SCREENING FOR RISK AND
CHARACTERISTICS OF
DYSLEXIA
Introduction
Screening students for risk of dyslexia in kindergarten enables early intervention to prevent
reading difficulties from compounding. Screening students for characteristics of dyslexia in first
grade and forward allows for targeted instructional support for student progress. The procedures
and forms in this guide provide a structure for schools to organize assessment tools and conduct
consistent, research-informed screening for identification of risk and characteristics of dyslexia
for students in kindergarten through 8th grade.
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Part 1
What skills should be screened?
Purpose
The District Literacy Screeners Inventory form (see Appendix A and C) is intended to be used at
the school district level to organize student literacy screening tools. Using the organizational
structure presented in this inventory supports a research-informed approach for using data to
optimize the identification of kindergarten (K) students at risk for dyslexia and 1st - 8th grade
students with characteristics of dyslexia. Compiling resources in an organized and unified
format at the district level will support consistent implementation of screening measures and
analysis of student data at the school and educator levels.
This inventory provides the groundwork for the administration and interpretation of student
literacy screeners. It supports compliance with state-mandated literacy screening laws. It also
provides the basis for differentiating student instruction and intervention within a tiered
system of support.
Dyslexia
By completing this inventory, you will ensure that you have the measures needed to identify
students at risk for dyslexia and students demonstrating the primary characteristics of dyslexia.
Odegard et al. (2017) noted that “individuals with dyslexia struggle to read words accurately
and/or fluently, despite receiving the same reading instruction as their peers who acquire the
ability to read words” (p. 1)1.
A team of literacy experts presented a consensus definition of dyslexia that was adopted by the
International Dyslexia Association Board of Directors in November 2002:
Dyslexia is a specific learning disability that is neurobiological in origin. It is characterized by difficulties
with accurate and/or fluent word recognition and by 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 (p. 2)2.

This definition is currently incorporated in many state laws, including Tennessee3–6.
The primary characteristics of dyslexia are demonstrated when students exhibit difficulties with
word reading and spelling. Screening emergent literacy skills allows schools to identify students
who are at risk for reading problems before they are decoding and spelling words. Many
intervention studies have shown that with appropriate and intense early intervention (i.e., in K
through second grade), the overwhelming majority of students will develop early reading skills
and exhibit word reading accuracy scores that are at least at the 30th percentile7. Accurate and
automatic word reading skills are vital for developing independent reading comprehension.
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The goal of screening and identification is to provide students with the preventative and
targeted intervention they need so foundational reading problems do not compound over time.
Research-informed reading development
The Simple View of Reading formula highlights the role of decoding and oral language
comprehension in students’ ability to understand what they read8. Both decoding and language
comprehension must be proficient for reading comprehension to occur. These skills can be
assessed separately, and intervention efforts must be targeted to the student’s specific
weakness. Students may struggle with decoding, language comprehension, or both. Students
with characteristics of dyslexia have weaknesses with the decoding aspect of reading
comprehension, while they typically have average or better oral comprehension skills.
However, some students with characteristics of dyslexia also exhibit weakness in oral language
skills that undergird listening comprehension. It is also possible for students to have both a
specific language impairment and dyslexia.
Scarborough’s Reading Rope figure further details the subskills impacting word reading and
language comprehension9. The rope provides a graphic description of how the two components
are interwoven to produce skilled reading. Many of the subskills noted in the figure, such as
phonological awareness and decoding, are included in universal reading screeners.

The National Reading Panel report identified five essential components needed for reading
instruction: phonemic awareness, phonics (teaching sound-symbol correspondences for
decoding), fluency, vocabulary, and comprehension10. These skills and the subskills that
underlie their development progress on an overlapping continuum.
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The District Literacy Screeners Inventory is organized to reflect the typical development of
these critical components needed for reading comprehension. In the following sections,
subskills are grouped based on the Simple View of Reading and Scarborough’s Reading rope
regarding aspects of print, such as decoding and comprehension. Earlier developing subskills
that support each of these areas are specified as emergent print or emergent comprehension
skills.
When screening kindergarten students, the focus begins with emergent print and emergent
comprehension skills. Some measures of print skills become applicable later in the academic
year. Screening these emergent print and comprehension skills allows for the identification of
students at risk for dyslexia. The goal of this early identification is to address weaknesses in
emergent skills, so those weaknesses do not compound over time and require even more
complex and comprehensive intervention.
Screening for primary characteristics of dyslexia begins in first grade as those emergent print
skills progress, supporting the development of decoding, word reading, and spelling skills.
Screening and responding with intervention as needed in the early grades, K-2, provides the
optimal opportunity to support students who exhibit risk or characteristics of dyslexia.
The specific literacy components that are included in the District Literacy Screeners Inventory
organizational tool are described below.
Emergent print skills
Emergent skills are pre-reading skills that can be assessed to identify students at risk for reading
difficulties such as dyslexia. Emergent print skills are those skills that support decoding (using
sound-symbol knowledge to pronounce a word), word reading (connecting a printed word to its
sound and meaning with accuracy and automaticity), spelling, and accurate text reading.
Phonological awareness refers to the ability to notice and think about all levels of spoken
sounds, from whole words to syllables, onset-rime units, and phonemes.
Assessing phonological awareness skills can identify students who may be at risk for difficulty
developing foundational reading skills. Phonological awareness skills generally develop along a
continuum from awareness of larger sound units (e.g., rhymes) to awareness of the smallest
sound units (i.e., individual phonemes)11. A student’s ability to perform phonological awareness
tasks in Kindergarten is a strong predictor of future reading achievement in the early grades12.
Phonemic awareness refers to the ability to notice and think about the smallest units of speech
sounds, which are represented with letters in an alphabetic writing system such as English.
Phonemic awareness has a significant impact on reading and spelling proficiency13. Therefore,
its development is a good predictor of reading development14. Measures of phoneme
segmentation in the second half of kindergarten are appropriate to show a student’s response
to explicit phonemic awareness instruction. Student performance on phoneme segmentation
measures at that time is highly predictive of future reading ability12.
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Alphabet knowledge refers to the accurate and automatic recognition of letter shapes and
names. Letter naming ability in Kindergarten has predictive value for estimating first grade
reading achievement12,15. The ability to recognize and name letters is a necessary skill for
students to learn the sound-symbol associations needed for phonics instruction15,16.
Sound-symbol recognition refers to knowing the relationship between speech sounds and the
letter or letters used to represent them in print. It is also referred to as the alphabetic principle.
Students must develop the ability to automatically make these associations to decode (letters
to sounds) and spell (sounds to letters) words.
Emergent comprehension skills
Oral vocabulary refers to the words students understand when listening (receptive vocabulary)
and the words students use when speaking (expressive vocabulary). Students use the spoken
words they have heard to make sense of the words they decode in print. Students have a
harder time reading words and mapping them to memory when the words are not already part
of their oral vocabulary. Vocabulary knowledge also is a key contributor to reading
comprehension10.
Listening comprehension refers to a student’s ability to understand language that he or she
hears. The ability to understand language is a necessary component of reading
comprehension17. Oral language refers to spoken language: communicating through speaking
and listening. Oral language and reading have mutual benefits. Oral language impacts reading
comprehension, and reading influences oral language18. As the Simple View of Reading and
Scarborough’s Reading Rope figure have exemplified, reading is a language-based skill8,9.
Students who have a weakness in understanding oral language may be at risk for reading
comprehension difficulties.
Print skills
Decoding refers to using sound-symbol correspondence knowledge to read words. Nonsense
words (i.e., made-up words without meaning that have a typical phonetic spelling) are often
used to screen a student’s ability to apply phonics knowledge to decode an unknown word.
Screening nonsense word reading can help identify children at risk for future reading problems.
While nonwords are useful for screening decoding ability, nonsense word reading should not be
an instructional target. A weakness in this area indicates a need for survey-level assessment in
emergent print skills to target intervention efforts appropriately.
Word reading refers to the ability to accurately and effortlessly read a printed word. This skill is
also referred to as word recognition. Word reading screeners are recommended in early grades
because word reading skills are a strong predictor of reading comprehension19.
Encoding is another word for spelling. A student’s spelling ability reflects their understanding of
sound-symbol relationships as well as conventional spelling patterns. Spelling and reading share
many of the same types of skills (for example, phonemic awareness, sound-symbol
4

relationships, and morphological awareness, which includes affixes and word roots). Analyzing
spelling errors from spelling or writing screeners offers insight into both spelling and reading
development.
Reading comprehension skills
Reading vocabulary refers to printed words that a student understands. It is necessary for
reading comprehension. Students need to know the meaning of the words they are reading.
Students need well developed decoding skills and a large corpus of words in their oral/listening
vocabularies to read words accurately and with understanding.
Reading comprehension is the product of the foundational word reading and language
comprehension skills students need to develop and integrate for skilled reading. Text
comprehension encompasses many cognitive processes and skills. Reading comprehension
screeners vary in the skills they represent and their ability to determine intervention
targets20,21. A maze test, where students select from three given words to fill in a missing word
in a sentence, relies on word recognition and context. When that test is timed, reading fluency
rate also impacts the score22. Passage reading assessments, which require students to read a
passage and answer questions, reflect many reading components, such as attention, memory,
decoding, word reading, vocabulary, and background knowledge. Multiple sources of data
should be considered when determining a student’s ability to comprehend printed text.
Other sources of data and impacts on reading development
Rapid Automatic Naming (RAN) refers to the ability to accurately and automatically name a
repeated sequence of known objects, colors, numbers, or letters. RAN measures are predictive
of future reading ability23,24. RAN is thought to represent some of the complex processes used
in reading. RAN is also connected to reading fluency. RAN tests can help identify pre-readers at
risk for difficulties acquiring beginning reading skills. Students who struggle with reading
sometimes perform slower than their peers on RAN tests. Students who have difficulty with
both RAN and phonological awareness may have more severe reading problems and require
the most intensive intervention. RAN tests measure cognitive processes; RAN itself is not an
instructional target. RAN can improve when other components of reading are targeted for
instruction and subsequently improve25.
Oral reading fluency (ORF) refers to reading aloud at an appropriate rate with word-level
accuracy and expression. Scores obtained from ORF screening measures should reflect data on
both words correct per minute (rate), and total words read correctly (accuracy). Welldeveloped oral reading fluency is the product of achieving proficiency with many integrated
subskills, such as decoding, word recognition, vocabulary, grammar, and oral language.
Screening ORF can identify students at risk for reading underachievement and students who
may need additional skills-based diagnostic assessments26,27. Decoding and emergent print skills
should be examined for students whose ORF scores are below expectations for word reading
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accuracy. ORF can also predict a student’s reading comprehension. Research has shown a high
correlation between accurate, fluent text reading and reading comprehension28.
Family and teacher observations provide additional information about a student’s background
and classroom performance. They can include rating scales or informal descriptions of the
student’s language abilities (speaking, listening, reading, and writing) and behavior in academic
settings. Estimates from several studies revealed that when a parent or sibling has word level
reading problems consistent with dyslexia, the student is four times more likely to have reading
problems than if they come from a family without a history of reading problems29. Thus, it can
be helpful to know if someone in the student’s family struggled with reading.
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Part 2
Organizing your assessment tools
Universal screening is a process for identifying students at risk of later reading problems. In
elementary and middle school, universal screening is typically conducted three times a year
(i.e., fall, winter, and spring). Student scores are often compared to a benchmark goal based on
grade level expectations. Students who score at or above the benchmark score are likely to
achieve future reading goals if they continue to receive strong core instruction. Students who
score below benchmark or below a cut point for risk are not likely to meet subsequent reading
goals unless they receive intensive support and intervention. Students who score well below
the benchmark are likely to need the most intensive intervention. Schools may also use
percentile ranks to decide which students should receive intervention and what level of
intervention they need. For example, a district using the Response to Intervention framework
may determine that all students below the 10th percentile (i.e., students scoring below 90% of
their peers) will receive Tier 3 intervention.
Universal screening measures may be paper and pencil tasks administered directly by the
teacher or computer-administered. In a computer-adaptive measure, individual students are
given different test questions based on their performance on the test. The student’s overall
performance in reading or a reading subskill can then be compared to a typical student’s
performance in the same grade. Instructional recommendations may be provided as well.
Skills-based universal reading screeners contain measures that can also be used to identify
students at risk of dyslexia or with characteristics of dyslexia. However, after kindergarten,
most skills-based universal screeners will not include all components needed to screen for
characteristics of dyslexia, especially when considering the requirements of many state dyslexia
laws. The universal screener will need to be supplemented with other screening tools.
Multiple data sources should be considered when determining a student’s level of risk and need
for intervention. The following summarizes the types of tools that a district may have available
for assessing student risk status and instructional needs.
Types of educational tests
Curriculum-based measures (CBMs) are used to indicate how well students are acquiring basic
academic skills. CBMs are brief, timed measures (called probes) that are given in a standardized
format. They can be delivered quickly and frequently using alternate forms with similar items,
sensitive to short-term gains. For these reasons, CBMs are well suited for universal screening
and progress monitoring. Examples of CBMs include the screening components within
aimswebPlus, DIBELS, and easyCBM.
Criterion-referenced measures are used to determine a student’s understanding of a specific
skill based on specific performance criteria. This type of test is not designed to compare or rank
students. Instead, it is intended to reveal how well an individual student demonstrates mastery
7

of a skill with defined performance levels. Examples include the CORE Phonics Survey and the
Phonological Awareness Screening Test (PAST).
Curriculum-embedded measures are those assessments that reflect learning from the
instructional materials that were used to teach. Because they are directly linked to specific
instruction, teachers can use them to check student understanding and mastery of skills
recently taught. They are embedded in the curriculum, for example, as chapter and unit tests.
Other examples include the assessments given at the end of steps or levels in many reading
intervention programs such as S.P.I.R.E. and the Wilson Reading System.
Individually administered formal diagnostic tests are standardized, norm-referenced tests that
compare an individual student’s score to a large group of other same-age or same-grade peers
who took the test. Compared to CBMs, they require more training for the evaluator, take a
longer time to administer, are not sensitive to short-term reading gains, and cannot be given
multiple times a year. They are typically included as part of a comprehensive assessment of a
student’s strengths and weaknesses. They are often used in evaluations to determine eligibility
for special education services. This type of test is not directly tied to the curriculum and is not
used for universal screening purposes. Examples include the Kaufman Test of Educational
Achievement (KTEA) and the Wechsler Individual Achievement Test (WIAT). Similar tests, such
as the Comprehensive Test of Phonological Processing (CTOPP), may be used to measure other
processes related to reading development (e.g., phonological awareness or rapid automatic
naming).
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Developing Your Dyslexia Screener
Step 1 Compile a list of your assessments
Compile a list of the literacy assessments that are available within your district. This list should
include your universal screener (which is likely a CBM), criterion-referenced measures, and
curriculum-embedded measures (from both teacher-directed instruction and computer-based,
supplemental instruction). Also include other data sources used in your district, such as teacher
observation forms, that provide information about student strengths and weaknesses.
When applicable, also identify what comprises the composite score for your reading screener.
For example, an early literacy composite score may include Letter Naming Fluency, and Letter
Word Sounds Fluency as components. List the subtests contained in your universal screener
along with the time periods and grades for which they are administered. For example, upper
elementary and middle school screeners may include an oral reading fluency measure and a
reading comprehension measure with fall, winter, and spring benchmarking periods.
Step 2 Organize your assessments using the inventory form
After compiling your list of assessments, sort each tool into the appropriate category on the
district inventory form: emergent print skills, emergent comprehension skills, print skills, or
comprehension skills. A brief review of these categories is provided below, along with
information about when each type of skill will most likely be part of a universal screening
instrument and when a supplement will likely be needed.
Performance on screeners of emergent print skills supports the identification of students at risk
for dyslexia. These components (phonological/phonemic awareness, alphabet knowledge, and
sound-symbol recognition) are marked with one asterisk (*).
These skills are typically measured as part of a kindergarten universal screener for reading.
Those data may serve as your screener for the risk of dyslexia as well. As these emergent skills
develop into print skills and are no longer included on universal screening (typically after 1st
grade), supplemental measures will need to be used for dyslexia screening.
Emergent comprehension skills are vital for the development of skilled reading. Oral vocabulary
and other oral language screeners are often not included in universal screening, so those
measures may not be readily available. Including these screeners when they are available will
support obtaining a more complete student literacy profile. Students with characteristics of
dyslexia typically have average listening comprehension skills. However, receptive (listening)
and expressive (speaking) oral language weaknesses can co-occur with dyslexia. Early
identification of a weakness in these areas allows for targeted intervention that matches a
student’s needs. Students with significant language delays may require intervention from a
speech-language pathologist.
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With appropriate core instruction and practice, typical students progress and develop print
skills throughout the elementary grades. Decoding, word reading, and spelling skills are marked
with two asterisks (**). Weaknesses in those areas represent primary characteristics of
dyslexia, so they are required to be screened. Early screening allows weaknesses to be
identified as those skills are developing. Early screening in kindergarten through 2nd grade
supports identifying students with characteristics of dyslexia. When those print skills are
included on universal screeners, they may also be used for the dyslexia screener. Supplemental
measures will need to be used when decoding, word reading, and spelling are no longer
included within universal screening instruments. As word-level accuracy and fluency continue
to develop, oral reading fluency measures become more prevalent as reading screeners. The
accuracy and rate scores from an oral reading fluency measure, when available, should also be
recorded on the dyslexia screener.
Reading comprehension skills are the product of the integration of decoding and language
comprehension skills as they are practiced over time. Comprehension measures are useful in
identifying students who are not keeping up with their peers with consolidating print and
language skills into independent reading. A student who scores below expectations on a
comprehension measure may be displaying a secondary consequence of dyslexia. It is necessary
to consider the student’s emergent print and print level skills to determine if characteristics of
dyslexia are present.
Other sources of data should always be included in the screening process. Teacher observations
and classroom tests can corroborate screening results. A family history of reading and spelling
problems elevates a student’s risk for dyslexia, so this is helpful information to obtain. A RAN
measure should be included in screening; as previously noted, a RAN weakness is a risk factor
for dyslexia. In addition, many state laws require schools to measure RAN as part of their
dyslexia screening process.
Match a screener from your compiled measures to each required component on the inventory
form. You may need to complete a separate inventory form for each of your targeted grade
levels depending on the grade and time periods available from your tools and how they align
with each screening component. As previously noted, universal screening measures will need to
be supplemented in 1st-8th grades. See the completed sample for reference (Appendix E).
•
•

•

Add the assessment name in the measure column (e.g., for the Word Reading
component, write in “aimswebPlus Word Reading Fluency”).
Place the time periods for which scores are available in the scoring column (e.g.,
aimswebPlus Word Reading Fluency scoring is available for Spring of Kindergarten and
Fall, Winter and Spring for 1st Grade students).
Determine and fill in the criteria that will be used to indicate a student is at risk. That
may be a percentile rank (e.g., below the 25th percentile), a benchmark indicator (e.g.,
below benchmark), or a risk range (e.g., significant risk)
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Step 3 Identify screening gaps
Once you have organized your existing assessments into the inventory form for each targeted
grade level, determine if there is a component without a tool to measure it. Seek out
appropriate screeners, which could be CBM or criterion referenced, to use as measures for
those components. See the eBook Dyslexia Within RTI for other potential measures. Additional
lists of other measures can be found at the National Center on Intensive Intervention or in
state-specific guidance documents about response to intervention and dyslexia screening. Add
the information for those screeners to your form. Consider other sources of information about
these skills, such as teacher observations or checklists, when screeners are not available.
Step 4 Review with stakeholders
Once you have filled in the form (i.e., ensuring that all required components marked with one
or two asterisks and the optional ones you have included are represented with measures,
scoring periods, and risk criteria), review your screening plan with district interventionists and
other decision-makers who work closely with student screening data. Confirm your plan or
adjust your inventory organizer as needed.
Step 5 Transfer to student data forms
Finally, for each of your targeted grade levels, transfer the measure name and criteria for risk
for each component into the matching sections on the grade level Student Data Forms. These
screening forms are used to organize individual student data and consistently guide the
identification of students at risk for or with characteristics of dyslexia.
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Part 3 Determining risk or characteristics of dyslexia
Identifying students at risk for dyslexia during the earliest stages of literacy development
optimizes the opportunity for early and preventative intervention. There is no single test or
data point that can be used to determine risk for or characteristics of dyslexia. An informed
analysis of each student’s data form, emphasizing the components associated with the risk of
developing dyslexia (those components marked with one asterisk), can be used to determine if
a kindergarten student is likely to be at risk or not.
A typical risk pattern in early kindergarten includes weaknesses in phonological/phonemic
awareness, alphabet knowledge, and sound-symbol recognition. Any combination of
weaknesses in these areas should identify the student as at risk and result in skills-based, tiered
intervention to address the weaknesses.
In late Kindergarten and forward, characteristics of dyslexia are identified when a student is not
meeting expectations on decoding, word reading, and spelling screeners. Again, any
combination of weaknesses in these areas marked with one or two asterisks on the data form
should identify the student as at risk or with characteristics of dyslexia and result in skills-based,
tiered intervention to address the weaknesses.
A positive family history of reading and spelling problems and/or a RAN deficit may also be
present and indicate an elevated risk for dyslexia. However, a student may have no known
family history and no RAN deficit and still be at risk for dyslexia.
Also, examine the data collected for emergent comprehension skills, if a screener for these
skills was available for the student. Students with dyslexia often score at benchmark (or within
the average range) for oral vocabulary and listening comprehension. However, because reading
is a language-based skill, some students at risk of or with characteristics of dyslexia may also
display oral language weaknesses, including difficulties expressing themselves orally and/or
having problems with listening comprehension.
Weaknesses with reading comprehension may be a secondary consequence of word-level
reading difficulties (i.e., dyslexia). A reading comprehension weakness may or may not be
displayed by a student with characteristics of dyslexia.
Analyze the student’s data profile and determine if it indicates risk for dyslexia, characteristics
of dyslexia, or another reading difficulty:
At risk for dyslexia: Kindergarten students with weaknesses in emergent print skills
and/or developing print skills (this may or may not include weaknesses with emergent
comprehension skills)
Characteristics of dyslexia: students in late Kindergarten and later grades with
weaknesses in print skills (this will likely include weaknesses with emergent print skills
and reading comprehension as well); students with mixed reading difficulties
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(weaknesses in both emergent print skills/print skills and emergent comprehension
and/or reading comprehension skills) are also displaying characteristics of dyslexia
At risk for reading comprehension difficulty: weaknesses noted with emergent
comprehension skills and/or reading comprehension skills while emergent print
skills/print skills are developing within expectations

Administer survey-level/diagnostic assessments for demonstrated areas of weakness to
determine specific student needs and plan targets for intervention. For example, if the student
screening data revealed a weakness with phonemic awareness, administer a diagnostic
assessment that provides more detail about the student’s ability to isolate, blend, and segment
phonemes. Complete the reporting and intervention planning prompts included on the reverse
side of the student form.
Students with identified weaknesses benefit from early, targeted intervention to develop their
skills. For students at risk for dyslexia, the goal is to prevent these weaknesses from spiraling
into word and text level problems that negatively impact the development of vocabulary,
background knowledge, and reading comprehension. Students with characteristics of dyslexia
require a Structured Literacy approach to intervention. Evidence-based core instruction, regular
screening, and targeted, appropriate intervention work together to support the reading
development of students at risk of or with characteristics of dyslexia.
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Appendix A District Literacy Screeners Inventory-Kindergarten

District Literacy Screeners Inventory- Kindergarten
Emergent print skills
Component

Measure

Time period

Criteria for risk

Measure

Time period

Criteria for risk

Measure

Time period

Criteria for risk

Time period

Criteria for risk

Time period

Criteria for risk

Phonological/phonemic
awareness*
Alphabet knowledge*
Sound-symbol recognition*

Emergent comprehension skills
Component
Oral vocabulary
Listening comprehension

This form may be reproduced for the purpose of school-based student assessments.

Print skills
Component
Decoding**
Word reading**
Encoding (spelling)**
Oral reading fluencyaccuracy**

Not applicable in K

Reading comprehension skills
Component

Measure

Oral reading fluency- rate**

Not applicable in K

Reading vocabulary

Not applicable in K

Reading comprehension

Not applicable in K

Other sources of data
Component

Measure

Teacher ratings of language
and academic behaviors
Family history*/ratings
Classroom performance
(grades, assessments)
Rapid automatic naming
(RAN)*

*at risk indicator **primary characteristic of dyslexia
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Appendix B Dyslexia Screener- Kindergarten Student Data Form

Dyslexia Screener - Kindergarten Student Data Form
Student______________________________________________ Date ___________________________
School ________________________________________Teacher_________________________________
Step 1

Universal Screener (skills based)
Component
Measure

Student
score

Date administered:
Criteria for risk

Reading composite

This form may be reproduced for the purpose of school-based student assessments.

Step 2

At risk
indicated?
Yes or No

Consider other sources of data
Component
Measure

Student
score

Criteria for risk

At risk
indicated?

Teacher ratings of language
and academic behaviors

Yes or No

Family history*/ratings

Yes or No

Classroom performance
(grades, assessments)
Rapid automatic naming
(RAN)*

Yes or No

Step 3

Yes or No

Screen for risk of dyslexia
Component
Measure

Student
score

Date(s) administered:
Criteria for risk
Area of
weakness?

Emergent print skills
Phonological/phonemic
awareness*
Alphabet knowledge*

Yes or No

Sound-symbol recognition*

Yes or No

Yes or No

Emergent comprehension skills
Oral vocabulary

Yes or No

Listening comprehension

Yes or No

Print skills
Decoding**

Yes or No

Word reading**

Yes or No

Encoding (spelling)**

Yes or No

Oral reading fluencyaccuracy**

Not applicable in K

Yes or No

Oral reading fluency- rate**

Not applicable in K

Yes or No

Reading vocabulary

Not applicable in K

Yes or No

Reading comprehension

Not applicable in K

Yes or No

Comprehension skills

*at risk indicator **primary characteristic of dyslexia
ver.3.11042021
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Dyslexia Screener - Kindergarten Student Data Form
This screening indicates that the student is at risk for dyslexia.

Yes or No

The student has risk and weaknesses noted in components marked with a single asterisk (*).
OR
This screening indicates that the student has characteristics of dyslexia. Yes or No
The student has risk and weaknesses noted in components marked with a double asterisk (**),
which may be in addition to those with a single asterisk (*).

If yes, additional survey-level assessments may be needed for error analysis and to determine
specific areas of weakness to be targeted for intervention.
List specific areas of weakness to be targeted for intervention:
_________________________________________________________________________________
_________________________________________________________________________________
_________________________________________________________________________________
Intervention setting:
Tier 2 intensive, skills-based intervention
Start date ___________ # days/week _____________ # mins/day ____________
Intervention program _______________________________________________________
Teacher providing intervention _______________________________________________
Progress monitoring tool ____________________________________________________
Tier 3 intensive, skills-based, comprehensive intervention
Start date ___________ # days/week _____________ # mins/day ____________
Intervention program _______________________________________________________
Teacher providing intervention _______________________________________________
Progress monitoring tool ____________________________________________________

Other documentation:
Family notified with resources included
Accommodations considered
Student and intervention recorded in student management system (when required)

ver.3.11042021
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Appendix C District Literacy Screeners Inventory 1st-8th grades

District Literacy Screeners Inventory (1st-8th grades)– Grade: ______
Emergent print skills
Component

Measure

Time period

Criteria for risk

Measure

Time period

Criteria for risk

Measure

Time period

Criteria for risk

Measure

Time period

Criteria for risk

Measure

Time period

Criteria for risk

Phonological/phonemic
awareness*
Alphabet knowledge*
Sound-symbol recognition*

Emergent comprehension skills
Component
Oral vocabulary
Listening comprehension

This form may be reproduced for the purpose of school-based student assessments.

Print skills
Component
Decoding**
Word reading**
Encoding (spelling)**
Oral reading fluencyaccuracy**

Reading comprehension skills
Component
Oral reading fluency- rate**
Reading vocabulary
Reading comprehension

Other sources of data
Component
Teacher ratings of language
and academic behaviors
Family history*/ratings
Classroom performance
(grades, assessments)
Rapid automatic naming
(RAN)*

*at risk indicator **primary characteristic of dyslexia

ver.3.11042021
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Appendix D Dyslexia Screener - Student Data Form 1st-8th grades

Dyslexia Screener - Student Data Form (1st – 8th grades)
Student______________________________________________ Grade __________ Date ___________
School ________________________________________Teacher_________________________________
Step 1

Universal Screener (skills based)
Component
Measure

Student
score

Date administered:
Criteria for risk

Reading composite

This form may be reproduced for the purpose of school-based student assessments.

Step 2

Consider other sources of data
Component
Measure

At risk
indicated?
Yes or No

Student
score

Criteria for risk

At risk
indicated?

Teacher ratings of language
and academic behaviors

Yes or No

Family history*/ratings

Yes or No

Classroom performance
(grades, assessments)
Rapid automatic naming
(RAN)*

Yes or No

Step 3

Screen for characteristics of dyslexia
Component
Measure

Yes or No

Student
score

Date(s) administered:
Criteria for risk
Area of
weakness?

Emergent print skills
Phonological/phonemic
awareness*
Alphabet knowledge*

Yes or No

Sound-symbol recognition*

Yes or No

Yes or No

Emergent comprehension skills
Oral vocabulary

Yes or No

Listening comprehension

Yes or No

Print skills
Decoding**

Yes or No

Word reading**

Yes or No

Encoding (spelling)**

Yes or No

Oral reading fluencyaccuracy**

Yes or No

Comprehension skills
Oral reading fluency- rate**

Yes or No

Reading vocabulary

Yes or No

Reading comprehension

Yes or No

*at risk indicator **primary characteristic of dyslexia
ver.3.11042021
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Page 1

Dyslexia Screener - Student Data Form

This screening indicates that the student has characteristics of dyslexia. Yes or No

If yes, additional survey-level assessments may be needed for error analysis and to determine
specific areas of weakness to be targeted for intervention.
List specific areas of weakness to be targeted for intervention:
_________________________________________________________________________________
_________________________________________________________________________________
_________________________________________________________________________________

Intervention setting:
Tier 2 intensive, skills-based intervention
Start date ___________ # days/week _____________ # mins/day ____________
Intervention program _______________________________________________________
Teacher providing intervention _______________________________________________
Progress monitoring tool ____________________________________________________
Tier 3 intensive, skills-based, comprehensive intervention
Start date ___________ # days/week _____________ # mins/day ____________
Intervention program _______________________________________________________
Teacher providing intervention _______________________________________________
Progress monitoring tool ____________________________________________________

Other documentation:
Family notified with resources included
Accommodations considered
Student and intervention recorded in student management system (when applicable)

ver.3.11042021
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Appendix E Example District Literacy Screeners Inventory 4th grade

District Literacy Screeners Inventory (1st-8th grades)– Grade: 4th
Emergent print skills
Component
Phonological/phonemic
awareness*
Alphabet knowledge*
Sound-symbol recognition*

Measure
CORE Phoneme
Segmentation Test
CORE Phonics Surveys
Parts A-D
CORE Phonics Surveys
Parts A-D

Time period

Criteria for risk

spring

Below benchmark

Fall, Winter,
Spring
Fall, Winter,
Spring

Below benchmark

Time period

Criteria for risk

Any time

Observed difficulty

Any time

Observed difficulty

Time period

Criteria for risk

Fall, Winter,
Spring
Fall, Winter,
Spring
Any time

Below benchmark

Below benchmark

Emergent comprehension skills
Component
Oral vocabulary
Listening comprehension

Measure
Teacher and family
observation
Teacher and family
observation

This form may be reproduced for the purpose of school-based student assessments.

Print skills
Component
Decoding**
Word reading**
Encoding (spelling)**
Oral reading fluencyaccuracy**

Measure
CORE Phonics Surveys
Parts E-L (pseudowords)
CORE Phonics Surveys
Parts E-L (real words)
Developmental Spelling
Analysis (by Ganske)
easyCBM Reading Fluency

Below benchmark

Fall, Winter,
Spring

Below grade level
expectations
Below 96%
accuracy

Time period

Criteria for risk

Fall, Winter,
Spring
Any time

Below 25th
percentile
Bellow benchmark

Fall, Winter,
Spring

Below 25th
percentile

Time period

Criteria for risk
Language and
academic concerns
Positive history
and/or concerns
Below grade level
expectations

Reading comprehension skills
Component

Measure

Oral reading fluency- rate**

easyCBM Reading Fluency

Reading vocabulary

CORE Vocabulary Screening
Test
easyCBM Proficient Reading

Reading comprehension

Other sources of data
Component

Measure

Teacher ratings of language
and academic behaviors
Family history*/ratings

Informal rating scale

Any time

Informal interview

Any time

Classroom performance
(grades, assessments)

Curriculum embedded
measures (CEMs)

Any time

Rapid automatic naming
(RAN)*

CTOPP-2 Rapid Symbolic
Naming composite

Any time

Standard Score
below 90

*at risk indicator **primary characteristic of dyslexia
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