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Abstract

A close look at systematic direct intense phonics instruction in one primary classroom

reveals that such programs teach more than the sounds that letters make. Critical analyses

demonstrate that students and teachers are held as curriculum hostages in a variety of ways.

Options for teacher and researcher actions are suggested.
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Karen and her student§ are living within the tense zone generated by the many

disagreements about the teaching of reading. Government sponsored groups (Snow, Bums,

& Griffin, 1998), researchers (Coles, 2000), church groups, think tanks, and legislators have

entered that zone and increasingly place harsh and often ambiguous demands on reading

pedagogy. The many voices in this "never-ending debate" (Smith, 1992, p. 432) have

contributed to the construction of an air of hysteria and urgency about reading and readers.

Alongside the cries about poor readers and ineffective instruction, are articulate responses

describing the intensity of the debate as a "manufactured crisis" (Berliner & Biddle, 1995).

In the midst of this swirling mass of doubt and rebuttal about teacher efficacy and student

performance, the confusion grows louder as we see newscasts of crying children preparing

for reading tests and anxious teachers and parents awaiting test results that affect funding,

salaries, and student promotion. The voice of the government via the Reading Excellence Act

gives the message that direct systematic intense phonics instruction will solve the reading

problem, end the debate, lead to student success in life beyond school, and provide teachers

with the prestige of successful reading instruction.

But, there is one consistently absent view in what feels like perpetual noise about the

teaching and learning of reading. The missing view the one taken in this presentation is

the view from a classroom of children and their teacher.

The Phonics Lesson

I arrive in the first grade classroom as the children are completing their morning news.

The date has been decided upon and entered onto the calendar and the news from one child

is being written on large chart paper. The class rereads the news together. The teacher,

Karen, tells the children it is time for phonics. It is a little before 10:00.

Karen introduces the story for the day. This is a "you blend them story" she tells the

group of 18 children, 10 girls and 8 boys. They wriggle to attention and the teacher begins

to read the old fable of the crow and the fox. You know the story; the fox wants the cheese
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from the very vain crow; the crow is holding the cheese in her beak. The fox tells the crow

that she can't sing that well; when the crow sings, to convince the fox that she can sing, she

drops the cheese and the fox eats it.

But, in this classroom, on this day, the scenario is different because this is a "you blend"

story. The teacher begins telling the story.

Karen read, "Once there was a c-r-ow," and as she comes to the word crow she makes

the sounds for /k/ /r/ and long o. The children all scream (or most of them) "crow!" As the

teacher continues through the story, she stops at every fifth word or so and says the sounds

(phonemes) that make up the word. She is reading from a scripted lesson that tells her what

to say. The children can not see the story; they are listening only. The teacher barks f-o-x,1-

u-n-ch, sh-i-ne, v-oi,ce, b-ea-k, and n-o-ne, following the script that demands that she bark

these particular words. After the story, there is a brief discussion, but it seems to me that the

children who said they were familiar with the fable could answer the questions. I, too, had

lost the thrust of the story until I stopped to remind myself that I knew it already. Karen

tells me later that the students who knew the answers to or responded to the story were her

strong readers.

By 10:00 the story is completed. The children are asked to look at the marker board at

the front of the room. The teacher writes "superman" on the board. Two children call it out

right away; they seem to be precocious readers.

The teacher erases the n on superman and puts a d at the end to make the non-word,

supermad. Perhaps you will argue that it is a word. One of the children suggested it meant

that you were very mad at someone, you "are supennad at them." Next the teacher puts an n

back, in place of the d, but then places a d after the n to make supermand. Saying the whole

thing very slowly, the children work to say the non-word. They look at the teacher; "What is

supermand?" asks one. The teacher says it is not a word.

At this point, I am wondering what we are teaching the children about reading.

She writes baboon next and changes it to baboot.
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Next, the children struggle to read 'alphabet'; they know what that is. The teacher

changes it to alphabed. Sofne children chuckle; others read the word and wait for the next

word.

They make schoo bus into schoolbun; the teacher suggests that maybe in school your

hot dog goes on a schoolbun. They struggle to read recess as it is changed into reced (re-

said, is how the teacher said it).

At 10:05 the teacher suggests, "Let's get out Itchy." Itchy is the puppet that the kids have

named. "Figure out what Itchy is doing today," the teacher says. She holds the puppet

facing her; she says "Maze" She moves the puppets' lips and changes her voice and says

zzzz. She says man, the puppet says nnnn. She says fish, the puppet says shshsh.

A child suggests that the puppet is saying the ending sound; the teacher confirms this

and the children say the ending sound for these words, along with Itchy: sleep. touch. leak.

meet, truck. treat, place. eat, please. teach.

Karen says, "Thank you for helping us," to Itchy and places him back in his box near

her desk.

At 10:12 the teacher asks the ST to get the overhead projector in place. The teacher

holds up a card with the upper and lower case d on them. She says the upper case D is a

straight line down from the sky and a big fat tummy.

The lower case d is a circle and then a straight line down. She says this twice.

I look over the markerboard at the front of the room, where I expect to see the alphabet,

but see blank cards, like the one the teacher was holding. Only five consonants are showing

and one vowel, <a>. Karen turns the card over and there are the letters, again, and a picture

of a dinosaur. The kids are very excited.

10:14: Sweep: children are: playing with thread on a sock and unraveling his sock; some

are rocking and looking away, one is making bomb sounds (like a bomb falling). Two are

picking their noses. One is playing with her ears. Another is massaging her braids. One is

pushing her cuticles with another fmgernail.
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There is a story on the overhead about a dinosaur; Karen reads and points to the words.

When they come to the paits of the story where dd is written, the kids have to say duh duh

for dancing dinosaur sounds.

10:16 The overhead story is over; they didn't talk about what it was about.

I notice that the letter h, above the markerboard, has a picture of a dog under it. Later, the

teacher will tell me that it is for /IV /h/ /12/ /IV hounddog, saying the sound of h four times

before saying the word.

Karen tells the children to say these words back to her if they start with "duh

duh"...dog, daisy, dance, foot, dark, wagon, doorman, paper, and the list goes on for about

12 words. The children fall into these categories in terms of their responding: some kids say

the correct answers, some kids echo the correct answers, some kids say all the words, some

kids don't say anything.

At 10:19 The teacher tells the children that they seem very restless and wiggly because

of all this phonics. I expect she will tell them that they'll go outdoors for a break; but instead

she offers them a book about dinosaurs. She reads and shows them the pictures; the

frustration stops as even the sock destroyer stops playing with the thread and listens and

watches, engaged. Later, I will learn that he's a good reader and is quite bored by the

phonics instruction that the district is mandating. The nose pickers stop picking their noses.

The rocking that the children were engaged in has also stopped during the reading of the

story. Indeed, the tenor of the children's relationships with their teacher, with each other, and

with text has changed.

The kids graph the copyright date and figure out how many years ago the book was

written. As she reads, the teacher is emotional and active and changes her voice for different

characters. At10:33 they discuss the story, including the genre. The kids write in their

journals for 15 minutes before returning to the board area for more phonics instruction. The

total time on phonics instruction, direct, intense and to the whole group, will be one hour.
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But it isn't over yet. Karen calls them back to the carpeted area to continue phonics.

They must do one full lesion each day.

They will read as the teacher changes dad to had to mad; then they change an to and to

hand and change other onsets and rimes.

Once again, as I look around the group of children sitting closely together on the rug,

but none really involved with the other, I see: a child picking her nose and examining the

findings, one child poking another, one pulling at the rug, the sock child is, once again,

tearing at his clothing, one child talks to a friend, one sits and rocks and twists his ears, one

unbraids and braids her hair, one sucks his bracelet, one is squatting, rather than sitting on

her bottom, one is rolling, and one is styling her cuticles. Without looking up, some answer

mechanically, others ignore.

The teacher has the children pick up letter cards with : m, n, c, d, and a on cards. The a is

red; the rest are black.

The kids make mad and discuss the sounds of each letter in mad. One makes sign and

is accused of making a bad word, but the teacher clarifies that this is a thing that holds water

back, not the bad word. One says he could make candy if he had a y but the teacher says

"That is harder than we're supposed to make." This is the only time Karen looks over the

children at me and her eyes fill with tears.

When I ask her about it later, she says that the program is too hard for some of her

children and bores other. It's just not for everyone. When I asked her about that she said

that at a district inservice she was told by one of the program's consultants to "Trust me,

this program is good for all you students."

The closing part of the lesson involves the distribution of a "book" that is supposed to

be decodable because the words are limited to short a words. The book fits on one piece of

paper, folded in half, and has been photocopied for the entire class.

Each page has an illustration that shows a man angry about where the cat sleeps (on the

welcome mat, on the mouse pad at the computer, and in the pan he wants to cook with; he
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leaves the house with his hat as the cat sleeps in his cap). The kids read, barking the

unnatural text; there is little to discuss in this book. The teacher says they may color it later

on.

The children are asked to put the book in their book bag, which has other books that

they can read. Some are reading rather complex pieces; others have very easy and

predictable books. They've had four other books like The Cat and have the teacher has a

book of blackline masters filled with many more for her to run off for the kids to read

during the year. Total time excluding the time for the real book and journal writing: 60

minutes.

When K told her district reading administrator that the lessons took from 60-90 minutes

each day, she was told that she has a "personal problem." When Karen asked about her

decision making power because ALL students must be in the program (no one leaves for

ESL, Reading Recovery or anything else), Karen says:

I was told by [a district reading administrator] that for too long teachers in this district

have thought that their job was to create curriculum. I was told that is not our job. Our

job is to 'deliver' [she makes quote signs in the air with her fingers] curriculum.

Interpretations of the Lesson

Each of the following subsections offers a way of interpreting the phonics lesson. By

considering the role that each of these plays in the phonics program, I suggest that its

efficacy is limited, at best the defmition of reading, the role of teacher knowledge, the

children's experience, the definition and nature of curriculum, and the place of culturally

responsive pedagogy (Ladson-Billings, 1994)

What is Reading?

Karen's students are learning what reading is by the way it is operationally enacted day-

to-day in school and out. The focus here is in school. Although Karen refers to it as

"phonics," the children are learning (from the script that constantly says "read...") that
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reading is making sounds. They are learning that reading is the production of something

orally so that we can movd on. Say reced or schoolbun and move on. Although we heard the

children's quest to find meaning in some of these words, the intention of the program is to

have children string together sounds. The final consonant substitution activity teaches

children to expect non-meaning as an accepted reality of reading. Say baboot and move on.

Remember, Karen tells a child, "It's not a word," when that child asked about supermand.

Being told to read a word (by the script) and that what they read is not a word (by their

teacher) is confusing at best and may, in a larger sense, be teaching children that their

reading is not supposed to make sense and that they are not meaning-makers (Wells, 1986).

That's a seriously negative lesson to teach for a full hour each day.

Successfully calling out non-words, saying isolated sounds, blending words others say

in parts (when Karen said /f/ /o/ /x/ and the children were to say fox), and the other parts of

the phonics lesson have a contextually-limited arena for usefulness. That arena is limited to

time in the program in school. Willis (1997) would define this type of reading as:

something you have to do to succeed in school; that is different than seeing it as needed to

read the word and the world (Freire & Macedo, 1987) by transacting (Rosenblatt, 1978)

with texts.

Perhaps the students that the lessons are meant to address most, beginning readers with

a limited understanding of what reading is, are learning the most unintended lesson; they're

learning that reading is a mess of sounds that they say, but that they can't rely upon to be

meaningful. This stands in sharp contrast to the lessons Karen teaches throughout the rest

of the day, when her goal is that children appropriate important questions readers ask

themselves, such as "Does it make sense?" or "What does it mean?"

Teacher Knowledge

This program leaves no decisions in the minds of the teacher. The teacher can not decide

who needs such intense work with sounds, how much, and for how long each day. The

district demands that all teachers do it everyday. The company representative said, 'Trust
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me. This program is good for every child in your class." Karen does not have that kind of

trust because she is a smart teacher. Her decision-making has been appropriated by the

district's withdrawal of trust in her as an informed professional.

Karen is informed. She attends and presents at national conferences, earned a masters

degree, and continues to read and take courses at a local university. She is a learner as well

as a teacher. Karen knows about the knowledge base in reading (Braunger & Lewis, 1997)

and she also knows that the present climate in the district is one that is saturated with

"efforts to deskill and control teaching by limiting...teachers' autonomy" (Darling-

Hammond, 19%, p. 10). Teacher knowledge and informed decision-making ends for 60

minutes each day when Karen follows the enforced script.

And it is enforced. Administrators and district office representatives visit Karen's

school to make sure that the scripts are followed. "It's the phonics police...the curriculum

cops," she says. District administrators attended meetings about the program, as Karen

explains:

"[An administrator said] that teachers in this district have acted as though they are self-

employed and that they are not self-employed and they need to stop acting as though

they are."

"What does that mean?" I ask her.

"It means," Karen's eyes once again fill with tears, "that we are not allowed to think

for ourselves or make decisions."

It means teachers will follow the mandate or find other employment. Following such

meetings, Karen complied. For the first year of the mandate, she taught phonics by the

script.

The Children's Point of View

Karen is a "systematic observer" (Taylor, 1993, p. 34) of children who is smart about

child development, teaching, and learning. But her smartness is bracketed during phonics

when the program usurps her power to respond to what her children's behaviors are telling
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her. Karen confirmed my observations that her students consistently fall into three

categories during phonics lessons. One group is with the lesson, following Karen and

making efforts to respond. This tends to be some of the children who are already reading,

some that might benefit from such an intense structure, and some very polite children. The

second group is the echo group. They repeat what others say but do not necessarily

understand the content or purpose of the lesson (Bloome, 1983). The third group includes

silent students and the ones who call out anything.

The children's behaviors indicate their responses to the content of the lesson. Finding

phonics cognitively and affectively barren, many initiate and communicate (by their actions)

a search for stimulation, contact, and meaning (Snell and Brown, 2000). They find it in their

noses, along their ears, and in their clothing. They find it as they suck a bracelet or touch a

friend. Their behaviors communicate the mismatches between learners, curriculum, and the

interactions children expect in a social learning setting (Durand, 1990). The phonics lesson

forces kids to have "tunnel vision" (Smith, 1997, p. 25) about reading as they focus on

sounds, rather than reading to construct meaning. In contrast, large group lessons like the

book reading allow for all to participate because children can learn a broad spectrum of

reading strategies as they learn about the reading process.

The children's diverse needs are bracketed during the phonics lessons. That bracketing

is why Karen tolerates some of the children's aberrant behaviors at this time of the day. She

can not in good conscience ask them to focus on something that is meaningless to them.

That's one reason she looked up teary-eyed during the lesson. She understands that the

bracketing of her knowledge is also the bracketing of her students' learning.

The Curriculum: More than the Sounds that Letters Make

Curriculum, according to Dewey (1938), is what happens in classrooms. It may be

enriched by the many relationships that thrive at the intersections of definitions (teacher's

and students') of reading, teaching, learning, language, cultures, and experiences. It may be

multiple voices that join for a moment in an infinite conversation that began long before the
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moment and will continue long after it (Bakhtin, 1996). Curriculum may be a setting for

multiple possibilities of wCpression (Short & Harste with Burke, 1996). The phonics

program, with its views of teachers as incapable and children as having little relevant

experience about the sounds of the language, limits what may happen in school. The view of

children as needing tiny bits of language, just a little at a time, with abrupt and frequent

changes, and little regard for sense-making limits the possibilities of children's

understanding and uses of language.

Karen is being held hostage by the curriculum because she fears being fired for

noncompliance. She and other teachers were coerced into compliance with the program.

Such coercion is a form of violence (Stuckey, 1991) because Karen's professionalism was

systematically ripped away by threats and intimidation (violent tactics).

Karen's students are also being held hostage by the curriculum. This is another form of

violence because the children's needs are systemically ignored (neglected). The phonics

curriculum is a mold "for a cast-iron result" (Dewey, 1938, p. 72) and it is rooted in a one

size fits all mentality that Ohanian (1999) decries as a "one size fits few" reality. No one in

the district with decision-making power found it objectionable that one of the "pedagogical

implications" (Perrone, 1991, p. 24) of the phonics program is that it teaches compliance.

Children are being taught to comply as they sit and listen to meaning-absent lessons. This is

clearly at odds with demands for higher performance and better readers that can become

responsible and active members of a democracy.

Another facet of the phonics progam as curriculum is that it is big business. Relying on

the manufactured panic about reading scores, publishers move in to districts with strategic

plans for convincing teachers (and many others) that the publisher's program can rescue

students. As the publisher gets rich, the mandated program "dismiss[es] the possibilities of

teaching and learning that exist as potentials waiting to be realized" (Meyer, 2001) in favor

of profit and the promise of homogeneous results.

3
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Quality curriculum is complemented and enhanced by ongoing systematic assessment

and evaluation. When Karen and other teachers complained that the phonics program had

no assessment, the district told teachers to use sentence dictation as a form of assessment.

There was no systematic study by the district of how well the program was doing, aside

from the usual battery of standardized tests near the end of the year. Seasoned teachers can

guess that long before any longitudinal study of the efficacy of the program is completed,

the district will have abandoned the present program in favor of some other one promising

increased and longer lasting results. This keeps publishers in business. The lack of quality

systematic research on such programs is well documented (Taylor, 1998). There are well-

researched examples of phonics instruction that relies upon teachers' knowledge and

ongoing decision-making (Moustafa, 1997). In Karen's district, these studies are dismissed

as curriculum is reduced to a boxed set of scripts and materials.

Cultural Relevance

Culturally relevant pedagogy (Ladson-Billings, 1994) or culturally responsive teaching

means that teaching and curriculum are constructed with, from, and for students. This

section is a discussion of cultural relevance in the phonics program.

There is none.

The phonics program does not take into consideration the differences among and

between leaniers' languages and cultures. It does not take into consideration the needs of

English language learners whom, in past years in Karen's classroom, benefited from

learning through culturally responsive thematic units and inquiry (Freeman & Freeman,

2001). The program ignores or dismisses the complexities of teaching in a diverse society.

Some might argue that for one hour a day children might very well benefit from

focusing on the sound system of the English language. As Karen explained at the beginning

of this article, she taught that all day before the mandate. She taught phonics in contexts that

were meaningful to her students and respectful of their linguistic (including dialect) and

cultural diversity. She taught it specific to their needs as she assessed those daily. For an
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hour each day, Karen felt forced to ignore the individuality of her students and the

specificity of instruction she could provide. Her students read less, wrote less, and found

their identities less integrated into their classroom. The effects of this remain to be seen.

Hope and Resistance

During the second year of the adoption of the phonics program, Karen made changes.

She did lessons quickly by skipping large sections or doing fewer parts within each lesson.

She told her principal that she was getting better at delivery (her "personal problems" must

have been resolved). This was one way of undermining the attack that the program made

upon her students' learning and her teaching. At no time during the year did Karen sigh that

heavy sigh of burned out teachers and ask, "What's the use?" (Van Manen, 1986). She got

angry, sad, and eventually responsive, like many other teachers (Fleischer, 2000).

So, what can we do? The following is a list of possible actions abbreviated from Meyer

(2001).

Actions Teachers and Supporters Might Take

4D0 Do not act alone

v.- Getting smarter about things like the reasons for the manufactured crisis in education
and getting smarter about the ways in which power is distributed within a district can
lead to informed and safe action.

0. Talk to each other; find community and support (that's what the Michigan for Public
Education group did).

iPe Study the past: civil rights, union movements, labor organizers, women's rights,
environmental groups

v.. Look in the present: People for the American Way, Americans for Religious Liberty,
Michigan Public Education Task Force, League of Women Voters, Michigan Education
Association, American Association of University Women, and the American Civil
Liberties Union

WLU and day of WL at NCTE: political action agendas

Wo Tell your stories again and again and again and againandagainandagainandagain

VOTE: Register, vote, and tell people how you are voting and why
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To Choose: Comply, resist underground, resist above ground, infiltrate and know these are
political choices and actions

vo Rethinking Schools has a great website and a cheap price

%Po Slow swift adoptions by going public

0. Be a teacher researcher and make your results public

vs Use colleges and universities to act with and for you...for example:

To Work with future teachers as a connection to colleges/universities and to inform
teachers-to-be

vo Join and be a voice in: National Council of teachers of English, Whole Language
Umbrella, and other organizations that support teachers and go to their conferences

0. International Reading Association has a lobbyist. As a member, you can talk to him.

IN Visit local and state legislative committees; they'll ask who you are

400 Talk to the families that know and love you so that they can be supportive and vocal
Don't let the enemy be us: inaction and closing your door are political statements that
isolate you

*This presentation is based largely upon an article entitled Captives of the Script: Killing
Us Softly with Phonics to be published in Language Arts in July, 2002.

References

Bakhtin, M.M. (1996). The problem of speech genres (V. McGee, Trans.). In C.

Emerson & M. Holquist (Eds.), Speech genres and other essays (pp. 60-102). Austin:

University of Texas Press.

Berliner, D. C., & Biddle, B. J. (1995). The manufactured crisis: Myths, fraud. and the

attack on America's public schools. Reading, MA: Addison-Wesley.

Bloome, D. (1983). Reading as a social process. Advances in Reading/Language

Research, 2, 165-195.

Bloome, D. (1983). Reading as a social process. Advances in Reading/Language

Research .2., 165-195.

Braunger, J., & Lewis, J. (1997, October). Building a knowledge base in reading.

Urbana, IL: National Council of Teachers of English.

6



Phonics Exposed Page 16

Coles, G. (2000). Misreading reading: The bad science that hurts children. Portsmouth:

Heinemann.

Darling-Hammond, L. (1996). The right to learn and the advancement of teaching:

Research, policy, and practice for democratic education. Educational Researcher, 25(6), 5-

17.

Dewey, J. (1938). Experience and education. New York: Collier Books, Macmillan.

Durand, V.M. (1990). Severe behavior problems: A functional communication training

approach. New York: Guilford Press.

Fleischer, C. (2000). Teachers organizing for change: Making literacy learning

everybody's business. Urbana, Ill.: National Council of Teachers of English.

Freeman, D. & Freeman, Y. (2001). Between worlds: Access to second language

acquisition. Portsmouth: Heinemann.

Freire, P. & Macedo, D. (1987). Literacy: Reading the word and the world. Westport,

CT: Bergin & Garvey.

Ladson-Billings, G. (1994). The dreamkeepers: Successful teachers of African

Amexican children. San Francisco: Jossey-Bass.

Meyer, R. (2001). Phonics exposed: Understanding and resisting systematic direct

intense phonics instruction. Mahwah, NJ: Lawrence Erlbaum.

Moustafa, M. (1997). Beyond traditional phonics: Research discoveries and reading

instruction. Portsmouth: Heinemann.

Ohanian, S. (1999). One size fits few: The folly of educational standards. Portsmouth:

Heinemann.

Perrone, V. (1991). A letter to teachers: Reflection on schooling and the art of teaching.

San Francisco: Jossey-Bass.

Rosenblatt, L. (1978). The reader. the text. and the poem: The transactional theory of the

literary work. Carbondale and Edwardsville: Southern Illinois University Press.



,, ,

Phonies Exposed P age 1 7

Short, K. & Harste, J. with Burke, C. (1996). Creating classrooms for authors and

inquirers. Portsmouth: Heinemann.

Smith, F. (1992,February). Learning to read: The never-ending debate. Phi Delta

Kappan. 432-441.

Smith, F. (199'7). Reading without nonsense (3rd ed.). New York: Teachers College

Press.

Snell, M. & Brown, F. (2000). Instruction of students with severe disabilities (5th

Upper Saddle River, NJ: Merrill/Prentice Hall.

Snow, C., Burns, M., & Griffin, P. (1998). Preventing reading difficulties in young

chi dren. Washington DC: National Academy Press.

Stuckey, J. E. (1991). The violence of literacy. Portsmouth: Boynton/Cook.

Taylor, D. (1993). From the child's point of view. Portsmouth: Heinemann.

Taylor, D. (1998). Learning to read and the spin-doctors of science: The political

campaign to change America's mind about how children learn to read. Urbana, IL: National

Council of Teachers of English.

Van Manen, M. (1986). The tone of teaching. Ontario: Scholastic.

Wells, G. (1986). The meaning makers: Children learning language and using language

to learn. Portsmouth: Heinemann.

Willis, A. (1997). Focus on research: Historical considerations. Language Arts, 74, (5),

387-397.

4 8



ERIC RECflomepage

U.S. Department of Education
Office of Educational Research and Improvement (0ERI)

National Library of Education (NLE)
Educational Resources Information Center (ERIC)
Reproduction Release (Specific Document)

I. DOCUMENT IDENTIFICATION:

P).7 cs EXposeof , e .

'kuth7)-
ftE;p-o-ia-te-STurce: thah ers o.f

L14"1.c 0.
II. REPRODUCTION RELEASE:

12/4/01 5:22 PM

CS 014 536

Cyfietig hi PI )7..e. lideove. ,1.421.4c4;4.

"Publication Date: 20r

In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the monthly abstract
journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy, and electronic media, and sold
through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, if reproduction release is granted, one of thefollow:
notices is affixed to the document
If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign in the indicated space
following.

The sample sticker shown below will be affixed
to all Level 1 documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS

13LEN GRAN- . BY

The sample sticker shown below will be affixed to all Level :

2A documents

PERMISSION 1 0 REPRODUCE AND
DISSEMINATE THIS MATERIAL IN

MICROFICHE AND .IN ELECTRONIC MEDIA
FOR ERIC COLI-ECTION SUILSCRIBERS ONLY,

HAS 13EEN GRAN' - BY

The sample sticker shown below will be affixed to all Levi
2B documents

PERMISSION TO REPRODUCE AND
DISSEMINATE TON MATERIAL IN

MICROPICHI1 ONLY HAS LI IN GRANTED B

r's.."'

\N-
1.,..." 't...N.

'4,...+Y,

10 THE EDUCA`rioNAL RESOURCES .

INTORMATION CENTER (ERIC)

I.,
TO THE EDUCATIONAL RESOURCES

INFORMATION CENTER ITRIC)
TO THE EDUCA'noNAL RESOURCES

INFORMATION CENTER (ER RC)

Level 1 Level 2A Level 2B

/
. . . .. . . . . . . .. . .. . . . . . . . . . . . . . .. .. . . . . . . . . . .

Check here for Level 1 re ease, permitting
reproduction and dissemination in microfiche or
other ERIC archival media (e.g. electronic) and

paper copy.

Check here for Level 2A releas rmittine oroduction and
e' o e - re

dissemination in microfiche and in electronic media for ERIC
archival collection subscribers only

Check here for Level 2B release, permitting reproduction
and dissemination in microfiche only

Documents will be processed as indicated provided reproduction quality permits.
If permission to reproduce is granted, but no box is checked, documents will be processed at Level 1.

I hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this document as indicated above
' Reproduction from the ERIC microfiche, or electronic media by persons other than ERIC employees and its system contractors requires permission from the

copyright holder. Exception is made for non-profit reproduction by libraries and other service agencies to satisfy information needs of educators in response to
discrete inquiries.

P mzt, gek,AeNcoSignature: nted Name/Position/Title.
. Ter 00 ro

Organi4a,tioK n/gidrep4 ITelephone:_ 0 :s- 2774M1Fax: z. z- 3
fl-D

E-mail Address:r riv,4 er onm. 414Date: I 24 1.1 1.o I

iif IncUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):
./ci uerci vt,it / 44 K7j 31

http://eric.indiana.edu/www/submit/release.shtml Page 1 of 2



ERIC RECHomepage 12/4/01 5:22 PM

If permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from another source, please provide the following
infIrmation regarding the availability of the document (ERIC will not announce a document unless it is publicly available, and a dependable soutte can be specified.
Contributors should also be aware that ERIC selection criteria are significantly more stringent for documents that cannot be made available through EDRS.)

I Publisher/Distributor:

IPnce:

iii:170ERRACOF ERIC TO COPYRIGilTiREPRODUCTION RiGHTS -HOLDER:
If the right to grant this reptoduction release is held by someone other than the addressee, please provide the appropriate name and address:

Name:

Address:

V. WHERE TO SEND THIS FORM:

Send this form to. ERIC Clearinghouse on Reading, English, and Communication (ERIC/REC).

..ERIC/REC Clearinghouse I 2805 E 10th St Suite 140 I Bloomington, IN 47408-2698)
Telephone: 812-855-5847 I Toll Free: 800-759-4723 I FAX: 812-856-5512
e-mail: ericcs@indiana.edu I WWW: http://eric.indiana.edu
EFF-088 (Rev. 9/97)
I NEWS ABOUT READING I BOOKSTORE I LESSON PLANS I FAMILY INFO CENTER I ONLINE EDUCATION I WEB RESOURCES I
SUBMISSIONS I DIGESTS a BIBLIOS I SIEtASEBYILES. I EBILAAIMNAL I DEMME...gag:1E I WORKSHOPS I 511125.1121M I
ERIC is a project of the U.S. Department of Education and the National Library of Education,
with funding from the Office of Educational Research and Improvement (OERII.
ERIC/REC I Indiana University I Smith Research Center, Suite 140 I Bloomington, IN 47408-2698
(800) 759-4723 I (812) 855-5847 I FAX (812) 856-5512
System Administrator: Anat-Wi5CMda I Database Administrator: Roger Sensenbaueh

http://eric.indiana.edu/www/submit/release.shtml Page 2 of 2


