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. continue to be one of working with teachers to facilitate

s . . |3 o
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The recent and significant revisions in public poli¢y on the education of handicapped students are
reflected in the in{ent and provisions of Ppblic Law 94-142. Implicit in the Law is the need for profound
change in the roles, trainirig,”and ‘retraining of-all public school personnel, especially teashers and
school psycho)ogists."who are directly involved in the placement and educational programming of all
pupils with any dégree of handicap. Since school psychology-is 4 basicresource for all educators, the
National School.Psychology Insérvice Training Network”has ‘been engaged in the development of
inservice training materials designed expressly for the purpose of providing training to practicing
school psythologists in the use of ingtovative assessment protedures that will enable them to assist the
schools and. special and regular educationteachers to comply with the provisions of PL 94-142, The
Network, funded by the U.S. Office of Special Education, -has worked for the past two years as a

. temporary systetn in support of the standing structures relevant to the profession of school psychology

(i.e., State School Psychology Consultantg, the National Association of School Psychologists, the

. School Psychology Division of the American Psychological Association, the Council of Directors of

School Psychology Progtams, State.and Local School Ps chology Associations). .
Broadly speaking, .the.primary résponsibility of school psgechologists always has been and-will
arning by children. In meeting this

_.responsibility, school psychologists bring to education a rich background in the theory -and

_ the trem

Q
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applications of psychology, from the principlesderived in experimental laboratories to those derived in
clinical settings. Indeed, school psychology is in some sense responsible and accountable for making
the principles of educational psychology, developmental psychology, clinical psychology, and general
psychology available to schook personnel‘in order to enhance children's learning. Throughout this
inodule, school psychology i€ conceptualized within this broad context. _ \
School psychologists have fiad and will continue to haye considerable responsibility for.the
psychoeducational decisions that affect the placement and programming of handicapped children.
Currentlygapproximately 12,000 school psychologjsts are employed in the nation's schools. Because of )
dous diversity in the nature and level of training which has been available to them, they
demonstrate considerable variance in competency for the functions they are required to carry out under
P.L..'94-142. The knowledge base exists to ensure*their competency to comply with legislative

" ‘mandates; to date, however, no s%stema,tic national effort had been made to assure that handicapped

children are served by highly conjpeten’ school psychologists. ’ : ,
* The variance in competency displayed by school psychologists indicates the lack of a consistent
conception of their role and, thus, of preparatign. This module, and others prepared by the Network,
represent an initial effort to provide a néedeﬁra’irﬁng resource. :

Special appreciation is extended to the mady
guidance of the Network and in advising us in our efforts along the way. Many school psychologists
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¢ Introduction. -~

Hchool psychologists are professionals with intensive
training in psychology and extensiVe-training-and experi-
ences in education who are committed to providing quallly
. psychoeducationgl sertices to students. As prefessionals in
the schools. school psychologlsts can be expected'to provide
one-of-a-kind *sservices based on their knowledge of
mdnvndual differences and therecognition that each student

or paxrs of school psychologists in rural or remote areas who
do not. have (ﬂequent' access to continuing education
opportunmes

In any instructional formdl it 1Qslr0n ly encouraged that
participants complete thes pre- and posttests.and all tasks
and simulations. Although knowledge about hbw to procged

_is important, knowledge put inde constructive. achons isa
more powerful topl to build strong, defenslble and effectlve _

is,unique. This awarenes$ that no two students are alike has -
g,urded school psychologlsts in selecting asseéssmenttools .

and interveniion techniques geared to, each child’s unique
situation.

‘The confidence of’school psychologists in their ability to
provide quality services, particularly " with ‘respect to
mingrity. -group childrens has been shaken recently by
allegations, judicial decisions, state and federal mandates
and other, challgnges to their effectiveness. The commifment
of most school ﬁ:ychol‘ugisls to provide appropriate services
to students has not been weakened. However, some
confusion has arisen over how to work with children and
p.lrents who come from different sociccultural andracial
ethnic groups.

This module. Nonbiased Assessment has been preparedm’

an attempt to answer some ,of-the questions about assessing
minority group children that have surfaged from the
confusion. Jts content was speécified by practicing school
psycholngstq and approved by directors of school psycho-
logical and specxal education servicés from some of our
nation's largest school districts. [t fepresents an approach to
nonbiased assessment -that. we believg allows the school
psychologist to best meet the 'needs of individual students
while.also staying within-the guidelines of federal and state
-regulations. Just as eaclrchild we evaluate is unique, so.is
each school district, school, and school psychologist.
Therefore, ideas and materials contained here willhave to be

ddapled to different situations. . . .

Orgamzahon of the Module

The Nonbiased Assessment .module contains seven

sections that provide information dn-various issues which.

are relevant to the construction*df nonblased programs in
school systems. In each section, in.addition to the discussion
of the topic, are a table of contents, a list of objectives for the
workshop participant or reader, a prétest, simulations, and

.an_ annotated bibliography of recommended readings. In

.

~

Q

some .settions a posttest also provided. In others the
pretest may also serve i a posttest. Within the narrative
‘text of each ‘séction are several short tasks or questions
“which allow the participant to assess his or her
understdndlng of the material as it is dlscusspd .

/

o~ Use of the Materials

The materxals n the Nonbiased Assessment Moaule lend
themselves to a variety of instructional formats. Because the
m%Terials were designed for the purpose of contlnumg the
education of practicing school psychologists, it is assumed
that most users of these materials will receive training
‘through a ~workshop format..
. presented in one'workshop, a two- or three-day session will
be required. However, each of the sections is self-contained
and can be presented separately in two or three hours
depefiding on the section. Since some sghool districts, are
unable to set aside a 2 to 3 day- period of time at onck for
inservice, the module can be presented in a series of half-day
workshops throughout thé.school year.

In field testing this module we found that participants

appreciated tHe workshop format because it allowed a_

sharing of ideas among several people. However, materials
also be used for team self-instraction or individual self-
ms{ruchpn Thns may bets pecnal]y ‘productive forindividual

RIC . - .
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If all seven sections are’

‘should be §

nonblased assessment practices. '

Suggestmns to Workshop Jresentery

) A lhorough acquaintance with the Nonbiased Assessment
maferials is a must for the potential workshop presenter.,Jn
order to make the ‘workshop as relevany und timely as
possible to the Jparticipants, it .is also crucial that the
presenter know the needs of the audience to help in
scheduling the workshadp, Oulllﬂlﬂ[., areas of emphasis, and
making ,simulations as %

elpful ‘as posslble The following -

suggestion are offered as guidelines in preparlrng a
workshop/on nonbiased asses sn}ent . s
~

Scheduling &

‘The workshop- presenler will, of course, meed to choose a
schedule whlch will best fit the needs-of the participants. In
some cises' a weekend wbrkihwtyp}whnch dovers all -the

materials may ‘be feasible. In other‘cases practicing school
psychologists may find it more convepient to attendFseTies
of shorter sessions throughout the school year. This second
option has the advantage of allowing participants.to try out
néw skills and bring back questions and feedback*to later
sessions. In any case familiarity with the” workshop
materials, inservice -neéds ‘of’ participants, and time
constraints is necessary before scheduling sessions.

Potential Aumence P . )
In most casés. the presenter snudlence wnl(’e i)racticing

school psychologists.,

Module feed not be limited to school psychologists,

Use of the Nonbiased Assessment -

however. Special education personnel other school diagnos- -

tic staff, and -administrators may -also -benefit from

‘knowledge in this area. Ingach different case the materials

could be eagily adapted.
In field testing these materials we found that school
psychologists rated sections as more -or less valuable

depending on their level of expertise in each section’s subject .

matter. Therefore, a highl?sophjsticnted audiénce may need

less emphasis' -on cértain sections, whereas a less
knowledgeable group may requxre equal emphasis- on all

sections. If the participants are given the materials to read -

ahead of time, discussion can be more focused; therefore,
presenters are encouraged to send materials to participants
in advance. The notebook format of-the Module allows the
workshop leader to pull out posttests and simulations and
reserve these for dissemination at the workshop Pretests
to® participants ahead of time so a self-
assesSmgnt can be completed - T
- *

“Use of Simulations,

Becayse bjas canoccuratan individual anda system-wide
level, simulations are“designed-to deal with both leve
these sNnulations to be- most effective, participanfs will
want to examire bias in their own prachces and in the
policies of their 'school district. If & leader is presentmg a
workshop in his oF, her own school district, he or she may

°

. For .

want to alter simulation’exercises to deal specxhcally with .
the pOllClES of the district. If participants represent several .

districts, the presenter may wan! to use the general
simulations provided. Simulations may ulso be modified to
focug on a-particular minerfTy population if this is more
relevant#o-n’parhcul'ar area of the country.

For some simulations, participants'may need to provide
information on individu

_district practices., When materials are ‘sent out prior to the

iv

&
< . -

al“cases as well as infopmation on*

%
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workshop, participants should be asked to br;ng whatever
informgtion may be necessary to participate in simulations;

-unless the workshop presenter- chooses to provxde it, Th}s

intludes: . .

1. Information- on the racial/cultural composmon of the

school population and the specxal educanon yopulahon in

the §chool district. .
"2. A copy of the state rules and regulations for specxal

'educatmn placement, including state and/or district defini-

s, of mental retardation, emonohal\dlsturbance. and
learmng disability. . .

3. Information on a recent case in w‘nch agunonty child

was_placed in a program for the mentally retarded;‘the
emo?mmlly disturbed.

4. Information on the district’s language evaluation
procedures &ind data’on the language charactenstlcs of the
school population. .

Otlfer information may also be needed ‘and the workshop
presdnter should determine what else is necessary by

careflilly reading the simulations provxded

Finylly,it-is impprtant that the presenter and pamclpants
be awhire that the mformahon,@ the Nornbiased Assessment
Module will need to be supplemented and updated asfcourt
cases gre settled, new legislation is iniroduced; and other
inforrn}ation and techniques become available. '
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Objectives for Nonblased Assessment Basic Consnderatlons

P

The t'ollowmg const1tute the: ob1ect|ves of this sectjon’of the module and are at the :\nowledge level

" ® To know the’ varxous components of a good diagnostic- |ntervent|on program.

* e To recognize the .roles and influences ot' varxous\persons in the success of dlagHOSllC intervention

act1v1t1es . : : Lo 5. . .

o To 1dent1t'y areas prior to, during, and t'ollowmg assessment where bias may occur.
© To understand the principal features of the five major conceptual models -

o To understand the t'unctlons of: reliability, validity, and norms.

i
The following constitute ob1ect|ves at the application level

. To propose the. deveJopment of a diagnostic- mterventlon program that considers the four ma]or features.

‘e To characterize minority children for whom psychologlcal tests may be valid and mvahd
* To descrlbe the major feafures™of a nonbiased assessment program for your school system.

-- o To, 1dent|l'y the. strengths, weaknesses, and appllcabxl,xty of the medical, sociol ogical, psychologlcal

‘ educational task analysxs and pluralistic assessment models.

With respect to your. school system’s current diagnostic-intervention policies, the goals include the

following:

’

e 1dentifying possible sources ol' bias in each activity. . o .
" Setting priorities for those areas in need of the greatgst attention.
¢ Identifying areas over which you have some control.

. . k3

. PRETEST" - - e .

".The following items are mtended to-assess your understandmg of‘basm aspects of nonbiased assessment The t'lrst

13 are short answer items, the remamder. True-False items. The answers are given in the key..

1. Identify two factors assoolated w1th a child which may be, related to a teacher’s R
s (a) referring a child unnecessarnly t'or assessment; - I T
(b) failure to refer a child t'or assessmem when it is needed ; . .
o - ; .

) i
2. Identify t'our methods (other.than IQ testmg] that mlght prov1de usefulinformation in a nonbiased assessment,./ -

t : “ . . . > ,
3. Del'tne re‘lxablllty and vahdlty o T . ‘.

. {

4. Define the term “norms” and list three norms agamg‘,t ‘which a chxld mlght be evaluated other than national

norms. . ‘
) \ R, . . .
§. List two factors, likely to increase the probability of successfu] interventions.,  *

"

1

6. Qi_te twd*ways in which administrators may impede the development of special service programs,

. - : . ‘ X « . o N .
7. List the major components of a Well-designed diagnostlc-mterventlon program.

8. Name two ways in which parentf:ermlssxveness may be detrlmental to a c‘hlld s edUCl]llOHill succe

1 L.

9. Define “test-wiseness” and list four of its components. -,

- : - ) L
10. List three factors mtrmslc to the ch1ld [unrelated to intelligence} which might affect the outcomer of a

« standardized test.

. )
- : »

12.,ldentlfy two factors whxch mxght prompt a psychologlst to reduce alleglance to his/her clleht

.

In front of the next 14 I;ems place aTif you think the statement is true, F is you think the statement is

t'alse , . . C. .
. . . -

.dealing with. .

———— 2._Follow-up evnluattons usually are one of the strongest features of a school's diagnostic-intervention
&+ .

o

~11. Cite l'our aspects ot'achlldsappearance which mnghtbxasateachersorpsychologxstsettntude t/wardthe child.

1. No test is mherently biased un'les_s,_its standardization sample did not include the specific client you are

] activilieg: . . . " o
——— 3. Though funding is im;’»qyttmh it has liftle impact on the quality of nonbiased. diagnostic-intervention
teshhiques. - -, ? oy » . : . !
. . . - - L ' ’ e : a )
d ! . . ',
o . \ 1 i : :
B L et Y , Y . L o

-

.
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. o .
. / ] 0 '
— 4. PL 94-142 has had far- reachmg effects Q:flschool pOll[‘lES generally but has not afferted nonbiased, +
assessment. - ) , .
— 5. Inawell-designed diagnostic- lntervp‘ntlou program, achild's medxcal hlstory isimportantonly when we °
B have evidence that the ghild has b@en physxcally abused. SR . “r :
——— 6. A child’s parents always can bt counted on to do what’ s best for the child. ’ -
. v . - 'y .,
. " 7. Schools with a highly trang{ent stident- populatlon cannot provide a quality educatlon ’ '
' 8. Child-screening methods s ary considerably among school districts but the percentag,e of chnldren found =~ ¢

eligible for special services tends to be fairly stable. : ‘

9. The WISC-R remains the best technigue for an accurate, nonblased aQse5sment

©

10. Knowing the reliability of our data source is not necessary in nonbiased’assessment when we are us1ng
crlterlon referenced assessment techmques

e

child w? are testing is multlllngual . . <

,

12. Cultural differences, play a slgnlflcant role in assessment except where Engllsh is the natxve langyage.

13. It is acceptable to test a Spam_sh speaking child in English when a blllngual education proggam is not -
available. : - . - v

— 11. Itis permnssnble to modify standardization procedures on an individual test if we have e;vndence that the .

14. Bilingoalism'may mask other p'rcblems such as speech difficulty. - *
e N .

* A Diagnostic:Intervention Process: The Components ; ; i C ‘ '

) h X ’ . ' tions (C). which are developed as an extension of -the -
The starting point for an'appropriate nonbiased assess- . sssessment information and which are likely to have a '
ment is adoption of a good diagnostic-intervention model.  pepeficial impact (D). Tne more our diagnostic-intervention §

Most school psychologists follow assessnfent forfiats which  odel uses all four components (ABCD), the more likely it is
include what they beliave to be the necessary components of to contribute to a quality_nonbiased program. 1

,the process; however their models may not be formally, Given:this broad diagnostic-intetvention model aga guide,” ,
stated. Cromwell, Blashfiéld and Strauss (1975) provide a more specific personal and adminislrative components of ¢

formal diagnostic intervention> model which helps to 4y, work can be examlned for poas‘blﬂ sources of bias.
- conceptualize a realistic and vialbrle approach for acquiring :

1nf0rm,1t10n that.is important to understanding children and . — . —%’ - 5
for using this information to develop successful interven- . . Tosk 1 I
tions. It provides a good framework for our dis¢ussion of - =" fb‘e‘fxne n.o-n-l;lu:ek(lﬂnssessmont in your (;wn words  *
nonbiased assessment. : : B

The discussion of this dn;,nostnr intervention model is. _ : J — '
limited here toits first four componepts labeled {A), (B). (C). A quality assessment program can be judged®dn the badis

and (D). The (A) and (B) components compriéd) the of whether it provides the best available assessment models * +*
. information-gathering and diagnostic side of the process. ;pq techniques.-A quality nonbiased assessment program
The first component (A) is the acquisition of historicol can he judged on the basit of whether it provides a quallly
information to help identify and understand important dssessment program that eliminatés, minimizes, or, at“least, -
antecedent events in the child's life. The second component récognizes the presence of ,biasing conditions.. Bias. is
(B) involves collecting information that describes the child's apparent from predilections’ and procedures tha prevent or Q
current characteristics and those of the environment., _ - obscure either (a) the ful and ‘accurate appraisal of
An adequate assessment model does not stop with conditions impeding a child's.normal devélopment or (b) the |
information gathering, hgwever. The third component (C) e of. informatidn to heip maximize a child's developmént.

focuses on intervontions—They can include any proggss over .
which we have control. Interventions are developéd usmg/ Biasing” Factors -

information gathered from components (A) or (B]/or'both There are m. ny aspects of the diagnostic- 1nter“ve\non
The fourth compohent (D) estimates the succéss of the Processand t'~ people involved that canbmqtheussessmv;}tt \
intervention, or the prognosis, given the-ififormation in (A) - Procedure. Chaucteristics’of the parents, the child and the \
and (B). ) /,// examiner, the adequacy nf/ourtechnnques.and schuolsyste{n
*+ Less.complete diagnostic-intervention strategies often are policies- and procedures”are discussed here as possible’
used. Some strategies;for example, ABC, AC, and BC, are. . biasing factors. - ;
experlmentzﬂ and” should be used cautmusly. they base  Parental Infiuences . 5 : ,
interventions on histofical and/or current information but f“(‘ludlng parents as parthlpantS in the diagnostic
do not acknowledge the possible effects of the interventions. intervenjion process assumes that they will become actlve‘
Progress must be monitored closely when one works with  contributors. Most parents are eager to see their children get
these strategies to insure that the interventions are working  needed services, and theis presence tends to havea beneficial .
“effectively. ' influence. Unfortunately, others“may be unwilling or unable g
. ABD, AD, and BD diagnostic-intervention strategies arc o take an active.role or may exert _their influence in ¢
unsatigfactory because they do not provide for specific  detrimental ways. -
interventions. The pl‘OgﬂOSlS for a 10- -year- -old child with a ]nadequntely Informed Parents Some - parents_may not /
history’ of nacademic problems, truanicy, and current ‘have the information necessety to help make appropriate
disruptive classrdom behavidr- problems is made without decisions for their children. Somie may. know a Monday night
describing the possible medical, social, PSyChﬂlOgl/’ll or  T.V.schedule better than they know’their children’s school -
educational interventions which may be helpful. and after-schoolschedule. Others are caught up in the “‘Me”
Thus, the preferred model assesses historical (A) and _-generation and lack a sense of dedication tq their children. ‘
-.currént (B) condmons and provxdes for specific interven- Some ate unable to make objective, .mt(gllgent decisjons

EMC ~ . “‘. 2 4 12 \ ae ot ‘ ) Ce .

. M ]



E

-

regarding their children's welfare; are uncooperative,
apprehensive, and afraid of the schiool; and may not have

time or know how to help. These conditiong may prevent or

obscure the full and accurate appraisal of a child's needs.
The biasing role of parents who are unwilling to become

adequately informed about their children’s schoolmg may be

difficult to overcome. Fortunately, however, in most cases

- parents are quite willing and will appreciate the school's
efforts to provide them with information.and, in turn, elicit’

from them ideas about their children’s peeds. ' -
Inconsistent Home and Schoel Values. Children have a a

right to education and’ society correctly expects this right to

be exercibed. Althdugh the vast majority of parents highly

- value education, theactloni of some are not consistent with -
~allowing the schad! to b

fully effective. Fo¥ example,
parents may ericourage children to remain at home or o take

_a part-time job that escalates into full-time. Families may

move frequently; dlsruptmé children’s educational, social,
and emotional development! Schools that experience a 100%

.student'turnover rate yearly are not able to provide quality

educational programs nor to use acquired inféormation to
help maximize a child's deyelopment -

Unproductive Communication Systems. The communjca-

tion system between'the school and:the child'sfamily may be

~inadequate. .Schools often use legalistic and educational
- terminology when theyy comimunicate with parents, perhags
“in an ajtempt to comply with legal requirements. Howe ver,
. many parents often do not understand what is being said or

" implied and they feel confused and iielpless. When asked to

Q

. who -experienced

. affirm school recommendations for their children’'s educa-

txon.Lthey may not comprehend the request fully. Such
.experiences may discourdge them from attending’ other

school meetings.

: These problems are compounded when a parent’s English
proficiency is limited. Some parents who are not native
English speakers acquire enough English to show survival

educational termi

Many minority parents of today were yesterday s childten
the inequities and ~inadequacies of
educdtional programs which PL 94-142 has soughit—to

- skills yet they %rasp the nuances and complexities of
l

- remedy. As children, some of these parénts were placed in

low-ability classrooms or were labeled inferior or deviant
because of cultural and language differences. These early
experiences may color their current attitudes toward
schooling. For'such parents school personnel mufst exercise
skillful and empathic efforts to help them to perceive their
children's educational experiences in a different light.

These and other parental influences may 1mpede a
nondxscrnmmatory program.

Task 2

Suggest ways tha: a school system may acquire needed
family mermthOand support, given obstructive. parents

Child Characteristics

Languase Children's ability to understand and communi- - -
cate in English is very lmportant School success dependsin -

‘part on being4ble to understaind, speak, read, and write
English. Thus '\‘dls important to know children's English
proficiency in order to judge yWhether their language skills
are sufficiently dav loped fo ensable them to ‘perform
adequately on tests dnventional tests that require a high
level of English proficiency cannot be used with children
whose English language skills are poorly developed. Paucity
of language may signal a general language deficiency or a
language difference owmg to either an exposure to

“
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.' nonstandard dialects or exclusive knowledge of a language

other than English.

The tests used in schd'ols generally are not intended to
assess language skills directly but to use language as a
means of assessing lntellxgence. achievement, personallty.
and other characteristics. Conventiorial assessment tech- -
niques ‘often must be altered when we work with children
with language-differences so that we can eliminate biases

-arising from language and develop valid profiles of their

academic, intellectual, personality, and social character-

istics. [See section of module'by Matluck & Mace-Matluck

for a detailed discussionof language characteristics and non-
biased assessment.)

Test Wiseness. We administer tests to chxldren with the
presumption that they already have acquired certain
requisite abilities and attitudes. For example, wg assume
that they understand directions (which may include
concepts such as right, left, up, down, same, and different),
that they consider all possible responses before choosing the
corr:ci one, that they work on one item ata time and are not
distracted by other items, and thdt:they are involved and
attentive during the entire test. These and other abilities.
(Oakland, 1972) constitute basic test-taking skills. A lack of

“test-wiseness contributes to bias. Thus, we must insure that

children have prerequisite test-taking skills.

Motivation and Anxiety. Adequate test petformance
requires that children be properly motivated (Havighurst,
1970). Results from aptitude and achkievement tests are valid
only when children are performing at their very best. Too
often children randomly select answers on a multiple choice
test, fail to cooperate, and show their lack of motivation in
other ways. Other children may be extremely anxious and

. unable to concentrate and attend to the test.-A nonbiased -

assessment program must take into account the attitudinal
characteristics of children to insure that they are properly
motivated.

Cultural Différences. Children often come from restricted
or different physical and cultural settings where the
opportunities for growth and development differ signifi- -

"cantly from those available to most children (Cole & Brunner,

1971; Newland, 1973). These differences .may be seen in
child-rearing practices, expectations and aspirations, lan-
guage exp‘erlences informal and formal learning experi-
ences, and othér~elements of adculturation patterns. The
acculturation patterﬁaf\mmorlty group children and
children from' lower socio- esonomic homes may be

. ‘sxgmfxcantly different from the patterns of children who are
“included in a test's standardization sample. Confidence in

using a test decreases when-a child’sacculturation-patterns
differ significantly from the patterns which are - étrmally :
provided for other chxldren

Youngsters do_not significantly differ from each other

“solely by virtue of mlnorlty or lower socio-economic group

&ffiliation. The decisfon on whether a child’s acculturation
patterns are similar to those of other children who "are
included in a test’s standardization sample can be made for

i"’each child individually only after thorough knowledge is
~obtained of each child’s background and of the test's

standardization sample. (See section by Henderson in this
module for a discussion of sociocutural determmants of
behavmr] - _ . :

: 2

Tesk 3:

Briefly describe two black chtldren you may have worked
with, one with whom the WISC-R can be used and one with
whom the WISC-R cannot be used.

L)
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Expectations.-A person’s behavior tends to move toward
the expectations for him/her which other people hold. When
we expect-people to be well behaved and we communicate.
these expectations to them, the prevalence of géod behavior
increases. Children tend to adopt and accept the expecta:
tions which their peers.family, and teachérs communicate to

superficially and_ mechanically,” are poorly prepared . in
psychoeducationafl child clinical, and behavioral assess-
ment (see section of this moduleby Tombari for a discussion
of  behavioral assessments for emotionally disturbed
students), and generally have not kept up with the

- advancements made in the field of appraisal. Other

them. Knowing:those expectations.for a child-enables us to . psychologists considér their full-time job to begin after .

appraise his or her future more accurately and alter_our -

intefpretations of the assessment data. A child who expects
to fail on tests will underperform on thet. Thus, low .
expectations- can add to our bias and exacerbate other
problems. '

Task 4

List those examiner characteristics that may cause

significant probiémms in working with minority group

children.

Examiner Characteristics
The assessment specialist also plays a central role.in
designing and carrying out a nonbiased assessment
program. Three particular areas are of great importance.
Biased Attitudes, We know that adults’ attitudes can affect

—their behaviors toward children. Psychologists who feel

attachment for and are concerned with students behave
quite differently from those who feel rejection or indiffer-
ence toward them. Moreover, psychologists' attitudes can be
affected by children's characteristics. School per'sonnel
generally tend to favor bright, achieving, linguisticaily
compet.-at, academically motivated, compliant, conforming

school and they devote more effort to developing their ",
private practices than their school-related activities.

Many minority group parents and those with low incomes,__
depend upon'-the .public schools to provide quality
educational and psychological services. These parents do
not have the financial means to purchase such services
privately. Thus, the standards governing the provision of
educational and psychological services in public schools
must remain as high as those for the private sector.
Nonbiased assessment is based on employing people who
are competent and on providing high-quality services to
children and their families through the public schools.

Diagnostic-Intervention Techniques

Varijous sourges of bias may be woven into our diagnostic-
intervention process. The detection of some forms of bias is
increased when we first conceptualize the information-

~ gathering phase (i.e., C and D) as composed of three

“tomnponents (planning interventions, executing interven-
tions, and conducting follow-up evaluations and interven-
tions). Each component is susceptible to certain influences
that limit its effectiveness,

o

Task 5 : N

3
.

students. However, many children whq are réferred for ¢ For each activity list one or more sources'of bias which may

assessment exhibit quite different characteristics. Further-
more, some persons have strong and fixed, opinions of
persons of identifiable racial-ethnic and social class groups.
These prejudices act as blocks to prevent people from
understanding the individual characteristics of one such
person. Schobl psychologists are not immune to. these
prejudices. They, too, may have biases, Thus, it is important
to assess the extent to which bias may'discolgr and alter both
the information we acquire and the interpretations we make
of this information wher-we work with persons of different
racial-ethnic and socio-economic groups.

Deciding Who the Client Is. The American Psychological
Association (1972) emphasized the belief in the dignity and

* worth of the individual. a commitment to freedom of inquiry

and communications, and a concern for the best interests of
clients, colleagues, and society in general. Psychologists are
strongly encouraged ts/respect the integrity and protect the
welfare of the persons with whom they 'work, When a*
conflict arises among /professional workers, psychologists
shouild be concerned more with the welfare of their clients
(e.g., children) than wr,Eth the interests of their professional
! g
. i

--group.

Q

E
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This principle, however, is not always adhered to. Some
examiners jgré -more doncerned with, job security, friend-
ships, and serying the school system that employs them.
Persons working withip this frame of mind will not fully
investigate all school-rélated factors that may attenuate a
child's performance. To find a deficit within the child and-to
fault the child’s home and rieighborhood often is easier than
to identify important téacher- and other school-related
variables that impede the child's 'development. In a
nonbiased assessment program, the.examiner has an open
mind and investigates both school- and home-related
factors that may be hampering a'child's development.

Competence. Examiners tend.to be highly trained,
competent, and dedicated, However, some know assessment

RIC
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have - prevented ‘you from working effectively with a

minority group child. - )

v . ’ ~ .
Referral: . Vo . N
Screening: L
Assessment: o -

Ingerpreting Information: . C - P
“Planning Intervention: "

Executing Intervention:\
Follow-up:,

\ v

Referral, The diagnostic-intervention process begins when
a teacher refers a child for special attention, The nature of the
behaviors that actually stimulated the referral mgy be
tofluenced by bias, A teacher may refer a child for havingan
academic problem when, in fact, the child may not have a
.‘%gv‘ere academic problem but. instead, exhibits other,"
ehaviors which the teacher finds disturbing. Some teachers
have lower expectations for boys; for residents of tenements
or mobile Homes; for children who come from lower class
homes, attend unconventional churches,dress poorly, have
one-parent families, speak’a foreign language, arrived in
town recently, or have other distinguishable characteristics,"
A child's skin color or last name may stimulate other deep-
seated prejudices. Prejudices may result in the identification
of .qualities that are not present and encouraging the
development of latent qualities. Important characteristics
are often overlooked, for example, the speech problems of
children with bilingual backgrounds or aof those who speak
nonstandard dialects. Health problems that teachers readily -
detect among middle-class children may go unrecognized in
lower class children. o , > )
A teacher who wants a child removed from the classroorh,
refuses to try different educational and behavioral strate-
gies, distorts information, is obstructive and uncooperative,
or thinks that the child's-environment is so deleterious that

,. " NV



a

nothing will "be beneficial, ‘also stands in the way of lead to inaccurate‘placement detisions ot predictions about

developing suitable'nonbiased programs. . students. from that group. Bias may also occur if items
Screening. Adminjstratives procedures for processing {content) of the test do not represent comparable tasks to

referrals differ from district to.district. In some districts members of different cu‘tural groups.  _

children's names are put on a waiting list for screening and Tést usets should not, however, rely on their personal

evaluationin turn by the psychologists and other diagnostic  judgment to detegmine whether bias is present in particular

~ specialists. In other districts names are referred to within-. items or tests. M is their responsibility to examine fest-

referrals, ‘collecting existing™ data, obtaining Additional ~ their parposes,/One advantageof norm-referenced measures
information, and.identifying the resources inthe/school that_ is that they /isually report reliability and validity data.

---------- can-be-used—to~meet children's needs. Clearly, the latter - Statistics such as the standard error of measurement, the

appreach is preferable, but this processtoo rrlustbe%;':arefully‘1 standard”’error ‘of estimate and the standard error of
monitored for biading factors. _ ‘ “‘differefice are useful' in estimating the reliability and

In some districts over 90 per cent of children referred for ' validity of a particular child's score. The standard error of
special services are found to be eligible. Imbalances in the measurement is also important inreporting and interpreting
number ‘of minority group children placed in special “scoresin a nonbiased manner. =~ - -
education may begin“at this peint. Thus, an examination. of Interpreting Information: Norms. Against what stan-
referral and screening procedures may indicate whether they dards do we judge a child? We have at least threz broad
are significant sources of bias... = . . T criteria: perfection, potential, and par. .~

Assessment, Nonbiased assessment occurs only whenthe . Some teachers and-parents expect children's work and
best available methods and techniques are used. During the - behavior to be perfect and error free. However unrealistic
last 10 years discdssions of nonbiased assessment have been  such a standard may bes it allows us to objectively evaluate,

. dominated by the WISC-R. Consequently, we may have lost *The children'g performances. If the children behavefperfectly,
‘sight of the full complemerft of methods that are useful tothe they are meeting the criterion; if they are not mekting the

gathering of information. Some good child-study mefhods criterion, pethaps more realistic standards are nee
include the following: - Standards frequently are established by estimating wha
~ children’are capable of doing on the basis of their potentials.
. . - L . Frequently, IQ tests are given to help-to estimate children's
® Employing structured and unstructured interviews with ;cademic potential. Boards of education throughout the U.S.
children, teachers, family members, and othet signifi- 8}, faced angry parents who expressed displeasure that
cant persons. i ‘ ' their children’s academic potentials were rfot,ackn/]wrf.‘dgEd

‘@ Using existing sources of data (e.g.. school and medical and whe opposed placement in lower ability grotps. .,
records). : : F h‘Al‘d thirdh standard evaluat;s one child against other.

. - children, that is, compares a child with roup:to ser

° Requqstx.ng additiopal data.. T he or she is up to par. Questions such as.?‘lpsei‘:;%rmgi for].
¢ Obtaining information directly from childrenfhrough - to act this way?" or “Why js Josephine still reading at the
observations at home and school. - - - -+ primer level while the othiers are in +heir third ad fourth
© Assessing the child through informal or formal tech. readers?” are asked with certain norms in mind. Most of the
niques, including. criteriog- and norm-referéficed mea- Standardized tests we use in assessing children use this kind

~ sures. ‘ : -~ ; . of compar'ison to 511?!}:18 mte'rpretations aboyt performance.

Other methods gre useful for understanding the effects that peff‘:;;l:‘]?g:f 0’? othzzr c;iglgl;;t r;;i?izr?;;tb;?iﬁg:, :::
home and §chool factors exert on a child's behavior. Each,” (}aracteristics of the other children and whether our child is
together with other techntgues, has a place in a nonbi&Sed , omberof the same population. Standards cari be stated in
assessment program. The selection and use of assessment yormc of norms for class, cafnpug citv. state. regional
methods depends in part on the quality of information each |, 31i0nal. or international populations v + 8 L
provides. Quality information requires that our source be _.qgpe assumption underlying norm-referenced asséssment
reliable and valid. =~ . - . ' is that the child being tested could have been included in the
It is difficult to'dl_sc_uss l‘ella!Jll.lly and validity separately. ocv's standardization sample (i.e., the children whose scores
Both are essential characteristics of good" meas wrement 4o yced to make up the test norms). For many tests the
instruments and, as such, are particularly crucial if oo a6 large, heterogeneous. and well selected to
assessment s to be nonbiased. Reliability refers to the ;4eqyately reflect the full range of children's characteristics;

- ® Obtaining behavijoral data.

- a

.school committees that.™aje “responsible -for/zs/reening " manuals and select tests whick are reliable’ and valid. for- ~
! : d .

H

stability and consistency of the measurgment. If the for other.,tes\s, the standardization sample is restricted and

instgument or technique used to measure some dimension of * narrow “ .

a person is not reliable, it cannot be assumed that the PErson’ N yest is. inherently biased. Bias enters when someone
being asdsegzse.(j vxould garn tl:]‘e hsfame scql::e b(l)::- rating if | coc 4 test withan inappropriate standardization sample for
measured again. measure which is not reliable cannot bes ‘purpuses tha't cannot bE:SUpported by the°validity data, *

valid. - . Nl

. : o . . : Inorder}o use a norm-referenced test with. minority group
«The validity of a test indicates how well it mgasures what oy 1dren, the test's standardization sample should include
it is designed to measure and how useful it is in predicting children who are similar in age orade. gonder e

. other behaviors or outcomes. Statements or pfedictions economic status, race or ethnicity, and cultural experiences.

' biasingvassqs‘smehts. Predictive ar criterion-related validity

a

Q
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based on invalid tests are meaningless and fostér inaccurate Knowing the standards against which a child’s performance
decisions. It is particularly important, however, t‘b beaware 4 being compared is prerequisite to a sound nonbiased
that although atest may be valid for one PUrpose'orgroupit ,ococcany program. . PR, L
may be invalid for another. . . :
Tests which lack validity have increased potential for _program requires that work also be directed toward
SSLe i ; ¢ i % developing good interventions. What happens to a child
and content validity are particularly important in nonbiased” following assessment has a direct influeneepgn the success of

The development of a successful nonbiased assessment

testing and reporting of results. Using a, test whiclt lacks the assessment program. Three principal components must .

criterion-related validity for a particular cUIturalgroyp May  be considered for a proper program following assessment:
, p

5 < .

o
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planning, executing, and evaluating interventions. Each is
considered in turn, : ' .
Planning Interventions. The primary goal of assessment
isto amass accurate data which cah be used as the basis of
beneficial . decisions and interventions. The planning of

interventions is likely to be effective under the following

conditjons:

¢ e Information cové?-s,- the: vatioys 'chara(;teri.stié's (e.g..
) home, school and child), is reliable, and deseribes pre-

. - cise behaviors. oo .
® Recommendations are made by the persons who provide
information and are selected because they are known to
be effective. :

oy
¢ Interventions include the possibility of modifying both
the child and the school environment. ~ . .

‘» Responsibilities for the interventions are assumed will-
ingly by people with appropriate authority.

Large numbers of minority group children have been

routinely placed in lower ability groups, EMR classes, and

other administrative structures which are ineffective and -

;inf'erior to regular education programs (Oakland & Laosa,
1977). For example, in the early 1970s, blacks constituted 9%
of California's population and 26% of the educable mentally

retarded population. Given the strong and pervasive notion’

that EMR classes are educational dead eénds and ineffective,
many persons believe that the disproportionate assignment
“of minority group children to these classes provides prima
facie evidence for discriminatory’ practices (see section in
this model by Bersoff for discussion-of legal points). Care
must B¢ taken to insure that judgments of the most suitable

.- placements and interventions also take into acééunt the

proportionate assignment by ‘race ‘to special -education
categories. : ' :

e}" Executing Interventions. All the activities discussed so

~ar lead to this activity. Offering interventions which are
. designed to facilitdte children's development is our most

important activity in a nonbiased assessment program. Yet,,
in all too many situations, specialized interventions do not
occur. Although a child may be relabeled and.placed*in~a
different class, important and more effective curricular
behavioral strategies do not routinely follow, .~
-Various factars contribute to this ineffectiveness (see
“preceding discussion of parent, child’ examiner, and
administrative characteristics). Strong sources of bias may

and

o ot 3 -
also exist at a systems level.. School system policies .and -

-.practices that contribute to bias are discussed in a following
subsection. ’ ,

Task 6

What policies and practices within your school system seém -
to inhibit or impede -the carrying out of specialized .

interyention programs for children?

.

Follow-up Evaluations and Interventions. Hére we meet
what is, perhaps, the weakest feature in diagnostic-
intervention activities. Follow-up evaluations, when they
occur, often are performed in a perfunctory manner with
little attention to acquiring the data that are useful for

educational or behavioral programming.

This phase corresponds to the prognosis (D) component in
our diagnostic-intervention model. Reassessments provide
the additional information that is needed to evaluate the
success of the various interventions. Three questions are
asked at this point: o : .

o How 'much progress, if any, has been made?

¢

Q
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® What factors have exérte(\‘a positive ornegative impact?

° How can the intervenfions be-altered to improve their
effectiveness? .

School System Policies and Practices
Probably the most important influence in a-nonbiased
assessment program is the .extent of the sthool system's
financial and proféssional resoutees and the degree tg which
"itis willing to commit them. AR
School district policies often promote the developrieqt of
" bureaucratic networks which are insensitive to the indi-
vidual needs and characteristics of children,.their families,
and teachers. During the last 20 years the federal govern-
.ment has actively shaped school policies anfl programs
through legislation and judicial decisions. Their influence at
times is beneficial but formulating school policies to comply
only with federal law does not encourage us to provide
quality ‘professional services to children. School districts
that identify many children for special education programs
in order to insure a full.share of state and federal funds
illustrate one commoh aspect of improper compliance.
Many school district; are financially troubled, constantly.
face the threat of strikes and other disruptiohs in their

programs, and have a high turnover rate and low morale -

among professional staff and children. These problems
hinder attempts to develop programs which are sditable for
children from diverse racial-ethnic, cultural, and, social
groups. : : g
The influence, of Public Law 94-142 has been'significant
and far-reaching on education generally and on nonbiased
assessment specifically. (See section in‘*this module by
Bersoff for.a discussion of legal issues associated with
"nondiscriminatory assessment.) One effect has been to
encourage .school psychologists to assess more - children
directly and not to provide consultation services to teachers,
principals, and parents, In some communities the number of
children béing referred for appraisal has dramatically
increased because of a decrease in consultation activi%s.
Consultation permits school psychologists to wérk dire

y -

-

with teachers and péftents-to arrive at viable solutions for -

educational, social, and psychological problems withgut

-doing complete appraisals of children, thus permitting
greater numbers of children to be seen.

.Some legal requirements seem beyond the capabilities of
school districts. In New York and Chicago children speak
more than 200 lapgGages and dialects. Although schools are
responsible for assessing children in their native languages,
this obligation probably cannot be met completely.

Administrators im'pede the development of good programs
when they do not provide sufficient-support for special
services] are uncomfortable working with children with
special handicaps, minority groups, or persons from low
socio-economic status hqmes;, evidence. dictatorial leader-
ship styles rather than facilitative problem-solving styles:
and draw rigid boundaries between. school and neighbor-
hood, thus inhibiting tvachers and parents from forming
important and mutually supportive relationships for the
welfare of children, .

Clearly, problems in assessing minority group children

arise from more than-one. source: parent, child, examiner,

assessment characteristics, and general system influences

can be named. Thus, the design fora nonbiased assessment

" program must consider the influences of all these factors.
. .

Task 7 95{)

Thinking about your school system and its nondiscrimina-
tory assessment program, set priorities.for those'areas that
need the greatest attention. Put a 1 next to the area needing

16
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the most immediate attentlon. a 2 next to the sac‘ond most
critical areg, etc. =
parent asséssment ,
child interpréting inférmation ’
examiner planmng mterventlons e

referral ' executmg mterventlons

screening

lcl ll

— system pohcxes and practlce

e e vt £ it e e 1_ f [P e e

Knowmg the various sources of bxas that may scuttle -~

attempts to offer a quality nonbiased assessment program
may leave us feeling overwhelmed and powerless.

) TOSl{ 8

Return to the preceding’ list and identify those areas over
which you'have some control. Put an A next to the area over
"which you have most control, a Bnext to the second area, £tc.

—
v

By identifyi‘ng the areas over which we have some contral

and authority, we more clearly delineate important areas in
whjch we can influence events. This knowledge”can be
particularly important when our As and Bs coincide with the
ones and twos in the preceding list, -

— Five Diaghbatic))-ntervenlion Models

.\) . .

Historically, we have come to accept a few axioms
regarding diagno§tic-intervention programs. One is- that
" important ‘differences exist both between persdns and
within persons. Describing and allowjng for these differ-
ences presumably helps us to describe a person more
accurately, to develop plans based upon between and within
individual differences, and to promote the person’s develop-
tent more effectively. Moreover, we believe an extensive
and complete-examination is more helpful than ofe in which
a-few characteristics are examined narrowly. -

Behaviors often are viewed accordmg to four different "

models: medical, sociological, psychological, .and educa-
tional (task analysis or behavxoral] Each model has
techniques that permit us to examine children's {nter- and

- intra-personal differences (Mercer & Ysseldyke, 1877). More

recently in response to the challenge on assessing minority
group children, a fifth model has been offered: pluralistic
assessment (Mercer & Lewis, 1978): Each model differs'in
sugh characteristics’as how normal and abnormal behaviors
are\defmed and assessed; assumptions about behaviors; how
‘data*are collected, interpreted, and used; and the extent to
which social class ‘and racial-ethnic differences bias the
data. -

School pSychologxsts are likely to be involved in a full
range of diagnostic-intervention activities at the same time
that they focus on assessment and related activities,
including referring, screening, and interpreting information.

Quality assessment is the cornerstone of a nonbiased
assessmient program. By knowing the assets and limitations.

of each model, we ‘can use assessment techniques more -

appropriately and confidently. Each of the five models, when
used appropriately, contributes to a diagnostic- mtervent:on
program that eliminates, minimizes, or at least recogmzes
the presence of biasing conditions,

Medical Model

The medical model provxdes for ABCD and BCD relations.
Abnormal characteristics -are detected by the presence of
“"biological symptoms which, presumably. are caused by
biplogical condmons Once the def:clt 1s detected. treat-

. 7 -
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" ments are preccribed to 1mprove the blologxcal organism.
Measuyres, such as fol' vision, hearing, and heart rate, are” .

designeg to assess biological symptoms. and are validated
_ through comparisons with other biological data. Medical
.measures provide dichotomoys data (¢.g., the symptom:is
" either present or absent] which are lnterpreted as informa-
tion about a person’s biological make- up. Racial and cultural
discrimination i$ minimal provided test mterpretatnons and
treatment are confined to the blOlOglCﬂl orgamsm ’

‘structs and emphasizes learning and the dxsplay of socxally—)
approved behaviors. Abnormal behaviors are those, tha
violate social expectations for specific roles whereas normal

behaviors conform. to. social expectations. Thus, no- one .°

definition or standard describes what is normal orabnormal.
Definition§ for normal behavior ‘depend on knowing the
expectations of various people for the roles others occupy in
specific situations. For example, whether spitting is an
appropriate activity depends on‘the setting and on ‘therole of
the spitter; a child who spits at school may be pumshed But
one who spits in the dentist's office is reinforced; and in the
dentist’s office the client is encouraged to spit but not the
dentist and receptlomst Thus, social systems define
appropriate behavior according‘to the person's role and the
- place in which it occurs. S

Social measures of such characternstncs as adaptxve
behaviors and social development are used to assess
competence in social roles and are validated by correlating
them with the judgments’f other persons. The measures are
used to discover deficit¥and assets. Scores are multivariate
and normally distributed (i.e?, distributed continuously,
rather than dxchotomlzed] and interprefed by describing

7and evaluating a person’s role in a specific social system.
Racial a‘Q';i cultural bias and discrimination are minimized or
avoided by describing and specifying the’ person’s role and
the social system when interpreting scores and suggestmg
interventions,
“Psychoeducational Procass Modal

This model relies heavily on BG(D] relatxonshxps and
emphasxzes assessment and training in the use of specific
processes or abilities, often through a compensatory or
remedial program. Assessment is directed toward identify-
ing deficient processes or abilities that, presumably. are
related.to and the cause of a child's academic_difficulty.
-Cognitive, perceptual, psycholinguistic, ‘and’ psychomotor
measures provide multivariate, normally distributed scores ,
that are interpreted against standards established by the
test's standardization sample. A high test score suggests
high abilities and eliminates the processor ability as a cause
of the problem;.high, scores also may be -used to. identify
talented and gifted children. A low test score identifies the
ability as a probable cause of ‘the problem. Racial and
cultural bias.and discrimination. are minimized when the
characteristics of a test's standardization-sample match
those of the children being tested. Differences betwéen the
acculturation patterns ‘of a child being assessed and those of
the children in tRe standardization sample - increasé the.
likelihood of test bias. As with all tests, psythoeducational
measures should have sufficient items to sample adequately
the domain being ‘assessed. Suggestions for ineffective
interventions (e.g., “to 1mprove general perceptual intellec-
tual, or linguistic processes”) may be common in thrs model *
and constitute a strong source of.bias. '

Educational Task Analysis or Behaviorel Model.

.BC(D) type constructs are ‘used-in- a test-teach-test
activity. A child's behavior is the result of-the interaction
_between-a set of enabling behaviors and the task require-
mgnts. Comparnsons that involve defmmons of normal and

~

- Socml System Model a '
—— Thig~ mod?."l’hoet/(requently employs ,BCD rjr ‘BD cnn-’----‘&..
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abnormal are avoided.' A child's behaviors are evaluated in
terms of an apparent ability or inabillty to perform certgin
tasks. . :

The only cause presumed for an inability is'the absence of~
lower level enabling behaviors. That is, the model assumes
that thefe are skill hierarchies and the developmennt of higher
level and more coimplex skills is dependent gn the adequate
development of lower level skills.

To be appropriate, measures®must be based on the skills,
abilities, and behaviors a particular environmgnt endeavors
to foster. They must identify what a child does and does not
do._and..they. should - parallel*-classroom- resources -that -
encourage children to learn the necessary enabling behav-
iors, Criterion-referenced measures and behavioral obsér-
.vation techniques frequently are used; they provide dichoto-
mous data. Each child’s,score is used to evaluate his/her
development alone; it is not compared with other children's
scores. The skillg (and thus the tests) relate te the school’s
curriculum and subject matter. Racial and cultural bias and
discrimination are absent ‘when each score is interpreted in
ternf® of a child’s development on a vgell sequenced
curriculum that provides for the continuous achievement of
enabling behaviors and skills.
Pluralistic Model.

“ "Tha least well-developed of the five models, the Pluralistic
Model, emphasizes BD. constructs and uses various tech-
‘miques to discover the talent and potential which are masked

by eulturally biased and inappropriate measures. Learning

‘potential is assumed .to. be similar among all racial-ethnic

and sociocultural groups. Thus, scores from tests that show *
racial-ethnic and sociocultural differences are assu med to be’

biased and in general need of adjustment.

Three general procedures can be used with this model to
eliminate bias. One procedure is to dc velop culture-specific
tests that measure a specific aspect, of culture and are
standardized on a well- defined and usually narrow sample.

- A setond protedure attempts to estimate a child's learning-

to-learn ability or the ability to profit from‘experience. For
this procedure, a child is pretested, taught some new an
relevant skills, and p sttested. The ambunt of gain the chil
shows between the two tests is the index of potential. The

. third approach (Mercer & Lewis, 1978) uses multiple test

" norms for children from various .socioéultural, socio-
économic, racial-ethnic, and geographic groups:
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Pluralistic nerms are thought to bé needed on an
instrument if the mean scores .differ for children
different racial-ethnic groups, if children from these racia)-
ethnic groups also differ in_ social, econgmic, or cultural
charactéristics, and if the social, economic, or cultural
characteristics correlate with test performance Tests that
do not exhibit these three éonditions will evidence little bias
when they are used without luralistic norms. .
A child’s score is interprefed using orily the relevant lest
norms. For gxample; Mercer and Lewis's (1978
lear.mng potential adjusts a child's WISC-R spate upward to
—reflect*hissher performance-relative to-ot

are multivagiate and distributed somewhat normally. A:
child’s score is cémpared to children of similar sociocultural
and racial-ethnic characteristics and.may be below average,
average, or above average.

Measures used in the pluralistic model often” were
developed originally for use in the social
psychoeducational rnodels. Following their reinfterpretation
in light of pluralistic procedures, the measures often are
reapplied i their original models, but now with adjusted

scores that are derived from using a more tightly specifiéd -

norm group. Racial-ethnic ‘and |sociocultural bias are
eliminated by precisely specifying a norm group of whicha
child is a member, by interpreting scores within that norm
group, and by eliminating inferences about how a child
would perform relative to other norm groups. Few guidelines

‘exist on how pluralistic data can be used to .develop

interventions.-Thus, the current models in this model have
limited value for helping us to develop a’ nonbiased
diagnostic intervention pgogram.

I . Conglusion

A nonblased assgssment program provndes information
that is useful for d%eloping and carrying out interventions
in ways that elimindte. minimize*g recognize " the presence
of biasing conditions. Various conditions can bias wur
predilections and procedures and so prevent or obscure

v CF

either the full and accurate appraigal of conditions that.

impede a child's norihal development or the use of
informationto help maximize a child's develdapment. s

In a more proactive way, we can characterize a nonbiased
program as onethat helps people to make 'wise and infor med
decigjons; seeks to improve the development and status ofall

stimated -

ystems. and |

persons; and identifies and fosters the development of

various talents, abilities,"and characteristics in people.

/.

r-children from-: -
~’similar sociocultural and racial-ethnic groups. The test data
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_ ‘e ~ POSTTEST oo . . .
1. List and describe the first four componenfs of the dxagnostxc intervention model propoqed by Cromwell o
-Blashfield, and Strauss. ° : .
’ . ' . : . 6
. 2. Name five possible sources of bias in diagnostic-intervention activities . ' B
e L s v - '
-~ ... 3. Discuss twaeasons thiat may acco®nt for a child's low language functxonlng ) s

4. DlSCUBB some methbdt

“

g that might be effectlve in l'dtplng a child t0 acquire basxc test takmg skills.
5. Dtacuss three reasons whi™he follow up_evaluatlons and 1ntérventmns ("D" component -in :the dlagnostlc-
' """mterventlon model discussed } wthe text]sm‘ay,b_e the eakest feature of dmgnostrcunterventton actlwtles

. 8. Describe the essential features of t . aoclo'legxcal. psychologncal. educatmnal [taskﬂnalysxs or (s"
* behavioral), and plurahstnc assessment models ST e
. .

" 7.-What kind of 1neffect1ve interventions are llkely to be recommended by the sychoeducatlonal process’ ‘model?

3

" 8. Describe the assumpttons that underlle norm- referenced testing wnth p ychologlcal tests. How do these
-assumptmns relate to nonbxased aggessment? < - i : : <

- . . -
D

SIMULATION 1"~ -, . -

Yo Thxs sxmlﬂa-tx’on'?equnres you to Consider information frqm a case involving a minority child with whom you worked
+ < recently. Whenever possxb)e. vhtainaa copy of the case folder. Be sure to delete all names and other identifying

materials in order to maintain the confidentiality of this 1nf0rmat10n You will not be asked to share any case ’;
1nf0cmat10n with other workshop participants. . ) co
L " Refresh your memory of the specific details of this case by reading the case folder. After reading the case, and - -,
knowing the standard operating procedures in your school system, complete the following questions. Circle those
questions which you feel constitute particular weaknesses with this case or are typical of your system. Following
this activity you and other workshop partlclpants are encouraged to describe ways to ellmlnate 1mped1ments to
~ effective nonbxased programs. _
- ' - ' Referml1 ,
1. Were the parents/guardlans aware that a referral had been made for their chxld and by whop;.
2. Is this child's presentlng problem clearly and preclsely stated on'the referral?> = ~—~ 1. .
‘a. Does the referral include descriptive samples of behavior rather than opinions of the referrlng agent? .
b. Is there suppgrtive documentation’of the problem? _ . o
3. Is the referral\legttxmate? ' : : : .
a. Does the referring agent have a h‘story of overreferral of c}uldren from certaln cultural or"racxal ethmc o
"groups?
_b. Could irrelevant personal charactert'étlcs (e-8., sex or attractlveness] of the Chlld have influenced the referral
decision? . .
c. Could the referring agent have mxslnterpreted the child's actions or expression because of a lack of
- understandmg of cultural differences between self and child? : :
4. Did the’ assessment team provide the referrlng agent with interim recommendatlons that may elnmxnate the need
-for a comprehensive evaluation?
- a Isit poSsxble that the curriculum being used assumed that this child has developed readiness sknlls at Home
- which, in reallty, he hasn't had the opportunity to develop? If so, did the team assxs! the teacher in planmng a
program to give this child the opportunity to develop readiness skills? )
b. Did the team provide information on'the child's cultural background for the referring agent so that thereare
< fewer misunderstandings between the referring agent and this child and perhaps other children of %mllar
cultural background? - . . o
©. 5. Ifnecessary. were the child's parents/guardians 1nfonmed of the referral in thexr prlmary ianguage?
’ - a. Were the reasons for the’referral explained? -; :
b. Was therep discussion with the parents on what the next activties may be? e.g.;
; —profesgional evaluations .
—use of collected data
—design of an individualized education plan, if necessary -
c. Were due process‘hrocedures discussed with the parents? - . .. . SN
" +d. Is parental permission for the evaluations documented? b e N

e. Have the parents been asked to actively participate in all phases of the assessment process? :
f Have the parents been mformed of fheir rlght to examxne all relevant records relating té the identification,

Ky
. ..

9
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1. Was the best assessment approach used for.this child? . :

Q

EMC'
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‘The followmg questions are adﬂpted from “A Position Ststemsnt on Nonbiased Assessment of Culturally Different Children"
prepared by the Reglon 9 Task Group op Nonbxased Assessment sponsored by the Northeast Reglonal Center, nghlstown N. ]

2. What special conditions’ ‘about, me do [ need'ta’ consxder?

a.
b,
‘c

d.
e,

3. Did I examine closely all the avallable/xstlng 1nformatxon and seek addxtnonal information concernlng this '

W

. Mosting the Child o

-1, What spect‘al condltnons about tlns c‘hxld were consxdered? . . ) - e
a,

‘What.is the'child's primary. homé language? . o v

-What. do-we know gbout the-child's home envxronmental factors? e. g oL L e

~_—fam1l1al relatxpnshlps/placement _ g T R e
.—social and cultural- customs e T ’ ' e ' ’

. Do I understand.:this child's culture and language 80, that Ican evoke a level of performance that accurately,.- "
.indicates the.child's underlying competencles? .

Ts this child 1mpeded by a hanchcap other than the referral problem that may result j in h1s not understandmg -
" what is discussed? - LT _ ‘ .

How did I feel about, this child? . 4 o : . Lot e -
Aremy values different from this thild4? - ' . t '
Will my attitude ‘anfairly affect thxs child's performance? ’/ , LT
Could I evaluate this child fairly ard without pre]udlce? ' - ‘ “
If not, would I refer him to.another assessor.if- one; ls available? : e -

child? .

a.

Has the child’s academic performance been conmstent from year to:year?

b. Is there evidence in this child’s record that his performance was' negatxvely or posxtnvely affected by his’
- classroom placement’or- teacher? | © _ “~
c. ‘Are his past test scores. cons:stent ‘with his pasf class performance? e ) °
‘d. Am I-famttiar with past test 1nstruments used to evaluate this child'and how well can [ rely on his priortest
" scores? ‘
e. Has this child been observed - in other env:ronments [mdlv:dual large group, small group. play. home)?
f. Were 1lleg1t1mate assumptions made about this child (e. 8. isit assumed he speaks and reads Spanish s:mply
‘because he is Puerto Rican)? o
g. Was information sought on non- -school related vanables that may have affected th1s child's school
performance? e,g.,= 3 .
—health factors (adequate sleep, food) oo ' °
~—peer group pressures’ Ty . .,
4. Did the child understand w‘hy he was belng assessed? - . v
a. Did [ try to explam it at his level of understanding? ' *
b. Was the child. given an opportunity to freel‘y express his perceptions of “the pro,blem"?
¢. Did [-or someone-discuss with the child what next actwntlermay be 1nvolved?

&

. Selection of Approach for Assessment « ‘- ;_ ,

a. Considéring. the reasons for referral, did the techniques use behavioral observatxons. interviews, 1nformal

.b.
C.
d.
e.

techniques, or standardized techniques, or a combination of the above?

Was adaptive behavior assessed thoroughly? -

Were the approachés consistent with the child's receptive and expresslve “abilities? [

Was there an overdependence on one technique, overlookmg others that may. have been more appropriate?
Was’ there a'balance-between formal and informal techniques? .o

2 If standardlzed instruments were used, what ramifications were consrdered?

o c"'m

—— :....:7'00"':—,'9

. Was this child tested simply because we always used these tests in the assessment procedure?

..Was a particular test readminjstered simply because it is part of THE BATTERY? :

. Was a test administered betause of a directive from the Adfinistr ation? . ) y

. Do the instruments’ standardxzatlon samples include pérsons from the Chlld s racxal ethnic and cultunal
groups? - . .

Are subgroup scores reported in the ‘manual? ‘ i

Wete there large numbers of children‘from tf'us child’'s rac1al ethnic and cultural group 1ncluded 1n’“flfe test

standardization sample?. :

. Do the instruments selected assume a unlversal set of expernences for all children?

. Do the instruments selected contain illustrations that are misleading and/or outdated?

the instruments selected employ vocabulary thaf.is colloquial, regional, and/or archaic?

. Is the theoretical basis of the instruments understood?
- Will this instrument easily. assist in ‘delineating a recommended course of action to benefxt th1s child?
. Has current litergtyre regarding this instrument been reviewed?

m. Has there been a rev1ew of current research related to potential cultural 1nfluences on test results?

K3
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\ : Test Administration . r -

1. Were there factors [attxtu e physical conditions) that supported the need to resched le this child for evaluation
at another\time? .. - o ‘ : .

2. Could the physical environment of the ‘test settmg adversely affect thxs child's performance?° ; ‘
~ —room temperature - . =poor lighting .
" ~-noise \\ x ' —furnighings mapproprlate Tor Chlld s size

3. Am | famllmr w:th the test manual and did I follow its dxrectlons? _ ‘ : e : o

4. Was this child grven clear directions? 2 ’ , . . A
. . a..If his native language is'not English, was he mstru_cted in his langufge? " e .
*  b. Is there assurance that this child understood thedirections? . o ¥ S -

5. Are ehtire responses to test items accurately recorded, even though thechlld sanswers may be’ mcorrect sothat -
they can be constdered later when interpreting l’llB test scoreg? . - . o L

o 6 Was rapport establlshed and ‘maintained with. thls chjld throughout the evalulﬂ"bn s;smn?

. -\ o Scormg and lnferpretahon L "-‘-;- .
: 1.. Has each ftem missed by this chi]d been examined rather than merel hxs total scare looked at? ‘ '
o a.Is'there a pattern to the types\6p items this child missed? .~ - _ et :

b. Are the Jtems missed free of cultural bias?

2. Were various factors consldered in the mterpretatlon of thts child" scores? .
a. The effect the child's attitude and/or physical condition hhd on:his performance? o
-b. Do the interpretations of this child's performance include observations? S A
c. Are scores r;eported and-interpreted within a range rather than as one number?

3. What confidence can we have in this child's test scores?

'a. Are test scores the 'most important aspect, ol*this child's evaluatton? _ o
b. Db the test scores outwelgh professional judgment about this chxld? . : <
- ; ' Consultahon wnth Team Members and Others , T

1. Is there evidence that a committee functioned as'a mult1d1sc:pl1nary team on behalf of this child?
" a. Did all professionals on the team share their findings onthis child? \
. -~ h. Are team members’ evaluations in conflicf)k
c. Can each mémber admit his discipline's limitations and seek assistance- from other team members?
d. Do the professionals willingly share their competencies and knowledge with’ other team members for the
benefit of this child?

e. Has the team arrived at its eonclusions as a result of team consensus or was its decision mfluenced by the .~

" personality and/or power of an individual team member? ~ ‘ ) \
o .

2. Is the multidisciplinary team-aware of its limitations? < e :
a. Are they aware of community resource personnel and agencies that mlght a¥sist them in developing an
educational plan for this child? Were such resources used before; durmg. and after the evaluation? -

b. Did the team feel comfortable in including this child's parents in their discussions? . .
c. Dl(.l the team engage in discussions that did not include the Chlld s parents? . o e
. Assessment Report : -
1. Is the report clearly written fmd free of j ]argon so that it can be easily understood by the chxlds parenls and,,
. teachers? ) _ . 4
. 2. Does the report answer the questlons asked ir the referral? - . "
3. Are the recommendatxons Tealistic and practical for the child, school, teacher and pa_rents’? i
] " 4. Have alternatxve recommendatlons been provrded? ol
5. Does, the report descrxbe any. problems that were encount.ered and the effects of such durlng the assessment .
. process? © - . . - - ' ' ¢
8- Do the recommendations-provide for possible modlfxcatlons= of the Chlld teacher currlculum and parents?
: Indlvndual Educatlonal Plan :
."Is the child made to fit into an establlshed program orisanindividualized educational plan that is approp iate for )
this child being develqped? ‘ 7 _ A
a. Are this child's strengths and weaknesses identified? @
b. Are logg-range goals and immediate objectives specxfled for thls chlld? :
c. Arnthe team members willing to assist the teacher in carrying out this child's educational plan?
d. Does he report:state when and how thxs child’s progress will be evaluated and by whom? .
! Follow Up . s
1. What are our respons:brlrtles after we' have wrltten this child’s educational plan? . - T,

-
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- @ Have the findings and recommendations been discussed with this child's parents and their dus process rights
.explained? Have the parents been given a written copy of this child's educational plan?

" b. Have the persons working with this child met to discuss the educational plan and to assist one another in -

implementiny its recommendations? __- ' ; . C
c. Have the findings and recommendations béen discussed w_i?h this child at his level of understanding?
- d. Can [ help the persons working directly-with the child to become more familiar with this-child’s socia! and

cultural background? . > N , i
e e the parents granted permission for releasing any confidential materials to other agencies and
professionals? - ’ . AR

£ Will this child's educational pl'an be reviewed ;ieriodicaliy.ih_regard to his actual progress sovihat necéssgry ’

changes can be made?

. r

g Some Fingl Thoughts = ° e
' 1.;,=To what extent do'I believe in the riglit to an appropriate education for all children?

¢

2. To what extent would I be comfortable if MY child had beén involved:in THIS assessment pr(;céha?

’

P

3. Towhat extent am I willing to actively'pérticipateininserviEe éctivi_'tiesthatwillieadtothe fu_rtherﬂeVelopment .

of my personal-and professiWMh? _
e . * SIMULATION 21 | -
- Pedro was referred to a child study team of Pecan Elenjehtary School in January. The team members consisted of *
the school counselor, the three first-grade-teachers who team teach, a schoo! psychologist,’and aspecial education
supervisor. Pedro's teachers pgovided the following information. o o,
Pedro (CA=7) is enrolled'in the fipst grade..All the firat-grade team teachers are concerned about Pedro's lack of

- academic progress. He has acquired very few.readiness skills, and his progress is slower than most of his

classmates. He cannot name letters, does not know their sounds, cannot count, and barely is able to write his name.

* Pedro also exhihits articulation difficulties; and his speech is difficult to understand. He comes from a bilingual ;-

" information model put forth by Cromwell, Blashfield, and Strauss (1975). ~ -

_through Six. - .

Andreé (CA-6) is

_Andrea's teachers g

.meeting. T

background;- both English and Spanish are spoken at home. The bilingual aide has ‘indicated that Pedro has
articulation difficulties in Spanish similat-to thése observed i 'English.- =~ . - ' .
Last year Pedro attended kindergarten at that school. Because of Pedro's bilingual background and the results of

an oral lariguage proficiency measufe that suggest he has limited English proficiency, he first was enrolled in a
'bilingual kindergarten that streaged’English as a second language:{ESL) activities as well as a readinesg program in

Spanish. His academic progress'was very slow in this bilingual kindergarten program. This informatjon, together
with that from'the oral language proficiency measure, suggested the need foran all-English first-grade program. One
teacher explained the rationale for this move: "He is limited in both English and Spanish, and academic.'progr‘_ess for

him.is slow and.difficult. We felt that a bilingual curficulur was too much for him.” - .

. At the time 'of the clild-study team meeting the teachers felt that this intervention was not successful and they

sought help in planning Pedro's educational program. Consider this situationfrom the point of.view of the diagnostic

. A
1. What information was considered in placing Pedro into the first grade?

o

- o

2., What information should have been considered in placing Pedro in the first grade'?n :

s -

-3. What justification is there for ‘the intervention stratejieﬁ used in Pedro’s first grade placement?.

4. What additional information would you consider necesaaryoih order to make aausfactor'g recommendations
- for Pedro's educational program at this point? o . ' :

-

. vation that, because Pedro's pl"o_gress was too slow, a bilingual curriculum
."may be oo hard for him. : . o . _ -

-

1Appreciation is expressed to Dr. Jdana Canabal-Antokoletz who assumed major responsiblity for developing Slml‘ilatlo_n_‘Two

\ siymi._A'rmN:_a - o B

black first grader at Elmwood Elementary School. She attended kindergarten there last year.
by her teachers as friendly and outgoing. She likes school, and her attendance is excellent.
concerned about  Andrea's highly disruptive classroom behaviors and her failure to acquire
basic readiness skills.\Her language also is delayed. She hag difficulties undérstanding verbal instructions and has
some articulation problemi.Andrea is in anopen classroom arrangement. Sheé moves to different locatione to veceive
instructions from different teachers in ‘math, reading, and language arts. . . .

A meeting was held in March to discuss Andrea's progress. School personnel and support staff attending the
meeting included Andrea's reading, math, and home-room teachers, the school counselor, speechi therapist, school -
nurse, school social- worker, and school psychologist. Andrea’s mother was invited ‘but she did not come to the

.9

4

Andrea i8 describe
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At the. begxnnxng ol' the meetxng. Mrs. W, explmned thatsheis Andrea s’‘maternal grandmotherand legulguardmn.
she has raised her since:infancy. Andrea does not know her l'a\her Mrs. W. described Andrea’s mother (her

daughter) as aYimitéd person, who cannot hold a job and who has had inconsistent contacts with Andrea. Mrs. W.
also repbrted that, as a (.hxld Andrea's mother was placed in specml education classes and labeled mentally
retarded. - @ - ]

.+ As the meeting proceeds you realize that several agendas are present The official agenda of the medting is to
describe Andrea accurately to determine her special needs, and to affer recommendatxons for classfoom,
interventions which might be successful in helping Andrea.

.Andrea’s_teachers appear eager to refer Andrea-for psychological tl:stmg for pOSSlble placement in the special
education program..Mrs. W, is deteggnined to show’the school persol'lrlel that she is a competent parent and that
Andrea is a normal child. Mrs W. is determined to prevent the school\l'rom placing Andrea in special education
classes or giving Andrea any kind of psychological-tests. She attributes\Andrea’s problems to the young teachers’
permissive attitudes tow1rd her granddaughter and is w'éllmg to aivase the teachers regar‘dmg daecxpllne strategies

to use with Andrea. L .

1. What kind of additional ml'ormatlon (Pﬁllowmg the ABCD dmgnostlc\lnterventxon strategy model] woul(jl be
desirable? : _ P . o N ;0
. . . . \ .’ - .

4‘ \\

2. What possible sources of bxas m1ght be present? Identify posslble blases assocxated Wﬁh (a) the child, (b) teacher
(c) parents and (d) the school program. \ .

s

\ . -
.. 3. Assume that Mrs. W.'s attitude,{epresents an obstacleto a comprehensxve assessment of Andrea s functioning.
- ' What possible strategies couldfbe used tg gain Mrs. W.'s cooperation? .\\ . . A\ «
\ Lo .

» ) . et

4. Assume that admlmstermg standardized tests to Andrea,is not posslble ‘at this time. How can you help the
teachers to gain additipnal information and plan specxhc intery, txons'? .

‘ \
Using the case.study on Andrea (Simulation 3] create a role- playmg situatjon. Different participants should
assume the roles ot' Mrs. W., the reading teacher (who is very congerned about Andrea's lack of progress), arrd the
school psychologxst Mrs. W tries to convince the teacher that Andrea needs stricter.discipline while-the teacher
tries to convince Mrs. W. that Andrea's problems have not responded well tostricterdiscipline and that 'the teacher
needs more_information in order to understand and help Andrea. The school psychologist will try to help Mrs. W.
and the teacher to arrive at a better understanding of-the goals each has and-will ol'l'e’r new strategxes and encourage '

~ others to do so too in order to cope more el'l'ectxvely wnth the problems s . \\' .
v . Vo Co.
. v .
o SIMULATION 5 - L r-
- Matenals Psychologlcal Report ’ . S ) L -
Assxgnmenh ' - ' C ‘ : : - v
Evaluate the attached psychological Teport Assess pOSSlblE sources of bxas usmg ‘the ABCD diagnostic-
intervention model. .o
/ . . . . .
o - - Psych'ologlcal Report " . )
‘Name: Juanita M. ‘ . . . ' ] . i J
Age at Testing:n' 10-10 - ' " Gr‘ade: 5th . . S

v Tests Admlmstered
Wechsler Intellxgence Scale for Chxldren Revised (WISC R}
. Wide Range Achievement Test (WRAT) .

Bender Gestalt Visual Motor Test . . ‘ . a
< . Sentence Completions -. ‘ oo . ‘ .
b Bilingual Syntax Measure Level II s : . : ; / o
' House-Tree-Person : ' ,
Kinetic Famlly Drawing
L 4
Quantxtatwe Results . L S
"'WISC:R ' : L L, Ny,
. ‘ . English Administtation " Spanish Administration 7‘ o
. ‘ * +  Scaled Score + .Scaled Score  ’
Information : ‘ 5 - . g
Similarities ' .7 ‘ . 9
Arithmetic . ; ) : 9 .9
Vocabulary =~ . A o 4 8 2
Comprehension - ' ' 8 10 *
Digit Span -0 . 7~ ’ ' 7 !
o . . - - - 13 s X L B
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© impression that she has relatlve strength in nonverbal learning areas o

. ' . ‘. . . " . _ * Verbal Scale IQ: 79 . l 'Verbal Scale 1Q: 02

Performance Scale B . R o . . T a
: . - . -
-Picture Completion ] : 9 . .
Picture Arrangement - : ‘ 10 . Not administered in Spanish
Block Design * 10 : Con
" Object Assembly * o ' 8 , .
Coding, : ' o 8. o _
* Performance Scale 1Q: 93 . ) AN o .
Full scale IQ: 85 [Engllsh administration) ‘ , ' ' .
t ) ) T - S . . ‘
WRAT . T Grade Equivalent Standard Score . - ‘
Reading co 4.0 ! .80 ‘ b
- - o Spellmg 4.1 s » 89 . . -~
: Arlthmetlc ‘ 4 7 . ‘ v 06 . - : -

Informal assesSment of Juanita's readxng and wrltmg sknlls in Spamsh approxxmately Second grade level.
Juanita is able to wtite sentences expressxng complete thoughts. She did not show reversals ifsher words and
her handwrmng was intelligible. : .
.,

REFERRAL : B .

Juanita was referred by the local.referral committee be@use of concerns about her lével of academlc achxevement
and her w1thdrawn behavior. . . . _ . .
BEHAVIORAL OBSERVATIONS .~ - oo ’

Juanita is a slender, tall, shy dark-haired, 10-year- old girl. Her gaxtxsa bit stiff, with-toes shghtly turnedin. She kept
.. her eyes fixed on the’'examiner throughout testmg and had a sober, rather sad’eyed facial expression. She tended to
_ i be rather inhibited; therefore, repetition an\ﬁﬁncouragemc =t were requxred

: ,

ASSESSMENT RESULTS - oL
Language and Communicatlon The first examiner used English throughont the testxng session: Then Juapita was

" tested by a bxllngual examiner in Spanish, her dominant language; the primary.language of the home, The Spanish-

~

speaking examiner reported that Juanita answered most questions with one word sentences although she seemed

_capable of expressing herself in complete sentences. She also reported her language in Spanish {mastery of syntax,

receptive vocabulary) as adequate for her age, Both examiners felt that Juanita shows deficits in English including

“lack of fluency and vocabulary, In summary, she appears: to have an incomplete acquisition of a-second language.
* Juanita may have difficulty understandlng classroom instructions at age level, The sp'eech and language teacher
. assessed Juanita's laprguage and reported that Juanita has some comprehension problems. and her expressive skills
' ?re limited. juanita dlso has a minor articulation problem. During the- ‘testing in English, the examiner npted that

uanita spoke in a soft almost inaudible voice, and appeared to-have a slxght lisp. il

Physlcal/Psychomotor Juanita has-passed the school's hearmg and- vision screening. Her mbther reported no

unusual health. or developmental problems. Regarding psychomotor functioning, Juanita made two scorable
developmental erfacs\{n copying the geometrfc figures on the Bender Visual Motor Gestalt Test, This ranks her
performance as falling in the normal range. Her figure drawxngs also suggested adequate development. Her’ pencll
control (right hand) appeared adequate. : : ‘

Emotxonal/BahavnorallAdaptlve The Spamsh examiner who admlmstered the Kinetic Family- melngs found
that ]’uanlta visualizes the family as an extended one where grandfather, uncles and aunts are lmpo:‘tant -The

examiner suggested that Juanita's difficulty in learning English may. be' secondary to her difficulty in hecaming .

accepted socially and feeling that'she is part of the English-speaking culture. Though Juanita does not appeartobe a
severely disturbed child,’some depressive feelings were suggested by her drawings and associations. -

" Sociological: Juanita is a native of Venezuela. Her native culture is dxfferent from that of the majority in this
country and from the dominant culture in the school which she attends. Her social dévelopment has been somewhat
testricted compared to other girls her age and those included in" the test’s standardization sample. Positive factors

include an intact and extendedefamily, and emphasls gn educatnonal achievement in her family.

Intellectual; On the Wechsler Intélligence Scale for- Chlldren—Rewsed Juanita's global intellectual functioning was
in the average range. When she was unfable to respond appropriately uhEnghsh .questions on the Verbal Scalé were
repeated in-Spanish. This technique gdve her the opportunity to’demonstrate improved petformance on the
Vocabulary subtest, and on three other subtests. She.showed relative strength «in practical judgment and mental
computahon On the Performance Scale all five subtest scores fell in the average range. This reinforces the
impression that Juanita has average skill in the visual conceptual and perceptual motor areas and nonverbal

reasoning. She seems to have some problem with immediate rote memory of nonmeaningful material, such as ,

numbers.
Educatlonal Performance: ]uanlta scored at low fourth- grade level in wqrd recogmtlon and written spelling, and

- goored at high fourth-grade level in written arithmetic. The Spanish examiner had Juanita write paragraphs and

found that her achievement was supernor when Spanlsh is used. Her success on written problems reinforces the -

14 !
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SUMMARY AND IMPLICATIONS . .
JJuanita is an attractive 10-year-old girl. Her global intellgctual functioni g s in the avérage rangn, but hér .

sucquisition of English as a second language still is incomplete. The Spanish-spe jKing examiner noted that Juanitais
-regdy for'instruction in English but needs much oral language development in English. There is not o significant
'*  discrepancy between Juanita's standard scores on the WRAT and her measured ability on the WISC-R (Spinish and -
English combined). She is having difficulty adjusting.emotionally to a different culture, may be somewhat
depressed, but is not severely. disturbed. B . ,
The two examiners will make arrangements to meet with the mother to interpret théytest results. At that time ways
will bé explored te help Juanita to adapt-to her current school and:broader cultural life situations, Various
alternatives will he explored with the mother, including tutoring and possibly colinseling. Juanita needs to be
» encouraged to partigipate in activities such as sports and organized arts and crafts. In such situations she could
v- interact with other children without being too pressured tb.communjcate vetbally. T - :
: After the pafent conference, the Local Referral Committee will theet ‘again to review test'findings and to gonsider,
ways that the school can contribute to Juanita's development. _ e

V.

Answer the fo}l(é’win'g questions: v, s - 0 — ' .
1. All the tests used in the rebor‘t are based on'standardization populations which are significantly different from
Juanita's background. Juanita' was born in Venezuela and has been in the U.S. for 18 months. What ‘possible

sources of bias may have been introduced by using these tests?- . o v

2. What measures were used to minimize bias? Were they sufficiefit? In spite of the reservations about the
standardization populations of the tests uséd, did the results provide’ meaningful informatiqn about Juanita's
functioning? Explain your answer. o . L T ’

3."Even though Juanita came from a different country, the report states that her family values educational
achievement. What ¥ypes of skills may have contributed to Juanita's relative success on the WISC-R? '

. . . "'-,.\. “ " w
. : ] I X . .

D T . SIMULATION 8 } . : .
-You, the school psychologist, are assigned to a high school with a 50% minority enrollment. The administrationis -

" cohcerned about the high dropout rate among minority students. You have been asked to function as a corsultant to

help the school tosencourage minority students to stay in school longer. o T »
Identify possible sources of bias yghich may be contributing to the high dropout rate of m{nority students. .}

Formulate potential sources- of bias associated with curriculum design and discipline policies.! What strategies

would you use in order to bring abaut changes in these areas? } . -

I3

-

g

——

. L KEY TO PRETEST . S
. . ' Short Answer Items : -
N 7 . . N . .
1. Skin color, unusual last name, poor dress, socio-economic status, bilingualism. > . R
2. Teacher interviews, family interviews, school/medical récords, child interview, observations, adaptive
behavior data. . T - RO . \
3. Reliability = Stability of a person's characteristics. Vaiidity =Degree to which a measure provides an accurate '
» 'descript‘ion of the behavior it is designed to assess, - o " ! ) :
‘4. Norms: Standards against which a child is judged. Nonstandard norms may include par%nt expectations,
other children, teacher expectations.’ ) - .
5. Multiple information sourcés (e.g., home, school, child), reliable and valid information, effective
recommendations from.sources familiar with child, responsibilities for interventjons willingly assumed by -
ersons with riate authority, interventions imited specifically to child. CI Ty
p with appropriate a y. interve not limited sp y tochi ) _
=~ 6. Insufficient support for special services; discomfort in working with specia} child populations; dictatoriab v '
leadership styles; schopl isolation. : . N < . SRR
- 7. Historical information, current characteris_tics {child and envirgnment), imervlé’ntions, follow-up evaluation.
+ . . A ) . . . »
8. Allowiqg school absences, allowing out-of-school activities to compete with school. .
8. Test wiseness: Certain abilities and attitudes prerequisite te successfull;f taking tests..Components of test
- wiseness include understanding’ directiops, considering all possible responses before choosing one,’ ,
nondistractibility (to the extent- that response effectiveness is, maintained), task involvement, aid
attentjveness, = _ o S . . - Co ' :
10. Motivation, anxiety, cultural background, SES. . ’ o -
11. Skin color, neatness, quality of dress; handicaps, demeanor. ' .8 E
12. Pressure from administrators or colleagues, job security, allegiance to employer, .
" True-False Answers - '
1 True ... .8 False 11, True
2. False- . . ; 7. True T -12. False .
) 15 Co . o °
. . - ) . » ’ ¢ ‘(" — . ! ) t .
Q . : i . 3
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a

.3. False d 8. False + 13. Talse

4, False 9. False ’ ' 14. True ‘
5. False . 7 B 10. False . v -
, _ " ¢ 'KEY.TO POSTTEST . .

. (A) Historicol informotion helps us,to understand important antecedent ev:.nts in a child’s4ife., (B) Curront
“gharacteristics describe what a child and his environment presently are‘like. {C) Interventions include the

s \.processes over which we have control which are intended to effect a postlive change in the child or the child's

environment.' (D) Prognosis: This evaluation component estimates the success of interventions.

2, The%urentsythe child, the examiner, the odequacy of our dlegnostnc lntorventnor\Nechmques and school systh

policies and procedures. u »

‘3. A child may have a’general language dehclency or a language dllferenc(.. \)ecause of either exposure to .

nonstandard dialects or to'the exclusive knowledge of a language other than- English. vy .

‘lnstruptlon and/or drill and practice in'concepts related to basic test- -taking skills, such as understandlng test
direction$, multiple choxce stratégjes, concentration skills, and commgn tyst concepts (e g., same or different},
r(.l'lectlve response’ styles and ehmlnutlng incorrect options.

\‘_-_

the psychologist is often pressured to emphasxze trealment particularly When caseloads are heavy Y

6. (a) Medicol Model: Employs elther ABCD or_BCD constructs. Abnormal conditions are detected and trehited
biologically, based on normative biological standards and dichotomous data (i.e., the plesence or absence of -
symptoms). Has low potential for racial and cultural discrimination. (b) Sociol Systeme Meodel: Employs BCDor
BD constructs and emphasizes learning and displaying socially approved behaviors. It has'low potential for

racial and cultural dxscrlmmatron whén roles and environments are specified. (c) Psychoeducotionol Process
_ Model: Stresses BC(D) relation~ and emphasizes the assessment and training of processes or abilities usuallyina
" compensatory or remedial prograr It has a low source of bias when the child matches the characteristics of the
standardization sample. ,(d) To:k Analysis (Behoviorol) Model: BC(D) type constructs are used to carry out a
test-teach-test activjty. A chilc behavior results fromthe interaction of a set of enabling behaviors and the *
‘requirements of a task. It has ¢ w potential for racial or cultural biag, if scores are interpreted in terms of the *
& child’s development, along a lsequenced cgrriculum that, provides’ for the continuous developmient of .,

5 A Chlld is often unavailable for follow- up. admlnlstrahve policy sametimes precludes time spent on evalunéjlon.

., enabling behaviors and skills 'urolistic Model: Emphasizes BD constructs and uses various techniques in’ o
¢ an attempt to discoverthe talen . .. ntential that are masked by culturally biased.and inappropriate' measures.

“Three methods are used or sugg. 3t¢ -r’eliminating bias: the development of culture specific tests, estrmates of
the child's legrning-to- learn ublhty. and multiple tests norms for various target groups,

7. Improve general perceptual 1ntellét:tual or hngurstm processes. Provrde more lndlvtdual attention, R

B. The examiner is competent. The sample of behavior i is: adequate. Tht characteristics of the chllod being tested are

" similar to those children included inthe test's standardization sample These assumptions must be contlnuously
exarruned for each chxld with whom we work. . L . oo
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- *°  RECOMMENDED READINGS ‘ .
Three excellent volumes present the findings from the Project on Classification of-Exceptional Children which
was under Nicholas Hobbs's direction. The thoughts of 83 contributors are presented in the two volumes on Issuesin

comes from this source. Other articles are of v&lue, too. Hobbs's thoughts, no doubt nurtured by the contributions of
others, are présented in The Futures of Childréf. The Project and books are infended to increase the public's
understanding of the problems that are assoclated with the classification and labeling of children; to provide a

" the Classxflcqtgon of Children. The diagnostic-intervention model discussed in a preceding subsection of this paper

- rationale for public policy and legislation; and to improve practice within various professlons The threebooka were

publlshed in 1875 by Jossey-Bass. . ’. ~
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As we know, American education is experiencing a strong trend toward the developmem of.basxc “skills,
recogmzmg1 that subsequent behaviors are well developed only if they rest on a firm-foundation. This nohon applies
to.one’s professional life, too. Many pitfalls could be avoided if a brief-moratorium were'declared on discussing
issues in the assessment of mifority chxmd1oweread] Standords for Educotionolond Psychologxcal
.Tests (American Psychological Association, 1974). By meeting its standards for tests, manuals, and reports, for

“reliability and validity. and for interpreting scores, we would measurably advance nonbiased assessment. Its most
recent revision also-recoghizes special problems in assessing minority children.

| am fortunate to have participated in various projects directed toward minority children. One of the most
satisflying occurred in 1976 when I was asked-to prepare a volume discussing the state of the art and science of
assessing minorily children. Through the contributions of Drs. Bernal, Laosa, Matuszek, Mercer, Tucker, Ysseldykes
and uthers, the book: Psychological ond Educational Assessment of Minority Children (Bruner/Mazel, 1977)
emerged under my editorship. It contains discussions of historical antecedents and current issues; professional,
-legislative, and judicial in{lluences on psychoeducational asszssment; using tests in nondiscriminatory assessment;

. designing diagnostic-intervention programs: and operationalizing a diagnostic intervention process. The

. appendices present many of the original federal guidelines impacting on nonbiased assessment (e.g., Office for Civil
Rights memorandum and the remedies for the Lau v. Nichols decision). The annotated bibliography of 27 language-
dominance meaéur;zs also has been helpful to practmoners
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Introduchon

Every person in the United States probably has been
iffected by tests in some way. An eshmated 250 million
;tandardized tests of academic ability, perceptual and motor
ikills, emotional and social characteristics, and vocational
nterests and talent are used each year in educational
settings (Holmen & Docter, 1972). Test results have been
1sed as both facilitative devices—to admit. advance, an
’mpl(ry;and exclusionary devices—to segregate, instj#i-
idnalize, track, and deny access to desired goals. Although
esting has been criticized by social, political, and psycho-
ogical commentators for six decades, the legal system
seriously began to examine the issue of nondiscriminatory
1ssessment only in the last 10 years. In part, this recent
nterest may be explained by the Suprenve Court's mandate
n Brown v. Board of Education (1954) to desex,regate public
schools. Civil rights advocates began to view educational
sychological tests as tools to hinder integration and,
adly.qs discriminatory instruments dénying racial
- minorities the full realization of their constitu-
ts..As.a result, since_ the mid-1960s, an explogion

»f litigation and legislation has affected the administration,
nterpretation; and use of educational ‘and psychological®
‘ests.

.
v

19
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In this section some fundamental legal principles which’
are denved from major cases and statutes onnondiscrimina-
tory assessmept are examined and discussed. It would be
helpful to know the legal history of school-testing litigation,
the legal theories under which tests have been'challenged. all
current regulations and statutes that control the administra- .
tion of tests in public school, and issues subsumed under.
these topics. Because such a comprehensive survey, in the-,
context of this module, would be overwhelming (for such
reviews see Bersoff, 1979; Oakland & Laosa, 1977), two basic
questions will be discussed: (a) How does the legal system
define nondiscriminatory assessment? (b) What kinds of
procedural. requirements does the legal system impose on
schoul systems to enhance the possibility that minorities
will not-suffer discrimination as thre result of taking tests?

The material is structured as follows to help answer the -
two questions: (a) A series of questitms in the format of a
pretest alerts readers to the major concepts that follow; (h).
An extended content section discusses information that is
relevant to the topic. Interspersed within the section are

; :dls‘rrete activities,_which.readers_are experted to complete.

g to intagraté the
ssessment of skills

(c) Simulation exercises are provided to he
theory into prachce and to serve as ané
and knowledge gained in this seclion,
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PRETEST L.

‘Matching, Item 1.

1. Five important cases affectrng nondiscriminatory assessment are listed in (a). Some ma]orprlncrples from these
decisions are presented in (b). Next to each case wrlte in the number of the major principle or*decision ‘that

comes from that case. _ L .
. [a) Cases: : - . .
~ Hobson v. Hansen .
Larry P.v. Riles * _ » . N
_ Brown v. Board of Education. - . N ' ‘- \
—__" Washjngton v. Davis o : : S - S
— - Griggs v. Duke Power Co. . T » - R : . \\
(b) Principles: X , S ! \
d[r] Placement of black children in EMR classes when the prrmary determrnant of placement is an individually
~ administered intelligence test score violates the equal protectron clause of the U.s. Constrtutron. P.L. 94-142, .
and Section 504 of the Rehabilitation Act. " . :
[n} Segregatron of black children in separate schools v1olates the equal protectlon clause. -
(iii) Use of intelligence tests that are fair in form but have a drscrrmrnatory effect (i. e.‘lead to drsproportlonal
-selection to the drsadvantage of black persons)-violates the 1964 Civil Rights Act. .. ° s
(iv) Tracklng students in ablhty groups-on the basis of racially and culturally dlscruﬁﬁatory standardized
group tests violates the equal protection clause. .
= [V]—When’plalntlfts prove that-tlie use of° 1n?lllgencjests only” has*a discrpginatory: stfect-without also—
proving that their use was intentionally des:gned to dlscrrmrnate against minoritiés the equal protectron clause.
is not violated. TR .
“True-False, Items 2-10 : , e B o jp—
‘Write your answer next to each state'nent If it is false, state what you think is the correct- prrnclple
2. Classification practices that result in racial disparity violate the equial protection clause.
e rights of black children under the 1964 Civil Rights Act and the U.S: Constitution are essentially equrvalent
4. 1 {ests are the best means available to assess children, their use does not violate theequal protectron clauseeven,
if proportronately more black children are placed in EMR classes.
. 5. Under P.L..94-142 parents may contest the school psychologtsts evaluation and recommendatrons in an
1mpartukhearlngJ
- 6. School psychologlsts may not administer tests unless parents consent.
7. Only assessment 1nstruments that measure innate capacity should be considered nondlscrrmlnatory
8. Parents who are mentally rt<arded are legally incompetent to consent to a psychologlcal evaluation,
9. If consent forms afe written ¥n plain, easy toread English, they wrll meet.the requirement in P.L. 94-142 that
: : Such.forms must be understandable to parents." :
" 10, School systems must notify parents before they may reevaluate chrldren alreaa—fr placed in speclal educatlon
' programs. . . . ¢ oL Y
Short Answers, Items 11-13 T . - X s
. Undeér each of the followrng 3 questions prd‘vide the information requested in a written statement:
N 11. State under what circumstances Sec. 504 of the 1973 Rehabilitation Act, but not P.L. 84-142, will control the
‘administration of psychologrcal tests ‘to minority children. . R .
- 12 List the three basic preces of 1nformatron that must'be given to parents prror to the admrnrstratron of a
psychologlcal evaluatlon . . . . . fi
13. P.L.94- 142 requires a comprehensrve evaluation” prior to placement in aspeclal educatron program Defrnethe
' meamng of that term, ) o
v
‘Multrple Chorce Items 14-18. Crrcle the correct answer
T 14. The equal’ protectron clause of the Fourteenth Amendment prevents drscrrmrnatron by:
; a. States . . . )
b. Private individuals v . . . _ _ ) ‘
N c. Federal government ; _ . _ .. '
d. Any institutien receiving federal flnancral assistance R ‘
e. All of the above "~ . _ Tt T . o -
’ ,..;-’..'l". : : ’ 26 L : .-
. ‘ o .
\)‘ - - .
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15. To meet thé requxrements of the” Constntutlon and federal |aw. a test st ‘havg;- at a miaimum, whlch of- the“""“"“
" following validity coefficients to be considered nondiscriminatory; oot

a. .20 N - o . . ] ’ R .
c. .75 _ : : L .- . ; . . :
d .90 . ' < - » ) ) -3

-,
€. None of the above

*16. WhicH:one of the following is not a requlrement of P. L 94-142's pronSIOHS on the assessment of handlcapped
. children:

a. Tests must _be admxmstered in the child's native language - .
‘b. lntelllgence tests must not be the sole determinant of lacement
. c. All evaluations must be performed by a credentialed school psychologist
d. Tests must be. vahdateg for the purpose for whxch they are used )
'e. None of the above L o _ 4
- 17. Under federal law parents ‘must give their consent to: : ) . ' )
-a. All inBividual evaluations by a school-psychologist . : . - L
-..b. All individual evaluations by any member of the psychoedu uyational evaluation team -
- 4 ¢ Onlys ‘{otinitial evaluations and to triennial reevaluations
~._ d. Only to evaluations performed prior to initial placement in“a special edUCﬂtxon program : . '

e -All assessment used for identification (screening) and potentml placemem

18. It is a -violation of federal law and decisions in several cases to admmlstel‘ Whlch of the followmg tests 1o
minority children: ’ . .
Standardized group intelligence tests .-. < o ’ ' e ’
Standardized 1nd1v1dual 1ntelllg_nce test'; C
~Projective tests e v T
Personality inventories ’ : =

None of the-above =~ ' R

N !
'99-9.0'9’

This last series of 5 questions relate specifically to your practice as a school pSychOlngst Ona scale of 1-5rate your
performance on each of the following descriptive statements. Rate Yourself “1" if Your answer is“Never” and 5" if
. Youranswer is "Always." Place your rating on the line next to the statement. A ratin8of 1is not necessarily. negative.

administered intelligence scale

19. ___» The primary ‘determinant I use for diagnosing a chlld as educable menlally retarded is an 1nd1v1dually

e .. 20. In evaluating a child from an ethnic minority assess whether the child's prlmary language is Engllsh
‘ 21 I'study the test manual to see if the pubhsher has repo rted valldlty coemclents forthe purpose for which )
I will use the test .
22 Before I evaluate any child prxor to placement I make SUre that there is a form slgned by the parent or
o . other approprlate person, consentxng to the evaluatlon
23, Before [ evaluate any child prior to placement I have described edch Of the | assessment procedures I plan
- to use to the parent e .

. . .

The Legal Sys‘tem’s Conception‘of A
' Nondlscnmmalory Assessment

1. Case Law .
For adozen years after Brown v. Board of Educotion (1954)
many school systems attempted to forestall the process of

would preclude black children from attending previously

. all-white schools. Many of these tactics relied heavily on the
use of intelligence and achievement tests. For example, in
one;major southern city, no black child was permitted to
transfer to a “white” school unless fis/her grade-level score

- _onan ability tést was at least équal tothe class averagein the
‘school to which the tradsfer was requested This and other
dilatory mechanisms-were challeriged in the federal courts

by minority plaintiffs and eventually -struck down as .

unconstitutional. However, no case attacked the vahdlty of
the tests. The only concern af the ]udlclary at'the time was
whether standardized tests. were administered only to

blacks or were used to make decisions 'solely on raclal .
Durigg’ the firsg decade following Brown, test

grounds.
administration was free from ]udlcxal‘_scrutlny In the early
1960s, when the courts were.attempting simply to begin the

process of desegregation, charges that tests themselves were - the--ghowing.-that plaCement in -tracks was- determined

o prlmal‘lly on the basis Ofs\tandsrdxzed test results Although

‘racxally and culturally biased ‘were not- yet heard.
Q -
FRIC
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desegregation by introducing innovative mechanisms that -

-.a. Hobson v. Hansen

Against this background -a federal district court in

"Washington, D.C., hffﬂl‘d and ultimately decided Hobson v.

Hansen (1967), the first case in Which a court directly
ventured into the complexities of the testing controversy.
The case generally COncerped the legality of intra-school
district disparities in f’nancxal and educational resources as

.a-result of which white children were receiving better .

education and more- MOnetary support, At the heart of the
matter, however, was the disproportionate number of black

. children in lower tracks, most of whom had been placed in
_ the tracks on the basis of gfandardized group tests.

.Despite the fact that the District of Columbia had

, instituted ablllly grﬂuplng in a genuine attempt to. 1emedy
-the severe academic deficjencies of black.children, the Court

ultimately condemned the tracking system because it found |

- significant racial disProportionality among the children-’

assigned to the different tracks. “As a general rule,” the,
Court s8id, "in.those $thools with a significant number of _

" white and Negrp studentg 4 - higher proportion of Negroes -
- will go into the Special Acadeniic (EMR) Track than will

white students” [p. 458). The Coiirt was also concerned with
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lhe stafed criferia for entrance 1o a track mcluded learher

and counselor evaluations of maturity, stabllny. physical -

condition; and grades, the Court found that’ ‘testing looms as -
the most important consideration in mdkmg track assign-
ments” (p. 475). Thus, it was the dual-pronged findiRg of
disproportional placement determined primarily byrelj ince

“educational opportynities of minarity children. The Court’s,

major coneern was not the tests. but inflexible ability -
grouping, the tracking system’s stigmatizing effect on blacks

and its failure to provide sufficient resources to sludents in ..

the %wer tracks. EMR programs were viewed as relegating .
‘students (o permanent inequality. An examination of ability

.on test scores that triggered the Court's extensive inquiry- —l-sls was restricted to their use as solu or primary decision-

lo the nature and llmllalmns of standardized group tests

Question facing the Court.was whether racial
disparitigd amorg the tracks vmlaled the equal protection
clause oisxhe Fourteenth Amendment which prevents states
(school systems are considered to be arms of the stidte for
constitutional purposes) from denying “to any porson within
its jurisdiction the equal protection of the laws.”! The equal
protection clause is not an absolute barrier to ¢lassification,
and not all classifications resulting in disparity are
_unconstitutional. If the classification is reasonably related to
“the purposes of governmental activity and is performed
fairly,“the fact that persons are treated differently is not

. nécessarlly a-violation of the constitition,

Thus, the Court in Hobsori undertook’ to ‘determine if
ability grouping, a form of classificatory aclivity, has a”
rationa! basis. The Court asserted that discrimination on the
basis of ability could be defended only .if judgments on
ability were based on. measures that -assessed children’s
= innate endowmeént or capacity to learn, not their present’
levels of skills. If so, ability grouping would be viewed as .
“reasonably related to the purposes of education” (p, 512).
The law has a special concern for victims with a long hlslory
of purposeful and malicious discrimination, as in the case of
racial minorities. The defense of - -practices’ that appear to
continue lo jncrease discrimination is difficult. Thus, the

_sihool system was asked to explain why black (and poor) .

B

children disproportionately populated-the lower tracks.
The only explanation the Court would allow for lhe'qy;cml
disparities was that the tests upon which the classifications

-were based accurately réflected students' innate abilities:

- ‘The Court concluded that the' evaluallon instruments did not

Q

E
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pass that test:
While the governmenl may’ classify persons and thereby -
effect disparities in treatment, those included within.or ]
= excluded frnm the respective classes should be those for
whone the inclusion or exclusion is appropriate; otherwise the.
- tlassification risks becoming wholly irrational and thus
- unconstitutionally discrimninatory. It is in this regard that the
track system is fatally defective, because for many students
placement is based on traits other than those on which the -
classification purports to be based. (p. 513)

- The Court ngxt wrote the statements that were to have'a

pmfound effecl on the use of educallonal and psychologlcal
tests to this day:
© The evidence shows that: the method by Whl(}h track
assignments are made depends essentially on standdrdwed
aptitude tests which, althnugh*given ona system- -wide basis,

" are completely inappropriate for use with a large segment of
the student body. Because tests are standardized primarily on
and are relevant to a white middle class group nf students, -

‘lhey produce inaccuraté and misleading tesl scores when
5,1Ven to lpwer class and Negro students. . . . {T)hese students#
are-in reality being classified . . . on. fartors whieh have
nothing to do with mnﬂl(- ability. (p 514)

Task 1

From a school psychologxs!‘s\pam! of view, write a brwf
critique of the court's position that tests are vali onIyzfthu

" Hobson represents the condemnation of rigid, poorly

 conceived classification practices that negatively affect the

' 22

" children, they concluded. that .|lmost ‘two-thirds were
retarded. Z

~ plaintiffs in California. and several southwestern

- were arbitrary and irrational,

aking devices tojustify placement.

One signifjcant fipding/by the Cotrrt was that rehdnce on
group’ me:sjures contributed 1o the misclassification of
approximafely 820 0f,1272students. Evidence of misclassifi-
cition \Ndb.p[‘()Vl(lL’(l by theschool systeni itself. In 1965, two
years prior to the Hobgon decision, the superintendent. of
schools had ordered that no student be assigned to the E‘.Ml}
track without an evaluation (usually an individual test) by /
psychologist” When “élinicians then reassessed the E‘.M/
ot

Inthat light, Hobsan(ould be read as support for the use of
individual tests by school - and clinical pSy(h()lO},l ts.2
However, soon after the case was decided, mingrity :
ates
began a round_of post-Hobson cases of significan! dimen-
sion. Despite “Hobson's implicit approval of individual
testing, new cases began to attack the stately, rever§drand
venerated devices against which—all -other testg) were
measured: the individually administered intelligencé scales
like the Stanford-Binet and WISC.

b, The Case of Larry P, : ‘

By far the most important oblhe post-Hobson [cases is
Larry P. v. Riles (1972, 1974, 1979), perhaps better Nnown as
Larry P. The case presents. severe threats to the dontinued
administration of individual intelligence tésts, pafticularly
with minority children, and raises significant statutory and
constifutional issues that will affect fulure liti gqllon on
psychological assessment.. -

Phase One. Larry P. beganyn 1971 as a class fction suit ’
initiated on behalf of black children whowere plagedin EMR
classes oslensnbly because their [Q scores were Jowerthan
75 on state-approved intelligence tests, predomjnantly the
Stanford-Biffet and WISC. Thie plaintiffs, claiming that they.
were not mentally retarded and that the tests u ed to place
them' were* culturally’ biased, alleged that the resultant .
misclassification violated their rights under the Constitu-
tion’s equal protection clause. Thus, the Court was asked to
grant an injunction temporarily prohibiting thé defendant,
the San Francisco School System, from administering 1Q
tests to determine the placement of black children.in EMR -
classes until a ful] trial could be held lo decide the merits of .
the complaint. .

In supporting their claim of mlSClaSSlfLCBIlOH the plain-
tiffs presented affidavits from several black 'sychologlsls
showing that the children scored above the cuttoff point for
EMR placement aftergftesting in which special attempts
were made to establish ?apport items were reworded, and
scoring proredures 'were changed.” Although plaintiffs-
normally are’ requnred to show that the defen;fanl s actions

the pleintiffs requested
instead that the school system prove that its clé’éSIflcallon
process was Teasonable. :

-The Court required the plaintiffs to mhake wo showmgs
before it would order the.sch system to prove that¥4
practices were rational: (a) that racial imbaldnce'existed i m

- the composition of EMR classes: (b) lha} the primary

determinant for placement in those classes yas lést scores
derived from the challenged mlelhgence }esls. Although
blacks constituted only 28 per cent of the sll}dents in.the San
Francisco School System, 66 per.cent of the EMR students
were black. Similarly, blacks compnsed per cent of the
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California school population and 27 per,cent of EMR sch ol

children. Granted that placement in EMR classes was53sed-

onintelligence test results.and ngt race, the plaintiffs alleged
that this method of classification led to a disproportionate
impact on black children. Thus, the data regarding racial
imbalance for EMR children were undisputed and unequivo-
cal. Satisfied that the first prong of the fest 'was met, the
court proceeded .to analyze if the prlmary basis for EMR
placement was the IQ test.

« In California’s Education Code, school psychologists were
required to conduct comprehensive evaluations of children’s

“developmental history, cultural background, school achieve-

‘ment, adaptive behavior, and intelligence. The Court found-

that the district placed primary emphasis on IQ scores in
making assignments to EMR classes and it pointed to a
"California- statute that required other data to substannate
the 1Q. g

-

appeals applied the reasoning of Griggs v. Duke Power Co.
(1871) to resolve the plaintiffs’ constitutional argument that

-the use of the test ipvidiously discriminated against bluck_s. -

The Supreme Court, however; reversed the lower court's
decision, rejecting the contention that the constitutional

standard for adjudicating claims of racial: dlscrlmmanon =

was identical-with lhe statutory standard under the 1964
Civil, Rig(z}LAct “(O)ur cases have not embraced the
propositidn that a law or other official act, without regard to
whether it reflects a racially discriminatory ‘purpose, is *

unconsmunonal solely because it has a racially dispropor- -
tionate irhpact” (Washington v.:Davis, 1976 p. 239). Thus,

- the Court declined to apply. thp miore rigorous standardof the-

'

The Court, knowing that racial imbalance exnsted and that

EMR placement was détermined primarily by [Q tests, asked
the defendamts to justify ‘their use of IQ scores and to

“demonstrate the ratjonal connection between the tests and °

-Whie purpose for which they are allegedly used” (p. 1311). The"

school system responded by candidly agreeing that the tests

" were “racially ‘and culturally biasqd and justified their

continued use as the best ‘means available to classify
students as retarded;suitable options did not ex1§tl .

The San Francisco School District also sought o, del'end

the disparities by claiming that racial imbalance was the

Civil Rights Act to the constitutional questions.

The plaintiffs’ task during Phase Two was made more '
dll'flcult. “consequently, because they were required to.
‘provide evidence of mtent to discriminate and not merely dfa
discriminatory effect., :

:Congressional enactment of Sec. 504 of. the Rehabrlrlahon
Act (1973), which prohibits discrimination against handi-
capped persons in any institution receiving federal financial
assistance, and Public Law, '94-142, The Education for All
Handicapped Children Act of 1975, both have a bearing on
Larry P. The two statutes and their regulations prohibit the
use of assessment instruments that are racially or culturally -
discrimivatory; they require the tests used with children

‘suspected of “being hdndicapped to be lel(ldled for the:
“specific purposes for which they are,used.

> result of (a) white parents placing their retarded childrenin

private schools more frequently than did black parents, (b)
the district's pl‘lOl‘ practices of locating EMR- classes”in
predominantly black schools, and (c) black parents tending
to be poorer and, thus, producing children with a higher
incidence of retardation owing to nutritional deficiencies.
“These defenses were rejected because, in the Court’s judg-
“'ment, the school -system produced no hard evidence to
support them.

Thus, the Court in 1972 held the school district to be in

violation of the equal protection clause because it failed to
demonstrate that IQ tests are rationally related to the
purpose of segregating students according to their ability to
* learn in regular classes, at least insofar as those tests ‘are
.applied to blagi¥tudents” (p. 1313f. The Court issued the
preliminary injunction prohihiting the placement of black
children in EMR classes on the basis of intelligence test

‘Phase Two. The plaintiffs filed and amended their
complaint in 1977 alleging that lhe use of individual
intelligence tests for EMR placement violated Title VI of the
1964 Civil Rights Act.(in which onl{dlscrlmmdtory effect,
not intent, would have to be proven) as well as the equala_-
protection clause. Later that year the plaintiffs filed a second
amended complaint alleging, v101anon of Public Law 94-142.
The U.S. Department of Justice, partlupdtmg, as a friend of
thecourt, sifled with-the plaintiffs, /and also asserted that the
state’s conduct violated Public law 94-142 and Ser. 504 of

- the Rehabilitation Act.o .

results if the-consequence was racial. lmbalance in such.

classes. : , ,

Three "events followed ‘the Court's’ decnsnon (a) An

appellate tribunal in 1974 affirmed the lower court's order..

(b) The court then approved the plaintiff’s motion to broaden
the injunction to prohibit the administration of individual
mtelllgence tests to all black children in the state. (c) Finally,
in 1975, California itself decided to broaden the ban to

prohibit the use of 1Q tests for placing any California -

chlldren in EMR classes regardless of their race.
- Phase One of Larry P. was ended. Phase Two, the trial on
the substantive issues, began-in October 1977 and ended in

"+ mid-1978. The Court published its opinion in-Octobemy979,

Q
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m'gking permanent the preliminary’injunction it had granted

in 1972. Phase Three, the appeal by the State of California,*

began in ]anuary 1980 and no definite termination date is in
sight. | e

Intervening Events. Between Phases One and Two the

" Supreme Court and Congress took significant action which
had important effects on the outcome of Phase Two. In 1976
the Supreme Court decided Washington v. Davis, a case that
arose when two black applicants for positions as police
officers filed suit contending that the written personnel-test
. used by the police department excluded dlsproport)bnately
high numbers of black applxcants The federal court .of

Aruitoxt provided by Eic:

Judge Peckham ‘decided in fayor of the pl"unh.‘l's on both
statu\ory and constltunonal grounds. The defendants were .
permanently prohibited “from utilizing, permitting the use
of, or approvmg the use of /any standardized intelligence.
tests ... for the 1dent1flcat10n of black EMR children or their
placement into EMR classes, without securing prior approval’
by this court” (P. v. Riles, 1979, p. 104). .

The Court began its analyéls by evaluating the defendants’
conduct under Title VI, Rehabllnatlon Act, and P.L. 94-142.
The Court, finding no data,valldatmg the use of IQ tests for
EMR placement, held that EMR placement mechanisms that
lead to a disproportionate number of black children being
deprived of a meaningful ,lzducatlon are in v10lat10n of Tltle
VI of the Civil Rights Act

-The Court’s primary l'ocus was on the. nondlscrlmmatory
assessment provisions of Sec.-504 and P.L. 94-142, particu-
lady that_ part of the regulatibns.requiring assessment
instruments-to be “validated for the. specific purposé for -
which they are used.” The Colrt's interpretation of these
provisions is crucial to its decision and breaks new.ground
because it.is ‘the first case that attempts to.establish
validation criteria for tests used for EMR placement. Relying
on Griggs v. Duke Power Co. (1971), the Court said that the

.state first must show th[at the test hasa direct relationship tq

the position for which the test is required. If the relation gan

- be shown, ‘the plaintiffs then must submit.evidence to show

23

that alternative selectibn procedures exist-that would serve
the employers’ purposes as well without producingdiscrimi-
natory effects. .
Judge Peckham held the state accountable for proving that .
the tests used for'plal:ement had been validated for black -

o \\,
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children 'and'! for showing”that the tests were valid for
selecting children who are unable to profit from instruction
in regular classrooms with remedial instruction and, thus,
belonged in—to dse the Court's term—isolated, dead-end,
stigmatizing EMR programs. According to the Court, the
State did not provide suitable kinds of Validation.
-{D)efendants must come forward and show that . .. {the .
_tesls) have been validated for each minority group with
which they are used ., .. This minimal burden has not been
et for diagnosing the kind of mental retardation justifying
the E.M.R.'placement. {p. 69) o
The few studies- that had been brought to the Court's
. attention were not considered relevant. The Court rejected
validity studies in which.IQ scores correlated with college
grades or other achievement tests. It was satisfied only with
research relating IQ scores of black children with classroom

_grades, although the latter were admittedly subjective. The’
.one relevant study which was cited yielded correlations -
bet‘}ﬁen 1Q scores and grades of .25 for white children and

only§14 for blacks. The expert who testified about the study
conoluded that the WISC -had “little or no validity for
predicting’ the scholastic performance: of black or.-brown
children” (p. 71). Thus, the Court concluded that "
- 'The 1Q tests are differentially valid for black and white
children. . .. Differential validitd means that more errors will
. be made for black children than whites. and that is
-unacceptable. (p. 71-72) : -

. The Cqurt found that alternative mechanisms existed for
determining placement in EMR classes. During the state-
wide 1Q moratorium, adequate assessmeénts were' made
without IQ tests, and fewer misplacements occurred. In fact,
the Court found that more time and .caré had been taken
during this petiod’in placing children in EMR classes than
when IQ tests were administered. Nevertheless, the Court

- warned, alternatives themselves to 1Q tests had not-been

‘validated, and disproportionate placement, although less -

.egregious than in' the pre-1975 era, was still present.

Continued use of tests is needed for “the development of .

curricula that respond to-specific educational needs"” (p. 74),
-not for the purpose of labelirig children as rétarded. Thus;
given the functional exclusion of black children under Title
VI and the failure to meet its burdens under Section 504 and
P.L, 95:142, the Court found the defendants in violation of

" the two. gtatutes. . Judge Peckham also ruled that the

plaintiffs warranted relief under the-Fourteenth Amendment

to the -Constitution. The primary question of judging -

. intentional discrimination was decided by requiring the
plaigtiffs to show anintent to segregate children into classes

for the educably retarded. This decision to define purposeful

discrimination as the intent to segregate minority children
fnto special classes laid the groundwork for vindicating the
- plaintiffs’ claims. In the end, the Court was satisfied that the
‘plaintiffs had met this burden. The Court found EMR
programs to be horribly ineffective and blacks to _be
substantially overrepresnted in thém. After concluding
.again that IQ tests weré the primary determinant-in EMR
placément, the Court found the tests to be racially and

" . culturally biased. It cited problems in the standardization of

the tests, in the exclusive use of standard English, and in
items not reflecting acceptable cultural differences.

The Court concluded that the "Defendantsxcan'establﬁh go-
" compelling state interest in the use of the IQ tests n Fih the

maintenance of EMR classes with overwhelming 1sprapor-
tions of black enrollment” (p. 94).

After finding for the plaintiffs under federal law, the '

Constitution, and the California Constitution, the Court
proposed the following remedies: not to use standardized

- ‘intelligence - tesfs to “identify’ black children for EMR

placement without first securing approval from the Court; to

eliminate overrepresentation in EMR classes by race and’

A
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“ethnicity; to reevaluate all’ black ‘childreri labeled EMR
without resort
approved by the Court; and to draft individual education
plans designed to return all incorrectly identified children to
regular classrooms, e ’ :

Phase Three. The recent appeal of Phase Two and the
introduction of 'Phase Three necessitates caution in inter-
preting the present findings and specification of remedies¢
Clear 'guidelines - regarding nondiscriminatory assessment
from the judiciary still.are lacking.

. - !

— — =
N Task 2

(You may do this task now or bf;er'you finish reading the

content material.)

Locate’ the- statute in your sfate that prescribes ‘the
-evaluation procedures for placement in programs for the

~handicapped. The statute is located in the codificdtion of - -

your state's laws and can be found in any public or law
library. By searching through the index'you should find the

to standardized. intelligence tests fot -

pertinent provisions (or ask the librarian or a law student to -

help you): After you find the apprepriate statute and read
through it, write out the criteria for placement; "pay

particular attention to the emphasis on the use of IQ scores.
.

¢. A Critique of the Case Law PR N
In Task 1 you wrote brief critique oﬁhe Court'spositionin
Hobson v. Hansen (1987} that tests are valid only if they
measure innate ability. Similar reasoning was used to
condemn individual tests in Phase I of P. v. Riles (1872).
Although the “specific outcomes .in these cases may be
applauded, given - their facts, the courts showed little
knowledge or understanding of measurement theory. Equat-
ing nondiscgiminatofy assessment with instruments that tap
- inherited abilily alone gravely, misconceives the nature of
tests. No psydljglogist who has written'on the subject
believes that psychometric devices measure -hereditary
endowment solely. - ' °

“There are no measures of innaté capacity” (Cleary, - -

Humphreys, Kendrick; & Wesman, 1975, p. 17). “Intelligence
as measured is notaCapacity, It is a behavioral trait and one
highly dependent on past learning, -whethef the test is a
‘'standard test of intelligence or a ‘culture-fair' test” (Cleary'et
al., 1975, p. 22). The consensus is that aptitude scales
.measure developed dbilities. that reflect the interaction

’a

bétween an individual's experiences and his or her innate
. P :

talent? -No ‘group, whether minority psychologist (e.g.
Bernal, 1975; Jackson, 1975) or committed hereditarian (e.g.,

- Jensen, 1969) considers intelligence test scores to reflectonly-

innate ability. The argument among psychologists and other
scientists is over the relative weights to assign to hereditary
and environmental factors. The Court in P. v. Riles (1979;
Phase Two) recognized the error in Hobson and concluded
that intelligence tests merely meéasure ability, not capacity.
* By definition, achievement and intelligence tests always
will fail to meet Hobson's demand for assessment devices
devoidl of enivironmental bias. Given what they purport:to
measure, tests inevitably reflect the social setting in which
the test-taker lives, “All behavior is affected by the cultural
milieu in which the individual

is' reared and since -

psychological tests are but samples of behavior, cultural -

influences will and should bereflected in test performance. It
is therefore futile to try and devise a test that is ftee fro
cultural influences” (Anastasi, 1976, p. 345). :
If meeting the Hobson innate capacity test is impossible,
evidence demonstrating a minimal to substantial relation-

ship between an assessment practice (means)and labeling or - ¢

* classification (end) of children may be almost as difficult to



‘provide.
terms, becomes, "What level of validity is required to
support a placement decision based on an assessment
insérument'?" Unfortunately, the coirts have provided no
gerferal answer to how high such.a valldlty coel'l'lclent
should be.

The law may invoke at least three different standards t'or
evaluating validity: Does it predict significantly better than
chance? Does it significantly reduce classification errors?
Does it correctly identify children who cannot learn? In 1972,
a federal appellate tribunal barred the use of the Graduate

Record Examination for the purpose of hiring teachers in'a_

southern schodl district because the validity coefficient was
too low to prevent! “the elimination of some good teachers”

. (Armstead v. Starkville Municipal Seporate School District,

872, p. 280; emphasis added). Apparently, then, even a few
false negatives render a test invalid or, in legal terms,
arbttrary and irrational. A federal district court in ennsyl-
vania ruled unconstitutional the use of personality question-
nafres by a school district to identify potential drug abusers

among junior high school students. It was concerned, in part, .

that there would' e too many-false positives owing to .the

' psychometrtc Q{f:cxencles of the instrument. The Court

observed, "when a program talks about Jlabeling someone as
a particular type and such a.label could’remain with him for
the remainder of his life, the margin of error must be almost
nil” {Merriken v. Cressman, 1973, p. 920). "Nil" 1mplxes
nearly perfect correlation. Few, if any, assessment in&tru-
ments yieldrefliapility, muchless validity, coel'hcxents above
:95. :

Thus,'validity coefficients that school psychologlsts migh?

find acceptable may not pass judicial muster. Measurement _

experts may consider the courts’ understanding of the levels
of validity required to meet the law’s rational basis principle
naive, but the validity of psychological tests used to classify
racial and ethnic minorities clearly must meet a relatively
high, albeit unspecified, standard.

.
d. Interim Summary Q""
We are now about mul'.)u{y in considering our first ma]ur
question: What is the legal definition of nondnscrxmmatory
assessment?.You may have gathered that there is no simple
answer. From the case law, however, we can assert some
partial-definitions, although not all the l'ollowmg prmcxples
ard necessarily settled law.
1. Assessment practices muyst be reasonable and ration-
ally related to the goal of classificatiop.and placément.

: 1o - .
The issue, when translated into PSyChOlUnglSE‘?decisione. As long as lawmakers stay within the confines of

the Gonstitution they are free to enact statutes and rules for
any of these purposes. This process is evident with regard to

psychometric evaluations. In the last half-dozen years both .

state and federal governments have drafted comprehensive
legislation affecting educational and psychofbgical assess-
ment. The next subsections review the two most 1mp0rtant
federal statutes, : g © "

a. The Education for All Handicapped Children Act 6f 1975
(PL 94-142) - 4})’ .
Passed by Congress in 1975, PL 94-142 is essentiall§ a
grant-giving statute provxdmg fimancial support for spectal

. education and related serviges to state and local education

. devices used

“i

2, Assessment that does not result‘in a dxsproportlonate ’

and disadvantageous effect on mmornty 'groups ‘may be

" caonsidered nondiscriminatory. . L

e
/

v 3. Ifracial disparities in placement occur, assessment may
be. nondiscriminatory if the effect is not explicitly inten-

.tmnul and the tests thatproduee the disparities do not have

the. natural, foreseeable, or anticipated consequence of

* crealing the disproportionality.

4,

4, Assessment devices must be valid for ‘each- dxscrete
mmortty group with which they are used. o e

5. Assessment results must produce equal validity coeffi-

cients. for all groups on-relevant predictive criteria [eg,

actual classroom performance). .

“

Z. Legislation

Thus far we have exammed only one of thé two ‘major
sources of the legal definition of nondiscrimifatory.assess-
ment. Legislatures as well as courts develop rules of conduct.
Whereas courts -must wait for litigants to present legally
cognizable . issues, legislatures- and government agencies

- may pass laws and promulgate regulations at any time'they
believe (a) problems:neéd a broader solution than courts can

ERIC « .
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_[e] they dlsagree w1th the courts and wish to. undo their

N
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agencies if they meet eligibility reqliirements. Earlier -
legislation " (PL 93-380) specified that any assessment
“for the purposes of classification and
placement of handicapped children will 'be selected and
administered so as not to be racially "and- culturally
discriminatory.” PL-94-142 and. its regulations publxshed in
1977 reaffirmed this nondlscrlmmatory evaluatton,‘ man-
date and fleshed out its meanmg Sec 121a 532 of the
regulations states,

(a) Tests and other gvaluation meterlals

) (1) Are provided and adminijstered in the chtlds native

“language or other mode of corpmumcatxon

(2) Have' been validated for the spt_cxfxc purpose for
which they are used: and

- -

.(3) Aré administered by tramed personnel in conform- | ‘.

ance with the mstruchons provided by their producer. .

" la- : "’

tions, Sec. 121a. 532) ' '

The most amblguous of these provxsxons e [a2) The
regulations require test validation but not test validity: Even
if one infers that both are necessary, there is no indication of
the level of validity.to which a test must conform. As noted
previously, there are few. clear-cut-judicial or statutory
guidelines for the standards of validity in school.testing. To
date, only P. v. Riles (1979) has gwen us some indication of
what this requlrement means. .

Other provisions also” affect psychologxcal and educa-
tional assessment. Children with sensory,” manual, or

speaking impairments are to be given tests that reflect
not their -
impairments. Further, all ‘assessment is to be comprehen- °

genuine deficits in aptitude or achievement,

sive, multifaceted, and multidisciplinary. Evaluations for
placement must be conducted by persons from education,
medicine, ‘and psychology who assess children "in all areas
related to the suspected disability, including, where

- appropriate, health, vision, hearing, social and emotional

status, general intelligence, acagt.mxc perl'ormance, com-"’

mumcatwe status, and motor abilities.” Tests cannot be used

which are “merely . .. designed to provi

_ intelligence quotxent nor can one single procedure be "used

as .the - sole criterion for, determmmg an appropriate -

educational program for a child.” In making placement
decisions.the school is required to “Hraw upon information

from a variety of sources, mcludmg aptitude and achieve-

ment  tests, teacher recommendations, physical condition,
social and cultural background and adaptive behavior,”
Thus, PL 94-142 clearly states that assessment

plinary team and not of a school psychologist acting ‘alone.

.This diffusion of responsibility presumably reduces indi-

. vidual bias and broadens accountabnlnty

To insure that all these provisions are used, both the

statute and the regulatlons provide mechanisms enabling °

parents "to present complaints with respect to any malter

relating to the identification, evaluation, or educational

placement” of their children, The complaints are presented at
an impartial administrative hearmg in which parents have

g

‘and
placement decisions are the responsibility of a multidisci- -

ea single general

a
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the rtght to compel the attendance of, and to crosgyexamine,
.witnesses who participated in the assessment and program:
"ming decisions.
intense scrutiny of .their credentials and perl;ormances.

including: the reliability and Validity®of the evaluation

" measures they employ, the interpretations they make from

] {' In this multipurpose” law to promote ‘the educatxon.

‘the information gathered, or the recommendations they offer .

as a result of thelr evaluatnons .
b. Rehnbllltalion Aot of 1873 -

-~

employment and trafming of handicapped persons, Congreéss

made the following.declaration in the’final provision:

No otherwise. qualified hﬂndu‘ﬂpped individual in the -
United Sfates . . . shall, solely by reason of his handicap, be
excluded from partlcnpatmn in, be denied the benefits of, orbe
sub]ected to discrimingtion under any program or activity
receiving federal financial assistahce. (Sec. 504) ;

- This section thus represents the first'federal civil rights law

e

I
/
]

~. by qualified perso

‘s

Q

v

protecting the rights of handicapped persons and reflects a
national commltment to end dxschmmatmn on the basis of
handicap.’
___The language of Sec. 504 is almost 1dentlcal with that of the _
- 1964 Civil nghts Act and can be interpreted to be just as
encompassmg Unliké PL 94-142, however, the pfotection of
Sec. 504 is not triggered j)y the receipt.of funds under a
specific statute but by the.presence of handicapped persons
in all institutions receiving federal financial assistance.
~Thus, any-'school system, public or private, receiving federal
monies for any program or actrwty yvhatsoever is bound by
its mandates.- /
In mid-1977, after much dela and many drafts thc Offlce

for Civil Rights (D/HEW) set forth regulations pertaining to -

the evaluation of children who are suspeéted of being -
handicapped.: The language of those provisions is almost
identical with that which now appears in the regulations for
PL 94%142 requiring preplacement evaluations, validated
_tests, multidisciplinary comprehensive assessmerit, and

periodic reevaluations; hence these regulations are not '
. repeated here. . . .

c. Interim Summary

The definition of. nondxscrlmmatory assessment devel-
ped by Congress and D/HEW is more general and less
rigorous than that given in judicial decisions. The mdjor
components of the D/HEW and Congressxonal definition may

*

- be summarized as follows: - .

1, Tests should be admlmstered ina language a child can,
undefstand.

2. Tests should be admmlste?ed ina standaxdlzed manner
el. . -

3. Assessment: must be comprehensive, measurmg alI

Eertment aspecs ‘of a child's functlomng, including adaptive -

ehavior as wgll as educational and iptellectual abilities.
.. 4. No placEment décisions can based on .a single
tmeasure, particularly gn intelligence test.’

5. All evaluation and placement decisions must be made
by a multidisciplinary group of professionals.

Two comments about this set of pperational definitions are

_in.order: (a) It gives no indication of what particular tests

meet the criteria of nondrscrrmmatory, asgessment. (b) It is
still the responsibility of the courts.to construe these rules.

" Despite the law's seeming lack- of rigor, 'the courts may

-, In gemeral, the major principle is that nondlscrlmmatorys

requiré tests to have the same attributes as those specxhed in
the cases we have reviewed.

assessment is a procedure that results in a lack of significant
racial~and ethnic’ disproportionality. From case. law, the
-various statutes protecting handlcapped students, and the

" interpretive guidelines developed by govern mental agencxes.

there comes the nohon that legal i mqunry iy trlggered by the
s . o v .
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Thus, psychologists dre vulnerable to*”

_tiate or- refute

overrepresentat:on of mmorltles in programs that are more
stigmatizing, restrictive, and inflexible than those in which

‘white children are’ placed.

Procedural Requirements in the Performance
* of/Nondiscriminatory Assessment
Justice Frankfurter remarked that the hlstory of constitu.

tional guarantees Was largely to be found in the history of =

. procedure; that is, the proeess ‘by Which a government

affords its citizens substantive rights may determine
whether thost rights are, in reality, exercised. Forexample, a
rule stating that ¢riminal defendants must pay a $500 filing
fee within three days of conviction if they wish to appeal
essentially nullifies a poor defendant’s *ability to appeal,
Similarly, the right to nondxscrxmmatory assessment may be
hollow if parents never are'informed of their children's
pending  evaluations, are barred from reviewing test
findings, cannot secure mdependent evaluations to substan-
the schools' ‘assessments, or have no
opportunity to challenge the results of the assessment in a

“hearing before an impartial adjudicator. These provisions
form a part of the general assessment process and are not -
-limited-to-nondiscriminatory.assessment. Because the courts —..—

and federal governjnent find it difficult to define precisely
the substantive right itself; they have focused on procédural
guarantees as one important way to help insure the psycho-
educational assessment will not have a dxscrlmmatOry
impact.on-minorities. « '

A recent d decision .is a useful example. ‘In Lora v. Boord of .
. Educotion of City of New York (1978), black and Hispanic

emotionally disturbed. students claimed that their dispro-
poitionate referral and assignment- to special day schools
that.are-removed from the mainstream_of regular education
was dissriminatory. Because of vagtie and subjective criteria
for identifitation, evaluation, and placement, plaintiffs,
charged that they were treated less favorably than white
students who were more likely fo be placed in classes for the-

emotionally handicapped and not in separate schools. Part of -

the plaintiffs’ complaint was that iiladequgté and.improper ”
evaluations led to these disparities. . : .

The court spent a -great deal of’ 1ts] 80-page oplmon .

recounting the process byowhlch children weére evaluated: -

"Candidates - for placement m special day schools were '

assessed by evaluatxo:n units” staffed by a multidisciplin-
ary team- consisting of psy'chologlsts. learning disability

specialists, social workers, psychiatrists, and- guidance .
_counselors. To avoid racial and cultural bias these teams
- adapted a form of Mercer's (1973) concept of pluralistic

assessment. Hence, a social worker obtained background
information on a child's developmental history and family
environment; an educational evaluato’r assessed academic
strengths and ‘weaknesses; a psychiatrist condugted an
interview; a neurologist evaluated the child's neurological
functioning when appropriate; and a psychologist adminis-

projective techniques as the TAT and Rorschach, to measure
the child's intellectual’ and emotional functromng In
addition, someé childrén were observed in a simulated
learnmg envtronment ‘called the diagnostic classroom.-In a

copgcious attempt to prevent individual bias, the evaluation

team met in conference toreview all information and toreach
consensus on classification and placement. Fmally,,

" sepdrate committee reviewed the evaluation*ihit's decision

in a meeting to which parents were invited: Despite this
procedure. the plaintiffs alleged that the school. system
placed excessive reliance on tests which they clalmed were
dlscrxmlnat ry.

The Court analyzed the plaintiffs’ charges undera right ta q*

treatment@\ihehry. finding that right implied in the due
process and equal protectlon clauses of the Conshtutton.

RTINS

—

‘tered a series’ of tests, the: WISC, Bender-Gestalt, and such ~ ’

L

L
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falling substantially below minimum established standards *

. Sec. 504 for triennial r

T a

1964 Civil Rights ‘Act, PL 94-142, and Sec. 504 of the 1873
. Rehabilitation Act.

It said, “Since proper,-evaluation is
. central to ncceptable sp('cml education, a program

~would constitute a violation of the rlght {o treatment’ [p.
1285). The court found that some of the det'endnnts
assessment practices fell short of those standards.

The Court did not condernn the tests-or examine claims of
test bias, however. It found possible discrimination only
insdfar as most assessments were not performed by minority
professionals. Rather, thé court focused its aftack primarily
on the long waiting lists children to be evaluated and
. placed, the lackiof systematic annual review ofstudents and
the transfer of students from one special education program
to another"without,full diagnostic evaluations. It ruled that
the school system vnolagd requirements in PL 94-142 and

* children should be retained in current placements or

integrated into the mainstream ‘of regular education.

~ Thus, as invthe early.school desegregation cases, the Court
never scrutinized the!/ psychometric soundness of the.
instruments used to-assess these minority children for

=-placement:~For-example;-it- did-not-inquire -whether . the

Bender or Rorschach -were «valid for ‘the purpose of
classifying minority gblldren as emotionally disturbed.
Instead, it gondemned omissions in established evaluation
_procedures and the shortage of personnel to carry them out.
"The ultimate,result. for good or ill, was to mandate, rather‘
than restrict; further testing.

What this and other ¢ases teach us is that in fulfilling the
requireménts for nondiscriminatory assessment, 'school
psychologtsts and othet education officials must pay as’
much attention io the process as the substance of
"assessmenf. Thus, the final subsection here focuses on one
crucial procedural requirement: providing notice about an
lmpendmg evaluatton and obtaining consent for performing
it.s .

. 1. Notice and Consent R :

The procedures for providing notice of and obtaining
consent for the evalu attorl)of handicapped children, regard-
less of race or ethnicity, are found in PL94-142. The pertinent
provision is Sec. 121a.504 of thpsae regulations:

. “(a) Notice. Written notice ... must be given to the parentsof

a han(llcap&d Cl’llld a reasonable time before the publtc

agency:

(ll_Proposes t6 mmate or, change the ldenttf:caton.
evaluation, or educational plarement of the child or the
provision of a free appropriate public education to the
child, or

{2) Refuses to 1n|tlate or change (the above).

{b) Consent. (1} Parental consent must be obtained before:
(i)>Conducting a prepldcement evaluation; and -
(i) lnmal placemen‘l of a handicapped Chlld in a ’
program prowdmg special educat:on and ‘related -
services. p N

v

a2

Task 3
\-..

‘In a brief® paragraph, drstlnguxsh between nohce ond}
consent. . '

The intent 'of Sec. 121a.504 is to increase parental
participation .in educational decision making, School sys-
.tems must notify parents before they take certain actions

they must obtain consent before they engage in others..

an
-\he most comprehensive and accurate evaluation performed -

Q

E
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without proper parental approval may be invalidated. Thus
" it is important to understand the dtfference between notice
‘and consent. ©

s oy

aluations to determine whether |

Notice and consent are not equivalent. To notify. is to
supply informnation - about impending actions. Consent
requires af[lrmotlvc permission before actions can be tnken.
This*distinction raises thrée questions;

1 What is the legal definition of consent?

. In what particular. situations is notice sufftctent, in
which is consent required?

. In obtaining notice or consent, what information does
‘the law require school systems to give to parents?

Answers to the first two questtdns are pI‘OVlded in this
‘section. The answer to the third is dtscussed in the last
‘Subsection. -

a. Meaning of Consent '
The concept of informed consent, although dtft'tcult to

define, possesses three basic considerations: (a) knowledge,

(b) voluntariness, and'(c) capacity. .
1. Knowledge. The person seeklng consent must disclose

sufficient information in'a manner that can be understood by

the person from whom the consent is sought. The school need
not inform parents of every possible detail in the procedure
for which consent is necessary. The regulations require only
the communication “of all information relevant_to the

' acttVtty for which ¢onsent is sought” (Sec. 121a.500). What,

then, is ‘“relevant information”? Sec. 121a.505 of the
regulations lists those items that school systems must
disclose to parents prtor to obtairing their consent (see
followmg subsection, “2. Content-of Notice and Consent
Forms"). Full disclosure of every conceivable aspect of an

" evaluation is not required because it is impossible and not

because it is ethically undesirable.’

This restriction on the duty to disclose does not excuse“

school psychologists from making every good-faitk attempt
to ‘inform parents of those items they must disclose.
Language. differences between the school psychologist and

parents cannot be a ‘barrier to commumcatmg/relevant' '

information. Information must be imparted in the “native
language” of the parents or in another mode of communica-
tion if the parents are unable to understand oral or written
_ language of .any s6rt. The term "native language! is defined,
albeit vaguely, in the Elementary and Secondary Education
:Act of "1965 as “the language normally used by .
individuals"” of limited English- speaking ability.

2. Voluntariness. Commumcatmg all necessary informa-
tion in a comprehensible ‘manner does not guarantee that
consent will be voluntary Consent must be obtained in the
.‘absence of coercion, duress, mtsrepresentatxon. or undue
1nducement In short, the person giving consent must do so
freely. From a philosophical - perspective, it may _be
impossible to determine whether.any decision ismade freely,
" but, as a practical mat¥er, consent is deerred to be voluntary

if school officials do not use unacceptable influence or -

interference. Although psychologists may communicate the
school's - point. of . view and even attempt to influence
decisions, the means by which the information is communi-

cated should not destroy the parents’ ability to welgh and . .

consider. that information.

3. Capacity. Persons must be legally competent to give '.

consent. Children are considered incapable of making many
legally ‘Binding decisions. Some adults, especially those in
institutions, also may be/judged incompetent.
personnel must be. acutely sensitive to the civil and

. constitutional rights of persons they believe to be incapable

of giving consent. Adulte/are considered legally incompetent
only after they have been afforded a full hearing and an
impartial factfinder (e.g., a judge) decides that they meet the

legal test of incompetency. Psychologists should be very
" wary of questioning tie competency of persons from whom’

they séek consent. When a court declares.someone who is a

parent to be incompetent, it may appotnt‘a ‘guardian of the

v 3
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person”. to act as a proxy decision maker. The resultis that
the parent loses the right to make decislons for him/herself
and the children.

Granted that capacity is a vital element ln securing legrzlly
sufficient consent, school psychologists should assume t/hat
parents are competent. Language- difficulties, mild intellec-
tual impairments, problems in living, or refusal to consent s
not enough to trigger an adjudication of 1ncompetency.° On
the other hand, consent from parents who clearly cannot

‘comprehend any communication or who cannot" resp nd in

any manner to requests for consent does not meet/ legal
standards. In such cases it would be appropriate for s¢hools
to initiate procedures for the appointment of a substitute
decision maker'who canrepresent meamngfullythemterests
of the parents and their children.

b. When Consent.Is Required

Consent is required only when the school seeks to conduct
a preplacement evaluation and when it proposes the initial
placement of .children in special education programs.
Because the latter is not the direct responsxblllty of the
school psychologist, the discussion here is restricted to the
first situation.

.. .A _preplacement evaluation is defined as a "full ant
individual evaluation of the child's educational needs" (Se

1214.531). Thus, large-scale screening of children to identi

' thc\s:e who may be handicappgd and need individual

focused assessment fall outside this definition, althou
school systems must inform parents of impendingscreening.
Classroom observation; which'is used to assess teacher-

. child interactions or forscreening purposes also falls outside

the definition. The participation of children in large-scale
screening and classroom observations is minimal and has no
immediate or direct negative effects upon them.

When an assessor-observes members of a group actnng in

publxc. there is, at bést, an inconsequential invasion of
privacy. However, when a particular child becomes the focus

_.of an assessment whose effect orintent will betorecommend
placement in a special education program, then’parental
consent  must be secured for all procedures, including -

testmg, interviewing, and observaton. Although once the
regulations do not require consent for
evaluations, merely notification to parents, consent should

be obtained for any evaluatjon the school performs, except .
“when the instruments are used to agsess academic" perform-
:ance only (e.g., reading, writing, spelling skills). To insure

compliance, school psychologists and other personnel
responsible for the assessment should not proceed with an

'evaluatxon without eviderice of either a signed consent form

{(or some evidence of “oral consent) or a legal order
authohzxng the evaluation when parents refuse to consent.

2. Content of Notice and Consent Fec-ms

.Of the three components of informed consent, knowledge
is' the most important. If parents do not receive sufficient
information.to make a decision, the courts will look upon any
consent as suspect. Fortunately, we . do not have to guess
what is important to tell parents. PL 94-142's regulations
provide guidance on the information that must be communi-
cated, Sec. 121a.505 states that parents are to be given

descrnptxons of
® the action proposed or refused by the dgency, an
-explanation of why the agency proposes or refuses to
take the action, and a.description of any options the
agency considered and the reasons why those options
were Lejected;

e each evaluation procedure, test, record, or report ‘the

agency uses as a basis for the proposal or refusal; and

ecany other factors which are relevant to tha agencys_ '

-

‘ proposal or refusal.
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Thus, the knowledge component of consent can be
satisfied if the school tells parents (a) that it proposes to
assess their children with comprehensive, individual educa-
‘tional evaluations; (b} why it believes that the evaluation is

' necessary; and (c} the devices it proposes to use in the’
evaluation.

* Task 4

Choose three assessment techniques you typically use.
Describe each in the ldnguage and form which you beheve
complies with Section_ 1210 505.

The operative word in Sec. 121a.505 is "describe.” To
describe. evaluation procedures is not_merely to lisi them.
Moreover, descriptions should not be framed in technical
jargon. Sec. 121a.505(b)(1} requires that any notice or
consent form be "written in language understandable to the
general public." There follow 'some examples, on a
contizuum from minimally acceptable to preferable, of how
the requirement of Sec. 121a.505 can be met. To do so we will
use as examples an IQ scale, a reading test, and classroom .
‘observation. i
-1, Minimally Acceptable

We plan to use the following procedures to evaluate

. your child who, we think, may be academically

handlcapped .

(a) The 'WISC-R; an individually admlmstered test of.
general intelligence. .

(b) The WRAT(Readlngonly).anlndlvnduallyadmln-
istered reading test that measures .word recogni-
tion skills.

(c) Classroom Observation; we wnll observe your
child in his/her regular classroom.

2. Better ' .

.We plan to use the following procedures. . . :

(a] The Wechsler Intelhgence Scale for Childrea-.
Revised; 81V8ﬂ to a child in a one-to-one situation,
The test is designed to measure children’s general
intelligence by seeing how they do on a number of
different kinds of sn}aller testa within the larger
one.

(b) The Wide Range Achievement Test (Reading
only), an individually administered reading test
that measures childten’s ability to recognize many
unrelated words. .

(c) Classroom Observation; our school psychologist
will observe your child in his/her regular
. ~ classroom for 20 minutes at three separate times

"during the week of September 20, 1978.

" 3. Preferable 4

We plan to use the following procedures .

(a) The- Wechsler Intelligence Scale for Chlldren-
Revised.: This test will be given by the school
psychologist in a one-to-cone situation at which
only the psychologist and your child will be
present. The test is designed to measure a child's
general intelligence. It has 11 smaller tests in it,
One of these smaller tests tries to see how much
children know about the world about them (such
as the number of days in a week, the reason we
celebrate the Fourth of July, etc.). Another test

- asks children to rearrange cartoon pictures in
what the test publisher believes is the correct

. order. Another asks children to remember and
repeat a string of separate numbers that will be
read to them.

(b) The Wide Range Achrevement Test (Rea&tng

<



only). The test has three parts (reading, spelling,
-and arithmetic) but we will only give your child
the reading portion. The reading test measures
how well children can recognize words printed on

a page. The words do not appearinastbry but are

printed in a list of unrelated words. The test does
not find out how well children can understand a

story, only how well they canread separate words., -

Classroom' Observation. Qur school psychologist
will visit-your child in his/her regular classroom
during three reading sessions for abou$ 20 minutes
each time during the week of September 20, 1979.
. The psychologist will observe the class to see how
- well your Chil% reads out loud«from books, to see
how well hesshe listens to the teachers, and how
much he/she may be bothering other children

(@

—

while they work. The psychologist will also look to -

see how effective the teacher is in teaching your

. child and in' controlling the class. /

»» 3. Interim Summary . o
School psychologists must be willing to engage in mutual
disclosure with parents if they are to act ethically, conform

to the. requirements of the law, and develop intimate,

trusting, and honest relationships. The rules on notice and -

consent place administrative burdens on sehool systems, but
they lead to an open.and jnformative atmosphere that
engenders parental cooperation, fewer challenges of tests as
discriminatory, and fewer costly and/ time-consuming
hearings.. : ’ T

Conclusion
At least three benefits can be discerned from the increased

involvement of courts and legislatures in the “testing

controversy generally and the issue o{

assessment particularly: . _

It has made the profession, as well as society generally,

more sensitive to racial and cultural /differences and how
apparently innocent and benign prag¢tices may perpetuate
discrimination. It has sensitized psychologists and other
mental health professionals to the fact that they will be held
responsible for their conduct. Through the accountability
mechanisms fow inherent in the' procedural protections
afforded handicapped children an
gists who work in school settings, ind that they cannot view
themselves only as passive recipients on orders from their
supervisors. To protect the rights of their clients, to safeguard

.

s

their parents, psycholo- ‘

nondiscriminatory - -

.

3

their own integrity, and in the long run,,to serve the asserted
ends of thelr employers to effectively educate students, they
must questlon their practices, their interpretations, gifd their
ultimate recommendations. Finally, the attack on psychologi-
cal testing has accelerated the search for alternative means of -
assessment 80 that what is said about children isa more valid,
truer depiction of how they perceive themselves and how they
function’in all spheres of life. In that light, the intense and
searching examination that psychological testing™~has
received from the legal system should be viewed as both
salutary and welcome. (Bersoff, 1979) ‘

o

S . L.
"TPhe federal government also cannot deny to persons equal
protection of the due process clause of the Fifth Amendment, under

an interpretation by the Supreme Court. :

20f course, there were not data that validated the determinations of -

the clinicians based on those individual tests. The tests themgelves
were not identified in the court’s opinion. .°*

o -

’SIn P. v. Riles (Phase II} (1878), the Court acknowledged that -
- Intelligence tests coild not measyre innate ability. “IQ tests, like

other ability tests, esseritially measure achievement” (p, 38).

.

‘Similar assurances are requl‘r%d elsewhere. The Office for Civil
Rights (D/HEW) has interpreted the 18684 Civil Rights Act to compel
gll school systems receiving federal financial assistance to develop
procedures preventing disproportioh®te over- or underinclusion of
childrer: of any race, color, national origin, or sex in all special
programs (see Oakland & Laosa, 1977). , -,

Sex discrimination is not a predominant concern in these laws.
However, in Title IX of the Elementary and Secondary Education
Act and its regulations, Congress and D/HEW provide some
restraints in this regard. For rules regarding sex-fair tests see Code
of Federal Regulations. Vol, 45, Section 88.21(b)(2).

For a comprehensive discussion of the procedural safeguards
accorded parents and school systems under PL 84-142 see Bersoff
(1878). - , oo '

¢The regulations for PL.94-142 provide mechanisms for conteéting

parents’ refusal to consent. A full discussion of these procedures is -

beyond the scope of this module, but for ways in which the school

may override a parental veto see Sec. 121a.504(c) and B_,ersoff (1878).
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THEORY INTO PRACTICE: SIMULATIONS -

'
-

Snmulation One

Attend at least five case conferences in which EMR placement is at issue. They should be meetrngs in which you
are not directly involved. Obs‘é"rve the decision making processes. Determine the bases forthe placement decisions-
and then answer the following Questions:

1. In each case, what was the pr1mary determ1nant for placement? ' . - - —~—f/“

2. In huw many cases was IQ the primary technique relied on? ) '

3. If 1Q was- not the prlmary determinant, what aspect of the assessment in each case "loomed as the most

1mportaht consxderatwn in"making assignments to EMK classes"? (See discussion of P. v. Riles.)
.

[

Slmulatlon Two

This letter was written to a parent prior to an initial evaluatlon of a m1nor1ty child suspected of belng
~ handicapped. Read the letter and then complete the exercises after it.
Dear Parent: | B e -
. . We believe your child, Donna, needs 'some speclal help. Federal and state law mandates that we offer that
a help. However, before we can provide this necessary remediation of your child's academic deficiencies we
“must first assess her. This we are planning to do. Therefore, our school psychologist wishes to perform a
comprehensive, multifaceted assessment on your child. She will be given our usual battery oftests including .
the Stanford-Binet, the Bender-Gestalt, some projectives, and a reading test.
Because it is important that your child have this evaludtion we want to accomplish it as soon aspossible.
Therefore, we plan to doit one week from today. If yourefusé to have thé evaluation.done,-please call me before '
ememem e et 1 TdoR't Hear from you, we will assume you approve. But you should Kriow thaf without this testlng we
cannot provrde the special services your child needs. I anticipate your cooperation. =
Yours truly, ~

‘ . . ] . Notice T. Porquale,
T ' : ) _ Principal

1. Thereare at least nine major flaws in thrs letter that drrectly contravene legal requrrements Lxst atleastseven of
them. . b
2. Draft a letter to this parerit that more clearly conforms to the law as you now understand it. Although the ma]or '
-~ flaws are lrsted in the next subsectlon you should try to write the letter before you look at the list. ~
Major Flaws in Letter
1. The fundamental error is that the parents are not given the opportunity to consent, ‘to affirm the permission for .
the school to perform thrs preplacement evaluation. This letter js more like an advertmng solicitation and would be
‘unlawful. -
2. “Too.much technrcal jargon “and other language that parents would find dlffrcult to understand are used in the
letter
3. The use of the term "speclal help” does not communicate enough 1nformatlon Parents must be told that the(
evaluation may lead to a proposal by the school to place'a child in a special education program. There is not enough
informationin this lefter to meet the knowledge requirement.
4. The tests are not described; they are merely llsted Even thelist commumcates very little. Agaln. the knowledge
component is not satisfied. }
5. The threat not to provide any speclal services creates undue influence on parents and may vitiate consent
because, it would no longer be genuinely voluntary. In fact, the statement is not true. Schools can assess children and
. provide speclal education even if parents refuse to consent, assuming that they use proper hearing procedures.
6. The parénts are not given enough time to respond, which may run afoul of the voluntariness requirement.
- 7. The school psychologlst will be doing all the evaluation. Evaluetlon must be performed by a multxdlsc’rplmary
team.
8. There should be no usual battery" of tests. Each chllds evaluatxon should be tailored to the suspected
dlsabllrty b K
-8 It is poor form to say | that the “law mandates"” special help for the child. The school appears forced to provrde
- this help rather than assumlng the role of the Cl’llldS active-advocate.

a 4
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: - PRETEST KEY : :
. Cases-Principles” : .. ' . ‘ - : .
1. iv. Hobson v. Hansen - x s PR e -
i. Larry P. v. Riles K S ’ e et
ii. Brown v. Board of Educatign -
v. Washington v. Davis .~ % . . N
e — i Griggs v, DuKe Power Cot” “" TR e e T e
True-False Questions v . :
2. F 5 T 8::F . . - .
3. F 6. F 8. F . ' S
.4. F = o7 F o . 10. T '
Written Statements o - / . T

11. When'school_syste"ms do not receive funds unacr P.L. 94-142 but do receive federal financial assistance.
- Where these children are suspected of being handicapped. - :

-12. (a) The school proposes to assess their child with a comprehensive, individual educational evaluation.
(b) Why the school believes the evaluation to be necessary.
(c) What devices will be used in the evaluation.

A~
’ ..

. . . ) ’ . . :
13. Comprehensive evaluatign. Evalu stions for placement must.be conducted by perscus from education, medicine, -
and psychology who assess children “in all areas related to the suspected diesbility, including, where
appropriate, health, vision, hearing; social and emotional status, gereral intelligence, academic performance,
communicative status, and motor abilities.” -
Multiple Choice - . . e . . ,
14. a ) ot o BN . "
15. e ' o ' ‘
6. e . - . - : ‘ ’ _ , - =,
17. d e . . N i 9 .. . . v
18. e I [
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S RECOMMENDED READINGS .

Thlsﬂblbllography fs in two parts: The first lists a restricted number of slgnlflcant aninotated references that are
particularly germane to the field; the second ig more comprehenslve and its contents can serve as a reading list of

‘1mportant materials. o -

: Annotatedllafnnmcns ‘

R

" Reading List

Bersoff, D. N. Regarding psychologlsts testlly Legal regulation of psychologlcal assessment in the publlc schools.

Maryland Law Review, 1979, 39, 27-120. . e i
A comprehensive™ historical aigd legel enelysra of . school testing litigation. It presents the legal theories underlying
-challenges to intellectual and personality tests, anelyzes and criticizes Hebson and Riles, and places the issue of test bias. .
within a legal framework: A revised version of this article will appeerlq B. Sales (Ed.), Perspectrves in law undpsychology
Vol. I Testing und evaluation. New York: Plenum, 1980.

Hobbs N. (Ed/ )lesues in the classrfrcatron of children [Vols I & II). San Francisco: Jossey-Bass, 1875. ¥
The classic and most respected book in the field, Readers should pay spetial attention to the following chapters '

]. Mercer. Psychological assessment and the rights of children. - oo

R. Burt. Judicial action to aid the retarded. - v .

D. L. Kirp, P. ]. Kuriloff & W. G. Buss.  Legal mandatés end orgamzationel change. .

Wi G Buss. D. L. Kirp,'& P. ]. Kuriloff. Exploring procedural modes of speclel classification:

Cronbach, L ]. Five decades of public controversy over mental testing. Arnerican Psychologrst 1875, 30, 1- 14
An excellent hrstorrcel perspective with speclel ettentron to the role of psychologist as scientist advocate.

IN

Kirp, D:L: Schools as sorters: The constxtutlonal and pollcyimphcatrons of student classlflcstlons Umversrty of
Pennsylvanm Law Review, 1873, 121, 705-87. P
An early but not outdated review of the legal issues xnx:lessrfyrng students by a lesdrng scholar in education law?

Novxck M. R., & Ellis, D. D. Equal opportumty in educational and employment selection, Amerrcan Psychologxst -
1977, 32, 308-20. . '
An'excellent overview of the issues by a psychologrst who is an expert m.meesurement and a law prol'essor who hias been
directly involved in testing litigation® :

Oakland, T. (Ed.). Psychological and educational assessment of mmorrty chrldren New York: Brunner-Mazel 1877.
Another comprehensive text edited by a school psychologist who has done significant research in the area. An extensive
appendix presénts reprints of major legislation, regulations, and gurdehnes published by the federal government. Readers .

¢ ghould pay special attention to the following chapters:
T. Oakland, & L. M. Leose Professronel leglsletwe. and judicial mfluences on psychoeduoetronel assessment practices
in schools. ”

T. Oakland, & P. Matuszek. Using tests in nondiscriminatory assessment,

Reschly, D. J: Nonbiased: assessment. In G. D. Phye & D. ] Reschly {Eds.). School psychology Perspectlves and
issues. New York: Academic Press, 1979.
An overview of both the psychometric and legal rssues written sspeclelly for school psychologists.

~
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Many articles that are found in legal periodicals should be understandable to readers who have completed this
module and have read the annotated references.

APA Task Force on Employment Testlng of Mxnorlty Groups Job Testlng and”the Dlsadvantaged Amencan Psy-
¢hologist;-1963, 24, 837-50.

Bersoff, D. N. Silk purses into sow's ears. The decllne of psychologlcal testing and a suggestion for its redemption.
‘American Psychologist, 1973, 28, 892-989.

Bersoff, D. N. & Miller, T. L. Ethical and legal issues in behavioral assessment. In D, Sabatjon & T. Miller (Eds.), -
Describing. learner characteristics in special education instruction. New York: Grune & Stratton, .1979.

Burgdorf, M., & Burgdorf, R. A history of unequal treatment: The qualifications of handlcapped persons as a
"suspect class under the equal protection clause. Santa Clara Lawyer, 1875, 15, '855-910.

. Cleary, T. A., Humphreys, L. G., Kendrick, S. A. &Wesman,A Educational uses of tests with dlsadvantaged students.

* Comment, Equal protectlon and stdndagrdized testing, Mississippi Law ]ournal 10873, 44, 900-27.
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American Psychologxst, 1975, 30, 15-41.

Comment, Constitutional law—lertmg the use of standardized intelligence tests for ablllty grouprng the public
schools. North Carclina Law Review, 1973, 51, 1984-73. ¢

Comment, Ability grouplng in public schools: A threat to equal protection? Connectrcut Law Review, 1968 1,
150-67. -

Dent. H. E. Assessing black children for mainstream placemént. ln R. Jones (Ed.), anstreamrng and the mmorxty
child. Reston, VA: Council for Exceptional Children, 1976. ?

Deutsch, M., Fishman, T. A., Kogan, L., North, R,, & Whiteman, M Gundelmes for testing minority g group chrldren
Journal of Social Issues [Sixpplement) 1064, 22, 129-45,

Flaugher, R. L. The many definitions of test bias. American Psychologrst 1978, 33 671-79.

‘Horowitz, H. W. Unseparate but unequal—The emerging fourteenth amcrdmeht issue in- pul)lic school educatlon

UCLA Law Review, 1968, 13, 1147-72, . ¥
Jorgensen; C. IQ tests and their educational supporters. Journal of Social Issues, 1973, 29, 33-40. .
Kamin, L. Social and legal consequences of 1Q tests as classification instruments Some warnlngs from our past.
. Journal of School Psychology, 1975, 13, 317-23. ) ‘ o
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Kamin. L. |. The science and politics of :1Q. Hillsdale, N.J.: Laurence Erlbaum, 1974. .
Kirp. D. L. Law, politics, and equal educational opportunity: The limits of judicial involvement. Harvord Educotional S
Review, 1977, 47. 117-37. o ' E . . :
. Levin,B., & Moise, P. School. desegregation in the seventies and the use of social science evidenc# An annotated -
o guide. Law ond Contemporary Problems, 1975, 39, 40-133. = - - ' ' .
MeClung. M. Competency testing: Potential for discriminatior. Cleoringhouse Review, 1977; 11, 439-48,
Note. Hobson v. Hansen: Judicial supervision of the color-blind school board. Horvard”Low Review, 1968, 81, .
NG Hebson  Hinei: THe Q8 Taelo itits of judicial fower. Sianford Low Heview, 1068, S0, 15452680 e e st
Note, Legal implications of the use of standardized ability tests in emiployment and education. Columbia Low Review,
1968, 68. 691-744 (see responsive comments by F. Ruch & P. Ash, Columbia Law Review, 1969, 69, 608-18).-
- Naote, Segregation of poor-and minority children iiito classes for the mentally retarded by the use of IQ tests. Michigan

Law Review. 1973. 71, 1212-50. - ) - - . .
Note, The legal implications of cultural bias in the intelligence testing of #isadvantaged school children. Georgetown
Law Journal, 1973, 61.1027-66, . ' : ) _ . - .
Note. Constitutional requirements for standardized ability tests used in education. Vanderbilt Low Review, 1973, 26, .
Yy 789-821. . S S . _
. Note, Constitutional law-right of privacy-school program designed to identify and provide corrective therapy for

potential drug abusers held ungonstitutional. Ferdhom Urban Law Journal, 1974, 2, 599-510.
) . Note, Equal protection and intelligence classifications. Stanford Law Review, 1974, 26, 647-72. .
Note, The Education for All Handicapped Children Act of 1975. New York University Journal of Low Reform, 19786,
10, 110-51. . . : - f
Oakland, T., & Phillips, B. (Eds.) Assessing minority gtoup children. Journol of Schwdl Psychology (special issue),
1973; 11, 291-401, ’ _ ' _ S ' .
Récent Cases, Constitutional law-right of privacy-personalitytest used by school to identify potential drug abusers
without inforraed gonsent of parents violates students’ and parents’.right of privacy. Vanderbilt Low Review, -
1974, 27, 372-81. - LT L , :
Recent Developments, Education-school-instituted program to identify potential drug abusers right to privacy.
- Journal of Fomily Low, 1973, 13, 636-38. B : S ' s
Samuda. R. |. Problems and issues in assessiment of minority group children. In R. Jones (Ed.), Mainstreaming and
the minority child. Reston, VA: Council for Exceptional Children, 1976. - - . v
Sattler, ]. M. Assessment of children’s intelligence. Ph{ladelphia: Saunders, 1974 {rev.'reprint,*1975),
Shea. T. E. Aneducational perspective of the legality of Jntelligence testing and ability grouping. Journolof Low and
Education. 1977; 6, 137-58. . . ' : :
Sorgen, M. Testing and tracking in public s¢ - Hastings Law Journal, 1973, 24, 1129-90.
Teitelbaum, H., & Miller, R. T. Bilingual education: The legal mandates. Harvard Educationol Review, 1977, 47,
138-70. ' © O Y o :
“Yudof, M. G. Equal educational opportunity and the gourts. Texos Low Review, 1973, 51, 411-504. L
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. ,lntroductipn _ S
Times .have changed. Despite the many false starts,

.underfuntied programs, faulty assumptions, and unfulfilled

promises of the era ‘of the Great Society, events since the’
mid-1960s have served to emphasue the pluralistic nature of
Americaf society and to“stress the need for educators to
consider the social and cultural characteristics of school

o/

context—would- be counter- productlve We. already have
witnessed the outcomes of that dpproach. During the 1960s
.anthropologists and sociologists were called upon to provide -
descriptions that “would help teachers to .understand their
charges. The characterizations teachers learned often were
more stereotyped than the conceptions they had held
previously. For example, teachers were taught that Mexican
Americans_have_difficulty.making-it-in-an-Anglo-world——

children. What wasrecentlyalniost unheard of—not'so’long
ago, remember. Mexican American children were punished
for_using their native language at school—has become a
cliche. Educators now must devise curricula, instructmnal
methods, and pupil services that are in tune with chlldren s
cultural backgrounds

The admonition is deceptively simple. Even the easy part,
which requires the curriculum to reflect content familiar to

" students from non-middle-class, non-Anglo backgrounds, is
accomphshed rarely at a level beyond the introduction,of -

. holidays an« national foods. The part that 1mphes that

Q

E
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educational processes should be governed by consideration’s

of cultura’ background has developed even more slowly. The
difficuity arises from th‘e fact that little is known about the
inter-relations of culturally determined student characfer-

istics and indtructional processes. In fact, there is
considerable controversy over just, what characteristics

constitute'the cultures of the various mmorny groups which
are served by the schools in the United States. Thus, a -
the

number of perplexing questions and issues dot
boundaries between ethnic cultures and American schools.

- It would be usefil if school psychologists had access to

complete ethnographic descnptlons of the populations with
" which they work so that they could be sensitized to possible
~ cultural explanations for- the behaviors and, learning~
Such ja set of
descriptions is well beyond the limits of this paper In many
cases accurate descriptions are not accessible from any
single source. The alternative—listing characteristics out of

problems encountéred in the schools.

because they operate with a present-time orientation |
[Kluckhohn & Strodbeck. 1961), 2 that people of meager |
means in many d{!ferent locations suffer from the effects of
being socialized .in a "culture of poverty” {(Lewis, 1961,
1966). The culture of poverty was purported to interfere with-
achievement strivings because ‘people with such back-
grounds were motivated to seek immediate gratnf:canon of
their needs rather ,than to defer their- needs for ‘mora :
significant returns® at a future point in-time as, it was
assumed, middle-class people do.

This is not to say that the ethnic minorities in the schools
do not have distinctive subcultures buts rather, that glib
‘assumptions about cultural characterlstlcs may~ lead to
damaging stereotyping.

The approach taken in thls section of the module is to
explore how stereotyped-conceptions of minority children
and their families may influence the expectations of
educators. We then examine how these expectations-interact
with children's actual classroom behavior and approaches to
academic tasks to produce perceptions and behaviors in the

-students which are either adaptive or maladaptive in
instructional and -assessment settings. Child behaviors that
seem to violate the noritns for classroom, culture are
particularly relevant here. The psychologist has a crucial
role in_identifying dxscontmumes between. home and -
‘classroom cultures , &

’

‘.l“} ©
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G ‘j . OBJECTIVES | ' ' ‘ '

Upen completion of this section of the'r_r_lod_ule‘ participants should be able:

7

.. |. . . appropriate use of the concepts in written responses and group c}isc‘ussion: e
culture .. i

1. To recognize or recall the following concepts, as evidenced by responses to m};ltiplé choice items, or

a. ) i. patriarchal famil
-b. -society e j- modality preferente -
— ‘c. social status Y k. cognitive style )

d. social role . = 1. field/dependence/ : . .
e. ascribed and assigned status/role m. field independence :
f. nuclear family n. stéreotype
8. extended family - , .o Io‘c/us of control

: h. matriarchial family =~ : p I/e’arned helplessness

2, Td use information on the sociocultural ch@aracteristics of children and families as the basis for possible
alternative explanations of learning and adjustment problems. ‘ .

. , R . ' ' ] . LW
- 3. To pick out inconsistencies in social science descnptlons/of the cultures of minority groups and to identify
the influence of uncritical acceptance of these descriptions on the formation of-group stereotypes.

. 4. To test their assumptions concerning the cultural (:hara/cteristics of minority children through discussions _
with_parents and other community members. / ' :

5. To -describe relationships be\(een'teacher e°xpecta/ncies and differential student-teacher~interaction
patterns. A} . v . ' :

et pemmrmeenoe o8 ~To-describe culturalgmotivational, and .cognitive’ characteristics attributed to minority groups, and-+o

’ identify the Iimitatiorﬁ-of social science generalizations about these char}cteristicg. )

7. To describe the relation between locus of control and learned helplessness.

8. To.list and briefly describe prdcedures,;wh/ip/h the research litérature suggests méy be effective_in the -
- alleviation of learned helplessness. : : . - . :

s

9. In-a role-playing situation; to demonéi/rate skill in resolving differences in the role expectations of
teachers and parents and in reaching a.consensus on shared goals. .. .

Y B /' operper ; =
LN o L o PRETEST - ) A
The following items enable you to rest/y'(/)ur present knowledge of the information and concepts that are discussed

in the content subsection. Answers are’provided at the end of this section, : . '

‘A. Cognitive KnoWle_dga v
. 1. The term culture refers to ' _ : A
: Literature, the fine arts, arnid other_higher forms of human creativity and expression.

d

a. : A
« + b. Allthe beliefs and behaviors, including the products of behaviors, that members of a group learn and passon

T -from generation to genération, . , ¢
.. . * €. Theinstititions, such’as law and religion, through which the interpersonal relations of members of a sotiety
are organized. o o : o :
d. The uniguely human capabilities that are universally shared by homo sapiens. _
2. Among American’social scientists the term society refers to ’
'. 8. The aggregation of people who share a common set of institutions. .
b. The customary behaviors and institutions-that are shared by a specifiable population.
c. -Patterns’of conduct that govern interpersonal relations in'a human population. ~
; .d. The segment of people in a community who control the major portion of power dnd resources. -
3. An ascribed status is - :
a7 An earned position in a social system, S
~_+b. The behavior one is expected to display by virtue of attained position.
c. ‘A position assigned in a social system on the basis of non-modifiable,attributes. )
d. The behavior one is expected to display by virtue of assigned %ﬂns"bilities in a social gysiais
(r& _4. From a social system perspective, mental retardation and emotional disturbance are cbnsidere be
gf’-“ a. Achieved social statuses. . : " : - : -
- b. Ascribed social. statuses. _ - ¢
') c. Achieved social roles. — .

. d: Acquired_,~sbcial-rol_es.'}A_ S LT e o
5. Which of the following terms does not fit with the other three?
.- a. Locus of control. . s :
b. Experimental control.,
. Internal control.
. External control. o S o : P -

6. Eveluate the assumption that the singlé-pa;ent. matriarchal family that is predominant among American
- blacks is historically derived from conditions of slavery, in which family groups were broken up and children

-

0

o
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were reared in mother-headed households.

7. Describe the typical family form among Mexican Americans and contrast this strugture with the modal Anglo-
American family

"8. Children in some ciiltural groups are socialized to be moréinfluenced by affiliative than achievement motives
D_Spcribe the educational implications of such socialization.

9. How does the theme of fatalism in Latin American cultures influence_the_ performance of- achool childrenrfrom
-these groups? T . . :
10. Describe how the authoritarian, patriarchal structure of Mexican American families influences the academic
motivation of their children.

. 11. Differentiation - theory suggests ‘that socialjfation practices influence the development of the field
dependence/field independence dimension gf<ognitive style. How do Anglo-American and Mexican American
children differ on this dimension, and w)rt instructional adiustments have been_recommended to provide for

" these differences? &

12. Develop a brief scenario to depict how the reciprocal relationship between a minority student’s behavior and
‘ _capabilities and the environmgntal conditions in a classroom (including teacher behaviorand tasks] maylead to
a pattern of learned helplessness. , e .

. o
13. Describe the relationship between teacher expectancies and teacher-student interactions and indicate how
these patterns affect minority children. : T ’

14. Explain how the progressive-increaSe in. the variability of school achievement of minority children may be
accounted for. Use the concepts of precursor. sktlls and discontinuities in behavioral norms in your response

at b ———— -

B. Practice - ~ ' =3 .

Respond to each of the follownng questions on your own practices by placing a plus (+) beside the statements that .
‘represent things you usually do, and a minus {-}>beside the statements that do not represent your typical practice.
These items assume (%h_a_t’ﬁyw_*practice includes consiltation services to teachers as well as diagnosis and
assessment functions for children. Tf a statement does not represent practices that would be possible within the
structure in which you work, place a zero f0) beside it. \‘

~ 1. 1 attempt 1o interpret the behavior of children sferred to ine ‘in“their cultural contexis by reading
relevant social science and educational literaturé on the groups served by the schools in which I work.

2. When teachers have difficulty making materi .interesting o imeaningful to children, I encourage them -
© to include information on customs and’ notable people of he childrens s cultural background in the, )
! . curriculum ahd classroom displays. - - - T

——— 3.1 encourage teachers to take their stiidents’ cultural backgrounds into account by dealing wnth
contemporary social issues that' impinge on the lives of the children and. their families..

——— 4. When‘a minority group child fails to respond correctly to an item on an assessment instrument, I
consider the possibility that the observed performance may not represent the child’s actual level of
competence.

5. I use social science ifformation on the cultures of groups I work with ag a source of hypotheses to
explain behavior and learning problems presented to me, but at the same time I'try to avoid stereotyped
expectations by regarding generalized cultural descriptions with a healthy degree of skepticism,

‘——— 6. When a child fails to respond to a problem on an assessment instrument, 1 consider the possibllity thatl
may be observing the effects of “learned helplessness,” based on a history of failure e,{periences rather:
than an expression of the child's actual level of competence. -l

' 7. When children are referred for poor academic performance. I help their teachers to develop instructional
: --approaches thatswill result in successful learning experiences. . o

- 8. %V/hen a child cannot achieve an educational objective, I help the teacher to construct a task hierarchy to - -
termine if the child possesses \gs;ortant prerequisite skills. . -

& ——c_ 9, Itry toavoid cultural stereotyping by checking my,hypotheses on pOBSlble cultural causes;qfclassroom
' legrning and behavior with parents and other participants in the child’s culture..

——— 10. Parents areinvolved in instructional planning. We seek consensuson those educational ob1ectives that
- are considered t§ be important in both home and school. Proposed procedures for. attaining these
objectives also afe discussed to ensure that cultural norms are not vnolated

e 11,1 prov1d teachers with information on procedutes to teach self-manegement skills to chlldren as a
“mean8§ oiglercomi earned helplessness

To'score the self-assessment your practice, count all pluses and | mmuses DiVide that-total into the number of
plus signs you marked. This provides a ratio score that avoids penalizmg you for those functions you cannot carry
out in- your own situation (i.e., the statements you marked 0). .

Theje is no absolute passing criteria. If you scored relatively low by marking a high proportion of statements ,
minus (-), you might consider how you could incorporate the practices suggested by those stat,ements into your own

\

.work. ) NS

. o . 37.._ 49 | | ‘.‘_. . |
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Stereotypes and Expectations |
Cultural Diversity and Ethnic Stereotyping .

-

» . i Task1 ' ) \a -
[Model Responses to Tasks.are-located- at"the-end—oflt)his
section) T : T

" Before you read this section, list the items educators most-

often use to describe the characteristics of children from tw?o
minority groups with which you are familiar. Identify the
similarities and differences in characterstics enumerated in

" the twolists. How do these characteristics differ from a list

that would describe majority .group children? 'Which
" characteristics in each list cluster together in g meaningful

pattern that could be justified as aspects: of an' ethnic

culture? ’ . ) &

v ©
Compare your responses to the listed items with responses of
members and nonmembers
How do you account for si

arities and differences in your
*conclusions? S
.

v . N 9 B
) o LA

individual is as'signgd a status, the role definitions and
expectations for that status are supported by socializatiop

agents through a variety

of social influence procedures,
Roles do not exist inisolation. They are defined by mutual

expectations operiting between pairs ‘of roles, such as
—parent-child..teacher-child;-or-parent=teacher— I srdar for

the transactions

«5

Q{qthe groups you have identified.

expectations mu

in role rélationships to be smooth, the

5

s, espécially in the

are the middle-class norms
(Parra & Henderson, 1977;

.

. Task 2

st -be shared. Some’ problems arising =
between teachers and students or teachdt» and parents may.

~—In-what-way ‘may “mental*vetardation”be_considered-an-——

¥ A brief review of sociocultural concepts is in order before -

we turn to an examination of the ways in which ethnic

stereotypes may influence teacher behaviors and student °

responses. A
Often, the term “culture” is used glibly to describe and
explain behavior, but the concept is extremely abstract.
Peoplé who have attempted to operationalize it for purposes
of cross-cultural psychological research (e.g), Holtzman,
Diaz-Guerrero, & Swartz, 1975) have found the task to be
- challenging. Numerous definitions have been offered for the
concept of culture (Kroeber & Kluckhohn, 1959), but a
common idea is that culture is composed of habitu; Ipatterns

: of behavior that are characteristic ofagrouppk'f people. Those

shared behavioral patterns are transmitted from one

|
(Kroeber & Kluckhohn, 1952). .
With their traditional emphasis on symbolic communica-
tion as the means by which customary behavior is
transmitted, most anthropological definitions have over-
looked the important process of modeling and observational

\ learning as a major means of acquiring culture by neophytes.

E

A

-

Q
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Cultures can be desctibed at varying levels of inclusive-
ness. Thus, we may speak of the culture of an ethnic group;or
of socio-ecpnomic strata in which certain patterns of
behaviors, values, and preferences may be shared, But
subcultures are part of a larger whole (Laosa & DeAvila, in
press), and behavior'within groups may vary more than

behavior between groups (Hendersoi 1980).
Among American arthropologists, the term “society”

achieved status? What implications does this view hold for
'school psyghologists? . o : ! 7
1/

chiﬂ/:%tatuses are earned by meeting culturally
defi criteria. The individual's behavior is labeled (status
designation) on the basis of behavior that deviates from the’

"norms.of g given social context (the classroom), but the label

then comes to be viewed as charac}eristic of the individual.
The person then is expected to behavein accordance with the
achieved role, and others (teachers) behave toward the

“person.in accordance with'a set of shared role expectations,

~ generation .to the next through symbolic com'munication .

Ethnographers have described the distinctive patterns of,
belief, behavior, and products that are found-among well-
defined, relatively homogéneous groups of particular cul-
tures. Under such circumstances social structures can be
analyzed and the status-role relationships identified rather
comprehensively. But the groups being served by theschools

in the United States are not homogeneous and they do not--——

display an unambiguous cultural configuration for the
educators who must plan instructional programs and
services. Although there are patterns of behavior that

- constitute somewhat ~distinctive subcultures within the
"United States, two points bear consideration: (a) There is an
. extensive range -of> behavior within any United States

designates an aggregate of people who live together in an
---organized population. The focus of the construct “society” is -
- the people whereas "culture” focuses on the behaviors and

traditions the.people share. < - ' v
The members of each culture or subculture hold lrehavip.ral
expectations for a.-number of different statuses in the. social
order. These expectations define the roles people play as
participants in the society. A status is thé name of a
“ particular social position (e.g., school principal) and the role
is defined by a shared understanding of the behaviors that
are appropriate for that position. i
Some statuses are ascribed. One does not “earn” them by
“the demonstratjon of specific behaviors, skills, or creden-

subculture’ (Blackwell, .1975; Henderson & Merritt, 1968;

Laosa, 1979). Given the behavioral heterogeneity of ethnic: - .

and racial groups, it is" important to consider both the
diversity and the similarities which are fourd in any
particular group. When diversity is ighored, ster’eotyping is
the inevitable Tesult, (b) The quality of social science
research on minority group cultures. recently has’ been .
questioned. Specific criticisms by revisionist historians and
minority group social scientists are considered in associa-

- tion with specific issues’in the following section.

.minority children %n

Characteristics of Minority Children-and Their Families -
What -are the distincfive cultural characteristics of the

itheirifamilies to whom educational

- and therapeutic proceses should be responsive? There is no

tials. For -example, the status “child” is ascribed. Other’

statuses are acquired, such as that of school psychologist.
Mercer (1873) argued that certain statuses which often are
-regarded as personal characteristics actually are acquired
statuses. Mentally.retarded is one such status. When an

-
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dearth of literature deéscribing the family life and other .

cultural‘aspects of the various minority groups to whom the
schools have a responsibility, but the conclusions are far
ffom unambiguous. A sample of the issues raised by this
research is presented here as a-source of hypotheses for
explaining instructional problems found in working with
minority .children, and as a ‘caution against unqualified
generalizations. . .

.



Task 3 ‘ @

Educators_ often postulate that problems for which chrldren
are referréd to school psychologists are the result of family
influences. This is particularly true for mindrity children.
Identify soine of the ways in which family chdracteristics are -
thought tao influence children’s problems in school learning

i——*—and-adjustment-—'f‘hen suggest alternative hypotheses 1o

!

e

explam tHese’ problems Test your assumptions in discus-

sionis wrth parents from the target community.

N

Family Characteristics. Children’s academic excellence

and their academic problems are attributed to characteris- ,
“tics in the family unit. The fact that a high proportion of

gifted children are from Jewish and Oriental families is
thought to result' from the high positive.value afforded
intellectual activities and the role of scholarin both cultures-
(Kirk & Gallagher, 1979). On the other hand, family’
characteristics have been blamed for the edycational failures
hat plague disproportionate numbers of children from
%mc and black backgrounds.

boexample, the black family has been characterrzed as
uns nd matriarchal (Moynihan, 1967). Unfavorable
compans:n}s of black families with the nuclear family thatis °
assumed 9 bb\normatlve for white middle~class Americans
have been conslstgnt with asociological assumption that the
nuclear family, withits division of labor, is the family fornr
"best suifed to meet\l‘h?demands of modern mdustnallzed
societies (cf., Parsons, 1949)

Many social screhtrst‘! assume that the mother-centered
famrly represents th-

established during s.- r'hgrew,\ 1964). Revisionist

scholars have begun to quuauon these conclusions, offerifg

long-neglected data to support their alternative interpreta-
tions. Even during the hardships of slavery, many black
slaves were able to develop stable, two-parent families, and
many black households in both southern and-northern cities
during the late 18003 were two-parent families (English,
1974).

‘their
unrepresentative samples.,

istory often have been generalizations from small, .
Often,” they perpetuate old-

- assumptions without studying. black- families. directly.

Recent evidence from such documents as census records

. suggests that unstable families headed by females have not

been the rule during the history of the black family in the
United States. New studies have attempted to identify
positive aspects of black families. Only about one-third of
American black families conform to the stereotyped

. matriarchial single-parent form. (English, 1974). Even for

those that do seem to fit the stéreotype; the entire social and |

~ political matrix of life for Black people must.be analyzed to

understand the forces that shape their lives. The stereotyped
description of a smgle-parent matricentric family is likely to

be more misleading tharinstructive for school psychologists

who have been called upon to help structure more favorable
educational opportunities for black children.’

Something akin to analhology maodel also has been,
employed to describe Mexfcan American and other minority

" families. But, unlike the stereotyped black family, which is

characterized as matriarchal and unstable, the Mexican

American family is depicted in-the social science literature °
.as a stable, patriarchal, extended unit (Montrel 1973). The

husband/.lis depicted as an guthority figure in the home who
demands: and receives unquestiomng obedience from his

_wifé and children: This supremacyin the home is seen as a

compensation for the husband's second-class citizenship in

* the outsxde world. He makes all+ the financial decisions,

ST ‘uatron of a pattern'which was.

disciplines the children, and represents the family in
dealings with.the community, The wife is expected to be
chaste and unworldly. She puts her husband’s desires before
her own. This pattern is sa"widely accepted as the norm for
. the Mexican family that the Spanish. word machismo*has
" become the standard term for designating-male dominance in
American English (Hawkes & Taylor, 1975).

.It.is.assumed.that.this.form of family.striicture, with mmor e .

modrfrcatrons, is dominant among Americans of Mexican’
heritdge., The empirical data fail to support that generaliza-
tiog, however. Deviations from these presumed norms
usq_’ally are attributed to acculturation, or to the increasing

o

financial independence of women, but there is evidence to -

suggest that the patriarchal pattern may néver have been the
" norm (Griffith, 1948; Grebler, Moore & Guzman, 1970, cited
in Hawkes and Taylor, 1975; Woods, 1956). Moreover, data
from thé 1930s suggest that the Mexican American family in
“ the United States was anything but stable at that time. Data_
- based on Mexican American families in Los Angeles,
California, and San Antonio, Texas, indicate that a very
small percentage of the families were of the extended type:
the form may never have been as prevalent as social
.scikntists have suggested (Montiel, 1973), As for the
authoritarian, patriarchal stereotype, Hawkes ahd Taylor
(1975) investigated the prevalence of male dominance among -
Mexicam American farm labor families and found that, by a
wide margin, the most prevalent mode of declsron makmg
and action was egalitarianism.

The knowlailge that common assumptions about the
nature of the Mexican American family are faulty should call

into question statements that purport to explain how their’

children's ability to do well in school is damaged. Paternal

achievement, independence,” and deferred gratification.
These traits are considered essential’ to ‘mobility. The
sharply defined division of labor assumed to function in the
Mexican famiy is also seen’as detrimental to mobility and
.advancement in a industrial society (Heller, 1966). The
curious reasoning in this argument may be noted - by _

authorrtarramsm. ‘strong family ties, and a present time ,
orientation are presented as-antithetical to traits such as

\n_lzl?ef,-socxa. sclencerstatementsaboutblackfamllres and‘—mmfﬂb’i”“g that, for_the black family, exactly opposite

traits (e.g., maternal authority, weak family ties, lack of a_
sharp division of labor) are held to be responsible for the
-educational difficulties of their chlldren and youth:

_/

. o

A S

Before you read the following subsection, jot down your
answers to the questions in this exercise. When you have

finished the section, go over your responses and see if you

have changed any of yout original ideas. For each questlon,-

~ give the justification for your answer.
"o Is cognitive style a sociocultural charactenstlc that
influences children’s responses to instruction?
e Is cognitive style affected by differences in the
_sociglization practices of. parents from different sub-
cultures? : ;
e Should cognitive style or modality preferences mflu-
ence the design of instruction? °
e Can cognitive style and. modal;}y preferences be
diagnosed?
e Can psychological consultants provide . mstructlonol
“ prescriptions on the basis of information on children’s
modality preferences or cognitive styles?

Cognitive Style and Sense Modahty Preferences. Sociali-
zation practices are among the behavior patterns that'may

+ differ across ethnic groups; it would be surprising if
- variations in Chlld -rearing, practices were not associated

. . 39 ' - » e
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‘%ldren develop dxl'ferent cognitive styles or preferences for

f ALY . - -

. with cognitive and behavxoral differences among children
who have diverse backgrounds Some social scientists argue
that as.a result 'of different socialization -experientes

e sense modality over another.. Inasmuéh as cognitive

les and modallty preference,s are- assumed to influence
how people view reality, it is suggested_that an optimum
.match.be made.between.children's.cognitive. styles and.the....
" instructional styles of-their teachers.

» One perspectlve on modality .preferences suggest that
people and groups.can be classified as to their preferred
orientation toﬁ?éhnr\e/umual or oral-aural mode of
involvement with the world around them, Visually-oriented .
people are said 'to be more object oriented and more
predisposed toward the literacy tradition. Those whose.-
orientgtion is pred'omlnantly oral-aural are said to interact '
with the environment in a more personallzed way. It is
argued that the high rate of school failure among children/
- from minority subcultures may stem from the fact that thé
.school curriculum.and methods are more congruent with
literacy tradition of middle class families than witht

~preferences,of people whose socialization is embedded ina
* more oral-aural tradition (Lewis, nd):

The field dependence/f:eld independence [FDI] dxmenslon
also has been postulated as an influénck on the school,.
achievement of mlnorlty children. It is asserted that children
who are socialized in settings. where:\conformance to

“authority is emphasized (such asthe- stareol.yped Mexiaédn

Amenrjcan family) tend toward field dependence whereas
those with moye egahtarlan upbringing lare more field

" independent. By definition “field independent” people are

better at solving problems which ‘requxre the removal of an
important.element from the context in which it is presented.

. Expanded to encompass social situations, field indepen--

dence allows a person to be free from various forms of social
influence and to have a more fully developed sense of

- individual identity than field dependent people. Field

1ndependent people are thought to have more complex .
cognitive systems, that is, to be morg differentiated (Kagdn &
Buriel, ]977) Increasing dlfferenrlgfatlon of structure and
function-is-the-hallmark-of-develapmental-progress-in- most

" theories of development\[eg Piaget, Freud, Lewin).

Some researchers interpret existing FDI research to show
that field dependent people have better social and inter-
personal skills than people who are field independent. On the
other hand field independent people do better on Lasks that
require cogniive restructuring (Laosa, in press; Witkin &
Goodenough, 1977; Witkin, Goodenough, & Oltman, ,1977).
Some researchers believe that. neither style has an absolute
advantage: over‘the other. They agree that each pole of the

" dimension has .an adaptive value for -given tasks and

Q
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_any g.oup as field dependent is.implicitly pejorative.

situations (Laosa, in pless). This view, "however, has not

dominated because most developmentalists- assume that
increased differentiation is the basis for. the enhanced ability
to deal with cognitive complex1ty Thus, the designatioh of

There is a fair amount of evidence that Mexican American
children tend to score as more field dependent than do Anglo
children oncertain tasks. however, the research has-not
clearly established that this pattern results from authori-
tarian socialization. Neither has it been clearly demon-
strated that a causal relationship exists between a field -
dependent cognitive style and interpersonal skills. What
then are the educational 1mp\l/catxons of the claim that.

"Mexican American children are more field dependent than
‘Anglo American children?

On the one hand, it has been advocated that schools train -
children to be more field independent because this style is -
more compatible with the analytic requirements of school -

o < [y

. practices are still inconclusive. It would b

'tasks than the field dependent cognmve style [Wltkln. 1967);

1973, have-argued the need for a better

others, e.g., Ramire
lognitive styles of students and teachers.

match between the

. In one study, Sanders and Scholz_{1967) examined the

hypothesis that field dependent and Mexican American
children make better academic progress when they are
paired with: teachers wnth a matching cognitive style;
contrary to expectet'
children with field independent teachers gained more than
those with field-dependent teachers,

Ramirez and Castaneda (1874) expanded on the FDI
concepts, and they renamed the field dependent construct
“field sensitive,” a less pejorative term. They maintained
- that -b6th styles must be represented in the classroom in

order for education to be culturally democratic. Long-term’

positive éffects in mathematics and reading scores have been

sreported for a program based on the systematic elaboration
/ of these beslc assumptions (Kagan & Buriel, 1977), but

results have not been fully published or replicated. Some
additional support for the notion that consideration of

'chxldrens cognmve style’ may enhance educational out-

comes is provided in a recent study by Doebler and Eicke

-[1979)

. Thus, evidence on the soclallzetlon antecedents - of

cognitive stylés is mixed, and the.outgomes of attempts to

take cognitive style "into considerati n in instructional
encourage educators to adopt steregtyped e pectations’ that
children from a particular background will have' dlfflculty
with certain kinds of school tasks because.of a particular

cognitive style that has’ been ‘associated . with .grouip

membership.. On the other hand, when children have

difficulty - responding to -particular kinds of academic -

expectations, ..it would be appropriate to explore the
hypothesis that the difficulty may be exacerbated by a
cognitive style that is not su1ted to the requirements of the
task : v O

‘-

Task 5 °

‘Assume that a teacher asks you for tips on organizing a. more
" effective instructional program for children who are more
motivated by affllmtlon need than by achlevement need..
What - suggesttons could you. offer?

o

4

.Motivation: Achievement and Affiliation Motives. Moti-
vation is too broad and complex‘a topic to be treated in detail
here. Just two selected issues are touched on to illustrate the
misleading assumptions that often are made ‘about the
academic motivation of minority children.

The first is that children must be activated by achievement
motivation if they are to do.well in school. Achievement
motivation. requires learners to be guided by. internal

standards of excellence. Because-some Hispanic and Pacific

- Island ‘groups are thought to be motivated more by the need

" for affiliatiop than the need for achievement, they are

expected. to do relatively poorly’in schoolwork. Thus, for
xample, the affiliation motive, which is reported as

. characteristic of Hawaiian children, is assumed to account

for their poor record of achievement. They are assumed to
_give higher priority. to, helping others, seeking” good
fellowship;:-or honoring personal commitments than to

_seeking,personal gain; therefore; it is reasoned, they sacrifice -

“individual scholastic achievement. Contrary to this expecta-

‘tion, a motivational pattern based on affiliation has proved

not to be a néegative factor in the school achievement of
" Hawaiians (Galhmore, 1974). Inasmuch as these children
. tend to be resporisive o peers and are likely to work toward
group gcals, educators may be well advised to organize

- 40°
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instructional activities that emphasize cooperative rather " say~-that useful descmpnons are not avallable, but much of
than competitive, norm-referenced learning tasks. This the existing literature is adequate‘only to suggest hypothe-

suggestion should be treated as an hypothesis*to be ' ses. When black children-"speak’ out during a teacher's .

examined in practice with & given group of children rather presentation rather than remaining silent or politely raising
than as a prescription. Given the variability that exists in their hands for recognition, an educator familiar with the
identifiable groups, a cooperative-predisposition-or-affili-—culture of the black community may consider their response
ation need should not be assumed. Nor should the efficacy of .. to indicate interest rather than disrespect. Similarly, when a
any particular mode of structuring classroom goals be taken - child avoids eye contact with adults and looks down when
as a panacea. - ’ *hesshe is spoken to by a teacher, an instructor of Anglo
' American background may interpret the child's behavior as
o : * an indication of sneakiness; but if the child is a Papago

. + Taské . native American, a teacher familiar with their culture should
A teacher refers-a Mexican American child to you as an recognize the behdvior as a way of showing respect for
“underachiever” in the belief that the child lacks motivation elders.

to do ‘schoolwork because "his people” have a fatalistic Teacher .'Expectations and Classroom Interactions

-

attitude that prevents them from exerting eg?‘ overcome Children vary substantially in personal characteristics
difficulties. ,Can you think of an alter hypothesis to 4,4 capabilities' when they first come to school. In addition
~explain the "lack of effort” described by the teacher? Record ' (4" thig individual variation, the normative behavior dis-

your oppbsing hypotheses and your ratlonule for them now. .played by groups of children from diverse cultural
- Then " read the fcr”owmg material on “fufahsm and the backgrounds may differ from the norms of traditional school
information in the following subsection, 'I_‘cac{ler Expecta- culture. The black child speaking out in_class or the Papago

tions and Classroom Interactions.” child avoiding eye contact with teachers are examples of
. Does this information chdnge or confirm your hunches? ~ ° deviations from the role behaviors teachers are hkely to
» . expect of students,

.. Differences between the classroom cultural norms of
Motivation: Fatalism. Educators have been taught that an - teachers and the cultural norms of children from certain
-attitude of fatalism hampers the educational, social, and ethnic subcultures or lower socio-economic status are likely
economic advancement of Mexican Americans (Heller,"1966; - to result in conflict or in dlfferenna] treatment of chxldren,
" Madsen, 1964; Paz, 1961). It has been suggested that depending on how closely the behavior approximafes the
Mexican Americans view good or bad fortune as the work of norms .of school culture. Proponentsrof an ecological
fate, and that this fatalism leads to resignation, which’Anglo  perspective suggest- that prohibitions that have little to do

observers interpret as lack of drive or determination. Some  with actual instructional effectiveness often become the

social scientists (e.g., Heller,-1966; Madsen, 1964) have ' source of difficuliy between the culture bearer and culture

“suggested that whereas Anglos try to overcome the violators (Rhodes, 1967), that is, between teacher . and
- misfortunes ‘that befﬂ" them, Mexican Americans accept students. Fiirthermore, there is evidence that teachers tend -

. them. to hold lower expectations of academic success for studdnts

If this suggestion were true then it might well explainsome  who violate school norms by expressing disinterest or

patterns of behavior which are displayed by Hispanic . jnattention than forstudents from the middle-class majority

———children in school. But careful attention to available data ' culture. These expectations often color teacher/student
suggests that the generahzanon is overdrawn. One quantita- jnpteractions. *

tive study (Farris & Glenn, 1978) found that when level of Teacher Expectatlons and Culturally leferent Children.

education was controlled, there were no differences between  Several years ago Rosenthal and Jacobsen (1968) created a

Anglos and Mexicah ‘Americans on the,dimension of stir in educational circles with their book Pygmalion in the

, fatalism. More viable. explanatioris' thén a generalizéd-. Classroom. These investigators examined the self-fulfilling

" attitude of fatalismmay explain why some Hispanicorother  prophecy hypothesis that teachers adjust their instructional ,

minority children fail to respond to failure with increased - efforts to match. their beliefs in the ability of individual
-levels of effort. (See following subsection, “Teacher Expecta-  children and the' children's learning then conforms to the
tions and Classroom Interactions.") . teachers'’expectations. The two investigators attempted to

Summary. In the population of children served by the alter teacher expectancies experimentally'by providing false
schools there are numerous subcultural groups whose information on certain children, that is, that they had been
‘behaviors differ in many ways from the norms of middle-  jdentified as having hidden potentials. The investigators

class America. There are problems in identifying what = reported increases in the intelligence test performance of thé * -

behavior patterns are characteristic of the cultur€ of a falsely identified high-potential children. Unfortunately, the
particular group because the patferns often co-vary with study was so badly flawed that the authors’ conclusions
other factors, such as socio-economic status or Trural vs. could not be justified (Elashoff & Snow,-1971). Subsequent
urban life style. ‘ research on the self-fulfilling prophecy has often yielded

Although an undPrstandmg of the cultural backgraund of _ results inconsistent with those reported by Rosenthal and,

children with whom we work is important, blanket Jacobsen. Nevertheless, their report was readily accepted by
descriptions sometimes are more harmful than helpful many educatops and civil rights activists because it offered
- because the social science research base fof the cultural an attractive alternative to the existing explanations of
description of ethnic groups is suspect in several aspects.  gchool failure-in’ which the blame was placed on minority
The foregoing review illustrates ‘the need for cautious children themselves, their families, and their genetic

interpretation. - - inheritance; however, other educators dismissed the entire
Many descriptions start” with the acceptance of dated hypothesxs as 1mplausxble
assumptions, without the benefit of first-hand study of the It is undoubtedly naive to assume, . as Rosenthal and

communities in question. Any particilay behavioris likely to ]acobsen did; that the simple manipulation of.information °

have meaning only in the context of a total pattern of provided to teachers could produce a speedy influence-on so
customary behavior. Fragmented postulates, taken out of - general a measure as 1Q. On the other hand, there is good
context, often lead to stereotyped expectancxes Thisisnotto  reason to believe that reciprocal influences in the classroom
: _ . o . 41 q ' RO )
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may produce cumulative failure and “behavior problems”
among many culturally diverse children. The brief review
that follows provides evidence that teachers form differen-
tial expectations of the achievement and behavior of the
children they teach, and that those expectations influence
teachers“interactions with students. The question of what
variables influence teacher expectatnons and how chnldren s
learmng is affected also is explored

K
1

Task 7

Before you read the next'section, reflect on your conversa-
tions with teachers, discussions in'the teacher lounge, end
other situations in which educators discuss the behavior and
performance of students. List the categories of student
choracteristics which you thrnk may be ‘determinants of
teacher expectatlons ‘ ,

3

‘A suhstantial body of research (Adams, 1978; l3rophy &
Good, 1974;.Laosa, 1978} Lockheed,1977) shows that teacher

expectations are associated with children's personal echarac--
These expectations apparently are based on -
- to list the behaviors they expected to be displayed by

teristics,
stereotyped conceptions of various behaviors and, at times,
of group membership. Even physical attractiveness-influ-
ence%expectatxons (Adams, 1978) so that teachers judge
unatt active children to be less intelligent, to show poorer
academic. promise. and to be less well-behaved in the
classroom than attractive children. Inasmuch:as judgments
of attractiveness are. determined by cultural standards,

"children who d)splay strikingly different physical charac-

teristics,may be subject to especially negative expectations.
Teachers tend to judge the potential of unattractive children
to be lower than that ofattractive children for academic and

\

~social development; also, teachers appear to be more willing-

to Teeammend unattractive. children .for special class
placement (Ross & Salvia, 1975).. . -

Although some researchers assume that teacher expecta-
tions influence achievemeént,
reverse is true, that is, that the- student achievement
determines teacher expectancies (Dusek & O'Connell, 1973;

. Dusek .& Wheeler, 1974; Williams, 1876). Other. evidence

suggests that differéntial teacher expectatnons and behav-
jors ate not influenced by their perceptions of student ability
or achievement per se. Rather., teachers may be respondlngto
student behaviors that are interpreted as reflecting academic
motivation. Luce and Hoge (1978} found that when fourth-

grade teachers interacted with students whom they judged

to have low _motivation for school work they were more

procedural more Q‘rlhcal -and gave more behavioral warn-

ifigs than when they worked with students whom they

" fanked higher in motivation. The student behaViors that

seemed to serve as stimuli for the formation of teacher

" expectancies were task initiation'and attention. As we have

already seen. these behaviors are likely to le among those for

" which the behavior of many ethnic minority students differ

others ,argue that, just the.

from-the norms of the school culture. Experimental research -

shows that attending and non-attending behavior have a
marked effect on teacher behavior (Klein, 1971).
Willis'and Brophy s (1974) work provides further insights

‘into” the ways in which the behaviors and attitudes of

students and teachers may influence eacli other. These

-researchers found that the pupils_to'whom teachers felt

attachment were seen as successful and compliant because
teachers found .their responses; rewarding, Teachers ex-
pressed concern for. those’ students who had difficulty with
Schoglwork but who were also compliant. and reinforced
teachers int interactions with them. Teachers responded by

, prov1d1ng them with a good deal of remedial help. °
T,hose students to whom teachers felt |nd|fferent l'alled to ~ more to manage behavior than to'provide relevant skill and

-
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respond in a way that teachers found rewarding. The non-
rewarding responses led to a pattern in which teachers spent

little time with the children, though they perceived that thése .

¢ students needed additional help. Rejected students not only
failed to proyide teachers with rewarding interpersonal
contdcts, but, also, they were credited with creating
discipline problems and classroom disturbances. Teachers
wanted to get rid of these students se they attributed low-
“ahility traits. to them which did not accurately reflect the
children's demonstrated ability.

The cited investigations provide several kinds of evidence
that teacher expectancies and attitudes may be more
influenced by the observed behaviors of students than by the
‘personal ‘characteristics which are associated with group
memhershxp Such evidence suggests ‘that teacher expectan-
cies may merely reflect previous expernence with children

displaying certain characteristics but if is instructive tonote -

that teachers-tend to eéxpress stereotyped ¢ expectatlons
which are based on labels assigned to children. This is true
even, when the behavior observed in the labeled children is
- incompgtible with the label [Foster & Ysseldyke. 1976
.--Gillung-and-Rucker,-1877):-
For example, Foster and Ysseldyke [1976] asked teachers

gt

hypothetical children labeled emotionally disturbed,.learn-
ing disabled, mentally retarded, or normal. As anticipated,

the teachers held more negative expectancies fof the children -

* categorized with a deviance label than for normal. children.
Each teacher was then assigned to one of four groups and all
groups'viewed the same video tape of a normal fourth-grade
boy engaged in a variety of test-taking activities and in free
play. Each greup was told the boy was a member of a

different category. After viewing the tape, negative expect- -

ancies were expressed toward the children.cqtegorized with

one of the'deviancy labels, even though the deviancy label -
groups had observed behaviors that were inconsistent with"

the label. These results- are relevant to consideration of

possible teacher expectancy, influences on minority and poor

.children because, traditionally, these children have been

, overrepresented in the assignment of special category labels.
. o

l,-“' Task 8 . ¢

On the basis Qf your own experlence,_.descnbe some of the
ways in which you would expect instructional interactions

.to vary depending on- differential teacher expectancies. ~

Contrast teacher responses to -high-expectancy students

with responses to low- expectancy students
.

Differential teacher § fesponses to&ard dxl'ferent categornes 1

of children have been well documented [Good & Brophy,
1974), Although clear that teachers- may be reac lng to

differences in the achievement arid motivational behaviors:

of children, the issue may be more complicated than thyt. For
example, in, one study of interactions between g hite "
teacher and a small group of black and white nursery schogl
girls, it was suggested that a lack of shared understanding of
expectations and gestural meanings could account for the
differences in the childrén’s success in gaining the teacher’s
“attention (Byers & Byers, 1972] However, pierely provndlng
_ children-with teachers of ‘mafching ethnicity, which might
seem-to be the simple solution to this prohlem is apparently -
_not sufficient to change unequal treatment in the classtoom
*(Byalick & Bersoff, 1974).
Thus, the research suggests that when chnldren from

cultural backgrounds diverge from schéol norms, they are -

likely to display characteristics that elicit negative expecta-
tions and patterns. of teacher response which are designed

-
0
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- content guidance, Teacher expectations may be based, in

part, on group stereotypes,- but the teachers alsu may be
responding to behaviors that deviate from theimpliCil norms
which are- reinforced in classrooms. As a function of

" -apparent lower initial achievement and motivation, rein-

forced by teachers “sterectyped expectations which are

‘based on factors such as race, ethnicity, physical appear-

ance, or socioeconomic status, minority children mayreceive
fewer skill and content-related communpications from their
teachers, resulting in poorer achievement, less task involve-

" ment, and diminished effort.

Bear in mind, however, that minority children are not a
homogeneous'group. Théy differ in their initial achievement
behaviors and in the. degree to-which their behavior
conforms-o the norms of the school culture. Thus, an initial
discontinuity between some children's entering repertoires
of behavior may lead to initial failure, lack of supportand the
beginning of a series,of reciprocal influences that result in

cumulative discrepancies fromn the achievement and behav-

“ioral expectations of the schools. Children who full into this

‘perceive the ¢

pattern may come to feel'helpless to influence their own lives

-in the academic context.

Learned Helplessness. Some individuals perceive them-.

selves io be incapable of overcoming failure. They learn to
feel helpless through experiences in situatjons in which they

have no control over aversive events. The concept of “learned’

helplessness has a corhinon sense appeal to educators and
psychologists because it-seems to pravide insight into the
debilitating behavior of some school children who otherwise
seem quite capable. In studies of . this' phenomenon,
individuals convinced that an experimental task measured
important intellectual abilities, were induced to perceive
themselves as helpless when they.fail on the task. The
relevance of this learned helplessness concept to classroom
settings is obvious.

The learned helplessness. phenomenon has much in
common with the idea of locus of control. According to the
latter construct, individuals whose behaviorisinfluencedb ¥

- internal control believe that they have a substantial personal
" influence on the things rhat happen to them. They are likely

.

L

-they have experienced failure at the same task t:iZﬂisplay _

maladaptive respanses. Children who have learhed to feel

helpless in the face of difficulties tend to attribute failure to -

personal inability, and their performance on subsequent
tasks is impaired. In contrast, non-helpless children are
likely to attribute lack of success to insufficient personal
effort’ and they display-.no deterioration in subsequent
performances. In fact, the performance of children who
“atiribute failure to lack of effort often shows improvement
following failure, apparently ‘owing to increased effort
{Diener & Dweck, 1978).

Dweck’s (1975) research on learned helplessness has clear

educational implications. Because helpless children evi--
dence little recognition of effort’as a determinant of sucqrgss”
t

or failure, in contrast to children who persevere even after
failure, they fail to see theirown responsibility for outcomes.
Thus they are likely to see aversive situations as insur-
mountable and, following an unsuccessful effort, they may
respond to subsequent tasks of the same sort by not trying
harder or not sticking to the task. Dweck emphasized that an
aversive event—in this case, failure on an intellectual task—
“isnotin itself the cause of the helplessness phenomenon The
critical difference between helpless and persevering chil-
dren appears to bein their perception of the relation.between
their own behavior and the failure outcome.

Histories of failure or success-appear to play a major role
in'the development of internality-externality [Kil'er. 1975;
Weisz, 1979) and the more specific attributions of cause (e.g.,
effort vs. ability, task difficulty, or luck) that. influence
future expectations and task-oriented behavior. The nature
of schooling in the United States is suchthatcertain children
may be predestined 1o experience heavy and repéated doses
of failure from the first grade on. A disproportionate number
of poor and minority children* whose outside-of-school
socialization is not highly congruent with the expectations of
teachers. in middle-class orienled schools are likely to fall
within this group.. ..~

— Thomas {1979) called -attention_ to striking parallels

to_perceive the events that befall them as the result of their

““own ability or effort. Those people who fail to perceive alink
between their effort and outside reinforcement are likely to

perceive events as the result of luck or misfortune; they
cause of events as externol.
Some children seem to learn quickly, through their school

.'fexperienres. that they are destined to do poorly in

comparison with their classmates. They see no way for itto

* be otherwise. A disproportionate number of the children

who develop perceptions of. external locus of control in -

achievement situations are from iiiinority or_lower socio-
uonomi(‘ status ‘bac q,,munds

. Tosk 9 -
t .

List some of the cultural characteristics of groups you work

with which may make them susceptible to leorning to feel

that lhvy arc-unable to cope with school tosks. Describe the

responses of these children to academic tasks.’ Whot ore the

implications for testing?.

P D }
Both locus of control and learned helplessness exist along

# continuum. Such designations as “helpless” or “external”
merely are a convenience for referring to individuals whose

responses tend to fall toward one pole or the other. Children

“who are rhiiriirterized helpless tend to attribute their

failures to a lack of ability rather than to the levels of their
own efforts (Diener, Dweck & Rappucci, 1973). Even when

helpless children initially are competent at a given task, once °
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between the features of the learned helplessness syndrome
and the characteristics of children classified as learnipg
disabled. Although the term "learning disabilities” refers to

such a hodge-podge of symptoms that it is virtually .

impossible to identify the common characteristics of the
children to. whom the label is applied (Lilly. 1979), one
common ¢lement seems to be an overlay of [rustration and
defeat. Learning disabled children often are portrayed as
being convinced that they cannot learn, and much of the
initial teaching effort with them is directed to motivating
~ them to expend sul'l'irient effort to achieve success {Thomas,
1979] Typically, these children are frustrated easily, are fow
ineffort and persistence, and are unwilling to attempt even

* those tasks that are within the range of their ability. Their

learning histories often are dominated by failure. The mare
consistent their history af failure, the more likely they will
attribute failure to ability or lack of it (‘~rieze& Weiner, 1971,
cited in Thomas, 1979). . o

. ! Tosk 10

List procedures o school psychologist in o consulting role
could sugges! to teochers for helping children to overcome
fei'lings of helplessness

Ovércoming Helplessness The provisjon of purposes for
learning has been identified as an impartant mediator of the
relation among locus of controlj motivation, and perform-
ance. There also is evidence that the effects of purpose may

vary, depending dn whether learning objectives are set by a
teacher or by the students themselves. Arlin and Whitley
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; .
(1878) tested the hypothesis that students would be more
likely to accept personal responsibility for success or failure
when they perceived -a role in determining their own
activities. The investigators anticipated tRat the perceptions
of academic control and self-management opportunities
would have-an interactive influence on each other. The
findings suggested that students who have been encouraged
to manage their own learning are more likely than their peers
fromi traditional classrooms in,which the teacher set learning
objectives to develop the willingness to accept personal

responsibility for academic successes and failures. The’

results also suggested that opportunities for self-management
may have.more influence on perceptions of responsibility for
failure than on'perceptions of responsibility for success. The
r¢..~on may be that in either type of classroom situation it
may be easier for students to attribute success to themselves
than failure, but rationalizations for failure may differ for
the two types of classroom situations examined. When
teachers determine the activities, failure may be attributable
to bad luck or the fault of the teacher.' Students who
determine their own goals may find it more difficult’ to pin
responsibility for their failures on external sources.

It seems unlikely that the effects of success and failure
operale independently of the social situation in which such
experiences occur. Classrooms constitute the major social
context in which social comparisons of performance are

" made routinely. Classrooms that employ a competitive goal

structure are especially likely to enc¢ourage social compari-
sons {Ames, Ames, & Felker, 1977; Henderson & Hennig,
1979).

Ames and her assocxates at Purdue set out to study how
competitive and noncompetitive classroom settings influ-
ence children’s beliefs about the causes of success andfailuge
for themselves and others. Their findings confirmed the
expectation that the effects of success and failure experi-
ences depend upon the nature of the social setting in which
the attempted performance takes place. Children’s attribu-
tions. their judgments of who deserves what, and their
satisfaction with the performance of self and others differed
as a function of competitive and noncompeétitive' reward
structures. Competition leads to self-derogation. Compared
to children who failed in noncompetitive settings, those who
failed under competitive conditions judged themselves to

“have less ability and to be less deserving of reward. They .

also experienced more negative effect than those who failed

under noncompetitive circumstances. Ames and her associ-

ates. suggested that “the consequences of failure are
obviously negative, but the impact of failure in competitive
conditions seems (o be rather devastating to a child's self—
perceptions” {Ames, et. al., 1977, p. 7).

Dweck (1975) designed a study to determine whether

helpless children's perceptions of the relation between their’

behavior and failure outcomes could be altered with a form
of attribution therapy. Beyond merely changmg the percep-

tions of these children, Dweck was interested in determining.

if alteration in the children’s failure attributions would
result in the reduction of their matadaptive responses to
failure. She compared the effects of Attribution Retraining to
a Success Only procedure that was recommended by many
behavior modifiers. Dweck anticipated that the Success
ability of helpless
children to sustain their efforts despne failure because the

_Areatment was expectecf‘to raise their expectations of

success. Attribution retraining was expected to produce
even greater improvement because it would provxde anew
interpretation for failure. Children subjected to this instruc-
tion tvould attribute failure to insufficient effort rather than
to uncontrollable factors. Contrary to the investigator’s
expectation, consistent and sustained decreases in maladap-
twe reactions to failure were evndenced only by the

.

Altribution Reframmg group. Whereas these chudren were
able to confrorit failure'in a more adaptive manner., some of
the children. in the Success Only condition displayed
increosed sensitivity to failure after an exclusive diet of -
success experjences. All the subjects in thé Attribution
Retraining program showed increases in-effort attributions,
indicating that besides showing improved adaptation to
failure in test situations, these .children altered- their
attributions for failure with respect to mathematics in
general. v )
The fact that children in the Success Only condition
continued to display deterioration of performance following
the intervention was interpreted by Dweck to suggest that
the success only procedures, which many behaviorists
advocate, may be shortsighted.
“An mslruclmnal;)rogram for children who have dlfflculty
‘dealing with failure would do well not to skirt the issue by
_trying to ensure success or by glossing over failure. Instead it
should include procedures for dealing with this problem
directly (Dweck, 1975, p. 684).

- .. Other research (e.g., Andrews & Debus, 1978]supp0rtsthe

contention that attribution retraining is effective in-chang-

. ing children's qttnbphons and their resistance to extinction.

Summary. The evidence is clear that teachers entertain .
differential expectations for the achievement of children.
who vary in persaonal ~characteristics. The amount and
quality of instructional interactions often differ along the
same dimensions. The question of whetherteacher expectan-
cies are based on these personal characteristics per se or on
achievement characteristics that happen to co-vary with
. these characteristics has not been answered with complete
satisfaction. Some careful methodological work suggests
that achisvement is the determining factor. Evenif thatis the
case, the results are the same. For example, if a relatively
high proportion of poor and minority children enter school
with achievement characteristics that elicit negative expec-
tancies from their teachers, then it makes little differnce
whether the expectahQn was determined by achievement
behavior or social class marKers. The result is likely tobe the
same for the children concerned. * ~ .

The information reviewed in this section suggests that a.
path model may provide a partial explanahon for the
common pattern of school achievement in which minority
and poor children tend to fall progressively further behind
their peers asothey move through school. That is, the
children's lack of prerequisite skills or lack of attention to
instructiona) tasks may invite teacher responses that lead
the children to fail and feel helpless in the academic
. situation. The result may be reduced effort, as evidenced in
poor attention and task persistence, which further influ-
ences low, teacher expectatmns and associated instructional
responses. There is a considerable range of variation in
subcultures in the degree to which the prerequisite skillsand .
‘behavioral norms and expectations learned at home are

* congruent with the norms and expectations of the school

culture. Thus, n*{s important to avoid’ stereotyped concep-
. tions of the sociocultural characteristics of children from
any glven subculture, of from mingrity and lowpr socio-
economic backgrounds in general. Some fmdmgs (Laosa, in .
press) suggest that the moet important factor in determining’

" the congruence or incongruence of home and "school

socialization is the level .of formal education attained by the

- mother.

Although the ‘behavior and achlevements of children may
change, the research reviewed in this section indicates, that,
once formed, teachers’ impressions of student ability which
are based on stereotyped expectancies are resistant to
change, even when observable performance conflicts with
expectations.

Some analyses suggest that achievemenit behavxor is a
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major determinant of teacher expectancies but other work

has demonstrated that differential teacher instructional
behaviors may be associated more with judgments of
students’ motivations to do schoolwgrk than with teachers’
estimates of ability or achiev’gment ih basic school subjects
(Luce & Hoge, 1978). This finding is particularly interesting
in connection with the knowledge that teachers are
influenced markedly by the attending/nonattending behav-
ior of students and with whét is known about how failure
influences children's subsequent approaches to tasks given
their internal or external perceptions of causality. If helpless
children respond to failure by declining to'expend effort,on
subsequent trials, the negative perceptions of their ability
may be compounded by the teacher’s use of more controlling,

_ critical, and externally determined influence.

Along similar lines, the work of Willis and Brophy (1974)

suggests that when teachers and children share similar,

achievement characteristics, teacher behaviqrmay vary as a
function of student social behaviors, especially by the degree
to which teachers exp=rience the interactions as rewarding.

Under these circumstances, students whose behavior styles,

differ from the middle-class norms of the classroom are
likely to experience proportionally fewer supportive and

- content-relevant contacts with teachers. It would be no

surprise if students from  minority and poor family
backgrounds were disproportionally represented among this
group. The evidence suggests that discrimination of this sort
is.’often unintentional. and .that consultation that makes
teachers aware of theirdifferential interactigmpatterns may
hélp some teachers to overcome the tendency in the findings

.summarized here (Good & Brophy, 1974). - *©

The effects of failure on children's expectations and

“attribution of cause are meaningful only when they are

considered in the social context. It means little to be
unsuccessful at a task which can be accomplished by only. a
few individual$ But to do poorly ontasks that are defined as
normative socjal expectations is: likely to impact on
thildren's perceptions of their own ability. School tasks are

‘widely regarded.as normative social expectations, and under

the competitive goal structures'and overt social comparisons
that are implicit in norm-referenced assessmen{ practices,
failure is likely to be particularly damaging. Contrary to

- popular stereotypes, minority parents hold high academic

aspirations for their children, but actual expectationsoften
are curtailed by reality (Parra & Henderson, 1977). Children
who. experience failure in competitive settings, when

‘compared to those who are unsuccessful in noncompetitive
settings, are more likely lo experience negative affect and to

engage in self-derogation. Thus, their future strivings for
achievement are likely to be discouraged. Competitive goal
structures clearly highlight social comparisons and inhibit
effort attributions. ‘ .

Diminished effort is the natural consequence of attribu-
tiuns of outcome to inability. Children who learn .to feel
helpless in the face of difficulty attribute the difficulty to
inability. which is detrimental to effort and pérsistence;
their responses become inaladaptive and- performance
deteriorates. Non-helpless 'children, in.contrast, tend to
attribute failure to insufficient effort, and their response is
likely to be to exeri more effort (Dweck, 1975). In fact, the
critical difference between responses to failure by helpless
and nnn-helpless .(e.g., mastery oriented) children may be
that the latter do not ordinarily make spontaneous causal
attributions. Rather than seeking cquses, they may pursue
solutions through self-monitoring” and self-instruction
(Diener & Dweck, 1978). C

A number of procedures which are designed to facilitate
the adoption of internal attributions of cause, especially that
of effort, have been tested with encouraging results. Because

: -
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failure experiences seem :to play a parti'cularly important
role in the development of attributions of inability and

‘external causes, and in the learning of helplessness, the

simplest solution may be to provide externally oriented and
helpless children with arich diet of success. The facts appear
not to bear out this assumption, however. Although failure
may be instrumental in the learning. of helplessness, the
remnoval of failure does not appear to constitute a sufficient _
or, perhaps, even constructive, condition to_ reverse .the

_process. Attribution retraining results in sustained de-

creases in maladaptive reactions io failure whereas success-
only experiences have been found-to produce increased
sensitivity to failure. This difference should be instructive
for educators who attempt to help children develop feelings
of efficacy in the context of schooling.

- A”variety of approaches, including attribution retraining,
social reinforcement, and token systems. in combinations".
with social reinforcement, have demonstrated promise for
effecting such changes. .The performance of ‘children in
whom the locus.of control is external seems toimprove when
clear purposes for tasks are communicated (Dollinger &
Taub, 1977). Children who have a role in setting their own
goals are likely to accept personal responsibility for'success

‘and failure to a greater degree than their peers for whom

goals are set by their teachers (Arlin & Whitley, 1978).

A caution must be presented "here: Merely changing
children's causal attributions of failure from external to
internal, or from inability to effort. is not likely to produce
sustained desirable results unless instruction is arranged to-
provide opportunities for successful outccines from the
effort. In fact, to induce students to make effort attributions
accompanied ‘' by energetic behavior is likely "to have
devastating. results in theé absence of opportunities for
success. Hard work is a virtue of long standing in America,
but Covington and Omelich (1979) have made a persuasive-
case that effort is a double-edged sword wher, it comes to -
school achievement. One of the few available defenses of a

“student facing academic difficulties is to avoid the implica- -

tions of inability. by refusing to try. Data collected by -
Covington and Omelich (1979) show that negative affect
(shame) and atiributions of-inability were greater among
college undergraduates following substantial effort than
when they did little studying. These situations seem highly
probable in cases in which studentsare presdnted with tasks

_for which they lack prerequisite skills; for them, failure may

begin to set in early because traditional instruction so rarely
provides for the careful identification and teaching of
precursor skills and roncepts that are required for the
ronstruction of behaviors that constitute instructional goals
{Bandura, 1977; Bergan,-1977; Bergan & Parra, 1978; Bloom,
1976). Given ‘such situations, it may be more adaptive for
children to attribute failure to external influences than to
their own inability. :
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.o © SIMULATION1 -
Discreparicies in Role Expectations” "

1. Type of Simulation: Role playing.

2. Purpose: To make school psycholognsts aware of the mfluence o£confl1ctmg roleexpectatnons on commumcetlon
between homé and school. . '

3. Material: ‘Role descriptions for teacher, parent, and school psycKologist.

4. Activity; A Mexican American parent meets with a teacher and a school psychologist to discuss the academic
progress of a student who has been referred to the psychologist for "lack of motivation and academic failure.”
Each participant is provided with her/his own roledescription but no one has acgessto therole descriptions of the
other actors. Following the session, a group of observers identifies positive feafures of the rolé-playing episode

" and makes suggestions for improved communication among the participants. . )
(Noje: The role specifications for this simulation are based, in part, on findings reported imParra & Henderson,
1977. Trainers or workshop leaders may develop similar role-pla ymg slmulatlons based on descriptive materials
. pertaining to role perceptions in other groups.)

s Teacher Role

"The teacher assumes that the child is unmterested in school work because the parents do not placea high valueon
education. He/She believes that children's intellectual potentials are dependent upon the kind of intellectual
stimulation which children experience at home during the pre-school years. Inasmuch as the child in question is
from a relatively poor Mexican American family, theteachersuspects that the student’s home environment provided
little intellectual stimulation during the early childhood years. Thé teacher suspects that the motivational problem
may be partly a function of the child’s having too limited a field of irtellectual experience to relate to curricular
activities: The teacher, although not sure that the effects of early environmental deficiencies can be entirely
overcome, believes it would help if the parents were to expose the child to- books, word games, and the like, and to

_provide strong reinforcement for any-kind of academic effort:the child might display.

In brief, the teacher feels that it'is the role of both: parents “and teachers to foster intellectual development and
motivation for academic achievement. The teacher imagines that the se parens do not have very hlgh aspxranons for
their children. : - . : A

! » - ' \ - - . . \
Parent Relz ' " : ' \
‘The parents have been very concerned with the child's dlfflculty in school They have been reluctantito initiate a

-conference because although they speak English, limited vocabulary, frequent confusion of pronouns; and

difficulties with verb tenses and noun-verb agreements are a source of embarrassment in communications with
“educated"” people. (The parent attendmg the conference is aware of some of his/her specific problams with English

* because of recer\s participation in an ‘adult education class ] Because he/she feels intimidated, his/her manher during.
i

the conference i% one of diffidence.-
The child's father works at strenuous manual labor and i is periodically unemployed The parents want somethmg

‘better for their children; they have dreams of the children going to college and entering professions. However, given

their life circumstances and the child's present dlfflcultxes inschool, the expectation that theparents’ dreams may be -

" realized differs from their aspirations.

Both parents value education but they do not see thelr role as that of a teacher of academic Sl'(lllS In thelr view,
teachers bear the primary responsxbxhty for the intellectual and academic- development of children, The primary,
responsibility of the home is to foster the child’s social and emotional development. At the same time, the parents
realize that thildrén must function in a variety of settings, and they wish that the school would be more sensitive to

 their child's social and emotional needs. This youngster 6ften comes home from school feeling defeated. The parents .

have almost stopped asking.the child How school went today because the child has developed thefeelmgthat he/she,
lacks the ablllty to do school work. The child admits to not trying anymore, ' .

Psychologlst s Role

The psychologist is not well cqualnted with the cultural backgro und of the chxld in questlon but is sensmve to the
possibility that cultural factors may be involved .in_the problem.

During the initial stages the psychologist takes the role of facilitator. He/She tries to keep communication open
between the parent‘and teacher. Her/His overall aims for this initial conference are (a) to identify the problem from
both the teacher's and parent's perspectives, (b) to determine the condltxons contributing to the problem, from the
perspectives of both parties, (c) to identify some goals that are of mutual importance toboth parent and teacher,and
(d) to set priorities for the goals so more detailed instructional planning.can occur in subsequent conferences.

While the discussion unfolds, the psychologist decides to add a specific objective to the more general goals which
have been identified. He/She tries to help the teacher and parent to develop some mutual role expectatlons togovern
the interactions of. the teacher, parent and Student. - )
5. Suggestions for assessing the role playmg

The ggﬁlp discussion of the role-playing episode'should mclude conslderatxon of the followmg questlons

a. Which of the teacher's mlsperceptlons (e.g., the expectation of low parental aspnratxons for the Chlld] became
-apparent? S o
. What discrepancies in role expectations for the statuses.of parent and teacher were revealed?
. What effective technigues did the'school psychologist employ to achieve the conference goals and objectives?
Did the teacher or psychologist behave in any way that might inhibit open discussion (e.g..-criticisms of the
child instead of ob]ectlve discussion of Sl'(lllS or maladaptive behaviors, such as reluctance to try tasks, or
. facial expressions. in reaction to nonstandard grammar)?
e. Did the psychologist use appropriate procedures to lelp to move the discussion toward consensus [eg .-

keepmg the dlSCUSSlOn focused use of summary statements to show progress etc.)?
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f. In arriving at muytual goals for the child, did the psychologist make provision for both cognitive and social-
emotional goals, and was it done with consideration for their interdependence? «

g. Was the importance of providing the child with skills for self-management as well as success experiences

< . mentioned? .

S P » SIMULATION 2 o
: SociqéﬁlturalVariations in Motivation v

Type of Simulation: Writtgit comminication - o T . .
Purpose: T'o examine w‘ay%,in which different types of motives may be used to promote academic effort.
. Material: Memorandum from a bujlding principal to the school psychologist. .
. Activity: Participants read the memorandum and ' ' :
(a) decide what additional information would be needed initially; )
(b) decide how to obtain needed information; ,
- (c) formulate an hypothesis to explain the problem behavior described in the memo; and
(d) suggest an instructional alteration to be tested in the classroom.

-hwge.-n

Memorandum

TO: Mary Kabai, School Psychologist . v

FROM: Ken Kanaka, Principal, Bishop School o ' p
RE: Psychological Consultation ' : ’ . '

One of our 6th grade teachers, Ms. Jones, has been having troublé motivating students in her class. Sheis an
experienced teacher and apparently was successful when she taught on the mainland, but this is her first year
teaching in Hawaii, A number of children in her class are Hawaiian Americans. She has complained’to me that the
Hawaiian children seem to have very little achievement motivation and therefore are hot likely to make much
academic progress. She has tried to determine the current functioning level of each child and to individualize’
instruction on that basis. Thus she feels the work should not be too difficult, and she gives consistent social
reinforcement for individual effort. Even so, the children cheat by helping one another whenever they think they can
get away with it. - . L

Ms. Jones has'asked if she could try a token economy in her class as a means ofincreasing academic effort. I did not
say absolutely no, but I did ask her to talk withyouabout some possible alternatives before she goes ahead withit. It
seems to me that some of the problems with this class may come from her being anewcomer whois unfamiliar with
“the sociocultural characteristics of ‘these children. _ - '

I would appreciate it if you would make an appointment to consult with Ms. Jones sometime soon. My main
purpose in writing prior to your meeting with heristo give youachance tothink aboutmyideathat Ms. Jones' lackof -
familiarify with the culture may be part of the problem. ' I

\

5. Suggested Responses: . ;
(a) Information needed: You will probably need additional inf-:rmation on how work activities are structured in
the classrogm: It would be particularly interesting to kr::w how goals and incentives are organized.’ )
(b) Obtaining the information: The needed information may best be obtained th rough informal ‘classroofm-
... observation. Observations could be guided by the question, “Who benefits or receives reinforcement when
o \children expend effort on tasks; the individual or the group?” Is the work of children compared on a norm-
U referenced basis? : ' i : : :

For purposes of this sample response, assume that you find that most work is reinforced on an individual -
basis, and-that the performances of the children are compared with.each other. _ .

.. [c) Hypothesis: Hawaiian American children will devote increased effort to acad&mic tasks if the classroom-
goal structure is changed from the individualistic and competitive approaches that are now being usedto a
more-cooperative strategy. ' ,

(d) Rationale: Some research suggests that Hawaiian American children are very peer oriented. They often try
’ not.to stand out by doing better than their peers do, and they may achieve greater catisfaction from assisting
a friend than from individual accomplishment. Therefore, try a form.of instructional organization that
structures opportunities for children to help each other and'to work on cooperative learning tasks in which
" everyone in the group benefits. Changing the goal_stricture in a way-that makes ciassroom activities more
compatible with the cultural priorities of the children may belessintrusive to the instructional processthan” .
a token economy would be, and individually awarded tokens may be counterproductive, anyway, if the
hypothesis is correct. . e ' s N . .
(e) Consultant's suggestion: Try using the children's desire to suppbrt their peers and to subordinate themselves
to the group by redefining what is meant by cheating. Make it possible for childre to refine their own skills
by helping each other. Set up some tasks so that eachchild cancontribute at-his/herle vel togroup objectives.
Reinforce the group for collective accomplishment. Avoid norm-referenced comparisonis of the performances
of individual children. ' :

Take observational recordings of on-task behavior for'about a week before instituting the change.
Continue to keep“records after the change in procedures 1o see if the desired change ineffort takes place. In
this pracfical situation a reversal condition would probably not be tried. Most teachers, understandably,
want to let well enough alone.*(The school ‘psychologist will:fiave to devise a system-for observational - -
recording that will not be an unmanageable burden on the teacher.) e :
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C . . . SIMULATION 3
Concepts: Family churacterln‘ticﬁ, learned helplessness, and alienation

1. Type of simulation: Case-study. . . .
2, Purpose: To examine.options qther than stereotyped explanations for behavior problems and poor academic
. 'performance. ‘
3. Material: Case study with informationonfamily background, school achievetignt, intelligence test performance,

* and teacher's and psychologist’s interpretations of data. ' - f .
4. Activity: Analyze the case study on the basisof what you know about so%:ural characteristics, patterns of
" teacher/student interaction, and learned hélplessness. The analysis showfd suggest alternative iﬂyarpretations

and reccmmended actions. - ' : ”

Case Study ,\ T ¢ e ; ’ ?

Andrew: Age, 13-1, Grade 7. _ . ] o v .

. Andrew W. isa black 7th grader livingin an inrer city area. School records indicate that his motheris unmarried
and thatqshe supports her family by working as a hotel maid. Andrew has-three sisters and a younger brother.

* Andrew's teacher is concerned with his pooracddemic performance and disruptive behavior in the classroom. He
-seldom pays attention to instruction and finds as many ways as possible to avoid starting on @n assigned task. He
often dismisses an assignment by saying, “I cantdo that.” Even when he does start an assignment heseldom sticks
with it for long. Instead, he moves about the roomdisturbing other students. When hedoes work onanasgignment he
rushes through it, putting down poorly thought-out answers and displaying minimum effort.

A standardized achievement test administered at the beginning of the year indicated that his grade-level

performance was_5.2 in math and 4.1 in reading. i \ . . .

Academic achievement is not the only source of concern. The teacher thinks he shows signs of mild-emotional or
social maladjustment. This conclusion is based largely on éndrew's apparent inability to concentrate on school-
tasks and on his inability. to control impulses in the classrocom. For ‘example, when he participates in a class
discussion that interests him, he blurts out hisideas without awaiting his turn. On some occasions when the teacher -
"gets on his case” about that,he has responded by getting upand leaving school for therest of the day. His attendance

-is marked by frequent absehces. Anecdotal records in the file indicate that the teacher interprets these behaviors as
signs of poor social adjustment and lack of respect. o l . . ) .

" .Because Andrew is a poor student, the teacher regards him as an undesirable role model for his peers. She i
distressed that the other students seem to look up to Andrew, This is of particular concern because Andre w hasa
great deal of influence with his peers. They gather afound him and listen to his"hip talk with what seemsto be
admiration. He can get most of the kids in his class.to do about anything he wants them to. S ' _ :

Recently, his teacher referred him for testing. Sofaronly one test, the WISC-R, has been administered. The verbal -

IQ was 84, the performance IQ was 100, and'the full scale IQ, 80. The teacher wanted an M A score to get a notion of
*‘Andrew's developmental level. Thé psychologist reported a*mental age of 11.6. " o -

In-a conference the teacher and school ps ychologist agreed that the problem was probably motivational because

» Andrew was not performing up to his potential, 4 indicated by, the WISC-R. The teacher suggested that the lack of
an achievement-oriented male role model in Andrew's home:may be responsible forhis lack of interest in academic
work and for his.failure to put forth the necessary effort to achieve. The psychologist ‘agreed. Inasmuch as Andrew
does not seem to refpond to the teacher's attempts at positive social reinforcement, the psychologist finds it difficult
to r%commehd an intervention that,might overcome the effects of apparent deficienciesin the home environment.
Therecommended action was to meet with Andrew's mother and try to convinceherthatthe boy should be assigned
to the resource teacher on a “pull-out” basis. . : w '

5. Suggested Response: ..
The assessment of Andrew's basic problem asa inotivational one is probably correct, but the explanation forit -
may not be. ’ -~ e _ -

Even though the WISC-R may be-culturally piased, the fact that AndreW'sacadethic performanceis lo* 7erthan one

. ‘would predict on the basis-of his IQ 'scofes”Suggests that he is an qnderachiev/é'r. The WISC-R yerbal IQ may be
- somewhat low as a result of the middle-class language.tasks sampled by the test. This is suggested both by the
- higher performaﬁgefs/core and -+ Andrew's apparent facility in the use of language to influence his peers. "

‘Other explanations of Andriw's lack of ‘academic motivation and disruptions of the class should have been 4
explored. First; it is possible that Andrewhas experienced a long history.of failure onacademic tasks,andhe may be
convinced“that even with effort-he cannot succeed. By finding ways to avoid trying or expending effort, he may
escape-the humiliation of attributing failure to himself. Given that teachers tend to respond more favorably to
students who pay attention,and try than to those who do not, the problem isperpetuatedand Andrew's performance

may show increasing deterioration. ) S o :
7" When Andrew bursts into a discussion without awaiting his turn, it may be an indication of interest ratherthan
_..”" lack of respect-or social maladjustment, When this show of enthusiasm is rebuffed; -Andrew is likely to see it as
confirmation that his efforts al ways will be received negatively. Alienatidn is a natural response to such *no win"
_ situations. . - -
The hypothesis that the motivational problem derives from family circumstances is nonpro.ductive. Evenif one
accepts the stereotyped explanation, educators cannot place an achievement-oriented m’al!g(role model in the child's
" home and convert the family into the nuclear prototype so valued (despite its steady demise) by white, middle-class
- Americans. . . : : _ #
. The alternative hypothesis, that the observed pattern of behavior has been derived largely from the boy's
experiences in school, lends itself more easily to instructional modification. Rather than remove Andrew's ability.to
influence his peers, make success possible for him by giving him a role in setting his own objectives and taking
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reSponslbrhty for monitoring- hlS own progress When Andrew:fmds that success is possible, the psychologrst may .

try ‘reattribution therapy techniques to get him to see the relation of effort to outcomes. An atmosphere in which
coopérative rather than competitive goal structures predominate probably would facilitate the  process, and provide
opportumtres in which Andrew can have a posntlve influence on his peers.

| I ' - - )
SR 'SIMULATION 4 '

Concepts: Attention, tagk persistence, learned helplessness,
teacher expectancies, and socml system perspective,

T oa

"1 Type of. srmulatron Transcript of interchange. -~ -
2. Purpose: To identify and critique the central: assumplron of the mterqhange. ‘with partlcular attentlon to

. implications of the social system perspective and the literature onTearned helplessness and teacher expectancies.
3. Material: Transcrlpt of"an interchange between a teacher and a school psychologrst"

4. Activity: Participants will read the transcript and (a) identify the main assumption regardrng the problem -

behaviors discussed, and (b} suggest an alternative explanation that mcorporates information on teacher
expectancles learned. helplessness, and the social system perspective,

*ll'ranscnpt : - & . n
The following transcript is a record of an interchange between a teacher and a school psychologrst The two are
discussing a child for whom the teacher has requested psychologrcal assessment The child, George. is a black’ thrrd
grader. T
Teacher {T): I am concerned with George. He isn't. making much progress in this class and I think he may have a
_learning drsnblllty He doesn't.pay attention, and when he bothers to do his written work, he hurries through it
. without caring what answers he puts down. He just doesn't'seem to take notice of any of the details of assigned
exercises. It's bad enough that-he doesn’t pay attention to his own work, but he is continually out of his seat
bothering other children. According to the teachers _who had him before he has been. thls way srnce the very
beginning.
School Psychologist (SP): What do you do when these thrngs happen, when he doesn't pay attentlon for example?
- T: Well, I tell him tolook at me and pay attention when I give directions, and to get it thefrrst trme because I don't
intend to keep repeating the instruction. .
SP And.what about his failure to attend to details in the written work you assign?
. T: Well, I don't know exactly what it is. It's probably more than just one thing. As I said, he doesn't seemto notice
" . details. But mostly I think he just doesn't care or.isn't willing to put out the effort. He almost seems proud that
- he doesn't try. Then, of course, there is his hyperactivity.'I suppose it’ s all part of the same problem. He just
. can't, or won't, attend. He's all over'the room when he should be working. It seéms asif I' 'm.continually telling
im to sit down and do his work and to stop disturbing the other children. Once 1 do get him back to work he's
very distractible. Anylittle thlng that happens will pull his attentron away from his'work.'He just has no task
pergistence at all.
SP: Well{'you could be right. There could be a learmng disability. If he's having perceptual and attentional
" problems, for example, that could explain why he has trouble with details and tends to be so dlstractrble Twill
schedule hint for assessment next week and maybe we can figure-out what the problem is. . ;

o

5. Suggested responses : .

(a) George is being labeled as inattentive, drstractrble. and hyperactrve The tone of this conversation suggests
that these characteristics are ussumed to be qualities within the individual. The search for a learning disability
diagnosis suggests a medical model interpretation of George's problem.

(b) If George has displayed this pattern of behavior for a long time, suggested by information from. his former
teacher, there is a good chance that teacher expectations regarding his potential academic performance have been
low all along..Remarks of the present teacher suggest that much of her interaction with George is aimed at
controlling his behavior rather than teaching him specific&ontent or skills. Initial fail ire to conformto achievement’
.and behavioral norms may have put George in a position of failing at school fasks,receivingresponses that did little
“to help him to acquire necessary skills for successful performance, followed by further failures. If that were the case,
he could feel incapable of doing the tasks presented at school. Accordrng to what is known about learned
helplessness, dimjinished.effort and lack of. attention would be predicted in that situation.

If this scenario; were true, George's behavior could be better understood from a social structure than from a
medical-model perspective. The labels being argived at designate his status in the classroom social system. Theyare

= not traits:that are‘intrinsic to. ‘his biological nature, or evidences of disease. The labels carry expectations that may
influence Qeorge s conhnumg behavior and the behavior of others toward him in the school sqtuatlon

, * . MODEL RESPONSES TO TASKS
’ ' : . Task1 ’

' Respnnses to this exercise will differ depending on the' groups chosen for comparison and your own knowledge of

- the groups in question. Past experience with this exercise suggests that the characteristics listed often reflect

stereotyped views of ethniv and racial groups. Responses such as "lack of future time orientation,” "uninterested in-
school learning,” and "unable to delay gratification" are common with reference to several minority groups. Rarely

# can the characteristics listed be justified as broadly applicable generalizations“about the “culture” of the groups’

named. As you will see in this section, conceptions that social scientists have offered to help educators tp become
more knowledgeable about the children they teach have sometlmes contrlbuted to cultural stereotypmg ’
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B group by organizing learning activities around a cooperative goal structure. As aschaol psychologist you also might.

- scientists have used pathology models to describe

a

not differ on the dimension of fatalism. -

r

Task 2

" Mental retardation is defined in relation to specific’socigl situations. The behavior of anindividual maybe seenas
deviant or subnormal in the school vsitz%tion but theﬁ_}r:vior of the same individuallin another sogial setting may

‘not be considered deviant at al st of these situations developmental devifince may be considered as an. . .

acquired status. The person who occupies this status and is labeled as retarded plays that role, and other people
relate to those who occupy the status of mentally retarded in accordance with the behavioral expectations for the
role associated with that status. School psychologists should remember, and help other educators to understand,
that from a social system perspe€tive, mental retardation isa designation for a position ina social system rather
than a quality of the individual. The'same may be true for other statuses, such as emotionélly disturbed.

- . Task 3

The specific response to this exercise will dep‘e;}-}on what groups are chosen for attention. In general, social

he influence of a number of minority group families; the
authoritarian, patriarchal form ascribed to Hispanics has beenseen asproviding socialization experiences that are
detrimental to the development of the kind of motivation that is assumed to be necessary to academic success.
Hispanic groups also have bgen described as fatalistic—a quality that is considered to inhibit the use of effort to
overcome obstacles. It now appears that many of these conclusions were overgeneralizations from limited samples

-and do not represent conditions present in the majority of minority group families. Furthermore, long-range

achievement and adjustment do not depend solely on the characteristics the child bringsto school. Just as important
is the response these charactetistics élicit from educators. Over the long haul, the teciprocal relation is likely to be
the determining factor. This suggests that educators should be aware of these interactions and make sure that

children are not treated in a way that deprives them of skill and content-rel%vant interactions: :

IR . Task 4

There appear to be group differences in preferences for modalities (e.g., aural-oral vs.'literacy) and cognitive
styles (e.g., field dependence/independence). However, these differences only represent differences between the
averages of groups. There is a substantial range of individual variation within a given group on dimensions such as
these: Thus, care should be exercised.to avoid stereotyped assumptions that a given child will have a given style or
preference on the basis of her/his group membership. . . oL

The presence of averdge differences bgtween groups on both cognitive style and socialization dimensions does not

necessarily mean that the socialization practices produced the preferences with which they are statistically

associated. The causal relationship has not been firmly demonstrated for any given socialization pattern and style. .
Furthermore, ethnic group membership and socio-economic status are often confounded in studies that compare_
groups on dimensions such as these. Thus, one cannot assume that authoritarian child rearing, for example, leadsto -

field dependence. : . _
When there is reason to believé that children are unable to profit from a given type of curriculum-or method of
instruction; the suspicion may be a justifiable basis for experimenting with instructional adaptations aimed at

“providing materials and methods that are congruent with the child's approach to the processing-of information.

Instructional adaptation is desirable but the utility of formal diagnosis to that process has not been clearly
demonstrated. Cognitive style, for example._ﬁ\ay be measured in different ways, and those different approaches do

not consistently yield the same assessment. Moreover, the measures that have been used in most descriptive and
laboratory research do not yield cléar predictions of children's responses to different instructional approaches.

Informal behavior assessment of children's responses to given kinds of instruction is probably a better basis for

adapting to the instructional needs of given children than “personality! measures. I{is best to be sensitive to needs
suggested by children's approaches to specific materials and instructional-styles. Flexihility in style should be the
aim. For example, if there really are group differences in modality preferences, children fro iteracy tradition may
be as much in need of aural-oral practice as children with aural-oral capabilities are in need of skills associate.d with

. N R

literacy. i , . '

- i Task 5

You might suggest that the teacher capitalize on the children’s support forone anotherand on their concern for the

Tt

help to design the means by which the teacher may assess the effects of this-instructional adjustment on attitudes
toward learning. Systematic observational recordings of time on task énd task completion would be appropriate.

Information on affective responses to the change would.also be important.

] . Task 6

It is not at all clear that Hispanic populations in the United States are any more fatalistic than other groups.
Fatalism reported for these groups may reflect only greater feelings of futility by people of limited education or
economic means, and people of Hispanic heritage are overrepresented in the lower economic segments of American
society. Some evidence indicates'that when level of education was controlled, Mexican Americans and Anglos did

Some children: whose social behavior or preparation for formal school work differs from the norms of the
classroom may seem fatalistic about their school work because a pattern of failure experiences sets in early. They
may learn to feel helpless, orto believe that they lack the ability to succeed atacademic work. Accordingly, they may
try less because previous experience has taught them that they cannot overcome their academic difficulties with

effort. - o ‘ . L :
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) . Task 7 . »
Research has shown that teachers hold different expectations for children who vary along a number of personak,
characteristics and behayioral dimensions. The following variables have been found to be associated with
differential teacher expectations and behaviors:

student sex ¢ A . . A
student social class ' .
: student ethnicity : N ?
"~ student English language proficiency ’

. student physical attractiveness
student.achievement

. student academigmotivation . .- _ » .

It has not been clearly demonstrated that these characteristics themselves are the main determinants of teacher

.

.+ expectancies and responses to students. It seems reasonably clear that most teachers do not respond to children

Q
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solely'on the basis of their racial, ethnic, or socio-economic class identity. This section develops the arguntent that
teachers are likely to respond to sociocultural characteristics that vary within subcultural groups. .

'I:ésk 8

Teacher’s communications to students for whom they hold high expectations tend to be more supportive, more

reinforcing, and more relate the skills an%}:mem of instruction than are their messages to students for whom
their expectations are low. nversely, teasher behavior toward low-expectancy students tends to be less
supportive and more asimed at behavioral control and management, as cempared with their interactions with.
<children for whom they hold high expectations. : o :

’

-

. " Task 9 ‘ _ ’

Studéréfsr':;‘m/p[lt urally diverse backgrounds may lack the precursor.skills and concepts necessary to succeed at
school ta

curriculum, children may be at risk to fall into a pattern of failure. Children whe experience failure even w hen they
try may come to feel helpless to overcome.their difficulties with schocl learning. Consequently, effort may be .
reduced. Children who experience such feelings of helplessness often fail even at tasks that are within their
capability. School psychologists involved in the assessment of children who have experienced repeated failure -
should take steps to make sure that they aretesting capability, in so far as possible, rather than just performance.
Careful attention to motivation and reinforcement of effort attributions may help. Even so, interpretations of test
results should be tempered by the realization that children who have experienced repeated failures inschoolmay be
more capable than test results suggest. ' & : : .

N v ° : Task 10 .
A school psychologist servingin a consultation role could suggest the following approaches which have provedto
help in alleviating feelings of learned helplessness: ) -
. Makeg sure the student is provided with a purpose for Jearning. “You will need it when you grow up” is a cop out.
. Inclide the students in the decision-making process relating to' the determination of goals ard activities.
. Teach self-management skills to supporl_students’ involvement in goal and activity.selection.
. Establish noncompetitive- goal structures, in-which norm-referenced comparisons are avoided.
- Cue and reinforce effort atiributions. c C
- Provide reattribution- training. v B ‘

QUL WA -

[ il

- : v KEY TO PRETEST ’ v )
The code following the answers indicates the major concept/subconcept where the materials.are located in the
discussion section. L - : o

1. b. Culture is a broad concept encompassing all the learned, shared, and transmitted behaviors characteristic of”
a group of pedple. Culture can refer to the characteristic habits of a large group of people, such as those who are
members of the society of the United States of America, or to more restricted groups, such as Mexican

* Americans or Sioux Indians. (Cultural diversity and stereotyping/culture) IR

2. a. As the concept is used by American anthropologists and sociologists, the term “society” refers to the
-cdllection of individuals who live together in an organized population. The focus is on the people rather than
their behaviors. Society is distinguished from culture in that culture focuses on customary behaviors and
products of behavior shared among people in a given society. (Cultural diversity and stereotyping/society)

3. ¢.. A sociakstatus is a position in a social system. Available statuses may be named (e.g., child, school
psychologisN), and each individualoccupies several statuses simultaneously. The behaviors that'are expected of
an individu:
characteristi

:s that are not subject to purposeful modificatjon. (Social status/social role) .

4. d. From thesocial system perspective, childten acquire.variou statuses on the basis of their behavior in oneor
more of the-social systefns in which they paXlicipste. These statuses include designations such as retarded
student, gifted student, and emotionally disturbed student. Mental retardation and emotional disturbance are
the designations for the roles (expected behaviors) jated with the social statuses of mentally retarded and

. . » \/

o the degree that the concepts learned in the family cdntext differ from those assumed in the .

| occupying .a given status constitute -the role for that status. Ascribed statuses are based on

/

©
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5.

10.

11.

emotionally disturbed students. (Soclal status/social role)

b. Locus of. control refers to an individual's expectations whether shé/he has control over his/her
circumstances, or whether such matters are beyond his/her personal contral. The first of these conditions is
referred to as internal control, the second, as external control. The term“ex perimental control” has nothingtodo
with individuahlocus of control perception. (Cultural diversity and stereotyping/locus of control)

. Most social science literature has portrayed the black family as a single-parent family dominated by a mother.

This family form has been identified as'the source of various social problems. The claim has been made that this
form is derived.from conditions of slavery which broke up family units. Revisionist scholars have presented
neglected data‘indicating that even in'slave times, a sizeable proportion of blacks managed to maintain twd-
parent families, and the stereotyped single-parent matriarchal famjly does not represent the majority of black
families in either the past or the present. (Cultural diversity and stereotypmg/famlly characteristics)

. Traditionally., the social science litérature has presented the Mexican American family as a father-dominated

authoritarian structure. The father's word was law and his. wife and children were expected to behave .with
unquestioning obedience. The wife's place was in the home, and the father represented the family in matters °
outside the household, This family type usually is presented as though it were present with only minor
modification in Mexican American and Chicano households. The Mex{can family and the transplanted version
of it are described as extended family units, with households mcludmg grandparents, marrned offsprmg and
their spouses and children, and sometimes other relatives:

This family form is usually contrasted with thenuclear family that is considered typical among mxddle class ]
Anglo Americans. A nuclear family consists of only a husband and wife and their own biologital offsprmg

Mexican American scholars recently have challenged this characterization with data suggesting that even in
Mexico the extended family is not.as common as has been suggested, and that among Mexican American
families, egalitarian values are dominant over authorltarlan, patrnarchal values. (Cultural diversity and
stereotyping/family characteristics) ) -

. A wndespread belief in psychology is.that achlevement motivation is essential to academic and economic

advancement. Affiliation motivation, on the other hand, has been considered to be detrimental to the kind of
individualistic achievement that is necessary for academic success. Those who are mere motivated by
affiliation needs than by individualistic achievement strxvings are likely to put' concern for interpersonal
relationships and obligations over economic personal gain or a competitive advantage in scholarshxp Some
recent research with Hawaiian groups,; ests that affiliation motivation need not interfere with academic-
achxevement Positive ,correlations bewgn affiliaton motivation &hd achievement have been reported.

Afhlxatlon motivation and achievement motivation may be altérnative systems, each of which may have
advantages within the value context of given cultures. (Cultural diversity and stereotyping/maturation)

. Mllcll of the literature on Latin American culture has stressed the fatalistic outlook of peoplefrom these groups
- When &n individual fails, it is seen as the work of fate rather than acircumstanceto be overcome. Some research

Suggests that the fatalistic orientation described for Puerto Ricans and Mexicans may not be applicable to
Hispanic families in the United States. (Cultural diversity and stereotyping/family characteristics)

The popular stereotype of the Mexican American family as-a structure, in which children cannot question
authority goes on to suggest that these rigid socialization patterns produce uncreative children with field-
dependent cognitive styles. Mexican American child-rearing practices algo are purported to inhibit initiative
and individualistic achievement patterns. Revisionist scholars have condemned -these overdrawn
generalizations. Research with Mexican American families has demonstrated a substantial degree -of
heterogenelty (Cultural diversity and stereotyping/socialization) :

Research on cultural differences in cognitive style has shown with some consistency that Mexican American
children tend to be field dependent whereas Anglo children tend to be more field independent. In each group,
however, the range of mdlvxdual differences is substantlal and some research has failed to show such
differences.

Some investigators advocate that children be taught by teachers’ whose cognitive style _matches their own.
The research on this approach is inconsistent in its results. Others advocate that teachers be made sensitive to
both cognitive.styles and that instruction be organized to help children to function "bicognitively.” This

. approach awaits thorough evaluation and replication. (Cultural diversity and stereotyping/cognitive style)
12,

Because of incongruities between the cultures of home and school, a mmorlty child may lack prerequisite skills
that many teachers take for granfed and neverteach directly. Thus, the child's chances for initialfailure may be
greater.than those for a middle- class child. The greater the dlscrepancy between the cultures of school and
home, the greater is the possibility of initial failure. e

Aside from the possibilities for early failure on standard school tasks teachers often hold expectations of -
poor classroom behavior and less potential for academic progress for children from minority and lower socio-
economic groups. The combination of the child's difficulty with initial school tasks and the teachers
expectatnons may influence Jhe teacher to spend a disproportionate number of cdntacts with this child
managing his/her behavior rither than communicating curriculum relevant content and skills. As aresult, the
child may fall further and further behind, and a pattern of failure may set in. If the child has been expending
effort on the school tasks, he/she may come to belieye-that failure is the result of a lack of ability to do academic -
work. A maladaptive pattern whereby tasks are §jot initiated and effort is withheld may develop as the child
comes to feel helpless to overcome these difficultfes.

The perception of helplessness may be limited to academlc tasks. A black child with a good j ]1ve walk and
facility with hip talk may be a leader in the péer group évenif not the shining star of things teachers hold dear.
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(Teacher expectations and student pert'ormance/learn ed helplessness) - .
e
-/-w( Teachers often hold expectancies that minority children will fail to make good academic progress, and that thelr
behavior is likely to be more disruptive than that of non-minority students. These expectancies may be
influenced by a variety of circumstances, including spetial Iabels applied to children, and actual observation of
behavior and achievement. Whatever the determinant of the expectation, the teacher is likely tospend less time
"in supportive interactions with these students, and more time inefforts to dominate and controlsocial behavior.
Communications are likely to include less information about skills and information the child needs to progress
academically, and more behavior management ‘concerns. Minority children who fall into this_pattern~of
interactions with their teachers are deprived &f full access to the Gurriculum. (Teacher expectatlonsand student
performance/differential studem+/teacher interaction patterns)

14. There is considerable

. not take special pains t

_them, they have a slim cha
to the others, so the child in
prerequisite skills. .
- Children whose behavior lates the cultural expectation of teachers also are likely to be at an initial
disadvantage in the classroom, and the effects of the disadvantage: may be cumulative. Culture-violating
behavior becomes the focus for conflict with the teacher. Instructional time is consumed in confrontation and
behavior management rather than content and skill-related lnteractlons ['l'eacher'expectations dand student
performance/group norms) : . .

riability in-children's behavior when they enter school. If teachers and psychologistsdo
nsure that children have the necessary skills to.accomplish the tasks presented to.
e of accomplishing the instructional objectives. Each objective may be prerequisite
is condition slips progressively further behind those children who possess the
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*This book presents an extenstve revxew of research gn teacher expectancles apd variatiops in teacher- puptl intergétion
- patterns Relations between interaction patterns und student characteristics are presented. Successfulapproaches forchln gtng

inferaction pafterns that bias the learning opportunities of children are described.
-, Cordasco, R., & Bucchioni, E.. The Ptierto Rican expertences A SOCIOlOglCGl sourcebook. Totowa, N.].: Rowman &

bool&my be used as an alternative to J. M. Gallardo. It provtdes‘tnformatton orvthe island background and the
mlgra.tlon of Puerto Ricans to the mainland. A separate section deals with repression and resistance, and with conflict and
ac’éulturatton processes on the mainland. The sectton. "Ed‘ucatton ‘on the Mainland,” is especially, relevant ta the concepts
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Engltsh R. A. Socialization and black farmlrllf’g In L. E. Gary (Ed.)., Social research and the black commumty
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Lightfoot, S. L. Worlds apari: Relationships between fumtltes and schools. New York: Basic Books, 1978
Thig book may be used as an alternative to the chapter by English. Inthis book a chapterl “Boundaries'and Brtdges. describes
the conflict between schools and black families® Concepts from structural sociology [e.g., role definitions and expectations) are
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conceptions of Parsonian sociologists and the real environments of children: Chapter 4,"Black Dreams and Cloged Doors."
challenges the assumption that blacks have low educational aspirations with historical information on the importance blacks -
have attributed to education. See the review of this book by R. W. Henderson, Journol of Schdol Psychology, 1980 18(1].
Montiel M. The Chicano family: 4 review of research. Social Work, March 1973, 22-31. : -
This article presents a critjcal examination of research on the Chicano family, the “mochismo cult.” socialization processes,
and interventions designed to remedy presumed deficiencies in the functioning of Chi¢ano individuals and their families.
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Introduction

In the past 10 years.-language assessment h#s become of
increasing concern to schoel district educators. This concern
first arose out of a change in our immigration laws that

allowed a steady influx of new immigrants into the country

from non-English-speaking areas, beginning in the 1960s
and increasing in tempo during the 1970s. This influx also
produced an awakening in some populations—-largely
Mexican Americans and Puerto Ricans—that their children
were almost as severely handicapped in school by limited
proficiency.in English as were the immigrant children. The

‘need grew for determining the language status of these

limited-English-speaking children. Interest in assessment
instruments and in the linguistic rationale on which they are

‘based also grew. The Civil Rights Act of 1964, the Bilingual

Education Act in 1968,'and the 1974 Lou decision in Lou vs.
Nichols (1974) heightened and intensified this interest.

. State and federal guidelines which were prepared to assist
school districts in complying with the court decisions and

public laws, -require school districts to assess the English -
language" skills of children from non-English-speaking

_backgrounds, to classify them on the basis of language

status,and to provide instructional programs commensurate

- with their language and academic needs. In keeping with the

immediate needs of school districis, as defined in terms ¢f
the Lou decision and P.L. 94-142, the primary focus of this

'section is on assisting school personnel to classify children

for the purpose of placement in appropriate educational
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- programs. The importance of-obtaining information for:the

purpvse of diagnosing and developing interventions for
individual students is recognized. Although interventions .
are not the major focus in this section, information presented
here may be useful as a foundation for acquiring further
insights into the ld.lguagu dnd acideniic needs of bilingiial
children.

Because assessment in schools generally falls within the
purview of the school psychologist, other school personrnel
increasingly have looked 1o them for guidance rand
assistance in conducting language assessments. Alihough
the role of the schoo! psychologist may not include direct
administration of language testsrknowledge about language
and general assessment principles enables the psychologists
to work with language specialists and, when necessary, to
provide direction to ather school personnel. Thus, in view of
the recent emphiasis on language testing, school psycholo-
gists must take an active role in language assessment and
should acquire as much knomledge and insight.into this
process as possxble

Included in this section of the module therefore, ave (a) a
basic discussion of the nature of language and of the
language acquisition process; (b} an overview of commonly
used procedures for assessing language skills of children
irom non-English-speaking backgrounds: (c) general charac-
teristics of present-day oral language proficiency tests; and
(d} a summary of legaliy required language assessment and
intervention procedures.




OBJECTIVES o .
Upon completion of this section of the module, the participant should be able to perl'or‘m the following:

1. Assist school personnel in understandmg the language behavior-of limited English- speaklng and bilingyal
children.

2. Assist school districts in the evaluation and selection of language assessment instruments._-

3. Use data fromlanguage assessmentto assistin the diagnosis of learn ilng difficulties and in the development
of-intervention strategies for limited English proficient (LEP) and bilingual students.

4. Discuss and define in: general terms the _curre_nlal‘equirements_ of legally required assessment and
intervention procedures for children with non-English-speaking home backgrounds.

\
PRETEST - .

1. For the school psychologist two of the most important areas in the fleld ol language are

(a) the hxslory of recent immigration; ‘civil rights legislation |

(b) procedures for assessing language; the nature of language and the acqursmon process

(c) an understanding of minority parents; a thorough knowledge of their language

(d). local school policy regarding testing; knowledge of the inventory of tests used locally

2. Language is, as defined by linguists, ——____ o : .
& (a) a system of articulated sounds used by any species :
(b) a system of automatic, vocal and written symbols used for communication .
(c) a unique reflection of a particular culture S
(d) the only way groups cd,n comrnumcate ; . oo ¢

3. The following is a valid statement about language:
(a) it is not uniquely human 0
(b) it does not perform a social function : ' . N
(c)it is not the same as-writing i ) -
(d] it is not systematic ‘ )

4, ln the sentence, She take to.her seven buck for him read, as spoken by anonnative Englnsh speaker, the speaker
has made errors of _____ .
(a) phonology, morphology, and syntax
(b) phonology and syntax, but not of morphology
(c) phonology and morphology, but not of syntax
(d) morphology and syntax, but not of phonology

5. In the preceding sentence N
_(a) the full semantic import of the speaker’s message would be transmitted
'(b) there will be no ambiguities in the transmission of the semantic import of the speaker's message
(c) only a portion of-the semantic import of the speaker's message would be transmitted .
<(d) the listener will have no doubts about the semantic import of the message being transmitted

6. One language is not “better” than another; it is just that
(a) some languages are more complicated than others

. ’ (b) some languages are more descriptive than others. ’ ' : -
« (c) the language one doesn't know just doesn't have the words to express what one's native language does so
simply
(d) the language one knows (one's nauve langunge] seems better able to handle the necessities of
communication .

7. Because language is one of the'major components of culture, it reflects - o )
(a) the way that a socnety views the reality around it.
‘(b) .the qualny and quantify of literature written by a society -

(c) the superior or inferior way of thinking of a society .
. - (d) the more effective or less el'l'ectlve ways that a society has ofexpressnng nsell'
8. The primary linguistic system js — 0 ~ -

(a) the written language: reading and writing

(b) the kinesic: touching and feeling -

(c) the spoken language:-understanding and speaking

(d) the paralinguistic: grunts and groans .

9. The most important difference between the spoken and written language is that
(a) writing is not as important as speaking either to the individual or to the species
(b) “the spoken language is an imperfect and less precise substitute for the written language
(c) the written language is qune different from the spoken language

(d) the spoken language is not ds symbolic as the written language. : v .
10. The notion that the written language is a code thatcan be decoded withequal easeregardless of oral proficiency
is — . . :

(a) a mistaken one, based on the belief that the real language is the writtenlanguage and the spoken language

X . . : ’ ‘. 58 T A ‘ .

Aruitoxt provided by Eic:



merely an 1mperfect substitute
(b) a'mistaken one, based on the belief that the real language is the spoken language and the wntten language
merely an 1mperfect substitute .
(c) a valid one, based dn the belief that the-written language must conform to the rules of the spoken language
(d) a valid one, based on the belief that the spoken language must conform to the rules of.the wntten language(

N >

o

o 11. Of the four language skjlls, the receptive (or.passive) Skl”S are __
(a) reading and speaking :
(b) understanding and wnttng
(c) speaking and writing
(d) understanding and reading

12. Of the four language skills, the express.lve (or active) Skl”S are —
(a) reading and speaking
(b) .understanding and writing v :
(c) speaking and writing . '
(d) understanding and reading

-13. Of the primary and secondary systems on the one hand and the receptive uﬂd expressive skills on the other.
are normally learned earlier by native speakers. ~
. (a) the primary system and receptive skills
¢ (b) the primary system and expressive skills
(c) the secondary system and receptive skills )
(d) the secondary-system and expressive skills . . . ’

14. The notion that a dialect is an “impure,” imperfect attempt to emulate the “standardlanguage is
(a) a mistaken one, because most people spesk at least two dialects o -
(b) a mistaken one, because people with less education don't speak the standard language
(c) a valid one, because people with more education do speak the standard language.
(d) a valid one, because people wnth less education cannot commumcate as well as those withmore educatnon

15. An idiolect is
(a) usually associated with standard. dlalects _
(b) usually associated with nonstandard dialects . S
(c) both social and regional . : )
(d) neither social or regional

16. A speaker’s style or register.is df!lermmed
(a) by the variable of education :
(b) by the variable of region :
_(c) by the variable of whim or notion
(d) by many variables '
17. The dialect arbitrarily designated by a society ds “standard”
(a) is usually the best and most expressive dialect ) . : : .
(b) is usually socio-économically-determined -
(c) is usually based on the choxce of the most prestigious dlalect
(d) is usually stylistically det&mined : t a

18. In the acquisition by monolingual children of their native language
(a) we cannot predict their stages of language development on the basis of age
(b) simple imitation of adult’speech assures immediate acquisition of most structures
(c) ‘most of the basic structures of the spoken language are acquired by the age of 5-6 '
"(d) .there is little lexico-semantic development after age 6 } -

19. Second- language acquisition differs from first- language acquisition in that' ______ y .
(a) developmental processes related to developing brain chemistry play an 1mportant partin second-language
acquisition '

(b)-the first language is usually l'axrly well established at the txme of acquxsmon ol' the second
(c) motivation and opportumty are more 1mportant in fxrst-.anguage’acqutsmon than in second
(d) the op‘tugel(age for acquiring a second language is well established '

20. Results of gereral school achlevement tests may not be reliable and valid for a partxcular blhngual or limited
English proficient student
(a) if the test content is linguistically and culturally appropnate
(b) if the test is in the student’s own dialect or language
* (c) if the test-administrator is familiar to the student
" (d) if the test is in the student’s weaker language

21. Language testing is of concern to school psthologlsts because
(a} they are often bilingual )
(b) they are usually expertsiin language -
. [c) language and learning difficulties-are often related
(d) language and instructional planning are unrelated

-, 22. The population to-be tested and the type Jf language assessment instrument to be selected are largelydependent
upon
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(a) the projected use to be made of the results

(b) availability of bilingual staff

(c) local option S

_(d) the cost of the avallable instruments f, . » s

23. Measures designed to determine students’ strengths and weaknesses in a partxcular language are "
(a) aptitude tests
(b) placement tests
. (c) achievement tests : . .
“(d) dxagnostlc tests N . SRR

’

24. 'When we look at the linguistic sknlls ol' bilingual children in most U.S. elementary schools, we find that .
" (a) most of them are fluent speakers of their home language . . ° , ‘ L
*:(b) they are usually not a homogeneous group linguistically - ’ :
- (c) most of them have native-like control of both languages
(d) they have usually retained little of their home language ability - N

ce

25. The legislation mandating school districts to define the language status of each child hds resulted in wide- scale
- language testing that has as its prime purpose . -
(#) measurement of students’ achievement
(b) diagnosis of students’ language strengths and weaknesses
‘(c) determination of students’ language aptitude
(d) placement of students into appropriate programs . : .

26. Recent research has shown that one of the positive el'l'ects associated with blllnguallsm may be
(a) accelerated cognitive growth ™~
(b) cognitive inflexibility
(c) higher school achievement _ _ .
(d) greater intellectual achievement ' ‘ -k -

27. Anexampleof adirect measure for determining the language dominance ol'bxlxngu alchtldrenls __in each

language. . ‘

(a) fluency tests ' ' °

(b) self-rating scales ¢ . © : ‘ 3
(c) oral proficiency tests’ , _ _ .

E

(d) word association tests

28. Instruments like standardized tests of oral proficiericy can measure dlrectly and mdependently a ChlldS oral
perl'ormance in each of her/his languages A distinct advantage of such measures 1s that ——___- ,
‘(a) they are usually time consuming to administer and score o .o
(b) they must sample a variety of language l'unctlons : . _
(c) they must be comparable ) . .
(d) they can measure competence in each of the four skills : -

29. Discrete-item tests ) . .
(a) are usually conversation based - . o
(b) usually contain a specific number of items
(c) usually attémpt to elicit “free speech” ‘ _ .
(d) often take the form of a structured interview . . ' ) E

30. Answer —__ is a'true statement about test mode whxch are used {0 assess produr;tnon skills. °
(a) The Structured Response mode requires the child to supply a com’plete answer to a direct question
(b) In the Senterice Repetition mode the child must be able.to decode as well as encode the material to be
repeated
(c) Listening comprehension ‘is not required in the “Retell" part of the Oral Composition (Tell; Retell) mode
(d) The Direct Questioning mode uses very tightly controlled cues

31. With respect to the content of oral proficiency tests, .
(a) all tests attempt to agsess all four subsystem§'ol' language =
(b) all'tests attempt to assess phonology
(c) some tests attempt to score only syntax
(d) few tests attempt to assess morphology

32. In view of the severe limitations on currently available oral prol'xclency tests with respect to their
psychometrnc qualities,
(a) there is little justification for continuing to use them
(b) they should be replaced by subjective measures alone
(c) currently-available statistical procedures should no longer be u.ed for reportmg langu age data ‘
(d) test scores should he used with extreme caution

33. Of the currently available oral proficiency tests,
(a) nost are standardized on an adequate number of chlldren : : _
(b) very few have demonstrated that they meet acceptable psychometric standards
(c) most have gone through a complete development and refinement process
(d) very few attempt to use statlstxcal procedures

~
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by . '
{(a) the Lau Decision

{b) the Civil Rights Act

* (c) the'U.S: Supreme Court
(d) the Lau Remedies’ '

35.
(a). it was based on oral proficiency alone
(b) it'was"based on language dominance alone
(c) it mandated special programs for all children
(d) it mandated no spécial programs at all

The LEP scheme classifies children on the basis of _
(a) their degree of home-language proficiency

.(b) their degree of English-language proficiency
{c) their degree of English dominance- S
(d) subjective judgments by teachers

..36.

.37. Inasmuch as so many measures for diagnesi

would seem advisable .

The major problem with the LESA claésification scheme was that

. The necessity ‘fof school districts tbv_determine each child's language status objectively wasdirectly mandated

_—

ng learning -c_—iisgbili,ttjes depend upon a child's language abilities._it

(a) to translate all measures into the child’'s home language
.(b) .to eliminate language difficulties as the possible source of the child's learning problems

(c] to administer a language dominance test to all bilingual children at the begirining of the school year
(d) to administer a language aptitude test to-all children - !

38.

Diagnostic language tests for bilingual children can be of value to the schooF psychologist

- (a) if they are comparable in their structure and content

“ (b} if they test only English | :
(c) if they test only the home language

- (d) if t_he'y are aﬁministered'in her/his presence .

" The Nature of Language -

“language” refers to

As defined by most linguists, the term
False_ =

spoken language only. True

Language has been defined in, many ways. For some
scholars it is a system of articulated sounds organized by
human thought and used by a group of humans for the
purpose of communication. For others, it-is a system of
arbitrary vocal symbols through -which - human beings.
belonéing to a particular social group communicate, interact,

" and cooperate. These symbols operate automatically as a set

Q

of habits which are fully developed and controlled in both

production and reception by the native-born adult members

of that group. To some people, language is a gift of God only
to the human species; to others, it is the uniquereflectionofa
particular culture and the ways in which that group views,
interprets, and expresses the reality that it experiences daily
through the senses. : »

“Common to all views of language is that it (a) is uniquely
human; (b) is systematic; (c) is vocal; (d) performs a social
function; and.(e) is not the same as writing or other forms of.
communication (English Language Services, 1968; Fromkin
& Rodman, 1974; Saville-T\xi)i-ke, 1978).

) Subsystems of Language .

Define briefly'but concisely the four subsystems of language.

For discussions of them see Fromkin & Rodman, 1974, pp. 9- |

12; Kehoe, 1971, pp. 5-17; Langacker, 1968, pp. 21-42.

Linguists analyze language in different ways; thus, no one
analysis—perhaps not even a single definition—can satisfy
everyone. We offer here one view of the subdivision of
language into four subsystems: phonology, morphology,
syntax, and semadntics. N _

The phonology of a language is the subsystem that deals

RIC
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with the sounds of the language, their production, the

perception of them, their combinatory possibilities, and the
‘ways in which they functionin distinguishing meaning. That

- is, pitis distinguished by English native speakers from bitby

the fact that /p/ and /b/ are members .of different sound
families, or phdnemes, and’ through is‘distinguished from
throw for the same reason relating to the phonemes /u/ and
/o/. . . '

The morphology of a language is the subsystem that deals
with the forms which signal meaning in: the language,
whether they be words or parts of words. These forms are

called morphemes. Most words are lexical morphemes, that'

is, they usually signal lexical or vocabulary meaning (e.g.,
book, tie). Parts of words most often are grammatical

\

-

morphemes, that is, they usually signal grammatical--
meaning. For example,the /s/ of books signals more than one
book, and /s/ of the verb ties and the /d/ of tied’give the

listener information on the gramin:atical tense or person. :
'The syntax of a language is_the subsystem by which the
morphemes are arranged into the larger units of phrases,

clauses, and sentences. The syntactical rules of English, for .

example, tell us that Johnny bit. Mary is a permissible

sentence, and that it means that not only did something take
place in the past (morphology: past tense of the verb bite)

but, also, that Johnny was the doer and Mary the receiver of
the biting. Mary bit Jahnny reverses the order of the subject
and object. This does not mean that the same syitactical
rules can be applied to other languages. In fact, many

'languages—Spanish among them—can put the object first,

providing that certain other rules are followed (e.g., A Maria _

- le mordio Juanito = Johnny bit Mary). In English we cannot

say Mary John bit, Bit John Mary, John bite Mary, or John

bitten Mary,.but there are languages in which one or more of -

these forms might be perfectly permissible. In yet another
area'of syntax, English syntactical rules allow us to say I
know the professor, but not usually I know the Professor

Jones. Not so again with Spanish, for instarice: Conozco al :

profesor Garcia . It readily can be seen from the examples

'74
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that -both the morphological and syntactical rules of a
language are intimately related and intertwined. In fact,
many linguists refer to the morphosyntactic rules of a
language as the rules governing its grammatical structure.
The semanticstructure of a language is the subsystemthat
(a) relates sound to meaning or vice versa, or, from another
point of view, (b) deals with the conceptual import of the
message. which speakers want to communicate through
anguage and the ways in which they manipulate thg rules of
each of the other three subsystems so that the listener
receives the exact -message which the speakers had
concéptualized in the first place. He took to her right away is
not the same as She took him right away. Obviously, if an-
error .is made in phonology, morphology, syntax, or the
selection of the appropriate lexical items, than one cannot be
ceftain that the listener will receive exactly the same
message which the speaker intended. He took to her right

awoy is vastly different in meaning from He talked of her -

right of way. The phonological differences in these two

_ utterances are very slight, but they produce great lexical and’

grammatical differences. When both speaker and listenerare

native speakers, even the most minimal differences in the ”

speaker's utterances are detected and decoded by thelistener

. with exactly the same conceptual'nuances which the speaker

intended. If, however, one of the two does not have natjve-
like control of one pr more of thé rules of even one subsystem,
<ome kind of breakdawn or lag in communication will occur
because of the listener’s greater or lesser loss of meaning.
Another example of hbw semantic systems work involves

idioms [i.e., phrases or utterances whose meaning is not the |
-simple, literal total of their component parts). For example,

She kicked thé bucket refers neither to a pail nor the act of
kicking; and He's got onts in his pants refers neither to
insects nor trouserf. Because native speakers know the
semantic’ rules, they know which utlerances to interpret

‘literally and which; idiomatically.

Syntactic and semantic sytems are very complex indeed.
The information just presented is intended to give only a
working notion of both systems within the framework of.the
four stbsystems. v ’

Language as a Reflection of Culture

’

English is much better at describing on occurrence thah most
otherlanguages.  True— False :

. .

Cultures, as defined by most linguists and anthropolo-
gists, are “structured systems of patterned behavior” (Lado,
1957, pp. 110-123) or, to put it another way, language is “the
expressive dimension of culture” (Saville-Troike, 1976, pp.
27-29, 45-67). Children who grow up in a particular society
.or culture learn a whole complex set of behavior patterns
which are peculiar to thatculture, and they learn to look at
and interpret the daily reality around them in terms of those
learned patterns. At the samie time, they learn the language
system which is used in that cultute to label, arrange, and
interpret the reality.in a way that is peculiar to thatlanguage
and that culture alane. Thisis because language is one of the
major compenents of culture; it is true in every area of
language. On the phonological lével, the language has
sounds, combinations of sounds, contrasts of sounds, and so
forth, which are peculiar to thatlanguage and culture. On the

morphological level, grammatical signals fall into certain -

categories and types peculiar to that language and culture.
And the same is true on the lexical, syntactic, and semantic

levels. For example, (a) the English word snow (both houn’

and “verb) is divided into as many as seven different
categories in certain Eskimo languages: (b) the celor
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spectrum jn some-languages is divided up differently thanis -
ours; (c) Czech has sound combinations such as /ctvrt/
(tchtvrt], with no intervening vowel sounds, which are.
impossiblevLO{dgﬁgl'ish or Spanish; (d) an English speaker
says, I.dropped-my pencil, with no necessity, except under
extraordinary conditions, to specify whetherit was dropped
accidentally or purposefully; a Spanish speaker, on thevther
hand,.says, Se me cayo el lapiz—the pencil,-associated with

me" (as mine) dropped itself (was dropped, fell down T

somehow). In both languages the usual meaning of the

sentence is that it was accidental; yet .the Spanish .
construction shows the accidental nature of the event °

whereas the English structure is ambiguous. (e) In Spanish
one says, Se puso el sol, and Se puso bravo, using the same
verb put in the reflexive {se puso) for the sun’s setting and
somebody’s becoming or getting angry.-Spanish speakers
look at tha reality of the sun setting as "putting itself” over
the horizon, and the reality of becoming angry as "putting
oneself” in the state of anger. There are literally thousands of
such syntactic examples inevery language. To dismiss them
simply as "idioms" i§ to misé the main point: They are
different grammatical structures because each culturelviews’
the reality (the dropping of the pencil, the setting of the gun,
and the becoming angry) in different ways, with difference
interpretations of the reality, and, therefore, with different
ways (grammatical structure) of expressing or describing
that reality.™ - . : :

Language as a Vehicle of Communication

Non-native speakers of Englisﬁ can learn to read English as
easily as native English speakers regardless of their
proficiency in spokeén English. True "False

Primary and secondary systems. The primary vehicle by
which people communicateis spoken language. Accompany-
ing this primary. vehicle are the nonverbal aspects of
communication: the kinesic (e.g., gestures), which is neither

vocal nor verbal, and the paralinguistic (grunts, groans,

etc.), which is vocal but_not verbal. Nonverbal communica-
tion is an impdrtant but a secondary vehicle. Figure 1
illustrates how the primary system functions.

Writing is not language. It is a system of communication
and is bosed an language, but it is not language in and of
itself. It is a substitute for language. It does not mirror speech
exactly and the nbimber of written symbols is most
inadequate for indicating not only the huge .numbher of
different sounds in -any language but. also, the supra-
segmental elements, such as stress, pitch, juncture. and
rhythmic and intonational features.

Figure 1. The speech chain: Primary linguistic system.
Source: W. G. Moulton. Linguistics, NEA Journol, January,
1965.

Written language is important, however. Children must
become literate if they are to be able to read books, and they
inust learn to write as a basic prerequisite for being dble to
submit compositions, reports, take examinations, and so on,
all of which also are necessary to the educational processand
beyond. . ST
. The written langﬁage is important but different from the
spoken language and usually is a substitute for it. We use
written language only when communication through the
primary vehicle is impossible,.undesirable, unfeasible, or

‘inconvenient.

_ The preceding ideas are important, especially for teachers.

a
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Our constant preoccupation with and concentration on .
- teaching children to read tends to dfstort our criteria and to.

reverse reality to the point where we believe that the written
is the real language and the spoken language is only an

“imperfect.substitute. In turn, this misconception'leads us to

the .mistaken judgment that the norms of ‘the written
language also govern the spoken language and that rules for

thedatter must conform to those of thtF former.

The same reversal of reality in the area of reading tends to .

give us the mistaken notion that the written language is a
code which can be decoded with equal ease by native and
non-native children alike (see English Language Services,

1968; Fromkin & Rodman, 1974; Moulton, 1970).

Recéptive and expressive skills, If ‘we examine the four
most frequently discussed language skills—understanding,
speaking, reading, and writing—we find that understanding

and speaking make up the primary linguistic system that
comprises the spoken language. Reading and writing make.

up the secondary system, which comprises the -written

Q
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language. From another point of view, understanding and
reading are the passive skills and require ‘receptive and
perceptive abilities (decoding skills), whereas ape_gm@@d
writing are the active skills and require production abilit]
(encoding skills). : Bi
The primary skills of understanding and speaking
generally are learned by native speakers at a younger age
than are the secondary skills of reading and writing. Also,
the passive skills generally develop at a more rapid rate than -
the native speakers can produce, and they can read more
than they can write, :

Language Variation

Define the terms idiolect, dialect, and standard language.

Myths abound in this area (e.g., “I speak the ‘pure,’ ‘real,’
standard . language, you-all speak a dialect—an. 'impure,’
imperfect attempt to emulate my standard”). In fact, of
course, everybody speaks a dialect or, rather, everybody
speaks her/his own idiolect (i.e., her/his variety of language
with idiosyncracies of speech’ that make one idiolect
different from all others). But each idiolect is very similar to
the idiolects of the other people who live in the same region.
All speak/the same regional dialect of the language. In certain

‘regions, for example; ten and tin are said with the same

vowel sound and are phonologically not differentiated, but
cot and caught are pronounced with different, distinguish-
able, and‘ contrasting vowel sounds; in other regions the
reverse is true; in yet another, cot, caught, ten and tin are all
phonologically differentiated but cot and cart are not (the so-
called r-less dialects), as is also the case with hominy and
harmony! These four words may be perfectly contrasted in
the other dialects we mentioned. Some say pail, others
bucket; some say frying pan, others skillet.

Most people speak more than one dialect. They have a
regional /dialect and a social dialect (which is largely
determined by educational level). In addition, all speakers of
a language have more than one style or register, depending
on the immediate context or domain in which they are
communicating. Simplistically, the latter can be divided into
formal ahd informal, but it is more complicated than that. .
Some of the variables are the relationship of the speaker to "
her/his listener(s), the social context or domain (job,
neighborhood, home, etc.}, and the topic. - o

Finally, no dialect is, linguistically speaking, necessarily -
or inherently better, superior, more expressive, more logical,
richer, more complex, more picturesque, and so on than any
other dialect. Thus, judgments about the superiority or
intrinsic value of one dialect over another arise fror social,
economic, or political and not linguistic factors. Given that
the power structure of most societies usually lies with the
higher f"socio-economic group, their dialect arbitrarily is

designated as “standard” and prestigious, and all others are

degignated as "nonstandard” ‘and less prestigious (see

- Saville-Troike, 1976; Framkin & Rodman, 1974; Dale, 1972).
Language Acquisition - '

How does second-language acquisitibn differ from first-
language acquisition? How is it similar?

First-Language Acquisition—Monolingualism. Recent
studies of first-language acquisition suggest that children
the world over learn the native language through meaningful
interactions with the people around thém. Children are not
“preprogrammed” to learn a particular language. They.
acquire the language that i{s mosf often spoken in their
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homes. Language d(‘q_‘)ﬁ)‘xon is not the simple imitation of
adult speech but-a process in"Which children test hypotheses
and gradually structure rules for _the speech they hear.
Children's language development proceeds through succes-
sive stages until the mismatch between what they hear and
what they create is resolved. These stages are believed to
coincide with certain maturational changes that ace gov-
erned to a great extent by the physical development of the
brain.

In monolingual developm(,nt children progress through
stages that are predictable on the basis of age. By the time
children enter school at age 5-6, they generally have enteced

the final stage of their native language acquisition. They .

have acquired most of the basic oral structures of the native
language and have learned a fgood bit about the various
styles of speaking in which people talk to each othecr under
different circumstances, such as modifying speech in cole

or perrito. dependmg upon the label first learned Gradually,
the child learns to apply the proper adult label ‘and a cat
always is a cat and never a dog, It is argued by some
researchers that for bilingual children all words froin both
languages mltlally form a single vocabulary system; only
gradually, ‘as the children gain experience with the two
languages, do they learn to differertiate the words of the
separate} languages- and to' use them accordingly. An
additional problem for bilingual childreris that the meaning
of some words has different extensions in the two languages
being learned. For example, the English word brush is used
in clothes brush and paint brush whereas in Spanish a
separate. word is required for each kind of brush. Thus,
bilingual-children must learn the restrictions of the labels as
they apply to corresponding items in the two languages.

. Morphosyntactic stcuctures (the order of words in
sentences and forms of words such as run_and running)

playing and shifting styles when addressing. authority | appear to follow the same developmental order in bilingual

figures. -
The final &ld}.,(' of native language acquisition is of
particular importance to the classroom teacher. Certain
smmds may not be fully mastered by all children before age
. A number of 1mpurtdm syntactic structures {e.g., pasgive
ue']t(-nu's and sentences containing the verbs ask and
promise) are acquired between the ages of 5 and 10. chncp-
semantic (levvlnpnlu'nt (the meaning of words) also occurs
after age 6. Obviously, vocabulary is expanded and word
meanings are elaborated throughout life. Although the
preceding ('xamplt's have been tuken from English, there is
convincing evidence that children the world over pm;,ress
without the aid of (formal instruction through suecessive
stages in language tevelopment Which are similar to those
identified for Engligsh-speaking children. .
First-Language Acquisition—Bilingualism. Many chil-
drenliving in varigus parts of the United States are exposed
to and” acquire {wo languages simuitaneously .in early
childhood.- Both/ are first languages for these children,
although one i$ usually dominant in certain situations or
with ccrluin{ﬁcoplc. For example, if children hear one

language from their parents and another from' their
playmates, they will tend to speak the home language with
their pdrcnt'{zmd use the other with playmates. Duringeacly
childhood, jnteraction with parenls tends to be more,
extensive than that with playmates. Henge, the ‘home
language is likely to prevail as_the child’s dominani
language. Perfect linguistic balance in communicating with
parents and peers seems to be extremely difficuit to achieve.
Nonetheless, the celatively few studies of child bilinguals
provide some evidence that children are capable of acquicing
two or more languages simuNaneously.

. Case studies of c¢hildren raised under bilingual conditiens
during the first three yeaes of life, although offecing
((mlradl(lory evidence in certain instances. reveal several.
general points of -agreement. Language acquijsition follows’
the same developmental pattecn in bilingual as in mono-
lmg,uxll (‘hlld[‘(,ﬂ -In the area of phonolo;,y (sound system, of
of (‘onfusmn in l(,a-rmng (hv sounds of th(, two languages.
When the exposure tothetwolanguagesissimilar, the perm(f
‘of confusion is celatively short; when one language is
dominant, the sound features of that language may be
substituted foc those of the weaker language. Similacly.
words that are difficult to pronounce in one language inay be
avoided or,-as frequently happens, an easier-to-pronounce
word from the other language may be substituted in the
child's active vocabulacy.

Semantic development dpp(,ars to follow the same geneml
process in both monolingual and bilingual acquisition.
Children go through, a period of overgeneralizglion: for’
vx(lmplv any animal may be referred to as-cat or dog.gatito
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as in monolingual ghildren. If both languages express
particular lnformatlon with similar structures, those struc-
tures tend to be learned snmpltaneously If a structure,,ls
more difficult in one language, it is acquired later in that
language. Thus. in bilingual children, the development of
certain mocrphosyntactic structures of one language may lag
behind those of the other language because they are more
complex. ‘

. Second-Language, Acqunsmon. Unlike the simultaneous
acquisition " of two languages, second (or successive)
language acquisition normally takes place after the age of 3-
when one language—the mother tongue—has been relativ y
well established (but is by no means fully established).
Second-language learning differs from first-language acqui--
sition in that the learning of a second language (a) does not
depend on developmental processes which are related to the
developing brain chemistry, as in the case of first-language
acquisition, and (b) is not the same as acquiring language
skills “from scratch.” Second-language learning often

" becomes a matter of adapting or extending existing skills

and knowledge rather than learning a completely new set of
skills.

"The learning of a second language appeacs to be highly
individualistic in nature. Although not much is known about
how children learn a second language, their motivation and
the opperlunily to learn are- key factors. In addition. there
dppear to be critical periods in the flexibility and adapta-
bility of the brain beyond which cectain aspects of second-
language learning are difficult to achieve.

We do not kfiow the optimal age for introducing a second
language to children. A nuinber of studies from varidus parts
of the world report that children between the ages.of 6 and 8

_experience considerable difficulty in second-language learn-

ing. Children who begin second-language leacrning at the age
of 9 oc 10, after the first language is well established, are
moce successful in acquiring seconid-language skillsthanare -
younger immigfant oc native-born children whose home
language is not the dominant language of the country.,
However, these studies do not agree with data on Canadian
immigcrant children which suggest that children who acrived
in Canada at! older ages experienced greater edumtmnal
difficulty than children who arrived prior to school entry or

" who were born in Canada. No définitive rescarch on this

topic has been gonducted with U.S. populations. However,
the informnal obs#tvations of a few researchers reveal that
recently arrived immigrant children from Mexico whose
Spdnish is firmly’ established are more#successful in
acquiring English skills than are native-born Mex:(‘(m

- Americans.
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Assessing Language ‘ _
Like other forms of educational testing, language assess-
ment requires school psychologists to confrent a number of
issues and make some important decisions before engaging
students in language testing. Many related issues haye legal
ramifications and are closely tied to the 'growing/oncern

with the protection of students’ basic rights. Gg«€ia (1978) -

provided an enlightening analysis of the liter

science, legislation,and litigation in relation to students’

rights which must be recognized in thé testing situation.
Lo I

Whot rights do students have with respect to:
the testing environment? (List ot leost five.)
the test instrument? (List ot Jeost eight.)
test results ond their use? (List ot leost five.)
h (see Garcio, 1978, pp. 456-57)

Many present concerns with students’ rights in assess-
ment are.directly related to language and culture. They
includfl’inguistically and culturally familiar test adminis-
trators; instructions and directives in a language, language
level. and language style familiar to each student; test
content and supporting materials that are linguistically and
culturally appropriate; and tests that do not penalize the
student because of language dialect differences or language
limitations (e.g., when the test’s language is different from
the student’s native or dominant language). All these factors
are intended to ensure that the test results obtained fqr a
particular student aré reliable and valid. The same concerns
are found inlanguage assessment. In language testing, when
the goal is to determine the language status of a student, it
becomes necessary to test the student's abilities in the
second or ‘weaker language as well as in the stronger
language. Nevertheless, consideration must be given to
whether. the student can succeed at least minimally in the
second-language test. The student should not be penalized
for dialect differences in either the-.native or second
language. '

<

List-two reasons in support of the following stotement: A"

re on social -

understonding of the noture of longuoge ond procedures for’

ossessing longuage obilities is o voluoble
psychologist.” . .

o

osset to the school .

-School psychologists frequently are asked to assist their

school districts in preparing for and carrying out wide-scale
language assessment programs. In addition, it often becomes
necessary to examine a student’s language characteristics
prior to diagngsing learning difficulties and/or instructional
planning for individual children. A thorough understanding
of the nature of language and procedures for evaluating

language -abilities of students can be a valuable asset to’

school psychologists.

In whot woy is longuoge testing similar to.other forms of
educotionol testing? How does it differ? {Note simijlorities
ond differences as you proceed through the following poges.)

The following subsection offers a discussion of some
important aspects of language testing. a few of which are
unique to language assessment. It is intended to assist
educators in the evaluation and selection of testinstruments.

Purpose of Language Testing . -
What use is to be made of the infofmation obtained? The

'
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answer to thilquestion determines to a great extent whoisto
be tested and the type of instrument to be used.

Until the early 1970s, most language tests were designed
for use with high school or adult students who were studying,
foreign languages. These tesfs, which still are used widely
today, consist of four types:

1. Placement: Generally a wide-meshed screening test to
determiné appropriate placement in a particular *
sequence of courSes. . .

2. Achievement: Some are criterion-referenced measures
in which test items are selected to reflect specific -

. L/ .
course content. Others are norm-referenced and . -

. purport to -‘measure a general proficiency ' that is
‘considered to be typical of a particularstandardization -
sample. .

3. Diagnostic: ‘A few tests are designed to pinpoint
students’ strengths and weaknesses in a particular
language. Information from these tests°is intendéd to
assist the teacher in making decisions on instruction
for individual students. !

4. Aptitude: These tests attempt to measure language-
related abilities which are thought to predict success-
ful foreign language learning. « .

Since the passage of the Bilingual Education Act in 1968'_~ -

and the subsequent legislation at the state and federal levels?

mandating schools to provide appropriate instruction for
children with limited English-speaking ability (LESA), new
tests have appeared in great number on the commercial
market. Much of the wide-scale language testing occurring
today is directed to evaluating the language abilities of
children who come from homes where a language other than
English is the primary language of communication. It is this
segment of the school population, rather than foreign
language students, with whom school psychologists are
concerned.. Therefore, our discusfion here focuses on
procedures tha! are relevant to the asséssment of sjudents
whose home language is other than English. It does not treat
the assessment of- monolingual English-speaking students
nor issues related to bidialectalism. . ‘

»

A’ bilinguol student is not necessorily o f}uent speoker of
her/his home longuoge. True Folse

It is generally assumed that children entéring school have
acquired a spoken language and that teaching them to read
and write that languéage is a major task of theschools. Until
‘recently, it was further assumed that in the United States the
children's langu/a'ge would be English.. However, social
changes in_ang'new immigrations into this country have .
forced educators to recognize that the latter assumptign is
unwarranted. In all regions of the country, whether rural or
“urbany “many children enter school speaking another

The 1968 Bilingual Education Act decreed financial assistance to

local educational agencies to develop and carry out school programs

which are designed to meet the special educational needs of children |
with limited English-speaking ability in our nation's schools (20

U.5.C. 880b, enacted January 2, 1968, P.L. 90-247, Title VIL. sec. 702,

81, Stat. 818). , '

At present, some 20 states have enacted legislation governing local
educational programs for children with limited English-speaking’
ability. Some of the more notable court cases affecting policy at the
national level are Lou v. Nichols (414 U.S. 563, 1974); Serno v.
Portales Municipo! Schools (499 R. 2d 1147, 10th Cir.. 1974); Aspira
of New York v. Board of Educotion of the City of New York(72 Civ.
4002, S.D.N.Y. August 29, 1974; also, 57 F.R.D.62. S.D.N.Y. 1973; 65
F.R.D. 541, S.D.N.Y. 1975; 394 F. Supp. 1161, S.D.N.Y.,1875); United
Stotes v. Texas (Civ. No. 73-3301, W.D. Tex. 8/1/73); Morgan v.
Kerrigon (401 R. Supp. 2186, 242, D. Mass. 1875; aff'd 523 F. 2d 917, 1st
Cir. 1975). ’

5 ' v
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language as well as orbetter than they do English. Students’
linguistic skills range along a continuum from monolingual-
ism in English, with varying degrees of bilingualism in
‘between. Bilingual children’ are not homogeneous. For
example. some childten may have reached normal develop-
men! in their native languages and be'in an early stage in
learning the second; others may have native-like control of
both languages“ yet others may have reached advanced
stages in the second'language but have retained only llmlted

Q(nowledge of their natlve language

Recent research suggests that there are positive ns well as
negative, consequences ossociated thh bilingualism.
True False. )

Children's school success depends largely on their ability
to understand, speak, read, and write the language of the
classroom. Therefore, for some children a program of
instruction in a language other than English may be
necessary during the period in which English language skills
are being acquired. Many educators, linguists, and psycholo-

fsts believe that social and academic retardation, com-
mon]y attributed to the effects of bilingualism, can be
.alleviated through school . programs that respect the
language .and-culture of language minority students and are

sensitive to the children’s emotional, social, and intellectual .

needs. Such programs often necessitate the use of the
students’ home languages in some aspects of the school

.curriculum for varying periods in order to ensure that
concept development and academic achxevement proceedu

normally.
What are the effects of bilingualism? The literature rleveals

“that, for middle-income children who speak the country's

dominant language, grouping classes for second-language
learning so that the.children, do not speak the primary
language of instruction ("immersion” classes) seems to'be a
.successful way- to attain high levels’ of functional
bilingualism and _academic achievement. However, for
children of low socio-economic backgrounds who do not
speak the dominant language, such immersion in second-
learning is not so successful. "Submersion”
grouping, which mixes nonspeake,rs ‘and monolingual
speakers-of the language of instruction, also is inadequate

for them. Such groupings can lead toinadequatecommand of

both first and second languages and poor academic
achlevement in general. Social, cultural; and attitudinal

factors, as well as linguistic factors, are believed to be

implicated in these results.

¢

2. The positive, influences of bilingualism on cognitive
growth provably will not occur.if the child reaches only a
very low level of competence in one language—either the
first or the second language.

3. While ot'ferxng no advantages associated with bilift
gualism, a minimum level of bilingual competence may be
sufficient to avoid any negative cognitive éffects.

4. A high level of bilingual competence may be necessary
$to lead toZuccelerated cognitive growth.

Legislation, at both the state and federal levels, mandates
school districts to-define the language status of each child
and provide instructional programs commensurate with the
children's language abilities. The result has been wide-scale
language testing in order to classify.students on the basis of
language status and. subsequently, to place students into
appropriate educational programs. In the United States,
other forms of language testing (e.g.,‘diagnostic, achieve-

ment, and aptltude]ltave received only limited attentron oA

Determmmg Language Status

sthnguxsh between language dominance -and language
prohcrency

Language status generally is defined in terms of language
dominance or language proficiency. Each is determined by a
number of measures that, usually, are administered
individually. They include standardized tests, standardized
observations, informal appraisals, self-rating scales, and
reports from otHers. For a discussion of specific tests see
Northwest Regional Educatlonal Laboratory (1978) and
Oakland (1977). The determination of a student’s language
dominance or language proficiency generally is made on the
basis of her/his. oral language skills (understanding and
speaking). Howevet, reading and writing skills are
beginning to receive greater altention, particularly with
older students.

Language dominance refers to the relative competence a
bilingual student has acquiredin her/his two languages. For

. example, a student who is a fluent Spanish speaker and only - -
"has limited skills in Engllsh is said to be,Spanish dominant.
Language dominance often is determmed through “indirect”
measures without regard to the use of the language per se.
These measufes employ techniques that have virtually no
formal correspondence to real-life language use. The
following measures-are typical:

1. Fluency tests: Bilingual children are asked 10 respond to:

" a particular task (e.g., plcture naming) in each of their two

Cummins (1979) and ‘Lambert (1978) provnde excellent -

discussions and summaries of research.on the social,
psychological, and intellectual consequences of bilingual-
ism. They summarize evidence that suggests that when the
second language*is viewed as an addition te rather than a
replocdement for the first language, access to two languages
in early childhood can accelerate certain aspects of cognitive
growth and can lead to high levels of competence in.both
languages. In contrast, in. situations in which the child’s
home language was being gradually replaced by a second
language, bilingualism was found to have negative effects.
Many blllngual children are characterized by less than
native skills in either language and inadequate cogmtnve and
.acadeinic-dexelopment.

Findings from recent studies on the effects of bilingualism
have led to a current hypothesis (Cummins, 1979) that
assumes the following:

1._Those aspects of bilingualism that positively influence

cognitive growth probably will not come into effect until the'
child has reached a minimum_ level of competence in the

second language : .
S 73
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languages. Performance is scored on the basis of response .
time-in each language.

2. Flexrblllty tests: Children are e asked 1o give as many
words Or’expressions-as they can which are synonymous
with a particular word or phrase The test is administered in
each language..The language in which a.child supplies the
-most words or expresslons ig saidsto be the dommant
language. '

3. Word Assocmhon testgy Children are asked to respond
orally to verbal -or nonverbal stimuli in each of tReir .
languages. A comparnson of the richness of vocabulary or
clausal structure in the two languages purports to yleld an,
indication of language dominance.

4. Self-ratmg scales: Children rate their own language
abilities in each of their languages.

5. Language Background Questionnaire: A ‘history of the
- bilingual child’s past and present use of the two languages
suggests his/her dominant language. This information
‘usually is supplied by someone other than the child.

Language domlnance also can be arrived at .through a
- measuré of a person 'S relatlve prol'ncxency in two languages

A
"



E

‘\)

e

‘present " a

. Types of Tests - /

,riicit so-called

This procedure is discussed in the following subsection.
Longuage proficiency refers to the degree of competence a
speaker. has in a particular language. For example, adult
monolingual speakers are presumed to be proficignt
speakers of their native langudge. Language proficiency
usually is assessed through "direct” measures, of which
standardized tests are the most frequently administered.
These ln‘volve the direct and independent measurement of
the person’s knowledge of and ability to use each of the four

.skills of understanding, speuking, reading, and writinig in

each language in which she/he has competency. When a
child's performance is compared with the performance of a
normative population (usuully native speakers of the
language), a proficiency score is derived for each language. If
the testse.in each language are compardble, language
dominance then can be determined on the basis of relative
proficiency, that is, one language is designated as the child’s
dominant language by virtue of her/his greater proficiency in
it.

Direct measures of language proficiency, although they
provide educators with muchinformation thafmdy be useful -
in- making decisions”on placement and instruction, also

number of disadvantages which must be
considered. . ' :

1. They often are time consuming to administer and score.

2. They must be extensive enough to sample a wide range
of skills that are included in language proficiency.

3. /A speaker is not equally proficient across all the
domains (e.g., topic or situations) or registers (e.g., formal vs.

-informal use) of language. Thus, these tests must sample a

anety of language functions.

If the measures are to be used to determine language
dominance, then they must be comparable. This is no small
task- when dealing .with languages, especially when the
languages belong to different lariguage famllles

In addition to standardized tests, direct measureg such as
standardized observations and informal appralia)s also are_
used to assess language proficiency. The weaknesses of
these measures are obvious. In addition to the subjectivity in
assessing what is observed, that which is not observed {but
may well be within the subject’s linguistic repertoire) is not
included in the assessment. Extensive observation (i.e., case
study) by a trained observer using ethnographlc techmques
undoubtedly is the best way to examine a person's language
performance in ‘different communication settings and
activities. However, this condmon is seidom feasnble in the
education environment, / :

b

ge Proficiency Tesls

*

Characteristics of Oral Langua

3|

List the advantoges ond dlsmlvonla;,es of both discrete-item

‘un(l integrative lunguoae tests, |

Standardized oral language’ proficiency tests may be
categorized on the basis of item content. Most widely used

. tests today are either discrete-item or integrative.

Discrete-item tests contain a specific number of items,
each of which is created to elicit a particular structure or
feature of the language from the subject. Each.item is scored
dichotomously (right Jor wrong). Certain structures of
subtests may be welg.,hl('d and the weights incorporated into

)
/

responses. The scoring of integrative tests may be either

quantitative or qualitative in nature or it may be some

combination of both. When scored quantitatively, a count or

tally is made of the specified structures (e.g., noun

determiners, past tense forms) in the-child's speech sample. :
The scoring system generally includes the weighting of each

. structure scored. Proficiency levels are assigned on the basis '
of a specified range of scores.

In qualitative scormg. a subjective judgment of the child's
langudge ability is made by a trained examiner. The child
then is assigned a proficiency socre on the basis of highly
defined levels. Criteria for such levels usually includes (a)
structural accuracy: (b) range of vocabulary; (c) range of
topics; (d) degree of cormpreh8sion;  (e) quality of
pronunciation; and (f) degree to which errors interfere with
communication. ) \ :

Modes of Testing

Listening Comprvhvnswn is d:fferen! from other modes of .
testing in that

A number _of oral language proficiency tests include
subtests thai measure receptive skills (understanding)"
independently from productlon skills (speaking). .-

Generally referred to as listening comprehension, this
mode assesses a child’s ability to comprehend (decode)-an
adult model of a spoken utterance. The child is asked to ..
respond nogverbally to verbal stimuli, whieh often requires
her/him to gvmt to or mark a picture in a series of pictures'or
to identify something in a picture.

Various modes have been used to assess production skills.
The descriptions of some commonly used modes follow:

.1. Sentence Repetition: Children are asked to repeat .

‘sentences that are beyond their immediate memory span. [n

order for such a sentence to be imitated, children must be
able to comprehend {decode) the grammatical structures
which dre present in the model sentence and then to encode
the utterance according to their.own production systems,

-thus drawing on the semantic, morphosyntactic, and "

phonologlcal rules that each knows and uses.-

1. Direct Questioning: Children are expected to supply an
answer to a”“direct question. The stimulus queshons are
calculated to elicit particular structures.

3. Structured Response: As in direct -questioning, this™
mode requires children to generate,language and to rely
solely upon their linguigtic repertoires, both for comprelien-
sion and production. Verbal stimuli are presented to children .
in either the form of an incomplete sentence wr.a direct
question, followed by a tightly controlled cue. The stimuli
are so constructed that they require a particular structure to
be included in the response. Upon hearmg the stimulus,
children are- expected to supply the missing information’
thereby incorporating the test item into the response.

4. Oral Composition: (Tell; Retell):.Children usually are
shown a picture or some other form of visual material. In the
case of telling, children. are. asked to create an  oral
composition from the information in the picture. In the case

.of retelling, children are asked to listen to the examiner's

the scoring system. A proficiency level is designated on the

basis of a specified range of scores.

Integrotive tests usually are conversation based and often
take the form of a structured interview. In attempting to
"natural or free speech,” they give the

subjects a certain amount of freedom in structuripg

Aruitoxt provided by Eic:
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presentation of a standard oral composition and then,
lmmedldtely. to repeat the information presented in the
examiner's telling.

Content

’

Most oral longuoge proficiency tests ot!emp! to ossess cmd
score all four subsytems of longuoge. - -
True Folse :

o
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'construction of

- essentially measur
, morphology to on'e degree or another. Very few of the present

instruments

N
The four subsystems of language (phonology, morphology,
syntax, and semanticg) “generally ure- consxdered in" the -
comprehensive test_of oral proficiency.

However, certain, tests purport to .assess oral proficiency
through the scorin'g of syntax alone: some focus primarily on

grammatical structures and.assign lesser value to phon- .

ology; others 1gnor\e phonology altogether; and some tests
just vocabulary. Most tests treat

tests claim to assess more than one or two domains (usually
school and/or home); even fewer purport to examine a child's
ability to use different regisiers or styles of language.

Psychometric Qualities

Llst some of the major limitotions of maost currentlyavo;lable
oral longuoge proftcxency tests ! .

Students have the right to be tested with reliable and valid
(Garcia, 1978). Test developers have the
responsibility of determining the psychometric qualities of

levels ‘ '

Shortly after the Lau.ruling, the Office of wal Rights
(OCR) required all districts receiving federal. funds to
.eonduct a “lagiguage survey to identify - those children
whose’ home language was other than hngltsh A set of
guidelines was prepared and issued to all school districts.
After completion of the survey, OCR compiled a list of 333
school districts which were out of compliance with the Lau
decision. At that pomt language assessment became a socio-
political and legal issue for the entire country. At its heart
lay the implication that school districts found to be out of
compliance with the Lau decision risked forfeiting federal”
funding for special programs. -Faced with such a prospect,

| school officials sought guidance from OCR. In order to assist
¢ school districts to comply with the law; OCR prepared a set
+ of recommendations which have become known as the Lau
. Remeédies (U.S. Office of Civil Rights, 1975). Questions
" pertaining to assessment, language development,classroom
| placement, and program design, which normally were under
" the purview of the educator, linguist, psychologist, and other
social scientists, became the responsibility of OCR officials.
Inasmuch as ‘the Lou decision was coricerned with
instruction for non-English speaking children, the focal

their tests and reporting their data in technical manuals.| point of the-Lou Remedies became language assessment. A

Unfortunately, very few oral language proficiency tests in
use-today have demonstrated that they meet acceptable test

standards. For example, some tests are standardized on a

small number of children, report no suitable reliability

validity data, and fail to identify the language charag r-I
istics of.”children t'ronu whom the normative data were
obtained. ‘Part of the proplem lies in the test developers’
neglect to pursue t e develbpment and refinement of thell‘
instruments. The problem is due partly to the complexity of
language and the limitations of the statistical pt'ocedure§
that' exist today for handling the special problems of
language data. Nonetheless, the use of existing measures can
be justified on the grounds that (u) no better measunng
device exists, (b) the state of our understandtng oflanguage
assessment is partial or'incomplete, (c) there is-a need to
make placement

decisions on ‘criteria ‘which are not
completely subjective, and (d) the need to render services
and to allocate resources is urgent.

School psychalogists should be aware of and coungel

* others on the limitations of the present language tests. Test

scores alone must be used with extreme caution; coupled
with observation of a student’s actual language behavior in

the school setting, they may contribute to a better
-understanding of the student's educational needs.

'Legally Mandated Assessment and Intervention

Language assessment has become the focal-point of the
issues surrounding the Lau decision.
True False

On January 21, 1974, the U. S.Supreme Court ruled on Lau
vs. Nichols, a class. action ‘suit. The landmark decision
mandated public schools to provide for non- Engltsh

speaking children a meaningful opportunity to participate in

the public educational program. The litigation had resulted

from the failure of a large urban school district to provide .

English language instruction to a substantial number of
students who did.not speak-English. The failure to do so was
deemed to violate Section 601 of the 1964 Civil Rights Act
that bans.discrimination based on race, solor, or national
origin in programs receiving federal financial assxstance
Since that decision, many inevitable questions on language
assessment have been raised at both national and district

»
v 8L

.determination of the linguistic make-up of schools was
“required in order that school districts could proceed tocarry .
out the remainder of the Lau Remedies that relate to program
design, staffing, and so forth. Thus, it became necessary to
determine each child's language status and to classify
children on the basis of language. A number of states also
have .passed legislation to further define education
requirements for their language minority populations,

Identification of Students of anlted
- English-Speaking Ability (LESA)

. Classification of students as LESA was determined on the
basis of longuoge dominance rather than languoge prof:-
ciency. True " FalseZ :

n

The acronym LESA entered the English language shortly
after OCR issued a five-level system for categorizing
students’ patterns of language which were used to help:
districts to define their populations: .

A. Monolingual speaker of the language other than

- English (speaks the language other than Engltsh'

exclusively);

B. Predominantly speaks the language other than English
T, (speaks mostly the language other than English, but

~ speaks some English);. '

C. Bilingual (speaks both the language other than English

and English with equal ease); )

D. Predominantly speaks English (speaks mostly English
" but some of the language other than English); and
‘Munolingual speaker of English, (speaks English
exclusively). (Lau Remedies, 1975, p. 2)

For children: falling into categories A and B, special
‘instructional programs (English as a second language and/or
-bilingual education) were requlred Decisions regarding

- instructional programs for children classified C through E
remained under the purview of the local school district,
except in cases where.children. in .these categories were
underatfhtevmg For a discussion of instructional treatment
and program requirements, see sections II through IX of the
. Lau Remedies (U.S. Office of Civil Rights, 1975.)

"A major problem with the preceding classification scheme
is its reliance on language dominance. Such a classification
does not take into consideration a child's level of proficiency
in either of her/his languages. Thus, achild can fall into any

7

.~ E.
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.language ‘proficiency. Clearly,

bl '

.one of-the categories and still be limited in English language

skills when compared to native-speaking lnonolingual
-children of the same age.
ldontilicatmn of- Limited English Proficient (LEP) Students

* a

llow does the LEP classification climinate the di[fi(:ultius
occasioned by the LESA classification? N

"

Recently 'the acronym LEP camg into common use. The
U.S. Department of Education requires school districts that *
seék ESEA Title VII funds to identify children for program
placement on the basis of each student's degree of English
meeting this condition
requires the use of some sfandardized measures. and test
developers have been quick to respond. Most language tests

now include cut-off scores'to designate LEP students. .
"A major effort—one involving the combined effort of -

educators, linguists, psychologists,” and statisticians—is

. needed to develop tests to assess thelanguage proficiency of

Q
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_dttendant problems).

bilingual children and to meet the commonly accepted
standards of other professions. With federal and private -

funds now being made available for research, it ishoped that _

such a major efl'ort will take plaee.

‘ Dnagnosmg Learning Difficulties of -
Limited English-Speaking and Bilingual Children -

How con on understonding of bilingual children’s longuoge
abilities be of volue to the school psychologist? .

e

- W .
Children who speak a regional or soc¢ial dialect that is-
different from that generally used inthe school present fewer
problems for the diagnostician than do bxlxngual children.
Very often dialect differences - result less in academic
problems and more in social consequencesgand their
). A scHool staff's familiarity with a
range of American English dialects is an invaluable asset in
dealing with children from other regions and/or social
“classes. It also can be useful lo sensitize the classmates of-
these children to the reality of language variation. Speaking
a dialect that differs from the language of the textbook
apparently does not interfere with learning to read or
comprehend a text. Teacher-attitudes and expectations for

Te

1
'

-possibility of certain learning disorders.

'

such students may bea greater source of interference than °
the language differences (Weaver & 3honkoff, 1578). For a -
discussion of dialect differences see Javis {1973) and Shuy
(1967).

A thorough understanding of the process of first- and
second-language acquisition may be. necéssary for the
diagnostician working with bilingual children. A thorough
treatment of the acquisition process is presented in Hatch
{1978) and McLaughlin {1978); for acquisition specific to
Spanish/English children see Matluck {in press), Matluck
and Mace (1973). and Padilla & Lindholm (19786). .

The learning difficulties of bilingual children sometimes
are brought to light through a comparisgn of the lnformatlon

'wlnch is obtained on verbal and nonverbal test§ Howevér,

to ensure reliable and valid results of either verbal or
nonverbal tests, a child must be familiar and comfortable
with the test administrator and test environment, and must
understand the nature 'of the task sherhe is expected to
perform. These condition often require the examiner to be a
bilingual speaker of the child's languages and to be able'to
perform hershis' Yole in a culturally’ sensitive manner
(Mutluck 1979). '

Inasmuch as limitations of lan;,uage often make the
dlagnustlcmn s tools unusable, it is advisable'to determine a _
child’s stages of development in both,the first and second
language as a possible source of the child’s learning
problems. This determination can be accomplished through
the use of language tests that have comparable editions in
each” of the languages which the child speaks. Some tests
yield diagnostic prof:les that point up the child's strengths
and weaknesses in each of her/his languages. A comparison
of the child's profilés in the two languages may show that

. sheshe can handle a particular concept (a) in both languages

(b) in neither.langugge, or (c) in one language but not in the
other. If, for exanile, the child can handle a partwular
‘congept {one that is congruent with hershis age level) in one
language but not in thpother. one can conclude that the child
knows the concept but needs further development in the
language in which she/he was unable to handle the concept.
If, on the other hand, the child cannot handle the concept in
either language, one should look more closely at the child's
educational history, level of cognitive development, and the
In any case, a
thorough understanding of how the bilingual child functions
in bath languages can guide the school psychologist to make
the necessary decisions about {arther testing and diagnosis.

f

~ o

POSTTEST : ' .

ln October. ]uamto Garcia was referred to the school psychologiét by his third-grade teacher for posslble

ledrmng difficulties. The teacher. reported that although Juanito continues to make grammatical errors and
occasionally gropes for words ‘he ¢ appears to understand most of what is said to him in English and to be able to
communicate with his cl@ssmates in anlnsh However, even though he can decode most of the words accurately
when reading orally in English, he retains little of what he has read. The schoolrecords indicate that Juanito entered

second grade the previous year and was classified as an LEP student.
Discuss the nature of language and the language acquisition process as it relates to the above referral’

e

. In the absence of a langua;,e sperlaltst in your school district you have been asked to address a test selection
(ommlttee made up of teachers and school administrators, on, the assessment of the oral language proficiency of

-«students from non-English home backgrounds.

Prepare an outline of the major points you would want to d1scu~s and provide a brief ratlonale for each.

At

3. Study the information included in the l'ollawxng case study and make tent’atwe recommendations for further

diagnosis and intervention strategies for Paulo.

Case Study Paulo = - o, : :
On l‘rbrnary 12, Paulo’s teac her submitied to the school psychologist a written request that }’aulo be observed and

-
.
i

tested for possible learning difficulties. School records and the teacher's referralrevealed the fdllowing information.
The Student: Paulo is 9 years old; born in the Phxlxppmes arrived in the U.S. in. March of the preceding year;
~enrolled in the present school shortly after arrival m the U S, spoke no Engllsh at the time of enrcllment; was

o "

Aruitoxt provided by Eic:
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‘receive ESL instruction fer Y0 minutes =

assigned to a third-grade class taught by a Tagalog-speaking Fxllpmo teacher; his class was made upof 32children of

- various racialethnic groups, includizg four Ilokano-speaking Filipino children and three Tagalog speakers; his

attendance during thaj period of enroiiment was regular; at?ended special “pull-out” ESL classes for 30 minutes per

“day which were taught by 1 Mandarin-English bilingual teacher; he was retained in third grade the following year.

The Parente: Paujo presentlv lives with his mother, a nativs speaker of llokano, and his father, a Tagalog -llokano
bilirigual speaker Both pare:ts are. limited in their ability to speak English. Thefamilylives in alow socio-economic
area that is served by the sch»l. Paulo’s mother works from 7:00 p.m. to 1:00 a.m. as a nurse’s aide at oneof the large
hospitils in the center of the city; tha father isemployed as a custadianin a large office buxldlng and works hetween
7:00 a.m. and 4:30 p.m. -

An interview with the parents also EllCned the: zollowxr.é, information: The parents lmmlgrated aloneto the
four years ago; Paulo, the voungest of four chil:%::n, joined the parents in the U.S. approximately one year ag'
three older children remz:ned in the Philippipss wad presently are living with the paternal grandparents; from
until immigration ta the .J.55., iast year, Pavyy 'uwad for varying periods of tintk with each set of grandparents.
maternal grandparents-liv# it 5 rural area and are monoliagual speakers of Ilokano; the paternal grgndparents live

in'Manila and, although they speak som: iiokano, are predominantly speakers of Tagalog.

‘Present School Situation: Faulo repori-d for schos) on the first day of classes and was assigned to the third- grade
class taught by Mrs. Guerzer, a nativs s,veaker of Tagalog but with some knowledge of llokano. Theclass consists of

30 students of various racizf~ethnic groups, includWmo children who speak Tagalog. Paulé contmues to
v'day from his preious ESL teacher.

Mrs. Guerzen reports that Pauly is seldom successful in his classroom assxgnments despite hlS strong efforts at
times. He is niot able to communicate well in English and frequently shows signs of lack of understanding when
spoken to in either Tagalog or ll:kano. In tlie last few months hi has become disruptive in the classroom and
extremely dggresstre on the playground, promklng fights with other children.

The school nurse’s records veveal that Paulo is obese and awkward in his physical movements. His eyesxght and
l*c.lrlng appear to be normi:*.

Langudge Assessment: As a v art of the dutsrzct 3 placement procedures for students from non- Englnsh home
Lackgrounds. Paulo was adman. ‘ered romparable ural language proficiency testsin English and Ilokano in the fall
of the present school yearby an ! 1kanv-speak1ng ESi. teacher and the schocl district's language specialist. The test
hattery was designed to wssess childien's ability to handle certain basic communication concepts (semantic
categories), which are.ess:=niis! for peiformance in a school setting. These include the skills of 1dent1fy1ng.
classifying. quantifying. intervv2ting, and negating, and of shownng important relatlons such as spatial, case, and
temporal. ,

A summary report of the luny .age assessment kept in Paulo’ s curnulative record follows

Hokano Test .

1. Paulols composite scori: '}.:4%. ('Listening Comprehension-.—?O%' Sentence Repetition—73%- Structured
Response—-??% } .

2. General: His llgkano ix comyletely native and certainly adequatefor communication and for learnlng tasksin
that language. Regional dizlect and regional usage is evident.- -

3. The gaps that exist indicate lack of forimal scheoling in Ilokano as well as lack of contact wnh educated -
Hokano speakers. There is also quite a bit of interference from Tagalog, which is very likely due tothechild's

- .varying pericds of residence in both llokos Sur and Manila, with much shuttling back and forth.

4. His weakest areas are negalion, interrogation, and number. He communicates these concepts but his usage
frequently is substandard,

5. He handles all the concepts exzmined except negation.

English Test : < . :

1. Pauld's composite wsore: 48%. (Listening” Comprehension—63%; Sentence Repetition—39%; Structured
Response—43%]) -

2. General: His English is in an early developmental stage in which internalization has taken place with only
common vocabulary items {see “Identification”) and with only a very few grammatical structures.

3. His comprehension excéeds his production abilities, which is typical of an early acquisition stage. However,
indications are that k2 is unly partially comprehendmg spoken English (Listening Comprehensxon—-ﬁS%]

4. He handles all the congepts examined but is limited in his ability to verbalize them in English, with the
exception of Epglish negation. Areas of greatest weakness are grammahcal number, interrogation, spatial
relatiens, classification, and case relations. ! N

Comments ‘ '
1. Established norms for this test do not exist but acomparxson of his scoreson the two testsis Qune revesling, as
. indicated by the f)recednng analyses. ’

2. Paulo is dominant in Ilokano. The oreas of number ond mterrogahon show decided weakness in both
languoges.

3. Paula’s taped responses indicate the need for special lnstrucuon in both languages.

4. We strongly recommend as a minimum, specxal oral English instruction ona regular basis in the following
areas:

s

Morphology . —— :
inflectional endings /-s/, /-z/ in noun plurals, possessxve and sub|ect verb agreement
(b) infleciicnal forms of the verb to show temporal relations: /-t/, /-d/, /-ids.
(c} pronouns: he, she, it (gender indicators), forms and usage for all case relations.
td) adjectivals; formation and placement of possessive adjechves descriptive adjectives, and adverblals

In-
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Syntax and Vocabulary

{a) selection and inclusion of prepositions and articles.

(b) English patterns of interrogation. o .

4. Yourschoo! district is interested in submitting a proposa!l to the U.S. Department of Education to secure ESEA
Title VII Tunds to initiate an instructional program: to meet the reeds of children with limited English-speaking
ability. You, along witk the district's language specialist, have been asked by the school administratien to select
language assessment instrument for use in the classification and placement of students.

List the general requirements of the instrument you would select and justify the use of such an instrument.

SIMULATION 1

Type: Case Study of "Sandra” ' . '
Purpose: To improve the school psychologist's skill in analyzing and interpreting the-effects of language ox the
school behavipr of bilingual children. :

Step | .
Materials: Script of background information.
Activity: Based on the background information, you should develop a plan of action for diagnosing Sandra.

The model response for this activity is included in Step II.

Background Information

_.Sandra’s teacher submitted a written request in October that the-school-psycholegist observe and test Sandra for
possible learning difficulties. School records and the teacher’s referral revealed the following information: -

The Student: Sandra is 8 years old; born in Mexico; arrived in the U.S. ian April of the preceding yeur; enrolled
initially in the present school shortly after arriving in the U.S.; spoke no English at the time of enrollinent; was
assigned to a first-grade class taught by a monolingual English-speaking teacher: her class contained 28
monolingual speaker of English; Sandra's attendance during the period of her enrollment (the last six weeks of
school] was intermittent; she was retained in first grade for the foilowing year.

The Parents: Sandra lives with her mother and stepfather (non-Hispanic surname) in a low socio-economic area’ !
served by the school: her mother attends Far West Beauty School from 10:00 a.m. to 6:00 p.m.; the school records

confain a phone number for a babysitter, Mrs. A. E. Swanson, who lives next door to the family. No informationiis
available from the school records én the stepfather or othe: {amiiy members.

Present School Situation: Sandra was brought to school by hei mother on September 15, four days after school
started; she was assigned to her present class that crntaine 25 menclingnal English-speaking first-grade children.
Thg class is taught by Mrs. Smith, a monolingual English speaker. ‘

Mrs. Smith reports that Sandra is not learning to read, refusas to do her work, is sullen when spoken to by the
teacher, seldom responds orally when spoken to by tither the teacher or the children, causes disruptionsin theroom,
and fights with childrenr on the playground. . .

The school nurse's records show no signs of sight or hearing pfoblems nor physica). abnormalities.

A survey of tiie school staff reveals no speakers of Spanish among the professional or support personnel.

" Step Il
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Materials: A plan for diagnosing and yrescribing appropriate instructional treatment for Sandra.
Activity: Discuss and evaluate with another psychologist the following plan of action for diagnosing and pre-
scribing instructional treatment for Sandra. :

i . A Plan of Action

Observe the child in different school settings.

1.
2. Investigate the school distrizt’s resources for determining the language characteristics of the child..
3. Arrange for in-depth language assessment of Sandra's skilis in both English and Spanish. e
4. Interview the parents and obtain a case history of Sandra's previous educational history.
5. Analyze and summarize all information. Discuss fin 1gs with the teacher and other reievant school
personnel. : ‘ ‘ :
6. Pr 'pare recommendations and write instructional prescription.
Step 111

Materials: Scrip! of additional information. .
Activity: After considering all accumulated information, prepare recomendatiors and iristructional prescrip-
tion for Sandra.

(The model response for this activity is included in Step IV.} /

Additional Information -

{ .

The following information was gleaned from various sources: - : )

Observations: Sandra is physicaliy larger than most of the children in her first-grade class; her present table and
chasr are too small; she is “undisciplined” in the room (she frequently stands and walks around the room and
interferes with other children at work and annoys both the teacher and her.classmates}; she seems happiest when
working/ at the “listening center.” which contains audio tapes, picture books. etc. On the playground she' is
aggressive; she appears not to understand or to ignore “turn-taking” amenities; frequently isolates herself from the
group when on the playground or in the lunchroom; walks home alone and sometimes crosses the street to avoid
contact with children walking in the same direction. ’

©
.
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. Lenguage Assessment: A series of calls to the central school administration offices revealed that the district's
resources included a trained staff of bilingual English-as-a-Second-Language (ESL) teachers who were assigned to
schools with large numbers of limited-English-speaking st udents. In addition, theresources included the services of
a consultant linguist—himself a fluent speaker of Spanish—who was brought into the district to develop oral -
proficiency tests for use with the language groups in the district. A formal request was subrnitted to the district for
an examination of Sandra's language abilities in English and Spanish. Following a series of disc ussions among the
'school psychologist, Sandra's teacher, the linguist, and one of the ESL teachers, a battery of comparable oral
language proficiency tests in Spanish and Eiiglish was administered to Sandra by the linguistand ESLteacher. The
test battery was designed to assess children's ability to handle certain basic communication concepts (semantic
categories) which are essential for perfurmancein aschool setting. They inciude the skills of identifying, classifying,
quantifying, interrogating, and negating. and uf showing important relations, such as spatial, case. and temporal.

Within two weeks the school psychologist received # copy of the scored protocols and a summary report that
included the following information: T '

Spanish Test ) - _ .

1. Her composite score: 78%. (Listening Comprehension—74%, Sentence Repetition—87%. Structured
'Response—73%.) . o

2. Generai: Her Spanish is completely native and is adequate for communicating and learning tasks in that
larnguaege. Regional dialect and usage are evident. _ . o ,

3. The few gaps that exist suggest lack of formal schooling in that language as well as lack of contact with *
educated Spanish speakers.. .

4. Her weakest areas are spatial relations. interrogation, and negation. She communicates these concepts;but~—-—-
her usage frequently is nonstandard. .

5. She handles all the concepts examined.

English Test ) : P -
1. Her composite score: 52%. (Listening Comprehension—78%, Sentence Repetition—37%, Structured
Response—40%.) - : .
2. In general, her English’is in an early developmental stage in which she has internalized only the most common
vocabulary items and a few grammatical structures. ' )
3. Her comprehension is far ahead of “er production abilities {typical of an early acquisition stage)."
4. She handles all the concepts examined but,is limited in her ability to verbalize them in English.

Interview with Mother: The school psychologist arranged for the:mother to meet with the linguist and the ESL
teacher to gather information on Sandra’s previous educational experience and her current behavior at home.
Because the mothe:’s ability to communicate in English was somewhat limited, the interview was conducted in
Spanish. The interview revealed the {ollowing information: . :

. L. Prior to arrivingyin the U.S. at age 7%. Sandra had lived with an elderly grandmother in a small village in
. Mexico. When she w;%.z years old, the mothay moved to Mexico City, worked there for a few years, and emigrated to
~~ the U.S. following marriage to.her present husband—an Anglo U.S. citizen. Prior to Sandra’s arrival in the U.S..
contac! between the mother and child had been occasional and of short duration because the child had remained with
the grandmother from the age of 2 on. o . }

2. At the age of 6, Sandra attended one month of school in her Mexican village. She had been unhappy, refused to
conform to the school's requirements, and was sent home by the school officials. She had no further schooling in
Mexico. Her day was filled, for the inos! part, with household chores and helping her grandmother toearn a living by
vending food in a market. o o .

3. The mother reported that Sar.dra has not adjusted well to living in her home in the U.S.; she is described as
rebellious, destructive with howZ€hold items, untidy with her clothes and belongings, and difficult for both mother
and stepfather to manage; she frequently loses things, such as.lunch money and belongings; does not want to go to
school; und frequently complains of head and/or stomach pains. Sandra’s medical checkup at a local clinic revealed
no physical abnormalities. .

Step IV - o ‘ . . .

Maleriaia: List of recommendations and instructional prescription. .

Activity Discuss and evaluate the following list of recommendations and instructional prescriptions as they

relate to Sandra. :

Recomritendations and Instructional Prescriptidn

Recommendations . : -
1. For the present, retain Sandra in the regular school program with frequent and systematic obser vations to be

carried out by the school psychologist in collaboration with the classroom teacher. . ’

. Reassign Sandra to a third-grade classroom where she will be with children her own age.

. CoUnsel with the third-grade teacher on Sandra's past history and the prescribed instructional treatment.

. Arrange for one of the district’s ESL teachers to consult and to provide assistance to the third-grade t» \cheras
needed. ‘

5. Arrange to have Sandra participate in after-school, noninstructional activities (e.g., Bluebirds, Gir! Scouts, -
" park and community recreational activities). :

6. Investigate the educational resources in the school district for possible biiingual instruction for Sandra.

7. Reevaluate recommendations in early December of this year.- :

‘y,:, 72
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Instructional Prescription

1. Provide special instruction in oral English on a regular basis.

2. Eliminate instruction in readn&g in English for the present. Substitute mchvnduahzed listening and pre-
reading activities at the listening center.

3. Ensure Sandra’s full participation in subject areas where language is not so crucial (e.g.. P.E., Art, Music).
This will undoubtedly require enlisting the cooperation of her classmates in assisting her in understanding
directions and procedures in'such activities. :

Type:

her compliance.

. Establish an appropriate and interesting routine for Sandra in the classroom and gentiy. hut ﬁrmly. insiston -

5. Encourage a positive self-concept through provndmg activities in which Sandra can succeed. Provide positive

feedback when appropriate.

In Basket.

SIMULATION 2

Purpose: To improve the schpol psychologist’s skill in eyaluating the usefulness of oral lrmguage tests for assessing
the oral language proficiency of young bilingual children.

Materialsi A conipleied evaluation checklist on an ordl profxcxency test and sample items and visual stimuli from
the test materials.

Activity: On the basis of the information provided and sample | items and visual materxal evaluate the usefulness df

the Instrument for assessing the oral language proficiency of young Spanish-English bilingual children,

The followmg information was"acquired on a popular test, Consider this information and the followmg test in
) drnvmg at your evaluation.

1. Language of the test

. Test materials

. Cost of materials

4. Purpose of the fest -~

10.

12,
13.
14,

15.
16,

17.

. Type of test

. Content

. Age range recemirmerdad
. Normal vs. unusyil

language use
Reliability
A. Internal consistency

B. Tesgt-1utest
C. Interrater

Validity -

A. Content

B. Criterion-rulated
(.. CConstruct *

. Jtem quality

Visuzl quality
udio quality
orming data

N

o

Programmatic response

Administration time

Training of examiners

Both Spanish and English editions
Examiner’s manual® techmcal manual (2
stimulus pictures

$6.00 per class.

*Thig instrument measures and compares a student's oral proficiency in Enghsh
and Spanish.” {p. 1)

Individually administered; discréte items. Questions are asked to elicit oral
responses based on pictures. .

pages]. consumable student booklet;

I3

“Questions are asked to elicit responses that contain a comprehensive range of |
‘syntactical and morphological elements normally found in the language

repertoire of five and six year old Jative speakers of the language.”
Grades K-3. A second-level test is available for grades 4-6.

Specific vocabulary and cortéxt use. Natural only to mstruchonal setting, Uses
only une test mode (question- answer)

(p.1}-

None reported in published materials. Scoring ‘chart contains some inaccuracies’

(p. 6). Test cannot produce certain of the scores on the chart.
None reported in published materials.

None réported in published materials. -Manual provides criteria and some
examples for judging acceptability of item response.

None reported in'publiShed ‘materials. It appears to cover some of the high-

frequency lexical and grammatical structures. However, the stimulus sentences
are not structured tightly enoug™ te assure the elicitation.of intended structures.

None reported in published materials.
None reported in published materials. However, the nature of the test implies a
certain degree™of construct validity.

Loossly structured: scoring amblgumea in what is acceptable: nd ‘itemn analyses
reported.

'Clear and attractive but perspective is lacking in some instances.

No audio materials are required.

Field tested with a sample population that included primary students from a
predominantly monolingual English-speaking school and from a predominantly
Spanish-dominant school. The two schools represent the extremes in. language
and socio-economic differences found in an urban school district located in close
proximity to the U.S.-Mexican border. The size of the field-test population
(number) is not stated'nor are frequency distributions given.

Programmatic response is suggested {pp. 9-10). Information is mterpretable by a

teacher, but is limited in its brevity.

Manual states “approximately seven minutes for each language (p. 2). Reviewer,
feels that 7-15 minutes per language is realistic,

No specific materials or training cessmns are requu‘ed by the test develaper or

publlShEI
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Directions - o - LT

The Oral Lé\nguage Dominance. Measure is admiristered in a conversational and informal manner. Have an informal
conversation with the student. Rapport must be established. Under no circumstances?oﬁld-th’e student be told

that this is a test. Tell the student you will be showing him/her some cartocn p'icty:es and asking some questions.’
of

You may 1sse the picture booklet te make conversation. However, do not ask any-of the test questions. Begin the
in a conversational snanner. Do

test once the student is o.-mfortable and relaxed. Aflow the student to respond i
not ask him/her to answer in complete sentences. Accept any response the student gives. -

show the student picture 1. | #thechild cannot complete this task, show him/her the
b , . . -} itemnsasked for. This 1s an activity to acertain if the student
Ask the: student to point to the following: understands what each item in the picture represents. -

(1) ball  (2) bat  (3) doll  (4) glove Responses are not to be recorded.

1. Point to the play arca. . : S
WHERE ARE THEY PLAYING? , / .

2. Point to the children. - - . .
WHO'S PLAYING THERE?/ ' L . / : : :
WHO IS PLAYING THERE? : i

3. Point to the doll. . ™ ' : ' .
WHOSE DOLL IS IT? : - .

4.Ponttothe gul. . ST

- v

WHAT'S SHE DOING? - . o - o

~

WHAT IS SHE DOING? . . w 8

‘Do not continue If the student has not been able to tespond to three of the four questions. Indicate reason for not

responding. _ :
{Odshy O O Lack of Language (O Other

E£xplain i . ; S S
—— N . ) E
. N . /

Continue the Measure if the student has answered three of the four qhestions. If the student fails to answer three. *
consecutive tems in any language, stop testing. . :

’ . 74



Simulation 2: Response Model
From a strictly practical point of view, this test offers. several distinct advantages It requires little time for
. -administration and to train examiners, its cos! is relatively inexpensive. forms exist in both Spamsh and English,
‘and the test offers s tions for interventions.

.« The test glso hg§ a number of limitations as an oral language proficiency measure for young bilingual children. Y
Among the mosYserious are the lack’of data on the psychometrlc qualities of the test and on the standardization
sample; ambigulties in the saaging procedures which will most assuredly affect reliability of the measure; content

validity of the test may be qued{ioned in that the relatively small number of items appear to be limited to high-

frequency lexical and grammatica 3 uctures; and the single mode of testing used by the instrument maytap only
language usage typical of an instructional setting and may not assess a representative sample of the child's over-all
language proficiency.

This test probably yields information on dominant language but slights information needed for classifying 'md
.placing students, planning instryctional programs for groups of children, and diagnosing ledrmnp, difficulties and
levelopmg intervention strategies for individual children. ‘ ) .

- PRETEST KEY
Item Number _Correct Response Item Number . Correct Responsé
-1 ) : 21 ‘ c
2 [of 22 ’ > da. ’ 1
3 c 23 d .. .
4 a 24 b . ' -
- 5 c .25 d. :
PSSP | J ‘__.‘_d‘ e e et BT o R ..aay..-.....q......-..r._.......'...,..r....‘, )
7 a 27 : c -
8 e . 28 . d
10~ a 30 b N
11 d 31 c
. 12 , c ' 32 d -
13 a 33 b -
. 14 'q . a 34 > d
15 c 35 b,
16 d 36 b
17 b 37 b
18 » G 38, - a
19 ‘ b '
- - 20 . d }
o . .
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OB]ECTIVES ' .

On completmg this module, participants will be able to identify appropriate and inappropriate prucedures
for assessing students with consideration of the follownng conceptual, methodological, and ethical issues:

1. The testing debate.

. The educational role of professionals and P.L. 94-142.

. Assessment methodology.

. Relevant assessment variables. » ] . - . ' R

. Norm.referenced and criterion-referenced assesJinent. " : -

Assessment procedure.

. The relationship between assessment and instruction.
. Evaluation of mlerventlon effects.

. Interpretation and communication of assessment 1nformatlon

A
g

’ PRETEST

The followxng items are intended to assess your understandlng of the slgmflcant issues in educational assessment.
Short Answer Items

i

1. Define the purpose of educational assessment.

2. What is the difference between testing and assessment?
3. Outline the requirements of PL 94-142 as they relate to the educational assessment of mlnorlty students.

4. Identify two sources of information about a student’s functioning in educational settings. = - -

5. Identify two factors to be consxdered when making mformed decisions about a stident's educatisnal
" functioning. : B

6. Identify the major components of a systematic assessment procedure. .

7. Identify twoc soutues of 1nconsxs/tency or error in methods of gathering assessment mformatxon about a

student. U

8. Describe the nature of the information that can be gathered from arhievement tests.
9. Identify two factors that can negatlvely influence the validity of & icst
10. What are the two purposes of educaticaal diagnosis?

11. What is the difference in the nature of information obtamed from a norm- referenced test and a criterion-

referenced test? - . . -
12, Describe domain-referenced testing. ‘ T . i
13. What are the five major considerations in setting a criterion for-a student’s performance?
14. State the two areas which are of concern when evaluating treatment effectiveness.
15. Define treatment validity.

16.-What are the three mandates laid*down in PL 94-142 that relate to the interpretation and communication of

assessment information?

In front of the next 11 items, place a “T" if you think the statement is true, or an “F" if you think the statement is
false

1. Tesis are either “good" or “bad Poor programming is the result of using “bad" tests

2. The purpose of assessment is to pI‘PSCI‘lbe a hxed treatment that continues until a cure is achieved.
3: The requirements of PL 94-142 necessitate a comprehensxve approach to assessment tearn membership

and to instrumentation.

4. School psychologists can be most useful Ly conflmng their activities to the admlmstratxon of

standardized tests of ability and achievement.

mos! compreh®sive data-base. .o R

6. Informalmn obltained from a student s parents may asslst in verlfymg 1nformatlon givenby the referrmg

- teacher. -

2 ]

7. Students’ achievement test scores reflec! both thexr abxhty and the instructional effectiveness of their

educational progiarh. C ¥

- 8. Human error i 'a minér source of lnconslstency in the. assessment process and compensatlons for

unrehablllty cah easily be made. . .. . -

(Y

.
" ——— 5. When placement decisions fora student are made, mformatlon fromnorm- referenced tests provides the

[+

professionai zzed have no concern absut ysing the test. >

——— 10. An advantage in using norm -referénced tests ‘is their adaptablhty to a specxf:c curriculum sequence

by-day functlonn.g of the claseroom and'mugt not be separated out as a “testing” activity.

- 1

.It'is the responsibility of the test developer t¢ ensuré test 'vahdlty Once thls has been demonstrated, the,



“The Testing Debate

The role of testing within the educational system hae'long

- been a matter for debate. A view of testing as a sorting

procedure which results in students being divided into those
who will succeed and those who will not is common. Testing
is sometimes considered a tool for social decision-making
about the futures of millions of children (Burton. 1978). Such
decision-making. in too many cases. may result in
inappropriate placement of children in educational pro-
grams and curricula, and fajlurein postschogl experiences. It
has been noted that inappropriate decisions seem to occur
more frequently for certain minority groups and, to many.
this has seemed discriminatory or unfair.

In the testing debate, antagonists cite not only political.
and social abuses of testing (Kamin, 1975), but also testing

" devices that are technically inadequate, are normed on

populations which bear no resemblance to the pupils being--

tested, or inadequately sample the behaviors that-the
instrument supposedly tests (Salvia and Ysseldyke, 1978).
Adelman and Taylor {1979) presen{ several conceptual,

,-methodologlcal and ethical assessment issues which merit

Q
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discussion.

Key Conceptual, Methodological, and
Ethical Assessment Issues
A. Conceptual : .

Current practices reflect a rather madequate apprecxahon

of the following matters:

1. Whose interests are and should be served by the

“assessment activity (e.g. the society, the client, the
intervener)?

2. Who sets criteria delermlmng assessee status, needs.
problems. and progress?

3. Who decides on whose interests should be served and
on who is to set criteria? -

4. What are the . various lasks which wurrently are
subsunied under the term “assessment diagnosis”?

5. What are the limitations in perspective of the models of
cause and correction upon which currenf acllvxty is
based? ™

6. What are the assessor biasing factors which need to be

systematically accounted for in assessment activity?

. What are the assessee motivational and developmental
factors which need to be systematically accounted for
in assessment activity? . . 5

- B. Methodological {technical. practical)

\Vhile widely -acknowledged. the following p
continue to place ‘major iimitations on asst
activity:

1. The more complex the assessmént ob)ecuves. the
lower the reliability of the total set’of measurement
procedures tend to be. )

2. Gonstruct validity often has not been demon§traled
.sansfactonly by scientific standards, e.g., the "valida-
tion" procedures. when undertaken. often are tauto-
logical. v

3. Predictive (and postdictive} validity appears to
- diminish. in some instances at an exponential rate, the
more distant in ,lime the assessment data being
gathered are from the criterion being predicted to {or
from the original factor causing the behavior under -

investigation). _ '

4. There is a spars:ty of systemalxcally gathered and
agreed upon norms and standards for making
judgments (“good-bad.” “normal abnormal,” “success-
failure”) thereby resulting in idiosyncratic variaticns
on judgments which are often beyond accountability.

5. The utility of a procedure may be judged as'much [01

.. _more) on the basis of jts marketability and #.: cvrreat
absence of a feasible alternative, as onitseffica v (=.y
its validity with regard to the decisions beiny mada. itg
ability to add information beyond bade rate levela;.

8. The costs of assessment practices are escalating; time

.o . . 78
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demands often are extensive; referral practices tend to
overrely on “old boy" networks, etc.

thical

.Ethical practices refléct inadequate efforts to systemati-
- cally détect and minimize the following iatrogenic effects:
1. Misidentification of the cause of a problem (e.g., false
negatives and postives such as those resulting from

" over-reliance on person-focused, tests and observer-
assessor biases).

. Misprescyiptions related to subqequent intervention
procedures.

3. Violations of rights {u.g., mlure tu get truly informed
consent, invasion of privacy, denial of access to
assessment reporls and of the right to' correct the
vecord).

4. Negative repercussions of essessment processes or
products (e.g., increasing feelings of anxiety. incompe-
tency, and lack of self-determination; increasing
overreliance and dependency on professionals, initiat-
ing self-fulfilling prophecies and stigmatizing effects).

5. Failure to pursue professional responslbxhty with

- regard ‘to improving standards of practice and

advancing knowledge (including collusnon with an~,

inadequate status quo}.

"~

L

—from ‘Adelmagn, H. S., & Taylor, L. Initial psychoeduca-
tional assessment and related consultation. Learning
Disability Quarterly, 1979, 2, 52- 84

Clariflcatlon of the Issues - '

Consideration of the following three points may help
clarify these testing'issues:

1. Concentration on the abuses that have’ occurred in
psychoeducational assessment may blur the distinction .
between tests and the decisions made from test data. Many
abuses occur because of ignorance or overzealousness onthe
part of the diagnostician or decision-maker. Tests are not
necessarily “good” or “bad”; such value judgments can be’
reserved for evaluating test use in screening, placement,
program planning, and evaluatlon of 1nd1v1dual pupil
progress.

2. Testing is but one method of assessing a child and is
only one tool to use in making educational decisions. The
diagnostician who fails to make use of such techniques as the

" - interview, observation, and environmental analysis, as well

as his/her own professional judgment has inadequately

gathered information to make educational decisions.
(Shertzer and Linden, 1979).
3. “The process of assessment is a constructive. .. flexible,

continuous process, leading not to a fixed prescription of
treatment until a cure is achieved, but to an ongoing program
which may- frequently be modified in the interests of the
student's life situation ‘and of a reduction in his current

specific difficulties.” (Clarke and Clarke, 1975)

The Educational Role of Professionals and PL 94-142

Individual’roles and responsibilities .of professionals in

‘educational séttings are, of course, determined by the nature

of their professional training. The result has often been a
compartmentalization of responsibilities and a view of the
child as a group of separate and unique entities, This is no
longer feasible under Public Law 94-142, which requires
that a student’s individual education program (IEP) be
“developed by a teani, consisting of the child's teacher, a

person other ihan a teacher who is qualified to provide or
supervise the prevision of specxal education, one or both
parente, ine child (when appropriate), and other persons
whn ava b"uught in at the discretion of the school.” The
vurpose of ii:a IEP is to provide an overall program of special
and related services and it should include a
atier: for those services and placement. In addition,
} mclude the ob)ectlve criteria that will be used
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to-evaluate the. child’s achievement. A multidisciplinary
assessment team and multiple assessment methods are
necessary. ' :

The School Psychologist and Educational Assessment

The ‘traditional role of the school psychologist often
restricts him/her to the administration of standardized tests
of ability and achievement. Information from these tests is
used to predict a student’s success or failure during school
and in later life. Diagnosis of a student’s abilities or deficits
may be confined to norm-referenced -statements based on
composite scores and often has few direct implications for

_instructional intervention. Such diagnostic practices were
- enlisted to support special education practices of classifica-

tion. according to handicap for the purposes of federal
Reynolds (1975) calls attention to changes in special
education that are guiding changes in assessment practices.
He states: §
We are in a zeto-demission erd; consequently, schools require
a decision orientation-other than simple prediction; they need
one that is oriented to individual rather than institutional
payoff. In today's context the measurement technologies
ought to become integral parts of instruction designed to
make a differénce in the lives of children and not just a
prediction about their lives. {p. 15)

. PL 94-142 and Nondiscriminatory Evaluation

_In order to ensure appropriate educational placement,

“equality of educational opportunity, and the right to ethnic

1

dignity and respect. and to prevent unfair stigmatizing of

" students, the Education for All Handicapped Children Act of

1975 (PL 94-142) mandates
procedures:

1. The testing and eval sation materials and procedures will
be selected and administered so as not to be culturally
discriminatory. . . .

2. Such materials and procedures are to be provided in the
child's native language or mode of communication.

3. No single procedure or test can be the sole criterion for

" determining the appropriate educational program for the
child {Section 612).

Included in the Act, the following recommendation is
made to education agencies: ‘
A procedure also should be included in terms of a move
towhrd the development of diagnostic-prescriptive tech-
niques to be utilized when for reasons of language differences
" or deficiencies, non-adaptive behavior, or extreme cultural
differences. a child cannot be evaluated by the instrumenta-
tion of tests. Such prncedures should insure that no
assessment will he attempted when a child is unable to
respond to the tasks or behavior required by a test because of
linguistic or cultural differences unless culturally and
linguistically appropriate measures are administered by
qualified persons. In these crse. in which appropriate
measures and/or  qualified persons are not available.
* diagnostic-prescriptive  educational programs should be
used until the child has agquired sufficient familiarity with
l/h£ language jin:l ~alture of the school for more formal
assessmenl. 7 hese evaluaiion procedures should also assure
that persons  interpreting assessment information and
making (:dm:ali‘mui decisions ure qualified tn administer the
various measures and qualified to take cultural diffdeences
into acconnt in interpreting the meaning of multiple sets of
data from i\«)[il the heme ens? the schools. {p. 29)

the following assessment

Task 1

a. School Psychologists often encounter the statement that

they are "test-happy.” and that the tests they give are of
little help to the ¢lassroom teacher. What is the
philosophy regarding psychological testing in your
school district? To what extent.are you closely involved,
with classroom teachers? Can your relationship with

Aruitoxt provided by Eic:

.settings may be gathered through:

them be described as cooperative?.

b. Review the conceptual. methodological, and ethical
issues and problems related to assessment which appear
at the beginning of this section. Use the questions and
staiements there to evaluate professional practice in your
school district.

¢. Review the PL .94-142 recommendation to educational
_agencies. To'what extent are you familiar with the nature
of the cultiral differences among children with whom
you interact? How familiar gre you with the cultural
‘patterns of these children and to what extent have you
. sought igformation about expectations and demands that
their society (both in school and at home) makes on them?

f Aséeésment Methodology

Educationdl asseszment is a multifaceted and systematic
process carr,iied out for the purpose of making decisions
about the performance of students in their current ecology.
Assessment|is more than testing. It-is the systematic process

uof using information from all possible sources in order to

make educational decisions about students. A systematic
approach to educational assessment is one in whigh'a variety
of assessment methods are used and in which all relevant
assessment variables are considered. ‘

Assessment Methods :

Information aboui a child's functioning in educational

1. Inspection of the child's record files. Information
reported in cumulative and other available records can be
helpful in determiningif there are factors that might acconat
for problems the child is having, if there are trends in the
growth of the.problem, and if there are other relevant factors
that need to be evaluated. .

2. Informal consultation with others who know the child.

Consultation with persons who know the child (e.g., peers,”

siblings, parents) may yield clues to further assessment.
3. Structured interviews. Interviews with the parent, the

child, and/or teacher can yield infczmation about the child's

- areas of difficulty and determine what resources have been

79

used,previously to collect informat‘ion.

4. Observation, Through observation, assessment data is
collected on the behavior of the student as it occurs naturally
in the environment. Such data can focus on'specific facets of
behavior (e.g., child-teacher interaction), can indicate areas
in need of further evaluation, and can confirm other
information gleaned from records. Observations may be
formal or informal and include-anecdotal records, inter-
action analysis, checklists, and rating scales. Obsétvation
procedures can be both long-term and short-term processes.

5. Norm-referenced tests. Standardized tests can be used

for both screéning and diagnostic purposes to determine how

one child compares with other children.

6. Criterion-referenced tests. This type of test measures a
child's level of skill development in a particular area. It is
especially -useful for planning purposes because criterion
statements carf be used as goals for instruction.

Rglevant Assessment Variables

The: decision-maker should gather educational informa-

tion dbout the "whole” child. He/She should therefore

consider all relevant factors which, because of their
interactions with the child, -may influence the child's
iunctioning. These factors will vary with the child and the
particular educational problems, but should include:

1. Classroom environment, The classroom environment
réfers to the physical arrangement of objects within the
classroom (seating arrangements, materials, learning cen-

94
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ters, etc.}) which have the potential to impact learning, social
interaction patterns, attention span, interests, achievement
levels,.etc.

2. Curriculum. A thorough knowledge of the curriculum

. presented to the child is necessary when making decisions

_educational

about that child’s educational functioning. The assesscr

should be aware of:
concept definition and sequence.
number of.tasks and sequence;
evaluation component;
. variety of instructional materials.
. relevance of curriculum and materials to the child.
3 Instructional style. McIntyre (1978) has discussed the’

f = T

‘concept of “field-sensitive” and “field-independent” beha-

viors of classroom teachers. A “field-sensitive” teacher
creates a warm, personal environment. He/she encourages

. the expression of students’ feelings, relates concepts to the

students' personal experiences, and se'quencei explanations
from the general to the particular. He/she enicourages and

reinforces -both group and individual efforts. The "field- -

independent” teacher:is more formal and distant and prefers
regularity, predictability. uniformity. and envnronmental
control. While nelther style is "good” or "bad,” the nature of
teacher interactions will affect student’competeiice be-
havior, and achievement. The effects”may be limiting or

demanding.

When making decisions about the functioning of students
im educational settings, it is important to consider the inree
factors listed above. However, the primary focus during the
assessment process ‘should be on characterisucs of the
student(s}). . -

" Several models have been developed for systematic
assessment. Underlying all models is the
movement of the deciston-maker from information which is
general, broad, and only assumed to be accurate, 40
information which is specific, precise, and valid. The

purpose of gaining valid information through the assessment -

procedure is twofold. First, the professional must be in a
position to' make valid intervention decisions about a pupil
with special needs. Secund, the ‘assessment information

" obtained must provide the basis for an evaluation of the

Q
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- with special educatijonal .needs.

success of any intervefitions that are implemerited. .

In the following section, an example of a systematic
assessment mode! is presented. Assessment methods and
sources of information about the child are integrated intoan
assessment procedure.

A Model for Systematic Assessment

Screening

‘Referral and verification, The referral process is.the first
step in assuring the appropriate identification of children
Referrals are typically
iritiated by counselors, psychologists, classroomteachers or
resource teachers. Information leading to the verification of

_ educational problem(s) for which a child has béen referred

can come from examination of the child’s cumulative records
and direct observation of the child’s behavior. Data on the
child's personsl, ‘medical, and educational history from
cumulative records can contribute to referral information
and allow the decision-migker to discernthe pattern of events
leading up to the present\ situation. Observations can
provide comprehensxvc. detmled and specific information
about the beha\'n"[S) of the child and about the contexts or
environments in which the observations are made.

When observing the child in intera Qons the focus should -

be on the'identification of habitually occurring events which
reinforce the behavior being 'studied.“Both social- and
nonsocial consequences which maintain thy behavior must

be identified, and an estimate of the child’s reg‘ponses tosuch-

.stimuli should be made. It shouid also be possible.to identify
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‘several questions .re
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means of structuring the environment in the future. Once
educational problems and target behaviors forthe child have
been identified, environmental rontingencies which will
reinforce the target behaviors can be determined.

One method of collecting the information outlined nbove is
through a behavioral interview. While the behavioral
interview is probably one of the least structured assessmient

-ategies, it can nevertheless support the more objective
riata gathered through systematic observation. The follow-"
ing outline is suggested.to ensure that all possible
information is collected from the individual and thdt data
relevant to the formulation of an achievement plan is
gathered.

1. An initial analysxs of the problem situation should be
made, in which problematic behavioral excesses and deficits

-as well as nonproblematic behavioral assets are specified.

%2. The problem situation should be clarified by identify-
ing the individuals who object to the problein behavior and
who may be affected by any behavior change made by the
student. The clarification si:oul!l also help to specify the
conditions under which tl;r behuavior occurs.

8. Amotivational anc™ ~is should be carried out, in which
reinforcers (both posi and negatie) - that ‘'m.y bhe
maintaining the proisi»-~ .. vior or that may be useful in
shaping more appror ~..sviors are specified.

4. A developmenia: . . sis should be made, in which
i about the biological, sociologi-
cal, and behavioral cheuges that may be pertinent to the
problem behavinr,

5. An analysxs of the student’s self-control should be.
completed, in which tha limitations. conditions, and methods
of self-control rre dei.ned. _

6. Social relatinuships should be identified dnd the
influence of sign:'icant others on the student specified.

* 7. The studem's social, cultural, and physical environ-
ments should be examined, with considerations of cultural
norms relating to"the problem behavior, the similarity of
norms in different settings, and various.environmental
restraints impinging on the student. .

Schertzer and Linden {1979} also recommend that
information be gbtained from significant others inthe child’s
life, e.g., parents ‘and teachers. These second-party report
measures help in obtaining information about the child’s
likes and dislikes (objects, events, places, activities, people, -
etc}, and in identifying the perceptions of the teacher and
parents as to the nature of the problem they see with the
child. In addition, assessment instruments, such as the .
American Association  on Mental Deficiency (AAMD]}

" Adaptive Behavior Scale can assist in the gathenng of

second«party report information.
Appropriate screening procedures also require _that

- information from previous assessments of the child's

performance on standardized tests of general verbal and -
nonverbal ability {such as.intelligence. tests) and standard-
ized educationai achievement tests . (such as reading, -
spelling, and math} be examined.

Standardized achievement test data. Achievement tests
are devices that assess a student’s skill development in
academic content areas. Most tests are commercial
instruments that sample the' products of past formal and
informal educational experiences and measure the extent to .
which an individual has profited from schooling and/or life
experiences as compared to others of the same age qr grade.
The scores assigned to a pupil reflect both pupil ability and
the 1nstructional effectiveness of the educational program.
When using information from achievement tests to decide if
additional diagnostic assessmént is necessary, the assessor
must be aware (a} of the nature of behaviors sampled by the
test, particularly the relationshp of specific curricula in use
in the school district; (b) what specific items the student has ~-,

hy



passed and failed, and consistent failure patterns: and (c) appropriate to the child?. Did tlie sludept come from a
‘that in the screening procedure, achievement tests deter- scyltural group comparable to those in the norming sample?s
mine, in a global way, only the child's current, level of wWas the test uge-appropriate? Did the child possess physical
functioning. o . : ' < and mental characteristics compqmble to those in the
Standardized achievement tests such as the Stanford porming sample? Did the test require responses that a child -
Achievement Test and the lowa Test’ oi Basic Skills with motor, visual, or hearing impairments would be uhable
generally are used as screening devices. Thebe tests in fact o perform? Was the tester aware of any medication the child
_measure the exteht to which a student.has benefitted from was taking? (Many drugs, such as Dilantin, Valium or
past schooling compared to others of the same age or grade  Ritalin, may affect test results by influencing the nature and
level. Knowing the nature of the subtests in these batteries - rate of responses.) ’ ‘
allows some  informition 'to be obtained about the 4. Is.the assumption being made that norm-referenced
“remediation needed by individual students and provides a  gcores . such as 'grade and age equivalents, or composite
general idea about where to, start additional diagnostic scores such as.IQor SQ. are giving adequate representatigns

assessment/ - : - - of skills and deficiencies?

. ~— ay i 0 v have : ild'

Evaluation of Screening Data and Planning Interventions 5. What information does the tester have about the chllq s
. T T T buckground and current status and performance: that will

In this step, the diagnostician evaluates the screening data  gqjst in accurate interpretation of test scores?

and its reliability. It is important to be aware of the factors .5 What relationship. exists batween the ‘test, and the

influencing reliability and validity of observation and test  ;yrriculum in which the student is currently placed? Is the

information. ’ J . . 7 -test'measuring knowledge (and the chance to acquire it} oris

Observational tools must be used 'viti, nare and’precision.
Misinterpretation and misuse of observational t(_:chniques repertoire of ledrned behavior? . -
-will distort estimates of individual behavior patterns which , If the professional cannot respond sufficiently to all of
are at best only samples of behavior, Interpretation of = phege qitestions, the test information must be interpreted
information must include attention to potential problems of - \iih caution. Further diagnostic assessment is necessary to’
sampling error and of inadequate sampling. Qbserver bias provide an accurate picture of the student’s abilities and
and the possibility of the individual's awareness of being I I
+ observed, in conjunction with the variahjlity of hehavior and
the selectivity of observation, are threat§’fo the validityand  » e )
reliability 'of observational tools and techniques. : Intervention- i . .. Lot ide: (1
Information gained from interviews will vary among The purpose of an ed,““"m“,“ld"”"'“os’s,‘s to provide: (1)
interviewers, and resulting inconsistencies' mean that all- recommendations for, instructional behavior management,

it measuring variables that may not be in the student’s

be developed. - ' .
PR , .

_deficienties so that an appropriate and relevanfprogramcan *

N

.

.~

‘interpretations must be viewed as tentative hypbtheses'to\\bé ~and (2) recommendations for educational placement. In the

- verified “or refuted with further evidence. For example, following section, sgme.methoqs. for using assessment.
" interview’ data.from a teacher with limited skills, who js information for planning interventions will be pre.sen'ted.‘
hoping to Have a difficult child removed to a separate special ¢ . -
education class. shouid bé treated with caution. = ¥ |
Factors affecting test validity, Whether to use a.test fot N . . - .
certain purpose and how to interpret thpiﬁforﬁ;g}t{ion vielded i Identify a child' whom you have recently .eval‘ualed. How
by the test are decisions which should be goverstd by the\‘ .. famifiar were you with hls/}]er classroom gnvironment and -
.validity of the test: Validity is specific both to purpose and "' with the curriculum gnlo whlcl}_ h'c/she was pl.o’ced? To w:hol
- population. If the test is not valid, derived scores will be y extent did you evoluote the chllds.teochl:r, his/her teoching
inaccurate. Despite offorts of test developers Yo ensure | style. ond interoctions with the child?
. content, construct. and predictive validity, tests are only ‘ ’
" valid for certain purposes. Selection of standardized tests ‘ . N
“must be made with the purpose of the test in mind. These o Norm-Ref_erenc?d and
questions should be considered: - - Criterion-Referenced Assesament

1. Was « the test designed to be used for screening Quality educational -programming requires that testing
purposes? . ‘

~ © instruments be used tqensure that each pupil enters a

- 2

L i T Task 2 I g

2. Was the test designat to be used to place a studentina ' oirrisujum with-thenecessary prerequisite skills. A'testing-

*specific curriculum or in an educational program? technology has been developed that is conterned with
3. Was the test designed tobe used to'assist teachers and.  gefining the relationship between| an individual's skills and
administrators in planning individuol or group educativnal ° instrugtional sequeng * . Glaser (1963), in an article on the
programs? - . measurement of learning; defined two types of tests. One
4. Was' the test designed to be used for program type, the norm-referenced test, evaluates the child's
“evaluatign? | : - ¢« performafice by tomparison wit,ﬁ that of the other children.’
5. Was the test designed to be used to asseds individual - The ingélligeice tes{ is-a classit norm-referenced test. The
progress? ool .othep“i'f;')g. the criterion-referepzed test, evaluates the child
Factors affecting test reliability. On another level, and ;;*terms of some léarning task at some absolute standa~d
" related to the'question of validity, are questions that must be f"'thzi‘t is independent of other thildren’s performances. The
asked to determine the accuracy of infonp‘ation vielded by { ;riterion-referenced test is/ designed to. identify the
the test: - o A - relationship between a pupil-and a specific instructional
1. Was the test technically adequate, thatis, did it specify ¢l If a teacher wants.to know what types or numbers of
adequate information about test administration, standardi- 55k a child has performed; then a criterion-referenced test
zation, reliability and validity?’ ‘ ' . would generally be called for. ‘ S
* 2, Assuming that the test was technically adequate, was it . Although a Aest Jis usually constructed as either norm-
_ used. for the.right purpose? For example, was a measure of réferenced or criterion-refarenced, a person may use one test -
receptive vécabulary, such as the Peabody Vocabulary Test, - (o both .purboseS. If we weré to examine the items on a
used as a-measure of intelligence? . ) ‘ . standardized achievement test for patterns-of successes or.
\;?.'A_ssuming that the test was technically adequate, wasit - faijures on specific instructional tasks, we would be using it .

’ ' - , . .81, - . .- K - .
R ‘ .- . ¢ N ‘. . 98 T, . ) C - '_ B
\)‘ ‘ .‘ . “ . ’ R _.l N .. .._ B ‘,. .’

Aruitoxt provided by Eic:

s

v

©

1
Ll

¢

v



.

as a criterion-referenced test.If we used a test developed.as
criterion-referenced to rank the pupils in a class, we would
be usirg it as@norm-referenced testbecause the child’s score
(rank) would-de&cribe him i in terms.of his- relahonshlp wnh

others (the rest of the pupils in the class] L

Normatwd"ﬁ‘esting and lnstruction

The need to develop Individualized Education Programs
(IEP’s) for special education pupils requires reconsxderatlon
of the role éf norm-referenced testrng procedures. Normative
tests are typically desxgned for such purposes as prediction,”
selection, and comparison. Special education has a long
- history of attempting to adapt these tests for indivjdqalizre}d

-

. . - -
u . - -

: mstructmm Except for. a few standardized dlagnos;uc tests
- which have both norm- -referenced and criterion-referenced

’
properties, the ma]orlu of-norm-referenced tests provide

limited information for guiding. the tea’chmg of specific
skills. A major problem encouqtered in the uge of norm-
referenged tests is that most are not designed to relate

- directly to.a specific curriculem sequence. The discrepancies
between norm-referenced and*- criteribn-referenced

test
information become especially important when using such
information for individual program planning.-

. ‘. K ; /‘_

. ¢ . )
“ -
"I o
) . e - R . Table1 . o o
Two Types of Testmg Compared _ ’ - N
i Norm-Beferenced . Cntenon—Raferenced _ .

e Evaluates individual performance in comparison to-
a group of persons.
® [sused to evaluate a $tudent as beIow grade IeveI "
. . 'at grade level.”
® Fgils to indicai? where students have mastered, the.
shectrum of instructional objectives.
e Generally poor aides in pIannmg specific instruc-
. - tional programs. -
e Is often vague in relation to mstructxonal cornitent.
Does not oper o'lonaIIy ‘define mdslery and/or
success. v ¢
e Abplies poorIy to the individualization of 'instruc-
.~ tion.
+® Is not Loncerned w1th task anaIys;s
® Test resulls interpreted in references to a person’s
position in relation to fhe scores of olhers

e

—,adap!f:d from Housden. |. L., & LeGear. L. An' em‘eréing model:
N

® Evaluates individual performance in relation to a
fixed standard.
® Not concerned ‘with grade IeveI descriptions.

R
.

o Identifies the individuals who have mastered the )
spectrym of instructional, objettives.

* ® Geared tg-provide mformatlon to be used in pIanmng\

instruction. . hd
® |s content spec;f:c : .
® Ogperatignally defines,mastery and/or success. .

® Applies directly to the individualization ofmstruc-
tion. ~

® Depends upoh task anaIysxs .

e Test results interpreted in reference to a person’s ~
position m rehation to the curriculum.

v
Criterion- referenced evaluation. Thrust, April 1975

In the exarple in Table 2, data were collected from
twenty-four pupils referred for special education service as
speiling failurss. Two types of test data were collected: (a)

normreferenced data from a standardized test, and (b) data”

from a criterion-referenced test that identified the placement
of a child with regard to the specific spelling curriculum in
use in the school. Generally. a critgrion-referenced test is not

“used to identify grade levels because this usually entails ,

moving from specific practical infotmation to more general
"and less prescriptive imformation. For purposes of compari-
sonin this case, however, a gradelevel score
the criterion-referenced data. This gr level
indicated the level in the curriculum set for’ thdt grade at
which instruction should begin. An observation of the scores
in Table 2 reveals that th
mean grade level scores on"the two tests was not great (0.14).
However, when the pupils are constdered as individuals,
relationships between normative scores (standardized-
achievement test) and criterion tests [0urr1culunrplacement
test) are so great that the rather common practice of .using

as assignedto 4
score

ifference between the overall

- -

stanc‘ardizéd achievement test data for individual program

. planning must be questioned. In analyzing the content of the

two tests, it was found that the criterion-referenced test
content was consistent with the specificspelling program in
use in the school, which placed a strong emphasis on
controlled sequéences built around the phonetic structures of -
words. In this instructional program, irregular words were
emphasized much later than they are in some other types of
spelling programs that use different. theorgtical rationales
such as “frequency of use.” The content of the standardized
achrevemeny test stressed irregular words much earlier than
did th% criterion-referenced test; it was, therefore, ‘of little-
value for “making decisions related to the phonetically
oriented curriculum being used for the twenty-four children
listed in Tabie-2. Thus, it is important to choose tests that
relatesto the cupticulum being used in order to obtain’
accurate data(x/nfd‘evelopmg the child's individual program. -

ars . -

—

i Y

Aruitoxt provided by Eic:

82\"



hd *‘ - ~
' o5 Ach. Test Score* Curr. Placement* Differences
L (Norm-referenced) (Crit.-referenced) - in Placement* P
< > . . Too. : ; .
L 11 2.0 -9 -
Grade 2.0 , 2.2 2 -2 .
"3 . .20 2.2 - .2 X = -45**
P & 4 - 2.0 . ¢ -3 i
N=6 « A < - .2.0 - -3 .
1.4 2.2 - .87 -
- 18 . 2.2 ) L4 .
Py Grade 1.8 - 2.0 \ ' -2 vy
4 2.1 » 2.2 -1 X=-.23"
. N 1.5 2.2 o = .7
N=6 1.5° 20 ! - 7.
4 29 2.2 . + .7
0 : "\‘> Ld : oy
R 3.2 : j? ’ 28 . ! + 4. '
%%y . " Grade 3.2- 2.2 . +1.0
) 5 3.2’ 2.2 +1.0 X =.55**
. + 3.4 L 422 +1.2 .
~N=6 - 3.2 : 2.3{ S
. 1.9 " 2. ' ' -7
k - 4.5 3.4 411 « .t .
.Grade e 29 ~2.8 ‘ -+ .1 ' . <
6 =29 - , . 3.4 . - .5 5 X = .68*"
4.0 oo . 28 .o RS TN
) N=6' . 48 2.6 +2.2 _—
“\ . 2.9 2.8, ' R :
s \ ° -~ . ]
N P . " “
Total number of subjects = 24 -
Differences between means <.14 . . - -
e Correlation between normative and criterion- referenced test scores = .65 .

Q

E

Aruitoxt provided by Eic:

. T . _ o Table 2 _
’ SPELLING FAILURE REFERRALS . o : ¢
Norm-Referenced Score—Curriculum Placement - -

-

»

* All scores rxpressed in grade levels.
**" Positive score mdlcates normative test hlgher

™ -

: The Process of Diagnosis

The proces’s of diagnosis in an instructional setting has
--been liKened by some to the medical process from which the
term has its roots (i.e.. a doctor gxamines the patient’s
> Symptomsand the pattern of these symptoms leads him tothe
diagnosis that a certain disease or dysfunction is presenl)
% This analogy is spurious. however, for it implies that the
- ledrning diagrosis identifies or defines a-knowledge "disease’
or a disorder rather than'a specific need or a cluster of fieeds,
which is whal actually takes place. Diagnosis in education.
then, is actually a needs assessment process, (}fj
The instructional manager uses his professional sKills and
‘the instruments and techniques available to him to examine
the present state of the learner in relation to pre-established
learning outcomes or objectives. usually arrayed in a
continuum or hxerarchy of progression. (Hickey & Hoffman,
1973. p. 36). - o

- S

Diagnostic Devnces

There are a number of standardxzed dxagnoshc tests
available that have both’ norm-referenced and criterion-
referenced prbperties. Many standardized diagnostic tests _
can tell the teacher whether a childisabove orbelow average
forhis chronological age in the area tested. ‘and in sub- -areas

-

g3

RIC ~ -

o .
that meke up the general area. These tests have value for
program evaluation, parhcularly if accountability data are
required by an outside agency. Many outside evaluators are’
retuctant to acceptedata from! locally developed criterion-
referenced measures. In.such cases, pre- and posttesting

" with standardized diagnostic tests may provxde a morye.

acceptable approach. In most special education'situations,
standardized tests will have to be used in combinatiqn with
criterion-referenced tests’that are more specific to the local-
curriculum and . associated . materials. A standardized -
diagnostic math test might indicate that a child is weak in

-addition cdmbination, but a more specific instrument will be

needed to determine which addition combinations needto be
taught ‘to the child. Some dlagnoshc tests which are
commogly used are those that assist in pinpbinting specific
strengths”and weaknesses in reading and mathematics.
According to Salvia and Ysseldyke (1978) diagnosticTests -
of reading typically lack reliability and validity. Tt «refore,

" diagnostic assessment of r\eading skills should consist of

repeated measurements
patterns of error.

The skills assessed by diagnostic reqding tests include
those of oral reading. comprehension, word attack, word

L

“to confirm ‘or disallow initial
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recognition, and rate of reading. Tests commonly used are domain of jumps, forward and back, sideways, landing.on one
the Gray Oral.Reading Test, Gates-McKillop Reading foot,"and so forth . .. Hively and his assaciates have thus *
_ Diagnostic Tests, Durrell Analysis of Reading Difficulty, = improved upon "Classical” criterion-referencing. They have
-~ Stanford "Diagnostic' Reading Té‘( and' the Woodcock *  gtressed - the complexity of domains by ‘pointing out
Reading Mastery Test. Another diagnostic test, the Fountain subdomains. . .. (p. 39) ' d
Valley' -Support System in Reading, provides criterion- Domajn-referenced testigg is one approach to criterion-
referenced information, whereas other.tests may require the . referenced testing in whicf?'géonéiderable care is taken with

decisipn-maker to determine the pattern of errors and correct test item selection to ensure that we can generalize from
responses. This system includes pupil profiles which performanice on the test item#to the specific curriculum area
» provide a record of individual pupi] achievement.and enable {(domains) thut the test items are selected to represent.
monitoring of pupil progress. - . _ . ~.Criterion-referenced testing cgn reach its full potential
* < Diagnostic assessment in mdthematics leads to specific- only when it is so integroted into the day-by-day fungtioning
" information about a student’s performance in content areas  of the classroom thot it connot be separoted outas a™testing” =
(e.g., numeration, * fractions, algebra) operations, and agctivity. Indeed, its contribution ‘to the direction and

up§ﬁcati0ns (e, measurement, time, problem-solving, -programming of instructional activities should be such that
* my Q‘Jy).il’hree most comnmonly used diagnostic mathematics © - the teacher sees it as indispensable for facilitating éffective

© lests are the Key Math' Diagnostic Arithmetic “Test, the instruction. ' : " S
- Stanford Diagnostic Mathematics Test! and ‘Diagnosis: An The diagnostic class profile’ is ,a basic classroom
Instructional Aid in Mathematics. . D N ,management component oi- a criterion-referenced test.
*ﬂ\,\e Relationship of Domiain-Referenced ’ o . Unlike many “clinicdl” tests, a gchool oriented criterion-

“Testing to Criterion-Referenced Tests referenced test has t6 take'into account the management
‘The quality of"a critérion-referenced test depends on the Problems faced by the teacher gho is responsible ::.olr the
degree to which' a skill area is clearly identified and~ total class. The basic parts of a lagribstic cla\gy;sl_pro(xjebarg .
représented within the test. Some criterion-referenced tests (.8)'.8_ listing of the.gupxlls on one axis of a mhatnxl;:an ( )e;
.are poorly conStructed. In recogiition of this faat, Hively lll;?tmg ;)f'~the specific skill ﬁbemg testeq on the other axis o
- (1974) coined the term “domain-referenced.” A domain- ‘the matrix. T . < . -
-- referenced test is one in which the emphasis is placed on ' ' An example of :' diagnostic c(las(s (g{rorfrxggisu;idlgv;tzl; i;;
+ precisely identifying skill areas (domains)."The test items of c,"”e"?“":efere?f:e punctuation ;‘;S tgl 20 skills
a domain-referenced test ate selected so that one can be listedin Figure 1.Along the.tgp,_oft e profile are : 0 ski .smé;t;'
certain' that a,child who meets c[iwa on the items which  Suggested order of instruction from left to right. A listing
. a, o .

represent a domain'would be able fo master altotber possible ~the pupils whose skills are being evaluatedison thehleft hafr)ld
items of the domain when they were encourftgred, For Side of the profile. The top right-hand corner o'fdt e ptl'&x e.
wexample, ifa series of test iterins was prepared totestachild’s - lists the cpdmg procedure used to regord, tes}, data. dotSt
mastery of a domain, such as long djvision of decimal ’classldprofxles cg“ be“adtagtc;d to monitor progress an o
fractions ‘using single digit divisorssthe test items would  Provide pre- and pos est data. A )

have to includg examplesgwith zero in. the dividend. Without -A well structured cntenon-lrefqrenced test .should gener-
such examples involving zero, there would - be " little * ate direct individual prescriptions for e‘.lCh.Ch.ll.d' Inthe case
guarantce “that performance on the test items would - ©f the punctuation test (Figure 1), the individial prescrip-

alize . ivisi : : tions are obtained by reading from left to right after the
gsz:::;::;: to other l'ong: division examples a child 'mjgh’t child's name. Small group prescriptions can also be obtained

B " . C i 0 fite. =~ .o
In describing the term “domain-referenced,” Donlon(1975) * by working vertically down the \clas§p%o
noted: ' . B
The label “criterion-referenced” has what Hively calls ’ . : o ~
“surplus associations.". Further, Hiyely has recdgpized that ‘ P , N
our educational objectives are seldom detailed: We say we g4
want the child to “know the alphabet.” not to knbw the letter ‘ ,
“a.” We aim, then, at classes with related behavior; the model .
" is not one of appraising the “ability to jump from standing”"—a L
. . » ,
;v o R N & . \, . )
ER s . - )
S ] o . b, '
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