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Early Reading Intervention Evaluation Project Overview 

 

The evaluation component of the Early Reading Intervention Program serves to examine the impact of the 

intervention program on instructional environments, professional development efforts, and student achievement in 

reading.  The project empirically blends three assessment arenas for the purpose of establishing a relational 

database for the investigation.  The three types of assessment data include:  (1) AIS and stakeholder data through 

assessments and interviews; (2) observational data collected weekly by external observers relative to the 

intervention strategies used in the schools; and (3) student reading achievement data and ESE referral data.  The 

evaluation process involves the use of data from an observation tool developed for the project to determine the 

impact of specific early reading intervention strategies on student achievement in reading. External observers 

trained to identify the various strategies that comprise the early reading intervention program conduct reading 

classroom observations weekly for 20 weeks per academic year. Student data retrieved from standardized reading 

tests and from the ESE department are aligned with the observational data to form a relational database for 

analysis to determine the impact of the program on student reading achievement levels and ESE referral rates.   

Results provide empirical evidence for determining the impact of the early reading intervention program on 

student achievement, instructional environments, and future professional development efforts in reading. The 

findings lend strong evidence for program officials charged with data-driven-decision-making regarding 

professional development and next steps efforts in implementing the early reading intervention program in Santa 

Rosa schools. 

 

Introduction to Year Seven Summary Report (2014-2015) 

 

This report provides year seven findings obtained from the relational database connecting three types of 

assessment data retrieved by the evaluation project:  1) AIS and stakeholder data through assessments and 

interviews; (2) observational data collected weekly by external observers relative to the intervention strategies 

used in the schools; and (3) student reading achievement data and ESE referral data.   A discussion of the 

relational database is presented in section one of this report with a brief description of each of the three types of 

data and their relevance to the response to intervention (RtI) criteria advocated by the Florida State Department of 

Education.  The second section of this report contains specific findings of the year seven efforts of the Santa Rosa 

RtI for struggling readers grounded in the framework approach to Differentiated Reading Instruction with 

Academic Instruction Specialists (AIS) and specific reading models as the response to intervention program for 

grades kindergarten to three in 2014-2015.  Section three of this report provides a comparative analysis of the 

evaluation findings from year one, year two, year three, year four, year five, year six, and year seven of the Early 

Reading Intervention Evaluation Project.  Section four of this report provides a summary of the findings with 

empirical evidence defining the impact of the early reading intervention program on student achievement, 

instructional environments, and future professional development efforts in reading from year one to year seven 
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(2008-2015). The final section of the report provides recommendations to Santa Rosa County School District for 

moving ahead with specific focus areas and next steps for continued professional development in RtI efforts. 

 

Section I:  Evaluation Project Relational Database 

 

The relational database that connects the three types of assessment data retrieved by the evaluation project:  1) 

AIS and stakeholder data through assessments and interviews; (2) observational data collected weekly by external 

observers relative to the intervention strategies used in the schools; and (3) student reading achievement data and 

ESE referral data provides the appropriate mechanism for determining interaction impact effects of the response 

to intervention program efforts.  This concept is exemplified in Figure 1. 

 

Figure 1 

Relational Database Structure and Impact (applied annually from 2008 to 2015) 
 

         Phase I    Phase II         Phase III 
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Discussion of Figure 1 

Pre and post assessments of the summer professional development component with the AIS 

constituents and discussions with stakeholders (district leaders) comprise Phase One of the RtI 

evaluation process.  Phase Two of the evaluation project or the Implementation of the RtI 

strategies within classrooms is the observational data collection phase.  Trained external 

observers completed two 15-minute observations once a week per school in randomly selected 

classrooms in grades Kindergarten to grade four for 10 weeks during the first academic semester 

(Fall 2014) using an observation form developed and pilot tested prior to the implementation of 

the evaluation project.  Appendix A contains a copy of the observation instrument and the 

resulting pilot test of the instrument relative to reliability and validity as well as inter-rater 

reliability information obtained from the observers.  Phase Three of the evaluation project report 

consists of the analysis of observational data from the reading program strategies for the purpose 

of providing formative information to educators regarding a midyear assessment of strategies in 

place in reading.  Phase Four is comprised of the continuation of the observations of the RtI 

strategies implemented in the classrooms.  External evaluators completed two 15-minute 

observations once a week per school in randomly selected classrooms for 10 weeks during the 

second academic semester (Spring 2015) for a total of 20 weeks of observations.  Summative 

student achievement/performance data (FCAT scores, ESE Referral Data, and other achievement 

data) were supplied by the district for the Phase Five component of the evaluation project.  Phase 

Six of the evaluation project is the critical, most time consuming component of the evaluation 

project, i.e., the connection of the various data types and sources to generate the relational 

database for the project evaluation.  The culmination of year seven of the evaluation project 

involved interviews and discussions with stakeholders for the cycle to continue the evaluation 

project to maintain a seamless process.  

The use of the three types of data :  1) AIS and stakeholder data through assessments and interviews; 

(2) observational data collected weekly by external observers relative to the intervention strategies used in 

the schools; and (3) student reading achievement data and ESE referral data in the evaluation project is 

advocated by the Florida Department of Education ( FDOE, 2009).  The resulting evaluation of 

year seven (2014-2015) of the Santa Rosa Early Reading Intervention Program is exemplary of 

The Florida Problem Solving/Response to Intervention Project (FDOE, 2011).   

 

Section II:  Specific Analyses and Results of Year Six (2013-2014) of the Santa Rosa Early 

Reading Intervention Evaluation Project 

 

Three areas of discussion comprise the analyses and results reported from Year Seven of the 

Santa Rosa County School District Early Reading Intervention Evaluation Project:  (1) results 

from the professional development component relative to implementation influences; (2) results 

of the observational data analyses or RtI influences on reading achievement; and (3) results of 

student performance levels and ESE referral rates as indicators of the impact of the RtI strategies.  
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Results from the Professional Development Component 

 

Second grade teachers were pre and post assessed using an instrument depicting their degree of 

knowledge and confidence in implementing specific RtI strategies as per the framework 

surrounding differentiated reading instruction (Tyner, 2004).  Results of the professional 

development pre and post assessments are presented in Table 1. 

 

Table 1 

Pre and Post Assessment Results for the Year Seven Summer (2014) Grade 4 Professional 

Development (N=103)  

 

Concept Listing Cog 

Pre 

Cog 

Post 

Affect 

Pre 

Affect 

Post 

Sig Result 

Administering and interpreting 

achievement data 

3.15 3.66 2.82 3.77 <.001 +Post 

Using and incorporating specific reading 

models into reading instruction 

3.01 3.75 2.98 3.80 <.001 +Post 

Using the concept of Compact for 

assigning reading instruction 

2.98 3.62 2.57 3.68 <.001 +Post 

Comprehending the role of RtI in the 

teaching and learning of reading 

2.75 3.32 2.52 3.46 <.001 +Post 

Using basic data analysis software for 

managing data in reading instruction 

3.03 3.31 2.69 3.43 <.01 +Post 

Ways to overcome barriers to parental 

involvement 

3.29 3.83 2.96 3.94 <.01 +Post 

Using data to drive decision-making 

 

1.61 2.62 1.50 2.70 <.001 +Post 

Closing the loop between assessment and 

content in reading instruction 

2.61 3.60 2.34 3.75 <.001 +Post 

Using differentiated instructional 

activities for engaging students in fluency 

building skills 

3.17 3.97 2.81 4.09 <.001 +Post 

Using differentiated instructional 

activities for engaging students in 

vocabulary building skills 

3.21 3.97 2.85 4.15 <.001 +Post 

Using differentiated instructional 

activities for engaging students in 

comprehension building skills 

3.05 4.09 2.87 4.09 <.001 +Post 

Using differentiated instructional 

activities for engaging students in phonics 

(word study) building skills 

3.05 3.98 2.70 4.09 <.001 +Post 

Incorporating the county literacy plan 

guidelines for the 90-minute reading 

block 

3.27 3.88 2.92 4.00 <.001 +Post 
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Using concepts from the Small Group 

Reading Instruction text in the classroom 

2.56 3.89 2.36 3.96 <.001 +Post 

Using strategies for promoting student 

engagement 

3.22 3.89 2.91 4.06 <.001 +Post 

Total Scores 

 

44.10 55.35 37.45 56.97 <.001 +Post 

Overall mean differences between pre and post assessments for the Grade 4 professional 

development are also corroborated in Figure 2 with selected examples of qualitative feedback 

acquired from the summer 2014 professional development institute. 

 

Figure 2 

Qualitative Feedback from PD Year Seven Intervention Program (Summer 2014) 

Teachers’ Perceptions of Differentiated Instruction, RtI, and Integrating Differentiated 

Instruction into the Classroom 

Qualitative Assessment 

Topics 

Selected Teachers’ Responses 

Perceptions of 

Differentiated Instruction 

 

“Differentiated instruction is a method for determining how to 

help struggling readers using focused strategies, including 

interventions appropriate for multiple students (low, medium, and 

high). “ 

 

“Differentiated instruction is a method for incorporating literacy, 

the Tyner Model, appropriate assessment strategies, and 

individualization of instruction.” 

 

“Differentiated instruction involves assembling the pieces of my 

instruction at each level to achieve success for each student 

appropriate to each student’s level of learning.” 

 

Perceptions of Intervention 

Professional Development 

 

“Intervention is learning how to incorporate questioning, writing, 

and groups as we move toward common core requirements.” 

 

“Intervention involves learning how to think about the integration 

of common core into my instruction.” 

 

“Intervention involves connecting the Tyner Method to Common 

Core while retaining the valuable small group instructional 

design.  

 

Results from the Observational Component instructional 

 

An external trained observer visited each elementary school (N=17) twice per week for 20 weeks 

(10 weeks each fall and spring semester) conducting two 15-minute observations of classrooms 

selected at random in grades K-4 at each visit. The observation coding instrument used for 
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conducting the observations is available in Appendix A.  A total of N= 1188 observations were 

performed during the 2014-2015 academic year representing more than 200 classrooms 

comprised of  reading teachers , AIS facilitators, and ESE teachers with the grade level 

distribution and observation frequencies by K-4 classrooms are presented in Tables 2-4. 

 

Table 2 

Frequencies of Observations by Grade Level (K-4) and ESE Classrooms (N=1188 + ESE) 

 

Grade Level f %  Semester f % 

K 207 17%  Fall Semester 618 52% 

1st 208 17%  Spring semester 570 48% 

2nd 286 24%     

3rd 268 23%     

4th 218 18%     

ESE 9   1%     

         TOTAL      1197      100%             TOTAL 1188 100% 

 

Table 3 

Frequencies of Observations by School (N=1188) 

 

Name of School f %  Name of School f % 

Bagdad Elementary 55 5%  Holly Navarre 

Intermediate 

70 6% 

Berryhill Elementary 74 6%  Holly Navarre Primary 74 6% 

Central Elementary 78 7%  Jay Elementary 72 6% 

Chumuckla 

Elementary 

80 7%  Oriole Beach Elementary 68 6% 

Dixon Intermediate 49 4%  Pea Ridge Elementary 68 6% 

Dixon Primary 70 6%  Rhodes Elementary 71 6% 

East Milton 

Elementary 

76 6%  Russell Elementary 66 5% 

Gulf Breeze 

Elementary 

69 6%  West Navarre 

Intermediate 

73 6% 

    West Navarre Primary 75 6% 

                     TOTAL   1188 100% 
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Resulting mean values (in minutes) for each of the four strands of reading strategies recorded by 

observers in the classroom are presented in Table 4.  

Table 4 

Observations (Average Minutes) of Reading Strategies for 2014-2015 by K-4 Grades (N=1188) 
Grade Level                 N 

(1188) 

Fluency 

Mean(s.d.)  

Vocabulary 

Mean (s.d.) 

Word 

StudyMean 

Comprehension 

Mean (s.d.) 

Kindergarten 207 7.6 (10.2) 6.6(10.5) 30.8(27.5) 14.9(16.0) 

First Grade 208 11.6(12.3) 3.9(8.1) 23.2(24.5) 23.3(19.9) 

Second Grade 286 8.9(9.7) 5.4(9.8) 12.4(20.9) 22.1(18.6) 

Third Grade 268 8.5(9.9)   6.2(11.2)    6.9(13.6)      22.6(19.6) 

 

Fourth Grade 219 7.9(8.6)              5.8(11.1)    4.6(9.5)      26.2(20.7) 

 

Figure 3 

Observed Use of Fluency and Vocabulary Strategies by School (1188 Observations) 
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The observational data depicted in Table 4 and Figure 3 indicate a major focus on the use of 

vocabulary and fluency strategies in the teaching of reading in schools within all three regions 

(north, central, and south) of Santa Rosa County School District and a dominant focus on the use 

of fluency strategies in the middle and north regions of the school district.   

The observed use of word study and comprehension reading strategies is presented in Figure 4. 

 

Figure 4 

Observed Use of Word Study and Comprehension Strategies by School (N=1188 Observations) 

 

 
 

As indicated in Figure 4 the emphasis on word study and comprehension strategies in all of the 

schools observed in the study corresponds to the premise of differentiated reading principles.  

The observed use of comprehension strategies in the classroom is depicted as strongly evidenced 

in intermediate schools (grades 3 and 4) rather than primary schools (grades K-2) and 

corresponds appropriately to the focus strategies typically aligned to these grade levels.  

Observed strategies by grade level are depicted in Figure 5. 



9 

 

Figure 5 

Observed Reading Strategies by Grade Level (N=1188 observations) 

 
Observed reading strategies by grade level (K-4) depicted in Figure 5 offer some descriptive 

patterns of reference relative to four areas of teaching strategies (fluency, vocabulary, word 

study, and comprehension).  The observed use of word study strategies was found to decrease 

substantially from kindergarten classrooms to grade four classrooms while the observed use of 

fluency and comprehension strategies demonstrated a substantial increase from kindergarten to 

grade four.   

The type of class arrangement (full class, small groups, or students working alone) was 

recorded in the observational data with resulting information depicted in Figure 6.  
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Figure 6 

Observations of Students in Full Class or Small Groups (N=1188 observations) 

 

 

 

The strong focus on using small groups in the teaching of reading in virtually all of the schools 

within Santa Rosa County School District is evidenced in Figure 6 with students working in 

small groups dominating the distribution of elementary schools within the district.  This 

substantially strong focus on small group instruction aligns appropriately with the goals of 

differentiated reading theory.  Observed class arrangements (full class, small groups, or students 

working alone) were also examined relative to grade level as depicted in Figure 7. 
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Figure 7 

Observed Classrooms of Students Working Alone, in Small Groups, or Full Class by Grade Level 

(N=1188 observations) 

 

 
 

The strong focus on using small groups in the teaching of reading is also evidenced in the 

number and frequency level of observations supporting the use of small groups in reading 

classrooms when examined by grade level. The use of full class instruction and students working 

alone were fairly equally distributed by grade level in the year six observations within Santa 

Rosa County School District as evidenced in Figure 7.  The sixth year observations included 

observed classrooms devoted to Grade Four students.  Students working together in groups, a 

classification within the observational instrument was an evidenced practice in Grade Four and 

all grades.  This substantially strong focus on small group instruction aligns appropriately with 

the goals of differentiated reading theory relative to grade level patterns. 
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Relating Observational Data to Achievement Data 

 

Inferential statistical analyses utilizing observational data include the use of Multiple Regression 

Analysis of the observed RtI strategies relative to student performance in end-of-year 

achievement measures as depicted in Tables 5A – 5E (2014-2015) for grades K-4  

 

Table 5A     

Contributions of Strategies to Reading Achievement for Kindergarten (2014-2015) 

Utilizing the Scaled Score as the Measure of Achievement with N= 207 Observations  

 

 

 

    

Word Study  

Strategies (13%) 

Fluency  

Strategies 

(11%) 

Comprehension 

Strategies (12%) 

Vocabulary 

Strategies (14%) 

Small Group 

Strategies 

(16%) 

Phonemic 

awareness (14%) 

Segmented/blend 

sounds (9%) 

Hear/record 

sounds (4%) 

Sentence using 

word (3%) 

Repeated 

Reading (10%) 

Choral 

Reading (11%) 

Other fluency 

(2%) 

Intro vocabulary 

for reading (15%) 

Summarizing 

reading (11%) 

Questions before 

reading (4%) 

Retelling during 

reading (3%)  

Revisiting 

vocabulary (10%) 

Flashcard words 

(9%) 

Defining 

vocabulary (7%) 

Introducing 

vocabulary (5%) 

 

Pairs (15%) 

Small Groups 

(14%) 

Full Class (9%) 

Other groupings 

(1%) 

 

 

Table 5B     

Contributions of Strategies to Reading Achievement for First Grade (2014-2015) 

Utilizing Scaled Scores as the Measure of Achievement with N=208 Observations  

 

 

 

    

Word Study  

Strategies 

(24%) 

Fluency  

Strategies 

(20%) 

Vocabulary 

Strategies (9%) 

Comprehension 

Strategies (19%) 

Small Group 

Strategies 

(17%) 

Word Scramble 

(20%)  

Guess My Word 

(16%) 

Sentence Using 

Word (15%)          

Blend Sounds 

(8%) 

Lead reading 

(14%) 

Echo reading 

(8%) 

Partner reading 

(6%) 

Repeated 

reading (6%) 

Picture Walk (8%) 

Flashcard Words  

(6%)  

Guess My Word 

(3%) 

Illustrating 

Vocabulary (1%) 

Other (1%) 

 Intro vocabulary 

in reading (16%) 

Connections in 

reading (9%) 

Teacher questions 

during reading 

(5%) 

Other (2%) 

Students in 

small groups 

(13%) 

Students in 

Full Class 

(10%)  

Students in 

pairs (6%) 

 

TOTAL COMBINED CONTRIBUTION TO READING ACHIEVEMENT (53%)  

TOTAL COMBINED CONTRIBUTION TO READING ACHIEVEMENT (36%)  
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Table 5C  

Contributions of Strategies to Reading Achievement for Second Grade (2014-2015) 

Utilizing Scaled Scores as the Measure of Achievement with N= 286 Observations 

 

 

 

    

Word Study  

Strategies (13%) 

Fluency  

Strategies (17%) 

Comprehension 

Strategies (22%) 

Vocabulary 

Strategies 

(11%) 

Small Group 

Strategies 

(15%) 

Phonemic Awareness 

(12%) 

Word Ladders (8%) 

Phonics Activities (7%) 

Guess My Word (3%) 

Whisper reading (2%) 

Other (2%) 

Lead Reading 

(16%) 

Model Fluency 

(15%) 

Choral Reading 

(10%) 

Other (5%) 

 

 

Teacher questions 

during reading 

(18%) 

Peer Discussions 

on Reading Tasks 

(8%) 

Summarizing 

Reading (6%) 

Other (2%) 

Flashcard 

words 

(10%) 

Sight Word 

Games 

(6%) 

Introducing 

Vocabulary 

(2%) 

Students in 

small groups 

(13%) 

Students in 

full class 

(11%) 

Students in 

pairs (8%) 

 

 

Table 5D    

Contributions of Strategies to Reading Achievement for Third Grade (2014-2015) 

Utilizing Scaled Scores for Reading as the Measure of Achievement with N =268 Observations 

 

 

 

    

Word Study  

Strategies (15%) 

Fluency  

Strategies (12%) 

Comprehension 

Strategies (26%) 

Vocabulary 

Strategies 

(10%) 

Small Group 

Strategies 

(22%) 

Guess my word 

(12%) 

One-to-One 

Matching                   

(10%) 

Word Scramble 

(9%) 

Sentence Using 

Word (8%) 

Choral reading (10%) 

Lead reading (9%) 

Model fluency (7%) 

Repeated reading 

(6%) 

Partner Reading (4%) 

 

Questions before 

reading (17%) 

Summarizing 

reading (15%) 

Picture walk 

narrative (4% ) 

Teacher questions 

during reading 

(3%) 

 Other (1%)                 

Flashcard 

words 

(9%) 

Illustrating 

vocabulary 

(8%) 

Picture 

walk (6%) 

Other (4%) 

 

Students in 

small groups 

(20%) 

Students in 

full class (6%) 

Students in 

pairs (8%) 

 

 

 

 

 

TOTAL COMBINED CONTRIBUTION TO READING ACHIEVEMENT (25%) 

TOTAL COMBINED CONTRIBUTION TO READING ACHIEVEMENT (33%) 
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Table 5E    

Contributions of Strategies to Reading Achievement for Fourth Grade (2014-2015) 

Utilizing Scaled Scores for Reading as the Measure of Achievement with N =219 Observations 

 

 

 

 

    

Word Study  

Strategies (19%) 

Fluency  

Strategies (13%) 

Comprehension 

Strategies (22%) 

Vocabulary 

Strategies 

(13%) 

Small Group 

Strategies 

(20%) 

Guess my word 

(11%) 

One-to-One 

Matching                   

(9%) 

Word Scramble 

(7%) 

Sentence Using 

Word (5%) 

Choral reading (11%) 

Lead reading (10%) 

Model fluency (4%) 

Repeated reading 

(3%) 

Partner Reading (2%) 

 

Questions before 

reading (20%) 

Summarizing 

reading (18%) 

Picture walk 

narrative (4% ) 

Teacher questions 

during reading 

(2%) 

 Other (1%)                 

Flashcard 

words 

(8%) 

Illustrating 

vocabulary 

(7%) 

Picture 

walk (1%) 

Other (1%) 

 

Students in 

small groups 

(19%) 

Students in 

full class 

(11%) 

Students in 

pairs (8%) 

 

Table 5F     

Summary Contributions of Strategies to Reading Achievement for Grades K-4 (2014-2015) with 

N=1188 total observations 

 

  

 

 

     

Grade Level Word 

Study  

Strategies  

Fluency  

Strategies  

Comprehension 

Strategies  

Vocabulary 

Strategies  

Small 

Group 

Strategies 

Overall 

Contribution 

Kindergarten 13% 

 

11% 12% 14% 16% 53% 

First Grade 24% 

 

20% 19% 9% 17% 36% 

Second 

Grade 

13% 17% 22% 11% 15% 25% 

Third Grade 15% 

 

12% 26% 10% 22% 33% 

Fourth 

Grade 

19% 13% 22% 13% 20% 27% 

 

RtI strategies were found to contribute significantly to end-of-year reading achievement (53% of 

the variability in reading achievement accounted for in reading achievement for kindergarten, 

      SUMMARY COMBINED CONTRIBUTION TO READING ACHIEVEMENT  

TOTAL COMBINED CONTRIBUTION TO READING ACHIEVEMENT (27%) 
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36% of the variability in reading achievement for grade one, 25% of the variability in reading 

achievement for grade two, 33% of the variability in reading achievement for grade three, and 

27% of the variability in reading achievement for grade four) as observed during the seventh 

year of the Early Reading Intervention Evaluation Study.  Overall significant construct 

contributions within the RtI framework that emerged as significant predictors or contributors to 

student reading achievement include the following: Comprehension, fluency with specific 

percents (R square) or levels of contribution delineated in Tables 5A to 5E.   Specific 

contributions of strategies that were found to contribute significantly to the constructs (Word 

Study, Fluency, Vocabulary, and Comprehension) are listed in order of significance in Tables 5A 

to 5E.  The use of small groups as an RtI strategy was also found to be a significant contributor 

to students’ reading achievement outcomes in end-of-year reading achievement levels.   

 

   Results from Student Performance Measures 

 

The analysis of data procedures used in examining student performance measures includes 

specific descriptive and inferential statistical efforts.  This presentation focuses on examining 

student performance measures relative to the specific RtI reading models utilized by the district.  

Each grade (K-4) is presented relative to the various model effectiveness outcomes as depicted 

by the student performance measures.  The types of performance measures used for analysis 

differ for each grade level as depicted in Figure 8.  Descriptions of the RtI reading models are 

depicted in Figure 9. 

 

Figure 8 

Types of Student Performance Measures by Grade Level (2014-2015) 

 

Grade Level Types of Student Performance Measures 

 

Kindergarten Discovery Education Assessment (DEA) predicts performance on FCAT 

First Grade Discovery Education Assessment (DEA) predicts performance on FCAT  

Second Grade Discovery Education Assessment (DEA) predicts performance on FCAT 

Third Grade FCAT2.0 & Discovery Education Assessment  

Fourth Grade Discovery Education Assessment (DEA) predicts performance on FCAT 

ESE Students Florida Alternative Assessment (FAA)  

 

Figure 9 

Descriptions of RtI Reading Models for N=68 Types of Reading Interventions (2014-2015) 

 

 

RtI Reading 

Models 

Early Intervention Model Descriptions 

EIB ESE Student 

 

EIS Student taught by AIS 
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EIT  Classroom teacher provides Tyner small group instruction during 90 minute 

block 

EII Push in during 90 minute block 

 

EIA Pull out for entire 90 minute block with AIS 

 

EIH iii provided by homeroom teacher in addition to 90 minute block 

 

EIP Push in iii (takes place in the classroom, but in addition to the 90 minute 

block and provided by someone other than the homeroom teacher 

 

EIO Pull out iii in addition to 90 minute block 

 

Other Models Each of the seven models has the potential for diversified patterns, i.e., the 

addition of “H” or “O” or “T” as an extension or added intervention strategy.  

Therefore, the number of other models currently in use within the district in 

K-3 exceeds the seven depicted in the RtI Models listed here. 

 

The resulting impact on student performance measures relative to various RtI Reading Models 

implemented for grades K-4 is depicted in Table 6.  The implementation of early reading 

intervention strategies across the grade levels in 2013-2014 for K-4 evolved into 68 separate 

types of intervention strategies.   Results of the impact of the specific intervention models 

determined no statistically different mean scaled scores among a majority of the intervention 

levels (see the interpretation column on the chart in Table 6).  Therefore, the results of the 

combined grades K-4 involved in direct intervention as struggling readers indicate that there is 

no significant difference in the means between the scaled score groups by RtI.  Implications of 

this finding are positive for support of these 68 RtI efforts in closing/preventing potential gaps in 

reading between struggling readers and non-struggling readers.  Improving reading achievement 

for all readers and narrowing the gap between struggling readers and non-struggling readers in 

grades K-4 is the premise of the early reading intervention program and the basis for the analysis 

and interpretation of data in Tables 6 and 7 and Figures 10-19.    Narrowing the reading 

achievement gap between struggling readers and non-struggling readers is the mission of the 

response to intervention approach.  Support for closing reading achievement gaps in grades K-4 

is evidenced in these analyses.  
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Table 6  

Resulting Mean DEA Scaled Scores for Early Interventions for Grades K-4 (N = 5,744) students 

receiving interventions in 2014 – 2015.   

 

        Interpretation 
Early 

Intervention 

Code 

Mean=1428 

EI

# 

KG 1 2 3 4 Greater Than 

or Less Than 

Non-struggling 

EIA 1 1294 1352 1466 1416 1574 > 

EIB 2 1261 1372 1435 1488 1565 > 

EIBC 3 1288 1372 1417 1486 1569 > 

EIBCH* 4 1244 - - - 1443 > 

EIBCI* 5 1258 - - - 1460 > 

EIBCP 6 1296 1327 - - 1613 > 

EIBCT 7 1270 1348 1447 1473 1580 > 

EIBH 8 1160 1391 1499 1509 1541 > 

EIBHI* 9 1222 1381 - - 1659 > 

EIBHT 10 1243 1365 1435 1547 1544 > 

EIBI 11 1283 1489 1456 1429 1513 > 

EIBIP* 12 1358 1277 - - 1508 > 

EIBIS 13 1332 1422 1420 1478 1506 > 

EIBIT 14 1255 1371 1433 1479 1563 > 

EIBOS 15 1266 1269 1483 1462 1548 > 

EIBP* 16 1245 1367 - - 1491 .> 

EIBPT 17 1253 1374 1454 1440 1600 > 

EIBS 18 1272 1376 1466 1473 1551 > 

EIBST* 19 1226 - - - 1672 > 

EIBT 20 1240 1376 -- 1470 1429 > 

EIC 21 1281 1362 1430 1490 1574 > 

EICHT 22 1210 1347 1416 1502 1524 > 

EICI* 23 1404 1366 - - 1594 > 

EICIT* 24 1321 1277 - - 1429 > 

EICPT 25 1321 1350 1429 1502 1582 > 

EICT* 26 1258 - - - 1619 > 

EIH 27 1286 1367 1434 1469 1502 > 

EIHI 28 1260 1327 1425 1474 1498 > 

EIHIP 29 1262 1414 1389 1537 1657 > 

EIHIS 30 1294 1235 1480 1499 1481 > 

EIHIT 31 1370 1287 1509 1508 1532 > 

EIHO 32 1296 1343 1421 1448 1580 > 

EIHOP 33 1271 1422 1449 1464 1564 > 

EIHOS 34 1316 1314 1442 1423 1579 > 

EIHOT 35 1291 1421 1415 1474 1466 > 
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EIHP 36 1267 1394 1403 1474 1559 > 

EIHPT 37 1232 1353 1531 1482 1540 > 

EIHST 38 1264 1357 1410 1500 1592 > 

EIHT 39 - 1342 1430 1479 1346 > 

EII 40 1286 1366 1436 1493 1552 > 

EIIOS 41 1273 1363 1435 1564 1561 > 

EIIOT 42 1297 1342 1424 1481 1619 > 

EIIP* 43 - - - - - < 

EIIPS 44 1290 1341 1336 1507 1429 > 

EIIPT 45 - 1283 1399 1491 1549 > 

EIIS 46 1262 1312 1406 1507 1569 > 

EIIST 47 1205 1447 1431 1503 1479 > 

EIISW 48 1270 1380 1395 1508 1557 > 

EIIT 49 - - - 1511 1585 > 

EIITW 50 1281 1346 1434 1496 1582 > 

EIO 51 1290 1386 1400 1476 1600 > 

EIOPS 52 1262 1354 1440 1469 1551 > 

EIOPT 53 1329 1330 - 1455 1597 > 

EIOS 54 1281 1302 1424 1573 1496 > 

EIOST 55 1274 1359 1425 1474 1547 > 

EIOT 56 1266 1363 1443 1480 1592 > 

EIP 57 1256 1332 1441 1463 1559 > 

EIPS 58 1275 1363 1428 1454 1553 > 

EIPST 59 - - -- - - < 

EIPT 60 1269 1250 1376 - 1626 > 

EIPTW 61 1278 1371 1433 1483 1552 > 

EIPS 62 - - - - - > 

EIS 63 1261 1344 1394 1428 1618 > 

EIST 64 1260 1357 1412 1428 1519 > 

EISW 65 1405 - - - - > 

EIT 66 1270 1365 1438 1484 1582 > 

EITW 67 1247 1338 1424 1503 1573 > 

EIW 68 1257 1339 1363 1471 1628 > 

*The highlighted interventions align with DEA scores “below average” for non-struggling readers indicating only 

eleven types of interventions produced scores below 1428. 

NOTE:  Number of interventions resulting in scores greater than 1428: 65 out of 68  

NOTE:  Number of students scoring greater than 1428: 99.9% of the students 

Table 7 Resulting Mean Scores for DEA Scaled Scores over Three Time Periods for 2014-2015  

Grade Level N Mean DEA 1 Mean DEA 2 Mean DEA 3 

Kindergarten 1635 1227 1281 1345 

Grade One 1506 1285 1345 1470 

Grade Two 1404 1431 1472 1486 

Grade Three 1310 1452 1501 1545 

Grade Four 1052 1543 1578 1624 
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Figure 10   

Resulting DEA Scaled Scores for Three Measurement Times for Kindergarten (2014-2015) 

              

 
 

Figure 11 

Resulting DEA Scaled Scores for Three Measurement Times for First Grade (2014-2015) 
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Figure 12 

Resulting DEA Scaled Scores for Three Measurement Times for Second Grade (2014-2015) 

 

 

 

                       

 
 

Figure 13 

Resulting DEA Scaled Scores for Three Measurement Times for Third Grade (2014-2015)  
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Figure 14 

Resulting DEA Scaled Scores for Two Measurement Times for Fourth Grade (2014-2015)  

                       

The DEA is administered (fall, midyear, and spring).  Thus, the depiction levels and performance 

levels of the probability of success for students in reading achievement using the DEA three-fold 

assessment as the predictor is fairly consistent and accurate.  Therefore, the DEA serves as 

another type of empirical evidence of the district’s ongoing successful effort in closing the gap 

between struggling readers and non-struggling readers.     

 

 

Additional information regarding empirical evidence supporting the district’s efforts to close 

gaps between struggling readers and non-struggling readers was generated through the analyses 

performed on third grade and fourth grade FCAT reading scores.  These results are presented in 

Figures 15-18.      
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Figure 15 

Distribution of Third Grade Students for FCAT Reading Subscales Raw Scores (2013-2014) 

                        
Figure 16 
Distribution of Fourth Grade Students for FCAT Reading Subscales Raw Scores (2013-2014) 
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Figure 17 

Distribution of Third Grade Students for FCAT Total Reading Subscale (2014-2015) 

                            

 
  Figure 18 

Distribution of Third Grade Students for FCAT Vocabulary Subscale (2014-2015) 

                            

  

Cut Score = 13.7 for struggling 

readers 

Mean = 29.4, s. d. = 4.3 

Cut Score = 0.89 for 

struggling readers  

Mean = 6.3, s. d. =1.8 
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 Figure 19 

Distribution of Fourth Grade Students for FCAT Literature Subscale (2014-2015) 

                     

  

Figure 20 

Distribution of Fourth Grade Students for FCAT Vocabulary Subscale (2014-2015) 

             

 
 

Cut Score = 5.4 for 

struggling readers 

Mean = 18.7, s.d. = 4.5 
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ESE Referrals Across Time Periods within Framework of Reading Intervention Program: 

ESE Referrals were also captured to examine changes in the average numbers of referrals 

for year four relative to previous years.  These findings are presented in Table 8 and 

Figure 22. 

Table 8 

Average ESE Referral Trends by Primary Grades and Across Time Periods (2008-2014) 

Primary 
Grades 
 

Baseline 
Year 

(2007) 

Year One 
(2008-
2009) 

Year Two 
(2009-
2010) 

Year 
Three 
(2010-
2011) 

Year Four 
(2011-
2012) 

Year 
Five 
(2012-
2013) 

Year Six 
(2013-
2014) 

Year 
Seven 
(2014-
2015) 

KG 
 

3.1 7.5 4.5 2.7 1.8 1.3 1.0 0.87 

1st  Grade 
 

10.0 3.8 3.7 2.6 2.1 2.0 1.9 1.0 

2nd Grade 
 

6.9 3.7 2.4 1.8 4.2 2.6 2.4 1.5 

3rd Grade 
 

5.6 2.4 1.5 0.7 4.0 3.2 3.1 2.0 

Repeated Measures ANOVA was  performed to determine significant mean changes over time 

periods by grade level using Baseline data relative to Years One, Two, Three, Four, Five, Six, 

and Seven  (2008 to 2015).  Resulting significant decreases in mean differences were found 

between the number of ESE referrals from Baseline Data (2007-2008) prior to the 

implementation of RtI strategies in reading and the average number of ESE referrals over time.  

  

Figure 22  

ESE Referrals from Baseline Data (2007-2008), Year One Data (2008-2009), Year Two Data 

(2009-2010), Year Three Data (2010-2011), Year Four Data (2011-2012), Year Five (2012-

2013), Year Six (2013-2014), Year Seven (2014-2015) by Grade 

 

Coding Key 

1 = Baseline (2007-

2008) 

2= Year One (2008-

2009) 

3= Year Two (2009-

2010) 

4= Year Three 

(2010-2011) 

5= Year Four (2011-

2012) 

6= Year Five 

(2012-2013) 

7 =Year Six 

(2013-2014) 

8= Year Seven 

(2014-2015) 
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Section III:  Summary of Findings for Year Seven (2014-2015) 

 

Section three of this report provides a summary of the findings with empirical evidence defining 

the impact of the early reading intervention program on student achievement, instructional 

environments, and future professional development efforts in reading from year seven (2014-

2015) of the Santa Rosa RtI Early Reading Program.   

 

 Summary:  Part A  

 

(1) The professional development program included grades k to 4 to the professional 

development roster for year seven. The K-4 reading teachers generated positive cognitive and 

affective outcomes relative to their knowledge levels and attitudes for implementing the early 

reading response to intervention program. Teachers’ entering affective and cognitive levels 

for the 2014-2015 PD sessions sustained consistently high positive levels indicating a rich 

infusion of RtI (in attitude and understanding) of teachers increasing substantially from 

previous exposure years. Both quantitative and qualitative results from the PD evaluation 

indicate K-4 teachers (including the addition of grade four teachers) have fully embraced 

differentiated reading principles and practices for all students as demonstrated by the full 

examination of the reading intervention practices.  

 

(2) The presence of the response to intervention and differentiated reading efforts was evidenced 

in the N= 1188 classroom observations with significant increases in classroom time spent on 

differentiated reading strategies. 

 

(3) Fluency, word study, comprehension, and small group intervention strategies in combination 

were found to account for 53 %, 36%, 25%, 33%, and 27% of the variability in student 

reading achievement for grades K, 1, 2, 3, and 4 respectively indicating the continuance of a 

positive increase in the impact of the intervention strategies on student performance. 

 

(4) Reading intervention Models for 2014-2015 included 68 types of models as compared with 

four models in year one (2008-2009) with a substantial effort demonstrated for 

individualizing interventions to meet specific needs of learners.   

 

(5) Reading achievement gaps between struggling readers and non-struggling readers were again 

found to narrow significantly across all grade levels (K-4) indicating a substantial positive 

impact of the early intervention program.   

  

(6) ESE referrals descreased significantly from the baseline year to year seven. 

 

Summary:  Part B:  Specific research questions were formulated prior to the implementation of 

the RtI program by the evaluation team.  These research questions are listed below with 

responsive discussions relative to the year four evaluation findings. 

 

(a) Is there a difference in the average student reading achievement levels of students 

who have experienced early reading intervention models (AIS models) and those 
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students who have experienced non-AIS reading instruction?  The findings indicate 

a significant narrowing of the reading achievement gap between struggling 

readers and non-struggling readers by more than 99.6% in year seven of the 

implementation of the early intervention program.  

 

(b) Is there a difference in the pre and post cognitive and affective levels of AIS team 

members before implementing the AIS early reading intervention models and after 

seven years of implementing the models?The findings indicate a significant 

positive change in knowledge and attitude of all reading teachers (K-4) based on 

their professional development experiences and responses to knowledge of RtI as 

demonstrated by significant positive cognitive and affective responses to the PD 

Assessment in year seven.  

 

(c) What factors or teaching strategies within the reading intervention models contribute 

significantly to student achievement in reading?The findings indicate:  fluency, 

word study, comprehension, and small group strategies contributed 53%, 36%, 

25%, 33%, and 27% of the variability in student reading achievement for grades 

K, 1, 2, 3, and 4 respectively in year seven of the intervention implementation. 

 

(d) What factors or teaching strategies within the reading intervention models have no 

significant contribution to reading achievement? Year seven findings corroborate 

prior years in growth and movement of findings and indicate specific reading 

intervention models continue to evolve into multiple (N=68) intervention types.  

The significant positive impact of these multiple models of intervention on 

reading achievement is empirically evidenced in year seven with significant 

achievement gains demonstrated in DEA and FCAT and other performance 

measures.     

 

(e) Is there a significant reduction in ESE referrals after implementation of the early 

reading intervention program? 

Significant decreases in ESE referrals were evidenced across time from the 

baseline year (2007-2008) to year six of the early reading intervention 

implementation effort.  Noteworthy accomplishments were recorded relative to 

teachers implementing individualized RtI strategies for all students 

corresponding to the significant reduction in ESE referrals over time, especially 

noted in year seven.   

 

(f)  Is there a difference in the average student reading achievement among the various 

intervention models? Reading intervention Models were found to be earmarked 

for individual student needs rather than specific types with 68 kinds of models 

employed in year seven consistent impact for closing gaps in reading 

achievement between struggling and non-struggling readers. 


