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FUTURE FOLLOW THRCUGH DOCUMENTATION AND RESEARCH:

THE ASSESSMENT OF ACADEAIC/COGNITIVE ABIEfTIES OF BLACK CHILDREN

o~

M Dalton Miller- Jones

P~ Previous evaluation and documentation efforts of Follow Through have
j; been ambiguous in the determination of significant cognitive and academic
od advances as a result of specific "treatments" containad in the plaﬁﬁed
{iﬂ varization among models. SeVéral reasons exists for this state of affaIrs.

models and inadequate and unidimensional standardized assessment instruments
and techniques. While a national evaluation was certainly in order, the
éiﬁéétatiaﬁ EE&E Eﬂééé iﬁiéiai effbrts wcuia producé déﬁiﬁiti@é "answers"

attainment among Black and other minority children was premature. Future
Follow Through Program design, documentation and evaluations should be

quided by the following considerations: 1. the development of a rich well
organized body of knowledge about the social-cultural and cegﬁitiﬁé charact-
eristics of the target populatlons, 2. the need to develop ciear descriptions

of subject matter ¢o-mains with the heip of disc1pline specialists, 3; the

3 - in personality and social orientation with the above; and 5. the need to
(2?3 abandon the "planned variation" concept in favor of procedures which provide

iiéiiiaﬁié iﬁféiﬁation ’ab'o’iii: 'effective i’nst'rii'cti'o"ri.

traditional standardized assessement tools, such as the Metropolitan and
' Stanford Achievement Tests, mental abilities tests such as the Raven's

stormy h1story. Past F.T. documentation and evaiuaticns have centered on
Egﬁ;i Colour Progressive Matrices Test, and affective measures such as the Intel=

lectual Achiavement Responsibility Scale and Coppersmith's Self-Esteem Inventory.
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The results of analysis of program ( model) effetts using these instruments

are inconclusive. Among the many evaluation design problems were: lack of

a method for documenting what the various projects within a model were in

fact doing instructionally; insufficient information on the F.T. and Non-F:T:
populati’o’n’s’; makiﬁg Cdﬁttﬁl éﬁd 'exp'éi‘ifri'eﬁtél Cbﬁipétiébﬁé diffiCiilt to

interpret and possibly leading to the wide Géfiéﬁiliti obtained within and
between models, the lack of alternative acceptable measures appropriate

to the stated objectives of different projects; and the necessity to artificially
define and aggregate the various projects into categories‘for the purpose

‘of determining which of the "planned variations" was most effective.

From the perspective of minority communities all of the stated goals

across the models would be desireable to achieve in each program' Ba51c
skills, cognitive-conceptual, and affective-cognitive obJectives need ‘to be
encouraged for all F.T:. children: Where differences of opinion may arise is
in the preferred instructional approach to be used to produce these outcomes.
What do we need to know in order to inform parents; childfen; teachers and
their support systems ( administrators; specialists; friends in the community)
about the most effectivé wayé to édﬁtété t%éir chiiéréﬁ5

classifications of instructional methods such ae.basic skills or even phonic
decoding and language experience methods. Precise statements of tasks posed

and teacher behaviors need to be developed and organized into classifications
appiicabie across various F: T. sites. We need to Specify the 1earning chardcter-
information and deriving concepts: We need studies to determine the critical
fiéébfé iﬁfiueﬁéing the use of these cogniﬁive struCtureg éﬁd bpététibﬁé.

of assessing outcomes produced. Let us examine each of these proposals.



Standardized Tests
Eﬁrréﬁtl§ éééiiébie testé of abiiity and achievement are Wideiy ﬁsed

. assumption that a score means the same thing for any individual taking the
test; they are cheap and easy to use: These tests have been used for several
purposes including:

1. accountability- achievement test scores have been used to assess
the effectiveness of teachers, schools, and school districts as
indicators of the amount of learning accomplished:

2. Selection and Sorting- test scores of individual students are used
to make decisions of placement in special programs; ability grouping
within classrooms and to make career and other counselling decisibns:

3. Classroom instruction- tests are used to make curricular decisions.
Knowing test determined strengths and weaknesses in some skill area

directs teachers to spend more time in instruction. This is related
to accountability concerns because tests will determine what gets
emphasized in teaching, which is fine as along as these areas are
the most crItIcal to be 1earn1ng.' '

1. Standardized tests of ability and achievement are not based on any
definitive theory of cognition or intelligence. .

2. Consequently these tests yield little or no information regarding
cognitive processes used by children in arriving at an answer.

3. Standardized test formats preclude test administrators from providing
any feedback to individuals to help clarify the question being asked:
Thié Eé;ﬁité iﬁ ééiecting for inaiviaﬁais whb knbw the testing game.

suring gains' over time. Periodic testing provides valuable informa-

tion concernIng rate of growth which maybe more important than

how a program is doxng.

Let us now examine the bases of these criticisms. -
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cognitive or intellectual functIonIng.

The decision for using any particular test question is not based on any

commonly agreed upon definition of cognitlve processes or Inteiiigcnce. It is

not known what intellectual skill is being assessed by any particular subtest

Farnham~D1ggory (1970) has observed...

psychclqg;cal,funct;ons that a,defectlve performance tell us
very little about the systematic nature of the defect itself."

Even when one examines tests which are suppbsed to be speclfic measures of

factors such as Thurston's ?rlmary Mental Abilities Test (PMA), Farnhaii-
Diggory states...

"Each tést is cléarly a conglomerate of functions and we have
no way of knowing which mental operation is in fact more
difficult for Black children." (pg. 2)

Sigel (1963) also cautions that the nartrow range of abilities and correct answers

which appiy to 1ntelligence tests 11m1ts our understanding of cognitive processes

involved. Stodisky and Lesser (1967) after f1nd1ng interesting differences in

the pattern of abilities among Black and other ethnic populations report...

"The types of achievement and 1nteiixgence tests which are

most often used can have only 1limited value in describing:

the cognitive functioning of children...lookxng at the

scores_and psychometrlc tests tells us nothlng about rhe

,,,,,,,,,,,,,,,,

Finally, Throndike, et al. (1927) comments...

"Exiting instruments (ability tests) represent enormous -
imprbvement over what was available twenty years ago, but

three fundamental defects remain. Just what they meéasire

'is not known, how far it is proper to add, subtract, multiply,

intellect is not known. We may refer to these defects in

order as ambiguity in content; arbitrariness in units; and
ambiguity in significance. :

That there 1s imprec1s1on and confus10n about what I Q tests axe measuring 1s

that show an increase in precent pa551ng succe551ve age

levels...with the 1937 scale; form L; at the III year

level a correctly located item...buiiding a bridge with

blocks; was passed by 73 percent of- tne”three-year—oids,

whereas the vocabulary test at the X year level was passed
by bnly 59 percent of ten—year-olds. And because no 1tem

o
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inteiiigence; and no sampie is ever entireiy free frbm ,

be exactly the same for each test at each age level."

A reasonably close inspection of the content of ability tests will

reveal serjous problems in defining cognitive processes becing assessed:

The following example from Stanford Binet; Form L-M illustrates this

point
Item: Age IV, & MATERIALS B
o . Correct " Incorrect _
"What is a heesermade of? Wood, boards, bricks sticks, nail
cement, stucco,: walls

shingles, stone, lumber
blocks; rocks

"What is a window made of? Glass, wood & glass, Wood, screen

_ glass & steel puttz 77777

"What is a book made of? Paper; cloth; leather Pictures; pages;
plastic; pages are cards; pastings,
made of paper & the . made out of -
outsides are made of pictures and
something hard Ebﬁéfs.

What cognltlve pr1nc1ple is measured by this item’ There appears to be no
intellectual distinction made between acceptable and undacceptable responses and
there is no consistency in the criteria invoked across the tliree questions.

What critical intellectual ability is being discerned by dccepting "A house is

made of wood;" and not accepting '"A house is made of walls’" 1f one is d1stin—

guishing betwgen these responses by7G51ng the criteria: 'What materials go into

the construction of houses:" then you simply have to be consistent and accept

Nails as material; which is considered incorrect. If you are using materIals

as a criteria for houses then you have to nsé the same cr1teria for "windows"

answers., Unless you mean, ghat are all w1ndows made of’" In wh1ch case glass
would be the only acceptable response. But then not all houses are made of

bricks or shingles. This inconsistency can penallze the child trying to under-

stand what't being asked of her/him.

It can be generailly conciuded that the specxficxty of the accepted

responses does not incorporate all correct and reasonably intelligent responses

to the question. The only discernible criteria for no” acceptingisome of these

alternative responses is that by cons1der1ng these responses as 1ncorrect i

priate age level in the standard sample.



Théfconstraints of test construction and administration do not pro-

s in children, and therefore penalize

vide for possible

children by failing to distinguish between performance and capacity. The

interpretation of test scores for minority children is encufibered by the
constraints imposed for the purposes of test reliability. It is axiomatic
that the test must be administered using a constant format: This is an
important consideration for those who wish to attribute the presence or
absence of a particular capacity or competence on the basis of performance:
In aliiost every case the tester is not permitted to probe or encourage in-
dividuals to try an alternative answer. What one is then measuring is the

firs't ‘response out- i-ié'r/ﬁis first éﬁﬁféi&iﬁéfiaﬁ; These ;igi& 5;5&&&&5

therefore have priority of access for the child; the child gives the first
© thing he/she thinks of: This may be a simple association, which is not what
the tester is looking for. For example:

Item: Stanford Binet Opposite anaiogies1

. Tester: "Father is a man, mother is a- -— — - 2"

‘'Chiid : " tady’"

Tester "Snail is slow, rabbit is 2"
Child : " Girl."

Ies;er: "The sun shines in the day; the moon at;;;;;ﬁ"
Child : "Sky."
Since no feedback is given; the child must guess what thé tester wants.
Item: Stanford-Binet Similarities
Tester: '"How are wood and coal alike? How are they the same?"
Child : " They're hard."
Tester: " A apple and a peach?"

Child : " They taste good:"

Tester: " A ship and a automobile?"

€Chiid : " They're hard."

Tester: "Iron and silver?"
. Child : "They're hard."
By this point the child appears to have decided that any thing she says will
be alright. There i§ éGi&éﬁéé eariier in the cegtiﬁg session that the child

,,,,,,,,,,

1 Ehe examples cited here are taken from the protocol of a five year old
Black fcmale chiild:
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Stanford-Binet Picture Vocabulary

Tester: "What's this? What do you caii it?"
Child : " Leaf."

Tester: (Writes in test booklet)

Child : " Now you got to write in script, right? Leaves."
" Can I look in the book?"

7 _**"  Picture Identification )

Tester: " Show me what we cook on.:.Show me the one that catches mice:"

Child : ( Points correctly; then comments..) "You forgot the clock:"

Tester: " I know: We're not using all the pictures:”
Child : " I'm good at this one."
Definitions
Tester: " Pat, what is a ball?"
Child : " You kick balls."
Tester: " What is a hat?"
Child : '" You put it on your head."

Tester: " What is a stove?"

Child : " You cook:. That's what you writing down?" S ~
Tester: " Yeah. I"m writing down what you say so I can remember it later."

Child: ( Increduluously) " Cause vou don't know what it's for?"

The arbitrary rarrowness of the frame for accepted responses is illustrated
below: )
Item: Opposite Analogies _Correct _Unacceptable

" & bird flies but a fish "  Swims Just swims around

Item: Naming Objects

In identifying a toy representation of an automobile scoring

permits credit for 'bus" but not "truck." What intellectual
These examples illustrate several important considerations for testing
culturally disctinct children. The immediate ( proximal) soecial and physical

environment of these children may stress a different set of competencies

and cognitive styles than those expected in assessment situatioms: The
specific item content of both tests of ability and acﬁievemeﬁt may be
unfamiliar to many of these children. This is partly the basis for claims
of cultural bias in the tests. For example; items from the Metropolitan
Readiness Test (MRT) comsistemtly missed by Black childrén who do not do

well on this measure ( Miller-Jones,1980) include: windmills; specific dog

horse-~-shoe; etc.




In addition, many children do not seem to share an understanding of
the social context or the nature of the format in testing:. Children either

gave the kinds of scenarios reported above or said very little. Other factors

Boykin, 1977; Slaughter;1979); socio-economic status and educational levels
may effect performance outcomes ( Haggard, 1954, Robinson & Meenes,l947;

Baughiian & DaklStrofm,1968); and early infant environmental and language
" experiences may produce lower scores ( Hess & Shipman,1965; Seymoure & Miller-

Jones, 1981):

Much credence has been given to verbal skills as measured by vocabulary
items. Some have cliamed that verbal ability as assessed by these tests is
the single best predictor of "intelligence.” There are difficulties with
these items, not only because of well documented evidence that many Black
and minority children show a kind of verbal deferse behavior in the testing
situation ( Labov, 1970), but also because there appears to be iittie con-
cern for what the child is thinking, no consideration for alternative highly

tapped by the test items and Format. For example:

Item: VI year Vocabiulary
Scorch - no credit given for “"Takes whitening out of clothes”

(comment - child is saying in a most abstract way that scorching
gomething amounts to the removal of 'whitness” - burning

something with an iron shows up most on white cloth.)
Brunette - Credit is given for: Black or Browa hair
No credit it given for: Kind of light colored hair
light brown, reddish brown
auburn colored
Webster's Dictionary: . ... of a reddish brown color,
————— -n

a moderate browi.

(Comment ~ to only adccept brown or black shows the tests lack ]
of intelligence! In judging values along = color dimension

the same color may be expressed as either darker or
lighter depending on what your standard is: If you are
European, perhaps Blond is your standard and brunettes
are clearly darker. brown or black within this frame of
‘reference. But if your standatrd is black hair then

- : brunettes are "kind of light colored hair.")
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Peculiarity -~ + Somebédy with pink eyes - you 'd call them peculidr.
<~ Somebody that 's kind of funny 1obking.
+ Some peopie are peculiar - the don't talk much and they're

awful stiii:

. = Like people talk to fast and statter.
(Comment - credit responses seem to contain the word 'peculiar'" but
ﬁé afé bftéﬁ tbia tﬁét tEe use of the work within its defini-

- ie, price-less w1thout prlce
~ "no price on it, not marked"

Regard credit given for: 'Respect for a person"”

no credit given for: "You like what a person does:.'"

Cas having high regard for someone?) i
"When you send your congratulations (as in Best Regards?)

in this case.
It can be generally concluded that the specificity of the accepted responses

does not 1ncorporate alt correct responses to the question.

While many of the examples cited above are taken from tests of mental

éﬁiiity; the saiie qualifications and concerns obtain for standardized achieve-
Mmert tests. Suppocters of the use of standardized tests claim that intelligéﬁCe.
tests attempt to measure general cognitive abilities or aptitudes independent

of §Eééifié training or experience: Tests of general intelligence; Spearman’s
gﬁ factor; have; however; been criticized as not being very different in
content and format from traditional measures of achievement (Ginsburg,; 1972;
§c’hw’arc.z, 1975). Aich'ough one can &iétiﬁguiéh in p’ri’n’cipié between tests of

Consider the foiiowzng ten questions:

10
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2. Bill bought two pads of paper at 25 cents each and four pens
at 20 cerits edch. How much did he spend? (1:.30, 45¢, $1.05,
none of these) .

3. Sob means (prejudice, solemn, sigh, joy, kind).
4. When a new kind cof machine is created it is called (an adoptionm,
an invention; a fabrication; a novelty; a discovery):

5. Which term is missing in this series? 3:5.7.2:.11:13 (8,9,10,

14,15)

6. Which term comes next in this series? 54, 45, 36, 2 (31, 63, 25,
27)

7. Oxygen is a (compound, gas, solid, carbide).

8; To prove is to (agree; verify; see; mean):

9. Mary bought a comic book for 10 cents, some gum for 5 certs and

a candy bar for 5 cents. How many cents did she spend in all?
(15¢;, 20¢, 25¢, 50¢, non of these?
10. The earth's crust is its (surface, energy, heat, poles).

Half of these questions are drawn from group ability tests and half
from achievemeént tests; all designed for grades 4 to 6: ( Taken from Schwartz,
1975. pg.38) The external validation of intelligerice tests is largely a

‘matter of high but not perfect correlations with school success as measured
by achiavenent téét;i For example, Cronback (1960) reports correlations

of .73 between I.Q:. scores and measures of reading comprehension,; .43 with

reading speed; .59 with English usage; .48 with geometry; etc. Schwartz asks,
why do N e - ,
"...group ability tests predict school achievement as well as they

do? It seems to me that the answer is a quite simple one. Group ach-

ievement tests and group ability tests are sufficiently similar that

without the labels one has difficulty telling which is which: .If

these group ability tests are used to predict; and group achievement

tests used to confirm those predictions, why should anyone be surprised?"

ligence or "g" factor. It is asserted that for the kinds of conceptual abil-
ities measured in these tests involve "seif initiated elaboration and trans-
category or classification rule in organizing information: As insurance
against the tendency to question to quality of specific test items so often

used as indicators of the tests lack of validity; Jenson refers to Spearman's

"difference of the indicator," which means,

"...that in an intelligence test the specific content of the items

11
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15 ﬁnegééntial, so long as it 1s apprenhended or perceived
in the same way by all persons taking the test. Any given
item cannot, of course, be without content, but the content
of the items is a mere vehicle for the essential elemerits
of intelligence test items...The number and variety of

items that can be invented for intelligence tests is limited

oniy by the imagination of the test constructor."

This comment is furthér undérscored by the following,

"...the psychometricians and test publishers should be under
no obligation to explain the causes of the statistical dif-

ferences between groups...explaining the causes is not the

plrimary responsibility of the constructors; publishers and
users of tests.

It is easy to see why standardized test lack in cognitive viability. By
not accepting responsibility for item integrity the tests are committed

to cognltive bankruptcy. Again consider the competence-performance dis-
tinction when attempting to establish criteria for the presence or absence
of an ability. In a sample of Black kindergarteners I worked with, the
protocolé from I.Q. tests were examined for evidence of stability in using
conceptual categories spontaneously. The same child used in other examples

in this paper,whéré §hé gave fuﬁctiaﬁai:réiatiaﬁa1 definitions of objects,

The issue becomes mot one of the capacity for this kind of mental ability,
perhaps one needs only one instance which clearly demonstrates the presence
of the cognitive scheme. We must ask instead what are the behavioral and
contextually imposed constraints which govern its occurence. Considering
that the child has a repertoire of possible responses to a question; what
determines the availability or priority of access to the one the tester has
in mind?

On this point Gallimore & Au (1979) sﬁggést

"...There seems to be general agreement that children and adﬁlts

who employ self-generated cognitive strategies perform better on_

school-type tasks than those who do not: Presumably because of the

greater continuity between home and school; middie-class children

are much more likely to use 'school-efficient' internally mediated
cognitive strategies than culturally and socially disadvantaged
children...The ready use of these strategies allows for more rapid
adeptétion to the §chool‘§ léérning étylé in ﬁhich content is likely

accounts for the poor school performance of ai§5355nté§e& ﬁiaaiggg

ctulture children, then it is important to specify exactly how they
are involved. Some researchers have assumed that disadvantaged child—

12
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ren lack certain school-relevant cognitive strategies. According
to this'cognitive-deficit' hypothesis, we woiild expect to find
uniformaly low performance on all school-type tasks...

The results obtained at KEEP (Lamehameha Early Education
Program) however,do not fit the pattern pred1cted by th1s

in performance across tasks,andfsettings. This f1nd1ng of ;n—
consistency supggests that the childrén posSSess many of the” same
cognitive strategies as more school-successful middle-class
children; the redson their school performatice is sSo mich poorer

is that they apply the cognitive strategies much less consistently

than their middle-class peers." (Pg:33)

And ina similar direction, 3' 6bbdﬁow ( ié?éj argﬁés that race aﬁd

may be a product of the subjects not knowing what she calls the "riles
and rituals" and "tricks of the trade." She report~,

"...To the extent that a rule grows out §f7§§§é7§§§éiél77

ference between _ages may stem not so much from a difference
in capacity as from the slow accumulation of ‘on the job'
experiences...Some children do not spontaneously apply

only. one aspect, perhaps Just the most eas:ly measured

aspect of formal reasonxng...The real lack ( among these

chinese children) is in the school experiences that bring

the use of this procedure to a certain probability of oc-
currence."

Jensen ( 1980) spends considerable time discuss1ng the natire of intellect-

" 5¢ the perception

ual functioning, which Spearman called "noegenesis;
of relationships, inducing the general from the particular. This is

supposed to be at the center of the "g' faiLtor assessment of mental

' ability. However, among the many characteristics of inductive reasoning

and learning are the requirements of exposure to a rule—governed princi—

ple over time in many different contexts and with feedback about the

the standardized format of most. tests. There are no probes permitted
iﬁ these testing sitﬁations. iﬁ sévéral studies which I haoé carriéd

if ability were found to be highly inductive in their approaches to

‘iarning When training formats were shifted from a rigid no feedback
__tuation to one which permitted children the opportunity to explore
__ 1 discover the structure of the task performance differences between

’h and low scoring children were not present.

13

EKC_

wll Toxt Provided by ERIC



=13= - :

1t is important that the practicing clinician working with children,
especially children from culturally diffcrent backgrounds, free them-
selves from the norms for systoms of ordering and classifying,to try
and ask " what is the logic bchind this particular performance." "Can
I ask a questlon which will reveal the child's logic?" There are nulti-
farious influences determing the elicitation of the capacity one has in
mind, whether in a testing or instructiomal situation: It will be important
to déﬁélbﬁ_flé}’clblé ﬁfbtédﬁréé 1ﬁ1t1511?—, ﬁhlth Cbﬁéluei‘é thé i'jbéélblllty
ti~ éVéfiBﬁé has many problem solving strategies available. Because of
ones particular social-physical ecology somie of these cogn1L1ve proce551ng
strategies are more adaptive and come into use more frequently than others.
Thus,; one can conceptualize an individual as having a hierarchically organ-

izca repertbire bf §ﬁch prbbiém §biviﬁg §trétégié§ or heuristics. An

if these tests continue to be used as decisive measure of learning; teachers

. w:tii have to be qu:l.te courageous not to " t'e'a'ch to th'e tes’t.ii i'n the 'chéir—’

Tyler and Sheldon White observe;
"A teacher, schobi or schboi system §éékiﬁg'tb Suiia a cﬁrricu:

firsthand bb ervations for sc1ence mlght f1nd 1tself handlcapped

when it came time for testing. There might be gains from such

teaching in terms of students' feellng responsible for their own

education or _coming to understand how inquiry is conducted, but

such gains are not iikely to show up next time a published test

is administered. For immediate resuilts on publIshed tests; the
premium approach is through the use of recitation and textbooks."

In the area of mathematics, for examplé, most achievement tests place
primary emphasis on computation: The National Council of Supervisors of
Mathematics (NCSM,1978) suggests ten basic skills in math computational
algorithms being only one of these:

Problem solving - E

Applying Mathcmatic§ 597§v95¥§§y7§ituations

Alertness to the Recasonableness of Results
Estimation and Approximation

14
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Geometry
Measuremeiit
Reading, Interpretin and Constructing Tables;Graphs; and Charts

Using Mathematics to Predict

Computer Literacy ]
Responsible and enlightened educational efforts which attempt these ob3ect—

ives will certainly be under-estimated by their performance on standardized

math tests.
Schwartz (1975) has criticized mach achievemerit tests o the grounds

that they not reveal anything about the subtleties of childrens' conceptual

" thinking in problem—solving situations. For example; typical items purport-

ing to assess. measurement ability like:::how many inches are thers i a yard?
a) 12; b) 16; c) 3; d) 363 e) don't kiow. .. actually measures rote memory

and tells us nothing about the child's conceptual understanding or ahility

to measure. What is needed is a clear description of the knowledge structure.
entailed in measuresieiit. For example, selection of the appropriate attribiite
dimension to be measured when asked " How big is::§:£ desk, chair; book;étc.)?ﬁ
Does the child select weight; length, width, height,; area; or volume? Or

does the child recognizé thé inharent ambiguity im the question and ask...

" What do you mean by big’", which shows sophistication with these aspect

of the measurement concept Seleetion of appropriate unit of measurement

child choose to measure a desk in feet, meters, pounds or kilograms or does
she use miles; angstroms, cm or grams’ These concepts might be followed by
theaabilitygto estimate ( can they approximate the measure? How do they deal
with partial units of the metrie?) and eemputational ability ( Can they carry

out the measurement and perform operations such as multiplication required
given’ thé attribi.ite diﬁiéiisioﬁ ééiééEéd; eig: voiume or area'ﬁ

tests do not provide. Can we produce tests with these characteristics? The
problem;, of course, with taking a more clinicaliproEiné approach to assess-—
ment, while desireable to get at the child's thinking and to establish better

interpersonal rapport, is that it is difficult to achieve comparative resuits
for children under the same condition. I believe it is possible to generate
fbimats; not unlike those characteristic of Piaget's standard materials and
intérView procedures: Given thea problems with quantitative scores purporting
to represent the attainment of some ability, the practitioner must choose
assessment techniques which are appropriate to their ends. Truely diagnostic

cognitive assessments are gaining increasing attention in the field:

15
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It is difficult to see how a numerical value; even for subtests which
attempt to measure specific component skills,will be of much descriptive,
diagnostic or program assessment value without Some consensus from the
subject matter specialist and cognitive psychology regarding what those
skills are. This means that alternative systems which adccount for student
gains in math, reading, and problem solving skills needs to be developed:
One hopeful sign that these aiternative assessment procedures are emerging
comes from N.I.E. itself. In response to large scale concern over the af-
fects of tesing on the quality of education; N.I.E: has cailed for the
uniting of cognitive psychologists; educators; and technology. The direction
presently being taken is toward assessment which provides: 1. a clear
description of the structufe of the information domain being taught and
tested; for example flow diagrams of the various concepts and algorithms
problem solving heuristics children might employ given an information do-

- mainjand 3: making these descriptions available in a form which is im=

detail as to be diagnostically useful. I would only add to this list the
need to have descriptions of the various kinds of cognitive systems Black
and other minority children have and some understanding of the conditions
which elicit them: Together these approaches present an ideal model for

the documentation and evaluation of the next wave of Follow Through programs.

16
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Learning Characteristics of Black Children ' ]
After nearly two decades of research the reascns for poor performances
on the part of a disportionate number of Black childrén on traditiondl measures
of academic achievement and mental ability are still unclear. Explanation
offered for this consistent pattern of poor performance have ranged from environ-

mental or cultural deprivation to nutritional and genetic factors. With few

of the cultural and community contéxts which may have already engaged the
. intellectual abilities of these children.

The perspective of the research reported here is that: 1. the social-
cognitive ecologies of many Black; low-income, and other minority populations
influences the child's information processing styles; and 2. these cognitive

styles conflict sufficiently with the task demands, informatiom processing

to produce the observed performance decréments.
Of critical importance to empirical research in Black psychology is the

question of whether or not Black and other culturally different populations
davelop quaiitatqvély differentintellectual processes which have thus far

escaped our theoretical constructs of mental functioning and aéEﬁaaé of assess-
mert: It has been suggested, for examplé, that most western psradigms of
intellectual development have centered around the child's understanding of
pyhsical environment phenomenon and have given little attention to social comtri-
bution to the content and form of cognitive processes. It is also possible,

however, that there are no inherent qualitative differences in the kinds of
cognitive processes available to culturally different children; but that proximal
and distal cultural environments Stréss the use of some information processing

styles over others: The children, in this view, may have the capacity for the

17 .
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The failure to consider Black children's repertoires of cognitive processes
and the contingencies affecting their use ﬁay be one of several factors contribu~
ting to the lack of success in achieving a verdical integrated analysis of these
children's abilities. The éiéﬁiﬁéfi6ﬁ6f the interface of social and affective

measures of ability and achievement are multiple. It is difficult to design
research which‘is sufficiently inclusive of all the critical variables affecting
performance: e.g.; separating thec effests of social class from ethnicity; tester/
tasks; stimuli; and problem solving formats; to name a few.

There are a féﬁ Stﬁaiés which recognize the importance of using problem
contexts and task formats which have ecologicdl validity (Bronfenbrenner, 1974;
Cole, et al., 1974; Labov, 1970; and Neisser, 1976) and attempt to elucidate
the nature of the logical processes and cognitive skills in Black children from
the perspective of their éaéﬁféfiéﬁé to the task 8§ﬁéﬁaé of their social ecologies:
Hilliard (1976), borrowing from the work of Cohen (1971), has suggested several
areas of difference in the cognitive styles of many Black children. For example;
these children are typically affectively oriented and use what could be consi=
dered relational styles while schools typically support and are oriented to
analytic styles: Briefly, Hilliard suggests that:

1. Affﬁ;ﬂﬁéfiééﬁé tend to respond to Eﬁiéég in terms of whole picture
instead of its parts. The Euro-Atierican tends to believe that any-
thing can be divided and sub-divided into parts and that these add up
to a whole. ‘ -

2. Afro-americans tend to prefer to focus on people and their activities
rather than things or objects:

5; Afro-Americans have a keen sense of justice; are quick to perceive

and aﬁéliié injustice and tend; therefore; to lean toward altruism

18
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4. Afro-Americans tend to prefer novelty, freedom and personal distinc-

5. Afro-Americans tend not to be "word" dependent For meéaning, relying
heavily on actual behavior and experience.
Hilliard suggest then Gﬁiflééﬁééié might look like if they adjusted to these
cognitive styles of many Black children: (see table 1) While this chzracteri-

zation is brief and not systematically documented it is suggestive of important

"...originated in ''shared-function'" families (those in which critical group
functions are widely shared or indiscriminately performed by aiil members with-

out pre-patterning)..." This "shared-function" was also observed in peer

and social groups. Cohen suggests that "...shared function primary group

and constantly shifting distribution of functions:" (p. 47).-

- This observation suggests that it will be terribly important to ook

at social patterning within children's home and neighbcrhood environments for
determinants of cognitive organization, Hilliard's and Cohen's work are alse
related to Sigel's distinctions between relational-functional and categorical-
inferential conceptual styles. Sigel (1970) argued that lower-class children
use more relational categories in classifying pictures and that these kinds of
classifications by lower-class children reflects differences in representationzi
competence produced by the lack of distancing experiences in lower—class homes.
Distancing experiences are considered those which prcvide the opportunity for
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The School

(compliled by Asa Hilliard

As it is in general As it could be
(Analytical) (Retational)
Rules Freedom
Standardization Variation
Conformity Creativity

Mmeory for specific facts
Regularity
Regid order
"normaiity"
Differences equal deficits
Preconceive

Precision

Logical

Atomistic

Egocentric

Convergent

Controlled

Meanings are oniversal
Direct

Cognitive

Linear

Mechanical

Unison

Hierarchical

Isolation

Deductive

" Schediiled ,

Things focused

Constant '

Sign oriented

‘Duty

Memory for essence

Nov .lty

Flexibility

Uniqueness

Samesness equal oppression
Improvise

Approximate
Psychological

Global

Sociocentric

Divergent

Expressive

Meanings are contextual
Indirect

Affective

Patterned

Humanistic

Individual in graoup
Demncratic

Integration

Inductive

Targets of opportunity
People focused
Evolving

Meaning oriente i

" Loyaity
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Simmons (1979) considered this formulation as biased; placing higher

value on categerical-inferential stylés, as well as being insensitive to the
possibility of culturally conditioned diversities in cognitive strategics.

- i _ R

[ ’ (y(i‘; P o . . o B _ _
If ithis is true, however, one would expect to find a developmental pattern

among middle-class children showing increasing use of this more sophisticated

concéptual style. Research by bDavis (i971) finds that children from fifth

style at every age tested. Davis' study also indicated that subjects did not
gﬂaa°a preferential pattern in the use of any of these particular styles and
that the diversity of strategies used increases with age:

Simmons further argues that the observed differences might be attributable
more to differential knowledge about the picture stimuli tham to social class
differences in cognitivé capacities. Here again the issue of competence or
capacity vs performance is an important distinction. To test this possibility
salience For Black and lower-class chiidren: The Simmonsmodified test contained

occur frequently and are highly valued within particular sub-cultural groups:

For éxémﬁie; academic cultural activities, white collar occupations were found
to be relatively more salient for White and middle class children and games,
sports; blue collar occupations and entertainer-athlete occupations were more
culturally salient for Black and lower ciass children. The children in the
study were 112 fifth and sixth grade males; 28 in each of 4 groups: Black
middle class: Black lower class; White middle class; and While iower ciass:
The results are: 1) middle-class children of both ethnic groups used more
categorical (c-) reasoning on both tests but 2) Black subjects from both middle
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classification strategies children used depended on the cultural séiiéﬁéé or
relevance of the pictures used. simmbﬁscaetibﬁs that there is an important
difference between cultural salience and cultural familiarity. All pictures
were familiar to all the Eﬁilaréﬁ but the salient pictures represented domains
for which the child had greater depth of knowledge. In.order to achieve
accurate assessment of cognitive processing competence; materials should be used
for which subjects have more elaborate knowledge structures and from which

meaning can be extracted: Sinmons states...
"One of the major cabeats in the findings is that characterizations of

the ability or response styles of members of various sub-cultural

groups should not be made based ﬁpon operations performed on a

single set of procedures and materzais Introductlon of the

valldlty of previous statements concerning the existence of

social class differences in representational competence: ::

One way to avoid this problem is through the use of with-

in subjects designs (such as the SCST-Simmons test and
Simmons subset comparisons) that promote attention to inter-
actions..:the interactions that can occure in a within-

shbJects design allow for greater separations of the

effects of oroup dIfferenccs in competetnice...Thé Final

methodologiCui point that I'd Lide to make is that using

more than one task to measure a skill broad ns the range

of applicaticn of the processes that are beIng examined,

which in turn enhances the valldlty of generalizations

that are made about how the skill is used on other kinds
of tasks." (p. 44-45)

place different demands on the structuring of their intellectual styles is
provided by Franklin and Fulani €1974): Frankiin argued that the reascn many
Black children failed to show spontaneous categorical éiﬁéEériﬁg of verbal items

is free recall tasks was not that these children didn t have the conceptual

appropriate categories were not used to elic1t this klnd of strategy. Using

ﬁafé éﬁvifaﬁﬁéﬁiéiii relevant taxonomic categories such as card gémés; dances;
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Boykin (1975; 1977) has also attempted to incorporate aspects of Black

cuitural]phy51cal ecology in suggesting that high ambiant levels of stimulation
experienced by many Black children may lead to high levels of activation and

needs for stimulus variation in both afféctivé, cognitive and behavioral domains.

children's cognitive systems by demonstrating superior performance on several
tasks which vary in format. The subjects were third and fourth grade Black and

Wﬁite "hxidren who: were-asked to solve five instances each of four types of

taSk—type was represented together in a block or in a varied forfiat where the

tasks were presented in random order. Boykin found Superior performance among
the Black children when the task format varied greatly. The more changing the
format the better the performance of Black versus White children.

| This finding of the need for more variation in stimuldi may relate to
other observacions which suggest that Black chIidren are more affectively
oriented and that they pay more attention to the "peri-coniceptual" cues that
are non—format specific. The often reported findlng of more effective perform-
arice stemming from rapport with the tester may result from the fact that estab=
1ish1ng a positive relationship with the tester serves to free—up perceptual
cognitive systems allowing the child to attend to and process conceptual -
information in the task rather than devoting time to attending to and process-
ing affective cues in the test situatior.

Tﬁe impiication for eognitiﬁé assessﬁént is &1&55. oﬁé shouid use a nuf-

child s level of cognitive development or competence. However; such multi-
method approaches also require a validation procedure which establishes the
relationship between these various abilities and those taught in school.

ﬁﬁﬁé;éﬁé §Eﬁdiéé have yipiaea eontradiétor? results Bﬁ Eﬁé Eéi&Eiénéﬁip be—

opment of academic skills such as reading { Ehri; 1979)
These studies represent significant contributions and are encouraging.

ﬁbﬁéﬁéf; iﬁ Eﬁé éBééﬁcé of an integratéa coneéﬁtﬁal ﬁéfé&i§ﬁ;tﬁi§ Eéééé?éﬁ

: necessity of making only minor adjustments in test and assessment procedures.
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or task content. At present two frameworks seem to afford such an integration

ability and academic achievement. These frameworks are the adaptive analysis
of Social behavior and the processes of rule induction.

social ecology on their cognitive and social competence.
The principles of rule-induction which could form the basi§ for instruc=
1. Rule indiuction involves the extraction of regularities and the
abstraction of these regularities into higher order units or rules;
2. The induction of rules requires exposiure, experience and practice

rule alone is not enough;

3. The acquisition of a rile and its transfer requireés the use of the
same rule in a variety of crntexts and experiencing the appropriate-
ness of the rule under different conditions-deductive learning is

4. Rule acquisition processes appear to require the active invelvement
informative feedback about errors in a relaxed non-threatening
atmosphere;

5. As in language learning the child's competence will exceed her/his
can actually do;

6. Learning in this modality is typically autonomously regulated in
the child, structure is in the stimulus or the task; and

7. Motivation for the induction of rule-governed systems 15 intrinsic-

cognitive moiivation. Given that the child is experiencing conditions

Q : . ; . ;2§1




Q

ERIC

Aruitoxt provided by Eic:

—24=

of rules; then; while inherently rewarding; may also provide a kind
of functional motivation.
Miller-Jones reports data from social interactions under natural condi-

atic exposure to rule governed structured social situations. Their inter-
actions indicate a greater access to adults as resources and opportunities
to gain information, display competencies and control in influencing the
direction of activities: Low school achievers in this study experienced a
wider variety of adults and peers across more varied contexts and situations;

which obstensibly require a greater diversity in response repertoires. Low
achievers had more active participation and exerted more influence in settings
outside the home. The demands of such diverse behavioral settins 1s viewed

as a correlate of inductive approaches to learning and is seen as an adaptive
learning strategy in situations wheré the structural parameters are implicit
or not known. Here one attempts to determine the boundary limits and condi-
tions defining the situation or task via a kind of scatter gun approach to
foraging for information, gotting a lot of data quickly and formulating con-
cepts contingently.

domly assigned dyads under a common observatinal condition in school and
playground settings. Adaptive social functions in these interactions wera

assessed using a code for consequences or " pay-offs" the children received;
which included 75 specific items clustered under the larger categories of
Getting Information, Services, Recognition, and Behavior from either peers

sequerices were also coded.

The results indicated that high and low achieving Black children differed

in their social-motivational systems. Low achievers received more Informationm;

5.
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from peers. High achievers appear to be more selective, permitting peers
to inform and service them; while soliciting recognition for their abilities
and accomplishments from adults. With the exceptions of getting informa-
tion and negative recognition; low achievers showed greater diversity in
the organization of the bechavioral repertoires used for getting consequences.

The adaptive significance of this social strategy may be understood in
terms of its value for inductive learning. When faced with new or -less pre-
dictable situations these children more typically may seek wider stimulus
imputs frbiii which pattern; regularity and rule-governed principles :ééii be
extracted or induced:

Performances ou experimental multiple—classification tasks revealed no
differences between these achievement groups when children received pretrain-
ing which modeled tlie conditions for rule induction, i.e.:

= Famlliarize them with the over-all structure of the problem-task format
Provide early success in the use of two-dimensional classifications
in a variety of "

game-like'" contexts

Providing positive information feedback

H

g
a
1Q,
<
He
oo
He .
.
00
Q.
=B
0.
o}
"
pas
c
o}
He
ind
[
i
0!
o
Q.
"
),
(=}
=%
Q.
3.
[o}
8
o}
[}
n
0.
[o N
o ¥
o
H‘
Q!
._l‘
[V 8
=}
(=9
e
oy
1]
c
0
1]
o]
Hy
0!
(o}
[oB
H
a
He
o N
[V
oty
M.
(oW}

Low achievers required fewer trails to criterion and reached criterion with
fewer correct placements on transfer problems than did high achievers; if
they had first attempted a problem set where they had to figure out or induce
the rules.

That there is indeed a systematic structure underiying the behavior of
low achieving Black children is often obscured by the apparent diffuse and
unorganized surface qualities of their behavior. This organized gquality
becomes more transparent when one considers that these children might be
more highly reliant on inductive thinking for determining the structure
and rule-governed properties of social and cognitive tasks.

may indeed be a property of the learning styles of a great many children from
diverse backgrounds. In accounting for the common observation in cross cul-
tural research for the effects of schooling, Cole and Scribmer (1974) suggest
that with Schooling there 15 a tendency to.generalize rules and operations

across a number of different problem formats: Jean Lave ( 1977) argues that
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-l
nd evidence that numerical skills acquired in the context of tailoring
i S - .- . - L S
_ renticeships transfer to arithmetic problem solving success on unfamil-
-

... problems: How are these generalizable operations acquired’ Lave suggests:
-

"Apprenticeship training whose maJor instructional mode is
observation and practice. {.stands in sharp contrast to verbal

instruction and context free presentation of materials in schooi.

This suggests that a major contrast ( is) that schools emphasize

deductive teaching/learning while inductive transmission of

knowledge is the most common mode of teaching/iearning in appren-
ticeship...We assume that is tailoring ehperlen-e leads to high

because of a process of inductive generalization. (177 178)

Low achieving Black children may need enviromments for rule learning

i ‘eh permits and encourages this exploration of problem contexts, opport-

this research for educational settings involve the greater use of in-

:::uctional approaches which give children experience with concepts and

s €S in a context which permits the discovery of principles and their

& “ectiveness in solving problems; The challenge is to de51gn assessment
iiacedures which will be effective in evaluating the childs learning under
# 2S¢ conditions:

iﬂﬁmari

This brief section on cognitive processes among Black children has been

ii:ésarily selective. There are apparent differcences in the disposition to

-’ some cognitive styles, e.g:. vervistic and inductive qualities of Black

ﬁhildren s thinking. Assessment procedures in language and cognltion, in
e 1ition to being sensitive to these distinctions; must take into consider-

.;ion the tmportance of context, the use of culturally important and person-

.¢ristics of matty Black children constitute the basis for the following
¢.commendations to be cons1deied in language and cognitive assessment:

assessing any particular cogﬁitive and language structure.

2. Use Culturally salient cognitive and linguistic elicitation

subject matter and materials.
3. Make the tes environment as familiar and comfortable as is possible

4. Vary cognitive and linguistic tasks relative toc imductive versus

deductive processing styles

27



=27=

5. Establish pre-test success in an inductive learning mode with
various samples of the types of cognitive and language tasks
to be assessed:

6. In assessing academic-cognitive procéssés in culturally distinct

children it is important to be clear in defining the mental opera-
tions of concern independent of the specific task context in which
they are measured.

7. There is precious little data relating performance on conceptual
and other cognitive tasks to performance in school related skill

areas such as reading, math, science, and social studies concepts.
Clearly research ééEéBiiéﬂiﬁé such linkages between various cogni-
tive operations and Subsequent performance on school related skills,
especially from a developmental perspective; would help enormously
to clarify which aspects of cognition are critical for diagnosis
and interveuntion.-.
processes which produce these patterns are very informative. The stu-
dent can be shown hou they arrived at their answer; that it was a
reasonable and logical way to approach the problem, but that certain
conditions of the problem require a different approach or algorithm.
It is often not a failure to use a self-generated cognitive strategy
that accounts for poor school performance. Rather it is the incon~
sistent application of cognitive strategies across tasks and settings.
This suggests that these children possess many of the same processing
abilities as more school-successful children, they simply fail to
recognize the task and identify the type of cognitive operation called
for. '

9. Assessment procedures which do not pertiit examiners to probe for the
reasoning behind a child's response to an item will be of limited value:
Test items should be designed to elicit the most sophisticated, complex

or at least most appropriate cognitive processes in these children.
Policy for Evaluation
"It is recommended that the National evaluation of "Planned Variation"

models of Follow Through Programs be-discontinued. In its place the follow-
ing system of documentation is offered:
1. Since each Follow Through site should ideally want to achieve the

same common set of objectives; the only thing that: varies eritically
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from site to site are instructional approaches, nature and character-
istics of the population being served; and the configuration of resources
and services provided at' various locations. What is needed is the
development of common descriptors for children in terms of social
orientation and cognitive style. Perhaps some the characteristics
suggested in this paper and others would serve as a starting point.
Pata in a uniform format for chiidren's heaith and nutritional status
would also be extremely important.
would also have to be generated in order to specify the learning en-
vironments experienced and for how long.
Research needs to be conducted which provides process descriptions
of subject matter domains and possible processing strategies useful
in the attainment of competence in those domains. Again these need
to be applied at each F.T. program site:
There needs to be on-going sharing between various F.T. program efforts
in order to up-date and spread the data collecting system; to aiééﬁSé
with subject matter specialist and cognitive ﬁé§éhéibgiéf processing
tiodels available for reading, math, science, etc.
These sessions or conferences shouid be attended by representatives
of each project ( teachers, parents and older children who have gradu-
ated from these programs. :
These documentation contarences might be heid regiomally four times
a year and organized by themes such as, instructional approaches,
learning characteristics of populations served; methods of assessment
of academic learning;etc.
Evaluation design should focus on with-in subject measures and derive
group analyses from population characteristics similarities and instruc-
tional exposure.:
In other words, we need to take a bottom-up approach to documentation
and instrument development. Since future test construction will have to move
in this direction anyway why not have them sensitive to F.T. needs?
The history of Follow Through thus far reflects the talents and energies
of large numbers of capable, dedicated, sincere people:. We should try to

build on the work that has been done where ever possible.
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