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Samuel Kirk (1962) &4 LDiE{[f 4553

* A learning disability refers to a retardation, disorder, or delayed development in
one or more of the processes of speech, language, reading, writing, arithmetic,
or other school subject resulting from a psychological handicap caused by a
possible cerebral dysfunction and/or emotional or behavioral disturbances. It is
not the result of mental retardation, sensory deprivation, or cultural and
instructional factors (Kirk, 1962, p. 263)
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Barbara Bateman(1965) » & -HZ=FRFZEAE

* Children who have learning disorders are those who manifest an
educationally significant discrepancy between their estimated potential
and actual level of performance related to basic disorders in the learning
process, which may or may not be accompanied by demonstrable central
nervous system dysfunction, and which are not secondary to generalized
mental retardation, educational or cultural deprivation, severe emotional
disturbance, or sensory loss (Bateman, 1965)

* SRR © VRTIEREREL -

* BEERIRRK -
Daniel P. Hallahan: LEARNING DISABILITIES: HISTORICAL PERSPECTIVES 5
« 19754 » i@ HEducation for All Handicapped Children Act (Public Law 94-
142) -

- EORATA SR EA AR . SRR BN RGN IEE PR IS AR
AR5, LR e AT Y 7R 22

o WECR S B 5 B R FSCRERER].. 2 21 R
- MBS A T Ry P B R E R S
© SHEAIECRE AT B R E RS S RTA RO

* 19775F » B IERECE 2= FE A AR Y & E Federal Registerfig i 27 ST R
LA EEREAE (Discrepancy ) HYZE{EREZ




2020/5/20

Average is smooth

ZIEREAE (Discrepancy ) HYETHE

* fFiivAge

o DR RN EFR A -

o R NEIEEDR YR - FREUR - ORI -
o fEAE /T #Standardized Score

 BRAEEERETE (Zscore) #1572 fRAER -
o BT 1ERegression correction

o T {E EETEAHRE & 2 Hiregression toward the meanfVigiH - =4 SN R (K
TR SR R -
o et TTIERCIE

< EE W EEREHEEECRE RIS - 7785 (1{ESD) PLE - piEkER
H8SLAT » WIFTaS R E S ACREAHER R ©

Learning

Experience

EEFAIERY T2 (RE2F

Appendix B: Severe Discrepancy Regression Formula

If a school district uses a severe discrepancy model, it must use OSPI's published table to
establish a severe discrepancy between intellectual ability and academic achievement (WAC 392-
172A-03065; Appendix A). The table was developed on the basis of the regressed standard score
discrepancy formula developed in 1983 by the United States Department of Education-Office of
Special Education Programs (ED-OSEP) work group. It considers the following variables:

« The reliability coefficient of the intellectual ability test.

e The reliability coefficient of the academic achievement test.

s An appropriate correlation between the intellectual ability and the academic achievement
tests.

The regression formula developed by the ED-OSEP is:

Z,.= (Zxrxy{(l 96 fl ) o )7 [1 .65[( ﬂl 2 N {\/l _ \/1':-)4’(1’\1\1;2 \2 ?: (21'2 (3) ]JJ]

r

rey = test to test correlation - IQ to achievement
Ty T = internal consistency reliabilities

http://www.k12.wa.us/SpecialEd/pubdocs/SLD_Guide.pdf
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Figure 2. Profile of nine cognitive variables by definitional groups formed with WISC-R

Performance 1} and Woodcock-Tobnson Decodine.
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FIGURE S Growth curves from Grade 1 to Grade 9 for the reading cluster
score of the Woodcock-Johnson for children in  discrepant,
only-low-achievement, and not-reading-impaired groups. From “Develop-
mental Lag Versus Deficit Models of Reading Disability: A Longitudinal In-
dividual Growth Curves Analysis,” by D. J. Francis, §. E. Shaywitz, K. K.
Stuebing, B. A. Shaywitz, and J. M. Fleicher, 1996, Journal of Educational
Psychology, 88, p. 13. Copyright © 1996 by the American Psychological As-
sociation. Reprinted with permission.
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Abstract
A meta-analysis of 22 studies evaluating the relation of different assessments of IQ and intervention
response did not support the hypothesis that IQ is an important predictor of response to instruction.
We found an R2 of .03 in mmiels wnh 1Q and the autoregressor as predlclors and a unique lower
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Simple view of reading
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LANGUAGE COMPREHENSION

BACKGROUND KNOWLEDGE &
(facts, concepts, etc.)

VOCABULARY
(breadth, precision, links, etc.)

LANGUAGE STRUCTURES
(syntax, semantics, etc.)

VERBAL REASONING
(inference, metaphor, etc.)

SKILLED READING:
Fluent execution and
coordination of word
recognition and text

comprehension,

LITERACY KNOWLEDGE
(print concepts, genres, elc.)
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WORD RECOGNITION

PHONOLOGICAL AWARENESS
(syllables, phonemes, elc.)

DECODING (alphabetic principle,
spelling-sound correspondences)

SIGHT RECOGNITION
(of familiar words)
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halogy and Psychiatry 45:1 (2004, pp 2-40

Specific reading disability (dyslexia): what have we
learned in the past four decades?

Frank R. Vellutino,' Jack M. Fletcher,? Margaret J. Snowling,®
a

* However, research in the study of reading disability has made it clear that early
reading difficulties in the population of children defined herein, that is, children
who might qualify for a diagnosis of dyslexia in accord with the criteria outlined
earlier, are manifested primarily in inadequate facility in printed word
identification as well as inadequate facility in related skills such as spelling and
phonological (letter-sound) decoding. Such difficulties may or may not be
accompanied by significant deficits in language comprehension, but they are
not necessarily accompanied by such deficits. Thus, specific reading disability
(dyslexia) in otherwise normal children has been and continues to be defined as a
basic deficit in learning to decode print
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* “The identification of printed words has long been treated as a skill that is

FOARARES ~ FEaERETR o
Decoding, single word reading
Word identification in English

essential for novice readers, yet it remains important in skilled adult reading as
well and is a necessary (but not sufficient) factor for comprehension. By “word
identification,” we mean that the reader can pronounce a word, not whether

he or she knows what it means.”(Preventing Reading Difficulties in Young
Children, 1998, p.56)
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Basic Reading Skill in WIAT IlI
Academ ic Skl | IS The student’s performance on academic
. achievement tests is compared with
Prof"e national norms for children the same age
Student: Most children (68 in 100) demonstrate
skills within the “Average Range”. . . N
Date: Normative Average Normative
Scores below 85 indicate a possible Weakness. Range Strength
Tests: Wechsler Individual Achi “Normative Weatk "thairl}nay € et
Test (WIAT-3) impact school leaming. I
Academic Ability Composite or Test E‘@ @ E@ E@
Basic Reading:
Early Reading Skills - stugent letiers of the alphabet, -
sais s tn‘at mlyme in“mﬂngfmffm et wilh e e Early Reading Skills (WIAT-3)
sounds, biend sounds together to form words, matches sounds [~
with letiers, and maiches writen words with pictures
‘Word Reading - student reads aloud a st of )
Ghaards el Word Reading (WIAT-3)
Psuedoword Decoding - student reads aloud a list of
increasingly dificult nonsense words
Pseudo Word Decoding (WIAT-3)
Reading Comprehension and
Fluency:
Reading Comprehension (WIAT-3)
Reading Comprehension - student reads passagesaloud |-~
or silentl under un- imed conditons, and then answers open
ended questions
Oral Reading Fluency - student reads passages aloud, and Oral Readmg Ffuency (W‘ATG)
then orally responds to comprehension questions
20
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Pseudo-word decoding/word attack
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21

_
oy

PR el B e 57 ey S el R R BEE Y B 5%

Definition of developmental dyslexia

* Dyslexia is one of several distinct learning disabilities. It is specific language-based
disorder of constitutional organ characterized by difficulties in single word
decoding, usually reflecting insufficient phonological processing abilities. These
difficulties in single word decoding are often unexpected in relation to age or other
cognitive abilities; they are not the result of generalized developmental disability or

sensory impairment........ Orton dyslexia society(1994), now IDA.
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« 7 ...that reading disability is most precisely measured at the single word level
and causally associated with phonological deficits. In contrast to other
definitions of dyslexia, this definition does not specify that an 1Q-reading
achievement discrepancy be present and does not exclude any conditions or
handicaps where a specific phonological deficit could exert a primary causal
influence on subsequent reading development. All statements within the
definition have an empirical basis and it has been noted that converging data

relevant to genetic and neurobiological factors are emerging.
* ~ @G. Reid Lyon, Ph.D. NICHHD

23

{8 » RDIEANNA T specific reading

comprehension deficit.
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Specific reading comprehension deficit

* https://haskinslabs.org/sites/default/files/files/Reprints/HL1825.pdf
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* Reid Lyon 1997 i R & v :a

* http://www.reidlyon.com/media/lyon_testimonies.pdf

* We have learned that for 90% to 95% of poor readers, prevention and early intervention programs that
combine instruction in phoneme awareness, phonics, and reading comprehension strategies provided by well
trained teachers can increase reading skills to average reading levels. However, we have also learned that if we
delay early intervention until nine-years-of-age, (the time that most children with reading difficulties receive
services), approximately 75% of the children will continue to have difficulties learning to read throughout high
school. To be clear, while older children and adults can be taught to read, the time and expense of doing so is
enormous.

29

Individuals with Disabilities Education Improvement Act of 2004
A ERMNBUFMEZE R ZFERE R » BEROUHRT » B0
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Additional Procedures for Identifying Children With Specific Learning Disabilities

§300.307 Specific learning disabilities.
(a) General. A State must adopt, consistent with §300.309, criteria for determining whether a child has a specific learning
disability as defined in §300.8(c)(10). In addition, the criteria adopted by the State--
(1) Must not require the use of a severe discrepancy between intellectual ability and achievement for determining whether
a child has a specific learning disability, as defined in §300.8(c)(10):
(2) Must permit the use of a process based on the child’s response to scientific, research-based intervention; and
(3) May permit the use of other alternative research-based procedures for determining whether a child has a specific
learning disability, as defined in §300.8(c)(10).

30
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Effective instruction in reading
https://www.nichd.nih.gov/publications/pubs/nrp/Documents/

report.pdf
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RTI/SLD Identificarion 41

More intense, longer term
interventions of > | year

Plrogressmn m_ involve special education
higher and lower %1%
tiers determined A S
by chidren’s RTT Decsions: Contine, Mocify, Small groupand
: go fo mare intense, individual interventions-Problem
Tier IT: More Intense Academic solving and

and Behavioral Interventions Slandard protocol
/ | 10%- 15% ofstudents | reading/math

Tier I: Academics and
behavior in general education

Effective core instruction School-wide positive supports
in basic academic skills Effective classroom management

Sereening for behavior
Problem solving

Figure 1. Multitiered system with tiers varying in intervention intensity and measurement precision.
MTSS/RTI model with three tiers. MTSS = multitier system of suppotts; RTT = response to intervention.

THH DL FEAE (Federal Register, 2006 )

* §300.309 Determining the existence of a specific learning disability.

* (a) The group described in § 300.306 may determine that a child has a specific learning disability,
as defined in § 300.8(c)(10), if— (1) The child does not achieve adequately for the child’s age or to
meet State-approved grade-level standards in one or more of the following areas, when provided
with learning experiences and instruction appropriate for the child’s age or State-approved grade-
level standards:

« (i) Oral expression. (ii) Listening comprehension. iii) Written expression.(iv) Basic reading skill. (v) Reading
fluency skills.(vi) Reading comprehension.(vii) Mathematics calculation.(viii) Mathematics problem solving.

* (2)(i) The child does not make sufficient progress to meet age or State approved grade-level
standards in one or more of the areas identified in paragraph (a)(1) of this section when using a
process based on the child’s response to scientific, research-based intervention; or (ii) The child
exhibits a pattern of strengths and weaknesses in performance, achievement, or both, relative to
age, State-approved grade level standards, or intellectual development, that is determined by the
group to be relevant to the identification of a specific learning disability, using appropriate
assessments, consistent with §§ 300.304 and 300.305; and (3) The group determines that its
findings under paragraphs (a)(1) and (2)

34
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Processing Strengths and Weaknesses

Application of CHC Theory

743

COGNITIVE STRENGTH

Average or higher
abilities and processes;
May also include
strengths in academic

Statistically significant difference between
cognitive integrities and academic skill

Statistically significant difference between
deficit(s)

cognitive integrities and circumscribed

cognitive ability or processing deficit(s)
Academic deficit(s) is unexpected, not

expected, because overall cognitive ability

Cognitive deficit(s) is specific, not general or
is at least average

pervasive, because overall cognitive ability is
at least average

COGNITIVE
Consistent/Concordant 'WEAKNESS/DEFICIT
M Cogritive Ability or
Processing Disorder
No Statistically significant
Performance Difference (constructs
are related empirically |

Common elements of third-method approaches to SLD identification.

ACADEMIC
WEAKNESS/FAILURE

Academic
Skills/knowledge Deficits

Ficure 1.
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cognitive ability (general intelligence)
(e.g, full scale 1)

Sroad Long-term

CHC abilities Fluid Crystallised Visual Short-term storagge and| | Processing Auditory
(7 of relevance to reasoning knowledge processing memory retrieval speed processing
academic achievement (Gf) (Go) (Gv) (Gsm) (clr) (Gs) (Ga)
shown)

Narrow

CHC abilities
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Benson, N. F., Maki, K. E., Floyd, R. G., Eckert, T. L., Kranzler, J. H., & Fefer, S. A. (2019). A National
Survey of School Psychologists' Practices in Identifying Specific Learning Disabilities, School
Psychology Quarterly 35(2),
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Specific Learning Disorder

Diagnostic Criteria

A. Difficulties learning and using academic skills, as indicated by the presence of at least
one of the following symptoms that have persisted for at least 6 months, despite the
provision of interventions that target those difficulties:

1. Inaccurate or slow and effortful word reading (e.g., reads single words aloud incor-

I3 s oW

(o]

rectly or slowly and hesitantly, frequently guesses words, has difficulty sounding
out words).

Difficulty understanding the meaning of what is read (e.g., may read text accurately
but not understand the sequence, relationships, inferences, or deeper meanings of
what is read).

Difficulties with spelling (e.g., may add, omit, or substitute vowels or consonants).

. Difficulties with written expression (e.g., makes multiple grammatical or punctua-

tion errors within sentences; employs poor paragraph organization; written expres-
sion of ideas lacks clarity).

. Difficulties mastering number sense, number facts, or calculation (e.g., has poor

understanding of numbers, their magnitude, and relationships; counts on fingers to
add single-digit numbers instead of recalling the math fact as peers do; gets lost in
the midst of arithmetic computation and may switch procedures).

. Difficulties with mathematical reasoning (e.g., has severe difficulty applying math-

ematical concepts, facts, or procedures to solve quantitative problems).

. The affected academic skills are substantially and quantifiably below those expected
for the individual's chronological age, and cause significant interference with academic
or occupational performance, or with activities of daily living, as confirmed by individu-
ally administered standardized achievement measures and comprehensive clinical
assessment. For individuals age 17 years and older, a documented history of impairing
learning difficulties may be substituted for the standardized assessment.

. The learning difficulties begin during school-age years but may not become fully man-
ifest until the demands for those affected academic skills exceed the individual’s lim-
ited capacities (e.g., as in timed tests, reading or writing lengthy complex reports for a
tight deadline, excessively heavy academic loads).

. The learning difficulties are not better accounted for by intellectual disabilities, uncor-
rected visual or auditory acuity, other mental or neurological disorders, psychosocial
adversity, lack of proficiency in the language of academic instruction, or inadequate
educational instruction.

Note: The four diagnostic criteria are to be met based on a clinical synthesis of the indi-
vidual's history (developmental, medical, family, educational), school reports, and psycho-

educational assessment.

Coding note: Specify all academic domains and subskills that are impaired. When more
than one domain is impaired, each one should be coded individually according to the fol-

lowing specifiers.

40
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315.00 (F81.0) With impairment in reading:

3

31

Word reading accuracy

Reading rate or fluency

Reading comprehension

Note: Dyslexia is an alternative term used to refer to a pattern of learning difficulties
characterized by problems with accurate or fluent word recognition, poor decoding,
and poor spelling abilities. If dyslexia is used to specify this particular pattern of dif-
ficulties, it is important also to specify any additional difficulties that are present,
such as difficulties with reading comprehension or math reasoning.
5.2 (F81.81) With impairment in written expression:

Spelling accuracy

Grammar and punctuation accuracy

Clarity or organization of written expression
5.1 (F81.2) With impairment in mathematics:

Number sense

Memorization of arithmetic facts

Accurate or fluent calculation

Accurate math reasoning

Note: Dyscalculia is an alternative term used to refer to a pattern of difficulties char-

acterized by problems processing numerical information, learning arithmetic facts,

and performing accurate or fluent calculations. If dyscalculia is used to specify this

particular pattern of mathematic difficulties, it is important also to specify any addi-

tional difficulties that are present, such as difficulties with math reasoning or word rea-

soning accuracy. 41

DSM-VHYFar 7.

Comments on Proposed DSM-5 Criteria for Specific Learning Disorder
from a Legal and Medical/Scientific Perspective
http://dyslexia.yale.edu/CommentsDSM5ColkerShaywitzSimon.pdf
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