2017). 

Students may show signs of dyslexia along with difficulties in other areas. They might: 

• Struggle to focus or remember directions (e.g., ADHD) 

• Decode words accurately but not understand what they read (language disorder) 

• Avoid writing due to slow or tiring handwriting (motor coordination challenges) 

• Have difficulty with math facts or multi-step problems (dyscalculia) 

These challenges may overlap or interact, making it important to look at patterns across 
time and settings (Iverson et al., 2005; Snow et al., 2019; Moll et al., 2014; Visser et al., 
2020). 

Dyslexia is one of several neurodevelopmental conditions that can affect learning from 
early childhood through adulthood (Moll, 2022). More than half of students with one 
learning difference meet the criteria for another (Moll, 2022). These overlaps are more 
common than would happen by chance and can affect how students respond to reading 
instruction. Understanding co-occurring conditions allows educators to design supports 
that address the student’s full learning profile rather than focusing on a single issue. 

Considerations 

• Does the student have difficulty remembering instructions, word meanings, or steps 
in a task while reading or writing? Does the student have difficulty staying focused 
during reading or writing tasks? 

• Does the student often lose their place in text, skip lines, or rush through 
assignments? 

• Are impulsivity, distractibility, or difficulty following multi-step directions interfering 
with learning? 

• Does the student show signs of stress, avoidance, or low confidence related to 
reading or schoolwork? 

• Could emotional factors be affecting the student’s motivation, engagement, or 
reading stamina? Has the student expressed worry about performance in class? 

• Does the student struggle with number facts, sequencing, or multi-step problem 
solving? 

• Does the student avoid writing tasks or fatigue easily when using a pencil or typing? 

• Are handwriting or fine motor difficulties slowing down reading or writing 
responses? 

• Does the student decode words accurately but struggle to understand or explain 
what they read? 

• Are there difficulties with oral expression, following instructions, or understanding 
figurative language? 

• Has the student needed support with vocabulary, grammar, or listening 
comprehension? 
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Appendix N 

Reliability in Reading Assessments 
Reliability refers to the consistency of test scores across time, items, forms, or raters. In 
reading assessments, reliable results allow educators to make confident decisions about 
instruction, intervention, and progress monitoring. Without reliability, scores may 
fluctuate due to factors unrelated to a student’s actual reading ability. The following table 
summarizes key types of reliability, their meanings, and guiding questions educators can 
use when selecting and interpreting reading assessments. 

 

Type of Reliability Definition/Explanation Guiding Questions 

Stability Reliability 
(Test–Retest) 

Refers to the consistency of scores 
when the same assessment is given 
to the same students at two 
different points in time. Stable skills 
should produce similar results 
across both administrations. 

If this reading assessment 
is given now and again 
later, will the students get 
similar results if their 
ability has not changed? 

Internal 
Consistency 

Refers to how well the items within 
a single assessment measure the 
same construct. Items should “hang 
together” and reflect the same 
underlying skill. 

Do the items in this 
assessment all measure 
the same aspect of 
reading, or do they seem 
unrelated? 

Alternate Form 
Reliability 

Refers to the consistency of scores 
between two versions of the same 
assessment, designed to measure 
the same skills with different items. 

If two forms of this 
assessment are used, will 
students’ scores be 
consistent? 

Inter-Rater 
Reliability 

Refers to the consistency of scores 
when different examiners score or 
rate the same student’s 
performance 

If two teachers or raters 
score this assessment, will 
they agree on the 
student’s performance? 

Reference 
National Center on Improving Literacy. (2019). Understanding Literacy Screening: Reliability. 
https://www.improvingliteracy.org/resource/understanding-literacy-screening-reliability 

  

https://www.improvingliteracy.org/resource/understanding-literacy-screening-reliability
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Appendix O  

Validity in Reading Assessments 
Accurate assessment is essential for supporting students with dyslexia and related 
conditions. For an assessment to be meaningful, it must be valid. Validity refers to 
whether a test measures what it is intended to measure. Different types of validity show 
whether an assessment captures the right skills, reflects sound theory, works fairly across 
groups of students, and avoids harmful consequences. The table below defines key types 
of validity in reading assessments and provides questions to help educators and families 
evaluate whether an assessment is appropriate, fair, and useful for instructional decision 
making. 

Validity Type Definition/Explanation Guiding Questions 

Content Validity Refers to whether the test fully covers the 
skills it claims to measure. For example, a 
comprehension test that only asks vocabulary 
questions leaves out inference and 
summarizing. 

Does this reading test 
include all the important 
skills it says it measures? 

Construct 
Validity 

Refers to whether the test truly measures the 
deeper concept. For example, an oral reading 
fluency test that scores only words per minute 
but not expression does not capture full 
fluency. 

Does this reading test 
capture the whole concept, 
not just part of it? 

Substantive 
Validity 

Refers to whether the test design is grounded 
in reading theory. For example, 
comprehension tasks should show how 
readers build meaning, not just recall details. 

Is this test based on how 
students actually read and 
make sense of text? 

Structural 
Validity 

Refers to whether the test’s score structure 
matches reading theory. For example, if 
phonics, fluency, and comprehension are 
scored separately, the groupings should reflect 
real dimensions of reading. 

Do the subtests and scores 
reflect what we know 
about how reading 
develops? 

Generalizability  Refers to whether test results are consistent 
across groups and settings. For example, a test 
normed mostly on monolingual English 
speakers may not reflect bilingual students’ 
abilities. 

Will this test give fair 
results for all students in 
my classroom? 

External Validity  Refers to how scores relate to other measures. 
For example, a phonics test should align with 
other decoding measures and help predict 
later reading outcomes. 

Do the results from this 
test line up with other 
measures of reading, and 
can they help predict future 
progress? 

Consequential 
Validity  

Refers to the intended and unintended effects 
of test use. For example, using one screener 
score to place multilingual students in 
remedial programs may misrepresent their 
abilities. 

Could using this test in this 
way unintentionally harm 
or limit students? 

 
National Center on Improving Literacy. (2019). Understanding Literacy Screening: Validity. 
https://www.improvingliteracy.org/resource/understanding-screening-validity 

https://www.improvingliteracy.org/resource/understanding-screening-validity
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Appendix P 

Screening Multilingual Students for Dyslexia and Related Conditions 

Language and Literacy Background 

• What language(s) does the child speak, understand, read, or write at home and in 
school? 

• In which language(s) has the child received formal instruction in reading and writing? 

• What are the child’s experiences with books and print in their home language and in 
English (e.g., shared reading, environmental print, storytelling)? 

• What insights can the family share about the child’s language development, 
strengths, and interests? 

Oral Language and Comprehension 

• What is the child’s current level of oral language proficiency in both English and 
their home language(s)? 

• How are the child’s listening comprehension and expressive language abilities being 
assessed across languages? 

• Are classroom interactions, story retelling, or interviews being used to understand 
how the child uses language to communicate and make meaning? 

Instructional Exposure and Content 

• Has the child received consistent and sufficient instruction in foundational literacy 
skills in any language? 

• How long has the child been exposed to English instruction, and in what settings 
(e.g., ESL support, bilingual programs)? 

• What instructional practices and materials have been used with the child, and in 
which language(s)? 

Assessment Practices 

• Are there any literacy screeners or diagnostic tools available in the child’s home 
language, or tools normed for multilingual learners? 

• If no formal tool is available in the child’s language, what informal assessments (e.g., 
writing samples) can provide insight into their literacy knowledge? 

• What adaptations to assessments are needed to ensure tasks are culturally and 
linguistically accessible? 

• Is there a plan to gather classroom-based evidence (e.g., writing journals, book 
browsing behavior, phonological awareness tasks) in both languages? 

Collaborative Analysis and Planning 

• How will the team ensure results are interpreted through the lens of second 
language acquisition and not mistaken for reading difficulties? 

• Who can support interpretation (e.g., bilingual staff, interpreters, family members) 
to validate or clarify responses in the child’s home language? 

• What steps will be taken to avoid over- or under-identification of reading 
difficulties based on English proficiency? 

• What are the next steps for targeted support, instruction, or further evaluation 
across both languages? 
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Appendix Q 

Questions to Guide Conversations About Reading Assessment 
Use the questions in this table to support meaningful conversations that lead to better 
instruction and support for students with dyslexia and related conditions. 

Parents/Caregivers Educators Administrators 

What types of literacy 
assessments are used at my 
child’s grade level, and what 
is the purpose of each one? 

How do these assessments 
help identify both my child’s 
strengths and areas where 
support may be helpful? 

How will I be informed of my 
child’s results, and how 
should I interpret the 
information I receive? 

What do you know about my 
child’s development in areas 
like phonemic awareness, 
phonics, reading 
comprehension, and 
engagement with reading? 

Is my child receiving any 
additional reading instruction 
or support, and how is their 
progress being monitored 
over time? 

How do the assessments 
account for my child’s 
language background or 
learning needs (such as for 
multilingual learners or 
students with IEPs/504 
plans)? 

How can I support my child’s 
reading development at 
home, and how can I share 
what I know about their 
learning and language 
background with the school 
team? 

What literacy assessments am 
I expected to use at my grade 
level, and what is the purpose 
of each (e.g., screening, 
diagnostic)? 

How can assessment data 
help me identify students’ 
strengths and plan meaningful 
instruction? 

How do I access and interpret 
assessment data in ways that 
guide instruction and support 
effective communication with 
families? 

What do my students’ data 
tell me about their 
development in areas like 
phonemic awareness, phonics, 
comprehension, and reading 
engagement? 

How do I review which 
students are receiving 
additional support and 
monitor their progress within 
our school’s MLSS? 

How do assessment tools and 
practices reflect the diverse 
language, cultural, and 
learning needs of my 
students? 

How can I partner with 
families to support reading 
development at home and 
learn more about each 
student’s language 
background and learning 
history? 

What assessments are required 
at each grade level, and how 
are they aligned to statutory 
requirements (e.g., Act 20)? 

How does our system use 
screening data to identify 
trends, strengths, and needs 
across student groups and 
guide responsive supports? 

How are assessment results 
communicated clearly and 
consistently to educators and 
families? What support is 
provided for interpretation and 
next steps? 

Which student performance 
trends in foundational literacy 
skills guide our schoolwide 
planning? 

What systems are in place to 
ensure that students receive 
timely intervention, and how is 
progress data collected and 
reviewed? 

How are our assessments and 
instructional decisions 
responsive to the strengths 
and needs of diverse learners, 
including MLs and students 
with disabilities? 

How do we support educators 
in building strong partnerships 
with families to co-plan literacy 
supports and ensure culturally 
responsive practices? 
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Appendix R 

Licensing for Reading Professionals 
When considering how best to serve students with dyslexia and related conditions, 
matching the student with the most highly qualified educator can be a way to accelerate 
student learning. Educator licensing is one way to measure an educator’ s qualifications. 

Wisconsin has two licenses unique to reading: reading teacher and reading specialist. Both 
licenses require a path to licensure (often graduate coursework) beyond initial 
certification.  

• A reading teacher license requires two years of full-time teaching experience. A 
reading teacher has training beyond initial certification about reading instruction 
and assessment.  

• A reading specialist license requires three years of full-time teaching experience. A 
reading specialist has training beyond that of a reading teacher, which includes 
working with adults and building K - 12 systems. 

Licensing for Reading Intervention 

Both universal instruction and intervention must be taught by appropriately licensed 
educators. An individual who teaches reading intervention for more than one period per 
day and/or to students who are not assigned to that teacher for the rest of the day must 
hold a reading teacher license (more information at 
https://dpi.wi.gov/licensing/general/what-can-i-teach). A reading teacher license can be 
added to a teaching license after one has taught full-time for two years and completed an 
approved path to licensure (such as a preparation program or preparation through a 
district-sponsored process). The following should be considered: 

• At the secondary level, only individuals with a reading license may provide reading 
intervention. An individual with a license to teach content at the secondary level 
(such as a license to teach English language arts or mathematics in grades 4 - 12) is 
not licensed to teach reading or reading intervention; and 

• For students with IEPs, specially designed instruction for reading can be delivered 
by someone who holds a special education and/or a reading teacher license. 

• In addition to the appropriate licensure, universal instruction and intervention relies 
on educator expertise. Educators need on-going professional learning related to 
grade-level standards, literacy assessments, effective instructional strategies, and 
use of information from a comprehensive assessment system so they can make 
responsive teaching decisions unique to each child. 

Licensing for Reading Specialist 

Wis. Statute 118.015 requires each school district to have a district reading specialist. The 
duties of a district reading specialist, as defined by statute are:  

• Implement a reading curriculum in grades kindergarten to 12; 

• Act as a resource person to classroom teachers to implement the reading 
curriculum; 

• Work with administrators to support and implement the reading curriculum; 

• Conduct an annual evaluation of the reading curriculum; and 

• And coordinate the reading curriculum with other reading programs and support. 
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Appendix S 

Assistive Technology for Students with Dyslexia and Related Conditions 
 
Assistive technology (AT) can support access and participation in reading, writing, and 
spelling. Not all students with dyslexia or related conditions need or benefit from AT. The 
use of AT should be individualized and designed to complement, not replace, high-quality 
literacy instruction. Examples include built-in device settings, web applications, apps, and 
browser extensions that allow users to adjust displays or enable text-to-speech and 
speech-to-text features. 

E-Reading- Some students with dyslexia and related conditions may find it easier to read 
when the spacing between lines, between words, or even between the characters within 
words is increased (Schneps et al., 2013, Dawson et al., 2018). Others may not need these 
changes. Settings and extensions can help reduce distractions on the screen. Examples of 
free options include: 

• Adjust spacing or shorten lines in Word or Google Docs. 

• Use browser extensions (e.g., Readability, Mercury, AT Bar) to change how text 
appears. 

• Change display settings on devices to adjust spacing and make text easier to see. 

Accessing texts- For students who have word-level difficulties, technology can allow a 
student to access content by listening to text instead of (or in addition to) reading it. Here 
are some examples: 

• Audiobooks are recorded books that are narrated by human readers. Audiobooks 
are increasingly available at school and public libraries. Audiobooks do not display 
text, so consider limiting the use of these technologies when the goal is learning to 
read.  

• E-books are electronic versions of printed books displayed on a computer or 
handheld device. Some, but not all, e-books may be read aloud by a computerized 
(synthesized) voice. Find these at your school or public library or through 
bookshare.org and uniteforliteracy.com. 

• Text-synched audiobooks are audiobooks that are read aloud by the device while 
the words that are being spoken are highlighted. Some tools that allow for this 
feature include bookshare.org, uniteforliteracy.com, and Beeline Reader and Voice 
Dream (available as apps). 

• Text-to-speech ATs that read text aloud, including webpages and PDFs include 
built-in computer settings, such as Microsoft’s Narrator or Apple’s VoiceOver, as 
well as extensions such as Read&Write, Speechify, NaturalReader, and Voice Dream 
Reader. 

Text complexity- Technology tools can either decrease the complexity of the text, or 
define words in accessible ways. Some examples include the extension Snap & Read 
Universal, Rewordify, an app through Read&Write, and the websites Newsela and 
Dictionary.com website which includes a synonym complexity slider. 

Composing texts- Speech to text, or dictation apps, are often built into computer 
programs and online word processing applications. These include IOS Dictation, Windows 
Speech Recognition, Microsoft Office Dictate and Google Docs Voice Typing. 

Additional suggestions from Wisconsin educators and families- OpenDyslexic app for 
adjusting font and Storylineonline.com for picture books read aloud by celebrities.  
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Appendix T 

Example Accommodations for Dyslexia and Related Conditions  
Listed below are accommodations to consider for students who exhibit characteristics of 
dyslexia and related conditions. Specific accommodations should be selected based on 
individual strengths and needs and should not replace instruction and independent 
engagement in reading and writing. 

Reading 

• Allow audio books and/or text-to-speech software when the goal is to access text, 
not learning to read 

• Utilize outlines, summaries 

• Preview questions and vocabulary 

• Allow shared reading or partner reading 

Writing 
• Grade for content rather than spelling 

• Allow students to dictate work to an adult 

• Substitute alternative projects for written reports 

• Utilize speech-to-text software 

• Reduce written work 

• Minimize copying 

• Accept oral responses, reports, and presentations 

Testing 
• Provide extra time 

• Review directions orally 

• Read tests orally 

• Allow dictated responses 

Homework 
• Reduce reading and writing requirements 

• Limit time spent on homework 

• Provide extra time 

Instruction 
• Break tasks into small steps 

• Give directions in small steps 

• Give examples and model behavior 

• Emphasize daily review 

• Provide copies of lecture notes 

Classroom 
• Post schedules and maintain routines 

• Record assignments on a class calendar 

• Use color-coding to organize materials and information 

• Coordinate preferential seating 

• Avoid requiring students to read aloud in front of a group 
 


