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ABSTRACT 2 :

, ' ~ There has booa an 1ncroasxng call for._ school _
psychologxsts to_spend time' collectxng data that are functionally
related to the planning of academic interventions, In order to.
identify thesproblem and plan for remediation, data must be taken
that bear ‘directly on the chxld 8 academic problems in the classroom
and the curricular seguences actually utilized in instruction. Not
all referred problems are a result of skill deficits. The difference:
between skill and. performance deficits lies in the fact that skill .
.deficits may require the acquisition_ of new behavidors befors progress

can.occur, while performincc deficits reguife changing the laval of -

performancé ot xlroudy ucguxred skills. If assessment data are to be

functionally relatdd to interventions, objective measures should be .

environmental events that

established that may be taken repeatedly:

are .related to the problem or may be manxpulq;gd to solve the proElemJ—

should be analyzed. Several variables, consxstently appear related to._

academic achievement: time allotted for xnstructxon, academic ongagaai

time; content covered; and direct instruction. It is suggested tﬁat

‘information regarding environmental variables should be collected .- -
through a specifically structured problem 1dent1£1catxon 1nterv1ew,qs
. well ‘as through standardized classroom observations. There are manyﬁ
puSlxsﬁea descriptions of successful behavior -interventions, som%iﬁ

1nvo1v1ng deta;led alteratnons of 1nstruct1onal and teachnng

. 1ntrusxveness 1n classroom structure. (LLL)
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'in specifying degree of deviance. Even so, evidence-ioc*e*s'”gly '

-part ih'classificatioﬁ decisions (Thurlowfé Ysseldyke, 1979)i or N

N

|

’
3

T It appears well documented that school psychologiSts spéﬁd a

—— -

maJOr1ty of their t1me 1nvolved 1n the assé Sment ‘and placement of

ch11dren in spec1al educatlon (e. g. Hughes, 1979) _Most qf ther_

data collected during this process appear normative .in nature,

at least for academically related variables, as is appropriate

indicates that?data collected during an assessment may ﬂlay 11tt1e A

‘that many measures are collected on hYPUthetltal vrocesses wﬁth no _—

B
demonstragle functional relat1onsh1p to the: acqu1s1t1on ‘of academ1c .5

sk1lls (Arter“ﬁ Jenk1nsi 1978! Ysseldyke § M1rk1n, 1982) Add1t1onally,

the type of data that are collected ze g. 1Q, ach1evment, perceptual
process measures, seem to 1nd1cate an expl1c1t or 1mpl1c1t dssumpt1on

on the .part of school psychologlst “that assess" nt of var1ables located

ﬂw1th1n the.ch1ld" is all that is needed to def1ne Ot treat academic’

. ‘ T ) R

ofobiemsz__Such a conceptualization cieariy*ignqres both the relationshij

S ‘ ) ) S o - o : .
of the classroom ecology to manifestation of academic problems, and:

U .- - . R TS
the data about efflcaclous 1ﬁterveﬁt1oﬁs with academic problems

(Kazd1n 1982) In this light there has ‘been an ihcre si'gr"ll for ’;

school psychologlsts to spend time collectlng data that are funct1onally
related to the planning ofdacademlc 1ntervent10ns (e g. Ysseldykeaﬁ
erkln, 1982). E I ' _ :' 'y

iy
L

This paper will outline & Sét of basic premises. and alternatlve

m |

ssessment procedur*' for school psychologists that still allows for =

3

descrdptioh“of the degree.of~61fference.between expected and actual

ufi
ot
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and 1mp1ementing 1ntervent10ns. The suggested procedures W111~he

recogn1zed as basic app11e3 behavior analys1s, howéver, a unique \

i

conceptuallzatlon of speclflc ciassroom Varxahles, materials, and

measures related to acadiyxc probiems is offered It is assumed

that the procedures w

operatlng w1th1n a co

)

jould be used by a school psychologlst

T el

hgultation mode1 (Bergan, 1977) or a behaV1ora1

5

‘school psychology podel (Eeﬂ%z & Shapiro, in press).

. The: scepp of

the pape;p?ﬁl1m1ted to academxc‘problems;
AP

By

remises.

're academic

areas.

SeVeral assumpt1ons folloW this. Flrst,

3

It is heild that ch11dren are referred to school

o:tcome of the refbrral is to 1ncrease the

level q§\’tudent performance to acceptable or expected levels....j

Secondly,';bat it is the d1screpancy between actual and de51rod per“

fonmancev"'

order to make assessment data effectively relate to intervention

an ana1y31s of contributln//rarxables must be conducted as well as

Most norm based measures of academic

(Jenkxns G-Pany;
measuring skiils

assessing skills

i

1978;

in

=X

an 1dent1f1cat1on of the ao¥ba1 academlc'problem.-

which a student has been provided instruction

.

L

\

Le1nhardt & Seekg}d;c1982)5thus either fiot

e

'cﬁlevment or var1ab1e& ’

-

v -

jor

”Hicﬁ no instruction has been provided. The degvee



1978 Ysseldyke § M1rkin’ lg 2) 1n academlt probleme In d‘ger

< "g' ' N - ) . ) .f;

i

uaixzaiiéﬁ and assqg§ment of var1ab1es causxng\\oor academic performance

777777 _

thhtn Eﬁffeﬁf practffe\ifxewxse seems awry. Faulty 1earn1ng styles,

. -

to- effent1v3ﬁy 1dent1fy the prob and plan®for remedlatlrn;dafa

the ch11d's academkc‘problems %in the
A

classroom and the currlculaL}equenceg actually utilized 'in instructi n. .

must be taken that dlrectly bear

1

The following premlses are offered'to form the b351s for an apProprlate

Iconceptuallzatlon of issues 1ead1n§ o effective assessment and

] T
intervention: : )

a clear descrlptlon of a child's actual -skill- levels w1th1n

".theé curriculum he/she is be1ng instructed. This always involves

use of curriculum based materials,; clear delineation of

-placement in ‘a currlculum! and direct assessment with curriculum

" based performance measures that may be repeated so that the.

.~ s — — o ---- - o= =T T L - == S o =T LD ‘o .

_ impact of an 1ntervent10n can be described an# evaluated.
' .

(2)-4An eff1c1ent assessment always involves a £ormal;7iﬁfi”ass

room assessment.of ‘the student's interaction with classroom g%

variables that have a demonstrated functional relationship to
classroom achievement.  These varlables 1nc1ude immediately 775@777

impinging environmental events, varlous setting events, and teacher

< o

planning behav1ors,
(3) Given an efficient assessment,fthe resources and requirements

"for a successful intervention may be.delineated,. thus clarifying
the need for possible" Spec1a1 education 1nvolvement.

(€D)] Not all academic problemsfresult from deficit studegtfsk;}}s-

they very often result from inefficiént or detrimental classroom

practlces. . k

(5) Choice of 1ntervent10n must always take 4 (above) 1nt97777;7

account and consider the least 1ntrus1ve alteration of classroom

gl =¥ pusibenihgfl T Ex_ -z = o= ==2 7 Z_Tx»xTrErT

practices necessary for successful intervention: The effects

of interventions must be cont1nually assessed with the direct

A ﬁéasures develuped dur1ng 1ntervent10n. .

L N
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L Performance VS skills deficlts, It se§:s ciear from éxamining the

r— 11terature on anterventxong{thh aca&emlc p Biems, that not .all rpferred

probiems are a result of skills defxcxts. A d1£ferent1at1on between

- skills and performance deficits 1liés: In ,the. fact that skllls,deficits.
. 1 - -
may Tequire the acguisition of new behav1or5”before progré§§ can

océﬁr, whlie pérformance deficits require changing the lével of
2 N -

fitpulation of coﬁsedﬁeﬁtiﬁéggté without a Eoﬁcﬁrreﬁt:ﬁihiﬁﬁiétfoﬁ ‘

.
N
******** ’l

+

skills or abilities but are more p051t1ve1y conceptual1zed as a _ A

,,,,,,,,,,,, ,,,f’" Y,,, - hd

failure to perform or to make adequate progress because the environment

-
.

does not adequately reinforce expected behaviors. 1In fact, once a

chlid is placed in a currlculum at the .appropriate p01nt (see below)

w L

the problem is often to enhance rate of pnogress through the currlculum-

normal instruction Eé? ﬁot need to be altered’ although consequat1on

subskills in an academic area unles§ it is clear thatja‘succes§fﬁi,

intervention requires such assessment. Iﬁ thit céée the necessary

: & L

éésessment of inte Srvention planning could st111 derive from direct

measures ‘such as t;meé’sklll probes, and/or. the assessment ‘of approprlate

\

1lum placqmenti(§eé Beioﬁj;i

:1ven these assumptions; the 1n1tlal task, of assessment is to
idenfify expected levels of performance (i. é expected materlals'thet

' should have been covered and, mastereo) 1dent1fy where in the currlculum
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the' child's actual'skills would place him/her, and to deterpine if a

more minute analysis of skiiis needs to be accomplished so that

-

progress through a. curr1cu1um‘;s possible. ‘If Ehedchild appears

to have the de’ired sk1llsf then the problem is conceptual1zed as one

S

pde

work should’ be a target of Interventxon and assessment This
.somewhat in contrast to common practlceS’ where if the tested

deV1ancy of a student does not meet certa1n cutoffs, the student

N2

typ1cally does not recetve furthur psych010g1cal servlces

Ident1fy1ng452951£1cgacadem1c problems. The fact that currtculum-

test overlap may -not be sufficient for descr1b1ng the dlscrepanqy

/ between actual and expected sutdent sk1lls doesn't sEEm to negate

the 'é §s1ty for.such a descr1pt1on;' If. assessment data are to be .

~

mater1als or obJect1ves to be 1nstruct1onally covered and spEC1fle
‘e Ps L .

treatment %oals may be estaBllshe&;' A second requiremeﬁt to be met

/

\ measures that may be taken repeatedly in order to cont1nuo¢s )
| ( 3{ ‘

evaluate the adequacy of 1ntervent1on procedures. A f1na1 requ1rement
4 .

for complet1ng the connectlon is an ana1y51s of enV1ronmental éveﬁts that

tare already related to the‘problem or that may be n1uplated~to

solve the problem (see below)..

A well documented set of prﬁcedures exists to meet the first two

requxrements--the data based procedures descr1bed by Deno and Mirki in;
(1977), and Lovitt (1981). Ba51ca11y, these procedures‘1nvolve two
levels of assessment: progress assessment in terms of curriculum"content"
or skill objectives that wouild meed to be ’cagéréd during inteérvention ;

-
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and collection of performance data on more specific immediate skill

» ,
objectlves or on "vital s1gns" (Héno et al; 1983) of performance
N ] . B
in an area, like reXding.  These latter assessments are made ‘to clearly

specify at what point 1n,a basic SE11%5 sequence a student can successfully

perform to estab11sh curr1cu1um spectfrc treatment goals, and to provide

D
contlnuous progr ééé’ésmentf These measures typlcaiiy involve - ) ﬁ

7
ihg a number of probiems constructed along the deflned dimensions. -

v

Data i in the form of rates . or percent correct are produced. Such
\ -
measures have been developed for numerous math skills, oral readi#ng

skiiis; readrng compreﬁensxon, handwr1t1ng, spe111ng, story problems

in math; and so forth (Beno et al, 1983 Deno § Mirkin, 1978; Lovitt;

1981). The probes are used both for baseline ‘and post intervention - -

-—

data. - :
For example, placement in a reading curriculum at the appropriate
level of student competence may beaccgjplished by timed probes of

oral. readlng within the sequentrai books of the 'reading series.

Cr1ter1on leveis of correct and 1ncorrect words read per minute

' S .Y
and percent correct on comprehensxon questrons ‘have been established -
for minimal success in any,ievei read1ng mater1als (Deno § Mirkinl 1978)

The brief trmed probes may then be frequently administered so that the

® =

'and to provrde a cont1nuous "vrtai sign" of reading ab111ty ab111ty in

- ‘order to assess the Impact of X discrete intervention. It 1s emph351zed

trons-such as-specific phonrcs instruction in reading (Lov1tt § Hurlburt,
197.8): kaeWISe repe&ted math:skill probes have been shown sensitive

.. . ) \}_
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types of measures are<high1y correl&ted Wlth standard dchxevement
tests providing a measure._ QB Va11d1ty(LOV1tt 1981; Deno et al, 1983)
Thﬁs;athéy provldé valid, low response cost baseline measures and

8 continuous direct assessment of the impact of spec1f1c 1ntervent1ons
;-

on academlc pdrformance A R .

| In order to ifl‘ ustrate the use of such measures, assume that =
a seﬁaéi district uses a basatl read1ng series with 15. Ieveis (books),“, )
first to sixth grade A fourth grade ch11d who shouild be performing lei
at book 12 1svreferred to the school psycholog1st because'offpoor T

A performance.f Beg1nnlng at level 12, the*ch11d is asked to read for one

minute from three sele ’ted passages in each book. In ad&ztlon he is asked

-

to answer f@ve questlons about each passage. The distrxct estab11shed
Icritérgon instructional level - is the book in which at 1east 60 Words]
:min. are read correctly, fewer than 2-3 words/mln; are 1ncorrect— and 86%
of the ?bmprehens1on questiQns are answered correctly. The student ach1eve
these criteria in book 8--this, then, is the student s actual placement
while the expected piacement is in book 12. It shouid be nﬁted that’gs':i_

time passes, the expectancy Increases.' Thus setting an actual goal

y for intervention réquifés dec1d1ng how long the intervention will .
occur, estab11sh1ng the expected level at the énd of that period, . . .
;and Judglng the reqU1red rate of - progress‘by the drscrepancy befween
actual and extrapolated expectancy. The readxng ?robes may then be taken

repeatedly across: tIme In the actual books the child is read1ng in

X
-

e .
ord§r to judge the effects of treatment and to deczde to mbwe. the ch11d

intd more difficult books . ‘ - T

-

[

More spec1f1c assessment of sk111s may be needed to plan 1nter-

_ent1ons for example assessment of speq1f1c phon1cs sk111s or

-

vocabulary Tﬁses ate also d1rect;~rppeated and takep from the
J 3. ; '
)

. N ,’
, 9 e .‘/4.-'.
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curr1cu1um‘gf matched: crtterxon referenced probes. More detailed

performance assessment s made 1f 1ntervent1on is specIchally to be

a1med at these skllls: Gtherwise, the sequence o} 1nstruct10n,w1th1n .

¢

':.';the curriculum is followed amd the bu11t in prpgress assessment

s

ST procedures‘are used during intervention: In the latter case 1ntervent1on

“1s aimed at ach1ev1ng a rate of progress adequate to meet1ng the

' establxshed treatment goals (1n terms of desired curriculum placement).

-A f1nal assessment available for use by the school psychologist is

ALY

*. the bui it in criterion referenced mastery tests (end of book, end of ;)

P Ie

chapter, end of. 1nstruct1onal module) that accompany, almost all

standard readlng and ‘math basic sk1lls curricula: These testsf Aif =

1nformat10n about student mastery on sk1lls prev1ously covered in

the curr1¢u1um;'fThe author\1s developxng simiiar procedures to be

A ST S e e . il
1 interest low ability adolescent curricula. In.summary,

used with hig
the describeff assessment procedure results in a clear description
v .

of the discrepancy Between actual student abilities and spefific xpected‘h\

ab111t1e5r prov1des a measure to be ?epeatedly used to_assess progress,

‘ , “

and provxdes for more specxfxc ééggsgﬁéﬁf of d1screte 1nstruéti al

[ -

**aﬁaafa ach1evement tests, and the procedures can be used by (.

- -

st

: - N S ©

school psycholog;sts (note 2). - S

o ” S ,

> ﬁsse551ng,the student env1ronment 1nteract1on One of the pre mises
I o

~

| adll

IWLthin;these suggested procedures is. that a forma asseSS”””t of certain .

N

. ﬁéfrly alwgys be made by the school psychol\gTst diiring assessment ‘of
»

academlc problems. Tﬁls 1s somewha;,drf?erent than the béhaV1oral .

.
~

consultatlon model suggested by Bergan (1977) where teacher 1ntervr WS,
EKC

wll Toxt Provided by ERIC




may be used as the only contact p01nt between psycholog1st and student.

It is strongly bel1eved that full understand1ng of an academ1c problem‘-

5

lead1ng to eff1cae1ous 1ntervent1ons, can only be atta1ned through some

d1rect, in classroom observatton, as well as through teacher
‘interviews. L~ . - ﬁ o ’
During the follow1ng d1scuss1on the var1ables related to. academ1c
problems w1ll be descr1bed as separate ent1t1es.~ It should be 1n1t1ally
understdod that they are h1ghly 1nterrolated and that the job of thebé,
psycholog1st is to make sense bf the relat1onsh1ps for the purpose of

' problem analysls and plann1ng of 1ntervent1on The var1ables«deeméd

démonstra;ing

functtonal relat1onsh1ps 1n the classroom. o .
In the general sense several variables cons1stantly appear

- related to academ1c achlevement (Rosenshtne, 1981)  time allotted
N

for Instructlon; academlc engage& time' content covered and d1rect

instruction. Experlmental 11terature clearly 1nd1cates that

maﬁipulatioﬁ of the cont1ngenc1es of rexnforcement and prec1se

. 1
‘determtnat1on of antecedent stimulus Zvents are strongly related to

611 1978) S F1nally, teacher

1mprov1ng~poor performance (e g: Bush

& shOWn nalated to achievement (Lov1tt 1981) Th1s 1ist- 1s not l1kely

exhaust1ve; but it seems‘g nerally suff1c1ent for a true psycholog1ca117,‘;

,;The follow1ng llst prov1des a. giscrete exam1nat1on of assessment

requxrements, drawn fiom the l1st of potent variables. (1) The ' : .
- \ - . )
ps#chologlst must\assess\the’ab901’ amount of t1me during a sc ooi day‘

, . vy e~
- ’that is a ll tted for student ;nstruction oiswork in a problem area.

.
- . LY

EKC |

wll Toxt Provided by ERIC
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(Z)A measure of student engagement dur1ng 1nstruct ion or work in the -~ f

}s

problem area must be’ taken. Wh11e th1s 1s approx1mated by an observatxonai

Ay .

analysis of "on task" behavior,.it is more mean1ngfu f an analySIS

is make of whether or not materlals used are- appropri : for student 15*j

skrlls (see aBove), if the: frequency of accurate studernt . responses'

in a problem area is assessed and" 1f the proport1on of allotted

1nstrdctxonal time that the attent1on of the-ch11d (on‘task);.WItﬁ

hrgh ‘accurate responding, is dir ’ted towards teacher 1nstructxon.7

[N

and work materials is. assesséd 1In order to make suéh an 5§§é§§ﬁéﬁ£ .

5

a direct ohseryation(sj of instruction must occur.~(§) Measures

'certa1n teacher behav1ors, ma1n1%)the frequency and type of elxcltftlon'

- of student responses, frequency and latency of feedback about accuracy;‘

) .

4 -

frédﬁency of evaluat1ve pra1se or negative comments relat1ng to

3\

academic work, and student behavior at the time of contact mHSt‘Be

\

\

taken. Again* d1rect observat1on is requ1red. (4 Cont1ngenc1es for e

? R

work accuracyf and work complet1on should be assessed : For éxample,

- . I

ﬁhat happens forvprompt completion and/h1gh‘accuracy?“tWhat happéns .

" when work is inaccurate or incomplete? 'Thése are events beyond

————

.U"‘

a

L)
.

immEdiafé"teachér»yerbal behavior. lntérvi w data and d1rect observatlon

are required. (5) BehaV1ors compet1t1ve W1th academIc engagement sﬁouid_

Bé'méasuredf aga1n w1th both 1nterv1ews and observatronn It is noted

that'improg}r placement in curr1cu1um ﬁiy result in "actlng oﬁt?

(6) Eanally, itd s: mportant to assess certain teacher dec1sxon maklng

°

hav1ors. These 1nc1ude whether or not spec1f1c short andﬁlong term

+

sinst uct1ona1 goals have been establlshed whether student performance

8éta are collected and analyzed whethertor not spec1f1c academic skrlls
¢ , . ~ ;
. ) X - 1 : . i

5 , ) S ;

- ’ . . _— .
N . L .
- : -, . . .
i - : N X 12»
e L, . : .
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11
have been identified for iﬁtérveﬁtién; and what consistant alterations of

normal cla sroom 1nstruct10n have been made in an attenpt to remediate the
prbbiem“;

It is suggest ed that the above 1nformat1on be collected through a

spec1f1ca11y structured probiem 1dent1f1cat10n interview as Qell'an
~ - L. s

©  through standardized classroombobservatlons; * The author has used an
observation code developed by Saudargas (1988) and has found it
to yield very useful data for analyzing problems and planning inter-

“ventions.

Normal classroom environments do not often prov1de the maximum

levels of the above variabies and - - most students still achieve

‘adequately. waeVér; even ''normal' students could bénefit from more precise

environmentayéan dgement. Furthur, referred students have de facto
failed to profit from normal structure, and have been demonstrated
(through résearch) t6 ﬁiefit from structured aitératicns of 'classroom
structures and contingencies. In 6f&éf to éiz}ﬁ’iﬁé the i?éia”iénéhip of:
environmental var1ab1es to the proBiem, the scﬁééi psychologlst 'should

.Tesponses. that receive frequent'teacher feedback; to provide positive

"consequences for accuracy and completton' to be managed through cur-

r1cu1um based goals and progress monItorIng Student. 1nvolvement in

notée, more precise analySis of actual instructional behavior may be

‘necessary to insure rapid skill acquisition (see Blankenship, 1978;




Carnine; 1980): , ;

Interventions with academic problems. In using relevant assessment
o * - S i
information- to plan 1ntervent1ons, the resources in termg ofatlme

e

and persons to be involved must be assessed:. Given a clear understanding -
of the dlscrepancy in terms of materlals;ﬁnzt must be covered and the

7
classroom énVironmental var1ab1es that need to be altered, dec1s%ons

— g e

.about requ1red resources should be fac11¢tate& However, there have

with few addltlonal resources, that have been demonstrated eff1cac1ous,

that are "molar'

more of the var1ab1es dlscussed above. Examples»of these will be

-

brlefly descrlbed B A s

Holt, 1971 Rapport § Bostow; 1976; Staats & Butterfield, 1965);

or- free time contlngent on performance. Such interventions as
alteration of teacher contact® rates (WéiSs, Busﬁell & McLaughlin 197535'

';“;‘chang1ng the types of Work ass 1gnments w1th1n contIngency requlrements

A"'

(fiié&roage vs. fixeaAtiméj and ailowxng children to- sklp parts of

(Loritt'gfﬁansonf 1976) have also been effectlve in 1ncrea51ng progress

‘through currlculum mater1alsf 1mprov1ng engagement and improving

achlevement test ScoOTés. None of these 1ntervent10ns require detalled
changes in classroom proCedures

'”*e USEJOf péer tutors (Harris & Sherman,; 1973; Schwarta, 1977; T

L o
Sloane § Baskln; 1976); or community tutors’(Staatisthiknlk_e_i~

. ¥ .

Greenwood,

€«




-

achievement. -L1keWIse;'u51ng parents to reinforce' school performance

—

when the children arrive home has been effect1ve (Trovato & Bucher,

1980) Similar programs would not be &1ff1cu1t for school ;

psychdioglsts to‘start; and are . eaSIIy Impiemented for reguiar P
Positive teacher attention contingent on specific.academic per-
Jformance hés réméaiatéa aigit‘t’e’iiéi"séi’s (Hasazi & ﬁagaii;‘ 1972; szfaﬁéi,

X
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Van Houten, 1978); Again, these interventions are IneXpen51ve, don't .

1ntervent10nsf some also 1nvo1vxng detailed ﬁiterat1ons of 1nstruct1onal

and teachIng behaV1ars (Garnlne, 1980; Hen&{é%kson Roberts,; §
Shores, 1978 Culiinan Lioyd & Epstexn, 'f81) A &ec151on about what

I J—

psychologlsfs can accompllsh sy h analyses’ by f0110w1ng The sdgg ested

N

___g—_ptoceduresrﬁ,Furthur— alteratl'n of thé assessment role 1n the

—Summary. Use of direct academic assessment; understanding
and assessing classroom variables known to be related to achievement,
héi;ﬁé a working knowledge of stéﬁ&éfﬁréﬁfFiéﬁié used within a school -

Ll

.J! \
)

1¢




r 3 14

and u51ng such knowledge aad data to plan and evaluate. effective

v ) 3 .' _ . ' : 5

,,,,,

;bas1c psycholbg1cal pr1nc1p1es within the school structure;* Schootl

to special eduhatlon. Educatlonal 1nst1tut10ns, 1nelud1ng the legal

basis for spec1a1 services, cbuld change so that others (educatlonal g
d1agnost1c1ansi for 1nstance} could legally perform all requxre& - |

assessments for placements in spec1a1 education; and do sq more

cheapiy If school psychologistg are .to be more vaiued members of

.
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