
>> Now we're going to get started. So remote sites should have their mics on mute, and there is a chat 

box for them to send questions in. At the Eastern site at PaTTAN, I do have one of my colleagues. 

 

Jen Guzman is there, and if you have specific questions that are too long to type into the chat box, if 

you're over there in Malvern, she's more than happy to help you out. So, Jen, you can stand up over 

there in Malvern and say hello to everyone, and we will get started, I hope. And that's not the first slide. 

Okay. So good morning. So before we get started, I'm going to introduce myself. I'm Monica McHale-

Small. I am on the Dyslexia Pilot Advisory Committee for our Dyslexia Pilot. How many people in the 

room are familiar with the Dyslexia Pilot? Raise your hand. Okay. Not as many as I thought. So we will 

talk a little bit about the Dyslexia Pilot so you're all caught up. I'm also currently superintendent in 

Saucon Valley School District, but that's only for a few more weeks because I will be retiring to do 

something that's education-related but not the superintendency because probably what you're going to 

see today is I get very passionate around this topic of teaching all kids to read, so I'm going to be looking 

to do work that's more directly involved in that. Want to introduce the rest of our team, Dr. Barbara 

Liberi. Barb, you can say hello. She's going to be talking to us a lot about the PAL this afternoon. Dr. John 

Delgrado, he's going to be talking about the TILS, and I'm going to introduce Fran Warkomski. I'm 

introducing Fran because she's the person who helps us keep this all together. Marie Basio, she's one of 

our other helpers on our pilot. So one of the things I'm going to invite all my colleagues to do and any of 

you to do is interrupt at any time and ask questions because if these 2 days are just us talking at you, 

we're all going to fall asleep, including those of us who are up in the front. So please interrupt and ask 

questions and let's make this interactive and a really good learning experience for all of us. And I know 

we have a very interdisciplinary group of registrants, which is very exciting to me because our goal is in 

this pilot and our philosophy about how we should be working with students in schools is reading and 

language arts is very much an interdisciplinary skill. Right? It involves language skills. It involves cognitive 

skills. It involves motor skills. So we are very excited that when we look at the registrations, we have 

school psychologists. Raise your hand, all the school psychologists. Got a bunch of school psychologists. 

We have speech-and-language pathologists. Raise your hand. We have reading specialists. Great. We 

have special-ed teachers. We have a couple occupational therapists. Any occupational therapists in the 

room here? No. There's a few that registered. We have ... Who else do we have? We have 

administrators. We have special-ed supervisors. Principals? And who did I not give a category to? 

Anyone? Hmm? Oh, we have regular-ed classroom teachers, too. Yeah. Well, you are the critical part, 

but we're trying to get all these other folks to be supporting you. So how many ... Are you the only 

regular classroom teacher? Anybody else? All right. All of you, stand up, and, everybody else, look at 

these folks because our job is to support these folks. Right? And that's what we're going to be talking 

about today, how we can use ... You can sit down now. How we can use all of the skills that we learned. I 

was a school psychologist before I became a superintendent. I worked very closely with the reading 

specialist in my building and speech-and-language pathologist because we really have to be an 

interdisciplinary team to best serve our students, so that's what these 2 days are really about. So we're 

going to start just a little bit of an overview of the pilot because not everyone here knows about the 

pilot. All right. I'm going to try to put this in here. Let's see how this ... and maybe. Okay. Can you still 

here me? Yes? Okay. I'll try to ... This might not work. I might just hold this for a while until my arm gets 

tired. Okay. So our dyslexia screening and early literacy intervention pilot has just come to the end of its 

second year of implementation. And this pilot came about because of some legislation, Act 69, that was 



signed into law in June of 2014 by then-Governor Corbett. The law was enacted truly because of a 

handful of parents who were trying to make sure that children in our public schools in Pennsylvania did 

not have to go through what their own children went through. So it was a handful of parents who were 

told by their schools that dyslexia is not an educational disability, it's not a word that we use in school, 

just a lot of stuff that was very frustrating, and their children had really difficult experiences. And what I 

really most admire about the women who pushed this law to be enacted is that their children eventually 

got taken care of. Their children got the services that they needed. Unfortunately, pretty much all the 

ones that I'm thinking about ended up getting their kids into private school, and some of them got their 

kids into private schools at public expense. So their children have their needs being met, but they want 

to make sure other families don't have to suffer the way they suffered and that other families don't have 

to watch their children fail, withdraw, develop anxiety around school, all kinds of awful things. And my 

mission as a public-school person, so even though I'm retiring, I'm very dedicated to the concept of 

public school and to all children reading, and most children with dyslexia aren't going to have the good 

fortune to go to one of those private schools that cater to children with reading disabilities. Most of the 

children who struggle with reading, most of the children who have dyslexia are in our public schools. 

And I really, truly believe that we in public schools can address the needs of most of these children, and 

that's what this pilot is about. This pilot is about showing that we can do that, putting what we need to 

put into place to help children with dyslexia, but not just children with dyslexia, all kids because what we 

know from the science is that what helps children with dyslexia helps all children, so there's not 

something secret and special and magical just for children with dyslexia. It's just more of the good 

instruction that we know works for all children. And while we use the term dyslexia and while parents of 

dyslexic children are the people who really pushed this legislation forward, we added into the name of 

our pilot the Early Literacy Intervention Pilot because it really is not exclusively focusing on dyslexia. It is 

on getting as many children as possible to be proficient readers by the end of ... Well, our pilot goes K to 

two, but ultimately our goal is that once those kids are in third grade, that they will be at grade level 

because we know that that's an important marker for future success. So that's some of the background. 

There's a debate on exactly how many, what percentage of students experience dyslexia and reading 

failure, and one of the things you'll see that we'll talk a whole lot about in these 2 days is that dyslexia is 

a type of reading disability, but not all reading disabilities are dyslexia. So we really have to understand 

what dyslexia is, what are the components of effective reading, what are the cognitive processes that 

kids have to have in order to be proficient readers so that we can supply appropriate interventions 

because the same thing is not going to work for all children. We really have to understand the individual 

needs of the child. Okay. But what we do know is about 80 percent of children in special ed here in 

Pennsylvania and across the nation are experiencing reading difficulties, so we really need to do a better 

job with reading not just for our special-ed kids but for all kids, and you'll see that in a moment. We also 

know that the majority of struggling readers, not all, but the great majority of struggling readers, and 

even when you look at struggling readers who are in high school, the majority of them are struggling at 

the decoding level. They are still struggling to read words. Okay. So that last little bullet point is an 

important one because what we know ... Remember I just said a few minutes ago that what helps 

children with dyslexia helps all kids. Structured literacy, direct instruction that's systematic, reorganizes 

the brain, and essentially, what children or what we're doing when we become readers is taking a brain 

that was preprogrammed for spoken language and rewiring it for written language. And the type of 

instruction that helps children with dyslexia helps to make those connections strong for everyone. It's 

the same kinds of connections. All right. So our goal is to increase the number of children reading 



proficiently or better by the end of third grade. Better outcomes are associated with earlier 

intervention. So in our pilot, some more specifics about the pilot, but if you're interested and you don't 

know about it, there's a whole Web page on the PaTTAN website that goes into a lot of detail about the 

pilot, the school districts that are involved in the pilot, what exactly is happening in the pilot, so that 

would be an area to get a whole lot more information about the pilot. But I can't emphasize enough 

how important early intervention is. So in our pilot, all the children are screened when they come into 

kindergarten. They're screened again in the winter, and then they go into intervention, very intensive 

intervention, starting in January or February. Right. And I'm going to tell you that my preference would 

be that they would start in October, maybe even August, maybe even before because more and more 

research that's coming out, and my last slide today ... And you're going to see my slides are a little bit all 

over the place because I'm a little bit all over the place, and as recently as about an hour ago, I was still 

adding slides, so I do have to tell you that there are some slides that aren't going to be in your handout. 

Don't panic. It's nothing that ... You know, I will make sure the new one gets up there if you really need 

that particular slide, but you'll probably be fine without it. But my very last slide, and we'll talk more 

about it, but last Friday, I had an hour-long conversation with Brett Miller, who is at NIH, and he is the 

program director for reading and other learning disabilities, some fancy big title. But he's an NIH 

researcher, and the NIH research is a lot of the research that informs policy decisions, so it's important 

research. And his job is to really be looking at everything that's out there, and then he doesn't make 

policy recommendations, but his job is to gather the best research, the most robust research, and tell 

the policy makers what that research is showing. And what he kept emphasizing to me is that the one 

thing that we know for absolute certain is that, the earlier we intervene, the better the outcomes. So it 

is critical that we begin in kindergarten and probably earlier. Kindergarten is the earliest we can start 

because we don't have, you know, universal preschool. If we did, we probably would have started then, 

but that is really critical. So the last bullet here that was from Jack Fletcher, and this is really important, 

is that what we also know, and this goes back to what Brett Miller was saying about early intervention, is 

that the brain is plastic. Remember when probably all of us looking around the room ... Remember when 

we were in school, and we were taking our intro-to-psych classes, our child-development classes, and 

we would hear about critical periods. Right? Critical periods for language development, does that ring a 

bell? Who remembers learning about critical periods? Right? So you had to learn these certain skills at a 

certain time, or it was, like, too late. Well, what neuroscience is showing us is that they don't use that 

term critical periods anymore. That's not longer being used, and Brett Miller was really emphasizing that 

the brain is plastic. The brain can be modified, can be modified from what we're seeing. Unless there's 

some kind of trauma or organic dysfunction, you can continue to modify your brain throughout your life. 

Not as easily, right? The older we get, the more difficult it is to rework those neural pathways. So we're 

not necessarily growing new neurons, but what learning does is kind of reconnect pathways, grow 

pathways, and that happens much more readily and easily the earlier, the younger the child is. Am I 

saying that correctly? Did I say anything ... Barb is my neuropsychologist, so if I say something wrong, 

she'll make a face at me, but I did get that right from Brett Miller and got that as recently as Friday. So 

that's really, really our goal. In our pilot, we're not about trying to call everybody dyslexic. In fact, we're 

not calling anybody dyslexic. What we're trying to do is get the very best of what we know from the 

science of reading and the science of reading intervention to these children who are displaying risk as 

early as possible. And then the other piece that he said ... And my conversation was very reaffirming of 

our pilot and that we're doing things the right away because we're starting early, starting in 

kindergarten, and we're also keeping these kids in intervention for a very, very long time. In fact, no one 



has left intervention left, which is the other thing. Yes. So these kids who started in intervention midway 

through, so February of their kindergarten year, they just finished first grade, and all those kiddos are 

still in intervention. And I think both of those practices, as someone who's been in public education for 

27 years and who's been really paying attention to reading instruction and reading intervention, both of 

those practices are pretty unusual. We tend not to start with kindergarten. We tend to say things like, 

"Oh, they're in kindergarten. They'll grow out of it. Just give them more time." Right? And then, as far as 

intervention, because we have a lot of kids, and we're going to see this in a minute, but we have a lot of 

kids who need intervention. So we tend to put kids in intervention, and then as soon as they hit that 

benchmark, "Oh, good! So go back to the classroom. We'll bring somebody else in." Right? So then what 

happens is that, yeah, maybe they were doing well, but then they kind of fall right back to where they 

were. So that is the other point that Brett Miller was really, really stressing, that the intervention piece 

takes much, much longer than any public educators want it to take or any educator, yeah, any of the 

researchers want it to take, but the amount of time in intervention will likely be less the earlier you 

start. And I'll come back to his last point when I get to that slide. So why are we so focused on K to 

three? And I think probably most people in this room know this, but before I show ... Well, you have the 

handout, so I can't do, like, a quiz. You already know the answers. So third grade reading proficiency is 

the best predictor of eighth-grade reading proficiency. Right now in our broken system ... And I will say 

that out loud. Our system of teaching reading is broken. It's not working. Okay? And we have lots and 

lots of data in our state and in the United States to show that what we're doing is not working. So what 

we know right now is that how you're reading at the end of third grade predicts how you will be reading 

in eighth grade. Eighth-grade reading predicts success in gateway high-school courses, so even in 

courses like algebra, children who are struggling readers tend to do less well in algebra and in biology 

and in everything else, so reading is a critical skill for academic success. And high-school success predicts 

the high-school education. Right? How you do as a freshman in algebra, if you're one of those freshmen 

taking algebra, is one of the best predictors of whether or not you're going to graduate from high 

school, and that's especially true in states where they have exit exams where you don't graduate from 

high school until you pass that exam. Okay. The good news is that we know what we're supposed to be 

doing. We know how to get kids to be proficient readers. We know what it takes, and we've known that 

for quite some time. Okay. I'm not going to read this to you because I'm sure all of you have seen this. 

This is the National Reading Panel findings. Right? They were first published in 2000, 2001. It's 2017. We 

know this. We've got it. And just to emphasize, phonological-awareness training, letter-sound 

instruction and the connection between those two, and that's what the PAL really, really emphasizes. 

Well, it emphasizes a lot of the cognitive processes, but that is something we'll talk about more this 

afternoon. This is really important stuff. We've known it for a long time. We're still not doing the best 

job with it. And the one part I do want to point out is that phonological-awareness training ... Hmm? Oh. 

John is already falling asleep over here, so he just wants a break. Yeah, we will have a break at some 

point, so I will count on this table to signal me when we should have a break. Okay. All righty. So 

phonological-awareness training, more and more research coming out. So Kilpatrick, what's his first 

name? David, David Kilpatrick. David Kilpatrick is going to be, here's a little plug, at the PBIDA 

Pennsylvania Branch of the International Dyslexia Association, their fall conference in October, two 

dynamite keynote speakers, David Kilpatrick and Nancy Mather. For the school psychs in the room, 

Nancy Mather is one of the coauthors of the Woodcock-Johnson, and she does a whole lot of work 

around dyslexia using the Woodcock-Johnson to identify dyslexia and the various subtypes so just a little 

commercial break right there. Yeah, she does a lot of intervention stuff with phonology. But what both 



Kilpatrick and Mather really emphasize, and Brett Miller mentioned this as well, that we're getting 

much, much better at teaching phonics and decoding skills, but we're teaching them often on a shaky 

foundation. Right? So if you build a house on sand, what happens eventually? It starts to sink or crumble 

or break. Right? So kids who don't have intact, high-level phonological awareness, their grasp of those 

decoding skills are a little more shaky, and there's some evidence that those kids are using more 

memory skills, right, to learn those decoding rules, and they're not really connecting the orthography 

and the phonology. So what they're really emphasizing is that early in kindergarten ... And I think what 

happens is we have this assumption that we're doing this in preschool, but I don't know that preschools 

are doing as much phonological-awareness training because there's a lot of pressure because everybody 

wants to be able to say their kid is reading. So preschools now are handing kids books that are very 

predictable, and the kids memorize the words on the page and pictures, and they go home, and they're 

reading. But what we used to do back in the olden days were all kinds of nursery rhymes and word play 

and clapping words and jumping words, and that's what we really need to be doing to develop high-level 

phonological awareness, that kids really need to be tuned into the sounds and the words, be able to 

substitute and delete sounds, identify what sound is in the middle, the beginning, the end, all that stuff. 

The better those skills are before we start layering on the decoding skills, that is the foundation, and 

that's going to make the kids much better decoders down the road, so we have to pay real close 

attention to that. And I'm going to talk more about the pilot as we go through all this because I don't 

want to just talk directly about the pilot because, quite honestly, I've talked about the pilot so many 

times, and I'm getting a little bored with it, but I will talk about it. And I do recognize that we have some 

pilot-school people in the room, so you can jump up and interrupt at any time. Okay. So why did I say 

that we have a broken system? Bless you. Here's why. So NAEP scores, most recently available NAEP 

scores are from 2015. NAEP is the National Assessment of Educational Progress. We've been giving this 

assessment for many, many years in this country, and it's a way that we kind of keep track. How are we 

doing? So in 2015, there was some increase over 2011, but nationally ... and this is just really a pretty 

shocking number when you stop and think about it ... Nationally, only 36 percent of fourth graders 

scored proficient, so that's pretty shocking. And one thing we have to always think about and remember 

because every state right now, and who knows what's coming down the road, but right now, every state 

has their assessment, but every state's assessment is different. Right? And every state got to create their 

assessment or select their assessment, and then they got to also decide the cut-off. So, you know, some 

states will say ... Anybody in here from Texas? All right. Texas is constantly bragging, and they're doing 

some good things in Texas. Don't get me wrong. Texas is on the right track, but they're constantly 

bragging about, you know, that their school districts, that 90 percent of their kids are proficient when 

they're ... whatever the Texas is, something that begins with a T, that 90 percent of the kids are 

proficient. Well, then, when you look at the state data compared to the ... I mean, the NAEP data for the 

state versus the NAEP for their state test, Texas is down much, much lower. Right? So it's kind of 

misleading. If we had this one consistent yardstick that maybe we want to be paying more attention to 

it. And low-income students, it's abysmal. Like, the numbers for low income will just make you cry. I 

think, in Philadelphia, it's something like ... I think it's sixty-some percent of kiddos are not proficient in 

Philadelphia School District on the 2015 NAEP, so it's not good data. So how are we going? Remember 

back in 2015 and the PSSA scores came out, and everybody was crying? Remember that? Because that 

was the year the test got a whole lot harder, and, oh, it's not fair, and it's just awful. I know. I mean, 

nobody wanted their scores published, so they didn't do an SPP score, right, for not elementary and 

middle school, right, because it was so hard. It was so awful. This is all new. It's not fair. So in that very 



same year when we were crying and gnashing our teeth ... Let me think. Yeah. In that year that we were 

upset, it was 58.6 of our fourth grade students were proficient and advanced, but in that very same 

year, when we look at Pennsylvania public schools, it was 41 percent. So as much as we were lamenting, 

we weren't really paying attention to the real data. So we still have a problem. Now the NAEP was just 

administered, so we will see what happens, you know, since 2017. I don't know that anything dramatic 

has happened across the state that would lead us to believe we're going to see big changes in those 

scores, but the evidence is showing that we really need to do a better job, especially at this critical point. 

And I used fourth grade instead of third-grade PSSA because NAEP is given at fourth grade, so that's how 

I had to compare it. But the other thing that's very alarming is that, nationally, we are losing ground in 

reading, so think about this. The National Reading Panel report came out. We're going to see in a few 

minutes that that report has been reaffirmed, but we know that the National Reading Panel was correct, 

and we know even more specifics about how intervention should look and what factors we should be 

paying attention to. So even though that came out, you know, all those years ago, from 2009 to 2012, 

which is only 3 years, we dropped dramatically on PSSA. Again, PSSA text hasn't changed significantly. 

It's one of the assessments that policy makers use to kind of keep tabs on things, and I think it shows 

that we have a problem. Okay? We need to do something different because we're losing, and I don't 

know about everybody in the room, but I think there's no reason that we can't outperform some of 

those countries over there in 2012 that are outperforming us. I think we're perfectly capable of that. 

And I think it's interesting too because look at how many of those countries that are outperforming us, 

they instruct in English, so Ireland, Canada, Australia, New Zealand. The language of instruction in those 

countries is English because sometimes people ... What do people say about learning to read English? 

What's one of the myths out there? Anybody? You never heard ... Okay. A lot of people say it's the most 

complicated language to learn because it has so many rules and so many irregularities, words that don't 

follow the rules, that it's very, very difficult. So we often use that as an explanation as to why we aren't 

doing so great with reading. But then that doesn't really hold when other countries that instruct in 

English are learning to read and doing it and moving ahead of us. So countries that used to be behind us 

are moving ahead of us. We need to pay attention. Okay. So once again, so back in 1998, 1998, think of 

how long ago that was, and so Cunningham and Stanovich said, "So can't overstate how important it is 

that we make sure that children learn decoding and word recognition skills. That is the foundation of all 

reading," 1998. And here it is, 2017, and we're saying the very same thing. Again, 2016, big meta 

analysis that came out, Barbara Foorman and her team. Right, this is a practice guide. How many people 

in the room saw this practice guide? Anyone? Yeah. Blue Mountain, raise your hand because we shared 

it with the pilot schools. So I know they're long. Practice guides are long, lots of pages. But they have 

nice little summaries, okay. So you can read the executive summary, and then you can zero in on the 

piece that's most relevant to you. This just came out last summer, and it's free, right. IES puts out these 

practice guides. You can Google it, IES practice guides foundational skills. And you can get it. It gives you 

a summary of all the research and recommendations for what we need to be doing. And I think this is 

important to pay attention to. So and you probably recognize these levels of evidence, right, because 

how many people have gone on to the What Works Clearinghouse? A couple of you, okay. Well, What 

Works Clearinghouse, they're the same folks, same kind. They use the same levels of evidence. And 

there's one thing that's important to say about that because one of the weaknesses of What Works 

Clearinghouse just as a little commentary before we go into this is that what there is of a significant, I 

wouldn't say lack, but there's not enough empirical research in education. And a lot of times, it's not 

that things don't work, and they're not effective, but we don't have enough research to say, 



unequivocally, that they are effective. And talking to Brett Miller and talking to Don Flanagan, some of 

that is we, as the people in the field, we need to probably be putting more pressure on the ... Not so 

much the researchers because the researchers are out there that are interested in exploring these 

questions but on getting the funding to do that and the publishers, right. So we have to demand from 

the publishers, the publishing companies and also from the policy makers that they fund the kind of 

research that's going to give us the real answers, right. Because what would you do if you went into a 

doctor's office nowadays, and you saw a little jar full of leaches? And you have  a fever, and the doctor 

goes for his jar of leeches, right. Would you be a little upset, right? Would you tell the doctor, say, "Hey, 

I'm not a medical researcher, and I know that that has been debunked," right? You probably know that. 

But there's a lot of things that we do in school that are kind of like the jar full of leeches. And if in 

medicine, if a doctor who was using things that are scientifically validated, what would happen to that 

doctor? They would be sued for malpractice, right. But we in education, and it's not necessarily through 

our fault. It's because of the publishing companies and the policy makers are not funding the research or 

paying attention to the research that's out there to really ensure that what we are using in school is 

truly evidence based, scientifically based, that it has the level of data behind it that we can say, yes, this 

works, or no, this doesn't. We need to be paying attention to that. But so when they do these meta 

analyses for the practice guides, what they are looking at is all the studies where there is good evidence, 

where there were an empirical study. There's control group. There's good data. It was broad enough to 

be analyzed in a meta analysis. What they do is they pull everything together so it gives them more 

power to the recommendations because they're looking at multiple studies that are saying the same 

things. So can you see what it says there? What are the two things that we have strong evidence of? Let 

me just make sure everyone is awake. Somebody read it and tell me what it says. What do we have 

strong evidence for? Okay. All right. And the other one? What's the other strong evidence? Decoding, 

right. Now, I made you do that, and we'll find out why later, because when we talk about the PAL, 

Ginger Berninger says that all learning has to have sensory input and motor output. So those of you who 

just helped me out by reading and saying that out loud, your brain just incorporated that information 

much better than the rest of the room who's just hearing it. So maybe we should all do it together. 

Okay. Let's ... What's the first thing that we have strong evidence of? Let's all read it together. Very 

good. Now, your brain just infused that. And the second one? Okay. Good. How many of you believe 

that your school is doing that right now? I mean, honestly. I'm hoping ... Good. I'm hoping that someone 

in the room is raising their hand because we have schools from the pilot. Tell me about why you believe 

that. We have to make this a little more interactive.  

 

>> The reality is, being involved in the project, we're working with multi-sensory reading programs on 

multiple levels. We have Wilson Foundations. We have double-dose activities. We have OG 

methodology and quite a few people trained. In addition to that, our speech clinicians are working ... are 

involved right now in the process as well. So we're hitting it from a number of different angles. Okay. I 

feel that it's working, yes. I think that we're developing capacity, a greater skill level amongst our staff, 

and we have quite a few people out here who are taking their summer vacation and coming out and 

working and here to learn more. Okay.  

 



>> And we do applaud all of you who are taking your summer vacation in here today. So thank you for 

that. How about someone who is not in the pilot who feels like their school is doing a good job? You 

want to share? Okay. I won't walk on the bow. Just say they have Fundations K to three as your core, 

okay. Good. And what else is in your core, just out of curiosity? You said part of the core. Yeah. Well, 

what else do you do? Summon us in. Okay. All right. So they incorporate Fundations with Journeys, okay. 

All right. So one of the things, and I'm not bashing what you're doing with Fundations and Journeys, 

okay, but one of the things that we know is that ... And one of the things that some of the more current 

researchers have done, I think I do have a slide eventually, you know how fluency is a separate section in 

the big ideas, right? Well, some of the ... And what has happened because we measure fluency, so we 

have, like, this generation of speed readers who don't really have any inflection or may or may not be 

comprehending, but they know they got to read fast, and they read fast. So our ideas around fluency are 

really evolving. And fluency is not necessarily something that should be measured and is a separate and 

distinct thing. But it really speaks to the automaticity that has to be embedded in learning all those 

other skills, the phonological skills, the phonetic skills, the decoding, putting all that together and being 

very fluent and automatic. And that's one of the things that we see. It's not that ... Although there are 

some, okay. I shouldn't say it's not that there aren't any. There are still some schools that do not 

systematically teach phonics in K to three. They teach it more incidentally. Now, most of the big reading 

programs, yes, they come with their ... They come with more materials than you could ever use in your 

entire life time. But they have the decodable texts, right. They have the phonics instruction. But what 

you see is when you're trying to cram lots of different things, you also have your leveled readers, right. 

When you try to cram it all in, you don't necessarily teach to automaticity. And that's what the findings 

of this in this practice guide and some of the other research is, like, you must teach those skills to 

automaticity. Teaching to automaticity means lots and lots of repeated practice, lots of opportunity to 

practice the skill. So what happens, here's my controversial thing for the day. I'm going to just put it out 

there, right. I'm retiring. The controversial thing is what happens is we give kids the phonics instruction, 

right. Sometimes without the good phonological awareness base, but we do give the phonics 

instruction. And then we give them the decodable text. Then we practice maybe once or twice, maybe 

three times with the decodable text. Then we jump over to the leveled literacy books where now the 

children come across decoding patterns that they have not been instructed in, word that they can't 

decode yet because they haven't been taught those patterns and those skills. And then what did we tell 

kids to do when they're reading words that they don't know? Guess. Right, we used the three queuing 

system. That was the slide I thought yesterday that I wanted to put in, and I forgot. Maybe I'll find it at 

lunch time. There's a lot of research out there that the three queuing system does not have any 

evidence behind it. There is no science behind that whole notion of looking at pictures, looking at the 

first letter, guessing. We are, as human beings, we are inherently lazy, okay. So cognitively, we are lazy. 

If we had an opportunity to do an easier task over the more difficult task, we often take that, okay. So 

we taught the child how to decode a pattern or decode multiple patterns so they can now read the little 

decodable text. And then we put them into the leveled literacy where maybe half the words are words 

they can't decode, and we tell them to guess. Well, in their little brains, they're not like saying it 

consciously. But their brain is like, "All right, this guessing stuff is a whole lot easier than this decoding 

piece. I have to actually, like, you know, call on my executive functions, focus my attention, look at the 

letter, retrieve the orthographic pattern there, understand what sound I'm supposed to make. And 

that's a lot of cognitive work. My teacher is happy when I guess, okay. It makes her just as happy. I'm 

going with the guessing." Okay. That's what their little brains are doing. And if you're a kiddo, especially 



in K to two who has a decent vocabulary, has good background knowledge, been read to, most of those 

little level literacy books, it's pretty easy to guess, right. Now, if you're not guessing the exact right word, 

you're guessing a word that's close enough that when at the end of it, you're either given a question 

that you have to answer, a little multiple choice question, or if the teacher asks you a question, you're 

going to get the right answer. So it looks like everything is just going swimmingly. But in reality, they're 

not learning those decoding skills to automaticity. And then they get to third grade and fourth grade and 

fifth grade, and there's less and less pictures, and there's bigger and bigger words, and they don't have 

automaticity with the decoding. And they start to fall apart. A lot of kids figure it out. And the kids who 

figure it out, if you show them the words in isolation, if you show them the pseudo words, they've got it 

right. They understand how to decode. Maybe we didn't explicitly teach them. Maybe they picked it up 

at home. But they've picked it up somehow. But the kids who aren't picking it up, they need that explicit 

instruction, and they need to practice to automaticity. And if they don't, then that's why we're getting a 

lot of the results we're getting because the kids just aren't getting the skills that they need. I kept this 

slide up for a very long time. And I'm really stressing this because this is something that we know is 

really important. And maybe I won't say that. But the Journeys and Wonders and they're all beautiful. 

They're beautiful. And once we get kids who have cracked the code and can decode the words, and 

there are programs out there that have, like Fundations, Superkids, that really have the scope and 

sequence organized so the kids can have pretty much mastered and cracked the code and know all 

these decoding patterns by the end of second grade, beginning of third grade. And then once they have 

that, Wonders, Journeys, you know, guided reading, whatever you want to do, awesome. But they have 

to have that first, okay. So if we really concentrate on building those skills while developing the oral 

language skills, right. So we have to keep talking to kids, building their vocabulary, building their 

background knowledge, reading to them, having them discuss what is being read, we do that and teach 

them the foundational skills.  

 

>> We did it. We figured it out. We just had to hit pound. Oh, my.  

 

>> Were much more likely based on all the research that's out there to have proficient readers by the 

end of third grade and going into fourth grade. Then if we're giving them books that they can't really 

decode, that they're guessing at, but they learned how to answer the multiple choice questions pretty 

well because they become savvy test takers by the time they're in third grade. Okay. Where did I put 

that? So now I'm just going to beat this into your skulls, okay, over and over again because this is the 

purpose. This is what our pilot is all about, right. And I'll tell you, even though we have pilot people in 

the room, I'm going to tell you a little story about the pilot, okay. So when the pilot first came about, 

and if you look at Act 69 in the legislation, one of the things that it talks about, everything that we know 

that we should be doing with reading, screening all students, evidence-based core, diagnostic 

assessments, evidence-based interventions that begin early, that are multi-sensory focused on 

developing those decoding skills. Because it's a real pilot, we've layered in more about what we know 

about reading with developing oral language skills. So it's all there, right. But while the pilot people, 

guess we'll just call them the pilot people, the pilot people had some power to select the intervention. 

But we didn't have power to select the core curriculum. That will tell you that everything that you buy ... 

There is nothing that you can go to. Like you could say, "You know, I've decided I'm going to buy a 



nonevidence-based core just because I feel like it, right." Well, first of all, you have that power in 

Pennsylvania. You can do that. You can buy a nonevidence-based core because ... Well, not you 

personally. You your school district, right because that is a local decision, what your core curriculum is 

going to be. Some states ... Is Maryland like ... No, Maryland ... Texas, California, Mississippi, what, 

Minnesota? Okay. There's a lot of states out there where they say, "This is our core," or, "You can select 

from these four, five. These are the ones that you can use." We don't do that in Pennsylvania. So you 

can use anything. And probably a lot of you who have been in education for a while know that, you 

know, you're always, like, switching up your core, right. You get a new curriculum person comes in, or 

the publisher comes in. They're going to give you free whatevers, and you switch. So that's the decision. 

So we couldn't really say a whole lot about the core. We could talk about it being evidence based. And 

truly, everything out there says right on the front, evidence based. Put a little stickers on it, common 

core align, PA core align, evidence base, it all looks good. So then we got to the first round of screening 

to decide who is going to go into intervention. And it was not long after that, I believe, that a lot of the 

pilot districts said, "We need help with the core," okay which was really nice because that's true. We 

knew that. We knew that going in. But we couldn't say, "This is what you must do." But once they asked, 

we were allowed to respond, correct? I got it right, right. So we have infused lessons into the core and 

all the pilot districts because that's where we have to start, right. And if we don't start there, and we 

don't make the core what it can and should be, that's when we get so many kids who qualify for 

intervention that they're going to see the reading specialists for their two-weeks dose, and you're 

supposed to fix them and send them back. And that's not going to work because we know that the kids 

who need intervention need it for a very long time. So the core has to be strong. And these skills have to 

be taught in the core. And the more emphasis we put early on, K to two, K to three, whichever one we 

want to say, the better off we're going to be in the long run, the better off ... The better we'll be able to 

utilize our intervention is because most of the kids, they don't have a disability. But they need to be 

taught. Reading is something that needs to be taught. It's not like language where we're all born with a 

brain that's ready to learn it. Reading has to be taught, okay. So why did I go off on that tangent? Yeah. I 

think I covered everything that's on there, right. Okay. And this is another. This is an important piece. It 

can be taught. And I didn't pull these slides, but I probably should have. And if you really want to know 

the names of some of the schools, I can tell you where they are. But what we know is that poverty 

should not be a factor, right. So we ... The foundational skills, the phonological awareness, the phonemic 

awareness, the phonics, virtually all children can learn that, okay. So there have ... This is just one 

example. There are many examples out there where low SES students were targeted. But we know this 

can work no matter what the income level. And there's a slide that I have later on that sometimes I do 

think that we use poverty as an excuse. We just think, "Oh, you know, they're poor. They're not going to 

learn how to read. It's okay that 50 percent of our kids are below basic because, you know, we're poor." 

But it's not okay. The research out there shows that everybody can learn that. And in fact, there's a body 

of research that's emerging that we're hearing a lot about trauma-informed education, right. That's one 

of the new themes that's out there, and it's important, and it's real. And kids ... Trauma impacts the 

brain, absolutely. Poor nutrition impacts the brain. Poverty impacts the brain. Remember, the brain is 

plastic, right. Even impacted brains, and that's one of the things that I get a little worried about when 

you hear a lot about the impact of poverty on the brain because a lot of people are still walking around 

with the notion that once you, like, damage this brain, like, it's all over. Yeah. So, oh, yeah. "They're 

traumatized. Oh, well. They're not going to learn how to read. Oh, they're poor. they're not going to 

learn how to read." Not true. Okay, we can make up for those experience. And the body of research that 



is emerging is that learning to read is a protective factor, okay. Learning to read can help to reorganize 

and bring that brain out of the, you know, detrimental impact of poverty and trauma because learning 

to read, number one, it helps to reorganize the brain. Stuff is happening. When we learn how to read 

and learn how to decode, we're rewiring the brain. Number two, you start to have success, right. You 

learn how to read, you start to have success in school. So you might come from a home life that has a lot 

of trauma, a lot of poverty, a lot of violence, whatever it is. But you go into school, now, you're having 

success. And when you're in a place where you're having success, your brain becomes more relaxed. You 

become happy. All those good endorphines start to get released, and they kind of wash away, not 

necessarily. Probably like Ken Pu would have a heart attack if he heard me say this. But I like to 

conceptualize that the endorphines are washing away the cortisol, right. And the kids are having these 

happy learning opportunity in school. And it's kind of buffering the brain to go back into the less 

comforting situation that they might be coming from. But even though I put that in very layman's terms, 

and any neuroscientist would probably stroke out, that's essentially what they're saying, that this is 

learning to read, having success in school, right. You know all those risk and resiliency studies, right? 

What is one of the factors? When they follow people who came from crappy backgrounds, right, 

poverty, violence, all kinds of things, and they follow them for many, many years, and they look at some 

of them are successful. They've made it. They're happy. Some of them are not. And they looked at ... 

And this is very old research. People know this risk and resiliency research. Raise your hand if you know 

it. A couple people. Okay. Well, not enough people know it. This is a good celebration time because 

when they find those people, and remember the researchers. I can look up the name if you want to read 

the research. We'll get that in a minute. But when they talk to the people who made it, despite all the 

horrible background, they say, "What is ... What are ... Why? How did you get here?" And one of the 

factors they found is that those people who made it had someone in their life who believed in them and 

made them comfortable and happy and made them feel like they were successful and had self efficacy, 

and they could do things. And what kind of person was named more often than anyone else in those 

studies? Teachers. So now everybody ... And not just teachers, but counselors, psychologists, the people 

who are in schools who made sure that that kid has success. But a lot of times, it was the classroom 

teachers. So where are our classroom teachers? Classroom teachers, stand up again. Let's everybody 

give them a round of applause for what they've done because you really do touch the future. Like, that 

is a huge thing. So the more we can make kids successful in the classroom, we're not just, like, teaching 

them to read. We are helping them to become competent, contributing citizens in the future because 

everything about ... And the parents who started this dyslexia pilot, who really pushed for this, that is 

what was the thing that drove them more than anything. Yes, they wanted their kid to be able to read, 

absolutely. Every parent wants their kid to be able to read. But it wasn't the fact that their kid was 

stumbling over the words or couldn't read the words. It was the tears. It was the stomach aches. It was 

the not wanting to go to school. And it was that they were calling themselves dumb. That is what drove 

these parents, right, because when you have success in school, you are a happier child. And those kids 

who are withdrawn and not participating, we need to really look closely because, sometimes, they're 

not because they're not able to read. They're not able to do what we've asked. So we have to not use 

poverty as an excuse, not use trauma as an excuse. We have to understand that all kids can learn and 

that we have the know-how and the skills and the resources to be able to teach them. We can go on. 

Who needs a break, and who wants to go a little longer? If we need a break now, raise your hand. 

Nobody raised their hand. All right. We'll keep going. You know, going and talk about the bell curve. It's 

a slide. I added it this morning, not the actual bell curve. But we'll get to that. Okay. So let's talk a little 



bit like I told you, it's a little bit random. But we're going to talk about it because dyslexia is important to 

reading. Dyslexia is important to reading because most of what we have learned about reading, even 

what the national reading panel based their recommendations on, was research that came out of 

dyslexia, right. That is how we have really come to understand the reading brain. So dyslexia has been 

important to our understanding of reading and how reading really works. So we have definitions of 

dyslexia. And there's a lot of misunderstandings about dyslexia. Like I said, it's not all reading disabilities. 

There was a time. So I'll tell you kind of the evolution as a school psychologist. When I started as a 

school psychologist back in whatever that was, and I came right out of my training, and I thought I knew 

all kinds of stuff and soon found out I knew nothing, but I was ... I can remember. I remember one of the 

very first cases where I tested a kid, I somehow ... And now I look back and say, "How did I make that 

conclusion," because I really had no basis. But I somehow concluded that this child had a specific 

learning disability in reading. And the parent said, "Oh. So my child has dyslexia." And I said, "Oh, no. 

Absolutely not. They don't have dyslexia. We don't use that term in school. Okay. That's not an 

educational term. And I said all this stuff, you know. I said it. And I believed it at the time because I came 

right out of my training program, and that's what we were told, and that's what we believed. Again, I 

have no idea what my basis for making that conclusion was because I had no understanding of reading. I 

really didn't. I thought I had more understanding because I did take a course on reading, and I learned 

about informal reading inventories, and I learned about the three-cueing system, so I thought I knew 

what I was talking about, but I really didn't.  So I explained to the parents that we don't use that term.  A 

few years later, somebody said dyslexia, and I said, "Well, no, it's not dyslexia.  Dyslexia just means 

reading disability," because that's the what the field was saying at that point.  That's not right either.  It's 

not just a reading disability.  Dyslexia is a very specific type of reading disability.  Dyslexia is a very 

specific type of reading disability.  Dyslexia is a disability that impacts word-reading skills.  Right?  So that 

is the definition, the IDA and the NICHD definition, of what is dyslexia.  Based on largely on the research 

of Sally Shaywitz, although there have been many, many researchers since the Shaywitzes, what we 

understood for the first time is that dyslexia is also not a visual-processing problem.  To this day, you'd 

say people ... You know, I don't know.  It comes up at a cocktail party, and you say something about, 

"Oh, yeah, I'm working on a dyslexia pilot.  I'm on the advisor."  Oh, really?  You know, do you see things 

backwards?  No, I don't see things backwards, you know.  How about the joke.  I forget the joke now.  

Dog, god.  Everybody tells you that.  I'm like no, that's not what dyslexia is, but most people still think 

that when you say dyslexia, you're talking about kids seeing things backwards.  That is not dyslexia.  That 

could be a visual-processing problem.  There are some kids who really do seem to have visual processing 

problems like that.  They're extremely rare.  Okay.  So most of you are not going to encounter kids like ... 

Also, invariably, there will be somebody in the audience to say, "Well, my child can only read when 

everything is upside down," and I don't even know what to say to that.  That probably is some type of 

visual-processing disability, but it's not dyslexia.  Okay.  So it's important that we know.  It is 

phonologically a core phonological processing deficit, although what we have learned more recently is 

that there are other cognitive factors, especially with the graphic processing.  So this is the British 

Dyslexia Association, and the British folk have already incorporated that orthographic piece to it 

because, in their definition, they specifically talk about rapid naming as being something that's 

associated, and Maryanne Wolf has done a lot of research and was one of the first researchers to talk a 

whole lot.  No, not really because Ginger Berninger talked about it before Maryanne Wolf.  But she took 

what she was seeing and understanding about rapid-naming skills, and we'll talk more about that this 

afternoon.  That's one of the ... We'll talk a little bit.  Yes, we will talk about that when we talk about the 



PAL. So I see a little bit of confusion.  Does somebody need clarification about ... Well, I'll just give a little 

clarification.  So rapid naming and Maryanne Wolf, what we know is that it's not enough to just be able 

to hear and manipulate the sound.  They got to connect the sounds to the orthography, to the words.  

Right?  And one way to measure whether or not a child has be able to do that is a rapid, automatic 

naming test with letters.  What we also know is that if you do rapid, automatic naming with colors or 

pictures, that's tapping into a different part of the brain than with letters, so the skill that's really critical 

for learning to read is that automaticity with letter names and sounds, which one way to screen for that 

is with the rapid letter-naming test.  Okay?  And that's where the fluency piece comes in.  Right?  It's not 

that kids are fluent speed readers.  It's that they had these skills so they can look at the letter A, and 

they don't have to think for, like, 3 or 4 seconds.  They can say ay and a right away.  Right?  It's 

automatic, so that's the British.  And I put that up there because one of my hobbies is I'm also on the 

International Dyslexia Association Board, and there is a lot of talk going on right now about looking at 

the definition and whether or not they want to revise that definition.  And the rapid, the British 

definition, is one of the things that they're looking at.  Okay.  So this is some of what we have learned.  

This is kind of a little brief history of our understanding of reading and dyslexia, so we've been talking 

about dyslexia since the 1800s.  And anybody here part of the International Dyslexia Association or been 

to any of their conferences?  Okay.  Just a couple of people.  And that is becoming part of the mission of 

that organization is to become more visible and more involved in public education because ... And it 

probably happened because of the silly things we in public ed were saying like, "Dyslexia is not real.  It's 

not educational."  So those folks kind of went off into their own little world and have been very focused 

on the private dyslexia schools and private LD schools, but I'm saying all this because this has been 

around for a long time, Orton-Gillingham, like, Samuel Orton, a long time ago.  And like I said, they 

started talking.  They coined the term in the 1800s, and there is something that's called at every IDA 

Conference, they honor the Orton Oaks, and these are the people who are as old as massive oak trees, 

and they get up there.  But you have to kind of really give them credit because they've been tutoring 

kids their entire life, and they've been out there working with these kids when, you know, the rest of the 

educational world has been telling them, "Oh, that's not a real disability."  And they're out there, so it's 

long.  It's been around for a long time.  And like I said, Sally Shaywitz back in 1994 ... And I remember 

seeing Sally Shaywitz for the first time, and this is when I finally learned about what I was kind of doing, 

and I was still a school psychologist but for not much longer.  It was in two thousand and ... I think it was 

2002 when I saw Sally Shaywitz speak, and I was working in Westchester School District, and Linda 

Antonovich took a whole bunch of us to see Sally Shaywitz, and I was like, "Oh, my gosh.  I know exactly 

what she's talking about."  And I knew what she was talking about because I had been testing kids, and I 

could see it.  I got it.  I was like, "Yes."  I had learned a whole lot more about reading before then, but 

now I knew that dyslexia was not, like, you know, a taboo term.  It wasn't, like, the neurological disease.  

It was a learning disability, and it all made sense.  So she did contribute a whole lot to the field.  And I 

could tell you that even in the years since we started this pilot.  Right.  So we had a planning year, and 

now we're 2 years in.  But I can tell you I was at educational conferences in this very state where I would 

just talk about reading and dyslexia because I always do, and with people who were principals and 

teachers, you know, maybe I was FAAS or something.  I don't know.  And I'd say, "Well, how many kids 

with dyslexia do you think you have in your building?" And this was just, like, maybe 4 years ago.  And 

they would say, "Oh, we don't have any kids. Oh, no. We have no children with dyslexia in our school."  

And I'm like, "Oh, okay."  But now very few.  I truly believe, and maybe I'm out to launch, but I truly that 

there's just been so much press between the pilot and decoding dyslexia and lots of other people, that 



you're much less like, well, the OSEP guidance letters that came out.  How many people know about the 

OSEP guidance letter that came out in October of 2015?  Raise your hand if you know about that letter.  

Okay.  Good.  So somebody tell us what that letter says because we're going to cement it for you.  What 

does it say?  Anybody know?  Right.  We can no longer say what I was trained to say in the beginning of 

my tenured as a school psychologist.  We can’t say, "Oh, dyslexia is not an educational disability."  We 

have to acknowledge that dyslexia, dysgraphia, dyscalculia, they are real disabilities, and, yes, not only 

can we use those terms, but we should be using those terms because they help to clarify what the 

specific needs of the child are.  Okay.  So okay.  So we started studying dyslexia.  Once Sally Shaywitz 

identified it, told us what it is, we started studying dyslexia.  Lots of neuroscientists studying dyslexia.  

Yes?  It was October of 2015.  It's on the PaTTAN Web page for the dyslexia pilot.  Yeah, because I know 

there's still a few people out there who still will say we don't use that term.  We don't talk about 

dyslexia, but federal guidance says, yes, you do.  And now ... Yes?  Mm-hmm.  Yeah.  Yeah.  That's an 

association.  But the association, whether it's ASP or NASP or ASHA or whoever, they don't make the 

laws.  Okay?  So in my practice, I'm going to go what the feds say over what ASP or NASP or whoever 

else might want to say.  Right?  And I'm going to tell you, that's why I'm here today.  There's a whole lot 

of neuroscientists that will back it up.  Okay.  They've been studying dyslexia.  They are doing 

neuroimaging.  They can tell you what ... And now they're beyond neuroimaging.  I don't even know the 

name for this new test, but it creates gorgeous pictures that look kind of like brightly fluorescent-

colored sea anemones or whatever they're called with all these squiggly lines.  So they're getting ... 

Now, it's not just that they know what the neural pathways look like for dyslexic and nondyslexic 

students.  They also know the genetic variation.  Okay.  So it's real no matter what any of the 

associations might want to say.  Ask a neuroscientist.  They can show you what a dyslexic brain looks 

like.  And they can also ... What was that?  Okay.  Yeah.  Okay.  We'll put that out there.  It's like climate 

change.  Okay.  I'm sorry.  There is a lot of evidence.  I'm going with the evidence over ... So evidence 

and federal law, I'm going to take that over someone's opinion because they still don't like the word for 

reasons that I truly cannot understand.  Okay?  Because a lot of of the same folks will identify a kid with 

a decoding disorder or basic reading deficit, but they don't say the word dyslexia.  They're the same 

thing.  Okay.  And they just kind of get their ... I don't know.  They just get their dander up about the 

word, but, hmm, it's personal opinion, and I'm going with science and law over a personal opinion.  So 

where was I about that?  And that's one of the reasons that we're here today, and I'm very grateful that 

a lot of psychologists are here because when people start to learn more about reading and people start 

to learn about the neuroscience behind reading and look at the studies and if people really ... Now, I 

have found ... Last year, Barb and I did a series of webinars.  In the first one, we went into all the details, 

and I think that still might be on the PaTTAN website, so if you really want to hear about some of the 

studies and all the different areas of the brain that have been isolated that are associated with reading 

and with dyslexia and see the neuroimaging studies where they can show that the brain normalizes as a 

result in intervention and instruction, like, we have all that data.  Right?  And when we say evidence-

based, that's what we're talking about.  We're not talking about, like, you know, a study of two 

classrooms or looking at a curriculum and checking off, "Yep, it deals with decoding.  Yep, it deals with 

this.  Yes, it deals with that."  We're talking about science that says, "This is the type of intervention that 

normalizes the brain.  This is the type of instruction that grows these neural pathways."  So that's what 

we're paying attention to, and that's why we're here, and that's what I'm on a mission to make sure 

everyone understands.  Okay.  So some of the neuroscientists, so people ... And then we already 

mentioned Berninger and Wolf have been looking at the orthographic piece of it.  So we have lots and 



lots of research around the phonological piece of dyslexia and reading disabilities and the role of 

phonology in learning to read.  We also know that one of the cognitive skills that absolutely can be 

trained is phonological processing.  Lots of good data to support that we can train phonological skills, so 

we can improve that cognitive ability.  We're still working on some of the other data, but we also know 

that phonological training alone and phonological training that does not engage the orthography does 

not yield the results we want because, ultimately, we're not training kids, training their phonological 

skills just so they're really good at substituting and deleting letter sounds and words when we're talking 

to them.  Right?  We're doing that because we want them to actually ready written text, so you have to 

go beyond just the phonological training and pull in the orthographic training and connecting the letter 

sounds with the letter shapes and the symbols and the combinations.  And much more recently, only in, 

I would say, maybe the past 4 to 5 years, now the neuroscientists are beginning to be able to isolate the 

neuroanatomy and genetics behind comprehension deficits.  So Laurie Cutting is one of the researchers, 

and then there's this other Guinevere Eden, Guinevere Eden.  Guinevere Eden and Laurie Cutting are 

two neuroscientists that are now researching the comprehension piece of the reading brain.  And there 

are much earlier ... Bless you ... research, but they are making great strides in understanding exactly 

where some of the breakdown is in the brain or where these skills are isolated, and Guinevere Eden has 

started to unravel some of the differences between children and adults who are normal comprehenders 

and people who struggle with comprehension.  So what Ginger Berninger was talking about many years 

ago, and we'll talk about it with the PALS, the neuroscience catching up.  And we know that there are 

brain differences, not just with dyslexic kids and normal readers in terms of word reading, but also kids 

who struggle to comprehend even when they can read the words, so those studies look at groups of kids 

who ... They've cracked the code.  Right?  So they can read the words on the page, and you know that 

some kids, although much, much, much more rare, some kids are hyperlexic.  So they can read 

everything you put in front of them, and then you ask them a question or ask them to explain it, and 

they just give you a blank stare.  Right?  So that's a specific comprehension deficit.  We don't know as 

much about that, but we're learning more and more, and tomorrow, we're going to be talking about the 

TILLS, and that is a test that is relatively new, and it really helps us to get at the specific comprehension 

deficits.  So that's a little bit of a journey into the research of understanding dyslexia and reading.  All 

right.  We'll do this slide, and then we'll take a break.  So the other thing that we have come to 

understand is that we have ... We now know from the research that not only do we know that dyslexia is 

real, but we know that there are different subtypes of dyslexia.  Okay.  So three subtypes.  Dysphonetic 

dyslexia.  And like we've been talking about these, are the kids who have difficulty with the phonological 

skills, that they're just not quite hearing and understanding.  Yes?  Yeah, I added.  These are one of the 

slides I added.  Sorry.  Yes.  I will make sure that we get this.  So check in a day or 2.  Oh, this is Friday, so 

check next week, but we'll make sure the new one gets up.  Okay?  Really good source of information for 

this if you want to read a whole lot more is Nancy Mather has a book.  I think it's called, "Assessment 

and Intervention for Dyslexia" and I forget the rest of the title.  But it's Nancy Mather.  And if you're a 

school psychologist or if you work in a school with a school psychologist, then what you might want to 

do is ... Who has the Woodcock–Johnson?  I think it comes with the Woodcock–Johnson test kit.  Nancy 

Mather has a whole little publication that comes with the kit that talks about using the Woodcock–

Johnson to diagnose dyslexia, and she goes into an explanation of these different subtypes in that 

publication.  And you might even be able to Google that, so if you don't want to go out and buy her 

book, I think you can find that publication online.  Is Woodcock–Johnson Pearson?  It's not Pearson?  It's 

Riverside, so I would check on that website.  But she does go into detail about these different types of 



dyslexia.  Bless you.  The surface dyslexia, this is more of the orthographic processing component, or 

they really have not cemented that orthographic loop.  So Nancy Mather talks a lot about these kids 

because this is a newer area of research, and whenever newer concepts start to come along and 

emerge, there's always lots of controversy.  Right?  There's lots of pushback.  So there are still people 

out there that will insist that, "Nope.  Dyslexia, it's core phonologic," that orthographic processing is not 

a separate component.  Nancy Mather doesn't believe them, and Nancy Mather does a lot of work 

directly with children.  She does research, but she also does intervention and assessment, and she will 

show you work samples of kids who she says they've got the phonology down.  Right?  Their spelling is 

completely and totally phonetic.  They spell direction with S, H, U, N at the end.  Right?  So they hear the 

sounds, but they don't know the orthography that goes, so they haven't firmly connected the letters and 

the letter patterns with those sounds.  And their intervention needs to have a whole lot more practice, 

and when we talk about Ginger Berninger's work this afternoon, we'll talk about that orthographic loop 

and the kind of practice that kids need.  Okay.  And then mixed dyslexia, of course, is mixed.  It has both 

of those components, so the kids are struggling in both areas.  And then, finally, reading comprehension 

deficits, many kids have such severe dyslexia or such serve decoding deficits that they struggle with 

comprehension because they are either so slow and labored, or they're so incorrect in how they're 

reading the words that they can’t derive meaning from what they've read.  Other kids are those 

hyperlexic kids.  Right?  They are the kids who can read what you put in front of them, but they can’t 

make meaning from it.  They can’t make sense of it.  That's a specific comprehension deficit, and that 

typically is very tied to language skills, and that's what we'll be talking about tomorrow.  And we will 

now take a break. Get the benefit of your questions and comments.  Let's see.  Okay.  The dyslexia pilot 

site, you can learn a whole lot more about the specifics of the pilot by going to the PaTTAN Web page.  I 

can tell you that our districts are all loving what they're seeing in their schools, and they are more than 

happy to speak to people from other places.  Blue Mountain is here with us today.  Raise your hand, 

Blue Mountain.  Yay, Blue Mountain.  And probably they are more than happy if you are near Blue 

Mountain.  I bet they would be very open to having visitors.  Of course, right now, there is not much to 

see, but once school gets started again.  Visitors conversation at our other sites, there are probably 

people from the pilot.  And like I said, on the PaTTAN website, you can find the list of all the schools and 

lots more specifics about the pilot.  And they will tell you not just the success that they are having, but 

they will tell you that what they have found out, that reading really is rocket science, just like Louisa 

Moats said back in nineteen ninety something.  And where did the PowerPoint go?  Okay.  All right.  

There we go.  So reading is rocket science.  And I don't know.  I don't want to put Blue Mountain on the 

spot, but again, I'm going to invite you to please make comments.  And the one thing that was really 

powerful for us, the feedback that we were collecting from the interventionists, so the interventionist 

were trained in different multisensory programs, so it's four districts, I believe, have Orton-Gillingham.  

We also have districts that are using Sonday and Lindamood-Bell, Wilson Foundations.  And what we're 

really seeing, not just in the data but also in the experiences of the teachers, is that it is building the 

teacher knowledge and capacity to be diagnostic and prescriptive in their teaching.  And more than one 

program over another, it's what the teacher knows and really paying attention to what the child is doing 

or not doing and responding to that.  That seems to be the real variable.  The other thing that has been 

really interesting is that the teachers and the pilot, and the interventionist and the pilot, some of them 

had been in the field for 25 years.  And it's pretty powerful when you lead little testimony from ... And 

some of this is on the Web page.  Where someone who had been teaching and working as a reading 

specialist for over 20 years went through this training, and they were astounded by what they didn't 



know.  And I like to describe it ... Like I said, there was some survivor-guilt kind of phenomenon 

happening where some of our reading people were feeling really distressed about what they didn't 

know and what they have now learned to help the students that they feel like they failed their former 

students.  Right?  But like Maya Angelou told us, "You do the best you can do until you know better.  

Then you do better."  Right?  And that's all any of us can do.  And our understanding of the science of 

reading has really been evolving over the last 10 years.  Yes, we had it, but even what the National 

Reading Panel told us, we have a lot more detail and a lot more data to support it.  So we don't have to 

feel guilty.  We just have to do better.  Another question that came over the break is, how are we talking 

about reading proficiency?  I'm going to assume that that's around the pilot.  Now, the pilot only goes K 

to two.  There is some movement to possibly expand the pilot, but we don't know that that's going to 

happen.  But what our marker will be is the marker that we use in Pennsylvania for what is proficiency, 

and right now, that is the PSSA.  Now, that could change, but right now, that is what we're using.  At the 

end, in the exit criteria for a student in an intervention, we're going to be using the Gray Oral Reading 

Tests and the TOSREC.  Now, I got to remember what the TOSREC test of ... There's an S in there, 

though.  The TOSREC is the test of silent reading comprehension.  Okay.  Or the total whatever it is.  It's 

the test of silent reading comprehension, so they will be our two exit criteria.  But right now, like, how 

we define proficiency in Pennsylvania is through the PSSA, so that is what we will ultimately be looking 

at.  Okay.  Where did I put this little thing?  Did I cover all the questions?  I'm feeling like there was one 

more.  No?  Okay.  So really, for the rest of the morning, I'm just going to keep banging you over the 

head with this notion, but this is an important one.  So our brains are hardwired for language.  Right?  

We come into this world with the capacity to learn language relatively easily, and most people learn 

how to speak and comprehend oral language.  Right?  There are people with language impairments.  

Some people do it less well, but most people can do that.  And our brains, little baby brains, are wired to 

be able to hear all the sounds that are in all the languages.  Right?  Little plain babies can pick up all the 

zonings.  Did you ever notice that, you know, as a grown-up when you're trying to pronounce a name 

from a language where they have phonemic patterns that aren’t part of our language, and we can never 

quite get the pronunciation right?  Right?  So if we ... Babies can hear all this.  When we stop using a 

sound, those neurons that were responsible for hearing and processing that particular sound, they kind 

of drop off. So it becomes harder. Again, that is why. Doesn't mean it's impossible. They can 

approximate the sound. We can get close it, but we're not going to get it quite as easily as early on. It's 

just harder going back to that whole idea that we have to start really early. But babies come into the 

world, right? Many of you are parents, grandparents. You can see that the moment that that little baby 

is [INAUDIBLE] daddy say something, what does the baby do? They turn their head. They known 

mommy's voice, and daddy's voice right away. They're hearing the voices when they're still in the womb, 

and they come out ready to learn language. They attend to language from the beginning. When we learn 

how to read, reading is a very new process, evolutionarily speaking. We've been speaking and listening 

for many more thousands of years than we've been reading and writing, right? It was a long time before 

we created reading and writing. Our brain isn't pre-wired for that. We have to create those neural 

pathways that help us read. So instruction must happen for that to happen because essentially what 

we're doing is we're taking the vision areas of the brain, and the motor areas of the brain and the 

language areas of the brain, and we're connecting them. We're growing neurons to make those 

connections. And that's when we go back to that direct instruction, phonological awareness, phonemic 

awareness and phonics. That is helping to grow those neural pathways. And we have the neuroscience 

that shows the difference, pre-intervention dyslexic brain, post-intervention. Or pre-instruction brain, 



post-instruction brain. Even for normal readers, there is changes in the brain that happen as you begin 

to learn how to read. So it really happens. We have pictures of it. We're not making it up. We have 

actual pictures. And Barb can probably tell us the exact areas of the brain, but I won't put her on the 

spot right now. Maybe we'll get to that this afternoon. Here's a very primitive little portion of what 

we're talking about, picture of it. You want to jump in? No, okay. So you can see right when we know ... 

probably most of you somewhere along the line, you had a course where we talked about the different 

parts of the brain, right? We have the occipital lobe which is where vision is processed. So there are 

different areas of the brain for language and vision, and then also for motor output. And then attention 

and executive function. And to be a proficient, effective reader you have to be growing all these 

connections. Because while phonology, phonemic awareness, decoding is foundational, right, we're not 

just reading the words to say the sounds. We're reading the words so that we can comprehend them. 

And then we can write them. And then when we're reading and writing, we have to figure out what's 

important and what's not important, right? So we're using executive functionings, we're using 

[INAUDIBLE] cognition. And all this learning is growing connections. And that, you know, that relates 

very much to this whole growth mindset that's really big, right? Carol Dweck's theory because what she 

bases her theory on is neuroscience. And what we tell children that you're growing the neurons. And 

when we're doing tutoring with kids, in the district where I work we're not part of the pilot, but we've 

replicated the pilot. That's one of the phrases that we tell the kids when they learn a new skill. You grew 

more neurons! Like, and they get really excited. I'm growing neurons, I'm growing more and more 

neurons! And we're like, yes! And they're not really growing the neurons but they're connecting them. 

And so they get very excited about that. But truly, that's what we're doing. And it happens in response 

to instruction. It happens easier for normal readers. And it takes a lot of time and a lot of direct 

intervention for disabled readers to grow those connections and the pathways. And we've known this, 

right? So here's 1997, and this is true. And while we knew it back in 1997 and we had some more 

primitive technology to support this statement, now in 2017 we have amazing technology and all kinds 

of ways to get images of the brain as it is reading, and speaking and making all these connections. So we 

are re-writing the brain when we learn to read. Reading and writing are very complex processes, right? 

So everything that we're doing, and this is why we're here as an interdisciplinary group because another 

frustration I had as somebody who has been in the field ... And I sense really that I think it has gotten a 

little worse lately, but we operate in [INAUDIBLE]. Right, so we have our reading people here, school 

psychologist over there, speak and language pathologist. And I think it's gotten worse because schools 

are, you know, underfunded. We're overworked, underfunded. Everybody is running around like a 

chicken without a head. And I am seeing that there is less collaboration and communication between 

these folks. But think about what reading and writing are, right? We are codifying. We're putting what 

we speak and hear into print. So all reading is language. So the two people who should probably be 

sharing an office and talking to each other all the time are ... well, the three people. The reading 

specialist, the speech and language pathologist and throw the psychologist in there too. And when the 

OT comes, put them in the same room. Honestly, I think if we had all those people in the same room 

every day talking to each other, that we probably would just figure this out without doing these 

workshops or anything else. Because we would start to share the knowledge, and realize that we have 

to be working together. Like, the idea that a child can have a specific comprehension deficit that is well 

documented, but then we say that they don't have a language impairment or vice-versa, they have a 

language impairment but they don't have a comprehension deficit, that's really hard to grapple with 

when you understand what reading and writing really is, right? Because most kids .... it would be a 



pretty rare kid who can comprehend everything they read, but can't comprehend everything that they 

hear. I believe there probably are some of them out there, but most of the time when kids are struggling 

with receptive language skills and comprehension, it's going to show up in their ability to read and 

comprehend what they're reading. Because reading is the codification of language. Had another thought 

that went in and out of my head. I forget what it was, but you get the idea here, right? Any questions 

about that, thoughts? Let's ... come on, let's get some interaction here. It's getting a little sleepy in here. 

Okay, we're going to have to get you a microphone. So maybe I will have John take the microphone back 

there. Because this is our opportunity to really kind of ... And I will tell you, this is a frustration to me 

sometimes when I see a child who they're saying has a language disability, but the psychologist is saying 

no, there's no comprehension deficit, okay, and vice-versa. So somebody back there. 

 

>> I guess I'm finding it ... This is on a little different vent. When children are having decoding deficits, 

and then they're also identified with comprehension deficits. But if you ask them what they've read, if 

you orally read something to them, they get it. It's only when they're reading it themselves that they 

don't. So how can we say they have a comprehension deficit when if it's read to them, they understand 

it? It's just through the process of reading, so it's more a decoding deficit. 

 

>> And that is characteristic of kids who have more severe dyslexia because their decoding is so poor 

that it impairs the comprehension. But you're right, it's probably not a specific comprehension deficit. 

They have reading comprehension difficulties that are secondary to their decoding difficulties. Does that 

make sense? So, yeah, so they are not going to probably need as much work on comprehension 

development or comprehension strategies as they are on the decoding. But I saw somebody back here 

in salmon colors. All the way in the back. Because I would like to really hear from some of the speech 

and language pathologists on this. 

 

>> Well, just along the lines of working with a speech and language therapist frequently, I'm a school 

psychologist in a K-2 building. I've been working a lot with her over the past 8 or so years, and what 

we've really come to realize is how much when she is working with a student who's making gains speech 

and language-wise with our [INAUDIBLE] and even with learning vocabulary, but then not applying it to 

the reading skills. That's kind of ... we're like, okay, now I need to step in and see what's really going on 

from the reading realm. Particularly with children with childhood apraxia of speech. Those are kids that I 

think we kind of miss in a way because we think they're just here [INAUDIBLE] speak language. But 

really, they apply a lot with the reading realm as well. 

 

>> And that's what Ginger Berninger would say. Those kids with apraxia, that whole sensory input-

output. If they can't produce the sound, they're having trouble really hearing, and processing and 

cementing the sounds when they can't make the sounds. So not always. Some kids, their phonology is in 

tact but they just have sounds they can't make. But it can also be exactly what you're talking about. How 

about ... do we have any speech and language pathologists in the room that ...  Here's somebody up 

here. John's going to get his extra ... here, I can ... I'll get here faster. I'll meet you. 



 

>> I think one of the things I'm [INAUDIBLE] as a speech therapist, and I've worked elementary for many, 

many years. And reading has been a big part of what I've had to deal with, is that we have different 

standards of expectations. I see kids with what I call language problems, and one student I'm thinking of 

in particular right now has a pretty severe auditory reception problem. When I ask him questions, he 

can't pick information out of the questions. He can't reason when he's listening, but he's doing really, 

really well in the classroom. So I ran into a big problem this year when it came time to re-do his IEP 

because I had re-tested him and had data that showed he couldn't complete these tasks. But yet, he was 

reading actually above grade level with his reading. And, you know, she was saying that he was doing 

well with his comprehension. So I think there is different levels of acceptability of what was okay for this 

student. So we really have to talk and come to a plan of what were going to do with the student because 

I was seeing things from my perspective, and the classroom teacher was seeing things from their 

perspective. And the parent was sort of caught not knowing what to listen to. So a lot of times what I've 

come up with is kids that I feel aren't being successful in their comprehension and their reading, the 

classroom teaching based on because of what they're seeing in their world. It's like, well, they're 

acceptable. They're doing okay in the regular classroom.  

 

>> Do you know, like, the criterion for the regular classroom, or ... I don't want to put you ... 

 

>> For us, our criterion is changing. Part of it was several years ago adopted a new core reading 

program, and if the kids were passing the test in that core reading program then they were doing okay. 

What we found out was when we did the PSSA testing and some other testing, our kids were failing 

miserably. So now, we've really revamped our entire program. And in fact, we participated in the MTSS 

project this year for literacy, and have a wide range of ... like, we do Fundations. We do 95 percent 

group. We do ERI. So I think we're seeing a big change in what was considered acceptable before. So 

now we use, like, DIBELS results, running records. It's not just can the kid pass the end of this unit test, 

anymore. Because I think when kids were passing end of unit tests, they were using skills other than 

their reading skills to pass those tests. 

 

>> Yeah, you just said exactly what I suspected. Now, the type of child that you're describing, I believe 

they do exist. Okay, there are kids who maybe because of auditory processing kinds of deficits, they 

really can comprehend better when they're reading than when they're listening. They are out there, but 

it's not real typical that they won't have some level of comprehension. And a lot of times, it is because of 

what the comprehension test or task that we're using is not necessarily getting at all the skills. I didn't 

put this slide in because they weren't ... my stuff this morning is not specifically about comprehension, 

but there are ... I might have one slide in here from Hugh Catts. But one of the things we have to be 

really aware of, and this can be problematic because in some school districts, there is a limit on how 

many assessments are available to the school psychologist,right? But different comprehension tests get 

different results. They tap into different skills. They're not all comprehension tests that pass, and tests 

are not the same. So you can have a single child who you're testing as a school psychologist. And three 



different comprehension tests will yield three different scores that can be pretty dramatically different. 

Melissa Farrell has an excellent textbook. I happen to have it right here, "Reading Assessment: Linking 

Language, Literacy, and Cognition." I go nowhere without my reading texts. I have about six of them in 

my bag. But this is a really good one, and she talks a lot about that. That when we are testing for 

comprehension, we really have to listen to the teachers, find out what the demands are in the 

classroom. Because more often, it's the opposite of what you're describing. More often, we'll have 

teachers saying that the child is struggling in the classroom, and then they're tested by the school 

psychologist, or maybe by the speech and language pathologist. And they'll say, oh, they're fine. But the 

teacher is saying no, no, no, no, no. They're not fine. They're not comprehending. So we really have to 

have that in-depth conversation to find out what exactly is happening in the classroom or not happening 

in the classroom that the teacher is seeing that that child is not comprehending. And then try to when 

we are choosing assessments, really tap into that area where the child is struggling. So maybe this 

afternoon I'll find that slide, but it's pretty dramatic. And this one example that Melissa Farrell shows, 

kid got an 81 and, like, 110 on two different ... Like, the WIAT, and I forget the other comprehension ... 

They're not interchangeable. Comprehension is very multifaceted. And exactly what you were saying 

happens a lot, especially with the little ones. Those end of unit tests, kids can pass those end of unit 

tests with barely being able to read a word of those little stories and passages. They get really good at 

taking those tests, and I happen to have a friend who's son was doing that. And the school kept saying 

he's fine, he's fine, he's fine. But when he had to ... Actually, when they finally gave him DIBELS pseudo 

word decoding, couldn't do any of it. All right, so they were nonsense words called DIBELS. So we have 

to really, really dig deep and look at these different skills. Any other thoughts from speech and language 

pathologists? Because this is why we're here, right? We're initiating this conversation. We have to be ... 

Any push back on the notion that reading and writing is language? Good. Oh. 

 

>> More of a question, really. Because I teach at the high school, and a lot of my kids even at the high 

school level still are unable to decode or comprehend. And what point does comprehension become 

more important than decoding? Or does it not? 

 

>> Well, I would say that answer depends. And it depends on a lot of things. But it depends on 

understanding where the deficit is coming from, okay. So there are absolutely, without a doubt, there 

are kids in high school ... First of all, there are kids in high school who don't comprehend what they're 

reading because their decoding skills are so bad. And then once you get to high school, very few 

pictures, lots of multi-syllabic words. And if you don't have a good grasp, even of some of the 

morphology of, you know, what some of these prefixes, and root words and suffixes, what they mean, 

it's really hard to deal with some of those big words, especially in science. Less so in social studies, but 

definitely in both of the content areas. But some of these kids can't read it because they never were 

taught. And that was one of the biggest drivers for me becoming ... I like to call myself a student of 

reading because I would find these kids who were in, you know, 8th grade, 9th grade, 10th grade. And I 

would be testing them, and their decoding skills were, you know, in the basement. They were just 

horrific. But they didn't have any phonological processing issues. They weren't, you know, the 

[INAUDIBLE] letters. Yeah, they got that. They couldn't read nonsense words or pseudo-words, but I 

would kind of do a little mini intervention. So I would, you know, teach them a skill or tell them things 



like, ING, it's always going to say ing. No matter when you see it, it says ing. And honest to god, I 

remember the kid. I can see his face. I know exactly what district I was in, and where I was sitting. And 

he was like, really? I'm like, yes. Really. ING, always ing, no matter where you see it. And he came back 

the next testing session, maybe, like, a week later, and was so thrilled to show me all these ing words 

that he could now read. And he was in high school. And it was just like a light bulb went off. And that, to 

this day, that is something that really drives me. So if the kid doesn't have a real severe disability, and 

they've just never been taught, then I'm going to say that yes, we have to keep teaching decoding. But if 

the child's decoding, if they are so dyslexic that they can't, they're just not learning and we're running 

out of time, then I would say then that's when we do need to use assistive technology and work more 

on the comprehension skills. There's no right or wrong answer there, but the one thing that we can't do 

is say we don't teach decoding in middle school. Or no, we don't do that in high school. If kids need it, 

then we need to figure out a way to give it to them, okay? Does that help or not? A little bit. All right. I 

mean, we have to keep working on both. It's never either or. It's always both. But the other question I 

would ask about the kids that you're describing is, if you give them ... so you got to keep working on 

their decoding, but if you give them books on tape, do they understand it? Because then that is another 

piece. So then that would be a kid, if you're saying they can't understand even when it's being read to 

them, then that might a language impairment. A specific comprehension deficit. Or kids can have both. 

They can have the dyslexia and also a comprehension deficit. And that's a real struggle. 

 

>> I have some of the same issues. I'm in middle school, and I feel your pain. I have a to-be 7th grader 

who is just starting reading at a 2nd grade level, but yet he is included in regular classes. The problem I 

have with him is when I go back and give him evaluations or instruction in nonsense words, he's trying 

to make words out of them. So at what point do you let that go and just concentrate on sight words? 

And, you know, I at this point do a lot of audio things with him or, you know, I can read something to 

him and he's got it.  

 

>> Right. All right. Well, lots of thoughts on that comment. So first of all, we don't want to teach 

nonsense words, right? And ... 

 

>> [INAUDIBLE]  

 

>> Okay. Right. So it's okay as a progress monitor with the nonsense words, the pseudo-words. But what 

we want to be teaching is in a systematic way, the decoding patterns. So you have to do some type of 

assessment to find out what the child does know as far as decoding. Like, what ... Do they know all their 

vowels, they know long and short vowels, they know long ... probably assume that by middle ... You said 

middle school, right? That they know all their consonants and their vowel sounds. Although, they might 

not. Some of them are still struggling, especially with those short vowels. Do they know the digraphs? So 

you got to kind of back up, find out where they have stopped, and then start to teach from there. And 

teach that very systematically for a kid who does not have that. And there are lots of different programs 

out there that will do that. You know, some of them are more expensive and require more training, like 



Wilson or the [INAUDIBLE] but then ... Okay, and this is ... so if that is a kid who truly ... Has the kid been 

evaluated by ... Okay. So he does have a ... He is a special ed student. 

 

>> [INAUDIBLE] 

 

>> All right. And that's probably the one you want to have if you have good comprehension skills and 

language comprehension skills, but you're really struggling with the reading. But now this is a middle 

school kid, and he's had it for 2 years so he started it when? 

 

>> [INAUDIBLE] 

 

>> Okay. So what Brett Miller was saying, what we know for the kids who are very severly dyslexic is that 

the intensity of the intervention is much more and much longer than any of us really want to hear, 

okay? So kids who are truly severly dyslexic have to have it every day for multiple years. And yes, it is 

cumbersome. But that's what they need to make progress.  

 

>> [INAUDIBLE] you're tied to the schedule. I don't have 30, 45 minutes with just him. I never have just 

him. 

 

>> Mm-hmm. 

 

>> It's grouping. And you guys know this is the real world. This is how it is.  

 

>> And I absolutely know how it is. I absolutely know that we have to figure out work-arounds, but I 

absolutely will go back to the idea of our pilot. That's why we have to start as early as possible, and as 

intensely as possible. Because the older kids get, the harder it gets, not just neurologically speaking but 

schedule speaking. And it is a shame that in 2017, we're still slaves to the schedule. But we are, and we 

have to figure out work-arounds. John, there's another question way back there. Okay. 

 

>> One of the things that we've done for our dyslexic students when they hit 5th grade and they're 

really hitting the wall is we look at not only doing interventions, you know, pulling them into the 

reading, but looking at taking out social studies and giving them a double dose. And that has been very, 

very effective. We get the parents' permission to do it. 

 



>> Right. 

 

>> Because social studies isn't part of the PSSAs. 

 

>> And I absolutely ... What was that? I get it. I've been in schools where we've done it. I've been a party 

to it. And at some point I'm going to get to Hugh Catts' slide that I put in here. And Hugh is saying that 

we're doing it wrong. That we can't do that because part of the reason our kids are getting weaker in 

comprehension is because we are spending less time in science and social studies. And the 

comprehension tasks that we ask kids to do, whether it be NAEP or PSSA, or SAT or the demands in 

college and high school, it's around building background knowledge. And building a fund of information. 

And that when we're taking kids out of those classes, we're ultimately hurting their comprehension. I 

know. I'm not saying that this is easy. And this is why I am on a mission to make it happen earlier. That if 

we could ... Because I am absolutely convinced that if we do a better job earlier, we're going to have less 

of these problems. And they're not going to go away. We are always going to have these kids. But we 

have to intervene earlier. We're going to have less of them, I truly believe, and the researchers believe 

that. And that was one of the messages I've written all [INAUDIBLE]. And he said the reason we have to 

start early is because of this one study, it's not published yet. He was telling me about it, that they 

started with 5th graders, intensive hour a day, everyday. They're 3 years in. These are kids with 

decoding deficits, right? Three years in and the gap is not narrowing, okay? They're making progress, but 

they're still far below their peers. And that's when he said that then we have to layer in the assistive 

technology as well. That's when we have to give them, you know, books on tape so they can access that 

content area and start building their background knowledge. But they were definitely growing. Their 

decoding skills were going up, their word reading skills, their accuracy was growing. But the gap 

between those students and the normal readers was continuing to widen. Okay. Yes. 

 

>> I hope we're not taking a bird walk here, but has there been any thought ... We've been in the project 

now for 3 years, and obviously we have an expanded group of kids that we're targeting for intervention 

more than we would normally look at, I think. But in terms of making this operational, you know, for 

these districts that are involved right now for years to come, has there been any thought about doing 

that through the transition of next year? I don't know if you've even discussed this or even going beyond 

next year. Just some food for thought because I'm looking ahead.  

 

>> You want to answer that or do we ... 

 

>> It's a bird walk. Yeah. It's a pilot. We're learning and growing, and we're looking at the data and we 

are seeing some good data, promising data coming out. But you're right, we do have to have a transition 

plan, and that's why one of the hopes with this whole project is that we're building capacity and that we 

will have in-house trainers in those districts in some way, that we're building the materials to do the 

training and to increase capacity. But there's discussions, and we'll get into that more maybe even next 



week when we're meeting just with the pilot. Okay? And then we will share that out with everybody else 

because the nice thing about our pilot in Pennsylvania, like I said, it really is a pilot. We are learning, and 

we are growing, and we are tweaking it and revising it because ultimately, that's our goal. We're not 

going to be able to do this with every other district in the state, but we want to learn from what we're 

doing so that we can create guides and materials and resources so that other districts can do it on their 

own. We'll get there. We're not quite ready to answer your question. And then there was another 

question here.  

 

>> [INAUDIBLE] 

 

>> Okay. What are the good assessments for phonics for middle and high school? Oh. Oh. Your 

handwriting was very sloppy. So Amy might help us with this one. But I will ... Okay, well, I love the CORE 

assessments. Yeah. I love them, like, long before, like, back in the olden days of my school psychology 

career when they didn't have, like, the CTOPP wasn't out yet and a lot of the more standardized 

assessments were not out, I used the CORE. And the CORE assessments ... Amy, do you know what CORE 

stands for? Okay. Yeah, so it's an organization. It's the something-something-something-something. 

Okay. C - ... It's all caps. If you just do "CORE reading assessments and interventions." They come in a 

book. They're not real expensive. And you're allowed to reproduce them. So they're a nice informal 

assessment. But then when you're trying to see a child's, you know, relative standing in the norm group, 

they are not normative assessments. They're criterion-based assessments, so then if you're really 

looking at whether or not a child has a disability, then we have to do some more norm reference 

assessment. Amy, do you have any ones that you want to add? 

 

>> [INAUDIBLE] 

 

>> Okay, Diagnostic Decoding Survey from Really Great Reading. Oh, yeah. That's the ... 

 

>> [INAUDIBLE] 

 

>> Yes. And Readsters, right? Really Great Reading. The Diagnostic Decoding Assessment Survey from 

Really Great Reading. Do we have that on our resources? Okay. I think that's the people from Readsters. 

Is it Readsters? 

 

>> [INAUDIBLE] 

 



>> Oh, okay. 

 

>> I don't know the [INAUDIBLE] 

 

>> Okay. Yeah. All right-y. So we're getting a little off topic. 

 

>> Here's a question. One question over here. 

 

>> Okay. So I work for an intermediate unit, so every kid we have is special ed. And most of our 

population of kids are emotionally disturbed, you know, kids who are ED, kids who have significant 

mental health issues, who may or may not have reading issues related to a disability. You know, it's 

always a catch-22 for us. Is it which came first, the chicken or the egg? Were they not identified with the 

disability and then you had all these, you know, maladaptive behaviors develop, or kids who have 

maladaptive behaviors forever and they've just had so much interruption in instruction that they're not 

... I mean, our triangle is upside-down, right? We have 80 percent of our kids are tier 3 intervention kids, 

but one of the things that we have really started looking at with regard to the assisted technology, and I 

don't know if everyone is familiar with it, it's either the uPAR or the PAR, which is the Don Johnston 

product. That, you know, the PAR is free. It's a downloadable product. You read it. But what it essentially 

... We used it last year with some of our students to really try and figure out which of the students we 

needed to look at at text-to-speech tools for them to be able to have access to grade-level content 

because that's another push that we've really been working on, is to have them to have access to grade-

level content while we're trying to fill in those areas of deficit, you know, in the other area, but not 

trying to keep them restricted in terms of their access to grade-level content in the areas of science and 

social studies and even in the area of reading, if you want to get that. You know, so that they could 

actually ready grade-level text rather than have to go with, you know, kai pai interest, low-readability 

text. So that's, I think, one of the things that we've learned to use because we had kids who essentially 

were reading based on i-Ready and DIBELS data, were reading and functionally at the second to third 

grade level even though they were sixth and seventh graders, but when provided with access to, you 

know, speech-to-text and text-to-speech devices, were actually comprehending information at grades 

sometimes one to two to three grade levels above their actual assigned grade levels. So I think that's, 

you know, one of the things we really had to look at and explore. 

 

>> Go ahead. We can go to this one. I'm holding. 

 

>> What you just said is exactly what Brett Miller was saying, that we have to ... And it's exactly why we 

don't always want to take them out of social studies, that when kids are struggling with decoding, it's 

got to be in addition to, not instead of the core curriculum that's going to enhance their vocabulary and 

their comprehension skills. Okay, so it has to be both. It's cumbersome. It's difficult, but it's exactly what 



we need to be doing. And to your other point, and we'll end with it, you know, some kids aren't reading 

because of emotional issues or attentional issues, and they don't have phonological processing issues or 

orthographic processing issues. They don't have specific comprehension deficits, but they're 

traumatized or they're anxious or they're so inattentive that they're just not profiting from instruction. 

So that's another reason why we have to kind of dig deep and figure out what's going on for this specific 

child because it's going to change the intervention. And when it is a kid who has very intact cognitive 

skills, but they're not reading because of other issues, we're not really helping it when we then put them 

in an intervention that ultimately they don't need because then they're going to become bored, they're 

going to become disengaged. And in the long run, it's going to do more harm than good. Yes. Are you 

good to stay on topic this time? 

 

>> There were a couple of [INAUDIBLE] 

 

>> Oh, okay.  

 

>> There are a couple of questions coming in from Schuylkill County, IU. One of our team members, 

Charlotte Granito, who is our intervention trainer and parent liaison, has a few questions coming from 

that area. The first question has to deal with how do we change the culture of school personnel, 

including psychologists or special education directors, to stop saying it's medical? And there's some 

clarification to that question. How do we get the same personnel to accept OSEP, the OSEP letter, and 

insure the word "dyslexia"? 

 

>> Oh, that's an easy one. Well, that's why we're here today, right? And that's why we're really thrilled 

that I think across all the sites, we have over 300, close to 400, participants today. So it's spreading the 

word slowly that, you know, there's new information out there, not that new, but you got to learn. But it 

truly is a hard one, and it's truly something that we all have to work on together. And there's nothing 

wrong with if a child ... And the one thing I do want to say is not every child with dyslexia even 

necessarily needs an IEP. Some kids have much more mild levels of dyslexia. They kind of compensate. 

Direct instruction is always going to help, but when you get some of the older children, especially the 

ones who have, they've mastered the orthography, they knew the sounds but they're just very, very 

slow, they might just need a 504 because they need extended time to get through the material, right? 

But whether the child has an IEP or a 504, it doesn't hurt to bring the OSEP letter with you when you're 

sitting down at a meeting. So if you're a parent, and you are getting resistance, sometimes not every ... 

Believe it or not, not every educator is sitting by their computer waiting for PenLinks and OSEP letters to 

come through. Okay? I know. It's hard to believe, but not everybody is. Some people actually are kind of 

busy, and they're teaching and they're intervening and they're assessing and they're doing all kinds of 

other stuff. So honestly, sometimes it's just because ... it's not because they're being nasty or cruel or 

contrary. They just don't have the information. So we got to spread the information so ... 

 



>> Which is actually really important because my observation has been that the sooner that we get 

intervention to these kids and start down a pathway of remedying the problem, once we get them to a 

level of proficiency there and with good instructional strategies and early intervention, we get to the 

point where we're no longer looking at a remediation model but more or less we can adapt the general 

education curriculum well. And it helps the kids. The reality is this. The reality is this. These kids are 

smart kids, and that's where it gets lost. So when we set our expectations low for the kids, what do you 

think happens? They perform. 

 

>> They perform the way we want. That's low. 

 

>> And this is not necessarily a sentence. This can be an easy fix with really, really good intensive 

instruction early and then supporting them through an IEP process in the general curriculum. That's how 

I see it, and that's exactly what we should be doing. So using the term dyslexia, I'm going to tell you, I 

don't have a problem with that at all. If that gets us to the end-point of helping kids, that's most 

important. So she also has one other question here. The pilot is great, but what happens for children 

that are now outside the pilot? Okay. 

 

>> So one of the things, if we have time today or tomorrow, I will talk about districts that are essentially 

doing the pilot without being in the pilot. So the district where I work is one of them, and I know 

Danville is another school district. So there are districts out there who, before the pilot started and since 

the pilot started, are doing these things. So it's more about what your first question was, spreading 

awareness. Using the term dyslexia is good and it's important because it does link to the type of 

intervention that the child needs, right? Dyslexia is word reading difficulty. We need interventions that 

focus on that. And we can go off on tangents, so that's all we'll say and answer to that question. And I 

think Amy had a comment, so maybe if you can pass the mic to Amy. 

 

>> So in response to the question about school psychologist, Dr. Nadine Gaab, out of Massachusetts 

recently did a presentation at the AIM Academy or AIM Institute here in Pennsylvania in Conshohocken. 

You can find her presentation online on their website that you can watch. She is doing functioning MRI 

research on infants as early as 8 months to show that brains have developed a dyslexic brain, that it 

actually exists in this neurobiological form, and that early intervention helps. She's working on 

developing a table-type screener for kindergarteners to find and target these children early, early on. So 

I think that her research and her work is really dynamic. She's doing this longitudinally. And I think her 

workshop, which is about an hour to watch online, is really profound.  

 

>> And what Amy said is just what we continue to find, the earlier the better. Another question back 

there. While you're walking back there, I'm going to go to the next slide just to see where we are. Oh, 

there we are. Okay. 



 

>> Just a comment, I think, about the misconception or whatever the discussion is that we're having 

about psychologists or special education programs talking about the using the word dyslexia or not using 

the word dyslexia. And I think the disconnect maybe for some is ... I mean, psychologists, obviously, are 

going to identify dyslexia or can recognize it, but it's not one of the 13 disability categories that we have 

other use to determine special education services. So in that regard, our school psychologists tend to 

say a specific learning disability as that's one of the 13 disability categories in the areas of could be basic 

reading. Again, when those key areas are identified, that's usually the signs for dyslexia, but it could also 

be in reading, and then, of course, all the other disability categories. So I don't really know that it's ... I 

mean, I know that our psychologist has said that before, it's a medical model, because we are looking at 

it and we have to identify one of those 13 disability categories in order to provide the services for the 

student. So I think that seems to be where the disconnect is as opposed to the inability or the lack of 

desire or the knowledge to use the word dyslexia when they're identifying students in regards to special 

education. Again, the medical  model doesn't need to worry about those 13 disability categories. Just a 

thought. 

 

>> Okay. So one of the reasons why OSEP wrote that letter because what we know about SLDs, and this 

is another idea that Brett Miller was speaking to, is that, yeah, we are learning more and more and more 

about SLDs. The word dyslexia is in IDEA. It has been in IDEA since IDEA was first enacted. It's in 

Pennsylvania Chapter 14 because that is the section of IDEA that we adopted by reference. So we have 

the word dyslexia in the law. It doesn't have a definition. So yes, you are correct that it's an SLD, but 

using that specific term helps us to have a better understanding because we have a lot of resource tells 

us what dyslexia is, what sub-types of dyslexia are, what the processing skills that are connected to 

dyslexia are, and it does help us to inform intervention and get clarity. And the people who are studying 

learning disabilities, they want to see more terms, right? And the OSEP letter says dyslexia, dysgraphia, 

dyscalculia, but they also want to see specific comprehension deficit because there's a belief that, and I 

agree with this, that the more specific you are about the nature of the child's disability, the more likely 

you will be to explicitly meet their needs. And I'm going to guess that because all of you are here today, 

this is not happening in any of your school districts. But I have seen children throughout my educational 

career, 27 years, where they're put in the wrong intervention. Okay? So they've cracked the code. They 

can read beautifully, but because, you know, there's a ... "Oh, we have Wilson. If you have a reading 

disability, you get Wilson." Well, no. If you can read the word and you're struggling with comprehension, 

Wilson is not the right intervention and vice versa. If you have a reading disability, and we put you on ... 

Why am I blanking on the name of it? The one on online that was going to fix everybody, READ 180. 

Yeah. Okay. We stick you on READ 180 but you can't decode, we're not doing you a service. So that's 

what this is all about. It's not medical versus non-medical. I mean, you can say the same thing with 

autism. Is autism medical? Well, yeah, it's medical, but it's also educational because people are 

everything, right? Where we have learning needs and social needs and medical needs, and a lot of these 

disabilities have a combination of those needs. And the more ... I kind of feel like we need to take 

advantage of the science because we are having better and better understanding of these subtle 

differences in children, and that we need to understand them better so that we can program for them 

better, and also know when we have to supplement intervention with the assisted technology, right? 

Because it's all ultimately about access and about ensuring that these kids keep learning and growing. So 



this Hollis Scarborough's Reading Rope. How many of you have seen the Reading Rope? Good, lots of 

people. And I love this because this is why here. It's a very complicated process, and there are many 

things that need to be pulled together for kids to become effective, efficient readers, and that's our 

goal. And when they're not effective and efficient readers, we need to figure out where that breakdown 

is so that we can address the breakdown. So that's why we had this. So this is one that's adapted. Oh, 

that's not what I wanted to do. This has all these ... I didn't even know it did this. This is beautiful. But, 

yeah, that's what we're doing. How about that? But I like this one, too, because ... So this is the one that 

she has printed in some of her articles, and just because it breaks it down a little bit more when we talk 

about language structures, so there's a lot of information, so background knowledge. So Hugh Catts is a 

researcher, used to be a dyslexia researcher. Now he is a comprehension researcher. He is with the 

Florida Center for Reading Research. And he has been working really hard on trying to develop a 

comprehension intervention that is a lot like what we know about our decoding interventions, right? We 

know how to be multisensory, systematic, structured kinds of interventions for decoding. So he's like, 

"Okay, now we've got that down. Let's move on to comprehension. Let's find this structure, systematic 

intervention for comprehension." He has not had great success, and what he has ended up with is this 

idea that it is so critical that we continue to develop background knowledge. And in his research and 

when he presents, he specifically talks about this idea that we can't be taking kids out of science and 

social studies when they're not reading, that, yeah, we have to find a way to do this, but science and 

social studies is where the kids get the knowledge, and knowledge is what is going to be tapped into 

when you take those big, high-stake tests. And we're not just doing this because of tests. We're not just 

talking about PSSA and NAEP, but also SAT, right? Because the SAT, although more and more colleges 

are getting rid of it, you know, you need knowledge to do well on those tests. And let's just say all the 

tests go away. You need knowledge to do well in college. When you get into college, the professors are 

assuming that you have a fundamental body of knowledge that you can work from and grow from there. 

So when we're talking about language, language is a lot of things, and background knowledge is really 

important. The other one I want to highlight under language structures is syntax and semantics. 

Semantics is meaning, but syntax, sentence structure, understanding sentence structure whether it's in 

writing or spoken sentences. Nancy Hennessy, who's also connected with AIM, does a really wonderful 

workshop on sentence structure and sentence structure as it's related to comprehension and some of 

the newer research that's coming out around comprehension is saying that we have to start paying a 

whole lot more attention to sentence-level comprehension, that a lot of the kiddos with specific 

comprehension deficits, the breakdown is at the sentence level. So we have to pay attention to that. So I 

just wanted to show you that, and no, that one is not in your packet, but I will make sure we repost. All 

right. So just to keep hitting you over the head, these are the things that we need to be doing. We've 

been talking about that. And the fluency, again, the fluency is not reading fast. The fluency is becoming 

automatic with all those other skills. Fluency also is related to comprehension because what we want to 

do is when we're building effective and efficient readers, we want them to become fluent at monitoring 

their own comprehension, thinking about what they're reading. So the fluency is everywhere in reading. 

Okay. And then this afternoon when we talk about the PAL, we're going to talk more specifically about 

some of these other components and assessing orthography, morphology. I just like this because I think 

this is one of Don Flanigan's slides, and I just think that this is a good way to think about these words 

that we throw around a lot when we're talking about reading. So you can see orthography, that's "cat" 

spelled correctly. Phonology is cat spelled phonetically. And semantics is that concept. What is a cat? 

Okay. So comprehensive beginning literacy instruction. It's all of that. We're not saying just teach 



decoding. All right? We're saying teach phonemic and phonological awareness. Teach those 

foundational skills directly and systematically and with lots of repeated practice, but also practice when 

they're reading those decodable texts. And decodable texts are getting better and better all the time. 

And there are some that are really good. I'm a fan of Superkids. Not everyone is. That reminds me, I 

have to get to the K to 5 curriculum question. So it's even when they're reading a decodable text, they're 

not just reading the decodable text so that you can know that they have mastered the decoding 

patterns. You can ask questions about decodable texts. And often the decodable texts do not come with 

a teacher manual of questions to ask about the decodable text. But you all have had a lot of experience, 

and I'm going to venture a guess that most of the people in this room and most of our reading specialists 

and classroom teachers can read the decodable texts all by themselves. They don't even need the 

pictures. And you can come up with questions. And you can have a discussion about decodable texts. 

Like I said, they're getting more and more interesting. Superkids, the magazine that comes with 

Superkids, you would never even realize it was decodable. It looks like a science or a social studies 

magazine, and you can have really awesome discussions around the content. But even the ones that are 

the basic ... What's that? What's that one that we did get them for the pilot? Yeah, there was that, but 

there was this other one. Suspire. Suspire, you know, they don't have pictures. They're very decodable, 

but you can, if you sit down and take a few minutes, you can do comprehension even with Suspire 

decodable texts. You can ask kids to ... And comprehension doesn't have to only be answering 

questions, right? You can read the decodable text and ask the child to write a picture or draw a picture 

of what they read, and that gets to Berninger's motor output, right? So they're reading, they're taking it 

in, then they're drawing a picture, they're having a discussion. So we should always be working on all the 

pieces of it. And sometimes even with decodable texts, you're going to come across vocabulary words 

that kids don't know because sometimes when you're trying to come up with decodable words based on 

the patterns that the kid has already learned, you have to stretch and you have to come up with some 

bizarre words sometimes that are not typically used in our everyday vocabulary. So that's a good 

opportunity to teach a new word. So it's all connected. The other thing that we're learning more and 

more and more from the research is that writing is critical, that reading and writing have to go together, 

and this is what Virginia Berninger was talking about way back when she first created the PAL and what 

now more and more researchers are learning, that that motor output, sensory input and motor output, 

the act of writing is what helps to really kind of, I'd say, cement that orthographic root, that they really 

learn those letters. And then when you're at the point where you're teaching the letter sound and the 

letter name, always take that opportunity ... Don't have kids just write the letter without having them 

say it and say the sound. So the more you can connect it, the more you're cementing that into the brain. 

So every time a kid writes the letter, they should be saying the name. Right? Think about in kindergarten 

when they're learning to write their alphabet. Use that as an opportunity that as they write the letter ... 

A lot of times you see that, you know, we say you make an up, down, whatever it is, but you can say 

that. That's important, to get the motor, but then say the name. Maybe they same the name, they draw 

the letter and then they say the sound. That is more and more research. Some newer research is also 

coming out that says that for children with more severe dyslexia, teaching them cursive early is having a 

lot of benefit. Now, and how many school districts have completely disbanded teaching cursive? Many. 

And I was in the bandwagon, believe me. I was like, "Cursive? Nobody needs none of that," right. You 

just need to sign your name on a check. That's it. That's all we need. No. Now, we know that lots of 

benefits to cursive. Cursive helps with the whole writing process, building the fluency, the flow of ideas 

is enhanced with writing, right. If you follow all those educational sites on Twitter or on Facebook like 



Edutopia. About a month ago, there was a whole flurry of articles around the whole idea even with high 

school and college students. They should be taking notes, using pen and paper and not computers. 

Using pen and paper helps the information get embedded, and you learn it. It goes right back to what 

Ginger Berninger had been saying all along, that sensory input, motor output is what enhances learning. 

The other thing, that orthographic loop when we're trying to really cement that orthography, cursive 

helps because different fonts look differently, right. So when you learn all the ways the letter A can look 

in your various fonts and also in cursive versus manuscript, it's helping the child really cement that little 

-- the concept of A and what A is. And that seems to basically we don't even think about the different 

fonts, right. We can choose all the fancy fonts when we're word processing, and we can read them all. 

There's some worryment that all kids won't be able to do that. There are kids in high school if you write 

something in cursive, and you hand it to them, they're like, "I can't read that." And that's scary because 

that can also be related to why our reading scores are dropping because to really be an effective, 

efficient reader, you have to be really [INAUDIBLE] with all the different ways the A can look or the B can 

look. And I tell the story that, again, to us, it seems basic because we all learned it. Everybody in this 

room, I'm guessing, learned cursive, right. And we had learned how to deal with different fonts. And the 

idea that this is something that kids have to learn really hit home for me when my daughter was in first 

grade because she went to parochial school for kindergarten because they have full day, and I was 

working. So she went to parochial school for kindergarten, transferred to public school for first grade. I 

forget which was which, but in one of the schools they used D'Nealian. Anybody remember the 

D'Nealian alphabet? Had all the little curlicues on it, and it was supposed to be the transition. So one 

school used D'Nealian. One used Manuscript. Forget which was which. She came home from first grade. 

I'm like, "So how was school?" She goes, "I have to learn a whole new alphabet." I was like, "What?" She 

was ... But to her, it was. It was a whole new alphabet. She had never seen it. Knowing what I know now, 

like, she's my oldest, mild dyslexia, yeah, and dyscrasia. And now, somehow, miraculously, she is an 

editor for Vanguard, okay. Which shows ... It also speaks to the plasticity of the brain. I was helping her 

edit her papers all through K-12, college, through her master's, somehow, because she just kept 

plugging away like a light bulb went off. Those neurons finally connected. Although when she did tell me 

she was getting this new job where she would be editing, I was like, "What? What are you talking 

about?" So far, she hasn't lost her job. It's all good. So all righty. It is almost lunch time. So we will have 

... We have a few that we have to finish up. And I know that we had ... Okay. I don't want to violate the 

lunch time rules. So we might get to this question afterwards. We did have a question about what K to 

five curriculum you recommend. All right. Well ... Yeah, reading series. There's ... K to five, I don't know 

that I'm going to recommend a K to five. No. I like Superkids from K to two because it's based on 

everything ... And we had this notion that curricula has to be K to six or K to five or K to 12, and right 

now, I'm getting really radical. You know, that's just something that we created. That's just the made-up 

idea. I mean, let's think about life for just a moment. Where else in our lives do we only hang out with 

people that are plus or minus 6 months or so of our age, right? All right. So I think, sometimes, to, like, 

start doing things better, we have to really remember that a lot of our systems and structures are we 

created them. They aren't, like, carved in granite somewhere. They didn't come down from the 

mountain on tablets. We created these idea. So I'm not going to recommend a curriculum other than 

maybe Superkids. Now, Superkids, I love it. I'm a fan of it. But there's things that I would add to that. 

Like I think Superkids can be enhanced by incorporating some of the multi century strategies which is 

something we did in the district where I work. Superkids is K to two. And because it's K to two, that 

blows people's minds. And very few public schools use Superkids because they can't deal with that idea 



that it would not be the same curriculum. I think it's less about recommending a curriculum and more 

about what you're doing, right, because the curriculum truly is not a curriculum. When we talk about 

curriculum, we're talking about wanderer's journeys, whatever. They're resources. The curriculum is the 

skills that we've identified that we need to teach. And we need to pull the resources to enhance our 

instruction of the skills and the knowledge that we have specified in the curriculum. It's not a program. 

It's skills and knowledge, and we use lots of different resources. Ideally, we're going to have a lot of 

things available to us because, like we showed a few slides ago with that reading group, reading is 

complex. Kids are different, and we need to adjust our instruction and what we're doing based on their 

needs. So there's a little more to finish up with this. Then we're going to get into the PAL. But it is lunch 

time. So we're going to end right here, and we'll continue this afternoon. Thanks. 


