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ABSTRACT 

The purpose of this study was to establish the 

concurrent validity of the Kaufman Assessment Battery for 

Children (K-ABC) with the Wechsler Intelligence Battery for 

Children-Revised (WISC-R). The study postulated that eth

nicity would be a significant factor in the performance of 

learning disabled, Anglo and Hispanic students on the K-ABC 

compared with the WISC-R. 

Subjects were 33 Anglo and 34 Hispanic students 

ranging in age from five through 12. All students in the 

study were certified learning disabled and were administered 

the K-ABC and the WISC-R within one calendar year. 

Three null hypotheses were tested: 1) There is no 

significant difference between Anglo and Hispanic perform

ance on the WISC-R Verbal and K-ABC Sequential IQs (Intelli

gence Quotients), 2) There is no significant difference 

between Anglo and Hispanic performance on the WISC-R Perfor

mance and K-ABC Simultaneous IQs, and 3) There is no signi

ficant difference between Anglo and Hispanic performance on 

the WISC-R Full Scale and K-ABC Mental Processing Composite 

IQs. 

vii 
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The K-ABC was found to be concurrently valid based 

on the WISC-R. The range of correlations between the K-ABC 

and the WISC-R coincided with that necessary to establish a 

significant positive correlation. The WISC-R Full scale IQ 

scores for both Anglos and Hispanics correlated with the 

K-ABC Mental Processing Composite IQ (r=.57, p .05). The 

WISC-R Verbal scale scores for Anglos and Hispanics corre

lated (r=.55) with the K-ABC Sequential scale. Anglo and 

Hispanic scores on the WISC-R Performance scale correlated 

(r=.75) with the K-ABC. 

Ethnicity was not found to be a factor in low 

Hispanic test performance. The results showed no signifi

cant difference between the performance of Anglos and 

Hispanics. Comparisons were also made between the WISC-R 

and K-ABC performance of Anglos and Hispanics as a function 

of age, sex, grade and socioeconomic status (SES). Signifi

cant differences were found as a function of SES on both the 

WISC-R Full and Performance scales. Specifically, the high

er the SES, the higher the Full and Performance scale IQs. 

On the K-ABC, SES and grade positively correlated 

with scores on all three scales. Sex was also positively 

related to Sequential scale scores with girls scoring 

slightly higher than boys. 



CHAPTER 1 

Introduction 

There is a need to validate Allan Kaufman's (1983) 

new battery, the Kaufman Assessment Battery for Children 

(KABC), to determine its conceptual and theoretical basis 

(Pearson, 1988). The logical choice of instrument for this 

validation is the Wechsler Intelligence Scale for Chi1dren

Revised (WISC-R, 1974) since it is the most thoroughly 

studied and'validated instrument in the field. 

The validation needs to be of a concurrent nature, 

testing for equality of results from different devices. 

Unless the K-ABC can be validated with the WISC-R, it may 

not follow that it is valid without extensive studies of its 

own. If statistical correlations reveal a positive correla

tion between the two instruments, it can be concluded that 

they share a concurrent validity. The K-ABC may then be 

accepted as a valid scale and evaluated as to strengths and 

weaknesses. 

Concurrent validation is not a static or passive 

process (Ferguson, 1981). It is a dynamic, predictive and 

immediate task that is required of all newly developed ins

truments where validity is a goal. Changes in computer and 

1 



behavioral sciences are occurring at an increasing pace. 

For this reason, it is necessary to review the major issues 

or problems regarding these two intelligence tests. 

2 

There are two major problems generally associated 

with intelligence tests. The first is the failure of full 

scale intelligence tests to develop definitiona11y or con

ceptually. Most important intelligence tests in the field 

have not kept up with changes and advances in neuropsycho

logy. For example, in spite of major new findings in higher 

cortical functioning, contemporary intelligence tests do not 

utilize these advanced intra1atera1 relations. Van Wagenen 

(1940), Jackson (1958), Sperry (1968) and Kaufman (1986) 

discovered and developed 1atera1ized or hemispheric differ

ences in cortical thought processing. They found that per

ception and subsequent problem solving strategies differed 

according to the two hemispheres of the brain. The left 

hemisphere appears to handle specific, directly defined 

problems while the right hemisphere specializes in non-spe

cific, schematically defined types of problems. Ake1aitis 

(1941), Gross (1962), Bogen (1969, 1972) Sperry (1971) and 

Das (1983) observed the effects of differential hemispheric 

functioning. Most of these researchers noted that objects 

placed or residing in brain-comissurotomized patients' right 
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hemisphere visual line-of-sight could be identified by touch 

but not verbally. 

A related concern is the failure to adopt a 

common operational definition of intelligence (Pasanella, 

1967; Goslin, 1968). In the past, acquired knowledge or 

achievement type of test questions have been accepted as 

intelligence determinants. Lately, this practice has corne 

under scrutiny since intelligence may be characterized more 

by problem solving than knowledge abilities (Matarrazo, 

1980) • 

The second major problem in intelligence testing 

is the issue of cultural bias (Houts, 1977; Jensen, 1980; 

Sattler, 1982 and Valencia, 1988). As a society becomes 

more culturally diversified and heterogeneous, the need 

increases for culturally balanced instruments of intelli

gence measurement. Some researchers do not see a problem 

with cultural bias while others see a need to reflect the 

values, rules and norms of the represented groups. 

Turnbull (1972) noted that measurement needs to 

reflect each individual's abilities over a wide spectrum, 

allowing a mode of expression pertinent to his own back

ground. Otherwise, the individual is relegated to a partic

ular cultural system perspective. In the long run, all 
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individuals may be affected as their societal priorities 

decline or elevate levels of social interaction affecting 

the social structure. Expanding upon this view, Oakland 

(1977) expresses reservations regarding the validity of 

intelligence tests for individuals with varied racial and 

social backgrounds. Unless cultural and related factors are 

considered, test bias remains a possibility in the testing 

of ethnic, racial and other minorities. 

The problems of re-conceptualization and special 

group bias has been addressed by Kaufman (1983) by his in

troduction of a new test, the Kaufman Assessment Battery 

for Children (K-ABC). He described intelligence as the 

ability to process information effectively as a means of 

solving problems unfamiliar to the subject. He also added 

two relatively new concepts to the intelligence testing 

lexicon. These are sequential and simUltaneous IQ mode 

processing. Sequential processing is the response to verbal 

instructions, or solving problems by considering the parts 

of things. It looks at differences, while at the same time 

planning and structuring established information. It relies 

on analytic reading, depending on language for thinking and 

remembering. Sequential processing is splitting or analyz

ing to make important distinctions or comparisons in 
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attempting to determine cause and effect. 

Simultaneous processing is the response to demon

strated instructions, solving problems by searching for 

patterns or configurations. It is fluid and spontaneous, on 

the alert for similarities. It tends to elusive, uncertain 

information, relying on images in thinking and remembering. 

Simultaneous processing lumps things together to check for 

connectedness. It is mute, using pictures; and analogic, 

seeing correspondences and resemblances (Beaton, 1985). 

Using the two new concepts, Kaufman may have as

sisted in a better understanding of the WISC-R while con

serving it as a valid basis for comparison and validation of 

a new and possibly further developed IQ test. In the K-ABC, 

the Sequential Scale tests became one-at-a-time type of 

tasks. This is important in order to get correct measure

ments for particular types of intelligence. For example, 

counting the freckles on a person's face is different from 

face recognition. Counting the number of freckles is a 

sequential type of task or intelligence. Face recognition 

is a simultaneous type of task or intelligence. 

The K-ABC Simultaneous Scale tests became many-at

a-time types of tasks. They expand WISC-R Performance Scale 

subtests beyond tasks exclusively of a performance nature. 
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They include activities that are more than simple physical 

manipulation or hand-to-eye coordination. For instance, one 

intellectual task is to determine if an individual can re

call place and location of objects, people or scenes pre

sented momentarily. This simultaneous task constitutes the 

K-ABC spatial memory test. 

Statement of the problem 

The problem is to establish the concurrent valid

ity of the K-ABC with the WISC-R to determine whether eth

nicity is a factor in performance on assumedly comparable 

intelligence batteries. For the purposes of this study, 

ethnic individuals or groups are set apart from others 

because of their national origin or distinctive cultural 

.patterns (Schaefer, 1988). Secondary questions are whether 

age, grade, sex or socioeconomic status (SES) are factors 

in full scale intelligence test performance. 

The WISC-R is a well studied and validated instru

ment. The problem here is to establish a corresponding 

validity for the K-ABC. To this end, an effort is made to 

relate the K-ABC to the WISC-R by comparing test results. 

At the same time ethnicity, age, grade, sex and SES will be 

accounted for in making the particular test comparisons 



7 

(Peal, 1977; Schaefer, 1988). 

There is a small but emerging K-ABC psychometric 

research base. This research is examining the assertion 

that this instrument can mitigate descriminatory assessment 

of learning disabled Hispanic children (Hernandez, 1984, 

Valencia, 1985 and Fourqurean, 1987). 

Significance of the problem 

Kaufman (1983) and Naglieri (1984) studied the 

conceptual and cultural bias problems in intelligence test

ing as they concern minority and learning disabled children. 

Based on preliminary reports, Naglieri states that it ap

pears that the K-ABC has features that are better suited to 

the assessment of minority children. Kaufman reports that 

it may take an experienced examiner with a special linguis

tic and cultural background to interpret the WISC-R compet

ently for a child who does not use English exclusively. If 

a different test is better suited or more effectively admin

istered, then improved or more nearly correct recognition of 

these children's abilities can be made. 

The significance of this study is twofold. First, 

it is important to know whether the K-ABC is a valid instru

ment that can be depended upon for correct, consistent 
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results. If a concurrent validation with the WISC-R can 

first be made, a separate set of correlational studies for 

the K-ABC can be deferred. 

The second importance of this study, then, is that 

the K-ABC may be validated with the WISC-R but give slightly 

different results. If this happens, the K-ABC may be pref-

erable in particular situations even though the batteries 

are basically comparable (Bannatyne, 1974). 

Definition of terms 

Anglo: Refers to the "white" dominant social 
• 

element or members of the non-minority population. It is 

not an ethnic group. The term may be inaccurate but is 

nonetheless common in the southwest United States (Carter 

and Segura, 1979). 

Ethnicity: To be differentiated from the dominant 

group on the basis of cultural differences such as language, 

attitudes toward marriage and parenting, food habits and so 

forth (Schaefer, 1988). 

Hispanic child: Any child considered by self, by 

the school or by the community to be of Mexican-American, 

Puerto Rican, Central-American, Cuban, Latin-American, 

Hispanic-American or other such Spanish origin (United 



States Bureau of the Census, 1982). 

IQ: Intelligence quotient or a mental rating 

determined by means of a standardized test instrument. 

9 

FSIQ: Full Scale Intelligence Quotient. This 

means the combination score of the verbal-performance or the 

sequential-simultaneous subscales. 

MPCIQ: Mental Processing Composite intelligence 

quotient. Combination of S-l1Q and S-2IQ. 

S-lIQ: Sequential intelligence quotient. 

S-21Q: Simultaneous intelligence quotient. 

PlQ: Performance intelligence quotient. 

V1Q: Verbal intelligence quotient. 

K-ABC: The Kaufman Assessment Battery for 

Children (1983). 

L.D.: Children with special learning disabilities 

exhibiting a disorder in one or more of the basic psychol

ogical processes involved in understanding or using spoken 

or written language (Clements, 1966). These are seen in 

disorders of listening, thinking, talking, reading, writing, 

spelling or arithmetic. They include conditions which have 

been referred to as perceptual handicaps, brain injury, 

minimal brain dysfunction, dyslexia, developmental aphasia, 

etc. They do not include learning problems which are due 
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primarily to mental retardation, emotional disturbance, or 

to environmental disadvantage" (Clements, 1966). 

Psychological test: "A measure of a sample of 

behavior from which predictions regarding other behavior 

can be made" (Anastasi, 1976). 

Sequential processing: That solution of problems 

by arranging the input in sequential or serial order (Das, 

1979) • 

Simultaneous processing: That holistic problem 

solving that is accomplished by processing many stimuli at 

once rather than stimulus by stimulus (Das, 1979). 

Stanford-Binet: The Stanford-Binet Intelligence 

Scales (1916). 

WISC: The Wechsler Intelligence Scale for 

Children (1949). 

WISC-R: The Wechsler Intelligence Scale for 

Children-Revised (1974). 

Assumptions of the study 

Assumptions underlying the study are: 

1) The Wechsler Intelligence Scales for Children

Revised and the Kaufman Assessment Battery for Children are 

appropriate instruments for Hispanic children and provide 



meaningful information of the child's current level of 

intellectual functioning, and 

11 

2) Communication between subject and evaluator 

will not present a significant problem in the administration 

of the tests. The dual scale design used in both batteries 

diminishes this problem significantly. 

Limitations of the study 

Secondary variables such as intellectual matur

ation, educational exposure and test sophistication, for 

example, operating within the time interval of the test 

(WISC-R)and retest (K-ABC) situation may slightly influence 

the results of the study but should not make enough differ

ence to warrant special controls. 

The children selected for this study may not be 

representative of all children evaluated with these tests 

and the final results of the research will be interpreted 

accordingly. Certain social, cultural and language elements 

present in the test group may be different from those of 

children in other parts of the country. 



CHAPTER 2 

Review of the Literature 

Introduction 

An abundance of articles and books exist express

ing discontent with cultural bias in assessment and evalu

ation. (Ebel1, 1963; Hoffman, 1964; Samuda, 1975; Anastasi, 

1976: Houts, 1977 and Kaufman, 1983). These authors, among 

others, are concerned principally with individual, national

ly standardized IQ batteries. The WISC-R in particular has 

increasingly become a subject of study, resolution and now 

attempted reconceptualization. The WISC-R is being blamed 

for so-called "cultural deficiencies" and inadequate theo

retical constructs. 

New studies now abound improving former theories 

of higher cortical functioning. (Witkin, 1954; Sperry, 

1968: Das, 1979; Hammond, 1982 and Beaton, 1985.) These 

are the new ideas that gave rise to the development of the 

K-ABC. These new findings lent support to the search for 

new or different ways of testing the learning disabled and 

minorities. 

Little information has been reported in the 

literature comparing the K-ABC to its predecessor, the 

12 
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WISC-R. This chapter presents a review of the literature 

that covers areas relevant to this research. The following 

topics are included in the chapter: 1) Review of the WISC-R, 

2) Review of the K-ABC, 3) Theoretical findings, 4) Learning 

disabilities background,S) Hispanic evaluation background, 

6) Validation procedures and 7) Summary. 

Review of the WISC-R 

The WISC-R has a long clinical heritage and has 

been the focus of well over 2,000 studies together with its 

predecessors, the WISC and Wechsler Bellevue (WB). It has 

been widely used in schools for the assessment of intelli

gence in children ages five to 15 years (Matarazzo, 1980). 

The scale consists of 12 subtests including 10 regular 

verbal and performance subtests and two which are optional. 

Five of these form the basis for the Verbal intelligence 

scale and five comprise the Performance intelligence scale. 

Since its publication in 1949 and revision in 

1974, the WISC-R has been continually re-evaluated and 

redeveloped with an eye toward improvement. In 1974, its 

author sought "the modification or elimination of items felt 

by some test users to be ambiguous, obsolete or even 
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differentially unfair to particular groups of children" 

(Wechsler,1974). Reflecting a new progressive policy, the 

normative group of the WISC-R included non-white children in 

its sampling whereas the 1949 WISC used only a smaller, more 

limited sample of predominantly Caucasian children in its 

standardization. Essentially, the revision updated content, 

making tasks and questions more current and broadening use 

by adopting a more wide-ranging ethnic base for its stand

ardization sample. 

The WISC-R has a wide scattering of validity 

studies pertaining to minorities including Hispanic 

children. The following have done representative studies: 

Mishra (1983), Argulewicz (1984), Elliott (1985), Volkoff 

(1985) and Wilen (1986). These are but a few of the diverse 

studies done regarding Hispanic children. In general, these 

studies tend to find some degree of cultural bias. Mishra 

(1983) reported 10 items providing an indication of nonhomo

geneous performance of subjects from the two different cul

tural backgrounds. Three items were from information, two 

from similarities and five from vocabulary. Bannatyne (1974) 

likewise reported significant differences on all acquired 

knowledge subtests. Martin (1977) and Murray (1981) appear 

to support these findings to some degree. Sandoval (1980), 
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however, appears to be consistent with the overall direction 

of recent studies finding an actual absence of item bias for 

the WISC-R overall. 

Review of the K-ABC 

It is important to examine the new ideas that 

prompted development of the K-ABC based on the WISC-R. 

Kaufman (1977; 1979) suggested that the WISC-R subtests 

might be organized according to psychoneurological modes 

which he designated successive and simultaneous processing. 

The first mode would serve to classify those subtests meas

uring serial, sequential processes while the second would 

categorize holistic, parallel processes. Picture comple

tion, block design and object assembly can be considered 

simultaneous processing tasks due to their spatial component 

as well as the requirement of multiple causation or percep

tion differences in shape and form. Kaufman (1977; 1979) 

reports that successive processing is apt to be necessary 

for performances on picture arrangement, coding, arithmetic, 

mazes and digit span. 

The K-ABC (Kaufman, 1983) is an individually admin

istered intelligence and achievement measure that assesses 

styles of problem solving and information processing. It is 
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composed of five global scales, three of which measure men

tal processing abilities, a fourth which measures achieve

ment and a fifth measuring nonverbal. The names of the 

scales are as follows: 1) Sequential processing scale, 

2) Simultaneous processing scale, 3) Mental processing com

posite scale, 4) Achievement scale, and 5) Nonverbal scale. 

The battery (Kaufman, 1983) consists of 16 sub

tests including 10 that assess a child's sequential and 

simultaneous processing and six that evaluate a child's 

achievement in academic areas. Combinations of the 10 test 

nonverbal processes. The battery was standardized on a 

nation wide stratified sample of 2000 children in the age 

group two years and six months through twelve years and five 

months. Internal consistency reliability for the four 

global scales has been reported in the statistical testing 

form of average split-half reliability coefficients. These 

coefficients ranked high, ranging from .86 through .97 for 

school age children (Kaufman, 1983) when a coefficient of 

.90 is considered high (Minium, 1988). In addition to this 

construct, concurrent and predictive validity studies were 

conducted on normal as well as special populations such as 

hearing impaired, learning disabled, physically handicapped, 

educable and trainable mentally retarded, behaviorally 
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disturbed and gifted. 

The K-ABC measures intelligence and defines it in 

terms of an individual's style of solving problems and pro

cessing information (Kaufman, 1983). The sequential process

ing and simultaneous processing scales found in the test re

present two types of mental functioning that have been iden

tified by cerebral specialization researchers such as Sperry 

(1968), Bogen (1972), Gazzinaga (1975) and Oas (1983). 

Sequential processing places a premium on the 

serial or temporal order of stimuli when solving problems, 

while simultaneous processing demands a gestalt-like, spa

tial integration of stimuli to solve problems with maximum 

efficiency. Theoretically, sequential processing, for 

example, can be used to enumerate a series of individual 

objects while simultaneous processing can further describe 

those objects as pieces of a puzzle. In actual practice, 

the two complementary processes are used much more dynamic

ally and in an integrated manner (Kaufman, 1979). The K-ABC 

mental processing subtests were supposedly designed to 

minimize the importance of language and verbal skills for 

successful performance and to include stimuli that are as 

equally effective as possible for boys and girls from 

diverse backgrounds. 
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According to Kaufman (1983), Hispanic children at 

both the pre-school and pre-high school age levels scored 

equally well on the sequential and simultaneous processing 

scales. Hispanic children averaged about 99 on the K-ABC 

intelligence scales, just 2 or 3 points below the mean for 

Anglo children. Hispanic children have scored nearly that 

well on the WISC-R performance scale (Mercer, 1971), but 

their very low verbal IQ produced only a mean WISC-R full 

scale IQ of about 92. This high discrepancy between verbal 

and performance IQs is endemic in the Southwest and espe

cially along the border (Reports, U.S., 1971). It can 

be traced to the impact of linguistic demands and cultural 

content of the verbal scale on Hispanics and other 

minorities. 

Alan and Nadeen Kaufman implied in their K-ABC 

Interpretive Manual (Kaufman and Kaufman, 1983) that the 

battery represents a significant step toward the non-biased 

assessment of minority children. Their sample includes 

a significantly larger percentage (27.5) of minority 

children than that of the WISC-R. The battery stresses the 

increased use of simultaneous and non-verbal skills and the 

manual includes supplementary sociocultural norms. The 

Kaufmans report smaller mean differences between Anglo and 



minority children tested with the K-ABC than with the 

WISC-R. 
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Aside from Kaufman and Nag1ieri, Valencia (1984, 

1985, 1986 and 1988) and Fourqurean (1987) have done most of 

the Hispanic psychometric work with the K-ABC up to the 

present time. They have studied the validity of the K-ABC 

for samples of students and have generally reported 

validity coefficients comparable to those reported by the 

Kaufmans. In K-ABC studies, Valencia and his colleagues 

found generally that there may be some support for the fact 

that the K-ABC is not a biased instrument in construct 

validity. They recommend further bias research on it 

for all minorities to examine for validity across groups. 

Theoretical findings 

Laboratory experiments 

This area covers a plethora of research findings. 

It includes numerous studies of visual search, attention, 

perception, detection, memory, etc., offering an abundance 

of experimental support for the sequential-simultaneous 

processing (SSP) dichotomy (Wigan, 1844~ Chadwick, 1950; 

Atkinson, 1968; Levy-Agresti, 1968; Levy, 1976; Schneider, 

1977; Bentin, 1979). The most significant proportion of 
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these studies includes the work of H. A. Witkin and his 

associates Goodenough, Dyk, Karp, et ale . Personality 

Through Perception (1954) and Psychological Differentiation 

(1962) contain much novel data compiled by Dr. Witkin and 

his colleagues describing and documenting dual brain pro-

cessing at both single and longitudinal points in time. 

Other studies can be found in the Hopkins (1984) and Beaton 

(1985) reviews of laterality research. 

Factor analytic studies 

The experimental psychologist, Ivan P. Pavlov, a 

proponent of sequential/simultaneous processing, felt that 

thought was particularly distinguished by the presence of a 

second signaling system differentiated out of the first 

signaling system of the cerebrum (Frolov, 1937). The first 

signaling system concerns phenomena immediately connected 

with real reactions of the external world. The second 

signaling system depends on language and has a capacity for 

abstraction. Pavlov's view may well have stemmed in part 

from a knowledge of Sechenon's suggestion, quoted and 

supported by Alexander Luria (Luria, 1966). This was that 

the cerebrum has two basic forms of integrative activity~ 

organization into "simultaneous" and primary spatial groups, 
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and into "temporarily organized 'successive' series". These 

terms are the same ones that are found in the K-ABC SSP 

dichotomy. 

Much later, the team of Das, Kirby and Jarman (Das, 

1975 and 1979) and Das (1983) worked to assemble a test 

battery that would measure the two terms, successive and 

simultaneous, again as quoted and supported by Luria in 

1966. The results were presented ahd the similarity of each 

successive and simultaneous factor from study to study, plus 

the consistency of those emerging factors, supported the SSP 

dichotomy that forms the basis for the K-ABC approach to 

intelligence measurement. A sequential scale and a simul

taneous scale were developed and together they form the 

total, or mental processing composite, intelligence scale. 

Reitan (1982), using the Halstead-Reitan Neuro

psychological Test Battery, discovered that interhemispheric 

comparisons among lesion groups consistently demonstrated 

right cerebral hemisphere predominance for contralateral and 

ipsalateral sensorimotor functions. These findings indicate 

that while the two hemispheres are not mirror images of each 

other, the functional organization of the brain features a 

right hemisphere influence for contralateral and ipsilateral 

sensorimotor functioning. 
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Learning disabilities background 

In addition to Clement's (1966) official government 

definition, the term, learning disability, is relative to 

the particular IQ test used for comparison with achievement 

tests (Bardon, 1974; Bolton, 1980; Berry, 1983: McCallum, 

1984). It depends on the strength of the IQ test and its 

facility in supplying observations and subsequent decisions 

vital to a student's career. 

There is considerable controversy regarding the 

relationship between intelligence and learning disabilities 

(Cruickshank, 1980). In more recent years, as attempts have 

been made to make sense out of the nature versus nurture 

controversy, more clearly defined subsets of the term have 

appeared. These include such diverse areas as 1) perceptual 

processing deficits, 2) environmentally produced problems of 

learning, and in terms of more specific limitations, 3) 

aphasia, dyslexia, perceptual problems in cerebral palsy and 

related clinical problems. 

Several definitions of learning disabilities have 

evolved since 1962 (Kass, 1969; Thorndike, 1977). The most 

critical change was a shift from a definition of cerebral 

malfunctioning to a definition which made no reference to 

organic etiology. The National Advisory Committee to the 
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Bureau of Education for the Handicapped, Office of Educa-

tion, recommended Clement's (1966) definition which was 

subsequently adopted for federal legislation and which will 

be used for the purposes of this study: 

Children with special learning disabilities exhibit a 
disorder in one or more of the basic psychological 
processes involved in the understanding of or use of 
spoken or written language. These may be but are not 
limited to manifestations in listening, thinking, 
talking, reading, spelling, or arithmetic. Addition
ally, they may then also include conditions which have 
been referred to as perceptual handicaps, brain injury, 
minimal brain dysfunction, dyslexia, developmental 
aphasia, among others. They do not include learning 
problems which are due primarily to mental retardation, 
emotional disturbance, or to environmental disadvantage 
(Clements 1966). 

As a practical means to identify the learning 

disabled, psychometrists in the field have come up with a 

rule of thumb. Even though there seems to be little con-

sensus among professionals in the testing field about how to 

identify learning disabled children, the most popular and 

commonly accepted working indicator is a marked discrepancy 

between general learning ability, or intelligence, and 

educational achievement: or a significant difference between 

IQ and scores on achievement tests (Black, 1963: Smith, 

1982: Sherman, 1982). 
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History 

The two progenitors of the field of learning dis

abilities were Kurt Goldstein (1939), a German physician, 

and Max Wertheimer (1945), founder of gestalt psychology. 

Kurt Goldstein was the forerunner of pioneer Alfred Strauss 

and Heinz Werner who were followed by contemporaries to our 

times, Laura Lehtinen and William Cruickshank (Cruickshank, 

1973 and 1975). Max Wertheimer, Wolfgang Kohler and Kurt 

Koffka, the three' European philosopher psychologists, indi

rectly developed the foundation for learning disabilities. 

It was their view of human behavior which was adopted by 

Goldstein and the many who followed him. 

In the 1850s, notions of phrenology dominated 

perspectives of the causality of normal and abnormal beha

vior (Sabatino, 1981). It was thought that the phrenolo

gist's ability to feel bumps could achieve predictive and 

explanatory status. During the period 1860-80, Paul Broca 

rejected the bump-feeling method of diagnosis and proposed 

the theory that specific parts of the brain were related to 

specific processes (Luria, 1966). He said that the left side 

of the brain contains the motor speech area and controls 

movements of the tongue, legs and vocal cords. Broca blamed 

aphemia, or loss of power to speak, to atrophy of a certain 
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section of the brain and called this expressive (later known 

as Broca's) aphasia. Karl Wernicke observed that some 

patients could not receive auditory input, rendering them 

incapable of communication, and he labeled this receptive 

aphasia, also due to brain atrophy (Luria, 1966). 

Goldstein treated brain-injured soldiers in World 

War I and came to contribute the notion of perceptual 

impairments or·h~ndicaps (Goldstein, 1939). Weiderholt 

(1978), who came after him, did much to establish a working 

relationship between neorology and education by means of his 

work with children and intellectual incompetence. He ad

vanced the idea that learning might be inhibited by brain 

damage in addition to character flaws or emotional turmoil. 

By the 1960s, the field of special education began 

growing and a rapid expansion of university training pro

grams took place. It was then that the specialty of learn

ing disabilities came about. William Cruickshank, an impor

tant contributor to disorders of perceptual and motor pro-

cesses, was bothered by the term "learning disabilities", 

possibly due to his theoretical orientation incorporating a 

multi-sensory approach: 

The appearance of the term "learning disabilities" in 
1963 opened a pandora's box which has resulted in 



26 

confusion, the phenomenon of the instant specialist, 
inappropriate definitions of the problem, and a major 
attempt by many to bring within the definition issues 
which are far removed from the initial concepts of 
perceptual disability (Cruickshank, 1976). 

No major theories appeared in the 1970s in the 

disorder areas nor was the area dominated by one individual 

or group. The professional education literature in the 

mid-1970s marked a shift from the use of a disorder (ability 

or process) model to a behavioral (skill) model. Investi-

gators such as Hammill (1975) and Wiederholt (1974) pre-

sented evidence that ability models were of questionable 

value. Cruickshank (1976) and Frostig (1973), among others, 

strongly defended the ability model. 

The 1980s started with a number of professionals 

(Heresko and Reid, 1981) recommending that the cognitive 

approaches be considered for helping practitioners under-

stand and treat the learning disabled. One of the funda-

mental rationales for these cognitive approaches was that 

the student was active in his or her own learning. 

Three issues continue to generate heated debate 

and controversy: 1) lack of a definition acceptable to 

all, 2) assessment problems, and 3) the proper role of 

government. During the next decade, we can anticipate that 

the struggle for solutions to these issues will continue to 

dominate the attention of professionals and parents. 
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Legislation 

A modest amount of pertinent legislation has been 

generated in the field of learning disabilities since the 

1960s. What little exists has expanded in g~ometric propor

tions and generated a storm of educational controversies in 

a short time (Wiederholt, 1974). Public Law 91-230, en

titled "The Education of the Handicapped Act of 1967", was 

added as Part 6 to Title VI program authorizations. Under 

its provisions, the Office of Education set up programs 

specifically for the learning disabled (Seigel, 1982). By 

1977, forty-four states had established centers for the 

learning disabled funded by the Bureau of Education of the 

Handicapped (BEH) of the United States Office of Education 

(Wiederholt, 1978). 

Public Law 94-142, known as "The Education for All 

Handicapped Act of 1975" made specific referen~e to children 

with learning disabilities. For the first time, the federal 

government gave a clear mandate for the right of handicapped 

children to an education based on constitutional provisions, 

e.g., the Fourteenth (equal protection) and Fifth (due 

process) Amendments (O'Donnell, 1980~ Sapir, 1978). 

The Act encompasses five basic areas listed as 

follows: 1) a free and appropriate public education, 2) a 
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least restrictive environment, 3) non-descriminatory test

ing, 4) an individualized educational plan (IEP), and 5) due 

process. 

This ~rief presentation of the history of learning 

disabilities may help to clarify the controversy over who 

is learning disabled and who is not, and how the learning 

disabled should be treated. Whatever the outcome in the 

future, better scores will improve the opportunities of 

those in need by giving professionals more information on 

which to base plans~ 

Hispanic evaluation background 

Intellectual measurement and assessment has been a 

new and growing area of interest for those involved in the 

psychological testing of Hispanic children in the south

western United States (Mishra, 1970 and 1971). For the past 

10 years or so, this interest has been growing stronger. In 

reviewing the 1974 Mexican-American Education Study Project 

of the United Commission of Civil Rights, evidence of in

tensified interest in testing is observed. Two findings 

are particularly relevant to the problems of using 10 tests 

with Hispanic culture children. The study found that 
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Mexican-American (MA) children are twice as likely to be 

assigned to classes for slow learners in Texas and two and a 

half times as likely in California. The major reason for 

such classification was based on poor performance on 

standard full-scale IQ measures. Secondly, it was reported 

in a study of school holding power that at least 40 and as 

many as 50 percent of all MA students in the five south

western states of Arizona, California, Colorado, New Mexico 

and Texas leave school before high school graduation. Table 

1 shows a more recent comparison by the U.S. Bureau of the 

Census (1982-83). 

Mercer (1971) studied the mislabeling of Mexican

American and other minority group children and their place

ment in mentally retarded classes on the basis of tests of 

intelligence. Her contention was that so-called intellig

ence tests as presently used are "Anglocentric" and that 

they mirror the values, standards and experience of the 

white Anglo-Saxon middle class person. In this eight-year 

study, she reported that over four times as many MA and 

twice as many blacks were enrolled in classes for the men

tally retarded as their proportion in the state population. 

Mercer (1979) stated that approximately 75 per

cent of the children enrolled in classes for the mentally 
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retarded were mislabeled, incorrectly placed and suffered 

from stigmatization and lowered self-esteem as well as from 

a poor learning environment. 

Ramirez (1974) and Price-Williams (1971) ident

ified differences between non-learning disabled Hispanic 

and Anglo children based on variables directly related to 

cognitive functions. Their research compared the perfor

mance of the MA and Anglo children on a series of tasks. 

Analysis of stories told based on picture cards revealed 

that those related by MA children were lengthier, included 

more characters and were indicative of greater verbal pro

ductivity than those related by Anglo children. Additional 

analysis showed that on friend-naming tasks, associations 

given by MA children could be classified into a greater 

number of categories such as physical appearances, academic 

abilities, social abilities and dress. 

Beman (1972), using another task approach, tested 

normal children using Piaget's tasks for conversation of 

mass, weight and volume. Anglo children appeared to perform 

better in all three areas than MA children. Lesser, Fifer 

and Clark (1965) and Stodolsky and Lesser (1967) also 

determined that members of different ethnic groups exhibit 

different patterns of intellectual performance, with each 
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group achieving better in some areas than others. These 

patterns were similar for children of different socioeco

nomic status groups within the same cultural group. Their 

conclusions resulted from testing American children of four 

cultural groups: Chinese, Black, Jewish and Puerto Rican. 

Stodolsky and Lesser (1967) explain these findings by stat

ing that different kinds of intellectual skilts are fostered 

or hindered in different cultural environments. This would 

appear to suggest that experiences with certain tasks and 

differential reinforcement result in a facility for doing 

some tasks and an inability to perform adequately on others. 

For this reason, the MA culture might emphasize attention to 

the social environment, as a rule, so that MA children would 

then perform better on tasks requiring free association of 

friends' names, faces, etc. It can also be said that these 

differences in intellectual patterns are also due to cultur

ally determined learning styles or modes of organizing, 

classifying or assimilating information about the environ

ment which are unique to each cultural group. Cohen (1969) 

refers to these as "integrated rule sets" for the selection 

and organization of sense data. 

The findings above tend to show that Hispanic and 

Anglo children differ in their patterns of performance and 



support a general contention that differences in language 

and custom proficiency may be associated with differences 
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in patterns in intellectual performance. The research re

viewed here indicates that lack of accultura~ion may pro

duce unique behaviors which affect the performance of child~ 

ren in school. Furthermore, it can be seen that a differ

ent language produces a need for different testing instru

ments unless language, custom and ritual deficiencies can 

be diminished. Therefore, it behooves parents to remedy 

serious cultural deficiencies, and particulary language, 

before the child begins school. 

Validation procedures 

This study focused on concurrent or immediate 

predictive validity and not postdiction or prediction 

validity in past or present time, respectively (Nunnally, 

1970). There was a need to know if the K-ABC correlated 

concurrently to the WISC-R in its ability to predict 

intellectual performance for Hispanic and Anglo groups at 

a given point in time. In order to do this, a predictor 

test such as the K-ABC had to be compared to an existing 

valid instrument such as the WISC-R. 

An important phase in the development of a meas

uring instrument is determining its usefulness (Nunnally, 
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1978). In general, an instrument is useful or valid if it 

does what it is supposed to do (Kerlinger, 1986). In this 

study, there was a need to find the correlation between 

the K-ABC and the WISC-R based on a comparison of the 

functional relationship of intelligence and the variable 

of ethnicity. In other words, are these two tests equally 

useful in predicting the future intellectual behavior of 

Hispanics as well as Anglo children? Since we know that 

the WISC-R has been concurrently validated by numerous 

studies, we can assume that the K-ABC is also, so long as 

it correlates highly with the WISC-R. Sound theory is use 

ful in selecting predictor instruments such as the K-ABC 

but after investigating, the proof is in the correlation 

(Nunnally, 1970; Ary, 1976). 

Summary 

The general review of the literature indicates the 

scope of problems of minority children assessment. New 

theoretical findings suggest a need for greater definition 

or conceptualization of prior findings about intelligence. 

The K-ABC is the product of these new findings but re

quires validation which can only be done with the WISC-R. 

The study of the literature reveals that the 
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WISC-R has been thoroughly validated. For example the 

K-ABC concepts, such as sequential, simultaneous, and 

mental processing composite, do not have the operational 

definitions established by the WISC-R verbal, performance 

and total concepts. The K-ABC concepts may appear 

superficially related but need to be more closely tied 

into the WISC-R concepts to establish validity (Valencia, 

1985). This point-for-point validation would render the 

K-ABC concurrently valid with the WISC-R and make·the 

K-ABC available for special groups. 

The literature review largely supports the 

significance of the problem of special group bias without 

mentioning language handicap. According to Kaufman 

(1983), Hispanic children average 99 on the K-ABC 

intelligence scales compared to 92 on che WISC-R, 

indicating a cultural or language difference between 

Hispanic and Anglo children. Studies of the WISC-R tend 

to find some cultural bias in the Verbal scale and 

significant bias in the acquired knowledge subtests, so 

non-performance may require changes in the WISC-R or else 

the need to teach pre-schoolers English. Even though the 

WISC-R may not merit replacement, it requires revision as 

it continues to employ achievement, not problem solving 



type of tests, and such subtests are inappropriate by 

definition (Matarazzo, 1980) 
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In conclusion, the K-ABC needs to be validated 

with the WISC-R. The WISC-R may need updating but the 

biggest problem in minority group testing may be language 

deficiencies. Indeed some, such as Valencia (1986) 

and Fourqurean (1987), already uphold claims of construct 

validity for the K-ABC compared to the WISC-R. 



CHAPTER 3 

Methodology 

Introduction 

This chapter will present and discuss the re

search question and the null hypotheses, arrangements for 

the research site, and characteristics of the subjects 

together with the method used for their selection. The 

procedure will be explained in detail, including testing 

dates and parental consent. Methods used for analyzing the 

data will be explained and the chapter summarized. 

Research question 

The question is whether ethnicity was a factor in 

the performance outcomes of the two major IQ tests, and 

whether the validity of the newest of the two, the K-ABC, 

was concurrently determined based on the WISC-R. The way 

in which this was to be done is by determining the degree 

to which the K-ABC ties into the network of related WISC-R 

concepts. For example, if Concept A (Verbal IQ) is known 

to be related to Concept B (Performance IQ) and also to 

Concept C (Full IQ), then we can speculate about the 

validity of other operational knowns, for example 

Concept A2 (Sequential IQ), by assessing its relation 
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to Concepts Band C as well as A. According to Runkel 

(1972), this rationale can be used to determine the 

concurrent validity of a measure. Since the sequential, 

simultaneous and mental processing composite concepts of 

the K-ABC have no established operational definition, the 

validity of an operation of such new concepts can be 

determined by checking them against another set of 

operations known to be valid. 
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Another research problem is whether ethnicity is 

a variable when Hispanic children score low on standard IQ 

tests. Age, grade, sex and socioeconomic status are also 

to be considered as factors in examining the reasons for 

low IQ scores. 

Null hypotheses 

The study investigated the correlation of 

WISC-R verbal, performance and full scale IQ with K-ABC 

sequential, simultaneous and mental processing composite 

IQs using groups of Anglo and Hispanic learning disabled 

children. 

study: 1) 

The following were questions explored in this 

How does the mean K-ABC sequential IQ relate to 

mean WISC-R verbal, performance and full scale lOs? 2) 

How does the mean K-ABC simultaneous IQ relate to the mean 
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W1SC-R verbal, performance and full scale IQs? 3) How does 

the mean K-ABC mental processing composite 1Q relate to the 

mean W1SC-R verbal, performance and full scale IQs? And 4) 

Do component factors such as age, grade, sex or socioeco

nomic status contribute to the result of these hypotheses? 

The following null hypotheses were tested: 

HI There is no significant difference between Anglo 

and Hispanic mean W1SC-R verbal and mean K-ABC 

sequential IQ scores. 

H2 There is no significant difference between Anglo 

and Hispanic mean W1SC-R performance and mean 

K-ABC simultaneous 10 scores. 

H3 There is no difference between Anglo and Hispanic 

mean WISC-R full scale and mean K-ABC mental 

processing composite IQ scores. 

Research site 

Contact was made with the Sunnyside Unified School 

District having approximately 12,000 pupils, in Tucson, 

Arizona (Annual Report 1984). The district has a nearly 

equal proportion of Anglo students and Hispanic students 

representative of those groups in Tucson and the Southwest. 

A request for approval to do this research was presented to 

the Sunnyside District Research Committee in December 1983 



and approval was granted in August 1984. Data were col

lected and analyzed for the 1984 spring semester at the 

school district. 

Subjects 
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At the local unified school district, a review was 

conducted beginning in the fall 1984 semester for the 

spring 1984 semester. All files of children who met the 

selection criteria were identified. The selection criteria 

were as follows: 1) a diagnosis of learning disabled, 2) 

an age of 6 through 12.5 years of age, 3) WISC-R IQ test 

on file (K-ABC in 3 cases), and 4) a consent from the 

child and parent. The rationale for limiting the sample in 

terms of age was that the K-ABC is designated for a wider 

range and should do better with a reduced spectrum of ages. 

Computer print-outs from the previous school year 

were utilized for a sample. The sample was taken from a 

population of 309 grammar school students tested and 

staffed for placement or continuing placement in special 

education situations in the previous semester. The group 

of 309 children included 131 Anglo students, 177 Hispanic 

students and 1 Indian student. Each subject was assigned a 

random number (Fisher, 1963). Each student's number was 

placed in a bowl and a total of 100 were selected with 
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replacement until 50 Anglo and 50 Hispanic students were 

chosen. These 100 students were scheduled for testing with 

the K-ABC (or WISC-R) through their special education 

teachers. The number 100 is the approximate sample size 

required for testing a hypothesis about the difference 

between two independent means (Mimium, 1988). A total of 

67 of the original sample of 100 learning disabled children 

remained for analysis after the others were dropped due to 

transfer, being over-age, etc. Of these, there were 22 

Anglo males, 11 Anglo females, 22 Hispanic males and 12 

Hispanic females. 

Procedure 

The selected subjects were administered the K-ABC, 

and the mental processing composite, sequential and simul

taneous scores were recorded for subsequent analysis. 

Accordingly, previous WISC-R full, verbal and performance 

scores were noted for later analysis. 

The tests took one hour to one-and-one-half hours 

to administer and they were all administered within two 

annual school semesters. The test was administered by this 

investigator primarily in English with prompting in a mini

mum of cases using Spanish to bridge infrequent small gaps. 
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This is commonly done by bilingual psychologists when a 

single word or phrase may be all that is needed to help 

move along the administration of the test. If anything 

more is needed, an administrator's manual written in 

Spanish is used to insure correct protocol. A Spanish 

version of the test itself is also available but it 

presents more (rather than less) vocabulary and language 

difficulties since it was standardized in a Spanish dialect 

different from the one spoken in the southwest United 

States. 

Testing rooms were available at all schools. A 

brief period, not to exceed 10 minutes, was spent prior to 

testing for the purpose of explaining the testing procedure 

and creating a comfortable and relaxed atmosphere for the 

child. This explanation period was a requirement for 

ethical principles in the conduct of research with human 

subjects. 

Also prior to testing, each parent (or guardian) 

and child was asked to sign a subject/parental consent form 

(Appendix A) indicating his or her willingness to partici

pate in the study. The study started in September, 1984, 

and ended in January, 1986. 
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Analysis of the data 

Pearson Product Moment correlations were run be

tween the WISC-R and K-ABC to compare the relationships of 

the performance, verbal and full scale IQs and sequential 

(SP ), simultaneous (SP ) and mental processing composite 

IQs of the two tests. Differences between the scores on the 

two tests were additionally examined for their significance 

by looking at other than total group variables. 

Pearson Product Moment coefficients of correlation 

were also calculated between the two tests' performance, 

verbal and full scale IQs and the simultaneous, sequential 

and mental processing composite scale IQs, respectively, in 

order to account for the effects of age, sex, grade and SES 

on both IQ tests. 

Repeated measures of analysis of variance were 

computed between the mean WISC-R performance, verbal and 

full scale IQs and the mean K-ABC simultaneous, sequential 

and mental processing composite scale IQs, respectively. 

This was calculated in order to establish the effect of the 

Verbal scale (which is under question) between WISC-R and 

K-ABC results. The results of the repeated measures of 

analysis were used for examination of hypotheses 1 to 3. 

The correlations from this study are presented in 
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Tables 2, 3, and 4. General learning disabilities corre

lations from the K-ABC Manual (Kaufman, 1983) are presented 

in Table 5. The test results from Tables 2, 3 and 4 were 

used to establish comparability of the two batteries before 

beginning with the hypotheses testing. 

Summary 

This chapter presented a discussion of the re

search question and enumerated the null hypotheses. It 

described the research site and arrangements prior to con

duct of the investigation. Subjects, method and testing 

instruments were discussed and conduct of the study was 

explained. The data obtained in this study were analyzed to 

determine the effect of numerous variables and any differ

ences between the two tests. The results of the analysis 

will be presented and discussed in the next chapter. 



CHAPTER 4 

Results and Discussion 

Introduction 

This chapter examines the results of the study 

with regard to the research hypotheses. Additional mean

ingful information provided by the results is presented and 

discussed. 

An important outcome is that a significant posi

tive correlation was found between the WISC-R Full scale 

and K-ABC Mental Processing Composite scale IQ (r=.57, 

p <.05). Correlation coefficients (Table 2) show the com

putations between the K-ABC and WISC-R for Anglo and His

panic children. The magnitude of these correlations is 

similar to the results found in the Interpretive Manual 

(Kaufman, 1983) with one exception. The WISC-R Verbal 

scale correlated minimally with the K-ABC Simultaneous 

scale (r=.32, p <.05). The reason for this difference may 

be due to regional sampling differences. A larger sample 

of Hispanics may show a closer correlation. 

As expected, the K-ABC Simultaneous scale correl

ated highly with the WISC-R Performance scale (r= .75, p 

<.05) and all other scale correlations in Table 2 were 
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Table 1 
Educational Attainment of Persons 25 Years and Over (1981) 

Years Completed 

Less than 12th grade 
Twelfth grade 
College - 4 years or more 

Table 2 

Anglo 

28.4 
38.5 
17.8 

Hispanic 

55.5 
26.3 
7.7 

Anglo and Hispanic Learning Disabled Correlations Combined 

WISC-R 

VIQ 
PIQ 

FSIQ 

K-ABC 
SPI 

.55/ (.31) 

.37/(.50) 

.49/(.47) 

Regular scores = present study 

K-ABC 
SP2 

.32/(.76) 

.75/(.51) 

.49/(.73) 

K-ABC 
MPC 

.44/(.68) 

.71/ ( .60) 

.57/(.74) 

Scores in parenthesis = all LD Anglo and Hispanic (from 
Kaufman 1983) 

Table 3 
Hispanic Learning Disabled Correlations 

K-ABC K-ABC K-ABC 
WISC-R SPI SP2 SP3 

PIQ .36 .70 .65 
VIQ .47 .30 .36 

FSIQ .42 .41 .46 



Table 4 
Anglo Learning Disabled Correlations 

K-ABC K-ABC K-ABC 
SPI SP2 MPC 

WISC-R 

PIQ .38 .79 .76 
VIQ .62 .34 .52 

FSIQ .59 .70 .79 

Table 5 
K-ABC Manual (1983) Correlations for Anglo and Hispanic 
Learning Disabled 

K-ABC K-ABC K-ABC 
SP! SP2 MPC 

WISC-R 

PIQ .50 .51 .60 
VIQ .31 .76 .68 

FSIQ .47 .73 .74 
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moderate to high. Correlations and IQ means are presented 

in Tables 2 and 6, respectively, for WISC-R Full scale and 

K-ABC Mental Processing Composite IQs. The K-ABC/WISC-R MPC 

and FSIQ Table 2 correlation was somewhat lower than the 

Interpretive Manual correlation (.57/.74) but didn't negate 

their similarity. This difference is probably due to high 

differentials for Hispanic Verbal/Performance scale scores 

reflected in lower WISC-R Full scale scores. The K-ABC 

also tends to reveal differentials for Hispanics between 

Sequential and Simultaneous scales, though not as 

pronounced. 

The test for reciprocity according to Anastasi 

(1982) is that reliability coefficients should be only 

moderately high, which is the case in this study. If the 

new test correlates too highly with an already available 

test, the new test may represent a mere duplication. 

Results 

Hypothesis 1: There is no significant relation

ship (p <.05) between mean WISC-R Verbal and mean Sequent

ial IQs. Correlations and analysis of variance were calcu

lated to test the hypothesis with results shown in Tables 2 

and 7. All scales of the WISC-R and K-ABC correlated 

significantly. The WISC-R Verbal scale had a lesser but 

significant correlation with the K-ABC Sequential scale. 
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For these reasons Hypothesis 1 is accepted. The possible 

reasons for the lower Verbal scale scores will be discussed 

in the concluding chapter. 

Hypothesis 2: There is no significant difference 

(p <.05) between mean WISC-R Performance scale IQ and K-ABC 

Simultaneous scale IQ. Based on the results of the corre

lations in Tables 2 and 8, no appreciable difference was 

found between WISC-R Performance scale and K-ABC Simultan

eous scale IQ. 

As expected, the WISC-R Performance scale corre

lated well (r=.75, p <.05) with the K-ABC Simultaneous 

scale. The WISC-R Performance scale also correlated with 

the Sequential scale (r=.37, p <.05), only less so. The 

second hypothesis was thus accepted • 

. Hypothesis 3: There is no significant difference 

(p <.05) between mean WISC-R Full scale IQ and K-ABC Mental 

Processing Composite scale IQ. The study showed Hypothesis 

3 to be acceptable based on data in Table 2. A reciprocal 

relationship was found between the WISC-R Full scale IQ and 

the K-ABC Mental Processing Composite IQ (r=.57, p <.05). 

Other findings 

The results above were presented relative to the 

three hypotheses in the study. There were other additional 
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findings that needed to be previewed. This section presents 

a further analysis of data that may have contributed to the 

results of Hypotheses 1 - 3. Component factors such as age, 

grade, sex and socioeconomic status (SES) that may have 

provided an explanation as to variance in the results are 

examined individually. 

Age. Table 9 presents the significance of age as 

well as sex, grade and SESe It presents the coefficients 

obtained for each of these factors in relation to each of 

the testIs three scales. Age produced a negative corre

lation to all the scales. 

Sex. Table 9 also presents the significance of 

sex in relation to the various WISC-R and K-ABC scales. Sex 

did yield a significant correlation on the K-ABC Sequential 

scale. 

Grade. Table 9 shows that grade confounded the 

results on all three of the K-ABC scales. There was a 13 

percent significance on the Mental Processing Composite 

scale and a significant 17 percent difference on the Se

quential scale. A difference of 8 percent on the Simultan

eous scale was considered significant. 

Socioeconomic status. Table 9 further presents 

the significance and variation caused by SES in relation to 
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Table 6 
All, Anglo and Hispanic Mean W1SC-R Full Scale 10 and Mean 
K-ABC Mental Processing Composite Scale 10 

Test Ethnicity 

W1SC-R All 
Anglo 
Hispanic 

K-ABC All 
Anglo 
Hispanic 

Table 7 
Anglo and Hispanic Mean W1SC-R 
Sequential Scale 1Q 

Test Ethnicit~ 

W1SC-R Anglo 
Hispanic 

K-ABC Anglo 
Hispanic 

Table 8 

Mean 

86.8 
90.3 
83.6 

92.6 
93.2 
92.1 

Verbal Scale 

Mean 

88.7 
87.5 

92.8 
88.5 

N 

67 
33 
34 

67 
33 
34 

and Mean K-ABC 

N 

33 
34 

33 
34 

Anglo and Hispanic Mean W1SC-R Performance Scale and Mean 
K-ABC Simultaneous Scale 1Qs 

Test Ethnicity Mean N 

W1SC-R Anglo 93.76 33 
Hispanic 92.29 34 

K-ABC Anglo 94.82 33 
Hispanic 96.89 34 



Table 9 

Miscellaneous Characteristics: Age, Grade, Sex and 
Socioeconomic Status Correlations 

Age Sig Sex Sig Grade Sig 

WISC-R 

Full scale -.08 No -.07 No -.04 No 

SES Sig 

.13 Yes 

Verbal scale -.07 No -.05 No .04 No -.13 No 

Performance 
scale -.14 No -.07 No .04 No .22 Yes 

K-ABC 

Mental 
Processing 
Composite 
scale -.03 No .02 No .13 Yes .13 Yes 

Sequential 
scale -.03 No .06 Yes .17 Yes .09 Yes 

Simultaneous 
scale -.06 No .03 No .08 Yes .10 Yes 
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the various WISC-R and K-ABC scales. SES was found to be 

the most significant variable in the study for both bat

teries. SES caused variance on all the scales for both 

tests with the one exception of the Verbal scale of the 

WISC-R. It had a variance of 13 percent for the K-ABC Men

tal Processing Composite scale; 9 percent for the Sequen

tial scale and 10 percent for the Simultaneous scale. It 

had a significance of 22 percent for the WISC-R Performance 

scale, 13 percent for the Full scale, and insignificant 

correlation for the Verbal scale. 

Discussion 

The K-ABC was shown to correlate with the WISC-R 

in tests of learning disabled Anglo and Hispanic students. 

It correlated within a prescribed range that was neither 

too high nor too low (r=.32 to .75). It also shared 

comparable correlations with Kaufman's (1983) study with 

the one exception of the WISC-R Verbal/K-ABC Sequential 

scales (r=.29). The reason for this exception is the use 

of four subtests in the WISC-R Verbal scales that determine 

achievement rather than intelligence. The K-ABC includes 

intelligence subtests for all of its Sequential scale 

accounting for the lower (r=.29) but still significant 

correlation between the two scales. 
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No ethnic differences in performance were noted in 

this study. Ratio results were not significant and the 

performance differences between the two batteries were in

conclusive. Performance was found to be more a function 

of miscellaneous factors than ethnicity and is counfounded 

by a host of these variables. 

SES, grade and sex had a significant effect upon 

the six scales in the two batteries. SES was a factor in 

five of the six scales with the exception of the WISC-R 

Verbal scale. Grade was a variable in all three K-ABC and 

none of the WISC-R scales. Sex was a factor only on the 

K-ABC Sequential scale. 

In explanation, SES and position in society may be 

the result of a series of individual choices and social 

events. An individual's value system may have more to do 

with his or her performance than ethnic or cultural group. 

There may be greater intergroup than intragroup differences 

among individuals as they engage in problem solving. In 

addition, these individual differences may account for 

aspiration to different social classes thereby resulting in 

differences in performance. The higher the SES, the greater 

may be the identification with testing instruments and 

devices within the social system. This may also be one 



reason why an individual from a given ethnic group may 

score high or low on a measurement instrument. 
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Grade also makes a difference in 10 testing be

cause it represents an increasing level of acculturation. 

The reason grade makes more difference on the K-ABC scales 

is that socialization or value assimilation supercedes rote 

memorization or learning simple or unrelated facts. For 

this reason, the K-ABC replaces school achievement or ac

quired knowledge questions with more complex problem 

solving tasks. 

Sex may not make a difference as much as gender, 

which is socially defined. It makes a difference, again, 

on the K-ABC where one needs greater gender development or 

socialization to perform well. 

The lowest correlation was found in the compari

son between the verbal and sequential scales. This com

parison may indicate that content versus process differ

ences may be more critical in verbal versus sequential 

subtest tasks. For example, a simple verbalization of a 

sentence is less revealing than serial or word-by-word 

recall of a sentence. Verbalizing requires a general iden

tification of content while sequencing requires more spe

cific, detailed processing. 
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The highest correlation was shown in the compar

ison between the performance and simultaneous scales. This 

may indicate that content versus process differences may be 

less perceptible or obvious in performance versus simulta

neous scale subtests. For instance, putting a puzzle to

gether or task performance is not so different from gestalt 

closure or simultaneous processing. This suggests that of 

the two battery pairs, performance-simultaneous requires 

less differentiation than verbal-sequential. 

Conclusions 

The hypotheses were accepted and supported the 

validity of the K-ABC with the WISC-R. Miscellaneous vari

ables such as SES, grade and sex were examined and found to 

affect performance in Hispanic children. These factors more 

than ethnicity serve to explain differences or variations 

in Hispanic student 10 performance. Intra-battery test 

correlations in this study add to the growing body of lit

erature supporting the concurrent validity of the K-ABC in 

the testing of special groups. 
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Summary 

This chapter presented all the data and findings 

of the study in regard to the research hypotheses. The 

hypotheses were all accepted and the validity of the K-ABC 

with the WISC-R is therefore supported. Miscellaneous 

variables were found to adversely affect performance in 

Hispanic children. 



CHAPTER 5 

Summary and Recommendations 

Introduction 

The concluding chapter will present a summary of 

the problem, procedures, and results followed by recommend

ations. 

Summary of the problem 

The purpose of this study was to determine if the 

K-ABC could be correlated to the WISC-R. An accompanying 

question was whether ethnicity was a factor in typically 

low IQ scores for Hispanic children. A comparison of the 

WISC-R and the K-ABC for Anglo and Hispanic children found 

that they did correlate but it did not find ethnicity to 

have a function in low performance. Instead, miscellan

eeous factors such as SES, grade and sex were found to 

cause intra-group changes in IQ results. 

The WISC (1949) was revised in content and re

standardized in 1974 to help control for cultural bias, and 

since then the WISC-R, or revised version, has become the 

IQ test of choice for most psychometrists. It was even con

sidered appropriate for use with the learning disabled and 
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Hispanic children. 

Now the K-ABC has appeared with changes in con

tent and has been heralded as a culturally free test sure 

to improve results for Hispanics and other ethnic groups. 

This study does not support that assumption and indicates 

the problem is a lack of socialization and acculturation. 

Perhaps because of language and custom deficiencies His

panic children do not engage in enough majority social 

interaction. As a result they do not participate in the 

social structure where socialization takes place. Status, 

roles, values, norms, etc., representing SES, grade and 

gender are not learned, thus affecting test performance. 

Procedures 

Inter-test correlations comparing the K-ABC to 

the WISC-R support a concurrent validation. Various 

literature sources called for this kind of validation 

effort. The correlations themselves were found to test 

both upper and lower limits for acceptance. 

Results 

All three hypotheses were accepted. There were no 

significant differences between the two tests. To repeat, 
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the K-ABC Sequential scale had a lower correlation with the 

WISC-R Verbal scale (r=.32, p <.05). The K-ABC Simultan

eous scale had a higher correlation (r=.75, p <.05) with 

the WISC-R Performance scale. 

In general these findings follow the general 

conclusions of other similar studies using the WISC-R as a 

standard of comparison for determining concurrent validity. 

We can conclude that the K-ABC is a validly constructed 

instrument for measuring intelligence. 

Comments 

Ethnicity does not seem to account for any 

significant differences in IQ between the WISC-R and the 

K-ABC. Aside from miscellaneous factors, another differ

ence between the WISC-R Performance and K-ABC Simultaneous 

scales may be the WISC-Rls content versus the process ori

entation of the K-ABC. For example, the K-ABC uses large, 

illustrated color pages on a stand unlike the WISC-R. The 

K-ABC requires less testor-testee interaction in the form 

of directions. It measures intuitive forms of intelligence 

rather than information or learned skills. Gestalt closure 

is an example of a new test introduced in the K-ABC. 

While it is similar to the WISC-R picture completion test, 

it requires understanding of form and shape closure. Block 
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design and object assembly in the WISC-R are physically 

manipulated while K-ABC's matrix analogies and spatial 

memory are visually presented. Picture completion in the 

WISC-R utilizes a black and white cartoon mode to depict 

individuals. The K-ABC uses color, life-like scenes in its 

photo series and face recognition tests. Also, the K-ABC 

organizes its tests uniformly including the flip-stand 

where instructions are seen as well as heard. The WISC-R 

uses verbal instructions that can differ from test to test. 

Those who administer and interpret psychological 

tests may need to consider the finding that ethnicity may 

not explain differences in performances between tests. In 

fact, many expected the K-ABC to be a culture-free choice 

for psychometrists. Since there are variables other than 

ethnicity affecting IQ results, these may be the factors 

that need attention. Besides, testors have much invested in 

the WISC-R being well versed in its use. While there may be 

some advantages to using the K-ABC, it may not be the an

swer to differential IQ scores. 

Grade status. Grade is one of the factors that 

may need to be studied to understand IQ discrepancies. It 

was shown to be a significant factor for the K-ABC on all 

scales. Particularly in regard to the K-ABC, children going 
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from one grade to another do not get the mainstream lang

uage skills and exposure to social and cultural experiences 

and events that they need. Student exchanges within 

neighborhoods and within the city may be one example of 

creative ideas needed to solve this problem. 

Socioeconomic status. SES may be an even more 

important factor in explaining tQ discrepancies. It was 

the largest factor for both 1Q tests. This means that a 

lower SES child, particularly since he/she does not have 

the language facility, is not going to do well on either 

test. The problem here is either one of individual or par

ental initiative. Either individuals or parents do not 

have the interest or motivation to advance socioeconomical

ly or the opportunities do not exist. The solution is comp

lex. On one hand, you cannot make people go up the ladder 

and on the other, you cannot make people help others. Some 

advocate force to motivate people or to insure equality 

but this approach is counterproductive. The solution may 

range from a national program for adult education to local 

appropriations for private firms and groups that require 

or desire language betterment. Parents, in particular, 

may need to organize themselves into community groups 

to teach their children English before they enter 
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school. This means moving away from a diet of Spanish-only 

media programs; encouraging English in home conversation; 

and the use of English on the bus, at market and at church. 

Recommendations for future research 

Future research is recommended based on the 

results of this study as follows: 

1. That research be conducted using two groups of 

Hispanic children where English is the predominant language 

at home and where it is not. 

2. That research be conducted using two groups of both 

high and low SES Hispanic children. 

The subjects in this study were from a lower SES 

section of town. Since the study shows that low SES stu

dents do not do well on these IQ tests, it might be pro

ductive to see the results when two different Hispanic SES 

parts of town were compared. 

3. That research be done by replicating the study in 

another geographical area. 

The subjects in this study were all students in 

only one of the five southwestern states with sizable His

panic populations. The reason for this was accessibility to 
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the investigator and the numerical balance between the stu

dy's two groups at the particular school district chosen. 

A larger metropolitan area to draw from would 

compensate for area or regional differences in language and 

customs. A sample taken from different districts within 

major cities in the five states would be most representa

tive. Rural as well as urban municipalities need to be 

included to represent all the different types of districts. 

4. That research be done using individual subtests 

from both the WISC-R and K-ABC in addition to the major and 

total scale scores. 

Finer correlational differences can be obtained 

between the two batteries. Whether there would be signi

ficant differences is difficult to say. 

5. That research be done using another full scale IQ 

battery such as the Stanford-Binet. 

The literature shows the WISC-R is the test of 

choice today for most school psychologists. The Stanford

Binet used to be the most popular test and could be used 

for comparison. The results could prove to be quite worth

while as the Binet has a strong verbal emphasis. 

6. That research be done using a different minority 
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group. 

The topic of comparability of intelligence bat

teries for minorities is relatively unexplored. It would be 

interesting to see if SES is also a factor in IQ deter

mination. Blacks and Puerto Ricans particularly have been 

the subject of much interest in psychological testing 

circles. 

7. That research be done using other or non-minority 

examiners. 

Significant differences could exist using dif

ferent cultural backgrounds emphasizing other cognitive and 

learning styles. This could produce significantly different 

results. Until this is done, one can only speculate as to 

the actual outcomes possible. 

8. That research be done using different socioeconomic 

or high and low class groups to test for the differences 

found between the two groups in this study. 

Differences in testing between two racial and 

ethnic groups are usually attributable to obvious physical 

characteristics and not language. Language may be that more 

obvious factor since it embodies internal, perceptual or 

value differences found in contrasting cultures. In other 

words, Hispanic children may not do as well as a group 



because of a common underlying language difference they 

share. Individual Hispanic children, however, may do 

nearly as well as dominant group children depending on 

whether English is the predominant language in the horne 

and the values that this reflects. 
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Dear Parent: 

This is to inform you that your child 
is being considered to participate 

in a short research study at his/her school. Mr. Jim 
Madril, a doctoral student in the Rehabilitation Department 
at the University of Arizona, will be visiting the campus 
to conduct this research. 

Recently, a new intellectual assessment battery, 
the Kaufman Assessment Battery for Children (K-ABC) was 
introduced. Mr. Madril wishes to assess the effectiveness 
of this new test with a variety of children. Only those 
children who have previously taken the Wechsler Intelli
gence Battery for Children-Revised (WISC-R) will be select
ed to take the new test. This will permit a comparative 
analysis between the two tests. 

Your child will be familiar with this type of 
test from his or her previous experience in testing. The 
children generally consider it fun to take as it is not 
like their tests in the classroom. 

The results of this test will only be used for 
research purposes and won't be included in your child's 
academic records. Hopefully, the results will serve to 
determine whether his revised test can be a useful test for 
all children and especially special groups. 

Please sign below if you wish your child to 
participate. If you have any questions about the above or 
would not like your child to participate, please contact 
the Psychologist or the Principal at the school by phone or 
by simply returning this letter. Thank you. 

Very truly yours, 

Jim Madril 

Parent Signature 

Robert H. Rencken, Director 
of Psychological Services 

Date 
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K-ABC WISC-R K-ABC WISC-R 

No Seq Siro MPC Ver Per FS No Seq Siro MPC Ver Per FS 

01 76 97 86 80 102 89 35 85 94 93 93 77 83 
02 83 104 95 90 96 92 36 80 72 72 85 72 77 
03 85 104 96 94 102 97 37 104 105 105 114 105 111 
04 93 114 106 78 102 88 38 98 89 91 78 98 86 
05 104 101 98 85 96 89 39 98 117 110 106 131 120 
06 55 50 50 74 88 80 40 95 III 105 90 112 100 
07 83 102 93 96 98 96 41 81 91 84 59 85 70 
08 91 82 84 67 71 68 42 108 111 114 III 124 119 
09 62 93 78 55 81 67 43 91 75 79 92 69 79 
10 74 85 78 82 77 78 44 80 102 92 64 106 84 
11 78 97 87 78 96 85 45 72 86 78 75 73 72 
12 91 104 99 95 79 79 46 122 108 115 119 82 101 
13 85 100 92 106 96 101 47 93 87 88 106 81 92 
14 89 105 99 68 98 81 48 110 III 112 75 91 81 
15 91 102 98 84 101 91 49 89 81 82 91 78 84 
16 76 81 77 70 71 70 50 85 109 100 82 104 91 
17 100 123 115 113 120 118 51 81 104 93 88 112 100 
18 108 112 112 94 102 97 52 66 75 69 81 63 70 
19 104 106 106 84 104 93 53 98 70 78 90 77 82 
20 95 71 78 89 73 74 54 89 114 102 92 114 102 
21 80 104 92 101 102 101 55 78 79 76 91 78 84 
22 93 98 96 108 92 101 56 122 84 98 105 95 100 
23 87 89 86 81 90 84 57 78 89 82 75 91 81 
24 89 105 99 73 95 82 58 91 91 90 90 96 92 
25 93 114 106 85 101 91 59 89 85 85 64 95 77 
26 106 111 110 86 100 96 60 95 123 113 100 111 105 
27 87 80 76 109 90 99 61 112 112 114 94 118 105 
28 104 104 104 95 80 86 62 . 83 108 98 86 112 98 
29 98 96 93 97 88 92 63 110 112 113 111 124 119 
30 95 81 88 92 82 75 64 95 104 100 92 90 90 
31 74 69 68 80 71 74 65 78 52 62 74 63 67 
32 102 114 110 105 102 103 66 98 70 78 82 86 83 
33 85 101 93 79 91 84 67 98 108 104 73 81 75 
34 85 91 87 82 86 83 



REFERENCES 

Akelaitis, A. Studies on the corpus callosum. Archives 
of Neurology and Psychology, 45, 1941. 

Anastasi, Anna. Psychology, psychologists and psychologi
. cal testing. American Psychologist, 22, 1976 • 

• Psychological Testing. London: McMillan Company, 
------ 1976. 

______ • Contributing to Differential Psychology. New York: 
Praeger Publishers, 1982. 

Annual Financial Report. Tucson: Sunnyside Unified School 
District Department of Statistics, 1984. 

Argulewicz, E. Validity of self-report measures of 
anxiety for use with Anglo-American, Mexican
American and Black students. Journal Psych Ed 
Assn, 2, 223k-238, 1984. 

Ary, Donald. Statistics. New York: Holt, Reinhart, 1976. 

Atkinson, R. Human Memory. K. Spence, Ed. The Psychology 
of Learning and Motivation. New York: Academic 
Press, 1968. 

Bannatyne, A. Programs, materials and techniques. Journal 
Learning Disabilities, 7, 272-273, 1974. 

Bardon, J. School Psychology. New Jersey: Prentice Hall 
1974. 

Beaton, Allan. Left side, Right side. New Haven: Yale 
University Press, 1985. 

Beman, A. Piagetian theory examined cross-culturally. 
Unpublished doctoral dissertation, Rice 
University, 1972. 

Bentin, S. and H. Gordon. Assessment of cognitive 
assymetries in brain damage and normal patients. 
Journal Neur Neurosur Psychiatry, 42, 715-723, 
1979. 

70 



Berry and Irvine, Eds. Human Assessment and Cultural 
Factors. New York: Plenum Press, 1983. 

71 

Black, H. They shall not pass. New York: Murrow, 1963. 

Bogen, Joseph. The other side of the brain. Bulletin LA 
Neuro Society, 34, 73-105; 135-162; 191-203, 1969. 

______ • The other side of the brain; IV the alp ratio. 
Bulletin LA Neuro Society, 37, 1972. 

Bolton, B. Ed. Rehabilitation Client Assessment, 
Baltimore: University Park Press, 1980. 

Carter, T. and P. Segura. Mexican-Americans in school: 
Board Publications, 1979. 

Chadwick, J. The Medical Works of Hippocrates. Oxford: 
Blackwell, 1950. 

\ 

Clements, S. Minimal Brain Dysfunction. Wash: US Prin 
1966. 

Cohen, R. Conceptual styles, cultural conflict, and 
nonverbal tests of intelligence. Amer 
Anthropologist, 1969. 

Cruickshank, W. et ale Eds. Teaching Children with 
Learning Disabilities. Ohio: C.E. Merrill, 1973. 

______ • Perceptual and Learning Disabilities in 
Children. New York: Syracuse Univ Press, 1975 • 

• Learning Disabilities. New York: Syracuse Univ 
------ Press, 1980. 

Das, J. Varieties of simultaneous and successive 
processing in children. Journal Ed Psych, 67, 
213-220, 1975 • 

• Sequential and Simultaneous Processing. New 
------ York: Academic Press, 1979. 

______ • The essence of human intelligence. Invited 
address, annual convention of the American 
Psychological Association, Anaheim, CA 1983. 



72 

Ebell, R. The social consequences of educational testing. 
Proceedings of the 1963 invitational conference 
on testing problems. Princeton: 1963. 

Elliott, S. Three-year stability of WlSC-R lQs for 
handicapped children from three racial/ethnic 
groups. Journal Ed Psych As, 3, 233-244, 1985. 

Ferguson, George A. Statistical Analysis in Psychology and 
Education. New York: McGraw-Hill, 1981. p. 15. 

Fisher, R.A. Statistical Tables for Biological, 
Agricultural and Medical Research. Edinburg: 
Oliver and Boyd Ltd., 1963. 

Fourqurean, John. The K-ABC and WlSC-R comparison for 
latino learning disabled children/limited 
english proficiency. Journal Sch Psych, 25 
15-21, 1987. 

Frolov, Y. Pavlov and His School. New York: Oxford 
Univ Press, 233, 1937. 

Frostig, Marianne. Learning Problems in the Classroom: 
Prevention and Remediation. New York: Grune 
and Stratton, 1973. 

Gazzinaga, Michael. Recent research on hemispheric 
lateralization of the human brain: review of 
split-brain. Univ Cal Los Angeles Educator, 
1975. 

Goldstein, K. The Organism. New York: American Book 
Company, 1939. 

Goslin, D. Standardized ability tests and testing. 
Science, 159, 1968. 

Gross, M. Brain Watchers. New York: Random House, 1962. 

Hammill, D. et al. Visual motor processes: can we train 
them? Reading Teacher, 27, 469-478, 1975. 

Hammond, G. Hemispheric differences in temporal 
resolution. Brain and Cognition, 1, 95-118, 
1982. 



Hernandez, A. The reliability of the K-ABC for Hispanic 
and White children. Journal Sch Psych, 25, 
234-238, 1984. 

73 

Hoff~an, B. Tyranny of Testing. New York: Collier Books, 
1964. 

Hopkins, K. Review of the K-ABC, Journal Counseling and 
Development, 10 (63), 1984. 

Houts, P. The Myth of Measurability. New York: Hart, 1977. 

Hresko, W Five faces of cognition. Learning Disabilities 
Quarterly, 4, 238-243, 1981. 

Jackson, John H. Selected Writings of John Hughlings 
Jackson. 
1958. 

Ed. J. Tayulor. New York: Basic Books, 

Jensen, A. Bias in Mental Testing. New York: Fred Press, 
1980. 

Kass, C. Learning disability: an educational definition. 
Journal Learning Disabilities, 2 (7),377,1969. 

Kaufman, Allan. Clinical Evaluation of Young Children with 
the McCarthy Scales. New York: Grune and Stratton, 
1977. 

______ • Intelligence Testing with the WISC-R. New York: John 
Wiley and Sons, 1979 • 

• Some questions and answers about the K-ABC. 
------ Journal Psych Ed As, 1 (3),205-218,1983 • 

------• K-ABC/WISC-R factor analysis for a learning disabled 
population. Journal Learning Disabilities, 145-153, 
1986. 

Kaufman, Allan and Nadeen. Interpretive Manual: K-ABC. 
Circle Pines, Minn: Amer Guidance SErvice, 
1983. 

Kerlinger, Frederick N. Foundations of Behavioral Research. 
New York: Holt, Reinhart, 1986. 



Lesser, G. Mental abilities of children from different 
social class and cultural groups. Monogram of 
the Soc Research in Child Development, 30 (4), 
1-109, 1965. 

Levy, J. and C. Trevarthen, Metacontrol of hemispheric 
function in human split-brain patients. Journal 
Exp Psych, 2, 299-312, 1976. 

Levy-Agresti, U Proceedings of the u.s. National Academy 
of Sciences, 61, 1151, 1968. 

74 

Luria, Alexander. Human Brain and Psychological Processes. 
New York: Harper and Row, 1966 • 

------ • Higher Cortical Functions in Man. New York: 
Basic Books, 1966. 

Martin, P. A Spanish translation adaptation and 
standardization of the Wechsler Intelligence 
for Children-Revised. Unpublished doctoral 
dissertation. Univ Miami Press, 1977. 

Matarazzo, J. Wechsler's Measurement and Appraisal of 
Adult Intelligence. New York: Oxford Univ 
Press, 1980. 

McCallum, S. The test of choice for assessment of 
gifted children. Journal Psych Ed As, 2 (1), 
1984. 

Mercer, Jane. Institutionalized anglocentrism: labeling 
mental retardates in the public schools. Race, 
Change, and Urban Society. Eds. P. OrleanS:-
Urban Affairs Annual Rev. V, Los Angeles: Sage 
Publications, 1971 • 

• In defense of racially and culturally 
------ non-descriminatory assessment. Sch Psych Digest, 

8, 89-115, 1979. 

Minium, E. Statistical Reasoning in Psychology and 
Education. New York: Wiley and Sons, 1988. 



75 

Mishra, Shitala. The use of the Metropolitan Readiness 
tests with Mexican-American children. Cal Journal 
Ed Research, 21, 1970. 

______ • Horne language and performance on standardized 
tests. Elem Sch Journal, 71, 1971 • 

• Evidence of item bias in the verbal subtests of the ------ WISC-R for Mexican-American children. Journal Psych 
Ed As, 1, 321-328, 1983 • 

• Validity of WISC-R IQs and factor scores in 
------ predicting achievement for Mexican-American 

children. Psych Schs, 20, 442-444, 1983. 

Murray, A. Item bias in the McCarthy Scales of children's 
abilities for Anglo and Mexican-American children. 
Unpublished doctoral dissertation, Univ of Arizona, 
1981. 

Naglieri, Jack. Learning disabled children's performance 
on the K-ABC. Journal Psych Ed As, 2 (1),49-
50, 1984. 

Nunnally, Jim C. Introduction to Psychological Measurement. 
New York: McGraw-Hill, 1970. 

______ • Psychometric Theory. New York, 1978. 

Oakland, Thomas. Psychological and Educational Assessment 
of Minority Children. New York: Brunner/Mavel, 
1977. 

O'Donnell, T. Sources of Law. Amicus. National Center 
for law and the Handicapped, South Bend, 
Indiana: 1980. 

Pasanel1a, A. Bibliography of Test Criticism. New York: 
1967. 

Peal, E. The relation of bilingualism to intelligence. 
Psych Monograms, 76, 1977. 



Pearson, Cheryl. Cognitive differences between bilingual 
and monolingual children on the K-ABC. Journal 
Psych Ed Assessment, 271-179, 1988. 

Price-Williams, J. Analysis of Change in Intelligence 
Test Scores of Mexican-American Youth Assigned 
to Special Classes in Relation to Jensen's 
Two-Level Theory of Learned Abilities. 
Unpublished doctoral dissertation. Univ of 
Arizona, 1971. 

Ramirez, Manuel. Cultural Democracy and Bicognitive 
Development and Education. New York: Academic 
Press, 1974. 

Reitan, Ralph. Effect of lateralized cerebral damage 
upon contralateral and ipsalateral sensorimotor 
performances. Journal Clin Neuropsych, 4 (3), 
249-268, 1982. 

Reports of the U.S. Commission of Civil Rights, Mexican-
American Education Study Project, "The . 
Unfinished Education". Washington, D.C.: 
Academy Press, 1971. 

Runkel, Phillip J. Research on Human Behavior. New 
York: Holt, Reinhart and Winston, 1972. 

Sabatino, D. Learning Disabilities. Rockville, 
Maryland: Aspen Publications, 1981. 

Samuda, Ronald. Psychological Testing of American 
Minorities. New York: Harcourt and Company, 
1975. 

Sandoval, v. Cultural differences on WISC-R verbal 
items. Paper presented at the annual meeting 
of the American Psychological Association,. 
Montral, August 1980. 

Sapir, S. A Professional Guide to Workin with Learnin 
Disabled Children. New York: Brunner Maze 
Publishers, 1978. 

76 



Sattler, J. Assessment of Children's Intelligence and 
Special Abilities. Boston: Allyn and Bacon, 
1982. 

Schaefer, Richard. Racial and Ethnic Groups. Boston: 
Scott, Foresman, 1988. 

Schneider, W. Controlled and automatic human information 
processing. Psych Rev, 84, 1-66, 1977. 

Seigel, E. Educating the Learning Disabled. New York: 
McMillan Publishing Company, 1982. 

Sherman, S. Ed. Ability Testing of Handicapped People. 
Washington, D.C.: National Academy Press, 
1982. 

Smith, M. How Educators Decide What Is Learning 
Disabled. Springfield: Thomas Publishers, 
1982. 

Sperry, Roger. Hemispheric disconnection and unity in 
conscious awareness. Amer Psych, 23, 1968. 

______ • The relationship of culture to educational 
attainment. Center for Social Change and 
Economic Development. Rice Univ, 1971. 

Stodo1sky, S. and G. Lesser. Learning patterns in the 
disadvantaged. Harvard Ed Rev, 37, 1967. 

77 

Terman, L. Stanford-Binet Intelligence Scales. New York: 
Houghton, Mifflin, 1916. 

Thorndike, R. Measurement and Assessment and Psychology 
and Evaluation. New York: Basic Books, 1977. 

Turnbull, W. Foreword of Educational Change. Princeton, 
New Jersey: Educational Testing Service, 1972. 

United States Bureau of the Census, Statistical Abstract 
of the U.S. Washington, D.C.: U.S. Government 
Printing Office, 143, 1982. 



Valencia, Robert. Concurrent validity of the Kaufman 
Assessment Battery for Children in Mexican
American children. Ed Psych Meas, 44, 365-372, 
1984. 

------

------

------

• Predicting academic achievement with the 
Kaufman Assessment Battery for Children in 
Mexican-American children. Ed Psych Res, 5, 
11-17, 1985. 

• Stability of the Kaufman Assessment Battery 
for Children from a sample of Mexican-American 
children. Journal Sch Psych, 23, 189-193. 1985. 

• Examination of content bias on the K-ABC for 
Anglo and Mexican-American children. Paper 
presented at the meeting of the west 
Psychological Association. San Jose, Ca. 1985. 

78 

• Factor analysis of the K-ABC for groups of Anglo 
------ and Mexican-American children. Journal Ed Measur, 

13, 208-219, 1986. 

Evidence of bias in predicting validity on the 
K-ABC in samples of Anglo and Mexican-American 
children. Psych in Schools, 257-263, 1988. 

Van Wagenen, w. Surgical division of commisural path
ways. Archives of Neur and Psychiatry, 44, 
1940. 

Volkoff, w. Recategorized Wechsler Intelligence Scale 
for Children-Revised: A course of Mexican
American learning disabled and regular 
classroom students. Journal Psych Ed As, 4, 
335-341, 1985. 

Wechsler, David. The Wechsler Intelligence Scale for 
Children. New York: The Psychological 
Corporation, 1949. 

• The Wechsler Intelligence Scale for Children
------ Revised: Manual. New York: The Psychological 

Corporation, 1974. 



Wertheimer, Max. Productive Thinking. New York: Harper 
Bros., 1945. 

Wiederholt, J. Historical perspectives on the 
education of the learning disabled. Ed. L. 
Mann. The Second Review of Special Education. 
Philadelphia: JSE Press, 1974. 

______ , Adolescents with learning disabilities. Ed 
L. Mann. Teaching the Learning Disabled 
Adolescent. Boston: Houghton-Mifflin, 1978. 

Wigan, A. The Duality of the Mind. London: Longman, 
1844. 

Wilen, D. Assessment of limited English proficient 
Hispanic students. Sch Psych Rev, 15, 59-75, 
1986. 

Witkin, Herman A. Personality Through Perception. New 
York: Harper and Row, 1954. 

______ • Psychological Differentiation. New York: 
Harper and Row, 1962. 

79 


