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ABSTRACT 

The purpose of this study was to investigate affective com

ponents in children with learning problems, including the learning 

disabled. These components, derived from security theory, were 

investigated in teacher-pupil interactions in which an attempt was 

made to assess self-confidence in children with learning problems. 

All subjects in the study were identified as manifesting 

learning problems. In addition, they were classified as belonging 

to one of two groups: (1) those judged to have a high probability 

of being learning disabled; and (2) those judged to have a low 

probability of being learning disabled. 

Test responses and videotape responses of the subjects in 

teacher-pupil interactions were examined in terms of affective 

components. In addition, cognitive-academic information for each 

subject was also evaluated. 

Both univariate and multivariate analyses were performed on 

the data derived from the study. Affective data were initially 

subjected to univariate analysis. Group differences between the 

two groups of subjects were not evident on any of the data assessed. 

However, the combined group showed a significantly high proportion 

of low scores on security test measures. This suggested that 

x 



children with learning problems are less secure, less consistent, and 

less self-confident than children in the population as a whole. 

The multivariate technique used to assess simultaneously both 

affective data and cognitive-academic data was discriminant analysis. 

This technique effectively discriminated on several variables between 

the two research groups. The discriminating variables were found to 

represent both the cognitive-academic and the affective domains, with 

intelligence scores representing the single most discriminating 

variable. 



CHAPTER 1 

TEACHER-PUPIL INTERACTION AND LEARNING DISABILITY 

The pupil who experiences serious problems in academic learning 

will probably have little trust and confidence in his/her academic 

ability, with the result that the pupil displays little trust and con

fidence in the teacher. This lack of confidence is manifested through 

avoidance behaviors. It is suggested that problems will persist unless 

the child learns to approach problems in an independent and emancipated 

fashion. The affective domain in learning is as critical as the cogni

tive (Krathwohl, Bloom and Massia, 1964, p. 60): "In the cognitive 

domain we are concerned that the student shall be able to do a task 

when requested. In the affective domain we are more concerned that he 

does do it when it is appropriate after he has learned that he can do 

it." Therefore, to examine both the affective domain and the cognitive 

domain when problems in learning occur should provide a better under

standing of those problems. 

Teacher-Pupil Interaction 

A valid approach to assessing problems in learning is to examine 

the interaction of the learner with a significant other, such as a 

teacher. Teaching is basically an interpersonal relationship. Investi

gating teacher-pupil interactions has most frequently been approached 

1 
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in terms of pupil characteristics and teachers' responses to those 

characteristics. Assessing teacher-pupil interactions is highly complex 

because of numerous variables. Pupil variables include such things as 

age, achievement, personality, attractiveness, race, sex, socioeconomic 

status, speech characteristics, motivation, intelligence, and peer rela

tionships. Teacher variables include such things as personality, teach

ing style, expectation, educational philosophy, grade and curriculum-

related adjustments, intelligence, and judgment. 

Review of Studies 

A number of studies have examined teacher-pupil relationships. 

Summaries of these studies appear in Gearheart and Weishahn (1976), 

Brophy and Good (1974) and Amidon and Hough (1967). In this review,, 

the studies dealing with the trust and confidence aspect of teacher-

pupil interaction will be reported. 

Tyler (1964). Tyler used a Q-sort technique to investigate the 

concept of an ideal teacher-pupil relationship. Seventy-five statements 

assessed three different dimensions: communication, emotional distance, 

and status of the teacher in relation to the student. Using both 

teachers .and nonteachers as her subjects, Tyler found that there was 

significant agreement as to the nature of the ideal teacher-pupil rela

tionship, and that this relationship involved good or excellent communi

cation in a type of peer relationship which tended to be emotionally 

close. The least acceptable relationship was one in which there was no 

communication, with the teacher feeling superior and drawing away from, 

or rejecting the student. 
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Amidon and Flanders (1967). Using eighth grade subjects, 140 

of which were identified as being dependent-prone, Amidon and Flanders 

investigated the influence of teacher behavior and immediate learning 

goals on geometry achievement. Teacher behavior was categorized as 

being either direct or indirect. Direct behavior was characterized by 

lecturing, by accepting few pupil questions, by explaining the material, 

and by illustrating problems that could be solved. Indirect behavior 

was characterized by discussion, by entertaining numerous questions, 

and, as with direct behavior, by explaining the material, and by illus

trating problems that could be solved. Immediate learning goals were 

categorized as clear or unclear. Immediate goals were made clear by 

using a tape recording which explained how the information learned in 

geometry could be used to solve problems. Less clear goals were the 

result of a tape recording which warned subjects that they might not be 

sure how to use the information learned. 

Results of Amidon and Flanders' study indicated that the 

dependent-prone pupils in the indirect teacher influence groups achieved 

significantly higher on achievement in geometry than did the pupils in 

the direct teacher influence groups. However, no significant differ

ences were observed when all 560 subjects in the study were considered. 

This, according to the investigators, suggested that dependent-prone 

students were apparently more sensitive to the influence pattern of a 

geometry teacher. The investigators also suggested that dependent-

prone students performed less effectively as teachers became more 

directive because dependent-prone students found increased satisfaction 
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in more compliance, often with less understanding of the problem-solving 

steps. The results of the study in which clear and unclear goals were 

compared is not significant. 

Soar (1967). Hypothesizing that reading and vocabulary, as ex

amples of complex learning, would be hampered by stress created by di

rect teacher control and a negative emotional climate, Soar administered 

the Vocabulary and Reading subtests of the Iowa Tests of Basic Skills 

(Lindguist and Hieronymus, 1964) to 56 classes, grades three through 

six. These subtests were administered in fall and again in spring. In 

the time between administrations, teacher-pupil behaviors were observed 

and recorded using instruments such as Amidon and Flanders' Interaction 

Analysis. These observations and recordings were used to select dimen

sions of control and climate: (1) direct control, high hostility; (2) 

direct control, low hostility; (3) indirect control, high hostility; and 

(4) indirect control, low hostility. Four classrooms representing the 

extremes of these dimensions were chosen for the final phase of this 

study. Differences in rates of growth in vocabulary and reading for 

the four classrooms were compared and tested for significance. 

The results indicated that the combination of indirect teaching 

and low hostility produced the greatest gain in vocabulary learning. 

However, the results in reading were not clear. Although indirect 

teaching produced greater growth than direct teaching, the high-

hostility variable was a factor both in greatest growth and in least 

growth in reading achievement. Perhaps, as Soar suggests, the reading 

passages used did not adequately assess overall growth in reading. 
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Perhaps, too, the nature and composition of the four classes used in the 

study influenced the final results, despite Soar's attempts to statis

tically minimize differences between children. Conceding that the 

investigation of teacher-pupil behavior is highly complex and that the 

results of the study are not clear-cut, Soar concludes by stating that 

if abstract, inner-directed learning is valued, it will be achieved 

best by indirect teaching and a supportive emotional climate. 

Furst and Amidon (1967). Hypothesizing that teacher-pupil in

teractions differ at various elementary grade levels, Furst and Amidon 

attempted to investigate the nature of these differences and to examine 

possible differences among subject areas. Using a minimum of 25 classes 

at each of the first six grade levels, the investigators applied 

Flanders' Interaction Analysis to assess teacher-pupil interactions. 

Furst and Amidon found that primary grade teachers believe that 

children learn best via the question-and-answer technique, and that in

termediate grade teachers apparently consider the lecture method most 

conducive to learning. They also found that teachers at the primary 

level use more encouragement, acceptance, and praise than do intermedi

ate level teachers. Intermediate level teachers assign more independent 

work than do primary level teachers. Another result was that teachers 

in subject areas such as social studies find it easier to be indirect 

than do teachers in reading and arithmetic. 

Power (1973). Using 150 Grade 8 students and four male science 

teachers as subjects, Power investigated the possibility that variations 
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existed in the nature and extent to which these students interacted with 

their teacher, and that these variations could produce unintentional 

consequences. Analysis of antecedent pupil characteristics, communica

tion patterns, sociometric measures, science achievement results, and 

scores assessing attitudes toward science produced four syndromes: (1) 

the success syndrome characterized by a high degree of academic success, 

positive attitudes, and high sociometric status; (2) the rejection-

dependency syndrome characterized by positive attitudes toward but poor 

understanding of science, dependent-proneness, and frequent rejection 

by peers; (3) the person-orientation syndrome characterized by group 

dependency and positive identification with peers, low rejection sta

tus, and negative attitudes toward science; and (4) the social-

alienation syndrome characterized by alienation from the class and 

limited success in science. 

In commenting on the emergence of these four syndromes, Power 

(1973, p. 338) offers the following conclusion 

For some pupils a fortuitous combination of personal traits 
and teacher attention leads to success in all aspects of the 
classroom game; some combinations lead to academic but not 
social success; some to social but not academic success 
. . . ; and some to academic and social failure. 

Brophy and Good (1974). In addition to compiling a comprehen

sive review of studies in teacher-pupil interaction, Brophy and Good 

examined how teacher expectations affect teacher and pupil behavior. 

Brophy and Good were especially interested in examining situations in 

which teachers were dealing with individual pupils. Using a system in 

which all dyadic contacts between a teacher and an individual pupil 



were recorded, Brophy and Good conducted a series of studies at the 

first grade level. In the first study, observation data for 48 children 

from four lower class schools were tabulated and analyzed. These sub

jects had been selected by their teachers' rankings of expected achieve

ment. Although teachers were unaware that only the interactions with 

the highest and lowest expected achievers in the classes were being ob

served, and that classroom observers were focusing on teacher behaviors 

as well as pupil behaviors, the following results were found to be 

significant: (1) high expected achievers (highs) initiated more pro

cedural contacts than low expected achievers (lows); (2) highs initiated 

more work-related contacts than lows; (3) teachers criticized the be

havior of lows more than the behavior of highs; (4) highs raised their 

hands more often in seeking response opportunities and had more correct 

answers; (5) lows had more incomplete, incorrect, and "don't know" 

answers, and more reading errors per oral reading turn; (6) the highs 

received praise more often from their teachers; and (7) the lows re

ceived more criticism from their teachers. 

In subsequent studies, few of the key findings of the initial 

study were replicated. For instance, teachers as a group showed no 

evidence of favoring highs or of treating them more appropriately than 

lows, even though this was true for three of nine teachers who partici

pated in the follow-up studies. Brophy and Good suggest some arguments 

for these contradictory results, such as differences in populations, and 

differences in pupil groupings. However, they reject these arguments as 

inconclusive and suggest that further research is needed, particularly 
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in examining the relationship between the level of teacher expectation 

and the level of pupil performance. 

In another study, Brophy and Good (1974) examined four basic 

teacher attitudes toward pupils: attachment, indifference, concern, 

and rejection. Using the nine first grade classrooms already involved 

in the previously described study, Brophy and Good initially gathered 

teacher-pupil behavioral data. Their next step was to ask the teachers 

of these classes to respond to the following questions: 

1. Attachment. If you could keep a few students another year 

for the sheer joy of it, whom would you pick? 

2. Indifference. If a parent were to drop in unannounced for 

a conference, which children would you be least prepared to 

talk about? 

3. Concern. If you could devote all of your attention to a 

few children who concern you a great deal, whom would you 

pick? 

4. Rejection. If your class were to be reduced by a few 

children, which would you have removed? 

The results of this study were as follows: (1) there were 

slight tendencies but there was no clear evidence of teacher favoritism 

toward attachment students; (2) indifference students had considerably 

fewer interactions with their teachers than did their classmates; (3) 

concern students were having difficulty and needed help from their 

teachers, who, in turn, were willing to give this help; and (4) rejec

tion students were active, assertive students who presented frequent 
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behavioral problems and made other difficult demands upon the teachers. 

A follow-up study done by these same investigators generally supported 

the results of their initial investigation. The results of these 

studies point out that different characteristics in pupil behaviors 

appear to provoke different responses in teacher behaviors, and that 

some patterns appear to emerge in these teacher behaviors. 

Hannam, Smyth and Stephenson (1975). In describing a teacher 

education program involving young teachers and so-called "reluctant 

learners," Hannam, Smyth and Stephenson (1975, p. 22) state that teach

ers, in order to be more effective, must develop closer relationships 

with pupils: "The teacher needs the warmth and detachment of the social 

worker but has the further responsibility of organizing the child's 

learning in school .... On no account must the caring aspect of 

teaching be divorced from the academic." To effect this dual objective, 

student teachers were each assigned two 14-year-old reluctant learners, 

and were instructed to meet with these pupils one afternoon a week to 

work on projects chosen by the pupils. In addition, student teachers 

were asked to keep a weekly journal, recording not only their experi

ences, but also their reflections. 

Hannam, Smyth and Stephenson describe a number of problems that 

developed in the course of the program: (1) student teachers were often 

easily manipulated for engaging in any meaningful activity by children 

who had become expert in avoiding work; (2) for many of the reluctant 

learners, the prospect of reading and writing aroused fear and defen-

siveness; and (3) pupils resisted pupil-initiated learning, clinging 



10 

instead to the security of their concept of the teacher as an authority-

figure. Based on their observations, Hannam, Smyth and Stephenson 

(1975, p. 23) offered the following conclusion: 

Learning is a complex combination of teacher-pupil interactions, 
tasks and modes of expression, and can only profitably be con
sidered as a whole. Fragmentation, whether into mechanistic 
notions derived from behaviorist psychology or into setting up 
simplistic approaches to teacher-training, such as micro-
teaching, is unlikely to be helpful. 

Summary and Conclusions 

The foregoing review of studies illustrates a number of attempts 

to systematically assess teacher-pupil interaction. The review also 

illustrates the complexity of such assessments and their apparent lack 

of precision. Yet despite these difficulties, investigating teacher-

pupil interaction provides a method of investigating dynamics of in

struction as well as a method of investigating pupil responses to 

instruction. Furthermore, examining teacher-pupil interaction provides 

a method of investigating components both within the cognitive domain 

and within the affective domain. 

In the field of learning disabilities, a field strongly commit

ted to investigating problems in learning, the focus has been on identi

fying component disabilities that are primarily cognitive or perceptual 

in nature. This is not to suggest that affective components have 1 i.ttle 

significance in the field of learning disabilities. Johnson and 

Myklebust (1967, pp. 64-65), in describing the degree of sophistication 

required of the teacher of the learning disabled, make the following 

comment: 
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The child is viewed not only in terms of his learning dis
ability but through other facets of behavior—i.e., his 
social maturity, his emotional adjustment, his acceptance 
of and by other children, his neighborhood, his friendships. 
Clinical Teaching does not stress academic success alone; 
the pervasiveness of the problem, even in those whose poten
tial for learning remains above average, is kept clearly in 
mind. 

In other words, authorities in the field of learning disabili

ties recognize the importance of affective components in teaching the 

learning disabled. This recognition does not appear, however, to be a 

priority in the field. As evidence of this, the next section will be 

an overview of historic influences and the traditional criteria for 

studying the handicap of learning disability. 

Learning Disability 

The field of learning disability belongs under the rubric of 

special education. The genesis of that field, however, is a multi-

discipline conglomerate. Just as the study of English, for example, 

has roots in philosophy, art forms, linguistics, psycholinguistics, 

exolinguistics, and semantics, so the study of learning disability 

derives from a number of roots such as the following: mental retarda

tion, neurology, language, studies in intelligence, and studies in 

remediation. 

Analysis of Influences 

Mental Retardation. Studies in mental retardation have contri

buted directly to investigations in learning disability. For example, 

brain-injured children who were the investigative subjects of Werner 



and Strauss (1939; 1941) were viewed as a subgroup within the population 

of the mentally retarded. This inclusion reflected a dichotomous view 

of mental retardation that emerged during the 1930's in which brain-

injured or brain-damaged children were viewed as manifesting exogenous 

mental retardation as opposed to endogenous mental retardation reflec

ting a cultural-familial influence. 

The concept of exogenous mental retardation, or brain injury, 

directly influenced the field of learning disability. In time the label 

"brain injury" was considered inappropriate, and professionals such as 

Stevens and Birch (1957) recommended that the term "Strauss Syndrome" 

be used instead. Children manifesting Strauss Syndrome were generally 

thought to display the following behaviors (Stevens and Birch, 1957, 

p. 348): 

1. Erratic and inappropriate behavior on mild provocation. 
2. Increased motor activity disproportionate to the stimulus. 
3. Poor organization of behavior. 
4. Distractibility of more than ordinary degree under ordinary 

circumstances. 
5. Persistent faulty perceptions. 
6. Persistent hyperactivity. 
7. Awkwardness and consistently poor motor performance. 

A number of children so described were said to be "non-retarded 

brain-injured." These non-retarded brain-injured children were distin

guished from the mentally retarded because the non-retarded brain-

injured children were found to attain intelligence test scores higher 

than those scores generally associated with the upper limits of mental 

retardation. This became an important distinction and is still con

sidered to be one of the major criteria used to differentiate between 

the mentally retarded and the learning disabled. 
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Neurology. Studies in neurology have, in some respects, over

lapped with studies in mental retardation. Although early investigators 

had demonstrated how neurological impairment influences language func

tioning, not until after World War I were systematic neurological 

investigations conducted. These investigations frequently used as 

subjects soldiers who had sustained head wounds. Investigators such as 

Goldstein observed that persons who had sustained head wounds often 

functioned less intelligently than they had previously (Hanfmann, 

Rickers-Ovsiankina and Goldstein, 1944). Such persons found abstract 

thinking very difficult, they overreacted to frustrations, and they 

tended to respond to extraneous stimuli. These descriptions are sim

ilar to a number of characteristics associated with Strauss Syndrome. 

In fact, the work of Goldstein and his colleagues strongly influenced 

researchers such as Werner and Strauss whose work has already been 

mentioned. 

Luria (1966; 1970; 1972) is a more recent authority on neuro

logical influences in learning. Like Goldstein and his colleagues, 

Luria (1972) worked with veterans who had sustained head injuries. 

Based on his observations, Luria has formulated principles concerning 

the contributions of various parts of the cerebral cortex to learning. 

He has described the importance of the tertiary sectors of the cortex 

in combining and interrelating sensory impressions. This finding 

suggests that damage to the tertiary sectors results in a fragmentation 

of sensory impressions and the inability to combine these impressions 

into a coherent whole. Luria's finding demonstrates the kind of 
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neurological organization required for complex behavioral processes such 

as writing (1970, 1972) and visual perception (1966). 

Hebb (1949) is another neurologist who also stressed the impor

tance of automatization in learning. Working from the premise that "all 

learning tends to utilize and build on any earlier learning, instead of 

replacing it" (Hebb, 1949, p. 109),' he developed a neuropsychological 

theory outlining the buildup of cortical cell assemblies. Hebb empha

sizes that these cell assemblies are integrated into phase sequences, 

phase sequences into phase cycles, and phase cycles into series and 

classes of phase cycles. In this way higher order cerebral organization 

and cognitive growth are achieved. 

Hebb's theory has contributed in a particular way to an under

standing of two kinds of learning and memory that have direct implica

tions for the condition of learning disability: (1) short term learning 

and memory, and (2) long term learning and memory. Eccles (1973, 

p. 176), in applying Hebb's concept of cell assemblies, suggests that 

short term learning "is most probably dependent on the patterned opera

tions of neuronal circuits running in complex . . . pathways in the 

cerebral cortex . . . (and) weaving a pattern in space and time that 

carries the information." In other words, these complex pathways have 

been laid down through repeated use and can be used to hold information 

and express information, depending on the nature of that information 

and its intended use. Long term learning, on the other hand, "is based 

on some structural change that must be capable of being 'read out' so 

that the code again gains expression in the neuronal operation of the 
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brain" (Eccles, 1973, p. 176). Such structural change triggers particu

lar synaptic activities, these synaptic activities having been laid down 

in the process of cognitive development. 

There are numerous other contributors from the field of neurolo

gy who have influenced the field of learning disability. Descriptions 

of their contributions appear in Chalfant and Scheffelin (1969), Sapir 

and Nitzburg (1973), Hallahan and Cruickshank (1973), and Bryan and 

Bryan (1975). 

Language. As has already been mentioned, there is considerable 

overlap between contributions from the fields of mental retardation and 

neurology to understanding the condition of learning disability. There 

is, similarly, overlap between contributions from neurology and the 

field of language to understanding the condition of learning disability. 

The work of Orton aptly illustrates this overlap. 

Orton (1937) was concerned with the establishment of hemispheric 

dominance in the brains of children with language disorders. He 

stressed the importance of unilateral superiority being established in 

individual areas of the brain. Without this established superiority, 

Orton believed that delays and defects in the development of language 

functions could arise. Among these language functions, he included word 

blindness, auditory aphasia, motor agraphia, motor aphasia, and apraxia. 

In commenting on the educational implications of these delays and de

fects in the development of language functions, Orton (1937, p. 200) 

stressed the importance of specific training, given proper diagnosis. 

"Such disorders . . . should respond to specific training if we become 
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sufficiently keen in our diagnosis and if we prove ourselves clever 

enough to devise the proper training methods to meet the needs of each 

particular case." 

Another and more recent contributor to both the field of neurol

ogy and the field of language is Geschwind (1965; 1972). He has been 

particularly concerned with the nature of cerebral involvement in the 

language function. Geschwind (1965) initially suggested that the left 

cerebral hemisphere, the hemisphere generally associated with the pro

duction and comprehension of language, had greater potential than the 

right hemisphere. Geschwind (1972) later extended the idea of greater 

potential, particularly language potential, within the left hemisphere. 

Geschwind observed that in approximately two-thirds of all cases inves

tigated, the left planum temporale was larger than the right. Because 

the planum temporale is an extension of Wernicke's area, the area of 

language comprehension, Geschwind noted that damage to this area re

sulted in loss of language understanding. He also found that language 

recovery was more successful in children than in adults. This differ

ence in rates of recovery suggests that the right hemisphere may have 

the capacity to take over speech functions in children. 

The theoretical contributions of Vygotsky (1962) and Piaget 

(1967) to understanding language are different from, yet complementary 

to, the contributions of neurologists. Whereas neurologists are con

cerned with the neurological foundations of language, Vygotsky and 

Piaget were concerned with the function of language. Both theorists 

paid particular attention to the relationship of thought and speech. 

To examine this relationship, they considered the developmental phases 
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of thought and speech in children. This developmental approach has 

direct implications for the kinds of educational programs developed for 

different age levels. Vygotsky (1962, p. 43) concluded that thought and 

speech develop separately in the very young child. However, after the 

age of two, these lines of development join "to initiate a new kind of 

behavior." Vygotsky believed that this new kind of behavior, in which 

speech serves intellect, was the point at which the symbolic function 

of words was discovered. 

Piaget (1967), like Vygotsky, believed that thought and speech 

develop independently. He observed that symbols emerge in the symbolic 

and imaginative play of the child at about the same time as language 

develops. These personal symbols, Piaget (1967, p. 98) concluded, are 

derived from motor imitations, are independent of language, yet aid in 

the acquisition of language: 

Language is not enough to explain thought, because the struc
tures that characterize thought have their roots in action and 
in sensorimotor mechanisms that are deeper than linguistics. 
It is also evident that the more the structures of thought are 
refined, the more language is necessary for the achievement of 
this elaboration • • • • Thus language and thought are linked 
in a genetic circle where each leans on the other in inter
dependent formation and continuous reciprocal action. 

Another point of similarity between Piaget and Vygotsky was 

their concern over the function of egocentric speech. Piaget and 

Inhelder (1969, pp. 120-121) describe the nature and purpose of ego-

centric speech as follows: 

The speech of subjects between four and six is not in
tended to provide information, ask questions, etc. (that is, 
it is not socialized language), but consists rather of mono
logues or 'collective monologues' in the course of which 
everyone talks to himself without listening to the others. 
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Piaget and Inhelder considered the amount of egocentric speech to be a 

function of circumstance. For instance, children in different circum

stances, such as play and work situations, use varying amounts of ego

centric speech. Piaget and Inhelder also considered egocentric speech 

to be essentially a feature of childhood. 

Vygotsky's hypothesis about the purpose of egocentric speech 

differs from that of Piaget and Inhelder. Vygotsky hypothesized that 

the egocentric speech of the child evolves into the inner speech of the 

adolescent and, subsequently, the adult. Vygotsky viewed egocentric 

speech as the beginning of "thinking in pure meanings," as contrasted 

to external speech which is essentially social and communicative. 

That the study of egocentric speech is important in learning 

has been demonstrated not only by Vygotsky and Piaget, but was also the 

subject of an investigation done by Havertape (1976) with learning dis

abled adolescents. Results of this study indicated significant differ

ences in the kinds of self-instructions used by learning disabled and 

non-learning disabled adolescents. These differences were apparent 

when verbalized self-instructions for both groups were analyzed. These 

analyses indicated that learning disabled adolescents were less atten

tive to task directions and were given to using more random responses 

and impulsive guesses than their normal counterparts. 

Some contributions from the field of language studies to the 

field of learning disability are based on models of communication. 

Osgood's model of the communication process is an example of such a 

model (Osgood, 1963; Osgood and Sebeok, 1965). Osgood's model 



postulates both decoding and encoding operations in human communication. 

The model is based on a mediation model adapted from Hull's concept of 

learning theory (Osgood, 1963). 

Osgood distinguished three psychological levels of organization 

of linguistic responses (Osgood and Sebeok, 1965): (1) a representa

tional level, (2) an integrational level, and (3) a skill level. These 

levels of linguistic responses, also known as psycholinguistic proc

esses, provided one dimension of the theoretical constructs that Kirk 

and his associates adapted in developing the Illinois Test of Psycho-

linguistic Abilities (ITPA) (McCarthy and Kirk, 1961; Kirk, McCarthy 

and Kirk, 1968). The ITPA is an instrument that is frequently used for 

diagnostic and remedial procedures in the field of learning disability. 

The other theoretical constructs that Kirk and his associates 

used for the development of the ITPA were also adapted from Osgood's 

model. These are (1) channels of communication, including auditory and 

visual input, and vocal and motor response; and (2) levels of organiza

tion, including the automatic and representational levels (Paraskevo-

poulos and Kirk, 1969). Based on this three-dimensional model, the 

ITPA provides a means of diagnosing children's cognitive, linguistic, 

and perceptual abilities for the purpose of remediation (Kirk and Kirk, 

1971). 

There are numerous other contributors from the field of language 

who have influenced the field of learning disability. Descriptions of 

their contributions appear in Chalfant and Scheffelin (1969), Sapir and 

Nitzburg (1973), Schiefelbush and Lloyd (1974), Bloom (1975), and Wiig 

and Semel (1976). 
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Studies in Intelligence. Among the studies in intelligence, 

those studies that attempted to isolate different intellectual compo

nents have influenced the field of learning disability most directly. 

Noteworthy among these studies are those done by Thurstone (1965) and 

Guilford (1940; 1959). 

Thurstone (1965) applied the statistical technique of multi-

factor analysis to investigate the concept of primary mental abilities. 

His investigations showed that a number of primary mental abilities do 

indeed exist, including memory, perceptual closure, visualizing factors, 

and verbal factors. The apparent existence of these primary abilities 

prompted Thurstone (1965, p. 60) to comment on the necessity of revising 

traditional concepts of measuring intelligence: 

When we consider the increasing number of distinct functional 
unities into which the field of cognition is being divided, 
we find that it is necessary to revise very fundamentally our 
notions about general intelligence. Factorial results make 
it imperative that we describe each individual in terms of a 
profile of mental abilities, instead of by a single index 
such as the IQ. 

Thurstone (1965, p. 60) suggested that having a profile of a 

person's primary abilities would lead to greater confidence in educa

tional and vocational counseling: "We can certainly do much better in 

appraising the intellectual assets of a person than by the older methods 

by which each person was described in terms of a single IQ." 

Thurstone's work in primary mental abilities represents an 

attempt to correct one of the major deficiencies of the Binet-type in

telligence tests. Such tests, yielding an IQ and often a mental age, 

are used as classification tools; however, as Kirk (1967, pp. 2-3) has 



21 

indicated, such tests offer little information to be used in establish

ing treatment and remediation programs: 

They are not utilized as diagnostic instruments, if by diagnosis 
we mean the type of evaluation needed to lead to some form of 
treatment or remediation .... These classification tools do 
not differentiate two children with the same IQ or mental age 
who may have radically different learning problems. 

Guilford is another multifactor theorist. Building upon 

Thurstone's theory and methods (Guilford, 1940), and operating from the 

premise that verbal, numerical, and spatial factors had been repeatedly 

confirmed, Guilford (1959) developed a three-dimensional model in which 

intellectual factors were organized into a system known as the "struc

ture of intellect." Looking upon each intellectual factor as "a unique 

ability that is needed to do well in a certain class of tasks or tests" 

(Guilford, 1959, p. 470), he grouped these factors into three dimen

sions: (1) mental operations, (2) the contents on which those opera

tions are performed, and (3) the resulting products. 

Like Thurstone, Guilford (1959, p. 478) saw his multifactor 

concept of intelligence as benefitting education in general: 

If education has the general objective of developing the intel
lects of students, it can be suggested that each intellectual 
factor provides a particular goal at which to aim . ... 
Considering the very great variety of abilities revealed by 
the factorial exploration of intellect, we are in a better 
position to ask whether any general intellectual skills are 
now being neglected in education and whether appropriate 
balances are being observed. 

Guilford (1959, p. 477) also offered directions for applying 

his multifactor concept of intelligence to future investigations: 
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The concepts provided by the distinctions among the intellec
tual abilities and by their classifications may be very useful 
in our future investigations of learning, memory, problem-
solving invention, and decision-making, by whatever method we 
choose to approach these problems. 

These directions for future investigations, particularly in learning 

and memory, have particular relevance for the field of learning dis

ability. 

There are other investigators whose studies in intelligence 

have influenced the field of learning disability. Descriptions of 

their contributions appear in Horrocks (1964), Wiseman (1967), and 

Sattler (1974). 

Studies in Remediation. Studies in remediation represent the 

contributions of the academic approach to the field of learning dis

ability. Examples of such approaches are to be found in Monroe (1932) 

and Fernald (1943). 

Monroe (1932) undertook a major study of children with reading 

defects. She compared their performance with other children whose read

ing development was considered normal. These comparisons involved 

chronological age, intelligence scores and mental age, grade placement, 

arithmetic scores, and several reading scores. These various data were 

used to compile an educational profile for each child. Monroe consid

ered the educational profile to be useful in helping to discriminate 

between high and low points of achievement. 

Errors in reading were also tabulated and evaluated. Then a 

profile was made of each child's errors. This profile was used to give 



"a measure of the qualitative differences between a child's reading per

formance and that of other children of his own reading grade" (Monroe, 

1932, p. 59). Compiling error profiles, as well as educational pro

files, is similar to the concept of assessing intraindividual differ

ences, a concept used in diagnosing the learning disabled. 

Monroe also used some data to determine a reading index for 

each child. The reading index was used to set a goal for remedial in

struction and to provide a means of assessing improvement brought about 

by such instruction. 

In outlining remedial procedures, Monroe emphasized using an 

eclectic approach, tailored to suit the individual child. She stressed 

the importance of using overt motor responses whenever possible. She 

encouraged the use of drill and of constant monitoring of comprehension 

in reading. She emphasized the importance of teaching methodology, of 

environmental factors, and of behavioral concerns. The remedial pro

cedures and educational concerns emphasized by Monroe are today closely 

associated with educational programs for the learning disabled. 

Fernald (1943, p. 2) operated from the assumption that individ

uals of normal or superior intelligence who had failed to learn to read, 

spell, write, or perform calculations, could learn these skills, pro

vided proper techniques were employed: "Emotional disabilities, poor 

physical adjustments, and difficulties in school subjects can be over

come if proper diagnosis and treatment can be provided." Drawing upon 

her experiences in the Clinic School of the University of California at 

Los Angeles, Fernald emphasized the importance of success experiences in 
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learning. To experience success, "reconditioning" was considered 

essential: 

We first see that there is a lapse of any stimulus that might 
give rise to the emotion we wish to modify or get rid of. 
Second, we provide some substitute stimulus connected with a 
positive emotion. After this second stimulus has been well 
established, we introduce the object for which we wish a new 
conditioning (Fernald, 1943, p. 14). 

Such an approach is similar to practices in behavior modification in 

which principles of reinforcement, response measurement, and cuing are 

applied to allow appropriate responses to occur and inappropriate 

responses to be extinguished. 

Fernald emphasized the kinesthetic method of remediation with 

cases of reading disability. This method requires the child to trace 

with finger contact an unfamiliar word suggested by the child. As the 

word is traced, the child says each part of it. Fernald used such 

tracing when new words were introduced and when a child encountered 

difficulties with these words subsequent to the introduction. 

Another approach involved the use of memory. Fernald believed 

that words should be written as units without looking back at the 

original copy. To achieve this, the child was required to visualize 

the word and to keep the word in mind as it was being written. Fernald 

also believed that the words learned should be experienced in meaning

ful groups. To this end, words were used in context, rather than as 

isolated single words. 

Fernald described the application of remedial methods to several 

school subjects. In her description, Fernald (1943, p. 109) emphasized, 



as had Monroe, the importance of an individual approach to remediation: 

"One point that cannot be emphasized too strongly is that each child was 

allowed to use the method by which he learned most easily." This focus 

on individually prescribed instruction is an essential feature in pro

grams for the learning disabled. Similarly, Fernald's emphasis on 

kinesthetic methods of instruction and her stress on strengthening' mem

ory are familiar features in programs for the learning disabled. 

Other Influences. A number of other influences have been ex

pressed but have not been incorporated into the field of learning dis

ability. One of these is the sociological position which contends that 

learning problems are, in some way, related to a child's social environ

ment. Vance (1973), for instance, does not separate various disabling 

conditions such as emotional disturbance, learning disabilities, and 

socially disabling personality disorders. She states that the preva

lence and increased incidence of these disabling conditions among the 

lowest and most culturally alienated socioeconomic groups suggests a 

causal relationship between environmental conditions and various mani

festations of disabilities. Vance (1973, p. 502) further suggests that 

to understand disabling conditions such as learning disability requires 

"a psycho-physical-social-organismic contextual approach." To separate 

various disabling conditions is, in Vance's opinion, inappropriate. 

Problem conditions, such as learning disability "are seen to have a 

unity, in that they represent deficits in those psychosocial growth 

functions largely dependent on . . . environmental conditions" 

(Vance, 1973, p. 500). 
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Auerbach's (1971) concept of learning disability is also essen

tially psychosocial. He lists several symptoms of learning disability, 

all of which are emotionally laden: failure, anxiety, hyperactivity, 

distractibility, rigidity, and emotional lability. His approach to 

dealing with learning disability is to have parents, teachers, school 

officials, and professionals use social control. According to Auerbach, 

to use social control is to encourage these groups of people to refrain 

from exhibiting the same behaviors as those displayed by the children 

identified as being learning disabled. Unfortunately, Auerbach's con

cept of learning disability and his means of remediating the disability 

are rather loosely defined and really offer limited direction. 

Another investigator emphasizing the importance of social fac

tors in learning disability is Kahn (1969). Commenting on the behavior 

of the brain-damaged child, Kahn (1969, p. 647) says: 

The role of social factors in determining the behavior of the 
brain-damaged child is of overriding importance. The same 
child who may be unbearably difficult in an unsympathetic, 
rejecting environment, may be a friendly, reasonably competent 
child, in an understanding, warm, supportive, limit-setting 
environment. 

Kahn (1969, p. 647) concludes by stating that "the brain-damaged child 

is in need of more emotional support than a normal child of the same 

age." 

Kahn (1969, p. 649), in citing the work of Lauretta Bender, 

draws an interesting comparison between schizophrenic children and learn

ing disabled children: 

While the core problems are different, the sense of uncertainty 
about their world may be common. The schizophrenic child has 
this uncertainty because of his poorly defined ego boundaries. 



The child with symbolic difficulties may be similarly perplexed 
and lost because of his inability to deal with symbols. The 
fact that he appears normal and is so except in the area of 
his deficiency, compounds the problem. 

Another psychosocial component associated with learning dis

ability is that of family relationships. Weiner (1971) is one who 

discusses this component. He believes that achievement problems among 

adolescents, problems that cannot be explained by intellectual or 

sociocultural handicap, can be adequately understood in terms of "mal

adaptive patterns of family interaction." Labelling his concept of 

learning disability "passive-aggressive underachievement," he charac

terizes this behavior pattern as manifesting underlying hostility, 

fears of failure or of success, and a preference for passive-aggressive 

modes of coping with difficult situations. Weiner's approach to deal

ing with such maladaptive behavior is to increase the adolescent's 

awareness of his/her neurotic efforts to resolve conflicts that are 

essentially familial in origin. 

Purkey (1967a) is another investigator who emphasizes the im

portance of examining family and social relationships with underachiev

ing children. Inadequate social and family relationships, in his 

opinion, contribute to a negative self-concept and a negative outlook 

on life, which, in turn, interfere with learning. 

Purkey's (1967b, p. 18) approach to underachievement, a crite

rion traditionally associated with the condition of learning disability, 

appears to be based entirely on the organization of the self: "Under

achievement must be understood as a completely personal and consistent 

adaptation of the underachiever to his needs and capacities as he 



uniquely experiences them. A basic reorganization of the Self must be 

effected before the underachiever's perceptions can encompass success." 

From the foregoing, one can infer that Purkey's approach to under-

achievement is to use psychotherapy, an approach which is outside the 

field of educational practice and thus, perhaps, inappropriate in terms 

of educational programs. 

Criticizing the narrowness of research in learning disability, 

especially reading deficits, Stavrianos (1970) suggests that little 

attention has been paid to the identification of emotional or person

ality reaction patterns that might be associated with specific learning 

problems, such as reading deficit. She believes that the results of 

research studies might be altered considerably when influences of per

sonality factors are evaluated. One study which addressed itself to 

both learning factors and personality factors was done by Paraskev-

opoulos and McCarthy (1970). After administering a behavior problem 

checklist to 34 learning disabled children of elementary school age, 

the investigators found that the profiles of human behavior of emotion

ally disturbed and learning disabled children differed only in level 

but not in shape. It appeared that teachers of emotionally disturbed 

children perceived more problems of greater severity than did teachers 

of learning disabled children. 

Another similarly motivated study, in which 40 learning disabled 

boys of elementary school age and another 40 normal boys of similar age 

were used as subjects, was done by Endler and Minden (1971) at York Univ

ersity. Assessing variables such as achievement, curiosity, motivation, 
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self-concept, anxiety, and conformity, they found significant differ

ences on two variables. The normal subjects made significantly higher 

gains in academic achievement during the course of the study, and were 

also significantly more conforming than were their learning disabled 

counterparts. Based on these results, Endler and Minden concluded that 

learning disabled children may be less responsive to social reinforcers 

and, consequently, less conforming, a conclusion with strong implica

tions for teachers of the learning disabled. 

These studies suggest that examining components in both the 

affective and cognitive domains enriches the concept of learning dis

ability. 

Summary and Conclusions 

The foregoing analysis indicates that a number of fields of 

study have influenced the field of learning disability. Among these 

influences are the fields of mental retardation, neurology, and lan

guage, and studies in intelligence and in remediation. These influ

ences have led to the establishment of criteria that have come to be 

traditionally associated with the condition of learning disability. 

The analysis also suggests that influences, other than the traditional, 

speak to the condition of learning disability, but these influences 

have not been incorporated into the field. Because of this narrow 

approach to learning disability, valuable information may be disre

garded. 

Other analyses of influences can be found in Final Report, 

Advanced Institute for Leadership Personnel in Learning Disabilities 



(1970), Hallahan and Cruikshank (1973), Kaiser (1974), and Bryan and 

Bryan (1975). 

Statement of the Problem 

The roots for the study of learning disability are of such 

recent origin that not all disciplines have been appropriately repre

sented. It seems that psychosocial influences have not been consulted 

in enough research studies so as to have influenced the development of 

the field of learning disability. This study represents an initial 

effort in that direction; namely, that of introducing psychosocial con

structs, particularly from security theory (Blatz, 1944; 1966), into a 

particular view of learning disability (Kass, 1976). By relating 

cognitive-perceptual components associated with identification proced

ures used to diagnose children as learning disabled (Kass, 1976) to 

affective components derived from security theory, the intent of this 

study was to gain a better understanding of learning problems generally, 

and the condition of learning disability in particular. The theoretical 

statements underlying this study will be discussed in detail in the 

next chapter. 

Research Questions 

Central to this study were the following questions: 

1. Do children with learning problems, including learning disabled 

children, manifest a lack of self-confidence? 

2. Does this lack of self-confidence interfere with their mastery 

of learning tasks, including academic tasks? 
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3. Is this lack of self-confidence evident in interactions between 

these children and their teachers. 

In an attempt to answer these questions, an exploratory study 

using subjects with learning problems was designed. The subjects were 

children who represented a cross-section of ages within the Re-Cognition 

function. Kass (1976) postulated that the Re-Cognition function is in 

evidence from eight to 11 years of age. The Re-Cognition function is 

characterized by the development of the understanding of semantic and 

structural meaning, thus changing the child's earlier cognition of the 

world. 



CHAPTER 2 

THEORETICAL FOUNDATIONS 

The affective domain and the cognitive domain are both critical 

in academic learning. When academic problems develop, the child so 

affected will probably have little trust and confidence in his/her 

academic ability, regardless of the etiology of those problems. One 

approach to assessing problems in learning is to examine teacher-pupil 

interaction. Although this approach has been used in numerous investi

gations, it has not been explored to any great extent in the field of 

learning disability. Although affective components have not been ig

nored in the field of learning disability, the emphasis has been on 

examining cognitive-perceptual components. 

This study was designed to examine the influences of both the 

affective domain and the cognitive domain on learning disorders. Com

ponents from security theory were used as a theoretical foundation for 

the affective domain. Components from Kass' theory of learning dis

ability were used as a theoretical foundation for the cognitive domain. 

Security Theory 

Security theory (Blatz, 1944; 1966) evolved from work done by 

Blatz and his associates at the Institute of Child Study in Toronto, 

Ontario. It attempts to provide a rationale for understanding behavior 

32 
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in decision-making situations, which includes learning situations. 

Blatz looked upon security as a state of mind with various manifesta

tions, depending upon the nature of the decision made. He also viewed 

the development of security as being closely linked to the development 

of the child: 

Security is a state of mind in which one is willing to accept 
the consequences of one's behavior. From this starting point, 
one can envisage an infant, at first wholly dependent upon an 
agent, feeling secure because the agent is responsible for 
his decisions. This is immature dependent security. From 
this state he gradually emerges into a state of insecurity, 
and hence anxiety, from which he can extricate himself, if he 
so wishes, in one of four ways: first, by reverting to a 
state of immature dependent security, a regressive mechanism 
which is wholly salutary in infancy and depends for its effi
cacy upon the adequacy of the "immature agent" (usually the 
parent); secondly, through a process of expending effort, he 
may learn, acquire knowledge, accept consequences and hence 
becomes independently secure; thirdly, to bolster up his ade
quacy ... he may acquire a "mature agent" in terms of an 
intimate outside his family who serves in lieu of the "immature 
agents" from which he has emancipated himself; this is mature 
dependent security. The fourth device for avoiding insecurity 
is to employ a deputy agent .... It is suggested . . . 
that these deputy agents are manifest in all children . . . ; 
that as the child grows up he learns to lean on some which he 
has considered successful in dealing with his insecure states; 
and that all adults manifest in times of crisis or semi-crisis 
their chosen deputy agents, which in turn become more automa
tized (Blatz, 1958, pp. 147-148). 

Trust 

As is evident from the above quotation, many decisions are 

presented in an interpersonal context. How a person performs in this 

context depends in large measure upon his/her feelings of trust and 

confidence. Trust is a basic tenet in security theory and is crucial 

to the development of security. Security cannot exist without trust, 

and trust, according to Millichamp (1965), develops early in life 
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through adult-child contacts, or in what Blatz (1958) calls "the area 

of intimacies." Flint (1966, p. 24) echoes Millichamp and Blatz in 

describing the development of at attitude of trust: "This attitude of 

trust begins to develop in early infancy as a result of the care first 

given to the infant by his mother or mother substitute." This early 

establishment of "trust in others, and trust in oneself and one's 

world" forms what Flint (1966, p. 24) calls "the core of mental health." 

When accompanied by feelings of trust, the individual has the confidence 

to act. He/she can then strive to fulfill his/her goals and objectives. 

Lack of trust ends in failure to act independently. 

The development of trust is prerequisite to developing feelings 

of self-confidence. Feelings of self-confidence, in turn, are strongly 

influenced by the consequences of decisions. If consequences of a 

decision suggest that the decision was a good one, self-confidence is 

bolstered; if the consequences suggest failure, then self-confidence 

may be set back. 

In the case of the child with learning problems, such as the 

learning disabled child, one can readily see how repeated failure in 

certain learning (decision-making) situations may contribute to lack of 

self-confidence. Decision-making situations are ever-present, and the 

child attempts to cope with them. Since lack of self-confidence sug

gests that the child is reluctant to attempt independent action, it 

follows then that he/she will attempt to either avoid or put off 

decision-making and learning situations by using deputy agents or by 

attempting to place the responsibility of these situations on someone 



else by using immature dependent security. Both of these approaches 

Blatz described as being regressive because they restrict the manner 

in which a person attempts to solve problems and make decisions. By 

choosing to avoid independent action, the child "will return to the 

security and serenity of . . . familiar and solicitous dependency" 

(Blatz, 1966, p. 58). 

The confident child, on the other hand, will attempt to resolve 

decision-making and learning situations either independently, thus ex

hibiting independent security, or else engage another person in cooper

atively attempting to resolve the presenting situation through the use 

of mature dependent security. These latter approaches Blatz described 

as being emancipatory because they free the person to face further 

problems and decision-making situations. Yet this process of emancipa

tion is somewhat paradoxical (Blatz, 1966, p. 54): "Successful emanci

pation implies the voluntary acceptance of greater restriction upon 

free action than in the previous state of dependence. Self-control is 

substituted for outside control and self-indulgence." 

Security theory is essentially a theory of adjustment. By 

focusing on the child in decision-making and problem-solving situations, 

and the manner in which the child adjusts to these situations in terms 

of a security-insecurity polarity, security theory provides a rationale 

for examining behavior in a variety of contexts. In this way it pro

vides a framework in which to assess the affective components of the 

child with learning problems. 
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Security States 

Security theory incorporates a security-insecurity polarity 

which may be defined as follows (Blatz, 1966, p. 33): "When a person 

is willing to accept the consequences of his actions (decisions) with

out equivocation, he is said to be secure .... When a person tries 

to avoid the consequences of his actions (decisions) he is insecure. 

The concept of security is divided into four components which 

may be called security states: (1) independent security, (2) mature 

dependent security, (3) immature dependent security, and (4) deputy 

agents. Insecurity, the pilar opposite to these four components, is 

the fifth component. The components are shown in the diagrammatic 

scheme shown in Figure 1. 

A brief description of the security-insecurity components 

follows: 

1. Independent Security (ID) suggests that the person is coping 

productively with his/her environment, making decisions, and 

accepting their consequences. 

2. Mature Dependent Security (MPS) suggests that two or more 

individuals approach a learning task cooperatively. 

3. Immature Dependent Security (IDS) suggests that the individual 

seeks help or support because he/she is unsure of himself/ 

herself. 

4. Deputy Agents (DA) are like defense mechanisms, and reliance on 

them suggests that the individual seeks to avoid or delay 

accepting the consequences of his/her actions. 
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independent 
security 

(ID) 

immature 
dependent 
security 

(IDS) 

insecurity 
(IN) 

pseudo-
secutity 
deputy 
agents 
s^(DA) > 

mature 
dependent 
security 
(MDS) 

Figure 1. The security scheme 

5. Insecurity (IN) suggests a lack of skill in dealing with an 

activity or decision-making situation; this lack of skill 

gives rise to indecision, hesitation, and anxiety, and is not 

resolved until the person chooses one of the other security 

states. To wait in despair without any plan of action is a 

manifestation of insecurity. 
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Review of 'Studies 

A number of studies have been done using security theory as a 

theoretical foundation. In one of the earliest studies, Ainsworth 

(1958) investigated the hypothesis that rigidity in problem-solving is 

a function of insecurity in problem-solving situations. Using 120 

university students as subjects in his study, Ainsworth first divided 

his subjects into groups classified as either flexible or rigid. This 

classification was based on their performance on a complex problem-

solving task. He then assigned additional problem-solving tasks to 

his subjects. Into these latter tasks he introduced varying degrees 

of stress by emphasizing stress-producing variables such as speed of 

performance and competition. 

Ainsworth found that the introduction of stress significantly 

increased rigidity and a failure to shift when a situation demanded a 

shift. However, he tempered this finding by suggesting that rigidity 

may be situation-specific: "Rigidity may emerge as a defense in a 

specific situation even though it is not found to be related signif

icantly to the degree of defensiveness in general life adjustment" 

(Ainsworth, 1958, p. 73). He also concluded that highly defensive 

persons tend to be relatively insecure. 

In a study done with educable mentally retarded boys, aged 

nine to 12, Fine (1965) found that age-matched normal subjects obtained 

significantly higher security and consistency scores on the Institute 

of Child Study Security Test, "The Story of Tommy" (Grapko, 1965) than 

did the retarded group. He also found that the normal ability group 
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showed a significantly stronger preference for independent security 

behavior, whereas the retarded group had a significantly stronger pref

erence for deputy agents. When the retarded group were mental-aged 

matched with normal ability boys, the retarded group showed a signif

icantly higher preference for immature dependent security. 

Studies concerned with early child-adult contacts were done by 

Flint (1966) and focused their attention on very young children living 

in institutions. One of the more interesting outcomes of Flint's 

(1966, p. 5) research was that she questioned the claims that "all 

children reared in institutions suffered permanent damage to their 

mental health." She indicated that infants reared in their own homes 

scored considerably higher on security measures than those reared in 

an institution. However, Flint (1966, p. 6) tempered this observation 

with the following comment: 

Our observations, coupled with our intuitive feeling about 
children as we worked with them, made us feel hopeful that 
institutional care need not be permanently damaging for all 
children. The apparent resilience of some children indicated 
they might have a capacity to respond to psychological treat
ment which could ultimately lead to their rehabilitation. 

This suggests that even the child whose early environment reflects 

general insecurity can develop a considerable measure of security and 

willingness to accept responsibility for his/her actions and decisions. 

It also suggests that appropriate intervention can change a pattern of 

insecurity and avoidance to one of security and acceptance. 

Brockman (1974) investigated the influence of reading comprehen

sion on security as measured by the Institute of Child Study Security 
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Test, "The Story of Jimmy" (Grapko, 1957). Using boys judged to be emo

tionally disturbed matched on age, grade, IQ and SES, with boys judged 

to be emotionally stable, Brockman found that acquired reading skills 

did not significantly affect the subjects' abilities to judge and rank 

statements representing the five levels of security assessed by the 

security test. She also found that children diagnosed by psychologists 

as emotionally disturbed were found to be generally insecure as defined 

by Blatz (1966) and Grapko (1957). 

In a study comparing open space and traditional classrooms, 

Grapko (1972) found that pupils in traditional fourth and sixth grade 

classes showed significantly higher security, consistency, and indepen

dence scores. Significant differences were not apparent at the fifth 

grade level. He also found that sixth grade children in traditional 

classrooms achieved significantly higher academic scores. A problem in 

this study, however, was that the number of classrooms used was rela

tively small. Furthermore, all classrooms were in the same geographic 

area. Thus there may well have been a selection bias in the study, 

thereby limiting generalizability. 

In a second study, Grapko and Snider (1974) again attempted to 

assess what effects, if any, could be attributed to attending an open 

space school, using pupils in grades seven and eight as subjects. One 

conclusion that the investigators reached was that growth in security 

for seventh grade boys in open space was significantly lower than for 

boys in traditional classrooms. These same differences were not 

apparent for eighth grade pupils, nor for seventh grade girls. 
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Grapko and Snider (1974, p. 11) suggested that a possible explanation 

for their finding is "there is a tendency for boys to slow up in their 

development when exposed to a change in environment." 

Summary and Conclusions 

Security theory rests on the assumption that someone willing to 

accept the consequences of his/her decisions and actions is secure. 

However, no one is continuously secure. When faced with situations in 

which one feels inadequate, the first response is one of feeling in

secure. Feelings of insecurity may be resolved in four different ways: 

(1) by assuming independent action and acquiring sufficient skill to 

cope with the presenting problem (independent security); (2) by joining 

forces with a contemporary (mature dependent security); (3) by turning 

to a capable person or institution to assume responsibility (immature 

dependent security); or (4) by indulging in a defense mechanism that 

disguises or temporarily relieves the problem (deputy agent). 

Research studies using security theory as a theoretical founda

tion have repeatedly supported the concepts of security and insecurity 

as postulated by Blatz. These studies used subjects who ranged in age 

from infancy to adulthood and who reflected varying levels of intellec

tual ability and emotional adjustment. However, security theory has 

never before been used in a study in which the subjects manifested 

learning problems, including learning disabilities. 

If the tenets of security theory are to be useful in defining 

the parameters of the field of learning disability, one must first 
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specify those parameters. The next section will provide those specifi

cations. 

Age-Related Theory of Deviance 

The theoretical conception of learning disability employed in 

this study is that of Kass (1976) who suggests that the handicap be 

defined as follows: 

Specific Learning Disability is a handicap which is charac
terized by extreme variability in the acquisition and use 
of symbols in reading/ writing, computing, listening, or 
talking; which variability is due to an interaction between 
significant deficits in developmental functions and environ
mental conditions that make the individual vulnerable to 
those dysfunctions (Kass, 1976, p. 6). 

Kass postulates that this variability manifests itself in terms of 

developmental dysfunctions which are age-related. These age-related 

dysfunctions are noted through performance problems in attending, 

remembering, understanding, integrating, and expressing both verbal 

and non-verbal language. 

Age-related Functions 

The concept of age-related functions suggests that learning 

characteristics vary with age. A series of research studies conducted 

at The University of Arizona (Wissink, 1972; DeRuiter, 1973; Johnson, 

1973; Kaiser, 1974; Deshler, 1974; Lewis, 1975; Schnorr, 1976; and 

Havertape, 1976) have demonstrated that deficits in learning are 

similarly age-related. These age-related functions and their corre

sponding component deficits are defined below (Kass, 1976, pp. 7-9): 
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Sensory Orientation (from birth to two years of age) is the 
physiological or functional readiness of the child to respond 
to the environment. In Piagetian terms, this involves sensori
motor interaction with the environment. Dysfunction during 
this age range occurs through deficits in body balance, visual 
pursuit, auditory discrimination, and body awareness. 

Memory (from two to eight years of age) is the reproduction 
of sensory impressions when these are no longer externally pres
ent. The young child imitates models and recalls those imitations 
later. It is well known that children can readily learn more than 
one language before eight years of age. Some of the deficits 
which may be noted during the development of the Memory function 
are in the child's control of sensory input (hyper- and hypo-
excitability) , in rehearsal (method of storing sensory input for 
later recall), and in short-term memory span. 

Re-Cognition (from eight to 11 years of age) is the under
standing of semantic meaning (as in synonyms, antonyms, homonyms, 
and multiple meanings) and structural meaning (as in tenses, pre
fixes, and suffixes). Sensory impressions are now colored by 
concepts, thus changing earlier cognition of the world. Children 
of this age engage in word play, reflecting more flexibility in 
thinking than during the Memory function, where the child is in
clined to be literal. Accurate reproduction of models is replaced 
by reversible use of symbols. Some important deficits to watch 
for during the Re-Cognition function are in the ability to note 
and understand differences within the kinesthetic and tactile 
sensory systems, in visual figure-ground distinctions, and in 
visual closure. Generally speaking, auditory re-cognition is 
intact in the child with learning disability due to normal or 
above-normal verbal intelligence. In other words, the child can 
understand word meanings but he/she may not be able to discrim
inate in the visual and haptic systems. It is during the next 
function, Synthesis, that problems occur in the auditory system. 

Synthesis (from 11 to 14 years of age) is the function during 
which modes of response to the environment become habitual. The 
central nervous system by this time is engaged in sensory inhibi
tion and only when new responses are being learned is there need 
for overt sensory attention. Observations made by the individual 
during the previous functions of Sensory Orientation, Memory, and 
Re-Cognition become internalized. Whereas sensory discriminations 
were learned previously, sensory syntheses must be made during 
this function. Examples of deficits in children with learning 
disability are noted in impairments in listening comprehension, 
temporal sense, feedback or monitoring of one's own performance, 
coordination of sound symbols with visual symbols, and coordina
tion of sound and visual symbols with muscle sensation. 
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Communication (from 14 years of age and up) is a process by 
which automatized modes of response and learned concepts are re
ceived from others and expressed to others, either consciously 
or unconsciously. Synthesized skills of speaking, writing, 
gestures, and reading now take on a personalized style and per
sonal responsibility is taken for the consequences of what is 
communicated. This is the most complex of the human functions 
and involves processing of what is received through one's senses 
and some awareness of what one is transmitting to others. 
Deficits in the Communication function are manifested in poor 
performance in mathematical and reading comprehension (reception 
of meaning through a combination of the intended meaning and 
one's own interpretation), and in writing and quantitative out- . 
put (expression of meaning produced in universal symbols so that 
others may understand). 

Because of the hierarchical nature of human functions, problems 

during one developmental function affect later functions adversely. 

This is the reason for Kass specifying chronological age as the most 

important consideration in identifying and treating problems typical of 

the learning disabled when these occur. The skills to be developed in 

the learning disabled are the same as those for the normal, since normal 

achievement is assumed to be possible, given appropriate remedial in

struction. 

Eligibility Criteria 

Kass suggests that four criteria be met when determining 

whether or not a child has a learning disability: (1) the child demon

strate deviant achievement; (2) the child demonstrate normal achieve

ment potential; (3) the child demonstrate one or more characteristics 

of learning disability; and (4) the child demonstrate evidence that 

low achievement is due to deficits within age-related functions. 

1. The child demonstrate deviant symptoms of handicap such that 

his/her scores on academic performance measures fall at or 



below the 16th percentile for grade placement. These perfor

mance measures are obtained from achievement subtests normed on 

a population of the same age or grade placement, such as the 

Metropolitan Achievement Tests (Durost, Bixler, Wrightstone, 

Prescott and Balow, 1973) or the Wide Range Achievement Test 

(Jastak, Bijou and Jastak, 1965). Averaged scores are not used 

to determine deviance; rather, each skill in achievement is 

assessed for deviance. 

The child, particularly the child eight years and older, demon

strate normal achievement potential through a predictor measure 

on which the child scores above at least 16% of others of the 

same age (or above one standard deviation below the mean). 

Individual intelligence tests, such as the Stanford-Binet Intel

ligence Scale (Terman and Merrill, 1960), the Slosson Intelli

gence Test (Slosson, 1973), and the verbal scale of the Wechsler 

Intelligence Scale for Children—Revised (Wechsler, 1974), are 

the best predictors of normal achievement. For non-verbal 

children, visual reasoning tests, such as the Columbia Mental 

Maturity Scale (Burgemeister, Blum and Lorge, 1972) or Raven's 

Progressive Matrices (1962), may be used. 

Before the age of eight, predictor measures must be inter

preted tentatively because intelligence scores of young children 

vary considerably and may increase dramatically with early in

tervention for problems. The McCarthy Scales of Children's 

Abilities (McCarthy, 1970), the Stanford-Binet Intelligence 



Scale, and the Wechsler Preschool and Primary Scale of Intelli

gence (Wechsler, 1963) are suitable for pupils below eight years 

of age. 

The child demonstrate one or more characteristics indicative of 

learning disability: 

a. Attending deficit, noted in confusion about the direction 

of letters and numbers, in lack of eye-hand coordination, 

and in not focusing on the task at hand. 

b. Labeling deficit, noted in lack of ability to remember 

symbols, ability to remember one day but not another, con

fusion in what things are called, and seemingly not to 

have a technique for rehearsing what is to be memorized. 

c. Understanding deficit, noted in inability to separate 

figure from background, inability to learn more than one 

meaning per word, inaccurate guessing from context, and 

not being able to follow directions. 

d. Integrating deficit, noted in inaccurate performance in 

skills such as spelling, writing, syntax, and sometimes 

word-calling to such a degree that remediation requires 

getting rid of bad habits. 

e. Expressing deficit, noted in inability to express personal 

ideas through reading, writing, and talking, not because of 

lack of intelligence, but because of inadequate basic 

skills which ordinarily are acquired during the first few 

grades. 



4. The child demonstrate that significantly low scores on academic 

performance measures are due to age-related dysfunctions such 

that if acquisition of certain learning does not occur within 

a given critical age range, later learning will be impaired. 

Review of Studies 

Kass (1969) noted in her review of literature on learning dis

ability that the nature of the disability changes with age. Since that 

time, Kass has frequently described the concept of age-related deviance 

in learning (1974-76; 1975; 1976), and has modified, revised, and ex

panded her initial concept as new insights and information have become 

available. 

A number of research studies conducted at The University of 

Arizona have investigated Kass' age-related theory of deviance. Two of 

the earlier studies (Wissink, 197 2; Kaiser, 1974) involved using the 

judgment of expert clinicians to identify the components of the handi

cap of learning disability. In two other studies (DeRuiter, 1973; 

Johnson, 1973) the concept of clinical judgment was applied as a means 

of selecting disability components with a high diagnostic value. Most 

recent studies (Deshler, 1974; Lewis, 1975; Schnorr, 1976; Havertape, 

1976) have been directed to investigating the five functions outlined 

by Kass. 

Wissink (1972). Wissink applied Bayesian methodology to the 

problem of learning disability identification. He undertook a search 

of the literature in the field of learning disability so as to compile 



a list of characteristics associated with the handicap. His search 

yielded a list of 110 characteristics which were distilled to 40 compo

nent disabilities. These component disabilities were outlined under 

the five age-related functions in the Kass model and are given in 

Appendix A. 

This set of 40 component disabilities was distributed among 

expert clinicians who were asked to estimate the probability that each 

of these components would be present in learning disabled and non-

learning disabled populations from kindergarten through grade 12. 

These probability estimates were submitted to Bayesian analysis so 

that a hierarchy of components felt to be most important would be es

tablished. 

The five component disabilities found to be most frequently 

associated with learning disability are given in Table 1. None of the 

components identified by the experts is associated with the Memory 

function nor with the Communication function, but all were cognitive-

perceptual components. 

Kaiser (1974). In a follow-up to Wissink's study, Kaiser com

pared the theoretical positions reflected in the literature of the 

expert clinicians who participated in Wissink's study with their 

Bayesian estimates. To effect this comparison, the literature of the 

experts was first submitted to a panel of judges for evaluation by 

means of a rating scale. The items on the rating scale covered four 

categories: (1) definition of learning disability, (2) identification 
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Table 1. Component Disabilities Most Frequently Associated with 
Learning Disability from Wissink (1972) 

Function Component Disability 

Sensory Orientation Attention Deficit—an impairment in the 

child's ability to focus on specific input. 

Auditory-Visual Coordination Deficit—an 

impairment in the child's ability to receive 

and associate information from the auditory 

and visual sensory systems. 

Re-Cognition Listening Comprehension Deficit—an impair

ment in the child's ability to gain meaning 

from the appropriate auditory stimuli. 

Synthesis Visualization Deficit—an impairment in the 

child's ability to synthesize visual sensa

tion into an internal representation. 

Auditory Speed of Perception Deficit—an 

impairment in the child's ability to respond 

quickly and consistently from an internal 

auditory representation. 



of learning disability, (3) diagnosis and treatment of learning dis

ability, and (4) theoretical orientation. 

The results of this rating scale indicated that the experts 

clustered into two schools of thought in learning disability. These 

two clusters represented the behavioral and the cognitive schools of 

thought. Those in the behavioral school preferred to deal with task-

specific behavior; that is, behavior that was reflected in a broad 

range of learning problems. Those in the cognitive school, on the 

other hand, operated from an educational model and believed that treat

ment of a particular disability should follow from an analysis of the 

underlying psychological processes. 

Kaiser also performed a factor analysis of the probability 

estimates provided by the experts in Wissink*s study. The 40 compo

nent disabilities which Wissink had used were condensed to 22 com

ponents by factor analysis. These 22 components yielded five factors. 

An outline of these factors and their associated deficits is given in 

Appendix B. 

It is interesting to note that of the 40 component disabilities 

identified by Wissink, only five can be readily associated with the 

affective domain: hyperexcitability, hypoexcitability, perseveration, 

social comprehension deficit, and affect deficit. The remaining 35 

components were cognitive-perceptual in nature. Of the 22 components 

identified through factor analysis by Kaiser, only two, hyperexcit

ability and hypoexcitability, can be readily associated with the affec

tive domain. 
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DeRuiter (1973)« DeRuiter investigated the problem of selecting 

tests to match component disabilities identified by Wissink. He selec

ted the 13 most diagnostic component disabilities from the results of 

the Wissink study and then selected standardized psychological instru

ments which were believed to be valid measures of those components 

(Appendix C). DeRuiter submitted the test data obtained from learning 

disabled and non-learning disabled elementary school children to 

Bayesian analysis and to discriminant analysis. Both procedures effec

tively identified the learning disabled and the non-learning disabled. 

The best diagnostic components and the respective measures of 

each of these components, as found by DeRuiter, are given in Table 2. 

Again, it is interesting to note that the component disabilities iden

tified as having a high diagnostic value were cognitive-perceptual 

components. 

Table 2. Components with High Diagnostic Value and Corresponding 
Tests Identified by DeRuiter (1973) 

Component Disability Test 

Writing deficit Picture Story Language Test (Myklebust, 1965) 

Visualization deficit Monroe Visualization Test (Monroe, n.d.) 

Monitoring deficit Monroe Word Discrimination Test (Monroe, 1932) 

Reading comprehension Comprehension Test from the Gates-MacGinitie 
deficit Reading Test (Gates and MacGinitie, 1965). 
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Johnson (1973). This was the second study in which the compo

nent disabilities identified by Wissink were applied. Johnson studied 

the educational judgment of regular third grade teachers and primary 

level teachers of the learning disabled by asking them to estimate the 

percentage of their students who would pass or fail seven learning 

tasks. These learning tasks were considered appropriate for children 

in the early elementary grades. The teachers were also asked to indi

cate the percentage of children who would fail for given reasons. 

These reasons were component disabilities which had been restated in 

terms of student behaviors. 

The five component disabilities which Johnson found to be the 

most diagnostic are given in Table 3. As in DeRuiter's study, all of 

the component disabilities that Johnson found to have a high diagnostic 

value were cognitive-perceptual components. 

The most recent investigations of Kass1 theory of deviance have 

been investigations of the developmental functions. The focus of these 

studies has been to investigate whether or not learning disabled and 

non-learning disabled subjects at different age levels do indeed differ 

on measures of the five functions outlined by Kass. Because of the 

nature of the components associated with the outline of functions, it 

follows that these investigations dealt primarily with components that 

were cognitive-perceptual in nature. 

Deshler (1974). The first of the function studies was Deshler's 

study in which he investigated the Synthesis function in high school 

age students. At the time of Deshler's study, Kass considered Synthesis 
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Table 3. Component Disabilities with High Diagnostic Value 
from Johnson (1973) 

Function Component Disability 

Sensory Orientation Auditory-visual coordination deficit—an 
impairment in the child's ability to 
receive and associate information from the 
auditory and visual sensory systems. 

Memory Rehearsal—an impairment in the child's 
method of storing the match of the sensory 
input for later recall. 

Re-Cognition Visual closure deficit—an impairment in 
the child's ability to gain meaning from 
incomplete visual stimuli. 

Synthesis 

Visual figure-ground deficit—an impairment 
in the child's ability to gain meaning from 
the appropriate visual stimuli while ignor
ing inappropriate visual stimuli. 

Monitoring deficit—an impairment in the 
child's ability to recognize dissonance 
between his performance and his internal 
representations. 

to be the most complex of the functions. Synthesis is now the fourth 

of the functions and is predominant between the ages of 11 and 13. 

The Communication function is now considered to be the most complex 

function. 

Deshler replicated DeRuiter's procedures for sample selection. 

Deshler asked a panel of experts in learning disability to estimate the 

probability that learning disability was present in a given subject. 

This estimate was based on school records and test information that 

was available on each subject. After the sample was selected, Deshler 



chose psychological tests which corresponded to the component disabili

ties found to be diagnostic by DeRuiter and which were suitable at the 

high school level. 

The most discriminating components found by Deshler with the 

tests he chose to measure those components are shown in Table 4. The 

four components identified were all cognitive-perceptual components. 

Table 4. Components with High Diagnostic Value and Corresponding 
Tests Identified by Deshler (1974) 

Component Disability Test 

Reading comprehension deficit 

Writing deficit 

Sound blending deficit 

Mathematics comprehension 
deficit 

Reading Comprehension subtest from 
the Peabody Individual Achievement 
Test (Dunn and Markwardt, 1970) 

(Myklebust, 1965) 

Blending subtest from the Stanford 
Diagnostic Reading Test (Karlsen, 
Madden, and Gardner, 1966) 

Mathematics subtest from the Peabody 
Individual Achievement Test (Dunn 
and Markwardt, 1970) 

Abstract/Concrete score from the 
Picture Story Language Test 

Lewis (1975). Lewis investigated the Memory function in young 

learning disabled and normal children, ages four to eight years. She 

examined differences in the qualitative and quantitative aspects of 

memory in learning disabled and normal children. Although emphasis 
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was on long-term recall of children's labels, immediate recall of labels 

was also studied. 

The results indicated important qualitative differences between 

learning disabled children and normal children. Learning disabled chil

dren were found to produce more bizarre and perseverative responses 

than did the normal subjects. Furthermore, Lewis found that as children 

moved from the Memory function to the Re-Cognition function, the quan

tity of meaningful labels produced by normal children was greater than 

the quantity of meaningful labels produced by learning disabled children. 

Schnorr (1976). Schnorr investigated the Sensory Orientation 

function (from birth to 18 months). She performed this investigation 

by using three separate probes: (1) an expert opinionnaire, (2) a 

parental retrospective questionnaire; and (3) the Bayley Scales of 

Infant Development (1969). Schnorr found that experts did not agree 

on characteristics of learning disability at such young ages, although 

there was substantial agreement on the characteristics of other handi

capping conditions such as mental retardation, visual impairment, hear

ing handicap, and emotional disturbance. The results of the parental 

retrospective questionnaire showed that parents remembered their learn

ing disabled child as having poorer fine motor manipulation and more 

fleeting visual interest. 

Results of the Bayley Scales showed that children diagnosed as 

"soft" handicapped displayed little or no fear reaction to new or 

strange situations, whereas those with "hard" handicaps (obvious genet

ic or neurological conditions) displayed a normal fear reaction. 



Schnorr also found that when the Mental Scales of the Bayley Scales of 

Infant Development were subjected to factor analysis, only one factor 

emerged. This result lent support to Kass' position that only one 

function (Sensory Orientation) exists in this age range. 

Havertape (1976). In the most recent investigation, Havertape 

investigated the Communication function, the most complex of the func

tions in Kass" outline. Using junior high and senior high school 

pupils identified as learning disabled and as non-learning disabled 

as his subjects, Havertape examined their performance on problem-

solving tasks. He asked the subjects to "think aloud" and to verbalize 

self-instructions while solving problems. He then examined these self-

instructions in terms of three problem-solving steps: (1) getting the 

information, (2) understanding the problem, and (3) solving the prob

lem. The results of Havertape's study indicated that the learning 

disabled did not attend appropriately to directions for completing a 

task. The results also indicated that the learning disabled used a 

sort of random responding or impulsive guessing in their solutions to 

problems. 

Summary and Conclusions 

Any theory that is worth considering should always be suscep

tible to enrichment or change. The age-related theory of deviance used 

as a base for this study is no exception. The work to date on this 

theory has not acknowledged the variable of teacher-pupil interaction. 

While certain cognitive-perceptual characteristics appear to be 



documented from previous studies, there is a need for the specification 

and documentation of affective characteristics. 



CHAPTER 3 

PROCEDURES 

This study was designed to examine psychosocial constructs in 

children with learning problems, including the learning disabled. By 

relating these psychosocial constructs, adapted from Blatz's theory, 

to Kass' view of learning disability, this study attempted to provide 

a fuller understanding of learning problems generally, and of the con

dition of learning disability in particular. Whether or not these 

children with learning problems, including the learning disabled, 

manifest a lack of self-confidence, particularly in the context of a 

teacher-pupil interaction, was of special interest to the study. 

Sample Selection 

Referral Procedure 

An initial step in selecting the research sample was to 

designate a pool of children manifesting symptoms suggesting a high 

probability of learning disability. To that end, teacher referrals 

were solicited for children to participate in a university practicum 

in learning disability. The usefulness of teacher referrals is well-

stated by Keogh, Tchir, and Windeguth-Behn (1974, p. 373): 

Teachers represent a useful first level screen in the iden
tification of educationally high-risk children .... 
Teachers' observations of children's performance in classroom 
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settings may provide school psychologists with insight into 
children's learning styles, problem solving strategies, and 
behaviors which facilitate or interfere with success on 
school tasks. 

All the children who were accepted into the practicum comprised the 

initial population pool. 

From 125 applications, 64 children were selected for the 

university practicum. Criteria for the selection were the following: 

1. Information substantiating a learning problem was required, 

such that progress in areas such as language, reading, writing, 

spelling, and arithmetic was impaired. This information was 

made available through psychological reports, standardized 

test scores, or teacher reports. Children indicating learning 

problems related primarily to mental retardation, hearing 

handicap, visual limitations, speech disorders, or emotional 

disturbance were not considered. 

2. Children of elementary school age (ages seven to 12 years) 

were given preference. 

3. Parental approval for children to attend the practicum was re

quired. In addition, parents agreed to arrange for trans

portation so that regular attendance was assured. 

4. Exceptional cases were considered. These were children who 

were referred directly by their parents or by agencies other 

than educational agencies. The criteria for selection indi

cated in (1), (2), and (3) also applied in all exceptional 

cases. 
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Research Sample 

A sample of 30 children, ranging in age from 8 years 2 months 

to 12 years and 7 months, was randomly selected for this study from the 

children in the university practicum. Twenty-three of the 30 children 

were boys. Grade placements ranged from third grade to eighth grade? 

however, these placements, especially those of children in special 

classes, were somewhat arbitrary and not necessarily indicative of the 

level of academic performance. 

For the purposes of comparison, the 30 children were divided 

into two groups: (1) those who were judged to have a high probability 

of being learning disabled, and (2) those who were judged to have a 

lower probability of being learning disabled. The cut-off between the 

two groups was established by the experimenter. Three steps were 

followed in determining group membership: (1) collating referral data, 

(2) administering supplementary tests, and (3) obtaining probability 

estimates. Each step is explained below: 

1. Collating Referral Data. Referral information, clinical im

pressions, psychological reports, and relevant test data were 

obtained from each child's case file. These data were entered 

on data summary sheets similar to those used by DeRuiter (1973). 

See Appendix D for the data summary sheet. 

2. Administering Supplementary Tests. In addition to the informa

tion obtained from the referral data, further information was 

obtained from the administration of supplementary tests. Each 

child was given the Slosson Intelligence Test (Slosson, 1973) 



and the Wide Range Achievement Test (Jastak, Bijou, and Jastak, 

1965). 

The Slosson, although a relatively recent test, is well-

known and is frequently used as a quick screening instrument. 

It draws heavily on the understanding and use of language. 

According to Sattler (1974), results of the Slosson correlate 

favorably with other tests of intelligence such as the Stanford-

Binet Intelligence Scale (Terman and Merrill, 1960) and the 

Wechsler Intelligence Scale for Children (Wechsler, 1949). 

The Wide Range Achievement Test is also well-known and fre

quently used as a quick screening instrument. According to 

Sattler, the WRAT is frequently used in assessing children with 

learning disabilities. Because it yields grade scores, stan

dard scores, and percentiles for reading, spelling, and arith

metic, the WRAT is frequently used as a measure of discrepancy 

between expected and actual achievement. 

Obtaining Probability Estimates. The 30 completed data summary 

sheets were sent to eight specialists in learning^ disability 

who were asked to provide probability estimates. Each special

ist was sent 15 summary sheets. Such a distribution meant that 

each child's data were assessed by four different specialists. 

These specialists all met three criteria: (1) all were gradu

ates, at the doctoral level, from a program in learning dis

abilities? (2) all were practitioners in the field of learning 

disabilities; and (3) all were familiar with the clinical pro

cedure of estimating probabilities from paper data. 
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Each specialist was asked to indicate two probability esti

mates for each child: (1) an estimated probability, given the 

data on the child, that the child had a learning disability; 

and (2) an estimated probability, given the data on the same 

child, that the child does not have a learning disability. The 

form on which these estimates were recorded, as well as an 

accompanying letter and set of instructions, is given in 

Appendix E. 

The probability estimates so obtained were then converted 

to likelihood ratios, LR : 
o 

LRQ = P (Id) = . 
P (nld) 

P(ld) is the estimated probability (percentage) 
that a child has a learning disability. 

P(nld) is the estimated probability (percentage) 
that a child does not have a learning disability. 

The four likelihood ratios obtained for each child in this 

fashion were then averaged to derive a mean likelihood ratio, 

XLR. 

Agreement among the judges was favorable. Agreement was 

assessed by using Kendall's Coefficient of Concordance, W 

(Downie and Heath, 1974) . The formula used for determining 

concordance was the following: 

W = 12 2d2 

m2 (N) (N2-l) 
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J2 = the sum of the squared deviations from the 
average sum of ranks 

m = the number of judges 

N = the number of cases judged 

The Coefficient of Concordance for judges A, B, C, and D for 

cases 1 to 15 was .62. The Coefficient of Concordance for 

judges E, F, G, and H for cases 16 to 30 was .65. 

The likelihood ratios for each judge and the mean likeli

hood ratios are shown in Appendix F. The XLRs ranged from a 

low of 0.50 to a high of 12.52. An LR of 0.50 means that the 

odds of that pupil being learning disabled are one chance in 

three. An LR of 12.52 means that the odds of that pupil being 

learning disabled are approximately 25 chances out of 26. 

The XLRs were used to select two groups of children. Table 

5 shows the cases assigned to each group in descending order of 

XLRs. Those receiving XLRs of 1.85 and higher were assigned to 

Group 1; based on judgments of the experts, those chosen for 

Group 1 indicated approximate odds of 2:1 and better of being 

learning disabled. Those assigned to Group 2 received XLRs of 

less than 1.85. In other words, those assigned to Group 2 in

dicated odds of less than 2:1 of being learning disabled. 

Seventeen subjects were assigned to Group 1, and 13 subjects 

were assigned to Group 2. 

The reason for using a XLR of 1.85 as the point at which 

the two groups were separated was based on two considerations: 
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Table 5. Group Members Identified by Case Number and 
Mean Likelihood Ratio (XLR) 

Group 1 Group 2 
Case Case 
Number XLR Number XLR 

7 12.52 17 1.30 
12 6.51 6 1.03 
2 6.42 28 0.96 

13 6.32 27 0.85 
8 5.71 29 0.80 
20 4.18 22 0.78 
14 3.96 9 0.76 
16 3.22 1 0.73 
21 2.96 26 0.72 
4 2.95 23 0.69 
24 2.51 25 0.66 
10 2.50 5 0.53 
19 2.33 30 0.50 
3 2.28 
11 2.15 
18 1.95 
15 1.87 

(1) there appeared to be a sizable separation in the XLRs at 

this point in the distribution of XLRs; and (2) in the opinion 

of the investigator, those subjects receiving XLRs of 1.85 and 

higher indicated considerable evidence of being learning dis

abled, whereas those below this arbitrary point did not indi

cate this evidence. 

It is readily apparent that the range and, consequently, the 

variance of the XLRs are considerably greater for Group 1 than 

for Group 2. However, it must be pointed out that the XLRs were 
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used only for group membership identification. The XLRs were 

not used in any subsequent analyses. 

Research Data 

In gathering data for this study, two tests were administered: 

(1) The Institute of Child Study Security Test (Grapko, 1957; 1965); 

and (2) The Education Apperception Test (Thompson and Sones, 1973). 

These tests were administered in the context of a teacher-pupil inter

action. To assess the nature of this interaction, a videotape was made 

of one test session for each subject in the study. 

Test Instruments 

1. Institute of Child Study Security Test. This is a semi-

pro jective paper-and-pencil test developed by Grapko. There are 

two forms of the test, "The Story of Tommy" (Appendix G) and 

"The Story of Jimmy" (Appendix H). Each child was given this 

test, those below fourth grade being given "The Story of Tommy," 

and those fourth grade and above "The Story of Jimmy." Although 

not equivalent forms, "The Story of Tommy" and "The Story of 

Jimmy" correlate favorably, the correlations ranging from .444 

to .729. 

Scores from the two tests are generally considered to be 

comparable. However, as the above correlations indicate, scores 

from the two tests cannot be considered as being equivalent. 

This, in part, is the result of differences in the number of 

constructs that the two tests purport to assess. Four security 



states are assessed in "The Story of Tommy" and five security 

states are assessed in "The Story of Jimmy." "The Story of 

Tommy" does not assess the security state of mature dependent 

security. Because this security state is believed to develop 

around the age of nine or 10, this security state was not in

cluded in the construction of "The Story of Tommy." Consequent

ly, the concept of security, although philosophically similar 

in the two tests, differs as it is measured by these tests. 

Each test yields two scores, a security score and a consis

tency score. The security score measures the child's confidence 

in his/her decisions and actions. The consistency score iden

tifies the similarity of response patterns the child selects in 

different situations and is found to correlate with organiza

tional ability and good work habits. Both scores are expressed 

as percentiles determined by raw score, sex, and grade placement. 

Test-retest reliability coefficients for "The Story of 

Tommy" range from .623 to .762 for security scores, and from 

.533 to .684 for consistency scores. These correlations, 

according to Grapko (1965), compare with reliabilities of per

sonality tests reported elsewhere. 

Validity coefficients for "The Story of Tommy," determined 

by correlating security measures with the Pupil Rating Scale, 

an unpublished instrument developed at the Institute of Child 

Study, range from .236 (p <.01) to .254 (p <.01) on security 

scores and from .157 (p <.05) to .281 (p <.01) on consistency 



scores of first grade children. At the third grade level, 

validity coefficients range from .069 (p is NS) to .185 

(p <.01) on security scores and from .127 (p <.01) to .202 

(p<.01) on consistency scores. Correlation coefficients for 

security measures and the Primary Form of the California Test 

of Personality (Thorpe, Clarke, and Tiegs, 1953) range from 

.169 (p is NS) to .459 (p <. 01) and from .427 (p <.01) to .438 

(p ̂ .01) when security scores and consistency scores, respec

tively, are correlated with the total adjustment score of the 

California test. 

Test-retest reliability coefficients for "The Story of 

Jimmy" range from .762 to .950 for security scores, and from 

.782 to .902 for consistency scores. According to Brockman 

(1974), measures of face validity of test items used in "The 

Story of Jimmy" indicate an average agreement of 71% among nine 

staff members of the Institute of Child Study, and 87% among 

six teams of five members each of third year university stu

dents . 

Construct validity for "The Story of Jimmy" has been 

assessed by correlating teachers1 estimates of security ratings 

with security test scores. The correlations range from .013 to 

.175 (p is NS) for children in the sixth and seventh grades, 

and from .194 (p <,.05) to .498 (p <.01) for children in the 

fourth and fifth grades. Criterion validity has been assessed 

by correlating security test scores with the California Test of 
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Personality. The resulting correlation of .254 is significant 

at the .01 level of probability. 

2. The Education Apperception Test (EAT). This is a projective 

instrument designed to assess the subject's perception of school 

and the educative process. According to the test authors, there 

have been few studies related to the specific purposes of the 

EAT since this is a recently developed test. Therefore, the 

authors suggest that the method of analysis of the subject's 

projections be the clinician's choice. 

For purposes of this study, pictures 2, 3, 6, 7, 8, and 10 

were chosen as stimulus pictures. Pictures 2, 7, and 10 show a 

child in different situations related to classroom learning; 

picture 3 shows a child standing outside the principal's office; 

picture 6 shows a child doing schoolwork in the presence of 

his/her parents; and picture 8 shows two children working to

gether. There are different pictures for boys and girls; how

ever the number system indicated above applies to both sexes. 

In this study, each subject's verbal responses to each of the 

pictures were recorded in writing by an examiner. The adminis

tration of the EAT was also videotaped. 

Test Administration 

The security tests and the EAT were administered by 10 teachers 

who were enrolled in the summer practicum in learning disabilities at 

The University of Arizona. They were randomly chosen from the 52 
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teachers enrolled in the practicum. Descriptive data about the examin

ers are given in Table 6. 

Table 6. Personal and Professional Data of the Ten Examiners 

Personal Education Teacher Nature of Teaching 
Data Level Certification Po'sitions 

Age Bachelors Both regular LD 7 
20-29 9 degree 8 and special 
40-49 1 education 9 EMH 1 

Sex Masters Special edu Cross-
Male 3 degree 2 cation only 1 categorical 1 
Female 7 

Rehabilita
Mean years tion 1 
of experi
ence 2.9 

All examiners were trained in administering the security tests 

and the EAT by the experimenter. In this training, uniformity of in

structions given to the children taking these tests and uniformity of 

test administration was stressed, particularly in administering the 

EAT. This stress on uniformity was an attempt to minimize teacher-to-

teacher differences and accentuate pupil-to-pupil differences; that is, 

if teacher behaviors were controlled for uniformity in this teacher-

pupil setting, then differences in pupil responses could, in some re

spects, be attributed to differences in pupil responses when interac

ting with a teacher. This was premised on Flanders' idea (1970, p. 103) 
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that "nearly all pupil talk is determined by questions asked by the 

teacher." 

Each of the ten examiners was assigned to administer security 

tests and the EAT to three of the 30 children. This assignment was 

done randomly. Examiners interviewed each of their assigned subjects 

twice. During the first interview, either "The Story of Tommy" or 

"The Story of Jimmy" was administered, depending on the age and grade 

placement of the child. During the second interview, the EAT was 

administered and videotaped. 

Videotaping 

Videotapes were made of the ten examiners administering the EAT 

to the 30 children selected for the study. All videotaping was done in 

a comfortable setting in which the effects of the videotaping were 

minimized by screening the equipment to some extent and by reducing 

movement and activity as much as possible. However, no attempt was 

made to conceal the equipment. Questions raised by a few children 

about the purpose of the equipment were answered by stating that the 

sessions were being recorded. No further elaboration was given. A 

graduate student, hired to assist with the study, operated the equip

ment for all videotaping sessions. Sessions ranged from six to ten 

minutes in length. 



CHAPTER 4 

RESULTS 

In this study, affective components, derived from security 

theory, were assessed in children identified as having learning prob

lems. Specifically, this study investigated three questions: 

1. Do children with learning problems, including the learning 

disabled, manifest a lack of self-confidence? 

2. Does this lack of self-confidence interfere with their 

mastery of learning tasks, including academic tasks? 

3. Is this lack of self-confidence evident in interactions 

between these children and their teachers? 

Data were collected from 30 children with learning problems. 

Seventeen of these children were considered to have a high probability 

of being learning disabled, and 13 were considered to have a low prob

ability of being learning disabled. This chapter, in describing how 

the data were analyzed, is divided into five sections: (1) results 

of security tests, (2) analysis of videotapes, (3) analysis of pro

jective data, (4) results of discriminant analysis, and (5) conclu

sions. 

71 
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Results of Security Tests 

The security tests, "The Story of Tommy" and "The Story of 

Jimmy" were scored by the experimenter according to instructions pro

vided in the test manuals (Grapko, 1957; 1965). Complete results of 

the tests are given in Appendix I. The resulting security percentiles 

and consistency percentiles were then assessed in terms of group mem

bership of the 30 subjects. This assessment was done by first arrang

ing the scores for Groups 1 and 2 in descending value of security 

percentiles, as shown in Table 7. Means and standard deviations were 

calculated. 

Differences in the means of security percentiles for Groups 1 

and 2, assessed by using Student's t test (Downie and Heath, 1974) were 

found to be not significant. Similarly, differences in the means of 

consistency percentiles were found to be not significant. These re

sults indicated that comparing only the means of security percentiles 

and the means of consistency percentiles for Groups 1 and 2 did not 

differentiate between these groups. 

The percentile scores of individual cases were also examined. 

It was noted, for instance, that six of 13 cases in Group 2 scored at 

the 10th percentile or lower on consistency measures, and four of 17 

cases in Group 1 scored at the 10th percentile or lower. When security 

scores were examined, it was noted that four of 13 cases in Group 2 

scored at or below the 10th percentile, and three of 17 cases in Group 1 

scored at or below the 10th percentile. Grapko (1957, p. 22) states 

that consistency scores at or below the 10th percentile "indicate a 
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Table 7. Security and Consistency Percentiles for Groups 1 and 2 

Group 1 Group 2 
Case Percentiles Case Percentiles 
Number Security Consistency Number Security Consistency 

18 98 95 9 80 90 
13 95 90 1 60 60 
24 70 70 23 60 60 
10 60 60 25 50 40 
11 60 50 22 40 50 
3 50 40 17 40 40 
2 40 50 5 20 20 
8 30 30 6 20 5 
19 30 30 28 20 5 
20 30 30 27 10 5 
4 30 20 26 10 2 
16 30 20 29 10 1 
15 30 5 30 5 10 
7 20 10 
14 10 20 
12 10 10 
21 10 2 

X = 41.35 37.18 X = 32.69 29.85 
s = 27.22 28.35 s = 24.03 28.87 

weak and inadequate organization of responses which is likely to be 

shown up in adjustment difficulties," and security scores at or below 

the 10th percentile "suggest adjustment problems which may be marked by 

feelings of inadequacy, poor social relations, or inappropriate work 

and play habits." As has already been indicated, fewer children in 

Group 1 had scores at or below the 10th percentile on both security 

and consistency measures than did the children in Group 2. However, 

when these proportionate differences were assessed with a chi-square 

test of independence (Downie and Heath, 1974), they were found to be 
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not significant. Although the differences between the two groups were 

not significant, it was found that the proportion of subjects obtaining 

scores at the 10th percentile or below for the combined group was sig

nificantly high. This was determined by using a chi-square test for 

goodness of fit (Downie and Heath, 1974). The application of this test 

was based on the assumption that 10 percent of children in the normal 

school population receive scores at the 10th percentile or lower on the 

security tests. Applying this assumption to this investigation, one 

would, therefore, expect three of 30 subjects to receive security 

scores at the 10th percentile or lower, and three of 30 subjects to 

receive consistency scores at the 10th percentile or lower. Conversely, 

27 of 30 subjects would be expected to receive scores above the 10th 

percentile on both security and consistency. The results of the good

ness of fit test produced a chi-square value of 18.148 (p <.001) for 

consistency scores and a value of 5.926 (p <.02) for security scores. 

Analysis of Videotapes 

Videotapes made during the administration of the EAT were ana

lyzed according to categories of behavior derived from security theory. 

To effect this analysis, the following steps were taken: (1) a video

tape evaluation scale was developed; (2) the videotapes were evaluated; 

and (3) the results were analyzed. 

Developing a Videotape Evaluation Scale 

Bannatyne, Solomon, and Phillips (1970) point out that it is 

impossible to attempt a total detailed recording of every interaction. 



Consequently, some kind of selective recording system is considered 

essential so that a chain of events or occurrences can be studied and 

assessed. Such a chain of events, according to Flanders (1970) consti

tutes an interaction. Flanders (1970, p. 4) further defines an event 

as "the shortest possible act that a trained observer can identify and 

record." 

With these principles in mind, a Videotape Evaluation Scale was 

developed. This scale was designed to evaluate a child's responses to 

a task or decision-making situation presented by a teacher. Responses 

were to be recorded in terms of five behavior categories which were 

restatements of the five security states in security theory. These 

categories and their corresponding security states are given below: 

1. The child attempts to do the task or make the decision 

immediately on his/her own (independent security). 

2. The child attempts to enlist the assistance of the teacher 

in cooperatively attempting to do the task or make the 

decision (mature dependent security). 

3. The child attempts to place the responsibility of attempting 

the task or of making the decision on the teacher or another 

child (immature dependent security). 

4. The child tries to avoid attempting a task or making a deci

sion by using different avoidance behaviors, such as inatten

tion, excuses, changing the subject, silly behavior, fantasy, 

dawdling, and flippant responses, among others (deputy agents). 

5. The child fails to respond when given a task or when asked for 

a decision (insecurity). There may be some problems in 



distinguishing between failing to respond and withdrawal. The 

following distinction may be helpful. The child who fails to 

respond will appear to be rather anxious and fearful; he/she 

has not made a decision. The withdrawing child, on the other 

hand, is making an attempt to avoid a task or decision and may, 

in fact, appear to be rather comfortable. 

The Videotape Evaluation Scale was used in the following way. 

When a pupil was given an instruction by a teacher, the pupil's response 

was observed and categorized^ If a pupil's responses changed in nature, 

these changes were recorded as well. For example, if a pupil's initial 

response to an instruction was one of silly behavior, followed by a 

question, and then by a genuine attempt to comply with the instruction, 

each of these changes was recorded. Teacher behaviors were not re

corded. 

The Videotape Evaluation Scale and instructions for the use of 

that scale are given in Appendix J. 

Evaluation of the Videotapes 

The videotapes were observed and evaluated by four judges. 

These judges all met the following criteria: (1) all were enrolled in 

a graduate program in special education; (2) all had several years of 

teaching and/or clinical experience with learning disabled children; 

and (3) all had been trained in using the Videotape Evaluation Scale 

by the experimenter. 

The judges met three times to observe the 30 videotapes. The 

videotapes were presented in random order. The judges' evaluations 



were recorded on Videotape Evaluation Scales. After the videotapes had 

been evaluated, the frequency of responses for each behavior category 

was tabulated for each pupil as recorded by each judge. These tabula

tions were summed for each judge (Judge's Total Score) and for each be

havior category (Behavior Category Score). A Grand Total was calculated 

for each subject as well. These tabulations are given in Appendix K. 

While there were discrepancies in the total number of events 

recorded by each judge for each case, as is shown in Table 8, there was 

generally a high level of agreement among the judges in identifying 

chains of events. 

Table 8. Total Numbers of Events and Mean Numbers of Events 
Recorded by Judges 

Judge 
Total Number of Events 

for 30 Cases 
Mean Number of Events 

Per Case 

A 590 19.67 

B 750 25.00 

C 801 26.70 

D 898 29.93 

That is, judges agreed that a given subject responded more often 

in one behavior category than in another, even though the number of 

events recorded in a particular category varied from judge to judge. 

Agreement among judges was assessed using Kendall's Coefficient of 



Concordance, W (Downie and Heath/ 1974). Coefficients of concordance, 

arranged in descending order, are given for Groups 1 and 2 in Table 9. 

Table 9. Coefficients of Concordance, W, Indicating Measure 
of Agreement among Videotape Judges 

Group 1 Group 2 
Case Number W Case Number W 

16 .95 25 .96 
2 .93 23 .93 
8 .93 5 .91 
21 .93 28 .89 
14 .91 9 .88 
11 .90 22 .86 
24 .88 26 .84 
13 .87 6 .82 
7 .84 30 .82 
10 .83 17 .81 
4 .82 29 .81 
18 .79 27 .58 
15 .78 1 .52 
19 .75 
20 .75 
12 .69 
3 .60 

Analysis of Results 

After the results of the Videotape Evaluation Scales had been 

tabulated, it was noted that the Grand Total calculated for each sub

ject varied considerably from subject to subject. This variation 

ranged from a low Grand Total of 58 to a high of 159. Such a spread 

of scores presented problems when comparing one subject to another. 

Thus to make the scores more workable and to permit comparisons, it 
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was decided to adjust each Grand Total to 100, and to adjust each 

Judge's Total Score and each Behavior Category Score accordingly. This 

adjustment was accomplished in several steps: 

1. The scores assigned by each judge for a given subject were 

considered separately. This was done so that each Judge's 

Total Score contributed equal weight to a given subject's 

Grand Total. In other words, each Judge's Total Score accoun

ted for 25 of the final 100 points that each subject received 

after the scores were adjusted. To accomplish Step 1, each 

Judge's Total Score was divided into 25. This division yielded 

a constant which varied from judge to judge for each subject, 

unless the Judge's Total Scores were originally identical. The 

following calculations for Case Number 1 illustrate how this 

constant value was calculated. 

Case Number 1 

a. Judge's Total Score (Judge A) = 21 

Therefore, 25 f 21 = 1.19 (constant) 

b. Judge's Total Score (Judge B) = 26 

Therefore, 25 r 26 = 0.96 (constant) 

c. Judge's Total Score (Judge C) = 29 

Therefore, 25 * 29 = 0.86 (constant) 

d. Judge's Total Score (Judge D) = 32 

Therefore, 25 -f 32 = 0.78 (constant) 

2. The Behavior Category Scores assigned by each judge for a given 

subject were multiplied by the appropriate constant derived in 
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Step 1. For example, Case Number 1 was assigned Behavior Cate

gory Scores of 6, 0, 7, 4, and 4 by Judge A. Each of these 

scores was multiplied by the constant 1.19 derived in Step 1. 

(6 X 1.19) + (0 X 1.19) + (7 X 1.19) + (4 X 1.19) + 

(4 X 1.19) = 25 [Judge's Total Score (adjusted)]. 

3. The Judge's Total Scores (adjusted) so derived were summed for 

each subject, this addition totalling 100. This latter sum was 

the Grand Total (adjusted) and was the same for every subject. 

4. The adjusted Behavior Category Scores assigned by each judge 

were also summed for each subject. This addition produced 

Behavior Category Scores (adjusted). The summing of these 

latter scores also totalled 100, the Grand Total (adjusted). 

The calculations described above produced adjusted videotape 

data. These data, which were subsequently used to derive a single 

videotape score, are given in Table 10. 

In addition to the wide range of scores evident in the video

tape raw data, it was also noted that there were few entries in Behav

ior Category #2. This was not surprising, for the nature of the 

videotaped task was such that a cooperative attempt by teacher and 

pupil to resolve the task assigned was really inappropriate. The few 

entries that were made in Behavior Category #2 were the result of 

teacher and pupil cooperatively resolving a problem arising from the 

task, such as adjusting equipment. 

The last step in analyzing the videotape data was to convert 

these data to a single score. It was felt that a single score would 
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Adjusted Videotape Data 

Behavior Category Scores (Adjusted) 
#1 #2 #3 #4 #5 

29.26 0.00 24.39 19.23 27.11 
59.85 0.00 10.57 25.80 3.79 
87.22 0.00 6.51 6.27 0.00 
52.69 0.00 20.39 24.83 2.08 
55.36 0.00 26.40 18.24 0. 00 
37.09 0.00 35.13 25.65 2.13 
34.88 0.00 17.50 47.08 0.54 
51.06 0.00 35.21 13.73 0.00 
70.51 0.00 11.64 16.20 1.67 
30.25 0.00 37.20 28.05 4.51 
44.98 0.00 11.19 43.82 0.00 
60.42 3.13 14.44 21.20 0. 93 
51.19 0.00 24.28 24.53 0.00 
52.16 0.69 20.07 26.48 0.60 
58.54 0.00 15.99 23.19 2.27 
55.94 0.86 11.24 31.09 0.86 
55.70 0.00 14.66 18.99 10.67 
48.49 0.00 8.49 42.30 0.74 
38.99 0.00 23.22 19.16 18.63 
32.23 0.00 39.97 19.76 8.07 
36.78 8.44 14.27 40.52 0.00 
74.01 0.00 9.43 16.56 0.00 
40.82 0.00 32.63 27.12 8.43 
38.05 0.00 20.32 32.55 9.08 
34.90 0.51 20.12 38.93 5.53 
44.00 0.00 14.00 42.00 0.00 
36.47 0.00 38.74 14.70 10.10 
43.48 0.00 31.92 22.73 1.85 
66.58 1.09 19.48 12.85 0.00 
50.75 0.00 38.22 9.36 1.67 
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facilitate subject-to-subject comparisons and would make any further 

calculations less cumbersome. The method used to calculate single 

scores for each subject was based on Grapko's (1957) method of deriving 

security and consistency scores for "The Story of Jimmy." The steps 

used to calculate single scores, known as Security (Videotape) Scores, 

were the following: 

1. An ideal Security (Videotape) Score was arbitrarily set at 100. 

A score of 100 was assumed to represent 100 "ideal" responses, 

that is, 100 Behavior Category #1 responses. If a child re

ceived 100 Behavior Category #1 responses, and therefore no 

responses in any other category, he/she would then receive a 

score of 100 (in actuality, as will be seen below, the child's 

score would really be 0, but to create less confusion this real 

score would be subtracted from 100 so that the insecure-secure 

continuum would range from 0-100, rather than the other way 

around). Scores in the remaining four Behavior Categories 

would be seen as deviations from the ideal. 

Since the intent of the calculations, before the final sub

traction from 100, was to obtain scores that were as low as 

possible, Behavior Category #1 responses were multiplied by 0; 

that is, ideal response, 1, minus the actual response, 1, 

equals 0. 

2. Responses in other categories were seen as deviations from the 

ideal response, 1. Therefore, these deviations were subtracted 

from the ideal response, 1. These differences were then 

squared, as is illustrated in parts (a), (b), (c), and (d). 



a. Behavior Category #2 responses were multiplied by 1; 

that is, 1 - 2 = -1. This difference, -1, was then 

2 squared: (-1) = 1. 

b. Behavior Category #3 responses were multiplied by 4; 

that is, 1 - 3 = -2. This difference, -2, was then 

2 
squared: (-2) = 4. 

c. Behavior Category #4 responses were multiplied by 9; 

that is, 1 - 4 = -3. This difference, -3, was then 

2 squared: (-3) = 9. 

d. Behavior Category #5 responses were multiplied by 16; 

that is, 1 - 5 = -4. This difference, -4, was then 

2 
squared: (-4) = 16. 

The squared differences for Behavior Categories #2, #3, #4, and 

#5 were summed for each subject, as is illustrated in the cal

culations done for Case Number 1: 

(29.29 X 0) + (0.00 X 1) + (24.39 X 4) + (19.23 X 9) + 

(27.11 X 16) = 714.39. 

By using the above calculations, the potential range of scores 

was actually 0-1600. To reduce this range to 0-100, the sum of 

the squares of deviations was divided by 16. This quotient was 

then subtracted from 100 to arrive at the Security (Videotape) 

Score. These final calculations are illustrated for Case Num

ber 1: 

a. 714.39 t 16 = 44.65 

b. 100 - 44.65 = 56.35 
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c. 56.35 (rounded to the nearest whole number) = 56 

d. The number 56 is the Security (Videotape) Score for 

Case Number 1. 

The Security (Videotape) Scores for Groups 1 and 2 are given in 

descending order in Table 11. The means for the two groups of subjects 

were found to be almost identical. As with the results of the security 

tests, it was concluded that the Security (Videotape) Scores alone did 

not discriminate between Groups 1 and 2. 

Table 11. Security (Videotape) Scores for Groups 1 and 2 

Group 1 Group 2 
Case Security (Videotape) Case Security (Videotape) 
Number Scores Scores 

3 95 22 88 
8 83 29 88 
12 83 9 86 
15 81 30 84 
13 80 5 83 
2 79 28 77 
4 79 6 75 
14 79 17 75 
16 79 26 73 
11 73 27 72 
18 73 23 70 
21 73 25 68 
20 71 1 56 
10 70 
7 69 
24 68 
19 65 

X = 
s = 

76.47 
7.31 

X = 76.54 
s = 9.24 



Analysis of Projective Data 

Verbal responses given by subjects to stimulus pictures 2, 3, 6, 

7, 8, and 10 of the EAT were assessed by using a content-centered tech

nique in which the subjects' responses were analyzed primarily in terms 

of the themes or feelings expressed. This assessment was done by four 

judges who met the following criteria: (1) all had extensive experience 

in using projective techniques; (2) all had extensive clinical experi

ence in working with school-aged children; and (3) all had extensive 

training at the graduate level. Three of the judges were clinical 

psychologists; the fourth was a reading clinician. These four judges 

examined the verbal responses of each of the 30 subjects in the study. 

All verbal responses had been typewritten before being presented to the 

judges. Three samples of these responses are given in Appendix L. 

The judges were instructed to evaluate the verbal responses by 

using thematic criteria based on security theory. Specifically, judges 

were instructed to read a subject's response to a stimulus picture and 

then to determine in their own minds which of the five security states 

most accurately described the theme of that verbal response. If lesser 

themes were also evident in the judge's opinion, these were indicated 

as well. An outline of the thematic criteria, instructions for the use 

of those criteria, and the form on which thematic evaluations were re

corded are given in Appendix M» 

Upon examining the completed Thematic Evaluation Forms, it was 

noted that in only a few instances had lesser themes been indicated. 

Therefore, lesser themes were not included in the analysis of 



projective data. Similarly, the judges had made few comments about in

dividual cases, and therefore, comments were not included in the analy

sis. The analysis of projective data included only those data which 

were indicated under the heading, Primary Theme. These raw projective 

data are given in Appendix N. 

The first step in analyzing the raw projective data was to 

average -the scores provided by each judge for each subject. Such a 

procedure yielded data means for each subject. The purpose of calcu

lating data means was to provide an indicator of the overall level of 

security evident in the verbal responses of each subject as assessed 

by each judge. Such a procedure was not without risk, for to reduce 

clinical impressions to a single number may, as Horrocks (1964) sug

gests, be misleading. However, these projective data were looked upon 

as being part of an array of data that had been collected for each sub

ject. It was the intent of the study to use projective data only in 

combination with other data, as will be illustrated in the next section 

of this chapter. Data means, as well as a composite mean for each sub

ject, are given in Table 12. 

It was apparent that interjudge comparisons of data means indi

cated discrepancies between/among the judges' ratings. The correlations 

of interjudge comparisons of data means, given in Table 13, are gener

ally low, suggesting lack of agreement. Only one of six correlations, 

the correlation of 0.561 between Judges 2 and 3, was significant at the 

.05 level, using Fisher's Z-transformation as the test of significance 

(Glass and Stanley, 1970). Therefore, it was decided to use the data 
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Table 12. Data Means Based on Projective Scores of Judges 
and Composite Means Derived from Data Means 

Case Data Means Composite 
Number Judge 1 Judge 2 Judge 3 Judge 4 Means 

1 2.40* 2.20* 2.00* 3.00 2.31 
2 2.17 1.67 1.67 2.00 1.88 
3 2.83 3.33 3.17 2.67 3.00 
4 2.20* 2.80* 2.17 2.83 2.50 
5 3.17 3.00 3.50 2.33 3.00 
6 3.83 1.25** 2.00 3.50 2.61 
7 3.50 1.00** 1.00 2.50 2.20 
8 2.00* 2.40* 1.50 3.83 2.45 
9 2.83 4.33 4.33 4.33 3.96 
10 1.67 2.67 3.00 2.83 3.63 
11 1.33 2.50 2.33 1.67 1.96 
12 2.80* 3.00 3.33 2.67 2.96 
13 1.00 1.00 1.83 1.33 1.29 
14 1.83 1.40* 4.33 2.83 2.65 
15 1.00 1.33 1.33 1.50 1.29 
16 2.33 2.83 2.50 3.67 2.83 
17 3.33 1.40* 2.00 4.00 2.74 
18 1.67 1.40* 1.33 2.83 1.83 
19 2.00 2.00** 1.50 3.67 2.32 
20 2.50 3.33 3.00 3.33 3.04 
21 2.40* 2.00* 1.67 2.83 2.23 
22 2.20* 1.40* 2.17 1.67 1.87 
23 3.33 1.33 4.00** 3.50 2.95 
24 2.50 1.83 1.33 1.33 1.75 
25 2.00 1.83 3.67 4.00 2.88 
26 3.83 1.60* 3.50 3.17 3.09 
27 3.83 1.00 1.50 2.50 2.21 
28 2.33 1.67 2.17 2.83 2.25 
29 2.50 1.60* 2.33 3.83 2.61 
30 2.33 1.17 2.17 4.00 2.42 

* Five scores averaged, and the composite mean adjusted accordingly 
** Four scores averaged, and the composite mean adjusted accordingly 

(Normally six scores were averaged for each judge per individual) 
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Table 13. Correlations of Data Means of Judges' Projective Data 

Judge 1 Judge 2 Judge 3 Judge 4 

Judge 1 1.000 

Judge 2 0.091 1.000 

Judge 3 0.026 0.561 1.000 

Judge 4 0.174 0.338 0.265 1.000 

means determined for each judge, as well as composite means, for later 

analysis, and to use these data means and composite means in combination 

with other data. 

Results of Discriminant Analysis 

The statistical technique of discriminant analysis is used to 

statistically distinguish between two or more groups of subjects. To 

effect this distinction, the experimenter selects a number of discrim

inating variables on which the groups are expected to differ. Then 

these variables are weighted and linearly combined so that the groups 

are forced to be as statistically different as possible. As a result 

of this weighting and linear combining, the experimenter is able to 

identify those variables which contributed most to the differentiation 

between/among the groups. Further discussions of the statistical 

technique of discriminant analysis may be found in Huberty (1975), 

Klecka (1975), and Tatsuoka (1970). 
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The result of discriminant analysis, as applied in this study, 

will be discussed under the following headings: (1) variables selected 

for first analysis, (2) results of first analysis, (3) subsequent anal

yses and results, and (4) classification results. 

Variables Selected for First Analysis 

In this study, discriminant analysis was applied to distinguish 

between two groups: (1) those subjects considered to have a high prob

ability of being learning disabled, and (2) those subjects considered 

to have a low probability of being learning disabled. To effect this 

analysis, a number of discriminating variables were selected for an 

initial analysis: 

1. IQ scores from the Slosson Intelligence Test (Slosson, 1973) 

2. Reading standard scores from the Wide Range Achievement Test 

(Jastak, Bijou and Jastak, 1965) 

3. Arithmetic standard scores from the WRAT 

4. Spelling standard scores from the WRAT 

5. Consistency percentiles from security tests 

6. Security percentiles from security tests 

7. Security (videotape) scores 

8. Projective data means from Judge 1 

9. Projective data means from Judge 2 

10. Projective data means from Judge 3 

11. Projective data means from Judge 4 

12. Projective data composite means 



Means and standard deviations of these variables for Groups 1 and 2 and 

for the combined group are given in Table 14. 

Table 14. Means and Standard Deviations of Variables Selected 
for Discriminant Analysis 

Group 1 Group 2 Combined Group 
Variable 3i s X s X s 

IQ scores 99. 82 9.70 85.54 22.77 93.63 17.84 
Reading scores 81. 88 9.13 84.77 14.61 83.13 11.68 
Arithmetic scores 84. 53 8.27 81.15 11.19 83.07 9.62 
Spelling scores 78. 12 7.27 79.38 11.13 78.67 8.99 
Consistency percentiles 37. 18 28.38 29.85 28.87 34.00 28.32 
Security percentiles 41. 35 27.22 32.69 24.03 37.60 25.83 
Security (videotape) 

scores 76. 47 7.31 76.54 9.23 76.50 8.05 
Data means (Judge 1) 2. 10 0.66 2.92 0.67 2.45 0.77 
Data means (Judge 2) 2. 15 0.78 1.83 0.91 2.01 0.84 
Data means (Judge 3) 2. 18 0.92 2.72 0.93 2.41 0.95 
Data means (Judge 4) 2. 61 0.80 3.28 0.79 2.90 0.85 
Composite means 2. 34 0.64 2.68 0.52 2.49 0.61 

n = 17 n = 13 N = 30 

An examination of the means and standard deviations of the vari

ables for Groups 1 and 2 suggested that Group 1, the group considered 

to have a high probability of being learning disabled, was a more homoge

neous group insofar as intellectual and academic measures were con

cerned. An examination of standard deviations for IQ scores, reading, 

arithmetic, and spelling scores showed considerably less variability 

for Group 1 than for Group 2. When discrepancies between the mean IQ 

and mean standard scores for reading, arithmetic, and spelling were 

considered, it was noted that discrepancies for Group 1 were 



considerably greater than for Group 2. Since one of the traditional 

criteria for learning disability is a discrepancy between expected and 

actual achievement, such a discrepancy would, in fact, be anticipated 

for those judged to have a high probability of being learning disabled. 

Therefore, the existing discrepancies for Group 1 were not surprising. 

Since discrepancies were considerably smaller for Group 2, it was felt 

that the members of Group 2 reflected learning problems associated with 

conditions other than learning disability. An examination of data sum

mary sheets indicated that some members of Group 2 were considered to 

manifest behavior disorders, others were regarded as being educable 

mentally handicapped, and still others were seen as being essentially 

normal. 

The selection of variables for discriminant analysis presented 

some problems. As was demonstrated earlier in this chapter, some of 

the variables under investigation in this study—security scores, con

sistency scores, and security (videotape) scores—were found to be not 

significant in a univariate sense. Thus to include these variables in 

multivariate analyses presented some concerns, for it was felt that 

these variables might contain little information about group differ

ences. Consequently, the following criteria for variable selection 

were established: (1) only variables which were theoretically relevant 

were selected for the study, and (2) the number of variables selected 

was within the guidelines suggested by Tatsuoka (1970). Tatsuoka sug

gests that sample size should be at least two or three times the number 

of variables used, and the size of the smallest group should not be 

less than the number of variables used. 
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Results of First Analysis 

Using the SPSS program for discriminant analysis available 

through computer services at The University of Saskatchewan, a stepwise 

method of analysis was used to select a set of discriminating variables. 

Six of the original 12 variables were selected as comprising an optimal 

set of discriminating variables. A seventh variable, the projective 

data means of Judge 1, was initially selected and then removed. The 

six remaining variables were the following: 

1. IQ scores 

2. Reading scores 

3. Spelling scores 

4. Security percentiles 

5. Projective data means from Judge 3 

6. Projective data means from Judge 4 

These six variables produced a high degree of separation, as evidenced 

by a canonical correlation of 0.850. A corresponding chi-square value 

of 32.012, with six degrees of freedom, was significant beyond the .001 

level. 

An examination of the standardized discriminant function coeffi

cients given in Table 15 indicated the relative contribution of each of 

the six variables to the discriminant function. For example, the rela

tive contribution of IQ scores was greater than the combined contribu

tion of security percentiles and projective data means of Judges 3 and 

4. Thus, although the optimal set of discriminating variables was six 
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Table 15. Standardized Discriminant Function Coefficients (1) 

Variable Coefficient 

IQ scores 1.32 

Reading scores -1.16 

Spelling scores 0.55 

Data means (Judge 3) -0.41 

Data means (Judge 4) -0.40 

Security percentiles -0.39 

in number, the contribution of each of these variables to the discrim

inating function differed from variable to variable. 

Subsequent Analyses and Results 

Two further analyses using discriminant analysis were done. In 

the first of these subsequent analyses, the same 12 variables that had 

been used in the first analysis were again selected. However, the num

ber of subjects was reduced from 30 to 25. Case Numbers 7 and 14 were 

removed from Group 1, and Case Numbers 5, 23, and 28 were removed from 

Group 2. These five subjects were the ones who had taken the primary 

form of the security tests, "The Story of Tommy." As was mentioned 

earlier, the concept of security as measured by the two security tests 

differed somewhat. Consequently, it was decided that in subsequent 

analyses only those subjects who had taken "The Story of Jimmy" would 

be included. 
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Eight of the original 12 variables were selected as comprising 

an optimal set of discriminating variables. These eight variables were 

the following: 

1. IQ scores 

2. Reading scores 

3. Consistency percentiles 

4. Projective data means from Judge 1 

5. Projective data means from Judge 2 

6. Projective data means from Judge 3 

7. Projective data means from Judge 4 

8. Projective data composite means 

These eight variables produced a high degree of separation, as evidenced 

by a canonical correlation of 0.899. A corresponding chi-square value 

of 31.337 with eight degrees of freedom was significant beyond the .001 

level. 

An examination of standardized discriminant function coeffi

cients given in Table 16 indicated the similarity of the relative con

tribution of each of the eight variables to the discriminant function. 

Thus to single out one variable as contributing more than any other 

variable was inappropriate. Furthermore, the inclusion of all five pro

jective data means suggested that, despite disparities among the four 

projective data judges, the inclusion of these data was contributing to 

the separation. However, it was impossible to predict or assess which, 

if any, of the judges were contributing most to the discriminant func

tion. Then, too, if the contribution of each of the judges to the 



95 

Table 16. Standardized Discriminant Function Coefficients (2) 

Variable Coefficient 

Data means (Judge 3) -0.82 

IQ scores 0.59 

Data means (Judge 4) -0.50 

Composite data means 0.48 

Data means (Judge 2) 0.43 

Data means (Judge 1) -0.38 

Reading scores -0.33 

Consistency percentiles -0.30 

discriminant function was similar, would not the composite means for 

these judges represent their total contribution? Consequently, a third 

analysis was done. 

In this final analysis, the number of variables was reduced 

from 12 to eight. Projective data means for individual judges were 

eliminated and only the composite means for projective data were used. 

The number of subjects remained unchanged from the previous analysis 

(N = 25). 

Five of the eight variables were selected as comprising an 

optimal set of discriminating variables. These five variables were 

the following: 

1. IQ scores 

2. Reading scores 
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3. Spelling scores 

4. Consistency percentiles 

5. Projective data composite means 

The degree of separation was again high as evidenced by a canonical 

correlation of 0.779. The chi-square value was 19.153 with five degrees 

of freedom and was significant at the .002 level. 

An examination of the standardized discriminant function coeffi

cients given in Table 17 indicated that the relative contribution of 

several variables to the discriminant function was similar to the con

tribution these variables made in the first analysis (see Table 15). 

Table 17. Standardized Discriminant Function Coefficients (3) 

Variable Coefficient 

IQ scores 1.38 

Reading scores -0.95 

Spelling scores 0.59 

Composite data means -0.55 

Consistency percentiles -0.42 

For example, the relative contribution of IQ scores was again consider

ably greater than the contribution of the other variables, other than 

reading scores. Thus, the reduction in the number of variables contrib

uted to a hierarchical structuring of the variables used in the analysis. 



Classification Results 

In addition to selecting variables on which groups of subjects 

differ, the technique of discriminant analysis is also used to classify 

subjects into groups. In this study, subjects had been assigned to 

groups on the basis of mean likelihood ratios determined by experts. 

Therefore, discriminant analysis provided a statistical means of com

paring clinicians' judgments with the predictive ability of discrimi

nant analysis. The results in each of the analyses indicated a high 

level of agreement—93.33% in the first analysis, 100% in the second 

analysis, and 88% in the third analysis. If the predictive results of 

discriminant analysis had been used to classify cases in the first 

analysis, then one case in Group 1 (Case Number 18) and one case in 

Group 2 (Case Number 22) would have been reclassified. The classifi

cation of cases in the second analysis would have remained the same. 

In the third analysis, one case in Group 1 (Case Number 8) and two 

cases in Group 2 (Case Numbers 19 and 21) would have been reclassified. 

Conclusions 

The results of this study show that differences exist on some 

combinations of variables when children considered to have a high 

probability of learning disability (Group 1) are compared with children 

considered to have a low probability of learning disability (Group 2). 

These results are summarized below: 

1. Two instruments selected to assess affective components yielded 

results that did not distinguish between two groups of subjects 

when these results were assessed by means of univariate analysis. 



The instruments in question were the Institute of Child Study 

Security Tests (Grapko, 1957; 1965) and the Videotape Evalua

tion Scale. Although the results did not distinguish between 

the groups of subjects, the results of the study suggested that 

the constructs of security theory can be adapted to assess 

security in different contexts. 

Using the statistical technique of discriminant analysis, a 

number of variables were found to effectively separate the two 

groups of subjects. Three of the variables found to have a high 

discriminating value were of a cognitive-academic nature. These 

variables were IQ scores, reading scores from the WRAT, and 

spelling scores from the WRAT. The remaining discriminating 

variables were variables assessing affective components. In 

one analysis, these variables were security percentiles from the 

Institute of Child Study Security 'Tests and the projective data 

means provided by Judges 3 and 4 in their assessments of verbal 

responses to the Education Apperception Test. In subsequent 

analyses, consistency percentiles from the Institute of Child 

Study Security Tests and the composite means of the projective 

data were found to have a high discriminating value. As indi

cated above, these affective data were not significant when 

examined in isolation. However, in combination with cognitive-

academic data, they were found to distinguish those children 

with a high probability of being learning disabled from those 

with a low probability of being learning disabled. 
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In addition to examining differences between the two groups of 

subjects, all of whom had been identified as having learning problems, 

this study also investigated three questions. A discussion of these 

questions follows. 

1. Do children with learning problems, including the learning 

disabled, manifest a lack of self-confidence? 

Results of the Institute of Child Study Security Tests indi

cated that a proportionately high number of subjects received low scores 

on measures of security and consistency. This suggested that children 

with learning problems tend to be less secure, less consistent, and less 

self-confident in decision-making situations. 

2. Does this lack of self-confidence interfere with their mastery 

of learning tasks, including academic tasks? 

If discrepancies between intelligence scores and academic mea

sures are used as a criterion for assessing problems in learning, then 

the self-confidence variable may be viewed as one of the variables con

tributing to these discrepancies. However, the results of this study 

neither supported nor refuted that suggestion. Discrepancies between 

expected and actual achievement were most evident within the group of 

subjects identified as having a high probability of being learning dis

abled. Yet group differences on measures purported to assess self-

confidence, namely security and consistency scores, were not apparent 

between those judged to have a high probability of being learning dis

abled and those judged to have a low probability of being learning 
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disabled. Consequently, the results of this study did not provide a 

clear answer to question 2. 

3. Is this lack of self-confidence evident in interactions 

between these children and their teachers? 

This study did not provide evidence that lack of self-confidence 

is evident in interactions between children with learning problems and 

their teachers. The results of the study showed that teacher-pupil 

interactions, as measured in this study, were similar for children 

judged to have a high probability of being learning disabled and for 

children judged to have a low probability of being learning disabled. 



CHAPTER 5 

SUMMARY 

The purpose of this study was to examine affective components 

in children identified as having learning problems. These components, 

derived from security theory, were examined in teacher-pupil inter

actions. These interactions were structured and task-oriented, and 

represented an attempt to assess self-confidence in children with 

learning problems. 

Data for this study were derived from two sources: (1) test 

data and clinical data which were used to divide the subjects in the 

study into two groups: those considered to have a high probability of 

being learning disabled, and those considered to have a low probability 

of being learning disabled; and (2) data which were based on perfor

mance of the two groups in teacher-pupil interactions. 

Affective Components and Learning Disability 

In the field of learning disabilities, the emphasis has been on 

identifying component disabilities that are cognitive-perceptual in 

nature. This is not to suggest that social and emotional factors have 

been ignored. However, it would appear that these latter components 

have not been a priority in the field. 

A review of studies suggests that examining teacher-pupil 

interactions provides a means whereby cognitive-perceptual components 

101 
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and affective components may be examined simultaneously. These studies 

also suggest that assessment of teacher-pupil interactions is highly 

complex, the results of these studies indicating considerable variabil

ity. Therefore, studies in teacher-pupil interaction should be viewed 

as exploratory, and the results regarded somewhat tentatively. 

Two theoretical models were used as theoretical foundations for 

this study. Components from security theory (Blatz, 1944; 1966) were 

used as a theoretical foundation for the affective domain. Components 

from Kass' (1969; 1974-76; 1975; 1976) theory of learning disability 

were used as a theoretical foundation for the cognitive-perceptual 

domain. 

Methodology 

The method used in this study was to examine test responses 

and videotape responses of the research subjects in teacher-pupil inter

actions. All test responses and videotape responses were evaluated in 

terms of affective components. These components, known as security 

states, had been derived from security theory. 

In addition to evaluating affective components, cognitive-

academic information was also used in this study. This information had 

been obtained earlier and was used in combination with the information 

describing the affective components. 

Sample Selection 

From a population of 64 school-aged children, who had been 

selected to participate in a university practicum in learning 
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disability, a sample of 30 children was randomly chosen. These children 

had all been identified as manifesting learning problems. Data summary 

sheets were completed for each of the 30 children using information from 

two sources: (1) those data available in each child's case file, and 

(2) those data obtained from administering the Slosson Intelligence Test 

(Slosson, 1973) and the Wide Range Achievement Test (Jastak, Bijou, and 

Jastak, 1965). 

The 30 completed data summary sheets were sent to eight special

ists in learning disability. Each specialist was sent 15 summary sheets 

and was asked to indicate two probability estimates for each of the 15 

children: (1) an estimated probability that a child had a learning 

disability; and (2) an estimated probability that the same child did 

not have a learning disability. 

The probability estimates so obtained were converted to likeli

hood ratios. These likelihood ratios were then averaged to obtain mean 

likelihood ratios for each child. The mean likelihood ratios were used 

to select two groups of children from among the 30 subjects: (1) a 

group of 17 children who were judged to have a high probability of being 

learning disabled; and (2) a group of 13 children who were judged to 

have a low probability of being learning disabled. 

Results 

The data collected in this study were test results and the re

sults of videotape analysis. The first step in analysis was to examine 

those data obtained from security tests, from videotape analysis, and 

from projective tests. All of these data were evaluated in terms of 
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criteria derived from security theory. A summary of the results of 

these evaluations follows: 

1. Results of security tests did not distinguish between the two 

groups of subjects on measures of security and measures of con

sistency. Furthermore, the overall results of the two groups 

were within the lower limits of the average range. However, a 

significantly high proportion of subjects in both groups re

ceived scores significantly below average on measures of secu

rity and consistency. This suggested that children with learn

ing problems tend to be less secure, less consistent, and, 

consequently, less self-confident in decision-making situations. 

2. Results of videotape evaluations did not distinguish between 

the two groups of subjects in this study. 

3. Examination of projective data indicated considerable inter-

judge variability; therefore, these data were used only in 

combination with other data. 

The second step in analysis was to combine some of the cognitive 

and academic data used in group classification with those data obtained 

from security tests, videotape analysis, and projective tests. These 

combined data were evaluated by using the statistical technique of dis

criminant analysis. Six of the original 12 variables submitted for an 

initial analysis were selected as comprising an optimal set of discrim

inating variables. These six variables were the following: 

1. IQ scores from the Slosson Intelligence Test 

2. Reading scores from the WRAT 



3. Spelling scores from the WRAT 

4. Security percentiles from security tests 

5. Projective data means from Judge 3 

6. Projective data means from Judge 4 

Subsequent analyses saw both a reduction in the number of cases, 

from 30 to 25, and a reduction of variables from 12 to eight. The five 

cases eliminated had taken the primary form of the security tests, 

whereas the remaining 25 cases had taken the elementary form. The 

variables eliminated were the projective data means of individual 

judges. In their place, only the composite projective data means were 

used. As with the first analysis, these subsequent analyses yielded 

both cognitive-academic variables and affective variables as discrim

inating variables. 

The results of discriminant analysis also provided a statisti

cal means of comparing clinicians' judgments in classifying cases with 

the predictive ability of discriminant analysis. The results indicated 

a high level of agreement in classifying cases in this study. 

Discussion 

The results of this study have provided some information about 

a given population of school-aged children who had been identified as 

manifesting learning problems. However, the results of an exploratory 

study such as this one require cautious interpretation. Some reasons 

for exercising caution follow. 
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The population of children from which the research sample was 

chosen may represent a rather unique population. Although all of the 

children had been identified as manifesting learning problems, this 

identification had been done primarily by teachers. Identification by 

only one group may have built some biases into selecting the research 

population and the ultimate choosing of a research sample. Had the 

research population been chosen by other professionals, such as speech 

clinicians or medical practitioners, the nature of the population may 

well have been different. Consequently, generalizability of results to 

other sets of subjects must be viewed with caution. 

Another reason for exercising caution in generalizing the re

sults of the study pertains to sample size. Although estimates of the 

desirability of sample size vary, it is generally conceded that larger 

sample sizes are preferred to smaller ones. The sizes of the groups 

used in this study, 17 and 13, respectively, are generally considered 

to be rather small. Consequently, examination of the results of this 

study must be done with this limitation in mind. 

Yet another reason for exercising caution in generalizing the 

results of this study to other sets of subjects pertains to the sta

bility of results of discriminant analysis. Huberty (1975) warns that 

not much conclusive evidence has been found regarding the stability of 

results in discriminant analysis studies. In other words, even minor 

changes in the structure of a group of subjects, or the addition or 

withdrawal of a particular variable could influence the outcome con

siderably. This again points out the desirability of relatively 
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large samples so that studies can readily be replicated and the results 

cross-validated. 

Despite the shortcomings of discriminant analysis, this statis

tical technique has also demonstrated its usefulness in this study. 

Discriminant analysis, by permitting the researcher to investigate a 

relatively large number of variables at one time, provides a most prac

tical and economical multivariate technique. Furthermore, the technique 

of weighting the relative effectiveness of different variables has con

siderable advantages over successive univariate analyses. 

Of much importance to this study was the establishment of sup

port for the position that components in the cognitive domain and in the 

affective domain can be considered simultaneously in children with 

learning problems, including the learning disabled. This finding also 

lends support to the position that considering both cognitive and affec

tive components enriches our view of those with learning problems, in

cluding the learning disabled. This has clear implications for 

remediation and may help to correct a problem that Bryan and Bryan 

(1975) describe. Bryan and Bryan suggest that all too often in the 

field of learning disability, social and emotional concerns, while 

recognized as existing, have not been seriously considered in terms of 

their influence on learning, and have been overlooked when remedial 

programs have been established. The results of this study suggest that 

to consider cognitive and affective components in combination may be 

helpful, not only in identifying the learning disabled, but also, 

ultimately, in planning and developing programs for the learning dis

abled. 
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Implications for Further Research 

As has already been mentioned, certain characteristics of this 

study preclude generalizations to other sets of subjects. Consequently, 

one implication for further research is the advisability of replica

tion. In effecting replication, it would be advisable to eliminate some 

problems inherent in this study, such as small sample size and the ab

sence of a control or comparison group selected from the school popula

tion at large. The use of discriminant analysis as a method of data 

analysis would be strongly encouraged. 

The adaptability of the constructs of security theory was 

demonstrated in this study. This being the first time that security 

theory was used as a theoretical foundation in a study in which all 

participants manifested learning problems of one kind or another, the 

continued use of security theory in investigating the condition of 

learning disability is advised. 

The complexity of evaluating teacher-pupil interaction was 

demonstrated in this study. Further investigation of the techniques 

used to assess teacher-pupil interaction in this study is indicated, 

especially the use of videotapes to assess child responses, as well as 

the use of evaluative criteria derived from security theory. 



APPENDIX A 

PROCESS OUTLINE 

The following outline is quoted from Wissink (1972, p. 82). 

I. Sensory Orientation—the process by which the child shows a 
physiological or functional orientation of the sensory 
receptors to the states of (a) arousal, (b) body awareness, 
(c) discrimination of sensory information, and (d) sensory 
coordination. 

A. Arousal means the excitability of the sensory receptors. 

1. Attention deficit—an impairment in the child's 
ability to focus on specific sensory input. 

2. Hyperexcitability—an impairment in the child's 
ability to control the arousal of his sensory 
receptors. 

3. Hypoexcitability—an impairment in the activation of 
the child's sensory receptors. 

4. Perseveration—an impairment in the child's ability 
to switch focus—i.e., the termination of activation 
of certain sensory receptors and in the subsequent 
arousal of other sensory receptors. 

B. Body awareness means the recognition of the spatial and 
temporal location of sensory input. 

5. Body balance deficit—an impairment in the child's 
ability to maintain equilibrium. 

6. Spatial deficit—an impairment in the child's ability 
to relate to two or more objects in space. 

7. Temporal deficit—an impairment in the child's ability 
to locate himself within a time perspective. 

8. Visual pursuit deficit—an impairment in the child's 
ability to follow visual stimuli. 

9. Auditory direction deficit—an impairment in the 
child's ability to locate the origin of auditory 
sensory input. 

10. Maturational lag—an impairment in the development of 
the child's body awareness system. 

109 



110 

C. Discrimination of sensory information means the ability to 
note differences within any one sensory system. 

11. Auditory discrimination deficit—an impairment in the 
child's ability to note differences within the auditory 
sensory system. 

12. Visual discrimination deficit—an impairment in the 
child's ability to note differences within the visual 
sensory system. 

13. Kinesthetic discrimination deficit—an impairment in the 
child's ability to note differences within the kinesthetic 
(muscle sensation) sensory system. 

14. Tactile discrimination deficit—an impairment in the 
child's ability to note differences within the tactile 
(touch) sensory system. 

D. Sensory coordination means the integration of two or more 
sensory systems. 

15. Visual-haptic (kinesthetic and tactile) coordination 
deficit—an impairment in the child's ability to receive 
and associate information from visual and haptic sensory 
systems. 

16. Auditory-visual coordination deficit—an impairment in the 
child's ability to receive and associate information from 
the auditory and visual sensory systems. 

17. Auditory-haptic coordination deficit—an impairment in the 
child's ability to receive and associate information from 
the auditory and haptic sensory systems. 

18. Auditory-visual-haptic coordination deficit—an impairment 
in the child's ability to receive the same information 
from the auditory, visual, and haptic sensory systems. 

Memory—the process by which the child shows (a) immediate retrieval 
of sensory information, (b) storing of sensory impressions through 
rehearsal, and (c) delayed retrieval of organized material. 

19. Visual short-term memory span deficit—an impairment in the 
child's ability to retrieve immediately a match of the 
visual stimulus input. 

20. Auditory short-term memory span deficit—an impairment in 
the child's ability to retrieve immediately a match of the 
auditory stimulus input. 

21. Rehearsal deficit—an impairment in the child's method of 
storing the match of the sensory input for later recall. 

22. Long-term memory deficit—an impairment in the child's 
ability to retrieve stored material at a delayed time 
after stimulus input. 
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III. Reception—the process by which meaning is attached to external 
or internal stimuli without being aware of the specific stimuli. 

23. Visual figure-ground deficit—an impairment in the child's 
ability to gain meaning from the appropriate visual stimuli 
while ignoring inappropriate visual stimuli. 

24. Listening comprehension deficit—an impairment in the child's 
ability to gain meaning from the appropriate auditory stim
uli. 

25. Visual closure deficit—an impairment in the child's ability 
to gain meaning from incomplete visual stimuli. 

26. Auditory closure deficit—an impairment in the child's 
ability to gain meaning from incomplete auditory stimuli. 

27. Reading comprehension deficit—an impairment in the child's 
ability to gain meaning from the printed page. 

28. Mathematical comprehension deficit—an impairment in the 
child's ability to gain meaning from the appropriate 
quantitative symbols. 

29. Social comprehension deficit—an impairment in the child's 
ability to gain meaning from the appropriate inter-personal 
stimuli. 

IV. Expression—the process by which meaning is communicated. 

30. Oral expression deficit—an impairment in the child's ability 
to communicate meaning through the spoken word. 

31. Writing deficit—an impairment in the child's ability to 
communicate meaning through the written word. 

32. Body language deficit—an impairment in the child's ability 
to communicate meaning through gestures and other physical 
movements. 

33. Quantitative deficit—an impairment in the child's ability 
to communicate meaning through a mathematical system. 

34. Affect deficit—an impairment in the child's ability to com
municate meaning through appropriate emotional reaction. 

V. Integration—the process by which separately-learned components 
from the processes of sensory orientation, memory, reception, and 
expression are unified and compacted into one internal representa
tion or gestalt (the whole is more than the sum of its parts). 

35. Visualization deficit—an impairment in the child's ability 
to synthesize visual impressions into internal representa
tions. 

36. Sound blending deficit—an impairment in the child's ability 
to synthesize sounds into an internal representation. 

37. Prediction deficit—an impairment in the child's ability to 
recognize a match between his performance and his internal 
representations. 
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38. Monitoring deficit—an impairment in the child's ability to 
recognize dissonance between his performance and his inter
nal representations. 

39. Visual speed of perception deficit—an impairment in the 
child's ability to respond quickly and consistently from 
internal visual representations. 

40. Auditory speed of perception deficit—an impairment in the 
child's ability to respond quickly and consistently from 
internal auditory representations. 



APPENDIX B 

OUTLINE OF FACTORS AND DISABILITY COMPONENTS 

The following outline is quoted from a factor analysis in 

Kaiser (1974, pp. 25-27): 

1. Factor One: Sensory Orientation—the process by which the 
child shows a physiological or functional orientation to the 
sensory receptors to the states of (a) arousal, (b) body aware
ness, (c) discrimination of sensory information, and (d) sen
sory coordination. 

a. Body balance deficit—an impairment in the child's ability 
to maintain equilibrium. 

b. Visual pursuit deficit—an impairment in the child's 
ability to follow visual stimuli. 

c. Maturational lag—an impairment in the development of the 
child's body awareness system. 

d. Auditory discrimination deficit—an impairment in the 
child's ability to note differences within the auditory 
sensory system. 

2. Factor Two: Reception—the process by which meaning is attached 
to external or internal stimuli without being aware of the 
special stimuli. 

a. Kinesthetic discrimination deficit—an impairment in the 
child's ability to note differences within the kinesthetic 
(muscle sensation) sensory system. 

b. Tactile discrimination deficit—an impairment in the child's 
ability to note differences within the tactile (touch) sen
sory system. 

c. Visual figure-ground deficit—an impairment in the child's 
ability to gain meaning from the appropriate visual stimuli 
while ignoring inappropriate visual stimuli. 
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d. Visual closure deficit—an impairment in the child's ability 
to gain meaning from incomplete visual stimuli. 

Factor Three: Expression—the process by which meaning is 
communicated. 

a. Mathematical comprehension deficit—an impairment in the 
child's ability to gain meaning from the appropriate 
quantitative symbols. 

b. Quantitative deficit—an impairment in the child's ability 
to communicate meaning through a mathematical system. 

c. Reading comprehension deficit—an impairment in the child's 
ability to gain meaning through the written word. 

d. Writing deficit—an impairment in the child's ability to 
communicate meaning through the written word. 

Factor Four: Integration—the process by which separately 
learned components from the processes of sensory orientation, 
memory, reception, and expression are unified and compacted 
into one internal representation or gestalt. 

a. Listening comprehension deficit—an impairment in the 
child's ability to gain meaning from incomplete visual 
stimuli. 

b. Temporal deficit—an impairment in the child's ability to 
locate himself within a time perspective. 

c. Prediction deficit—an impairment in the child's ability 
to recognize a match between his performance and his 
internal representations. 

d. Auditory-visual coordination deficit—an impairment in the 
child's ability to receive and associate information from 
the auditory and visual sensory systems. 

e. Visual-haptic (kinesthetic and tactile) coordination defi
cit—an impairment in the child's ability to receive and 
associate information from visual and haptic sensory 
systems. 

Factor Five: Memory—the process by which the child shows (a) 
immediate retrieval of sensory information, (b) storing of sen
sory impressions through rehearsal, and (c) delayed retrieval 
of organized material. 
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a. Hyperexcitability—an impairment in the child's ability to 
control the arousal of his sensory receptors. 

b. Hypoexcitability—an impairment in the activation of the 
child's sensory receptors. 

c. Rehearsal deficit—an impairment in the child's method of 
storing the match of the sensory input for later recall. 

d. Auditory short-term memory span deficit—an impairment in 
the child's ability to retrieve immediately a match of the 
auditory stimulus input. 

e. Visual short-term memory span deficit—an impairment in the 
child's ability to retrieve immediately a match of the 
visual stimulus input. 



APPENDIX C 

COMPONENT DISABILITIES BY DECREASING DIAGNOSTIC 

RANK AND CORRESPONDING TESTS 

The following table is from DeRuiter (1973, p. 24). 

Rank Component Disability Test 

1 Reading comprehension deficit 

2 Attention deficit 

3 Auditory-visual coordination deficit 

4 Writing deficit 

5 Auditory speed of perception deficit 

6 Visualization deficit 

7 Sound blending deficit 

8 Rehearsal deficit 

9 Mathematical comprehension deficit 

10 Auditory short-term memory span 
deficit 

11 Monitoring deficit 

Comprehension Test—Gates-
MacGinitie Reading Tests 

Knox Cubes Test—A Point 
Scale of Performance Tests 

Ammons' Quick Test 

Picture Story Language Test 

Syllabication Test—Gates-
McKillop Reading Test 

Monroe Visualization Test 

Sound Blending subtest— 
ITPA 

Visual Memory subtest—ITPA 

Arithmetic subtest—WISC 

Digit Span subtest—WISC 

Monroe Word Discrimination 
Test 
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Rank Component Disability Test 

12 Visual speed of perception deficit Perceptual Speed Test— 
Primary Mental Abilities 

13 Long-term memory deficit Naming Lowercase Letters 
Test—Gates-McKillop 
Reading Test 



APPENDIX D 

DATA SUMMARY SHEET 
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Summary Sheet 

Age of child Grade Sex Case number 

Achievement scores 

Academic Scaled Grade Age Time of testing Discrepancy 
Test Area Score Score %ile Score Date Age Grade Age Grade 

Psychological test scores 

Raw Scaled Age Time of testing 
Test Subtest Score Score Score %ile Date Age Grade 
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Case number 

Psychological test scores continued 

Raw Scaled Age Time of testing 
Test Subtest Score Score Score %ile Date Age Grade 

Reason for Referral 

Clinical Impressions 

Other pertinent information (school, medical, etc.) 



APPENDIX E 

COVER LETTER, INSTRUCTIONS FOR PROBABILITY ESTIMATES, 

AND PROBABILITY SCALES FORM 
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July 20, 1976 

Dear 

This letter is an invitation to participate in yet another in a 
series of research studies in learning disabilities directed by 
Dr. Corrine Kass. As part of the information required for my 
dissertation, I am following the now familiar route of asking a 
number of specialists in the field of learning disabilities to 
provide percentage estimates, based on the data provided, for a 
number of children. Your participation in this project is 
deeply appreciated. 

Enclosed you will find a set of instructions, forms on which to 
indicate percentage estimates, and 15 data summary sheets. As 
you examine these materials, you will notice that the method of 
determining percentage estimates has been altered somewhat from 
previous studies in that we are asking for two separate estimates. 

I hope you can find an hour in the near future to get at this 
project, for, as is so often the case, there are the usual time 
constraints. 

In closing, I again wish to express my appreciation for your 
help. 

Sincerely yours, 

Carl A. Krause 

CAK:mr 
End. 
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Clinical Probability Estimates 

Instructions; 

Based on the data given in the DATA SUMMARY SHEETS, please 
rate each child on two Probability Scales. Base your estimates on 
(1) the probability that the child has a learning disability, and 
(2) the probability that the child does not have a learning dis
ability. 

The purpose of using two probability scales is to encourage 
you, as a clinician, to consider these data from two points of view. 
For instance, in school settings we frequently encounter the problem 
of placing a child in a special class for the learning disabled, or 
of leaving the child in a regular program. In determining the most 
appropriate placement, we look at the child from two different points 
of views what is the estimate of the child having a learning dis
ability and what is the estimate of non-learning disability. The 
two estimates need not total 100. Thus for a given child, you may 
estimate his/her having LD at 50% and not having LD at 60%. 

Please make your guess on the basis of clinical judgment, 
and not on the basis of your knowledge of Bayes' Theorem. 

Indicate your estimates with an X on each of the respective 
scales. Also remember to write the case number in the appropriate 
space. 



Case Number 

Probability Scales 

Scale 1: Estimate of learning disability 

child definitely uncertain whether child definitely 
is not LD child is or is not LD is LD 

I I I I I 
0 25 50 75 100 

Scale 2: Estimate of non-learning disability 

child definitely uncertain whether child definitely 
is LD child is or is not LD is not LD 

25 50 75 100 



APPENDIX F 

LIKELIHOOD RATIOS BY JUDGES 

AND MEAN LIKELIHOOD RATIOS 
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Judges 1 2 3 4 5 
Cases 

6 7 8 9 10 11 12 13 

A 0.26 0.79 0.62 0.45 0.76 2.83 9.20 2.24 0.59 1.09 1.58 1.75 2.07 

B 1.22 3.72 3.00 2.12 0.67 0.62 9.00 3.20 1.00 1.28 1.33 1.89 3.00 

C 0.45 1.77 1.51 2.57 0.27 0.13 13.29 4.25 0.09 3.28 3.00 10.88 6.92 

D 1.00 19.40 4.00 6.67 0.41 0.53 18.60 13.14 1.36 4.33 2.70 11.50 13.29 

E 

F 

G 

H 

XLR 0.73 6.42 2.28 2.95 0.53 1.03 12.52 5.71 0.76 2.50 2.15 6.51 6.32 



Cases 
Judges 14 15 16 17 18 19 20 21 22 23 24 25 26 

A 2.32 2.00 

B 1.00 1.71 

C 11.50 2.27 

D 1.00 1.50 

E 7.50 2.36 1.31 3.58 9.00 4.00 0.20 0.87 2.30 1.00 1.35 

F 1.50 1.50 3.00 3.80 3.80 3.80 1.00 1.26 3.80 0.50 1.00 

G 1.55 0.98 2.32 0.64 2.59 1.38 1.23 0.10 2.27 0.69 0.45 

H 2.32 0.36 1.17 1.30 1.31 2.66 0.69 0.54 1.65 0.44 0.06 

XLR 3.96 1.87 3.22 1.30 1.95 2.33 4.18 2.96 0.78 0.69 2.51 0.66 0.72 



Judges 27 28 29 30 
Cases 

A 

B 

C 

D 

E 0.34 2.27 0.27 0.67 

F 0.50 0.50 1.00 0.50 . 

G 1.10 0.74 1.46 0.34 

H 0.55 0.31 0.45 0.48 

XLR 0.85 0.96 0.80 0.50 

to 
00 



APPENDIX G 

"THE STORY OF TOMMY"* 

Name Age Boy or Girl <circi« on»> 
rim Nam# Lut Hum 

School Grade Data 

PRIMARY FORM —Grades 1 to 3 

THE STORY OF TOMMY 

This is the story of Tommy. Tommy is about your age, he 
lives at home with his mother and father, he goes to school, he 
likes to play games, and now and then he has to make up hi3 mind 
about things as they happen. 

This story is also about you because we want to know what 
you would do if you were Tommy. Now in the story, each time 
that Tommy has to make up his mind what to do, he will have 
FOUR choices. After you read each of these four choices, pick 
cut what you would choose first if YOU were Tommy, and then 
what you would choose second, third, and finally what you would 
choose last. 

As you read the story, or the teacher reads the story out 
loud for you, and you come to a part where Tommy has to make 
up his mind what to do, you will stop and read the four choices 
first, and then write in the brackets the numbers 1, 2, 3 or 4 after 
each of the four choices, that is in the order that you would choose 
them if you were Tommy. Therefore, you will 

write 1 after what you choose to do first ( 1 ) 

write 2 after what you choose to do second ( 2 ) 

write 3 after what you choose to do third (3) 

write 4 after what you choose to do last ( 4 ) 

Before you begin, you should know that there are no right 
or wrong answers. The only right choices are those that you would 
make if you were Tommy, and the order in which you make them 
from one to four. 

Are you ready? 

*From Manual: The Institute of Child Study Security Test, Elementary 
Form, 1957. Copyright 1957 by M. F. Grapko. Reprinted by 
permission. 
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Tommy goes to school now. In the morning when Tommy gets up, he 
dresses and gets ready for school. This morning he was not able to find 
his other shoe. Tommy looked everywhere but he could not find it. He 
was afraid he might be late for school, and so he finally decided to: 

ask his mother to help him find his other shoe ( ) 

just wait in his room until his mother comes ( ) 

blame his sister for putting it in the wrong place ( ) 

wear his other pair of shoes that were in the closet ( ) 

After breakfast, Tommy was off to school. He had his books under 
his arm but as he arrived at the school grounds, he found that he forgot 
his gym shoes. It was too late to run back home. Tommy thought about 
what he should do and at last decided to: 

take gym with only socks on ( ) 

hope the teacher would not notice he did not have his gym shoes ( ) 

expect that mother might remember to bring them at recess ( ) 

say that he does not feel well and miss the gym class ( ) 

The school bell rang and the children began to enter the school. 
Tommy was going to his room and as he got to the door, he playfully 
grabbed Billy's cap and threw it in the air. It landed on the light shade 
and stayed there. Just then the teacher walked in. Tommy saw the teacher 
and he decided to: 

walk to his seat and hope the teacher did not really see him ( ) 

say it was Billy's fault because he was pushing ( ) 

ask the teacher if he could get the janitor to get the cap down ( ) 

tell the teacher he was sorry since she would understand ( ) 



The teacher started the firct lesson for the day. The children took 
out their reading books and some of the children were asked to stand up 
and read aloud. Johnny was the first to read. He was a very good reader 
and he made very few mistakes. Later it was Tommy's turn. Tommy was 
not able to read some words too well, and as the teacher tried to help 
Tommy with these words, he decided to: 

listen carefully so as to know how to say them the next time ( ) 

tell the teacher that he knows the words all right ( ) 

read more slowly so the teacher could help him with the hard words ( ) 

stop at every long word so the teacher would pronounce it ( ) 

The next class was art. In Tommy's grade the teacher asked the 
children to draw a picture. Tommy is very good at art and the teacher 
usually shows Tommy's work to the class. As Tommy started on his 
drawing this morning, he decided he would: 

draw another horse since he can do this best ( ) 

draw a new picture which he had never drawn before ( ) 

wait to see what the other children started to draw ( ) 

ask the teacher to help him get started on something ( ) 

At recess, most of the children in Tommy's class play tag. Freddie 
was "it" this time. After chasing some other children, Freddie started 
to chase Tommy. Tommy could also run pretty fast, but when he got near 
the fence he tripped. Freddie caught him and tagged him anyway, so now 
Tommy was "it." Tommy decided to: 

go and sit down and not play anymore ( ) 

just get up and start to chase someone else ( ) 

say it wasn't fair since he tripped and fell .( ) 

go and ask the teacher to settle it ( ) 



The last class before lunch was arithmetic. Tommy likes number work 
although it gets pretty hard sometimes. This morning the class had some 
number work to do by themselves at their desks. Tommy got most of the 
questions but some were too hard. He was not sure what to do about the 
hard questions so he decided to: 

raise his hand to get help from the teacher ( ) 

sit quietly and not say anything ( ) 

leave the hard questions for the next day ( ) 

keep trying to figure out the hard questions by himself ( ) 

At noon, Tommy goes home for lunch, and so does Larry who lives a 
few houses from Tommy. They usually go home together. On their way 
home, Tommy asked Larry if he would like to see his new bicycle. Since 
Larry rides a bicycle well, he said yes, and when they got to Tommy's 
house, Larry asked Tommy if he could try out his new bicycle. Tommy 
decided to: 

let Larry have a short ride up and down the street ( ) 

say "No" because Larry might scratch his bicycle ( ) 

tell Larry that he has to ask his mother first ( ) 

tell Larry that his bicycle is too new ( ) 

After lunch, Tommy went back to school. The class was having gym 
this afternoon, and this time Tommy did remember to bring his gym 
shoes. During gym, the children do exercises and play games. Also some 
of the children are allowed to play on the bars, and some even hang head 
down holding on by their knees. Tommy was not sure whether he should 
try this and finally decided to: 

just watch the others do it since it is dangerous ( ) 

maybe try it some other time ( ) 

climb up to the bar and try it himself ( ) 

ask the teacher to help him so he wouldn't fall ( ) 



After school, Tommy came right home because he had to go with his 
mother to the doctor. Tommy was going for a check-up, but he might be 
getting a needle as well. He did not want to go very much, so he decided to: 

go even if the needle does sting a bit ( ) 

say he feels quite well and does not need to see a doctor ( ) 

ask the doctor if his mother could come in with him ( ) 

try to get out of going this time ( ) 

Tommy's father usually plays with him after supper, and this day he 
asked Tommy if he would like to play catch. Tommy quickly got his ball 
and glove and he and his father went out to the back yard. Tommy is just 
learning how to catch a ball, so sometimes he misses quite a few. This 
time Tommy was missing almost every catch. He was not too happy about 
this and after a while decided to: 

say that it must be the new glove that makes him drop the ball ( ) 

step closer to his father, so as to practice on short throws ( ) 

hope his father wouldn't be too angry at him ( ) 

ask his father again to show him how to catch the ball ( ) 

After playing catch, Tommy had to go inside. Tommy played with 
his toys for a while, and then had to get ready for bed. He put on his 
pajamas, washed his face and hands, and brushed his teeth. Tommy has 
been taught to say his prayers before going to sleep. However, Tommy 
was pretty tired this night and thought hr would: 

hope that nothing really bad will happen ( ) 

say his prayers because they are important to him ( ) 

say his prayers tomorrow night instead ( ) 

ask his mother to help him say his prayers this time ( ) 

When Tommy was finished, he jumped into bed and soon was fast 
asleep. Tomorrow, Tommy was most probably going to have another busy 
day. And that is the end of the story. 



APPENDIX H 

"THE STORY OP JIMMY"* 

Name Age Boy or Girl (circle one) 
71m HUM lut Kux 

School Grade Date 

ELEMENTARY FORM—Grades 4 to 8 

THE STORY OF JIMMY 

This is a story about Jimmy. This story is similar to a game be
cause we want to find out what Jimmy is like. In a way, Jimmy is very 
much like you. He lives at home with his mother and father, he goes to 
school, he likes to play games, and throughout the day he has to make up 
his mind about many things. 

Now in this story we want to find out what you think Jimmy is most 
likely to do when different things happen to him. Each time Jimmy has 
to make up his mind, he will have five choices. After you read over the 
five choices, pick out what you feel Jimmy is most likely to do. Then pick 
out what you feel Jimmy will choose as his second, third, fourth and fifth 
choice. 

As you read the story about Jimmy and come to a part where Jimmy 
has to make up his mind, you will stop and write in the brackets the num
bers 1,2, 3,4, or 5 after each of the five choices, that is in the order that 
Jimmy will choose them. Therefore, you will 

write 1 after what you feel Jimmy chooses to do first (1) 

write 2 after what you feel Jimmy chooses to do second (2) 

write 3 after what you feel Jimmy chooses to do third (3) 

write 4 after what you feel Jimmy chooses to do fourth (4) 

write 5 after what you feel Jimmy chooses to do last (5) 

Before you begin, we want to say that there are no right or wrong 
answers. The only right choices are those that you think Jimmy will 
make and the order in which Jimmy will make them from one to five. Are 
you ready? 

Note. From Manual: The Institute of Child Study Security Test. Primary 
Form. 1965. Copyright 1965 by M. F. Grapko. Reprinted by 
permission. 
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Jimmy goes to school. He gets up in the morning, gets washed and 
dressed, and then greets his mother at breakfast. This morning, how
ever, Jimmy slept in and when he awoke he found that he was going to 
be late for school. Since Jimmy isn't usually late for school, he wasn't too 
sure what to do. After a moment it occurred to Jimmy to: 

jive the excuse that the alarm clock didn't ring 

wait for his mother to help him hurry up 

rush as fast as possible so as not to be too late 

start to cry 

explain to the teacher when he arrived late at school 

Jimmy was soon downstairs. His breakfast was on the table. Being 
late, it seemed to Jimmy that his mother gave him more than usual to eat 
this morning. Jimmy looked up at the clock and saw that it was seven 
minutes to nine. Jimmy wanted to leave almost half of his breakfast. 
However, Jimmy's mother said that growing boys need to eat all their 
breakfast. Jimmy decided to: 

ask if she would let him leave some today 

begin to cry 

say that he doesn't feel too well this morning 

ask if she would take some away 

finish eating what was left 

Jimmy was ready for school. He said good-bye to his mother and 
hurried out of the door. He was almost at school when suddenly he 
remembered that he was supposed to bring his ball this morning." His 
friends planned to play catch at recess, and Jimmy had promised he 
would bring his ball. Jimmy was already late so he couldn't very well 
turn back. The boys were certainly going to be disappointed. Jimmy 
wondered whether to: 

hope that his friends would forget he was to bring the ball 

ask the teacher if he could borrow the school ball 

tell them that he wasn't interested in playing catch today 

suggest another game they could play 

count on his mother to remember to bring the ball 



Jimmy arrived at school. The grounds were empty and everyone was 
in class. Jimmy went quickly to his room and as he entered he found that 
everyone was seated and the teacher had already started the lesson. Jim
my felt that he might have to give the teacher some explanation for being 
late. He wasn't too sure what he would say. Jimmy wondered whether to: 

say that he would try his best to plan not to be late again ( 

count on the teacher not asking for an explanation X 
tell the teacher that he slept in ( 

hope that the teacher wouldn't be too angry at him ( 

say that it wasn't his fault he was late ( 

After Jimmy sat down in his seat, the teacher continued with the 
lesson. This morning the lesson was in arithmetic. Jimmy listened very 
carefully, but soon realized that he didn't understand some of the things. 
The other children seemed to know more arithmetic than he did. Jimmy 
knew that the teacher was friendly and would give him extra help if nec
essary. Jimmy wasn't sure what to do. After some thought Jimmy de

cided to: 

work a little harder at arithmetic 

not worry since arithmetic isn't really important 

wait for the teacher to give him more help 

work at arithmetic together with his friend 

cover np his arithmetic work book so no one would see it 

Fifteen minutes before recess the teacher announced that it was 
time for free reading. During this period the children go to the book 
shelf and pick a book they wish to read. Jimmy was looking forward to this 
because he was anxious to finish a book on adventure which he had start
ed the day before. The story was exciting and the book had some very 
interesting pictures in it. When Jimmy got to the book shelf he found 
that some one else had already taken the book. He looked around and saw 
that Fred was busy reading it. Jimmy wasn't happy about this so he 
decided to: 



ask the teacher to tell Fred to give him the book 

ask Fred to let him have the book when he was through with it 

go back to his seat and be glad that now he doesn't have to read a book 

start on another book 

return to his seat and just sit until the reading period is over 

Finally the recess bell rang and it was time for the children to put 
their books away and get ready to go outdoors. Jimmy was thinking about 
what he would like to play. He would have played catch with his friends 
but of course he had forgotten to bring the ball. Soon the children were 
outside running, jumping, yelling and having a lot of fun. Some of the 
boys started to play "tag" and in time Jimmy was "it". Jimmy was a good 
runner and before long he had trapped Bobby in the corner of the yard and 
tagged him. Bobby quickly turned around and tagged Jimmy right back 
and ran away. Jimmy didn't think that it was fair because he should be 
given a "count of ten" to get away. Bobby ran away, yelling that Jimmy 
was "it". Jimmy decided to: 

start to chase someone else 

go away and play by himself 

have everyone agree on the rule before starting to chase someone else 

qoit because there isn't much fun in playing tag 

tell the other boys not to let Bobby play tag with them 

After a while the bell rang and recess was over. The children got 
ready to go back into the school. When the children were back in their seats, 
the teacher began the lesson. Just as the teacher started, there was a 
knock at the door. The teacher was wanted out of the room. She told the 
class to keep busy with their readers while she was away. The boys and 
girls got their books out and began to read to themselves. While the teach
er was out Billy thought he would be smart, so he sneaked up to the 



blackboard and drew a picture of a donkey, and printed JIMMY under 
it, and hurried back to his seat Jimmy didn't think this was funny so 
he went up to the blackboard to rub hi3 name off. Just as he rubbed off 
his name, the teacher walked into the room. Jimmy realized that it look
ed aa if he were disobeying and really didn't know what to say to the 
teacher. Jimmy wondered whether to: 

tell the teacher he didn't mean to be out of his seat 

tell the teacher that it was all Billy's fault 

tell the teacher he was sorry and would not leave his seat again 

ask the teacher to let him off this time 

face up to the fact that he was out of his seat 

Before Jimmy could say anything, the teacher told him to return to 
his seat and he would be given some extra work to do. At Jimmy's school 
there is a rule that any boy or girl who disobeys is given extra work 
which the children must do after school. Jimmy didn't feel that it was 
entirely his fault. However, he decided to: 

say that it wasn't his fault at all 

do the extra work since he was out of his seat without permission 

accept the extra work since it is important to keep the rules 

tell the teacher that she should make an exception in his case 

say the rule isn't fair 

The teacher then began the reading lesson. The boy3 and girls are 
asked to stand up and read certain parts aloud for the class. Some of 
the children read very well. However, Johnny is the best reader in the 
class. The teacher usually asks Johnny to read when she wants to show 
the class how well it can be done. This morning Jimmy was asked to 
stand and read aloud before the class. Except for a few mistakes, Jim
my read his part quite well. The teacher then asked Johnny to read. 
Johnny, of course, made no mistakes at all As Jimmy listened to Johnny 
he thought he would: 



listen carefully to Johnny so it would help him in his reading; 

practice his reading 

wait for the teacher to help him more with his reading 

wait since he wasn't sure what to do about his reading 

give up trying to improve since hs doesn't like to read anyway 

The rest of the morning went by quickly. After lunch the children 
made plans for a Hallowe'en party and everyone was excited in prepar
ing for it. The teacher passed around coloured paper and paste and she 
showed the children how they could make their own masks. This was 
new for the children since they had never made masks out of paper. 
Jimmy listened to the teacher's instructions but wasn't quite sure how 

to go about it. Jimmy wanted a good mask so he decided to: 

tell himself that he wasn't good enough to make a mask on his own 

use his own ideas in making a mask 

wait for the teacher to make most of it for him 

buy a mask at the store since it wasn't worth the trouble to make one 

work together with another boy on both their masks 

The children were having so much fun that before they noticed, it 
was time to go home. The teacher asked the children to put their things 
away. At Jimmy's school the teacher waits until everyone is ready and 
the whole class is dismissed at once. After the children get outside, the 
boys and girls meet their friends and go home together. This day Jimmy 
was in a hurry so he didn't wait for his friends. He ran off home by him
self. Sometimes when Jimmy is in a hurry, he takes a short cut by climb
ing over a neighbour's fence and crossing through the yard. Jimmy de
cided that he would take the short cut today. As he climbed the fence and 
jumped, his shoe caught in the wire and he fell down. Jimmy's hand was 
scratched and there was some blood on it Jimmy got up and looked at 
his hand. As he saw the blood Jimmy wondered whether to: 



run home to show hi3 mother 

give the fence a good hard kick 

start to cry 

hurry home to put some iodine on it 

wipe the blood off with his handkerchief before going on 

Finally Jimmy got home and after awhile he asked his mother if he 
could go to the store. They had just received the new kind of gun that 
Jimmy's favourite T.V. star uses. It even had the T.V. star's name on 
it. Jimmy had saved enough money to be able to buy it. It cost one dollar 
and thirty-nine cents. Jimmy's mother said that he could go and buy the 
gun if he wanted to spend his money that way. In a very short time 
Jimmy was at the store and had bought the gun. 

On his way home, Jimmy played with the gun and was really ex
cited about it As Jimmy got closer to home, he met some of his friends. 
He showed his new gun to them. They all agreed that it was really swell. 
His friends then told Jimmy that they had got their mothers' permission 
to go to the show and they wondered if Jimmy could come along. Jimmy 
was certainly interested since his favourite cowboy was playing in the 
picture. He was sure his mother would give him permission to go. How
ever, Jimmy had already spent all his money on the gun. The boys asked 
Jimmy to make up his mind. Finally Jimmy decided to: 

tell his friends that he didn't like going to shows 

feel very sorry that he had spent all his money on the gun 

tell his friends he had already spent his money and couldn't go with them 

ask his mother for part of next week's allowance so he could go to the show 

borrow some money from his friend and pay him back when he got his allowance 

When Jimmy got home, he had his supper and settled down to do his 
homework. The teacher didn't usually give home work to the children, but 
this day the teacher asked all the children to write a short story about 
where they would like to go during their summer vacation. Jimmy had 
several ideas for his story. However, Jimmy couldn't remember the names 
of some of the places they visited on their motor trip last year, nor how 



to spell some of the names. Jimmy was sure that his father would re
member and that his father was very good at spelling the names too. 
Jimmy looked up from his work and saw that his father was busy read
ing the newspaper. Jimmy hesitated for a moment and wondered whether 
to: 

ask his father if he might borrow the road maps they used last summer 

ask his father to help him when he finished the paper 

Bay nothing to his father since he gets angry when Jimmy can't do his work 

not bother his father since he is always too busy 

interrupt his father since he is always willing to help him 

When Jimmy finished his homework, he played with his toys. He 
enjoys building things and likes to play with his meccano set. The eve
ning went by quickly. It was getting late and time for Jimmy to go to bed. 
After Jimmy had changed into his pajamas and washed and brushed his 

• teeth, he was ready to say goodnight to his mother and father. At Jimmy's 
home, his mother and father have taught Jimmy to say his prayers before 
going to bed. Sometimes Jimmy forgets unless he is reminded. While Jim
my remembered about his prayers to-night, he was so tired that all he 
wanted to do was to get into bed. Jimmy paused for a moment and then 
decided to: 

say his prayers even though he was tired 

say his prayers as fast as he could since no one would mind 

say his prayers so that nothing bad would happen 

say his prayers since they were important to him 

miss his prayers just this once 

When Jimmy was finished he jumped into bed and soon was fast 
asleep. By his face it was easy to see that Jimmy hoped that there 
wouldn't be so many decisions to make tomorrow. And that is the story 
of Jimmy. 

Copyright, 1957 
Mtrhfl F. Grmpko 

InitltuU of Child Study 
Unirailty at Toronto 

Toronto, C«ni«rt» 



APPENDIX I 

SECURITY TEST RESULTS 

Case Security Security Consistency Consistency 
Number Sex Grade Score Percentile Score Percentile 

1 F 6 81 60 50 60 
2 M 5 72 40 28 50 
3 F 6 79 50 36 40 
4 M 5 64 30 11 20 
5 M 3 56 20 10 20 
6 M 6 59 20 5 5 
7 M 3 57 20 6 10 
8 M 6 70 30 19 30 
9 M 6 85 80 60 90 
10 M 5 78 60 37 60 
11 M 5 77 60 31 50 
12 M 8 62 10 22 10 
13 M 6 87 95 61 90 
14 M 3 52 10 11 20 
15 F 5 66 30 5 5 
16 M 5 64 30 11 20 
17 F 7 78 40 46 40 
18 M 4 85 98 57 95 
19 M 5 68 30 17 30 
20 F 7 76 30 37 30 
21 M 5 55 10 2 2 
22 M 5 72 40 29 50 
23 M 3 72 60 32 60 
24 M 7 83 70 54 70 
25 M 4 66 50 14 40 
26 M 6 55 10 4 2 
27 F 5 51 10 4 5 
28 M 3 55 20 3 5 
29 F 5 50 10 0 1 
30 M 5 45 5 9 10 
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VIDEOTAPE EVALUATION SCALE 

AND INSTRUCTIONS 
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Videotape Evaluation Scale 

Instructions: 

You will be shown a videotape of a teacher-pupil interaction. 

You are to evaluate the pupil's participation in that interaction using 

the categories illustrated on the next page. 

There are five categories of behavior. Read the descriptions 

of these categories several times, so that you are familiar with them 

before you see the videotape. You may observe several samples of a 

behavior in one category and none in another. 

A behavioral response for purposes of this scale may be defined 

as a response to a task or a decision-making situation. Thus when a 

teacher asks a question, he/she is eliciting a response that may be 

categorized one of five ways. Furthermore, a response may change in 

nature. For example, the pupil may initially attempt a task on his/her 

own (category 1); he/she may suddenly decide to do something else, even 

though the task is incomplete (category 4); and then may ask the teacher 

to complete the task (category 3). 

Each time you observe a behavior in a particular category, mark 

a slash, /, in the response space following that category. Then when 

the videotape is completed, simply count the number of slashes per 

category, and write the total in the appropriate space. Also sum the 

total number of slashes in each category and write this number in the 

space for the Grand Total. 
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Case Number 

Categories Responses Total 

The child attempts to do the task or 
make the decision immediately on 
his her own. 

2. The child attempts to enlist the 
assistance of the teacher in 
cooperatively attempting to do the 
task or make the decision. 

3. The child attempts to place the 
responsibility of attempting the 
task or of making the decision on 
the teacher or another child (e.g., 
"I don't know how to do it; you do 
it for me." "Can you show me how?") 

4. The child tries to avoid attempting 
a task or making a decision by 
using different avoidance behaviors 
such as inattention, excuses, chang
ing the subject, silly behavior, 
fantasy, dawdling, and flippant 
responses, among others. 

5. The child fails to respond when 
given a task or when asked for a 
decision. There may be some problems 
in distinguishing between failing to 
respond and withdrawal. The follow
ing distinction may be helpful. The 
child who fails to respond will appear 
to be rather anxious and fearful; he/ 
she has not made a decision. The 
withdrawing child, on the other hand, 
is making an attempt to avoid a task 
or decision and may, in fact, appear 
to be rather comfortable. 

Grand Total 



APPENDIX K 

VIDEOTAPE EVALUATION RAW DATA 

Case Behavior Category Scores Judge's To- Grand 
Number Judge #1 #2 #3 #4 #5 tal Scores Total 

1 A 6 0 7 4 4 21 
B 6 0 8 0 12 26 
C 9 0 7 5 8 29 
D 11 0 3 13 5 32 

Behavior Cate
gory Totals 32 0 25 22 29 108 

2 A 16 0 2 6 0 24 
B 15 0 4 8 0 27 
C 15 0 3 5 2 25 
D 16 0 2 8 2 28 

Behavior Cate
gory Totals 62 0 11 27 4 104 

3 A 13 0 2 2 0 17 
B 12 0 0 0 0 12 
C 12 0 2 0 0 14 
D 13 0 0 2 0 15 

Behavior Cate
gory Totals 50 0 4 4 0 58 

4  A  9 0 4 2 0  1 5  
B 12 0 4 7 0 23 
C 12 0 9 6 0 27 
D 13 0 1 8 2 24 

Behavior Cate
gory Totals 46 0 18 23 2 89 
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Case Behavior Category Scores Judge's To- Grand 
Number Judge #1 #2 #3 #4 #5 tal Scores Total 

5  A  9 0 4 2 0  1 5  
B 9 0 6 4 0 19 
C 14 0 7 4 0 25 
D 18 0 6 7 0 31 

Behavior Cate
gory Totals 50 0 23 17 0 90 

6 A 9 0 10 10 0 29 
B 14 0 13 6 1 34 
C 10 0 10 9 0 29 
D 15 0 12 7 2 36 

Behavior Cate
gory Totals 48 0 45 32 3 128 

7 A 15 0 5 25 1 46 
B 13 0 6 23 0 42 
C 15 0 11 10 0 36 
D 12 0 5 18 0 35 

Behavior Cate
gory Totals 55 0 27 76 1 159 

8  A  7 0 7 5 0  1 9  
B 13 0 5 2 0 20 
C 11 0 8 2 0 21 
D 11 0 9 2 0 22 

Behavior Cate
gory Totals 42 0 29 11 0 82 

9 A 12 0 2 3 0 17 
B 11 0 1 3 0 15 
C 10 0 3 1 0 14 
D 10 0 1 3 1 15 

Behavior Cate
gory Totals 43 0 7 10 1 61 
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Case Behavior Category Scores Judge's To- Grand 
Number Judge #1 #2 #3 #4 #5 tal Score Total 

10 A 6 0 15 7 0 28 
B 13 0 17 12 1 43 
C 9 0 10 7 2 28 
D 13 0 7 12 3 35 

Behavior Cate
gory Totals 41 0 49 38 6 

11 A 7 0 1 5 0 13 
B 8 0 1 11 0 20 
C 10 0 5 7 0 22 
D 13 0 3 16 0 32 

Behavior Cate
gory Totals 38 0 10 39 0 

12 A 10 2 0 
B 14 0 2 
C 10 0 7 
D 13 0 4 

Behavior Cate
gory Totals 47 2 13 

4 0 16 
0 0 16 
6 0 23 
9 1 27 

19 1 82 

13 A 6 0 4 3 0 13 
B 10 0 2 3 0 15 
C 8 0 8 6 0 22 
D 10 0 3 5 0 18 

Behavior Cate
gory Totals 34 0 17 17 0 68 

14 A 11 0 6 5 0 22 
B 22 0 4 5 0 31 
C 17 1 5 13 0 36 
D 17 0 11 13 1 42 

Behavior Cate
gory Totals 67 1 26 36 1 
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Case Behavior Category Scores Judge's To- Grand 
Number Judge #1 #2 #3 #4 #5 tal Score Total 

15 A 8 0 2 1 0 11 
B 10 0 0 4 0 14 
C 12 0 11 7 0 30 
D 11 0 2 7 2 22 

Behavior Cate
gory Totals 41 0 15 19 2 77 

16 A 9 0 2 4 0 15 
B 14 0 2 8 0 24 
C 12 0 2 7 0 21 
D 14 1 4 9 1 29 

Behavior Cate
gory Totals 49 1 10 28 1 89 

17 A 12 0 3 1 2 18 
B 19 0 2 3 6 30 
C 18 0 9 12 2 41 
D 22 0 6 14 3 45 

Behavior Cate
gory Totals 71 0 20 30 13 134 

18 A 10 0 0 11 0 21 
B 22 0 0 13 0 35 
C 11 0 5 10 0 26 
D 14 0 5 14 1 34 

Behavior Cate
gory Totals 57 0 10 48 1 116 

19 A 8 0 3 3 3 17 
B 7 0 4 3 5 19 
C 8 0 8 4 2 22 
D 10 0 5 7 6 28 

Behavior Cate
gory Totals 33 0 20 17 16 86 
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Case Behavior Category Scores Judge's To- Grand 
Number Judge #1 #2 #3 #4 #5 tal Score Total 

20 A 12 0 15 4 0 31 
B 9 0 20 2 5 36 
C 10 0 10 10 3 33 
D 15 0 11 13 4 43 

Behavior Cate
gory Totals 46 0 56 29 12 143 

21 A 9 2 4 12 0 27 
B 11 2 1 12 0 26 
C 8 2 5 8 0 23 
D 11 3 5 11 0 30 

Behavior Cate
gory Totals 39 9 15 43 0 106 

22 A 11 0 0 1 0 12 
B 14 0 1 3 0 18 
C 14 0 3 5 0 22 
D 17 0 5 5 0 27 

Behavior Cate
gory Totals 56 0 9 14 0 79 

23 A 7 0 5 3 1 16 
B 8 0 6 8 3 25 
C 9 0 6 7 2 24 
D 14 0 4 8 2 28 

Behavior Cate
gory Totals 38 0 21 26 8 93 

24 A 6 0 3 5 0 14 
B 11 0 7 6 5 29 
C 10 0 6 10 2 28 
D 15 0 6 16 5 42 

Behavior Cate
gory Totals 42 0 22 37 12 113 
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Case Behavior Category Scores Judge's To- Grand 
Number Judge #1 #2 #3 #4 #5 tal Score Total 

25 A 13 0 7 14 1 35 
B 11 0 7 13 0 31 
C 15 1 13 15 5 49 
D 16 0 5 19 4 44 

Behavior Cate
gory Totals 55 1 32 61 10 159 

26 A 8 0 0 8 0 16 
B 8 0 5 12 0 25 
C 10 0 4 6 0 20 
D 11 0 4 10 0 25 

Behavior Cate
gory Totals 37 0 13 36 0 86 

27 A 7 0 7 0 0 14 
B 6 0 12 0 3 21 
C 7 0 8 10 3 28 
D 11 0 5 6 4 26 

Behavior Cate
gory Totals 31 0 32 16 10 89 

<
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9 0 4 6 0 19 
B 8 0 8 4 0 20 
C 11 0 8 5 0 24 
D 11 0 9 5 2 27 

Behavior Cate
gory Totals 39 0 29 20 2 90 

29 A 10 0 2 2 0 14 
B 17 1 5 0 0 23 
C 11 0 2 2 0 15 
D 10 0 6 5 0 21 

Behavior Cate
gory Totals 48 1 15 9 0 73 
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Case Behavior Category Scores Judge1s To- Grand 
Number Judge #1 #2 #3 #4 #5 tal Score Total 

30 A 11 0 3 0 1 15 
B 16 0 14 1 0 31 
C 18 0 21 5 0 44 
D 13 0 14 8 0 35 

Behavior Cate
gory Totals 58 0 52 14 1 
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Case Number 9 

Age 11-8 Sex M 

2B 
All right, there's a kid and he's staying after school. Every

body else is at recess and he had to stay there and he's all upset. 

3B 
This kid you might say is in a deadlock. He's going to get in 

trouble and he1s scared out of his wits. He's keeping the note hidden 
he has to show the principal. That's about it except he's just about 

to go in. 

6B 
All right. Okay. His parents are watching him do his home

work. They're nervous. They're upset. (?) That's about it. 

7B 
All right. The boy did something wrong and the teacher is 

upset. It's his grade. He doesn't know why he got such a bad grade. 
His teacher doesn't either. That's about it. 

8BG 
Okay, his sister is helping 

that was doing his homework before, 
but she does. That's pretty neat. 

him out. This is the same boy 
His parents didn't understand 

That's about it. 

10B 
All right. All the girls know. All the kids in the class 

know. There's a boy. He's trying to figure it out. No, he's asleep. 
Everyone else knows and the teacher. But, he's asleep. That's about 
it. 
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Case Number 14 

Age 8-10 Sex M 

2B 
A man is staying after school because he didn't do his work 

the teacher is mad at him; he had to go down and call his mom, and the 
principal said if he doesn't do his work he'll have to stay until 5 and 
do his work over. His sister went home and cousin went home and all the 
rest of the other kids went home. That's all. 

3B 
This man is going to the room (?) and the principal caught him 

and he got swats and then he had to take a letter home and he teared 
it up behind his back. That's all. 

6B 
Looking in this this Indian book His mom said, "What 

is that?" The son said, "It's an Indian." That's all. 

7B 
Student put made a picture of the teacher. The teacher 

didn't like the picture and was he was sent to the office. 
That's all. 

8BG 
My sister is looking at the Indian book and she said, "What is 

that?" "It's a tommy hawk." Well, I can't think of anything else. 

10B 
Johnny did something bad and the teacher asked everyone what he 

had said and that they had seen him do bad things. And everyone raised 
their hands and he stayed after school. (?) 



Case Number 24 

Age 12-7 Sex M 

2B 
A story? Okay. Once upon a time there was a boy who 

didn't get his work finished / Wait what do I have so far? Once 
upon a time a boy didn't get his work finished, so he had to stay in 
and do it while the others played. 

3B 
Okay, a boy had been bad in the classroom, so his teacher 

sent him down with a note telling him what he did. 

6B 
Okay. A boy and his parents hold it, erase it 

a boy was working with his parents on a book about Indians he 
had / to write something about the story and hand it into his teacher 
when he finished. 

7B 
This boy here has wrotten a picture of his teacher that 

wasn't nice and she found it. So he is going to stay after school for 
it. 

8BG 
This boy's sister is helping him read a book and write 

something about it. That's it. 

10B 
A teacher has asked a question and everybody is raising 

their hands but one boy doesn't know it and he is / Okay. — vim 
— what do 1 have so far? thinking very hard about it. That's it. 
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Thematic Evaluation 
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Instructions: 

You are to attempt a thematic assessment of stories provided 

by 30 children. Each child was shown a set of six stimulus pictures, 

copies of which are provided, and was then asked to tell a story about 

each picture. The stories were recorded by trained examiners. 

The thematic criteria to be used in assessing the stories are 

the following five: 

1. The underlying theme is one of independence in the subject's 

approach to problem-solving and decision-making situations. 

For instance, when given a task or responsibility, the person 

attempts to do the task on his/her own and assumes full 

responsibility for that attempt. 

2. The underlying theme is one of mutual or shared responsibility. 

Given a problem-solving or decision-making situation, the per

son attempts to resolve the situation cooperatively with 

another person. 

3. The underlying theme is one of dependence on another person. 

When confronted with a task or decision, the person attempts to 

place the responsibility of that task or decision on another. 

For example, rather than learning to dress him/herself, a child 

may depend on his/her parent to do this task. Thus the respon

sibility for dressing is the parent's, not the child's. In 

some situations such dependence may be encouraged by the one 
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who is accepting responsibility; that is, the parent may be 

reluctant to give the child the responsibility of dressing 

him/herself. 

4. The underlying theme is one of avoiding or putting off respon

sibility by using different avoidance behaviors such as in

attention, excuses, changing the subject, fantasy, silly 

behavior, dawdling, procrastination, and flippant responses, 

among others. 

5. The underlying theme is one of fear and anxiety. The subject, 

given a task or decision to make, fails to respond. Perhaps 

fear of failure or of unknown consequences results in the per

son' s failure to respond. The person's behavior is not to be 

confused with withdrawal or other avoidance behavior. 

In applying these criteria to the subjects' stories, look for 

the dominant or primary theme in each story. Then write the number of 

that theme in the appropriate space. If there is also evidence of an 

additional but lesser theme in the story, then write the number of that 

theme in the appropriate space as well. The existence of a lesser 

theme, however, should be regarded as optional. 

Consider the following example: If the underlying theme of a 

subject's story for Plate 2B is one of avoidance (criterion 4), then 

the number 4 would be entered in the corresponding space under the 

heading Primary Theme. If there is an additional but lesser theme, 

such as evidence of dependence on another person (criterion 3), then 
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the number 3 would be entered in the corresponding space under the 

heading Lesser Theme. 

To assure uniformity of recording, the examiners were instruc

ted to indicate long pauses with a long dash, , a question by the 

examiner with a question mark in parentheses, (?), and an interruption 

with a slash, /. 

Please remember to record the case number on the evaluation 

form. 



Case Number 

Thematic Evaluation Form 

Plate Number Primary Theme Lesser Theme 

2B, 2G 

3B, 3G 

6B, 6G 

7B, 7G 

8BG 

10B, 10G 

Comments (if any): 



1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 

10 

5 
1 
5 
1 
4 
1 
1 
5 
4 
1 
1 
5 
1 
1 
1 
4 
1 
1 
1 
5 
1 
1 
1 
1 
1 
1 

1 
1 
1 

APPENDIX N 

HAW PROJECTIVE DATA 

Judge 1 Judge 2 
Stimulus Pictures Stimulus Pictures 

2 3 6 7 8  1 0  2 3 6 7 8  

1 1 3 4 3 - 1 1 2 - 2 
1 1 2 3 2 4 1 1 2 3 2 
1 5 2 5 3 1 1 5 2 5 2 
1 1 2 - 3 4 4 - 2 5 2 
3 1 4 3 4 4 4 1 3 4 2 
4 4 4 4 3 4 1 - 1 - 2 
1 4 4 4 4 4 1 - 1 - 1 
1 4 2 1 2 - 1 - 2 2 2 
4 1 5 1 2 4 5 5 5 5 2 
1 1 1 1 2 4 1 5 2 5 2 
1 1 1 1 2 2 5 1 1 5 2 
3 4 1 - 2 4 4 1 1 5 2 
1 1 1 1 1 1 1 1 1 1 1 
3 4 1 1 1 1 3 1 1 1 -

1 1 1 1 1 1 1 1 1 2 2 
3 3 1 1 2 4 4 1 1 5 2 
4 4 2 3 3 4 1 1 2 - 2 
1 1 2 1 1 4 1 1 2 - 2 
3 4 1 2 1 1 4 - 1 - 2 
4 1 2 2 2 4 4 5 2 2 2 
3 - 2 1 2 4 4 - 2 1 2 
1 4 2 - 3 1 1 1 2 - 2 
4 1 3 3 3 4 1 1 2 1 2 
3 3 2 1 2 4 4 1 2 1 2 
3 1 1 1 2 4 1 5 1 1 2 
4 4 4 3 4 4 1 3 1 - 2 
3 4 4 4 4 4 1 - 1 - 1 
3 1 2 3 3 2 4 1 2 1 1 

1 4 2 3 1 4 1 - 2 2 2 

1 4 1 3 4 1 1 1 1 1 2 

162 



1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 

163 

10 

5 
2 
4 
1 
4 
4 
1 
5 
4 
1 
1 
5 
1 
5 
1 
4 
5 
5 
5 
5 
3 
1 
1 
1 
5 
4 
4 
3 
5 
5 

Judge 3 
Stimulus Pictures 

2 3 6 7 8 10 

Judge 4 
Stimulus Pictures 

2 3 6 7 8 

1 1 2 4 2 - 3 2 3 3 2 
1 1 2 3 2 1 1 1 3 3 2 
1 5 2 5 2 4 1 1 2 5 3 
1 1 2 5 3 1 5 3 3 3 2 
4 5 1 5 2 4 1 5 1 1 2 
1 1 1 4 4 1 1 4 4 4 4 
1 1 1 1 1 1 1 1 4 4 4 
1 2 2 1 2 1 5 4 3 3 3 
5 5 5 5 2 4 5 4 5 5 3 
3 5 2 5 2 1 1 5 2 5 3 
4 1 1 5 2 1 4 1 1 ' 1 2 
1 5 2 5 2 5 1 4 1 3 2 
1 1 2 4 2 1 1 1 2 1 2 
5 5 2 5 4 5 1 4 3 1 3 
1 1 2 1 2 1 1 2 1 2 2 
5 1 1 5 2 1 4 3 3 5 3 
1 1 2 1 2 5 5 5 2 5 2 
1 1 2 1 2 1 1 3 3 3 2 
1 4 1 1 1 1 4 5 3 2 3 
4 4 2 2 2 4 4 4 3 2 2 
1 1 4 1 2 1 3 3 4 1 3 
1 1 2 5 3 1 1 1 3 1 3 
4 4 3 5 - - 4 5 3 5 3 
1 1 2 1 2 1 1 1 2 1 2 
5 5 1 5 2 4 5 5 1 5 3 
1 4 4 4 4 4 1 4 3 3 4 
1 1 1 1 1 4 1 5 1 2 2 
1 1 2 3 3 3 4 1 3 3 3 
1 4 2 4 2 1 5 5 3 3 2 
1 1 2 3 2 4 5 1 5 5 3 
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