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ABSTRACT

THE SUMMARIZED FACTORIAL ASSESSMENT OUTLINE:
A STRUCTURAL PARADIGM FOR EMR

AND L-D ASSESSMENT

An adequate education for all our youth has been extended to include
speciai programs for exceptional children. This study is directed to the onsideration
of a total assessment procedure for EMR and L-D pupils.

Assessment by a multi~dimensional instrument is mancl‘c:ted by the state of
Ohio for eligibility in the EMR and L-D programs. A typical assessment is made on
an instrument such as the Wechsler Intelligence Scale for Children--Revised (WISC-R).
The WISC-R is comorised of twelve sub-tests but is scored on the basis of two | Q
scores: the Verbal and Performance Scales. The factorial ‘areas of the sub-tests
measure achievement, but the | Qs ure based on the Scale composite scores.

The thesis of this study is centered on the preseniation of the Summarized
Factorial Assessment Outline, a paradigm designed to extend specificity to the
assessment process for pupils with learning problems.

The SFAQ is a paradigm designed to maximize the influence of the factorial
areas of the test instrument. A classificatory system based on the receptive and
expressive functions of the verbal und nonverbat symbol systems is presented. This

classificatory system is readily adaptable to the sub-test or factorial areus of standard-

ized test instruments.,




The Summarized Statistical Profile Chart is also presented in this paradigm
to present the total test data in a visible and a viable profile. The stanine-range
forn;at of the SSPC permits the use of both the interpersonal and intrapersonal concepts
for comparing test data.

The diagnostic function of the SFAO is centered on the three processes of
identification, interpretation, and prescription for remediation. The SFAO provides

a structure for specificity in diagnosing learning problems which cannot be achieved

through a typical assessment procedure.
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Considaraticn for education and a gencial plan for schools in’the United

»

States wos beg o carly in the colonial period jo ancourage and to provide for the

establishment of a literate population. The organized church desired education to

N N

promole the individual reading of the Scriptures while the secular and political .

leaders wished for an informed citizenry. The early sehools were generally founded

on a local level, but afficial responsibility for education was later transferred to the

several and individual staius. \
This early public intérest in education has not diminished and is supported
by compulsory school laws. Recent trends in education have broudened the definitional

and funclional bese of the cducational system. Education for pupils with special needs

is but one example and is the concern of this study. -

°

©

A number of siates, including Ohio, have mandated programs to aic! the
pupil with learning problems. A revised program in special education was enacted
by the General . Assembly of the state of Ohio in the summer of 1973 and officially
inaugurated during the ]973—]9‘74 school year (50:52). This revised program recognizes
a diversity of lecrning problems and provides for several specific classes of needs.

Qualifying criterio for these ceveral classes are mondated in terms of an | Q score

»

1
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range. Problems in'the application of this program have been encountéred and

\

several are a basic part of this study. .

An initial problem in applicg&\on arises when the composite score is the sole

criteria utilized for the measurgment of test performance. Reliance on the cémposite
— ) } .
score results more in classifying pupils with problems than in providing for the identi-
- P ] N

-~

fication of specific problems in leaming.

The literature indicates that authorities differ relative to the inéidence of .

L 4 e
-

specific leamning problems. Frostig estimates that from 15 to 20 per cent ofthe %
" : # - 0‘
population- may be experiencing some degree of learning disablement (18:388). ,
. [ ’ -
Betause the school staff has a concern for pupils experiencing exceptional

problems in learning, many staff personnel initiate referrals for academic assessment.
: . N

"

The teacher's assessment of inadequacy is based on a number of generall unstructured
quacy g Y

One method c;f

criteria. At least some of these critetia are comparative in nature.

teacher assessment is the comparing of jone pupil's work with that of his classmates.

N

Another form of comparison is made in Yae general teims of standard expectations

L

. . T
for the pupil's age and grade levels. There are several basic means for such a class-
‘ ]

room appraisal . Onxfthe considerations-is quantifative, the amount of the task
completed by the pupil. A~nther consideration of this appraisal is qualitative.
Qualitative measurement is in terms of the adequacy or of the aecuracy of the material

[ -

Three questions express the general concern and inquiry typicdlly noted on

which has been presented by the pupil.

the referral formtof pupils who are experiencing problems in learning. A first question

concems the general ability of the pupil. The capacity of the pupil to achieve

0y

w,
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N .

may-also lbe questioned. A second question refers to the educational placement of
the pupil. A duestion ara suggestion regarding special education. placement is
often included. A third inquiry concemns the possibility of technigues for remediation.

<
This remediation mighr be more accurately defined as'a prescription “or techniques

)
4

which may be uti'" 4 with this pupil : These questions constitute the major problems

»

of this study. The, probloms will be crnsudered through the processes of |denhF|cahon,

>

interpretation, and prescription.

s
) / . |dentification

.

Three levels are involved in the identification process. The first level - 3

—— .

A}

concerns the empirical identification of the pupil who.is encountering learning

&

pioblems. Empirical evidence is ohserved by the teacher innoting that a specific
{ .
pppil is functioning signifi \anﬂy below his peers and below the normal expectation

for the age and grade level . A referral on the busis of this empirical identification -

-

is then made foi further cvaluation. .

A sacond lavel of identification is made by the school psychologist in terms

~)

of the manduted qualificatiens for spacial needs in education. The special needs
arcas considered here gre limited to the educable mentally retarded (EMR) ard the
. v

learning-disubled (L-D) groups. The composite scores of the mw i -dimensional

tests, theSianford Binel (S-B) or the Wechsler lntelligence Scale for Children (WISC),

are then gained. Composite scoics arer latistical entities refarred to as the | Q score.
). '

A 50 to 80 1 Q limit is establihed for EMR class placement (50:35; 52:35). The

-




composite scores of these multi~dimensional tests provide the general abilities factor
. as measured by these fest instruments.
A third level in identification by the school psychologist is in ferms of the
specificity of the learning difficulty.” Concerns of this concept are relative to the

—

what, the whete, and the how much factors in reference to"specific learning problems.

Factors of specificity are more discriminatory and problem-centered than are the

paraphrased questions of the teacher's referral. Referial questions are concerned

’ with the general abilities of the pupil and with the possibilities of special class

placement. . \\

Several words used in the discussion of |den.‘\F|cahon, interpretation, and

prescription are given ¢ definition somewhat different from that of common usage
~

~and are included in Appendix A.

Interpretation
The interprciation of the data gained in the identificction process must

be a part of this total assewsment of academins performence. Some aspects of interpre=
pa P

tation are exarcised during the identification procedure, Impressions gained through -

obseivaticn of the vork pattemns and the problem-solving behavior <;F the pupil are
‘no.‘r;d in thertest-solving process. E.g., the examiner con note that the child practices
reverals. A reversal occurs whea the child viites savin copying the stimulus word
was. .

Another task of interpretation is to note the test-measured integrities and
P g

the tost -measured deficits (Appendix A). The degree of deficit is determined by the




variance hetween the areas of integrity and deficit and must be considered in the

interprefation process. These integrities and deficits must also be interpreted in

___relation to the functions and modalities which are involved.

Remediation is a culminating concern in the paradigm for assessment presented

in this study. However, the remedial’ process is more literally achieved within the

environment of the classroom. Therefore, no specific emphasis beyond prescription

will be placed on remediation in the discussion of this paper.
{

Prescription \
i

The prescriptive process is involved in the planning and in the arrangement

of remedial methods and procedures o meet the specific needs of the pupil . A view

Q
of thece spacific needs is grincd through both the identification and the interpretative

. processes. The identification process is instrumental in revealing the problem aréa.

The interpretative process is involved in determining the degree of the problem and

the developmental level at whlch success can be consistc itly achieved. Specificity

taved in both identification and in prescription.

&

is ach

Purpose

RSB

The ganeial purpose of this study is to present a paradigm which professionals

in education can utilize in a program of assessinent of the pupil who is experiencing

exceptionol problems in learning. Several factors of this purpose are consideicd

sepmahﬂy.

The first factor is a method of evaluating the areas of learning needs. The

2
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<% N .
symbol systepms, functions, and modalities involved in the total learning process are

included in these areqs ‘of need. ) ;

use of a general abilities, composite test score. .

A third factor of this totql assessment program is prescription for the specific

needs which have been identified for the pupil. This prescriptive emphasis can be

considered multi~factored in its total effect. One prescriptive emphasis is o guide-

line for remediation within the classroom; consultation is another. This consultative

role may be extended throughout the school year as-needs aiise in the'remediql
process.

Several additional benefits can be realistically expected from this nev

paradigm. One benefit can be obtuined through the involvement of the parents during

the evaluation, planning, and remedial phases of this total program. Another benefit

is the team effort of the special area personnel working with the classroom teucher in

meeting the needs of the. exceptional-learner. This mére glokal involvement js believed

to be a definite factor in providirg for the optimum in the educational program of the

pupil who is experiencing soecific learning needs.

Need

The major emphasis of ihis paper is focuzed on the needs of the piofessional

- -

in educational evaluation. The presentation and discussion of the paradigm are

1o

oy Cp S




oriented to the ne;zds of the examiner. In most instances the examiner will be a
school psychologist.

An initial need is for a structural model in total assessment. This structural |
paradigm should be basic and specific in its design and diagnostic in its purpose.
Established test instruments appear to be adequate for assessment , Specificity implies
that recognition is given to the measured performance on sub-tests or factorial areas.
The diagnostic emphasis includes the processes of identification, interpretation, and
prescription for remediation.

A second need is for as much universality as is poss‘ible in the application

’

of the structural factors of such a paradigm. This factor of universality should be

wificient to meet The needs of both the pupil and the school. Sufficient specificity
. should be provided to fulfill the varied and individual needs of the pupil. The scope

of the assessment program should be of sufficieat bieadih fo fulfill minor variations

and spacific requiremants of progiams manduted by the several states.

Other p v1cons than the professional in educational evoluation are interested

{

and are often involved with the excepticaal leamer. The needs of these other

persons require a different format for the presentation and discussion of pertinent

concerns. The needs of ihis laiter group may not be adequataly fulfilled within the

focus of s papar. Such niesentadions aie wore capably met Hioy h educational
Py i i {

workshops and handbook materials for the cducaior and in the form of duscriptive

articles for the interesiod layman,

| O
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Limitations

This study will be limited to the consideration of pupils who are referred as
possible ccndidcfe; for an EMR or L-D class placement. Referrcls are based on an
informal assessment by the staff members of the school or on parental request.

This study will also be limited to the total assessment process. Three specific

areas or levels of assessment procedure--identification, interpretation, and prescription

for remeaiation--will be considered. The specific procedures of remediation within

the classroom per se will not be included.

17
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CHAPTER NI

A REVIEW OF THE LITERATURE
Many of the concepts utilized in the new paradigm for the measurement of

academic performance are well astablished in the literature. Early references to

s NG )

educational assessment and school psychology date to the late nineteenth and the

early twentieth centuries (73:1-3).

v
s W LA RN

( o . Studies from the ERIC and the Xerox Microﬁlm materials have been provoc-

ative and helpful but the major influence for the new poradxgm has been from the

"’a

baslc Iltercture,qnd f‘romstbe field practice of school psychology.

One of i\f eoriy concepts in the meosurement of academic ability or per~
Formance is that of mental agz, M A (69 :164; 72 :24). Mental age is now an estab~
lished port' ';f the total concept of evaluation and is credited in a major degree to
Alfcred‘Bin'et (24:777; 72:24—255. The pupil's M A i~s determined by the age equi~ .
vclenc)‘: gained on his test-measured performance (23:141).

aThe) introduction of the concepts of factor analysis and ~primclry abilities
providet'!“goth breadth and refinement to the assessment of performance (25:512-516).

Thurstone's six primary abilities concept, which was developed in the late 1930s,
- ! ‘\* >

~ ~

broadened the scope of academic assessment. These six predominant factors were the

"erbal (V), Number (N), Spatial (5), Werd fluency (W), Memory (M), and Reasoring

.y
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(R)" (11:256). An extension of these primary mental abilities (PMA) factors was
effected by Thurstone's continuing study and research.

The primary abilities concept is utilized in psychological test instruments
such as the S-B and the WISC. The primary factors cancept is obvious in the very

structure of the WISC through the Verbal and Performance Scales and their respective

sub-tests. The presentation of the varied items of one specific factorial group is
£

-~

less obviéus on ‘the S-B as these factcrial items are placed at the varied age levels
-and not in one sepcrate and disfinguish;nble sub-test as is done on the WISC. N
There are several divergent views relative to what factor analysis really A AN
determines. Some feel that biological nature determines what factors are found;
others believe that environment and opportunity (the chance to learn) are the deter-
minant factors (11:261-262). A realistic rola is one which accepts that a determining
influence may be exerted by any or all the biological, the environmental, and the
behavioral factors. This holistic view considers man as a unified being. Human
abilities and behaviors a;e accepted as parf's of the whole functional organism, and
the tendency to fragmentize and segment abilities and behavior is avoided (23:55]').
A hoiisfic view of the pupil in the total learning process is accepted within —
the conceptual framework of the paradigm presented in this study. Consideration of

3

both behavior and academic performance is involved in the totai process of assessme it
< -

of exceptional problems in learning. The administration of standardized testing

instruments lends little to the assessment of behavioral factors per se. Some behaviorists

1

suggest that behavioral factors are the major concerns in learning. Behavior and

academic performance dsheasured on the factorial areas are both involved in the total

19 |
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consideration of specific leaming problems. Both view points are discussed in the

diterature. Unifica;ion of these two views of behavior and academic performance is

within the format of this paradigm.

The general abilities concept, exemplified by the composite score-of multi-

. dimensional and multi-factored ‘tests, is not adequate as a diagnostic approach to the,
identification of specif{c learmning problems. Basic fac}orial areas are presented on
f.eusfs such as the WISC. Factorial data should be used to the greatest possible extent’
in the Edenﬁficaﬁor\ and interpretation of specific lear;\ing problems. A‘;new paradigm

must propose such a maximal use of these measured data of the factorial areas. \
. 1

Although Easic recognized and accepted concepts are utilized in the new

_ paradigm, there is some rearrangement of the concepts and some changes in emphasis.

1

However, the concepts per se dre not violated. Super suggests such a procedure for.

presenting a new theoretical arrangement or format for a new application of knowledge

-

.

or for the.extending:of knowledge is totally legitimate:

Theories, as | understand them, seek to organize knowledge. They do this, both
to facilitate research which will add to the store of knowledge, and to ‘make our

‘ present knowledge useful-in practice. When theories are incomplete, when data
oon some topic are unavailable or inadequate, no theory can be truly comprehen-
sive. AIT we can hope for; in such circumstances, is segmental-theories; that-is-

- theories which organize whatever we do know on a given segment of a topic,

and for the provisional organization of these incomplete segments into imperfect
wholes (65:9). - 7

v,

’ . Therefore, anew paradigm with an unique conceptual arrangement can be

presented as an approach to the gaining of new insight and more information from the

o Gssessment data. The presentation and utilization of an unique paradigm should be

.
-

within the broad para';neters of o context comparable to that stated by Super: ‘ .

B g
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o Such a paradigm will be presented in this study and .will be re:ferred to as

the Summarized Factorial Assessment Oqtl'ine (SFAQ). .

! .

Behavior ’ . o ,

Behavior is a definite and integral factor in learning. A broad-range of

.

behavioral theory is intwmdy. Some specific views of Fl‘andere, Glasser, ki

’ Harris, and Stephens are noted later. .
The concepts of task expectancies, of responsi sibilities, of the acceptance of
others, and of the sel f-concept of Glasser and Harris are conceptuo| factors of behavior
wni;m the structure of the SFAO The construction of the paradngm mcludes a con-

sideration of the behavior patterns of the pupil .

A study of behavior is effected through ob|ect1ve observation and the record- " \

ing of thls behavior on a Behavioral Observation Chart (8OC). The mfluence of * T

_ Flanders (14; 15; 16; 17) relative to interaction within the classroom is noted. A
.copy of the Behavioral Observation Chart is presented as Appendix B. . h
- ",

Academnc Performance ' .

”

A second broad area of Schievement can be thought-of-in-terms of: academncwu_—«-——wﬂﬁ

performance. Academic performance can be observed and measured ob|ect|ve|y ina

»

manner hardly possible for behavior. This area ‘of academic performance and its

~

assessment is considered in view of the literature.

- There are several ways in which types of knowledge are classified.

r

Rapaport, Gill, and Schafer refer to two basic types of knowledge: concrete knowledge

.
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_and abstract knowledge (57:65). Wechsler quotes Thorndike- ir citing three forms of

a

intelligence or knowledge: ¢

(1) abstract, or verbal intelligence, involving facility in the use of symbols; ' " ;‘

(2) practical intelligence, involving facility in manipulating objects; (3) social . s
intelligence, involving facility with human beings (72:8). : .

The consideration of types of knowledge and of a broad interpretation and )

; » . .‘j}

. acceptance of the concept of primary factors must be utilized.in.the.diagnostic.assess=  °
‘ment of tbe pupil with exceptional problems in learning. : ;
The use of composite scores for multi-dimensional test instruments has been  ° L

: ' . {

influenced by, among other things, the concept of primary factors. These composite

scores are utilized for the varied age levels of the $-B as well as for the varied sub-
tests of the Verbal and the Performance Scales of the WISC. Composite-scores DT e

%
represent the general abilities of the pupil as measured by the testing instruments.

) 4 R

A full utilization of the varied sub-tests of a multi-dimensional instriment

and-the critical observation of the varied responses, including behayioral responses,

N 4

are essential in assessment. Rapaport, Gill, and Schafer found "that one must consider
~not-only every sub-test score, but every single response and-every part of every response,

-

as significant and representative of the-subject” (58:67). They glso found that sub= ~

“~

test variance was imporfa/gbaﬁ'd “representative of the subject" (57:68). This same
-~ ’ ’

al.

concept of a f/l},l ,’{a{g_e of tasks in assessment is'emphasized by the assertation iniat

. -’ : s R
"no_sirigle test proves.to yield a diagnosis in all cases, or to be in all caies correct

™ in the diagnosis it indicates" (57:47). A

»

o
Several factors involved with academic assessment are relative to the
AY f

concepts of progressive maturation and adequacy. Rapopqrt,Gill, and Schafer state,

-

s
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"If one wishes to use ihe intelligence-test record to greatest’ benefit, one:must make an

effort to differentiate these influences as mpch as possible. In order to do so, we found

it necessary to start out with a concept of natural endowment-=that is, @ potentiality
unfolding in a process of maturation” (57:65). Jersild extends this concept of prog.ressiven.
maturation by presenting specific tables of the average chronological age at which

various activities are considered as normal expectahons (32:100, 102),

L ’

T The concept of adequacy is of specrf:c importance when assessment in terms
of exceptional problems in learning is considered. !nte;;r'ities will be the term utilized
in this paper to designate the pecrf‘c areas of adequacy “These rntegritites,r or-areas
of adequacy -in performanc‘e, are based on the broad range of levels of expectancy

. Y .

E.g., an integrity demands performf:)nceat orsabove average on the norms of the . .
peer group of which the pupilA is a member ; This average is gained by comparing b
the pUpll's scores with the norms for his peer group. These peer. group norms are based
upon some factor of commonality for the varied persons in thrs specif/i;c group. Johnson

and Myklebus. ('33) and Kirk,and Kirk (37) refer to the concept of integrities, loasic

'adequacy, as a spacific factor in the diagnosis of specific l'earning deficits. This ¢

concept of basic adeguacy is relahve to-performance- in-terns- of_peer..group.no.rﬁrzisﬁgnd‘

is standard for virtually all assessment instruments (66: 71). -
Deficits is ‘the.term used in this study to-denote performance which varies,
from the point of adequacy. Deficits are re.ferred to in two separate connotations.
. .

The first cb§notaﬁon tefers to the norms of the peer group. This use of deficit indicates

wed . . :
performance whichis scor’e'd ata below average range in the group norms. The second

« - .

connotation is relative to the varlance of the several tests or sub-tests of a specific

23




pupil. E.g., a verbal score in-the four'th stanine and a nonverb.al score in the

séventh stanine would be.considered to be variant to a‘signi'ﬁcant degree. These ,

"concepts of integrities and deficits become very important in the diagnos.ﬁc' assessment
' of pupils .witH éxcepﬁonal problems in learning. They are especially i(nportqnt,\:pvhen

. remediation and possible spegial qlass placement are considered. \ .

?

A i L DA e AL r iR JE T MR

Jo‘mson and Myklebust state that the "common practice on the part of special -

“

education has been to classify as educable mentally handlcapped those ch||dren
fallmg within the range of 50 to'75 or 80 | Q; those fallmg above 80:1 Q are not

+ classified as needing special edycation. If these ranges are occepted the limits for .

~J learning dlsablllty would begin with 804 Q" (33‘]3) A more definihve ‘statement in

terms of L-D classification is also. presented by Johnson*and Myk|ebust "On the e
basis.of our experience, as well as on research evndence, ‘we include in the learning
disability group all children aﬂalnmg an | Q of 90 on either a verbal or a nonverbcl
measure, we.do not use the total | Q as the determining score” (33:14). |

The academic performance area’is to be structured by t the new paradlgm
Performdnce is measured in terms of c|assificatory factors. These clasuflcatory factors

a‘”r”é'é*drfs‘idered‘as*brood~divisions-wi'thin.o..facitox:ich,oncept. There are three divisions -

in this system of classification--symbol systems, functions, and modalities.

AL “

The fl rst dlvmon is symbol systems, verbal and nonverbal. Recognized by
_ Thurstohe, Binet, and Wechsler, and many others as being primary factors in 1 knowledge .

and learning, these two symbol systems are giso the two formal modes for man's com=~

L4

municating and recording. : .




" statistical measurement. The generally accepted lower limit of slgmflccnce in vcrlchon

- 16

“The second division i is the functions by which the symbol systems are encoded
cnd decoded Johnson and Myklebust (33) and Kirk and Kirk (37) refer to the |mporton&e
of these funchons The recephve or imput function and the expresslve or output |

function are the two means of deallng with cnd Operahng the symbol systems.

The third division is comprised of the four modalities whlch are the most

©_directly involved with learing as experienced in the pre-schoolecnd in the classioom
. a .

experience. These modalities are the auditory, the visual,“the mot'or, and the tactile.
All references to-learning concem one or more of these modalities (33; 37; 66; 71).

The symbol systems and functions within these cited mp‘delitie.s. are empha-

N

sized within this new paradigm because of their vital role within the experiences -

of man. ‘Sinte these classificatory factors are.a basic part of our leaming and of our
' N N

co[nmunicqti‘hg , they are considered to be the realistic mode for the measurement of.

L]
‘e

academic performance.

¢

Stctisticcl Measurement

The degree of significance re|chve to the variation in test scores. ls bosed on
\ ‘

variation may also be- expressed in terms of the stcmne scalé. - Two stanines are

bell-shaped curve and the vcned systems of stanshccl measurement are presented as

‘Appendix'C (58:8).

e ’_ e

is placed ot @ ‘measurement of one standard devnchon (58) This significance i in

?

equivalent to one measure of standard deviation (58:8; 8;41) A copy of the stcndard o

5 Al

The test data of this paper will be proflled wnhm the stanine range system.

»

The-stanines~dre«iricluded-ons_the’bel|-shcped curve presenfed as Appendix cC. The
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obtaining of the sPeclf'c scores, whjch-are then converted to the stcmine mnge,is;‘ v R
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achieved within one _of séverol accepted methods. The fnrst method is to.make @ -

direct refer‘rol to the monuol of the test whlch was odmm{steréd (7, 8; 66; 71 72).
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A second method is in terms of gmde eq
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“

citizens in the early days of our nation are an integi: art of our present national

speclfrc goals and objectives for edycation row than thiere was in  the: colomal perlod

A ‘DESCRIPTION OF THE TYPICAL
ASSESSMENT PROCESS

E

- e
LE SN

Introduction
Some of the general inferests in education which were impoftant to the

L ..
life style. There does not appeat to be any greater degree of unanimity in terms of

7/ hd .

The des:re for educahon as expressed by the church ieaders of the co|on|a| perlod

was specrflc. The argument of the political and secular leaders for promoting educahon

was c,onslderably more general &fd-less clearly defined. One present day example -

X .
K4 w

of some comparability is seen in the dialogue relative to curriculum per se. Soms.

. "

-

- are cohvinced that a vocahonc:l program is a part of the educational process. Others
. ‘\‘ -‘.

mcintain that vocational programs are training exercises and are, therefore, not

v

educationally oriented. This is but one of the many e;<amp|es which could be
v . - :

enumerated .- o - /
’ - N .

A malor umfylng factor for educahon during the colomal period was

-~

ostensibly centered on readlng There appear to be two factors of some unammnty of

3 H

. public opinion today regardihg the education of our youth: an educcﬁon for all and

, an adequacy in that education .
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°,.* «h of the public responsibility for a program of education is placed with.

o our schcol . Respon5|b|||fy for educahon cannot be assumed by an institution. .In. | .
i _ essence, therefore, the responsublllfy for an adequate educational program for all is
placed with the gersopnel of the.school. A climate of*expectancy is created with ' g
the transference of this responsibility for educational adequacy and tends fo result in E
the exercising of some forms of measurement to ascertain academic, perfou"mance. . .-k
N / ’ . b y ";
o rf
. : L
- Typical Assessment of -3
4 g
Educahonal Adequacy Cd
¢ ' §
< . The purpose for the evaluahon or assessment of academlc adequacy is to° g
. - 3
gain some measuremenf of academic performance. The measurement of a specific . E
« R * !
- pupil’s performance is based upon the norms of the peer group. These peer group h
norms are based on' the achlevemenf earned by fhe total of the- group population: ;
i
™ °  The peer group is based on at leasf one factor of commonalny to form a homogeneous 2
: V
N - . ¢
population. The chronological age (CA) or the grade level are two common factors R
L s - . ,'
upon which ‘holnogeneity is based for thé measurement of academic performance. y
. ¢
" The plcal assessment’ of academic performance is group oriented.. However, :
there is some ivariance.in group ¢ ~|assnﬁcahon and Formahon. The norm for three bosu: x:
- . groups--the ipdi‘vidual,cldssrogr}l, the national population, and The bunldlng or local £
: ,{:_ district pupils--dre generally considered in such an assessment. These three group }

-

norms may be used individualm toto. !

\
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The Typlcol Classraam Measuremenf

\
The classraam assessment is tthuenﬂy used method of ocodemnc

“
‘o

o the content of such -
b

cfhe\obser-

vation of effart and achlevement in daily work and in class’ porhclpahon Teacher-

., 1

measurement. A cansiderable degree of latitude is giv

assessment. Evaluative techniques may range from teacher-made tests.

mcdé tests range fram shart, specific sub|ect-onented tests—-e.g: s spe"mg legsons—= -
ta the !onger chapter ar unit tests. The grading ar sconng of these tests is often com=
parative in nature.. A broad range of adequacy in such terms as hlgh average, and

law or of the terms high, satisfactory, and unsatisfactary i is usually utilized.

The evalugtian af the pupil's.efforts in Jdaily task assignments and-in general

class participatian is b’oth cp)npdrative and.subjective. The unfinished class assignments

+

and the lack af class porhcnpahcm are evaluated as belaw average performance. The

teacher's repart an such ‘pupil behaviar i is aften phmsed in such terms as " Johnny is not *

{
2

achieving,at any satisfactary level in hisclasswark."

A farm of identification has been made thraugh a-typical farm of assessment.

Hawever, this identification referred ta the person with a possible prablem and nat to
#

the problem per se. .

1

The Typical System-Wide Assessment *
'The system-wide assessment af.a specific grade feve! is a cammon prdctice
in the evaluatian of academic adequacy. Such assessments are ‘achieved thraugh t."we
administratian of stalndardized testing instruments. Many of these standardi;ed instru-

ments are subject-ariented and are referred to as achievement tests.




A - ¢ ~

7

These standardized tests present a,specific body of questions whiich have been

- administered to fandomly selected groups in an effort to gain a fepresentative population
for purposes of norming these instruments. The test data gathered from these sample
testings are normed for the appropriate grade levels. These norms are then assumed

to be representative and.are considered to be a form of national norm for the peer

group based on grade level as the factor of homogeneity.

—

\ - A typical system-wide measurement program involves the administration of

a speciﬁé"sfonécrdized test to all pupils within a grade-level area. The qualities of .
"~ - ]

S >

standardization permif‘;hé‘conjpcris.on of the varied.classes of the system in terms of
, the norms which have been‘e‘sfab}ished\b}7 the_test publishers through the procedures

- icited above. To- y
~ The comparative evaluation of performance can also be extended to-the

3
v

~_ ibdividud pupil within one specific class tzf~fhe entire school system. JT’he perfo‘%mané-e -
ozf fhis'pupﬂ can also be cqmpored with the national-norms fonh"is peer group. N
. E‘.'g., this pupil's vocabulary score may place him in the sixth percenfile' and within :
. hvfh;\ second stanine range for his grade level. )

o

\ = Again, a form of identification has been made. The specific pupil has been

idenfified as one who is significantly variant from the norms of his peer group in

|

\ .
terms of test-measured performance.

<
\
1

This system-wide measurement may also.be consideréd in terms of local system

narms. - Local system norms also utilize a standardized test instrument, but class and

pupil performance are measured on the basis of the peer group performance for this
\ . - .

S i

v
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specific school system. The national noris per se are not involved in the formation of
these local school system nofms, which are generally viewed with favor and appear

to be advantageous for purposes of group and program evaluation. - . .

9 . .
., System-wide measurementhas also been effected on a groug basis. The data - -
: )

B . - *
are actually collected for the entire system. Q‘he test-measured performance of the
A B b y

specsﬁc pupil may be studied but will be seen as it relotes to his peers. Again, the T

identificaticn hos been made in “terms of fmdmg the nonochlevmg pup||

»

-
" The Typical lndwuduohzed Measurement of
NN : Educohonol ‘Adequacy .

_A typical practice in individualized meosurement is for the teacher to refer

v

the pupil who is being consistently identified as functioning below his peers to the
A . , ’
( “ . . L] L] [ - '.
school psychologist. A formal referral is made and includes information relative to

* the parents' knowledge and consent for the ossessment.’. The concerris of the teacher
reg;ording the ossum\ed needs of this pupil are also include'd. Three typical q'uésﬁ‘on,s o
represent.fh.e basic c,ohcér‘ns ’of the referring teacher. First, what is the qbil‘ity
level of this pupil? Second, i:he eligible fora special education placement?

-

Third, what can | do for him in my class if he is not eligible for a special education

»

class plocemenf? E
The question-regarding the general abilities or fi\e academic potential
factor of the referred pupil will resvlt in the administration of a multi -dimensional
psychological test instrument. "The two psychologlcol test instruments most c;)mmonly
used with children of school age wre the 5-8 and the WISC The administration of

these instruments also satisfies the mandated requirement of the Ohio State Department

4

o
Pt
k]
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3
v

of Education far the.use‘ of multi-dimensional test instruments when placement in

classes for the EMR or the L-D is a consideration. o )
The $-B and the WISC are both based on the use of the primary factors

concept for meosurmg academic performance. The oppllcahon of the factorial system

is observed in the Scale and sub-test format of the WISC The varied test items of

a\speCIﬁc primary factor are distributed within the age equrvolency levels on the S-B.

S

TBerefore, the test-measured performance of a specific primary factor on the S-B is

not as obvious as it is on the sub-test format of the WISC.. ' . .

s

These multi-dimensional tests; represented in thls study by the WISC, measure |

the pupil's performonce'in a number of factorial areas. A composite (I Q) score is

v %

then compiled to indicate the test-measu red results of this pupil's performance on all

o

" of the sub- tests of the Verbal and the Performance Scales. The, WISC sub-tests are

N ~

mdlvrduolly‘scored but the | Q score is recorded in terms of the two Scales--Verbal
ond Performance. A Full’ Scale score, including all of the sub-test perfor’mohce of
both Scales, is also computed.. |

These composute scores are an average af the pupii 's performcnce on all the
|tems wrthm the individual sub-tests of the total Scale. An overly simplified rationale
is that such a compoyt?s?c?e represents the i’est-measu red performance of the general
abilities factor, This general-abilities factor is then assumed to be representative of
the academic performance of this specific pupil. ’
Again., the pupil is measured in terms of genemlizafion. The meosurement

of his academic performance is an average of his achievement on eight to twelve

sub-tests within the two Scale divisions of the WISC. The pupil's performance on any

3

[NV
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- one specific sub-test factorial area per se is not.observable ‘in the composite score

of the Scaie.

i

Summary and Conclusion Relative to the Typical
¢ " Measurement of Educational Adequacy : e

) ' ' . '
The typical- measurements of pupil perfor%:&e at the three levels named

. . . . \ Pt . P ' oo
in the preceding discussion--classioom, system-wnde,\cy individual--are administered

At AT

for the major purpose of identification. The classnloom measurement, as cited above,

o

s bfased on both subiec;ive and obiecti\;e data. The subjective data are.related to
behavior and aitention in class and fo class participation. The objective data are
related-to task -oriented activities, which include s;at work ‘assignments and written
exercises. ' ' : .

Profit from this prockess of classroom measurément is gained from its use in.
fostering further assessment of the }aupi] . The data acquired are not définitive either
in terms of the areas of weak performanc'e, or 'in suggested causative factors. Identifi-
cation. is limited to the’ recognition of the pupil's comparative underacv:hieve;nent in

this medsured academic performance.

Bags,

-

The-typical system-wide measurement of pupil performance is objective.

The tasks and directions of these tests are standardized and consistent for all classes

and for all pupils. "The performance of each punil is recorded on the class record chart

A . .. .
and is included in the class-average. This tgst-measured performance is concrete,

©

measurable, and visible. The subject areas on achievement tests are recorded in

terms of the pupil's performance and are scored in terms of peer group norms.

Y

o

3




-wide tests are somewhat more definifive than

The data from thesekystem

are the classroom measurements. Information presénted by the system-wide tests is in

terms of the pupil's performance within the varled task areas of the test instrument.

tate entities as iest-measur,ed .

n area (€.g-, vochulary or
R
y causdtive factors of possuble Weok-

Y

These varied tasks or factorlcl areas are recorded as sepa
scores. These scores include the performance of a

arlthmehc computation) but do-not identify an

‘ness.
,*

ecific in the systgm-Wide test}gg than in the

>

Identification is no more sp

Again, measurement is tn comparative terms. The. pupil is

classroom assessment.
..

-
| 4

seen as underachieving when his below-average performance is compared to the

&

performance of-his peers. The typlccl system-wide measurement again .identifies i

-
variant from hls peers in academic performance.

I4

')

. the person who is The person, and

not a possible problem, is |denhf|ed

The typiccl individual test, e.g., the WISC, measures the pupil's performance

in a number of the primary task areas. The tasks of the WISC are selectivc/i‘dnd con-

tain general tasks as well as accdemic, subject-related tasks. A broad scope of both -

verbal and performance tasks are cdmmlstered ‘The test results, although based on

peer norms, cre(_cssumed to be personal and individual“in their |denhf|cchon and

|
interpretation. : )
. - \

However, the concept of group comparisort is still encountered. This grobp

L - ,
observed in two different forms. The first is through the use of the

concept is actually

composite Scale scores.of the WISC. ‘The pupil is compared to his peers in reference

Secondly; the composite score groups all of the tasks of the

to the peer group norms.




o

- oppllcotlon for |denhFcohon ‘and interpretation is a major weokness in the typical .

Verbal or the Performance Scale for a general dbilities\score. Thishge.neral abilities

C';. B ~
score is-a statistical entity represertative of an average. for. the performance of the
- . . -" \\ .

entire Scale.” Identification is again considered within the groGp{oncep};

fJ‘ : \ . -
Weaknesses Within the Typlcol Meosurement '
of Educohonol Adequoj .

~

. The typical measurement of educational qdc:quqcy~ is weak ‘in terms-of sf)e{-; :

ficity. Typical measurements are group-oriented. This éyqup orientation is 6bserved
wnth the informal test in the classroom, the achievement testing of a school system,

.and the individual test. Performance as meosured for composlte scores was consudered
in broad areas of task ossngnmen? This broad scope Opplncahon is also encountered

’i

in the individual teshng fhrough the use of the Scale ot composite scores. This- brood
5,

' . . /
program for the |nd|v1duo| measurement of educational adequacy.

i

) Specific weaknesses include the-following:

1. The primary factors are measured on the WISC, but their individually

‘measured pérformance is not visible in the composite score

2. The areas of variance between the individual factorial areas are not

¥ <

visible in the composite score

3. The assumed value of the factorial tasks of the WISC are lost, in terms

of identification and interpretation, through the singular use of the Scale or the com-

posite scores
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( I
' l . * .
- The Summarized Factorial Assessment Outline is presented in an attempt
‘ to'mitigate the weaknesses of the typical pro_&r,dm in the measurement of educational
- ) A | i
. adequacy. . . e ‘ ’ .
. ] '
‘.
y;
/
N
N
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CHAPTER. IV ' o

»

\ SUMMARIZED: FACTORIAL ASSESSMENT OUTLINE

! \
I3

i

Assessment Procedures

l/

The low academic achievement of a pupil is éne of the major reasong:for

i

referrals to the psychologrsf by the school staff. The observation and rnformul ‘assess .

[}

ment of the teacher is the basis for her referral for assistance. “This referra"ls,ov‘ ]

\
. PO
-
R

formal request for a thorough assessmen; of the pupil's performance.

!

The Summarized Factorial Assessment'@utline is a paradigm for the total

assessment of the academic performance of a pupil. This paradigm allows for the

.

identification of specific areas of integrities and deficits--cdmparative strengths'and

. . - A ® \‘,5 . 4
.weaknesses=-within the-varied task areas of the assessment instruments. The interpreta-
: 4

2

tive and prescriptive processes are based upon these test data. The structural outline

- —

of the SFAO*is presented,wbelow. ‘
The classificatory structure of the SFAO is based upon ‘the symbo! systems
and their functions within the varied modalities. The verbal and nonverbal symbols
comprise the foundation upon which rhe classrfymg, or.gcmzr‘ng, reporhng, and total -
dorﬁr}'ﬁﬁi’c‘ating of all. information and knowledge is based. Therefore, the classifi=

catory structure of this paiedigm appears’to. be applicable for the total assessment of .

acadefiic performance.

28
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The receptive and expressive functions are utilized for making these symbol,

.

K3

systemS\operotWe. The reeeptive function g)recedes the expressive function and ...
receives, or'uﬂyzes, interprefs, records, and stores all forms. of information ormd '
3y, knowledge. The rec:aBtiye f_ur;ction'is urilized with both of the symbol systerr\s,c‘g;nd
in the varied modalities. N . - .
The expressive funchon is the orgomzmg, reporting, and commumcohng of
the fruition of man's thought processes. This expressive function is one of trans-

ducing the-thoughts-and -ideas of the person-into a-symbol system pattern which can be

. comprehended by other persons. This expressive function may be otilized with both
symbol systems: Oral and ogrﬁphic expressions arealso involved. E. g., the to‘sk .
expectation of the Vocabulary s sub-test of the WISC requires oral expressron, and the

Spelling sub-test of the. Wide Range Achievement Test (WRAT) requlres an ogmphlc

expressive function.for task completion’,

The varied modolmes --auditory, visual, motor,and tactile--are involved.

The definition for the oud:tory modality as used in thls study is extended beyond .

the hearing process per se. Oral expressive tasks are included as a part of this oudi- -
tory modality. The structuring of word combinations is referred to as a process of
auditory association. The receptive and the express:ve functions are both operative .
within this auditory modality. E 7 .
The vgt'suo! modality does_ not appear to be in neeé:! of further definition.
However, ‘the factors of visual acuity and of visual percepfio'n will be presented.

Visual acuity is concerned primarily with the clarity of vision and the ability to see

without corrective lenses.




of such a duplication bf.mcdaljties in their utilization of hand-eya coordination
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Visual percephon is concerned wﬂh form, sequence,assoclahon, and orgam-
zation of verbal and nonverbal symbols. The receptive and the expressive ﬂjnchons

are both utifized with the percepﬁon factor of the visual modality. The tasks of the

“

* Raven Progressive Matrices (Raven) are one example of a receptive function with

nonverbal symbols. The tasks of the Bender-Gestalt test are examples of the expres-

“ o

sive Funchon with nonverbal symbols. Some of the tasks of visual percept-on are

also included in the motor modality. The tasks of the Bender Gestalt are: examples

W

activities.

The SFAO is c;fegorically arranged and contains a sequential and progressive

\
'

series of steps in the total process of assessment . ~These stéps are presented within
their respective classificatory divisions as well as in their sequential order.

S,
-

Assessment Processes

Sf;ap 1. Behavioral observa'tion F > -
An objective beKavioral study is the. initial step of fhis total assessment
process. A general V|ew of the behavioral patterns of fhe pupil is desured “Two
general areas of the pUpll s behavnvor--personal responsibility-and peisonal mvolvem.enf
and the tas’!‘; orientation or task responsibility=-are of primary concern. This behavion:gl
obsecvation is often the first personal contact f'ne clinician has with the pupil.
The behavioral study is effected with the use of *he BOC, Appendix B. 'i'he
behaviors muy be calculated as percentages. The score should be presen'fed'in terms
of dppro;(imafe ratios. A comparative ingiicatiop of i)ehaviop is desired in preference
fo specific arithmetic entitics. /

\
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" expressive funchons of both the verbal and nonverbal symbol systems are lncluded

academic assessment.

»
> 4 N

Step 2. vPre-tes't evaluation

The pre-tes\;valuahon is uhllzed for..several's‘p.eci jc-reosans, The first

o
L]

reason is-to presentx‘sﬁt mstruments whlch are re|at|\7e|yanonthreaten|ng in: format and

.—w

content; secondly,i&g comprlse a battery of mstruments in which the recephve and

*
-

The third purpose lncludes the elements of precllchon and verlflcahon. The dato
from this battery of“tests‘.ma‘y be indicators of specnflc areas of mtegnty or- def’cut

e of these individual tests and-sub-tests. The

A

as nofed in the measured performanc

¢ e e

verification factor may be most adequatelx,uhhzed in the latter stages of the |dent|-

L - .-

fication process and in the progess of interﬁreta*tion. The varied emphases of these

instruments appear to be of special significance in the interpretative phase of a.total.

)
t

The pre-test battery is comprised of the following instruments for-elementary’

* school pupils. The ‘Peabody Picture, Vodabulary Test (l"PVT)“ is administered as the ~

receptive function test of. the verbal symbols. 1he expressive function of the verbal-

-

system is often measured wnth the Wide Range Achlevement Test, The Raven Pro~-

gressive Matrices is utilized for the receptive function and: the Bender-—Gesh:h for

-
-

the expressive function of the nonverbal symbols.

'

One area of the verification factor is also satisfied through the use of the

"PPVT. The reccptive funcfion of the verbal symbol system is represented by the PPVT.

The ekpressnve Functlon of the verbal symbol system andtlie receptive and expressive

-

functions of the nonverbal symbol system are represented by other instruments comparable

o the PPVT in the receptive function of the verbal symbol system.

t




Step 3. Multi'—dimensidnal, e\'/alij'dﬁbri .

S . The WISC will be uvtilized'in. |||ustrahng ‘the use of the mulh-dlmenslonal

‘test mstmment. A mandate by the Ohic State Departmenf of Education’, requrres

L3 _..._..,_.4._..__...4

" that a mulh-dlmenslonal assess-nent be admlmstered pl’lOl’ to. fhe placement ofa pupil’ - .

A Y

o ina speolal education class® The Scdle scorcs are’ prescrlbed in the mondated require="

L4 l

o ments. The Scale scores of the WISC represenf a composnfe, or mean, score of the

pupnl's performance for all-of the sub-tests of elther WISC Scale. This Scale I Q 2

¢ .~

e

[AVUNDURI N UI

in the 50 to 80 | Q range .of these COmposue scores

“score is the measure referred to

The L-D placemenf score is an’ | G of: 80 and above.’ .'

- for EMR placement.

. -
- LN

The sub-fests of the WISC are based on some phase of fhe prima.y | factor

g concept. The’ Vocabulary sub-test of the Wl Cisan example of a velbal symbol

&

mdign} is comparable to the

i mstrumenl' The classrf:catory concept of the SFAO pa

pnmary factof concept. . . - ‘ § .
v , : . P s
' - The.rﬁaiar variation befween the cldssificatory“éoncept of fhe SFAQ and the :“ '
'° prmnry factor concept is in-degree. - The primary factor concept is concemed wrth ‘f‘
: \ -
S "individual factors, e.g., verbal and spatial. The classificatory 7;oncept of the SFAO - \
is l;ase;i ona broader,scope and includes the function and modality factors. T ’..' L :
g * Therefore, rhe $cores of ?he sub-tests.of the WISC a/re utilized to measure | B
. ! I :
the factor rﬁvolvemenr of each specrflc sub-test. For’ |nst7n/ce, the Vocabulary sub-
| “ test of the WIQC is o verbal ¢ .ymbo! test. \;hrch requrres 07 oral expressive response frorr; ’ /_>’$

L3 * .

“ the pupil for adequate task fulfillmént.

%




-t

33

™ .

Assessment of Performance

\\
. )
. -

Step 4. Integrities
. ————— X
M O 'h -
An adequacy inperformance is assumed when the test-measured performance
'd

to- o
is in or aboye the average range for the pupil's peer group fiorms. This adequacy is
Therefore, an integrity refers to the factor area

referred to in this study as an‘integrity.

in which the pupil's_ test~ficasured performance is in or-above the average range for :

ronological age factor is a common base for establishing. .~
., N st

his. homogeneous group.~be ch
or the Vocabulary

L]
homogeneity. E. g., a score in or above the average range f
- . .
ols'in the expressive

-

i

function in the auditory modality s | ) A o .

-

sub-test of the WISC would assume an integrity for the verbal ‘symb

d on the E)asis'

e Step-5. Deficits
The deficit is the antithesis of the integrityand is determine

One factor is the variance of the-pupil's performance in relation to

of variance.
' ) . i i
other basis of variance is relafed to ‘the differences noted

@

his peer group norms. The
ial areas on which_the pupil is evaluated.

~
~

- in the various sub-test or fdctor
of the test-measured

* The deficit per se is then based on the significance
ctandard deviation, or of two stanine ranges,

-

A\
variance. Generally, a variance of one
The degree of significance is increased with an

A

is considered to be significant.
ther the peer group norms or between the

N ) . .
the variance between ei
t

enlargement in
factorial areas measured on the tests administered.
placed on the measurement of performancé and on the comparison

3
L3
!

Emphasis is
Therefore, a consistent basis of measurement must be

P “*
. of these test-measured data,
~adopted. . I N
- i
. . . ) e
7 42 . s
t \ .
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Measurements for Pefformance -

Step 6. Scale scores on the WISC - i",;e.,.

A

. " The Scale scores of the WISC are determined ?n_keeping with.the standardized
method provided in the test manual. These test data are then recorded on the face

. of the WISC record form. .,

e,
\

~ ! . —

Step 7. Conversion“of Scale scores to the stanine range

There are several advantages in converfimcdle and sub-test scores to

¢,.‘;

a stanine range. Flrsf ‘the stanine range: presenfs a divisional area of variance within

-~ <

acceptable limits of compm'ablllfy Thesésimits of accepfablllfy lnvolve varlahons
which are not statistically significant. Secondly, a comparative study of test performance

is’enhanceg when a range of aéceptable proportions, replaces a myriad. of individual
scores such as the scaled scores. |
f ) ' )
. The tables on Appendix B and in the WISC manual are aids in the determination”

I/‘ . .
of the stanine range. The percentile equivalency table_in the WISC manug! may also
v| H ] - )

/
be of some assistance.

-

Idenhflcahon of Test Data on the Statistical
Surnmarlzed Profile Chart :

-

The Summarized Statisfical Profile Chart (SSPC) is presenfed as a vehicle

for fhe recording and comparison of these test-measured ddta. The S PC is prepared

% . for recording the pupil's test-measured performance on each sub—fesf crea as well

{
{.
!

" as for the composite or Scale scores. The $SPC may also be adapted for the recording

of data for any test through the proper labeling of the sub-test (vertical) columns of “

" the profile.. . e |




.
e
S
|

S

!
- a5
\ | )
|

A
\

As noted on Table ), the left column contains @ vertical listing of the
) - “

2 \{ . . ‘ . fro L )
stanine range in descending order of attainment. There is also a classification -

—

-

SIMMARIZED STATISTICAL PROFILE gl.\.'ﬂ‘ .

* - o Ve <
Joe - : .
nane date _
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‘

, quality to the stanine range. Stanines four through six ekbrace the middle one':h?lf .
or average range. Stanines one thiough thrce contain the\\ wer ore~quarter, and

\ S
‘ , stanines seven through nine represent the top one-quarter gf’f e peer group population.

\

: \ /
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Step 8. Interpersonal appraisal

The interpersonal appraisal is effected through the comparison of the test-

measured performance of the .pupil in relation to the rorms of his peer group.

K

The pupil's test-measured dato are recorded in the appropfiate stanine ranges of the
: : 5 , -

SSPC. Table 1 preents one pupil's profile of WISC data.

~ Table 1 is appraised by viewing the profiled data in terins of the three

classified stanine groups--thie top one-quarter, the middle one-half, and the lower

G .
one-quarter of the peer group population. By-these criteria, Joe's test data in
4

Table l regards\,d Verbal Scale deficit by.being in the second stanine and a

Performance Scale mfegrlfy by being in the ninth 'sfanine'on the bases of composife

The Verbal Scale ared is a deficit by belng sngnlflcanfly below the

Scale scores.
. tv,

average range in the second stanine.  ~ . '
- /
. f

Step 9. Intrapersonal app[aisal

The.intrapersonal appraisal is made from the same profile and the same data

(Table 1) used for an interpersonal. comparison.. This intrapersonal- comparison is

between the varied factorial areas within the bounds of Joe's test performance.
- /..’

E. g.,  significant degree of variance is noted between Joe's Verbal Scale score in

: fhe second. sfanlne and thé Performance Scale score in the ninfh stanine.

A variation is-also noted within each of the two Scales of the WISC. The

»

Coding sub-test in the fifth stanine is significontly below the other Performance

Scale scores, which are all in the eighth ond ninth stanines. This variance interms
« . ’ ‘:.
of an intrapersonal comparison is onother factor in the establishment of an area of

- '

specific deficit.
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The Interpretative Process Through the SSPC

t
s

Step 10. Interpretation through .
the interpersonial process

An interpersonal evaluation of the test ‘data of Table 1 indicates that all
sub-test areas of the Performance Scale may be defir;éa' as i/ntegriﬁes. Two of the
sub-tegts o-gkthe;Verbal_Scale denote dreas of integrity. : Four of these Verbal Scale )
sub-tests are deficits by the same i:ﬂerpersonal definition <';f integrities and deficits.

. Step 11. Interpretation through
the |ntrapersomﬂ process,

The mtmpersoml comparative view of the data of the Petformance 5cale

I

indicates that one sub-test, Coding, is defined as a-deficit. The assumption of Codmg

-
»

as a deficit is due to a variance of three stanmes From the other sub-test nearest nt
on the profile scale. Coding is in the average range by the interpersonal concepf

of comparison. However, coding is considered fo be a comparative deficit on the
Performance Scale profile by the intrapersonc! concept of .comparison.

Attémpts to identify the suspected factors. of causation as viewed in the

’ . ?
ES

assessment brOCess will not be entertained in this discussion.

Sumimarization and Review of the Data

o

-

Step 12. Review of the behavioral study data W

14

. The pupil's behavioral chart is reviewed to gain insight regarding his involve-

ment in class activities and his effort in the solution of assigned tasks.

s




EA

Step 13. Review of the -éxaminer's notes ‘ h ' )

The notes of the examiner are reviewed to gain the advantage of observations

-

and impressions garnered during the assessment-process.

Step 14. Comparing the pupil's performance - S
with the deveTopmenfaI scale

A broad area comparison of test-measure“d“performance with the dev,elopmentql
norms is a well-advised procedure. This ¢omparison may be accomphshed through a
compcrlson of the age or grade equuvalency ‘of the pupil's performance with the C A

or actual |eve|.of the pupil. ’ . LN T~

Step 15. Further dlagnoshc procedures . T

* )

A consnderatxon must be given to the need of further dlagno‘;stlc data-than those
which may be obtained in the schooi Such needs are hm'ted chiefly to the range of
neéds experienced by school age chlldren | Reasom:ble and realistic questions regardmg
pupil needs should be relayed to- the parents. These needs may , well begin with a

referral to.the family physician or the child's pediatrician.

Prescription for Remedlatlon

The notation of the referring teachers and the total test data should -be given

H
full consideration ‘in the cqmpi‘lin‘g} of prescriptive options. The observations and

test data‘received should be discussed with the teacher in view of the most urgent

need for remediation. The following steps may be utilized in arriving at the optimal
£

prescription required in the remediation processes.,




s
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St‘ep 16. A reviehw‘of'nee,'ds cnd,opfi'cl)ns

-

A report should bLe\mcde to the teacher in terms.of basic identified needs and

| prebable options.

1 1

k4
B Step 17. Priorities in prescription ‘ P
. ! : -
i The greatest felt need of the tedcher may be the logicdl entry for remediction.

i

&

- Remediation should be hm:ted to not inore than fwo pomts of emphcsns at one hme.
!

e

. Step 18. " The employment of. \ - . ¢

progressive evoluchon

4

N
3 !

~

‘Progress in remediation should be carefully observed. Mecsurcble progress

in a major deficit often reveals another deflcxt which was mmclly less visible, ' o

Renegoﬁctior{ fo the-remediation of such continuing deficits should be mlhcted.

3

FN
\

0




CHAPTER V

i :
CASE STUDIES IN THE APPLICATION OF THE"»SUMMARIZED

FACTORIAL ASSESSMENT OUTLINE

. i

Introduction i
a ‘ "“\ l

The case studiés presented in this chapter are reported from theit initial

recognition of academic: underachlevement through the tofa|~ assessment process.

The assessthent process is presented within the rationale of the SFAQ,. and the case

studies are: modeled after the structural outlme of this new pcradlgm These case -

studies will also be utilized’ in Chapter V1, where the major, funchons of the SFAO--
\ -

' identification, interpretation, and.prescription--will be descrlbed.
N The case studies of Johnny, Sondra, and Joe repFesent'three specific pupil

performance problems often referred to the school psychologist. The referral of each

of these pupils was based on their underachievement in the classroom. There was a

general similarity in‘the symptomatic description presented‘on the.referral form of

each of these three pupils.

Case Studies
Johnny

Johnny, a boy si.. ycais and six months (6-6) of age, was one of thirty-two

children in his first grade class. He was referred by his teachér on the basis of his

I\

a N
4 oy
0 et

/N.\‘\,——
‘._—a—‘—_—'—".

wle |
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"‘"‘ -

weak academic performance in comparison to the norm of his peer group. The }ga‘cb\er's

concern may be paraphrased in three generally standard questions. Is Johnny capable

of doing first grade work? s he a possible candidate for placement os an educational

A

mentally retarded pupil? What can | do for him if he remains in ny class?

Some examples of Johnny's written assignments were presented by his-teacher, -

... These assignments were comprised primatily of short, descriptive stories containing

’

' ‘ f i .
several five or six-word sentences. The worksheets revealed both quantitative, and
qualitative inadequacies. . The assignments-were not completed on any-of the papers
shown by the teacher. The quality was also poor in terms of writing and in the order

and sequence of the work . Random words were written with litile regard to their -

<« .

order in the original sentence structure.

The examiner observed Johnny in the classroom for an extended périod of

-

-

time. Johnny's group met with the teacher for the presentation of a short story which
had been written on a ruled piece of newsprint. Several new words were identified ‘
and presented by the teacher. These new words were explained to the pupils and

then pronounced as a group activity.. The sentences were then read as @ group activity

and repeated several times.
Sheets of paper, which were ruled and proportioned in size to the -newsprint

used by fhef’reoiher, were then given fo the pupils. An assignment was made for the .

/ N
\

pupils to copy the sentences from the.newsprint. The teacher observed the pupils
. ‘\ .

briefly and then began to woik with aismall reading group in dnother part of the -

28
a"c. >
.

classroom. . i

* N
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An o'biectiveJ behavioral study w;:s completed on the Bgmvuorol Observation

42

7’

Chart, Appendlx B. This study of Johnny's behovuor was done on the bosus of obser-

f -

ving his Oppropruote and mopproprlote behovubr. Appropriate behavior was equoted

to the pupil's 'meoningful mvolvement in the tosk ossugnment at that specuflc time.

Inappropriate behaviors includeiinottention, disturbance of others, and other ochvmes

than those which were assigned. The result.of this behavioral study revealed a 7:3

~

| A brief conference was held with the teacher. She wos‘ instructed to présent

' rot'iq of inappropriate to opp_ropriote behaviors.

-

simple directions to Johnny dUpllcotmg fhose which were glven to fhe entire class

relative to the seat work assignment .
{

- -

Two additional stotements were to be odded in

her talk with Johnny. The first statement was relative to her expectohon that he

finish the tosk The second statement was to the effect that she knew he could do a

" good job on this |esson. The teocher then returned to workifg with a siall group of

A
pupils.

Another observohonol study

Y

was completed for. Johnny. The inoppropriote

to appropriate ratio on this study was 4.7, Johnny worked qurte steadily on his

by
\

»

-~

\o\ssr nment and upon complefion placed his work on the teacher's desk as the class -

\

. A
obove\overoge in both quonhtohve and qualitative considerations. s

“

had been instructed., This work , which was graded at-a later date, was reported to be .

.

\The WRAT was odmmlstereu as the pre-evoluohon instrument. The data of

"sthe WRAT, proflled on Table 2, Were quite variant, The oral usuge experiment on

the WRAT was ccored in the ninth stanine. The orcl usage experiment was odmmlstered

-,

by the cl‘inicion,\w\ho presented the_;words of the Reading sub-test of the WRAT as the

i

e
EANN
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stimulus. The pupil was requested-to respond.by using the stimulus word in a sentence,

giving a definition of the word, or both. The score of the arithmetic sub~test-of the N
! : - v S . ——
\o
SUMMARIZZD STATISTICAL PAOFILE CHARE
Johnny . - ' y
& nare ) date
\
. ¢ AY
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sts other than multi-dinénsional |

« Specific ftem tests and/or sub-te ]
d in these vertical columns,

psychological tests may be cntere

i
T Table 2 f‘
’ TGO) [« - . /’J'

|

PO ————

’

WRAT was in an average range, and the.reading and spellingI

| :

|

results were below

~ average on a grade equivalency basis. ‘
: : i

5
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" The Stanford-Binet was<odmiﬁisteredhse.,th'e«muiti -dimensidnal test instru-

~

ment, The composite score was in the seventh stanine (above average). ‘The com=~ S
. posite score and the stanine range estimates-of the factorial areas:of the $-B are also

profiled on Toble 2. A conS|derab|e variance in performance is noted in Table 2.

~

- A stanine-range placement was established for four factorial areas of the S-B. These

factorial déta will be utilized in the processes of identification and interpretation.
Sondra ' _ .

Sondra's C A was 7-11 when she'w'os referred by her teach bec;q%se of her s
\ :

-« poor academic achievemént in the classroom. “Two major concerns/were expressed by

-~

. < |
the teacher on her referral form for Sondra. The first concern W in-reference to

. <
. . i

Sondra's capability to function at her grade level. The second concern was relative
pa Y g . (
! . Vol

- 1o Sondra's qualification for plocement in.an EMR class. i

e . Sondra was obs‘erved in:her class, and-an ob|ect|ve behavnoral study was .
made. No significant ratio of inappropriate behavior was observed. The-qlinicion‘s
inquiry to the teacher regaiding Sondra's total behovior pattern elicited no unfavorable

response. Sondra's behavior pattern appedred'to be generally adequate and satisfactory
\» .o )

in all areas. Therefore, the behavioral factor was cons:dered to be an mtegrlt\y

The Peabody Plcfure Vocabulary Test and the Picforial Test of Intelligence

(PTI) were odmlmsfered as fhe pre~evaluation test instruments. The PPV T/is a receptive

\

. function test of the verbol symbol system. The PTl isalso’a receptive fufrécfion test,

\

but it contains a broader scope of stimulus objects. These: stimulus objects are com=

prised of analogies,, numbers, gcometric form, and proportion. Achievement on the .
" e
¢ (30}




" PPVT was scored in the low ‘fifth stanine. The PTI was scored in the low third stanine,,

N

These test scores are profiled on Table 3.

I8
EUMMARIZYD STATISTICAL PNPILR M * ©
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/ t . * Specific item tests
psychological tests may be entere

le -
. . &

and/or sub-tests'qthcr than multi-dimensional
d fn these vertical columas,

o ' Table3 S
[

. - The Stanford-Binck was administered as the multi-dimensional test instrument.
i + - & .
v , :-\:'.;' e “ ' .
A compo;'k’te score of 65 Birthe S-B placed-Sondra in the first stanine. The verbal
1 L]

) - . .
factor crek“q of the $-B, represented by the vocabylary section, was also scored in the

~/

[y

.
V] ]
"
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T s sllghtly sngmfrcant. The score of the S

P
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v

first stanine. These scores are, profiled on Table 3.

. - ) r ~
ble 3 shows that a. variange exists betw'ee;ﬂ‘

*#

A summary,of the test data in Tq

' ~

sco'ré-s.ofeach test--the PPVT, PTI, and

"B. The variance hétween each test gcore
.‘ M N R
B, as-a multi-dimensional test; is acceptable.

- 4

for quahfymg Sondra_ for placemeiit in an MR class,

Sondra was seen again at age 10-11.. The tfacher s r'eport of Sondra’ s

*:shdvior, as well-as the observational beha\vior\study, were bdth considered to be an

! \ T

The WRAT was admmlstered to Sondra as ar\academlc assessment instsument,
\

The sub-tests oF the WRAT are academlcally ornented The four Factorral areas on the

-

ared of integrity.:
’ \

v

WRAT are scored in the. first and in the second stczmnes \A broad comporlson rpay be

assumed berween the measured perFormonce of the WRAT a?d of the PPVT ard the PTI,”

which were administered at age 7-10. This comparlson is based on the. broad classi-

The

fication of bothi symbol systems as they are related to an acddemic application:

e compared with the scores oF the S- B The
scores of the WRAT are-also profiled on Table 3. % B}
]

¢
A cursory review of Tabl

sub-test scores, of the WRAT ma'y also b

& 3 reveals that the scores of the WRAT and y’rose of

the $-B are comparatively similar. There. is no significant degree of varidnce in the

¢ e,
test-measured performance of the mulfe-dimensional psychological instrument, the S-B,

and the academically oriented test, the WRAT. Sondra's test scores reveal no significant

.
A1 4

variance between the varied.factorial areas.

>
t
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Joe's first referral*v'vas made when he was, _10,y€ars old. His teacher referred
{

2] * H

hrm because he was experiencing exceptional problems in readmg The quenes from

)
the teacher were in reference to Joe's potential in. academnc work within the regular
. & ’
¢ldssroom and relative to: hus eligibi l ity for an EMR placement.

{ " The assessment was initiated with an observahonal behavuor study ond a

/

~
+

request to the teacher for @.report on Joe s | behGVlOf. No 'behaviorol problems of

\ « ,

1
any stgmflcance wereznoted from enther the observational study or the teacher’ s—feport.

Joe's:behavior was, . therefore, considered to be an area of integrity.
l ” shhal

~ The WISC v[as administered to Joe because ofthe inquiry reéardiné a-

possible EMR place[nent Aghlevemenf as measured by the Scale scores of the WlSC

\

. was'quite _vairi,enf / There was a seven=stanine dlfferenhal ‘between the Verbal’ Scale

»

" L ! . N . .
and the Performance Scale scores. This variance of seven sfqmnes/xs equivalent to more

-

han fhreeqneasu/res of standdrd deviation and is sfahshcally sngmflcanf

1 s

SR

There;was also a conisiderable d°gree of variance, befween the. sub-/-fest scores, .

-~

thln both the Verbal and the Performance Scales. Allof fhese sub-test and Sccle

scores are profiled on Table 4, Only one sub-test of the Verbal Scale, Digit Span,

was in the same (second) stanine with the Scale score.. T:l"lere was a sugmflcant degree
\ ] 4 -~ - .

“of vahance between fhe test-measured performance of the Comprehensron, Sim riry‘,

. \

. . .
and Arithmetic sub-fest scores and those of the Information and Vocabulary sub-tests',
ST t T ' . |

| | - J :
\ The degree of var|ance on‘the Performance Scale was as great as that oMserved

“on the \l\ rbal Scalc, but only one sub-test, Coding was vanant The Coding sub-“te§t\

BN
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was variant from the test-measured performance for the total Scale and from the » 7=
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Table 4 , '
A bricf summary of Table 4 reveals several specific:and significant test- |
4 B . G .
measured variations. There is a significanhvariance between the Verbal Scale score
in the second stanine and the Pesformance Scale score in the ninth stanine. This
variance is in excess of three measures of standard deviation.
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The Full Scale score of the WISC in the sixth staninz was significantly

variant from-both the Verbal Scale and the Performance Scale scores.

Joe was in the Junior High Sg:hool when he was.again referred for an

kl

academic assessment. He was 15 years old at this time and was refetred by his

guidance counselor? The paraphrased questions again related to Joe's potenhal
4 f

—

and to his eligibility for a special class placemenf. The teacher's reports revealed

¥

that he was experiencing a corisiderable degree of difficulty in mathemotics and

English. There appeared to be less difficulty in the science and social science -
classes. The teacher's report showed that Joe's art work was considered to be in
the average range. The reports of Joe's performance in his vafious classes were not

»

highlyfconsistenf.

'TheCeha\_/idral study was effected through some observational study ahd from

reviewing th&reporty from the teachers. These teacher reports concerhing Joe's:

3

behavior patterts te unanimous in their positive appraisal-ef Joe's behavior, includ-

ing his:efforts in task assignments. Therefore, behavior was considered to be an area

of integrity.

e

The Wechsler- Bellevue {1 (W-B 1) was admin’isfered as the‘mulyi—dimensional
assessment instrument. Achlevement on the W-B Il as measured by the Scale scores
was quite varidnt. A significant degrge of variance was noted ‘between -the Verbal

N

Scale score of 85 in the#third stanine and of the Performance Scale score oF 115 in .

the seventh stanine. The scores of the W-B il are profiled en. Table 5. The scores of

the Performance Scale test n:gdlcate a test—measuﬁed performance in an above-average

Y

range. {Lhis above-average Scale score indicates that the factorial areas within the

Y




N

Performance Scale as a unit are considered to be areas of academic integrity. A

. -

significant degree of Yiqridrice is noted in the test-measured performance of the sub-

1

1 ! SMARIZED STATISTICAL PROFRILS CHART
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~~ Table 5
P !

- o

- tests of the Performance Scale. However, none of these sub-test scores are below the

average range for the norms of Joe's peer group.

The composite score of .ne Verbol Scale is ina below-averoge range. § \”HS

0y

composite score for the Verbal Scale is below the Performance Scale score to a

significant degree and is also below the average on the nofms of Joc's pecr group:

\
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"A concise summation of the data from both the WISC and the W~B 11 show

that Joe's problem cannot be defined as a lack of ability or potential. Joe will
not qualify for an EMR placement. The degree of variance between the Verbal ™ -
Scale and the 'Per;rornmnce,S'cale scores .sugges:h.jhar some sp’eeifiz: asademic.problems
are being experienced by. Joe. Such problerr’isa;.:x;mof, however, be identified solely
from fheQSch!e scores o/.f.’t'he WISC and the_l_W~B .

After the case studies for Johnny, Sondra, “and Joe have been presented
and the te-st dat; are recor.ded and profiled, many queshons included in the para-

phrased questions raised by the-teachers on the referrals are not yet answ€red What

is the-pupil's potential? 'What can be done.for this pupil in the classroom? The thr e

di;ngnostically-oriented methodologies of the SFAO pcradigm-—icfentification, /

inferpretation, and prescription for remediation--are presented in the following

.

chapter as possible aids in an attempt to provide more adequate answers fo the questions

teachers are asking.




3%

[4%

: . CHAPTER VI : -

THE APPLICATION OF THE, SUMMARIZED FACTORIAL

¥

AS%ESSMENT OUTLINE

. . The data.of the total assessment program for Johnny, Sondra, and Joe was

L

reported in Chapter V. The paraphrased questions on the.referrals pertaining to an

EMR placement were answered by the scores e'arnc;d on the multi‘-dimensiona|~test
‘instruments -ddminist;red to the pupils. The'ques}tjo;ms regarding specific problems

and tec'H.niques the teacher may use to aid these pt;pils,are at this point unanswered.

The identification process has been partially fulfilied.through th,e determination

-;,f the eligibility of the pupil for an EMR placement. However, ifientif{;ation relative |
-to academic strengths and wea:knesses and to specific prob‘ler'n areas in-learning has

not yet baen accomplished. This chapter deals with these unansweéred questions S
regarding identification. The data a\;fnilable from the studies ‘reporfe-d in Chapter V

will be utilized in this identificafion process. The interpretation'of these data and

e some prescription for remediation will also be presented. . Lo

Identification
|dentification is considered in broad definitional and“comparative terms.

The problem areas identified by tesf-measured performance will be referred to primarily

o

in the broad classificatory areas of the functions and the symbol systems which are

' *

involved. Some-reference, where applicable, will be made to the modalities which

- 52
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are affected. Each case study is identified ano presented as a separate entity.

\ / Johnhy \

A'review of Johnny s behov:oml s"udy mho of 7:3 of moppropnote to appro-

’

priate behaviors suggests that his hehovuorol pottems are not conducive to ophmul
: . r A :
academic performance. The 4:7 ratio of ihopproﬁpote hehovuors to oppropnoto ‘

|
) ‘ Lo .
behaviors on the study following teacher i‘nterv’enh\on shows that intervention by the.

’q

teoch'er vias of some probable effect;in changing th\e‘hehavior pattem, The variance
in the. two ratios cited above is significant. Therefore , the behovior ohserved on tho
f:rst study cited may be identified as an area: .of com\porahve deﬁcn. “This deficit |
is based on comparative rather than any statistical stondords.

. The Wide Range Achievement ‘Test was admlr{mered to Johnny as the pre=

"evaluation instrument. The oral usage experiment and the Anthmehc Sug-test were

scored as definite areas of integrity. The Reading and Spellmg suh-tesis;were slughtly

deficient., The scores for the WRAT are profiled on Tohle 2. / . ’\

The Stanford-Binet was‘odministere‘d as the mul,tl-—dlmensionbl instrument.

k4

Achievement on-the 5~ B, as measured by the- composite score, pldced Johnny in an
above-average range in the seventh stanine. The composlte score for the $-B, as we“
as the approximate stanine-ronge score for the foctoruol oreos, is also profiled on

Table 2. The vocabulary and the obstroct and ideational factor areas were scored

x

in the ninth stanine. The factorial areas mvolvmg the wsuol-motor cmd recall items

*,

were both scored in the first stanine. ‘ ~
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v\f e
. A review cf Johnny's total assessment in terms of the SFAQ paradigm shows.
\ .
a comparclhve deft.cn'\\his behavioral patterns and an integrity in his S=B test-
The pémposite score of the S-B and two

P |

I
measured performance on academic tasks.
factoncll areasre in ‘&the seventh and mnth stanines respectively. . The integriry
significantly above the limits which would quolufy

i
a

'establi;,hed by jfhese test data are

- Johnny for Cll" EMR placement.
A conc1se review of the diagnostic process of |denhf|cc|hon establishes
This potential integrity

bilities (academic potential) integrity for Johnny

a generalfc iliti

is established by Johnny's test

kKl

-measured performclhnce on the S-B.
“A review of test data as presented within the concepts.of thé SFAO reveal x.
These-deficits are dispiayed grclphiccllly on the .
Chart, whlch is a, part of the SFAO parcldlgm One

some/specific areas of deficit.

Summarized Statistical Profile
Johnny s ratio of 7:3 for mappropnote to

area of deficit. is observed in behavior
incompatible with

ehavior reveals a pattern which can'be cons:dered i

pprOpnclte b
ficit is noted in the V|sua|-

/SUCCGSSFUI academlc achlevement

|
T motor and ;ecall areas of the S-B. A third area

A second area of de

of comparative deficit is noted-in

the WRAT. These'deficits all tend to be

the Reading and Spelling sub~tests of

I
an be visible in regular classroom performance

!
! ‘academically oriented and ¢

Sondra
rvational studies-of Sondra's behavior shows that no

A review of the obse
significant degree of inappropriate behaviors were noted. The teacher s reports
e effort applied to tasks

ative to Sondra's behavior, including\h

were all positive rel

63
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v

assigned to her, Behavior is identified ds an integrity on the basis of all the information .

cmd data.
The scores of the PPVT and of the PTI, the pre-evaluahon instruments, are

variant to a slightly significant degree. The score for the-PPVT is in the low-average S

range. The score for the test-measured achievement on the PT} is in a below-average

range. The score for the PPVT may be considered to be in the lower range of the

*

integrities. The PTl is identified at g deficit when compared to the peer group n6rm,s.

The data ¢ of the S-B relates to ccademuc abilities (potenhal) and |denhf|es

he first stcmine. The-S-—B 5c0fes, proflled on Toble 3, are

i
I

this area as a deficit'in t

for the\::\omposite“gcore_s'and’ for the vocabulary factor area. Word fluency is included

as a v0cabu|ary factor. X R o <
The uhhzahon of the structural format of the SFAO reveals a consisiont

deficit in the varied factorlal areas of the S-B. The PTl score in the |ow third sfcmme

is also recorded as a comparative deficit.

A-brief~summation of the identification process shows a bquviorql. integrity

! » < N .
P . may be assumed for Sondra. An academic deficit is seen relative to the test-measureca

N perfermance of the 5-B. A comparcmve deflcn and a shght compardtive integrity

are seen by the scores of the PTI cmd .the PPVT re5pechvely. The conSIde;atlon of the

——
o

varlcmon in test=measured- performance on the abovs instruments is a matter for the :
’ L

interpreraﬁvé process of the SFAO paradigm. o o

o
M
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Joe

A review of Joe's records shows behavior to be an area.of integrity. No

i & \

o " negative beh’aviorol reports were received From\the teaching staff. The obsewohonol
N .
behavior study was virtually void.of mopproprlote‘behowors.
N
» L A significant degree of vanohon is.shown between the test-meosured perform-

L

»

ance of the Verbal and the Performonce Scales of the WISC._ The Verbal Scale is N
classified as a déficit, The Performance Scale is clossrfled as an area of integrity.

\ -

These Scales are identified as areas of deficit ond integrity‘on the, bosrs of the geneml

¥
. A 2y

abilities factor represented by the Scale scores.

A review of the data of Table 4_shOWs that a significant degree of intrascale

~
»

variance is recorded on both Scoles. ‘Achievement-on ‘the Comprehe_nsi'on’.ond the

Similarities.sub-tests of the Verbal Scole is recorded as a_comparative strength.
¢ < R [ -

These sub- test scores are in the fourth stanine, the low average range of Joe's\peer
’ Lo

|

L group (an interpersonal comparison). These sub-tests reveal strengths when they are

a

' compared with the teér-mecsured,performdﬁee gdined on the~Information-and Yocabulary

sub-tests {an intrapersonal comparison). '

-,

.
2

The data of Table“4 also reveal an intrascale variation in the sub-test scores
of the Performance Scale . Joe's test-measured achievement on the Coding sub-test
is deficient when an mqupersonul comparison of these data is madc & However, the

Coding sub-test score is not identified as a de Ile in terms of the mterpersoncl com=*

— u - o

‘Zp‘d’EiEBn’? I — ('

T e . ¥

The Scale scores of the WISC show that Joe will not qualify For"‘an*EMR~~ M_%\___ .

class placement. The below-average score of the Verbal Scale is in the second
e
65
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"wnsc and the W-8 il

| /

\ ! - o
ey /

/
' * | ¢ .
stanine. The.score of this»Scole is below 80 1 Q. However, the Full Scale and-the
Performance Scale scores are in ﬂ}e hlgh-overoge and obove-overoge ranges respectively.

) The W-B I test doto profnled in Table 5 show a sngnlflconf degree of variance
/ \
between the scores ‘of the Verbol and the Performonce,Scoles. The Verbol Scole score

\

in the third stanine is id'enhfled as a deficit by both the mterpersonol and the mtra-

t : ‘
personol concepts Forr |denf|f|cohon - o v F

*

\
\

Thé’ Performance Scole is consndered an area of mtegnty by both lnterpersonal

and mtropersonol comparlson. There are a number of mtroscole variations noted on fhe '
l N '

: - \

Performance Scale. {The scores on the Plcture Completion ond the Picture Arrongemenf \

\ v

)

sub~-tests are negatively: vonont from the Performance Scale score to a sllghtly signifi-
1

cant degree. The-Block Assembly sub-test is above the Performance Scale score. to a

P -

significant degree. However’, none of the sub-tests of the” Performance Scale are
| \
\identified as areas oﬂdeftcnf. by the lnferpers’onol concept of evaluation.

\
}

A review oﬂ Joe's fest datar shows that he will not quolnfy for an EMR ploce-

a5

/
ment because of the hlgh sco‘res earned on rthe Performance Scale tasks .on both the
3 ‘
| ‘1 :
The uhltzohon of the SFAO has been of aid in |dent|fy|ng specific areas of
integrity and deficit. These mfegnhes and deficits were noted byboth the inter=

personal and the mtropensonol\ methods of comparlson The BOC presents these data

\ S/

in a form whlch is consistent ond relloble and olso graphically’ Vlslble.

I -

The assessment data for Johnny, Sondro, and Jbe‘\l:ove been identified

*!
o -
relative to the concept of"ddeqqocy, integrities, and deficits, The data will now be
Poe O . . .

‘consldered through the lnferpretofi.ve process.
A )
606
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* Interpretation ,'
The areas of inteérity and’deficit have -been identrf:ed The lnterpretotron of

these test data is the next process in the total assessment rdtronole “of the SFAO.

“y

Johnny.

»

Behavior was identified as an area of deficit. This deficit is noted through

The first view is relotrve to a behavioral study,, yleldlng a7:3

1

two specific views.,

ratio of in‘cppropr‘iote to opproprlote behaviors.. Thls V|ew can be consrdered by the

D

mterpersoncl comparrson concept.

1

| o

Interpersonal comparison is opplicoble because
' o
:

' a group norm is used as the criterion for the measurement of behcwor.

‘The second view is seen in the improvement of observed behavior following .

|ntervent|on by the teacher, The 4:7 rotio ot' inappropridte tovoppropriote'f;ehoyior

- »

following intervertion by the teccher is s:gnlfrcontly h|gher in- oppropnote behavior

" than obtained in/he ratic of the t'lrst sfudy crted The behov‘ oral study following.

| .

intervention by/the teacher may’in part be compared to the mtropersonol concept

H

of mterpretotl/c/)n This intrapersonal concept is opphed becoése Johnny's own person

nal i

|shes the total criteria t'or the meosurement of IS behowor in both studres.

oct:v:ty\furn
|1

- The clinigian's notes on the BOC show thot many of Johnny s |ncppropr|cte

+ L ~ " oW

beh’ov';ors/’were dve to-a lack of ‘task orientation.

noo : .
S other thq"n the .assigned task, or.he was not actively in\'/olved,in any task. This . .
| \ \ y 1 *

. ‘ !
\ latter behavior of non-involvement was frequently observed. )
| .

He was either.dding something .

tegrity. An inter=

~

a o Johnny s academic potentlal is ldent|f|ed as an ared of in
\ ,
‘ <

n of these doto, noted on Table 2, indicates two areas of def|c|t on both” the'

i
|

!
preta t!io

!
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$-B and the WRAT. The two deficits on the S-B are the factorial areas of visual= ° )

motor cctivities and recall. A review of the clinician's notes shows thot Johnny

w

. appeared to be weak in the areas of basic academic process. E. 9es the clinician

felt Johnny missed the Moze ltem at age Ievel V1 of the 5-B becouse he did not

underitand the term, the'shortest way. Other weakness in process were notgd in
AR . T f .

' .nonverhal symbol tasks throughout the.assessment-procedure Performance on the

P
N R M

: A
recall factors may have been affectedsby the process factor. There may be other -
S AR - | !

2 factors which at this-point qre;hon5pecifi¢. . .
4

.

The general area of dlrechonolnty may be mvolved in the visyal-motor

tasks. Johnny's present stoge of development does not appear to be sufficient to

yield a def'miﬁve answer,

! i . .
Two sub-test areas on the WRAT, Reading and Spelling, were also.identified

as areas of deficit. Process was seen to be a definite factor in Johnny's performance

-on both of these sub-tests. Johnny recognized most of the upper case letters, but:d

number of the lower case letters were not accurately identified.. This. lack of word

- / ’.

" and letter identification 1s mterpreted as a problem in process. Assumphon that ™

-

process is a causative factor is based on the ninth-stanine %grformance for the obstroc—

~¢

1
I
»

' ‘tion und the ldeohon factors on the S B.

9 ,
R : An interpretative \summory of Johnny' s performonce notes two oregs of deficit

. at this time. The behavioral deficit is obwous The deficit in process is observable

!
i

but less eosil); defined at this stage in Johnny's development.
hd . - ’
i . -




Sondra :

I

|
|
|

Behavior was iden.t,jfi‘ed as an integrity; therefore, no interpretation is

necessary. S ' : | . : .

There ai are variations in. \the test scores which require interpretation.. LA sighi-
ficant degree of variance is noted between the scores of the PPVT ond the:PTl. The
test-measured performance on the PPVT is above ‘that of the PTl to.a sllghtly slgnuf'-
cant de'gree The PTi is scored ata Ievel which is slgnlflcontly hlgher thon the com-

posate score of tha S-B.

The PPVT is a recephve funchon test in the verbal symbol system Credlt

on the PPVT can’be gained by merely pointing to the correct item of - the four grophlcolly -

° .

depicted responses. Responses are selected to aatch the shmulus word p.onounced by

]

=the clinician. The “stimulus words, especially at the seven to eight-year level are .-

'common in. the life experlence for most-children. ) \

The stimulus for-the PTI is presented in the same general pottern as for the PPVT.

The response for the PTI can be made without oral communication in a manner similar

o

" to the PPVT response However, l'\e PTI presents a brooder range of problems than -

-
»

* is given on the PPVT. Anologles, numbers, geometrlc form, and proporhons are
: oL /
included in the task items on the PTI. This broadened range of tasks presents items -

which may not be within the life expenence of seven—yeor-—old children. Therefore,

a higher expectqncy level can b‘e assumed for the PTH than for the PPVT.

The stimulus'word for the S-B is presented in much the same manner as for

3
.

the PPVT and the PTI. However, the response for the’ S B must be made by oral

communication. There are also some qualifications whlch must be included in the

69
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" level /of task difficulty. . - ‘ i

S|/ ; : | s
verbal. ie=ponse/\g ., the question "What js_Mcrs?" 'must i‘n_clulde-_the COﬂ‘\/ epts

of both mass and position (a planetary body in space) iny  the response. There/Fore, - 0 )

the .voccbulcry factor of the S-B is at a h:gher task expectcncy level tht? e:ther tho PN .

PPVT or the PTI. The variance between the test ;eores of the PPVT,, the PTl,and the

vocabylary factor of the $-B may be explained; .4t least in patt; on the basis of the "

5]

‘ / : ) : ~ .
The test data of the WRAT and the 5-B show a deficit within the interpersorial

conceptiof evaluation. The deficit on th‘eﬁinterpersonal level indicates performance
’ ~ . . ’ : R
which isl below the averdge.norm for the-peer-group. ' . o

v

s /-\'ssumpg‘tion’ is bcsed on the re

An mtrcpersonal compar'son shows that no significan/ variance exists between
* x T' \ - )

the varied sub-tesfs. Therefore .| the ycricnce noted in Sondra's test-r%\ecsured performance

is only on af mterpersoncl Ieve -

‘Her performance is at orfbelow the ten-percent level -

of he'r peer group on all of the Factorlc\ areas of the S-B dnd the WRAT o
. . Y /u

A'review of the totql ‘test dcfc shows fhct Sond;c will qualify for an EMR .

. .placement. Her performcnce at fhns time is in the lowef tén percentile of her peer-’

group in all of the facforlcl areas represenfed on the t7st mstrumenfs whlch were’

cdmmhfered/waese test ufstrumenfs included the rec/ephve and expressnve functions

for both the verbal cnd nonverbcl symbol systems. /

;o

Joe I

’

-~

-~
Is

|
¥ The data indicate that Joe's behcvuor mcy be cssumed to be an integrity.

1

rts of the tecchmg'/ staff and on the results of the

. Behavioral infegrify'is established at the time of\//
/ - .

both re‘Xerrcls: ages ldcnd 15.\ ) ! - . '
" ] . -
. ' \ 70, ‘ 7
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™~ : 7 Test-measured performance on the WISC.at age 10 estoblishecl a Verbal \

.

Scale deficit as viewed by interpersonol comparison. The composite score of the

¥ . \« . . . . N
Verbal Scale was in the second stanine. This second-stanine-range score placed
\ : 7

- Joe within the low ten" pe‘i'centile of his peer group. P _ - .

Comprehension ond Similarities were the Verbal Scale sub-tests of comparative

\

strength on an intrascale comparison. However, they are not unquollﬂed lntegrmes

| 4 . .
because they gre inthe lowest area of the avérage range. Therefore, no sub-test
of the Verbal Scale of the WISC may be consicered as an area of integrity on the basis -

of Joe's test—meosured ‘performance.

P . The test doto of the WISC, Toble 4, record all the Performance Scale sub=

| tests as oreos'~of:.integrify. All these sub-—tests are in or obove the overoge rcmge. : —

LY

~ Four of the five sub-tests of the Performonce Scole were in the top ten percentile

“of Joe's peer group norms. Coding was below the other four sub-tests to a significant -

- .o 1

.. degree. .,

\
The general area of directionality was identified as one of Joe's major .

<

probléms. This problem of directionality appeared to be the most serious in the

verbal symbol system tasks at age 10. " Difficulties were noted in the identification

~—

~

b of some of the lower case letters. E. g., difficulty was experienced in differentiating

the b and the d. Reversals were also observed.

R Auditory association-appeared to be a specific problem at age i0. Many of

" Joe's responses were word or phrase answers. These answers were not sufficient to

~“gam credit by the criteria of the WISC manual. Auditory association is seen as a part

<

of the total problem of directionality.:
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Codifig was the only sub-test on the Performance Sccle in which the direc-

tionality problem affected the test-measured performance at the 10-year.age level.

The test data of the W-B Il at age 15 aré préfiléd on Table 5.- The Verbal

Scale-in the third stanine identifies this as an area.of defi¢it when viewed by the

N

This composite score is in the low gﬁu_rtile of Joe's peer

~

_interpersonal comparison.
t

group norms. The Performance Scale score qualifies-this Scale as an*qrea of '

4

infegrif)).
Picture Completion and Picture Arrangément in the fifth stanine earned the

fowest scores on the Performance Scale. The ‘blvock design tasks and the Object

Assembly sub-test werz the areas earning the highest scores.
i

nce on this total assessment was

The major problem noted in Joe's perfor}
in the area of directionality. Sequerice and order-aji

problems. Order and sequence difficulties were obvious in the digit recall and in

the tasks of picture arrangement. The clinician observed a considerable degree of
. ' 7

’

difficclty in the Arithmetic tasks of thé Verbal Scale. Joe did not appear to be able

to master the transducing task required in solving these probléms. An arithmetic task

not associated with the W-B [i{was predented to Joe at a later interview. A left to

right orientation in the computatian of arithmetic problems caused him <\cvonsiderob|e
A . .

degree of trouble.

A comparativé summary of the interpretation of the performance on the WISC

and the W-B 1 indicates a considerable degrec of similarity. Problems of d(ectionol
~

ity were observed on both assessments. The problem of auditory association, although

at age 15, may still be considered(to be an

showing some measurable improvement
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area of comparative difficulty. The objective tusks, permitting a trial and error -

pattern of solution, were the most successful areas of performance on the tasks of

T

‘both the WISC and the W-B 1.

Prescription
Identification and interprefation having been complefed, préscription

for remediation is now required. Prescription should be associated with the specific

- areas of identified deficit, The interpretative process sh/ould‘offer information

. l
3 e
relative to the priorities and options to be selected in prescription.  *

*

Johnny -

i
S

Behavior was idenﬁfied as Jc;i'mny's major area of deficit. Therefore, the
prescription for remediatic;n should be behaviorally oriented. Johnny's prescription
should be written after a conference with his teacher. The specific ferrr.m of the pre~
scripiion are based on those needs which she views as being the most acute. A generol
prescription is presented. |

The prescription for remediation is limited to no more than two emphases at

one time. The initicl emphasis-should be on personal responsibility and on fask

e

orientation or task responsibility. Personal responsibility includes Johnny's acceptance

, :
- of the class assignments az a personal involvement. The corporate assignment to the

entire class is to be accepted as a personal assignment to each class member, i'n(clugh'ng
himself.
| Task orientation involves Johnny's acceptance of his responsibility to com-

plete the class ass\u\gnment. The specific terms of the task expectancies afe planned

.

73
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o

b d

( with the teacher; These terms are based on the needs ‘Which she views most urgent.
E.g.,0 qucnﬁtctiv.e emphasis for the task assignment may be the first 'pr'«'or'ity. The
qualitative ;mphEsis may be negotiated as Johnny's quantitative responses, improve ™.

- ‘ The process problems may be improved as a result of increased academic

involvement. Any specific areas of weakness noted by the teacher should be dealt

with individually. She may use pedcgogiccl techniques to effect improvement if the'

need suggests such a remedy She may | also make a referral for further assistance.

Such additional assistance is on a consultative basis and is provnded as the need arises.

Sonara .
Sondra's deficit was identified within the area of gerieral abilities as viewed

The scores of her test-measured performance

Y

on an inter ersonal conce t of com rison.
. P oneep

were cOnslstently within the low, ten percenh!e of her peer group norms. _Thereforz,

she qualified for placement in an EMR class.

o

A periodic evaluation of Sondra's performance is made on the basis of

an achievement assessment. Significant changes in dcademic achievement are reviewed

relative to needed changes in Sondra's academic placement.

a

Joe ) .
‘ Two prescriptions are considered for ;loe; The first prescription is relative to
the referral at 10 years of age. The second is pertinent to the referral at age 15.) .
Joe was identified as a boy experiencing speC|f|c leaming- problems in reodmg

*:\z‘
at the time of his first referral . No L-D classes were available at that time. However,

a prescriptive recommendation was made. The first recommendation was for a complete

(O - ,
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-

visual examination by a specialist in both visual acuity and in visual perception
problems. The second recommendation was for placemenf ina specnal readmg pro-~
gram. This reading program was individualized and was conducted: by.a gpeccal

reading teacher. The clinician r!i:etved no foHow-up relative to the fulfullmenf of
- 2

either recommendation.

Joe was again identified as.a boy experiencing L-D probléms on his referral
at age 15. No L-D placement was available at a secondary level. The prescription
at age 15 v;as direcfe;i toward specific remediation and toward program planning.
Tulorial assistance was prescribed as the technique for remediation.

' Planning for the remainder of Joe's educational program was also prescribed,
Conferences yiith Joe revealed his interest in pursuing c; vocational progrc;m for the
major portion of his remaining time.in public school . A choice-of vocational p'rogr"om;
was available to Joe for the next school year. This prescription suggested that Jo;

meet with his guidance counselor o plan a tentative vocational plan wufhm Joe's

major arzas of interest. Further involvement.by the clinician was cvaﬂcble on the

basis of referral or request.




CHAPTER Vi

SUMMARY AND (SONCLUSION\
An adequate education for all of our youth appears to be a major goal of
the American peopl‘e. C_ompulsory school attendance laws: have been used to-accom=
plish the inclusion of youth in the educational System. Assessment has been uhlfed
in an attempt to measure the performance of pupils.  Informal eva’luaﬁo'n is largely -
empirical and is generally based on the total performcmce of the pupil. Performance
includes participation in class activities, the quantity-and quahty of academic tasks,

.

and comparlson wnth the norms of classroom peers.

4

Formal evaiuahon is effected through the administration of a sfandard:zed ’
e
test instrument. Standardlzed test instryments have appeared to be of value in makmg
a general eshmate of academlc potential based on the concept of geneml abilities.
The general abilities value is based on.the composm ofa mulh-dlmensmnal test
battery and has been adeciuate for an estimate of the pupll s total performance.' A
typical assessment is'viewed ii{\,f;'elaﬁég to the composi't'e score. This composite score '
is of little assistance in-the dlagnosns of specific problemsdin learning. :
The Summarized Factorial Assessment Outline is presented-in an effort to |
obtain a degree of Speci_ficify in th; total assessment procg§§ An o.bservajn al
_ study of the pupil's behavior is included in the process. This behavioral study is the

~

> clinician's initial contact with the pupil. The emphasis on specifics is extended to

67
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the test instrument per se. This factor of specifics is gained through the utilization of
the test-measured data provided by the individual sub-tests of the test instrument.

Perfoujmance within the varied primary factor areas is represerited by these sub-test

.

scores.
The classificatory outline of the SFAQ presents a format for the basic

educational expectations at both the elementary and the secondary levels. The

receptive and the expressive tasks of the symbol systems provide a broad coverage

»

of tasks in'the varied academic areas. These functions:in the basicsynibql systems

are fur)damental in all areas of coding, recording, and communicating of knowledge
and information. The identification of the factorial areas of integrity and of deficit

offer a specificity which is not available when a major reliance is placed on the

composite score of the total test battery.

5

The Summarized étutisticul Profile Chart pérmit_s th; fest data to be studied
by both ﬂ;e interpersonal ar;d the intrapersonal concepts of compcr%son . This gu;uphic
éresentation is Both viable and visible. The s'taninel‘range of the SéPC prese;ts a
statistically consisfent format for 4he compcllrativ,e study of the pupil's myégred :

achievement. The SSPC is versatile and can be used in a number of additional

applications. One such application is effecting a Iongitgdi'na\ study of the pupil with.

»
-~

specific learning problems. Progress in remediation can be readily observed and measured

by such a graphic presentation on the SSPC.

Liad
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bl
. ' Conclusion - - T
i Lonclusion .
The Summarized Factorial Assessment Outline is presented as a st(ucturew:
which can be used by the clinician with any of the present standardized assessn)eht

i - " “ 4 + . i.
instruments. No new test per.se is either neccessary or recommengded at this, time.

The introduction of this-strdctural format does not suggest the ultimate in

° v

- assessment and in the treatment of test' data. However, this structural outlineé is an

initial effort to organize the available test data into a consistent format for specifi-

city provided in the factorial areas of the test instruments. [t also provides for'an

.y - W
Yt .

increased clarity in the process of identification, -interpretation, and prescription

. Y
for remediation. Many adequate assessment instruments are available. Both single-

factored and -multi-dimensional tests are represented among these adequate ‘instruments.
I .
The total SFAO is adaptable to this br_oadﬂ range of tests. The SSPC can also be used
for any of the test data. This total program is believed to be a viable presentation
- . - s $4

of data which aré. readily available and which will make assessment more meaningful

and of more practical use to the teaching. staff.

s gy ¥P
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' ‘ '{\“GLOSfSARY\ OF UNIQUE TERMS -

Auditd;z:‘ a broa:d-definitic;; to,in¢l

Deficit: a specific sub-test or fac
range of the peer:group norms.
. concept of comparison. -

e @

f

- - hr'
. Expréssive finctio

.

7 Input: the receptive function. Inp

range relative fo

Adequacy in performance: a test-\neas&\:red
~average in terms of peer group norms.
|

S ) < s . e T \"L -"J"’“‘“ » (3
Directionality: a broad area including direction p
e relative to the self, right to left orientation,

T observed in oral and graphic commynicat |
and is used.with both the verbal and the nonverbal symbols.

. * 1 - .
. function relative to experience; in
. process by which thei young child accumulates and stores learing and always

~precedes ou fﬁﬁt"(th'e"xexpi'essive%fq nction) - —
S Ol

. . f.
o \' Interpersonal concept of compa}éon:f the: ijro’c

performance which is in or above the.

ude| hearing.and oral communication..

t’,orfgl\arec which ‘is scored below the uverage

This definition is based'on the interpersonal /-

er se, direction and lgcation
and- the areas of sequerice arid order.

hs the-overt expression of the person. This expressive function is

jon within the broadest interpretation

ut ic[x# conveys the idea of.an accumulating
ormation, and knowledge. Input is the

. ; : . ' . ‘. '/‘ -
- Integrity: an area of test-measured 'adequ?cy in the averdge or in the above-average

* | he performance norms of the peer group. ’
* : - i .

s of evaluating the test-measured

performance of a pupi

percentile.or a stanine range,

¢ \
-
' t
- "

- \ - Performance. ' o

comparison. locdtes the position'of the|pup

" Interscale: the relation between the sub-t

[refafive;to thejpeer group norms. This interpersonal

ilina statisﬁca}/hontinuum,' suchas a
in terms of his peer group..norms.

ésts of two scales, e. g.; Verbal and

1 o .

\
|
!

1 .
. . I

7

Y NS S -.-«-,-w-q“
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Process, the factor of: the basic ¢oncepts of formal learning l,‘os they are progressively

Single=dimensional test instryments:

Intrapersonal concept of comparison: the evaluating and the comparing of the test-
measured rosults of one pupil's test performance in the varied factorial areas
of the test administered. The variation in|the factorial or sub-test areas is the
major £ocus of this intrapersonal -concept of test performance comparison.

/

' N ’ \ . kS
Intrascale: the relation of sub=tests within the same scale, e. g., Verbal or‘Peffdrmnc'e'-/
—————— . / A . !

: j . \ ,
Lateral dominance or laterality: the horizonfal movement ina right to left orienfaNon
pattern. . ! :

Motor modality or.motor activity: the motor gctivity or movement or expression: of

the pérson. Motor activities include.use of the large and small muscles and
coordinated movement, such as

hand-eye activities. - Co
Multi-dimensional test instruments:

e tests comprised of sub-tests or of task~ite
areas whic.h'represent a series of tasks within one factorial area. Thorndike/s
primary abilities and the sub-tests of instruments such.as the WISC, the ITPA
or the WRAT illustrates the multi-dimensidnal format of tests.

b .

N

Nonverbal symbols:. the numerals and géometric forms in the broadest definifion from
the straight ho,’izonfdl line to intricate design. '

: - o
..

Oral usage experiment on the WRAT: an exercise in the practical use of a stimulus
‘ word takgn from the reading sub-test of the WRAT.

: | ". » ' . . " ' . '
Output: the expressive functidns preceded by input. Output may be expressed with
—either the verbal or the nonverbal symbol systems. |
) . 5 . . N .
Peer group: <i: group of persons based'upo’n some factor of ho\;nogeneity. This homogeneity- /
is most often basedwpon the chronological age factor,

but may also be based
upon theiage equivalency or the grade equivalency fact

. I
B .

ors.
Y

\

developed throughout the child's academic experience.

Receptive function: fhe input or receiving of the varied for[ms of the person’s experiences.
TRe receptive function is operative in both of the symboﬂ

: systems and in all of the
modalities. The receptive function is the first function: tilized by the child\in
the learning process. ‘

!

|

|

the tests which presen‘trc‘g ly one basic factorial
arca. The Poabody Picture Vocabulary Test is a verbal- symbol test which is
basically receptive in ifs functien through the totalityof

}the_ test administration,
] :

/
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’ Tactilé: a modchty which relates to the sense of feel and touch. The tracing of the
Tétters of a word on the, chalkbodrd is an example of a tactile task within the
I's 3 %
, gxpre55|ve fuhction. & ';%Zr ! o ;

‘/(» x

Verbal symbol gystem: the w1de“rcnge; from |nng|du6| letters' to con’wpl;qx -Woyd,~formtims.

4 ., } ‘3; l N .
\/is‘i)cl modality: ﬂ{e receptlvg,}funqhon of the seelng or the viewing experlence. .
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: PEUAVIORAL OBSERVATION CHANT - . . ° / . .
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.Behavioral Interaction and Task Expectancy

Pupil Behavior

» //

v  Appro-—appropriate behdvior is dssumed when the pupil is attentive, is involved in,
class participation, or is engaged in the assigned tasks.
. —~ * . ) P ! . . -
Inapp=~inappropriate behavior such as indttention or being involved-in personal
nonucademic activities, e. g., playing with a favorite toy.
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Aggr--agg (}ss.ive behaviof is some form of forceful behavior - .
o\ P :

P& P--interferepcé with the person-or prog\i/rty of another, €."g., the physical
’ touching of another or disturbance of7t ers, including verbal interference.

\

. /
//l B

HE ] // ) N . Teacher Respgnse .

. ighort+--ignofing the b’ehcvi'or as if the fecéc her
: ,

’.’ Nc()R’es,--ac'rioxn‘ by the tecch\er which: inforris the pupil that she is aware of the

cctivity,‘\'but no direct response.is made.

v o
{ : j

. [ Attent--a positive response by the teacher in which\she conveys acknowledgment

) -, and acceptance of the person. - i ' .

- ' ]

-

3
]

3
2 .
X

Task Expectancies

fie - j . N \ . ..
material or ,dlrepted class ‘Kscusswnc

- TchDir--a presen\fction of new

»

[
. R | . - !
ClsDir-~small group or committee work. . | /

IndAct--ind‘vidudl activity-of the pupil v}rhether it is assigned by the teachertor ‘
3 . ff‘{ree:t’ime*cc‘ri\{ity chosen by the pupfi_l.", 4 e

N f ) Observing Behavior

- éach‘ f the six minu

i
\
!
{

te sections of the BOC_is—cﬁvide

d into fout 15-second
~ segments. The"‘\’pupil's behavior for the first 5 seconds~de'termiLes.be_hdvior credited
1 o " fot that specific 15-second segment. The marking of each segTent is made with a
/: | . . \ . . B . . i
.{ -

vertical line (I )'bi'n the segment box.

The task expectémcy establishes the criteria by which \he pupil's behavior

) ) s evaluated. The dominant behavior of the first 5 seconds must
L ‘

be credited for eaqh

consecutive 15-second segment.
. ;

J . .

—
e s e
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j‘ The teacher response should be scored-for ‘éach segment-in-which the ignor,. -

the Attent or the Atten— rows are marked. NoRes rows are-marked in a continuous

»

fashion and are cssumed to continue until ancther behavior is involved.

-
i

The task expectancy isalsoa conhnumg factor’ |tem. The initial segment
v

- b

is sufficient until the expectcncy is changed, Thls ‘continuing factor in the task -
-7 - t

expectancy, as well as in the NoRes item above, is used as an efficiency measure,

. tu
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APPENDIX D
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SMMMARIZED STATISTICAL PROYILE CHARY ',(r ]
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* Specific iten tests and/or s\E-tcsts other than multi-dinénsional :
- psychologfcal. tests may be cn ercd in these vertical columase .
’ The name of the test or sub-test is inserted in the vertical column in the -

| space at the top of the profile (*).

The test-measured score is marked in the appropriate line of the stanine

riance within o stanine range may be approximated.
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of the fifth stanine. A percentile of 50 is marked in the'center, andithe 59 percentile.

score is marked at.the top of the fifth stanine segment.

.
-

%

- N e ey




 APPENDIX E
\

OMDE~AOE BQUIVALENCY TABLES
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N 5131415k |78

‘56| s1]58Y)59 5-10 5:11 6-6\ 61 |62)63 .

N

et |67 |68} 697 610 &n1} 7-0 N 7.2 | 1 .

1.6 | 21| 18| 19 | 7-10) 7-m} 80§ 8- be2 | 6y

‘8.6 | 8-7 | 8-8] 89| 810 g1} 9.0 9 9-2\ 93

9.6 | 9-1 | 9-8] 9-9 | 910} 9-mj10-0 100 [10-2 {10}

1126 J11-7 [11-8 f11-9 n-ropn-n 12.0 1221 |22 {pe-3 \

12-6 [12-7 12.8 |12-9 }12-10 12.11}13-0 ] 131 13.2 }13-3 \

13-6 |13-7 13-8 113-9 1?—10 13411 140 | k-1 1!1-2’ 1h-3 \
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& |
- 5 106 |10-7 {10-8 |10=9 [10-Tqga0-11|11-0 na -2 |13 N

b

»

8

q

16 {1k’ 14-8 |1L-9 {1410 1u=11f15-0 } 151 15-2 15-3 \

The data of this table are from a study which was done by the writer. Two,

v ~,

Y'mdergarten classes for the years 1963-1964 and 1964-1965 were used. All birthdates
were calculated tohﬂ;\g’ day after Labdt Day—-the traditional first day of school.
This study was replicated in 1971-1972 with the second and the fifth grades.

The age equivalency on both cases was identical within hundredths of a month.
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