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. Abstract ‘
| g
This repoft consists of two parts. The first is a description of an i\ntérn.;hi;.) com-
pleted in the Diagnostie andﬂRemcdial Unit at Memorial UniJ\'orsity. ']"Iw second

part describes the project. which was completed as the rescarch component. of the

internship. The description of the internship consists of the rbtiona_lo, a (f('sc‘rip-

. tion of 'thg setting, the "a@s which were performed during the internship to

résearch project, «its- rationale, description, s Timitations. are pr,;widod in the

v

for the analysns of the Wechs]er lntelllgencc Test for Chlldron-chsod (WIS(‘ R)

A WISC—R Test Analysis Wohksheet was dcsngnod to gulde cxammors thruugh an
\ mdgvnduahzed WISC-R analysns and record pertm‘ent data for an mdwn(_lunhzcd

test iﬁterpretation A computer program for the Toxas ]nstrumont TI-990 4/\ was’

-2
L}

\ thc analysxs The pnmary mcthod of amlysm is based on the WlSC R nnuI) sis

method of Alan }\aufman.

@

3

*meet nine goals. set by the intern and concluding gvalhat.i\'é remarks. The . .

- second part of the report. :The project con‘sist's of the development of t\;';)"ni(iq _

also devoloped té/:cr;:npany the WISC R Tcst Annlyqls Workshcot and md in -
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CHAPTER 1 @ v

DESCRIPTION OF INTERNSHIP ’
. .- : \I - ; e

s Rationale for the Intern‘ship
. .l ‘

|

I

0

{

: ) o . - T : '
gree program in Educatignal Psychology at|Memorial University.” Such a super-

bvised -professional experienge is intended to provide an intern with the 'ob_pqrtﬂni~ '_ '

ty to develop competencieﬁ\‘in areas based 'qﬁ his needs, previous 'exborienqes and

Lo E ) b . . .

future vocational plang. While the master’s program in Educational Psychology
¢ : . : . '

provides both the theoretical and practical !training/necessary for placement as a

P
7 : !

vall levels in the school system, the demands for psychoeduca-
\ -

o~

tibnal assessmert! services is gro_;vi'ng, at t'hji_e elementary school level, in response

{0 the increasjhg emphgsis on' the identiﬁ.ca|t.ioxi‘ and programming for C;(C(‘])ti()llil|

'chiidren. The interris:hip obtion‘ offered the|opportunity for the intern to. ~:‘u'-quirv

the 'c-o-r‘l;p'et.ency an elementary school cou'ns‘cllor requires in order l()_-lll('(:i,.tll(.'ﬂo
. ) : ,

growing demands.

o

Sattler (1982) stated that the assessmept task is a complex actiyity. Gerkin

. . I,
(cited in Sattler, 1982) outlined the I'oIIowiF\g steps which are usually needed in

°

the assessment process. ' .o . -

/ 1. Review referral information. Any m.atcrinl that is not clear should
be checked with the referral source .(ﬁ*.g., physician, teacher, parent,

or court). . ! »

F

’

T e

* # An internship is a_n\option, available_,to g'rziduate students in the master's de- -
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2. Interview pardnt. Obtain information-relevant to developmental,

. ,
Al L

health, familial, and epvironmen'ta] factors that mi_ay be pertin'ent to the

Komim,

child's problem. . . ) ) s

3. Obtain inl‘ormati_qh from other agencies, including previous psychological

evaldhtions,

13

‘w-\.\___.-." . ®

4. Obtain current medical assessment.
5. Obserwe child in various settings, if at all possible. . .

6. Perform psyc\h_ological evaluation.” - = P

< . *h L) -l

7. Cor}duct interdisciplinary staff confgi':z'l'lce aftﬁe'F' all material;';

g ~ have been obtained (Sattler, 1082, p. 399). *
i N - . . o - .
\, According to Sattler (1982), in the United States “‘Public Law 04-142 gtipu-
y lates that no single procedure shall be the sole criterion for determiping an ap-

. ’ . [ ]

N .

\'bropriate educational program forJa child” (preface). A battery- of tests  should
; [N . P .

con

° * L/ . . 3 ) p », )
- be given to assess the child’s assets and limitations .and develop a remedial plan.
_N.‘_ ‘ : . N . . . «
Th order to do this the examiner myst be knowledgeable in (a) child development

(I;) learning disabilities (¢) a wide variety of test instruments, and (d)’
°re\modialion-prevention strategies. The intern’s experience as"an elementary
schodl-counscllor_has demonsl.r-:i!ed a neJed for a hi_gF level of comipetence ir‘1 tllé,
nssossmonf..é-_l' children, the integration o'f the child’s identified pattern of rela.tive
strengths and ﬁ'e‘aknossos with his chal:act.eristic- behav'iors tand the translation of. -
these findings intd practical suggestions for both teachers and ﬁarents.
McDermott (1981) ropoi‘led tlmt’inconsisten;y exists in diagnostic stylle and

is one source of error in the psychoeducational‘iiagni‘)sis of children. e stated

-thft examiners vary in the amount and types of data considered and in the
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‘amount of time given to the atsessment. According to McDermott one factor

which aflects an assessment is the examiner's training. - B
The internship -option was chosen by this student as an .opportunity to
develop further the competency needed for the ever demanding role of elementary

school counsellor. In particular, the internship was undertaken to expand the
intern's repertoire of competencies needed to conduct w comprehensive

psychoeducational assessment.

Vs 1
/
s /

N : o : T
L g Setting for the Internship

The Diagnostic and Remedial Un}[, a division within the Faculty of Educa-
/

tion at Memorial University, was c)%osen as the setting for the intefnship. This

location meets the guiﬂ_elines for/,i/nternship settings provided by the Department

/

. eof Educational Psychology. /A v : : .

-

b

‘The Unit is'-located 61},’{1163 Memorial University Campus in the G.A. lliek-
man Bl{ilding. It was fq/tfhedﬂ\li??_ to conditct ros.oarch studies ‘i_n the field of
learning disabilities. / ince.t 1975 the Diagnostic and Remedial Unit has also
served as a diagn7gc and remedial resource to children with s:hnnl r(-lnilml prob-
| lems in Newfou ’dla‘nd and Labrador. |
“The fungtions c;f the Diagnostic an.d Rcm'cdial Unit are:
. 1. Td diagnose school problems of-¢hildren who are referred to them.

2/'1‘0 develop programs for teachers and parents to use in teaching children

wh/d have problem's. ‘
_7‘ ﬂﬂﬂﬂﬂ k , ' R '" °
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. ' . o T L, .
, ‘fo give direct instruetion to'a limited number of children, )
4. 'r; serve asa practicum" site for‘studentso in special'educat_ion an’d educa- ~
tional psychology, as wel] as a field placement for studer‘)ts in other prac/tlcurr?
programs such as clinical psychology and soclat work., . S .. | S ’
: . g

5. ~To offer insepvice programs for teachers or other related professionals,-i.e,
e ' Q . . -~

v ) a
.« f

social. workers;- nurses, and speech pathologists, on diagnosis and remediation of .

] -4

. . agays ’ ] - ’ K ) ) ..
learning disabilities. . % . o

8. -To provrde eounse]lmg and support for parents and parent groups and'to:

o
écrve as a 'liaison’ with other agencnes and pro[essronals provld’mg servrces to chll-

. R ’ ,/.

!

" dren and parents. s ' o

( . ‘ . v LN
7. To participate in research studies.

' ~ . ™, , ‘.
.. In 19084, 227 chlldren_\yere seen at the Unit; 147 were seen for);:ssessment
N h') » . + .

“and program »suggestions. Of these 147 children, 80 returned for various periods -
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‘of remedial programmmg " At the time of the internship, seryices were pronded

¥ ' . hd
by a, full-time staff oI‘ five, consnstmg of a director, threedp_lallzcd teacher-

2

dmgnoshcums and a secretary The dlrector, Mrs Barbara Hopkms provxded the

Q “~ . ' g »
on-site S"l, ervision of the thlrteen—week mternshlp . L .
|l R The— - N . ) . ‘ .

a

)

- Y . -

Interhslrip Goals and Related Professional Activities

N N

P ] ’ v -
. , L Y 7
le purpoqe of the mlerns.h)p, as stated in the Department of Educatlonal
o .
Pe) qho]_ogy (1075) paper on the’ mternshlp program is to provndc " , RN
1. For the dovelopmont of competencies, for cacl’ tra‘mee based on his needs,
‘ . . t R
A . ' . - : .
’ >~ - # L] I
: = : [ .
[ o ™ .
D : al R -

Avs
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.. previous experiences, and future vocational plans. ‘

+ 2. For practical e)%tzerien’c'es that will bring _i'nto focus the t_.h_'é'(")rot,ical
e ’training réceiuQ_duri_ng tife formal part of the program.,

I} >

-

' S 3 For practlcal axpﬂnences that w111 enable the tramec and the dopnr(m(‘n%

® N ‘3‘ ‘
to evaluzie the tra,mee s ablllty to eﬂ'ectwe!y work ln his (ﬂ’oson ﬁcld

P
- . . ,"\, ~ oo .
tr - e 5 ~

‘o . - s, 4. Oppottunities for the trainee to evaluatg his personal bﬂmyi_or T
. ; o mo_d'al'ities'and-work toward making any necessary ch:‘mgvs.l .t

. . | ) ’. ‘ i ' A . - P . N p
L 5'.- For feedback fll-om the mternshlp. setting ta the deparl.ment. regarding

4L . . RSl

- strengtbs and weaknmses of its students S0 that progrqm |mprov(~|nvnts

T can bqlmplemented" > ' : T . :
. ' o - ] \ -' M - . -

e . ' 6 ‘f‘or the deve]opment of research and problom solvmg skills . _
. T -
\‘ . ' approprlate to‘he needs of ‘the student and the settmg, T )

a

considering the natgre of his plaqement and his vocational plais. . -

v f" \ B ) 9 AN
1) N ——
/

I ) .

. ] ) The pro;}o.sed internship program at the Diagnostic and Remedial lJ'ni't coh- w

]

. . The qiine goals and the activities perform'ed to meetffhe goals are outlined below.

o . - . : . v T t ' . et
S S . 3 S Coe e 4
L ' Goal 1: To become more knowledgeable in"the area of learning disabilities.
) < v ' . . 3
"" The activitfes performed to meet this goal-were: ' - |
i - ‘ . \

1. Séleeted sessions ‘were aud.ited in Educat\ion'dsdo; QOmrlzun:'cal:'on Jorxhe,

R - I T

~

M——— . aq . . . , .'. . ) U-
Department of Educational Psychology angd a teacher-diagnostician at the Diag-

nostic Unit. ' ‘ , ' ' . .

Disabled, presented by Mrs. Jane Green, a_ paft-time sessional instructor in. the

o - [E) .o, !
e L 2. Discussions wer¢ held with professionals. who are knowledgable.in the

. sisted of n*ne.gdals which were in }(e;épiné with .the broad goals pro-scntcd above. .

}



. area of learnmg dxqahlhtles These professionals included the stafl at the ng-
/""
_nostic Umt “(.” as others at The Dr. Charles A Janeway Child Hea]th Centre.

B 3." The Mtern observed a speclahzed teacher mst.ruc;, a chlld with a severe

* wi Sy Janguage d|sordcr
¥

4. The 1978 Nat\al Film Board film, “They" Called Me Stupid”, was
. ».
viewed,
.
5.- 'l he l'ollomng books and journal articles were read: R C
. Butler, K.G!, & Wallach, G P. (1980) “Topies in Ianguage dlsorders T
' Languagc Dtsorders and Leagning D:sabtlslrcs 1,-5. °

'_lhrvx ell, J.M. (1082) Hiou: lo Dmgnose and Correct Learning Dnﬂ:culhes .
¢ . in lhe Classroom West Nyack New York: Parker Publishing Co. ]n& @

‘ '-Lovmo M.D., Oborlmd F. & Mc]tzcr lr (lgm)kraevelopmental output -
failure:, A study of low productivity in school-aged children. Pediatrics, 67
{1}, 18 25. . :

\ »

e .,

Lewis, R. B (1983, November). Learning dlsabllmes and reading> Instructional
recommendations from current research. E:rceplwnal Children, 50 230—283

Mayron, LW, (1979, January). Allerg) learning and behavxor problefns.
‘ Journal of Learnmg Disabilities, 12, 41-50..
i’.nttcrson }\ L. (1981). Nouropsycho]oglcal approaches to the study of rcadmg
British Journal of Psychology, 72, 151-174. .

anf C‘ M. & Torgmon JI\ (1983) Anrrual Review o] Leerning Dwab:hlles, 1 .
. ]
Goal 2: To hecome proficient at admfnisloring‘and inteTpreting a v‘aricty of in- w
- - i . ' .. . )
struments used in the psychoeducitional assessnient of disabilities and disorders

~whieh alfeet children’s school performance and development. *

The activitics perfermed to meet this goal were:
I. “The administration of the McCarthy Scales of Children’s Abilities was

' _ a . ) « P ’
()I‘,)sc\r_\'t}d.- - [ .
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2. The manuals of the tests administered were read and the-iidern became

familiar with the test -administration procedures, scoring and inferpretation prior

to administering the tests.

3. Tests in various areas of concern were administered. Selection was based

on the individual assessment needs of each child asecnaed. "The tests and the

number of times administered are preseated in Table 1-1.

-]

- Goal 3: To become fa;niliar with some ol the test instruments and the lesting

techniques used in neuropsycho1o‘gica] assessments,

‘The actlvmes performed to meet. this goal were:

1. The administration of a battery of tesls to a person with known: brain

-

.d,amage was observd in the Neuropsychmdopartmont at the Health Seiences

Centre. -

- ’ 4 ) .
2. Mr. Woodrow, neuropsychologist at the llealth Sciences Centre, provided

full-explanations of the purpose, ad minYation, scoring and interpretation for all

the tests in his neuropsychological assessment battery.

.

3. Under the supervision of Mr. Woodrow, the intern administered, scored,

and inferpreted the battery of tests used in the neuropsychological assessment of

4

two children with known brain injury at the Health Sciences Centre,

4. Readings were done from the f[ollowing books.

Gardner, R.A. (1979). The Ob)erln'e Diagnosis of Minimal Iirain l)yq/unrlmn.

Cresskill, New Jersey: - Creative Therapeutics.

Lezak, M.D. (1976). Neuropsychological Assessmenl. New Yorl: ("ard

Small, L. (1982). The minimal brain dysfunctions. New York: ‘The Free Press.

University Press.
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Table 1-1
Tests Administered ’ r:/
: Times
Area Tests N Administered
Mathematics Key Math Diagnostic Arithmetic Test 7
Reading ‘Slosson Oral Reading Test . 6
Woodcock Reading Mastery Tests 4
Durrell Ana]‘ys'is of Reading Difficulty T
Language Reynell Developmental Language Scales 1
. p .
Test of Language Development-Intermediate 1
Test of Language Development-Primary 1
Peabody Picture Vocabulary Test-Revised 3
. - |
\ Test of Written Language g |
Assessment of Children's Language Comprehension 3
Academic The Wide Range ol Achievement Test . . 1
Level - . .
"Peabody Individual Achievement Test e
General MeCarthy Scales of Children's Abilities ° _ 9
Ability C
- Weschler Intelligence Scale for Children-Revised 5
] . .
Weschler Adult Intelligence Scale 1
Auditor{ The Aullitory Sequential Memory Test 1
Auditory Memory Span Tesl 1
Visual Motor-Free Vistial Perception Test 5
The Coloured Progressive Matrices Test - 4
[
Visual-Motor Developmental Test of Visual-Motor Integration 5



© ..

- 4

' Goal 4: To gain con\lpetonce in catrying oul a comprehensive psycheeducation-

al assessment which includes (a) collection of relevant information, (b) selection
of assessment instruments, (¢) compreliensive testing, (d) analysis of data and (¢)
translation of findings into suggestions for remediation. . '

The aclivities performed to meet this goal were:

1. Full psychoeducational assessments were carrie}l out on fourteen children.-

2. Each case was discussed with the field supervisor preceding, during and

following“the full assessment.

~—

3. Outside agencies such as schools\and 110:1It_h services were contacted in

order to ‘obtain information pertaining to the child's problem.
4. The following} books and joumal articles were read:’

‘ Banas, N. & Wills, LH. (1978) H 1SC- R prescriplion how to work crealively u*l!h
y imdividual learning styles. Nov alo, California: Academic Therapy
Publications.

Y

Bush, W.J. & Waugh, K.W. (1982). Dingnosing learning problems (3rd 12d.).
Columbus: Charles E. Merrill Publishing Co. '

Dash, O.N,, Dennis, S.S., Mueller, H.H., Mancini, G.J., Snart, F.D. & Short, RR. I,
(1983) WISC-R subtcst \anablllly in a clinic-referred sample of C andian
children. Canadian Journal of Behavioral Science. 15 (3), 211-227.

‘]\'nul'man, ‘A.S., & l{aufman, N.L. (1977). Clinical evaluation of young children
with the McCarlhy scales. New York: Grune & Stratton.

Kaufman, A.S. (1979). Inlelhgen( tesfing with lhc WISC-I2. New York:
Wiley Interscience. _— s

Kaufman, A. S- (1980). Issues in psychological assessment: Interpteting the
WISC-R intelligently. Advancoaip Clinical Child Psychology, 4, 177-2141.

Kﬁllfﬂlﬂn A.S. (108‘1) The WISC-R and learning disabilitios assessment: State
of the art. Jnurnal of Lcarmng Disabilitics, 14, 520-525.

Klas. L.D. (1084). A comparison of sub-test scoring patierns for males &
females in various 1Q groups on the WISC-R: A Newfoundland study. The

P o

-~
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—Newfoundland Psychologist, 6, 14-23.

McDermott, P.A. (1981). Sources of error in the psychoeducational diagnesis of

children. Journal of School Psychology, 9, (1), 32-45.

4 . .
Sattler, .M. (1082). Assessment of children’s snlelligomce and special abililies
(2und Ed.). Bczston' Allyn & Bacon Inec. , N

Schooler; D.L., Beebe, M.C. & Koepke T (1978). Factor analysis of WISC-R -
scores for children identified as learning disabled, educable mentally impaired
and emotionally impaired. Psycholagy in the Schools, 15, 478-485.

Snart, H., Dennis, S:, & Brailsford, A. (1983) Concerns regarding the Wide
'Eqnge Achievement Test. Ganadian Psychology, 24,-98-103. -

]

Vance, H,, Walﬁ)rown F,& Blaha, 3 [1978) Determmmg WISC-R proﬁlcs for .

rondmg dlsablcd chlldren Journal\/Learmng D"sabxlmes 11 657-661.

Wallbrown, F.H,, Vance H.B. & Blaha, J. (1979). Developmg remedidl
hypotheses from ablllty (WISC-R)- profiles. Journat of Learning Disabilitigs, "
" 12(8), 59-63.

Goal 6: To become famlhar with, and collect, a~wide variely of remedmtnon

strategies which can be used with children with different types of problems.

The activities performed to meet this goal were:

1. Relevant information on diagnostic and remediation techniques was

selected from readings and resource materials at the Diagnostic Unit. Emphasis -

was placed on c‘olllocting teacher and parent resource aids for di[Te'rer* t:ypes _of
learning disabilitics, The matcrial{was organized .inl..o resource binders under the
I'ollo;ving cAt.égories: |

Behavior . | | o7

Ai.lonliqn Span, Ristractibility and Hyperactivity

Visual P(;r(-opl ion and Perceptual-Mofor

Reading ' . .

\

TN
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Language ) . )
Memory

Spelling ' -

Goal 8: To become more proficieft at disseminating information obtained and
~ ' ’ )

derived from assessments.
The activities performed to meet this goal were:

1. Copies of reports on file at the Diagnostic Unit were read with special at-

1]
i

‘ te.njt'ion paid to format and wording.
2. Detailed reporlt_s on 13 p'sychon:‘(‘iucational assessments were wr..il.lén and
discussed with she field supcn"isor.-' Revision‘$ W(\!re made “horc necessa |;y.
3. The ‘assessm.ent results, ihterpreta'tion and rémodiation.sllggesiions \wo‘_ro
disc;lssed with. pai'en;'s and pc'rzinent.outside agencies. Counselling techniques

were used to help the parents and children gain a better undersianding of the

problem. : .

N

Goal 7: To become more aware of personal strengths and weaknesses in work-
ing effectively with children with learning problems, their parents, anc pmfoss'ion-. :
als in this field.

’

The activities performed to meet this goal were:

1. The administration of the Reyncll Development Language Scales was
video-taped, -viewed and discussed with the ficld supervisor.

2. Meetings were held ‘with the field supervisor and univefsily supervisor
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specific remediation strategies and to evaluate the effects of the instruction.

A Y

The activities performed to meet this goal were:

1. A child was chosen to receive individualized remedial ins'tfuctjo,n based

b""‘\ ®

'upon a psychoedu ational assessment given by t.he/,intern.
@me to the Diagnostic Unit seven times and-spent a total of

2. ’I\lm/cfh:I

nine hours (fﬁ\iol‘v_e.dzin.sp‘eciﬁc reading and ﬁléthema_tics activities-with the in-

- ' :

3. Reéssessrinents in Mathematics and Réading were'done at the end .of the

‘instructional peri'od to evalﬁiate the success of the strategies used.

i ’ . . e !

Goal 9: To complete a project which would meet the research -requirement of s

the internship and which would be useful to the intern in her réle as an elementa-

L

ry school counsellor.

Activities performed to meet this goal were:

1. A Tess Analysis Worksheet was developed for the analysis of the .

Wechsler:]nte"igence Scale for Children-Revised (WISG-R).

2. A computet program was developed to accompany the WISC-R Test

!

Analysis Worksheet.

Details of the projeft. are presented -in a separate section of this report.

* PR
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_Conclusion

-»

.

The Diagnostic and Remedial Unit was an. excellent internship setting for aw ‘

- .

elementary school counsellor. This setting provided a wotking kn'o-wlvdgo of .an .

v

agency outside the school system which provides a valuable service to thiv schools.,

. . : S
The internship supplemented tlli/practicum and the course work provided in the

Educational Psychology Masters Program. - Knowledge and experience was gained,
. . ik b
which will better enable the intern to (a) éarry out rqofe comprchénsi've and accu-

- .

" rate investigations of learhing_pfoblems and (I;T establish more effective inferven-

y
tion strategies. ~ . ' _ | - S

‘The intern’s skills in counselling and consultagion, two ‘other roles of the

school counsetlor, werd also \im‘prow./ed by the experighces during the internship.
Experience.wa?gained in working wit-l; con}mumty'agcncies: children with. a
varienty of iez;rning prz)blems, parents: as well as with other prof\ossionals.
Throu‘gh'.counse]ling 'and consultation, the knowledge and experi(.*n("e lll:‘ intern

v

- gained will help parents, school personnel and students gain a better undgj‘rstnnd-

“ing of childgen \lvith learning problems and‘(énable them to cope With the prob-

lems they encounter. -

‘The internship took place largely while children were out of school for sum-
LN * . - f
mer vacation. This presented a disadvantage to the internsliip.. Contact with

schools was minimal. There was no opportunity to observe the children in the

school setting or base recommendations on the nature of their specific school en-
Vironment. Fewer children were receiving remedial instruction so there were

fewer o,ppdrtunities for observations of instructional strategies,

A
»

;-

— <

[ 4
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The exposure to neuropsychological assessments at the. Health Sciences ,
IR

’

Center prévided a yaluable supplement to the psychoeducational assessments car-
. .
ricé out at the ﬁiagn:hpit. The two settings exposed the intern to a wide
varicty, . of dis‘wilities in children which affect - academic, social and emotional
development.
Throughout the internship the intern participat’ed_ag a professional member ,

of the staff. Mrs. Barbara Hopkins, director of the Diagnostic and Remedial Unit,

f)roviiled trelpful ;)ngzﬁnéassistahce'an-d,guidance.

i ' R

nr\
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tivities performéd at the internship setting and tél) the intern’s interests, experi-.

- ence, and position as elementary school counsellor.

«15-

CHAPTER2 =, -

S e
rd

PROJECT '

. 4
One of the requirements of an internship, ad determined by the Department

of Edl&cational Psychology, includes the expectation that thé intern will design’
- T | ~ .
| ) B
and conduct a research zsmctivityI intended;to demonstrate the appropriate applica-
- - . - ' sl T : L. : ‘
tion of research skills tlo.some field-based pyoblem'lq In oq‘d'er to fulfill this require-
. . . . l . 1 \

ment.this intern chose'to undertakwrojec't whi&‘h was closely related to the ac-

- T

¢ ~ Introduction

-

Performing a psychoeducational evaluation is one step in the assessment pro-

cess outlined in the previous chapter. ‘It is one source of.jnformation which con-

i -

tributes ‘to the devclopmenfof hypotheses upon which remediation is based.”

Sattler (1982) Stated that the Wechsler Intelligénce Test for Childrén-Revised

(WISC-R) “‘serves as one of the most importanwh'onts for the evaluation of

-

children’s intelligence” (p.#169). It has excellent reliability , validity and stan-

dardization (Sattler, 1082). « - | ‘ g

Critig’isms exist ag‘airisf,thc use of intelligence tests such as the WISC-R

‘.
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(Kaufman, 1979). There are misconceptions abo_ilt.intelligence tests and testing
which result in their misuse and abuse (Sattler, 1982). The criticisths center
largely on the inappropriate interpretation and the educational consequences

which might resull from the misiﬁterbretation of the test scores (Banas & Wills,

1978; Kaufman, 1979). .

. -
~N

\gl_;_e WISC—R,,howeVer, 'Iis-éapable of providing r;lore than just Qa‘ta for nor-
mative comparisons. The organization of the items on the WISC-R into twelve
sybtests, each involving a diflrent set of abilities, and the division of these sub-
tests into the two sectlons Verbal and Performance, rovide a basis for the as-
qessment of individual dlﬂ'erences in ablhty The desxgn of the WISC-R also al-

lows for the statistic_al- evaluation of differences within an individual child's per-

formance.

The diversity of cognitive and brain-behavior furictipns tested by the twelve

subtests has resulted in a widespread use of WISC-R and other Wechsler scales

, for psychocducétional, psychodiagnostié and neuropsychological testing (Small,

N *

1082)." Instead of relying on single scores and IQs, diagnosticians look for pat-
terns of résponses and for cognitive abilities represented by -differences in sultest

scores and factor scores (Sm‘all, !082). The eva],uation"of the intraindividual

~ differences in performance on the WISC-R is referred to as “proﬁle angysis” l;y

~ such authors as Kauffnan [1979j, and Satller (1982). Sa{tler stated ‘‘Profile

. Tt —

- analysiss a useful tool for comparing intraindividual differences in various ability

and achicvement areas” (p. 199). Profile analysis is used as a general term to in-

»

clude the analysis of scores and the analysis of pattcrns ol' scores. It is one form

—
e .
-

nnd only one part of ‘test mterpretnhon When accompamcd by an awareness of

."

G
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the limitations of the WISC-R, profile analysis helps to bresk the over-
~ 4 ) ' . T
dependency on global IQ scores and normative comparisons, thereby reducing

test misuse and abuse (Kaulman,.1979). ._
. o ' B! .
Although the WISC-R3ras the potential of providing extensive and valuable
: . R o e s . .
information on the child,“c~émprehensive individualized test interprctation re-
r

quires a great deal of knowledge and effort. It is alsp very - time cor&nining.

Different methods have- been proposed by authors such as Kaufman (1970) and

‘Lutey (1977) to aid in~the analysis of it_'regula'r.performance on the WISC-R. Lu-

tey designed a WIIS'C-R“Proﬁlg\.worksheet to heip determine and record-sigp;i_li(-:mh

deviations in subtest scaled scores, factor scores, supplementary scores, and sub- |

0

test spelciﬁc scores. This author finds the following disadvantages with Lutey’s
: ]

method for the analysis of the WISC-R profile:

I. The use of tables and the need for many calculations using different pre-

. -—
* —

cise values is time consuming and complicated. There is also a high chance of er-

>

ror.

— .

2. The WISC-R Prolile sheet is limited in the —approaches usedvin ‘mmlysis.

For example, it does not examine the difference bm\\(:cn the Verbal and Perfor-,

+ mance 1Qs.

3. Only a small number of patterns of subtest scores is examined; conse-

-~

quently there is no flexibility in the examiner’s choice of systems for an individu-

alized test interpretation.
a . ’

. .4. The WISC-R Profile sheet does not aid in a thorough successive level ap-

’, .

proach to test interpretation. The information obtained is not put into perspec-
. ' . . »

tive with other kinds of information, so it has limited value for tlid.gonemtion of

Sa

P
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hypotheses angd for report writing. \ ©
Worksheels which\aici. in the evaluation of patterns of subtests have also
been developed,. A worksheet presented by Bush and Waugh (1982, p. 179) has a

comprehensive listing of subtest patterns. Different analytic methods can be ap-

plied and it is easy to use. Although helpful, worksheets such a3 this represent - -

“only one level of the overall analysis.

CompUter programs have also been,developed to ald in the scorlng, genera- ,

T . /l
tion of hypotheses and report-wntmg of the WISC-R. l‘he functlons of the pro-
7
grams vary Trom sxmp]y determlmng sca]ed scores and IQ scorés tp, pro\ndmg ten-

l

tative hypotbeses from the ana]yses of complex combmatnons of patterns of scores
b

(Walker & Myrick, 1985) \’\‘alker and Myrick cited a study done by Mysl\a and

‘McCullough which found that Lhe brief programs were of limited value and “that
7 [
the.more complex programs generated too many tentative hypotheses, so misuse

could result. Computer programs are avai]abl:e Which aﬁéﬁpt to write .a report,
« f .r
but their hypotheses are not based” on all the Thformation from other sources such

-«

as behavioral obsei'vations, school "achjevement, home background, other test -

A

| 0 : .
\scores, or clinical impressions. According to Walker and Myrick,” who reviewed

. 2 . . . . .
the cthical considerations in the application "of computers to test wnjysis, such

programs should only be used to é,ssist in €he data interpretation. A camputer

v

progrant which assists in the analysis of WISC-R test dala and which has erhpiri-

a ‘ Y

cally supported rationales could '-béneﬁt the school counsellor. lowever, the ma-

¢ ¢

jority of WISC-R computer programs available are éxpensive, and many elemen- |

. . \ L ' . . '<
tary school- coundellors do'not have access. to the more.expensiYe.computers, sich

X /e

as the Apple setics, for'which most of the programs are written,

.
f

N

X 3



Eehool counsellor frequently . has heavy testing loads, this author hhs d’cvolop’oan

- : -19- ‘ S - )
. - , . ~

The identification process of strengths and weaknesses is rigid in computér-

‘assisted analysis programs. The identified sttengths and weaknesses cannot he,

considered with respect to all the sbilities and factors examined. An ‘analytic

.
-

process latks the necessary flexibility when the examiner does not have any inpyt

D A - - . - 1] . . . ‘t . “ ‘ P
into the evaluation of abilities or when input is diflicult. Input is difficult when,

“ ‘¢ . ©

an examiner does not have an overview.of.all_the abilities evaluated and their . -

L

—

O . v

* patterns of scorgs. _ ' A —

F]

.
|
«

. . e ae . . ' o"u. :
> A need is indicated for a praclical and comprehensive, compuler-assisted.

. WISC-R analysis Worksheet to he]ﬁ' inc,rez;,§e and imbi’ove individualized WISC-R

- 9

- test interpretation. Since this._wri__tgﬁs experience.has shown that the elementary .

PR S -

!
t

WISC-R Test Analysis Worksheet and a co.r‘requgdin‘g comp uter WESC-R

%

analysis program which is time-wise but speaks to-some of the deficiencies .of ex:”
isting.approaches. S ) . R &

BN

. Description of Project \ .ot

-

J \ . . s

The \VISC R Test Analysls \Vorksheet is proqonted in Appen(hx A. ]t con-
Vot Al

 ——

tains the primary analytlc approaches to- profile anal)sm prescnlod by K’lul'm.m

(1979), Lutey (1977}/and Sattler (1982). “The approaches are arganized into the

' following four major parts: S R X - .
-Part ] 1Q Scores. N . E .
- .. N
Part Il Analysns of lefercnce belween Verbal and Performnnce 1Qs. . '
i

-

»



Part 111 Analysis of lndi.vfdual Subtest Scaled Scores.
Part IV Amlysrs of Subtest Patterns. |

Tiach major part conqlslsnf selected components which conthbute meaningfil in-

* formation toward the test interpretation. The order _ol' the four parts follows a

4

v

successive lovel approach to test interpretation (Sattler, 1982). The directioh is
! ¢ '
from the general to {he specific. It is a systematic method and prowdes a useful

Iogic"’l’or writing WISC-R reports (Kaufman, 1979).

'I‘Ire_\\"lSCl-ﬁ Test Analysis Wrorksh.ee_t'is designed primarily for Kaufman’s

(-1979)‘a:innlytic method. It may be used with or without the assistance of the

~ — - 0

y " . = - ‘ot . . - N
_ ('Qmpulcr program; however, there are. no instructions for nanalytlc procedures

L} -6 o

'pro\ |dbd on tlie ‘workshedt. The Computer WISC—R Ana]ysrs Program is present-- :

/'
(-d in Appendix B. lt can be run on a Texas Instrument TI 99-4A (TI QO) Com- *

a

puter.” The TI 99 was qsed chguse it is avarlable to this author for use in the

school and. thé program is readily adaptable to other inexpensiVe,computéré
o . . !
which have at least a IGK merr_rdr)'*.uf',-'l‘he program is designed to carry out the

mmlytjc caleulations of Parts 11, 111, and IV of the worksheet. Walker and Myr-

ick (1985) mcludod dhe “An'\Iy5|s of Scores’ from individual intelligence tests
&(, .- B
:-:nch as the W echsler' series, as one of their suggeste_d areas of approp‘riate uge of

-

computers in the assessment process. The examinee’s name, three 1Q scores and
. . B " e

snl)tcst sc:\]od Scores. are enftered. into thc aomputer. Zero is enteréd for the.sub-

.

. tests which: are not ndmmmored Thcy do not enter into the evaluation. The

¢

‘ 'm'rl\glc roxulh for lho compononls of the three parts can ‘be recorded on 'thee |

' ’

- work shcol.

The WISC-R Tost.';‘\-rrnl)'sisl\t"\’orkshbci and the Computer. WISC-R Analysis .



Program help obtain information which must be looked at in relation to the pat-

. 1

A

tern of performance within each individual subtest and the content of the
v

responses. The entire test performance should be integrated with other impor-

tant sources of informaticn such as observations of behavior, home background,
achicvement in school, and the scores on supplementary test instruments that

provide purer measures of specific abilities. Each of the four parts of the analysis
' ’ N .

program will be exanfined in tetms of (a} basic functions, (b) selected com-
‘ponents, and (¢) method of anaiy-sis.

[ g ' »

Part1l 1IQ Scores . ‘ ) ’

v

The three IQs provide general information on a child's fntL;Iloctunl';lll)iliiy re-
lative to other children of the same age in the gonc;al population, as n.-pr('-svntod

by the standardit/éion group. ‘The gxaminatibn ‘of the IQ scores in the WISC-R

.

analysis program includes the following:

1. Verbal, Performance and Full Scale [Qs. == - ~

2. Confidence Intervals for Verbal, Performance and Full Scale 1Qs. "

3. Percentile Rank of Full Scale 1Q. o (. . '

\

4. Inielligeﬁce Classification of Full Scale 1Q.

Space l;as. been provided on tlie WISC-R analysis worksheet for the [Q infor-

L ‘ -
- mation so that the workshcet is complete for test interpretation ‘)urpusvs..
v ‘/ . L]

. . . T e g2 . .
Although time consuming, manual derivation.of this information involves straight
Y t . -

w

P

forward procedures. Calculafing the 1Qs manually allows for the use of either_the

Coding or Mazes sublest in the performance 1Q. The use of the Mazes subtest is.

-~



-225

-
recommended in the computation of the Performance 1Q of all children below

cight years of age (Lutey, 1977). Since no anélytic skills are required and flexibil-

ity is desirable, the components in Part‘] have not been included as functions of
~ .

the computer program.

The WISC-R Test Analysis Worksheet provides confidence intervals at the

[3

90% level of confidence for the three IQs.. The band of error, along with the Per-
centile Rank and Intelligence Classification, helps the examiner put the IQs in
better perspective (Kaufman 1979).“*Kaufman considered 85-90% to be an ap-

s

propriate confidence level for this purpose. He used Sattler’s (11974) data for the
| ) : .

—average confidence intervals for children in eleven age levels. The confidence in-

tervals presented in Sattler (1982) have not tchangéd. Table 1 in Appendix C

presents the confidence intervals for the Verbal, Performance and Full Scale 1Qs

at the 85 and 90 porceht confidence levels.

)

Part I Analysis'of Difference between Verbal and Performanece 1Qs.

*

The discrepancy between the Verbal and Performance IQ scores reflects
differences in a child’s ability . to perform those activities which are largely unique-

to each scale. There are a variety of factors which may lie behind disparities in

functioning. Sattler (1082, p. 199) presented seven possibilities for a significant

Verbal-Performance discrepancy. Factqrs‘ such as interests, cognitive style,

»

psychopathology, ability in processing information, ability in certain modes of ex-
pression, pressure, and sensory problems should be considered in respect to the

child’s overall pgrf&rh\ance and the background information. A more detailed

A
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discussion of factors involved with Verbal-Performance 1Q dilferences was
presented by Kaufman (1979} .

The following approaches are used in the WISC-R Test Analysis Worksheet
to determine the\z extent to.which there are significant differences lwlwooq the two

scales: ) 5 . ‘ /
e
»

. Probability of occurrence.

2. ' Analysis of level of significance.

3. Frequency of occurrence. -

i . -

—

The first approach, pfoBabilitmcéijrrénco, examines the probability of ob-
" taining an equal or greater disc.repancy by chaﬁco. The average of thie discrepan-
: cigs for the (iiﬁ'erent age:levels (S:lxt'tle:r, 1982, p. 572) is used in the computer pr.()- '
gram to establish the pr<.>bability of obtaining an equa].or great_er_(liscrvpnncy. by
chance. The probability from .001 to .50 associated with the \"orbnl-l’orfnrlm:um-
differerce is determined. The probabilities for Verbal-Performance differences are
shown in Table 2 of .appcn‘dix C.'
The second item in the lanaljysis idcntiﬁos significant V-P 1Q (Iiﬁ(-r('p‘nncivs at
a confidence level of .05 or below. Sattler (1982) recommended that a probabilily
at or below the .05 level be considered as a significant (Iiﬂ'vronc-(' and that the
discrepancy be sigl:zzcant before formulating hypotheses about it. Knuﬂn:m '

(1979) also considered the 95% cvonfidence an appropriate level for inferring a

meaningful difference between a child’s verbal and nonverbal abilities. The size

of the V-P IQ difference required for statistical significance at the .05 level is 12
points (Sattler, 1982, p. 195). °

The third approach used in the investigation of the V-’ 1Q) diﬂ'orvn(-lv deter-

2

\\{ .
)

o’
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¢ '
mines the percent in the standardized population who obtained an equal eor

’

greater discrepancy. Sattler's (1982) data for the average of the age level

. discrepancies is used in the computer program to determine the extent to which a
. _ S |
given discrepancy occurs in the standardization population. The percent in popu-

lation from .1 to 50, is determined for the V-P discrepancy. The.expectancy
table is shown in Table 3 of Appendix C.
\Kau‘fman (1979) emphasized the fact that Verbal-Performance discrepancies

which may be stat.is_:tiqa‘lly significant may* actually occur in a large proportion of

~

the standardization sample. Knowing how common or rare a discrepancy is aids

4

in'interpr?tation. Discr'epancies which 'are'statjsti;cally s‘igniﬁcant yet occur with
o ; . i . |
some [requency in the population may indicate real discrepancies m a child's abil-
ities and can b(; used in'making remedial recommendations. Hov;/ever,. differences
should be significant and rare before forming-diagnostic' hypotheéses (Kéufman,

!

1980). Intelligence level and parental occupation should also be related to the
’ )

Verbal-Performance discrepancy (Sattler 1982) since patterns in discrepancy exist

for these two factors.

o

Part 11 Analysis of Individual Subtest Scaled Scores.

. The subtest scaled scores are the raw materials behind comparisons in the
child's individual performance to a pormative group and to the child’s own per-
sonal norm. In the WISC-R Test Analys{s.\\’orkslleet the analysis of the subtest

sealed scores contains the following approaches: ‘ -

1. Profile of scaled scores. "




-05.

2. Analysis of deviation of subtest scaled scores|from mean scaled scores.-

A plotted profile of the subtest scaled scores presents an overall picture of
the differences in the child's performance with respect:- to sell and others. The
WISC-R Test Analysis.s Worksheet prov'ides (a) the important factors involved in
each subtest, (b) a graph for plotting the subtest scg‘::/es, an‘d (c) space _f‘"' indieat -
ingl significant strengths and weaknesses. The factors used in (he brief subtest
descriptions were tz_{ken from .Bush and Waugh (1982, pp. 406,407). Some

modifications were made. The ‘plotted proﬁre of subtest scores provides a visual

' 4

overview of the fluctuations in the subtest scaled séores. Comparisons between
the child’s individual abilities, as measured by each subtest, and tlie age group
norm may be done.by determini'ng. the percentile rank or test age equivalent for

L

each subtest raw score. Sattler (1982) did not recommend the routine use of test-

" age scores hecause they have boor statistical prpp&,ies and may be misleading.

l/ . > H .
The subtest scaled scores can also be compared to a group mean of 10. However,
as with all normative comparisons,.it does not aid in the translation of test scores

to educational suggestions because the strengths and weaknesses relative to the

»
child's own level of ability is ndt examined. .

|

Comparisons made within the subtest scaled scores provide an overview ol'?/

child’s abilities with respect to his own relative strengths and weaknc'ssvs'.\“ Kauf-

man (1979) urged examiners to administer both alternate subtests to all children

>

because fhey contribute significantly to the investigation of individual differences "

in a child’s abilities. The analysis of the fluctuations in the subtest sealed scores,”

with respect to the child's own norm, is_the beginning of an analytic process

which leads to hypotheses from which remedial suggestions are derived. Howev-

¢
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4

\
er, gs Sattler (1982) stated in his cardinal rule, ‘‘profile analysis is dependent

upon the presence of Qta{istically significant differences between the Verbai and
Pcrformance Scale IQs and between subtest scaled scores” {p. 193). Therefore, be-
fore cor_nparative statements are made abbut one score or ability to another score -
or ability it is necessary to determine-the presence of significant differences in
. p'er‘formance. - - .
Using only tﬁe subtest scaled scores, comparisons can be made in the follc;w-
- ing ways (Sattler, vl,98l2): ‘
l‘: Compa_re each Verbal subtest scaled score to‘the mean Verbal scaled score- .
2?9 Compare each Perform;nce subtest scaled score to‘th'e mez.m Performance

< . -

;
scaled score.

(94

3. Compare each subtest scaled score to the mean subtest scaled score.
4. Compare sets of individual subtest scores.

The breakdown of the WISC-R into the two factors, Verbal and Perfor-~
. .
mance, can be used for investigating fluctuation in the subtest scales scores be-

a

cause the mean Verbal scaled score and the mean Performance scaled score are
»

cstimates of a child’s Verbal comprehension skills and perg;eptun] organizatiop. .
fﬂnbilit.y, respectively. Significant deviations from the- appropriate mean scaled

score représent strengths or weaknesses relative to the child's own level of ability

/
on each scale. ' .

Different methods exist for determining the presence of significant differences

between subtest scaled scores and mean scaled scores. The degree, of statistical

precision varies. The approach presented by Lutey {1077) uses pro;iso standard

errors of measurement for each subtest in each-of the 11 age groups, to investi-.
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. value for all subtests for tl}ekl‘ollowing reasons:
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gate the difference between each 'subte_st_range-score and the range-scores for the
VerQaI, Performance and Full Scéle averages. Satller (1982) provided precise
critical values for each subtest, depending on whgther five or six Verbal or PPerfor-
mance subtests were administered, to determiirie significant discrepancies.

' .Kaufman (1979) prcps;wd the use of an average value of %3 for all subtests
and all age levels. H'e_ justified the use of average values for the to'a! snmplo;l)y
stating that he had “more confidence in data obtaincd'.on the entire standardiza-
tion' sample (N=2200) than in the dz'ita .-l'or each of tire 11 age groupsl(N:‘.ZOO

per group)” (Kaufman; 1979, p. 192). Kaul'man"dcfended the use of an nvc'-ragc;

4

i
1. The examiner’s;de;])endéncy on tables is reduced.

2. Mathematical computations are simpler so clerical work and errors are re-

» [y

duced.

‘3. A ,constant value‘is' easily internalized and therefore can be applied .rou-
tinely to every WIS(_J_-R assessment.

4. The use of precise values to the.nearest decimal place for compulations is
pot consistent with the lack of precision in other areas such as tést administra-
tion, test scoring, and the low test-retest reliability coefficients of t}w_ WISC-R
suBtests. ‘

5. The method proposed for the analysis of subtest fluctuations does nof use
the constant deviation value (£3) fof interpreting specific subtests but for ill\'(;sti-

galing abilities shared by two or more :*b(‘ests. ' _ .

6. The hypotheses do not stem from the profile analysis alone, but from the

. integration of information from the nature of the test responses, supplementary
- \

N | N

\“ .. ‘. ) PR — 1]

e
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tests and aspects of the child’s background and behavior, as well.

Kaufman's choice of +3 was based on the range of the differences required

for significance, derived by Sattler (1974) for each of the twelve subtests at the
.Ofl/sigqifmfnée Ie.vel. Both Kaufman and Sattler (198_2) stated that the .05
significance level was adequate for'investigating the fluctuations in the subte‘st’
scaled scores. The deviations of the subtest scaled scores from their reievant
mean sc'aled scores, - required for signiﬁcance,_ ranged‘from 2.3 to 3.3. Since -
Kaufman's decision to use +3, Sattler .(1982.) revised his data. He used the Bon-
ferroni i'r'iequality to obtain a different ﬁgu(re for the critical ratio in the formula
E‘xsc_d }o/éetcrmin'e the sig’n‘iﬁcan% deviation.s from avléré.gé. The range of the re-
vised figures at .05 significance lev'el, is 2.8 - 4.0, which now makes Kaulman's
choice (;f +3, for the previous range of 2.:; - 3.3, low. Statistical precision helps to
reduce chance errors pertaining to comparisons among subtests. If t.he constant
.value is not used fo‘r inter;reting-speciﬁc ;ubtests and if the purpose of thfa
analysis is primarily to help understand the child, in terms of what they do rifla-
tively well and rg]ativ-ely poorly, and how they learn bést, then the continued use
of 43 is justified. Table 4 in Appendii C shows the precise deviations from
the mean that are needed at the .05 significance lefel for 'comparisans involving
ﬁ\"o or six Verbal or Performance subtests. '

Kaulman's (1979) method for grofile analysis is used in- this author’'s WISC-R
analysis program. A constant of +3 is used to determine the significantly strong
and weak subtests because the determination of the subfests which deviate -
s\igniﬁcnntly from their respective mean is the beginning step to the profile
analysis. Tbe following steps are usod}x the analysis program to determine

-

2
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. significantly strong or weak subtests:

-0,

-r

Step 1. Compute the mean scaled scores for both the Verbdl and PPerformance

subtests administered and round them off to the nearest whole number.
Tl(mean of all theesubtests (Full Scale Mean) is also determined to allow

for othe(\ types of corﬁparisons. The means can be recorded on the analysis

Al

worksheet.
‘ . |

Step 2. Compare each Verbal scaled score to the Verbal mean.

»

The subtests which are at least 3 points above the Verbal mean are

signiﬁcént strengths and the subtests that are 3 points or more below the Virbal |

mean are significant weaknesses. The strengths and weaknesses can be recorded

(on the analysis worksheet with “S™ or “W" respectively under the 'SIG.’ column.

Step 3. Compare each Performance scaled score to the Performauce mean.

[

"The subtests which are 3 or more points above or below the Performance
: - 4 .

mean are significant strengths and weaknesseg,"“respoctivo]y. They can also be

. 1 recorded on the worksheet.

4

f.

f ‘ ' »
The +3 approach used is not adequate for simply interpreting the unique

abilil'igs or influences that presumably are measured by‘ signiﬁc_anlly higl'n or low
.subtests. Kaufman - (1979) propose(i the use of sul)tosl-spm-il:ic interpretations
only after an analysis of profilt fluctuations fails to 'un(-uv;.-r sl'rongllxs and
weaknesses. Since the Jlmique varinnce or specificity varies for each subtest, the
con{parison of subtest scores with their relevant mean to determine unique abili-

.

ties or influences should take into account the amount of specificity that each

- .
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subtest has. The groupings of subtests, according to the amount of specificity, is

]

presented in Table 5 of Appendix C (Kaufman, 1979). Kaufman (1979) recom-.

mended that unique abilities for subtests be interpreted when there is the follow-

9

ing deviations of the subtest scores from the average scaled score on the relevant

—_—

scale:

. Subtests with ample specificity: +3.

tl

" 2. Subtests with adequate specificity: +4. ’

3. Subtests with inadequate specificity: +6.

Comparisons of subtest so[ai;d scores to.the Full Scale mean can be‘carried

-out fc;r each of the 12 subtests using Sattler’s data in Table 6 of Appendix C.

The method. used in the analysis program does not investigate the difference

-

between the subtest scores and the Full Scale average. 'I;he +3 deviaiion value
should .riot be used in this type ofI;;J;;lparispn becéuse Sattler's (1982) data
showed the range of deviations reqllired for significanceé to be 3.3 - 4:6. -
Kaufman (1979)_ stated that there is Jittle value in methods of int.erpretatioﬁ
that use significant differences between p;irs of subtest scores beca‘use,fhe pair-
wise method provides separate statements about the.child’s abilities thzlgt are not.
integrated. Sattler (1982) showed h‘ow comparisons betwecen p‘lanned pairs of
sublests and multiple comparisons between individual subtest scores can be sta-
tistically analyzed. He stated th'at interpreting th\? meaning .of differences is
dilicult. Comparisons of pairs"’und mIJJltipIes of individual §l|bte;ls have not been
included in :the analysis program. A-large nur‘nbe'r of vgx:inbles exist for each pair

comparison, making translation of statistical ﬁndiﬁgs into meaningful deseriptions

difficult tli’ld therefore subject to misuse (Kaufman, 1979).

A



.31 - ¢ .

&
Two approaches of comparing a child's performance with that of the norma-
- tive group involve the scatter of the subtest scaled scores. The scaled-score

range, which is the difference between the highest and lowgst subtest-scores, can

be. compared to the ranges for the standardization group. The sccond index of

>

scatter looks at the number of scaled scores that deviate significantly from the

child’s own mean.

.
Interpretations of subtest scatter indices involve inferences between intersub-

L .

test variability and exceptionality. Kaufman cautioned\ against the use lo[ scatter
'for) categorizing children due to the lack of suplpo:_'ting empir.ical d,a{a. Comparis-
ons of subtest scatter to a normative group does not providg; the type of informa-
tion 'abc;u; a child’s abilities whicl; aids in making/ meaningful remedial recom-

»

mendat.ioﬁs; therefore, it has not been included in the computer program.

N

Part IV Analysis of Subtest Patterns

-

-~

When subtest scores deviate significantly from their roipocti\'o Verbal or Per-
formance mean, the V-P dichotomy presems an unsatisfactory description of the

4 , .

child’s abilities, and examining the unique abilities has limited value; therefore a

p .
different system is nceded to explain the profile data. One method is to take ad-

vantage of the commonalities that exist bet\\oen several subtests (l\'mfm.m
1979). T]us section of the WISC- R analysls program is clvslgnod to assist the exa-
miner in developlng h\pothesee regarding abilities and influences %lldl‘(‘(l by two

or more subtests that may hqve affected thc test scores. The regrouping nl‘ sub-

tests according to abilities and influences done by dilferent psychologists has
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resulted in a number of categorical systems (Kaufman, 1979). Kaufman support-
ed the use of grouping and said that examiners should knaow and use all the sys-
tems in t’};j search for explanations for the test data. He'stated that it cannot be

assumed {hat one particular method is better than another because *‘each method

24
has its special uniqueness and utility for different individuals’ (Kaufman, 1979, p.

131). -

The anslysis prog'ram which has been designed includes a total of 48-subtest

)

patterns for analysis. The g;oubings .are taken from Kaufman (1979), .Lutey

(1977) and Bush and Waugh (1982). They are separéted' into the following three
categories to"aid in test interpretation:

- 1. Analysis of major factor scores.
4

2. Analysis of behavioral-bz;ckground\inﬁuences.

. P —
3. Analysis of shared cognitive abilities. :
. N -n
Kaufman. (1975) identified three major factors in a factor analysis of the
WISC-R, corresponding to Cohen’s (1959) Verbal Comprehension I (VCI); Percep-

tual Organization (PO), and Freedom from Distractibility (FD). Table 7 in Jap-

— s . .
pendix C identifies the subtests which were found to have primary loading .on
. . . - . [ Y

_each factor. Sattler (1982) gave the fo]lo}:&ng descriptions of the three factor

. " .ot
Y .
/

comprehension, knowledge “obtained in ‘part by formal education &pd.

reflecting the application of verbal skills to situations that “are new to the

- . R . _J
chiljd. The Perceptual Organization (PO) factor score is a nonverbal factor

. . . v 3 M
involving perceptual and organizational dimensions and reflects the ability to

:’ A

e Verbal Comprehension (VC) factor score measures verbal knowledge and .
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: comprehensnon and perceptua orgamza?lon than thg’ Verbq] and Pcrmrm'mce lQ )
°

,-33-
[ ' -t . : T
interpret and organize, visually perceived material while worKin agniustf a

LI |

\

time limit. The Freedom from Distractibility (FD) factor score mcasqri;‘)hb

»

ability to remain undistracted {to attend or concentrate), but also ‘may in-

volve numerical ability, Shdrt_:‘-i,grm%bmory may be an important xom-
' " ¥ : ) s '

k]

' ponent of the Freedom from Distractibility factor, bui it is not certain to”

N .
A
AY .

what extent this is 50 (pp. 155, 156) . . .

\ b

The VC and PO factors - are{\useful because~t\hcy are puror measures ol' \"rbal )

-

scores. They aid m the mterp)}etatlon of the Verbal and Performadloc qu v.hc
N

' Iow séores-in Anthmetlc and Oodmg distort thelr meaning. “The l‘D l':lclor mds

in evaluating attending and 'concentratlon ability

i

[

Kaufman (1979), Lgtey':(1977), anfl Sattler (1082) used differenl methods Lo

determine if significant discrepancies exist between the three factor scores. Lutey

.the appropriate age groupy Kaulman (1979) and Satller (1982):used a consistent

i

; v . - _ .
(1977) compafed the mean (factor scores to the overall mean scaled- score. ,The

4

composition of each factor §core is ‘provided in the Factor table (Lutey, 1977) for

subtest composition ,f’or'th:e factor scores for all age levels. Since the FD [lactor

contains twoe subtests, Arithmetic and Coding, bélonging to tﬁ?Vcrbal and Per-,

formancc scales rcspcc{wefy I\aufman (1979) and Sattler (19821 compare(f the

'T ~ <

Tactor scores. to onq another rather than to the Verbal and ‘Performance mean

A

\

—~ .
P -~
~—

scg]',ed scores in order to prevent overlap of pontcnt. Sattler (1982) prcsen&d-a

method which examined the differences between sets,of Meviation 1Qs on the fac-

) v . - - ‘— »
tor scores that are needed to-satisfy the .05 and .01 significance levels. According

to Kaufman (1979), the corhputatioﬁ of another type of IQ is Unm_:ccssary; ‘

[} - ’ Y

"

2
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-

gram to determine the presence of significant discrepancies between the three fac- -
| .

° Y. ' . . B " - S
tor Scores! In this method, the mean for each faclor is compared% the means on

the other two factors to determine if there is a discrepancy of three or more
(=3

segled-score points. Kaufman considered a diffc,ence of at least one standard de-

a2

viation to be significant® IT a significant discrepancy exiﬁts between the FD factor

Tt

score and either of the other two factors, a chack for consistency in The™caled

- t
¢

Ycores of, the FD factor's three subie:.it's should be 'done.'b)_f-:'the examiner before

A
» . "y ~ B ~

the (lis(‘ropa"ncy i;: in_lorpret,ed "'as: meahin'gful. If" the range between"the*‘threé'
’ . L e ' ’

'3

scaled scores is mde then the FD l'actor is not a umtary abxhty The means an‘d\

the nll'll\'SlS of thc lhroe factors can be recorded in the correspondlng Part 4(a) of

the analysis “'o_rkéheet. I.n order to-have consistency in the aqverview of strcngths-

) N f
and weaknesses,” the three factors are also included in the following enalysis of

R Y

cognitive-abilities and influences, : o \

7

An individual's performance on subtests is affected by (a) cognitive abilities

and (b) behavioral-background influences (I(apfn;an, 1979). Each subtest is a

measure of agiber of abi]it-‘ies and inﬂuences. When the suﬁtests which share a -

cpv(‘lh(‘ ability . or influence ‘are grouped together, the mahy subtest groupmgs .

fnnm'd for all the abilities or influences allow for a systematlc search for the a%g-

ity or influence which is responsible for the significantly high or low subtest score.

~

ings Of subtests. The subtest patterns are sop'ara‘ted into two groups, those that

are largely cognitive in nature, “abilities”, and those t¥&t are in the behavioral-

background domain, “influcnces”. -The two categories are not distinet, so some |

K;\ufm‘%r\l‘s method is used in this writer's computer WISC-R At;alysi's Pro-

As areaid to this search this author has organized the more common group-__
N : Loh

I
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{ overlapping exists. Within each category, the abilities and influénces which are

2
1] -

similar in nature are grouped together. The list of patterns is not complete. In

order to interpret, the test data, abilities other than those in the more popular

-

systems may have to be considered.

<

Overlapping and interrelatedness also exists among the patterns.  The same”

pattern may be explai'no.d by diflerent abilitie. Ior example, the Distractibility,

~

Sequencing, Facility with Numbers and Anxiety factors contain the same three .
}ubtestls: Coding, Arithmetic and Digit Span. The [actor chosen 1o best explain
the data would depend on information from supplementary -testing, observable

“test behgviors,.the, nature of the test responses, scores on other sublests, rchieve
. T N B

~ ment in different schoo} subjécts, specific factors u'nique'to the person and other

v

background information. Variations exist in psychologists’ choice of subtests for

’ ‘ *

some patterns. Kaufman's (1979) composition is used by this author when
_differences existed. The listing and organization of subtest paiterns is méant as

an aid to test interpretation and not for the purpose of classifying factors whi(-h

Q

. affect test performance. Flexibility and logical thinking.is required by the exa-

miner in the use of the subtest patterns for profile interpretation.
The subtest, bat.tcrns used in the compuu?r prq‘gram are presented in Tables

. _— ’ L
.B\Epll 9 of Appendix C. The WISC-R analysis workRsheet provided a list of the

bclla\'io"ralﬂbackgrdund inl]_'\;ences and cognitive abilities, as well as the subtest

1
i composition for ecach pattorﬁ. The profile of subtest groupings provides the exa-

m'lper with the foilowing:

1. An awareness that factors exist which affect test perfornancee, and that
Q . '

they should be consjdered in individualized jnterpretations of the WISC-R.
LN s
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[ Y ' ' )\ ]
2 An overview of some of the most common identified shared abilities.and

noncognitive influences.
3. A‘guideliné for expanding exp.ertise in flactors underlying, test perfor-

) mance.
4. A compref'\ensive and or‘ganized visual format \for logically identifying and

interpreting strengths arrd weaknesses in abilities.

5. The'composition of the subtest patterns so the influence of specific sub-

tests on a factor can be taken into consideration or compared; flexibility in
' )

analysis is permitted.

~

. 6. A graphic display of the individual subtests comprising each s;xbtest pat-
tern for ‘quickly c;irr)'ing out a manual analysis of subtest patterns using
Kaufman's (1979) method or methods proposed .b& other psychoiogists such as
Bush and Waugh (1982). ' .

. : . f
v Kaufman's method for the analysis of subtest patterns is used in this writer’s

. \ .
WISC-R analysis program. The process consists of the following six steps:

~

2
Step 1. Dectermine Significant strengths and weaknesses on the Verbal and Per-

. ) RN
~=sformance Scales. . *

4
) _xdl’arl 11 of the WISC-R analysis program determines the subtests which devi- .

, ate significantly from the apptopriate Verbal or Performance mean scales score.
v A . ’ . b
The subtests which differ from their own mean score by 13 points represent the

;strongt hs or weaknesses relative to the child's own level of ability on each scale.

»

If there are no significant styengths and weaknesses on the Verbal or Performance



~weaknéss and the next ability or influence examined. -
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Scales, the global 1Q information and the differences in .Verbal Comprehension

and Perceptual Organization skills serve as the primary explanation of the child's

WISC-R profile.

! .

Step 2. Select a subtest which deviates significantly from the appropriate mean
and refer to the tables of shared abilities and infuences on ‘the WISC-R analysis

worksheet.

-

All the abilit-ies-and influences which have a. subtest identified as significant
in the subtest patlern are systematicaliy evaluated to id‘ont.ify the ’g.muping(_s)
which underly the strengths and weaknesses on the Vcrballl_anc‘l Performance
Scales.

L1 N
L]
»

Step 3. One by one, consider dach ability or influence with the selected subtest

. “ .
in it and compare each score on the other subtests in (he patterh to their ap-

-~

pr(”.e Verbal or Performance meaf.
A shared ability or influence can be considered as a strength if one sublest

score is significantly above the corresponding mean and all of the other pertinent

.
s

subtest scaled scores in the subtest pattern gre above their own mean score. A

weakness is indicated when one subtest score is significantly l)olr;w the
corresponding mearftand the scaled scores on the remaining relevant subtests are
below their respcctiye mean score. In the evaluation process, as soon as a sublpst
scaled’ score in the subtest grouping is found to he inconsistent with the ahove

guidelines, the ability or influence should be.rejected as a possible strength or

-

L}
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There are sothe subtest patterns which have a sublest the examiner can

check -forlsuppori. These subtests are in brackets ( } in the tables of abilities apd?

influences. They are not included in thg computer program.

Step 4. Repeat Steps 2 and 3 for each subtest which deviates significantly frem
their appropriate Verbal or Performance mean score.

Each ability or influence which has been identified as a possible strength or

[§

a€akness should be maiked. with the appropriate “S" (strength) or “W" (weak-.
ness) on the analysis worksheet. When a_s_trengih or weakness is present the com-

puter analysis program indicates the number of-the influence and the ability so
e ) . .

. they can be marked on the analysis worksheet.

Step 5. Integrate the information attained from the profile analysis with infor-

mation about the child’s zgst behaviors, nature of test responses, background and

- g

stxpplmontary test scores.
Any apparent strengths or weaknesses identified through the analysis o‘f sub-
test scores should have support from supplementary observations and data before

hypotheses are formed. An individualized WISC-R analysis may help direct the

examniner to the areas of abilitx,,wt}}h need comprahensive assessment before e(ﬂl-
Pt >

cational and remedial recommendations are made.

Step 6. If lho'analysis of shared abilities and influences fails to uncover possible

v

hypotleses to explain the significantly high or low subtests then the unique abili-

tics of these sublests are investigated.

(_: - ' (
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The amount of specificity for each subtest should be considered in the

subtest-specific interpretations. Pair-wise interpretations may also be done to as-
sist in evaluating subtest fluctuations. Banas and Wills (1078) provided patterns
in paired subtests that may aid in developing hypotheses and instructjonal ap-

¢ ) - .
~+ proaches. .o A

Two other analytic procedures which may be applied to the WISC-IR analysis

worksheet are outlingd below:

1. Relative weaknesses and strengths may be loeated ‘by dotofmining the subtest,

-~ - . .

patterns which have all the subtest scaled scores below (relative weakness) or

above (relative strength} their appropriate Verbal or Performance mean scord
» ' » ’ .
2. The average of the total scaled scores for each paltern or selected groups can

be determined and compared with each other or the mean subtest score of 10 on”
the WISC-R. To accomplish this quickly the scaled score for each subtest can be

placed under the subtest, where indicated in a group, g'oihg down cach column of
LY ' .
. — ’
subtests one at a time. The average of the total of each group may be placed at

hd .
~

the end of each designated p;ttern (Bush & Wat\lgh, 1982). If this method is used,

the results have interpretable value only when (a) the subtests in a pattérn vary

together and (b) the average score differs significantly from other selected moan/

—

-

scores. (Lutey, 1977). ‘ f .-

/,' ) ".

Kaufman's method for the analysis of subtest patterns lacks the precision
present in Lutey’s (1977) procedure. It is an extension of the +3 method he used

for determining significant subtest strengths and weaknesses. The six reasons

9 ¥
L]
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outlined in Part Il for not using-precise values holds true for this portion of the

analysis as well. The use of precise values is also very limiting in the number and

-

selection of subtest patterns that can be considered in a proﬁfe analysis. The op-
: [

portunity to examine a large number of factors that are measured by subtest
. |

scores results in a more thorough and personalized investigation, and the develop-

ment of useful hypotheses about the child’s strengths and weaknesses. Instead of

being largely_a‘quan.titative endeavour, this analytic process uses psychometric

guidelines in combination with logic (Kaufman, 1979).
NN

Unlike the methods proposed by Lutey [1977) and Bush and Waugh (1982),. "

Kauf’m_an's method takes into consideration the aspecﬂ of consistency among the
subtest scaled scores in a groupyatte’rn. It is possible for the scaled scores in a

subtest pattern to span .a wide range..In such cases, analytic méthods which use
: : ' ar :
the computation and comparison of scaled scored means or the overlapping of

subtest clusters may incorrectly identify abilities or influences as responsible for

the high or low subtest scores. Kaufman (1979) stated that it was difficult to

‘conceive that an ability or inflvence whicl is not “unitary” could be a primary

determinant of a child's performance on the individual subtests in a group pat-
tern. The built-in check against inconsistency within a subtest pattern therefore

reduces the chance of error without increasing the examiner’s work.

"

Conclusion

I :
There are limitations and flaws in the use of subtest patterns for prolile y

-

-

<«
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analysis of which exami-ners should be aware. The analysis of ﬂu(;tu‘nlions in a’
child's WISC-R profile has as its basis “factor analysis". Subtest patterns
represent clusters of variables. Nunnally (1978) stated that “‘each such cluster
consists of variables that tend to measure the same thing and to mez'u;.uro sonme-
thing different from what‘is. measured by other clusters™ {pp. 437-438). Factor
analysis is u?ed to‘e{a.min,e patterns of correlations and to determine the legi-
‘timacy of /forming particular combinations. However, it has not been determined
that the subtests in each group pattern, for all -the abilities and influences
identified, correlate more with one another than with th-e.other subtests.

Lutey (1977)‘ stated .tha.t unlike the Major Factors, other groupings of sub-
tests ‘‘either were not derived .ih the usual way from factor analytic studies or do
not have extensive support from such‘ studies” (p. 221). Lutey related studies
which showed support for the inclusion‘ of some of the specific subtests into the
groups use; in her profile anaiysis. Sattler (1982) indicated that research into
correlates associated with the WISC-R subtgsts was still limited.

j The resultsg intelligence tests have been used to categorize stud‘onts; how-
ever, research studies such as that done b& Sc‘hooler, Beebe and Koepke (1978)
have failed to show that distinct patterns exist for different groups of childr#u
such as emotionally impaired, mentally retarded and learning disabled. Profile

analysis should not be used for making diagnostic classification decigions (Sattler,

1982).

The: scatter analptic techniqués used in profile  analysis present a problem
' oo ¢

L L

when applied uniformly to all subtests and to any individual child (Sattler, 1082).

The range of scaled scores on all subtests is nol uniform within every age level of
: ‘
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the WISC-R. The same number of scaled-score points can not be obtained on all
f
subtests by children scoring high and who are over ten years of age. Since scaled

scores are used in subtest pat;wgnd comparisons of subtest scores form the

basis of profile analysis it could be misleading to carry out a prbﬁ]e analysis on

older gifted children. \

Care must be taken against overinterpretation and 'interpret,ation without
verification.  When sigpificant fluctuations are present in a pr()ﬁl’é’ it does not
necessarily mean there is. pathology or abnormality 'prqnt. The‘ diﬂ'el;;nces'in
ability may_be a reflection of the child’s “cognitive sty‘ie" (Sa_tt!er, 1982). It was
emphasized. by Vance, Wallbrown and Blaha (1978) that ;he WISC-R profile nev-
er constitutes an adequate basis for generating a remedial strategy. Hypotheses
developed from the WISC-R profile analysis should be verified fron; other sourc&;
before being z;ccepted or reported’. Therefore the WISC-R should not be the only
assessment administered. It should help supply some information on what should

.

be investigated next.

The scores in the WISC-R profile analysis cannot be mechanically ealculated

and interpreted. l}diyidualizing the interpetation of the WISC-R profile requires

eflort, competency and flexibility (Kaufman 19795. It requires an examiner who

has:

1. Training in p;)'chological theory.

2. An awareness of the limitations of the WISC-R and of the profile
analysis. | .

3. NKnowledge of different techniques for interpreting the WISC-R.

-
4. Kmnowledge of when, why, and how test performance is affected by the

n
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different abilities and jnfluences.

. i . . - .\\j .
5. An ‘“lunderstanding of the educational, psychological angd clinical ¢

ramifications of these patterns” (Kaufman, 1979, p.173). !

1Y

6. The ability to integrate the analysis of subtest fluctuations with
behavioral observations, test responses, supplementary lest scores, case history

material and background factors such as interests, socio-cultural factors, physical

<

disabilities and school achievement. - &
\

7. The ability to generate hypotheses concerning strengths, weaknesses and

needs, a'nd translate these into efflective remedial strategies.

A Y

Despite the problems which exist, Sattler (1982) stated that “it is still useful
'r-’

to evaluate routinely the pattern of scores obtained from the examinee” (p. 1904).

They can aid the examiner in the search for clues about a child’s abilities; and
they provide a broader base for understanding the child's functioning and for
13 * ’ ’ e '
making meaningful recommendations. .
Limitations also exist in this author's WISC-R Test Analysis Worksheet- and
computer WISC-R Analysis Program. There are many different kinds of informa-
tion which can be obtained from the child ggperformance on the WISC-R. The

proposed analysis program does not contain them all. The following approaches

are not included:

o

I. Intertest scatter: analysis of subtest scaled-score ranges and the number
e .
f

#" of subtests deviating from the mean score.
2. Analysis of the discrepancy between Digits FPorward and Digits Backward,
in the Digit Span subtest.’

3. Comparison of sets of individual subtest scores: pair angd multiple. * S

1
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4. Performance G.

. 5. Factor Analysis: based on Lutey (1977).

8. Determination of relative strengths and weaknesses.

The computer analysis program is limited to performing only the calculations
in the apalysis of scores. It does not calculate the scaled scores or 1Qs and it does
not give tentative hypotheses or prescriptions for the differences in abilities
idcntiﬁcd.‘

» : .
The data used in the R‘mputer progr;‘lm for the test analysis is limited: For
example, the analysis of Verbal-Performance differences ;Jses,the averages of the

age-level data rather than the figures for each age level. Data for only one level
. s

" of conﬁdcnce (.05)"is used the‘retz): limiting the flexibility of choice. The calcula-
tions for detormini‘:ng subtesls with signiﬁc;mt de;'iations from their mean:do no‘t
use precise values. Th;' +3 value \ihich is used may actually be slightly low.

In order to use the Tt Ana.l.ysis Worksheet with or without the computer
prgg(‘am, the examiner must be knowledgeable with Kaufman's (1979) pr(;cedures
for profile analysis. The Test Analysis Worksheet does not provi:ie guidelines ex-

’
plaining how tb investigate the subtest fluctuations.

'1“he Test Analysis Worksheet is a guideline for a systematic, ‘analytic in-
terpretation of the WISC-R. It indicates four genera!l areas of analysis and some
of the more important spe‘(‘iﬁ.c t‘ypes of inl'émalioh w.hich can be investigated. [t
also provides the opportunily to record inforn‘mt.ion' in a systematic manner,
thereby aiding test interpretation and reporl-writing.' The computer program in

. )

combination with the worksheet makes the individualized interpretation of lho.

WISC-R less time_consuming and intinzidaling; therefore, it is more likely profile
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analysis will be done routinely by the examiner.

The analysis of subtest fluctuations is not supported by‘all clinicians and

.
{esearchers (Kau!"man, 1979). However, the administration of the WISC-R only
for the purpose of obtaining global IQ scores and making normative comparidins
has littke meaning or value in 't_he elemlen‘tary school setting, Since ll;vro is an
emphasis in education at the present time on the indjyidualization of instruction,

a thorough undsytand‘}ng of the child's cognitive functioning is required. This

®
uthor's proposed WISC-R Test Analysis Worksheet and computer analysis pro-

8

. A
the WI )CJ;{ which will help provide this required understanding of the child.

[¥]

4

el
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WISC-R TEST ANALYSIS WORKSHEET

NAME ) SCHOOL.
TEST DATE " GRAPEL .
BIRTHDATE - TEACIHER
AGE '
. 1. Verbzi Scale 1Q __ 16

Performance Scale 1Q° ' +8 3 )

Full Secale 1Q _ 45 Percentile Rank

Classification .

. 3 N

2. Verbal-Performance Discrepancy )

(a) protrability of oceurrence: Level of Significance

(b} analysis of significance level at .05 confidence

(¢} frequency of occurrence: € of pop. obtaining this discrepancy is between___ &

3, Profile of Scaled Scores and Analysis of Deviation of Subtest Scores from Mean Scores.

VERBAL . SCALED SCORE
1]213 1451678 9101112131415 16171819y SIG.
INFORMATION: General Knowledge/Loung S - 1
Term Memory From Experience £ School
SIMILARITIES: Relationship & Abstract Y

Thinking/Arsociation of Abstract 1deas

ARITHMETIC: Numencal Reasoning/
Computatids /Concentration/Sequencing/Memory «

VOCABULARY: Word Koowledge/ r
Verbal Fluency /Expreseive Vocabulary

COMPREHENSION: Fractical Koowledge/ -

" Sotnl Judgment/Reasoning/Logical Solutions L '

DIGIT SPAN: Attention/Contentration/
Ri\e and ITmmediate Mc'mory,’chucn"nng

PERFORMANCE
L

PICTURE COMPLETION: Alertness to , '
Detaits/Visual Atention and Memory -

PICTURE AR](ANGE‘MENT: Interprelation )
of Sotial Situation/Sequencing/Visual Alertaess

BLOCK DESIGN: Reproduce Derigp from
Pattern/Virual Perteption /Adalysis/Sypthens

OBJECT ASSLSBLY: Reproduce Famihiar ' Y
Forms from Memery/Visual Retention

CODING: Atteption 10 Tath/Speed & Accuracy
{ Learoing Meanmgless Symbols ‘Memory

MAZES: _ ;
IManmng & Following Visual Fatter '

\'rrbnl'hio:m Performance NMean Jull Seale Mean

\
\ RO

e



e \
e ) > . \
4. Analysis of Su])\tcstz terns .
(a) Analysis of Factor Scores o

(i) Factors Mean -
vC

po _ . ) -
FD
(1) Significant discrcpanci(;s (dife=rences of 3 or more)
: . .
(b] Analysis of Behavioral-Background Influences o
Verbal Subtests Performance Subtests ™
“Influence’ I S AV C DS PC PA BD*OA Ccd M
S : A, .
| Freedom from A DS . Cd
Distractibility
-2 Attention span }\ DS . -
3 Concentration A PC
4 Freedom from ' F PC _  OA M
uncertainty .
,A-’H—-. o
'5 Fludkey (V) € DS~ ‘ Cd
-l}csponsivenej : \ ’ ’
6 Anxiet “* A DS ' Cd
WU “ )
7 Working under A PC PA WD 0A Cd M
time pressure ©, /
8 Cultugal - ] v C PA
opportunities
9 Richness of . I v
carly environ. L 2 o A '
10 Interests o -] I S \

-Ixtent of
outside reading

11 School learning . . 1 AV
'y .
L
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(¢) Analysis'of Cognitive Abilities

Ability

Verbal Slhteata

Performance Subtesta

I 8§ AV C DS PC PA BD OA Cd M

A Verbal
1 Comprehension

2 Concept formation
-Abstract thinking

3 Much expression LY
-Conceptualization

4 Littlé"e'i(/pfesslon i
‘B Visual (Motor) , ’
5 Perceptual org.

6 Spatial

7 Organization (no
essential motor)

8, V-M coordination
9 Pencil skill

10 Abstract stimuli
-Model reproduct. e

11 Meaningful stimuli
12 Synthesis
f’\
C Memory
13 Auditory .
14 Visual

15 Long term
-Acquired know|.

18 Short term
17 Recall '
18 Fund of Info. '

IS vV ¢
s v ;
s vV C
I A DS’

PC
PC
PC

PC

\.‘ PC

l)\ A YV

. DS
! v ’ DS
I vV

oY
PA (BD
BD
PA
BD
BD
PA
PA BD

OA M

OA . (M)

OA Cd M
cd M
cd

OA

OA
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Verbal Subtests Performance Subtests

-

- Ability 1 8 AV C DS PC PA BD OA Cd M

D Auditory

19 Brief stimuli s v DS
20 Long stimuli | y A C
fCognitive Style

21 Right brain PC ' OA
~Holistic

22 Left brain VAR S v
-Abstract thinking

23 Simult;neous ' ‘ PC | _ BD OA
24 Successive PA - Cd M
25 Integrated funct. | % PA BD cd M
26 Convergent prod. - . § PA Cd
27 Sequencing . - A DS (PA) . Cd
' 28 Field indep./dep. ‘ : PC BD OA
F Thinking | _
29 Cognition S AV PC BD OA M
30 Reasoning S A C “ PA M
31 Learming ability . )\ Ve . cd
- 32 Mental alertne.ss ) A DS ' '

33 Evaluation .C . PC PA BD OA Cd

1

' 34 Common sense C PA
-Sacial judghment o ) . 4 “
RN 35 Dist. espential: S PC PA
N\ from nonessential . ' s

36 Planning ability . PA ' M
* 37 Numerical facility A DS . cd



——=

-55.
/
o \ .
Appendix B
WISC-R Analysis Program

-

for the Texas Instrument TI 99-4A Compilt’er.

N\

N
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WISC-R Analysis Program\

for the Texas Instrument TI 99»4A—éc)‘mputer

/

100 VST=0 | ,

110 CALL CLEAR “ / B
120 DTM Ss(12) - v
130 DIM SIGT(12)

140 DIM TEST$(12)

150 TESTS$(1)="1"

160, TEST$(2)="S"

170 TEST$(3)="A”

180 TEST$(4)="V"

100 TEST$(5)="C"

200 TEST$(6)="DS |

210 PRINT *  WISC-R ANALY§IS .PROGRJ'\M v
220 TEST$(7)="PC" | |

230 TEST$(8)="PA"

240 TEST$(9)="BD" !

250 TEST$(10)=""0A"

260 'TEST$(11)=“Cc‘l"

270 TEST$(12)="M" /

280 INPUT "1 NAME :":NAME$

" 200 PRINT ‘s i ' .,

300 PRINT " 1Q"
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310 INPUT *  V:":VIQ
320 INPUT * P:":.PIQ
330 INPUT *  FS:":FSIQ
340 PRINT " -
350 PRINT ** SCALED SCORES"
360 PRINT ** verbal ™
370 INPUT “ ~ 1::8S(1) )
‘380 INPUT “  S:":S5(2)

3O INPUT *  A::SS(3)

400 INPUT **  V:":SS(4)
CA0INPUT *  C:$5(5)
£0INPUT *  DS:"SS(5)
430 PRINT * performance”

440 INPUT *  PC:":SS(7) )
150 INPUT *  PA:SS(8) '
460 INPUT ** BD:":S5(9) - - ]
470 INPUT “  OA:":SS(10)
480 INPUT “ ca:":ss;(n)
490 INPUT *  M:":S5(12) \
500 PRINT *": e | . ~
510 VPD=ABS(VIQ-PIQ) ' . —_—
520 EBINT “2 V-P DISCREP. = ";VPD |
530 IF VPS> 4.08 THEN 560

540 A%="> .50"



P . o ]
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560 GOTO 780
560 IF VPD> 6.77 THEN 590

570 A$=".50"
o

580 GOTO 780 ‘

590 IF VPD> 7.54 THEN 620

600 AS="25" y,

610 GOTO 780

620 IF VPS> .72 THEN 650
630 AS=v20"
640 GOTO 780 .

650 [F VPD> 11.54 T_H'EN 680
660 AS=".10"

870 GOTO 780

680 IF VPD> 13.72 THEN 710
600 A3=".05" .

- L

700 GOTO 780 7
J1o IF VPD> 15.10 THEN 740

720 A$=".02"

730 GOTO 780

740 IF VPD> 19.43 THEN 770

750 A$=".01"

760 GOTO 780 ¢
770 A$=".001"

780 PRINT “ (a)-psob. of oceur. is ";A$

v



y<.3

.5'9.

790 IF. VPD> 11.54 THEN 820

3

800 PRINT * (b) discrepancy is not sig.”
810 GOTO 830
820 PRINT."J' (b) discrepancy is sig.”
83(; IF VPD> 8.41 THEN 860
846 A$="50&100 %"
850 GOTO 1080 -
860 IF VPD> 14.01 THEN 890
870 A$="25850 %
880 GOTO 1080 ° .
890 IF VPD> 15.60 THEN 020
900 A$="'20&25 %"
910 GOTO 1080 ——
920 IF VPD> 20.11 THEN 950
930 A$="10&20 %"
940 GOTO 1080
950 IF VPD>> 23.88 THEN 980
960 A$="5&10 %" -
670 GOTO 1080
980 IF VPD> 28.39 THEN 1010 N ,
0gp A$="245 %" N
1000 GOTO 1080
1010 IF VPD> 31.44 THEN 1040

1020 A$="1&2 %"



1170 NEXT A ,

1030 GOTO 1080

1040 IF VPD> 40.21 THEN 1070,
1050 A$=".1&1 %"

1060 GOTO 1080

1070 A$="0&.1 %"

1080 PRINT * (-c) freq. of occur. is
1090 PRINT ;|

1100 CALH REY(O,K,S) .,

1110 IF S=0 THEN 1100 \

1120 C=0

1130 FOR A=1 TO 6
*1140 IF SS(A)=0 THEN 1170
1150 VST=VST+SS(A)

1160 C=C+1

1180 VST=VST/C
1190 PRINT "3 (s) SCALE MEANS”
1200 PRINT* V. VST
1210 C=0

1220 FOR A=7 TO. 12

© 1230 IF SS(A)=0 THEN 1260

1240 PST=PST+SS(A)
1250 C=C+1

1260 NEXT A

P

S

between ';A$
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1270 PST=PST/C

1280 PRINT *  P: ";PST
1290 C=0“‘(

1300 FOR A=1TO 12

1310 IF SS(A)=0 THEN 1340
1320 FSST=FSST¥SS(A) -

1330 C=C+1

. 1340 NEXT A e

1350 FSST=FSST/C

1360 PRINT *+  FS:";FSST

1370 X=VST

1380 -GOSUB 1630 ,
léiﬁ-VSTéx st
1400 FOR A=1TO 6

1410 IF SS{A)-3>=RVST THEN 1450 B

1420 IF SS(A)+3<=RVST THEN 1470 BN

1430 NEXT A

1440 GOTO 1490 « ..
1450 SIGT(A)=1 -
1460°GOTO 1430
1470 SIGT(A)=2
M8B GOTD 1430 .
1490 X=PST

1500 GOSUB 1630

.,"/;. L

______

e
g‘?.
ry
¢
I3
-
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\f 1510. RPST=X .

4

A

1520 FOR A=6 TO 12

[ 4

i 62

1530 IF SS(A)-3>+RPST THEN 1570

1540IF SS(A)+3<=RPST THEN 1560

1550 NEXT A
1560 GOTQ 16l10 A
1570 SIGT(A)=1 7
1580 GOTO 1550

1590 SIGT(A)=2
1600 GOTO 1550
810 REM

» .
3620 GOTO.1720°

¢

- 1630 REM RQUND OFF -

11840 Y=INT(X)
1650 Z=X-Y

1660 Z=X»10 -

+ #9670 IF Z>=5 THEN 1600

1%80 GOTO 1700

1600 Y==Y+1

yan

1710 RETL}RN

1700 X=Y .

© 10 PRINT T .

%

1730 PRINT { (b) SIG..SUBTESTS ;" . »

*‘

n,
1740 PRINT '( _ strong:"

b

!

/ [
»
L]
PR |
L 4
,J' LY /‘\
L2
»
-
Ty
(]
R g
»
Q‘_,v

.
=~
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™~
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1970 IF $5(5)=0 THEN 2000

1840 PRINT ‘"
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-~

1750'FOR A=1TO 12 .

1760 IF SIGT(A)< >1 THEN 1780

1770 PRINT TAB(9), TEST$(A)
1780 NEXT A
1790 PRII\{I‘ set weak"'

*1800 FOR A=1TO 12

1810 TF SIGT(A)< >2 THEN 1830

1820 PRINT TAB(9); TEST$(A)

1830 NEXT A

1850 CALL KEY(0,K,S) . |

1660 IF S=0 THEN 1850

1870 C=0 - .,
1880 IF S§(1)=0 THEN 1010 -

1890 VC=VC+55(1)

1900 C=C+1 -
1010 IF S5(2)=0 THEN 1940
1020 \Qc——vc+ss;2)
1030 c——c+)

LA
1040 IF SS(4)—0 THEN 1970
1950 VC—VC+SS(4)

1060 C=C+1

° ]

¥

1080 VC=VC+55(5)

. ('*
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L -
2120 IF $5(3)=0 THEN 2150

- 084 -

1990 C=C+1

2000 MYC=VC/C v
2010 C=0

2020 FOR A=7 TO 10

2030 IF SS(A)#({ THEN 2080

2040 C=C+1 .

2050 PO=PO+SS(A)
2060 NEXT A

2070 IF 55(12)=0 THEN 2100

2080 é9=Po+SS(12)

2090 C=C-1 _

2100 MPO=PO/C : v

2110 C=0-

2130 FD\Q-FD+SS(3)
2140 C=C+1
2150 IF SS(6)=0 THEN 2180
2160 FD=FD+S5S(#8)
2170 C=C+1 N
\\2180 IF SS(11)=0 THEN 2210 C
290 FD=FD+55(11) 3
2200.C=C+41 _ .
2210 MFD=F'D/C . £ S

‘e

2220 PRINT "4 (s) FACTORS"
t | )

[ 4

nyls

——.

R W

.4
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2230 PRINT * means: VC"'MVC
9240 PRINT “ PO™;:MPO

I »
2250 DIF1=ABS(MVCMPO)

" 9260 PRINT * FD":MFD

2270 DIF2=ABS(MPO-MFD)

2280 PRINT " sig.dif.:"’

2200 DIF37=ABS(MVC-MFD)

. 2300 IF DIF1>=3 THEN 2320

2310 GOTO 2330

2320 PRINT TAB(14);"VC & PO"
2330 IF DIF2>=3 THEN 2350
2340 GOTO 2360

2350 PRINT TAB(14);"PO & FD" .
2360 IF DIF3>=3 THEN 2380 _
2370 COTO 2390 |

2380 PRINT TAB(14);"VC & FD"

. 2390 REM R N

2400 DATA 36,11,-1,3,6,-1,3,7,-17,10,12,<1

9410 DATA 56,11,-1,386,11,-1,37,.8,.9,1041,12,.1  *

-

. ' -4
2420 DATA 14,5,8,-1,1,4,-1,1,24,-1,1,34,-1,0,0,0

2430 DIM SC(38)

2440 PRINT “";

2450 PRINT " (b) INFLUBNCES"

2460 PRINT  sig. weak:” ..
5y

LR



wd

2550 :;EINT TAB(7);,TA

2560

. !
s :
’
2470 TA=1
——21%0 CH=0
2490 SI=0
2500 READ X

2510 IF X<>-r THEN 2580
2520 IF CH<.>1 THEN 2560

2530 IF SI< >0 THEN 2560

2540 SC(TA)=1

A=TA+1 -

2570 GJogo 2480

2580 CO=VST
2500 IF X<7 THEN 2610

2600 CO=PST

2610 IF CO-SS(X)<3 THEN 2630

L .

2620 CH=1

2630 IF CO-SS(X)>=1 THEN 2650

2640 S1=1

[N

2650 IF TA< 12 THEN 2500

- 2660 RESTORE 2400

2670 PRINT *  sig. strong:’
' 1

?
2680 TA-==1

2080 CH=0'

2700 Sl=0



.67
2710 READ X v
19720 IF X< >-1 THEN 2790 . -

-
2730 IF CH< >1 THEN 2770
2740 IF SI< >0 THEN 2770

. 2750 SC{TA)=1 .

2760 PRINT TAB(7);TA 7

2770 TA=TA+1 .

2780 GOTO 2690

2760 CO=VST |

2800 IF X<7 'I\lEI'\J 2820

2810 LO=PST - _ .

[

2§20 IF SS(X)-CO<3 THEN 2840

2830 CH=1 | , .

2840 IF S_S(X')-C>=l THEN 2860 '

2850 SI=1 .

9860 IF TA<12 THEN 2710 ' ;7

2870 PRINT '**: '

2880 DATA 1,2,4,5,-1,2,4,-1:2,4,5,-1,1,3,6,-1
. ¢ v . |
2800 DATA 7,8,9,10,12,-1,7,0,10,-1,7,81,8,10,11,12,-1

2900 DATA,11,12,-1,?_:11,¢1,7,8,10',-1,8,9,'1'0,-1,1,3,6,-1
'26'10 DATA 7,11,-1,1,3,4:-16, 1],-,1—&11,6,‘-1&,1,4,-1 ,
2020 DATA 2,4,’6,-1,1‘,3,5,_-'1,7,10,71,2,4,—1,7::9,10,-l "

‘;930 DA:I‘A 8,11,12,-1;é,9,11,12,-1,8,11-,-1,3,6,11,-1_,7,9,10,-1

v 2040 DATA 2,3,4,7,0,10,12,-1,2,3,5,8,12,-1,4,11,-1,3,6,-1

"

~r
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' 3110’CO=PST.
3120 IF CO-SS(X) <3

3130 CH=1

- 68 -
\ .

2050 DATA 5,7,8,0,10,11,-1,5,8,-1,2,7,8-1,8,12-1,3,6,1,1,-1,0,0,0

t2960 PRINT ** (¢) ABILITIES"

2970 PRINT * sig. weak:"

2080 TA=1

1)

2090 CH=0

3000 SI=0
3010 READ X
3020 IF X< >-1 THEN 3090
3030 IF CH< >1 THEN 3070
3040 IF SI< >0 THEN 3070 [
3050 SC(TA)=1" |
3060 PRINT TAB(7)TA |
3070 TA=TA+1 ~
3080 GOTO 2960
3000 CO=VST

3100 IF X<7 THEN 3120

»

Ll

THEN 3140
s

3140 IF CO-S8(X)>=1 THEN 3160
3150 SI=1

 3160 IF TA<:§8 TREN 3010

3170 PRINT *  sig, strong:"
3180 RESTORE 2880

»
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e
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3190 TA=1 N
3200 CH=0
3210 S1=0

3220 READ X

3230 IF X< >-1 THEN 3300

~ 3240 IF CH< >1 THEN 3280

3250 IF SI< >0 THEN 3280

Y
4

3260 SC(TA)=1 T

3270 PRINT TAB(7);TA
323y TA=TA+1

3290 GOTO 3200

3300 CO=VST

3310 IF X< 7 THEN 3330

3320 CO=PST \

3330 {F SS(X)-CO <3 THEN 3350

PR [

3340 CH=1 L

3350 IF SS(X)-CO>=1 THEN 3370,
3360 SI=1 j

3370 IF TA <38 THEN 3220

Y
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Tablt C-1 .
Confidence Intervals-for WISC-R Scales%
Average of 11 Age Groups

Y

e d

Confidence Level

s - .
Seale | 856% 90%
N ! .
‘ VerbaLSiale 1Q ( ' +-5 ‘ +-6
Performance Scale 1Q ' +7 - +-8
Full Scale 1Q ' © -5 Y45

-

Note. From Asscesment of Children's Intelligence and Spcctal Abilitice (2nd Ed. ) (p. 566) by J.M.
’) Sattler, 1082, Boston: Allyn & Bacon Inc. .
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Table C-2 .

y 4
Probability of Obtaining Designated
D;ﬂ‘erences between Individual

WISC-R Verbal and Performance 1Qs \\

¥
Probability of Obtaining Verbal-Pe'rformanc\
‘ Gl;re_n or Greatei Difference 4
. e !)lscreparicy by Chance
{ .
\‘
‘ 50 C 4.0
a A
] 25 - 6.77
: . S
.20 — N : _ < 7.54 !
10 - 9.72
.05 ) ) 11.54
.02 , 13.72 >
01 15.19
001 ' - 19.43
, Note.'From Assessment of Children's Intelligence and S, ecEalAbililieo (2nd Ed.) (p. 572) by J.M.
Sattler, 1982, Boston: Allyn & aco_ilnc. '
. |
- . ) ‘ - :
¥ |
ﬁf-' e
. .
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Table C-3
Percentage of Population Obtaining
__Di;screpancies Between WISC-{Q
" Verbal 41id Performance I1Qs | ‘ N
. % in Population Verbal-Performance
Obtalnlng Given " Differtnce
or Gréater
Discrepancy -
50 84l . _ T
95" 14.01
- 20 15.60 . <
10 20.11
- 5 '23.88
2 . 28.30 .
1 "31.44
. | 40.21 -
Note. From Assesament of Children's Intelligence amf‘Symal Abilities (2nd Ed. ) (p.572) by JM.
Sattler, 1982, Boston: Allyn & Bacon Inc.

-
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Table C-4

Diﬂ'efencq}s Required for .05 Significance Level when
' |
each WISC-R- Subtest Scaled Score is Compared tothe <<

Relevant Verbal or Performance Mean Secaled Score

I

Q

d

, ¢

] S:ttler. 1982; Bostou Allyn &Bacon lnc '

/ Verbal Scale Performance Scale
3 | K 8 .8
Subtest ', “Subtests - 'St'lbte‘sts:‘ Subtests éubuéts, .'
. ' — /,', _ f;ﬂ. :
Informauon 28 294 R A
Slmllarltles . 307 | 03.22"‘_. ’ — e
Ant_,hmet:c. o :"‘33.14 33F j - o
BN ‘Vocabu'l'ary - | 274 . '2.'86. £ -
Comprehension 315 3.32 S —
Digit Span ) ——ie 3.42 .-'.' Lw—— ———ee
Pi\cture Completiop — oo N{’;.'38 ! 3.55° '
PictureA:'n;hgé\nent. el Y 350 378
Block Design- .. ——— pesre 2,92 3.0
: OB“Rt Assembly - )  =5es e _ ‘-_ 382 -  4.06
| Coding ¢ — - . 370 3.89
Mazes ——— e L' 403
Note. From Asscasment o} Chiliren's lnlclhpcnce and Special Abilitics (20d Ed.).[p §6é) by J..M_.')
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, Table C-5, ' . L
Theé Amount of Specificity : — ) .
’." 2
fof WISC-R Subtests | | -t
‘ Agple Adequate Inadequate ¥
o . tg
. 4 K .
< - .t e T
« ) "
'y il & '
Information , Vocabulary Similarities-
Similarities- Compre'hension " ages 9 1/2-16 12 L
o . ’ -
ages 6 1/2 - 8 1/2 Picture Completion- Object Assembly
i K 3 Y A ) ’
- . Arithmetic* ages 91/2 -161/2 . .
Digit Span ' R oy
' Picture Completion- - _
\.ages 6 1/2 - 8 1/2 i . d
o ¥ D . -
" Picture grrangement = * , :
Block Design A , .
Coding
Mazes
2
Note. From Intelligent Testing with the'WISC-R (p. 114) by AS. Kaufman, 1979, New York:
John Wiley & Sons. . / S
~ "‘ ¢ ".‘ e
Ve , ‘b . - -
- |
~ \ .
L] - ~ e ' " 1]
() .V R ¢ "
. .A J.
= v - .
' g . 8. »e
. « ) tovaic s
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Table C-i T . .
/ o A
. Differenc j‘heg for .05 Slimﬁcance Level when s
. .each W]SC-R\Qubtest Scaled Score is CompareLo the * * *°
. " Medn' Scaled Scbre S : ¥
—_— ’ s & . ’ . 3 .
. , \ . '&\ .
ny .- f" . ' . .. & . K . \). - 2 ]
10 . 1, o 12
K i  Subtest /S'ub'g,ésfs . Subﬁgtq Subtests . Subtests
‘.- N ) 1"-:"!;"" o ) N ' i y-
_ , ' R » . - : . . . - ]
* Information 3.25 ‘_3 29 . 13300 . 3.34
~ . Similarities | 360\ 365 . - 3.66 371
‘ Amhmeuc L% 380 . 375 378 . 381
VocabuTary. R S 1 3.9 320 v tau
S - 4 4 7 . :
Comprehensxon : 3.71 . 8IT 378 , 38
A Digit Span _' N 38?  Ree 3.96 "
Rl Picture ("ompletlon - 3.88 3.92 / 03 3:08
] "y Plctye Arrangement - 4.)4 N 4.21 4.2 ' :1.28
- Block Desxgn S 3.20 3.24 395 3.29
) Y .. . X . con - - ‘ . N \ .
5+ Object Assembly ¢ - 445 453y Y454 4.61
v Coding . <420 436 4.37 " 4.4}
% Mazes , — A 54 Y o481
2 H . . . ) . * ’ ’\'\:' .
. e P) ” ‘T = - - ‘_\ . . “r.
Nolt From Aueumenl of Chlldrcn ‘s Intelligence and*SpectllA‘iliu (w Ed.), 1982, by j'.M.
Sattler, Boston: Allyn & Bacop Inc. ' :
o=
f : . PRTCHP) ' ‘ "’Q.‘.
(. ‘ ’ ' ' + -
S - * . . -
[} ’ ‘5 ‘ . . - \.\
R S ¥
- \ C 4y ) Lo :
" . . .. . . . 1 X - . \ 5 on .
i .' . ! " ) ‘ ) v |' )
e : é, f T , ' BRI

*
x
® .
*
¢
N
¢
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Table C-7 ' . >
‘. 3 - L
o Ma;oVactors if the WISC-R ‘ ‘ X~
. _ s | '
. l T e - .
P * Verbal - . Perceptual : Freedom from-
- I I . . o ) ) ' '
. Comprehension  ° ° Organization Distractibility
. ; o L '
i . .« . - ¢ N 7
¥ ) .- ' ) . . -
' Information ‘ "Picture Completion Arithmetic
Similariti& ..~ - Picture Arrangement Digit Span ‘
Vocabulary : .Blo;:chsign' x o Coding ¢
. Comprehension } Object #sembly
Y : | Mazes ) |
. \ Note. From ln!ell:gcnt Teatmy with the WISC-R (p. 22] by A.S. Kaufman, 1979, Ncw York: ‘
John Wiley & Sons. - bi »
) , *
R o
/ ¢ ' .4
.‘ . ) -N% ”
[ ' ) .
) ' .!"/ - Y ¢
f':’)’ ./‘- ' \
. :‘ C - \
L .
L . *
-
i R ¢ I ‘ - » N
R ¢ Ca i
" . o )
. ' ’
» ) ' |
) e . ) .
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"\ . # Table C-8 y -
Behavioral-Background'lnﬂuenca whicl; xJaaf affect o
* Performance on two or more Subtests ) ~
_ 4 , , 'Verllmli Saul;!:esta Performance Subtests:
. Influenee ‘I 8 AV C-DS PC PA BD OA Cd M
n 1 Freedbmjfrom‘ ' A . DS - cd
: ] Distractibility | o | |
) 2 Attentipn span A J DS
* 3 -Concentration. | A PC
"4 Freedc;m from. .o : B PC. OA M
uncertainty » v ' o ;. ) bt ~
5 Fluency ' _ (V) C DS - Cd
) p ‘ -Respoﬁgiveness' .‘ ' DL ) 2
T 6 Ay A DS, f cd
' "' 7 Working under - A PC PA/BD OA Gd M
time pre;;sure . / >
| # 8 Cultural o I yco - PA %
¢ ' opportumhes . < '
9 Richness of I - \%
~ early environ. ] ' ‘ ’
10 Interests I § ° V » \-\
-Extent of =~ ! : '. "
- - outside readjng,‘ ’ o a ‘ ) " .

11 School learn‘ing' . . AV

: o Notc Adapted from Intcllapmemng with the WISC-R (p 177) by ‘A.S. Kaufman, IWO New
L ' York -John Wiley & Sona - :

' ' L h ] ' ‘ . - !
\ , | . \
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Cog'nitive Abilities which may affect

Performance on two or more?#tests

’ v - -
Verba‘l Subtests . Perl‘tﬂ';manee Subt.e'atu
Abllity 1 s A‘ﬁr ¢ DS PC PA BD OA G4 M
/A Verbal P o \ I
PN 1 Comprehension‘ - 1 S V E g
\ 2 Concept formation S V
-Abstract thinking ' <
. __¥ Muchexpression S V5 ‘9
C " -Conceptualization * ’

4 Little expression | A 1 DS -
B Visual (’Motor) /’ | .
5 Perceptual org. | PC PA BD OA_ M

- 6 Spatial ' : . PC BD OA (M)

g __Orgav’ation (no ~P3 PA |
essential motor) ' ¢ _
8. -M coordination = .,_; BD OA Cd M
9 Pencil skill : Cd M
10 “Abs;tract stimuli ' _ BD Cd |
' .Model reproduct. .-. - - ‘
8 Meaningful " PC PA, * OA -
stimuli - .
12 %{vnihesis PA BD OA
. | LR aadt

| !w L _‘ vq(’f,nble continues) | ""‘,/

;\ Nl‘. | \ . ' . ’
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)

Abllity .

Verbal Subtests

Performance Subbee'ts

I 8. ALQ‘FDS PCPABDOACdM

rd

" C Memory

13 Auditory
14 Visual ‘E ]

15 Long term .

-Acquired knowl.

[

16 Short term

' 17 ‘Recall

18 Fund of Info. -

* D Auditory

19 Brief stimuli

20° Long stimuli |

E "Cognitive Style.

21 Right brain
-Holistic

23 Simd é.neous

24 *Successive

25 lnteéﬁted funct. .

20 Convergent. prod

.27 ‘Sequencing
28 Field indep./dep.

DS

I A
"
I AV
, DS
I \' DS
1 R
S 'V DS
L YA G
[1
S \
/
A DS
¥
1 -

,s;' .
PC, ’ Cd
= . Cd
.
£ \‘\
"o \\'\
| PC OA
PC BD OA
PA cd
pa D cd
PA - Cd
(PA) . Ccd
PC BD OA

(table continues)

-



-

~ New York: John Wiley & Sons.

. 81- g ’
: ' v
) ., Verbal §33tggu |\  Peformance Subtests h
Ability =1 S AV C DS Pc.' PA ‘BD OA Cd M
F Thinking ° ' B ' ,l\' ' ‘\ B x -
’-co'gmaoa o s A Voo PC BD \iO.A M
+ 30 Beasoning . S —ATT C ) PA , . M
31 Learning ability » +V : : Cd
32 Mental ajehness A, . DS
33 Evalustion - . PC PA BD OA Cd
*34 Common sense - C » ‘PA |
-Sdcjatjudgment ) C PA: .
35 msennal | E _ PC PA . .
‘ (rom.nonessential ' .
36 Planning ability L ~  PA M
37 Numerical«facili:; A llS‘ ' ;. . : Cd -

‘\ _‘_'.‘

Note Adapted from Intelligent Testing with¢he WISC-R (pp. 174 - 176) by A.S. Ksufman, 1079,
. i.. ',..W*‘
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