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ABSTRACT

Head Start is intended to function as a child
development center where individual patterns of growth and
development are respected and nurtured.

Children from

poverty backgrounds exhibit unique developmental patterns
as do all children.

There is literature to indicate that

efficiency of instruction is improved when teachers per
ceive children as individuals and interact with them on
that basis.

The problem concerns the effect of focusing

teachers' attention on the uniqueness of the individual
by means of an individually administered diagnostic test
with guidance in the use of data from the test for
individualizing curriculum activities.
It was hypothesized that in comparing the per
formance of subjects in the experimental group with the
performance of subjects in the control group, the experi
mental would score higher on the dependent variable than
the control group.

Also, it was hypothesized that there

would be significant differences in performance on the ABC
Inventory between the experimental and control groups
according to the number of years experience of the teachers.
Furthermore, it was hypothesized that in terms of
the experimental group, there would be significant differ
ences in performance on the ABC Inventory among the three
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sub-groups which were administered different diagnostic
tests.

And with regard to the experimental group it was

hypothesized that there would be significant differences in
performance on the dependent variable according to the
number of years experience of the teacher.
Three hundred and sixty subjects, one hundred and
eighty in the experimental group and one hundred and eighty
in the control group, were randomly selected from the Dade
County Head Start population.
experience was controlled.

The variable of teacher

Of the eighteen teachers

involved, six had three years or less experience, six
teachers had four to six years experience, and six teachers
had more than six years experience.
The control group was exposed to no special treat
ment.

Subjects in the experimental group only were

administered, individually, by their teachers, one of three
different diagnostic tests early in the school year.
Teachers were guided in the use of test data to indi
vidualize curriculum activities.

At the end of the school

year the ABC Inventory was teacher administered, indi
vidually, to both experimental and control groups.
The analysis of variance technique indicated a
significant difference in performance between the experi
mental and control groups, with the experimental group out
performing the control group.

There was no significant

difference in performance on the dependent variable
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relative to teacher experience.

Analyzing dependent

variable data from the experimental group only, the
analysis of variance technique failed to produce signifi
cant differences with regard to either independent
variable, the different diagnostic tests used, or teacher
experience.

There was a significant F value for inter

action.
It would appear that the results of this study
endorse the effectiveness of individually teacher
administered diagnostic tests with guidance in the use of
test data upon the Dade County Head Start pupils' school
readiness.

The curriculum planned with the specific needs

of the learner in mind, might be expected to be more
effective in improving scores on the dependent variable
than a general curriculum planned for any group of five
year olds from poverty backgrounds.
Since there were no significant differences in
performance on the dependent variable relative to the
diagnostic tests used, it would appear that any test that
measures ultimate desired objectives would be acceptable.
However, some guidance in the use of data from these tests
would be necessary.

Also, it appears that teachers with

little teaching experience as well as the more experienced
teachers would use the test data to advantage in planning
for individualized curriculum activities.

CHAPTER 1
INTRODUCTION

Theoretically, the need for individualized instruc
tion has been recognized by educators.

Class size, limited

facilities and instructional materials, as well as in
adequate identification of students
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varying abilities have

tended to restrict efforts to meet the curriculum needs of
the individual.

In practice, curriculum guides, syllabi,

and textbooks are produced for each grade level, and teachers
rely upon these guides, setting expectations accordingly.
Teachers typically plan activities for the group rather than
for individuals.
Significance of the Study
Head Start, a federally funded program for children
from poverty backgrounds, supplements local community funds
to assure class size of not more than twenty children with
a teacher and a teacher aide.

Through the Office of

Economic Opportunity, guidelines have been established for
a variety of instructional materials in the classroom* Head
Start is intended to function as a child development center
(Office of Economic Opportunity, 1965) where individual
patterns of growth and development are respected and nur
tured.

However, despite lip service to the integrity of
1
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the individual, Head Start programs, on the whole, have
been structured on the basis of generalized characteristics
of the "disadvantaged" (Tannenbaum, 1968).
Factors in the environment do not affect all chil
dren in exactly the same way.

Children from poverty back

grounds exhibit unique variations in developmental patterns
as do all children.

Some Head Start pupils are skilled in

gross motor control but lack sensory motor integration and
perceptual skills.

Some youngsters can be identified as

operating on the receptive level of language while there
are others who can label objects but who have difficulty
using prepositional phrases and negatives.

Others are very

verbal upon entering school but lack gross motor control.
There are a few who can read successfully at five years of
age despite their limited educational experience.

These

individual differences are vital in planning the instruc
tional program.

Teachers need to focus on each child as a

unique individual realizing his particular strengths and
deficiencies.

This knowledge then, can become the basis

for planning curriculum activities.
It may be that the more experienced teachers are
better able to discern individual differences among their
students and to plan curriculum in terms of these differ
ences.

It may be that less experienced teachers tend to

rely upon the directives of syllabi or curriculum guides.
The reverse of these statements may be true.

However,
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regardless of years of experience there is a need for
teachers to relate to each child as an individual who
possesses specific abilities and deficiencies which need to
be taken into account in the planning of curriculum
activities.
Statement of the Problem
The problem concerns the effect of having teachers
focus on student individuality by means of individual
administration of a diagnostic test and their being guided
in the use of the data gained from these tests for planning
curriculum activities.
1.

The basic questions are:

Will Head Start pupils, whose language and perceptual-motor skill deficiencies have been identified
via a teacher administered test, and whose teachers
were guided in the use of data from these tests for
individualizing curriculum activities, score higher
on a standardized school readiness test at the end
of the year than students who were not given the
treatment indicated above?

2*

Will there be significant differences in the
standardized school readiness test scores of those
Head Start pupils, whose language and perceptualmotor skill deficiencies have been identified via a
teacher administered test, and whose teachers were
guided in the use of data from these tests for

individualizing instruction, according to the
diagnostic instrument administered?
Will there be significant differences in the
standardized school readiness test scores of Head
Start pupils relative to the number of years
experience of their teachers?
Hypotheses
The following are the research hypotheses:
In comparing the performance of subjects in the
experimental group with the performance of subjects
in the control group, it is hypothesized that:
a.

The experimental group, regardless of the
diagnostic test administered, will score higher
on the ABC Inventory than the control group.

b.

There will be significant differences in per
formance on the ABC Inventory between the experi
mental and control groups according to the
number of years experience of the teachers; 0
to 3 years, 4 to 6 years, and more than 6 years.

In terms of the experimental group, which was
divided into three sub-groups, with each sub-group
administered a different diagnostic test:
a*

There will be significant differences in per
formance on the ABC Inventory among the three

sub-groups which were administered different
diagnostic tests.
b.

There will be significant differences in per
formance on the ABC Inventory according to the
number of years of experience of the teacher
administering the diagnostic test.
Assumptions

Germane to the study are the following assumptions:
The experimental and control groups are assumed to
be comparable on the basis of random selection.

The

sample of three hundred sixty subjects, one hundred
eighty in each group, experimental and control, was
randomly selected from the population of three
thousand Dade County Head Start pupils.
It is assumed that the teachers did, in good faith,
follow through with individualizing curriculum
relative to the researcher's guidance in the use of
diagnostic test data by virtue of the researcher's
informal follow-up contacts as clarified in Chapter
3, "Design of the Study."
It is assumed that teachers did administer the ABC
Inventory in an impartial manner as they were in
structed.
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Limitations
The following are the limitations of the study:
1.

The sampling group for the study is limited to
children from poverty backgrounds who were resi
dents of Dade County, Florida, and were partic
ipants in the Head Start Program.

2.

The study is limited to the extent that the previous
diagnostic test-taking experience of subjects in the
experimental group had an effect on their perform
ance on the ABC Inventory, the dependent variable.

3»

The conclusions of the study are limited in that
some of the teachers of the control group may have
. individualized curriculum activities for their
pupils without the experience of administering
individually a diagnostic inventory.

4.

The conclusions of the study are limited to the
extent that the ABC Inventory reflects the results
of improved instruction.
Design of the Study
Three hundred sixty subjects, one hundred eighty in

the experimental group and one hundred eighty in the control
group, were randomly selected from the Dade County Head
Start population.
controlled.

The variable of teacher experience was

Of the eighteen teachers involved, six had

three years or less experience, six teachers had four to
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six years experience and six teachers had more than six
years experience.
The control group was exposed to no special treat
ment.

Subjects in the experimental group only, were ad

ministered, individually, by their teachers, one of three
different diagnostic tests early in the school year.
Teachers were guided in the use of test data to individ
ualize curriculum activities.

At the end of the school

year the ABC Inventory was teacher administered, individ
ually, to both experimental and control groups.
Statistical Procedures
Using the ABC Inventory data, the analysis of
variance technique was used to test for significant differ
ences between the means.

A two by three classification was

used with the sources of variance:

(l) the treatment--

experimental and control; (2) teacher experience--0 to 3
years, 4 to 6 years, more than 6 years; and (3) the inter
action of treatment and teacher experience.
With reference to data from the experimental group
only, scores on the dependent variable were used to test
for significant differences among the means of the three
different diagnostic test groups using the analysis of
variance technique.

A three by three classification of

data was used with the sources of variance:

(l) the dif

ferent diagnostic inventories; (2) teacher experience--
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0 to 3 years, k to 6 years, more than 6 years; and (3) the
interaction of the diagnostic inventory and teacher experi
ence.
Definition of Terms
With regard to this study the following terms are
defined:
1.

Diagnostic test.

Diagnostic test is the test ad

ministered to the experimental group early in the
school year to assess language and perceptual-motor
skill deficiencies.
2.

Treatment.

The term treatment refers to the

teacher's individual administration of a diagnostic
test to members of the experimental group and the
guidance given teachers in the use of data from
these tests for individualizing curriculum
activities.
Organization of the Remainder
of the Study
The second chapter deals with a survey of related
literature.

This is followed by a detailed description of

the design of the study, Chapter 3*

Chapter k covers an

analysis of the data and Chapter 5 presents the summary and
conclusions of the investigator.

CHAPTER 2

REVIEW OF THE LITERATURE

Head Start is a federally funded compensatory educa
tion program designed for preschool age children from
economically depressed areas whose life experiences have
been limited.

The Office of Economic Opportunity (1965),

the original sponsor of the program, conceived of the Head
Start Center as a Child Development Center.

"In concept it

represents the drawing together of all those resources—
family, community and professional--which can contribute to
the child's total development" (p. l).
Prior to the initiating of the summer Head Start
program in 1965, a massive training program was undertaken
to prepare 29,933 teachers for their Head Start experience.
Training programs were instituted in 118 colleges and
universities.

Emphasis was placed on the generalized

characteristics of children from poverty backgrounds.
Drazek (1966) describes this training program.
The sociology of the disadvantaged concentrated
on the alienation of the poor from the mainstream of
American society. . . . Discussions included
regional and local problems. . . . The area of
social services dealt with the availability of
agencies, their contributions to the child
development center.
The educational program was designed to promote
an understanding of the needs of the young children
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and to acquaint the trainees with the techniques
to be used in meeting those needs. Materials
dealt with problem situations, the behavior of
children and the necessity for parental involve
ment, which was also considered essential for
the success of the Head Start program (p. 130).
Most of these trainees were preparing for the summer Head
Start programs although there were a limited number of
year round programs begun at that time.
Program Prototypes
Historically, nursery school and kindergarten expe
riences have been considered by early childhood specialists
as one answer to the needs of impoverished children. Spodek
(1965) cites the studies of current researchers Piaget,
Hunt, Bloom, and Deutsch as support for the thesis that
pre-primary education contributes to the raising of intel
lectual performance and academic achievement.

Usually,

programs designed for children from poverty environments
have been based on generalizations concerning these chil
dren.

Deutsch's conception (Spodek, 1965) of such children

is that they are not verbally oriented, have difficulty
with auditory discrimination and visual and spatial organ
ization, and an inability to use adults as a source of
informat i on.
The Murfreesboro Preschool Program (Klaus and
Gray, 1965) is based on the theoretical posture that there
are identifiable and definable group differences between
the privileged and the deprived that have a major bearing
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on a child's later adjustment to school and his academic
performance.

However, Klaus and Gray in discussing this

program do state, "that they are well aware that there is
great variability within socioeconomic groups" and that
. . there is a great deal of overlap between groups"
(p. 92).
Brunner(1965) notes that factors in the environ
ment do not effect all children in exactly the same way.
Reporting on the Baltimore Early School Admissions Project,
she cites some factors contributing to deprivation, such
as, poverty, levels of education of the adults in the en
vironment, crowding, and segregation.

Brunner states:

Children reflect the strengths, needs, and
attitudes of their environments. Surroundings
permeated by varied forms of deprivation may cause
children to develop low self esteem, limited or
faulty concepts, poor skills for communication,
limited visual or auditory perception, a negative
attitude toward school and learning, and little
appreciation for the tools of academic learning.
All persons do not react in exactly the same manner
to any situation, and different kinds of relation
ship within an environment create differences in
the developmental patterns of individuals. There
fore, it is important that any educational program
provide for the individualized attention to
strengths, needs and content (p. 104).
The Baltimore Early Admissions Program attempts to provide
many firsthand experiences, a sensory-rich learning environ
ment with particular attention to. language development and
development of self concept.
In contrast to the Baltimore Early Admissions
Program, the Bereiter-Engelmann Program (Bereiter and
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Engelmann, 1966) is based on the thesis that children must
possess certain skills upon entering first grade, that
children from disadvantaged homes do not exhibit these
necessary first grade skills, and that children learn only
what is taught them.

This program is described by Bereiter

and Engelmann as an "intensive preschool" with a direct
instruction approach.

Twenty minute lessons in reading,

language, and arithmetic are presented to small groups.
Teachers specialize in one subject, with groups of five
children scheduled alternately with each of the three
teachers.

Children are grouped on the basis of language

ability as determined by the Illinois Test of Psycholinguistic Abilities.

The instructors are expected to follow

specific teaching strategies including such directives as,
'Wever work with an individual child for more than thirty
seconds," and "Use unison responses whenever possible."
From its inception, Head Start, theoretically, was
intended to be a child development center with emphasis on
the total development of each individual.

In reality, most

programs were created in terms of the common character
istics attributed to disadvantaged children.

Although

Brunner (1965) did allude to the fact that individuals
react differently to similar environmental circumstances
and that individual developmental patterns do vary despite
environmental forces which appear identical, there is no
indication that the Baltimore Early School Admissions
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Project administered any diagnostic instruments to assess
the developmental patterns of their participants.

The

Bereiter-Engelmann Program (Bereiter and Engelmann, 1966)
did assess language ability by means of the Illinois Test
of Psycholinguistic Abilities.

However, the results of

that assessment were used for placement of the children in
groups for formal instruction in reading, language, and
arithmetic with emphasis on rote memorization and unison
responses.

There was no attempt to plan individualized

curriculum activities and, in fact, working with individuals
was discouraged.
Program Assessment
The goal of Head Start was stated to be the drawing
together of resources which could contribute to the child's
total development.

Head Start was conceived as both a con

cept and a community facility (Office of Economic Oppor
tunity, 1965)*

However, evaluations of the program were

based, more often than not, on IQ gains with little or no
assessment of growth in the psycho-motor, social, and
emotional domains or the impact of the program upon the
community.
Brazziel (1967) assessed academic gains in eval
uating two years of Head Start.

He found that the minimum

academic gain was an increase of five to ten points in IQ
and twenty to twenty-five points in school readiness tests.

Ik
It is his opinion that school readiness test gains are more
significant in that readiness test scores correlate posi
tively with children's success in learning to read and
write.
Thornton (1968) assessed the Embarres River Basin
Summer Head Start Program involving three hundred fifty-one
children.

The goals of the assessment program were to

determine the educability of these children as a group, to
identify to public schools those children in need of early
special help, and to obtain information germane for future
Head Start programs.

Thornton believed that a function of

Head Start was to make the needs of its participants known
to those responsible for their later schooling.

The First

Grade Screening Test was used because it appeared to
Thornton to be a simple measure with considerable promise
and it could be teacher administered.

In addition Thornton

used a Behavioral Rating Scale which was an attempt to
objectify the teacher's judgment of her children.

Both

these instruments were designed to identify children likely
to experience difficulty in school.

Teacher judgments on

the rating scale correlated positively at the .01 con
fidence level with scores on the First Grade Screening
Test.

Children whose scores fell among the lowest five per

cent were recommended for remedial work and those above
ninety-five per cent were recommended for enrichment.
a result of this assessment program, Thornton (1968)

As
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suggested that visual perception, language, and visual
motor programs be added to the curriculum and that a
program of teacher orientation be provided.
Osborn (1965) in his assessment of Head Start found
that

. . programs were lacking in flexibility, thus many

golden opportunities were missed for individualized in
struction of children" (p. 101).

He attributed this in

ability of programs to meet both individual and group needs
to

. .a lack of imagination on the part of the teacher."

Along similar lines, Anderson and Temp (1967) noted some
gains in general performance of summer Head Start pupils
from data on pretests and posttests administered to one
thousand participants in the 1966 summer program.

However,

based on classroom observations, the authors of this report
identified teacher characteristics, pupil characteristics,
pupils experiences in the classroom, and school-communityparental factors as possible influences on pupil performance.
Observations of these evaluators indicate that
attempts to individualize instruction were limited.

Osborn

(1965) attributed this limitation in part to a "lack of
imagination on the part of the teacher."

This corresponds

with the observations of Anderson and Temp (1967) who
designated teacher characteristics as one possible influence
on pupil performance.

Thornton's (1968) recommendation

that a program of teacher orientation be provided would
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support the thesis that the teacher, her attitudes and
behavior, does influence pupil performance.
Teacher Characteristics
Anderson and Temp's (1967) observations identified
teacher characteristics as a possible influence on pupil
performance.

Related to that, Harvey (1965) investigated

the effect of a teacher's belief or conceptual system on
his teaching method and on the classroom atmosphere created
by that teaching method.

A belief system was characterized

as either concrete or abstract.

A concrete system was

represented by a tendency for the teacher's instructional
approach to be more structured, more invariant, and less
flexible than the approach of a teacher manifesting an
abstract system.

Thirty female Head Start teachers were

observed while conducting their preschool classes and were
rated on a twenty-six dimension chart.

Each dimension

represented either a desirahle or an undesirable teacher
trait.

It was hypothesized that teachers more concrete-

oriented would score lowest on desirable traits and that
teachers oriented towards abstractness would score highest
on desirable traits.

The study results substantially

supported this hypothesis.
Goldberg (1964) reviewed studies evaluating
teachers' style and verbal behavior as it relates to pupil
achievement.

The assumptions of this review are that a
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pupil's learning is a function of the instruction he
receives, that teachers are differentially suited to
certain groups, and that disadvantaged children need
teachers with special training.

Goldberg (1964) construct

ed a hypothetical instructional model for the disadvantaged
based on the need for mutual respect and understanding, a
realistic appraisal of the environmentally based emotional
and academic problems of students and the knowledge that
standard tests measure current academic achievement and
ability, not innate intelligence.
Osborn (1965) alluded to a teacher trait, "lack of
imagination," (p. 101) as a limiting factor in the Head
Start programs he had observed.

Anderson and Temp (1967)

identified teacher characteristics as one possible influence
on pupil performance.

Goldberg (1964) suggested that

teachers are distinctively suited to certain groups,
indicating that the teacher does influence student behavior.
However, none of these researchers studied teacher experi
ence as a factor in student performance, and in searching
for literature relative to teacher experience there was
nothing to indicate that the effect of this facet of a
teacher's spectrum of characteristics had been explored.
Relating the research of Harvey ( 1 9 6 5 ) to two
programs previously discussed, it might be theorized that
the Bereiter-Engelmann Program, a structured program, would
attract teachers whose beliefs systems could be

characterized as concrete, whereas, the Baltimore Early
School Admissions Project, a more flexible program, would
attract teachers whose belief systems could be character
ized as abstract.

Furthermore, it might be theorized that

on the basis of Osborn's (1965) association of flexibility
with individualization, the latter program would provide
for more individualization than the former.

Incorporating

the assumption of Goldberg (1964) that a pupil's learning
is a function of the instruction he receives and his
counsel that standard tests measure current academic achieve
ment and not innate intelligence, it might be conjectured
that a flexible teacher using test data as a point of
departure for individualizing instruction would have a
positive effect on students 1 learning.
Individualization of Instruction
"Individualizing is a way to think about managing
the classroom.

It is not a method of instruction.

It is

the way a teacher arranges children, equipment, and
materials so that each child can learn eagerly at the peak
of his potential, without undue stress and strain" (Veatch,
1970, p. 8).

The philosophy of individualization has its

roots in the goals of American education.

Public schools

in this country have been established to provide learning
experiences for all the citizenry with its multiplicity of
diversification.

Our society and form of government
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bespeaks respect for the individual, his rights, his
property, his contributions, his uniqueness.

"Respect for

the individual implies the right to individual selffulfillment.

Education contributes fundamentally to the

realization of that right.

In a land which gives every

individual equal claim to respect, education must be
universal. . . . To be universal education must be diver
sified.

Every child is unique" (Educational Policies

Commission, 1959, P» 6).

The challenge today is to prove

to the world that democracy as a way of life can work.
There are also some pragmatic considerations
relative to individualization.

McLain (1963) has probed

the changing needs of our society as justification for
individualization.

Compulsory education laws have meant

that schools need to deal with those children who do not
fit the standard patterns of curriculum.

Complex social

problems have developed from having those who could not fit
in the school simply drop out.

The curriculum must be

flexible enough to meet the needs of these students.

A

more subtle need for individualization arises from the
mobility of the population.

"In March, 195^, nearly three

million people, including about one million children
between the ages of 1 and 17, had moved from one main
geographical area of the United States to another within
the preceding twelve months" (Interdepartmental Committee
on Children and Youth, i960, p. 7)•

Gaps in learning may
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develop for these children as they meet differences in
curriculum in the various schools.

Individualization of

instruction with adequate records of individual achievement
to date would help to overcome this.

A third concern for

the schools is industry's practice of staggering vacations
of employees.

This has meant that students must take

extended absences during the school year to vacation with
parents.

"The school must find ways to develop a curricu

lum flexible enough that extended absences will not break
the continuity of learning.

This will demand some forms of

individualization in every area of learning" (McLain, 1963,
P« 3) •
The major thrust of the 1964 yearbook of the Asso
ciation for Supervision and Curriculum Development (196*0
is to relate individualization of instruction to the
release of human potential, defining human potential as
"everything with which the individual is capable of
responding" (p. 13) •

"Potential is frequently unpredict

able, and it is literally almost limitless.

Furthermore,

it is personal and individual; hence the teacher who would
release potential in his pupils must know them as individ
uals" (p. 159) •

Teachers are urged to diagnose the

strengths and weaknesses, the advantages, and needs of
individual learners, to put emphasis on the pupil as a
person, the teacher as a person, and the interaction between
them.

In other words, the teacher must recognize and
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respond to the emotional reactions of the learner as well
as his academic achievements and deficiencies.

The authors

see the release of human potential as being the major goal
of teaching for individualization.
Erich Fromm, David Riesman, William Whyte, and
Arthur Combs have spoken out against the trend to submerge
the individual to gigantic corporations, assembly line
production, mass propaganda, consensus and conformity.
Riesman (1953) speaks of the need for an "autonomous man,"
an

"inner-directed man."

Fromm (19^1) believes men should

"cultivate themselves" and decries the fact that men are
fearful of being different.

Whyte (1956) is distressed by

"human engineering" and the submergence of individuality by
gigantic corporations and their impersonal methods of
operation.

Combs (1966) states, "Our only hope to meet

the demands of the future is the production of intelligent,
independent people" (p. 373)•

All of these prominent

authors see the need for individual creativity and selfdirection.
The National Society for the Study of Education
(1967) in its yearbook entitled Programmed Instruction

states, "A central aim of all education is to help the
individual fulfil his capacities, to help him become a
thinking person who has learned how to learn" (p. *10).
Programmed instruction is seen as one way of helping the
individual fulfill his capacities.

The authors point out
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that where a class is taught as one group the decision as
to when to move on to a new instructional topic is
arbitrarily determined by the teacher on the basis of
whether or not the hypothetical "average" student has
mastered the material presented.

Whereas in any new

instructional situation the learner brings to that situa
tion certain knowledge and abilities which are unique to
him.

If instruction is to be efficient and challenging

these individual differences in "entering behaviors" need
to be taken into account.

In individualizing instruction

the diagnosis of each pupil's skills determines the appro
priate starting point for him in the learning sequence.
Ramsey ( 1 9 6 8 ) in speaking of the similarities and
differences among students states, "Our students have more
similarities than differences, but the differences that
relate to their learning are of extreme importance in
schooling.

These must be recognized, planned for, and

utilized as tools for further learning" (p. 82).

He is in

accord with the Association for Supervision and Curriculum
Development yearbook (1964) in seeing a need for teachers
to perceive children as individuals and to interact with
them on that basis.
Howes (1970) discusses three modes of individual
izing instruction, delineated as adjusted instruction,
differentiated instruction, and maximized individual devel
opment.

Historically, the graded curriculum was the first
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attempt to individualize with an adjustment of instruction
in terms of the age level of students.

However a lock step

curriculum evolved on the basis of adult interests and
needs.

Attempts to group children in ways that reduce the

range of differences are a concession to individuality.
Special groups for special education, the gifted and the
practice of having three reading groups within a class are
also attempts to adjust instruction in terms of the needs
of individuals.

The second mode, also concerned with

individual differences, puts emphasis on accounting for
these differences in designing teaching and carrying on its
purposes.

In this mode, rate of learning and pacing have

been emphasized as the key to individual differences.

The

material to be learned is laid out and the student moves
through it at his own pace.

Another aspect of differ

entiated instruction is that of tracking, with less able
students following one track and the more able students
following a more advanced program of study.

The third mode

expands the concept of individualized instruction and
attempts to maximize individual development in a democratic
society.

Rather than differences, the concern of the first

and second mode, the emphasis, in this instance, is on
development and becoming—on making the learners less alike.
The autonomy of the learner is greatest in this mode since
its goal is to promote the development of individuals who
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are self-directive, self-disciplined, self-responsible, and
capable of making intelligent choices.
Glaser (1970) similarly identifies three patterns
of adaptation to individual differences.

One pattern

occurs when both educational goals and instructional
methods are relatively fixed.

Individual differences are

accounted for mainly by dropping students along the way.
A second pattern is to channel students into different
courses; such as, academic courses, vocational courses, or
business courses.

This pattern assumes there are optional

educational objectives but within each option the program
is relatively fixed.

A third pattern varies instructional

treatments; different students are taught by different
instructional techniques and the sequence of goals is not
necessarily common to all students.
As teachers move toward individualizing instruction
in such a way as to promote the release of human potential
and the development of a self-directive, creative individual
they will find that their role must change.

The emphasis

will shift from subject matter to concern for the learner.
Diagnosis will become a crucial task.

Hunter (1966) states,

"No longer is diagnosis restricted to or reserved for only
the educationally 'sick.'

Rather, such diagnosis has

become an intrinsic part of the teaching act for all
learners" (p. 5^5)•

Ramsey (1968) cautions that teachers

must perceive children as individuals, always alert to
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their needs.

The Association for Supervision and Curricu

lum Development (1964) states that "Sooner or later the
teacher should diagnose the strengths and weaknesses, the
advantages and needs of individual learners" (p. 8 2 ) .
Following diagnosis, the teacher then needs to prescribe
for the learner, rejecting the idea that all learners must
move through a predetermined sequential curriculum.

In

prescribing, the teacher needs to encourage individual
interests, allow for individual styles, and respond to
individual needs.

Wolfson (1966) believes that what the

teacher "is" and "does" is crucial in attempting to bring
balance and meaning to the learning experience.

The third

aspect of the teacher's role in individualized instruction
is that of evaluation.

In assessing the learner following

a learning experience the teacher is, in a sense, updating
his diagnosis so that curriculum activities can be provided
appropriate for the learner's current stage of development.
Lee ( 1 9 6 8 ) has discussed a common concern of
teachers, "Do we group in an individualized program?"

The

answer is yes, if the group is described as those who at
that time have common, specific concerns, needs, interests,
or plans.

Therefore, groups are fluent, not static, groups

shift membership and dissolve more or less continuously on
the basis of interest or need.

As the learner moves toward

competent self-direction, the autonomy of the student will
be a factor in group organization.
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Parker (1962) has devised a classification system
for learning activities.

He contends that schooling

includes both training and education.

Training may be

defined as "skill getting" and education as "skill using."
Parker describes skill getting as "an internal, active and
a completely individual thing.
simply listening.

It is not a matter of

It is a matter of doing something—of

behaving.

It requires not only taking in, but giving back"

(p. 178).

In learning a skill the student needs to

identify the specific skill, have the opportunity to
practice that skill with immediate feedback so that he can
know when he is correct or correct himself when he is not.
Gradually the learner eliminates the incorrect behavior
and retains the correct.

For the training part of the

schooling process , in the learning of such basic skills as
reading, writing, spelling, and arithmetic, individualiza
tion of instruction should be the rule.

Whereas, the

education aspect of schooling, "skill using," develops only
as a member of society or in a group.

In this instance the

child utilizes his basic skills to generate and use know
ledge in a project or unit of study situation which is
meaningful to him.

Parker's (19&2) classification affords

the teacher some guidelines as to when to group and when
to work with individuals.
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Summary
The concept of Head Start, as detailed by the
Office of Economic Opportunity (1965), implies an instruc
tional program designed to maximize the individual develop
ment of the participants.

However, programs have been

planned in terms of the generalized characteristics of
children from poverty backgrounds.

This has tended to

emphasize the similarities among these children rather than
to point up their differences.

Ramsey (1968) has stated

that although students have more similarities than differ
ences it is the differences that are of extreme importance
to their learning.

In reality, programs for disadvantaged

preschool age children vary from a highly structured
approach, such as the Bereiter-Engelmann Program to the
more flexible approach of the Baltimore Early School
Admissions Project.

From the observations of Osborn (1965)

and the study of Anderson and Temp (1967) it might be
assumed that a more flexible program does put greater
emphasis on the individualization of instruction.
Head Start programs have been assessed in terms of
gains in IQ or school readiness scores.

Thornton's (1968)

Head Start evaluation was designed to identify exceptional
children, either gifted or those least apt to be successful
in the public school.

Applying Howes' (1970) classifica

tion of the modes of individualizing instruction, this
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might be categorized as an attempt to meet the needs of
individuals by means of the adjustment of instruction.
Osborn ( 1 9 6 5 ) , Thornton ( 1 9 6 8 ) , and Anderson and
Temp (1967), in their assessments of Head Start have
indicated that the teacher, her characteristics, attitudes,
and behavior, do have an effect on the learner's perform
ance.

However, none of these researchers investigated the

influence of teacher experience on pupil performance nor
was there evidence in the literature that teacher experience
had been studied as a relevant factor in the learner's per
formance.
Goldberg (1964), assuming that a pupil's learning
is a function of the instruction he receives, constructed
a hypothetical instructional model for the disadvantaged
based on the need for mutual respect and understanding, a
realistic appraisal of the environmentally based emotional
and academic problems of students, and the knowledge that
standard tests measure current academic achievement and
not innate intelligence.

All of the factors in his model

are basic to any individualization of instruction; the
respect for the student and teacher as individuals, an
awareness of the emotional, as well as the intellectual,
components in the learning environment and the recognition
that the diagnosis of current achievement is the starting
point for instruction.
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The rationale for the individualization of instruc
tion is based on the ideals of a democratic form of govern
ment.

The individual, his rights and property, are

protected by the law.
encouraged.

The uniqueness of the individual is

One of the goals of American education is to

have the individual learner realize his potential and to
achieve a sense of fulfillment.

Diversity is valued and

individualization of instruction promotes this, attempting
to make learners less alike.
Social conditions, such as compulsory education,
mobility of the population, and staggered vacations in
industry, can best be accommodated by having a flexible
curriculum with instruction based on diagnosis of the
current achievement of the learner.

Both the Association

for Supervision and Curriculum Development (19&4) and the
National Society for the Study of Education (1967) have
dedicated an entire yearbook to the topic of individualized
instruction.

The former relates this mode of instruction

to the release of human potential, which is often un
fathomable.

The latter organization identifies programmed

instruction as a primary means of helping the individual
fulfill his capacities.
Howes (1970) and Glaser (1970) have classified
attempts to individualize instruction.

These attempts to

individualize include the adjustment of curriculum with
fixed goals for all, the adjustment of curriculum with
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varying goals for some students, and the adjustment of
goals, curriculum, and instructional method in terms of the
learner's unique developmental pattern.

This latter

approach to individualization is in accord with those
authors, Riesman, Fromm, Whyte, and Combs, who have ex
pressed concern for the educator's role in creating the
autonomous man, the individual who is inner-directed.
This emphasis on the individual raises the question
as to whether or not grouping is ever valid.

Lee (1968)

has attempted to answer this by stating that grouping is
used in individualized instruction, if the groups are
flexible.

A group is an organization of children who share

a specific concern, need, interest, or plan.

The group

remains as a group for as long as the reason for its organ
ization still exists.

Once the purpose for the group

organization has been realized the group is dissolved.
Schooling, according to Parker ( 1 9 6 2 ) , includes
both training and education.

Training is described as

"skill getting" and education as "skill using."

Parker

suggests that "skill getting" tasks need to be done by the
individual, while "skill using" activities must be group
activities, since the using of a skill involves application
through societal interaction.
Basic to any attempt to individualize instruction
is the need to diagnose the learner's abilities and defi
ciencies.

Hunter (1966) believes that diagnosis no longer
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applies to only the educationally deficient but to all
learners.

The Association for Supervision and Curriculum

Development (19640 urges teachers to consider each learner's
unique perceptions, values, concepts, and needs, and to
respond to each pupil as a person.

Having accomplished

this, the first major step toward individualization will
have been taken.

The concern of this research is to study

the effect of having teachers focus on student uniqueness
by means of administering, individually, a diagnostic test
and their being guided in the use of this test data for
individualizing curriculum activities.

CHAPTER 3
DESIGN OF THE STUDY

This chapter details the design of the study; the
subjects, the procedure, and the statistical techniques.
Included are descriptions of the diagnostic instruments
used and a discussion of the follow-up questionnaire
distributed to teachers of the experimental group.
S ub .j e c t s
Three hundred sixty subjects, one hundred eighty in
the experimental group one hundred eighty in the control
group, were selected randomly from the Dade Coiiniv Head
Start population of three thousand.

Participation in the

Dade County Head Start Program was restricted by require
ments of age and income level.

Therefore, the subjects of

this study must have reached the age of five on or before
January 1 of the school year during which they participated
in the program.

Parents of the subjects verified in

writing that their family income fell at or below poverty
levels as described by federal guidelines with a base of
thirty-six hundred dollars for a family of four.
The variable of teacher experience was controlled;
six teachers had three years or less experience, six
teachers had four to six years experience, six teachers

32

33
had more than six years experience.

Since the Dade County

School Board was the delegate agency for Head Start, all
teachers in the program had to meet certification require
ments.

All teachers participating in this study had a

college degree and held valid state teaching certificates.
The teachers chosen to participate were selected randomly
from the group of Head Start teachers who had the same
number of years experience:
more than 6 years.

0 to 3 years, k to 6 years,

Three teachers from each of the expe

rience criteria groups were randomly selected for the
experimental and control groups, and children were assigned
randomly to the classes.
Similarities among Head Start classes were numerous
because of centralized administration.

Class size was

limited to twenty pupils with a teacher and teacher aide
assigned to each class.

Classrooms were designed and con

structed to meet state requirements for this age group with
regard to floor space and toileting facilities.

All rooms

were air conditioned and were located on the campus of an
elementary school with easy access to the main building.
Equipment was purchased centrally and, therefore, was
similar although not identical in all rooms.

Staff devel

opment programs were provided for all teachers and aides
including those teaching pupils in the experimental and
control groups of this study.

One two-hour session was

scheduled approximately every six weeks.

The in-service
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programs included small group workshops at various loca
tions in the county, film presentations with follow-up
discussions, consultants (both locally and nationally
prominent), and preparation of instructional materials
using the county's instructional materials center.

Among

the topics for staff development were the following:
nutrition education, parent involvement, use of volunteers,
room arrangement, development of language and cognitive
skills, and perceptual-motor activities.
Procedure
The control group was exposed to no special treat
ment.

Subjects in the experimental group only were admin

istered individually, by their teachers, one of three dif
ferent diagnostic tests within the first six weeks of the
school year.

The following instruments were used as diag

nostic inventories: the First Grade Screening Test, the Pre
school Inventory, and A Psychoeducational Inventory of Basic
Learning Abilities.

Previous to this administration the

three teachers administering each test, one from each of
the experience criterion groups, met as a group with the
researcher and were given instructions in the method of
test administration for the specific test they were using.
Also, all teachers administering diagnostic inventories
were instructed to record, during administration of the
test, their observations, such as the hand preference of
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the child, any pertinent comments the child made, the ease
and confidence, or lack of it, with which the child tackled
the tasks, any evidence of nervousness or restlessness,
and/or changes of attitude towards portions of the test.
Following the test administration the researcher
met with the teachers in groups, according to the diag
nostic inventory which was administered, for the purpose of
guiding them in the use of test data and their observational
data.

At this time, teachers having administered the same

test shared information and cooperatively discussed plans
for curriculum development.

In order to promote self-

initiated change of behavior and the personal involvement
of the teachers, the role of the researcher was that of
facilitator rather than instructor.
At the end of the school year the ABC Inventory was
teacher administered, individually, to both experimental
and control groups.

Previous to this test administration

the researcher met with teachers of both the experimental
and control groups to instruct them in the method of
administering the ABC Inventory.

Scores on the ABC Inven

tory were the dependent variable.
The Diagnostic Tests
Three different instruments were used as diagnostic
tests in this study, the hypothesis being that there would
be differences in the dependent variable relative to the
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instrument used for diagnosis.

The three tests used were

the First Grade Screening Test, the Preschool Inventory,
and a Psychoeducational Inventory of Basic Learning
Abilities.

These tests differ in rationale and in details

of construction as can be seen from the following descrip
tions.

(Copies of two of these tests appear in Appendix A.)

The First Grade Screening Test
The First Grade Screening Test (Pate and Webb,
1966), although it was administered individually in this

study, was designed as a/group test to identify those begin
ning or potential first grade students who might not have a
successful first grade experience.

Standardization crite

rion for the First Grade Screening Test was comparison with
the child's actual school performance as assessed by
teacher's judgment.

Children tested in September, upon

admittance into first grade, were evaluated by their
teachers the following February in terms of the progress
they were making toward being ready for second grade.
Pate and Webb ( 1 9 6 6 ) state that cross-validation
studies were conducted to test the predictive validity of
the First Grade Screening Test with both teacher ratings
and achievement test scores as criterion measures.

In the

study using teacher ratings as criterion, the percentage of
correct predictions ranged from 79 to 100.

For the study
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using achievement test scores , the percentage of correct
predictions ranged from 77 to 97•
The reliability of the First Grad&~£Lc-reening Test
(Pate and Webb, 1966) was studied using the test-retest
model at two different intervals:

two week and eight week.

The Pearson product moment coefficients of correlation were

,8k and .82, respectively.
Items on this test sample the child's accumulated
fund of knowledge, development of his body image, percep
tion of his own emotional maturation, accuracy of his per
ception of parental figures, perception of appropriate play,
visual-motor coordination, ability to follow directions,
and memory.

Separate booklets for boys and girls are used

to facilitate identification of social roles.

Oj:ly ont

item is presented on a page with the child marking the
answer in his booklet.

A system of dots is used to keep

the child working on the correct page at the proper time.
All items are paper and pencil tasks with no additional
manipulative or motoric responses required.
Preschool Inventory
The Preschool Inventory (Caldwell, 1967) was pre
pared in response to the "need for an instrument that would
provide an indication of how much a disadvantaged child,
prior to his introduction to Head Start, had achieved in
areas regarded as necessary foundations for subsequent
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success in school" (p. l).

The inventory has the virtues

of being easy to administer with no expensive equipment
needed and a minimum of open-ended items requiring sub
jective interpretation.

Since there are a number of items

involving manipulative tasks it has high interest value
for young children.

It takes no more than fifteen minutes

to administer to most children.

The author of the Pre

school Inventory (Caldwell, 1967) believes that teachers
should administer it to their own students on the basis
that "the instrument would have some merit as a means for
each teacher to get to know the performance pattern of each
of her children" and thus serve ". . . as a means of helping
to formulate individualized classroom goals 11 (p. 3)•
At the time of the study, final standardization of
the inventory was not complete.

The initial standardiza

tion was done on three hundred eighty-nine children who
participated in the 1965 summer Head Start program.

A

shortened version of the test was prepared as a result of
data collected from the initial standardization.

Split-

half reliability of the shortened version, corrected by
the Spearman-Brown formula is .95, however these correla
tions do not refer to a cross-validation sample as would
be desirable.
From a principal components factor analysis on
logical units within the original version of the test, the
following factors emerged:

Factor A, Personal-social
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Responsiveness; Factor B, Associative Vocabulary; Factor
C, Concept Activation, Numerical; and Factor C^, Concept
Activation, Sensory.

In the standardized edition, which

was used in this study, all of these factors are repre
sented*
A Psychoeducational Inventory of
Basic Learning Abilities
A Psychoeducational Inventory of Basic Learning
Abilities (Valett, 1968a) was developed as an aid in initial
evaluation of elementary and junior high pupils with sus
pected learning disabilities.

The inventory samples tasks

from six major areas of learning:

gross motor development,

sensory-motor integration, perceptual-motor skills,
language development, conceptual skills, and social skills.
The inventory is intended to be administered in an individ
ual situation with students physically performing assigned
tasks.

There are a minimum of paper and pencil items. The

inventory is not a standardized instrument and relies on
the examiner's subjective judgment.

The basic premise is

that the teacher must begin with an evaluation of major
educational tasks as a prerequisite to any meaningful
curriculum development.
Tasks in A Psychoeducational Inventory of Basic
Learning Abilities are arranged according to level of
difficulty:

B--beginning tasks that are generally accom

plished by children in primary grades, ages 5-8; M--middle
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level tasks, ages 8 -10; and A--advanced tasks, ages 10-12.
Ratings are checked according to the scale VW--very weak
performance, W--weak, A—average, S--strong, and VS—verystrong performance.

For the purpose of this study, only

level B items were used since the subjects ranged in age
from four years, nine months to five years, nine months.
Guidance Following Diagnostic
Test Administration
The researcher met with teachers after the admin
istration of the diagnostic tests in groups according to
the diagnostic inventory used.

The purpose of these

meetings was to guide teachers in the use of the test data
and their observational data.

Teachers who used the same

diagnostic test shared their findings among themselves and
also their ideas concerning curriculum activities which
were prompted by the test.
At this post-administration meeting with the
teachers who had administered the First Grade Screening
Test, it was decided that this test data be subdivided into
sections permitting an evaluation of each child in percep
tual-motor skill, items 1 through 7; self-concept, items
19 through 22; and vocabulary, items 25 through jk.

Some

test items were not included, such as those related to
reasoning and memory, since they did not appear, to the
teachers, to be extensive enough to qualify judgment of the
child's ability in these areas.

In terms of the three

subdivisions it was agreed that teachers would group chil
dren, using test scores as an indication of learning needs,
and provide special instruction in perceptual-motor skills
and language skills.
would be flexible
development.

Also, it was agreed that the grouping

in terms of individual pupil growth and

For children who gave evidence of poor self-

concept it was agreed that persistent support would have to
be provided by teacher and aide to the individual child,
recognizing his success however minute, displaying con
fidence in his ability and promoting independence in ever
growing spheres.

Observational notes which were recorded

by the teacher at the time of the test administration were
discussed by all the professionals present.

Each teacher,

in effect, had the consultant services of teachers and re
searcher, suggesting appropriate procedures and activities
for specific children who were of particular concern.

The

Fascinating Fives, A Curriculum Guide for Five Year Olds"*"
(Dade County Schools, 1967) was recommended as a resource
for specific activities in the area of perceptual-motor and
language skills.

One of the teachers requested a Peabody

Language Kit which was provided as a resource.

1. The Fascinating Fives, A Curriculum Guide for
Five Year Olds differs from most curriculum guides in that
it was written in terms of behavioral objectives, with sug
gested activities for each objective designed to remedy
deficiencies. Therefore, it lends itself to being a
resource for individualization of instruction.

k2
The Preschool Inventory is divided into four sub
tests.

At the post-administration meeting for this test

group, it was decided to total Factor A, Personal-Social
Responsiveness; and Factor C^, Concept Activation-Sensory,
for score evaluations of perceptual-motor skills and to
use Factor B, Associative Vocabulary, for score evaluations
of language.

Most of the items on this test involve per

ceptual-motor skill and language ability with the most
detailed motoric involvement evident in items 67 to 70,
which require the child to draw a line, circle, square,
and triangle with a model to copy from.

However, teachers

agreed to use scores on subtests as detailed above to
identify children's learning needs.

Grouping for instruc

tion was suggested although these teachers felt that they
had identified children with whom they needed to work
individually.

The observational notes of teachers recorded

during the test administration were invaluable in discus
sing these individuals.

Recommendations were offered by

all professionals present for adaptations of curriculum
to the learning needs of these individuals.

It was agreed

also, at this time, to use scores on the subtest C, Con
cept Activation, Numerical, as a basis for grouping for
mathematics activities.

As resources for specific activ

ities the teachers had available The Fascinating Fives. A
Curriculum Guide for Five Year Olds

(Dade County Schools,
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1 9 6 7 ) , the Holt, Rinehart, and Winston Math Kit A, and the

Peabody Language Kit.
A Psychoeducational Inventory of Basic Learning
Abilities is divided into sections:

Gross Motor Devel

opment, Sensory-Motor Integration, Perceptual Motor Skills,
Conceptual Skills, and Social Skills.

Teachers used only

level B learning tasks in each section.

The rating scale

for this test is a five point scale ranging from VW--very
weak performance to VS--very strong performance.

At the

meeting with the researcher following the test administra
tion, teachers agreed to average scores for each child in
each of the subtests and to group for instruction on the
basis of these averaged subscores.

However, it was

decided that individual activities would be planned for
those students who exhibited extremely varying abilities
within any section of the test.

The Remediation of Learning

Disabilities: A Handbook of Psychoeducational Resource
Programs (Valett, 1968b) was given to each of the teachers.
This handbook is prepared by Valett, to accompany the
Psychoeducational Inventory of Basic Learning Abilities
with specific activities recommended as remediation for
each learning task evaluated in the inventory.

The teachers

agreed to use the handbook as their major resource with
additional reference to The Fascinating Fives, A Curriculum
Guide For Five Year Olds (Dade County Schools, 1 9 6 7 ) .
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This study is concerned with having teachers focus
on student differences by means of administering, individ
ually, a diagnostic test with guidance in the use of test
data for individualizing curriculum activities and the
effect of this treatment on student performace as measured
by the ABC Inventory.

The particular ways in which

teachers individualized curriculum activities, and to what
extent they did, is not within the scope of this research
project.

The researcher's follow-up with the teachers of

the experimental group after the post-administration
meetings previously described, was limited to informal
contacts such as phone calls, in person conversations, and
visits to the classrooms, thus providing a basis for the
assumption that the teachers did, in good faith, follow
through with individualizing curriculum activities.
The Dependent Variable-The ABC Inventory
The ABC Inventory (Adair and Blesch, 1965) was
designed to identify children who might not succeed in a
standard school program.
were to:

Aims in developing the inventory

(l) devise a screening technique that was re

liable and valid; (2) construct a format that was easily
managed by inexperienced examiners; (3) outline administra
tion, scoring, and interpretation procedures that were
direct and uncomplicated; and (k) maintain economy by
minimizing equipment needs and time consuming procedures.
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These factors were considered in selection of the dependent
variable for this study.

(A copy of the ABC Inventory

appears in Appendix A.)
According to Adair and Blesch (1965) "Reliability
was established by matching comparable groups and assuming
group equivalency.

Scores for children of the same age who

enrolled in the same school districts two years apart were
compared ..." (p. 4t) with no significant difference
between the means.
Validity was determined by comparing "pass-fail"
features between children in the upper and lower half of
the score distribution with a tetrachoric correlation of
.70 •
The ABC Inventory was selected as the dependent
variable for this study because it is a standardized
instrument, having been standardized with a group of over
six hundred children entering school over a three year
period.

Also, it is simple to administer and takes,

usually, not more than ten minutes per child to complete.
With regard to this study, the purpose of the evaluation
at the end of the school year was to quickly and effici
ently assess school readiness among members of the group
exposed to the experimental treatment and also among
members of the control group.
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Statistical Procedures
Performance on the ABC Inventory was the dependent
variable.

Independent variables were the treatment and the

varying years of teacher experience.

The possible relation

ship of these independent variables to the dependent
variable was a primary concern.

A t test of the means of

the two groups, the experimental and control treatment
groups, would not have taken into account the three sub
groups involving the other independent variable, teacher
experience.

Since the analysis of variance technique

allows for testing significance of mean differences between
more than two groups simultaneously, whereas the t test
tests mean differences between only two groups, the anal
ysis of variance technique was employed.
The assumptions basic to analysis of variance are
(l) that the measures within each subgroup represent random
samples and (2) that the variance within the subgroups be
homogeneous.

Both of these assumptions can be met with

regard to the data in this study.

Therefore, a two by three

classification was used with the sources of variance:

(l)

the treatment, experimental and control; (2) teacher expe
rience, 0 to 3 years, k to 6 years, more than six years;
and (3) the interaction of treatment and teacher experience.
Using ABC Inventory test data from the experimental
treatment group only, the researcher was concerned with
mean differences among groups with regard to the
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independent variables of teacher experience and the differ
ent diagnostic tests used.

Since these data involved three

subgroups relative to teacher experience and three sub
groups relative to the different diagnostic tests, it was
necessary to use the analysis of variance technique to test
for significant mean differences.

A three by three classi

fication of data was used with the sources of variance:
(l) the different diagnostic inventories; (2) teacher expe
rience, 0 to 3 years, k to 6 years, and more than six years
and (3) the interaction of the diagnostic inventory and
teacher experience.
The instruments used in this study; the three
diagnostic tests and the ABC Inventory, the dependent
variable are all, basically, measurements of school readi
ness.

However, A Psychoeducational Inventory of Basic

Learning Abilities is not standardized and relies upon the
teacher's subjective evaluation.

Also, the First Grade

Screening Test was designed for group administration to
screen students for first grade.

In contrast, the Pre

school Inventory was devised for individual administration
with the expectation that teachers would use the test data
as a basis for the formulation of classroom goals.

De

spite these differences, it was assumed by the researcher
that the diagnostic tests would correlate positively with
the dependent variable.

To substantiate this relationship

and investigate it precisely, the Pearson product-moment

coefficient of correlation was computed between scores on
each of the diagnostic tests and the dependent variable. It
was anticipated that these coefficients of correlation
would contribute to the interpretation of the data with
reference to mean difference attributable to the independ
ent variable of the different diagnostic tests used.
Follow-Up Questionnaire
As a follow-up to the study, a questionnaire was
sent to the teachers of the experimental group.

This

questionnaire provided a source of feed-back relative to
the attitudes of the teachers toward the use of the
diagnostic test.

The questionnaire was structured in such

a way as to ascertain if the information gained from admin
istering the diagnostic tests had proven useful to teachers
in planning their instructional program, and if so, in what
ways.

Also, the teachers were requested to give an

estimate of the extent to which they did individualize
instruction.

There were a number of spaces provided for

teacher comments allowing for personal observations.

A

copy of the questionnaire appears in Appendix B.
Summary
This chapter has presented an elaboration of the
design of the study.

Three hundred sixty subjects, half

of which were in the experimental group and the remainder
in the control group were selected randomly from the Dade
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County Head Start population.
experience was controlled.

The variable of teacher

Subjects in the control group

were exposed to no special treatment.

Subjects in the

experimental group only, were administered, individually,
by their teachers, one of three different diagnostic tests
early in the school year.

Teachers were guided in the use

of this test data to individualize curriculum activities.
Specifics concerning the diagnostic instruments used and
the nature of the guidance provided are included in this
chapter.

At the end of the school year the ABC Inventory

was teacher administered, individually, to both experi
mental and control groups.

These data were used as the

dependent variable.
Because more than two subgroups were involved, the
analysis of variance technique was the statistical pro
cedure used to examine the data for significant differences
between the means.

The sources of variance were: the

treatment, experimental and control; teacher experience,
0 to 3 years, 4 to 6 years, and more than six years; and
the interaction of the treatment and teacher experience.
With reference to data from the experimental group only,
scores on the dependent variable were used to test for
significant differences among the means of the three
different diagnostic test groups using the analysis of
variance technique.

A three by three classification of

data was used with the sources of variance:

the different
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diagnostic inventories, teacher experience, and the inter
action of the diagnostic inventory and teacher experience.
To further study the relationship between the
diagnostic tests and the dependent variable the Pearson
product-moment coefficient of correlation was computed
between each of the diagnostic tests and the ABC Inventory.
Also, a follow-up questionnaire was sent to teachers of
the experimental group to probe their reactions and
attitudes toward the use of the diagnostic test and to
ascertain the extent to which the teachers did use the
diagnostic test data.
the data.

Chapter 4 deals with an analysis of

CHAPTER k
ANALYSIS OF THE DATA

This chapter presents analysis of data.

Relative

to the hypotheses proposed in Chapter 1, the data are
examined for significant mean differences using the
analysis of variance technique.

Correlations between

scores on the diagnostic tests and scores on the ABC
Inventory, the dependent variable, are included.

There is

also a summary of the data collected from the follow-up
questionnaires submitted to teachers of the experimental
group.
Treatment and Teacher Experience
It was hypothesized that in comparing the performance of subjects in the experimental group with the per
formance of subjects in the control group, the experimental
group would score higher on the ABC Inventory than the
control group.

Further, it was hypothesized that there

would be differences in performance according to the extent
of the teachers' experience.

The analysis of variance

technique allows for testing of significant mean differ
ences with more than one independent variable.

In this

instance, the treatment, experimental versus control, was
of concern and also, the independent variable of teacher
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experience.

Table 1 presents a summary of the analysis of

variance of treatment to teacher experience.

There was a

significant F ratio (p < .01) resulting from the perform
ance difference of the experimental and control groups.
An inspection of the means for the two groups (Table 2)
revealed that subjects in the experimental group, whose
teachers had administered to them, individually, a diag
nostic test early in the school year and were guided in the
use of test data, did outperform their control counterparts
who were exposed to no special treatment.

The F ratio

resulting from the differential of teacher experience was
not significant indicating no appreciable relationship
between performance on the ABC Inventory and the experience
of the teachers.

The F ratio for interaction was not

significant, signifying no substantial relationship between
performance on the dependent variable and a combination of
the two independent variables, the treatment and teacher
experience.
As stated in the National Society for the Study of
Education (1967) yearbook, "If instruction is to be effi
cient and challenging, it must take into account these
individual differences in entering behaviors 11 (p. 2^3)•
The fact that subjects in the experimental group outper
formed those in the control group tends to support the
thesis that diagnosis of the learner 's skills , talents,
strengths, and weaknesses promotes efficient instruction.
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Table 1.

Analysis of Variance of Treatment Effect to
Teacher Experience

Source of
Variation

Sum of
Squares

Degrees of
Freedom

Mean
Squares

F Ratio

16.06*

Treatment
(Experimental
vs. Control)

1

4876.74

4876.74

Teacher
Experience

2

1060.85

530.43

Interaction

2

45.68

22.84

354

107485.71

303.63

359

113468.98

Within
Total

1.75
.075

*p < .01.

Table 2.

Means and Standard Deviations on ABC Inventory
(Treatment Effect, Teacher Experience)

Treatment
Experimental

Control

Teacher
Experience

X

0-3 yrs.

106.99

21.11

100.07

17.22

4-6 yrs.

105.43

16 .07

97-07

15-35

6+ yrs.

108.22

16 .36

102.05

16.79

SD

X

SD

5^
Hunter ( 1 9 6 6 ) describes diagnosis as an "intrinsic part of
the teaching act for all learners" (p. 5^5) with the under
standing that diagnosis must lead to action.

The guidance

provided teachers in this study was the impetus for action.
Ramsey (1968) supports this view emphasizing that differ
ences among students must be ". . . recognized, planned
for, and utilized as tools for learning" (p. 8 2 ) .
The National Society for the Study of Education
(1967) points out that care must be taken to find out what

skills and knowledge each student possesses and see that
each one starts in the learning sequence at that point
which is most appropriate for him.

This research study

attempted to have teachers look at each child by means of
the individually administered diagnostic test and then, by
means of guidance, assist teachers in determining the
appropriate starting point in the learning sequence.

In

addition, the directions for teachers to make notes con
cerning the child's behavior during the administration of
the diagnostic test was another way of having teachers tune
in to the individual student as a unique person.

Assuming

the accuracy of Howes' (1970) statement that "Children
whose individual differences are met will be better taught
because of these differences and not in spite of them" (p.
99), it might be projected that the subjects in the experi
mental group were "better taught" because their teachers
discovered these differences by having administered,
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individually, a diagnostic inventory and were guided in
the use of the test data--thus the significant difference
in their performance on the dependent variable.
Although teacher experience was projected to be a
factor related to students• performance on the ABC Inven
tory, the F ratio did not support this projection.

The

work of Anderson and Temp (1967) contributes to the
explanation of this in that they identified teacher
characteristics and not teacher experience as a factor in
pupil performance, and teacher characteristics vary among
both experienced and inexperienced teachers.

Also,

Goldberg's (1964) model for the teacher of the disadvan
taged did not include the experience factor, but rather
rraphasj zed acceptance of standard test measures as evidence
of current achievement and not innate intelligence.
Teachers of the experimental group were encouraged to do
this and evidently the experience of the teachers did not
have an effect on their ability to accept diagnostic test
data as current achievement and the basis for planning
instruction.

The teachers' responses to items one and two

on the follow-up questionnaire tend to substantiate that
statement.

When asked if the information gained from

administering the test to students proved useful in
planning the instructional program, all of the teachers in
the 0 to 3 year experience group indicated "very useful,"
as did all of the teachers in the more than six years

56
experience group.

The two teachers indicating that the

data were "somewhat useful" were teachers in the ^ to 6
year experience group.

Statements of teachers relevant

to the ways in which they did change the instructional
program signify that teachers in all of the experience
criteria groups did change their programs in terms of the
diagnostic test data.
Different Diagnostic Tests and
Teacher Experience
It was hypothesized that there would be differences
in the performance on the ABC Inventory among the three
sub-groups which were administered different diagnostic
tests.

Also, it was hypothesized that there would be dif

ferences in performance according to the number of years
experience of the teacher administering the diagnostic
test.

The analysis of variance technique was used to test

for significant mean differences relative to the two
independent variables, the diagnostic test administered
and teacher experience.

Table 3 presents a summary of the

analysis of variance of diagnostic test to teacher expe
rience.

As can be seen from Table 3, non-significant F

values were obtained for each of the two independent
variables.

Student performance on the ABC Inventory did

not differ in terms of the diagnostic test used nor did
student performance differ in terms of teacher experience.
However, a significant F ratio for interaction was
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Table 3«

Analysis of Variance of Diagnostic Test to
Teacher Experience

Source of
Variation

Degrees of
Freedom

Sum of
Squares

Mean
Squares

F Ratio

Diagnostic
Test

2

1337.64

668.82

Teacher
Experience

2

351.20

175.60

.719

Interaction

4

15483.39

3870.85

15.86*

171

41724.35

244.00

179

58896.58

Within
Total

2.74

*p < .01.

produced, indicating an appreciable relationship between
performance on the ABC Inventory and a combination of the
two independent variables.

Both factors, the diagnostic

test administered and teacher experience acting together,
but neither alone, produced tangible differences in per
formance on the dependent variable.
An inspection of the means presented in Table 4
indicates that among the means for the First Grade Screen
ing Test, the mean was highest for students of the least
experienced teacher.

In examining the means for the

Preschool Inventory, this is also true.

Students of the

least experienced teacher scored highest in the mean
comparison for that diagnostic test.

However, for the
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Table 4.

Means and Standard Deviations on ABC Inventory
(Diagnostic Test, Teacher Experience)

Diagnostic Tests

First Grade
Screening Test
Teacher
Experience

X

SD

Preschool
Inventory
X

SD

Psychoeducational
Inventory
X

SD

0-3 yrs.

113.65

20.18

116.30

20.00

91*00

12.37

4-6 yrs.

105.60

11.50

113.20

15.87

97.50

16.29

6+ yrs.

109.55

15.99

95.60

14.38

119.50

7.37

Psychoeducational Inventory, it was students of the most
experienced teacher who outperformed the others.

Also,

from Table 4 it can be observed that among teachers in the
0 to 3 years and 4 to 6 years experience criterion group,
the highest mean in each experience group was achieved by
students whose teachers had used the Preschool Inventory
as a diagnostic instrument.

Whereas for the more than 6

years teacher experience group, the students whose teacher
had used the Psychoeducational Inventory outperformed those
of teachers using either of the other two instruments.
Other teacher characteristics may have been the variables
operative in producing the interaction effect relative to
teacher experience and the diagnostic inventory used.
Teacher characteristics such as attitudes toward respect
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for individuality and/or attitudes toward rigidity and
flexibility, and/or the teacher's educational background
may have influenced student performance on the dependent
variable.

Any one of these characteristics, or a combina

tion of them, may have been instrumental in influencing
pupil performance regardless of the diagnostic instrument
used.
As has been previously discussed, the works of both
Anderson and Temp (1967) and Goldberg (1964) contribute to
an explanation of why teacher experience alone did not
produce significant differences in performance on the
dependent variable.

Teacher experience was not identified

by either of these authors as a critical factor in pupil
performance or in the projection of a model for teachers
of the disadvantaged.
The writer had anticipated that because of differ
ences in the structure of the three tests used for diag
nosis there might be significant differences in performance
on the dependent variable relative to the diagnostic inven
tory used by the teacher.

The First Grade Screening Test

was designed for group administration and consists of
primarily paper and pencil tasks, whereas the Preschool
Inventory and the Psychoeducational Inventory of Basic
Learning Abilities were designed to be administered indi
vidually and do involve physical and motoric responses
with a minimum of paper and pencil tasks.

However, it
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appears that the instrument used for diagnosis was not a
factor alone in producing significant differences in per
formance on the dependent variable but rather that the
focusing, by the teacher, on the individual learner, which
occurred as a result of the diagnostic test administration,
and the acceptance of performance on the diagnostic test
as basis for instructional planning were the elements
which ultimately had an effect on pupil performance on
the dependent variable.

The literature relative to

individualization of instruction stresses the importance of
getting to know the learner, as an individual, who brings
to the learning situation certain skills, talents, and
previous learnings upon which current learning must be
based.

The Association for Supervision and Curriculum

Development (1964) Yearbook exhorts teachers to consider
the learner's unique perceptions, values, concepts, and
needs.

Hunter (1966) sees diagnosis as a tool of instruc

tion, an "intrinsic part of the teaching act" (p. 5^5)•
The National Society for the Study of Education (1967)
stated, "When a student comes to any new instructional
situation . . . he brings to that situation certain know
ledge and certain abilities that are not the same as those
of his fellow pupils" (p. 2^3).

With regard to this study

it appears that despite differences among the diagnostic
instruments used, the teachers were able, through the use
of any of the tests, to identify individual differences
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which became the basis for instruction as per the guidance
offered them.
Correlation of Diagnostic Inventories with
the Dependent Variable
Although the three diagnostic inventories used in
this study and the dependent variable, the ABC Inventory,
differ in structure, all four instruments may be classified
as school readiness tests.

For this reason it was antic

ipated that there would be a relationship between scores on
the diagnostic inventories and the dependent variable.

To

statistically study the nature of the relationship the
Pearson product-moment coefficient of correlation was
calculated.

Inspection of Table 5 indicates that the co

efficients of correlation between all three diagnostic
tests and the dependent variable were positive and statis
tically significant.

Correlations were barely significant

at the .05 level between the Psychoeducational Inventory
of Basic Learning Abilities and the dependent variable.
This was also true of the First Grade Screening Test and
the dependent variable.

However, the Preschool Inventory

scores correlated with the ABC Inventory at the .01 level
of significance.

The inability of the data to support the

hypothesis that there would be differences in performance
on the dependent variable relative to the different diag
nostic tests administered may be partially attributable to
these positive correlations.
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Table 5»

Coefficients of Correlation Between Diagnostic
Test Scores and Scores on the ABC Inventory

Diagnostic Test

r

Preschool Inventory

.5^**

First Grade Screening Test

.28*

Psychoeducational Inventory of Basic
Learning Abilities

.38*

*p < .05.
**p < .01.

In relating the correlations of Table 5 to the data
presented in Table 4, it may be noted that the Preschool
Inventory, with the highest coefficient of correlation, was
the instrument used by teachers in the 0 to 3 year and k to
6 year experience groups whose students achieved the highest
means.

Also, in examining Table 5, it is interesting to

note that the Psychoeducational Inventory of Basic Learning
Abilities , which is not standardized and relies on teacher
judgment for evaluation, produced a coefficient of correla
tion of .36, whereas, the First Grade Screening Test, the
paper and pencil inventory which is standardized, produced
an r of .28, the smallest positive coefficient of correla
tion among the three tests.

However, in examining Table k,

in the 0 to 3 years and k to 6 years experience criterion
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groups, students of teachers using the First Grade Screen
ing Test outperformed students of teachers in the same
experience groups who used the Psychoeducational Inventory.
It was the high mean score of the most experienced teacher
(6+ years) using the Psychoeducational Inventory that
tended to counterbalance the relatively low mean scores of
students taught by teachers in the other experience groups
using this test.
Follow-Up Questionnaire
As a follow-up to the study a questionnaire was
sent to the teachers of the experimental group.

The pur

pose of the questionnaire was to determine if teachers had
used the diagnostic inventory data for individualizing
curriculum activities, if so, in what ways, and to allow
for the teachers' personal observations.

Their responses

gave some indication of their attitudes toward the use of
diagnostic test data and the extent to which these data
influenced their curriculum activities.
A copy of the questionnaire appears in Appendix B.
Eight of the nine questionnaires distributed were returned.
Table 6 presents a tabulation of results for items 1, 3, 5»
and 6.

Items 2,

, and 7 were structured in such a way

that responses could not be tabulated.

Of the eight

teachers responding, six indicated that the information
gained from administering the diagnostic test was "very

Table 6.

Responses to Follow-Up Questionnaire

Item
1.

3.

5.

6.

Did the information you gained from administering
the test to your students prove useful in planning
your instructional program?

Totals of Responses
6

Very Useful

2

Somewhat Useful

0

Of No Value

Did you make an attempt to individualize instruction
on the basis of information gathered from the testing
exp eri enc e ?

6

Yes

2

No

Did you organize for small group instruction?

8

Yes

0

No

7

Yes

1

No

If you did plan for small group instruction", did the
test data influence your method of selecting children
for small group instruction?

Note: Items 2, 4, and 7 were structured in such a way that responses
could not be tabulated.

ON
.e-
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useful."

The two teachers who checked "somewhat useful"

commented as follows:

"did not like the test" and "I did

discover traits each child had that I had not noticed
before."
In response to item 3, concerning whether or not
they attempted to individualize instruction, six teachers
answered "yes" and two "no."

One of the teachers who

responded negatively qualified that by saying that she
"found it more effective to teach in smaller groups."

With

regard to small group instruction all eight teachers
indicated on item 5 that they did such planning and all but
one (item 6) used the diagnostic test information for the
grouping.
Question 2 of the questionnaire requested that
teachers indicate the ways in which they changed their
instructional program as a result of information gathered
from the test experience.

Seven of the eight teachers

returning questionnaires responded to this item. Responses
varied from discussion of changes in emphasis relative to
specific content areas to discussion of changes in time
schedules.

A few of the comments are included here.

One

teacher stated, "I changed the class schedule to allow more
time for smaller groups (2-k children) for readiness
activities.

Also, X provided more activities in each

group's weak areas."

Another replied, "Due to the fact

that the children's strengths and weaknesses in the areas
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tested were specifically outlined I was able to plan and
execute a more meaningful instructional program in much
less time than it would have normally taken. 11

A third

teacher responded, "Several children scored low on the
concept activation-sensory items.

I worked individually

with these children and growth was rapid.

In addition, I

regrouped the children for language development, working
with three groups rather than two."
With regard to item k of the questionnaire, con
cerning the number of children for whom individual instruc
tional programs were planned, the numbers varied from 2 to
12, with two teachers declining to respond.

And related

to this, in responding to the percentage of time spent in
individual instruction, small group instruction, and total
group instruction, the percentages for individualized
instruction ranged from 0 to kO and for total group in
struction, from 20 to 80.

Six of the eight teachers

indicated ^0% or more of their time spent in small group
instruction.

According to the replies to item 6, seven of

the eight teachers used diagnostic test data for selecting
the groups, indicating that this was their attempt to meet
the needs of individuals as identified by the diagnostic
inventories.
Although there were variations in individual
response to the questionnaire, the general consensus of the
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teachers' replies was that the diagnostic test data had
proven useful in the structuring of curriculum activities.
Summary
This chapter has presented an analysis of the data.
It was hypothesized that in comparing the performance of
subjects in the experimental group with the performance of
subjects in the control group, the experimental group,
regardless of the diagnostic test administered, would score
higher on the ABC Inventory than the control group.

In

addition, it was hypothesized that there would be signifi
cant differences in performance on the ABC Inventory
between the experimental and control groups according to
the number of years experience of the teachers.

Analyzing

the data by means of the analysis of variance technique
indicated a significant difference in performance between
the experimental and control groups, with the experimental
group outperforming the control group, thereby supporting
the first of the aforestated hypotheses.

However, the

data analysis did not support the hypothesis predicting
differences according to years of teacher experience.
There was no significant difference in performance on the
dependent variable relative to teacher experience.
Furthermore, it was hypothesized that in terms of
the experimental group, which was divided into three sub
groups with each sub-group administered a different
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diagnostic test, there would be significant differences in
performance on the ABC Inventory among the three sub-groups
which were administered different diagnostic tests.

Also,

it was predicted that there would be significant differ
ences in performance on the ABC Inventory according to the
number of years experience of the teacher administering
the diagnostic test.

The analysis of data by means of the

analysis of variance technique failed to support either of
these hypotheses.

There was, however, a significant F

value for interaction, indicating an appreciable relation
ship between performance on the ABC Inventory and a combina
tion of the two independent variables, the diagnostic test
administered and teacher experience.
The Pearson product-moment coefficients of correla
tion computed between scores on each of the diagnostic
tests and the dependent variable were positive and statis
tically significant.

This tends to account for the fact

that there was no appreciable difference in performance on
the dependent variable relative to the diagnostic inventory
which had been administered.
The teacher responses to the follow-up question
naire were analyzed and discussed in this chapter.

Teachers

indicated that they did, for the most part, organize for
instruction and plan curriculum activities in terms of the
data from the diagnostic inventories they administered.
Most of them signified that they found the data very useful.
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Comments of individual teachers confirmed the value of the
diagnostic inventories for identification of strengths and
weaknesses among their students*

CHAPTER 5
SUMMARY AND CONCLUSIONS

The purpose of the study was to determine the
effect of three different teacher administered language
and perceptual-motor diagnostic tests and the use of in
formation collected from these tests as a basis for indi
vidualizing curriculum activities.

The basic questions

were:
1.

Would Head Start pupils, whose language and per
ceptual -motor skill deficiencies were identified
via a teacher administered test, and whose teachers
were guided in the use of data from these tests for
individualizing curriculum activities, score higher
on a standardized school readiness test at the end
of the year than students who were not given the
treatment indicated above?

2.

Would there be significant differences in the
standardized school readiness test scores of those
Head Start pupils whose language and perceptualmotor skill deficiencies were identified via a
teacher administered test, and whose teachers were
guided in the use of data from these tests for
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individualizing instruction, according to the
diagnostic instrument administered?
3.

Would there be significant differences in the
standardized school readiness test scores of Head
Start pupils relative to the number of years of
experience of their teachers?
Hypotheses
The following were the research hypotheses:

1.

In comparing the performance of subjects in the
experimental group with the performance of subjects
in the control group, it was hypothesized that:
a.

The experimental group, regardless of the diag
nostic test administered, would score higher on
the ABC Inventory than the control group.

b.

There would be significant differences in per
formance on the ABC Inventory between the
experimental and control groups according to
the number of years experience of the teachers;
0 to 3 years, 4 to 6 years, and more than 6
years.

2.

In terms of the experimental group, which was
divided into three sub-groups, with each sub-group
administered a different diagnostic test:
a.

There would be significant differences in per
formance on the ABC Inventory among the three

72

sub-groups which were administered different
diagnostic tests.
b.

There would be significant differences in per
formance on the ABC Inventory according to the
number of years of experience of the teacher
administering the diagnostic test.
Design of the Study

Three hundred sixty subjects, one hundred eighty in
the experimental group and one hundred eighty in the control
group, were randomly selected from the Dade County Head
Start population.
controlled.

The variable of teacher experience was

Of the eighteen teachers involved, six had

three years or less experience, six teachers had four to
six years experience, and six teachers had more than six
years experience.
The control group was exposed to no special treat
ment.

Subjects in the experimental group only were admin

istered, individually, by their teachers, one of three
different diagnostic tests early in the school year.
Teachers were guided in the use of test data to individ
ualize curriculum activities.

At the end of the school

year the ABC Inventory was teacher administered, individ
ually, to both experimental and control groups.
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Using the ABC Inventory data, the analysis of
variance technique was used to test for significant differ
ences between the means*
Findings
Analyzing the data by means of the analysis of
variance technique indicated a significant difference in
performance between the experimental and control groups,
with the experimental group outperforming the control
group, thereby supporting the first part of the first major
hypothesis of this study.

However, the data analysis did

not support that part of the hypothesis predicting differ
ences according to years of teacher experience.
no

There was

significant difference in performance on the dependent

variable relative to teacher experience.
With reference to the second major hypothesis of
this study, the analysis of variance technique for analysis
of data failed to produce significant differences with
regard to either independent variable, the different diag
nostic tests used or teacher experience.

There was, how

ever, a significant F value for interaction indicating an
appreciable relationship between performance on the ABC
Inventory and a combination of the two independent vari
ables.

Therefore, both parts of the second major hypoth

esis of the study must be rejected.

7^

Product-moment coefficients of correlation were
computed between scores on the diagnostic tests admin
istered and the dependent variable.

These coefficients of

correlation were positive and statistically significant.
The inability of the data to support the hypothesis that
there would be differences in performance on the dependent
variable relative to the different diagnostic tests admin
istered may be partially attributable to these positive
correlations.
Teacher response on the follow-up questionnaire
indicated that they did, for the most part, organize for
instruction and plan curriculum activities in terms of the
data from the diagnostic inventories they administered.
Comments of individual teachers confirmed the value of
the diagnostic inventories for identification of strengths
and weaknesses among their students.
Conclusions
With an awareness of the danger involved in
generalizing it would appear that the results of this study
endorse the effectiveness of individually teacher admin
istered diagnostic tests with guidance in the use of test
data upon the Dade County Head Start pupils' school readi
ness.

Teachers* responses to the questionnaire suggest

that the diagnostic test did help them to focus on the
learner's needs and that the data were useful in planning
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for small group instruction.

Since the scores on the diag

nostic test instruments correlated positively with the
scores on the dependent variable it might be assumed that
curriculum planned in terms of needs discovered through the
use of the diagnostic test would be effective in improving
performance on the dependent variable.

The curriculum

planned in this manner, with the specific needs of the
learner in mind, might be expected to be more effective in
improving scores on the dependent variable, as indicated by
Table 1, than a general curriculum planned for any group of
five year olds from poverty backgrounds.

The former is

based on identified needs, whereas the latter is based on
teacher projected needs.

Furthermore, it might be implied

that all Dade County Head Start teachers administer a diag
nostic test early in the school year to help them focus on
the children as individuals and that guidance be provided
in the use of test data for curriculum development.
Considering the fact that there were no significant
differences in performance on the dependent, variable rela
tive to the three tests used for diagnosis, it would appear
that any test that measures ultimate desired objectives
would be helpful in identifying uniqueness among students
in terms of these objectives.

These data then could be

used for curriculum development.

It should be noted,

however, that some guidance would need to be provided for
the use of test data.

Also, it appears from Table 2, and
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responses to questionnaires, that teachers with little
teaching experience as well as the more experienced teacher
would use the test data to advantage in planning individ
ualized curriculum activities.

Recommendations
The results of this study suggest several relevant
topics for future investigation.

Questions for further

study might include the following:
1.

Would similar results be obtained with a sampling
of a city's total five year old population?

2.

Would the results differ if a group administered
test was used as opposed to an individually admin
istered test, specifically for groups other than
Head Start?

3«

Would similar results pertain to other age groups?

k»

Would there be differences relative to the
teachers 1 type of experience; for example, graded,
self-contained classroom experience versus nongraded, team teaching experience?

APPENDIX A
TESTS USED IN THE STUDY*

*The following tests were used with permission
of the copyright holders.

77

78

FIRST GRADE
SCREENING TEST
JGIRL'S J

ITEM
N O.

l. a. Arms
b. Mouth
c. Body

ITE M
SCORE

. .... . .. .. .
... . .. .. . . . .

2. Square
3 . Highway .

4. Diamond
5. Directions A

6 . Dot design
7. D irecttons B

8. Screw &. bolt: yes

by /John E. Pate, Ed.D. and
\Varren W. Wehh, Ph.D.
Vanderbilt University Medical Center

Picture & hammer: no
9. Dress & shirt: yes
Broom & bowl : no

10. Running
11. Eating

1

12. Dressing

1

13. Shding
Name ____________~,..~,------------~fi~.,~,----------~M~.•~,~,,------

14. Four smiling, none frowning
15. No l.1dde1, medicine cabinet,

School ---------------------------------------------------

16. Lasso

Teacher ------------------------------------·--------------

Date of Testing ------------------------------------------Raw Score -------------------

Percentile : ------------------

kntves, or matches

17. Saxophone
18. Juicy
19. Postage

2 0. Thorn
21. Shrub

Refcrr al N otes: ----------------------------------------

22. Magician

23 . Compass
24. Temperature
Check if repeating first grade ---------

25. Rhinoceros

i1Jllfl'!('(!Jl Q;/r/r;JI('{?~_ ~(Trirt. IJIC.

25. Cat & tricyc le: yes
Chanot & fort : no
27. Thorn & file: yes
Swan & zebra: no

PUBLISHERS ' BUILDING. CIRCLE PINES. MINNESOTA 55014

TOTA L ____
•R•w Scort
•Muimum pouibl• t•w scort 29

USING THE SCOR I N G TAB
Fold the scorin g t~b out so that it can he u'ed as you score each item. Credits are recorded by c ircling
the concsponding score. The raw sco re is the tot31 number of cred its (circled scores) obtained. Maximum
possibl e score is 29.

Percentiie equivalents for mw scores are presented in Table 1, Page 43 of this manual.
9
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1

Turn to the first page, the empty page with 1 dot at the top^ l[ke this one on the clialkbonn).
(Show the children this page, which corresponds to their page 1. Point to the 1 dot on the
chalkboard. Make sure that all have the right page.)

Take your pencil and draw a man on this^pjige. Draw (he best man (hat you can. (Repeat
the double-underlined directions one more time.)
No credit is given for failure to try or for a drawing
that is unrecognizable as a man. When the child draws
two or more human figures, the best drawing is used for
scoring purposes. Stick men are judged by the same
standards.

Directions for Scoring:
Three points are possible in the drawing of a man:
one point for dear representation of arms;
one point for Hear representation of a mouth;
one point for clear representation of a body.

Scoring examples are found on page 37.
10

Now look at the next page, the page with 2 dots at the top.
Here is a
square Jor you to copy: OnJhe empty side of (hisjmse, (hold the manual up and point to
the empty side of the page.l I want you to draw n sf|tiarc\ just li!;e the one you see on the
other side of the page. (Repeat the double-underlined directions one more Time J
(Show the children this page.)

(Point to the 2 dots on the chalkboard. Make sure that all have the right page.)

Directions tor Scoring:
One point is given for a fair representation of the
model. No credit is given for n very lnrj:o drawing '.my
size more than twice the length of the modeO. or for a

very small drawing 'any size loss than half the length
of the model), or for o drawing of such poor qunlily as
the examples.
Scoring examples are found on page 38.

Now tumjo the next page, the page with 3 dots at the top.
Here is a
very crooked highway. Put your pencil on the car and draw a line from tlie car to the house.
Remember, try to stay <)ntlie highway. (Repeat the double-underlined directions one

(Show the children this page.)

(Point to the 3 dots on the chalkboard. Make sure that all have the right page.)

more time.)
Directions (or Scoring:
One point is given for staying on the highway; minor

waviness is disregarded. No credit is given for gross in*
ability to follow the highway.
Scoring examples are found on page 39.

(Show the children this page.)

Now look at the next page, the page with

4

dots at the top.
Here is a

(Point to the 4 dots on the chalkboard. Make sure that all have the right page.)

diamond for you to copy. On the cinptv side of thjs page (hold the manual up and point to
the empty side of the page), i want you todraw a_diamond jnst like the one you see on the
other sideof the page. (Repeat the double-underlined directions one more time.)
small drawing 'any size less than half the length of the
model), or for a drawing of such poor quality as the
examples.
Scoring examples are found on page 40.

Directions (or Scoring:
One point is given for a fnir representation of the
model. No credit is given for a very large drawing ( any
size more than twice the length of the model), or a very
13

Now turn to the next page, the pafre with ldotatthe top.
Here re two
sticks, a biff stick^and a little stick. Listen to whnt l^ want you to do. I will say it oiily once^
(Show the children this page.)

(Point to the J dot on the chalkboard. Make sure that all hare right page.)

(Say the following instructions slowly and clearly. Say them only once: do not repeat.)

Draw a line from the top of the bigstiek to the bottom of the little stick.
sticks, hut credit is given so long as the line connects
the top of the long stick mid the bottom of the short
stick.

Directions for Scoring:
One point is Riven for connecting the top of the long
stick with the bottom of the short stick, I.ines may tie
drawn w.ivy or curving aWne Ilie sticks or lirlotv the

Scoring examples are found on page 41.
14
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Now look at the next page, the page with 2 dote at the top.
Here on this
side (point to the left side of the page) isji groupj)f dots connected by a line. Here, on this
side (point to the right side of the page) there isno line connecting thedots^Takeyour
pencil and connect these clots with a linejust like the_one which is aheadydone. (Repeat the
(Show the children this page.)

(Point lo the 2 dots on the chalkboard. Make sure that all have the right page.)

double-underlined directions one more time.)
Directions (or Scoring:
One fHiint is siven for connecting the dots to cffcct
the desired pattern: minor wavincss is distecarded. No

credit is civen when errors are mude by omitting or
adding secments of the pattern,

Scoring examples are found on page 42.
15
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Now turn to the next page, the page with 3 clots at the top.
Herejsa
box and a ball. Listen to what I want you to do. I will say it only once: (Say the following
instructions slowly and clearly. Say them only once; do not repeat.) Put a dot in the ball,
and draw a circle around the box.
(Show the children this page.)

(Point to the 3 dots on the chalkboard. Make sure that all have the right page.)

Directions for Scoring:
One point is given for putting n dot in the ball and
drawing a circle around the box. The size of the dot

nnd its locntion in the ball are disregarded; the circle
around the box may lie irregular and even squarish.

••
••

/\
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Now look at the next page, the page with 4 dots at the top.
Here are
some pictures of different things. Which ones do you use a screwdriver on? Draw circles
around all (he things you use a screwdriver on. (Repeat the double-underlined directions one
(Show the children this page.)

(Point to the 4 dots on the chalkboard. Make sure that all have the right page.)

more time.)
he iturs circlo the picture or the hammer. Ha must do
;»!) four things correctly. Whatever he may do with the
remaining pictures is disregarded since scoring for this
item has been statistically derived for maximum
efficiency. The only acceptable response is:
«

Directions for Scoring:
OIK *

point is given if the child dors four things:
circles <he scrow, circles the l>olt. docs not circle Iho
picture. ami does not circle the Ivimmcr. No credit is
Kiven if he fuil* to circle the screw and the bolt or if

either
circled or
not circled

either
circled or
not circled

circled

not
circled

either
circled or
not circled

either
circled or
not circled

not
circled

circled

17
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Now turn to the next page, the page with l_dot at the top.
Here are
some pictures of different things. Which ones do you use a needle with? Draw chclcs around
all the things you use a needle with. (Repeat the double-underlined directions one more time.)
(Show the children this page.)

(Point to the 1 dot on the chalkboard. Make sure that all have the right page.)

\OTE: f or kindvriivrtvn administration* a brvati of approxiniati'ly ft) minutes is proridrd
at this point. Tin' hrvak should Uv dvvotrd to somv physical tirtivity that trill provide a
change of pare.
Directions for Scoring:
One point is given if the child docs four things:
circles the dross pieces, circles the torn shirt, does not
circle the broom, and does not circle the bowl. He
must do all four things correctly. No credit is given if

he fails to circle the dress pie{-es and the torn shirt or
if he r/ors circle the broom or the l*owl. Whatever he
may do with the remaining pictures is disregarded since
sewing for this item has Inxm statistically derived for
maximum efficiency. The only acceptable response is:

circled

either
circled or
not circled

either
circled or
not circled

|
j
i

either
circled or
not circled

either
circled or
not circled

not
circled

i

1
1

18

circled

not
circled
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Now look at the next page, the page with 2 dots at the top.
You wHl
see the childrenjloing different things: one child is afraid to run and play with the other*
children; one is running happily with a bucket of sand: one is clumsy and always falling.
Look at all of tiiem_and_ decide which one is most like you. Which one is doing what you
would do? Now draw a circle around the child that is most like you. Be sure to draw a circle
around only onc child. (Repeat the double-underlined directions one more lime.)
(Show the children this page.)

(Point to the 2 dots on the chalkboard. Make sure that all have the right page.)

Directions for Scoring:
One point is fiivon for cirrJinj; only the happily running child.
19
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Nqwfarn tqjhe next, page, the page with 3 dots at the top.
One of these
children is being fed by the mother; the other child is feeding itself. Which one of these
children is most like you? Draw a circle around the child that is most like you. (Repeat the
(Show the children this page.)

(Point to the 3 dots on the chalkboard. Make sure that all liaue the right page.)

double-underlined directions one more time.)
Directions for Scoring:
One point is (liven for circling only the child feeding itself.
•20

11

Now look at the next page, the page with 4 dots at the top.
One of these
childrenJs_being dressed by the mother; the other child is dressing itself. Which one of these
children is_most like you? Draw a circle around the chjld that is most like you. (Repeat the
(Show the children this page.)

(Point to the 4 dots on the chalkboard. Make sure that all have the right page.)

double-underlined directions one more time.)
Directions for Scoring:

%

One point is given for circling only the child dressing itself.
2t
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Now turn to the next page, tjnepa»e with l^dot^at thejojr.
Lookjit each
of the chilcb'en here. Which one is doing what you would do? Draw a circle around the child
that is most like you. (Itepeat the double-underlined directions one more time.)
(Show the children this page.)

(Point to the 1 dot on the chalkboard. Make sure that all have the right page.)

Directions for Scoring:
One point is Riven for ciicliiiR only the child on the slide.
22
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Now look at the next page, the page with 2 dots at the top.
Here are
some ladies. Some look as if they would be nice and friendly, but some look as if they would
be mean and angry. Draw circles around all Jhe_ tucejladics. (Repeat the double-underlined
(Show the children this page.)

(Point to the 2 dots on the chalkboard. Make sure that all have the right page.)

directions one more time.)
Directions for Scoring:
OHO point is giw» for circling all four of the smiling
fares and nonr of tin* four unhappy faces. No crcdit is

given for any other combination. The only correct response is:

not
circled

not
circled

circled

circled

circled

not
circled

23

I
!

not
circled

circled
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Now turn to the next page, the page with 3 dots at the top.
Here are
somethings you kno\vabout. Look at all of them. Draw circles around all the things that VOII
would have fun playing with. (Repeat the double-underlined directions one more time.)
(Show the children this page.)

fl'oint to the 3 dots on the chalkboard. Make sure that all hare the right page.)

Directions for Scoring:
One point is given for circling any drawing other than
the ladder, the medicine crthinet, the knives, or the

mulches. If the ladder, medicine cabinet, knives, or
matches arc circled, /JO credit is given.
24
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Now look aUhe next page, the page with 4 dots at the top.
One of these
is a lasso. Draw a circle around the lasso. (Repeal the double-underlined directions one

(Show the children this page.)

(Point to the I dots on the chalkboard. Make sure that all hare the right page.)
more time.)
Directions for Scoring:

Ono point i.n aivni for liriltnu only the lasso.

95
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Now turn to the next page, the page with 1 dot at the top.
One of these
is a saxophone. Draw a circle around Hie saxophone. (Repeat the double-underlined directions
(Show the children this page.)

(Point to the 1 dot on the chalkboard. Make sure that all have the right page.)

one more time.)
Directions lor Scoring:
One jHiint is Riven tor circling only the saxophone.
2G
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Now look at the next page, the page with 2 dots at the top.
of these "
is juicy. Draw a circle around the juicy one. (Repeat the double-underlined directions one

(Show thf children this page.)

I Point to the 2 dots on the chalkboard. Make sure that all have the right page.) One

more time.)
Directions for Scoring:

Olio point is giwn fur cirrlinu only Ihr orange.
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Now turn to the next page, the page with 3 dots at the top.
One of these
shows postage. Draw a circle around the postage. (Repeat the double-underlined directions
(Show the children this page.)

(Point to the 3 dots on the chalkboard. Make sure that all hare the right page.)

one more time.)
Directions for Scoring:
One point is given for circling only the postage.
28
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Now look at the next page, the page with 4 dots at the top.
of these
a circle around the thorn. (Repeat the double-underlined directions one

fShow the children this page.)

(Point to the 4 dots on the chalkboard. Make sure that all have the right page.) One

is a thorn. Draw
more time.)

Directions (or Scoring:
One (Mint is piwn for circlinp only the thorn.
29
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Now turn to the next page, the page with 1 dot at the top.
One of these
is a shrub. Draw a circle around the shrub. (Repeat the double-underlined directions one
(Show the children this page.)

(Point to the 1 dot on the chalkboard. Make sure that all have the right page.)

more time.)
Directions for Scoring;
One point is given for circling only the shrub.
30
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Now look at the next page, the page with 2 dots at the top.
2 dots on the chalkboard. Make sure that all have the right page.) One of these
is a magician. Draw a circle around the magician. (Repeat the double-underlined directions
(Show the children this page.)
(Point to the

one more time.)
Directions (or Scoring:
One point is given for circling only the magician.
31
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Now turn to the next page, the page with 3[dots attlietop.
of these
is a compass. Draw a circle around the compass. (Repeat the double-underlined directions
(Show the children this page.)

(Point to the 3 dots on the chalkboard. Make sure that all have the right page.) One

one more time.)
Directions for Scoring:
One point is given for circling only (he compass.

102
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Now look at the next, page, the page with 4 dots at the top.
One of these
shows temperature. IIraw a circle around the one that shows temperature. (Repeat the
(Show tlw children this page.)

(Point to the 4 dots on the chalkboard. Make sure that all have the right page.)

double-underlined directions one more time.)
Directions (or Scoring:
One point is given for circling only the thermometer.
33
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Now turn to the next page, the page with 1 dot at the top.
One of these
is a rhinoceros. Draw a circle around the rhinoceros. (Repeat the double-underlined directions
(Show the children this page.)

(Point to the 1 dot on the chalkboard. Make sure that all have the right page.)

one more time.)
Directions for Scoring:
One point is given for circling only (he rhinoceros.
34

10k

••

26

Now look at the next page, the page with 2 dots at the top.
You have
seen some of these pictures in this booklet. And there are some of these pictures that you
have not seen in this booklet. Draw circles around all the pictures you have seen in this
booklet. (Repeat the double-underlined directions one more time.)
(Show the children this page.)

(Point to the 2 dots on the chalkboard. Make sure that all have the right page.)

Directions for Scoring:
One point is given if the child does four things:
circles the c;.t, circles the tricycle, docs not circle the
chariot, and docs nof circle the fort. No credit is given
if he [ails to circle the cat and the tricycle or if he
either
circled or
not circled
either
circled or
not circled

does circle the chariot or the fort. Whatever he may do
with the remaining pictures is disregarded since scoring
for this item has been statistically derived for maxi
mum efficiency. The only acceptable response is:
either
circled or
not circled

not
circled

either
-circled or
not circled

circled

35

not
circled

circled
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Now turn to the next page, the page with 3 dots at the top.
You have
seen some of these pictures in this booklet. And there nre_Bome of these pictures that you
have not seen in this booklet. Draw circles around all the pictures which you have seen in
this booklet. (Repeat the double-underlined directions one more time j
(Show the children this page.)

(Point to the 3 dots on the chalkboard. Make sure that all have the right page.)

Directions for Scoring:
One point is given if the child does four things:
circlcs the thorn, circles the file, does not circle the
swan, and does not circle the zebra. No credit is given
if he fails to circle the thorn or the file, or if he does
either
circled or
not circled
not
circled

circle the swan or the zebra. Whatever he may do with
the remaining pictures is disregarded since scoring has
been statistically derived for maximum efficiency. The
only acccptable response is:

circled

either
circled or
not circled
36

either
circled or
not circled

either
circled or
not circled

not
circled

circled
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GENERAL DIRECTIONS
PURPOSE
A Psychoeducational Inventory of Basic Learning
Abilities has been developed as an aid in the initial
evaluation of elementary and junior high pupils with
suspected learning disabilities. The Inventory has
been designed for special education teachers,
remedial specialists, educational therapists and
consultants, psychologists, and others concerned
with the learning problems of children. Its major
use is with exceptional children for whom highly
specific instruction must be devised.

RATIONALE
The Inventory samples educational tasks from
fifty-three basic learning abilities that have been
grouped into six major areas of learning: gross
motor development, sensory-motor integration,
perceptual-motor skills, language development,
conceptual skills, and social skills. It is anticipated
that the Inventory will be used for pupil placement
in, or recommendation for, some type of special
education class or educational therapy. The basic
assumption is that the teacher of children with
learning disabilities must begin with an evaluation
of major educational tasks as a prerequisite to any
meaningful curriculum development or remedial
plan. The tasks should always be administered in
an individual situation. The Inventory is not a stan
dardized instrument and relies entirely on the
examiner's subjective judgment and experience
regarding the rating to be employed and the nature
of the remedial program required. It will be most
helpful when used by the teacher in conjunction

with a psychoeducational consultant, such as a
school psychologist, who can follow up on the
Inventory with more specialized examinations if
needed. For purposes of educational planning, the
author's handbook, The Remediation of Learning
Disabilities (Fearon Publishers), is recommended
for specific programming of the basic learning
abilities.

MATERIALS REQUIRED
Specific instructions for the evaluation of each
educational .ask are contained in the Inventory.
The accompanj ...g Workbook provides space for all
pencil and paper responses. The following mate
rials should be obtained to complete the examiner's
kit: teaspoon; bead; texture ball; old newspapers
for paper balls; Softball; jump rope; contemporary
records and record player; hand mirror; brick; play
ing cards; books; paper bag; nail, stick, and pencil;
two-inch-long stick, four-inch-long stick, and sixinch-long stick; wood, plastic, or cardboard letters
(A-BN-M-Y-X-T); square wood building block; scis
sors; cardboard paper towel roll from which to
make a telescope; card (big enough to cover eye)
with hole in it; yardstick; wristwatch; thumbtack;
picture; six coins; half-inch bolts, washers, and
nuts (three of each).

RATINGS
The pupil's response to each educational task
should be noted under the column headed "Notes,"
and a check mark or X should be placed immedi
ately in the appropriate rating column. Tasks are

listed by level of difficulty: B—beginningtasks that
are generally accomplished by children in primary
grades, ages 5-8; M — middle-level tasks that are
successfully performed by middle elementary
pupils, ages 8-10: and A—advanced tasks that are
generally accomplished by upper elementary
pupils, ages 10-12. Actual ratings should be
checked in one of the five columns according to the
following scale:
1. VW—very weak performance. Very little, if
any, actual task achievement. Poor attention
and concentration, very little effort demon
strated, little or no response or skill evident.
2. W —weak performance. Limited skill or re
sponse, obvious difficulty in attending to
task, cautious, unsure, lacking confidence.
3. A —average performance. Partial accomplish
ment judged appropriate for mental and
physiological development.
4. S —strong performance. Fairly good task
achievement, quite responsive, confident, no
lack of attention.
5. VS—very strong performance. High achieve
ment and response, excellent motivation,
effortless performance.
If desired, ratings may be quantified for reevaluation or research purposes using a one to five scale.
An overall rating for each learning ability should be
judged and then checked on the form entitled, "A
Psychoeducational Evaluation of Basic Learning
Abilities." Very weak or weak ratings demonstrate
disabilities and the pupil should be programmed
accordingly.

Reproduction of the material in this booklet by any means, including mimeographing, is forbidden under United States and international copyright laws. Ad
ditional copies of A Psychoeducational Inventory of Basic Learning Abilities and its accompanying Workbook are available from the publisher at the following
prices: specimen set (one of each), $1.00: 25 sets, $10.50: 50 sets. $19.00: 100 sets, $37.00. The Remediation of Learning Disabilities: A Handbook of Psy
choeducational Resource Programs, by Robert £. Valett, Ed.D. (228 pages in loose-feaf binder), is available at $12.00, with a 20% discount on orders for five
or more copies.
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Illustration

Learning Ability

Task
Level

Specific Learning Task
(Tht exjmintr should give the following
directions to tht pup"I.J

Notes

GROSS MOTOR DEVELOPMENT: The development and awareness of large muscle activity. (Basic learning abilities 1-14)
1. Rotting: The ability to roll
one's body in a controlled
manner.

2. Sitting: The ability to sit
erect in a normal position
without support or constant
reminding.

3. Crawling; The ability to
crawl on hands and knees
in a smooth and coordi
nated way.

4. Walking; The ability to walk
erect in a coordinated fash
ion without support.

1

From a supine position, with
arms over head, pupil can roll
from back to stomach. Pupil can
do sequential rolling to right
and left, can roil down hill or
incline.

Pupil can demonstrate proper
poise in sitting at desk with feet
on floor, back straight, and head
and arms in proper position for
work at hand.

With eyes fixated on target, pu
pil first crawls in a homolateral
fashion. Pupil progresses to
cross-lateral crawling program.

With head up and shoulders
back, pupil walks a specified
path and walking line. Pupil can
watk backward and sideways
without difficulty.

B

Lie on your back with your arms over
your head and your feet together. Roll
over slowly to the right. Now roll over
slowly to the left.

M

Put one arm straight over your head and
the other arm down by your side. Roll to
the right three times. Now roll to the left
two times.

A

Do a forward somersault.

B

Sit up straight with your feet flat on the
floor and your hands folded while you
count to ten.

M

Sit on the floor Indian-style, with your
legs crossed and your arms folded, while
you count to ten.

A

Sit up straight in your chair and let me
see how long you can balance a book on
your head.

B

Crawl on the floor moving your arm and
leg on the same side together (homo
lateral).

M

Crawl on the floor fast like a dog, moving
your opposite arm and leg together
(cross-lateral).

A

Crawl over to the wall while carrying this
spoon with the bead on it between your
teeth without dropping the bead.

B

Walk forward in a straight line putting
one foot directly in front of the other.
Touch the heel of one foot to the toes of
the other.

M

Now walk backward in the same way,
holding your arms out. Be sure your heels
and toes are touching.

A

Now close your eyes, put your arms out
in front of you, and walk straight to me.
Remember to keep your eyes closed.
(Pupil should not touch heel and toes as
he walks.)

Time:

Rating
Scale

1

|

WW A S VS,
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5. Running: The ability to run
a track or obstacle course
without a change of pace.

6. Throwing: The ability to
thiow a ball with a reason
able degree of accuracy.

7. Jumping: The ability to
jump simple obstacles with
out falling.

8. Skipping: The ability to skip
in normal play.

9. Dancing: The ability to
move one's body in coordi
nated response to music.

(/lustration
Pupil runs a straight track of
easy distance without difficulty,
can change direction through a
simple obstacle course without
stopping or significantly chang
ing pace.

Pupil throws a ball to another
person so that it may be caught,
can throw ball accurately into
box or basket.

Pupil can jump from chair to

Task
Level

Specific Learning Task
(The examinnr should gn-e the following

direci'on* to the pupil >

B

Run in place while 1 count out loud to 50.

M

Run around the room (or obstacle
course) without falling or bumping into
anything.

A

Run from there to here (about 50 yards)
as fast as you can.

B

Throw this texture ball to me so that 1
can catch

M

Throw these three paper balls into the
wastebasket from here. (Distance is ap
proximately four feet.)

A

Let's play catch with this Softball. (Pupil
should catch and throw accurately three
out of five times )

B

Jump back and forth over this line three
times.

from jumping board without fall
ing. can jump over knee-high
obstacles.

M

Jump rope forward.

A

Jump rope backward.

Pupil can skip, alternating feet,
around circle of players, can
skip rope forward both by hop
ping and alternate foot skipping.

B

Skip forward in a circle as 1 am doing.

M

Skip backward in a circle as 1 am doing.

A

Skip rope forward around in a circle.

B

March in a circle and slap your sides as
1 clap my hands.

M

Dance freely to the record 1 am going to
play. (Play music such as The Nutcracker
Suite.)

A

Do any modern dance for me when 1 play
this record. (Play any contemporary
record )

floor without difficulty, can jump

In young children, abilities are
shown by free movement and
eurhythmic expression. There is
a progression to more formal
dance steps with older pupils.

Rating

Notes

Scale
VW W A

"

-

-

-

-

-

10. Self-identification: The abil
ity to identify one's self.

Pupil can identify self by namt,
respond to name when called,
and identify self in pictures and
mirrors.

3

What is your name?

M

Point to yourself in this mirror. (Hand
mirror should reflect p3rt of the exam
iner and part of the pupil.)

A

1 am printing three names on this paper.
Point to your name. (Space provided in
Workbook for response.)

1
I

S VS.

-
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frustration

11. Body Localization: The abil
ity to locate parts of one's
body.

Pupil can locate eyes, hands,
mouth, hair, nose, feet, eye
brows. fingernails, shoulders,
elbows, knees, back, neck, chin,
forehead, wrists, arms, legs,
toes.

12. Body Abstraction: The abil
ity to transfer and general
ize self concepts and body
localization.

13. Muscular Strength: The
ability to use one's muscles
to perform physical tasks.

14. General Physical Health:
The ability to understand
and apply principles of
health and hygiene while
demonstrating good gen
eral health.

Pupil can identify others by
names and pictures, can locate
body parts on others, generalize
to pictures, complete body pic
ture puzzles.

Pupil can touch floor from
standing position. From supine
position he can sit up and touch
toes, can raise legs off floor for
few seconds. Pupil can do one
push up and chin self from bar.

Pupil has good personal health
and hygiene habits—no chronic
absences for health reasons, no
unusual accidents or health his
tory. and no significant physical
disabilities
interfering with
learning.

Task
Leve/

Specific Learning Task
(Th« •x«mincr should gift th* following
d-recttons to the pupil.;

B

Touch your eyes, nose, mouth, feet, and
wrists.

M

Look in this mirror and point to your
hair, teeth, eyebrows, and chin.

A

What are your eyes for? What are your
hands for? What is your stomach for?

B

Point to the clown's nose, hands, feet,
knees, hair, and elbows (see Workbook).

M

Draw a picture of yourself in this space
(see Workbook). Draw your whole body.
(Cover clown's picture in 12B.)

A

When you grow up, what do you think
you will look like?

B

Crouch down like this (demonstrate),

Notes

and when 1 say "go." jump up and reach
over your he3d.

M

Stand up with your feet together and
raise your hands over your head. Now
bend over and touch the floor.

A

Do one or two push ups.

B

What should you do if you cut your
finger?

M

Tell me what foods should be in a bal
anced dinner.

A

Why is it important for boys and girls to
get lots of exercise and sleep?

SENSORY-MOTOR INTEGRATION: The psychophysical integration of fine and gross motor activities. (Basic learning abilities 15-21)
15. Balance and Rhythm: The
ability to maintain gross
and fine motor balance and
to move rhythmically.

Pupil is able to balance on bal
ance board or rail, can move
rhythmically in playing jacks
and in bouncing on trampoline
or spring.

B

Stand on your tiptoes and run in a circle.

M

Walk forward and then backward along
this line (or balance beam).

A

Balance yourself on one foot while stand
ing on this brick.

Rating
Sca/e

VW W A

S VS
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//lustration

16. Body-spatial Organization;
The ability to move one's
body in an integrated way
around and through objects
in the spatial environment.

Pupil can run maze on play*
ground or in classroom without
bumping, can move easily
through tunnels and use play,
ground monkey bars, can imi
tate body positions in space.

Task
Level

Specific Learning Task
(The examiner stabftf give the following
ejections to (he pupil J

B

Climb up on this chair and squat like the
figure in this picture (see Workbook).

M

Crawl through my legs without touching
me.

A

Stand up and move your arms and legs
as I am doing.

Notes

Rating
Sca/e
WWASVS

x -P ?
17. Reaction-Speed Dexterity:
The ability to respond effi
ciently to general directions
or assignments.

18. Tactile Discrimination: The
ability to identify and match
objects by touching and
feeling.

Pupil can attend to the teacher
sufficiently to comprehend total
directions. He can organize self
and respond adequately to com
plete the given assignment
within a normal time expec
tancy. Pupil has good attention
and concentration span.

With hidden toys and materials,
pupil can match objects with
both left and right hands, name
or classify materials or sub
stances. differentiate weights,
discriminate temperatures.

B

Make as many marks like this (/) in this
box (see Workbook) as fast as you can
until 1 tell you to stop. (Allow 60 sec
onds.)

M

Take this deck of cards. Turn all of the
cards face up and group them together
by aces. twos, threes, etc. Do this as fast
as you can.

Time:

A

Go to that table and bring that book over
h<»re and open it to page 56 and point to
the second paragraph on the page.

Time:

B

Put your hand in the bag and give me the
nail. (Bag contains nail, stick, and pen
cil.)

M

Put your hand in the bag and give me
the longest stick. (Bag contains 2"-long.
4"-long, and 6" long sticks.)

A

Put your h2nd in the bag and give me the
letter "A." Now Eive me the letter "X."
(Bag contains A-B-N M-Y-X-T.)

B

Touch the floor with your right hand.
Now shake your left foot.

M

Put your finger on the bottom of this
block. Now put your finger on the right
side of the block. Now the top. Now the
left side. (Use square wood building
block.)

A

Point to the north, the south, the east,
the west.

-

-

19. Directionality: The ability to
know right from left, up
from down, forward from
backward, and directional
orientation.

Pupil can write and follow pic
ture story or reading material
from left to right, discriminate
right and left body parts and
those of other people, locate
directions in room and school.

-

H
H
H
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M/ustrati'on

20. Laterality: The ability to in
tegrate one s sensory-motor
contact with the environ
ment through establish
ment of homolateral hand,
eye. and foot dominance.

Pupil has consistent right- or
left sided approach in use of
eyes, hands, and feet in tasks
such as kicking bait, cutting
paper, sighting with telescope.

21. Time Orientation: The abil
ity to judge lapses in time
and to be aware of time
concepts.

Pupil is prompt in attending
class, completing timed assign
ments, and following directions.
Child is aware of day, month,
year, time of day. and seasons.

Task
{.eve/

Rating

Specific Learning Task
(The examiner should jrve the following
directions to the pupil)

hand

Hand me that pencil. Cut this paper in
two. Print your first name here (see
Workbook).

foot

Kick this paper ball. Hop across the floor
on one foot. Push this brick to the wall
us;ng one foot.

eye

Look out the window with this cardboard
telescope. Look through the hole m this
card and find the pencil in my hand. Pre
tend that this yardstick is a rifle and
show me how you would hold it and sight
it to shoot a lion.

B

Jump up and down as 1 clap my hands.

M

What time of the year does Christmas
come?
*
Easter?
.
Halloween?

A

What time is it by this watch?

Notes

Scale
VW W

A S VS

PERCEPTUAL-MOTOR SKILLS: The functional utilization of primary auditory, visual, and visual-motor skills. (Basic learning abilities 22-36)

22. Auditory Acuity: The ability
to receive and differentiate
auditory stumuli.

23. Auditory Decoding: The
ability to understand
sounds or spoken words.

Pupil responds functionally to
watch tick, hidden sound toys,
and general normal conversa
tional directions. PuptI has no
significant decibel loss.

Pupil can follow simple verbal
instructions, can indicate by
gesture or words the meaning
or purpose of auditory stimuli
such as animal sounds, nouns,
or verbs.

B

Listen to this watch tick when 1 place it
by each of your ears. As 1 move it away,
raise your hand when you no longer hear
it.

M

Turn your back and listen. When 1 am
through, turn around and repeat what 1
did. (Tap on desk three times; cough
quietly twice.)

A

Turn your back, listen carefully, and
then repeat what 1 whisper. ("1 like choc
olate ice cream." "What day is it to
day?")

B

Point to the appropriate picture (see
Workbook) as 1 make the sound:
"meow," "choo-choo." "moo."

M

Answer "Yes" or "No":
Do cars move?—
- .
Is Biily a girl?
Can a tree grow?

A

Color the top part of the number 8. and
then draw a line from 8 lo 1 without
touching the number 5 (see Workbook).
H

H

to
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Task

Specific Learning Task

learning Ability

Illustration

Level

(The examiner $fiou/d g<*e the following
directions to the pupil.)

24. Auditory-vocal Association:
The ability to respond ver
bally in a meaningful way to
auditory stimuli-

Pupil can associate with verbal
opposites, sentence comple
tions, or analogous verbal re
sponses.

B

Tell me all the things you think of when

25. Auditory Memory: The abil
ity to retain and recall gen
eral auditory information.

Pupil can act out (charades)
Santa Ctaus, simple plots of
common nursery rhymes ("Jack
and Jill"), can verbally relate
yesterday's experiences, meals,
television and story plots.

A

you hear the word "vacation."
Which of the following does not belong:
"John. Mary. Bill. George"?
Describe the clothes 1 have on.

B
M

What is the title of your favorite song?
Tell me the sound a snake makes:

M

A

26. Auditory Sequencing: The
ability to recall in correct
sequence and detail prior
auditory information.

Pupil can imitate specific sound
patterns, follow exactly a com
plex series of directions, repeat
digit and letter series.

B

M
A

27. Visual Acuity: The ability to
see and to differentiate
meaningfully and accu
rately objects in one's vis
ual field.

Pupil sees without notable
fatigue, holds material at appro
priate working distance, has no
significant loss of acuity on
Snellen or Illiterate E chart.

B
M

A

28. Visual Coordination and
Pursuit: The ability to fol
low and track objects and
symbols with coordinated
eye movements.

With head steady, pupil can
move eyes to fixate on stable
objects in varied places, pursue
moving objects such as finger
positions, follow picture and
word stories left to right without
jerky movements.

B

M

A

Rating
Notes

Scale
VW W A

s VS

a tram makes:
a sheep makes: Tell me your favorite story so that 1 can
understand what it is about.
Listen carefully and do what 1 say: "Put
this pencil on the floor, open the door,
walk around the room, come back, and
sit down."
Listen and repeat these numbers: "2*3,
5-1-8, 4-3-9 6. 7-2-519."
Listen carefully and repeat what 1 say:
"School starts in September of each year
and Halloween comes in October."
Look around this room and tell me all the
things you see.
Look through this cardboard telescope
at the picture I am putting up (about 15
feet away) and tell me all about it.
Now look out the window and name all
the things you can see that are as far
away as possible.
Hold your head straight and move only
your eyes. Now look at the door. Look at
the ceiling. Look at the floor.
(Sit in front of pupil with a thumbtack in
the eraser of a pencil; hold the pencil
about 18 inches from the midline of
pupil's nose.) Hold your head still and
follow the thumbtack with your eyes as
it moves to the left white 1 count to five.
Now follow it to the right while 1 count to
five. Now follow it as it moves up and
down while 1 count to five.
Hold your head straight; put your right
arm straight out in front of you. pointing
your thumb up. Now look at what 1 tell
you: "thumb-floor, thumb-window,
thumb-table, th jmb-ceiling."

H
VJO
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Illustration

29. Visual-Form Discrimina.
tion: The ability to differen.
tiato visually the forms and
symbols in one's environ
ment.
,

Pupil can match identical pic
tures and symbols such as ab
stract designs, letters, numbers,
and words.

30. Visual Figure-Ground Dif
ferentiation: The ability to
perceive objects in foregroundand backgroundand
to separate them meaning
fully.

31. Visual Memory: The ability
to recall accurately prior
visual experiences.

32. Visual-Motor Memory: The
ability to reproduce motorwise prior visual experi
ences.

Pupil can differentiate picture of
self and friends from group pic
ture, differentiate objects in
"front" and "back" part of pic
tures and mock-ups, differen
tiate his name from among
others on paper or chalkboard,
perceive simple forms and
words imbedded in others.

Pupil can recall from visual cues
where he stopped in book, can
match or verbally recall objects
removed or changed in the en
vironment. can match briefly
exposed symbols.

Pupil can draw designs and
symbols following brief expo
sure, can reproduce letters,
numbers, simple words on de
mand, can portray prior objects
or events through gestures or
drawings, can reproduce varied
patterns and identify hidden ma
terials.

Level

B

Specific Learning Task

(Tht txammcr should give the following
directions t o the pup»l.)

(See Workbook for all three tasks.)
Look at this picture. Now mark one on
this side that looks like the first picture.

M

Now look at this picture and mark one
on this side that looks like this first
picture.

A

Look at this picture. Now mark one on
this side that looks like the first picture.

B

(See Workbook for all three tasks.)
Look at this picture. Is the dog in front of
the girl? . . _
Is the tree behind the girl?
Is *.he wagon behind the tree?

M

Look at this picture. Find the four hidden
figures for me.

A

Look at these words. Tell me all the little
words you can find in each of these big
words.

B

Notes

Rating
Scale i
VW W A s vs

(See Workbook for all three tasks.)
Look carefully at these four pictures.
(Wait five seconds, then cover). Now tell
me what you saw.

M

Look at this picture. (Expose #1 only
for three seconds, keeping others cov
ered. Then cover #1 and uncover the
others.) Now 1 will cover this picture
and 1 want you to find it among these
others.

A

Look at the word picture. (Follow same
procedure as in 31M.) Now 1 will cover
the picture and 1 want you to find it
among these others.
(See Workbook for all three tasks.)

B

Lock at this picture. (Expose for ten sec
onds and cover.) Nov/ draw it here.
(Point to space in Workbook.)

M

Look at this picture. (Expose for ten sec
onds and cover.) Now draw it here.

A

Look at this picture next. (Expose for ten
seconds and cover.) Now draw it here.
H

H
tp-
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frustration

33. Visual-Motor Fine Muscle
Coordination: The ability to
coordinate fine muscles
such as those required in
eye-hand tasks.

Pupil can write legibly, trace,
and imitate precise body move
ments v without difficulty, can
cut, can manipulate, and can
judge fine physical responses
without gross errors.

34. Visual-Motor Spatial-Form
Manipulation: The ability to
move in space and to mani
pulate three-dimensional
materials.

35. Visual-Motor Speed of
Learning: The ability to
learn visual-motor skids
from repetitive experience.

36. Visua!*Motor Integration:
The ability to integrate total
visual-motor skids in com
plex problem solving.

Pupil can build block houses
and designs, can draw threedimensional pictures, complete
shop and craft projects, inte
grate form and space puzzles.

Pupil can respond with increas
ing speed to rote learning tasks
such as copying digit or letter
sequences, spelling, specific
arithmetic processes, and gross
motor skills such as jumping
over a rope.

Pupil can play complex team
sports, swim, draw accurate pic
tures including people, may play
musical instrument, write ex
tended letters, move freely
about neighborhood and com
munity.

Task
Level

Specific Learning Task
{Th 9

mmmer should gtv* Ihe following
directions to (tie pupil.)

B

Untie your shoelaces. Now tie them for
me.

M

Print or write your whole name for me
{see Workbook).

A

Look at this picture (see Workbook) and
then draw one just like it in the empty
box.

B

Notes

1
1

(See Workbook for all three tasks.)
Look at this picture of a book on a table
with a pencil across the top. Take this
pencil and book and fix them like the
picture.

M

Look at this picture of the six coins with
a pencil across them. Take these coins
and this pencil and fix them like the pic
ture.

A

Here is a picture of a paper airplane. You
. copy me. and we will make one together.

B

In the space provided (see Workbook),
make as many marks like this (X 0 +) in
that order, as quickly as you can. until 1
teil you to stop. (Allow 60 seconds.)

Number:

M

Take these bolts, washers, and nuts. Put
a washer and nut on each bolt like this
'demonstrate) as fast as you can. (Use
three half-inch bolts, washers, and nuts.)

Time:

A

Look at these boxes (see Workbook).
Each number has a letter. Look at the
numbers and write in the letters that go
in the boxes. When you have finished,
tell me what it says.

Time:

B

Rating
Scale

VW w A S VS

(See Workbook for ail three tasks.)
Draw a picture of your family.

M

Look at this first picture. Now mark each
of the following boxes that has a part of
the design in the first picture. (Demon
strate by marking first box.)

A

Complete the sentence; then copy it on
the lines provided.

H
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Illustration

Rating |

Specific Learning Task

Level

directions to the pupil.)

Notes

LANGUAGE DEVELOPMENT: The current functional stage of total psycho-linguistic development. (Basic learning abilities 37-43)
37. Vocabulary: The ability to
understand words.

38. Fluency and Encoding: The
ability to express oneself
verbally.

39. Articulation: The ability to
articulate words clearly
without notable pronuncia
tion or articulatory prob
lems.

40. Word Attack Skills: The
ability to analyze words
phonetically.

Pupil has a basic receptive vo
cabulary in accord with chrono
logical age and educational
opportunity.

Pupil can communicate verbally,
has average fluency of speech
without undue hesitation or
stuttering, uses coherent sen
tence structure.

Pupil uses words with correct
pronunciation of initial, medial,
and final sounds.

Pupil can make proper phonetic
associations, break down words
phonetically, recognize compo
nent words.

B

(See Workbook tor all three tasks.)
Point to the house (woman, rocket, tele
phone) for me.

M

Point to the helmet (skull, juggler,
planet) for me.

A

Tell me the names of these objects.
(Point to kangaroo, television, motor
cycle. telescope, stethoscope.)

B

Listen carefully and then repeat after
me: "Georgie Porgie, pudding 'n pie,
kissed the girls and made them cry."

M

Tell me all of the things you would like
to have for your birthday or for Christ
mas.

A

Describe to me in detail what you would
like to do next summer during your
vacation.

B

Repeat after me: "brother," "girl,"
"snake." "chair," "sled," "train."
"rate." "blush,"

M

Good! Now repeat these words: "yellow,"
"anything," "spring." "fresh," "music,"
"twins," "drum."

A

Now repeat this: "Rub-a-dub-dub, three
men in a tub! And who do you think they
be?"

B

/

(See Workbook for all three tasks.)
Look at these words. Now draw a circle
around those words that begin with the
sound "ch." Now circle those words that
begin with "fl."

M

Look at all these words again. Draw a
line under all the little words you can
find that are part of a bigger word.
(Demonstrate using the word "beep.")

A

Look how the word "band" is created
when you add "b" to "and." Now make
four other words by adding different let
ters to "and."

Scale

I

nvw A s vs
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Illustration

41. Reading Comprehension:
The ability to understand
what one has read.

Pupil can recall story and para
phrase plot, can explain or re
late meaningfulness of what has
been read.

Task
Level

Specific Learning Task
(Tht examiner zhoutd give frt* following
direction. to the pupil)

B

(See Workbook for all three tasks.)
Read this sentence and do what it says.

M

'•

42. Writing: The ability to ex
press oneself through writ
ten language.

43. Spelling: The ability to spell
in both oral and written
form.

Pupil can write simple sen
tences and communicate ideas
through paragraph, letter, story,
or essay.

Pupil spells within general age
expectancy.

Rating I
Notes

Read this sentence to yourself. Now tell
me what the snake's name is. What is
the turtle's name?
Now read this story aloud. Tell me who
this story is about. What did he do in the
winter? What happened when he awoke?

B

(See Workbook for all three tasks.)
Write your name here. Now copy these
two words.

M

Copy this sentence.

A

Now write this sentence: "The old man
caught a big fish."

8

Tell me how you spell these words:

"in"
. -"man",
"boy"
- . "house"
"person"
"Christmas".
...
M

Now write these words for me: "go."
"girl," "arm." "watch," "circle,"
"picnic," "airplane."

A

Now write this sentence for me: "The jet
airplane circled in the sky."

CONCEPTUAL SKILLS: The functional level of concept attainment and general reasoning ability. (Basic learning abilities 44-49)
44. Number Concepts: The
ability to count and use
simple numbers to repre
sent quantity.

Pupil can count forward and
backward to 100, count by twos,
group simple quantities upon
request.

S

(See Workbook for all three tasks.)
Look at these pictures. Put your finger
on the picture with the most pumpkins.
Nov.' put your finger on the picture with
the /east number of cats.

M

How many pumpkins are there all to
gether?
How many cats
an* thura all tngMher?

A

How many different groups of things
ar^thPrA?
Hnw many riiffpr.
ent sets of things are there?

Scale

i

mw a svs
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//lustration

Task
Leve/

(Th9 extmmtr should give the foffowng
directions to the pupil.)

45. Arithmetic Processes: The
ability to add, subtract,
multiply, and divide.

Pupil can demonstrate knowl
edge of basic processes within
expectation of his chronological
age.

+

(See Workbook for all four tasks.)
Do these addition problems for me. (Ans:
5, 10, 17, 52)

—

46. Arithmetic Reasoning: The
ability to apply basic arith
metic processes in personal
and social usage of problem
solving.

Pupil can purchase goods and
account for funds, knows coin
age and exchange, can calcu
late time differentials, under
stands weights and measures.

47. General Information: The
ability to acquire and util
ize general information
from education and experi
ence.

Pupil is aware of major local and
national current events, knows
local geography, has concept of
city, state, and nation.

48. Classification: The ability
to recognize class identities
and to use them in estab
lishing logical relationships.

Pupil can sort objects by classi
fication. recognize subclasses,
verbalize common elements in
class identity.

Good! Now do these subtraction prob
lems. (Ans: 4. 4, 7, 64)

X

Very good! Now do these easy multipli
cation problems. (Ans: 26. 72. 477,345)

-s-

Ftne! Now do these division problems
for me. (Ans: 2, 3. 11, 13)

B

(See Workbook for all three tasks. Read
problems orally and have pupil follow in
Workbook.)
At 4c each what woufd two pencils cost?
(Ans: 80
Bill receives 60C allowance every Friday
night. If he saved his money for three
weeks, how much would be have alto
gether? (Ans: $1.80)

M

If Joe played football for one and threequarters hours, how many minutes did
he play altogether? (Ans: 105)
If one quarter of a pound of butter costs
21c, hew much would you have to pay
for one pound? (Ans: 84g)

A

How many quarts are there in two and
one-half gallons of ice cream? (Ans: 10)
If eight-inch bricks are used to build a
curb fine four yards long, how many
bricks will be needed. (Ans: 18)

B

What is the name of your closest grocery
store? Tell me how to get there.

M

Teft me what you know about the country
of South Viet Nam.

A

Explain to me what a city council does.

B

(See Workbook for all three tasks.)
Look at these pictures and put a circle
around the object that is the smallest in
real life. Now draw lines under the two
objects that are bigger in real life than
the others.

M

Now put an X on all those objects that
have a similar function or purpose. What
is that purpose?

A

To what classification would these ob
jects belong?
dog ... - .
- man , .
ice cream
flower

Notes

Rating
Scale

J
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Learning Ability

Illustration

49. Comprehension: The ability
to use judgment and reas
oning in common sense
situations.

Pupil responds to factual rea
soning when situation is ex
plained tohim. He can recognize
alternatives in situations and
can judge actions accordingly.
Pupil can identify logical rea
sons for given actions.

Task
LeveJ

Specific Learning Task
CTh9 examiner should give the 'allowing
eirections to the oup'l j
,•

B

If a house were to catch fire, wfeat-do
you tfcinfc-might happen?

M

What happens to rivers in the spring of
the year? Why?

A

Explain to me how baseball is played.
What are some of the rules of the game?

SOCIAL SKILLS: The skills involved in social problem solving. (Basic learning abilities 50-53)
50. Social Acceptance: The
ability to get along with
one's peers.

Si. Anticipatory Response: The
ability to anticipate the
probable outcome of a
social situation by logical
inference.

Pupil can relate meaningfully to
others and is accepted in both
one-tooneand group situations.

Pupil can predict the conse
quences of his own behavior and
that of others in given situa
tions.

52. Value Judgments: The abil
ity to recognize and re
spond to moral and ethical
issues.

Pupil has a sense of right and
wrong, controls own actions,
demonstrates proper behavior.

53. Social Maturity: The ability
to assume personal and
social responsibility.

Pupil is socially mature and
independent, demonstrates ap
propriate citizenship, and as
sumes social responsibility.

B

Do you have friends? Tell me some of
their names.

M

Tell me how you play with other children
before and after school, during recess,
and on weekends. Do you belong to any
clubs, gangs, groups, or organizations?

A

What are good manners? When and how
should you use them?

B

What may happen to a child who runs
into the street?

M

George always takes his arithmetic
homework home with him, but he hardly
ever does it. What do you think might
happen to him?

A

Tell me some of the things you think
might happen to boys and girls who get
married too young.

B

Diane found a five-dollar bill on the floor
near the classroom door. What should
she do with it?

M

What do you believe is the most impor
tant thing in the world?

A

-What does "justice" mean to you?

B

Do you think children should have cer
tain chores to do or should be expected
to help around the house in some way?
Why? What kind of chores?

M

Tom was riding his bicycle when he saw
two men carrying guns and wearing
masks going in the front door of a store.
What should he do?

A

What do you think are some of the re
sponsibilities of a good citizen?

Rating
Notes

Scale
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A PSYCHOEDUCATIONAL EVALUATION OF BASIC LEARNING ABILITIES
Learning
Disabilities

Name
Date

.

.

.Age

UJ
E
>- 0)

Very
Weak

P-4

Evaluator

Weak

Average
25

GROSS MOTOR DEVELOPMENT
ROLLING <controlled)
SITTING (erect)
CRAWLING (smoothly)
WALKING (coordinated)
RUNNING (course)
THROWING (accurately)
JUMPING (obstacles)
SKIPPING (alternately)
DANCING (eurytlwiy)
SELF-IDENTIFICATION
(name/awareness)
BODY LOCALIZATION (part location)
BODY ABSTRACTION
(transfer/generalization)
MUSCULAR STRENGTH
(sit-, leg-ups/bends)
GENERAL PHYSICAL HEALTH
(significant history)
SENSORY-MOTOR INTEGRATION
BALANCE AND RHYTHM
(games/dance)
BODY-SPATIAL ORGANIZATION
(mazes)
REACTION-SPEED DEXTERITY
(motor-accuracy)
TACTILE DISCRIMINATION
(object identification)
DIRECTIONALITY (right-lett/etc.)
LATERALITY (hand-eye-toot)
TIME ORIENTATION
(lapse and concept)
PERCEPTUAL-MOTOR SKILLS
f ,
AUDITORY: ACUITY
(functional hearing)
A—DECODING (lollowing directions)
A-VOCAL ASSOCIATION
(imitative responseI
A—MEMORY (retention)
A—SEQUENCING (patterning)
VISUAL: ACUITY (Snellen-)
V—COORDINATION AND PURSUIT
(tracking)

V-FORM DISCRIMINATION
(association)
V-FIGURE/ GROUND (differentiation)
V-MEMORY (visual recall)

I

|
I

r

Learning
Strengths
Strong I Very
|Strong
95

100

121

Performance
Level

A PSYCHOEDUCATIONAL EVALUATION OF BASIC LEARNING ABILITIES (Continued)

VISUAL-MOTOR: MEMORY (designs)
. VM—FINE MUSCLE COORDINATION
(designs)
VM—SPATIAL-FORM MANIPULATION
(blocks)
VM-SPEED OF LEARNING (coding)
VM—INTEGRATION (draw-a-man)
LANGUAGE DEVELOPMENT
VOCABULARY (word knowledge)
FLUENCY AND ENCODING
(use and structure)
ARTICULATION (initial/medial/final)
WORD ATTACK SKILLS
(phonic association)
READING COMPREHENSION
(understanding)
WRITING (expression)
SPELLING (oral/written)
CONCEPTUAL SKII LS
NUMBER CONCEPTS (counting)
ARITHMETIC PROCESSES (+• - X
)
ARITHMETIC REASONING
(problem solving)
GENERAL INFORMATION
(fund of knowledge)
CLASSIFICATION (relationships)
COMPREHENSION
(common sense reasoning)
SOCIAL SKILLS
SOCIAL ACCEPTANCE (friendship)
ANTICIPATORY RESPONSE
(foresight)
VALUE JUDGMENTS
(ethical-moral sense)
SOCIAL MATURITY
(gross problem solving)

Learning
Disabilities
Very
Weak

Learning
Strengths

Weak
>

Average
5

Strong
5

Very
Strong
95

10C

'

122

Total

A B C INVENTORY
To Determine Kindergarten & School Readiness
By NORMAND ADAIR and GEORGE BLESCH

. Sex

Name
Address

—

School

Date
yr.

mo.

day

yr.

mo.

day

Readiness
Age

HI

Born

-

Dist.

Total
R-A
Raw Sc. Yrs. Mos.
3—6
25-29 •
3—7
28-30
3—8
31-33
3—9
34-36
3—10
37-38
3—11
39-41
4—0
42-44

II

Total
R-A
Raw Sc. Yrs. Mos.
45-47
4—1
4—2
48-50
51-54
4—3
55-57
4—4
58-60
4—6
62-62
4—6
63-64
4—7

Total
R-A
Raw Sc. Yrs. Mos.
65-66
4—8
67-69
4—9
4—10
70-71
4—11
72-77
78-79
5—0
80-81
5—1

- Age

IV

Yrs. Mos.

yrs.

Total
R-A
Raw Sc. Yrs. Mos.
82
5—2
83-84
6—3
85-86
5—4
87-88
5—5
89*90
5—6
91-93
5—7

Total
R-A
Raw Sc. Yrs. Mos.
5—8
94
5—9
95-96
5—10
97-98
99-100
5--11
101-103
6—0
104-105
6—1

Total
R-A
Raw Sc. Yrs. Mos.
100-108
6—2
109-110
6—3
111-114
6—1
115-118
6—5
119-120
6—6
121-122
6—7

SECTION I
"Draw-Man"
Score four point3 for
any of the following
items present:
•

head
legs
arms
body
neck
eyes
nose
mouth
hair
feet
clothing (sec

manual)

fingers
hand
thumb
ear

•

eyebrow
other
Total

Copyright. 1965
Kortntad A4atr »od George Bleach
Mutktgos, Mlchlgtn
trrpnd k Districted By EDUCATIONAL STUDIES £ DEVELOPMENT • (357 FOREST PJ£., MMKECO.V, MICffV. 4941!
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SECTION n

SECTION IV

Score two points for any a, b or c items answered
correctly. 32 points possible.

Score eight points for each item completed suc
cessfully. 32 points possible.

Points

1. What has:
2.
3.
4.
5.
6.
7.

1. Counting 4 squares (above).

(a) wings. (Any winged insect, bird or machine.)
(b) 4 wheels. (Any 4-wheel object or device.)
Tell me the color of:
(a) grass (green) (b) an apple (red)
(c) a banana [yellow)
Which is larger:
(a) a dog or a cat (b) cow or a pig (c) man or a boy
What time of the year:
(a) do we swim [summer) (b) does it snow (winter)
Which is faster:
(a) a car or a horse (b) a train or a truck
How many wheels does:
(a) a motor scooter have. (Two)
(b) a wheelbarrow have. (One)
When is:
(a) The 4th of July (b) Christmas
(Suggest summer or winter for "a", no help for "b")

2. Fold a paper triangle.
3. Repeat 4 digits (one success in three trials),
(a) 3725 (b) 4531 (c) 8694
4. Copy a square (one success in 2 trials).
Total

Total
SECTION III
Score two points for each of the following items
answered correctly. 12 points possible.
1. What is ice when it melts? (Wafer)
2. What makes a cloudy day bright? (Sun)
3. If today is Sunday, what is tomorrow?
4. What makes day warmer than night? (Sun)
5. How do we hear? (\Vilf« our cars)
6. What are your eyes for? (To see or loot)
Total

H

to

APPENDIX B
FOLLOW-UP QUESTIONNAIRE

During the 1968-69 school year, you participated in
a testing program for Head Start pupils.
.

You used the

The purpose of the

test administration was to evaluate the instrument in terms
of its value to you in planning and developing curriculum
activities.

Please answer the following questions with

regard to the test you used and the stated purpose for
administering the test.

1.

Did the information you gained from administering
the test to your students prove useful in planning
your instructional program?
COMMENTS??

CH VERY USEFUL
O SOMEWHAT USEFUL
• OF NO VALUE

2.

In what ways did you change your instructional program
because of the information gathered from the testing
experience?

124

125
Did you make an attempt to individualize instruction on
the basis of information gathered from the testing
experience?
COMMENTS ? ?

• YES
0 NO

If you did individualize instruction, for how many
children did you plan individual programs?

Did you organize for small group instruction?
COMMENTS ? ?

• YES
EH NO

If you did plan for small group instruction, did the
test data influence your method of selecting children
for small group instruction?
COMMENTS ? ?

• YES
O NO

Estimate the percentage of your time spent in
INDIVIDUAL INSTRUCTION

%

SMALL GROUP INSTRUCTION

%

TOTAL GROUP INSTRUCTION

%
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