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Editorial 
A Special Issue on 
School-Based Assessment 

This issue of the Journal provides a description of the research in five 
nations, Canada, China, Israel, Lebanon, and the United States, relative 10 the 
many dimensions of school-bassed assessment. It is of interest 10 know that 
these countries share sorne common concerns, issues, and directions of devel­
opment in this area, and yet at the same time all the countries have their own 
particular domains of research and development that emanate from their 
historical, political, and cultural roots. 

The research reported here is by no means exhaustive, as several 
authors note, but it does give much insight as 10 the commonalities we share 
and the unique situations we face in school-based assessment as we move 
10ward the year 2000. To comment fmther on a topic that bas been, in the 
following pages, suherbly examined would he redundant. 

The editor and staff of the McGill Journal of Education extend their 
gratitude 10 Dr. Philip A. Saigh, of the Graduate Center of the City University 
of New York, for bis unfailing attention 10 guest-editing this issue. To 
coordinate the writings of researchers in five different nations was no small 
task, and he is 10 he congratulated for bringing 10 completion an edition of the 
Journal that will, no doubt, he stimulating and useful 10 all who are interested 
in "International Perspectives on School-Based Assessment .... 

WMT 
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Guest Editorial 
International Perspectives on 
School-Based Assessment Research 

ln recent years, infonnation relating to international school psychol­
ogy practices (Saigh & Oakland, 1989) and research (Saigh, 1989) bas 
become increasingly apparent. Although these reports provide information 
regarding practice or current research in a number of countries, the extant 
literature has not focused on school-based assessment research as it relates to 
intelligence, achievement, and personality testing. In view of this and as an 
understanding of international research may facilitate new avenues of in­
QUiry, this issue of the McGill Journal of Education is intended to provide 
readers with a selected overview of research developments in Canada, China, 
Israel, Lebanon, and the United States. 

Initially, Donald Saldofske, of the University of Saskatchewan, and 
Henry Janzen, of the University of Alberta, provided a broad overview of 
school-based assessment research in Canada. The second article by Joseph 
LaVoie, who recently completed a Fulbright scholarship in China, provides 
a summary of research developments in the world's most poptIlous country. 
The third paper, by Moshe Zeidner of the University of Haïfa, addresses the 
current status and future directions of school-based assessment research in 
Israel. Philip Saigh, who served as a prof essor at the American University of 
Beirut from 1977 through 1986, provides a description of Lebanese research 
in the fourth article. The fmal article by Jack Cummings and Marc Laquerre, 
of the University of Indiana, describes psychodiagnostic assessment research 
in the United States from a sociocultural perspective. 

Two commentaries (the frrst by Robert Thorndike and the second by 
Jerome Sattler and Philip Saigh) are also provided. Finally, L.B. Birch, a 
close professional acquaintance of Sir Cyril Burt, presents a review of Robert 
B. Joynson's book, The Burt Affair, and Jean-Marc Chevrier, of the Institut 
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4 Editorial 

de Recherches psychologiques, Inc. (Montréal) discusses the recent French 
intelligence test, Épreuve individuelle tl habilité mentale, developed in Quebec. 

Examined in toto, it must he acknowledged that the aforementioned 
articles represent a selected review of the litemture and that the contributors 
were compelled to restrict the length of their manuscripts due to space 
limitations. It is hoped, however, that this issue will provide readers with an 
introduction to international developments in the area of school-based assess­
ment research. It is also hoped that this knowledge will facilitate the scholarly 
exchange of information and contribute to the progress of school-based 
assessment research. 
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SchooI-Based Assessment 
Research in Canada 

Abstrad 

School-based asses~nt practices in Canada share mony similmities 
with the United States. The place of testing in the larger assesSWU!nt process 
is still seen as very important and school psychologists are frequently re­
quested to administer intelligence, personality, and achievement measures to 
school children. This /tas resulted in using tests developed in other countries 
and, at times, modifying or standardizing them for use here or developing 
Canadian tests. Teacher-made tests are most preferred by teachers for the 
assesSWU!nt of stUllent achievement. Emerging trends in education will re­
quire some changes in the way asses~nts are conducted and an increased 
recognition of the importance of cognitive processes being assessed by 
educational personnel. 

Résumé 

Les méthodes d'évaluation en milieu scolaire au Canada ont de 
nombreux points en commun avec celles des États-Unis. L'importance des 
tests dans le processus d'évaluation global est toujours perçue comme essen­
tielle et les psychologues scolaires sontfréquemment tenus d'administrer aux 
écoliers des tests d'intelligence, de personnalité et de niveau. Cela explique 
qu'on se serve de tests mis au point dans d'autres pays et qu'on les modifie 
ou qu'on les normalise parfois pour le Canada ou que l'on conçoive des tests 
résolument canadiens. Les tests conçus par des professeurs ont la faveur des 
enseignants pour le contrôle des progr~s des élèves. Les orientations futures 
de l'éducation nécessiteront d'apporter certains changements à la conduite 
des évaluations et de faire reconnaître au personnel scolaire r importance 
des processus cognitifs qu'ils évaluent. 
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6 Saklofske & Janzen 

The task of describing school-based assessment ptaetices in Canada is 
a rather complex one because of geographical size, social and cultural diver­
sity, and the fact that educational matters are the jurisdiction of the provinces. 
Teachers are most involved in the ongoing measurement and evaluation of 
student leaming through the administration of teacher-made tests (criterion­
referenced and curriculum-based) and nonn-referenced standardized achieve­
ment tests. The more specialized diagnostic assessments requested by class­
room teachers may he performed by various specially trained professionals 
such as school psychologists, guidance counsellors, itinerant teachers, school 
social worlc:ers, and speech therapists. Dumont (1987) observed that the job 
descriptions for school psychologists obtained from "the various ministries of 
education in Canada always include assessment and diagnosis" (p. 106). 

The purposes and methods of educational and psychological assess­
ment in Canadian schools share a great many similarities to practices in the 
United States. So far, Canada bas remained relatively free from the kinds of 
landmark court cases heard in the United States regarding the assessment and 
school program placement of minority children (e.g., Larry P. v. Riles, 1979; 
Marshall v. Georgia, 1984). Both countries endorse the right of access 10 
education for aIl children. However, white the United States bas enacted 
some comprehensive pieces of legislation that are intended 10 ensure appro­
priate educational services to aIl children with special needs (e.g., PL 94-142, 
PL 99-457), Canada has no similar nationallegislation of this kind that would 
have an impact on diagnostic and program services. The Canadian Chmter 
of Rights and Freedoms (1982) certainly bas some potential in this regard 
(Dickinson & MacKay, 1989; Fox, 1988; Kimmins, Hunter, & Mackay, 
1985). As weil, Canada bas signed both the Universal Declaration of Human 
Rights and the Declaration of the Rights of the Child which support the right 
to appropriate education. Ray (1989) concluded that "Canadians may assert 
with confidence that their education deals more effectively with many rights 
than was customary, and it receives high marks in international 
reviews. . . and domestic opinion" (p. 155). 

Assessment Methods 

Canadian educational personnel employ multiple assessmentapproaches 
10 aid in describing and understanding children in order to provide the best 
and most appropriate educational services. The "four pillars of assessment" 
discussed by Sauler (1988), including informaI assessments, interviews, 
observations, and norm-referenced tests, form the basis for collecting the kind 
and amount of information necessary for defining and evaluating the psycho­
logical and educational needs of children. The techniques and 100ls that 
comprise these four assessment categories are further cast within a frame-
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work that recognizes the necessity of measuring and evaluating a whole 
complex range of human factors and external conditions. In keeping with the 
theme of this journal issue, the following sections will briefly overview both 
nontest and test-based methods employed in the assessment of intelligence, 
personality, and achievement as they are genera11y practised in Canada. 

Nontest Assessment 

School personnel have a wide choice of tests that may he employed in 
the assessment of childrens' needs yet much of the valuable data leading to 
hypothesis generation or decision mating are based on nontest methods. 
Indeed, such methods as interviews, task analysis, work samples, and obser­
vations frequently comprise not only the initial stages of the assessment 
process but also are utilized throughout it. While classroom teachers are 
continuously engaged in ongoing evaluations of students, and therefore 
routinely employ all of these methods, school psychologists usua11y become 
involved with a student once a referral/request is made for their professional 
services. The initial data collection should most likely utilize interviews, 
observations, and record reviews that will shed further light on the reason for 
referral and provide the kinds of background information that will help guide 
the assessment process. 

Information focusing on home hehaviours, the family system, social 
and developmental history, classroom or instructional factors, and student 
perceptions of the "problem" are necessary in formulating hypotheses rele­
vant to determining the nature of the problem and what further actions May 
he require<L For example, Thompson (1985) reported that home environment 
factors (e.g., parental hehaviours, home literacy, educational ambition, socio­
economic efficiency) are important determiners and predictors of educational 
performance and that this effect increases with age. Cummins (1982) bas 
further shown that the length of residency and age of arrival for children bom 
outside Canada can lower scores on certain cognitive and language-based 
tests during the fmt five years of enrollment in an English-language curricu­
lum. 

Interviews are important in the construction of a model of the student 
which is the central purpose of assessment Although much bas been written 
about interviews, there is sorne indication that we are still concemed about 
whether we can trust what we see, hear, and feel. It is still most common to 
read test-based journal articles written on student assessment by school 
psychologists. While the assessment reports generated by school-based spe­
cialists may he heavily weighted by test scores, most will also contain 
information gleaned from either structured or unstructured interviews with 
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the sllldent. Although different interview techniques May be selected, the 
need to "fit" the interview to the client is particuJarly highlighted in cross­
cultural assessment, and Massey (1988) bas outlined a useful set of guidelines 
for conducting such interviews. 

While assessment is sometimes viewed as being synonymous with 
testing, it is much more titan the administration of tests. Doring these days of 
fear of litigation, diagnosticians rely heavily on the safety of tests and test 
scores. Funhermore, school systems frequendy request test data for purposes 
of designation and funding for special education. However, blindly interpret­
ing such data without the full use of background, interview and self-report 
information, and current observations is not professionally defensible. Sys­
tematic behavioural observations are required to support and supplement 
obtained test data, perhaps even enhance iL Observational recordings May be 
used to describe both test and nontest behaviours, support the validity of test 
scores, aid in explaining test score variance, and add important information 
necessary to formu1ate a particular diagnosis and program recommendation. 

Observation permits the opportunity to gather data of relevance to 
understanding and describing the child in school. Observation bas an advan­
tage in monitoring behaviours that change rapidly, exhibit particular growth 
or performance curves, and May not be lypical or frequenL Of particular 
importance in the assessment process is the observation of children in their 
everyday environments such as the classroom. It is difficult to create tests that 
are both robust and sensitive enough to yield information about the fre­
quency, intensity, duration, and situational specificity of a wide range of 
psychological consb'ucts and human behaviours. For example, careful obser­
vation and recording procedures May aid in determining whether a child's 
poor performance in school is related to inability, lack of prerequisite skills, 
unwillingness, anxiety, or inappropriate insb'uctional techniques. 

Observation, like an interview, is both a technique and a skill. Know­
ing how to systematicalIy observe is as important as knowing what to ob­
serve. Various observation schedules in the form of checklists and ratiog 
scales that focus on physical variables, affect, activity level, speech and 
language, adaptive behaviours, and social skills are commercially available 
but May also be created by teachers and psychologists as required. Two 
Canadian sllldies May be cited in this latter regard. Whyte (1984) developed 
a student self-report inventory that differentiated between learning-disabled 
and regular achieving adolescents on the basis of visual-spatial development, 
language and communication skills, memory and sequencing, social and 
emotional adjustment, and attentional skills. Whyte commented that the use 
of these techniques May permit the identification of learning-disabled Slll-
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dents and "mak:e the more expensive and time consuming psychological 
testing more effective and efficient" (p. 24). At the other end of the educa­
tionalladder, Simner (1987) consttucted a five-item questionnaire for iden­
tifying preschool children who May be at risk for early school fallure. The 
Teacher School Readiness Invenlory (TSRI) requires teachels 10 rate their 
observations of student in-class distractibility/auention, verbal fJ.uency, inter­
est and participation, letter identification, and printing skills. Results from 
Simner' s study suggest that the TSRI had high interrater reliability, was 
significantly related 10 performance across the cmriculum, and had a ''hit­
rate" of 86% in identifying children who were experiencing academic prob­
lems in the fU'Sl year of school. 

Educational and Psychological Testing 

The history and growth of psychologica1 and educational test use in 
Canadian schools is fairly similar 10 the American experience. However, the 
disproportionate population size between the two countries bas resulted in il 
sometimes being more economica1 to "import" tests developed and standard­
ized in the United States and other countries for use in Canadian school 
systems rather than attempt to create them here. This situation can sœnetimes 
present rather major problems in the assessment process especially when 
norm-referenced tests are employed or the product being measured is tied to 
specific and unique experiences as in the case of curriculum-based assess­
ment (Janzen & Saklofske, 1990). Thus, it is not always such a straight 
forward matter of simply using well consttucted American tests in Canada. 
Since tests and measurements are soch essential troIs in assessment, some 
American instruments that are brought into Canada May be renormed or 
modified following the accumulation of data from research and clinical use. 
As an alternative, a number of tests have been created in Canada, especially 
in those areas that involve school achievement that is tied to local and 
provincial curriculums. 

Assessment or IntelBgence 

The measurement of children' s intelligence is considered to be an 
important component in a comprehensive and multi1evel assessment pt)­

gram. Despite the ongoing controversy surrounding the use of intelligence 
tests and Mercer's (1988) contention that the intelligence testing debate is 
"evidence of growing intellectual crisis in measurement psychology that may 
be the prelude to a scientific revolution in that field" (p. 1), these are the MOSt 
frequently administered of all individual tests requested of school psycholo­
gists. Many school boards also routinely administer group intelligence tests. 
IQ scores may be compared with achievement data to determine the extent of 
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student underachievement and leaming difficulty, often with the aid of 
"mathematically-based fonnulae" (McLeod, 1988). Intelligence is viewed as 
an important variable in an analysis of school achievement and the findings 
from Canadian studies (e.g., Hardman & OIdridge, 1985; Janzen et al., 1989 
a,b) of the predictive validity of tests such as the Weschler Intelligence Scale 
for Children-Revised (WISC-R) and the Stan/ord-Binet Intelligence Scale: 
Fourth Edition (SBIS) are in line with American results. 

Wilson and Humphries (1986) provide a not uncommon description, 
based on events in Ontario, of the demand for intellectual assessment as a 
major data source used for the designation and placement of students in 
special classes; "there is widespread dependence in school boards on nonn­
based instruments of which the most frequently used is the WISC-R" (p. 3). 
This widespread and frequent use of the WISC-R in assessment bas generated 
a fairly large amount of research, in part, because of the controversy that 
Canadian children may perfonn differently from the American standardiza­
tion sample and that some parts of the test may be biased against Canadian 
children. Since Vernon (1977) recommended the substitution of certain 
Canadian items on the Infonnation subtest, a number of studies have been 
conducted 10 detennine the efficacy of such changes (e.g., Cyr & Atkinson, 
1987; Marx, 1984; Peters, 1976) culminating most recently in BeaI's (1988) 
assertion that there is no solid evidence for changing the item content on the 
WISC-R. While national norms have not been developed for the WISC-R in 
Canada, sorne local or provincial nonns do exist (e.g., Holmes, 1981). It is 
generally agreed that the American nonns for this test are appropriate for use 
here a1though Canadian children, on average, score slightly above the subtest 
and IQ mean scale scores. This is partly due 10 the fact that the test was 
standardized 15 years ago. The WISC-R will soon be replaced by a new 
version which is concurrently being validated in Canada (Beai, 1989). 

The WISC-R has a1so been employed in validity and clinical studies 
of exceptional children including retarded, leaming disabled, and gifted 
students (see Janzen & Saklofske, 1990). Some of this research parallels that 
carried out in the United States; for example, WISC-R profile and pattern 
analysis related to achievement and learning disabilities (Bellemare, Inglis, & 
Lawson, 1986; Schmidt, Kuryliw, Saklofske, & Yackulic, 1989; Schmidt & 
Saklofske, 1983; Walsh, Marx, & Sudmant, 1983). A major concern relates 
to the use of this and other intelligence tests with culturally different groups 
of children, especially with Canadian aboriginal children. There is a diver­
gence of opinion about the continued use of the WISC-R in the assessment 
of these children yet a fairly consistent pattern of average perfonnance scores 
but below-average verbal scores bas been reported by several researchers 
(Common & Frost, 1988). As weIl, a recent study of aboriginal children 
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living in villages and cities in British Columbia found that experiential 
background, not ethnicity, was a m~or determinant of information process­
ing ability and the development of reading skills (Williams, 1988). These 
kinds of findings have resulted in school psychologists developing guidelines 
for the assessment of Canadian aboiginal children, including the examiner's 
responsibilities (Goldstein, 1988). 

It appears that Canadian school psychologists and educators will 
continue to rely on individual intelligence tests developed and standardized 
in the United States. While intelligence is a universal construct, its measure­
ment and phenotypic expression can vary as a fonction of culture, experience, 
language, and 50 forth unless one chooses to measure more basic biological 
processes such as reaction lime or evoked potentials. This is clearly realized 
in a multicultural country like Canada where research investigations of new 
tests with the potential for widespread use are usually initiated fairly quickly 
following their introduction. Such is the case, for example, with the Stanford­
Binet Intelligence Scale-Fourth Edition (Janzen et al., 1989 a,b; Kline, 1989), 
Kau/mlm AssesS11'U!nt Battery for Children (Gardner, 1986, 1988; Saklofske 
cl Jedlicki, 1985), Matrix Analogies Test-Short Form (Saklofske cl Murray, 
1989), and Draw A Person: A Quantitative Scoring System (Saklofske cl 
Braun, 1989). 

It should be noted that several intelligence tests have been specifically 
developed for use in Canada although these are mainly group tests that are 
Most often administered by classroom teachers as part of a school district or 
even province-wide testing program. The Canadian Cognitive Abilities Test 
(CCA 1) is one of the Most often used group tests of intelligence and was 
recently standardized along with the Canadian Test of Basic Slcills (CfBS). 
The CCAT covers the K-12 grade range and yields measures of verbal, 
quantitative, and nonverval ability. While not aimed specifically for the 
Canadian context, the work ofDr.J.P. Das of the University of Alberta (see 
Das cl Naglieri, 1990) in developing tests for the assessment of attention, 
processing, and planning abilities must certainly be recognized. 

Finally, it is interesting to note a contemporary study (Paul cl MacLeave, 
1989) that examined the perceptions of educators about intelligence and 
intelligence testing. The study was conducted within the Gander Bonavista­
Connaigre Roman Catholic school district. Caution is necessary in general­
izing to other areas of Canada. The reported findings included: (1) intelli­
gence testing and the use made of these data were viewed more positively by 
educators who were high versus low "hereditarians" and by educators with 
university training beyond a Bachelor' s degree in contrast to those only with 
an undergmduate degree, (2) secondary school teachers compared with ele-
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mentary teachers supported the increased use of test scores, and (3) educators 
across aIl positions surveyed "appeared to be satisfied with corrent testing 
practices" (p. 380). These results and also the knowledge that intelligence 
tests are so often used in the psychoeducational assessment of children 
suggest that their place is assured for the foreseeable future. 

Personality Assessment 

The assessment of school children by psychologists and counsellors 
may include various personality measures depending on the nature of the 
referral and the decisions ta be made. The personality characteristics of 
relevance ta school personnel in understanding and providing for a child's 
personal and educational needs are the same as those of generalinterest in 
child and adolescent clinicaI psychology. Thus, as part of a diagnostic assess­
ment, school psychologists may administ.er one or more comprehensive 
objective personality questionnaires (e.g., Children' s Personality 
Questionnaire; Junior Eysenck Personality Questionnaire), projective tech­
niques (e.g., Children' s Apperception Test. Kinetic School Drawings. Kahn 
Test of Symbol Arrangement) or briefer instruments that measure very spe­
cific personaIity variables (e.g., Children' s Depression Scale. Nowicki-Stick­
land Locus of Control Scale for Children). 

A glimpse of Canadian educational and psychological journaIs (e.g., 
The Alberta Journal of Educational Research. Canodian Journal of Behav­
ioural Science. Canadian Journal of School Psychology. Canadian Journal 
of Special Education) gives an indication of the investigations undertaken ta 
examine personality factors in school children and how they may be relat.ed 
to school performance. Byme's (1986) investigation of the self-concept of 
high school students replicated previous fmdings regarding the multidimen­
sionaI, hierarchicaI structure and stability of self-concept as weIl as its rela­
tionship with academic achievemenL Studies of learning disabled (LD) chU­
dren have shown that they cao be distinguished from non-LD students through 
an anaIysis of the graphic elements contained in the Kinetic School Drawing 
Test (Andrews & Janzen, 1988). Rogers and Saklofske (1985) found that LD 
students had lower self-concepts, a more externallocus of control, and lower 
performance expectations than norrnally achieving elementary school chU­
dren. Furtherrnore, measures of general and academic locus of control and 
academic self-concept contributed significaotly in predicting the extent ta 
which LD children were mted by teachers as experiencing academic success 
in their special education programs. 

Turning ta studies of attitudes, Nyberg and Clarke (1982) reported that 
the responses of grade 5 and 8 students on the School Subjects Attitude Scales 
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were reJated to teachers' perceptions of student attitudes, student choice of 
most and least liked subject, type of school program (e.g., academic), and 
cultural and sex differences. Following the suggestion that attitudinal and 
personality variables are important in the reading process, Sommees (1980) 
has provided evidence for the validity of the Estes Reading Attitude Scale as 
a measure of school-oriented attirude toward reading in the intermediate 
grades. Furthermore, attitudes toward reading were not changed by the 
opporlunity for sustained silent reading (Summers & McLelland, 1982). 

In another area, self ratings of social behaviour by secondary school 
students were observed to be re1ated to school achievement and gender 
(Loranger, Poirier, & Gauthier, 1983). As a final example, Rampaul, Singh, 
and Didyk (1984) reported significant positive correlations between self­
concept, academic achievement, and teacher expectations among grade 3 and 
4 Canadian aboriginal students in nOtthern Manitoba. However, the authors 
observed "academic retardation with increasing age" among this sample of 
students (p. 213). These and other slodies of personality in school children 
provide the school psychologist with a research base that will enhance the 
assessment process. Few school psychologists routinely administer selected 
personality tests to aU referred children but rather will determine what to 
measure and what test(s) to employ based on the individual child's presenting 
needs. This may be suggested by the teacher' s referral of a child for assess­
ment; the child "appears nervous and anxious and doesn 't participate in 
c1ass," "bas a low self-concept, difficult to motivate," or "bas problems 
staying on task, is somewhat aggressive." Of course, school psychologists 
will continuously be "on the lookout" for personality factors that may support 
or alter their hypotheses about a child and guide data collection and diagnos­
tic interpretation. Massey (1988, p. 29) and other Canadian researchers (e.g., 
Berry, 1975) have stated that attitudinal, motivational, and "other personality 
characteristics such as the amount of eye-contact, reaction to physical prox­
imity, male-female interaction and lack of spontaneous speech also affect the 
interpretation of results" in the assessment of culturally different children. 

It is very rare that personality-type questionnaires would be routinely 
administered to large numbees of children as part of a screening assessment 
program, as occurs with group intelligence and achievement tests, unless they 
are part of a more research-oriented project An example of such a situation 
may be found in two srudies of depression in Canadian elementary school 
children conducted by Paananen and Janzen (1986) and Saklofske, Janzen, 
and Paananen (1987). In ader to determine the incidence and characteristics 
of depression among grade 4-6 children, over 600 children completed meas­
ures of self -esteem, locus of control, and depression; achievement and ability 
data were obtained from cumu1ative records. These results suggested, among 
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other things, that less than 10% of these children suffer from a depressive 
syndrome, depressed children have lower self-esteem and an externallocus 
of control, and that the Children' s Depression Inventory and Children' s 
Depression Scale provided a similar index of depression. 

The greatest number of personality measures used in Canada are Most 
often American in origin and range from comprehensive, multifactor stan­
dardized tests to brief scales published in various journals. In recent years, 
there has been some encouragement by test developers to simultaneously 
standardize new instruments in both Canada and the United States. For 
example, a new battery ca1led the BehavioUT Assessment Systemfor Children 
(BASC), authored by Kamphaus and Reynolds and to be published in 1990 
by the American Guidance Service, is intended to provide a psychometrica1ly 
sound approach to assessing the emotional and behavioural problems of 
children and adolescents. The authors advertised for Canadian sites so that 
appropriate norms May be developed. In this regard, Saldofske, Yackulic, and 
Kowalchuk from the University of Saskatchewan have recently completed 
the data collection phase for a provincial standardization study of the BASC 
with school children in grades 2-8 and a second study of conduct disordered 
boys with the expectation that this multisource measure (child self-report 
personality profùe, parent rating scale, teacher rating scale, parent personality 
profile, classroom observation sca1e, developmental questionnaire) will prove 
especially useful in the assessment process. 

In the event that personality tests from other countries are employed in 
the assessment of Canadian school children, it May be necessary to renorm 
or even modify the instrument. The Junior Eysenck Personality Question­
naire, developed in England, May be administered to Canadian children 
without scoring changes in the scales but the Canadian data show higher 
Mean scale scores for the neuroticism and tough-mindedness scales, lower 
scores on social desirability, and aImost no difference in extraversion (Ey­
senck & Saldofske, 1983). In contrast, the Junior Impulsiveness Inventory, 
also from England, did require some item changes when introduced in Canada 
(Saldofske & Eysenck, 1983). 

Finally, it is important to note that various children's personality 
measures have been developed and standardized in Canada. Alberta has been 
the venue of some of this work and includes: the Frost Self-Description 
Questionnaire: Extended Scales (Frost, 1979) which measures various forms 
of anxiety and aggression; the Canadian Self-Esteem Inventory for Children 
(Battle, 1976, 1979); the Culture-Free Self-Esteem Inventory for Children 
(Battle, 1981); and the Student' s Perception of Ability Scale (Boersma & 
Chapman, 1985) which is now being revised. This latter instrument follows 
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from research that has shown a strong relationship between self-perceptions 
of ability and school achievement. 

Assessment or Acbievement 

The assessment of student leaming and achievement can be initiated 
at different levels (classroom quiz to board and province-wide testing pro­
grams) and in various different ways (teacher-made tests of specific instruc­
tional content, standardized group achievement tests, diagnostic tests, home­
work assignments, project reports, etc.). Educational specialists are less 
involved than other staff in the everyday assessment of school achievement, 
but they are consulted by the teacher when additional information and pos­
sible program changes may be required for a student. 

In this area of assessment, tests are much less portable from country 
to country and even across regions within a country lite Canada. School 
performance and the leaming outcomes of main importance for a given grade 
or subject area are most specific to the defined curriculum and objectives of 
school districts and provinces and may further vary to sorne extent across 
teachers and schools. Thus, very few of the comprehensive standardized 
achievement test batteries used in American schools are employed in Canada. 
Sorne briefer instruments and diagnostic tests prepared outside of Canada are 
useful as screening devices or for providing an analysis of particular learning 
problems. The Wide Range Aehievement Test (WRAT) and the most recently 
revised version are sometimes used to obtain a general indication of reading, 
arithmetic, and spelling ability. The WRAT bas not been normed in Canada 
and there is some difference of opinion as to the utility of this test for use here 
(Siegal, 1984; Snart, Dennis, & Brailsford, 1983). Another example of this 
kind is reflected in efforts to develop guidelines for the effective use of non­
Canadian developed instruments such as the Boder Test of Reading-Spelling 
for screening decoding and encoding problems in French immersion students 
(Wiss & Bomett, 1988). 

Several carefully standardized individual and group achievement tests 
have been specifically construCted for use in Canadian schools. The Cana­
dian Aehievement Tests (CA T) and the Canadian Tests of Basic Skills (CfBS) 
are two instruments frequently used by school systems as a broad achieve­
ment measure across aU school grades. For example, the CfBS measures 
reading, language, work -study , and mathematics skills. Both tests were normed 
on large numbers of Canadian school students which permits the comparison 
of obtained test scores with local, provincial, and national results. The British 
Columbia Quiek Individual Edueational Test, yielding measures of spelling, 
word identification, passage comprehension, and arithmetic, is based on the 
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British Columbia curriculum and was normed in that province (Wormeli, 
1983). McDonald (1985) concluded that this test is effective in the identifi­
cation of students with learning difficulties. From a different perspective, the 
Canadian Readiness Test is a battery of seven subscales measuring four 
general areas of prereading behaviour and has been found to have predictive 
validity for reading and mathematics achievement (CoIlis, Ollila, & Yore, 
1986; Evanechko, Ollila, Downing, & Braun, 1973). As weIl, a large number 
of achievementtests are constructed by provincial education departments and 
local school boards as a means of assessing learning outcomes based upon 
specific objectives. 

Classroom teachers base their evaluations of student learning less 
often on standardized tesling programs alone, but rather employa variety of 
assessment methods and procedures. Teacher-made tests appear to be the 
most often used source of achievement data for student evaluation. Anderson 
(1989) reported that teacher-made tests were viewed by British Columbia 
science teachers as me most important information source with the least 
empbasis being given to standardized objective tests and other techniques 
such as oral tests, work con tracts, and student self-reports. In an earlier study, 
Wahlstrom and Danley (1976) reported that Ontario elementary teachers 
prefer classroom observations of student performance but secondary teachers 
favour tests. 

While classroom teachers are more inclined to use their own tests to 
measure student achievemenl, a number of Canadian educational researchers 
have expressed concem about the "gap" between test theory and research in 
the measurement and evaluation of student performance on the one hand, and 
the evaluation practices of teachers on the other (McLean, 1985). Wilson 
(1989) concluded that "it is still unclear whether teachers view evaluation 
activities in a coherent, holistic manner" (p. 143) and suggested two possible 
reasons for this situation: 

The ready-made instruments may perform one part of 
the teacher's purpose for evaluation but not 
another. . . similarly, the professional' s concem with relia­
bility of scoring, item analysis, and systematic content con­
verge may also seem of only esoteric interesl, and even an 
imposition, to teachers practising the delicate balancing acts 
required by the different, sometimes contrary, forces operat­
ing on them already. (p. 143) 

This separation of measurement theory and research from actual class­
room evaluation practices bas led to the recommendation that "applied edu-
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cational measurement should center its attention on the classroom" (Ander­
son, 1989, p. 133). Evidence of a positive response to this plea is now being 
seen across Canada. To cite only a few examples of this new direction, 
McLean (1988) has described how functionallanguage theories, which view 
achievement as performance, and as task and situation dependent, can pro­
vide the basis for effective teaching and achievement measuremenl McLean 
has extended this "functional approach" to the areas of mathematics and 
science in the Middle school. A recent issue of Research Forum (1989, No. 
4), titled "Evaluation: Facing the Challenge", contained a number of articles 
that describe and examine the different kinds of measurement and evaluation 
practices employed by teachers including curriculum-based, criterion-refer­
enced, naturalistic, and multidimensional evaluation procedures. 

An emerging trend involves the identification of deficient cognitive 
functions using techniques such as Feuerstein's Learning Potential Deviee 
(Watts, 1985) and the analysis of both process and product in student learn­
ing, such as in spelling (Evans & Smith, 1989). The movement toward 
cognitive education programs will certainly require further modifications to 
the way teachers and psychologists view and measure student learning. 

A MOst exciting four-year research project evaluating Feuerstein's 
Instrumental Enrichment (lE) and Mulcahy's Strategies Programfor Effec­
tive Learning and Thinlcing (SPEL n bas just been completed at the Univer­
sity of Alberta (Mulcahy, 1989). While the fast draft of this report to the 
Alberta govemment is not yet available for circulation at this time, the 
author' s have been given permission to cite this work. In brief, a sample of 
approximately 900 students experienced one of the lE, SPELT, or conven­
tional instruction programs. Gifted, learning disabled, and normally achiev­
ing students in grades 4 and 7 were foUowed through to the completion of 
grades 6 and 9, respectively, permitting the comparison of a variety of 
achievement indices and cognitive strategies gained from the out-of-content 
versus in-content approaches. Generally, SPEL T instruction was superior to 
lE and regular instructional methods, MOst notably in reading comprehension 
and related cognitive strategies. The leamed cognitive strategies were main­
tained over time, together with improvements in achievemenl The efficacy 
of the SPEL T program was further observed in student gains in self -concept, 
locus of control, problem-solving strategies, metacognitive reading aware­
ness, and comprehension monitoring skills. Learned reading and comprehen­
sion skills such as skimming, rereading, paraphrasing, inferring, and check­
ing were successfully maintained. This study certainly provides evidence for 
the potential of such cognitive education programs but also points to the need 
for new and different assessment strategies. 
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Conclusions 

There are Many simiJarities in the school-based assessment practices 
of Canadian and American teachers, school psychologists, and other educa­
tional personnel. Although some school psychologists are still employed 10 

administer tests (mainly individual intelligence tests), this narrow role ap­
pears to be on the verge of an even more widespread decline. Assessment is 
more than the administration of tests; it requires input from the various 
sources representing the "fom pillars of assessment" (Sattler, 1988) but must 
be further viewed as a process including referral, screening, classification, 
planning, and program modification (Salvia & Ysseldyke, 1985). 

While classroom teachers are continuously assessing student learning, 
the kinds of assessment information obtained by educational specialists fre­
quently extends beyond data from a single test and is not limited 10 only a 
measme of, say, intelligence if it is 10 have utility in understanding and 
providing for a child's needs. There is also the recognition that the assessment 
must include information about the child and the child's situation or environ­
ment This position is especially relevant in a multicultural mosaic such as 
Canada. While there is no equivalent to Mercer's (1979) System of Multicul­
tural Pluralistic Assessment in Canada, recent descriptions of cross-cultural 
assessment have provided important guidelines for data collection, interpre­
tation, and diagnosis (Massey, 1988; see also Samuda, Kong, Cummins, 
Pascual-Leone, & Lewis, 1989). 

Many different tests May be employed to measure children's intelli­
gence, personality, and school achievement. The need to examine the psy­
chometric characteristics of insttuments developed outside of Canada is 
recognized as is the importance of Canadian standardization of these norm­
referenced tests. Achievement tests, such as the CTBS and curriculum-based 
achievement tests developed at the local and provinciallevels, provide useful 
information but the fact that teachers show a preference for consttucting their 
own measures needs 10 be addressed. The teacher requires assessment data 
that have insttuctional relevance, and educational measurement and evalu­
ation specialists can certainly support the teacher' s in-<:Iass assessment roles. 
Finally, emerging trends in cognitive education will require the development 
of new assessment techniques that will more effectively describe learning 
processes, strategies, and outcomes. 
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Abstract 

School-based assessment, as we know it, does not occur in the People' s 
Republic of China. Assessment procedures, prilf'lllrily achievement tests, are 
usedfor placement pur poses in select schools. Some psychological testing is 
done with young children to detect learning disabilities. Several psychologi­
cal tests are available, but theyare not widely used. Research in the areas of 
intellectual, personality, clinical, and achievemeni assessment is reviewed in 
this paper. Given the lack of psychological services for schools, the role of 
teachers in the evaluation process is discussed with respect to educational 
philosophy in the People' s Republic of China. The impact ofrecent events in 
China on the educational system is also discussed. . 

Résumé 

L'évaluation en milieu scolaire telle que nous la connaissons, ne se 
pratique pas en République populaire de Chine. Les modalités d'évaluation, 
essentiellement les tests de niveau, servent à placer les élèves dans certaines 
écoles. Certains tests psychologiques sont administrés aux jeunes enfants 
pour dépister les troubles d'apprentissage. Plusieurs tests psychologiques 
existent, If'IIlÎs leur emploi est loin d'être généralisé. L'auteur dM présent 
article analyse les recherches qui se font dans les dolf'lllÎnes des tests d'intel­
ligence, de personnalité, de niveau et dolf'lllÎnes des tests d'intelligence, de 
personnalité, de niveau et des tests cliniques. Compte tenu de l'absence de 
services psychologiques dans les écoles, le rôle des enseignants dans le 
processus d'évaluation est analysé par rapport aux principes de l'éducation 
en République populaire de Chine. L'auteur aborde également l'impact des 
récents événements qui se sont produits en Chine sur le système éducatif. 
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Progress in school-based assessment in the People's Republic of China 
has been very slow. According to Catterall's (1982) review of international 
school psychology, reports from the People's Republic of China* indicated 
that there were no psychologists providing services to the schools, although 
psychology was a rapidly expanding field in the country at that time, and 
there was a focus on education of the developmentally disabled. The situation 
bas not changed greatly, according to LaVoie (1989a, 1989b) who found that 
school psychology is not a recognized field, although some psychologists 
working in the field of education publish articles that pertain to school 
psychology, and certain ongoing activities reflect assessment concerns of 
school psychology. For example, educational psychologists have been in­
volved in test development for the purposes of assessment and placement, and 
developmental psychologists have been interested in the child's cognitive 
development, while medical doctors have focused their assessment mostly on 
the frrst five years of life (LaVoie, 1989a, 1989b). 

There are several reasons why school psychology bas not emerged as 
a separate discipline. First, as LaVoie (1989a) noted, educational decisions 
are made by political, not educational, leaders. While the need for psycho­
logical services in the schools is recognized, such services are still a luxury 
in a country with so many other demands for psychologists, particularly in the 
clinical and other mental health settings where the needs are so urgent 
According to Qicheng (1988), the primary focus in education is on the 
practical use of knowledge, such as children's use of cognitive strategies to 
solve problems in mathematics, determining the manner in which Chinese 
characters are formed by people so that a computer system that uses these 
characters cao he developed, and the effect of the one-child family. Qicheng 
contends that it is necessary to he very selective in what is studied because 
the problems are so numerous. Psychological services in the schools have to 
compete with such other demanding areas in psychology as industrial, clini­
cal, and health. 

Not to he overlooked is the underlying educational philosophy in 
China that all children have the potential to learn the curriculum. Given this 
mindset, it follows that the potential for change has to lie within the child 
Senkowski, Corser, and McLean (1989) found that the teacher's job is to 
reduce individual differences in the classroom by working with the entire 
class so that they all perform at the same basic level. Therefore, the purveyor 

*Throughout the remainder of this paper the People's Republic of China will he 
referred to simply as China in order to facilitate smoother reading. 
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ofpsychological services in the schools is the teacher. LaVoie (1989b) noted 
that teachers selVe some of the fonctions that would be delegated to school 
psychologists in the United States. If the selVices are already provided by 
teachers, it then becomes less critical to assign psychologists to the schools. 

Given this overview of the Chinese educational philosophy, what is the 
corrent state of school-based assessment in China? To answer this question, 
one tirst needs to determine what school-based assessment cODSists of in the 
United States so that we have some basis for making a comparison. Accord­
ing to Sattler (1988), assessment usually involves an evaluation of the child's 
leaming abilities, speech and language, visual-motor ability, and identifica­
tion of behaviour problems. The child's developmental history and how the 
child interacts with others are also considered. Assessment in China focuses 
on the characteristics of individual children, which ret1ects the Medical 
model. School psychology in the United States originally adopted this model, 
but bas since changed (Reynolds, Gulkin, Elliott, & Witt, 1984). The primary 
use of assessment in China is for screening and placement, but mostly the 
latter. For the Chinese, the test score is important, because it indicates the 
child' s level of intellectual functioning or determines the school that the child 
will attend. Factors other than test scores, such as developmental history or 
corrent life circumstances, are not considered in placement Œ screening 
decisions in China. 

Befme reviewing some of the representative research related to school­
based assessment, it needs to be recognized that the Chinese were among the 
tirst people to use assessment procedures to evaluate performance. Bowman 
(1989), in her comments on testing in China, cited evidence to show that 
testing procedures for determining individual differences in mental ability 
were being used 2000 years ago. Speed of writing and speaking were used as 
measures of intelligence as early as 1 A.D., according to a review of assess­
ment in China by LaVoie (1989b). He also noted that personality assessment 
was canied out in ancient China, and sensorimotor tests of infant develop­
ment were used in the sixth century A.D. 

According to Hawkins (1983), China's fascination with testing bas 
spread throughout the educational system so that the curriculum al the pri­
mary and secondary levels is skewed 10 prepare students fŒ the secondary 
school and university entrance exams. Therefore, the curriculum does not 
have the necessary breadth to educate both the college track student and those 
students who cannot gain entry to college. Further, teachers are evaluated on 
the basis of the number of students who pass the enttance exam for secondary 
schools and universities. 
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Il1tellectual aSSeSS1MlIt 

The Binet-Simon Seole was fllSt translated into Chinese in 1922, and 
adopted for use in assessment in 1924, at which time norms were established. 
The Stanford-Binet Seale was revised in 1981 and renamed the China Binet 
Seale (Wu, 1985). Western tests, 80ch as the Weehsler Intelligence Seale/or 
Children - Revised (WISCR-R) and the Peabody Pieture Vocabulary Test 
(PVT) are the instruments that have been most often used to assess intellec­
tuaI performance. D. Li, Jin, Zhu, and Tang (1987) have validated and 
normed the Chinese translation of the WISC-R, and their reported subscale 
and full-scale means and standard deviations are simiJar to those in the 
American standardization group. However, as noted by LaVoie (l989b), D. 
Li et al. found performance differences between the Chinese and American 
standardization groups. The Chinese were five years ahead of their U.S. age­
mates on math and digit span scores, four- to five-years advanced on block 
design, and two- to three-years ahead on coding, but they scored two- to 
three-years behind the U.S. comparison group on piclure completion. Some 
of the subtests in the verbal subscale did not discriminate weil, according to 
D. Li et al. After 10 years of age, the vocabuJary and math items did not 
discriminate significantly among low and high IQ children, and the compre­
hension, block design, and maze subtests were less discriminative between 
low and high IQ children after 12 years of age. But the relationship between 
WISC-R IQ and student GPA was reasonably high (.76, Phi coefficient). D. 
Li et al. conclude from their findings that while the revision seems 10 fit 
reasonably weil for the Chinese culture, there are some problems in the 
accuracy of the WISC-R for the Chinese (LaVoie, 1989b). 

The l'Ole of environmental factors in IQ scores bas also been consid­
ered by the Chinese. Using a longitudinal study of children from birth 10 36 
months, Y. Mao (1986) found that preschool attendance and gender were 
related to IQ scores. Those children who had attended preschool at an early 
age had higher IQ scores. Occupation of the family and being an only child, 
as weIl as certain personality factors, were also predictive factors. Children 
who were curious, persistent, and nonimpulsive had higher IQ scores. Mao 
concludes that adaptive behaviour and cognitive ability are the main indices 
of IQ at this age period. 

Intellectual assessment bas been used mostly to identify mental retar­
dation, and to assess intellectual performance among the hearing impaired. 
The PPVT, for example, bas been used to screen young children for learning 
disabilities. Gong and Gua (1984) reported that the PPVT correlated .65 with 
Chinese language score and .61 with arithmetic score in their sample of 7-8-
year-old children. The Chinese are interested in gifted children, or what they 
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calI "super-normal," but fonnal assessment bas not been used to identify this 
group of children, although sorne attempts have been made to use such tests 
as analogical reasoning, problem solving, and mathematics to detect güted 
children. However, intelligence testing bas generated much controversy about 
such issues as the use of western tests with their cultural bias, and the problem 
of low correlations with certain measures of academic perfonnance, particu­
larly grade point average and course-work exam grades. La Voie (1989b) cites 
a 1981 study by Wei and Shi who reported that their measure of IQ (national 
entrance exam scores) was minimally correlated with college grades. 

Personality assessment 

Among the personality measures translated into Chinese are the 
Minnesota Multiphasie Personality Inventory (MMPI), California Psyeho­
logieallnventory (CPI), and the Eysenck Personality Inventory (EPI) (La­
Voie, 1989b). However, the MMPI bas been used more extensively than the 
other instruments. Clinical studies constitute most of the reported research, 
although a few projects involving personality assessment have been con­
ducted in the schools. A study by Yang and Shun (1986) is representative of 
the assessment research. They used a trait-anxiety inventory to select high 
and low anxiety middle school students who were then given the MMPI. The 
two anxiety groups did not düfer significantly on any of the MMPI scales. 
The MMPI bas also been used to examine differences in parents of minimal 
brain-damaged children. Zhu (1987) reported that parents of these children 
scored higher on the Pd (psychopathic deviate) and PT (psychasthenia) 
subscales than parents of nonnals, which suggests a potential interactive 
factor, in that the hehaviour problems of the children may, in part, he 
associated with the psychological adjustment of their parents. 

Temperament in elementary and middle school children bas been 
studied by G. Lin (1986), who developed a 40-item scale based on Galen's 
four classification theory of temperament - sanguine, melancholic, choleric, 
and phlegmatic. Lin found that children could he classified into one of the 
four categories. Independence in early adolescents (ages 11-14) is a concern 
of sorne psychologists and school personnel in China. In one such study (H. 
Mao, 1984), young adolescents identified their independence needs to in­
clude respect from peers, recognition as adults, and the admission of parents 
and teachers that they sometimes can he wrong. These independence needs 
were then paired with such adolescent personality traits as radicalism, stub­
bornness, exhibitionism, and noncompliance. From this conceptualization, 
Mao developed an instructional program for teachers of this age group so that 
they could provide guidance for adolescents in their independence seeking. 
Among the objectives of the program were to socialize the adolescent to 
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develop self-control, reduce conflict with parents, and to enhance moral 
values. 

CUnical assessment 

Much of the interest in this area can be attributed to the adoption of the 
medical model. Currently, clinical assessment is conducted in medical clinics 
where psychologists are located. There is a great need for behavioural aSsess­
ment within the school setting, but the shortage of trained psychologists 
makes this service impossible at the present time. The Luria-Nebraska Neu­
ropsychological Battery has been revised and normed for Chinese use by Xu 
and Gong (1987). The discriminant validity of the test was .90, based on the 
correct assignment of 70 of 78 subjects who had been previously diagnosed 
as normal or having sorne type of neurological disorder. 

Child behaviour problems, particularly frustration, have received sorne 
attention in the Chinese psychologicalliterature (e.g., Shun, 1986). Elemen­
tary and middle school students were asked to describe an event that angeredl 
frustrated them most Students identified such events as preparation for 
entrance exams for middle schools, interpersonal relations, and specifically, 
inability to fonn friendships, difficulty in getting along with teachers, parent 
relations, personal inadequacies, and failure to gain respect. Sorne age and 
gender differences in frustration were found by Shun. Elementary school 
children reported that parent relations and personal inadequacies were the 
most frustrating, whereas, middle school students indicated that interpersonal 
relations and failure to gain respect were the most frustrating. Boys were 
more likely to react to frustrating events with aggression, while girls re­
sponded with avoidance. 

Chinese psychologists have also been concerned with the problem of 
school dropout. Shao (1986), in his study of middle school (i.e., secondary 
school) dropouts, found that 17% of the friends of dropouts were stiU in 
school, but 20% had already dropped out Interestingl y, 60% of the dropouts' 
friends were classified as conduct disorders. Personal characteristics associ­
ated with this group of dropouts included less time spent in reading, lower 
motivation and poor study habits, more time loitering, and greater incidence 
of serious delinquent activities, than in-school students. These characteristics 
are similar to those describing school dropouts in the United States (e.g., 
Steinberg, 1989). When the dropouts were asked about their future goals, 
44% responded that they were free to do whatever they wanted, 45% were 
concerned and did not know what they would or could do, 8% said that they 
would stay at home and wait for the govemment to help them, and 2% said 
that they had ruined their life. 
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Achievement assessment 

More attention bas been given to achievement assessment than any of 
the others because it impacts directly on educational placement. The Chinese 
are concerned with selecting the Most capable students to attend their ''tey'' 
(i.e., highly selective) junior and senior high schools. Achievement tests are 
used throughout the country to select these students. The entrance examina­
tion for admission to middle schools is a standardized test developed by the 
Educational Bureau of the government and consists of the following sections: 
Chinese language, mathematics, history, natwal science, geography, moral 
education, and physical training. The minimum score for admission to a 
middle school is 60%, but ail students are ranked for admission purposes. 
Students in the top 10% of the ranking are admitted to "key" middle schools, 
which are the best schools in the country. Other than this evaluatioo program, 
achievement testing in the classroom, as used in the United States, is oot 
practiced in China. 

A1though the Chinese education system has committed major re­
sources to the development of the middle school admission examination, Iittle 
or no research bas been conducted on the reliabillty or validity of the test, but 
some insight into achievement assessment in China cao be gained from cross­
cultural studies. Hess, Chang, and McDevitt (1987) investigated the relation 
between sixth-grade-children's mathematics performance and the attribu­
tions of their mothers about this performance. Boys and girls and their 
mothers from the following cultural groups, China (47 familles), Chinese­
American (51 families), and Caucasian-Americans from the United States (47 
families), were involved in the study. Each mother was asked to indicate how 
well her child had performed in mathematics during the sixth grade, and then 
to provide explanations for the child's sucCess (if the child had performed 
well) or the child's failure (if the child had not performed well). Children 
were also asked to explain the reasons for their level of performance. 

Maternai explanations for the failure of their child to perform at a 
higher level were similar among the three cultural groups in that the mothers 
emphasized the child's level of effort, but the Chinese mothers cited Iack of 
effort, an internai factor, as the primary cause for poor performance. Chinese­
American mothers placed the blame on Iack of ability, inadequate training at 
school, and insufficient help at home. Americao mothers, however, tended to 
spread the responsibility across a number of factors, MOSt of which were not 
controllable by the family or the child. Mothers of American children were 
more likely to place responsibillty for poor performance on the school, 
whereas both groups of Chinese mothers were more likely to attribute respon­
sibility to training in the home. Mothers also differed in the action that they 
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would take in respOnding to failure perfonnance in their children. American 
and Chinese·American mothers indicated that they wOIlld try to determine the 
reason for the failure, but Chinese mothers stated that they would express 
anger and perhaps punish the child. 

Responses of the children were similar to those given by their mothers. 
Children from China chose conlrollable causes (i.e., effort) for their poor 
perfonnance; whereas, both Chinese·American and American children were 
less likely to attribute poor perfonnance to conlrollable factors, and American 
children were more likely to perceive luck as a factor in poor perfonnance. 
But aIl children from the three cultures more often identified conlrollable 
factors (i.e., effort) in their attributions for poor performance than did their 
mothers. 

Mothers' attributions for their child' s success in mathematics also 
differed among the cultureS. Mothers from China more often gave credit to 
the school, while Chinese·American mothers saw home training as most 
important, and American mothers selected ability, effort, and school training 
as the critical factors. Perhaps the most revealing fmding was the mothers' 
responses to high performance by their children. Chinese·American and 
American mothers were more likely to reward their child with praise for good 
performance. Mothers from China, on the other band, were more likely to set 
higher standards for their child, and less likely to offer praise for high 
performance. 

These findings have significance for school·based assessment research 
on achievement As Hess et al. (1987) suggest, the results indicate that 
motivational factors are important sources of differences in achievement, and 
that cultural factors have to be considered. It is apparent from the Hess et al. 
study that certain attributions about academic performance are stable, and 
these betiefs appear to be incorporated into the socialization process. 

Further insight into factors that impact on school·based assessment of 
achievement in China emerges from a second series of cross·cultwal studies 
involving first·and fûth·grade children (22 classrooms at each grade level) 
from Beijing (China), and Chicago (USA). In one study, Lummis (1989) 
administered curriculum-based achievement tests of vocabulary and mathe· 
matics to the students. Analyses of the test scores showed that the American 
sample had a higher mean score on vocabulary, but the Chinese students 
scored higher on the math tests. The data analyses also revealed that the score 
variance on both vocabulary and mathematics was much larger for the 
American sample than for the Chinese sample, indicating greater individual 
differences among the American students than among the Chinese students. 
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One likely explanation for the cultmal differences is teaching. Uttal 
and Lee (1989) found some major differences among the two groups of 
teachers. Chinese teachers devote more time ta lesson preparation and other 
activities associated with instruction. Further, nearly all of their instructional 
time is used in classroom teaching. There is no individual instruction as we 
know iL The teaching objective of Chinese teachers is ta bring slow students 
to the level of the class, so they spend more time teaching the slow studenL 
Other beliefs held by Chinese teachers include: it is important to get the 
correct answer quicldy, therefore speed in problem solution is emphasized; 
one works very intensely in the classroom; and a good teacher is one who cao 
explain a lesson clearly. That is, one needs ta teach well at all times. These 
fmdings suggest that school-based achievement assessment in China bas a 
different meaning, which should result in a different plan of action than 
similar assessment in the United States. 

Conclusions 

It becomes evident from this discussion that school-based assessment 
is in its infancy in China. Various assessment measures are available, but the 
primary objective of assessment appears ta be limited ta placement rather 
than diagnosis or evaluation. Sattler (1988) makes an important distinction 
between psychological assessment and psychological testing, which fits this 
discussion quite weil. Psychological testing involves the use of tests, which 
provide findings, whereas psychological assessment provides an interpreta­
tion of these fmdings given the child's situation. Some psychological testing 
is done in China, particularly for placemenL But psychological assessment as 
practised in the United States, is not occuring at the present time in China. 
However, teachers in China are conducting school-based assessment ta the 
extent tbat they not ooly perform ongoing evaluation, but they also modify 
their teaching ta correct the identified prob!ems. Unlike the United States, 
where the focus is on individùality, ability grouping is not used in China. 
Rather, the teacher sUives ta increase the performance of the entire class­
room. This approach fits with the educational philosophy in China which 
assumes that if a problem exists, one focuses on teaching because that is 
where the problem is likely to reside. 

Most psychologists would agree that assessment measures are merely 
tools ta sample behaviour. We need to know more about the child ta deter­
mine the wby of the child's behaviour. When a child in China does not meet 
the expected standards in the classroom, Chinese teachers help the child with 
the deficient work and focus on their teaching ta increase uniformity of 
performance in the classroom, whereas in the United States we tend ta assess 
why the child bas a problem. 
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Recent events in China will probably mandate changes in the educa­
tional system. Political studies have always been part of the curriculum at ail 
levels, and the student's understanding of political philosophy has been 
assessed in entrance exams to secondary schools and universities. Starting in 
the Fall of 1989 increased emphasis bas been placed on political philosophy 
in the schools. Assessment of political understanding will probably occur at 
ail levels of schooling. The Chinese are adamant in their belief that the 
solution to problems, such as alienation, disruptive behaviour, and disrespect 
is to reeducate people and insist on accountability. 
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School-Based Assessment 
Research in Israel: 
Current state and future directions 

Abstract 

The major aim of the present paper is IWofold: (1) to survey and 
evaluate the present "state of the art" in Israeli school-based assessment 
research; and (2) to delineate potentialfuture directions,foreseeable devel­
opments, and needed research. The paper focuses primarily on the assess­
ment of aptitude, achievement, and personality in the schools and highlights 
a number of key issues engaging the interests and concerns of the 1 sraeli 
school psychology and measurement community (i.e., group differences in 
test performance; test bias and equity; and testing the selection policy in the 
schools). There is currently in Israel a paucity of weil developed, sowuJly 
normed, and psychometrically validated (or adequately adapted) instru­
ments available for assessment pur poses - particularly in the area of non­
cognitive assessment. Furthermore, there is a needfor the development of 
criterion-referenced measures in a variety of school subjects for student 
evaluation and achievement tracking pur poses in both the Jewish and Arab 
sectors. This paper reveals the needfor a major concerted effort to improve 
both the quantity as weil as the quality of available school-based assessment 
instruments, procedures, and practices. 

Résumé 

L'objectif principal de cet article est double: 1) sonder et évaluer la 
situation actuelle des recherches sur l'évaluation en milieu scolaire en 
Israifl; et 2) délimiter les orientationsfutures, les développements prévisibles 
et les recherches nécessaires. L'article porte essentiellement sur l'évaluation 
des aptitudes, des résultats et du caractère dans les écoles et il/ait ressortir 
un certain nombre de problèmes clés qui présentent de l'intérêt pour les 
psychologues scolaires israéliens (différences de groupe dans l'exécution 
des tests; partialité et équité des tests; et évaluation de la politique de 
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sélection dans les écoles). On constate actuellement en Israil une pénurie 
d'instruments d'évaluation intelligemment conçus, aux assises solides et 
validés selon des moyens psychométriques, notamment dans le domaine de 
l'évaluation non cognitive. En outre, on constate le besoin d'établir des 
mesures à base de critères dans diverses 1I1Iltières enseignées à l'école pour 
évaluer les élèves et contrôler leurs résultats dans les communautés juive et 
arabe. Cet article/ait ressortir le besoin d'un effort concerté pour améliorer 
la quantité et la qualité des instruments, des modalités et des pratiques 
d'évaluation en milieu scolaire. 

Israel, much like the United States, may be aptly depicted as a test­
oriented and test-consuming society, with tests widely employed by the 
educational system, military, industry, and govemment as an aid 10 making 
decisions about people. Tests have a particularly fonnidable presence in the 
school system and are employed for a variety of functions, including: (a) 
reseaICh and program evaluation; (b) vocational guidance and counselling; 
(c) student selection, classification, and placement (e.g., entrance, stteaming, 
homeroom class-formation, within-class academic tracking); (d) screening 
and diagnosis; and (e) identifIcation and selection of children for special 
programs (e.g., gifted children's program, special education classes). 

General histomtd baclcground information 

Prior to the establishment of the State of Israel in 1948, student 
populations were fairly homogeneous, composed largely of children from 
Jewish middle-class families of European origin (about 90%). Since the 
inception of the State of Israel, the student body bas changed radically in 
content and scope, with the student population growing seven-fold since 
1943. Mass immigration from over 70 countries, including post-war Europe 
and the Middle East, doubled the population over the frrst three years of 
statehood and tripled it over the fIrSt twelve (Adler, 1984). 

During the early years of statehood, the educational system in Israel 
was charged with accommodating an increasing percentage of Jewish chil­
dren from Eastern cultures (e.g., Morocco, Algeria, Yernen, Egypt, Persia), 
many of whom presented the classical symptoms of cultural deprivation, 
including inadequate mothering and bonding; low degree of mediated learn­
ing experiences; and reported sensory, linguistic, and conceptual defIcits 
(Feuerstein, 1980; cf. Raviv, 1989). As the State absorbed more and more 
immigrants, the school system faced the problem of greater heterogeneity in 
its student body. This variety manifested itself in both family structure and 
cultural-educational orientation, traditional cus1Oms, and behaviour patterns, 
as weIl as students' achievement profIles and motivation. Whereas immigrant 
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students of European extraction adapted quite readily to modern Israeli 
society and its Western-oriented school system, students of Eastern back­
ground evidenced considerable difficulty in the school acculturation process; 
they tend to regard attainment of education in a more instrumental way and 
were prepared to invest less in education as a means of acquiring status (JŒr, 
1988). Since students of Eastern origin had lower levels of achievement 
aspiration compared to their Western counterparts, they were aIso destined to 
he less mobile within a society that holds modem status-attainment norms 
(Adler, 1984; IŒr, 1988). 

It was the educational system that assumed the main burden and 
responsibility for equalizing opportunities and integrating culturally different 
groups into Israeli society, no mean task (Adler, 1984). Furthermore, it was 
largely school psychologists - whose original function in Israel was to assess 
and diagnose failing students - who were charged with assessing and placing 
the masses of immigrant children. Unfortunately, few standardized measures 
were available at the time for assessment functions; the exigencies of the 
times dictated the use of measures that were often not adequately translated, 
adapted, normed, or validated for their culturally different target populations. 
Only in the past two decades or so have serious efforts been made to construct 
standardized culturally-indigenous instruments appropriate for the Israeli 
scene or in adequately norming conventional measures on representative 
school populations in Israel. 

Major goals and scope of this paper 

School-based assessment and evaluation is currently one of the key 
research areas in Israeli school psychology (Raviv, 1988). Indeed, the history 
of school psychology, both in the United States and in Israel, is in many ways 
synonymous with the history of efforts to assess and evaluate students' 
cognitive, affective, and psychomotor hehaviours. The bulk of school-based 
assessment research is carried out in academic settings by university faculty 
rather than by school practitioners. Unfortunately, the development of school­
based assessment in Israel bas not been systematically documented over the 
years and little integrative work bas been devoted to historical, current, or 
future perspectives in school-based assessment research (Gina Ortar, per­
sonal communication, June, 1985). Consequently, this paper is intended to 
fIll a needed gap by evaluating the present state of the art of Israeli school­
based assessment research and by suggesting sorne potential future trends 
and possible directions. 

The author of this paper relies primarily on three sources: (a) relevant 
papers identified through conventional bibliographie research as weil as a 
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computerized search of the Israeli periodicalliterature for assessment-related 
material published ovec the past 1 S years; (b) documents, papers, and tests 
provided 10 the author by a nomber of key Israeli scholars who were person­
aIlyapproached for relevant material; and (c) data bearing on school-based 
assessment in Israel, gathered from knowledgeable Israeli informants, as part 
of a cross-national study of testing and assessment practices among children 
and youth (Thomas Oakland, personal communication, December, 1988). 

The paper is restticted in its scope to assessment measures (i.e., 
cognitive, achievement, personality) as weil as assessment issues and proce­
dures relevant 10 school-aged populations in Ismel; preschool assessment or 
college-age and adult assessment themes will not be addressed. The choice 
and selection of material to survey was clearly subjective and by no means 
purports to cover the entire domain of Israeli school-based assessment re­
search in the past or presenL Due to the disparate and fragmentary sources for 
gamering information about school-based assessment research in Israel, a full 
and complete description would have been an insurmountable task. More­
ovec, given the author' s own research interests in the areas of ability testing 
and test bias, coupled with the fact that some of the better assessment 
instruments, procedures, and research endeavours in Israel have been associ­
ated with ability and intelligence measures, there is a distinct "positive bias" 
in the overrepresentation of the ability-test domain in this paper. 

ln addition, il is clearly preferable to presenl a more detailed and in­
depth covemge of cardinal instruments and assessment issues and high quality 
research and evaluation studies, as opposed to aiming for an exhaustive 
coverage of aIl relevant issues. 

Cognitive Assessment 

Notwithstanding the growing trend in Israeli school psychology over 
the past years to assist children through worlcing with parents and their 
children's teacher - reflected in the decline in individual diagnosis and 
increase in prevention services - a good portion of the school psychologist' s 
time is still devoted to assessment (Raviv, 1989). Individual diagnosis, in­
cluding diagnosis of pupils suspected of retardation or leaming and behav­
ioural problems, is generally performed with the aid of a conventional test 
battery, ofwhich the Wechsler Intelligence Scale/or Children-Revised (WISC­
R) constitutes a primary component (Raviv, 1988). In addition, a variety of 
group aptitude tests are used in the schools for research, evaluation, voca­
tional guidance, and screening purposes. 
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Individual intelUgence measures 

The Israeli versions of the WISC-R. The standardizatioo of the Israeli 
version of the WISC-R was begun in 1972 and was carried out on a nation­
wide representative sample of both Jewish and Arab populations. A total of 
2700 children from 99 schools were individually tested in their native 
languages; the sample was found to be representative of the Israeli popula­
tion with respect to sociocultural parameters. The Hebrew and Arabic ver­
sions of the WISC-R are used for diagnostic, guidance, and school classifi­
cation purposes amoog normal, gifted, and retarded Israeli populations aged 
6-16. 

The Hebrew version of the WISC-R (Lieblich, Ben-Shachar, & Ninio, 
1976) is currently the most widely used and perhaps best constructed diag­
nostic tool in Israel today for assessing Hebrew-speaking Israeli children's 
intelligence and cognitive difficulties. The guiding principle followed by the 
authors in the development of the Hebrew version of the WISC-R was to stay 
as close as possible to the original, unless there were strong reasons other­
wise. Therefore, only a few changes were made in the general frameworlc and 
structure of the tests, or the scoring system. The WISC-R consists of a Verbal 
(Information, k=30; Similarities, k=16; Arithmetic, k=18; Vocabulary, k=24; 
Comprehension, k=17; Digit Span, k=14) and Performance part (Picture 
Completion, k=26; Picture Arrangement, k=12; Block Design, k=10; Mazes, 
k=7; Digit Span, k=93; [Digit Span for children under eight, k=45]; and 
Object Assembly, k=3). 

The Hebrew version of the WISC-R was normed on a representative 
sample of "normal" Israeli children with 100 children chosen from each of 
Il age groups (6 to 16). About 8 to 16 children were tested per school (in 
grades 1 to 8), and children aged 12-16 were sampled from a list of elemen­
tary school graduates. The sample was about evenly distributed by sex. 
About 65% of the children were of Eastem extraction, 33% were ofWestem 
extraction, and about 2% third generation Israelis. Within each of the age 
groups, the Full Scale, Verbal, and Performance raw scores were standard­
ized (following normalization) to a mean of 100 and SD of 15. The effective 
range of scores for Full Scale IQ was from 40 to 160 (about 4 SDs on both 
sides of the mean). The Digit Span and Object Assembly tests were not used 
in the calculation of scores. 

As reported in the manual (Lieblich, Ben-Shachar, & Ninio, 1976), 
average internal consistency estimates for the WISC-R across Il age groups 
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show coefficients as high as .96 for the Full Scale, .92 for the Performance, 
and .95 for the Verbal IQs. Subtest reliabilities are also satisfactory, ranging 
from .74 to .93. Stability estimates based on a small scale study among fifth 
grade children (for a 15-day lag) was over .90 for both the Full Scale score 
and the Verbal and Performance sections. 

With respect to the test's construct validity, a numher of studies have 
found the SSA space for the WISC-R to he three-dimensional and to conform 
to the lawfulness of a "cylinder" (Guttman & Levy, 1980; Lieblich, Ben­
Shachar, & Ninio, 1976). As Gutlman (1970) pointed out, if a battery of tests 
is constructed or selected according to three basic facets - language of pres­
entation (verbal, numerical, geometrical); mental operation (role inference, 
role application, role learning); and modality of expression (oral expression, 
manual manipulation, and use of paper and pencil) - the expected correspon­
dence hetween the tri-faceted definitional system of intelligence and the 
empirical aspect of the correlation matrix is that of a cylinder (Levy, 1985). 
As reportedby Levy (1985), this lawfulness has been replicated for WISC­
R scores of children in Israel and the United States. Furthermore, a numher 
of studies provide evidence for the diagnostic validity of the WISC-R proftle 
in differentiating learning disabled from normal children aged 8 to 12 (e.g., 
Raviv, Margalith, Raviv, & Sade, 1981). 

Group abUity tests 

The Milta Group Verbal Intelligence Test (Ortar, 1966) was for many 
years the most popular group verbal ability test administered in the school 
system. The test is modeled after the Lorge-Thorndi/œ Intelligence Test and 
was designed as a group-administered verbal scholastic aptitude test for 
Hebrew-speaking students aged 9-18. It appears in parallel forms for three 
different grade categories (grades 4-6; 7-9; 10-12). The Milta subtest compo­
sition and numher of items vary from form 10 form. The Milta total score is 
reported to he of acceptable reliability (about rxx =.90) and bas satisfactory 
criterion validity (rxy of about .60) (Ortar, 1966). 

Despite its lack of reliable Israeli norms, the Raven Progressive Ma­
trices (1960) is probably the most widespread group measure of nonverbal 
ability used among Israeli children aged 8 10 13. The adequacy of the test's 
validity is generally deemed modest compared to verbal tests such as the 
Milta (cf. Zeidner, 1988b). 

Vocational aptitude measures 

ln order to optimize the probability of a student's success in a particu­
lar track and to supply the school system with reliable information about 
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students' vocational aptitudes and interests, a good percentage of eighth and 
ninth grade lsraeli students undergo vocational testing either al the Hadassah 
Guidance Institute, in Jerusalem, or at a number of other privately owned 
companies offering such services. 

The Hadassah Vocatronal Aptitude Battery administered to eithth 
graders is typically composed of 12 tests assessing the following four domains: 
Verbal (k=3), Numerical (k=3), Figurai Perception (k=3), and Psychomotor 
(k=3). The test battery given to ninth graders is composed of 14 tests a10ng 
with measures of differential aptitudes (e.g., technical-mechanical, compre­
hension). The specific tests included in the battery are usually specifically 
tailored to the needs of the student or the school making the referral. The 
psychological narrative report, based on representative norms for each age 
group in the Jewish population, is generally relayed to the school career 
counseUor who interprets the results to the student and/or the student's 
parents. A number of large-scale prospective studies reported in the literature 
have shown that the aptitude test battery, when taken in grades 8-9, does a 
reasonably good job of predicting twelfth grade matriculation exam scores 
(Meier & Adler, 1985). 

PerceptlUll tests 

Based on the reports of expert educational psychologists (primary 
results of an international survey on lesting) and the personal impression of 
the author, the Bender Visual Motor Gestalt Test (Bender, 1948) is often used 
for diagnostic, guidance, and placement purposes of lsraeli children aged 4 
to 6. The test is both group and individually administered and used for the 
full range of populations by schools, psychological clinics, and medical 
centres. Little systematic information is available regarding the test's psy­
chometric properties or normative performance. Sorne psychologists a1so use 
the Frostig Developmental Test of Visual Perception (Frostig, Maslow, 
Lefevre, & Whittlesey, 1963) to help in the diagnosis of reading problems. 

Aptitude tests in the wor/cs 

A number of cognitive tests are currently in the process of being 
adapted and normed for psychoeducational diagnostic purposes in the Israeli 
school system. The Kaufman Assessment Battery for Children (K.-ABC) 
(Kaufman & Kaufman, 1983) is in its early stages of adaptation and norming 
(Nevo, personal communication, June, 1989) as is the Luria-Nebras/ca­
Manitoba Neuropsychological Test Battery for Children (cf. Rieck, 1988) 
and the McCarthy Scales of Children' s Abilities (Kaufman & Kaufman, 
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19TI; Miriam Rieck, personal communication, January, 1989). There are 
also plans for norming the Stanford-Binet. (The Hebrew translation of the 
Binet that does exist dates back 10 the 1960s and is devoid of reliable norms.) 

ua",in, Pot,ntial A",,,,,,,nt De,ic, (LPAD) 

Il would seem deficient to end this section without at least mentioning 
Feuerstein' s interesting work in the development of dynamic learning poten­
liai assessment procedures. The LPAD procedure is based on a test-instruct­
retest paradigm and bas been used for assessing the abilities of culturally 
disadvantaged and learning disabled children in particular. This procedure 
aids at transforming the test situation from a static to dynamic one and from 
a product- to process-oriented one. The LPAD is offered as a viable alterna­
tive to conventional testing practices, designed to assess the educability and 
modirtability of an examinee's cognitive ability through active learning of 
thinking and test-taking strategies. Rather than focus on total scores alone, 
this procedure uses the peaks in the pattern of results as indicators of 
cognitive potential. 

Based on the author's subjective impressions and knowledge of the 
Israeli testing context, the LP AD procedures are generally less weil known 
than Feuerstein's int.emationally disseminated instrumental enrichment pro­
gram (Feuerstein, 1980), and bave yet 10 gain currency as accepted assess­
ment procedures in Israeli psychoeducational assessment. 

Scholastic Achievement Assessment 

The largest national testing program ever implemented in the Israeli 
school system for any extended time period was the National Achievement 
Test (or Seker), used for guidance, resource allocation, and research purposes 
among eighth grade students; it was initiated in 1955 and discontinued in 
1972. At present, standardized criterion- or norm-referenced achievement 
tests are not available, at the nationallevel, to gauge Israeli students' attain­
ments in various mastery domains. However, various achievement tests (e.g., 
Hebrew, reading comprehension, arithmetic) are administered on a partisan 
basis, particularly at the elementary school level. In addition, specific tests 
have been constructed for selection pmposes by "absorbing schooIs," or 
prepared by municipal authorities for program evaluation and comparative 
purposes. Clearly, implementation of a large scale standardized achievement 
testing program at regular intervals in the schools would help improve the 
quality of studenl evaluation and allow systematic monitoring and tracking 
of students' academic performance. 

As will be clearly evidenced in this section, a good deal of the evalu­
ation research on student achievement bas centred on sociocultural group 
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differences in performance. This concem surfaced in the early 1950s, when 
students of Eastern background were observed to faU below their Western 
counterparts in scholastic attainment al the very outset of their school expe­
rience, particularly in basic reading and language skills. Despite a wide anay 
of social and educational programs designed to bridge the gap, the results 
have generally been disappointing and the differences have been very persis­
tent aver the years. For example, based on an index of "disadvantage" 
adopted by the Ministry of Education in 1974, about 44% of ail Israeli 
students were defmed as disadvantaged and, of these, 95% are of Eastern 
origin (Adler, 1984). It should be mentioned that a number of important 
internai publications of the Curriculum Division of the Ministry of Education 
on student achievement in various subjects (e.g., history, math, geography, 
Bible, writing proficiency, etc.), were unavailable to the author (al his sab­
batical site al Stanford University) and will DOt be included in the survey. 

ln the early 1970s a large scale study, modeled after the Coleman 
report in the United States (Coleman et al., 19(6), was launched to evaluate 
the scholastic achievements of Israeli elementary school children and identify 
student background and school variables that meaningfully contribute to 
success and failure in leaming. The sample was composed of about 17,000 
elementary school students - a representative sampling of 98 elementary 
schools in Israel- with particular focus on grades 1,2,4, and 6. Criterion­
referenced achievement tests were composed in line with the demands of the 
specific curriculum for various subjects in each grade level. The items Fe­

flected bath optimal and minimal demands of the curriculum, along with 
anchor items ta aIlow comparison across grade levels. Data were collected on 
achievement in language, mathematics, science, geography, and Bible. 

The highest mean achievementlevel observed, across grades, was in 
language; the lowest achievement level was in geography; and moderate 
degrees of success were reported for math, science, and Bible. Depending on 
the subjecl, low levels of student achievement were variously attributed to 
deficiencies in teaching methods (e.g., geography); lack of adequate facilities 
for experiments (science); complexity of material (e.g., math), and excessive 
amounts of material to be covered (e.g., Bible). A consistent rate ofprogress 
was discemible on all achievement tests, though significant differences ex­
isted between subjects, grade levels, and student groups. 

Compared to the serious reading failures reported among disadvan­
taged students in the 1950s, the results of the language tests administered 
show that this particular problem bas been more or less resolved. Further-
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more, in eontrast to the one sigma unit ethnie group differences found on the 
Seker qualifying exams in the 19508 and 1960s (Ortar, 1967), this report 
shows differences between Eastern and Western students ranging between 
.70 and .80 SD, implying a small decrease in the ethnie group disparity in 
achievement. Furthennore, no evidence emerged from this study to support 
the notion of a cumulative deficit in the achievement gap between Western 
and Eastern students or chlldren of varying SES groups. Although cultural 
background and generation in Ismel both had a signiflcant relationship with 
student performance, the influence of cultural background was greater than 
tbat of the generational effect. 

Comparable to the American results (Coleman et al., 1966), more than 
one-third of the between-class variance in achievement is attributable to pupil 
background and less than one-tenth to schools and classroom variables. The 
data suggest that although the schools have contributed to the advancement 
of underprivileged students, the contribution is less than what the educational 
system eould achieve and needs to achieve (Minkowitch, Davis, & Bashi, 
1982). 

The foregoing data are consistent with those collected as part of an 
international study on school achievement sponsored by the International 
Association for the Evaluation of Educational Acbievement (Lewy, 
Rapaport, & Rimor, 1978). Meaningful differences were found between 
students aged 10 to 11 of Eastern and Western background - in favour of 
Western students - in reading comprehension, civics, and English. However, 
the absolute levels of schievement of Eastern students were closer to the 
nonns of students in industrially developed than developing countries in the 
survey. (Meaningful ethnie group differences in student achievement in the 
same direction were also observed for students aged 14-15 and high school 
seniors). Furthermore, based on a stratified random sample of 69 elementary 
schools including about 3600 students, fourth to sixth grade students of 
Eastern extraction were reported to learn at a slower rate than their Western 
counterparts (Lewy & Chen, 1977), with a one- to two-year difference in 
achievement among the groups. Students of European origin in ail three 
grades (4-6) consistently scored higher than their Eastern counterparts in the 
school subjects assessed (e.g., math, reading, English, geography), with close 
to a standard deviation discrepancy among the groups. However, the ethnic 
gap in educational achievement was not found to be cumulative and did not 
increase as students progressed from grades four to six. 

Junior high school kvel 

Similar to what was reported for elementary school students, the 
analysis of the qualifying Seker test results for 27,000 pupils in 1962-63 
showed that the scores of European students were signiflcantly higher than 
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that of Eastern students in the range of about one SD on all subtests (cf. 
Smilansky & Yam, 1969; Ortar, 1967). About 50% of Eastern students did 
noteven reach the test's minimal requirernent (set at 60) andonly 15% passed 
the test al a score of 80. Dy comparison, only 10% of Western students 
received a grade lower than 60 while 40% managed 10 pass the test with a 
score of 80 or above. 

The Mech/car Ha-Chativot junior high school evaluation study (Chen 
et al., 1978) set out 10 evaluate the structural reform in the Israeli educational 
system in its transition from the traditional eight-year elementary school (8:4) 
to the modem six-year elementary school and three-year junior high and high 
school (6:3:3). The stndy was based on a sample of 3200 students drawn from 
14 junior high schools, with 12 achievement tests in key subjects admini­
stered in each grade level. The test reliabilities ranged from .82 to .93. 

On the whole no substantial differences were found in student prog­
ress for junior high school and traditional eight-year elementary schools, nor 
was the junior high school particularly advantageous 10 the scholastic per­
formance of disadvantaged students. Levels of student attainment in a variety 
of subjects were disappointing, with only about 40 to 70 percent of the 
students reaching sorne reasonable level of mastery (set al 84%). Similar to 
the data generated by the Seker, about a two-year difference in schievement 
of students of European and Eastern origin was reported. Accordingly, 
students of Eastern background at the end of the ninth grade achieved at about 
the same level as Western students at the end of the seventh grade. Further­
more, about 50% of Western students were found 10 be in the highest tracts 
and ability groupings in key subjects cornpared 10 only about 28 - 30% of 
Eastern students. 

With respect 10 gender differences in scholastic achievement, addi­
tional analysis based on the Mech/car Ha-Chativot junior high school evalu­
ation data base (JŒr, 1988) showed that girls have no serious advantage over 
boys in objective achievement at the beginning of junior high school (grades 
7-8). However, girls in each ethnie group succeeded more than boys when 
judged by other criteria, such as teacher evaluation in grades 7-9, higher 
ability group placements in junior high, and so on. 

These results are partially consistent with those of another study (Dar, 
Resh, & Erhard, 1989) based on a national sample of about 9000 eighth and 
ninth graders and designed 10 explore gender and SES group inequalities in 
science and reading comprehension achievements. Adolescent boys revea1ed 
a small advantage over girls partïcularly in science - anywhere from .20 10 
.25 SD. The gender group differences in favour of boys was greater in grade 
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9 than in grade 8 and in understanding than in informational knowledge. The 
results bearing on ethnic group differences are consistent with previous data 
(though somewhat less extreme) showing an achievement gap of about .67 
SD between students of Western and Eastern descent (Dar, Resh, & Erhard, 
1989). Comparable to what was found in the Minkowitch report (Minkow­
itch, Davis, & Bashi, 1982), the achievements of mixed-origin students were 
closer to those of western origin, with the student's generation in Israel 
having a positive effect on achievement SES was shown to have a stronger 
relationship with achievement than either ethnie origin or generation in 
Israel, with a gap of about one SD between upper and lower SES students. 
Multivariate analysis showed that SES mediate8 a considerable part of the 
ethnic and generational effects on achievement (Dar, Resh, & Erhard, 1989). 

Bigla sclaoolle,el 

Matriculation exams have become the primary basis for evaluating 
achievement in Israeli high schools. They are required for high school 
credentials and university admissions in Israel and are also used for monitor­
ing of curricula and teacher accountability as well as for research purposes 
(Nevo & Ben-Shakhar, 1985). Tests are given in a variety of school subjects 
(English, math, Hebrew, Bible, history), with each test assessed by two 
independent judges. The interjudge reliability of the matriculation tests varies 
by test content and bas been reported to range anywhere from about .50 to .90 
(Nevo & Ben-Shakhar, 1985). Matriculation exams are often preferred to 
teacher grades as achievement measures since the latter are typica1ly less 
reliable, are difficult to interpret, and need to be calibrated on a common scale 
across schools. 

Although a substantial ethnic gap still persists in matriculation exam 
success, it appears to be narrowing. In 1956-57 the ratio of Eastern to 
Western students who obtained matriculation diplomas was about one in 
three; by 1976-77 it was about 3 in 4. In the 10-year period from 1966-77, 
Eastern students who successfully passed the matriculation exam (from 17-
year cohort) doubled in these years from 3.7% to 7.4%. In 1972-73, 17.4% 
of Eastern and 31. 7% of Western student 17-year-olds obtained matriculation 
diplomas (as reported by Adler, 1984). On the whole, a survey of the studies 
available (Adler, 1984) suggests that the educational gap between sociocul­
tural groups in Israel, despite its persistence, is in flux and heading toward a 
substantial decrease in the future. 

A large scale evaluation study (IŒr, 1988) reports that Western stu­
dents at ages 17-18 perform better than their Eastern student counterparts, 
both with respect to objective achievement measures, as weIl as number of 
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years of schooling and teacher evaIuations. Furthermore, with respect to 
gender group differences, Kfu (1988) found that 18-year-old adolescent girls 
enjoyed an advantage over boys in the number of years of schooling, curricu­
lar track, ability group, school grades, and teacher evaluations, whereas boys 
had an edge on objective achievement tests. 

Assessing achievement in the Arab seclOr 

At present, there are over 1,350,000 children in the Israeli school 
system -about 200,000 ofwhom are in the Arab sector (Raviv, 1989). Israeli 
Arabs are a minority group in the true sense of the term, comprising over 18% 
of the total population and generally socially disadvantaged relative to their 
Jewish counterparts (Smooha & Hofman, 1976(77). Jews and Arabs differ on 
a wide array of sociocultural pararneters, including mother tongue, religion, 
nationality, norms, customs, and family structure (Smooha & Hofman, 1976/ 
77). Due to the wish of both Jews and Arabs in Israel to preserve their own 
cultural symbols, values, and norms, the two educational systems are kept 
apart. Arab schools, as a role, have suffered from a wide array of deficiencies, 
including understaffed personnel, poor facilities, ill-trained teachers, and 
poor parental support - all interacting to contribute to the generally low levels 
of student achievement in the Arab sector (Bashi, Kahn, & Davis, 1981). 

A comprehensive survey conducted in 1974 showed that in several 
areas of science and math, the average achievement of Arab elementary 
school students was substantially lower than that of Jewish students (Bashi, 
Cahan, & Davis, 1981). Interestingly, the average attainment of Arab stu­
dents is remarkably similar to that of lower class frrst-generation Eastern 
Jewish students, particularly in geography and science. Although the formaI 
curriculum is basically the same in a number of subjects (e.g., math, English, 
sciences), due to major differences between the Jewish and Arab school 
systems in language of instruction and certain curricular elements, serious 
limitations arise in attempting to compare student achievements in the two 
sectors. 

Furthermore, only 35% of the Arab students who sat for matriculation 
exams in 1973 passed, compared with 50% of the Jewish candidates. How­
ever, in recent years, the success rate of Arab candidates in matriculation 
exams bas been steadily going up. For example, in 1983 most Arab students 
who took higher level math in matriculation exams (4-5 units) passed (Saad, 
1984). Comparably, a recent comparison of matriculation scores for 1778 
Jewish and 1017 Arab student candidates in Israel showed an average differ­
ence of only about .25 SD across the subjects: math, English, and Hebrew 
languages (Zeidner, 1987). Also, results of the biology matriculation exams 
for 1983 and 1984 imply that while Jewish students obtain significantly 
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higher scores on the exams, the gap is narrowing, especially in tasks which 
require lower cognitive abilities or applications of inquiry skills (Tamir, 
1986). 

Educational integration and bridging the gap 

Any extensive survey of the vast lsraeli literature dealing with the 
effects of ethnic integration reforms and experimental projects on students' 
achievements and morale is beyond the scope of this study. (The interested 
reader is referred 10 Adler [1984].) However, it should be mentioned that, as 
in the United States, virtually all the Israeli summative evaluations of deseg­
regation lead 10 the conclusion that at the microlevel of analysis, desegration 
in itself yields litde, if any, positive psychological, social, or academic results 
for minority pupils in the fmt few years following implementation (Chen, 
Levy, & Adler, 1978). By the same 1Oken, studies in Israel (Gutman, 1972) 
have shown that ability grouping does not produce a major beneficial effect 
for the achievement of disadvantaged children. However, Dar & Resh (1986) 
recendy reported that classroom intellectual composition positively affects 
students' academic achievement, with 10w-resoW"Ce students more sensitive 
than high-resource students to class compositional quality. 

Personality Testing 

A variety of projective measures have traditionally been part and 
parcel of the psychodiagnostic arsenal of Israeli school psychologists, and 
various standardized inventories have been employed to assess students' 
basic personality constructs for research and evaluation purposes. However, 
based on face value, many of these instruments have been indiscriminately 
adapted from abroad and would fail to meet systematic checks for: (a) 
indigenous Israeli cultural context; (b) tests for differential item-functioning; 
(c) tests for satisfactory validity and reliability on Israeli samples; and (d) 
adequacy and representativeness of available norms. 

Commonly used projecdve measures 

School psychologists in Israel administer a variety of individual pro­
jective measures for diagnostic, screening, and clinicat purposes among both 
normal and clinical school-aged populations. Two of the more popular 
measures are the Thematic Apperception Test (TAT) (Murray et al., 1938) 
and the Children' s Apperception Test (CAT) (Bellak, 1975). Whereas the 
TA T is typically used for diagnostic and guidance purposes in Israel among 
both normal and disturbed children aged 810 16, the CAT is used primarily 
for younger children aged 5 to 10 for placement, guidance, and diagnostic 
purposes. There is litde systematic data bearing on either test's psychometric 
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properties (e.g., reliability, generalizability, and consttuct or predictive va­
lidity), and both tests Jack representative national norms. 

The Rorschach (1942) is an individually administered projective 
measure used by school and clinical psychologists among children aged 5 ta 
16. The test is used for placement, guidance, and diagnostic purposes among 
both normal and disturbed children in the schools as weil as in psychological 
cenlreS and Medical clinics. Here again, there is little evidence for the test's 
reliability or vaIidity among national representative groups of school-aged 
children. In addition, various versions of the Draw-a-Man-Test and Sentence 
Completion projective measures are also used. 

TheBar-llanPicture Test/or Children (ltskowitz & Strauss, 1982) is 
one of the few examples of a semi-projective personaIity test both con­
structed and vaIidated with Israeli children in mind, and was designed ta 
elicit children's attitudes about roles in class and peer group. Information 
based on both test-retest and internal-consistency reliability indices show 
satisfactory reliability coefflcients and a nomber of construct vaIidity stud­
ies support the test's inferences in various areas including school anxiety, 
preparation for school entry, and family communications (ltskowitz & Strauss, 
1982). 

Stlllldardir.ed paper and pencU measures 

The past decade has witnessed a flurry of Hebrew versions of stan­
dardized paper and pencil inventories for assessing key personality con­
structs adapted to the Israeli scene (e.g., State-Trait Anxiety Inventory, Test 
Anxiety Inventory. 16PF). Unfortunately, a detailed survey of the various 
measures is beyond the scope of this study. 

Soclocultural and Gender Group Differences in Cognitive AbiUties 

Overall, research in Israel shows that the social and educational envi­
ronment throughout the school years appears to be more beneficial to the 
intellectual development of Western, middle-class, and male students corn­
pared to their respective Eastern, lower-class, and female student counter­
parts. The concern of Israeli educationists and psychologists surrounding 
group differences in ability and achievement is understandable in view of the 
acknowledged importance of cognitive performance for future academic 
success and social mobility in modern Israeli society, coupled with the 
national goal of fully integrating culturally different groups in Israel by 
providing them with equal educational and social opportunities. Indeed, the 
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documented differences in sociocultural and gender group attainment are in 
direct contrast to the basic values of Israeli society - fltSt and foremost those 
of equality and national identity (Adler, 1984) and its common ideology 
which views aU children as having equal potential and deserving equal 
treatment (Blass & Amir, 1984). 

SOCioCllltllrtll differences in the Jewish sector 

Major sociocultural group disparities have been documented in Mean 
levels of aptitude test performance from the very inception of intelligence 
testing in Israel in the late 1940s (cf. Ortar, 1953). Numerous studies over the 
past 40 years cootinued to report marked differences between Jewish exam­
iners of Western and Eastern (Asian/African) background in intelligence test 
perfonnance. The group disparities range anywhere from about one-half to 
one-and-half standard deviations and are documented at both the preschool 
(Lieblich, 1983), school (Lieblich, 1983; Minkowitch, Davis, & Bashi, 1982; 
Ortar, 1963; Zeidner, 1985), and university level (Zeidner, 1987). 

Although there is little evidence for meaningful variations in the 
profiles of multiple-ability measures, by cultural group (Lieblich, 1983), 
Eastern examinees generally score further below their Western counterparts 
on verbal relative to nooverbal measures of ability (Lieblich, 1983; Minkow­
itch, Davis, & Bashi, 1982; Zeidner, 1985). Furthermore, middle-class chil­
dren are reported to outperform their lower-class counterparts in total WISC­
R performance by about .5 sigma units - in each ethnic group (Lieblich, 
1983). A similar trend has been reported for group verbal ability tests (cf. 
Zeidner, 1985, 1988a). The IQ difference among SES groups starts out at 
about a .7 SD discrepancy at ages 6-7 and increases to about a 1.1 SD 
discrepancy at ages 15-16. Thus, there appears to be a cumulative increase of 
IQ difference on the WISC-R with age for middle- and lower-class students. 
By the same token, there appears to be a cumulative increase in ethnic group 
difference with age, rising from about. 75 SD at ages 6-7 to a discrepancy of 
about two SDs at age 15-16. Ethnic group is reported to have a more sizable 
effect than SES on students' WISC-R performance, though there is a ten­
dency for the ethnic gap to narrow among second generation Israelis. 

The observed group differences have been attributed mainly to socio­
cultural group differences in socialization patterns, home language, and dif­
ferential schooling experiences. Furthermore, in view of the relatively more 
marked cultural group disparities commonly found on verbal relative to 
nonverbal tests, a number of Israeli scholars have argued that verbal deticit 
May be the main locus of the poor showing of minority groups on psycho­
metric ability tests (Feuerstein, 1980; Minkowitch, Davis, & Bashl, 1982). 
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SociocuUural differences in the Arab sector 

Partly because of difficulties involved in adapting conventional tools 
to the Arabic language and culture (Lieblich, 1983), and partly due to politica1 
considerations (Saami Mari, personal communication, May 1983), research 
on cognitive abilities and achievements in the Arab sector has been relatively 
sparse over the years. For many years psychoeducational assessment tools 
were simply not available for purposes of diagnosis, selection, or educational 
placement and intervention in the Arab sector. 

ln the 1970s a number of pioneering attempts were made to adapt and 
develop instruments for studying the cognitive development of the Arab 
child. In one study (Bashi, 1976; cf. Bashi, Cahan, & Davis, 1981), a subtest 
of Raven Matrices as weil as the test of "associative ability" constituted part 
of the test battery administered to a representative group of Arab school 
children. Analysis of group differences at various grade levels showed that 
religion has a consistent effect on test performance, with Christian students 
performing meaningfully higher than their Moslem or Druze counterparts. 
Also, boys scored higher than girls on both tests and higher SES groups 
generally performed better than their lower SES counterparts. Religious 
affiliation was a better predictor of achievement than SES or sex in the Arab 
sector. 

Overall, the few studies examining the effects of religious subgroup 
affiliation on intelligence test scores within the Arab population (Bashi, 1976; 
Lieblich, 1983; Lieblich & Kugelmass, 1981) tend to concur that Christian 
Arabs outscore their Moslem and Druze counterparts, whereas the latter two 
groups are not reliably differentiated in mean test performance. However, 
much like in the Jewish sector, subgroup afftliation is correlated with social 
background, with most of the Moslems belonging to the lower class and the 
Christians to the upper class. Indeed, the rank order of groups by religion 
conforms to what would be expected on the basis of the respective groups' 
socioeconomic status. In a large-scale study (Lieblich & Kugelmass, 1981) in 
which the WISC-R was specifically adapted 10 the Arab culture and standard­
ized on a representative group of Arab children, Arab students evidenced 
significantly lower WISC-R total scores (about one sigma unit) compared to 
a Jewish comparison group; cultural group mean differences were greater on 
the performance than verbal section. In addition, several other studies con­
ducted over the past 20 years have shown that Israeli Jewish groups outscore 
their Arab counterparts by about one standard deviation on standardized tests 
of intelligence and scholastic ability at the preschool (Kugelmass, Lieblich, 
& Bossik, 1974; Lieblich, 1983) and college entrance level (Zeidner, 1988b) 
as weil. 
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Gentler group di//erellces 

Israeli boys and girls appear to enter elementary school similarly 
equipped with necessary intellectual functions, as evidenced by nonsignifi­
cant gender group differences in intelligence test scores at the preschoollevel 
(Lieblich, 1983; 1985; Saflf, 1986). However, boys evidence consistent 
superiority on intelligence tests from about the third grade, with boys begin­
ning to outscore girls at age 9. The gender group differences grow through 
age 16, culminating in a 12-point difference in IQ. Similar trends are ob­
served for both the Verbal and Performance sections. Remarkably parallel 
fmdings are reported for the Arab sector (Lieblich, 1985), with differences of 
about a thinl SD in favour of adolescent boys in total IQ. At age 16, the 
differences between gender groups are maximal - at about 10 IQ points 
(Lieblich, 1985). 

As Saflf (1986) has pointed out, gender group differences in IQ in 
Israel are considerably greater than in the United States from an early age on. 
Significant gender group differences are evident on both verbal and analyti­
cal tests among both Jewish and Arab college candidates as well (Zeidner, 
1986a, 1986b). In fact, sex is the third demographic factor in magnitude of 
effect on intelligence in both the Jewish (ethnicity > SES> sex) and Arab 
(religion > SES > sex) population. These data are in contrast to much 
previous research in the West showing that adolescent boys are usually better 
in spatial and numerica1 abilities, white girls are superior in verbal abilities. 
These reported gender differences in ability are genera1ly attributed to gender 
differences in life experiences, including: unequal intellectual opportunities; 
differential expectations of parents and teachers for boys and girls; differen­
tial peer group pressures; and exposures to different role models (Lieblich, 
1985; Safir, 1986). 

Test Bias and Equity 

The widespread reliance on measures of scholastic ability for assess­
ment and placement of students from diverse cultural backgrounds in the 
Israeli school system bas raised serious concem regarding cultural test bias 
and fairness (Zeidner, 1987; 1988a; 1988b). The recent Israeli "antitest 
movement" and public outcry is noteworthy, since the chronology oflitigious 
events closely parallels those leading up to the enactment of PL 94-142 in the 
United States. Indeed, elements in the anti- and pro-testing debate are nearly 
identica1 to those heard in the American educational system over the last 20 
years. Among the striking cross-cultural parallels in the Israeli and American 
antitest movement are: 
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(a) Antecedents of public concern with standardized testing. These are: 
sizable sociocultural differences in aptitude and achievement test scores; 
popularity of the cultural difference position in the mid-1970s (Stahl, 1977); 
contentions of test bias, and adverse impact for cultural minority groups in 
the population; severe overrepresentation of lower-class Eastern children in 
special education programs and low-status tracks; and the sequence of Israeli 
attempts 10 deal with ethnic and SES divergence in abilities and school 
performance at a structurallevel (Miller, 1984). 

(b) Manifestations of antitest sentiments. These are: vehement altack on 
scholastic aptitude tests in the media; appeal to the courts by concerned 
parents to ban the usage of aptitude tests in elementary schools for student 
selection and classification purposes (Cahan, 1986); an Israeli version of the 
"antitest syndrome" (cf. Jensen, 1980) surrounding the testing melodrama, 
characterized by an intense emotional involvement in the test debate on the 
part of both test protagonists and antagonists, contamination of reason by 
affect and ideology, and arrnchair speculation concerning the degree of bias 
and equity in testing (cf. Israeli Psychological Association Bulletin, 1986). 

(c) Consequences of the antitest campaign. These include: a professional 
committee mandated to examine the goals, usages, problems, costs, and 
ethical implications of group ability test usage in the schools (Ministry of 
Education, 1985); ban of widespread and massive administration of group 
ability tests for selection and placement purposes in elemenary schools by the 
Ministry of Education as of January 1985. 

(d) Results of test-bias research. Research in the Ismeli scene setting out 10 
empirically test for cultural fairness in the predictive validity of both verbal 
and non verbal tests for majority and minority group (Zeidner, 1986b) lend 
generalizability to much previous research conducted in the United States, 
providing sorne evidence of intercept bias (scores were ovetpredictive of 
minority group students) and little evidence in predictive slope bias by 
sociocultural group. Furthermore, a series of tests of the "situational bias" 
hypothesis conducted by this author among school children revealed that 
sociocultural group membership does not interact with test atmosphere 
(Zeidner, 1985) or with examinees' test attitudes and dispositions (Zeidner, 
1988a) in affecting ability test performance. In view of the Ismeli evidence, 
the cultural bias hypothesis is not vindicated. 

Rather than acknowledge the persistence of sociocultural group differ­
ences in test performance and focus additional efforts on raising the level of 
minority group performance, many simply perferred 10 "kill the messenger" 
byattacking the validity and equity of the tests themselves (cf. Lerner, 1989). 
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Future Trends and Directions 

Future depelopments 

This review bas shown that notwithstanding remarkable advances and 
developments in the field of school-based assessment in Israel over the years, 
there is much left to he desired. The current state clearly reveals the need for 
a major and concerted effort on the part of Israeli psychologists and measure­
ment experts in improving both the quantity and, even more important, the 
quality of school-based measurement instruments and procedures. 

Additional school-based assessment instruments are needed for diag­
nostic and evaluation purposes for a host of special student populations 
characterized by learning disabilities, attention disorders, mental retardation, 
emotional disturbance, physical disorders, and intellectual giftedness. Among 
the school-based measures that appear 10 he Most desperately needed are 
individuaI and group tests of intellectual, perceptual, and emotionaI develop­
ment, not 10 speak of standardized norm- and criterion-referenced measures 
of achievement 

The Israeli school system needs 10 direct systematic effort 10wards the 
development of criterion-referenced measures of achievement for the various 
school subjects taught in the Israeli school system - ail the way up from 
elementary to high school. These measures would preferably include items 
indicative of both minimal and optimallevels of mastery (for formative and 
summative evaluation purposes) as weIl as anchor items for future tracking 
of student achievement across time (cf. Minkowitch, Davis, & Bashi, 1982). 
ln particular, there is a crying need for developing standardized achievement 
tests in the various school subjects, at ail grade levels, for use in the Arab 
sector. 

Among the foreseeable developments and trends in assessment prac­
tices as a consequence of more global and general developments in school­
based assessment are: decreased emphasis on norm-referenced measure­
ments and increased emphasis on criterion-referenced achievement tests for 
student assessment and placement decisions; multifaceted assessment and 
use of a greater variety of assessment 100ls - supplementing standardized 
tests with other measures (interviews, direct observations); increased use of 
tests for program evaIuation and decision-making purposes and explicit 
consideration of the COSts of various types of errors in the decision-making 
process based on tests (e.g., banning ability tests for selection purposes May 
decrease the numher of faIse negatives, but increase the number of false 
positives); and increased use of behavioural assessment technologies to 
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assess leaming problems and to monitor progress in educational programs 
and school settings. 

ln addition, more empbasis will probably be placed on establishing 
and implementing elements of sound and ethical testing practices - a rela­
tively neglected issue in Israeli testing-practice in the pasto In specific, 
considerable attention will most likely be given to the development of ethical 
testing standards; specification of technical guidelines for test development; 
guidelines for test administration and usage; credentials and licensure; im­
plementing informed consent procedures; securing test data and storing test 
material; and confidentiality of test or assessment information. Although 
very little a priori thought bas been given to systematically establishing 
testing standards and ethical codes for test construction, usage, intetpreta­
tion, and decision making, this situation is fortunately changing. The ''Nevo 
Committee" (Nevo, 1988), mandated by the Ministry of Education, bas 
recently suggested some very important, timely, and practical suggestions 
towards improving testing and selection practices in the schools. 

Furthermore, school-based assessment in Israel would most likely 
profit from the application of recent advances in testing technologies, includ­
ing item-banking of ability and achievement test items; computer adaptive 
testing programs; computerized test scoring and inteIpretation (with some 
headway aIready being made in the area of mathematics testing ); and the use 
of modem test theory in the construction and scaling of items (e.g., logistic 
models and item-response theory and techniques). 

Needed research 

Future developments in testing and assessment in Israel will most 
likely be accompanied by systematic research in a wide variety of areas. 
Some of the potential areas for much needed school-based assessment re­
search are (not necessarily in order of importance): (a) the feasibility of item­
banking and computerized testing, scoring, and interpretation for school­
based aptitude, achievement, vocational, and personality testing putpOses; 
(b) examination of student trajectories and growth corves in achievement, 
abilities, and school-related personality variables Oyez time; (c) psycho­
metric properties of school-based instruments administezed conventionally 
and by electronic means; (d) test bias for special subgroups in the population 
(e.g., racial, gender, handicapped), including tests for invariance of tests' 
structural components, diffezential item functioning, and diffezential predic­
tive validity; (e) examinee test attitudes and dispositions; (1) effects of 
coaching on standardized aptitude tests; (g) contextual and personal vari­
ables in the assessment situation (test anxiety, test motivation, self-efficacy); 
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(h) test-taking strategies and skills ofvarious subgroups in the population; (i) 
cognitive skill analysis of test perfonnance; G) specific strengths and weak­
nesses in test-taking and perfonnance in various subgroups in the population; 
and (k) specific loci of low test pefonnance of ethnic minority groups. 

Concluding remaries 

After an initial spate of enthusiasm and widespread adoption of a 
variety of tests in Israel during the 1960s and 1970s, the antithetical reaction 
to testing appeared in full blown force in the 1980s. According to the 
Hegelian triad, we are DOW bound to reach sorne sort of resolution and arrive 
at a consensus with respect to valid test usage or alternative assessment 
practices in the schools in order to secure a satisfactory synthesis between the 
opposing test and antitest forces at play. 

ln the frrst few decades of its existence, the Israeli educational system 
has almost miraculously managed to come to grips with pressing problems 
of both a quantitative nature (Le., accommodating the waves of immigrant 
children and helping them assimilate to Israeli society) and of a qualitative 
nature (raising minimum levels of achievement of disadvantaged groups). 
The future demands a concerted effort at raising the level of functioning and 
standards of the educational system as a whole. A major effort directed at 
upgrading and improving school-based assessment procedures may play a 
key role in helping to achieve this important national goal. 

Assessment tools and procedures used for educational decision-mak­
ing purposes have important pedagogical, social, and economic implications 
for social systems (cf. Wainer & Braun, 1988). However, given the uniquely 
vulnerable and particularly difficult economic, social, political, and military 
situation of modem-day Israel, the importance of valid educational assess­
ment, facilitating the optimal utilization of Israeli society' s human resources, 
indirectly affects the welfare of the nation. Thus, the importance of valid 
assessment tools goes beyond their importance in sheer maximization of 
utility for the decision-maker; it may have critical consequences for the future 
social, economic, and military development and very survival of Israel in the 
years to come. 
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School-Based Assessment 
Research in Lebanon 

Abstract 

Initially, descriptions of the recent history of Lebanon and the Leba­
nese systems of education are presented. Attention is subseq~ntly focused on 
school-based assessment research involving cognitive, achievement, and 
personality testing. Attention is also afforded to research involving contex­
tuai factors that relate to the assessment process. Recommendations for 
additional research are proposed and the feasibility of these recommenda­
tions is discussed vis-a-vis the prevailing situation. 

Résumé 

L'auteur commence par donner une description de l' histoire récente 
du liban et des systèmes ri éducation libanais. Il s'attache ensuite aux 
recherches sur l'évaluation en milieu scolaire, notamment sur les tests cog­
nitifs, les tests de niveau et de personnalité. Il s'intéresse également aux 
recherches sur les facteurs contextuels qui ont trait au processus d'évalu­
ation. Il recommande des recherches plus poussées et analyse lafaisabilité 
de ces recommandations par rapport à la situation qui prédomine. 

Recent History 

Lebanon, the home of the ancient Phoenicians, became part of the 
Ottoman empire in the sixteenth century (Hitti, 1970). During the First World 
War, British and French forces invaded the area and expelled the Ottomans 
(Salibi, 1977). The country was subsequently administered by France under 
a League of Nations mandate from 1920 through 1941. A republic was 

, 
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fonnally declared in 1941. At that lime, the Lebanese Christian and Moslem 
communities agreed on a delicate balance of political power. The unwritten 
covenant provided for a distribution of legislative authority in a ratio of 6 
Christians to 5 Moslems (Salibi, 1977). It was also formally concluded that 
the President of the Republic must be a Maronite Christian, the Prime 
Minister a Sunni Moslem, and the Speaker of the House a Shi'a Moslem 
(Europa Year Book, 1989). 

This agreement was successful for a number of years and Lebanon 
prospered in an atmosphere of pluralistic harmony. However, with the estab­
lishment of Israel in 1948, thousands of Palestinian refugees (mosdy Sunni 
Moslems) received asylum in Lebanon. These refugees coupled with the 
indigenous Moslem population' s greater birth rate served to disturb the 
delicate balance between the country's religious communities. Under in­
creased pressure from its Moslem community and the Palestinian Liberation 
Organization (PLO), the Lebanese govemment allowed the PLO to maintain 
its headquarters in Beirut and to initiate attacks against Israel through south 
Lebanon. This situation led to friction between Lebanon's Christians and the 
PLO. In 1974, the Christian Phalange party and the PLO openly clashed. The 
fighting rapidly escalated with Lebanon's Moslems openly siding with the 
PLO. Full scale warfare quickly enveloped the country and the Lebanese 
govemment collapsed in 1975. The Arab League subsequendy convened and 
dispatched a 30,OOO-Arab Deterrent Force (ADF) to quell the hostilities. 
Although the ADF was able to temporarily contain the hostilities, it did not 
disarm the PLO or the various Lebanese militias. Since that time the country 
has, in effect, been partitioned along religious lines. 

Continued hostilities against Israel by the PLO were associated with a 
large scale Israeli invasion in 1982. Although this action prompted the 
temporary withdrawal of Syrian and Palestinian troops from West Beirut and 
South Lebanon, these effects were ephemeral as Syrian and Palestinian units 
returned to their fonner positions in 1986. Since that lime, Syria has assumed 
an increasingly confrontative role against Lebanon's Christians. In March of 
1989, General Aoun, the Christian commander of the Lebanese army, closed 
the illegal ports that were being used to smuggle narcotics from the country. 
This action prompted Syria and its Moslem allies to shell the Christian 
enclave. Christian forces responded in kind, and six months of indiscriminate 
bombardment led to an evacuation of most of the capital' s inhabitants. As this 
article goes to press, a cease-fire prevails and Lebanese legislatures have 
revised their constitution. (The new covenant calls for an equal distribution 
of legislative authority between Lebanese Christians and Moslems.) The 
agreement does not, however, call for the withdrawal of Syrian forces and 
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General Aoun bas refused 10 honour any agreement that does not provide for 
a Syrian withdrawal. 

System of Education 

The official Lebanese curriculum was fonnulated according ta the 
French model. Viewed along these lines, the tirst nine years of schooling 
offer a corn mon curriculum for all students. By the age of 16 Lebanese 
students must decide if they want 10 pursue a literary or scientific major. As 
students cannot IranSfer high school marks and as Lebanese universities do 
not permit students 10 major in disciplines that are incongruent with their 
academic records, this decision is quite portentous. Following high school 
graduation, students may apply ta a number of Lebanese universities (e.g., 
The American University of Beirut [AUB], Beirut University College, or the 
Université Saint Joseph). It should be noted in this context that two major 
universities train educators and psychologists in Lebanon: The American 
University of Beirut and the Université Sairit Joseph. The former is a private 
institution that is largely subsidized by the American govemment, whereas 
the latter is a private institution that is subsidized by France and administered 
by Jesuits. Although force majeure precluded the collection of up-1O-date 
educational statistics, it was estimated that 178,164 students enrolled during 
the 1984-1985 academic year (Europa Year Book, 1989). This figure is 
indicative of approximately 26.14% of the Lebanese population. 

School-Based Assessment Research 

Although the ongoing hostilities have drastically reduced resean:h 
productivity, a considerable amount of applied and theoretical resean:h bas 
taken place. Given thal school-based assessment research is a reIatively 
orthogonal process, this paper will not review the resean:h contributions that 
emanated in the fields of developmental (Diab & Prothro, 1957), social 
(Melikian & Prothro, 1955), experimental (Keehn, 1959; Walker, 1986), 
abnormal (Saigh, 1988), or clinical (Day & Sadek, 1982; Saigh, 1987) 
psychology. Attention will, however, be focussed on the resean:h that bas 
involved cognitive, achievement, and personality testing. 

Cognitive tests 

Two measures of mental ability were expressly developed for Leba­
nese students. Initially, Saigh (1984) consttuCted the Lebanese Intelligence 
Scale for Adults (LISA). The LISA presents a series of items relating ta 
general knowledge, mathematics, analogies, logic, and schematic reasoning. 
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Figure 1 presents a selected sample of the aforementioned items. LISA test­
retestreliability coefficients have ranged from.84 (p<.01) to.9O (p<.01) and 
moderate coefficients have been observed when LISA scores were correlated 
with secondary school semester grades in Arabic (r = .45, p<.OI), civics (r = 
.50, p<.Ol), English (r = .48, p<.OI), and mathematics (r = .43, p<.01) (Saigh, 
1984). 

Figure 1 
Selected items /rom the Lebanese 'nteUigence Scale for Adults 

15. The ancient temples of Balbeck were constructed under the 
ruleofthe 

a. Phoenicians 
d. Greeks 

b. Persians c. Romans 
e. Egyptians 

20. Samir must come from Womba because he has a red beard. This 
statement is logical if it is true that 

a. AlI adult Wombas have red beards 
b. Few men aside from Wombas have red beards 
c. AlI Wombas have red beards 
d. Only Wombas have red beards 
e. Red beards are traditional in Womba 

34. The designs in the frrst box are arranged in a special way. Identify 
the design from the second row that belongs where you see the 
question mark. 

a. b. 

39. Antibiotic is to disease as 

a. nurse is to doctor 
c. dark is to light 
e. water is to drought 

b. microbe is to infection 
d. vaccine is to typhoid 

c. d. e. 

41. In a group of30 people, 12 individuals traveled on the steamship Esperia and 10 
people traveled aboard the steamship El Greco. Eight people at one time or 
another traveled on both ships. How many people out of the original 30 have not 
traveled on either ship? 

a.30 b.24 c.22 d. 16 e.20 
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The Lebanese General Ability Sca1e (LGAS) (Saigh, 1986a) was 
developed in order to facilitate the selection of university scholarship appli­
cants. The inslJ'Ulllent was constructed with the view that subjective environ­
mental experiences may prevent otherwise able applicants from succeeding 
on cmriculum-based admission tests. As such, the LGAS provides items that 
involve analogies, logic, numerical concepts, and schematic reasoning. Fig­
ure 2 provides examples of the aforementioned items. 

Figure l 
Selected items trom the Lebanese General AbOity Scale 

1. The numbers are arranged according to a certain mIe. Identify the 
missing number. 

11 3 9 
4 6 4 

44 18 ? 

a. 44 b. 1 c. 36 d. 38 

2. Algebra is to mathematics as 

a. logic is to philosophy 
b. econonùcs is to money 

c. geometry is to triangle 
d. experiment is to psychology 

3. If Mahmoud eats twice as much as Yousef. who eats one-third as 
much as Ibrahim, who eats twice as much as Adel, who eats the 
Most? 

a. Adel b. Mahmoud c. Yousef d. Ibrahim 

4. The designs are arranged according to a certain pattern. Identify 
the nùssing figure. 

\J' '-' '--./ 
.r'\ r'\. .('\ 
\.-.J \J \..J a. b. c. d. 

/\ 1\ r'\. 

? '--./ \.J' . .(\ 1\ 
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Three alternate forms of the LGAS are available in Arabic. Each fonn 
is associated with a good deal of internal consistency (i.e., Kuder-Richardson 
formula 21 coefficients have ranged from .84 [p<.01] 10 .90 [p<.01]). Mod­
erate coefficients were also observed when LGAS scores were correlated 
with undergraduate semester grades in organic chemistry (r = .45, p<.01), 
English (r = .32, p<.05), algebra (r = .55, p<.01), and architecture (r = .69, 
p<.01). 

Examined from a cross-validational perspective, Subheyha (1983) 
administered Form R Otis Lennon School Ability Test (OLSAn (Otis & 
Lennon, 1979) to 185 secondary school students whose ages ranged from 15 
to 18 years. A test-retest procedure over a four-week interval evidenced a 
high degree of reliability (r = .86, p<.01). Subheyha also tested the altemate 
form reliability of the OLSAT by administering Forms R and S to the subject 
pool. He subsequently observed a coefficient of .76 (p<.01). OLSAT Form 
R scores were also correlated with semester grades in English (r = .55, 
p<.01), algebra (r = .40, p<.01), geometry (r = .35, p<.01), physics (r = .55, 
p<.01), chemistry (r = .46, p<.01), and social studies (r = .23, p<.05). 

Achievement tests 

The English Entrance Exam (EEE) (Miller, 1970) is the most fre­
quently used achievement test in Lebanon. The EEE consists of 200 mul­
tiple-choice items involving English grammar, vocabulary, spelling, and 
comprehension. Test items are fumished by the faculty of the AUB' s English 
Department and test development specialists from that university's Office of 
Tests and Measurements. The EEE appears in severa! alternate forms that are 
revised and up-dated on a yearly basis. The internaI consistency of the EEE 
was established through the calculation of a series of Kuder-Richardson 
formula 21 coefficients. Viewed in this context, coefficients have ranged 
from .94 (p<.01) 10.90 (p<.01) (Miller, 1970). Miller (1978) also established 
the test-retest reliability of the EEE by administering the instrument 10 745 
undergraduates and observing a coefficient of .79 (p<.01). The EEE presents 
moderatepredictive validity given thatcoefficientsof.54 (p<.01), .61 (p<.01), 
and .57 (p<.01) were observed when scores correlated with the frrst year 
GPA's of AUB undergraduates who were enrolled in the Faculties of Arts 
and Sciences, Engineering, and Agriculture. In light of these qualities, the 
AUB and Beirut University College rely on EEE scores as an integral part 
of their admission criteria. 

The Scientific Quarterly (SQ) (Miller, 1980) has also enjoyed consid­
erable utility in Lebanon. As in the case of the EEE, test items are prepared 
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by the faculty of the AUB' s Departments of Biology, Chemistry, Mathemat­
ics, and Physics as weIl as specialists from the AUB 's Office of Tests and 
Measurements. Miller (1980) observed Kuder-Richardson formula 21 coef­
ficients of .91 (p<.01) and .94 (p<.01) with alternate forms of the test. SQ 
scores have also been moderately associated with undergraduate marks in 
biology (r = .42, p<.Ol), chemistry (r = .45, p<.Ol), mathematics (r = .48, 
p<.Ol), and physics (r = .42, p<.01). 

Although a good deal of effort bas been afforded 10 the development 
of endemic measures of achievement, less work has been ascribed to cross­
validational studies. Moreover, the modicum of research in this area has 
produced rather unsatisfactory validity estimates. Viewed along these lines, 
Saigh and Khairallah (1984) attempted 10 cross-validate the Diagnostic 
Analysis of Reading Errors (DARE) (Gillespie & Shohet, 1979). According 
to the test manual, the DARE was developed in order 10 identify adolescents 
and adults with language-related learning disabilities and to provide diagnos­
tic information about the nature of their disability. In so doing, the DARE 
provides an overall composite of the degree of impairment as weIl as subtests 
to identify specific error patterns that involve sound substitution, omission, 
and letter-sequence reversais. With these points in mind, Saigh and Khairal­
lah administered the DARE 10 40 post-secondary school students who were 
enrolled in an extensive English preparatory course and 79 secondary school 
students. Flanagan's (1937) formula was used 10 calculate the reliability of 
the test and coefficients of.60 (p<.01) and .65 (p<.01) were observed on the 
basis of composite scores of the two groups. The EEE scores of the post­
secondary school students and the semester English grades of the secondary 
school students were correlated and coefficients of .31 (p<.05) and .32 
(p<.05) were noted. Inverse associations were observed with the DARE 
substitutions (r = -.27, p<.04), omissions (r = -.8, p>.05), and reversaIs (r = 
-.18, p>.05) subtest when correlated with EEE scores. In a similar vein, these 
subtests were inversely associated (r = -18, p<.05; r = -.26, p<.05; and, r = 
-.21, p<.05) with the English grades of the secondary school students. Saigh 
and Khairallah went on 10 suggest that these coefficients were indicative of 
the limited correspondence between the measures that were correlated. More 
specifically, it was indicated that the EEE and English semester grades 
consisted of test items involving English grammar, vocabulary, reading 
comprehension, and spelling whereas the DARE is made up of a 46-item 
spelling list. 

Personalily tests 

Due to the importance that Lebanese parents and educators ascribe to 
scholastic achievement, high levels of test anxiety are frequently reported (cf. 
Saigh & Antoun, 1984). In light of the adverse effects of test anxiety and the 
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need to derive valid diagnostic and treatment outcome measmes, two inves­
tigations were directed toward the cross-validation of self-report test anxiety 
inventories. Initially, Saigh and Mukallid (1983) administered the Suinn Test 
Anxiety Behavior Scales (STABS) (Suinn, 1979) to 192 English-speaking 
secondary school students. A test-retest reliability procedme yielded a coef­
ficient of .89 (p<.01). Pearson product-moment correlations were calculated 
on the basis of the students' STABS scores and their semester grades in 
Arabie (r = -.09, p>.05), chemistry (r = -.15, p>.05), English (r = -.06, 
p>.05), geography (r = -.06, p>.05), mathematics (r = -.09, p>.05), and 
physics (r = -.09, p>.05). Given the apparent limited predictive power, and 
as more robust coefficients were reported in the West (cf. Suinn, 1979), 
Saigh and Mukallid conducted a series of post hoc interviews. It was subse­
quently determined that more than half of the selected subjects deliherately 
falsified their scores because they felt that their actuallevel of anxiety would 
augur against their university admission. In view of this, Saigh (1986b) 
administered the STABS to a similar sample (with the assurance that their 
scores would he kept in the strictest confidence) and moderate inverse 
correlations were observed between the ST ABS estimates and semester 
grades in chemistry (r = -.41, p<.Ol), English (r = -.44, p< .01), and 
mathematics (r = -.40, p<.01). 

Saigh and Khuri (1983) subsequently translated the Mathematics 
Anxiety Rating Scale for Adolescents (MARS-A) (Suinn & Richardson, 
1972) to Arabic. The cross-language equivalence of the translation was 
addressed by administering the Arabie and English MARS-A to two bilin­
gual twelfth-grade classes according to a counterbalanced design. Correla­
tional coefficients of .85 (p<.01) and .91 (p<.01) were noted. In an effort to 
avoid the problems that were encountered with the STABS, the school 
principal met with the subjects (133 Lebanese adolescents) and urged them 
to respond in a candid way with the understanding that their scores would 
remain in confidence. The Arabic MARS-A was subsequently administered 
and moderate inverse coefficients were observed hetween the students' 
mathematic anxiety scores and their semester grades in chemistry (r = -.31, 
p<.Ol), mathematics (r = -.56, p<.Ol), and physies (r = -.30, p<.01). 

Given that ail sectors of society have been affected by the war, a 
number of investigations have cross-validated or developed stress-related 
measures. Mathia (1982), for example, translated Wolpe and Lang's (1964) 
Fear Survey Schedule (FSS) to Arabic and administered the translation to 
300 students. Cronbach alpha coefficients were reported in the range of .91 
(p<.01) to .94 (p<.01) and FSS scores were moderately associated (r = -.43, 
p<.01) with clinically derived anxiety estimates. 
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In a similar vein, Saigh (l982a) translated the State-Trait Anxiety 
Inventory (STAI) (Spielberger, Gorsuch, & Luschane, 1968) to Arabic and 
administered the Arabic and English versions to 50 bilingual undergraduates 
according to a counter-balanced design. As coefficients of .90 (p<.01) and 
.85 (p<.01) spoke well for the cross-language equivalence to the Arabic 
ST AI, Saigh went on to administer the Arabic translation to 128 undergradu­
ates on two occasions over a five-day interval. Test-retest coefficients of .74 
(p<.01) and .81 (p<.01) were observed for the state and trait scales. The state 
and trait scales were also moderately associated (r = .51, p<.01 and r = .62, 
p<.01) with FSS scores. Although the Lebanese psychometric properties of 
the FSS and ST AI were satisfactory, it became apparent that these measures 
could not directly assess situationally specific fears that were indicative of 
the Lebanese crisis. In view of this, Saigh (1982b) developed the Lebanese 
Fear Inventory (LFI). In so doing, the incidence and type of war-related fear 
reactions that were observed over a two year interval at a counselling clinic 
were combined and a 15-item Likert-type inventory was constructed on a 
proportional basis to the observed frequencies. Table 1 (page 74) presents a 
representative sample of the LFI items. 

The LFI was administered to 206 outpatients with a wide range of 
somatic disorders; a Cronbach alpha coefficient of .89 (p<.01) was noted. 
LFI scores were also moderately associated (r = .62, p<.05) with psychiatric 
ratings of war-related fears. 

In an effort to establish a valid treatment-outcome assessment package 
for Lebanese children, Saigh (1986c) translated the Revised Children' s 
Mani/est Anxiety Seale (RCMAS) (Reynolds & Richmond, 1978), Chil­
dren' s Depression Inventory (COI) (Kovacs,1978), and the Conners Teaeher 
Rating Seales (CTRS) (Conners, 1969) to Arabic. The English and Arabic 
versions of the RCMAS and COI were administered to a sample of bilingual 
children; coefficients of .82 (p<.01) and .80 (p<.01) were noted. A bilingual 
sample of teachers also marked the Arabic and English version of the CTRS 
versions; a coefficient of .89 (p<.01) was observed. Saigh went on to admini­
ster the RCMAS and COI to 691 children. The teachers of the selected 
sample also rated the students' accuracyaccording to the CTRS criteria. The 
large scale test administration yielded Cronbach alpha coefficients of .89, 
.92, and .92 for the RCMAS, COI, and CTRS, respectively. The construct 
validity of the battery was established (Saigh, 1989a) by comparing the 
scores of three groups of subjects whose scores should have differed as a 
function of their psychiatric morbidity. The fast group consisted of 231 
children with posttraumatic stress disorder (PTSD), the second group con­
sisted of 32 test phobia cases, and the third group was made up of 35 
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Table 1 

Selected items/rom the LebtJnese Fetlr Inventory 

Directions: The items in this inventory reflect themes or experiences that may cause 
fear or unpleasant associations. Estimate the degree to which each of the following 
items disturbs you by placing a check mark (,J ) in the appropriate column: 

Item 

3. Being asked to produce 
your identification card 
by an armed man 

4. Explosions 

6. Crossing from the 
"Christian" to the 
"Moslem" side of Beirut 
or vice versa 

8. Being kidnapped 

12. Snipers 

14. Discussing politics 
with a stranger 

IAvel of Disturbance 

Not A A fair Very 
at ail Uttle amount Mucb mucb 

( ) 

) 

) 

( ) 

) 

() () () 

( ) ) 

) 

) 

( ) ( ) 

nonclinica1 eontrols. As expected, the PTSD cases evinced significantly 
higher RCMAS, COI, and CTRS scores than their phobie and noophobie 
peers. 

In a similar vein, Spielberger's (1973) State-Trait AlIXiety Inventory 
for Children was translated to Arabie (Day, Knight, Nakadi, & Spielberger, 
1986). The investigators administered the Arabie inventory to 266 ehildren; 
test-retest coefficients of .60 (p<.OI) and .67 (p<.OI) were observed for the 
state and trait scales. In terms of eonstruet validity, Day et al. (1986) 
determined that orphans presented higher state and trait scores than nooor­
phans. 
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Test-related contextual variables 

Given that test-related contextual variables may contribute to error 
variance (Barber, 1976), a number of studies have addressed this concem. 
Saigh (1979), for example, argued that religious affIliations may have a direct 
bearing on test performance. In order 10 test this hypothesis, two intellectu­
ally matched groups of Lebanese Christian and Moslem school children were 
randomly assigned 10 one of three treatment groups. The frrst group was 
tested by a male examiner who wore a 3.5 cm by 4.5 cm gold cruciftx about 
his neck, and the second group was tested by the same examiner as he wore 
a 3.5 cm by 4.5 cm gold symbol of the Koran. The third group was tested in 
the absence of religious symbols. Data analysis revealed that the Wechsler 
Intelligence Scalefor Children - Revised (WISC-R) Digit Span scores varied 
as a fonction of the correspondence between the examinee' s religion and the 
symbols that were worn. More speciftcally, the scores of Christians and 
Moslems signiftcantly exceeded the scores of their peers when they were 
tested by an examiner who wore a symbol that was commensurate with their 
affiliation. Moreover, a reverse effect was observed when the subjects were 
examined when a symbol of a different religion was wom. It was subse­
quently indicated that the region' s history of religious strife, in addition to the 
prevailing crisis, should be viewed as major determinants of the performance 
that was observed. More speciftcally, Saigh suggested that the religious 
symbols may have served 10 augment or reduce anxiety and that these 
variations were evinced through divergent scores. 

In a similar vein, Saigh (1981) tested the assertion that the Lebanese 
assign precise and meaningful connotations to gestural language (Brewer, 
1951). In so doing, 40 undergraduates were randomly assigned 10 one oftwo 
treatment conditions. Both groups went on 10 receive an administration of the 
Similarities and Digit Span subtests of the Wechsler Adult Intelligence Scale 
(W AIS). The students in the experimental condition were tested by an 
examiner who leaned forward in an attentive posture, established eye contact 
as the questions were presented, and simultaneously smiled and nodded after 
each response. On the other hand, the control group received neutral none­
valuative examiner feedback. In this case the examiner consistently leaned 
back and looked down at the W AIS manual as he questioned each subjecl 
The examiner also maintained a bland facial expression throughout the 
assessmenl Data analysis determined that the W AIS Similarities and Digit 
Span scaled scores of the experimental subjects signiftcantly exceeded the 
scores on the controls. Saigh went on to suggest that the regularity of the 
experimental procedure and the close association between the examinee' s 
responses and the examiner's nonverbal behaviour may have reinforced the 
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subject' s efforts and this may have been reflected through enhanced perfonn­
ance. By the same token, it was also suggested that the noncommittal 
behaviour of the examiner in the face of increasingly more difficult questions 
may have induced anxiety and affected the perfonnance of the contrais. 

Examined from a more operant perspective, Saigh (1985) observed 
that classroom testing is generally indicative of fixed-interval (i.e., an­
nounced and prearranged) or variable-interval (i.e., unannounced and un­
scheduled) schedules of reinforcement. In an effort to assess the effects of 
these schedules, two matched groups of undergraduates were selected from 
two leaming and human development classes. The experimental subjects 
were told that they were going to receive a series of unscheduled assessments 
over a five-week interval and that their grades on these quizzes would reflect 
20% of their semester grade. On the other band, the contrais were told that 
they were scheduled to receive a series of quizzes that would constitute 20% 
of their semester grade and that these quizzes were going to be administered 
on five consecutive Fridays. The fixed and variable regimens were subse­
quently effected. Pursuant to this, the subjects marked the ST ABS and a 
course evaluation questionnaire. Data analysis revealed that the experimental 
subjects were significantly more test anxious and dissatisfied with the course 
and the instructor. On the other band, the quiz averages of the experimental 
and contrai groups were not significantly differenL In view of these points, 
the social validity (Wolf, 1978) ofvariable-interval assessment regimens was 
challenged. 

Rec:ommendatioDS 

Examined in toto, it is apparent that a number of school-based intel­
ligence, achievement, and personality tests have been developed. Although 
the majority of these measures evince adequate psychomettic properties, 
additional research is in oroer. It should be observed in this context that the 
group intelligence tests that have been developed or cross-validated yield 
singular quotients and that these quotients are not well-suited for establishing 
specific school-related diagnoses (e.g., developmental reading disorder). In 
view of this and as measures lite the LISA and LGAS present heterogeneous 
item pools, researchers should factor analyze these instruments and establish 
the validity of the ensuing factors vis-a-vis school grades. It is also recom­
mended that research should be directed toward the development of multi­
faceted, individually-administered intelligence scales. 

Viewed from the standpoint of achievement testing, it is important to 
note that weU-validated tests lite the BEE or SQ are not appropriate for 
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assessing elementary or junior high school students. As such, research should 
be directed toward the development of endemic norm-referenced measures 
that are indicative of the Lebanese curriculum. Research should also be 
directed toward the cross-validation of extant measures (e.g., the Stanford 
Diagnostic Mathematics Test, [Beatty, Madden, Gardner, & Karlsen, 1986]) 
inasmuch as a number of these measures appear to offer a good deal of 
content validity. 

Given that all sectors of Lebanon 's society have been affected by the 
war, it is not surprising to observe that a number of stress-related tests have 
been developed or cross-validated. Although the majority of these tests have 
yielded adequate reliability and validity coefficients, these tests are not 
suitable for formulating discrete psychiatric diagnoses (e.g., posttraumatic 
stress disorder). In view of this and the prevalence of childhood and adoles­
cent psychiatric cases with war-related etiologies, it is incumbent on re­
searchers to cross-validate structured clinical interviews (e.g., the Structured 
Clinical Interview for the DSM-m-R, [Spitzer, Williams, & Gibbon, 1987]) 
that are intended to provide psychiatric diagnoses. 

Future Directions 

As one might expect, the war in Lebanon bas had a negative impact 
on all sectors of society. In terms of human suffering, Halande (1986) 
conservatively estimated that 100,000 people have been killed and that 
860,000 were compelled to emigrate. Given an estimated pre-war population 
of 3,000,000, these estimates are especially daunting. Lebanon, once the 
"Switzerland of the Middle East," bas been pummeled by the flight of capital, 
loss of tourism, and currency devaluatioDS. Moreover, foreign and well­
qualified Lebanese university faculty have left the country pursuant to the 
abduction or assassination of a number of their colleagues. The combination 
of these factors has drastically affected the quantity and quality of scientific 
inquiry. 

The prospects for Lebanese research are, of course, inexorably linked 
with the future of the country (cf. Saigh, 1989b). Should the ClDTent state of 
unrest prevail, it is anticipated that research productivity will be virtually 
moribund. On the other hand, it is anticipated that a political setdement 
should lead to an economic recovery inasmuch as Lebanon bas virtually no 
foreign debt and one of the largest gold reserves in the world. Economic and 
political stability wouId, over time, lead to the restaffing of university facul­
ties, and the combination of these developments would serve to facilitate 
research productivity. Unfortunately, the Byzantine nature of Lebanese poli-
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tics makes it difficult to predict which scenario will prevail. It is apparent, 
however, that the more positive prospectus will not prevail until the well­
being of the country is placed above international and confessional self­
interests. 
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Psychoeducational Assessment 
Research in the United States: 
From sociocultural context to 
extrapolations into the future 

Abstract 

Sociocultural factors are presented in order to provide a frame from 
which to view psychoeducational assessment research in the domains of 
cognitive ability, academic achievement, adaptive behavior, and social­
emotional functioning. The role of theory is examined as it kas had an impact 
on development and revision of recently published intelligence measures. 
Research on the complex issue of test bias is also briefly addressed. Two 
research trends in achievement are highlighted: the mismatch of local cur­
riculum and nationally norm-referenced test content and curriculum-based 
assessment. The significant developments in the areas of adaptive behavior, 
social skills, and social-emotional assessment are explored. The paper is 
concluded with the authors' impressions and recommendations gleanedfrom 
the current analysis ofresearch articles, test reviews, and technical manuals. 

Résumé 

Les facteurs socio-culturels servent de cadre à l'analyse des recher­
ches sur l'évaluation psychopédagogique dans les domaines des compétences 
cognitives, des résultats scolaires, du comportement adaptatif, dufonction­
nement socio-affectif, etc. Les auteurs analysent le rôle de la théorie et son 
impact sur la conception et le remaniement de mesures récemment publiées 
sur l'intelligence. Ils abordent également la question complexe des tests 
biaisés. Deux tendances se dégagent plus particulièrement: la disparité des 
programmes locaux et du contenu des tests nationaux et l'évaluation basée 
sur les programmes. Les auteurs analysent les progrès importants réalisés 
dans les domaines du comportement adaptatif, des habiletés sociales et de 
l'évaluation socio-affective. L'article s'achève sur les impressions et recom­
mandations des auteurs qui sont lefruit de leur analyse d'articles de recher­
che, de tests et de manuels techniques. 
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Research and practice in psychoeducational assessment take place 
within a sociocultural context Legislation, Iitigation over discriminatory 
aspects of testing, and public opinion have been powerful forces which have 
shaped psychoeducational assessment with school-age children. The intent of 
the fust section of this paper is to provide a partial sociocultural perspective 
from which to view psychoeducational research. In subsequent sections two 
domains of psychoeducational assessment will be examined. These sections 
will focus on the research which addresses the use of intelligence, academic 
achievement, adaptive behavior, and social-emotional functioning measures. 
Each section will begin with a general discussion of the domain. Also 
included will be an analysis of present pr8Ctices with emphasis placed on 
individual psychoeducational assessment to identify and remediate students 
who experience significant adjUSbnent difficulties in the regular classroom. 
This will be followed by an examination of research trends within each area. 
A section on the authors' impressions ofresearch across the three assessment 
domains will conclude the paper. 

Sociocultural Context 

ln 1975 PL 94-142 (Education for AlI Handicapped Children Act) was 
passed by the V.S. Congress, with an effective date of September 1, 1978. It 
guaranteed all handicapped children the right to a free appropriate education 
and a nondiscriminatory evaluation. This legislation bas institutionalized the 
assessment of large numbers of children (Salvia & Ysseldylœ, 1988). If a 
child is referred by a teacher or parent, he or she bas the right to a nondis­
criminatory evaluation. PL 94-142 represents a categorical approach to spe­
cial education. Defmitions are given for deaf, mentally retarded, multihandi­
capped, orthopedically impaired, seriously emotionally disturbed, and learn­
ing-disabled categories of children. An evaluation is conducted to determine 
if a child is eligible for placement in the area of the suspected handicapped. 
If the child is judged by a multidisciplinary team to be eligible, he or she is 
placed in the qualifying category of a special education class. 

As noted by Will (1986), PL-142 bas had a tremendous impact on the 
provision of services to children who have difficulty coping with the demands 
of the regular class environment The legislation led to the institutionalization 
of individualized instruction, increased the role of the parents in the education 
of their handicapped child, and made education possible for 500,000 previ­
ously unserved seriously handicapped children. 

The Regular Education Initiative (REl) is a movement that suggests 
regular, not special, educators should assume responsibility for the education 
of students we would currently classify as handicapped (Reynolds, Wang, & 
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Walberg, 1987; Stainback & Stainback, 1984; Will, 1986). REl is a reaction 
to frustrations associated with the corrent dual system, where regular is 
segregated from special education. Reynolds et al. (1987) are critical of the 
existing approach in which progmms are categorical, e.g., learning-disabled, 
mildly mentally handicapped, and seriously emotionally disturbed. The 
problem is that children with significant needs often do not fit a special 
education category. The debate of the appropriateness ofthis radical restruc­
toring of special education is prominent in the special education and school 
psychology journals (Braaten, Kauffman, Braaten, Polsgrove, Nelson, 1988; 
Gerber, 1988; Keogh, 1988). Additionally, discussions on the merits of the 
approach are taking place at state and national conferences. The impact of the 
movement bas yet 10 be realized, because the primary discussants are indi­
viduals associated with universities, rather than school-based practitioners 
(Davis, 1988). REl represents more titan a restructuring of special education, 
because in order 10 succeed significant reforms will have 10 be made by 
regular educators. Liberman (1985) apdy points out that special educators 
will have a difficult time obtaining support for the regular education initiative 
from regular educators. While the movement bas yet to have a pervasive 
impact on services, it does reflect a growing criticism of special education. 

The assessment of intellectual functioning of minority children bas 
been the focus of a storm of criticism. Plaintiffs in the Larry P. (1979) and 
PASE (1980) cases contended that intelligence tests were discriminatory and 
the major cause for disproportionate representation of minorities in special 
education classes. The federal judge in the former case banned the use of 
intelligence tests with minorities. The opinion of the court in the PASE case 
direcdy contradicted the roling in Larry P. The conflicting rulings by two 
circuit courts increases the likelihood that the U.S. Supreme Court will hear 
the issue of intelligence tests and their alleged discriminatory impact. 

Assessment of Intellectual Functioning 

The sociocultural forces influencing psychoeducational assessment 
are clearly evident in the domain of intelligence. Recent landmark litigation 
and legislation have had a noticeable impact on corrent intelligence assess­
ment and, undoubtedly, will continue 10 shape its future. However, not only 
is the practice of psychoeducational assessment affected by sociocultura1 
forces, the construct of intelligence itself is conceptualized within a socio­
cultural context. Sternberg and Salter (1985) have argued that, " ... all 
intelligent behavior occurs in a social context that includes goals, expecta­
tions, demands and a history of prior experiences" (p. 15). They continue 
stating that intelligence is defined as "goal-directed, adaptive behavior." 
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Within the Iast century, numerous theories have been proffered at­
tempting to describe and explain intelligence. In fact, at limes it seems as if 
there are as many deflnitions of intelligence as there are theorists. It was this 
state of affairs that prompted Sternberg ta state, "Intelligence is among the 
most elusive of concepts. Certainly, there are few other concepts that have 
been conceptualized in as many different ways" (Sternberg, 19858, p. 3). 

Mayr (1982) suggested a dimension which distinguishes two broad 
categories of intelligence theories. Mayr proposed distinguishing theorists as 
either "lumpers" or "splitters." Theorists falling in the lumpers category are 
those who conceive of intelligence as a "genezal, unifIed capacity." Spear­
man's (1927) g-factor thecxy is an early example of this unitary capacity. 
Likewise, Wechsler's deflnition of intelligence proposes that intelligence is 
"the aggregate or global capacity of the individual to act purposefully, to 
think rationally, and to deal effectively with his environment" (Wechsler, 
1944, p. 3). In conttast others suggest that intelligence is not a unitary 
construct, but rather, composed of a number of separate abilities that are fairly 
independent of each other, e.g., Guilford (1967). Most theories of intelligence 
have emerged from a psychometrie approach. The structures of intelligence 
were the primary foci of these theories. In recent years, advances in cognitive 
psychology have offered new perspectives on the nature of human intelli­
gence (Curtis & Glaser, 1984; Sternberg, 1986; Weinberg, 1989). Sternberg 
(1985b) suggests that these two approaches be viewed as complementary, 
with cognitive theories providing welcome insights regarding the cognitive 
processes that underlie intelligence and intelligent behaviors. Increases in 
scientiflc interest and research in information processing bas caused the focus 
to shift from sttucture to the problem-solving process. 

The Kau/mlJn AssesS1nent Battery lor Children (K-ABC) (Kaufman & 
Kaufman, 1983) provides an illusion of an intelligence test where the authors 
emphasized process rather than content. Using Das, Kirby, and larman's 
(1975; 1970) successive and simultaneous model of information processing, 
Kaufman and Kaufman (1977) set out to build a measure which had as its 
base a grounding in theory. This stood in stark conttast to Binet's and 
Wechsler's approach to test development, both of which were atheoretical. 

The suceess with which the K-ABC authors successfully operational­
ized a processing model bas been questioned. Sternberg (1984) pointed out 
that a selected set of subtests is proposed to measure simultaneous processing, 
whlle another set is intended to assess sequential processing. Process is 
equated with tasks. If the fcx:us had ttuly been on process of problem-solving, 
then the test authors would have assessed whether an individual worlced at 
a given task in a successive or simultaneous fashion (Sternberg, 1984). 
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The role of theory bas continued to play a part in the development/ 
revision of cognitive tests dwing the latter half of the 1980s. As noted by 
Woodcock (1989), Horn and Cattell's Gr - Ge theory (Cattell, 1963; Hom, 
1985, 1986) led to a reconstruction of the Woodcock-JoMson Psycho-Edu­
ca/ional Battery-Revised (Woodcock & Johnson, 1989). In the fourth edition 
of the Stanford-Binet, Thorndike, Hagen, and Sattler (1986) used a three­
level hierarchical model of cognitive abilities to guide the construction of the 
scale. See Figure 1 for a graphic representation of the theoretical model upon 
which the Revised Stanford-Binet was built. 

FIpre 1 
TlIIo,.1koI MoU' 0/ lIw SlII1ifonl-BlMt: ForufII E4lIIDII 

Repinred widl pmniuion of Tbe RlYlnide Pu ......... C-JIIIIIJ ftam pqe 4 
of SI4I(ord-BiAM I~ SeM G'" for ~ÏIrf .. s-u., lM 
FowtJt EdMiat. by R.L. Thomdib, EJ'. Hapn. lIId 1.M. Sailler. The 
Rivenide PubIi.runc Compmy. 8420 W. Bryn Mawr Av.., auc..,. n. 
60631. CopyriaJu 1986. 

White recent test revisions have reflected major shifts in thinking 
about the theoretical construct of intelligence, the actual practice of assess­
ment bas shown signs of lagging behind. Federal and state defmitions of 
mental retardation and learning disabilities reflect the unitary concept of 
intelligence. Likewise, an unfortunate tendency for practitioners bas been to 
judge new measures against the past. Based on the assessment of hundreds or 
thousands of children, practitioners develop internal norms. When a new 
measure becomes available it is unfairly judged against the tried and true. 

White acknowledging the importance of appropriate and accurate 
instrumentation, one must not diminish the importance of the psychologist in 
intelligence testing. A criticallink in the chain of intelligence assessment is 
the examiner. Test scores remain to be interpreted. In elaborating the concept 
of "intelligent testing," Kaufman (1979) emphasizes the crucial role of the 
psychologist. He presents a well-founded and logical argument that test 
scores be interpreted within a more general context that includes observa-
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tions, and cognitive and developmental theories. Such interpretation requires 
knowledge, flexibility, and insight on the part of the examiner. Technically 
adequate intelligence tests and well-prepared, observant psychologists are 
partners in the assessment enterprise and must not be seen as substitutes for 
each other. 

In the 19708 and early 19808, issues concerning the discriminatory 
nature of intelligence assessment measures received much public and prof es­
sional attention. Measures were subjected to intensive scrutiny for evidence 
of test bias (Kaplan, 1985). Test bias is not a novel concept. It bas received 
intermittent scholarly attention since the nascence of intelligence testing. In 
recent years, however, sparked by the conlroversial decisions of Larry P. 
(1979) and PASE (1980), the issue of test bias bas been subject to renewed 
scientific inquiry and research. 

At the heart of this controversy is the question of whether contempo­
rary intelligence tests are biased against certain ethnic and cultural minorities. 
That certain minority groups typically score lower on tests of intellectual 
ability has been demonstrated for some time (see Jensen, 1980, for a review). 
This fact alone bas, at times, been cited as evidence of test bias. It has also 
prompted emotional outbursts condemning intelligence tests as agents for the 
perpetuation ofracism (Jackson, 1975; Williams, 1974). Unfortunately, these 
outbursts May have done more to obscure the issues than to clarify. Reynolds 
and Brown (1984) accurately characterize the question of test bias as an 
empirical one. As such, it demands evaluation within the rigors of scientific 
methodology. 

Some have suggested that there is no a priori explanation for the 
existence of differences in performance on tests of intellectual ability across 
race (Alley & Foster, 1978; Hilliard, 1979). Reynolds and Brown (1984) 
replied that there is, likewise, no a priori basis for believing that differences 
should not exist. They state that, "Group differences on mental tests, or any 
other kind of test, per se give no directIy applicable information regarding test 
bias" (Reynolds & Brown, 1984, p. 24). Jensen (1980) bas suggested that the 
argument that simple group Mean differences is evidence of test bias assumes 
the egalitarian fallacy (i.e., that all human subgroups are identical or equal in 
every trait) and reflects an unsophisticated understanding of test bias. 

Distinctions have been made between test bias and test misuse (Rey­
nolds, 1982; Reynolds & Brown, 1984). Test misuse concems the use of a test 
or test results to make decisions that are unfair or biased. Test misuse can 
affect individuals from any group. Test bias, however, is typically defined in 
purely psychometric terms. Reynolds and Brown (1984) define test bias as "a 
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st8ÛSûcal tenn referring to a constant error of a measure in one specific 
direcûon as opposed to random error" (p. 2). Given this deftniûon, test bias 
is essenûallyan issue ofvalidity (Cole, 1981; Jensen, 1980; Reynolds, 1982). 
Numerous researchers have considered the implications and evaIuaûon of test 
bias in the domains of content, consttuct, and predictive validity. 

Another corrent in recent resean:h of test bias is based on the Spearman 
hypothesis. Jensen (1980) bas been a leading, contemporary proponent of this 
hypothesis. Generally, the Speannan hypothesis suggests that black-white 
differences in perfonnance on intelligence measures are attributable to differ­
ences in g-factor loading. The magnitude of black-white differences is hy­
pothesized to vary directly with g-factor loadings. Sorne subsequent research 
supported this hypothesis (Jensen, 1985). Tests with high g-loading yield 
greater black-white difference in perfonnance. In a more recent study, Naglieri 
and Jensen (1987) compared the black-white differences in perfonnance on 
the Wechsler Intelligence Scale for Children - Revised (WISC-R) and on the 
K-ABC. Their ftndings supported the Speannan hypothesis and indicated that 
the lower black-white difference demonstrated on the K-ABC was due, in 
part. to lower g-loadings. Jensen 's work and the Speannan hypothesis, however, 
are not without critics. Humphreys (1985) explored black-white differences 
controlling for race and socioeconomic stablS. The results of his swdy sug­
gested that the Speannan hypothesis more accurately applied to differences 
in socioeconomic staws than to differences in race. 

The controversy of bias bas demonstrated that issues of test bias and 
such corollary concems as racial discrimination and societal inequality, cao 
become conceptuaIly entwined. Hopefully, a beneftcial outcome of the in­
tense scrutiny of test bias bas been the development of a better and more 
accurate understanding. Certainly, recent test developers appear more sensi­
tive to the issue (Kaufman & Kaufman, 1983). Cole (1981) concluded that 
while scienûsts cao examine such technicaI aspects of psychometric tests as 
test bias, they cannot answer the more vexing quesûons of social policy. 

Assessment or Academie Achievement 

The focus of achievement testing is to assess a student's attainment of 
academic skills. These often include reading, written language, and mathe­
maûcaI funcûoning. Anastasi (1982) notes that, traditionally, academic as­
sessment is distinguished from cognitive/inteIlectual assessment by the degree 
to which the measure is designed to assess unifonn versus diverse antecedent 
experiences. Since fmt grade reading insttucûon is a fairly unifonn previous 
experience, a test designed to measure reading attainment would be catego­
rized as an academic achievement measure. In contrast, an intellectuaI assess-
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ment measure attempts to measure diverse antecedent experiences, e.g., 
verbal reasoning, spatial skills, memory, etc. As Cummings (1987) states, 
"contemporary measurement specialists recognize that bath achievement and 
aptitude tests assess acquired knowledge, but differ on the degree of specific­
ity and abstraction" (p. 21). 

A significant development in the assessment of academic achievement 
is the tendency of test publishers to promote batteries which include both 
cognitive and achievement measures nonned on the same standardization 
sample. TheKaufmanAssessmenlBatteryforChildren (Kaufman & Kaufman, 
1983) and the revised Woodcock-Johnson exemplify this trend. Both ofthese 
batteries include cognitive sections to assess intellectual functioning as well 
as academic achievement 

There bas been considerable controversy over the Kaufmans' decision 
to include what some have labeled measures of verbal intelligence on the 
achievement scale (Anastasi, 1984; Jensen, 1984; Keith, 1985, 1986; Keith & 
Dunbar, 1984; Sternberg, 1984). Placing the more cognitively complex subtests 
(Expressive Vocabulary, Faces & Places, and Riddles) on the achievement 
seale led to reduced black-white differences, but also removed highly g­
loaded measures from the estimate of intelligence provided by the mental 
processing composite (a combined score from the simultaneous and succes­
sive processing seales). 

A significant trend in research bas been the examination of the mis­
match of curriculum and norm-referenced test content when interpreting 
students' performances on norm-referenced measures (Good & Salvia, 1988; 
Jenkins & Pany, 1978; Leinhardt & Seewald, 1981; Mehrens, 1984; Mehrens 
& Phillips, 1986; Schmidt, 1983). At issue is the lack of overlap between the 
curriculum and the test. When a student's test performance is systematica11y 
influenced by a difference between the content of the curriculum and the test, 
it is referred to as curriculum (or content) bias. A study by Good and Salvia 
(1988) will provide an example. They administered four reading-achieve­
ment tests to 65 students who were exposed to a specific reading curriculum. 
They did a word analysis to quantify the overlap between the four reading 
measures and the reading program. As expected the students' reading-test 
performance could be predicted based on the degree of overlap between the 
test and the curriculum to which they were exposed. 

Curriculum-based assessment (also referred to as curriculum-based 
measurement) bas been proposed as an alternative to the norm-referenced 
approach embodied in both federal and state special education legislation. 
Curriculum-based assessment focuses on the curricula to which the student is 
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exposed. This reduces the mismatch between the student's own insttuctional 
experiences and the curriculum reflected in the selection of norm-referenced 
test items. Deno and bis colleagues (Deno, 1985, 1986; Jenkins, Deno, & 
Mirkin, 1979; Marston, Lowry, Deno-Mirkin, 1981; Shinn & Marston, 1985) 
have described procedures for assessing student achievement in reading, 
spelling, and arithmetic. For instance, 10 assess a student's reading skills, he 
or she would be asked 10 read aloud for one minute, with the examiner 
recording the number of words read correcdy and incorrectly. This type of 
reading sample would be repeated frequently, e.g., daily, so as to yield time­
series data that could be used to judge the impact of a given insttuctional 
program (Deno, 1986). Another example of curriculum-based assessment, 
applied to written language, would be to use a story starter and allow a student 
10 write for three minutes. Scoring cao be as simple as couoting correctly 
written word or letter sequences, or couoting more complex, low frequency 
words. 

Adaptive Behavior and Social-Emotional Assessment 

Within the Jast 15 years signiflcant strides have been taken in the 
domain of adaptive behavior assessmenL Prior to the publication of Mercer 
and Lewis's (1977) Adaptive Behavior Inventory for Children, the best 
adaptive behavior measures failed 10 meet even minimal psychometric 
criteria. "Clinical judgement" was the best available practice for evaluating 
a child 's adaptive behavior functioning. Despite the recognition of the impor­
tance of adaptive behavior in the legislation covering the identiflcation of 
mildly mentally handicapped children, the IQ score often was the sole deter­
mining factor, with adaptive behavior being ignored. Since the publication of 
Mercer's adaptive behavior measure, the revised Vineland Adaptive Behavior 
Scales (Sparrow, Balla, & Cicchetti, 1984) and the Scales of Independent 
Behavior (Bruininks, Woodcock, Weatherman, & Hill, 1984) have been 
published. Both of these reflect careful attention to the test development 
process and have adequate nationa1ly representative standardization samples 
(Cummings & Simon, 1988). 

Harrison (1989) is correct in her observation that the bulk of research 
on adaptive behavior bas focused on the psychometric properties of the 
scales. Despite this psychometric emphasis, Harrison (1989) notes that in­
sights have been gained into the multifaceted nature of adaptive behavior 
through concurrent validation studies. As expected the communication domain 
of the adaptive behavior (as opposed to the self-help, socialization, or domes­
tic skills domains) correlates MOSt bighly with intelligence (Bruininks & 
McGrew, 1987; Harrison & Kamphaus, 1984; Keith, Fehrmann, Harrison, & 
Pottebaum, 1987). 
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Several researchers have investigated the relationship between par­
ents' and teachers' judgments of a child's adaptive behavior functioning 
(Heath & Obrzut, 1986; Mealor & Richmond, 1980; Wall & Paradise, 1981). 
These researchers have reported that parents' ratings of their children's 
adaptive behavior are significantly higher than those scores obtained when 
teachers served as informants. 

Depending on one' s perspective, social skills may be subsumed as one 
domain of adaptive behavior functioning or, as Gresham and Reschly (1988) 
propose, both adaptive behavior and social skills are components of social 
competence. Although Gresham and Reschly's model is useful as a frame­
work for a practitioner' s conceptualization of an assessment, a unified theo­
retical approach to adaptive behavior/social skills has yet to be advanced and 
supported with empirical evidence. Notwithstanding, the technical sophisti­
cation of behavioral approaches to the assessment of social skills bas im­
proved dramatically due to the work of Elliott, Sheridan, and Gresham 
(1989), Gresham and Elliott (1984, 1989), and Gresham and Reschly (1988). 
Gresham and Reschly (1988) present systematic procedures for understand­
ing social skill deficits, performance deficits, and self-control deficits. A 
strength of their work bas been the emphasis on treatment validity. Assess­
ment is judged by the degree to which it provides information relevant to the 
development and implementation of an intervention. Witt and Elliott (1986) 
have conducted an impressive array oftreatment-acceptability studies, exam­
ining attitudes of those who assist with or have primary responsibility for 
implementation of an intervention. 

Gresham and Elliott (1989) recently published the Social Skills Rating 
System. It is designed to capture behaviors that affect the teacher-student 
relationship, academic performance, and peer acceptance. There are three 
forms, one each for collecting the impressions of teachers, parents, and 
students. The system was constructed to ensure the social validity of behav­
iors selected as targets for intervention. 

A measure in the social-emotional domain which has improved signifi­
cantlY is the Revised Children' s Mani/est Anxiety Scale (RCMAS) (Reynolds 
& Richmond, 1985). It bas benefited from the efforts of several researchers. 
Reynolds and Paget (1983) reported the findings of a national standardization 
effort that included 4,972 children from age 6 to 19. Saigh (1989) and 
Mattison, Bagnato, and Brubaker (1988) examined and found merit in the use 
of the RCMAS with the DSM-III. Whereas Reynolds and Richmond's (1978) 
frrst attempt at revising the Children' s Mani/est Anxiety Scale, which they 
called ''What 1 think and feel," would have been criticized for lacking a 
manual and adequate norms, the RCMAS was endorsed by Gresham (1989) 
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in the most recent Mental Measurements Yearbook. The RCMAS is illustra­
tive of other scales which have profit.ed from an investment of time and effort 
associated with national standardization samples, and the collective efforts of 
independent researchers conducting reliability and validity studies. 

The Martin Temperament Assessment Battery for Children (Martin, 
1988) was designed as a measure of temperament variables, activity level, 
adaptability to new environments, approach/withdrawal tendencies, emo­
tional intensity, distractibility, and persistence. In addition to using the parent 
and teacher as sources of infonnation, Martin also devised a scale for the 
clinician to rate a child's temperament during the evaluation process. The 
standardization sample for the teacher and parent fonns was drawn from three 
regions of the country (Southeast, Northeast, and Rocky Mountain regions). 
Thus it is not representative of the country as a whole and the scale should 
he viewed as heing in its early phase of development. 

Whereas significant developments have occurred in the adaptive­
hehavior and rating-scale approaches to social-emotional functioning, our 
view of the progress made in the personality assessment domain, i.e., projec­
tive testing, is less favourable. 

The Personality Inventory for Children (pIC) has been the object of a 
significant amount of research. Most of the studies have involved the com­
parison of a clinically identified sample with "nonnal" peers or other clini­
cally different samples (cf. Clark, Kehle, & Bullock, 1988; Ehly, Reimers, & 
Keith, 1986; Kelly, 1988). Despite a growing research base on the PIC, its 
popularity among clinicians, and the publication of revised test manuals 
(Lachar,1982; Win, Lachar, Klinedinst, & Seat, 1984), the use of the PIC is 
inappropriate due to the absence of a recent and nationally representative 
standardization sample. Reviewers for the Mental Measurements Yearbooks 
have harshly criticized the publishers of the PIC for failing to mount a 
national nonning effort (Knoff, 1989; Reynolds, 1985). 

Projective drawing techniques, although widely used, continue to he 
plagued by basic validity problems. Too often the research that is conduct.ed 
on children' s drawings compares the drawing of a clinically identified group 
with normal controls. The findings of these studies are often contradictory 
(Cummings, 1986). (For a review of thematic approaches the reader is 
referred to Obrzut and Cummings [1983].) 

Conclusions and Recommendations for the Future 

Trying to capture the essence of recenl research in the area of psych­
oeducational assessmenl is a difficult proposition. Il is akin to the fabled 
doctoral qualifying question of defming the uni verse and listing three ex-
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amples. It would be an understatement to say that researchers are pursuing 
Many different paths. This paper provides coverage of a handful of these 
directions. Many others should have been included in the review, but had to 
be omitted due to the space limitations. Among those researchers whose wode 
has considerable merit but has been omitted are: Naglieri (1985), Matrix 
Analogies Test; Achenbach and McConaughy (1987), Multiaxial Empirically 
Based Assessment; and Ysseldyke and Christenson (1987), The Instructional 
Environments Scale. 

From our review of a large number of research articles, test reviews, 
and test manuals we offer the following impressions and recommendations. 
A substantial amount of research is being conducted under the guidance of 
test publishers. This bas both positive and negative facets. On the positive 
side, the research conducted by test publishers bas meant that much is known 
about the psychometric properties of a measure at the time of publication. 
More complete technical manuals Mean that consumers are better able to 
judge the adequacy of the test. There is no question that the vast quantities of 
applied assessment research have resulted in measures that are better devel­
oped and standardized. However, a negative aspect is that much of this 
research is being approved, directed, and often interpreted by the test author 
and/or publisher. Clearly, due to the financial investment of the publisher, 
there is potential for bias. As a consequence, researchers need to have access 
to publishers' data, in addition to pursuing comprehensive independent 
investigations. 

Keith (1987) makes a good point when he suggests that researchers 
conducting investigations with tests need to approach the enterprise with a 
hypothesis-testing perspective. Ali too oCten, researchers merely correlate 
two measures, "simple minded correlations of one test with another for no 
apparent reason beyond publication" (Keith, 1987, p. 276). There are signs 
that the sophistication of assessment researchers is improving. The illCreased 
use of theory is encouraging. The role that theory bas played in the develop­
ment/revision of the three MOst recendy published cognitive measures 
(Kaufman Assessment Battery for Children, Stanford-Binet W, Woodcock­
Johnson Tests of Cognitive Ability-Revised) indicates that progress is being 
made. Theory derived from advances in cognitive science should inform our 
future hypothesis testing efforts to develop and interpret psychoeducational 
measures. 

The question of why research is frequendy ignored by practitioners is 
a genuine enigma. Empirical investigations have consistendy failed to sup­
port the use of projective drawings, yet the use of drawings in psychological 
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batteries is commonplace. Likewise, misinterpretation of WISC-R scatter is 
rampant and is part of the clinical folklore of 100 many multidisciplinary 
teams, yet Kaufman's (1976) analysis of the standardization data and "nor­
mal" scatter was published more than a decade and a half ago. 

The potential for the use of computers as assessment 100ls within 
educational environments has only partially been realized. The availability of 
powerful microcomputers in combination with item-response theory means 
that sophisticated adaptive testing procedures have the potential of revolu­
tionizing the way assessment is conducted. Weiss (1982, 1983; Weiss & 
Kingsbury, 1984) demonstrated that computerized adaptive testing proce­
dures have reliabilities and validities equal to or better than those of compa­
rable conventional measures. By incorporating the use of item-response 
theory, the computer estimates trait levels and administers items based on the 
individual's successful or UDsuccessful responses to previous items. Thus the 
number of items administered can be reduced by as much as 50 percent by 
tailoring the test to the individual. Interactive video enhances the potential of 
assessment by adding real-time audio and video images. Previously vide­
otaped instructions or situations are stored on a videodisc and may be recalled 
almost instantaneously by the press of a key. 

ln conclusion, our understanding of the constructs we attempt to 
measure is clearer and test developers/publishers are beginning to recognize 
the importance of psychometric standards. Our challenge is to conduct re­
search that allows us to view the individual we assess from a more holistic 
perspective, not one fragmented by a litany of separate tests. 
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International Research on 
School-Based Assessment 

The five articles in this issue provide a dramatic illusttation of the wide 
diversity of conditions onder which psychologists concerned with the assess­
ment of children undertake research and provide service. One is amazed that 
Dr. Saigh found it possible to gather and analyze data in strife-torn Lebanon, 
and his report provides testimony to the devotion with which he pursued his 
endeavours under most difficult conditions. In the People' s Republic of 
China, also, political strife and turmoil have hardly provided a fertile soil for 
assessment research. By contrast, the United States is swarming with school 
psychologists, sorne providing service in the schools and sorne who are 
situated in universities where research and development is encouraged and 
supported. 

Though the authors of the articles in this issue tend quite generally to 
affmn that assessment should be comprehensive, synthesizing information 
from a range of different sources, it is clear that the central concern of 
assessment in the educational context for most countries, and especially of 
assessment research, has been and will continue 10 be appraisal of the general 
level of the pupil' s cognitive functioning. Assessment research on instru­
ments or procedures cao be directed at anY one of three levels: (1) develop­
ment of an instrument or procedure and internai analysis of its properties, (2) 
studies of the effectiveness of the instrument or procedure as a predictor of 
significant educational outcomes, or (3) studies of the usefulness of the 
instrument or procedure in guiding intelVentions to improve learning. We 
may consider each of these in tom, fmt as they apply 10 PSychometrie type 
instruments that yield one or more scores and then as they relate 10 less 
structured approaches such as obselVation and interview procedures. 

The prototype of the psychometrie score-yielding approach is the test 
of general cognitive ability, or intelligence if you will. Tests of this sort are 

McGill Journal of Education, Vol. 25 No. 1 (Winter 1990) 101 



102 Robert L. Thorndike 

reported for each of the countries represented in this issue, but such instru­
ments are probably most common in the United States. The internal analyses 
embrace those that are typically included in an adequate technical manual for 
the instrument. They include provision of adequate norms based on a repre­
sentative sample of cases, evidence on the reliability of the resulting scores, 
and evidence to clarify the nature of the attribute or attributes that the 
instrument appraises. This last often involves correlational analysis of the 
several subscores that the instrument provides to detennine to what extent ail 
are expressions of a common underlying ability and to what extent distinct 
abilities are involved, and to fmd out how weil any distinct factors confmn 
the theoretical constructs asswned by the authors of the instrument. It also 
commonly involves relating scores on the new instrument to other measures 
thought to appraise the same or similar attributes. Much of the literature of 
ability testing is of this sort. 

When, as is reported by three of the contributors, a test from one 
national setting is adopted for use in another, questions arise as to the 
transferability of the test (or other instrument) to the new national setting. 
Where the language is the same and the cultures are as similar as is the case 
with Canada and the United States, the problems seem minimal, so a sensitive 
review by Canadian editors sufficed to convert the Cognitive Abilities Test 
which had been developed in the United States into the Canadian Cognitive 
Abilities Test. New nonns are needed for the adopting country, but most of 
the other evidence from the country of origin on the properties of the instru­
ment seems directly transferable. In the case of a measure of academic 
achievement, in addition, a careful review of the appropriateness of the 
content of the test to the curriculum of the receiving country seems called for. 

With larger cultural differences, and especially where translation to a 
different language is required, a complete re-evaluation of the instrument in 
the adopting country would seem essential. This is brought out by LaVoie's 
discussion of the use of the Wee hsler 1 ntelligenee Test for C hildren-Revised 
(WISC-R) in China, where subtest scores varied dramatically from those 
obtained in the United States and certain subtests appeared to have markedly 
low relationships to total IQ, though the test as a whole still functioned as a 
good predictor of academic achievement. By contrast, in Israel the complete 
evaluation of the Israeli adaptation of the WISC-R appears to have confmned 
the appropriateness of the original test with only minimal changes. 

The reasonably satisfactory effectiveness of general aptitude tests as 
predictors of school achievement has been repeatedly demonstrated over the 
years. It is confmned by each of the authors in the present issue. Questions 
arise, however, as to whether a given levelon the aptitude measure signifies 
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the same level of expected achievement in aIl segments of a particular society. 
This is the ever-present issue of test "fairness" or test "bias." Does a particular 
IQ in an 8-year-old, for example, forecast the same level of mathematics 
achievement at age 10 for black and for white children? For children from 
upper socioeconomic levels and those from low socioeconomic levels? For 
the child of recent immigrants from East Asia as for a native-born child? 
These are all groups that show differences in mean score on the aptitude tests, 
and these differences hetween groups descrihe a situation that does exist. The 
question is whether there are corresponding differences in other aspects of 
performance so that the score provides a fair forecast of the expectations for 
the individual's future. This is a problem that Canada is aware of in relation 
to its aboriginal population and to its immigrants from many parts of the 
world. It is one that Israel faces as immigrants from Asia and Mrica are 
compared with those from Europe. It is one that the United States faces with 
its black, Hispanic, and native American groups as weU as with its recent 
flood of immigmnts from East Asia. 

There is certainly no universal answer to the question of "fairness." 
The answer will differ for different groups and for different circumstances. 
Where prediction is limited to academic achievement, the evidence tends to 
indicate that there is no underprediction of the later academic performance of 
black pupils in the United States. However, for non-English-speaking groups 
the situation may he different. And if optimal interventions are introduced, 
especially at a very early age, the original expectations may need to he 
significantly modified. Zeidner reports that in Israel the substantial differen­
tial hetween Eastern and European immigrant groups is diminished in second 
generation Israelis, and this suggests that in time the difference might largely 
disappear. It is unfortunate when the existe1'ce of group differences in mean 
test scores leads to wrangling about the use of the tests, rather than to a 
constructive search for interventions that might reduce the differences, or 
serve to disconfmn the predictions that the test scores currently support for 
both the majority and minority groups. 

This leads to our third type of research - research seeking to determine 
in what way the measures of aptitudes can guide interventions that will 
enhance pupil achievement. This field of research has sometimes been spo­
ken of as "trait-treatment interaction," modifying the educational treatment to 
fit it to the appraised standing on the predicting trait. As tests of more specific 
abilities - visual, spatial, verbal, quantitative - have multiplied over the past 
50 years, the hope has been expressed that particular forms and organization 
of instruction might he found to prove especially effective for persons with 
particular patterns of abilities. However, in their review of the research 
literature, Cronbach and Snow could frnd little evidence that this was in fact 
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the case. What evidence of interaction they did fmd was Iargely between level 
of general cognitive ability and fonn of instruction. There is sorne indication 
that higher aptitude children progress beuer with discovery approaches to 
leaming while low aptitude children make better progress with relatively 
highly structured presentations. In addition, sorne research indicates that low 
aptitude children lack strategies for leaming, and benefit from systematic 
instruction and practice in the use of leaming strategies. 

From the beginning days of testing, grouping by ability, or "stream­
ing," was undertaken as a form of adaptation to differences in ability level, 
but the accumulated evidence, going back almost 70 years now, shows Iittle 
indication that children leamed more in homogeneous than in heterogeneous 
ability groups. Possibly this was because tittle perceptive adaptation of in­
struction was made to fit the characteristics of the more homogeneous group. 
In the fmal analysis, it is in instructional adaptations to individual children 
that result in greater leaming that the justification for testing must be found, 
and research effort for the future should be directed to identifying such 
adaptations in a fonn that teachers cao and will use. 

The same three types of queries cao be addressed to inventories, 
questionnaires, and other types of procedures designed to assess personality 
characteristics. What attribute or attributes does the procedure appraise and 
how weil does it appraise them? What outcomes of concem to society cao the 
procedure predict? And what guidance cao it provide for constructive educa­
tional interventions? 

Whenever an instrument or procedure yields one or more scores that 
are conceived to provide an index of sorne describable and definable attribute, 
the psychometric properties of the score or scores cao be studied in essentially 
the same way that has been applied to the familiar instruments for measuring 
abilities. A good deal of the research reported here from the different coun­
tries is of this sort, dealing with evaluation of internai consistency, stability 
over time, and concurrent correlates of the several scores derived from 
various inventories and questionnaires. Reference is also made to a good deal 
of work on establishing adequate norms to which scores of individuals may 
he referred. As academic correlates are sought for the various measures of 
attitude and ad justm en t, the bulk of the work appears to deaI with concurrent 
relationships. One could wish for a clearer picture of the extent to which these 
instruments pennit a prediction of further educational progress and provide 
a guide to constructive intervention. 

To take one specific example, reference is made to measures of "test 
anxiety," and sorne moderate negative correlations are reported between 
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reported anxiety and academic perfonnance. Leaving aside for now the 
question of whether pupils do poorly because they are anxious or are anxious 
because they are doing poorly, one would lite to see studies that use the 
anxiety score as the basis for some describable modification of the instruc­
tional situation and which follow up 10 determine whether measurable im­
provement results. 

Scores and ratings of personal characteristics are presumably gathered 
in order 10 introduce constructive interventions in the education of the child. 
In a few instances (e.g., Gresham and Reschly as reported by Cummings and 
Laquerre) explicit attempts are made 10 relate types of adaptive behaviour 
deficits 10 the appropriate treatment. It is not clear, however, that a systematic 
research design bas been set up 10 apply the recommended intervention and 
to follow up in order to determine how effective it has been. 

It must be admitted that it would be extremely difficult 10 even begin 
to achieve rigor in research on a problem such as this. Cases presenting a 
certain personality deficit, for whom a particular intervention appeared 10 be 
indicated, would be likely 10 be relatively few in number and scattered. 
Providing adequate monitoring of the manner in which the specified interven­
tion had been introduced, defming the nature of the changes in academic or 
personal progress that were to be looked for, and setting up procedures for 
appraising the extent 10 which the sought-for progress had been achieved is 
indeed a fonnidable undertaking. It is hardly surprising that it bas seldom, if 
ever, been carried out. 

In several of the papers in the series there is an affmnation of the view 
that assessment should be comprehensive and should include, and in fact rely 
fairly heavily on, nontest, nonquestionnaire types of procedures - such 
approaches as direct observations of pupil behaviour and/or interviews with 
parents and teachers. These more fluid approaches are felt to add important 
information that is not weil obtained by more formai and structured ap­
proaches. The output from these procedures may often be a discursive, 
ideographic account of the assessor' s impressions as derived from ail SOUlCes 
of information about the child 

In the case in which observation or interview leads 10 some type of 
standard datum, as when an observer records the proportion of ''time on task," 
or the frequency of certain defmed categories of aggressive actions toward 
other children, or when an interviewer, or the reader of an interview protocol, 
rates the home for one or more attributes such as "degree of parental support 
of leaming," that datum is in theory susceptible 10 analysis in much the same 
way as any other score. Evidence of reliability can be sought by ta1cing 
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successive behaviour samples or by geUing a protocol scored by more than 
one independent rater. Generalizability can be tested by geUing behaviour 
samples in different seUings. And the corrent correlations of the score with 
academic or other aspects of school performance can be determined. Though 
time-consuming to obtain and unwieldy to work with, these data cao be dealt 
with in the same way as test scores or any other quantitative data. 

But it may weil be contended that the effort to generate scores from the 
individual and discursive synthesis that constitutes the essence of informai 
assessment procedures loses what is vital ta the procedures and is a travesty 
on true clinical assessmenL It may be asserted that the assessment must be 
dealt with directIy in its complex, discursive qualitative form. To the extent 
that this is accePted' any attempt to do research on the procedures faces the 
most formidable obstacles. What is the independent variable whose impact is 
to be determined? Is it simply the global fact that an assessment bas been 
carried out compared with no assessment, and that sorne SŒt of intervention 
was introduced? Would it be technically feasible and at the same time 
ethically defensible to set up a comparable conttol group from whom assess­
ment had been withheld in spite of their presenting problems similar to those 
of the children sent for assessment, and then to compare the two groups on 
some index or indices of educational or personal progress? It is not to be 
wondered that there is a dearth of such research. 

The formidable problems of conducting research on these discursive, 
ideographic approaches to assessment make it seem Iikely that there will 
always remain an unbridgeable gap between assessment research and assess­
ment practice. Research will be directed primarily at those procedures that 
generate some type of score or scores that cao be obtained for each member 
of a group and can be related ta other facets about that individual- to other 
aspects of input or to aspects of outcome. Practice will, in part at least, be 
coocerned with a nonquantitative synthesis that is unique to the particular 
individual and that gets its vindication from the fact that it appears to provide 
one or another type of benefit to the pupil or comfort to the teacher. It appears 
that this disparity must be recognized and accepted. 
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School-Based Assessment 
Research in Five Nations 

This special issue of the McGill Journal of Education is devoted to 
school-based assessment research in Canada, People's Republic of China, 
Israel, Lebanon, and the United States. The focus of each paper is primarily 
on psychoeducational assessment issues that involve standardized intelli­
gence, achievement, and personality/temperament tests used to evaluate 
children having difficulties in schoo1. The nations surveyed are located in 
North America, the Middle East, and China. Readers, therefore, will he able 
to gain sorne understanding of current trends in psychoeducational assess­
ment research in diverse regions of the world. 

School-based assessment practices have been shaped by the efforts of 
investigators from such countries as Great Britain (e.g., Sir Francis Galton, 
Karl Pearson, Charles Spearman, and Sir Cyril Burt), France (e.g., Alfred 
Binet, Victor Henry, Edward Seguin, and Theodore Simon), Germany (e.g., 
Emil Kraeplin, Herman Ebbinghaus, and William Stern), and the United 
States (e.g., James Cattell, Henry Goddard, Louis Terman, Edward Thorndike, 
Leon Thurstone, David Wechsler, and Robert Thorndike). Although in recent 
years the United States has been at the forefront of psychoeducational re­
search, other countries continue to contribute to the development of psycho­
educational and clinical assessment procedures. 

There are notable variations in the scope and quality of school-based 
assessment research in the five nations surveyed. The countries considered 
herein vary with respect to legislation involving mandatory education, assess­
ment of students with special needs, and accountability for student achieve­
ment. Moreover, considerable variation exists with respect to the availability 
of measurement personnel, fmancial incentives, university systems that rein­
force research productivity, national security, and public attitudes toward 
testing. 
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Despite these variations, the influence of tests developed in the United 
States is quite apparent in Canada, China, Israel, and Lebanon. But these four 
nations also are striving 10 develop their own indigenous products and bave 
been successful in some areas. Simple translations of English-language tests, 
standardized in the United States or Canada or England, for example, May not 
be appropriate in other countries without significant modifications. Test 
translations are bazardous without careful research into the meaning of the 
translated items. Psychometrie issues - such as item difficulty levels, relia­
bility, and validity - must also be considered. Still, tests developed in the 
United States are used for psychoeducational assessment purposes in trans­
lated form in Many countries throughout the world. 

It is of interest 10 observe that Chinese and Israeli investigators bave 
been able 10 cross-validate a number of individually administered intelligence 
tests that were developed in the United States. Canada, Lebanon, and Israel 
also bave developed their own group intelligence tests, such as the Canadian 
Cognitive Ability Test, Lebanese General Ability Scale, and Milta Group IQ 
Test, respectively. Countries need 10 be encouraged 10 continue to develop 
their own tests in order 10 serve their own specifie purposes. Given that group 
tests are generally easier to construclo administer, and validate than individu­
ally administered tests, investigators in other countries May wish to concen­
trate their resources on developing group measures and on cross-validating 
group ability tests developed in the United States. However, for psychoedu­
cational (and clinical) activities, individuaIly administered tests are especially 
useful. 

The issue of test bias is an important concem, not only in Canada and 
the United States, but in the other nations surveyed in this issue and likely in 
other nations as weIl. Test bias is of special importance in nations that have 
a multiethnic and multilinguistic society. How to deal with potential test bias, 
as we know from years of litigation and research in the United States, is by 
no means easy. Voices in Israel, as Moshe Zeidner points out, are as vocif­
erous and demanding as voices in the United States. These voices are saying 
that all tests must be abolished because they are culturally unfair to segments 
of the population. Yelo as D.H. Saldofske and H.L. Janzen seem 10 be saying, 
Canada bas more modemte voices. Psychologists and educators in Canada 
recognize that there are difficulties in using tests with diverse ethnie groups, 
but if used wisely, tests do contribute 10 the assessment process. 

Who should assume the primary responsibility for carrying out the 
assessment of special children? This issue is by no means resolved in the five 
nations surveyed. Psychologists as weIl as teachers are responsible for carry-
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ing out psychoeducational assessments in the United States, Canada, and 
Israel; in Lebanon and China teachers appear to assume more of this respon­
sibility because there are few specially tIained personnel to perform the 
psychoeducational assessmenl Will these trends continue in the future? 

J. La Voie' s review of school-based assessment research in the People' s 
Republic of China brings out clearly the issue of values and goals associated 
with assessment activities. In the People's Republic of China the focus is on 
placement, with teachers trying to help special chiIdren work up to the level 
of their classmates. How often do the teachers reach their goals? Do chiIdren 
who are not performing adequately in classrooms in the People's Republic of 
China improve their performance after they have been given special attention 
by their teachers? How do the success rates of the People' s Republic of China 
compare with those in other nations where the focus is on understanding the 
individual child? This is an important issue for future cross-cultural research. 

In a nation like Lebanon, war-ravaged and on the brink of destruction, 
it is a wonder that any research could have occurred. Children and their 
families in such circumstances need to place ail their energies on survival. It 
is a testimony to the human spirit that education, research, and scholarship 
continue under such horrible and inhumane conditions. Given the current 
situation, it is understandable that research productivity is at a standstill. 
Although it is difficult to make predictions about the Middle East, it is 
thought that P.A. Saigh's more favourable prospectus would lead to a rekin­
dIing of scientific inquiry. 

J.A. Cummings and M.C. Laquerre note that in the United States 
resean:h in the area of psychoeducational assessment is progressing on Many 
fronts, including intellectuai functioning, academic functioning, adaptive 
behaviour, and social-emotional functioning. The very need for special 
education is being questioned, but what are the alternatives? Cummings and 
Laquerre wisely point out the need for researchers not associated with test 
publishers to independently study the psychometric properties of newly 
developed assessment instruments. 

These five surveys point out that different nations recognize that 
children who are performing poorly in school need to be identified, evaluated, 
and given special help. The procedures used in each nation differ depending 
upon the political, social, and philosophical views of its people and goveming 
bodies. But in spite of the differences among nations, there are similarities as 
weIl. Psychologists and educators recognize the continuing need to develop 
reliable and valid assessment procedures that take into account the language, 



112 SattIer & Saigh 

thought processes, and culture of children in need of help. This survey attests 
to the vitality of research on how special children are assessed and identified 
in different countries around the world. 
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domaines de la psychologie clinique, de la psychologie scolaire et de la 
psycho-pédagogie. Il a en outre été invité à prononcer ou à diriger plus de 140 
conférences et ateliers. En 1972, l'Université de Kebangsaan (Malaisie) l'a 
invité à titre de conférencier principal dans le cadre de son cycle de conférences 
Fulbright. Il est l'auteur (et l'éditeur) de Assessment of Chi/dren (3e édition). 
Cet article a été écrit pendant le séjour qu'il a fait au University College Cork, 
en Irlande, à titre de professeur invité. 

Philip A. Salgh est professeur et directeur du programme de doctorat en 
psychologie scolaire au Graduate Center de la City University of New York. Il 
a enseigné à l'Université américaine de Beyrouth de 1977 à 1986. Il est 
membre de l'American Psychological Association (division 16, psychologie 
scolaire). Ses recherches portent principalement sur l'évaluation et le traite­
ment des troubles post-traumatiques. Bon nombre de ses publications portent 
sur ces questions et sur le problème de l'évaluation en milieu scolaire. 



Lewis B. Birch 
McGill University 

Commentary on the 
Burt Affair 

In 1965, when Sir Cyril Burt was over 80, a book with the Greek title 
Stephanos was edited by Charlotte Banks and P.L. Broadhurst as a tribute to 
him. There were more than a dozen papers in the book; each was written by 
a distinguished writer, each covered a different aspect of his wide range of 
interests, though not covering them all. The frrst paper in the Festschrift was 
a short biography and appreciations by C.W. Valentine, Burt's oldest friend, 
their friendship dating back to the time they were both students under Külpe 
in Würzburg. He begins by asserting that Burt was one of the half-dozen 
greatest psychologists this century has produced, then he OUtlines the unique 
width and depth of Burt's scholarly activities, his pioneer researches, his 
publications and editorships; he writes too of the eminent people holding 
important academic positions in many parts of the world who had been his 
students. Valentine especially emphasizes Burt's quite exceptional generos­
ity in giving bis time, effort, and expertise in helping students, colleagues, and 
public bodies like the BBC and the British Association for the Advancement 
of Science. 

When Burt died in 1971 the position of eminence established in 
Stephanos was confirmed and enhanced by the tributes in obituary notices 
and in the memorial service at St. Mary's Church, Primrose Hill. Burt had 
been knighted in 1946, and in 1971 he was presented by the American 
Psychological Society with the Thorndike Award; this honour had never 
previously been made to a non-American. However, in spite of these and 
many more honours, Burt, in his later years, received a great deal of hostile 
criticism particularly related to his views on the nature of intelligence, the 
nature-nurture controversy, and educational selection. The criticism followed 
and was related to the general change in thinking about education which 
developed in the years towards the end of the last war. In the post-war 
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reconstruction in England, children al the secondary level were to he catego­
rized into types: academic, technical, or prnctical and to he segregated in three 
kinds of school. The govemment could offer little help in defining or select­
ing children for the three types of school or of the ways which the schools 
would teach, and, what they would teach. Burt, not surprisingly, objected 
strongly on psychological grounds (Burt, 1943), but the system remained 
more or less in place for about 20 years. (The "more or less" refers to the 
failure of the "technical" schools to materialize in quantity.) 

The tripartite system of schooling aroused considernble opposition, 
specially from left wing political bodies and sociologists like B. Simon, J.E. 
Flood, A.H. Halsey, and J.W.B. Douglas. They wished to abandon all kinds 
of educational selection on the grounds that it was a means of perpetuating 
an elitist, class-stratified society; upper-class children heing favoured by the 
selection procedures, especially IQ tests and such like, used to place the 
children in the secondary schools. Brian Simon (1953) even went so far as to 
suggest that children do not have different levels of intellectual ability and 
hence they could virtually all he educated together. Burt, it is weIl known, 
believed that sooner or later selection would have to he employed because 
children differed so widely that they could not he effectively taught together 
at the secondary stage. Arguments about the conflicting views became vio­
lent; they became political and the press was involved. Support for Burt came 
mainly from academics opposed to the government's policy. Their chief 
concem was over maintaining educational standards if selection were not 
practised; the vehicle for expressing their views was a series of pamphlets 
called the Black Pa pers (Cox & Dysn, 1969, 1970). Burt contributed long, 
characteristically scholarly, weIl researched papers in two of them. The Black 
Papers were weIl received by many politicians, and by the more serious 
newspapers and technical journals. Burt was pressed to write more articles on 
the topics of the Black Pa pers; it is said he wrote fourteen articles in 1969 
(Hearnshaw, 1979) in newspapers, weeklies, and technical journals. These 
reflected the tense atmosphere of the time with disputants loosely connected 
with left and right political opinions which were strongly held and exagger­
atedly expressed. A somewhat similar atmosphere developed about the same 
time in America with people like S.J. Gould and LJ. Kamin on one side and 
A. J ansen and R.1. Hernstein on the other. 

In the absence of other stimulants it seems likely that interest in Burt 
would have waned but in 1977 an article appeared in the British Sunday Times 
by that paper's medical correspondent, Oliver Gillie. It started: "The most 
sensational charge of scientific fraud in this century is heing leveled against 
the late Sir Cyril Burt, father of British educational psychology. Leading 
scientists are convinced that Burt published faIse data and invented crucial 
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facts to support his controversial theory that intelligence is largely inherited." 
The main specific charges were that Burt had guessed parental IQs, that he 
had invented data to support his own genetic theories, that his quoted corre­
lations between sets of twins were bogus, and that two of his named collabo­
rators had probably never existed. The Sunday Times article was followed by 
another, in The Times; shortly, the truth of the statements was supported by 
a number of psychologists and was vehemently denounced by many more. 
Neither side could establish the truth of Gillie's charges, or of the others 
which cropped up in the spate of letters to the press and in discussions. It was 
therefore suggested that until L.S. Hearnshaw, who had been invited to write 
a biography of Burt, had completed his task, no judgement should be made. 

Hearnshaw's biography came out in 1979. In it he found that, in the 
main charges and in sorne other respects which he had found himself, Burt 
was guilty. Such was Burt's stature that news of the findings was widely 
publicized throughout Britain and many other parts of the world including the 
United States and Canada. Hearnshaw had written so weIl, his research of the 
literature was so extensive, and his arguments so convincing that reviewers 
of the book aImost without exception accepted his judgement Eventually, J. 
Tizard and A. and A.D.B. Oarlce, who had from the beginning supported the 
view of Oliver Gillie, were joined by other psychologists like P.E. Vernon, 
S. Chown, and H.J. Eysenck; further, the Council orthe British Psychologi­
cal Society accepted Hearnshaw's verdict Hence in ten years Burt's reputa­
tion had fallen from the peak of eminence to the gutter. 

After the publication of the biography the denigrating writings and 
broadcasts subsided but there were sequels. References to Burt were gener­
ally omitted from text books of educational psychology, sorne referred to him 
but commented on his disgrace; in reporting on such topics as twin studies 
they would append "after deleting the fraudulent data of Burt" or sorne such 
phrase. A few people who had been speciallyantagonistic towards Burt had 
taped cassettes of a CBS program in the series "60 Minutes" featuring Liam 
Hudson demeaning Burt. In England tapes of a particularly scurrilous BBC 
production still seem to exist. 

From time to time 1 received news in Canada from English psycholo­
gists and educators that enquiries had been made which seemed to show that 
Burt had been seriously misrepresented. Because 1 could not trace relevant 
work in Canada, Professor Hazel Francis, editor of the British Journal of 
Educational Psychology was approached. She was good enough to send to me 
a copy of an uncorrected proof of a paper by Ronald Fletcher called the 
"Doubtful Case of Cyril Burt", published in 1987 in Social Policy and 
Administration (Vol. 21), a British journal not usually read by most educa-
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tional psychologists. The editor of the Journal prefaced the paper by his own 
comments that it was concerned with " .. .investigating the truth of one of the 
most dramatic controversies in the social sciences in British universities in 
recent years." He continues: "Here Fletcher raises serious doubts about the 
validity of the attack on Burt and questions the quality of the evidence 
produced by his denigrators." 

It would seem that from the start Fletcher had been uneasy about the 
testimony of the detractors ...... [T)he accusers seemed ... to he waging a war 
rather than pursuing an argument; but it was the BBC's television dramati­
zation in 1984 which fmally persuaded me that something was seriously at 
fault" In particular he felt that the attack on Burt was an organized campaign 
by a small cohesive group determined to destroy Burt as a scientist and to 
smear him as a person. He noticed that in the film people who knew Burt well 
were not called upon to offset the evidence of people like Tizard, the Clarkes, 
and LJ. Kamin. Even A.R. Jensen and R.B. Catten, old friends of Burt, who 
appeared in the film in short clips, seemed to he supporting the notion that 
Burt was a psychopathic fraod. So, Fletcher wrote to them both and both 
replied protesting that they had been grossly misrepresented by the BBC 
reporters who went to Berkeley and to Hawaii to interview them, and by the 
editors of the film. Both psychologists had been assured that the program was 
to he a balanced, non-judgemental documentary. Both were very angry at the 
result and Cattell, who only had second-hand reports of the broadcast, 
complained that he had failed to get a copy of the cassette even after writing 
twice to the BBC The comments of Catten and Jensen provoked Fletcher to 
investigate forther the allegations made against Burt and the people who 
made them and who reported them. 

First Fletcher gave brief but effective outline of Burt's main contribu­
tions in the area of the controversy, particularly stressing his major purposes, 
his methods of work, the sophisticated mathematical tools he devised to 
identify individual differences through which he could provide appropriate 
opportunities for all children. One of Burt's main conclusions was that 
inequality of incomes seemed to he largely, though not entirely, an indirect 
effect of the wide inequality in innate intelligence. This hypothesis was 
reached as long ago as the last war; by the end of his life it was opposed by 
many, and particularly violently by many of the people who were his main 
accusers. In pursuing his investigation of these accusers Fletcher uses a 
Socratic method, posing searching, clearly annunciated questions like 
.. Why .... did Hearnshaw pay such little attention to the evidence and represen­
tations of Burt's supporters?" He then follows by comments and presentation 
for evidence of any conclusions. With the case of the Clarkes and the two 
"articles" of theirs which Burt was said to have written with serious adverse 
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criticisms of Eysenck, Fletcher comments: "Astonishingly, no such articles 
existed!" They were, in fact, not articles but thesis abstracts which, under the 
written instructions of the editor, were submitted through the department 
where the thesis was presented. Further, they do not contain a criticism of 
Eysenck. 

ln total, there seems little doubt that Fletcher bas shown that certain 
psychologists and the media must explain why it appears they used very 
disreputable methods in blackening Burt's repute; why they made serious 
charges without checking the authenticity of the evidence. He showed that 
sorne of the charges were untrue, others not proven. He pointed to the need 
for further detailed enquiry and study of the allegations made against B urt. In 
two years this need was largely satisfied. 

ln 1989, Robert B. Joynson, a reputable historian from Nottingham 
University who also bas qualifications in psychology, published a book, The 
Burt Affair. The author explains that he had not known Burt and was not 
interested in the psychology of individual differences or educational prob­
lems; he came to read Hearnshaw's biography because he was enquiring into 
the origins of intelligence testing. He found that Hearnshaw held that one of 
Burt's early deceptions concerned the history of the relationship of his own 
work to that of Charles Spearman. Joynson meticulously checked the early 
publications germane to the c1aims of Burt and found that in aIl four of the 
items he examined Burt's accounts were correct. He writes: "When 1 became 
convinced that Burt had not been guilty of any deliberate historical falsifica­
tion, it was unthinkable that 1 should not go on to examine the further 
aIlegations against Him" (p. viii). Even at this stage he was of the opinion that 
"a grave injustice bas been done." 

Joynson decided to look further for signs of Burt's alleged distortions 
by reading his Young Delinquent (1925) for the Clarkes and Kamin had 
claimed that Burt had always been a devious, dishonest scientist. Nothing 
dishonest or devious could be found; it was perhaps old-fashioned, but in the 
light of the expected readers and the facilities available in 1925 it was 
altogether admirable. Next he looked at Hearnshaw's assertion that Burt had 
distorted the history of the development of factor analysis and the identifica­
tion of general intelligence. It was investigated in minute detail and Joynson 
concluded that Hearnshaw's "historical accusations were poorly established" 
and his account of what had happened was in error "not occasionaIly and 
incidentally but repeatedly and crucially;" in fact, "Hearnshaw has misunder­
stood Burt's account." 

Burt was quite viciously attacked over his twin studies in which he 
compared, among other things, the IQ of twins brought up with their own 
parents and others reared apart. Kamin and others noted that a number of 
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anomalous values appeared in the tables of correlation coefficients published 
in many different articles. The numher of monozygotic twins reared apart, for 
example, increased from 15 to 53 but the coefficient remained the same. 
Joynson tediously examined all the relationships tracing the correlations in 
dozens of tables by methods too complex to descrihe here. In the end he 
concludes: ''The invariant correlations do not provide evidence of deliherate 
manipulation of data on Burt's part. Il seems quite likely that the strange 
values are often copying errors and the enquiry provides fresh grounds for 
supposing that Burt's most important data are genuine. It should he recalled 
too that Burt was over eighty years old when he wrote the main papers on 
twins in 1966. 

One of the alleged frauds which was much referred to by the general 
public after reading the Gillie article, since it added a litûe spice to a rather 
mundane story, concerned the case of the two missing assistants. Burt refers 
to these two ladies who helped him for many years, but now they cannot he 
found or identified. The Clarkes hold that the women never existed; that both 
they and the twins data were fabricated by Burt. Joynson points out that they 
would have been quite old and probably died before Gillie hegan looking for 
them in 1976. In any case they were not of any great moment, except as 
making a good story for a reporter. 

There are two chapters of Joynson's book which look at another kind 
of attack on Burt. Heamshaw and others had hypothesized that Burt's faU 
from grace was due to a ''psychological disturbance," a marginal ''paranoia.'' 
He then goes to great lengths to try to show how the condition developed. 
Joynson argues that the explanation is "litûe more than an invention and 
selection of causes and consequences which, if true, would he highl Y conven­
ient for psychology." But, many people who knew him weU did not notice any 
disturbance; minor eccentricities perhaps, but no more. Similarly, Heamshaw 
built up a picture of Burt's dual character, on the one hand cantankerous, 
helligerent, devious, unscrupulous; on the other courteous, helpful, consider­
ate, honest Joynson thinks that Heamshaw used selective reporting to build 
the image of Burt' s character. This could he done by asking the opinion of his 
friends on the one hand and his detractors on the other - but would the picture 
mosûy reflect the respondents or Burt? 

One important aspect of the Burt affair which Joynson discusses is the 
reaction of the psychological world to it. He wonders why the accusations 
were received so easily by the President and Council of the British Psycho­
logical Society and, reluctanûy, by such admirers of Burt as Vernon and 
Jensen. This makes fascinating but not whoUy convincing reading. It does not 
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deal adequately with the other side of the matter. The rehabilitation of Burt 
inevitably involves the laying of blame for various kinds of misdeeds on the 
part of the attackers and those who did not fmd the time, inclinations, or 
competence to undertake serious study of the evidence of Burt's alleged 
frauds. 1 wonder, had 1 still been a member of the Council of the British 
Psychological Society, whether 1 should have gone along with the President 
and accepted the verdict of the biography or whether 1 should have had the 
fortitude to do the kind of thing which Fletcher and Joynson did. 

The Burt affair evokes theses which are highly selective in the material 
that is chosen to establish the point of view of the writer. This is probably the 
crux of the whole Burt affair. AIl who write about Burt's integrity must 
display some degree of bias, therefore it is only fair that 1 should declare my 
own position. 

1 became one of Valentine' s students just after the last war; 1 became 
his assistanteditor in 1952 and ultimately for six years, ti111967, 1 was editor 
of the British Journal of Educational Psychology. Through Valentine 1 met 
Burt quite frequently, visiting him quite often, including the time when he 
was in hospital with a broken leg. 1 admired him enormously and was very 
grateful to him for his ever available help in running the Journal. He gave me 
quite a few books, always graciously inscribed. My last gift has two inscrip­
tions; one says 

.. A true friend may he reckoned the masterpiece of nature." 
Of Friendship, R.W. Emerson 

Robert B. Joynson. 
THE BURT AFFAIR. 
London & New York: Routledge, 1989. 
pp. xüi + 347. E25. 
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Jean-Marc Chevrier 
Institut de Recherches psychologiques. Inc. (Montréal) 

Chronique de test 
, 
Epreuve individuelle d'habileté mentale 

Depuis quelques années déjà, les corporations de psychologues, de 
conseillers et conseillères d'orientation comme les spécialistes eux-mêmes 
demandaient la révision des échelles d'intelligence existantes. Nous avons 
alors décidé d'entreprendre une recherche scientifique qui puisse nous con­
duire à la création d'un nouveau test individuel d'intelligence. Il était impor­
tant de conserver dans notre démarche une continuité; aussi notre Épreuve 
a-t-elle été normalisée dans le milieu francophone québécois. Elle se situe 
dans la lignée des échelles établies par de nombreux chercheurs francophones 
et anglophones. La structure et l'organisation des divers sous-tests ressem­
blent à la série des épreuves de Wechsler, de l'Épreuve individuelle d'intel­
ligence générale de l'Institut de Psychologie de l'Université de Montréal et 
de l'Échelle d'intelligence Ottawa-Wechsler. 

L'échantillon, structuré dans les diverses régions administratives, tient 
compte de la population scolaire totale des élèves de la quatrième année à 
l'université, du relevé de la population active et de la population inactive, des 
données obtenues de plusieurs ministères, dont le Ministère de l'Éducation du 
Québec, le Ministère de l'Enseignement supérieur, de la Science et de la 
Technologie, du Bureau de la statistique du Québec ainsi que du recensement 
de Statistique Canada. 

Cette entreprise d'envergure de testing individuel, sur des sujets des 
deux sexes âgés de 10 à 24 ans, couvre une période de quatre ans à compter 
de la conception et de la planification de l'Epreuve. Nous avons effectué le 
travail, avec le concours de 150 personnes-ressources, coordonnateurs/trices 
et examinateurs/trices, dans 42 organismes et commissions scolaires et 92 
écoles, sur un échantillon global de 1014 sujets répartis comme suit: 14 en 
pré-expérimentation; 200 pour l'analyse et le choix des items; 600 sujets de 
10 à 15 ans et 200 sujets de 16 à 24 ans pour la normalisation. En outre, 38 
élèves ont participé à une séance individuelle de retest 
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Choix et tllUllyse des Items 

Nous avons regroupé un choix d'items dans un ensemble de onze sous­
tests qui mesurent une habileté cognitive répartie parmi les différents sectelD'S 
suivants: Connaissances, Jugement, Mémoire des chiffres, Arithmétique, 
Similitudes, Vocabulaire, Histoires en images, Images à compléter (ou Lacu­
nes), Dessins avec blocs (ou cubes), Substitution, Assemblage d'objets. 

Les critères utilisés sont en relation directe avec chacun des sous-tests. 
Ces items devaient donc coostituer une mesure acceptable des habiletés 
mentales, verbales, noo verbales et globales, et être assez souples pour subir 
certaines corrections qui leur assureraient fiabilité et validité. Ils devaient, 
hors de tout doute raisonnable, être libres de tout préjugé, de discrimination 
sexiste ou raciale, et pouvoir être facilement soumis à divers groupes d'âge, 
dans un environnement diversifté. Tous les items ont été revus en comité et 
inclus dans la version expérimentale, dite de l'analyse des items. 

Après l'étape de la pré-expérimentation, nous avons entrepris cette 
analyse, une opération qui ne tenait aucun compte de l'évaluation de la 
personnalité de l'individu, mais qui avait pour but d'établir le niveau de 
difficulté de chacune des questions et de vérifier l'homogénéité des items. 

Comme méthode d'échantillonnage, nous avons utilisé la méthode 
randomisée contrôlée. Nous avons retenu trois critères: l'âge chronologique, 
le sexe et la scolarité, pour la préparation de l'échantillon. Ce dernier com­
prenait, pour l'analyse des items, 200 sujets, 100 de chacun des deux sexes, 
dont les âges s'échelonnaient de 10 à 20 ans et plus; nous retrouvions ainsi 
les groupes 10 ans, 11 ans, 12 ans, 13 ans, 14 ans, 15 ans, 16-17 ans, 18-19 
ans, 20 ans et plus. 

Pour le critère scolarité, nous avons classé les sujets en trois groupes: 
a+: les sujets talentueux; b=: les sujets "ordinaires"; c-: les sujets médiocres. 
Cette façon de procéder valait pour tous les candidats. 

Les sujets étaient francophooes et baignaient dans notre milieu culturel 
depuis au moins 5 ans. 

PopùllJtloll étudiée lors de III lIormaUsadoll 

Nous avons rassemblé les régions administratives inscrites au Réper­
toire des municipalités en cinq (5) regroupements de régions et avons admin­
istré l'Épreuve à 600 sujets de 10 à IS ans. Le Tableau VIII illustre l'échan-
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tillon de ces sujets dans chaque regroupement de régions du Québec. Il s'agit 
là d'un travail d'envergure qui a requis une coordination minutieuse et des 
contacts permanents avec les responsables partout dans la province. . . 

Tableau VIII 

Population tk l'échantillon selon les objectifs visé et réalisé dans les re­
groupements de régions, pour les sujets des deux sexes, tk 10 à 15 ans 

Rep'oupemmtl de natou ObjectltvW Objectif riaUI6 
N ~llTODdi N ~ arrondi 

1 CO\eoNord. NollYeau-Qu4bec. Bu· 
SaiDt-LaureaI, S"-7 - ""'-SaiDt-1_ 60 10 60 10 

DQu4bec 96 16 96 16 
m MOlllr6al 342 57 329 ,..,8 
IV Tnlia-illvikel, Ballie 66 11 84 1" 
V Ouuouala, Abltlbl-T6mlac1llÙll11l8 36 6 31 '.2 

TOTAL 600 100 600 100.00 

Pour le choix des sujets de 16 à 24 ans, nous avons utilisé une 
recherche systématique effectuée par Statistique Canada selon nos instruc­
tions et fmancée par l'Institut, en plus de nous servir de la Classification 
canadienne descriptive des professions (CCDP). Ainsi, notre population est 
très représentative de toute la population francophone du Québec et tient 
compte de la population aux études, au travail et inactive. 

Étutks statistiques 

Après avoir transformé les cotes brutes en cotes pondérées (étape 
importante et essentielle qui permet de comparer les résultats obtenus à 
différents sous-tests de nature dissemblable et souvent de longueur différente) 
et ce, pour l'échantillon des 600 sujets de 10 à 15 ans et celui des 200 sujets 
de 16 à 24 ans, nous avons calculé les moyennes, les écarts-types et les 
coefficients de variation. 

Nous avons procédé de la même manière pour les quotients intellec­
tuels, ce qui nous a donné, pour tous les âges, un QI moyen de 100 et un écart­
type de 15. 
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Propriltls de l'Épreuve 

1. Fidélité 

Lorsque nous parlons de la fidélité ou de la constance interne d'un test, 
nous nous demandons si un sujet peut obtenir le même rendement au même 
test à des intervalles différents, soit 2 mois, 6 mois, un an. . . Si tel est le cas, 
on dira que le test donne des résultats auxquels un examinateur peut se fier 
comme étant valables, que les facteurs environnementaux ou personnels ont 
été vérifiés et que le sujet a donné sa pleine mesure. Cette caractéristique est 
importante; en effet, si un test n'est pas consistant, on ne peut le considérer 
comme valide. 

a) La méthode du test-retest 

Pour évaluer cette qualité d'un test, nous pouvons donc redonner le test 
à certains intervalles ou utiliser des méthodes statistiques. La première, dite 
de retest, peut être utilisée surtout pour mesurer les tests de vitesse, comme 
Mémoire des chiffres, Arithmétique, Substitution, Histoires en images, Dessins 
avec blocs, Assemblage. Nous avons fait le test-retest pour 38 sujets et la 
corrélation obtenue est élevée, indiquant ainsi un haut degré de fidélité (r = 
0,855). 

Nous avons comparé nos résultats à ceux de l'Épreuve individuelle 
d'intelligence générale de l'Institut de Psychologie de l'Université de Mon­
tréal et ils figurent dans le même ordre de grandeur. 

b) La méthode de bissection 

Cette dernière nous a donné les résultats illustrés au Tableaux XXXI. 

Tableau XXXI 

Compamison, selon la méthode de bissection, entre les co"élatlons obtenues 
à l'épreuve individuelle d'intelUgence générale (Barbeau-Pinard) et 
l'épreuve individuelle d'babUeté mentale (Chevrier) 

tPREUVE N AGE r-

Barbeau et Pinard 3S 12-18 IDS 0,933 
±O,o14 

Chevrier 600 l().lS IIJII 0,946 
±0,(X)4 



Chronique de test 125 

c) La formule de Kuder-Richardson 20 

Le Tableau XXXIII montre le haut degré de fidélité obtenu par cette 
formule. 

Tableau XXXllI 

Corrélations indiquant un haut degré de fulélité trouvées à l'aide de la 
formule KR·20 

N Âae SOUS-TESTS r EP 

600 10-15 Connaissances 0.885 ±0,006 

Jugement 0,985 ±O,oo1 

Similitudes 0,993 ±O.ooo 

Vocabulaire 0,987 ±O,oo1 

Images à compléter 0,769 ±O,oll 

2. Validité 

Garrett suggère d'utiliser certaines méthodes indirectes en vue de 
déterminer la validité d'un test. L'une de ces méthodes consiste à calculer la 
corrélation de chacun des sous-tests avec l'ensemble du test Nous avons 
établi ces corrélations et cette méthode a confmné la validité de l'Épreuve, 
car les résultats obtenus sont suffisamment élevés et constants. 

Par ailleurs, les niveaux intellectuels augmentent selon l'importance 
de la profession. Nous sommes donc à même de vérifier l'observation de 
Anne Roe et W.V.D. Bingham. 

3. Quotients intellectuels et cotes Z 

À l'aide de tableaux différents de cotes pondérées pour les deux 
groupes d'âges (de 10 à 15 ans et de 16 à 24 ans), nous avons créé les tableaux 
de quotients intellectuels. 

En outre, afin de faciliter l'interprétation du rendement individuel de 
chaque sujet, nous avons conçu un profil et un psychogramme différent pour 
chaque groupe d'âges. Ce profil et psychogramme se complète avec les cotes 
Z pour chacun des sous-tests, ainsi que pour les échelles verbale, non verbale 
et globale et ce, pour chacun des groupes d'âges différents. 
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Enfm, nous avons dessiné une courbe des probabilités qui met en 
parallèle, avec le QI de l'Épreuve, d'autres échelles telles que le centile, le 
stanine, le sten, les cotes Z, T et z, l'écart-type (ou sigma). 

Conclusion 

Nous offrons cette Épreuve scientifique à ceux et celles qui oeuvrent 
dans les milieux scolaires, gouvernementaux, judiciaires, industriels, hospi­
taliers, universitaires, dans le monde du ttavail et dans les cabinets de psy­
chologues et de conseillers/ères d'orientaiton. 

Nous espérons qu'elle leur sem utile et qu'elle servira, en dernière 
analyse, à tous ceux et celles qui auront à la subir. 

Enfm, nous n'oublions pas que tout ttavail est perfectible: nous 
comptons ~outer de nouvelles normes et pousser plus loin notre recherche en 
oeuvrant dans l'analyse des résultats pour créer des profils dans les domaines 
de la santé et du ttavail. 
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Carol Schneider Lidz, Editor. 
DYNAMIC ASSESSMENT: 
AN INTERACTIONAL APPROACH TO 
EVALUATING LEARNING POTENTIAL. 
New York: GUford Press, 1987. 
511 pp. $53.50. 

Approaches to the assessment of aptitude and learning potential have 
traditionally been based on the assomption that an individual's intelligence 
and learning capability were inbom and fixed. Historically, intelligence tests 
were erroneously thought to contain items that were culture-free and, thus, it 
was believed that they provided valid scores across cultures and population 
groups. Psychologists in the last two decades have examined the structure of 
intelligence tests and have concluded that Most standardized psychometric 
instruments empbasize achievement factors, or "what one bas learned." 
Furthermore, the tests tend to measure crystallized, rather than fluid, ability. 
In response to criticisms of this traditional testing paradigm psychologists and 
educators have moved to a new model, that of dynamic testing. 

Dynamie Assessment bas been available in Canada for only the last 
year. It contains articles by the Most influential writers in the field, providing 
a comprehensive examination of the history, Methodologies, and contribu­
tions of this new testing paradigm. The fmt article offers a historical over­
view of the early developments in the area, leading to Feuerstein's seminal 
work in the late 1970s. The socio-psychological roots of qualitative assess­
ment are examined and Vygotsky's concept of the "zone of proximal devel­
opment" is outlined. Contemporary applications of Vygotsky's theory are 
then analyzed in recent empirical studies. The focus of these three studies is 
Feuerstein's Learning Potential Assessment Deviee (LPAD). 
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Of particular interest is the article by Campione and Brown which 
links dynamic assessment with school achievement The practical examples 
offered by the authors explain and clarify their work started over 10 years 
ago. Two articles by Budoff, one of the early pioneers of the tesl-lrain-tesl 
method are noteworthy in their overview of learning potential. They provide 
the link between early approaches to dynamic testing and the more contem-

- porary Feuerstein approach. 

The LPAD receives the MOSt concentrated examination available in 
the current literature. Several articles delineate the potential use of Feuer­
stein's insttuments in different situations: groups, primary-age children, and 
intellectually handicapped children. The article by Jensen and Feuerstein 
further illuminates the philosophy and strucl1D"e of dynamic testing methods. 
Il also explores differential applications of the LPAD. 

The issue that bas received the MOst criticism from ttaditional assess­
ment devotees is the problem of transfer or generalizability (i.e., Does the 
Mediation process described in the dynamic assessment procedure carry over 
to real-life situations and thus, give this "process" predictive valldity?). The 
Campione and Brown and the Embertson and Budoff articles review this 
thomy issue. The conclusion of these authors is that the extent to which 
transfer occurs is to some extenl determined by intellectual factors rather than 
the quality of the Mediation process. This contentious issue will need future 
consideration in the literature as this book does not provide a defInitive 
solution. 

Dynamic testing models enable psychologists and educators to dis­
coyer intervention sttategies designed to improve learning and performance. 
The authors of the concluding chapter assess the state of affairs for interven­
tion and suggest thal future research will minimize any wealrness inherent in 
this new Madel. Dynamic assessment seeks not a product but rather acces­
sible characteristics for meaningful change. In other words, this approach 
emphasizes the process of testing. This shift in paradigm is becoming the 
state-of-the-art thinking in psychometry as we MOye toward the next century. 

This book fdls a void in the contemporary assessment literature. Il is 
appropriate for psychologists, educators, and researchers. In one volume il 
examines the area of dynamic testing with primary source material. As testing 
models shift their focus from quantitative to qualitative aspects of measure­
ment, researchers will need to explore the contents of this book as it is bound 
to be a milestone in the dynamic assessment literature. 

John Lewis 
McGill University 
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John Salvia & Charles Hughes. 
CURRICULUM·BASED ASSESSMENT: 
TESTING WHAT IS TAUGHT. 
New York: MacMillan Publishing Company, 1990. 
338 pp. 
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Traditionally, teachers have not been particuJarly éoncemed with the 
construction of their classroom tests. With an increasing empbasis on the 
accurate assessment of leaming, though, teachers are developing the awarc­
ness that their tests May not be measuring what bas been 18ugbt. They now 
know that an optimal match between what bas been taught and what is being 
tested is necessary 10 ensure that course objectives are satisfled. Additionally, 
teachers now recognize that different test-item types (e.g., matching, truc­
false, essay) measure different levels of leaming in tenns of Bloom's taxon­
omy. 

This cognizance bas important implications for books in the area of 
criterion-referenced assessmenL The contemporary trend is 10 focus specifl­
cally on the technical construction of test items with litde or no attention paid 
10 their relevance 10 the classroom curriculum. In addition 10 this, texts in the 
area of evaluation in teaching tend 10 lump criterion-referenced and nonn­
referenced testing into the same volume. Although combining the two con­
cepts allows teachers a more extensive picture of educational assessment, the 
technicaljargon used in norm-referenced assessment May frigbten them away 
from any fonn of testing. Another disadvantage of the combination is that 
teachers very seldom use standardized assessment 10 fulm curricular objec­
tives, making its inclusion unnecessary. 

Salvia and Hughes have attempted 10 meet corrent educational needs 
by making a solid effort 10 integrate the essential concepts and procedures of 
curriculum-based assessment into one volume. What makes this text stand 
out in a comparative sense is that they have done it by focusing solely on 
criterion-referenced testing without using technical jargon or a great deal of 
statistical facts. Bach chapter of this "user friendly" text contains an advance 
organizer 10 assist the reader in focusing on particularly important concepts. 
So as not 10 encumber the introductory reader, but yet enable those interested 
10 obtain additional infonnation, all technical supplementary information is 
dealt with through the use of footnotes. Keeping these facts in mind it is easy 
10 see how this book is designed specif1Cally for teachers and education 
students. 

The primary focus of this book is the measurement of classroom 
learning. In chapter one the importance of assessment in education is dis­
cussed, then the advantages and disadvantages of published achievement tests 
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and teacher-made tests are outlined. The last segment of this chapter contains 
an 8-step model for curriculum-based assessment Subsequendy, each of 
these points is expanded upon in the next four chapters. An explanation of 
how this model can he applied to each of the major areas of classroom 
instruction is then presented in the six succeeding chapters: reading, mathe­
matics, written language, adaptive and social hehaviour, leaming strategies, 
and preschool education. Practical examples are fumished at the conclusion 
of each of these six chapters. In these examples Salvia and Hughes have 
attempted to include the various types of assessment decisions made in 
schools, the diverse ages of students assessed, the different levels of severity 
of a student' s problem, and many educational settings. Finally, chapter twelve 
offers suggestions to the teacher for developing a more effective and efficient 
classroom. 

From the perspective of someone who was previously a classroom 
teacher this book bas long been awaited. The presentation of classroom 
assessment without technical jargon and elaborated statistics is a major feat. 
Salvia and Hughes are to he commended for their practical and thoughtful 
approach to curriculum-based assessment This book will he a welcome 
addition to any classroom teacher' s library. 

Joseph M. Williams. 

Scarlett Alex 
McGiIl University 

STYLE: TEN LESSONS IN CLARITY AND GRACE. 
Third Edition. 
GIenview, IL: Scott, Foresman and Co. 
241 pp. 

This 241-page book teaches how to write well in English. And it does 
this superbly. There are few people who would not he able, upon reading this 
book, to leam sorne additional skills for use in their preferred literary genre. 
The book purports to teach how to write clearly, cOhesively, concisely, even 
elegandy and has the double merit of succeeding in this, on the one hand, and 
exhibiting these virtues itself, on the other. Aside from its purely pedagogic 
elements, the book is fun to read. It is splashed with colourful, historical, 
entertaining, and often amusing examples of good writing. And the quota­
tions from renown writers are generally instructive, relevant, even memo­
rable. 
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The lessons of this book are weil designed. The author inlroduces a 
topic, concisely delineates its features, states sources of dimculty, gives 
poorly written examples (then rewritten examples) bearing on the topic being 
explicated, makes summary statements of principle, and then presents exer­
cises. As an example of how he proceeds, let us take Lesson Five, "The 
Grammar of Concision." Following a statement of the problem of wordiness, 
the author delves into its sources: redundant pairs, redondant modifiers, 
redundant categories, meaningless modifiers, pompous diction, belabouring 
the obvious, excessive detail, a phrase for a word. In treating these topics, he 
liberally admixes examples and exercises. 

This section is followed by another entitled, "Talking to the Reader: 
Metadiscourse." Following a brief treatment of the nature of metadiscourse, 
that is, text which orients and contextualizes the ideas that the writer is 
communicating, the author presents types and examples along with advice on 
judicious use of this kind of discourse. The types focused upon are (1) hedges 
and emphatics, (2) sequencers and topicalizers, and (3) attributors and narra­
tors. As in his other statements of principle, there is a lack of dogmatism in 
regard to how much and what kind of metadiscourse is appropriate. 

The last section on concision treats the problem of the excessive use 
of indirect negatives. An example of indirect negatives that bloat as well as 
obscure text is the following (which 1 take from his summary on cutting fat). 
"There is no reason not to believe that engineering malfonctions in nuclear 
energy systems cannot always be anticipated." If we rephrase this: ''One can 
assume that malfunctions in nuclear energy systems will take us by surprise," 
we benefit from increase in clarity as weil as concision. Combining these 
negative constructions with excessively abstract, passive, complex terms 
produces the turgid, opaque text that fills academic journals. Even a cursory 
reading of this section cannot help but have a salubrious effect on offenders. 
(Or if you prefer. • • will certainly benefit offending readers.) 

The lessons of this book ron a gamut of useful topics which il will be 
useful for sorne to know in advance. They are the following, each of which 
the author treats in tom in separate lessons: clarity, cohesion, emphasis, 
concision, control of sprawl, management of long sentences, elegance, style 
and usage, and style and ponctuation. Though each lesson can be read with 
profit without necessarily having read those that precede il. the author's 
specialized use of terms makes it desirable to learn such terms as they are 
introduced. 

1 would except from this counsel the preface, which, anomalously, bas 
the most obscurantist prose 1 have read in a long lime. Somewhere in the 
middle of the preface (1 cannot tell you exactly where as the author, for sorne 
reason, has chosen not to number its pages) it is written 
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1 know that many undergraduates have a problem pre­
cisely opposite to that which most of this book addresses - a 
style characterized by one fifteen-word sentence after another. 
But that's not a problem that endures very long. 1 have worked 
with many adult writers in government, in the professions, in 
business; 1 have met not one whose major writing problem was 
a style that was immature. 1 am encouraged in this observation 
by every other adult writing program 1 have ever seen: Not one 
of them takes up the matter of writing longer rather than short.er 
sentences. 

The context doesn't help in interpreting this passage. 1 and others 1 
have given it to read find it confusing. If one reads it several limes carefully, 
one may actually become more confused. What, indeed, is the problem in 
question? Is it a style opposite to one fifteen-word sentence after another? Is 
the style charact.erized by the long sentences the one that the book addresses, 
or is it the opposite one? Perhaps il is the one the students have? Is it the long 
sentences that are opposite to what the book addresses? Do Many students 
write sentences that are too long? If they do, do many others write sentences 
that are too short? Is this the problem that doesn't endure very long? The 
author tells us that he bas worked with writ.ers in the professions, business, 
and government and not one bas had an immature style. But is an immature 
style one that is excessively long, or one that is excessively terse and spare, 
or both, or something else? The paragraphs that follow did not help us. 

Let me continue with sorne minor but not insignificant quibbles. 
Excellent as the lessons themselves are, they are not demonstrably flawless. 
Indeed, they would have been less enjoyable in the reading were that not the 
case (that is,pace Williams, not Dot flawless). First, there was the customary 
incantations about the use of Latinate abstraction, yet the author lauds the 
Gettysburg Address as the greatest speech in American history (p. 58) even 
though it is also recognizably the most Latinate English-language speech any 
of us ever had to memorize as school children. The implicit inconsistency in 
the above advice is also apparent in the abandon with which the author 
indulges in Latinate language. On page 14, every verb list.ed (in a discourse 
on nominalization) is of Latin origin: discover, move, resisl, react, impede, 
fail, and refuse. Words have certain qualities that are more important than 
their etymology. Who would wish to change Macbeth' s". . . multitudinous 
seas incarnadine" into" ... many seas red"? There are qualities of meler 
and rhythm and overtone that override other considerations. 

Similarly with the size (read number of syllables) of words. Compre­
hensibility is more important than size, as anyone who has perused a Scrabble 
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dictionary will quicldy reaIize. The polysyllabic is not necessarily a correlate 
of the esoteric or even the pretentious. In any event, that the author considers 
"deem" and "apprise" to he "big words" (p. 86) and "think" and "inform" 
their respective simpler near-synonyms is an opinion like so Many others that 
needs to he substantiated. 

Lest 1 seem to he unduly undermining the credibility of a truly good 
book (that is now in its third edition), 1 will restrict my criticisms to one final 
and minor observation. The author rightly emphasizes the need to use verbs 
to express action rather than to express static conditions (unless of course one 
is speaking of static or immutable things). He calls changing verbs into 
subjects nominalizing; the results are nominalizations. Examples are regulate 
and regulation, establish and establishment, express and expression. But we 
cannot assume that if a noun and a verb are cognates, the noUD is a nominali­
zation of the verb. On the contrary, it May he that the verb is a verbalization 
of the noun. For example, formula is not a nominalization of "to formulate"; 
table is not a nominalization of "to tabuIate" or to "tabularize" or even "to 
table"; context is not a nominalization of "to contextualize," and so forth. 

1 will close this exercise by noting that there are a numher of qualities 
of good writing that are more important than either clarity or grace; one of 
them is accuracy. 1 May not need to say that even if one writes with the sparlde 
and pungency and elegance of Hemingway, it is of less importance than 
making the fme distinctions and nuances characteristic of scholarly writing. 
The cost of doing the latter is to make our prose heavier, more tedious, and 
less pleasurable than would otherwise he the case. Style: Ten Lessons in 
Clarity and Grace will help you minimize those costs. 

Cynthia Solomon. 
COMPUTER ENVIRONMENTS FOR CHILDREN. 
Cambridge: MIT Press (1988). 
192 pp. $9.95. 

Florent Dumont 
McGill University. 

Over the last decade, the area of educational computer applications has 
been rapidly evolving. While only a few years ago it was difficult to fmd any 
books pertaining to the topie of educational computing, today we find a 
number of top researchers in this ever growing field who have authored books 
ranging from practical applications of the technology in the classroom to 
more theoretical, research-oriented manuscripts. 
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Computer Environments for Children by Cynthia Solomon (1988) 
offers a unique view of computers in education. From an historical perspec­
tive, Solomon presents an excellent overview of sorne of the pioneering work 
in educational computer research and applications. Solomon devotes a chap­
ter to each of four prominent researchers in the field. The fmt of these is 
Patrick Suppes who was involved in the development of drill and practice 
programs in the 1960s. She then discusses the Plato system and the paradigm 
teaching strategy of Robert B. Davis. The next two chapters deal with 
programming. Solomon fast discusses the work of Tom Dwyer and his use 
of BASIC programming to give students mastery overthe computer. Last, but 
certainly not least, she devotes a chapter to a discussion of Seymour Papert's 
work on LOOO. 

While the book does present this historical overview, that is not its 
primary focus. Rather, it serves as a framework for the discussion of these 
four researchers' theories of learning, in particular, their philosophy of ele­
mentary mathematics education and their vision of computers in education. 
If her idea is not original, her format is, and she presents sorne good critiques 
of their work. 

Solomon's LOOO background is quite apparent, and while she does 
make sorne very good points about what she calls the "innovative research of 
the 60s and 70s," her criticisms are more valid for today's use of educational 
computing than at the time at which those research projects were carried out 
She also fails to discuss the contribution of this research to current develop­
ments in software. 

One criticism of the book is that it is somewhat biased towards LOOO. 
This is understandable since Solomon's own research was on LOOO and she 
was a student of Seymour Papert However, it is unfortunate, because it is not 
reflective of the current state of educational computer use. LOOO failed to 
really achieve its goals. An influx of educational software and a shift away 
from the programming aspect of computers towards word processing and the 
use of the computer as a tool has left LOOO in limbo in so far as its classroom 
use. 

Solomon does address sorne of the questions educators have concem­
ing educational computing with suggestions that are more theoretical than 
practical. Her discussion of the "Computer Educator" is based on a series of 
what she calls models (reminiscent of Papert). 

Unfortunately, it does not contain much information which would be 
considered of value to the classroom teacher. Sadly, one feels that her view 
of computers in education bas been presented before. This is perhaps the 
biggest criticism of the book. 
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This is not to say that she bas not made some very good points about 
educational computing. Solomon is a very good writer, and her extensive 
background in educational computing is evident Some of her views on 
computers as an expressive medium and teacher reactions to leaming about 
computers are right on target. Indeed, the last two chapters in which she 
discusses her vision of computers in education, based on the framework 
which she bas provided, are probably the best. 

Solomon has included an extensive reference list, particularly valuable 
for anyone interested in reading more about this popular area of research. 
Although the title of the book would suggest that it might be a practical 
manual for classroom use, the text is probably better suited as a good 
theoretical book providing an excellent historical framework of particular 
interest ta researchers as well as educatars. 

Lorri Neilsen. 
LITERACY AND LIVING: 
THE LITERA TE LIVES OF THREE ADUL TS. 
Portsmouth, NH: Heinemann, 1989. 
143 pp. 

Lorraine Coffin 
McGill University 

"Literacy,like an organism, only manifests itself in action" (p. 139). 
At a time when parents, communities, and governments are hotly debating the 
issue of literacy, Lorri Neilsen 's work provides a valuable perspective on the 
ways in which literacy grows and changes in the daily lives of three adults in 
her community of Hubbards, Nova Scotia. 

Neilsen, a writer, researcber, and literacy consultant, provides us with 
detailed descriptions of the lives of ber three participants and their commu­
nity. Emerging as it does from ber doctoral dissertation, this book is a 
researcb report; it is also a stary of the village of Hubbards (population 750) 
on the Atlantic coast, thirty miles from Halifax. 

As a participant observer (this is ber community, too), she reveals the 
evolution of ber own leaming "to read, write, and see Hubbards in the ways 
the adults who worked with me do" (p. Il). The impulse for the researcb grew 
as sbe witnessed sbifts in theory from a product to a process orientation, as 
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she worked with students in school settings and adults in industry, and as she 
read, wrote, discussed, and observed during ber graduate studies. Transfor­
mations in Neilsen's thinking about reading and writing motivated her to 
study literacy "not as a means for describing what people read and write, but 
as a means of seeing ways they behave in the world" (p. 7). Metamorphosis 
is a central theme of Literacy and living. 

Neilsen's views on literacy and leaming are, as she says, most influ­
enced by the fields of semiotics and adult development Thus ber observa­
tions about Judy, Jim, Elizabeth, and the village of Hubbards are fonned in 
part by her beliefs that human growth and development are lifelong processes 
and that "as human beings with intention, we receive and create signs that 
embody meaning from the world around us" (p. 7). Toward the end of the 
book, Neilsen proposes that her three participants primarily use linguistic, 
social, mathematical, and spatial signs to negotiate their lives. These are also 
the signs by which Neilsen creates her reading of Judy, Jim, and Elizabeth in 
Hubbards. Sbe describes Hubbards in tenns of its speech and conversations, 
its physicallayout, and its institutions. Judy, Jim, and Elizabeth are described 
through Neilsen' s conversations with them; the books they read; the lists, 
diaries,letters, and reports they write details about their family structures; and 
their social interactions at work, at home, and in the corn munit y enrich these 
stories. 

Neilsen 's engaging style draws us into Hubbards and the ordinary lives 
of her three subjects. On a moming run with Neilsen through the village, we 
leam the names of sorne of its inhabitants and the daily routines that shape 
their lives. We see their houses from a distance as we run past the school, over 
the bridge, and around the cove until fmally, we stop to pick up the mail at 
the post office. Neilsen takes us into the offices and the homes of her 
participants - "A home reveals priorities, expresses who we are" (p. 97). And 
thus we become participants and observers in the community. 

The frrst case study is of Judy, a mother of two children, a substitute 
teacher, and a community volunteer who "lives the traditional vows espoused 
by the community: the good daughter, mother, and wife" (p. 53). Raving 
lived in Hubbards all her life, Judy ''reads the lives of people here like a book, 
and as an active member of the community, helps to write their lives as weIl" 
(p. 51). 

Jim, fonnerly the controller for a software company, is now the vice­
president in charge of fmance of a small gold exploration company near 
Halifax. He has three sons and is also active in community affairs. Neilsen 
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takes us to Jim's home and to his office where we leam how he deals with 
reading and writing on the job. 

Elizabeth is the general manager of the Halifax branch of a data 
processing systems company. We visit Elizabeth in her office and discovez 
how she reads and replies to her electronic mail. Conversations with Eliza­
beth reveal the evolution ofher self -concept and her management philosophy. 
She spends fourteen hours a day at work in the city, and unlike Judy and Jim, 
is not deeply involved in community life. Elizabeth actively pursues success 
through reading, reflection, and interaction and "extends the tezms reading 
and writing to include understanding and creating signs in human behaviour, 
such as speech and body language" (p. 118). 

For Judy, Jim, and Elizabeth writing and reading are an integral part 
of their lives, but as Neilsen's research indicates "each is a literacy of one" 
(p. 123). Although each has a unique literacy, Neilsen states that they share 
a common process for becoming literate in contexL The process begios by 
leaming to read the signs in their environments and then evolves as they take 
an active part in shaping meaning in those contexts. In each of the case 
studies, Neilsen uncovers a ''Transformative Experience," a literacy event 
that changes her participants' views of reality. Judy's literary experiences 
influenced her decision to become a teacher. Jim's careez change was aided 
by the autobiography he wrote for a career counseUor. Through a re-reading 
of her adolescent diaries and the discovery of Jungian psychology, Elizabeth 
found herself and a way out of a life without purpose. 

Neilsen's conclusions about the ways literacy shapes lives ground her 
recommendation for literacy education: children need complex knowledge of 
Many contexts to know and shape their own worlds. Neilsen's final chapter 
explains the implications of her study for education. Supporting John Dewey's 
claim that the "ideal aim of education is the power of self-control," she 
suggests that this aim cao be met by 1) making the child, not the subject, the 
centre of the curriculum, 2) recognizing that schooling is only a part of 
literacy and must be connected to literacies outside school, and 3) helping the 
child to understand self in society through literacy. She urges educators to 
think of reading and writing "not as forms of knowledge, but as means of 
forming knowledge" (p. 140). 

As an ethnographic study, Neilsen's book is a rich and detailed de­
scription of three adults' literacy. One might quibble that these participants 
were not representative of the community; they all had university degrees and 
were engaged in the very literate activities of teaching and high-level man-
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agement What are the literacies of individuals who have no university 
degrees, and who are managed? Neilsen frequently includes her own life 
experiences in the case histories of ber participants. Although these experi­
ences seem to interrupt, they clearly remind us of Neilsen' s role not only as 
observer, but participant as well. 

üteracy and Living is a book for aIl those interested in the teaching of 
reading and writing. For researchers, it is a provocative invitation to a way of 
coming to know. Finally, it is a delightful inside look at the people and ways 
of Hubbards, Nova Scotia. 

Jane Ledwell-Brown 
McGill University 
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