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This quote from Meichenbaum and Biemiller 
seems an appropriate way to introduce the new 

edition of Apprenticeship in Literacy. Our purpose 
is to explain how a theory-based model of teaching 
and learning looks in a primary classroom. We 
use Vygotskian theory to illustrate how children 
acquire higher-level understandings during assisted 
activities with a more knowledgeable person. Th is 
theory emphasises the importance of the teacher as 
one who understands what the child brings to the 
learning task, but also understands how to help the 
child use his knowledge as a foundation for learning 
something new. We believe that teaching and 
learning occur in apprenticeship-type settings and 
that teachers use language and scaff olding techniques 
within meaningful contexts to engage children’s 
minds in noticing, acquiring and consolidating new 
knowledge. Th roughout the book, we provide myriad 
authentic examples that illustrate how teachers 
apply apprenticeship theories to their instructional 
interactions with their students.
 When we were approached about writing a second 
edition of this book, our fi rst step was to determine 
what would remain in the text, what should be revised 
and what new information should be included. During 
the past decade, schools have been bombarded with 
new initiatives that have increased the accountability 
for teacher performance (higher standards, high-test 
testing, teacher evaluations). Consequently, many 
schools have become vulnerable to the quick fi xes 
that are associated with many programs and methods. 
Th is reality makes it even more critical for teachers to 
possess a strong theory of teaching and learning, as 
this theory will certainly infl uence their perceptions 
and instructional practices. We believe that a strong 
theory, along with keen observation skills and high-
quality resources, provides teachers with the data 

for making evidence-based decisions about student 
learning. In these pages, we demonstrate how teachers 
apply a theoretical model of teaching and learning to 
their everyday practices with their students. In the 
next section, we provide a brief overview of each 
chapter.

A Preview of the Chapters

Apprenticeship in Literacy is designed to help primary 
teachers meet the needs of all students through 
diff erentiation and scaff olding techniques within a 
balanced literacy approach. We encourage teachers to 
begin with Chapter 1 and proceed through each chapter 
in order. Aft er the fi rst reading, the chapters should be 
revisited for more in-depth application and support. 
 In Chapter 1, we emphasise the importance of 
early reading success, including recent research on 
the relationship of year-three reading profi ciency to 
high school graduation, as well as other social and 
economic advantages. We stress the need for teachers 
to align their instructional goals across supplemental 
programs to promote self-regulation and transfer. Th e 
theme of early reading is carried over to the role of 
background knowledge and its relationship to self-
regulated activity. Th e chapter includes information 
on the refl ective learning cycle and how the brain 
works in constructing new knowledge, including the 
importance of motivation in the decision-making 
process. As with the fi rst edition, the chapter is 
grounded in an apprenticeship theory where the 
teacher creates the conditions to mediate the students’ 
learning.
 In Chapter 2, the seven principles of apprenticeship 
learning are just as relevant today as they were in 1998, 
when the fi rst edition of this book was published. 

INTRODUCTION
What will it take to change the way students are taught? What will it take to close the learning 
gap? We don’t need to overwhelm teachers with a long list of new methods to try. Rather we 
believe what is needed is a theoretical model that explicates the teaching and learning process; 
a model that will allow the integration of multiple teaching methods, and that will challenge 
educators to rethink their eff orts.

– Meichenbaum and Biemiller (1998) 
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Th e chapter elaborates on scaff olding principles and 
provides new examples of language prompts that 
teachers can use to assist students’ learning. A critical 
aspect of self-regulated learning is the student’s ability 
to initiate problem-solving strategies in the absence 
of the teacher. Th erefore, we have included a new 
section on the use of non-verbal scaff olds as tools 
that promote students’ independent learning. We 
believe this chapter is the heartbeat of the book, as it 
emphasises the relationship between language, action 
and the construction of literate knowledge.
 In Chapter 3, we begin by discussing the 
cognitive and social processes of learning to read, 
and the teacher’s role in creating the conditions for 
shaping children’s literacy development. Th e teacher 
must understand how to interpret children’s reading 
behaviours and how to design instruction that is 
based on their strengths and needs. A balanced 
literacy curriculum includes a range of literacy 
activities, carefully selected materials for each activity 
and a responsive teacher who knows how to structure 
literacy interactions that move children to higher 
levels of understanding. Th e chapter maintains many 
of the examples from the fi rst edition, but also includes 
new examples that illustrate how teachers are using 
a balanced literacy curriculum and incorporating 
informational texts in an apprenticeship approach.
 Chapter 4 focuses on the implementation of a 
guided reading program within a balanced literacy 
framework. We include specifi c details, such as 
selecting the book, introducing the book, prompting 
during the fi rst reading, and activities for subsequent 
readings, plus a new section on silent guided reading. 
As with the fi rst edition, the reciprocity between 
reading and writing remains a focus. However, the 
new edition includes refi nements to the transitional 
level and the addition of the fl uent level.
 In Chapter 5, we describe two types of assisted 
writing: interactive writing and writing aloud. We 
provide details for implementing each type, including 
materials needed, the purpose of each type, procedural 
steps and examples of rich interactions between 
teachers and children as they participate in assisted 
writing experiences. Th is new edition includes a 
section on self-help resources: writing checklists and 
writing guides. Th e goal of assisted writing is achieved 
when the children are able to transfer their knowledge 
to independent writing.

 Chapter 6 emphasises the independent-writing 
component of assisted writing. We focus on the 
transfer principle, and we encourage teachers to refl ect 
on the eff ect of assisted performance on the students’ 
independent performance. Th is second edition places 
a greater emphasis on the writing process, including 
the writing continuum of emergent to fl uent writing 
behaviours, and several new examples of teacher/
student writing conferences.
 In Chapter 7, we share signifi cant revisions 
and additions, including more details for assessing 
students’ orthographic and phonological knowledge 
with implications for planning word study lessons. 
We kept many of the examples from the fi rst edition; 
however, we expanded the word study section to 
include more activities at the transitional and fl uent 
levels.
 Chapter 8 focuses on organising the environment 
for learning. We share how teachers can implement a 
workshop framework for diff erentiating instruction, 
including whole-group, small-group and independent 
opportunities. In well-organised classrooms, children 
learn self-management techniques for regulating their 
learning across multiple contexts. In this chapter, we 
present details, including photographs and design 
considerations, of how teachers can create meaningful 
literacy centres that align with the classroom 
curriculum.
 In Chapter 9, we emphasise the importance of 
high-quality classroom instruction for all children, 
while recognising that some children will need 
additional support. We illustrate how a workshop 
framework provides a structure for integrating the 
curriculum while also diff erentiating instruction to 
meet student needs.
 In Chapter 10, we emphasise that supplemental 
instruction must be aligned with classroom 
instruction, and that children must be able to 
transfer their knowledge, skills and strategies across 
multiple contexts. In this chapter, we share details for 
implementing a small-group reading intervention.
 Th e fi nal chapter places the focus on teachers as 
refl ective practitioners. Th rough refl ective practice, 
teachers become more empowered decision makers, 
and they take more responsibility for their actions. We 
believe that learning to teach is an ongoing journey, 
and that teachers refi ne their craft  of teaching through 
on-the-job professional learning experiences with 
other teachers. Teacher collaboration is essential to 
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introduction

produce student learning, and the school is a natural 
learning lab for increasing teacher expertise. Within 
this context, teachers develop and test their theories 
of teaching and learning. Th ey view themselves 
as classroom researchers – observing behaviour, 
collecting evidence, collaborating with peers, 
constructing new knowledge and sharing results. In 
this chapter, we share the stories from many teachers 
who are applying the principles of apprenticeship 
learning to their profession.

Closing Thoughts

We have been in education for more than half of our 
lives, and our experiences are refl ected in the pages 
of this book. We began our careers as classroom 
teachers; then we became Reading Recovery 
educators; and for the past twenty-fi ve years, we have 
been working directly with teachers, literacy coaches 
and intervention specialists within their schools. 
Th e teachers keep us grounded in the realities of 
school, and we always learn a lot from being in their 
classrooms. Th is new edition of Apprenticeship in 
Literacy is full of photos, children’s writing and stories 
from real classrooms, and we hope you, our readers, 
enjoy reading the book as much as we have enjoyed 
writing it. 
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Since the fi rst edition of Apprenticeship in Literacy 
(1998), education has been infl uenced by years 

of initiatives focused on teaching the struggling 
reader. Th roughout, we have maintained our belief 
that schools should invest in teachers’ learning – in 
contrast to programs – for meeting the needs of all 
children, including those with reading diffi  culties. 
Rather than overwhelm teachers with an itemised list 
of standards and methods, we believe that teachers 
need a theory of teaching and learning – a theory that 
is grounded in responsive teaching and scaff olding 
techniques for ensuring their students’ success.
 In this second edition, we continue the themes 
of assisted performance and transitions in literacy 
learning. We discuss how learning theory and 
research-based practices provide an apprenticeship 
framework for scaff olding young learners. In this 
chapter, we argue that reading profi ciency in the 
early year levels is essential for future success, and 
we present a theory of interactive learning within 
social contexts. Why should schools invest so heavily 
in early reading? And why does a teacher’s theory of 
teaching and learning matter?

Urgency of Early Reading Success

Th e urgency is real: if children do not become 
successful readers by the end of year three, it is diffi  cult 
for them to catch up with their peers in later years 
(Juel 1988; Snow, Burns, and Griffi  n 1998; National 
Research Council 1998). As a result, many groups 
have joined together to support a wider agenda for 
early reading profi ciency (see, for example, Annie E. 
Casey Foundation 2010).
 Everyone agrees that the future of a nation 
depends on a literate society, and that the basic right 

for all people would be a high school education. Th e 
relationship between early reading profi ciency and 
high school graduation is well documented. In fact, 
a longitudinal study of nearly four thousand students 
found that one in six children who were not reading 
profi ciently by the end of year three failed to graduate 
from high school on time, a rate that was four times 
greater than that of profi cient readers (Hernandez 2011; 
Lesnick et al. 2010). Th is is an alarming statistic, which 
is further compounded by the fact that poor readers in 
the early year levels are at risk of becoming adults with 
limited workforce opportunities. Indeed, the negative 
consequences of poor reading are far-reaching, 
impacting one’s social, economic and educational 
status in tomorrow’s world.
  Th e good news is that a teacher can prevent or 
reverse students’ reading failure. Research shows that 
the teacher – not methods or programs – is the most 
important factor in a student’s reading success (Allington 
2002b). Teachers who know a lot about teaching and 
learning and who work in school environments that 
allow them to know their students well are the elements 
most critical to student achievement (Darling-
Hammond and McLaughlin 1999). Many researchers 
have documented the relationship between high-
quality classroom instruction and the success of at-
risk readers. Yet we all know that simply immersing 
children in literacy-rich environments is not enough to 
off set the diffi  culties of struggling readers. For children 
to become successful learners, they need their teachers 
to be knowledgeable about the literacy process and to 
provide them with constructive reading and writing 
opportunities that guarantee their right to literacy.

chapter one

THE RIGHT TO LITERACY
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Subsequent Readings
Subsequent readings involve the students more and 
more. Because the texts are usually repetitive, students 
can join in on a repeated phrase. Repeated readings 
also provide teaching opportunities for students to 
learn about letters, words, punctuation, vocabulary and 
print conventions.

A Specifi c Example of Shared Reading

Th is example involves a small group of six children in a 
year-one class. As the teacher works with the group, the 
remaining children in the class pursue a range of inde-
pendent activities: familiar or easy reading, illustrating 
the text of a class-written book, writing stories on the 
computer and listening to audio books.
 Th e teacher has carefully selected Goodnight, 
Goodnight (Parkes 1989) and examined the book for 
supportive and challenging features in relation to the 
children’s strengths and needs. (Th e amount of teach-
er support required during a fi rst reading varies, de-
pending on the number of experiences that the chil-
dren have had with books, the type of text, and the 
particular concepts about print on which the teacher 
intends to focus.)
 Th e teacher introduces the children to the book 
by setting the scene. First, she reads the title and asks 
the children to look at the picture on the cover. “What 
will happen in this story?” she wonders.
 Several children respond, “Th e little girl is going 
to bed.” Th e teacher validates this response and en-
courages the children to make further predictions as 
they look at the pictures and discuss the story’s devel-
opment:

Teacher: She’s going to bed, isn’t she? Because she has 
her dressing gown on and she’s in the bedroom. 
Do you see anything else in the picture?

James: She has her teddy bear in bed.
Kelly: She’s reading a book to her animals.
Teacher: In this story, the little girl is reading some 

bedtime stories, and she has a dream about some 
of her nursery-rhyme friends who come out to 
play with her. Let’s look at the fi rst two pages and 
see who might come out of the storybook.

Th omas: Th ere’s a lady in her room!

Teacher: Yes, there is a lady. Where do you think she 
might be looking?

Kelly: In that door.
Tanisha: Th at’s a wardrobe!
Th omas: She’s looking on the fl oor in the wardrobe!
Teacher: Th ose are all good predictions from looking 

at the pictures. Let’s read and see if we can fi nd 
more clues about who this lady is and what she is 
doing in the story.

 Th e teacher reads several pages with expression 
and without interruption. As she reads, she points to 
each word, thus modelling the relationship of spo-
ken to written language. Aft er hearing the repetitive 
pattern only two or three times, the children are able 
to initiate some of the reading on subsequent pages. 
Th e teacher helps this along by pausing at predictable 
points in the story, inviting the children to take over. 
She continues to direct their attention to the pictures 
and the rhyming patterns of the language as ways they 
can predict and confi rm their responses:

Teacher: (Reading story)
 “I love to read in bed at night.
 Th en Teddy and I turn out the light.
 And as we dream the night away,
 our storybook friends come out to play.
 Who’s that looking in my cupboard?
 It’s my friend Old … ”
Tanisha: Mother Hubbard!
Teacher: What makes you think it might be Old 

Mother Hubbard?
Tanisha: Because it said cupboard. Th at’s like Hubbard.
Teacher: Let’s try it together.
All: “Who’s that looking in my cupboard?
 It’s my friend Old Mother Hubbard!”
Teacher: Were you right?
Children: Yes!

 Th e next page gives the children another oppor-
tunity to predict a word that sounds the same:

Teacher: “Jump on the bed and join the fun.
 Th ere’s lots of room for … ”
All: Everyone!
Teacher: Th at’s good listening. You thought of a word 

that makes sense and rhymes with fun! Everyone. 
Let’s read it together.
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 When it is time for independent reading, Sheena 
asks students to select a fable from the basket. She 
provides sticky notes for students to look for features 
of a fable that are listed on the anchor chart. She also 
posts the following questions for students to choose to 
respond to in their reader response log:
• What human trait does each animal character 

show?
• Compare and contrast the characters. How are 

they alike? How are they diff erent?
• What is the moral of the story?
• Which character learns something from the other 

character? What is it?
• Which character has the fl aw? What is it?

Writing Workshop Mini-Lesson

Writing workshop begins with a mini-lesson that is 
approximately ten minutes long. To prepare students 
to write their own fables down the road, Sheena has 
chosen to focus on character fl aws. Th e students have 
just discussed the features of a fable during their lan-
guage studies, so Sheena thinks this is the perfect time 
for them to make the connection to writing.
 Th e lesson begins with Sheena writing the word 
fl aw on the board. She asks the students to name 
some synonyms for the word based on their earlier 
discussion from the mentor text, “Th e Tortoise and 
the Hare”. Th e students call out the following words: 
shortcoming, imperfection and weakness. Sheena writes 
these words on the board. Next, Sheena shares one of 
her own fl aws so that students can relate to the mean-
ing. She shares the story of how she is sometimes very 
messy and disorganised, which makes her life diffi  cult 
at times.
 Next, Sheena divides the class into small groups and 
instructs them to think of traits or character fl aws that 
could create problems for one or more characters in a 
story. As they work together, Sheena creates an anchor 
chart with two columns: one labelled “Character Flaws” 
and one labelled “Problems”. Th en she invites the stu-
dents to share their lists of traits and potential problems 
that each fl aw could create, and adds this information 
to the anchor chart. Sheena closes the mini-lesson by 
reminding the students that when they write their own 
fables, they can refer to the list of fl aws on the anchor 
chart to develop their characters and plot.

Writing Workshop Independent Writing
During the independent writing block, the students 
are allowed to select a piece of writing from their 
portfolio to work on. Sheena knows that they will 
have several opportunities to write a fable during the 
unit of study; therefore she does not insist that all 
students begin a fable today. It is more important for 
students to make choices about their writing pieces, 
as long as they understand that particular pieces of 
writing are required by a certain date. As the students 
write, Sheena conducts one-on-one or small-group 
conferences. (See Chapter 6 for types of conferences.)

Writing Workshop Debriefi ng
During the last fi ve minutes of the writing workshop, 
Sheena reconvenes the class for a whole-group meet-
ing. She prompts students to share a piece of writing or 
to discuss a strategy they used to improve their work.

Reading Workshop Mini-Lesson

Aft er writing workshop, Sheena transitions her stu-
dents into reading workshop. Th e workshop begins 
with a fi ft een-minute mini-lesson that highlights a 
comprehension strategy: today’s lesson focuses on 
making inferences. Sheena knows the importance 
of starting with a familiar concept when teaching an 
abstract strategy, such as inferring. She says, “I’m go-
ing to tell you a short story, and I want you to listen 
for clues to fi gure out what happened.” She begins, 
“Robins have built a nest in a tree beside Harrison’s 
window, and the mother has been sitting on the nest 
for weeks. Th is morning, when Harrison left  for 
school, he heard little chirping noises coming from 
the nest in the tree.” Sheena prompts, “What do you 
think happened? What clues did you use to help you 
fi gure it out?” She asks students to turn to a partner 
and share their thinking. Th en Sheena explains, “You 
just made an inference. An inference is when you use 
one or two clues or pieces of evidence to state a fact.”
 Next, to guide practice, Sheena displays on her 
whiteboard a picture of a boy standing in front of 
some spring fl owers and blossoming bushes, holding 
a tissue and looking like he is about to sneeze. Sheena 
prompts her class to make an inference about the pic-
ture. She asks them to tell what kinds of information 
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Most children will achieve reading profi ciency 
with high-quality, diff erentiated classroom in-

struction. Indeed, classroom instruction is the fi rst line 
of defence against reading failure. If the child is lag-
ging behind his peers, the classroom teacher provides 
tailored support during small-group instruction and 
one-on-one conferences. However, we know that some 
children will need supplemental support from a read-
ing specialist to close the literacy gap. For those chil-
dren, it is crucial that the classroom teacher and inter-
vention teacher plan together to promote instructional 

congruency. If this does not occur, poor readers may 
have diffi  culty transferring their knowledge, skills and 
strategies from one context to another. Schools should 
implement a wraparound approach where struggling 
readers are immersed in congruent, high-quality in-
struction across multiple contexts that include varying 
degrees of teacher assistance (Dorn and Schubert 2008; 
see Figure 10.1). Th is approach is conceptualised in the 
Comprehensive Intervention Model, which includes a 
portfolio of small-group interventions that align with 
classroom instruction (see Dorn and Soff os 2011).

chapter ten

SUPPLEMENTARY SUPPORT FOR 
STRUGGLING READERS

Figure 10.1 A wraparound approach for aligning support for struggling readers.
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A Simple Plan That Led to Signifi cant 
Results

Th e above eff orts by the teachers – which interestingly 
cost little money – resulted in signifi cant changes. Th e 
team of teachers began noticing that Tom was inter-
acting with them more, meaningfully communicating 
and conversing with them throughout the school day. 
He was also using longer sentence structures, particu-
larly in the morning when chatting with the teacher 
assistant. Th is resulted in the assistant documenting 
one other thing in the back of Tom’s reading log: the 
longest sentence that she heard Tom say each morn-
ing. Th is information was important because (a) it 
documented his progress in the area of oral language 
development and (b) it provided additional informa-
tion for teachers working with Tom later in the day, 
particularly the speech-language pathologist.
 Th e team also noticed that meaning was driving 
Tom’s interactions with text, more so than in the past. 
Before the team’s eff orts, Tom approached reading as 
recognising a word, saying it, recognising the next 
word, saying it and so on. Under the learning con-
ditions described above, he became aware that print 
held a message and that, therefore, whatever he read 
(and wrote) had to make sense. As a consequence of 
this awareness, self-monitoring behaviours emerged 
and even self-corrections, signs of a developing “in-
ner control” (Clay 1991). Self-regulatory behaviour 
was also observed as Tom participated in the writing 
of stories, talked with teachers (for example, he began 
to self-correct his language and speech) and interact-
ed with them (for example, he began to self-correct 
various social behaviours).
 In addition to the changes with Tom, the team of 
teachers began noticing changes within themselves. 
Th e special education teacher and speech-language 
pathologist were particularly aware of changing, for as 
they explained, they (and other educators like them) 
weren’t trained in the above-described instructional 
approach. In fact, reading – let alone its link to writing 
and oral language – was little discussed in their disci-
pline’s coursework. Consequently, the four-day profes-
sional-development experience and follow-up collabo-
rative eff orts had rocked their minds, so to speak. Th e 
two specialists talked about it during the team’s sixth 
meeting. Th ey also talked about how much they appre-

ciated the professional-development experiences, be-
cause even though they were mentally and emotionally 
draining, the experiences were causing them to think 
diff erently about literacy and learning.
 A striking example can be provided from that 
meeting. It deals with something the two specialists 
pursued on their own, without any suggestion from 
the literacy consultant or the principal: they joined ef-
forts to better understand and better support the liter-
acy learning of a foundation-year student with whom 
they both worked by administering the Observation 
Survey to him. At the meeting, the speech-language 
pathologist and special education teacher shared the 
results, talking not only about Tom’s responses but 
also about how they as teachers reacted to them. For 
example, the special education teacher explained 
that during the word reading task of the survey, Tom 
pointed to may and said, “Th at’s my.” “Before,” she 
commented, “I wouldn’t have celebrated that at all.”
 A bit later, aft er other aspects of the survey were 
discussed, the speech-language pathologist shared 
something similar: “We would have never looked at 
him in this sort of way before these experiences.”
 Aft er just four days of professional development, 
six weeks of a team working and learning collabora-
tively under the guidance of a knowledgeable other, 
and countless conversations during that time, things 
were beginning to change. Th e teachers on the col-
laborative team were refl ecting upon their own beliefs 
and practices regarding children’s language and liter-
acy learning – all children’s within the school, typical 
and atypical in development. Additionally, they were 
refl ecting upon the school as a system – how it worked 
in the past and why, and how it perhaps needed to 
work in the future and why. Th ough nothing had been 
offi  cially decided or implemented within the school, 
something signifi cant was stirring at its core, not only 
for this group of teachers but for others as well.

Where the Teachers and School Are Now

Since the story above, much has happened within 
LeRoy Primary School. An apprenticeship view of lit-
eracy learning – in fact, learning in general – has been 
offi  cially adopted within the school, infl uenced by the 
growing number of teachers who have witnessed what 

© H
aw

ke
r B

ro
wnl

ow
 E

du
ca

tio
n



<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (Coated FOGRA39 \050ISO 12647-2:2004\051)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Warning
  /CompatibilityLevel 1.3
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages false
  /CreateJobTicket true
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.1000
  /ColorConversionStrategy /LeaveColorUnchanged
  /DoThumbnails true
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 524288
  /LockDistillerParams true
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness false
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Remove
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages false
  /ColorImageMinResolution 150
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Average
  /ColorImageResolution 300
  /ColorImageDepth 8
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /FlateEncode
  /AutoFilterColorImages false
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /ColorImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasGrayImages false
  /CropGrayImages false
  /GrayImageMinResolution 150
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Average
  /GrayImageResolution 300
  /GrayImageDepth 8
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /FlateEncode
  /AutoFilterGrayImages false
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /GrayImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 15
  >>
  /AntiAliasMonoImages false
  /CropMonoImages false
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Subsample
  /MonoImageResolution 2400
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects true
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile ()
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /CreateJDFFile false
  /Description <<
    /ENU ()
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AllowImageBreaks true
      /AllowTableBreaks true
      /ExpandPage false
      /HonorBaseURL true
      /HonorRolloverEffect false
      /IgnoreHTMLPageBreaks false
      /IncludeHeaderFooter false
      /MarginOffset [
        0
        0
        0
        0
      ]
      /MetadataAuthor ()
      /MetadataKeywords ()
      /MetadataSubject ()
      /MetadataTitle ()
      /MetricPageSize [
        0
        0
      ]
      /MetricUnit /inch
      /MobileCompatible 0
      /Namespace [
        (Adobe)
        (GoLive)
        (8.0)
      ]
      /OpenZoomToHTMLFontSize false
      /PageOrientation /Portrait
      /RemoveBackground false
      /ShrinkContent true
      /TreatColorsAs /MainMonitorColors
      /UseEmbeddedProfiles false
      /UseHTMLTitleAsMetadata true
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /BleedOffset [
        0
        0
        0
        0
      ]
      /ConvertColors /NoConversion
      /DestinationProfileName (sRGB IEC61966-2.1)
      /DestinationProfileSelector /NA
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements true
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles true
      /MarksOffset 6
      /MarksWeight 0.250000
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /DocumentCMYK
      /PageMarksFile /RomanDefault
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /LeaveUntagged
      /UseDocumentBleed false
    >>
  ]
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [595.276 841.890]
>> setpagedevice




