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Recommended Instructional Approaches 

Introduction 

This section of the toolkit describes the instructional approaches for dyslexia 
interventions that are recommended by Indiana Dyslexia Screening and Intervention 
Act1. These approaches are used in instruction that is provided in addition to 
scientifically-based core reading instruction in general education. Instructional 
approaches are the methods and practices used to teach students content, not the 
content itself. In other words, instructional approaches provide teachers with guidance 
on how to deliver instruction to students, not what to teach. The Indiana Dyslexia 
Screening and Intervention Act1 does not require schools to use a specific program, 
curriculum, or product for students who require dyslexia intervention; however, it does 
recommend that dyslexia interventions include instructional approaches that are:  

● explicit and direct  
● systematic and sequential  
● cumulative 
● individualized 
● multisensory 

These recommended approaches are evidence-based, which means they are 
supported by high-quality experimental research2 and have led to improved reading and 
writing outcomes for all students, including those with and at risk for reading disabilities 
such as dyslexia3,4,5,6. Additionally, these approaches are aligned with Structured 
Literacy, an approach recommended by the International Dyslexia Association7. 

The recommended instructional approaches can be implemented in various settings 
including: 

● general or special education settings, 
● tiered systems of support (e.g., Response to Intervention [RTI], Multi-Tiered 

Systems of Support [MTSS]), and 
● specially designed instruction.  

Resources to support the use of these recommended approaches are available in the 
Recommended Approaches Resources section of this toolkit. 

Explicit and Direct Instruction 

Explicit and direct instructional approaches are fully-guided and structured teaching 
methods that incorporate specific procedures for selecting lesson content, designing 
lessons and practice opportunities, and delivering lessons to help students meet 
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specific learning goals8,9. Table 1 lists these elements of explicit instruction. Explicit 
instruction is used when students are learning new skills and content (i.e., they are 
beginners) or when students have experienced difficulty in a content area8,10. Explicit 
and direct instructional approaches are supported by decades of research and have led 
to positive outcomes in all academic areas11. These methods do not require students to 
guess or imply what the teacher is trying to teach10. Archer and Hughes’ (2010)8 

definition of explicit instruction also incorporates the other instructional approaches 
(e.g., systematic, sequential, cumulative, diagnostic) recommended by the Dyslexia 
Screening and Intervention Act1.  

Table 1. Elements of Explicit Instruction 

Content & Practice Design Elements Delivery Elements 

● include only the 
most important 
skills, vocabulary, 
concepts, and/or 
rules 

● sequence skills 
logically 

● break down 
complex skills into 
smaller steps 

● frequent practice 
opportunities 

● clearly stated lesson 
goals and relevance 

● review of 
prerequisite skills 

● models/step-by-step 
demonstrations 

● guided practice 
● clear and concise 

language 

● multiple 
opportunities to 
respond 

● monitoring of 
students’ 
performance 

● feedback  
● pacing 

 

Note. Adapted from Archer and Hughes (2010)8. 

Systematic and Sequential 

Instruction that is systematic is highly-structured8. Instruction that is sequential ensures 
that skills are sequenced logically (i.e., easier or prerequisite skills are taught before 
more difficult skills) and that each lesson builds upon previously taught skills8. For 
example, a scope and sequence for decoding skills would introduce single-syllable 
words (e.g., cat, list), before words with two or more syllables (e.g., oyster, giant). When 
lessons and interventions have a carefully planned scope and sequence, then this 
reduces the cognitive demands placed on students’ working memory12. In other words, 
teaching skills in small chunks and a predictable sequence allows students to focus on 
the most important information and helps them more fully process that information12. 
Although most commercially-published curricula and programs have a scope and 
sequence, this dyslexia toolkit also includes a general scope and sequence for each of 
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the components of reading (e.g., phonological awareness, letter-sound 
correspondences, decoding).  

Cumulative Review 

Interventions for students with dyslexia should also incorporate frequent cumulative 
review, which involves reviewing previously learned skills, in addition to new skills8. 
Cumulative review promotes maintenance or retention of skills over time13. In a dyslexia 
intervention, a teacher might have students review their previously learned letter-sound 
correspondences (e.g., ai, ay, t, ch, d) at the beginning of each lesson or at pre-
determined intervals such as once or twice a week. Once a student has initially acquired 
a reading skill, then spacing out or distributing cumulative review practice sessions over 
that skill helps students maintain their skills over time13.  

Individualized Instruction 

Instruction is individualized when it is based on assessment data from various sources 
(e.g., dyslexia screeners, progress monitoring assessments, diagnostic assessments, 
classroom formative assessments). This data is used to determine a student’s current 
level of achievement or performance (i.e., baseline), and then plan and adjust 
instruction to meet the needs of that student. For example, if assessment data show 
that a student has mastered decoding short vowels in single-syllable words, but has not 
yet mastered decoding long vowel patterns in single-syllable words, then the teacher 
would plan to begin new instruction on long vowel patterns. Additionally, teachers can 
conduct error analyses on assessments to determine where and why errors are 
occurring and plan instruction to address those errors.  

Instruction can also be individualized when assessment data is used to adjust 
instruction or intensify interventions, a process known as data-based individualization 
(DBI)14. “DBI relies on the systematic and frequent collection and analysis of student-
level data, modification of intervention components when those data indicate 
inadequate response, and use of teachers’ clinical experience and judgment to 
individualize intervention” (National Center for Intensive Intervention, 2013, p. 3). The 
changes made to instruction can be quantitative or qualitative. Table 2 lists examples of 
quantitative and qualitative changes to instruction that can be made using a DBI 
process. 
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Table 2. Qualitative and Quantitative Changes in Data-Based Individualization 

Quantitative Changes Qualitative Changes 
● reduced group size 
● additional intervention time (e.g., 

more days per week, more time 
per session) 

● different setting 

● selection of examples specifically 
tailored to students’ needs 

● additional practice opportunities 
● feedback and error correction 

Note. Adapted from National Center for Intensive Intervention’s Data-Based Individualization: A 
Framework for Intensive Intervention14. 

Quantitative Changes Example: A teacher is providing dyslexia intervention to a small 
group of first grade students three times per week. The teacher is currently teaching 
students to read consonant digraphs (e.g., sh, ch) in isolation and real words. The 
teacher realizes that two of the four students in the small group are having difficulty with 
consonant digraphs, even after receiving direct and explicit instruction. The teacher 
decides to work with those two students for two extra days (in addition to the three days 
they’re already receiving). The teacher reduced the group size and increased the 
amount of instruction for the two students. 

Qualitative Change Example: A teacher is providing dyslexia intervention to a small 
group of first grade students three times per week. The teacher is currently teaching 
students to read consonant digraphs (e.g., sh, ch) in isolation and real words. The 
teacher realizes that one student has not yet mastered the ch digraph, so teacher 
provides that student with additional practice reading just the ch digraph in words (a 
qualitative change) while the other students in the small group practice partner reading 
words that include all previously taught consonant digraphs.  

Multisensory Elements and Maximizing Student Engagement 

Dyslexia interventions should also incorporate multisensory elements that require 
students to engage with the lesson through more than one modality (auditory, 
kinesthetic, visual, tactile). Multisensory elements act as the “glue” that holds all of the 
other recommended approaches together and promote student engagement and 
interaction in a lesson. Dyslexia interventions may include multisensory elements such 
as clapping while saying sounds, using chips or counters to segment sounds, moving 
letter tiles to create words, etc. For example, when students are learning the letters of 
the alphabet, they would say the name of the letter, say the sound the letter makes, look 
at the letter, and trace the letter. 

Interventions can also maximize students’ engagement by incorporating frequent 
opportunities for students to respond during lessons8,15,16. Teachers should provide 

https://intensiveintervention.org/sites/default/files/DBI_Framework.pdf
https://intensiveintervention.org/sites/default/files/DBI_Framework.pdf
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students with multiple opportunities to respond (OTR) throughout all parts of a lesson 
(e.g., modeling, guided practice, independent practice) because OTRs are associated 
with increased academic achievement and on-task behavior16,17,18.  

Table 3. Examples of Opportunities to Respond 
 

Response Type Examples 

Verbal 

● choral responses 
● partner responses 
● group/team responses 
● individual responses 

Written 

● whiteboards 
● sticky notes 
● worksheets 
● graph paper 
● posters 
● graphic organizers 
● brainstorming 
● warm-up activities or exit tickets 

Kinesthetic 

● response cards 
● touching/pointing 
● acting out 
● gestures 
● hand signals 
● highlighting/underlining 

Technology 
● clickers or remote response systems/apps 
● online quiz sites (Quizlet, Kahoot) 
● plickers 

Note. From Archer & Hughes (2010)8 

Teacher Feedback 

Although teacher feedback is not stated in the Dyslexia Screening and Intervention Act1, 
it is a critical element of instruction that is necessary for students’ success. The purpose 
of teacher feedback is to increase students’ motivation, engagement, and performance 
by affirming correct responses or correcting incorrect responses8,19,20. Feedback should 
be: 

● specific and goal directed, 
● clear and tangible, and 
● provided immediately (or as soon as possible) after the response. 
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Figures 1 and 2 provide guidelines for how to provide affirmative and corrective 
feedback. 

Figure 1. How to Provide Affirmative Feedback for Correct Responses 

 
Note. Adapted from Archer & Hughes (2010)8 

Figure 2. How to Provide Corrective Feedback 

 

Note. Adapted from Archer & Hughes (2010)8 

Resources to Support the Recommended Approaches 

Additional resources to support the recommended approaches are available in the 
Recommended Approaches Resources section of this toolkit. These resources are not 
endorsed by the Indiana Department of Education or the Indiana University system.  

  

 

 Quick/Automatic Correct Response 

 acknowledge response 
and continue lesson 

 Hesitant Correct Response 

 affirm response and add 
explanation  

 

 Incorrect Response to Factual 
Question 

 state or model the correct 
answer 

 have students repeat the 
answer 

 Incorrect Response to Strategy 
Question  

 
guide students to correct 

answer by asking 
questions about the 

   

 
have students complete 
the strategy or steps and 

restate the answer 
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