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 C H A P T E R  11 

 Preschool and Educational Assessment 

  hat are some of the things you associate with the word  school?  If the word  test  comes 
to mind, you probably have lots of company; many different tests are administered in 
public and private schools. Educators are interested in answers to such diverse ques-
tions as  How good is your reading ability?   How far can you broad jump?  and  Is there a good fi t 
between you and a particular educational program?  

 In this chapter, we consider tests designed to facilitate education (such as diag-
nostic and achievement tests) as well as other tests designed to predict how well an 
individual might perform in particular educational settings (such as college or a profes-
sional school). We begin, however, with a brief look at some education-related tests that 
may be administered long before a child sets foot in a classroom.  

  Preschool Assessment 

  The fi rst fi ve years of life—the span of time referred to as the  preschool period —is a time 
of profound change. Basic refl exes develop, and the child passes a number of sensori-
motor milestones, such as crawling, sitting, standing, walking, running, and grasping. 
Usually between 18 and 24 months, the child becomes capable of symbolic thought and 
develops language skills. By age 2, the average child has a vocabulary of more than 
200 words. Of course, all such observations about the development of children are of 
more than mere academic interest to professionals charged with the responsibility of 
assessment. 

 In the mid-1970s, Congress enacted Public Law (PL) 94-142, which mandated the 
professional evaluation of children age 3 and older suspected of having physical or 
mental disabilities in order to determine their special educational needs. The law also 
provided federal funds to help states meet those needs. In 1986, a set of amendments 
to PL 94-142 known as PL 99-457 extended downward to birth the obligation of states 
toward children with disabilities. It further mandated that, beginning with the school 
year 1990–1991, all disabled children from ages 3 to 5 were to be provided with a free, 
appropriate education. The law was expanded in scope in 1997 with the passage of 
PL 105-17. Among other things, PL 105-17 was intended to give greater attention to 
diversity issues, especially as a factor in evaluation and assignment of special services. 

W

coh29097_ch11_345-377.indd   345 12/3/08   12:40:24 PM



346   Part 3: The Assessment of Intelligence

PL 105-17 also mandated that infants and toddlers with disabilities must receive ser-
vices in the home or in other natural settings and that such services were to be contin-
ued in preschool programs. 

 In 1999, attention defi cit hyperactivity disorder (ADHD) was offi cially added to the 
list of disabling conditions that can qualify a child for special services. This, combined 
with other federal legislation and a growing movement toward “full-service schools” 
that dispense health and psychological services in addition to education (Reeder 
et al., 1997), signaled a growing societal reliance on infant and preschool assessment 
techniques.  

   Tools of Preschool Assessment 

 The tools of preschool assessment are, with age-appropriate variations built into them, 
the same types of tools used to assess school-age children and adults. These tools 
include, among others, checklists and rating scales, tests, and interviews. 

  Checklists and rating scales   Checklists and rating scales are tools of assessment com-
monly used with preschoolers, although their use is certainly not exclusive to this pop-
ulation. In general, a    checklist    is a questionnaire on which marks are made to indicate 
the presence or absence of a specifi ed behavior, thought, event, or circumstance. The 
individual doing the “checking” of the boxes on a checklist may be a professional (such 
as a psychologist or a teacher), an observer (such as a parent or other caretaker), or even 
the subject of the checklist himself (or herself). Checklists can cover a wide array of item 
content and still be relatively economical and quick to administer (Kamphaus et al., 
2000). They have found application in a wide variety of evaluation contexts and are seen 
as adding value to everything from academic-related to marketing-related judgments. 

 A  rating scale  is quite similar in defi nition and sometimes even identical in form 
to a checklist; the defi nitional differences between the two terms is technically rather 
subtle (and involves the degree to which actual rating is involved) and, for all practi-
cal purposes, blurred. In general, we may defi ne a    rating scale    as a form completed 
by an evaluator (a rater, judge, or examiner) to make a judgment of relative standing 
with regard to a specifi ed variable or list of variables. As with a checklist, the targeted 
judgment may have to do with the presence or absence of a particular event or even its 
frequency. 

 Have you ever been evaluated by a checklist or rating scale? Before you answer, 
keep in mind that one of the very fi rst things that most of us are greeted with upon 
entry to the world is this particular tool of assessment (see  Everyday Psychometrics ). 

 Two commonly used checklists and rating scales are the Achenbach Child Behavior 
Checklist (CBCL) and the Connors Rating Scales-Revised (CRS-R). The CBCL comes in 
versions appropriate for use with children from ages 1½   to 5 years (CBCL/1½  �5) and 
for use with children through young adults, ages 4 to 18 (CBCL/4–18). Parents and oth-
ers with a close relationship to the subject provide information for competence items 
covering the subject’s activities, social relations, and school performance. The checklist 
also contains items that describe specifi c behavioral and emotional problems in addi-
tion to open-ended items for reporting additional problems. The protocols are hand 
scored, machine scored, or computer scored on both competence and clinical scales. A 
   syndrome    may be defi ned as a set of co-occurring emotional and behavioral problems. 
The CBCL has an 8-syndrome structure, with syndromes designated as (1) Anxious/
Depressed, (2) Withdrawn/Depressed, (3) Somatic Complaints, (4) Social Problems, (5) 
Thought Problems, (6) Attention Problems, (7) Rule-Breaking Behavior, and (8) Aggres-
sive Behavior. A large-scale study employing CBCL parent ratings of over 58,000 16- to 
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E V E R Y D A Y  P S Y C H O M E T R I C S

First Impressions

t’s been said that every person in contemporary society is a 
number. We are represented by a Social Security number, 
a driver’s license number, and myriad others. Before these, 
however, we are represented by what is called an Apgar 
number. The Apgar number is actually a score on a rating 
scale developed by physician Virginia Apgar (1909–1974), 
an obstetrical anesthesiologist who saw a need for a simple, 
rapid method of evaluating newborn infants and determining 
what immediate action, if any, is necessary.

As fi rst presented in the early 1950s, the Apgar evalu-
ation is conducted at one minute after birth to assess how 
well the infant tolerated the birthing process. The evalua-
tion is conducted again at fi ve minutes after birth to assess 
how well the infant is adapting to the environment. Each 
evaluation is made with respect to the same fi ve variables; 
each variable can be scored on a range from 0 to 2; and 
each score (at 1 minute and 5 minutes) can range from 0 
to 10. The fi ve variables are heart rate, respiration, color, 
muscle tone, and refl ex irritability, the last measure being 
obtained by response to a stimulus such as a mild pinch. For 
example, with respect to the variable of refl ex irritability, the 
infant will earn a score of 2 for a vigorous cry in response 
to the stimulus, a score of 1 for a grimace, and a score of 0 
if it shows no refl ex irritability. Few babies are “perfect 10s” 
on their 1-minute Apgar; many are 7s, 8s, and 9s. An Apgar 
score below 7 or 8 may indicate the need for assistance in 
being stabilized. A very low Apgar score, in the 0-to-3 range, 
may signal a more enduring problem such as neurologi-
cal defi cit. By the way, a useful acronym for remembering 
the fi ve variables is the name “APGAR” itself: A stands for 
activity (or muscle tone), P for pulse (or heart rate), G for 
grimace (or refl ex irritability), A for appearance (or color), 
and R for respiration.

Moving from the realm of the medical to the realm of 
the psychological, another evaluation takes place shortly 
after birth, one far less formal, by the child’s mother. Judith 
L anglois and colleagues (1995) studied the relationship 
between infant attractiveness and maternal behavior and 
attitudes using a sample of 173 mothers and their fi rstborn 
infants (86 girls and 87 boys). Approximately one-third of 
the sample was identifi ed as White, one-third was African 
American, and one-third was Mexican American. For the 
record, the mean fi rst Apgar score for the infants in the 
study was 8.36 and the mean second Apgar score was 9.04.

To gauge attractiveness, the investigators used judges’ 
ratings of photographs taken a standard distance from each 

II

infant’s face while the child was either sleeping or had an 
otherwise neutral expression. Maternal behavior during feed-
ing and play was directly observed by trained raters in the 
hospital. A second set of observations was recorded around 
the time of the infant’s three-month birthday. A measure 
developed by Parke and Sawin (1975) called the Parent 
Attitude Questionnaire was used to assess maternal attitudes 
both in the hospital and approximately three months later 
out of the hospital. The researchers found that although all 
of the infants studied received adequate care, the attractive 
infants received more positive treatment and attitudes from 
their mothers than did the unattractive infants. The mothers 
of the attractive infants were more affectionate and play-
ful. The mothers of less attractive infants were more likely 
to be attentive to other people rather than to their infant. 
These mothers were also more likely to engage in routine 
caregiving than in affectionate behavior. The attitudes of the 
mothers of less attractive infants, particularly during the fi rst 
assessment, were also more negative than those of mothers 
of more attractive infants. At the time of the fi rst assess-
ment, the mothers of the less attractive infants were more 
likely than the mothers of more attractive infants to endorse 

Welcome to the World of Evaluation

Only seconds after birth, a newborn infant is given its 
fi rst formal evaluation by the hospital staff. The infant’s 
next evaluation, conducted by the mother, may be no less 
momentous in its consequences.

(continued)
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E V E R Y D A Y  P S Y C H O M E T R I C S

First Impressions (continued)

whether the results of their study would generalize to fami-
lies of other income levels and about what effect the birth of 
additional children might have on the main fi ndings. It may be 
that the mothers’ relative inexperience with the range of infant 
behaviors led them to be more infl uenced by appearance than 
mothers who have had other children.

From moments after birth and onward, evaluation—both 
formal and informal—is very much a fact of life. We may 
defi ne informal evaluation as a typically nonsystematic, rel-
atively brief, and “off-the-record” assessment leading to the 
formation of an opinion or attitude conducted by any person, 
in any way, for any reason, in an unoffi cial context that is 
not subject to the ethics or other standards of an evaluation 
by a professional. The process of informal evaluation has 
not received a great deal of attention in the psychological 
assessment literature. Accordingly, the nature and extent 
of the infl uence of informal evaluations by people (such as 
parents, teachers, supervisors, personnel in the criminal 
justice system, and others) is largely unknown. On the one 
hand, considering the need for privacy, perhaps it is best 
that such private evaluations remain that way. On the other 
hand, research such as that conducted by Langlois and her 
colleagues brings to light the everyday implications of such 
informal evaluations, implications that may ultimately help to 
improve the quality of life for many people.

the belief that their infant was interfering with their lives. 
Approximately three months later, the mothers of the less 
attractive infants, as compared with the mothers of more 
attractive infants, were more likely to endorse the belief that 
their infants needed more stimulation, although they no lon-
ger differed in beliefs regarding interference with their lives.

These fi ndings are consistent with prior research sug-
gesting that attractive children are treated less harshly by 
adults than unattractive children are (Berkowitz & Frodi, 
1979; Dion, 1979; Elder et al., 1985) and that mothers of 
children with physical anomalies may behave less desirably 
toward their children than mothers whose children had no 
such anomalies (Allen et al., 1990; Barden et al., 1989; Field 
& Vega-Lahr, 1984). Fathers, too, may behave differently as 
a function of the attractiveness of their offspring. Parke 
et al. (1977) found quality of paternal caregiving to 3-month-
old infants to be signifi cantly and positively correlated with 
infant attractiveness.

Langlois et al. (1995) cautioned that their correlational 
fi ndings should not be interpreted as being indicative of cause 
and effect; the results cannot be used to support statements 
indicating that attractiveness causes or affects maternal 
behavior and attitudes. However, it does seem that—whatever 
the reason—infant attractiveness tends to predict maternal 
behavior and attitudes. The researchers also wondered about 

18-year-olds was interpreted as supporting the CBCL’s 8-syndrome structure in 30 soci-
eties around the world (Ivanova et al., 2007a; see also Ivanova et al., 2007b). 

 The CRS-R is designed primarily to help assess ADHD and to screen for other 
behavior problems relating, for example, to self-esteem, mood, family function, opposi-
tionality, anxiety, and somatization. The instrument comes in various versions for use 
throughout the life span, and each version has a long form (15 to 20 minutes adminis-
tration time) and a short form (5 to 10 minutes administration time). There is a parent 
version and a teacher version for use with children ages 3 to 17. An adolescent self-
report version is for use by respondents ages 12 to 17. The CRS-R is particularly well 
suited for monitoring ADHD treatment (Kollins et al., 2004). 

 Most checklists and rating scales serve the purpose of screening tools. In preschool 
assessment, screening tools may be used as a fi rst step in identifying children who are 
said to be  at risk.  This term came into vogue as an alternative to diagnostic labels that 
might have a detrimental effect (Smith & Knudtson, 1990). Today, what a child is actu-
ally at risk  for  may vary in terms of the context of the discussion and the state in which 
the child resides.  At risk  has been used to refer to preschool children who may not be 
ready for fi rst grade and to children who are not functioning within normal limits. In a 
most general sense,    at risk    refers to children who have documented diffi culties in one 
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or more psychological, social, or academic areas and for whom intervention is or may 
be required. The need for intervention may be decided on the basis of a more complete 
evaluation, often involving psychological tests.  

  Psychological tests   Tests such as the WPPSI-III, the SB5, and others may be used to 
gauge developmental strengths and weaknesses by sampling children’s performance in 
cognitive, motor, and social/behavioral content areas. 

 At the earliest levels, cognitive and social abilities are gauged by scales that assess 
the presence or absence of various developmental achievements through such means as 
observation and parental (or caretaker) interviews. By age 2, the child enters a challeng-
ing period for psychological assessors. Language and conceptual skills are beginning 
to emerge, yet the kinds of verbal and performance tests traditionally used with older 
children and adults are inappropriate. The attention span of the preschooler is short. 
Ideally, test materials are colorful, engaging, and attention-sustaining. Approximately 
one hour is a good rule-of-thumb limit for an entire test session with a preschooler; 
less time is preferable. As testing time increases, so does 
the possibility of fatigue and distraction. Of course, with 
assessee fatigue and distraction comes a higher potential 
for an underestimation of the assessee’s ability. 

 Motivation of the young child may vary from one test 
session to the next, and this is something of which the 
examiner must be aware. Particularly desirable are tests 
that are relatively easy to administer and have simple 
start/discontinue rules. Also very desirable are tests that 
allow for ample opportunity to make behavioral observations. Dual-easel test admin-
istration format ( Figure 11–1 ), sample and teaching items for each subtest, and dichot-
omous scoring (for example, right–wrong) all may facilitate test administration with 
very young children. 

 Data from infant intelligence tests, especially when combined with other informa-
tion (such as birth history, emotional and social history, health history, data on the qual-
ity of the physical and emotional environment, and measures of adaptive behavior) have 
proved useful to health professionals when questions about developmental disability 
and related defi cits have been raised. Infant intelligence tests have also proved useful 
in helping to defi ne the abilities—as well as the extent of disability—in older, psychotic 
children. Furthermore, the tests have been in use for a number of years by many adop-
tion agencies that will disclose and interpret such information to prospective adoptive 
parents. Infant tests also have wide application in research. They can play a key role, for 
example, in selecting infants for specialized early educational experiences or in measur-
ing the outcome of educational, therapeutic, or prenatal care interventions. 

 What is the meaning of a score on an infant intelligence test? Whereas some of the 
developers of infant tests (such as Cattell, 1940; Gesell et al., 1940) claimed that such 
tests can predict future intellectual ability because they measure the developmental 
precursors to such ability, others have insisted that performance on such tests at best 
refl ects the infant’s physical and neuropsychological intactness. The research literature 
supports a middle ground between these extreme positions. In general, the tests have 
not been found to predict performance on child or adult intelligence tests—tests that 
tap vastly different types of abilities and thought processes. However, the predictive 
ability of infant intelligence tests does tend to increase with the extremes of the infant’s 
performance. The test interpreter can say with authority more about the future perfor-
mance of an infant whose performance was either profoundly below age expectancy 
or signifi cantly precocious. Still, infancy is a developmental period of many spurts and 

J U S T  T H I N K  .  .  .

“Especially for very young children, estab-
lishing test-retest reliability with an inter-
vening interval of as little as a month or so 
can be a problem.” Do you agree? Why or 
why not?

◆
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lags, and infants who are slow or precocious at this age might catch up or fall back in 
later years. Perhaps the great value of preschool tests lies in their ability to help identify 
children who are in a very low range of functioning and in need of intervention.  

  Other measures   Many other instruments and assessment techniques are available for 
use with preschoolers, including interviews, case history methods, portfolio evaluation, 
and role-play methods. There are instruments, for example, to measure temperament 
(Fullard et al., 1984; McDevitt & Carey, 1978), language skills (Smith, Myers-Jennings, 
& Coleman, 2000), the family environment in general (Moos & Moos, 1994), and specifi c 
aspects of parenting and caregiving (Arnold et al., 1993; Lovejoy et al., 1999). Drawings 
may be analyzed for insights they can provide with respect to the child’s personality. 
Some techniques are very specialized and would be used only under rather extraordi-
nary conditions or in the context of research focused on a specifi c subject matter. An 
example of the latter is the Child Sexual Behavior Inventory (Friedrich et al., 2001), a 
38-item behavior checklist that may be helpful in identifying sexually abused children 
as young as 2 years. In sum, many different types of instruments are available for use 
with preschoolers to help evaluate a wide variety of areas related to personal, social, 
and academic development. 

Figure 11–1
A Dual-Easel Format in Test Administration

Easel format in the context of test administration refers to test materials, usually some sort of book that 
contains test-stimulus materials and that can be folded and placed on a desk; the examiner turns the 
pages to reveal to the examinee, for example, objects to identify or designs to copy. When corresponding 
test administration instructions or notes are printed on the reverse side of the test-stimulus pages for the 
examiner’s convenience during test administration, the format is sometimes referred to as dual easel.
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 From here on in this chapter, we focus on school-age children and young adults 
and on various types of testing and assessment conducted with them in educational 
contexts. We begin with achievement tests, a topic with which many students report 
that they are (all too) familiar.     

  Achievement Tests 

     Achievement tests    are designed to measure accomplishment. An achievement test for 
a fi rst-grader might have as its subject matter the English language alphabet, whereas 
an achievement test for a college student might contain questions relating to principles 
of psychological assessment. In short, achievement tests are designed to measure the 
degree of learning that has taken place as a result of exposure to a relatively defi ned 
learning experience. “Relatively defi ned learning experience” may be as broad as  what 
was learned from four years of college.  It may be much narrower in defi nition; for exam-
ple,  how to   prepare dough for use in making pizza  may also be the subject of an achieve-
ment test. 

 A test of achievement may be standardized nationally, regionally, or locally, or it 
may not be standardized at all. The pop quiz on the anatomy of a frog given by your 
high-school biology teacher qualifi es as an achievement test every bit as much as a 
statewide examination in biology. 

 Like other tests, achievement tests vary widely with respect to their psychometric 
soundness. A sound achievement test is one that adequately samples the targeted sub-
ject matter and reliably gauges the extent to which the examinees have learned it. 

 Scores on achievement tests may be put to varied uses. They may help school per-
sonnel make decisions about a student’s placement in a particular class, acceptance 
into a program, or advancement to a higher grade level. Achievement test data can be 
helpful in gauging the quality of instruction in a particular class, school, school dis-
trict, or state. Achievement tests are sometimes used to screen for diffi culties, and in 
such instances they may precede the administration of more specifi c diagnostic tests 
designed to identify areas for remediation. 

 Given a federal mandate to identify children with a “severe discrepancy between 
achievement and intellectual ability” ( Procedures for Evaluating Specifi c Learning Disabili-
ties,  1977, p. 65083), it can readily be appreciated how achievement tests—as well as 
intelligence tests and other measures of cognitive ability and aptitude—could play a 
role in the diagnosis of a  specifi c learning disability  (SLD). For decades following pas-
sage of the law, a specifi c learning disability was diagnosed if a signifi cant discrepancy 
existed between the child’s measured intellectual ability and the level of achievement 
that could reasonably be expected from the child in one or more areas, including oral 
expression, listening comprehension, written expression, basic reading skills, reading 
comprehension, mathematics calculation, and m athematics 
reasoning. However, all of that changed with a new defi ni-
tion of SLD and new diagnostic guidelines. 

 As defi ned in 2007 by Public Law 108-147, a    specifi c 
learning disability    is “a disorder in one or more of the 
basic psychological processes involved in understanding 
or in using language, spoken or written, which disorder 
may manifest itself in the imperfect ability to listen, think, speak, read, write, spell, or do 
mathematical calculations.” Also, as reauthorized in 2004 and enacted into law in 2006, 
the Individuals with Disabilities Education Act (IDEA) mandated that state-adopted 

J U S T  T H I N K  .  .  .

Why do you think there has been so much 
disagreement and controversy over defi ni-
tion of the term learning disability ?

◆
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criteria for defi ning SLD  not  be on the basis of a severe discrepancy between intellectual 
ability and achievement. It further mandated that no single measure be used “as the 
sole criterion for determining whether a child is a child with a disability. . .” In a com-
ment designed to clarify the intent of the law, the Department of Education wrote that 
“an evaluation must include a variety of assessment tools and strategies and cannot 
rely on any single procedure as the sole criterion for determining eligibility for special 
education and related services.” Additionally, as pointed out by Dr. Rebecca Anderson 
(see  Meet an Assessment Professional ), there are exclusionary criteria to be kept in mind.  

   Measures of General Achievement 

 Measures of general achievement may survey learning in one or more academic areas. 
Tests that cover a number of academic areas are typically divided into several sub-
tests and are referred to as  achievement batteries.  Such batteries may be individually 
administered or group administered. They may consist of a few subtests, as does the 
Wide Range Achievement Test-4 (Wilkinson & Robertson, 2006) with its measures of 
reading, spelling, arithmetic, and (new to the fourth edition) reading comprehension. 
Achievement may be as comprehensive as the STEP Series, which includes subtests in 
reading, vocabulary, mathematics, writing skills, study skills, science, and social stud-
ies; a behavior inventory; an educational environment questionnaire; and an activities 
inventory. 

 Some batteries, such as the SRA California Achievement Tests, span kindergar-
ten through grade 12, whereas others are grade- or course-specifi c. Some batteries 
are constructed to provide both norm-referenced and criterion-referenced analyses. 
O thers are concurrently normed with scholastic aptitude tests to enable a comparison 
between achievement and aptitude. Some batteries are constructed with practice tests 
that may be administered several days before actual testing to help students familiar-
ize themselves with testtaking procedures. Other batteries contain    locator    or routing 
tests, pretests administered to determine the level of the actual test most appropriate 
for administration. 

 One popular instrument appropriate for use with persons age 4 through adult is the 
Wechsler Individual Achievement Test-Second Edition, otherwise known as the WIAT-II 
(Psychological Corporation, 2001). This instrument is used not only to gauge achieve-
ment but also to develop hypotheses about achievement versus ability. It features nine 
subtests that sample content in each of the seven areas listed in a past revision of the 
Individuals with Disabilities Education Act: oral expression, listening comprehension, 
written expression, basic reading skill, reading comprehension, mathematics calcula-
tion, and mathematics reasoning. The test was designed to facilitate understanding 
of the problem-solving processes and strategies that testtakers use in these areas. The 
manual provides age- and grade-based standard score information. Test scores allow 
for detailed skill analysis and specifi cation of intervention targets for individualized 
education plans. Scoring is done either manually or by means of optional software 
capable of creating a basic report that is exportable to a word processor. 

 Of the many available achievement batteries, the test most appropriate for use is the 
one most consistent with the educational objectives of the individual teacher or school 
system. For a particular purpose, a battery that focuses on achievement in a few select 
areas may be preferable to one that attempts to sample achievement in several areas. 
On the other hand, a test that samples many areas may be advantageous when an indi-
vidual comparison of performance across subject areas is desirable. If a school or a local 
school district undertakes to follow the progress of a group of students as measured by 
a particular achievement battery, then the battery of choice will be one that spans the 

coh29097_ch11_345-377.indd   352 12/3/08   12:40:29 PM



Chapter 11: Preschool and Educational Assessment   353

M E E T  A N  A S S E S S M E N T  P R O F E S S I O N A L

results could be explained by the student’s motor 
diffi culties and would not necessarily indicate the 
presence of a specifi c learning disability.

Read more of what Dr. Anderson had to say—
her complete essay—at www.mhhe
.com/cohentesting7.

Meet Dr. Rebecca Anderson

 hen determining eligibility [for support for a spe-
cifi c learning disability], it is critical to examine the 
exclusionary criteria. A determination that a spe-
cifi c learning disability exists cannot be made if the 
student’s learning diffi culty is solely the result of 
cultural, linguistic, or socioeconomic disadvantage, 
and/or excessive absences from school resulting in 
missed instruction. Moreover, it is important to 
assess other areas of development that may be 
impacting the testing results (for example, physical 
impairment, health impairment, sensory impair-
ment, neurological impairment, intellectual 
impairment, developmental delay, communication 
impairment, or emotional impairment). A child with 
a receptive language disorder, for example, may 
have diffi culty understanding the directions, which 
would negatively impact the achievement testing 
results. In this case, the primary disability may be a 
communication disorder. Additionally, a child with 
fi ne or gross motor skill delays may have diffi culty 
on tasks assessing written production. Although 
their writing scores may be below a verage, the 

WW

Rebecca Anderson, Ph.D., Independent Practice, 
Consulting School Psychologist

targeted subject areas in all the grades to be tested. If ability to distinguish individual 
areas of diffi culty is of primary concern, then achievement tests with strong diagnostic 
features will be chosen. 

 Although achievement batteries sampling a wide range of areas, across grades, and 
standardized on large, national samples of students have much to recommend them, 
they also have certain drawbacks. For example, such tests usually take years to develop; 
in the interim the items, especially in fi elds such as social studies and science, may 
become outdated. Further, any nationally standardized instrument is only as good as 
the extent to which it meets the (local) test user’s objectives.  

  Measures of Achievement in Specifi c Subject Areas 

 Whereas achievement batteries tend to be standardized instruments, most measures 
of achievement in specifi c subject areas are teacher-made tests. Every time a teacher 
gives a quiz, a test, or a fi nal examination in a course, a test in a specifi c subject area has 
been created. Still, there are a number of standardized instruments designed to gauge 
achievement in specifi c areas. 

 At the elementary-school level, the acquisition of basic skills such as reading, writ-
ing, and arithmetic is emphasized. Tests to measure achievement in reading come in 
many different forms. For example, there are tests for individual or group a dministration 
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and for silent or oral reading. The tests may vary in the theory of cognitive ability on 
which they are based and in the type of subtest data they yield. In general, the tests 
present the examinee with words, sentences, or paragraphs to be read silently or aloud, 
and reading ability is assessed by variables such as comprehension and vocabulary. 
When the material is read aloud, accuracy and speed are measured. Tests of reading 
comprehension also vary with respect to the intellectual demands placed on the exam-
inee beyond mere comprehension of the words read. Thus, some tests might require the 
examinee to simply recall facts from a passage whereas others might require interpreta-
tion and the making of inferences. 

 At the secondary school level, one popular battery is the Cooperative Achievement 
Test. It consists of a series of separate achievement tests in areas as diverse as English, 
mathematics, literature, social studies, science, and foreign languages. Each test was 
standardized on different populations appropriate to the grade level, with samples ran-
domly selected and stratifi ed according to public, parochial, and private schools. In 
general, the tests tend to be technically sound instruments. Assessment of achievement 
in high-school students may involve evaluation of minimum competencies, often as a 
requirement for a high-school diploma (see this chapter’s  Close-up ). 

 At the college level, there has been growing interest on the part of state legisla-
tures to mandate end-of-major outcomes assessment in state colleges and universities. 
Apparently, taxpayers want confi rmation that their education tax dollars are being 
well spent. Thus, for example, undergraduate psychology students attending a state-
run institution could be required in their senior year to sit for a fi nal—in the literal 
sense—examination encompassing a range of subject matter that could be described 
as “everything that an undergraduate psychology major should know.” And if that 
sounds formidable to you, be advised that the task of developing such examinations is 
all the more formidable. 

 Another use for achievement tests at the college level, as well as for adults, is place-
ment. The advanced placement program developed by the College Entrance Examina-
tion Board offers high-school students the opportunity to achieve college credit for work 
completed in high school. Successful completion of the advanced placement test may 
result in advanced standing, advanced course credit, or both, depending on the college 
policy. Since its inception, the advanced placement program has resulted in advanced 
credit or standing for more than 100,000 high-school students in approximately 2,000 
colleges. 

 Another type of test that has application for placement purposes, particularly in 
areas of the country where English may be spoken as a second language, is a test of 
English profi ciency. Data from English profi ciency tests are currently used in the place-
ment of college applicants in appropriate levels of English as a Second Language (ESL) 
programs. However, in an era of growing numbers of native and immigrant Americans 
with limited English profi ciency—and in a social climate that has legislators writing 
bills proclaiming English to be the offi cial language of the state—one can foresee the 

increasing importance of issues related to the testing of 
English profi ciency. 

 Achievement tests at the college or adult level may 
also assess whether college credit should be awarded for 
learning acquired outside a college classroom. Numerous 
programs are designed to systematically assess whether 
suffi cient knowledge has been acquired to qualify for course 
credit. The College Level Examination Program (CLEP) is 

based on the premise that knowledge may be obtained through independent study and 
sources other than formal schooling. The program includes exams in subjects ranging 

J U S T  T H I N K  .  .  .

Is there an extracurricular life experience 
for which you should be given college 
credit? What would a test to measure what 
you learned from that experience look like?

◆
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C L O S E - U P

Tests of Minimum Competency

oon after the United States became an independent nation, 
one citizen commented in a book entitled Letters from an 
American Farmer that a “pleasing uniformity of decent com-
petence appears throughout our habitations” (Crèvecoeur, 
1762/1951, cited in Lerner, 1981). Over two hundred years 
later, widespread dissatisfaction with the lack of competence 
in this country has become evident. At about the time of the 
nation’s bicentennial celebration, a grassroots movement 
aimed at eradicating illiteracy and anumeracy began taking 
shape. By 1980, 38 states had passed legislation requir-
ing the schools to administer a test to determine whether 
secondary school graduates had developed “minimum com-
petence.” Exactly what constituted minimum competence 
varied from one jurisdiction to the next, but it generally 
referred to some basic knowledge of reading, writing, and 
arithmetic. The movement has gained momentum with the 
realization that the illiterate and anumerate often wind up not 
just unemployed but unemployable. The unfortunate conse-
quence is that too many of these individuals require public 
assistance or, alternatively, turn to crime—some fi nding 
their way to jail.

A minimum competency testing program is designed to 
ensure that a student who is awarded a high-school diploma 
has at least acquired the minimal skills to become a produc-
tive member of society. Such minimal skills include fi lling 
out an employment application, writing checks, balancing a 
checkbook, and interpreting a bank statement.

As an example of one test of minimum competency, we 
focus attention on the Alabama High School G raduation 
Exam (AHSGE). A publication of the Alabama State Depart-
ment of Education (Teague, 1983) sets forth detailed speci-
fi cations for items to be used in the AHSGE. The skills that 
are tested are based on ninth-grade minimum competen-
cies in the areas of Reading, Language, and Mathematics. 
Some of the skills listed in the area of Language are as 
follows.

■ Observe pronoun-antecedent agreement. The student 
chooses the pronoun that agrees with its antecedent.

■ Use correct forms of nouns and verbs. The student chooses 
the correct form of nouns (singular and/or plural) and verbs 
(regular and/or irregular) and selects verbs that agree with the 
subjects.

SS ■ Include in a message or request all necessary information 
(who, what, when, where, how, or why). The student 
demonstrates knowledge about the information necessary in a 
message or request.

■ Determine what information is missing from a message, 
an announcement, or a process explanation; or what 
information is irrelevant.

■ Identify question marks, periods, and exclamation points 
to punctuate sentences.

■ Identify words frequently used in daily activities. The 
student recognizes frequently used words that are spelled 
incorrectly.

■ Complete a common form, such as a driver’s license 
application or change of address form.

■ Identify the proper format of a friendly letter.
■ Identify the proper format of a business letter. The student 

demonstrates knowledge of the proper format of a business 
letter, which includes punctuation and capitalization. (Test 
questions refer to business letters reproduced in the test booklet; 
an example appears at the end of this Close-up.)

Although minimum competency may seem like a good 
idea, it has not gone unchallenged in the courts. Who should 
determine the skills involved in minimum competence and 
the lack of it? What consequence should result from being 
found not minimally competent? Will a minimum compe-
tence requirement for a high-school diploma motivate the 
academically unmotivated? In 1979, a federal judge in Flor-
ida found the scheduled application of that state’s minimum 
competency law unconstitutional. Condemning the judge’s 
decision, Lerner (1981) wrote that “disputes over empirical 
questions cannot be resolved by judicial fi at,” and she went 
on to document that (1) substantial numbers of Americans 
are failing to master basic skills, such as reading; (2) the 
consequences of such defi cits warrant action; and (3) the 
actions recommended by minimum competence advocates 
offer reasonable hope of bringing about the desired change 
(see also Lerner, 1980). Critics (such as Airasian et al., 
1979; Haney & Madaus, 1978; Tyler, 1978) object primarily 
on the grounds of the potential for abuse inherent in such 
programs, though some criticisms have also been voiced 
regarding the psychometric soundness of the instruments.

(continued)
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C L O S E - U P

Tests of Minimum Competency 

(continued)

120 Drewry Road
Monroeville, Alabama 36460

Miss Ann Andrews, Director
Parks and Recreation
Monroeville, Alabama 36460

Dear Miss Andrews:

 Our class would like to use the Community House for our senior prom. The tentative date for 
the prom is April 30, 2009. Please let me know if the ballroom is available on this date and the 
charges for the use of this facility.

yours truly,

Jan Austin

1. What part of the letter is the 
salutation?

a. Jan Austin
*b. Dear Miss Andrews:
c. yours truly,
d. Miss Ann Andrews

2. Which part of the letter has an error in 
punctuation?

a. The salutation
b. The closing
c. The signature

*d. The heading

3. Which part of the letter has an error in 
capitalization?

*a. The closing
b. The body
c. The inside address
d. The heading

4. Which part of this business letter has been 
omitted?

*a. The date of the letter
b. The salutation
c. The closing
d. The inside address

Sample Items Designed to Evaluate the Testtaker’s Knowledge of the Format for a Business Letter

from African American history to tests and measurement. The Profi ciency Examination 
Program (PEP) offered by the American College Testing Program is another service 
designed to assess achievement and skills learned outside the classroom. 

 The special needs of adults with a wide variety of educational backgrounds are 
addressed in tests such as the Adult Basic Learning Examination (ABLE), a test intended 
for use with examinees age 17 and older who have not completed eight years of formal-
ized schooling. Developed in consultation with experts in the fi eld of adult education, 
the test is designed to assess achievement in the areas of vocabulary, reading, spelling, 
and arithmetic. 

 Achievement tests in nationwide use may test for information or concepts that are 
not taught within a specifi c school’s curriculum. Some children will do well on such 
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items anyway, having been exposed to the concepts or information independently. 
P erformance on a school achievement test therefore does not depend entirely on school 
achievement. Concern about such issues has led to an interest in     curriculum-based 
assessment (CBA),    a term used to refer to assessment of information acquired from 
teachings at school.    Curriculum-based measurement (CBM),    a type of CBA, is charac-
terized by the use of standardized measurement procedures to derive local norms to be 
used in the evaluation of student performance on curriculum-based tasks. 

 Before leaving the topic of achievement tests, we will briefl y point out that there are 
at least two distinctly different types of achievement test items. One type of achieve-
ment test item draws on rote memory and is usually fact-based in nature. An example 
of such a fact-based test item is:

   1. One type of item that could be used in an achievement test is an item that requires

   a. remote memory  

  b. rote memory  

  c. memory loss  

  d. mnemonic loss       

 Alternatively, achievement test items can require that the respondent not only 
know and understand relevant facts but also be able to apply them. Because respon-
dents must draw on and apply knowledge related to a particular concept, these types 
of achievement test items are referred to as  conceptual  in nature. Here’s one example of 
a conceptual type of item on an achievement test designed to measure mastery of the 
material in this chapter:

   2. Which of the following testtakers would be a likely candidate for the CLEP?

   a. an illiterate migrant farm worker  

  b. a child factory worker  

  c. a learning disabled third-grader  

  d. a carpenter with little formal education       

 The correct response to item 1 is “b” — an alternative that could be arrived at by 
rote memory alone. Item 2 requires a bit more than rote memory; it requires  applying  
knowledge related to what the CLEP is. Choice “a” can be eliminated because a writ-
ten test would not be appropriate for administration to an 
illiterate testtaker. Choices “b” and “c” can be eliminated 
because the CLEP is administered to adults. A knowledge-
able respondent could arrive at the correct alternative, “d,” 
either by the process of elimination or by application of 
the knowledge of what the CLEP is and with whom it is 
designed to be used. 

 Let’s move—but not very far—from the subject of achievement tests to the subject 
of aptitude tests. Before doing so, try your hand (and mind) on this  Just Think  exercise.     

  Aptitude Tests 

  We are all constantly acquiring information through everyday life experiences and 
formal learning experiences (such as course work in school). The primary difference 
between achievement tests and aptitude tests is that    aptitude tests    tend to focus more 

J U S T  T H I N K  .  .  .

“Achievement tests measure learned 
knowledge, whereas aptitude tests measure 
innate potential.” Why is this belief a myth?

◆
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on informal learning or life experiences whereas achievement tests tend to focus on 
the learning that has occurred as a result of relatively structured input. Keeping this 
distinction in mind, consider the following two items; the fi rst is from a hypothetical 
achievement test and the second from a hypothetical aptitude test.

   1. A correlation of .7 between variables  X  and  Y  in a predictive validity study 
a ccounts for what percentage of the variance?

   a. 7%  

  b. 70%  

  c. .7%  

  d. 49%  

  e. 25%     

  2. o is to O as x is to

   a. /  

  b. %  

  c. X  

  d. Y       

 At least on the face of it, Item 1 appears to be more dependent on formal learning 
experiences than does Item 2. The successful completion of Item 1 hinges on familiarity 
with the concept of correlation and the knowledge that the variance accounted for by a 
correlation coeffi cient is equal to the square of the coeffi cient (in this case, .7 2 , or .49—
choice “d”). The successful completion of Item 2 requires experience with the concept 
of size as well as the ability to grasp the concept of analogies. The latter abilities tend to 
be gleaned from life experiences (witness how quickly you determined that the correct 
answer was choice “c”). 

 Interestingly, the label  achievement  or  aptitude  for a test may depend not simply on 
the types of items contained in the test but also on the intended  use  of the test. It is pos-
sible for two tests containing the same or similar items to be called by different names: 
one could be labeled an aptitude test while the other is labeled an achievement test. In 

the preceding examples, a nonverbal analogy item repre-
sented an aptitude test item. However, this same item could 
very well have been used to represent an achievement test 
item—one administered to test knowledge acquired, for 
example, at a seminar on conceptual thinking. Similarly, 
the fi rst item, presented as an illustrative achievement test 
item, might well be used to assess aptitude (in statistics 
or psychology, for example) were it included in a test not 

expressly designed to measure achievement in this area. Whether a test is seen as mea-
suring aptitude or achievement is a context-based judgment. That is, whether or not a 
test will be viewed as tapping aptitude or achievement will be based, at least in part, 
on whether or not the testtaker is presumed to have prior exposure or formal learning 
related to the test’s content. 

 Aptitude tests, also referred to as    prognostic tests,    are typically used to make pre-
dictions. Some aptitude tests have been used to measure readiness to:

■    enter elementary school  

  ■ successfully complete a challenging course of study in secondary school  

J U S T  T H I N K  .  .  .

Create an item for an aptitude test that will 
compel testtakers to draw on life experi-
ence rather than classroom learning for a 
response.

◆
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  ■ successfully complete college-level work  

  ■  successfully complete graduate-level work, including a course of study at a profes-
sional or trade school    

 Achievement tests may also be used for predictive purposes. For example, an indi-
vidual who performs well on a fi rst-semester foreign-language achievement test might 
be considered a good candidate for the second term’s work. The operative assumption 
here is that an individual who was able to master certain basic skills should be able to 
master more advanced skills. When such assumptions are operative, achievement tests—
as well as test items that tap achievement—are used in ways akin to aptitude tests. 

 Typically, when measures of achievement tests are used to make predictions, the 
measures tend to draw on narrower and more formal learning experiences than do 
aptitude tests. For example, a measure of achievement in a course entitled Basic Con-
versational French might be used as a predictor of achievement for a course entitled 
Advanced Conversational French. Aptitude tests tend to 
draw on a broader fund of information and abilities and 
may be used to predict a wider variety of variables. 

 In the following sections, we survey some aptitude 
tests used in schools from entry level through graduate 
and professional institutions. Note that, at the entry level, 
an “unwritten rule” known to assessment professionals is 
that they should refer to what is essentially an aptitude 
test as a    readiness test.    Perhaps this is because the pri-
mary purpose of such tests is to assess a child’s readiness 
for learning. As the level of education climbs, however, 
the term  readiness  is dropped in favor of the term  aptitude,  
although readiness is very much implied at all levels. So, 
for example, the G raduate Record Examination (GRE), given in college and used as a 
predictor of ability to do g raduate-level work, might have been called the “GSRE” or 
“Graduate School Readiness Examination.”  

   The Elementary-School Level 

 The age at which a child is mandated by law to enter school varies from state to state. 
Yet individual children of the same chronological age may vary widely in how ready 
they are to separate from their parents and begin academic learning. Children entering 
the educational system come from a wide range of backgrounds and experiences, and 
their rates of physiological, psychological, and social development also vary widely. 
School readiness tests provide educators with a yardstick by which to assess pupils’ 
abilities in areas as diverse as general information and sensorimotor skills. One of many 
instruments designed to assess children’s readiness and aptitude for formal education 
is the Metropolitan Readiness Tests (MRTs). 

  The Metropolitan Readiness Tests (MRTs)   The MRTs are a group-administered battery 
that assesses the development of the reading and mathematics skills important in the 
early stages of formal school learning. The test is divided into two levels: Level I, to be 
used with beginning and middle kindergarteners, and Level II, which spans the end of 
kindergarten through fi rst grade ( Table 11–1 ). There are two forms of the test at each 
level. The tests are orally administered in several sessions and are untimed, though 
they typically require about 90 minutes to administer. A practice test (especially useful 

J U S T  T H I N K  .  .  .

Well beyond measuring readiness to par-
ticipate in higher education, tests such as 
the SAT and the GRE have been praised 
as “levelers” that “level the playing fi eld.” 
Scores on these tests are blind to what 
school you came from and the grades you 
received there. Do you agree that these 
tests help “level the playing fi eld” for 
testtakers?

◆
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with young children who have had minimal or no prior testtaking experience) may be 
administered several days before the actual testing to help familiarize students with the 
procedures and format. 

 Normative data for the current edition of the MRTs are based on a national sample 
of approximately 30,000 children. The standardization sample was stratifi ed accord-
ing to geographic region, socioeconomic factors, prior school experience, and ethnic 
background. Data were obtained from both public and parochial schools and from both 
large and small schools. Split-half reliability coeffi cients for both forms of both levels 
of the MRT as well as Kuder-Richardson measures of internal consistency were in the 
acceptably high range. Content validity was developed through an extensive review of 
the literature, analysis of the skills involved in the reading process, and the develop-
ment of test items that refl ected those skills. Items were reviewed by minority consul-
tants in an attempt to reduce, if not eliminate, any potential ethnic bias. The predictive 
validity of MRT scores has been examined with reference to later school achievement 
indices, and the obtained validity coeffi cients have been relatively high.   

  The Secondary-School Level 

 Perhaps the most obvious example of an aptitude test widely used in the schools at the 
secondary level is the SAT, which until 1993 went by the name Scholastic Aptitude Test. 
The test has been of value not only in the college selection process but also as an aid to 
high-school guidance and job placement counselors; it has value in helping students 
decide whether further academics, vocational training, or some other course of action 
would be most advisable. 

 What is collectively referred to as “the SAT” is actually a number of tests that con-
sist of (1) the SAT Reasoning Test, and (2) SAT subject tests. The topics covered in the 
Reasoning Test include  critical reading  (formally known as the  Verbal  tests, with tasks 
such as reading comprehension),  mathematics  (testing knowledge of subjects such as 
algebra, geometry, basic statistics, and probability), and  writing  (in which knowledge of 
grammar, usage, and word choice is tested through both multiple-choice items and an 
essay question). The fi rst test administered is an essay question, and the last test admin-
istered is a multiple-choice writing test. The order of the intervening tests is varied so 
that no two testtakers sitting next to each other are presented with the same tests. The 
SAT Subject tests are one-hour long tests designed to measure achievement in specifi c 
subject areas such as English, History and Social Studies, Mathematics, Science, and 
Languages. Colleges may require or recommend taking a specifi c subject test for pur-
poses of admission or placement or simply to advise students about course selection. 
The SAT always seems to be a “work in progress” with regard to its form and nature. 
For the most current information about the SAT, including sample questions, visit the 
College Board’s Web site at   www.collegeboard.com.   

 The ACT Assessment, commonly referred to by its three letters (“A-C-T”) and  not  
by rhyming it with “fact,” serves a purpose that is similar to the SAT’s. Formerly known 
as the American College Testing Program, the ACT was developed at the University of 
Iowa. This college entrance examination was an outgrowth of the Iowa Tests of Edu-
cational Development. The test is curriculum-based, with questions directly based on 
typical high-school subject areas. One study comparing the ACT with the SAT found 
that the tests were highly correlated with each other in many respects and that both 
were highly correlated with general intelligence (Koenig et al., 2008). 

 Although most colleges and universities in the United States require SAT or ACT 
scores before an applicant is considered for admission, how much do they really 
rely on them for making college entrance decisions? Probably less than most people 
believe. Institutions of higher learning in this country differ widely with respect to 
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their admission criteria. Even among schools that require SAT or ACT test scores, 
varying weights are accorded to the scores with respect to admission decisions. 
Scores on the SAT or ACT, along with other criteria (such as grade point average), 
are designed to help admissions committee determine which of many candidates will 
do well at their institution. And given the competition for a fi nite number of seats 
at institutions of higher learning, these tests also serve a “gatekeeping” function—
serving both to award seats to students with documented academic potential and 
to preserve an institution’s reputation for selectivity. However, SAT and ACT test 
scores can be balanced by other admissions criteria designed to achieve other goals of 
admissions committees, such as the encouragement of diversity on campus. Motiva-
tion and interest, which are clearly necessary to sustain a student through an under-
graduate or graduate course of study, may be judged by less standardized means 
such as letters written by the candidates themselves, letters of recommendation, and 
personal interviews.  

  The College Level and Beyond 

 If you are a college student planning to pursue further education after graduation, you 
are probably familiar with the letters G, R, and E (which together form an acronym that 
is very much on the minds of many graduate-school-bound students). 

Table 11–1
The Metropolitan Readiness Tests

Level I

Auditory Memory: Four pictures containing familiar objects are presented. The examiner reads aloud several words. The child must 
select the picture that corresponds to the same sequence of words that were presented orally.

Rhyming: The examiner supplies the names of each of the pictures presented and then gives a fi fth word that rhymes with one of them. 
The child must select the picture that rhymes with the examiner’s word.

Letter Recognition: The examiner names different letters, and the child must identify each from the series presented in the test booklet.

Visual Matching: A sample is presented, and the child must select the choice that matches the sample.

School Language and Listening: The examiner reads a sentence, and the child selects the picture that describes what was read. The 
task involves some inference-making and awareness of relevancy of detail.

Quantitative Language: The test assesses comprehension of quantitative terms and knowledge of ordinal numbers and simple math-
ematical operations.

Level II

Beginning Consonants: Four pictures representing familiar objects are presented in the test booklet and are named by the examiner. 
The examiner then supplies a fi fth word (not presented), and the child must select the picture that begins with the same sound.

Sound-Letter Correspondence: A picture is presented, followed by a series of letters. The examiner names the picture, and the child 
selects the choice that corresponds to the beginning sound of the pictured item.

Visual Matching: As in the corresponding subtest at Level I, a model is presented, and the child must select the choice that matches the 
model.

Finding Patterns: A stimulus consisting of several symbols is presented, followed by a series of representative options. The child 
must select the option that contains the same sequence of symbols, even though they are presented in a larger grouping with more 
distractions.

School Language: As in the School Language and Listening Test at Level I, the child must select the picture that corresponds to an 
orally presented sentence.

Listening: Material is orally presented, and the child must select the picture that refl ects comprehension of and drawing conclusions 
about the stimulus material.

Quantitative Concepts 
Quantitative Operations

Both are optional tests that, like the Quantitative Language of Level I, assess comprehension of basic 
mathematical concepts and operations.

⎫
⎬
⎭
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  The Graduate Record Examinations (GRE)   This long-standing rite of passage for students 
seeking admission to graduate school has a General Test form as well as specifi c subject 
tests. The General Test contains verbal and quantitative sections as well as analytical 
writing sections. The verbal subtest taps, among other things, the ability to analyze 
and evaluate written materials as well as the ability to recognize relationships between 
concepts. The quantitative subtest taps, among other things, knowledge of basic math-
ematical concepts and the ability to reason quantitatively. The analytical writing sub-
test taps, among other things, critical thinking and the ability to articulate and argue 
ideas effectively in standard written English. The General Test may be taken by paper 
and pencil or by computer at a test center. If it is taken by computer, testtakers use an 
“elementary word processor” devised by the test developer so that persons familiar 
with one or another commercially available word-processing programs will not have 
an advantage. Essays written by respondents may be sent in their entirety to graduate 
institutions receiving GRE test reports. 

 Perhaps because of the potentially momentous importance of GRE test results, a 
number of independent researchers have critically examined the test with regard to 
various psychometric variables. One comprehensive meta-analysis of the relevant lit-
erature focused on the use of the GRE along with undergraduate grade point average 
as predictors of graduate success. The researchers concluded that the GRE was a valid 
predictor of several important criterion measures (ranging from graduate grade point 
average to faculty ratings) across disciplines (Kuncel et al., 2001). 

 Experience tells us that many readers of this book have more than a casual interest 
in one specifi c GRE subject test:  Psychology.  “How do I prepare for it?” is a common 
question. Here is a four-step preparation program you may wish to consider:

■     Step 1:  Visit the offi cial GRE Web site maintained by Educational Testing Service 
(ETS) at  www.ets.org/gre . Navigate to the  Subject Tests,  and then click on  Psychology.  
Use this resource to the fullest to get all the information you can about the current 
form of the test, even a practice sample of the test.  

  ■  Step 2:  Dust off your introductory psychology textbook and then reread it, review 
it, do whatever you need to in order to relearn it. If for some reason you no longer 
have that textbook, or if you took introductory psychology ages ago, ask your in-
structor to recommend a current text that provides a comprehensive review of the 
fi eld. Then, read that textbook diligently from cover to cover.  

■    Step 3:  Many students have praise for some commercially available review books. 
There are many available. Spend an evening at your favorite bookstore browsing 
through the ones available; identify the one that you think will work best for you, 
and buy it. Typically, these exam preparation books contain a number of sample 
tests that may be helpful in pinpointing areas that will require extra study.  

  ■  Step 4:  Use all of the resources available to you (textbooks in your personal library, 
books in your school library, the Internet, etc.) to “fi ll in the gaps” of knowledge 
you have identifi ed. Additionally, you may fi nd it helpful to read about effective 
test preparation and testtaking strategies (see, for example, Loken et al., 2004).    

 After you have made your best effort to prepare for the test, know that you have the 
authors’ best wishes for luck with it. Or, in psychological and psychometric terms,  may 
the content sampled on the test match the content you have learned in preparing to take it, and 
may that information be readily accessed!   

  The Miller Analogies Test (MAT)   Another widely used examination is the Miller 
A nalogies Test. This is a 100-item, multiple-choice analogy test that draws not only on 
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the examinee’s ability to perceive relationships but also on general intelligence, vocabu-
lary, and academic learning. As an example, complete the following analogy:

    Classical conditioning  is to  Pavlov  as  operant conditioning  is to

   a. Freud  

  b. Rogers  

  c. Skinner  

  d. Jung  

  e. Dr. Phil       

 Successful completion of this item demands not only the ability to understand the rela-
tionship between classical conditioning and Pavlov but also the knowledge that it was 
B. F. Skinner (choice “c”) whose name—of those listed—is best associated with operant 
conditioning. 

 The MAT has been cited as one of the most cost-effective of all existing aptitude 
tests when it comes to forecasting success in graduate school (Kuncel & Hezlett, 2007a). 
However, readers should be aware that the use of most any aptitude test, even in com-
bination with other predictors, tends to engender controversy (see, for example, Brown, 
2007; Kuncel & Hezlett, 2007b; Lerdau & Avery, 2007; Sherley, 2007).  

  Other aptitude tests   Applicants for training in certain professions and occupations may 
be required to take specialized entrance examinations. For example, undergraduate stu-
dents interested in pursuing a career in medicine, including podiatry or osteopathy, 
will probably be required to sit for the Medical College Admission Test (MCAT). A 
high rate of attrition among students studying to become physicians in the 1920s was 
the stimulus for the development of this test in 1928. Since that time, the test has gone 
through a number of revisions. The various versions of the test “demonstrate that the 
defi nition of aptitude for medical education refl ects the professional and social mores 
and values of the time” (McGaghie, 2002, p. 1085). In its present form, the MCAT con-
sists of four sections: Verbal Reasoning, Physical Sciences, 
Writing Sample, and Biological Sciences. 

 Numerous other aptitude tests have been developed 
to assess specifi c kinds of academic, professional, and/or 
occupational aptitudes. Some of the more widely used 
tests are described briefl y in  Table 11–2 . There are also a 
number of lesser known (and less widely used) aptitude 
tests. For example, the Seashore Measures of Musical Tal-
ents (Seashore, 1938) is a now-classic measure of musical 
aptitude administered with the aid of a record (if you can 
fi nd a record player) or prerecorded tape. The six subtests 
measure specifi c aspects of musical talent (for example, 
comparing different notes and rhythms on variables such 
as loudness, pitch, time, and timbre). The Horn Art Aptitude Inventory is a measure 
designed to gauge various aspects of the respondent’s artistic aptitude. 

    Dynamic Assessment 

 Although originally developed for use with children, a dynamic approach to assess-
ment may be used with testtakers of any age. It is an approach to aptitude assessment 
that departs from reliance on and can be contrasted to fi xed (so-called “static”) tests. 
As was briefl y noted in Chapter 1, dynamic assessment encompasses an approach to 

J U S T  T H I N K  .  .  .

A really “offbeat” (for lack of a better term) 
artist takes the Imagery subtest of the 
Horn Art Aptitude Inventory as an admis-
sion requirement for an art school. Simon, 
the admissions offi cer for the school, fi nds 
the testtaker’s productions to be “off the 
norm charts” and so abstract so as to be 
beyond his comprehension. Does the artist 
have an aptitude for art?

◆
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Table 11–2
Some Entrance Examinations for Professional or Occupational Training

Entrance Examination and Web Site 
for More Information Brief Description

Medical College Admission Test (MCAT)
www.aamc.org

Designed to assess problem solving, critical thinking, and writing skills, as well as knowledge 
of science concepts prerequisite to the study of medicine

Law School Admission Test (LSAT)
www.lsac.org

A standardized measure of acquired reading and verbal reasoning skills. Includes measures 
of reading comprehension, analytical reasoning, and logical reasoning, as well as a writing 
sample

Veterinary College Admission Test (VCAT)
www.tpcweb.com (follow links)

Assesses fi ve content areas: biology, chemistry, verbal ability, quantitative ability, and reading 
comprehension

Dental Admission Test (DAT)
www.ada.org

Conducted by the American Dental Association, this test may be computer administered almost 
any day of the year. Includes four sections: Natural Sciences (biology, general c hemistry, 
organic chemistry), Perceptual Ability (including angle discrimination tasks), Reading 
Comprehension, and Quantitative Reasoning (including algebra, various conversions, prob-
ability and statistics, geometry, trigonometry, and applied mathematics)

Pharmacy College Admission Test (PCAT)
http://marketplace.psychcorp.com (follow links)

Contains fi ve subtests: Verbal (including vocabulary with analogies and antonyms), 
Q uantitative (arithmetic, fractions, decimals, percentages, algebra, and reasoning), Biology, 
Chemistry (basic organic and inorganic), Reading Comprehension (analyze and interpret 
passages)

Optometry Admission Test (OAT)
www.opted.org

Contains four subtests: Natural Sciences (tapping knowledge of biology, general chemistry, 
and organic chemistry), Reading Comprehension, Physics, and Quantitative Reasoning

Allied Health Professions Admission Test (AHPAT)
www.tpcweb.com (follow links)

Assesses ability in fi ve content areas: biology, chemistry, verbal ability, quantitative ability, 
and reading comprehension. Designed for use with aspiring physical and occupational 
therapists, physician’s assistants, and other members of allied health professions

Entrance Examination for Schools of Nursing (RNEE)
www.tpcweb.com (follow links)

Voted by the authors of this textbook as “Test with Trickiest Acronym,” the RNEE assesses 
ability in fi ve content areas: physical sciences, numerical ability, life sciences, verbal ability, 
and reading comprehension

Accounting Program Admission Test (APAT)
www.tpcweb.com (follow links)

Measures student achievement in elementary accounting by means of 75 multiple-choice 
questions, 60% of which deal with fi nancial accounting and the remaining 40% of which 
deal with managerial accounting

Graduate Management Admission Test
www.mba.com

Measures basic verbal and mathematical and analytical writing skills through three subtests: 
Analytical Writing Assessment, the Quantitative section, and the Verbal section

exploring learning potential that is based on a test-intervention-retest model. The theo-
retical underpinnings of this approach can be traced to the work of Budoff (1967, 1987), 
Feuerstein (1977, 1981) and Vygotsky (1978). 

 Budoff explored differences between defi cits identifi ed by standardized tests that 
seemed to be due to differences in education versus mental defi ciency. He did this by 
determining whether training could improve test performance. Feuerstein’s efforts 
focused on the extent to which teaching of principles and strategies (or mediated learning) 
modifi ed cognition. Based on this research, he and his colleagues developed a dynamic 
system of assessment tasks called The Learning Potential Assessment Device (LPAD; 
Feuerstein et al., 1979). The LPAD was designed to yield information about the nature 
and amount of intervention required to enhance a child’s performance. Vygotsky (see 
 Figure 11–2 ) introduced the concept of a zone of proximal development or “the distance 
between the actual developmental level as determined by individual problem-solving, 
and the level of potential development as determined through problem-solving under 
adult guidance or in collaboration with more capable peers” (1978, p.86). The “zone” 
referred to is, in essence, the area between a testtaker’s ability as measured by a formal 
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test and what might be possible with instruction or “guidance.” It may be thought of as 
an index of learning potential that will vary depending upon factors such as the extent 
of the testtaker’s abilities and the nature of the task. 

 Dynamic assessment procedures differ from more traditional assessment proce-
dures in several key ways. Whereas examiners administering tests in the traditional 
ways are taught to scrupulously maintain neutrality, dynamic assessors—especially 
when intervening with teaching, coaching, or other “guidance”—are hardly neutral. 
To the contrary, their goal may be to do everything in their power to help the test-
taker master material in preparation for retesting. Depending upon the assessor’s 
particular approach to dynamic assessment, variations may be introduced into the 
a ssessment that are designed to better understand or remediate the obstacles to 
learning. These variations may take any number of different forms, such as clues 

Figure 11–2
Lev Semyonovitch Vygotsky (1896–1934)

Now viewed as a celebrated researcher in the history of Soviet psychology and a present-day infl uence in 
American education and psychology, Vygotsky was hardly celebrated in his homeland during his lifetime. 
He labored under strict government regulation and censorship and widespread anti-Semitism (Etkind, 
1994). He worked for very little pay, lived in the basement of the Institute in which he worked, and suffered 
ill health—succumbing from years of living with tuberculosis at the age of 38. Although his political 
views were Marxist, he was hardly embraced by the authorities. In the end, his works were banned by the 
government and, as Zinchenko (2007) put it, “he was lucky to have managed to die in his own bed.”

Vygotsky’s impact on the behavioral science community will be long felt years after the relatively 
brief decade or so that his psychology laboratory was active. His published writings stimulated thought in 
diverse fi elds including educational psychology, developmental psychology, and physiological psychology. 
A. R. Luria was a contemporary of Vygotsky and Vygotsky was believed to have had a great infl uence 
on Luria’s thinking (Radzikhovskii & Khomskaya, 1981). In his own autobiography, Luria referred to 
Vygotsky as a genius.
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or prompts delivered in verbal or nonverbal ways. Of course, the great diversity of 
approaches to dynamic assessment in terms of the goals pursued and the specifi c tech-
niques and methods used make judgments as to the validity of this approach diffi cult 
(Beckmann, 2006).    

  Diagnostic Tests 

  By the early twentieth century, it was recognized that tests of intelligence could be used 
to do more than simply measure cognitive ability. Binet and Simon (1908/1961) wrote 
of their concept of “mental orthopedics,” whereby intelligence test data could be used to 
improve learning. Today, a distinction is made between tests and test data used primar-
ily for  evaluative  purposes and tests and test data used primarily for  diagnostic  purposes. 
The term  evaluative,  as used in phrases such as  evaluative purposes  or    evaluative infor-
mation,    is typically applied to tests or test data that are used to make judgments (such 
as pass–fail and admit–reject decisions). By contrast, the term  diagnostic,  as used in 
educational contexts and phrases such as  diagnostic purposes  or    diagnostic in formation,    is 
typically applied to tests or test data used to pinpoint a student’s diffi culty, usually for 
remedial purposes. 

 A diagnostic reading test may, for example, contain a number of subtests. Each 
subtest is designed to analyze a specifi c knowledge or skill required for reading. The 
objective of each of these subtests might be to bring into focus the specifi c problems that 
need to be addressed if the testtaker is to read at an appropriate grade level. By the way, 
the line between “diagnostic” and “evaluative” testing is not carved in stone; diagnostic 
information can be used for evaluative purposes, and information from evaluative tests 
can provide diagnostic information. For example, on the basis of a child’s performance 
on a diagnostic reading test, a teacher or an administrator might make a class place-
ment decision. 

 Diagnostic tests do not necessarily provide information that will answer questions 
concerning  why  a learning diffi culty exists. Other educational, psychological, and per-
haps medical examinations are needed to answer that question. In general, diagnostic 
tests are administered to students who have already demonstrated their problem with 
a particular subject area through their poor performance either in the classroom or on 
some achievement test. For this reason, diagnostic tests may contain simpler items than 
achievement tests designed for use with members of the same grade.  

   Reading Tests 

 The ability to read is integral to virtually all classroom learning, so it is not surprising that 
a number of diagnostic tests are available to help pinpoint diffi culties in acquiring this 
skill. Some of the many tests available to help pinpoint reading diffi culties include the 
Stanford Diagnostic Reading Test, the Metropolitan Reading Instructional Tests, the 
Diagnostic Reading Scales, and the Durrell Analysis of Reading Test. For i llustrative 
purposes we briefl y describe one such diagnostic battery, the Woodcock Reading 
M astery Tests. 

  The Woodcock Reading Mastery Tests-Revised (WRMT-R)   This test battery is suitable for 
children age 5 and older and adults to age 75 and beyond. In short, it seems to be one of 
those tests that we characterize as being rated  E  for  Everyone  (to borrow from  X-Box  and 
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 Playstation  parlance). Here is a listing of this test’s subtests, including a brief description 
of the kinds of tasks on each:

    Letter Identifi cation:  Items that measure the ability to name letters presented in different 
forms. Both cursive and printed as well as uppercase and lowercase letters are pre-
sented.  

   Word Identifi cation:  Words in isolation arranged in order of increasing diffi culty. The 
student is asked to read each word aloud.  

   Word Attack:  Nonsense syllables that incorporate phonetic as well as structural analy-
sis skills. The student is asked to pronounce each nonsense syllable.  

   Word Comprehension:  Items that assess word meaning by using a four-part analogy 
f ormat.  

   Passage Comprehension:  Phrases, sentences, or short paragraphs, read silently, in which 
a word is missing. The student must supply the missing word.    

 The tests are individually administered and are designed to measure skills inher-
ent in reading. The tests come in two forms, G and H, and each form contains the fi ve 
subtests listed above. Form G also contains a test labeled Visual-Auditory Learning. A 
cassette tape is packaged with the tests and serves as a guide to the proper pronuncia-
tion of the Word Attack items and the Word Identifi cation items. 

 Test scores may be combined to form what are referred to as  clusters,  such as a 
Readiness cluster (the Visual-Auditory Learning and Letter Identifi cation tests), a Basic 
Skills cluster (the Word Identifi cation and Word Attack tests), a Reading Comprehen-
sion cluster (the Word Comprehension and Passage Comprehension tests), a Total 
Reading–Full Scale cluster (the Word Identifi cation, Word Attack, Word Comprehen-
sion, and Passage Comprehension tests), and a Total Reading–Short Scale cluster (the 
Word Identifi cation and Passage Comprehension tests). Each cluster of tests typically 
takes between 10 and 30 minutes to administer. The last scale may be used for quick 
screening and takes about 15 minutes to administer. Computer software is available for 
score conversion and storage of pretest and posttest scores. 

 The test manual for the WRMT-R suggests that the test measures two factors with 
regard to reading: Basic Skills and Reading Comprehension. Factor-analytic research 
conducted by independent researchers has raised questions regarding whether the 
test can best be viewed as indeed tapping these two factors (Williams & Eaves, 2001; 
W illiams et al., 2001a; 2001b). Additional research is required to determine whether the 
test is measuring the two factors listed in the manual or only one “total reading” factor 
as refl ected by the Full Scale score on the test.   

  Math Tests 

 The Stanford Diagnostic Mathematics Test, the Metropolitan Mathematics Instructional 
Tests, the Diagnostic Mathematics Inventory, and the KeyMath Revised: A Diagnostic 
Inventory of Essential Mathematics are some of the many tests that have been devel-
oped to help diagnose diffi culties with arithmetic and mathematical concepts. Items 
on such tests typically analyze the skills and knowledge necessary for segregating the 
parts of mathematical operations. The KeyMath Revised test, for example, contains 13 
subtests designed to assess areas such as basic concepts (including knowledge of sym-
bols, numbers, and fractions), operations (including skill in addition, subtraction, mul-
tiplication, division, and mental computation), and applications (numerical problems 
employing variables such as money and time). 
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 Diagnostic information is obtained from the KeyMath Revised through an evalua-
tion of the examinee’s performance in the various areas, subtests, and items. Total test 
scores are translated into grade equivalents. Area performance may be translated into 
a general pattern of mathematical functioning. Subtest performance may be translated 
into a profi le illustrating strengths and weaknesses. For each item on the test, the man-
ual lists a description of the skill involved and a corresponding behavior objective—
information useful in determining the skills to be included in a remedial program. A 
computerized scoring program converts raw scores into derived scores, summarizes 
the examinee’s performance, and offers suggestions for remedial instruction.  

  Other Diagnostic Tests 

 In addition to individually administered diagnostic tests such as the KeyMath Revised, 
a number of diagnostic tests designed for group administration have been developed. 
Two examples of group diagnostic tests are the Stanford Diagnostic Reading Test 
(SDRT) and the Stanford Diagnostic Mathematics Test (SDMT). Although developed 
independently and standardized on separate populations, the two instruments share 
certain characteristics of test design and format. Both instruments are available in two 
forms, and both are divided into four overlapping levels that assess performance from 
grade 1 through high school. Both are considered useful screening instruments in iden-
tifying children who require more detailed and individualized assessment. 

 The SDRT consists of ten subtests that refl ect skills required in three major areas of 
reading: decoding, vocabulary, and comprehension. The SDMT consists of three sub-
tests administered at all levels. Norm-referenced as well as criterion-referenced infor-
mation is provided in the test manual for each of these tests. Norms are presented as 
percentile ranks, stanines, grade equivalents, and scaled scores. Criterion-referenced 
information is provided for each skill through the use of a “progress indicator,” a cutoff 
score that shows whether the student is suffi ciently competent in that skill to pro gress 
to the next stage of the instructional program. The manuals for both instruments include 
an index of behavioral objectives useful in prescriptive teaching strategies. The SDRT 
also contains informal measures designed to probe students’ attitudes toward reading, 
reading interests and habits, and ability to retell a read story.    

  Psychoeducational Test Batteries 

     Psychoeducational test batteries    are test kits that generally contain two types of tests: 
those that measure abilities related to academic success and those that measure educa-
tional achievement in areas such as reading and arithmetic. Data derived from these bat-
teries allow for normative comparisons (how the student compares with other students 
within the same age group), as well as an evaluation of the testtaker’s own strengths and 
weaknesses—all the better to plan educational interventions. Let’s begin with a brief 
look at one psychoeducational battery, the Kaufman Assessment Battery for Children 
(K-ABC), as well as the extensively revised second edition of the test, the KABC-II.  

   The Kaufman Assessment Battery for Children (K-ABC) and the 
Kaufman Assessment Battery for Children, Second Edition (KABC-II) 

 Developed by a husband-and-wife team of psychologists, the K-ABC was designed for 
use with testtakers from age 2½   through age 12½   . Subtests measuring both intelligence 
and achievement are included. The K-ABC intelligence subtests are divided into two 
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groups, refl ecting the two kinds of information-processing skills identifi ed by Luria 
and his students (Das et al., 1975; Luria, 1966a, 1966b):  simultaneous skills  and  sequential 
skills  (see Chapter 9).  Table 11–3  presents the particular learning and teaching styles that 
refl ect the two types of intelligence measured by the K-ABC. Scores on the simultane-
ous and sequential subtests are combined into a Mental Processing Composite, which is 
analogous to the IQ measure calculated on other tests. 

 Factor-analytic studies of the K-ABC have confi rmed the presence of a f actor 
researchers label  simultaneous processing  and a factor labeled  sequential processing.  
P erhaps surprisingly, it is an achievement factor that researchers have had diffi culty 
fi nding. Kaufman (1993) found evidence for the presence of an achievement factor, but 
independent researchers have different ideas about what that third factor is. Good and 
Lane (1988) identifi ed the third factor of the K-ABC as  verbal comprehension and reading 
achievement.  Kaufman and McLean (1986) identifi ed it as  achievement and reading ability.  
Keith and Novak (1987) identifi ed it as  reading achievement and verbal reasoning.  What-
ever the factor is, the K-ABC Achievement Scale has been shown to predict achievement 
(Lamp & Krohn, 2001). In addition to questions about what the elusive third factor actu-
ally measures, questions have also been raised about whether or not sequential and 
simultaneous learning are entirely independent (Bracken, 1985; Keith, 1985). 

 Recommendations for teaching based on Kaufman and Kaufman’s (1983a, 1983b) 
concept of  processing strength  can be derived from the K-ABC test fi ndings. It may be 
recommended, for example, that a student whose strength is processing sequentially 
should be taught using the teaching guidelines for sequential learners. Students who 
do not have any particular processing strength may be taught using a combination of 
methods. This model of test interpretation and consequential intervention may engen-
der great enthusiasm on the basis of its intuitive appeal. However, research fi ndings 
related to this approach have been mixed (Ayres & Cooley, 
1986; Good et al., 1989; McCloskey, 1989; Salvia & Hritcko, 
1984). Good et al. (1993) concluded that educational deci-
sions based on a child’s processing style as defi ned by the 
K-ABC did not improve the quality of those decisions. 

 The next generation of the K-ABC was published in 
2004. In the abbreviation for the title of this test, the authors 
dropped the hyphen between the  K  and the  ABC  and instead 
inserted a hyphen between the  C  and the roman numeral  II  
(KABC-II). But that was only the beginning; there are changes in the age range covered, 
the structure of the test, and even the conceptual underpinnings of the test. 

 The age range for the second edition of the test was extended upward (ages 3 to 18) 
in order to expand the possibility of making ability/achievement comparisons with the 
same test through high school. Structurally, ten new subtests were created, eight of the 
existing subtests were removed, and only eight of the original subtests remained. Such 
signifi cant structural changes in the test must be kept in mind by test users making 
comparisons between testtaker K-ABC scores and KABC-II scores. 

 Conceptually, the grounding of the K-ABC in Luria’s theory of sequential versus 
simultaneous processing theory was expanded. In addition, a grounding in the C attell-
Horn-Carroll (CHC) theory was added. This dual theoretical foundation provides the 
examiner with a choice as to which model of test interpretation is optimal for the par-
ticular situation. As stated in the publisher’s promotional materials, you can choose 
the Cattell-Horn-Carroll model for children from a mainstream cultural and language 
background; if Crystallized Ability would not be a fair indicator of the child’s cognitive 
ability, then you can choose the Luria model, which excludes verbal ability. Administer 
the same subtests on four or fi ve ability scales. Then, interpret the results based on your 
chosen model. Either approach gives you a global score that is highly valid and that 

J U S T  T H I N K  .  .  .

How realistic is it to expect that children 
can be taught a variety of subjects by 
classroom teachers in a way that is indi-
vidually tailored to each child’s unique pro-
cessing strength as measured by a test?

◆
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Table 11–3
Characteristics and Teaching Guidelines for Sequential and Simultaneous Learners

Learner Characteristics

The Sequential Learner The Simultaneous Learner

The sequential learner solves problems best by mentally arranging small 
amounts of information in consecutive, linear, step-by-step order. He/she 
is most at home with verbal instructions and cues because the ability to 
interpret spoken language depends to a great extent on the sequence of 
words.

The simultaneous learner solves problems best by mentally integrating and 
synthesizing many parallel pieces of information at the same time. He/she 
is most at home with visual instructions and cues because the ability to 
interpret the environment visually depends on perceiving and integrating 
many details at once.

Sequential processing is especially important in Simultaneous processing is especially important in

• learning and retaining basic arithmetic facts
• memorizing lists of spelling words
•  making associations between letters and their sounds
•  learning the rules of grammar, the chronology of historical events
• remembering details
• following a set of rules, directions, steps
•  solving problems by breaking them down into their components or steps

•  recognizing the shape and physical appearance of letters and numbers
•  interpreting the overall effect or meaning of pictures and other visual 

stimuli, such as maps and charts
•  understanding the overall meaning of a story or poem
• summarizing, comparing, evaluating
•  comprehending mathematical or scientifi c principles
•  solving problems by visualizing them in their entirety

Sequential learners who are weak in simultaneous processing may 
have diffi culty with

Simultaneous learners who are weak in sequential processing may have 
diffi culty with

• sight word recognition
• reading comprehension
• understanding mathematical or scientifi c principles
• using concrete, hands-on materials
• using diagrams, charts, maps
• summarizing, comparing, evaluating

•  word attack, decoding, phonics
•  breaking down science or arithmetic problems into parts
•  interpreting the parts and features of a design or drawing
• understanding the rules of games
•  understanding and following oral instructions
•  remembering specifi c details and sequence of a story

Teaching Guidelines

For the Sequential Learner For the Simultaneous Learner

1.  Present material step by step, gradually approaching the overall concept or 
skill. Lead up to the big question with a series of smaller ones. Break the 
task into parts.

2.  Get the child to verbalize what is to be learned. When you teach a new word, 
have the child say it, aloud or silently. Emphasize verbal cues, directions, 
and memory strategies.

3.  Teach and rehearse the steps required to do a problem or complete a 
task. Continue to refer back to the details or steps already mentioned or 
mastered. Offer a logical structure or procedure by appealing to the child’s 
verbal/temporal orientation.

For example, the sequential learner may look at one or two details of a picture 
but miss the visual image as a whole. To help such a student toward an 
overall appreciation of the picture, start with the parts and work up to the 
whole. Rather than beginning with “What does the picture show?” or “How 
does the picture make you feel?” fi rst ask about details:

  “What is the little boy in the corner doing?”
  “Where is the dog?”
  “What expression do you see on the woman’s face?”
  “What colors are used in the sky?”

Lead up to questions about the overall interpretation or appreciation:

  “How do all these details give you clues about what is happening in this 
picture?”

  “How does this picture make you feel?”

The sequential learner prefers a step-by-step teaching approach, one that may 
emphasize the gradual accumulation of details.

1.  Present the overall concept or question before asking the child to solve the 
problem. Continue to refer back to the task, question, or desired outcome.

2.  Get the child to visualize what is to be learned. When you teach a new 
word, have the child write it and picture it mentally, see it on the page 
in the mind’s eye. Emphasize visual cues, directions, and memory 
strategies.

3.  Make tasks concrete wherever possible by providing manipulative materi-
als, pictures, models, diagrams, graphs. Offer a sense of the whole by 
appealing to the child’s visual/spatial orientation.

The simultaneous learner may react to a picture as a whole but may miss de-
tails. To help such a student notice that parts contribute to the total visual 
image, begin by establishing an overall interpretation or reaction:

  “What does the picture show?”
  “How does the picture make you feel?”

Then consider the details:

 “What is the expression on the woman’s face?”
 “What is the little boy in the corner doing?”
 “What colors are used in the sky?”

Relate the details to the student’s initial interpretation:

 “How do these details explain why the picture made you feel the way 
it did?”

The simultaneous learner responds best to a holistic teaching approach that 
focuses on groups of details or images and stresses the overall meaning or 
confi guration of the task.

Source: Kaufman, A. S., Kaufman, N. L., & Goldsmith, B. (1984). Kaufman Sequential or Simultaneous (K-SOS). Circle Pines, MN: American Guid-
ance Service. Used by permission.
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shows small differences between ethnic groups in comparison with other comprehen-
sive ability batteries. 

 In general, reviewers of the KABC-II found it to be a psychometrically sound instru-
ment for measuring cognitive abilities. However, few evidenced ease with its new, dual 
theoretical basis. For example, Thorndike (2007) wondered aloud about assessing two 
distinct sets of processes and abilities without adequately explaining “how a single test 
can measure two distinct constructs” (p. 520). Braden and Ouzts (2007) expressed their 
concern that combining the two interpretive models “smacks of trying to have (and 
market) it both ways” (p. 519). Bain and Gray (2008) were 
disappointed that the test manual did not contain sample 
reports based on each of the models. 

 Some reviewers raised questions about the variable 
(or variables) that were actually being measured by the 
KABC-II. For example, Reynolds et al. (2007) questioned 
the extent to which certain supplemental tests could best 
be conceived as measures of specifi c abilities or measures of multiple abilities. In gen-
eral, however, they were satisfi ed that for “school-age children, the KABC-II is closely 
aligned with the fi ve CHC broad abilities it is intended to measure” (p. 537). 

 Another widely known and widely used psychoeducational test battery is the 
Woodcock-Johnson III, which we discuss next.  

  The Woodcock-Johnson III (WJ III) 

 The WJ III (Woodcock et al., 2000) is a psychoeducational test package consisting of 
two co-normed batteries: Tests of Achievement and Tests of Cognitive Abilities, both 
of which are based on the Cattell-Horn-Carroll (CHC) theory of cognitive abilities. The 
WJ III was designed for use with persons as young as 2 and as old as “90 � ,” according 
to the test manual. The WJ III yields a measure of general intellectual ability ( g ) as well 
as measures of specifi c cognitive abilities, achievement, scholastic aptitude, and oral 
language. Along with other assessment techniques (including, for example, parent or 
guardian interviews, analysis of response to prior teaching or interventions, portfolio 
evaluation, and analysis of data from other standardized tests), the WJ III may be used 
to diagnose SLDs and to plan educational programs and interventions. The Tests of 
Achievement are packaged in parallel forms designated A and B, each of which are 
divided into a standard battery (twelve subtests) and an extended battery (ten addi-
tional subtests). As illustrated in  Table 11–4 , interpretation of an achievement test is 
based on the testtaker’s performance on clusters of tests in specifi c curricular areas. 

 The Tests of Cognitive Abilities may also be divided into a standard battery (ten 
subtests) and an extended battery (ten additional subtests). As illustrated in  Table 11–5 , 
the subtests tapping cognitive abilities are conceptualized in terms of broad cognitive 
factors, primary narrow abilities, and cognitive performance clusters. 

 When using either the achievement or cognitive abilities tests, the standard bat-
tery might be appropriate for screenings or brief reevaluations. The extended battery 
would likely be used to provide a more comprehensive and detailed assessment, com-
plete with diagnostic information. In any case, cluster scores are used to help evaluate 
performance level, gauge educational progress, and identify individual strengths and 
weaknesses. 

 According to the test manual, the WJ III was normed on a sample of 8,818 subjects 
from ages 24 months to “90 � ” years who were representative of the population of the 
United States. Age-based norms are provided from ages 24 months to 19 years by month 
and by year after that. Grade-based norms are provided for kindergarten through grade 
12, two-year college, and four-year college, including graduate school. Procedures for 

J U S T  T H I N K  .  .  .

What are your thoughts regarding a 
p sychoeducational test battery that has a 
dual theoretical basis?

◆
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Table 11–4
WJ III Tests of Achievement

Curricular Area Cluster Standard Battery—Forms A & B Extended Battery—Forms A & B

Reading Basic Skills
Fluency
Comprehension
Broad

Test 1 Letter-Word Identifi cation
Test 2 Reading Fluency
Test 9 Passage Comprehension
Tests 1, 2, 9

Test 13 Word Attack

Test 17 Reading Vocabulary

Oral Language Oral Expression
Listening Comprehension

Test 3 Story Recall
Test 4 Understanding Directions

Test 14 Picture Vocabulary
Test 15 Oral Comprehension

Mathematics Calculation Skills
Fluency
Reasoning
Broad

Test 5 Calculation
Test 6 Math Fluency
Test 10 Applied Problems
Tests 5, 6, 10

Test 18 Quantitative Concepts

Written Language Basic Skills
Fluency
Expression
Broad

Test 7 Spelling
Test 8 Writing Fluency
Test 11 Writing Samples
Tests 7, 8, 11

Test 16 Editing

Knowledge Test 19 Academic Knowledge

Supplemental Test 12 Story Recall-Delayed
Handwriting Legibility Scale

Test 20 Spelling of Sounds
Test 21 Sound Awareness
Test 22 Punctuation & Capitalization

Table 11–5
WJ III Tests of Cognitive Abilities*

Broad Cognitive Factor Test (Standard & Extended) Primary Narrow Ability Cognitive Performance

Comprehension-Knowledge (Gc) Test 1 Verbal Comprehension
Test 11 General Information

Lexical knowledge, language development
General (verbal) information

Verbal ability

Long-Term Retrieval (Glr) Test 2 Visual-Auditory Learning
Test 12 Retrieval Fluency
Test 10 Visual-Auditory
Learning—Delayed

Associate memory
Ideational fl uency
Associative memory

Thinking ability

Visual-Spatial Thinking (Gv) Test 3 Spatial Relations
Test 13 Picture Recognition
Test 19 Planning (Gv/Gf)

Visualization, spatial relations
Visual memory
Spatial scanning, general sequential reasoning

Thinking ability

Auditory Processing (Ga) Test 4 Sound Blending
Test 14 Auditory Attention
Test 8 Incomplete Words

Phonetic coding, synthesis
Speech-sound discrimination, resistance to 

auditory stimulus distortion
Phonetic coding, analysis

Thinking ability

Fluid Reasoning (Gf) Test 5 Concept Formation
Test 15 Analysis-Synthesis
Test 19 Planning (Gv/Gf)

Induction
General sequential reasoning
Spatial scanning, general sequential reasoning

Thinking ability

Processing Speed (Gs) Test 6 Visual Matching
Test 16 Decision Speed
Test 18 Rapid Picture Naming
Test 20 Pair Cancellation

Perceptual speed
Semantic processing speed
Naming facility
Attention and concentration

Cognitive effi ciency

Short-Term Memory (Gsm) Test 7 Numbers Reversed
Test 17 Memory for Words
Test 9 Auditory Working Memory

Working memory
Memory span
Working memory

Cognitive effi ciency

*Tests shown in italics are not part of the factor or cognitive performance cluster.
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analysis of reliabilities for each subtest were appropriate, depending upon the nature 
of the tests. For example, the reliability of tests that were not speeded and that did not 
have multiple-point scoring systems was analyzed by means of the split-half method, 
corrected for length using the Spearman-Brown correction formula. The test manual 
also presents concurrent validity data. Support for the validity of various aspects of the 
test has also come from independent researchers. For example, Floyd et al. (2003) found 
that certain cognitive clusters were signifi cantly related to mathematics achievement in 
a large, nationally representative sample of children and adolescents. 

 Scoring of the WJ III is accomplished with the aid of software provided in the test 
kit. Data from the raw scores are entered, and the program produces a summary report 
(in English or Spanish) and a table of scores, including all derived scores for tests admin-
istered as well as clusters of tests. The program also provides age/grade profi les and 
standard score/percentile rank profi les. Optional interpretive software is also available 
(Riverside Publishing, 2001). This software features checklist protocols (a teacher check-
list, a parent checklist, a self-report checklist, and a classroom observation form) in a 
form that integrates the checklist data into the report. The test publisher has also made 
available optional training materials, including CD-ROMs and videos, for assistance in 
administering and using the battery. 

 Independent reviews of the WJ III have been very favorable in many respects. 
Two detailed reviews were published in the  Fifteenth Mental Measurements Yearbook  
(see Cizek, 2003; Sandoval, 2003).    

 Other Tools of Assessment in Educational Settings 

  Beyond traditional achievement, aptitude, and diagnostic instruments lies a wide uni-
verse of other instruments and techniques of assessment that may be used in the service 
of students and society at large. Let’s take a look at a sampling of these approaches, 
beginning with performance, portfolio, and authentic assessment.  

  Performance, Portfolio, and Authentic Assessment 

 For many years, the very broad label  performance assessment  has vaguely referred to 
any type of assessment that requires the examinee to do more than choose the correct 
response from a small group of alternatives. Thus, for example, essay questions and the 
development of an art project are examples of performance tasks. By contrast, true–false 
questions and multiple-choice test items would not be considered performance tasks. 

 Among testing and assessment professionals, contemporary usage of performance-
related terms focuses less on the type of item or task involved and more on the knowl-
edge, skills, and values that the examinee must marshal and exhibit. Additionally, there 
is a growing tendency to speak of performance tasks and performance assessment in 
the context of a particular domain of study, where experts in that domain are typically 
required to set the evaluation standards. For example, a performance task for an archi-
tecture student might be to construct a blueprint of a contemporary home. The overall 
quality of the student’s work—together with the knowledge, skill, and values inher-
ent in it—will be judged according to standards set by architects acknowledged by the 
community of architects to have expertise in the construction of contemporary homes. 
In keeping with these trends, particularly in educational and work settings, we will 
defi ne a    performance task    as a work sample designed to elicit representative knowl-
edge, skills, and values from a particular domain of study.    Performance assessment    
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will be defi ned as an evaluation of performance tasks according to criteria developed 
by experts from the domain of study tapped by those tasks. 

 One of many possible types of performance assessment is portfolio assessment. 
 Portfolio  has many meanings in different contexts. It may refer to a portable carrying 
case, most typically used to carry artwork, drawings, maps, and the like. Bankers and 
investors use it as a shorthand reference to one’s fi nancial holdings. In the language of 
psychological and educational assessment,    portfolio    is synonymous with  work sample.  
   Portfolio assessment    refers to the evaluation of one’s work samples. In many educa-
tional settings, dissatisfaction with some more traditional methods of assessment has led 
to calls for more performance-based evaluations.  Authentic assessment  (discussed subse-
quently) is one name given to this trend toward more performance-based a ssessment. 
When used in the context of like-minded educational programs, portfolio assessment 
and authentic assessment are techniques designed to target academic teachings to real-
world settings external to the classroom. 

 Consider, for example, how students could use portfolios to gauge their progress 
in a high-school algebra course. They could be instructed to devise their own personal 
portfolios to illustrate all they have learned about algebra. An important aspect of port-
folio assessment is the freedom of the person being evaluated to select the content of the 

portfolio. Some students might include narrative accounts 
of their understanding of various algebraic principles. 
Other students might refl ect in writing on the ways algebra 
can be used in daily life. Still other students might attempt 
to make a convincing case that they can do some types of 
algebra problems that they could not do before taking the 
course. Throughout, the portfolio may be illustrated with 
items such as gas receipts (complete with algebraic formu-

las for calculating mileage), paychecks (complete with formulas used to calculate an 
hourly wage and taxes), and other items limited only by the student’s imagination. The 
illustrations might go from simple to increasingly complex—providing compelling evi-
dence for the student’s grasp of the material. 

 Innovative use of the portfolio method to assess giftedness (Hadaway & Marek-
Schroer, 1992) and reading (Henk, 1993), among many other characteristics, can be 
found in the scholarly literature. Portfolios have also been applied at the college and 
graduate level as devices to assist students with career decisions (Bernhardt et al., 1993). 
Benefi ts of the portfolio approach include engaging students in the assessment pro-
cess, giving them the opportunity to think generatively, and encouraging them to think 
about learning as an ongoing and integrated process. A key drawback, however, is the 
penalty such a technique may levy on the noncreative student. Typically, exceptional 
portfolios are creative efforts. A person whose strengths do not lie in creativity may 
have learned the course material but be unable to adequately demonstrate that learning 
in such a medium. Another drawback, this one from the other side of the instructor’s 
desk, concerns the evaluation of portfolios. Typically, a great deal of time and thought 
must be devoted to their evaluation. In a lecture class of 300 people, for example, port-
folio assessment would be impractical. Also, it is diffi cult to develop reliable criteria 
for portfolio assessment, given the great diversity of work products. Hence, inter-rater 
reliability in portfolio assessment can become a problem. 

 A related form of assessment is  authentic assessment  ,  also known as  performance-
based assessment  (Baker et al., 1993) as well as other names. We may defi ne    authentic 
a ssessment    in educational contexts as evaluation of relevant, meaningful tasks that 
may be conducted to evaluate learning of academic subject matter but that demon-
strate the student’s transfer of that study to real-world activities. Authentic assessment 

J U S T  T H I N K  .  .  .

What might your personal portfolio, detail-
ing all that you have learned about psy-
chological testing and assessment to date, 
look like?

◆
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of s tudents’ writing skills, for example, would therefore be based on writing samples 
rather than on responses to multiple-choice tests. Authentic assessment of students’ 
reading would be based on tasks that involve reading—preferably “authentic” reading, 
such as an article in a local newspaper as opposed to a piece contrived especially for the 
purposes of assessment. Students in a college-level psychopathology course might be 
asked to identify patients’ psychiatric diagnoses on the basis of videotaped interviews 
with the patients. 

 Authentic assessment is thought to increase student interest and the transfer of 
knowledge to settings outside the classroom. A drawback is that the assessment might 
assess prior knowledge and experience, not simply what was learned in the classroom. 
For example, students from homes where there has been a long-standing interest in 
legislative activities may well do better on an authentic assessment of reading skills 
that employs an article on legislative activity. Additionally, authentic skill may inad-
vertently entail the assessment of some skills that have little to do with classroom learn-
ing. For example, authentic assessment of learning a cooking school lesson on fi lleting 
fi sh may be confounded with an assessment of the would-be chef’s perceptual-motor 
skills.  

  Peer Appraisal Techniques 

 One method of obtaining information about an individual is by asking that individual’s 
peer group to make the evaluation. Techniques employed to obtain such information 
are termed    peer appraisal    methods. A teacher, a supervisor, or some other group leader 
may be interested in peer appraisals for a variety of reasons. Peer appraisals can help 
call needed attention to an individual who is experiencing academic, personal, social, 
or work-related diffi culties—diffi culties that, for whatever reason, have not come to the 
attention of the person in charge. Peer appraisals allow the individual in charge to view 
members of a group from a different perspective: the perspective of those who work, 
play, socialize, eat lunch, and walk home with the person being evaluated. In addi-
tion to providing information about behavior that is rarely observable, peer appraisals 
supply information about the group’s dynamics: who takes which roles under what 
conditions. Knowledge of an individual’s place within the group is an important aid in 
guiding the group to optimal effi ciency. 

 Peer appraisal techniques may be used in university settings as well as in grade-
school, industrial, and military settings. Such techniques tend to be most useful in set-
tings where the individuals doing the rating have functioned as a group long enough to 
be able to evaluate each other on specifi c variables. The nature of peer appraisals may 
change as a function of changes in the assessment situation and the membership of the 
group. Thus, for example, an individual who is rated as the shyest in the classroom can 
theoretically be quite gregarious—and perhaps even be rated the rowdiest—in a peer 
appraisal undertaken at an after-school center. 

 One method of peer appraisal that can be employed in elementary school (as well 
as other) settings is called the Guess Who? technique. Brief descriptive sentences (such 
as “This person is the most friendly”) are read or handed out in the form of question-
naires to the class, and the children are instructed to guess who. Whether negative attri-
butes should be included in the peer appraisal (for example, “This person is the least 
friendly”) must be decided on an individual basis, considering the potential negative 
consequences such an appraisal could have on a member of the group. 

 The  nominating  technique is a method of peer appraisal in which individuals are 
asked to select or nominate other individuals for various types of activities. A child 
being interviewed in a psychiatric clinic may be asked, “Who would you most like to 
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go to the moon with?” as a means of determining which parent or other individual is 
most important to the child. Members of a police department might be asked, “Who 
would you most like as your partner for your next tour of duty and why?” as a means 
of fi nding out which police offi cers are seen by their peers as especially competent or 
incompetent. 

 The results of a peer appraisal can be graphically illustrated. One graphic method 
of organizing such data is the    sociogram.    Figures such as circles or squares are drawn 
to represent different individuals, and lines and arrows are drawn to indicate various 
types of interaction. At a glance, the sociogram can provide information such as who 
is popular in the group, who tends to be rejected by the group, and who is relatively 
neutral in the opinion of the group. Nominating techniques have been the most widely 
researched of the peer appraisal techniques, and they have generally been found to be 
highly reliable and valid. Still, the careful user of such techniques must be aware that an 
individual’s perceptions within a group are constantly changing. Anyone who has ever 
watched reality television shows such as  Survivor  or  The Apprentice  is certainly aware 
of such group dynamics. As some members leave the group and others join it, the posi-
tions and roles the members hold within the group change. New alliances form, and as 
a result, all group members may be looked at in a new light. It is therefore important to 
periodically update and verify information.  

 Measuring Study Habits, Interests, and Attitudes 

 Academic performance is the result of a complex interplay of a number of factors. Abil-
ity and motivation are inseparable partners in the pursuit of academic success. A num-
ber of instruments designed to look beyond ability and toward factors such as study 
habits, interests, and attitudes have been published. For example, the Study Habits 
Checklist, designed for use with students in grades 9 through 14, consists of 37 items 
that assess study habits with respect to note taking, reading material, and general study 
practices. In the development of the test, potential items were presented for screening to 
136 Phi Beta Kappa members at three colleges. This procedure was based on the prem-
ise that good students are the best judges of important and effective study techniques 
(Preston, 1961). The judges were asked to evaluate the items according to their useful-
ness to students having diffi culty with college course material. Although the judges 
conceded that they did not always engage in these practices themselves, they identifi ed 
the techniques they deemed the most useful in study activities. Standardization for the 
Checklist took place in 1966, and percentile norms were based on a sample of several 
thousand high school and college students residing in Pennsylvania. In one validity 
study, 302 college freshmen who had demonstrated learning diffi culties and had been 
referred to a learning skills center were evaluated with the Checklist. As predicted, it 
was found that these students demonstrated poor study practices, particularly in the 
areas of note taking and proper use of study time (Bucofsky, 1971). 

 If a teacher knows a child’s areas of interest, instructional activities engaging 
those interests can be employed. The What I Like to Do Interest Inventory consists of 
150 forced-choice items that assess four areas of interests: academic interests, artistic 
interests, occupational interests, and interests in leisure time (play) activities. Included 
in the test materials are suggestions for designing instructional activities that are conso-
nant with the designated areas of interest. 

 Attitude inventories used in educational settings assess student attitudes toward 
a variety of school-related factors. Interest in student attitudes is based on the prem-
ise that “positive reactions to school may increase the likelihood that students will 
stay in school, develop a lasting commitment to learning, and use the school setting to 
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a dvantage” (Epstein & McPartland, 1978, p. 2). Some instruments assess attitudes in 
specifi c subject areas, whereas others, such as the Survey of School Attitudes and the 
Quality of School Life Scales, are more general in scope. 

 The Survey of Study Habits and Attitudes (SSHA) 
and the Study Attitudes and Methods Survey combine 
the assessment of attitudes with the assessment of study 
methods. The SSHA, intended for use in grades 7 through 
college, consists of 100 items tapping poor study skills and 
attitudes that could affect academic performance. Two 
forms are available, Form H for grades 7 to 12 and Form C 
for college, each requiring 20 to 25 minutes to complete. 
Students respond to items on the following 5-point scale: 
 rarely, sometimes, frequently, generally,  or  almost always.  Test 
items are divided into six areas: Delay Avoidance, Work 
Methods, Study Habits, Teacher Approval, Education Acceptance, and Study Attitudes. 
The test yields a study skills score, an attitude score, and a total orientation score. 

 As you  just think  about the questions raised regarding study and personality,  just 
know  that you will learn about personality and its assessment in the next two chapters. 

 Self-Assessment 

Test your understanding of elements of this chapter by seeing if you can explain each of 
the following terms, expressions, names, and abbreviations:

J U S T  T H I N K  .  .  .

While we’re on the subject of study h abits, 
skills, and attitudes, this seems an appro-
priate time to raise a question about how 
these variables are related to another, 
more global variable: personality. Are one’s 
study habits, skills, and attitudes a part of 
one’s personality? Why might it be useful 
to think about them as such?

◆

achievement test

Apgar number

aptitude test

at risk

authentic assessment

checklist

curriculum-based assessment 

(CBA)

curriculum-based measurement 

(CBM)

diagnostic information

evaluative information

informal evaluation

K-ABC

KABC-II

LPAD

locator test

peer appraisal

performance assessment

performance task

portfolio

portfolio assessment

prognostic test

psychoeducational test battery

rating scale

readiness test

sociogram

specifi c learning 

disability (SLD)

syndrome

Lev Vygotsky

WJ III

zone of proximal development
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