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ABSTRACT

This study examined the performance of black and white learning disabled South
African children on the Kaufman Assessment Battery for Children (K-ABC) and the
Waechsler Intelligence Scales for Children - Revised and Third Edition (WISC-
R/WISC-ill). The K-ABC and WISC-R/WISC-IIl were administered to 34 white
children and 21 biack children aged 6 to 11 years (mean 7-9 years) at private
remedial schools. The mean WISC-R/WISC-lIl Full Scale IQ for blacks was 84.19
(SD = 7.41) which was significantly lower than the mean Full Scale 1Q for whites
which was 83.97 (SD = 11.13). The difference between their scores an the K-ABC
Mental Processing Composite was not significant. For the black sample, the WISC-
R/WISC-Iil Full Scale IQ was significantly lower then the K-ABC Mental Processing
Composite (i= 6.9, p<.001). Additionally, the performance of the black sample on
the Verbal subscale of the WISC-R/WISC-III, as well as their scores on various
subtests the* zonstitute the acquired learning cluster (Vocabulary and Information),
were found to be significantly lower than those of the white sample. A qualitative
examination of teachers’ ratings of intellectual potential suggested that the K-ABC is
a more equitable measure of intelligence for black South African children. The
results supported the utility of the K-ABC as a non-discriminatory instrument which
may be a viable alternative to the WISC-R/WISC-lii for South African children.
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1) INTRODUCGTION

This study examines the differential performance of a sample of black and white leaming
disabled children in South Africa, on the Wechsler Intelligence Scales foi Children [both
the Revised (WISC-R) and Third Edition (WISC-il)] and the Kaufman Assessment Baitery
for Children (K-ABC). It sets out to investigate which measure provides a more equitable

indicator of intelligence across the two groups.

The main concem of this study is whether the WISC-R/WISC-IIl and the K-ABC have
differential validity for different cultural groups in South Africa. Since the developers of the
K-ABC claim that the test is a relatively non-discriminatory instrument regardiess of
wopulation group (Valencia & Rankin, 1988), this study aims to evaluate this assertion in an

attempt to find an unbiased assessment tool for South African children.

The motivation for comparing a black and white sample in South Africa is the tendency of
traditional intelligence tests to misclassify culturally disadvantaged groups. Evidence has
suggested that conventional inteiligence tests are biased in favour of white, middle-class
children and not suitable for use with populations that are culturally different (Flanagan,
1995; Fourqurean, 1987; Helms, 1992; Kaufman & Kaufman, 1983; Kriegler & Skuy, 1996).
Since inteflectual assessment is a primary tool for identifying children who would benefit
from special services, it has become important to vajidate intelligence tests sepavately for

various cultural groups in South Africa.

This study is merely exploratory in that it is based on post hoc data obtained from a sample
of black and white children in & private remedial school. The sample in this stu. 't is
circumscribed and is not represeritative of the overall black and white majority, therelore
tirniting the generalizability of results. It is, however, hoped that results from this study will

ssoue as an impetus for further research with a more representative study.

The study is accomplished by comparing the documented results of 34 white and 21 black
children on the WISC-R/WISC-1II {See Appendix 4) with their results on the K-ABC to

aestablish which test provides a more equitable estimate of intefligence. Scores are



statistically analyzed to examine differences in resuits in the two population groups. This
study is limited in that no quantifiable crit. - .: ..“srence is available to ¢stabiish external
validity. Qualitative, teacher ratings of intt .3 « . are used as a tentative indication of

external validity, although this is an area whicn needs to be assessed further.



2) LITERATURE REVIEW

2.1) Acssessment within the South African context

Intellectual and academic assessment within South Africa poses a particular challenge.
Decazes of apartheid has resulted in immense inequalities in the standard of education.
This has resulted in huge proportions of scholastic failure, dropping out and
underachievement in black education (Kriegler & Skuy, 1996). While post apartheid South
Africa attempts to redress many of the obvious educational inequalities such as size of
class, teacher qualifications, funding disparities, facilities and equipment, etc. many
children are still affected by educational and structural disadvantage. These children are in
a sense "learning disabled” to the extent that they are unable to take advantage of the

meagre educational opportunities offered to them.

Assessment in order to redress some of these difficulties has often only served to
perpetuate social and economic injustices as approaches to assessment have typically
been disi.riminatory. Kriegler and Skuy (1996) argue that assessment has typically focused
on the tearning problem of tha individual child while ignoring structural inequalities inherent
in the child's ability to acquire knowledge. This “child deficit” model has served to maintain
the status quo and has had little value in planning educational intervention, especially
within South African society. Indeed, Kriegler and Skuy argue that South Africa cannot
“afford the luxury of specific learning disabilities for a seemingly arbitrarily selected, elite
group” (p. 111). Due to the magnitude of the problem, labels of leaming disability are
superficial, arbitrary classifications which serve to exclude millions of children who need

special assistance,

While there is a general recognition of the inadequacy of conventional intelligence tests
and their tendency to misclassify disadvantaged students as mentally reta:ded, the dearth
of alternative methods of assessment has lead to the perpetuation of discriminatory
testing. Kriegler and Skuy argue that despite the growing consensus that children's

learning problems must be viewed contextually, assessment often obscures this due to its



medical frame of reference. Little progress has been made towards shifting these

underlying assumptions and philosophies towards unbiased assessment procedures.

Helms (1992) argues that while it has become an accepted fact in psychometric literature
that the average score of different racial groups on cognitive ability tests differs, sometimes
quite dramatically, psychologists have come to no conclusions about how to interpret racial
differences in performance or whether tests have comparable meaning within different
groups. In line with Kriegler and Skuy (1996), Helms argues that psychologists have failed
to conceptualize differences in intellectual functioning adequately. She proceeds to adopt
a mate contextual, cultural perspective of cognitive ability. She argues that the biological
and environmental understanding of culture has proved to be insufficient in its
conceptualizations of culture, obscuring meaningful interpretations about the differences in

performance cn cognitive ability tests.

A culturalist perspective attempts to describe how the characteristics of individual cultural
groups influence their performance on intellectual tests (Helm, 1992; Miller-Jones, 1989).
According to cultural practice theory, culture is thought to influence cognitive processing
according to the kinds of activities engaged in and competencies required for specific tasks
within cultural contexts. Thus an individual's interpretation of a task depends on previous
cultural experiences which in tumn regulates a person’s access to certain concepts and
processes (Miller-Jones, 1989). A test item is only culturally fair to the extent that it is
perceived in the same way by all individuals taking the test. Since the current collection of
psychometric tests are based on Westem-Ametrican acculturation, it is questionable the
extent that black South Africans perceive items within the equivaient conceptual framework
as their white counterparts. 14 addition to differences in cultural contexts, black children in
South Africa have also been exposed to structural disadvantages which have served to

further limit their exposure to concepts typically included in intelligence tests.

Helms suggests that the dimensions thought to characterise each group such as;
behaviours, beliefs and values should be specified and assessed independently of test
performance in order to make a persuasive culturaj difference argument. Assessment

should occur at the level of systematic analysis of the particular context (Kriegler & Skuy,




1986). While culture fair testing has been proposed as an alternative to traditional tests,
Helms criticizes culture fair testing as it attempt to control the effects of culture rather than
measure them. She guestions whether it is possible to control culture if it has not been

conceptualized properly.

Cultural diversity has certainly not been ¢r “ceptualised properly in South Africa. The task
of specifying the “dermographic, typoiegical and psychological dimensions that makes
groups distinct” (Helms, 1992, p. 1098) is a lofty one considering the cultural diversity in
South Africa. To apply a context-specific approach to testing would involve the
development of a theory of contexts {o determine task equivalence (Miller-Jones, 1989).
While this may be the objective that test developers should endeavor to attain, lack of
resources and the need for hasty sofutions may preclude this option at present. Failing
this, the current study argues for a more universal conceptualisation of cognitive

functioning as a starting point for more equitable and effectual assessment.

Miller-Jones (1988) concedes, despite his culturalist perspective, that tests based on
theoretically defined criteria of skill attainment are preferable to norm referenced tests
based entirely on age or grade norms. The current study attempts to evaluate this
proposition by utilising the Kaufman Assessment Battery for Children (K-ABC) as an

alternative to conventional tests in South Africa.

The K-ABC attempts to embrace a more theoretical position, through carefully outlining the
underlying cognitive processes eficited by test items. However, the K-ABC does this in the
context of a universalist as apposed to a culturalist perspective. That is the K-ABC
attempts to delineate universal cognitive processes believed to be characternistic of all
individuals regardiess of cultural affiliati \ns. The K-ABC, in a sense, challenges Helms
arguments in its attempts to transcend variables such as culture, through its foundation in
universal cagnitive processes. Whether this is in fact possible, in the light of the culturalist
perspective, is questionable. However, with limited alternatives, it may be possible to view
more theoretically based tests through a culturalist lens, recognising that differences in

performances represent differences in Arepresentaﬁons of knowledge.




I our attempts to refiiis assessment procedures towards more equitable solutions for
assessing disadvantaged children, it is important not to lose sight of the purpose served by
testing within apartheid South Africa. it is important to acknowledge that assessment has
been a “political activity” which has been “used to preserve and perpetuate social,
economic and political structures” (Kriegler & Skuy, 1896, p.114). If educational
disadvantage is to be addressed in South Africa, then assessment should be used as a tool

to provide change.

Kriegler and Skuy (1996) argue convincingly that assessment should be aimed at helping
pupils learn and providing the tools for teachers fo teach them better. It is important that
this occurs within the context of structural changes to education systems in order to provide
the educational facilities for primary prevention and intervention. Despite the failings of
assessment in the past, Kriegler and Skuy acknowledge that there is a place for
assessment in South Africa if the structural and contextual factors that influence cognitive
functioning are appreciated. Assessment can play an imporiant role in generating practical

educational alternatives in Soutﬁ Africa.

Thus, this study hopes to initiate a process of examining alternative, more viable solutions
to assessment in South Africa. The researcher embarks on this rather imposing task with
the recognition that the means to change within education in South Africa is ultimately
through the massive restructuring and redistribution of resources. Equitable assessment
practices which are geared towards pragtical solutions are only a tiny step towards
redressing the structural and racial disadvantage that characterise South African education.
This study aims.to take the first step towards finding a non-discriminatory assessment

battery.



2.2} Ration:le Yor the Kaufman Assessment Battery for Chiidren (K-ABC): lts

theoretical foundation

2.2.1) The Achievement Versus intelligence Debate

The impetus for the development of the Kaufman Assessment Battery for Children (K-ABC)
was originally the creators’ desire to merge neuropsychological and cognitive theories with
measures of intelligence. They thus challenged existing definitions of intelligence, which
they criticized for their achievement based orientation and their lack of a sound theoretical
base reflecting an understanding of the cognitive processes underlying intelligence.
Kaufman and Kaufman (1983) defined inteligence as "the individual's style of salving
problems and processing information.” (p.2). The K-ABC thus embodies the shift from
assessment as merely classificatory towards the identification of cognitive processes

related io academic difficulties in order to facilitate instructional programs.

The basis for the K-ABC is consonant with the general paradigm shift described by Das
(1992) as the move from a unidimensional scale of merit concemed with the measurement
of general ability, to the emphases on the analysis of many dimensions of intelligent
behaviour. The K-ABC has attempted to embody in its construction three aspects for a
comprehiensive system of cognitive testing, prescribed by Das. Das proposes that all tests
should provide: norms to compare individuals o others similar to them; profiles of cognitive
processes and functioning, and prescriptions for training and remediation of identified
cognitive difficulties. While traditional psychometric measures of assessment do provide
reliable measures of competence, they do not go beyond this, therefore limiting their utility.
Das therefore commends the K-ABC for its attempt o operaticnalize all three objectives of

assessment,

Kaufman and Kaufman have clearly delineated their own specific goals in the K-ABC

Interpretive Manual as:




"1. to measure inteiligence with a strong theoretical and research basis

2. to separate acquired factual knowledge from the ability to solve unfamiliar
problems

3. to yield scores that transiate to educationai infervention

4. to include novel tasks

5. to be easy to administer and objective to score

6. to be sensitive to the diverse needs of preschool, minority group and

exceptional children" (Kaufman & Kaufman, 1983, p. 5).

Traditional intelligence tests, such as the Wechsler Intelligence Scales for Children (WISC-
R/WISC-I) have been criticized due the fact that their construction was governed primarily
by empiricism without cognisance of numerous theoretical developments in neuro- and
cognitive psychology (Kamphaus, 19980). Evidence for the verbal/non-verbal dichotomy
has been questioned as mental processing models have shown that various cagnitive
functions are in operation regardiess of the verbal or non-verbal nature of the stimulus
(Kamphaus, 1980). Taking cognisance of these incongruencies, the K-ABC test
developers attempted to integrate psychemetric and information-processing paradigms
(Sternberg, 1984). The Wechsler Scales are said to be content-oriented due to the
classification of their items into verbal and non-verbal domains, whereas the K-ABC scales
are more process-oriented (Kaufman & Kaufman, 1983). There has thus been a move
towards the study and classification of the underlying cognitive processes that influence

intelligent behaviour.

Kaufman and Kaufman (1983) further criticized the underlying premise of the Wechsler
lntel!igence Scales for Children (WISC-R/WISC-II); that current manifest ability can be
used as a predictor for future functioning. The developers of cognitively motivated
assessment batteries, such as the K-ABC, quiestioned the extent to which a child’s
educational difficulties are a function of the child’s ultimate potential for learning. Kaufman
and Kaufman recognized that the child's current ability, as measured by achievement
based intelligence tests (WISC-R/WISC-ill), is defined by previous learning and context and
not necessarily by an innate ability (Minick, 1987). Based on Catteil’s approach to

intelligence, Kaufman and Kaufman conceptualised tests like the Wechsler intelligence



Scales for Children {(WISC-R/WISC-Il) as measuring crystallized intelligence, whereas
models based on underlying cognitive processes, such as the K-ABC Mental Processing
Composite are believed to measure fluid components of intelligence (Kaufman & Kaufman,
1983).

Kaufraan and Kaufman included an Achievement scaie in their battery as their measure of
crystallized intelligence. Studies cited in the manual (Kaufman & Kaufman, 1983) show
that the K-ABC Achievement Scales correlate more highly with the WiSC-R's Verbal and
rull-Scale scores than does the K-ABC Mental Processing Composite (MPC). Kaufman
and Kaufman interpret this as implying that the WISC-R is more a measure of achievement
than innate intelligence (Kaufman & Kaufman, 1983; Keith, 1985). Thus the MPC scales

are proposed as better measures of actual ability.

Naglieri and Das's (1980) comparison between ithe WISC-R and the K-ABC supporis
Kaufman and Kaufman's supposition that the WISC-R is largely dependent on acquirad
knowledge. They aggregated the loadings of three factor analysis papers on the WISC-R
and K-ABC subtests [by Kaufman and Mclean (1987), Keith and Novak (1987), and Naglieri
and Jensen (1987)] in order to combine the data into a comprehensive summary. The data
was summarised into a comparable three factor model (See Appendix One). The first
factor included the WiSC-R verbal comprehension subtests as weil as the Arithmetic
subtest and the K-ABC Achievement Scale subtests. The interpretation of the WISC-R
Verbal Scale as an achievement measure is therefore supported if one considers that
WISC-R verbal subtests load together with the K-ABC subtests specifically geared towards
the measurement of achievement. Naglieri and Das thus concluded that what these WISC-
R and K-ABC subtests have in corimon is their dependence on acquired knowledge. The
K-ABC Mental Processing Composite subtests loaded separately on the other two factors

suggesting their independence from acquired/crystallized knowledge.

These findings are corroborated by Childers, Durham and Bolen (1985) in their comparison
of the K-ABC Mental Processing Composite and Achievement Scale with the Californian
Achievement Test (CAT). They found that the K-ABC Achievement Scale correlated

higher with the CAT subtest scores and CAT total score, than with the Mental Processing
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Composite, supporting the differential validity of the K-ABC Achievement and Mentai
Processing Scales. Childers et. al. concluded that intelligence and achievement are not
identical constructs, which is a fundamental tenet in the development and construction of
the K-ABC.

Studies, cited in The Inferpretive Manual, designed to validate the K-ABC through
examining its correlation with other tests also provides interesting evidence for the
‘achievement/ability dichotomy. In a sample of normal children, the K-ABC Achievement
Scale correlated more highly with the WISC-R Verbal 1Q than Performance 1Q because of
the linguistic, cultural and academic factors inherent in both the K-ABC Achievement and
WISC-R Verbkal Scales. The Mental Pracessing Compasite comelated equally with Verbat
and Performance 1Qs, suggesting that the cognitive abilities measured extend across the

Verbal and Performance domain.

Interestingly, a slightly different scenario was evident in exceptional samples. Findings for
learning disabled and nehaviourally disordered groups differed in that there was a higher
relationship between the K-ABC Mental Processing Composite and the WISC-R
Performance 1Q than the Mental Processing Composite and the WISC-R Verbal 1Q. The
same pattern was also evident in educable mentally retarded children and culturally
disadvantaged groups. Kaufman and Kaufman (1983) explained this as a function of
fimited verbal abilities within these exceptional samples, conciuding that "the problem-
solving abilities required for success on the K-ABC Mental Processing Composite may
correlate well with WISC-R Verbal IQ for children with normal language development and
school achievement, but this relationship may be attenuated for children whose Verbal IQ is
depressed by language or school-related difficulties, and therefore does not truiy refiect
their 'intelligence.™ (p. 112). The implications of these findings have particular diagnostic
value because it is evident that, by using the K-ABC chiidren will be less likely to be labeled
as mentally retarded when their deficiencies are a function of both linguistic and cultural

disadvantage and subsequent deficient school achievement.

Another factor of contention in the intelligence testing debate * 3s been the issue of the g

factor; "the unrotated first factor that is interpreted as the dimension of general intelfigence



11

that is measured in varying degrees, by all cognitive tasks" (Kaufman and McLean, 1887).
Those who adhere to a traditional model base many of their arguments on the contention
that a high ioading on g reflects general intelligence and therefors tests which measure this
factor are appropriately called intelligence tests (Kaufman & McLean, 1987; Jensen, 1984).
In Kaufman and MclLean's {1987) study which compared the g factors of the K-ABC and
the WISC-R in a sample of normal children, the g factors of both were found to be highly
correlated (.89). This suggests that they are at least equal measures of general
intelligence. Despite this, Kaufman and McLean questioned the basic concept of g based
on the contention that the subtests which loaded the highest on the g factor in both the K-
ABC and the WISC-R were the subtests most related to acquired knowledge (K-ABC
Reading/Understanding and Riddies and WISC-R Information and Comprehension).
Kaufman and McLean therefore ask whether the g factor is really a measure of general

intelligence as apposed to general achievement.

Despite this contention, the concept of "g" is still a popular ene, deserving consideration.
Jensen's (1984) critique of the K-ABC is based on his belief that the K-ABC is a lesser
measure of g than other more popular intelligence tests. He argues that all test batteries
measure g to some extent regardless of the particular content or collection of subtests.
"This means that for the purpose of indicating the amount of g possessed by a person, any
test will do just as well as any othier, provided only that its correlation with g is equally high"
{Spearman, 1927, quoted in Jensen, 1984, p. 382). This is where the K-ABC is said to be
deficient, as it is argued that in Kaufman and Kaufman’s attempts to measure other factors
besides g (Sequential Processing, Simultaneous Pracessing, Mental Processing, Nonverbal
and Achievement) they have diluted the K-ABC’s ability to measure g on the Mental
Processing Composite, as compared to the Stanford - Binet and the WISC-R. Jensen
explains that according to Spearman’s hypothesis most of the g factor in a test is
constituted by the sum of the covariances on a number of diverse subtests. Since the K-
ABC isoiates a smali group of homogenous subtests which make up the two main
diagnostic scales, it restriéts the covariance that exists among the subtests and therefore
the amount of g that is measured by part scores. This in turn diminishes the amount of g

measured in the K-ABC.
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Kaufman, (1984) in response to Jensen's criticisms, argues that the K-ABC was not
intended as a simple measure of g, and that if we were to resort a g interpretation of the K-
ABC we would be regressing to a previous generation of testing focused on the mere
quantification of intelligence. Indeed Das et. al. (1990) endorse as a positive attribute, the
fact that simultaneous and sequential processing exist apart from a general factor in the K-
ABC. The Kaufman and Kaufman assessment philosophy is a testament to the rejection of
the concept of g and the acceptance of a more equitable solutions to the process of
intelligence testing; that of delineating profiles of cognitive strengths and weaknesses for

intervention.

2.2,2) Simultaneous and sequential processing

The K-ABC Mental Processing Scale was divided into a Simultaneous and Sequential
Scale based on the review of a number of neuropsychological and cognitive theories, §
line with Kaufman and Kaufman's desire to create a theoretically sound measure of
cognitive ability. The Interpretive Manual (c.f. Kaufman & Kaufman, 1983) outlines
comprehensively how the simultaneous/sequential model have been incorporated into the:

test construction. A brief summary should therefore suffice for the purpose of this study.

The two types of processing have been labeled differently by different cognitive- and
neuro-psychologists: sequential/paraliel, seria/multiple, successive/simultaneous,
analytic/gestalt-holistic, propositional/appositional, sequential/synchronous (c.f. Kaufman &
Kaufman, 1983). The K-ABC attempted to extract the main concepts that run through
several theoretical paradigms, leading to the conclusion that sequential and simuitaneous
processing are central (Kaufman & Kaufman, 1983; Kamphaus, 1980). The two types of

mental processing are defined as follows:

¢ "Sequential - This type of mental processing emphasizes the serial or temporal order
when solving problems.
* Simultansous- This process demands a gestals ke, frequently spatial, integration of

stimuli to solve problems" (Kamphaus, 1990, p.360).
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The main aspect of sequential processing is that it involves the ordering of task elements
that are linearly related. Simultaneous processing requires surveying and synthesizing
interrelated elements. Kaufman and Kaufman (1983) recognised that reai world activities
do not reflect ore kind of processing alone, generally involving a combination of both
processes. Thus according to their model, academic problems may occur when there is a
contrast between the demands of a task and an individual's refative sequential or

simultaneous processing difficulties (Kline, Snyder & Castellancs, 1996),

Sequential and simultaneous processing have been linked to the cerebral specialisation of
the brain (Morris & Bigler, 1987) with different neuropsychologists identifying different
localised regions for each function. Kaufman and Kaufmarn were not interested in
highlighting localised neurological deficiencies as such, but rather they wanted to identify
profiles of cognitive strengths and weaknesses in order to direct instruction.
Neuropsychological research into cerebral specialisation merely supplied Kaufman and

Kaufman with further support for the theoretical foundations of the K-ABC.

An important consideration for Kaufman and Kaufman when deveioping the K-ABC was not
to merely replicate and add another comparable measure of intelligence to the already
adequate supply. They were not merely attempting to provide a more viable alternative to
existing measures but rather to create a useful measure of cognitive processing. The

extent to which the K-ABC achieves this unigueness is therefore relevant.

Zins and Barnett (1984) defend of the utility and uniqueness of the
Sequential/Simultansous diagnostic scales of the K-ABC, in a study which compared the
K-ABC, the WISC-R and the Stanford-Binet for 40 children with no known impairments. The
K-ABC Mental Processing Compasite was moderately correlated with the Stanford Binet (r
= ,69) and highly correlated with the WISC-R Full Scale (r = .79) suggesting possible
redundancy in the overall measures, Yet on closer investigation, most of the WISC-R
subtests did not yield strong correlations with either the Sequential or the Simultaneous
scales. The comrelation between the Sequential and Simultaneous scales was also fow,

endorsing the independence of these two scales.
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2.2.3) Construct Validity

The construct validity of the sequential/simultaneous model is fully documented in The
interpretive Manual. Kaufman and Kaufman (1883} approached the task of establishing
construct validity using multiple dimensions identified by Anastasi as being elements of a
test’s construct validity: "developmental changes, internal consistency, factor analysis,
convergent analysis and discriminant validation. and correlations with other tests.” (p. 89)
Subsequent studies have baen administered to further evaluate the construct validity of the
K-ABC.

Goldstein, Smith and Waldrep (1986) tried to estabiish the construct validity of the K-ABC
by comparing results on the Mental Processing Composite to results on various other tests.
The K-ABC Simultaneous Scale was found to ba more highly related to tests of language
and general ability than the Sequential Scale. They argued th=t this provided some
support for the theories that underiie the development of the K-ABC as the tasks within the
study appeared to demand more simultaneous than sequential processing, which reflected

the pattern of correlations they found.

in The interpretive Manual, factor analytic studies were used primarily to provide strong
support for the validity of the two-factor structure of the Mental Composite Scale (c.f.
Kaufman & Kaufman, 1983). In Kaufman and Mclean's (1987) later factor analytic study,
comparing the K-ABC and the WISC-R, further support was provided for the factor
structure of the K-ABC Mental Composite and Achievement Scale. When K-ABC subtests
were factor-analyzed together, this resulted in a structure that accorded with the analyses
in the standardization sample of the K-ABC scale - Sequential Processing, Simultaneous
Processing and Achievement. This compared favourably with the results of a confirmatory

. factor analytic study conducted by Keith (1985).

Keith's findings, did however, show some inconsistencies. While he identified similar
factorial clusters, he argued that the factors derived are possibly best described differently;
as verbal and verbal-mediated memory (sequential), verbal reasoning (achievement), and

nonverbal reasoning skills (simultaneous), as well as two measures of reading
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achievement. In numerous other factor analytic studies, such as that of Goldstein, Smith
and Waldrep (1986}, niher interpretations ¢f the K-ABC factor solution have also been
proposed. Thus, the Sequential/Simultaneous dichotomy used to label the K-ABC

subscales has been questioned.

Das (1984) argues that the K-ABC's two factor structure is open to alternative
interpretations not due to inadequacies in the conceptual framework, but rather due to the
inadequacies in the operationalization of successive and simultaneous processes. He
stated that, while the K-ABC has initiated the task of constructing a process-based test of
cognitive functioning, the simultaneous and successive scales of the K-ABC can be
alternatively conceplualized as spatial and verbal memory respectively. Das pinpoints the
absence of a verbal, simultaneous processing task on the Simultaneous Scale as an issue
of contention because one of the assumptions of Kaufman and Kaufman's model is that
processing is independent of the modality. Das notes that the three subtests included in
the Simultaneous Scale are all visual. He argues that this, together with the exclusion of an
auditory task renders the scale open to alternate explanations. Simitarly the Successive
Scale's reliance on memory factors renders it open to alternativ e labeling, Thus, it appears
that Kaufmans’ decision to exclude verbal tasks in order to maintain cufiural faimess may

have lessened the utility of the battery in terms of the range of skills that it assesses.

Kaufman aid McLean (1987) argue that alternative explanations of the K-ABC scales are
as logically defensibie as the original formulation of the factors. They state that various
interpretations of the factors are possibly so inextricably linked that there are no "pure”
criteria for each of the abiiities measured. Kaufman and Mcl.ean therefere contend that,
since the K-ABC and the WISC-R subtests ioaded on the same three factors when jointly
analysed, the interpretations of both K-ABC and WISC-R factors have to rely on an
individual's personal theoretical orientation. Thus if one adheres to a cogritive
neuropsychological approach, then simultanecus, sequential, and achievement would be
the labels of choice for each factor, while adherence to a different theoreticali model may
lead to alternative conclusions. Such a flexible approach aliows for a diversity of opinions,
although it militates somewhat against the fundamental tenet of the K-ABC which is to

measure intelligence based on a sound theoretical and research base (Kaufman &
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Kaufman, 1983). Indeed, the arbitrary labeling of factors without close adherence to a
sound theoretical base precludes a useful understanding of intelligence scales. Since
utility is the optimal word here, the extent to which the Simultaneous/Sequential framework
provides opportunities for useful intervention will determirie its ultimate utility as an

interpretive framework.

In certain individual cases Kaufman {1884) does acknowledge that a fiexibie approach to
the interpretation of tests may be viable depending on the profile of the individual. He
states, "one should always challenge the "goodness of fit" of a test author's model to the
profile fluctuations exhibited by any given child, and one must be ready to replace the

author's model with a new one" {p. 431).

Kline, Snyder and Castellanos (1996) reach the same conclusion in their overview of
research on the K-ABC. They endorse research regarding the inadequacy of the
operationalization of the Simultaneous and Sequential Scales. However, they recognise
the difficulty in constructing simultaneous and sequential tasks that are not based on

visual-spatial stimuli or the recall of serially presented information, respectively.

Bracken (1985) in his critical review of the K-ABC argues that, by minimizing the language
requirements of the IC-ABC, the developers in fact minimized the cognitive complexity
measured by the battery. This seems to be confirmed in part by Kline et. al. (1992) in their
comparison of the cognitive complexity of the K-ABC and the WISC-R. They found that the
abilities measured by the K-ABC mental processing scale are generally not as complex as
those measured by the WISC-R. Yet, when both the Mental Processing Composite and
Achievement Scale are administered, overalt complexity leve. is equivalent. Since the
Mental Processing Composite is often used in isolation as a definitive measure of
intefligence (as in the current study), this relative lack of complex problem solving tasks,

may in fact reduce the utility of the K-ABC as an intelligence measure.

By isolating the underlying cognitive abilities involved in general problem solving, Kaufman
and Kaufman may have sacrificed the cognitive complexity of skilis measured. Yet, by

breaking down problem solving skills into their most basic parts the K-ABC is able to assess
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the level at which cognitive functioning is deficient, in order to address remediation at the
learner’s most fundamental level of impairment. Overall, Kline et. al. commend the K-ABC
for its clear articulation of its underlying theoretical rationale, as well as its intent to assess

cognitive skills relevant to academic achievement.

Despite its merits, criticisnis should be acknowledged that have pointed to the need for the
addition of more complex problem-solving tasks to assess the individual's ability to plan and
structure probiem solving behaviour (Das, 1984; Das, Mensink & Janzen, 1990; Nagleri &
Das, 1980). As it stands, the K-ABC may not be a definitive measure of simultaneous and
successive processing. This does not, however, mean that the theoretical framework upon
which the K-ABC was based is fauity, rather that improved methods of measuring these

constructs are needed.

Das and Naglieri (1997) have recently developed a new assessment battery, the Das-
Nagtieri Cognitive Assessment Systern (CAS), which attempts to address some of the
criticisms of the K-ABC, while slill maintaining many of its underlying theoretical tenets.
This assessment battery adds the dimensions of Planning and Attention as an extension of
the Kaufmans’ Simultaneous/Sequential modei. This four dimensional PASS (Planning,
Afttention, Simultaneous, Successive) model is proposed as a more complex representation
of cognitive functioning. Whether the CAS succeeds as the definitive method of inteliectual
assessment is still uncertain, although its developmant certainly sets the path for future

research,.

2.3 Validity of the K-ABC across cuitural groups

Much criticism has been leveled at the K-ABC in terms of its validity especially in terms of
its claim of cultural fairmess. Sternberg (1884) states that the K-ABC has completely
sacrificed validity in order to reduce black-white and other differences in results. In
Kaufman’s (1984) rebuttal, he states that Sternberg’s criticisms seem to be based on
personal prejudice rather than sound data analysis. The /nferpretive Manual (Kaufman &
Kaufman, 1983) is based on extensive statistical data collection and stands as an

exemplification of thorough intelligence test manual writing (Kamphaus, 1980; Keith, 1985).
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The manual includes sections dedicated to the discussion of reliability and validity, with 43
validity studies listed (Keith, 1985). Thus any criticism directed at the K-ABC should
necessarily be based on equally extensive and sound research. Despite this, researchers
cannot ignore such severe criticisms as Sternberg's, whether empirically justified or not.
Criticism necessitates further investigation into predictive validity and bias in ¢ "turally
different samplas. Many studies have investigated the K-ABC for cultural bias within
different populations. It is these studies which act as tne prototype and impetus for the

current study.

The K-ABC includes in its standardisation sam:*le a large sample of Blacks (807) and a
sample of Hispani.s (157). In analysing the data obtained from this sample, as well as
validity studies on minority races, Kaufman and Kaufman (1983) found that, while
black/white differences in performance do exist on the Mental Processing scales, these
discrepancies are about half the size of the differences found on the WISC-R Full Scale
scores (Kaufman & Kaufman, 1983). Data for the K-ABC standardisation sample revealed
a 7-point difference in favour of the white children on the Mental Processing Composite as
opposed to the 16-point difference in favour of whites on Full Scale scores for children in

the WISC-R standardization sample.

These results are disputed by Naglieri (1986) who, in a comparison of matched black and
white children, found the magnitude of the differences between black and white children’s
scores on the WISC-R and K-ABC to be reduced. In his study he reported a 9-point
difference between black-white performance on the WISC-R Full Scale, which was
significantly less than the 16-point difference reported in Kaufman and Kaufman's study. A
smailer, yet significant black-white difference of 6-points was evident on the K-ABC Mental
Processing Composite. Naglieri's study does not therefore support Kaufman and
Kaufman's statement that the K-ABC black-white difference is half that of the WISC-R. In
addition, Naglieri's study showed that black children earned very similar WISC-R Full Scale
and K-ABC Mental Processing Composite scores, suggaesting that the K-ABC does not
necessarily yield higher estimates of intellectual functioning than the WISC-R for black

children.
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Naglieri (1986} explains the differences in the two studies in terms of the methodological
limitations of the K-ABC research in that the samples were not matched for socio-economic
status thus misrepresenting degrees of difference. Disproportionate numbers of Blacks
and Hispanics were sampled from upper socio-economic categories as compared with
lower socic-gconomic categories, which served to lessen white/nonwhite differences,

While this cannot be disputed, it is necessary to question whether tests which purport to
measure intelligence should discriminate on the basis of socCio-economic status. Itis clear
that non-discriminatory intelligence testing regardiess of race, sex or socic-economic status
is the ideal towards which test developers should be striving. Tests which discriminate on
the basis of race, conceivably do not measure the actual construct of intelligence per se,

reflecting confounding from external variables.

Kaufman and Kaufman (1983) have noted that blacks perform poorest on two K-ABC
Achievement scale subtests, which are typically included in traditional intelligence test
batteries, thus depressing black children’s IQs on these measures. Naglieri {1986)
confirms this finding in his investigation, where the black-white difference on the overall K-
ABC Achievement scale reached significance. He also noted that there was a significant
difference between the samples in favour of the whites on the acquired knowiedge subtests
of the WISC-R. This supports Kaufman and Kaufman's belief that non-intellective factors

influence scores on conventional intelligence tests.

in general the literature does reveal evidence of smaller differences in scores for different
cultural groups on the K-ABC as opposed to the WISC-R {Kaufman & Kaufman, 1983;
Naglieri, 1984; Fourqurean, 1987; Flanagan, 1995},

Results reported by Naglieri (1984) in his study of 35 Navajo children, showed a significant
difference between the mean WISC-R Full Scale scores and the K-ABC Mental Processing
Composite, in favour of the latter suggesting that the K-ABC may be a better instrument of
intellectual assessment in linguistically and culturally different children. Naglieri (1984)
explains this discrepancy partially, as the influence of the English language on the WISC-R,
but also due to the acqu’ ed knowledge camponent on the Wechsler scale. The WISC-R

was also found to correlate strongly with the criterion measure, the Peabody Individual
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Achievement Test (PIAT), as well as the K-ABC Achievement scale, strongly supporting the

assertion that there is a notable acquired knowledge component on the WISC-R,

Similar resulfs are documented in Fourqurean's (1987) study of Latino learning-disabled
children of limited English proficiency. WISC-R Full Scale scores were also found o be
significantly lower than the K-ABC Mental Processing Composite. Fourgurean used these
results to highlight the implications that this could have for Latino children, referred for
assessment, who may be labeled mentally retarded as a function of the test that was
administered. He also argued for the K-ABC as an improved measure of identifying
learning disabilities, in that the students within his sample, all of whom had reading
difficulties scored significantly lower on the K-ABC Sequential Scale which is said to be
associated with reading disorders. This has some relevance to the current study which also
focuses on a learning disabled poputlation, although it is not within the scope of this study

{o address this issue directly.

Flanagan's (1995) research was also motivated by a desire to address the issue of
conducting an unbiased assessment of children who are linguistically different, but her
study focuses on children whose second language is English but who are proficient enough
in English not to qualify for second language services. She found that the use of the K-
ABC reflected higher cognitive ability than the use of the WISC-R in these children.

Flanagan (1995) documents the existence of linguistic bias in intelligence tests when
assessing children whose second language is English but who are conversationally
proficient in English. She argues that the evaluation of such children can be deceptive, as
they no longer show overt signs that they are not first language English speakers, yet
academic difficulties often persist. Many of the children in the current black sample may fit
these criteria, in that exposure to English medium schooling may enhance their
conversational English whilst not compensating for residual linguistic difficulties. On the
basis of Flanagan's resuits the black sample in the current study are expected to perform
better on the K-ABC than the Wechsler scales.




21

Despite strong evidence for the support of the smaller black-white differences on the K-
ABC (Kaufman & Kaufman, 1983; Naglieri, 1984; Fourqurean, 1987; Flanagan, 1995),
Jensen (1984) has argued that smaller black-white differences are a function of the
arbitrary weightings of the subtests to arrive at lotal scores. Mental Processing Composites
comprise of the sum of three tests of sequential processing and five tests of simultaneous
processing. This 3 o 5 ratio is criticised for the lack of theoretical basis for these weights.
Jensen also points out that since there are black-white differences on the various subtests,
the size of the group differences on the total score will depend on how the subtests are
weighted. He demonstrates how a similar effect is possible on the WISC-R, in that the
black-white difference on the WISC-R would be lowered if subtests were weighted
differently. It should, however, be noted that Jensen has been shown to have used
misleading data to make his point (c.f. Kaufman, 1984) which calils into question the validity
of this hypothesis, Kaufma: (1984) also points out that while Jenisen has the right to
criticise the K-ABC's failure to articulate a rationale for the weighting of subtests, his
contention that the weighting structure of the tests contributes to the lessening of the black-
white difference is without justification. Since the Simuitaneous subscale contributes more
heavily than the Sequential subscale to the Mental Frocessing Composite, this actually
serves lo elevate black-white differences as the Simultaneous Processing subscale was
shown to produce a larger discrepancy in favour of whites, than did the Sequential

Processing subscale.

In a step towards evaluating item bias within the K-ABC, Willsan, Nolan and Reynolds
(1989) examined race and gender differences on the item functioning. The impetus for this
study was the need to examine the K-ABC at an item level due to the use of individual
subtest scores in cognitive profiles. Despite evidence for item bias on certain individual
items for different groups, the overall effects of these biases on the total score differences
between the groups were found to be inconsequential. This evidence was replicated in
Nolan, Watlington and Willson's study (1989) of gifted and nongifted children, once again
utilising race and gender as variables. No systematic pattern of bias was found, suggesting
that the K-ABC provides a useful estimate of intelligence regardless of racial or gender

factors.
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Valencia and Rankin (198886, cited in Valencia & Rankin, 1988) examined the K-ABC for bias
in construct validity. They found, through the use of factor analysis, that there was factorial
similarity for two ethnic groups across four factors, indicating an absence of bias in

construct validity.

Valencia and Rankin (1988) did however find evidence for bias in the predictive validity on
the K-ABC in samples of Anglo and Mexican American children. Using the Comprehensive
Tests of Basic Skills (CTBS; Language, Reading, Mathematics, and Total Scores) as the
criterion variable, they found considerable evidence for differential predictive validity, in that
the K-ABC did not predict CTBS scores with the Mexican-American group as accurately as
with the Anglo group. They suggested that the problem may be in the CTBS, the criterion
test, as it may in itself be biased. Since the difference in scores obtained on the Mental
Processing Compoasite of the K-ABC were minimai belween the Mexican American and
Anglo groups, the scale appeared to be operating at the same difficully range. Thus the K-
ABC in itself did not appear to be biased against a particular group. The researchers thus
concluded that "unbiased tests do not predict true variance in a criterion test when the
criterion itself may be biased” (Valencia & Rankin, 1988; p.262).

In similar studies the predictive validity of both the WISC-R and the K-ABC has been
criticized, as both were found to overestimate the academic performance of the Black and
Hispanic groups compared {o their actual achievement test scores on various measures
{Palmer, Olivarez, Willson & Fordyce, 1983; Olivarez, Palmer & Guillemard, 1982). Since
such results regarding predictive validity may have significant implications for the utility of
the K-ABC, it becomes necessary to question to what extent bias is located within the
intéﬂigence measure and to what extent it is located within the criterion measure, therefore

affecting the overall predictive validity of the intelligence measure,

While it is not within the scope of the present study to assess criterion measure bias,
certain studies have highlighted these issues. Clarizio and Bennett (1987) found evidence
of discrepancies in the identification of different students based on the use of different
criterion measures. They attempted to evaluate whether the discrepancy between the K-

ABC Mental Composite and Achievement Scale corresponded with the discrepancies found
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between the WISC-R and the Peabody Individual Achievement Test (PIAT), thus identifying
the same population of students. The WISC-R/PIAT combination consistently identified
different students than did the K-ABC Mental Processing Composite/Achievement
combination. This has sericus implications for children referred for possible leaming
difficuities, highlighting the need for well researched, rellable criterion measures. Since the
evaluation of the predictive validity of intelligence tests is largely dependent on accurate
criterion measures, the advancement of intelligence testing research in South Africa is
contingent upon reliable, unbiased measures of intelligence as well as academic

achievement.

Bracken (1985) pointed out that, despite extensive research, no long range black-white
predictive validity studies had been published at the time of his review of the K-ABC. The
current literature review reveals  similar dearth of research in this area o date. Bracken
argues that traditional IQ tests have proved to be good predictors of future performance in
both black and white groups. He contends that if the K-ABC is to be commended as a non-
biased instrument, then it should aisa predict future performance accurately for both whites
and nonwhites. Bracken states that it is likely that the K-ABC has reduced its black/white
mean score difference at the expense of its predictive validity. Certainly some of the
studies cited above do suggest that the K-ABC does overpredict concurrent academic
performance, which is in part a confirmation of Bracken's concerns. Despite this,
researchers need to consider the underlying purposes and assumptions of intelligence
testing. Based on Kaufman and Kaufman's assumption that intelligence is the problem
solving and cognitive processing ability of an individual, as apposed to acquired knowledge,
then it is conceivable that a disadvantaged individual may in fact score higher on a
measure of cognitive ability than might be expected from his/her academic achievement.
That is to say, an individual may have the potential to achieve, but not the opportunities to
achieve. Current levels of achievement may be a reflection of lowered educational
opportunities and not lowered intelligence. Traditional intelligence tests, while certainly
predicting both current and future performance under less than optimal conditions, do not

reflect potential when given the appropriate remediation and opportunities.
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While the current researcher agrees with Bracken's call for further research into the long
term predictive validity of the K-ABC, it is noted that such research should only cceurin a
context where appropriate opportunities for academic success and intervention are offered.
Itis only in this way that researchers can measure the extent to which the K-ABC is an
accurate measure of potential for leaming which is ultimately a more neutral definition for
intelligence. As stated earlier, assessment is, after ali, a political activity which serves to
perpetuate beliefs about the cultural hierarchies and superiority (Kriegler & Skuy; 19986).
Research that is not aimed at helping pupils learn, but rather confirming beliefs of

intelfectual inferiority of disndvantaged groups, is a useless and unethical exercise.

it should also be noted that there has been some debate as to what should consfitute
academic achievement and the criteria used to predict academic success. In fine with the
shiit from an acquired learning model towards cognitive functioning madel of assessment
philosophy, there appears to be a graduai shift in philosophy about what constifutes an
appropriate education for life. Classical curricula in the old mode of rote leaming have
been criticized due to their focus on acquiring a knowledge base without teaching cognitive
skills and strategies that can be transferred (Skuy, 1995). The choice of future curricula
should depend on the relative effectiveness of different curricula in equipping people for
life. This will play a crucial role in the future development of intelligence and achievement

measures.
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3) THE STUDY

3.1) Rationale and Aims

As discussed in a review of the literature, the assessment of a child's intellectual level is an
important part of an overall evaluation of the child's general potential for leamning and the
determination of possible educational alternatives, The predictive validity of instruments
used to assess intelligence is essential, as intelligence scores often form the basis for
classification and placement. Previous studies have indicated bias in the results of
intelligence tests in different cultural contexts. The extent to which newer instruments of
intelligence such as the Kaufman Assessment Battery for Children can provide unbiased,
vaiid estimates of intelligence within diverse cultural groups in South Africa is therefore

relevarit.

Numerous studies about the K-ABC have been published atlesting to the interest and
attention that this testing approach and test have evoked. Despite this, it is noteworthy that
no research has been undertaken within the South African context, considering the great
dissatisfaction with current measures of assessment for histarically disadvantaged South

African communities. 1t is this area that this research hopes to partially address.

Intelligence testing research reveals some evidence of the utifity of the K-ABC as a
measure of intelligence in diverse populations (Flanagan, 1995; Fourqurean, 1987;
Kaufman & Kaufman, 1983; Naglieri, 1984, 1986; Valencia & Rankin, 1986; Wilison, Nolan
& Reynolds, 1989; Nolan, Watlington & Willson, 1989). Severe criticisms against the K-
ABC are also noteworthy (Bracken, 1985; Das, 1984; Das, Mensink & Janzen, 1990;
Jensen, 1984; Naglieri & Jensen, 1987; Naglieri & Das, 1990). Despite this, viable
alternatives have been few. The considerable lack of research into alternative methads of
intelligence testing within South African populations and the dire need for unbiased
measures of intelligence in this country, acts as the impetus for the current study. While
this study cannot hope to provide definitive evidence for the utility of the K-ABC in South
African populations, it hopes to extend the field for further investigations into more viable

and equitable means of intellectual assessment.
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Taking cognisance of the thearatical issues, as well as the findings of previous research, it

is hypothesized that:

1. White South African children wili perform better on the WISC-R/WISC-Ill than black ‘
South African children, ‘
2. The white children will perform better on the Yerbal Scale and the acquired knowledge
subtests of the WISC-RMWISC-IH.
3. There will be no difference between the black and white samples on the K-ABC.
4. There will be a significant difference between scores on the WISC-R/WISC-It and the
K-ABC within the black sample.
§. &) The range of teachers’ qualitative ratings of the biack and white pupils on an
impressionistic view will not differ.
b) Teachers' qualifative ratings will be more closely related to the K-ABC than to the
WISC-R/WISC-IIT 1Q scores.

3.2) Method

3.2.1}) Subjects

The sample consisted of 55 children at two private remedial schools (43 males, 12
females). The majority of subjects came from Crossroads Schoof, with 4 black subjects
from Japari School, in order to increase numbers within the black sample. Both Crossroads
and Japari are non-racial remedial schools in Johannesburg which serve mainly upper and
middle class communities. The schools are designed to cater for ieaming disab’ d children
who cannot make progress at a regular primary school. Pupils are accepted into the
schools on the basis of a comprehensive multidisciplinary assessment, generally
administered at the school, leading to the diagnosis of a classic leaming disability. Since
such a diagnosis assumes that pupils are at least of average intelligence, multiple
measures of intelligence are sometimes used to establish this criterion. The current sample
was selected according to the availability of both WISC-R AWISC-Ill and K-ABC data since

both tests had not been administered to all pupils at the schools.
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Males accounted for more than twice the subjects than did femaies, which is consistent with
other studies of learning disabled pupils (Clarizio and Bennett, 1987). There were 21 black
children and 34 white children. The under representation of black students is related to the
small number of black students within private schools, Background information about the
subjects was gathered from school records, which ware not always coniprehensive. Data
within the pupil’s personal files was sometimes incomplete, However, due o the smali
sample size, subjects were excluded from the study only where test scores were not
available, The age at which each pupil was tested were not documented for every pupil.
The mean age for the black sample was 7.9 at the time of testing on the W:SC-R/WISC-iil
(based on ages documented for 16 sample members) and 9.5 at the time of testing on the
K-ABC (based on ages available for whole sample). The mean age for the white sample
was 7.7 at the time of testing on the WISC-R/WISC-lii (based on ages documented for 29
sample members) and 8.4 at the time of testing on the K-ABC (based on ages available for

33 sample members).

Parents’ occupations were used as indicators of socio-economic status (if both parents
were employed the mean score was calculated), Their occupation levels were rated on a
scale developed by Wamer et. al. (1960) and revised by Morris (1985). This scale (see
Appendix 2} consists of four categories: {1) professional; (2) lesser professionai; (3) clerical
skilled and (4) generaily/manualiy skilled. A fifth category- not employed- inciude s parents
who are looking for work, hom~-executives or parents who are absent either through
separation or death. The mean occupational level far the white sample was 2.4 (SD = 0.7)
and for the biack sampie was 2.2 (SD = 0.8). The mode for bot.: groups also fell within the
second occupational level (i.e. lesser professional) (range = 1-4), indicating that parental

occupation levels for the black and white samples were similar.

3.2.2) Procedure

Permission to examine pupil’s personal school files was granted by the school’s principal

and clinical coordinator, on the condition that the confidentiality of data was ensured.
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WISC-R/WISC-ill and K-ABC scores were thus obtained from school records. Post hoc

data were subsequently entered into a data base and analyzed statistically.

Subjects had been required to complete the Wechsler Intelligence Scales for Children -
Revised (WISC-R ) or the Wechsler Intelligence Scales for Children - Third Edition (WISC-
1il) which were administered by clinical and educational psychologists, as part of a general
psychoeducational assessment battery administered at their respective schools. The
WISC-R/WISC-HIl formed part of a diagnostic battery which was used to classify and
diagnose pupils for appropriate remediation. These tests were administered over a period
of time, with the children who were tested more recently being tested on the WISC-ll as

apposed to the WISC-R which is an older edition of the iest.

More recently, the Kaufman Assessment Battery for Childran (K-ABC) Mental Processing
Composite was also administered to the pupils, once again by appropriately trained clinicat
and educational psychologists, in order to refine diagnostic data to improve treatment
programs. This was par of an endeavor to find more useful and valid assessment methods
for South African children than traditional psychometric measures {such as the WISG-
RIWISC-ill) appeared to be,

For the purpose of this study, teachers at the schools were asked to rate the pupils within
the sample according to what they believed each pupil’s intellectual potential to be, in spite
of poor marks or low intelligence quotients (See Appendix 3).

3.2.3) Measures

The Wechsler inteligence Scales for Children (WISC-RIWISGC-HID (Wechsler, 1974, 1991)

are individually administered tests of intelligence which are empirically derived and

extensively researched measures of intellectual ability for children aged from 6 years to 16
years, 11 months. The Full Scale intelligence quotient (IQ) is a combination of the Verbal
and Performance Scale IQ scores. The normative mean for each scale is 100 with a
standard deviation of 15,
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Reliability coefficients for both the WISC-R and the WISC-lil Full Scale IQ are high, (r= .96
for both measures). Numerous validity studies are cited in the WISC-1il manual for both the
WISC-R and the WISC-IlIl. Wechsler (1991) describes the WISC-R as “one of the most
widely researched psychological tests and one of the most extensively cited tests in the
professicnal literature.” (p. 71) Construct, criterion and predictive validity are therefore
explored in the manual based on a réview of extensive research (c.f. Wechsler, 1991).
Waechsler (1981) combines the validity research for the two measures based on the
substantial correlations between the revised and third editions. Additional information of
the WISC-R/WISC-Ii is available from Kaufman (1979) and Kaufman (1994).

The Wechsler Intelligence Scale for Children - Revised and the Wechsler intelligence Scale
for Children - Third Edition were used interchangeably in this study. Children were tested
on the older and newer editions, subject to the availability of the test materials. The
Wechsler intelligence Scale for Children - Third Edition was used in preference to the
previous edition, when available. While the lack of a consistent measure is recognized as
a limitatiory, the researcher was unable to control for this factor due to the post hoc nature

of the research.

Thus for the purpose of this study the Wechsler scales are viewed as essentially equivalent
measures of intefligence, as both editions maintain the same basic structure and content as
well as the same theoretical foundations, in that they are both said to measure a general
factor of intelligence or "g" (Wechsler, 1991). Although some improvements have been
made to the new edition (WISC-Ill) and a number of new items have been added, the major'
features of the WISC-R have remained the same. Wechsler (1991) notes that 73% of the
WISC-R items were retained in original or slightly modified form. Despite this, it is
necessary to document some of the changes made and review the coniparative research to
establish credibility for the interchangeable use of the two measures in this study (See
Appendix 4).

The Kaufman Assessment Battery for Children (! _BC) (Kaufman, 1983) is a measure of

cognitive ability based on information-processing theories. It is an individually administered
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test of ability and achievement for chiidren of 2 1/2 to 12 1/2 years. The whole test

comprises 16 subtests divided into a Mental Processing Scale and an Achievement Scale.

The Achievement Scale is proposed as a measure of acquired knowledge or crystallized
intelligence as apposed to the Mentai Processing Composite which is believed to measure
fluid intelligence (Flanagan, 1995; Kamphaus, 1990; Taylor, 1985). Only the Mental
Processing Composite was administered for the purposes of this study since these
subtests determine inteflectual functioning on the K-ABC. Exclusion of the Achievement
scale was justified in terms of research findings which show considerable evidence for
content bias on the K-ABC Achievement scale against a minority group sample (Valencia &
Rankin, 1985, cited in Valencia & Rankin, 1988). The Mental Processing Composits is a
combination of the Simultaneous and a Sequential Scale scores. The Mental Processing
scales (Simultaneous, Sequential, and Mentai Processing Composite) have a normative

mean of 100 and a Standard Deviation of 15.

Reliability coefficients for the Mental Processing Composite of the K-ABC exceed .90 for
both the preschool and school-age levels. The validity of the K-ABC is explored in the
manual based on 40 separate validity studies and are synthesized to offer evidence of
construct, predictive and concurrent validity {c.f. Kaufman, 1983). A general review of the
literature reveals a growing body of research focused on the K-ABC, giving it increasing
credibility and popularity as an assessment tool. The extent of is current usage in clinical

settings is, however, unclear.

The criterion variable in the present study was teachers’ ratings of children's intellectual
poténtial. Teachers were required to rate pupils' inteliectual potential on a scale v.:i#:
ranged from Exceptionally Low (62 and below) to Excepticnally High (129 and above)
according to what they impressionistically believed each pupil’s potential to be, regardiess
of their current scholastic performance {(See Appendix 3). Teachers ratings were "blind” in
that they did not know the actual IQ status of each pupil or the purposes of the study.
Teachers were asked to rate potential as opposed to current intellectual functioning in order
to gaint a qualitative index of what they believed was the inherent ability or “fluid

intelligence” ~f each pupil.
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These ratings were limited in that their reliability and validity were not established although
they were used quadlitatively in the current study to gain a tentative impression of how
teacher’s perceptions compared with the pupil’s actual intelligence scores on the two

research measures. This was used as a provisional indication of external validity.

3.2.4) Desidn

Standard scores were used in ail analyses. In order to determine whether there were
significant differences between the samples, the Wilcoxon rank-sum test was used, as
opposed to a simple t-test, due to the non-parametric nature of the data, Comparisons
within the samples were made using a univariate signed-rank procedure. The following

comparisons were statistically analyzed according to the above procedures:

s The WISC-R and WISC-lll Full Scale scores were compared to determine whether
these data should be freated together or separately.

e The mean Full Scale scores on the WISC-R/WIBC-Ill of the black and white subjects
were compared.

¢ The mean Verbal and Performance Scale scores respectively, of the black and white
subjects, on the WISC-R/WISC-IIl were compared.

» The mean scores of the biack and white subjects on the acquired learning sublests
(Vocabulary, Information and Arithmetic) of the WISC-R/WISC-HIl were compared.

o The mean Mental Pracessing Cumposite scores of the black and white subjects on the
K-ABC were compared.

e The mean WISC-R/WISC-lll Full Scale and K-ABC Mental Processing Composite

scores of the biack and white subjects were compared.

Teachers' ratings were svaluated qualitatively. The range of ratings for black and white
pupils were compared graphically fo assess whether there were notable differences in
teachers' ratings between the groups. Their ratings of pupils’ intellectual potential were
also compared to actual scores on the WISC-R/WISC-IIl and K-ABC for the black and white



subjects, in order to gain a tentative gauge of which test provides a more accurate
assessment of intelligence. Statistical analyses could not be performed on these results

due to the limitations of this criterion measura.

32



4) RESULTS

Before testing the hypotheses, the legitimacy was established of using the WISC-R and the
WISC-iil interchangeably, and grouping them as equivalent measures for the current
sample. Table 1 presents the means and standard deviations for the WISC-R and WISC-Hl

Full Scale scores for both the black and white subjects of the sample.

Table 1

The Means and Standard Deviations for the WISC-R and WISC-IIl Full Scale Scores for
Black and White Subjects

White Black
(n=34) (n=21)
M SD M SD
WISC-R 85.9 8.1 82.2 7.5
WISC-HiI 93.0 12.4 88.1 5.8

Using the Wilcoxan rank-sum test, it was found that differences in scores on the WISC-R
and WISC-lIl were negligible and non-significant irrespective of race group (p>.05). Thus
the current study did not distinguish between the two tests when performing further

statistical analyses, combining WISC-R and WISC-Ili results (WISC).

Hypothesis 1: The white children will perform better on the WISC-R/WISC-Hll than the
black children.

Table 2 shows the means and standard deviations and levels of statistical difference for

WISC Full Scale scores for the black and white subjects.
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Table 2

Comparison of Mean WISC Full Scale Scores for the Black and White Samples

White Black
{n=34) (n=21)
M SD M SD p

WISC FS 94.0 111 84.2 74 0.0021**

As can be seen from Table 2, when combined WISC (WISC-RMWISC-IH) Fuil Scale scores
were compared, z-values showed a significant difference between the white and black
samples (p<0.01). As predicted, white pupils were shown to perform better than black
pupils on the Wechsler Scales, revealing a 9.8 point difference between mean scorss. The
mean scores for white pupils were found to fall within the Average range, with mean scores
for black pupils faifling within the Low Average range. Thus, according to these results the

black sample was classified as intellectually inferior to the white sample.

Hypothesis 1 was therefore confirmed.

The ranges of the black and white children’s performance on the WISC is presented in
Figure 1.
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Figure 1
Black and White Childrery’s intellectual Functioning on the WISC.
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When the results of the two groups are presented graphically, the magnitude of the
differences in IQ scores between the two groups is emphasized. The distribution of scores

for the black children is ciearly skewed fowards the lower ranges of the scale.

Hypothesis 2: The whit2 children will perform better on the Verbat Scale and the

acquired knowledge subtests of the WISC-R/WISC-IIl.

In otder to further clarify the differences between the two samples on the Wechsler Scales,
a comparison was made between the composite WISC Verbal and Performance

Subscales. These results are presented in Table 3.
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Table 3
Compariscn of Mean Scores on the WISC Verbal and Performance Subscales for
Biack and White Samples

White Black

(n=34) (n=21)
WISC M SD M SD p
Verbal 97.3 14.4 85.0 10.9 .0o3*
Performance 92.2 13.8 86.0 10.3 .1337

As evident from the above table, scores for the WISC Verbal Subscale were significantly
lower for the black sample (p<.01), while differences between scores on the Performance
Scale did not reach significance. This indicates that intergroup differences in Full Scale
scores are largely contingent upon scores on the Verbal Scale. Further analysis of the
acquired leaming cluster on the Wechsler Scales (Information, Arithmetic and Vocabulary)
also revealed that the subtests with the greatest amount of verbal involvement produced
the greatest amount of variability. The difference between information scores between the
groups was found to be significant (z = -3.2; p<0.005) as was the difference between
Vocabulary scores (z = -2.0; p<0.05). Differences between groups on Arithmetic scores did

not, however, reach significance (p>0.5).
Hypothesis 2 was therefore partially supported.

Hypothesis 3: There will be no difference between the black and white samples on

the K-ABC.

The means and standard deviations for the K-ABC Mental Processing Composite for the

black and white samples as well as levels of statistica! difference are presented in Table 4.
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Table 4
Comparison of Means for the K-ABC Mental Processing Composite for Black and

White Samples

White Black
{n=34) {n=21)
M SD M SD D

K-ABC MPC 97.4 9.5 102.9 10.1 0.07

The mean differences between the two samples in intellectual ability as measured by the K-
ABC MPC was not significant (p>0.05). Both groups ws.s. Mso functioning near the K-ABC
standardization mean of 100. Thus, according to the results of the K-ABC, the black and

white samples were functioning within equivalent ranges of inteiligence.

Hypothesis 3 was therefore confirmed.

These results are presented graphically in Figure 2.
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Figure 2
Black and White Children’s Intellectual Functioning on the K-ABC.
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Figure 2 indicates that the K-ABC scores placed an equivalent preportion of black and
white children within the Average range. [tis noteworthy that, of the children that did not
score in the Average range, a larger proportion of black children were placed within the
higher rangeus of intelligence than white children, whereas a larger proportion of white

children were placed within the lower ranges than black children.

Hypothesis 4: There will be a significant difference between scorgs on the WISC-

R/WISC-lli and the K-ABC witiz/n the black sample.

Owing to the differences between intellectual estimates on the Wechsler Scales and the K-
ABC for the black sample, and in line with the hypotheses, a comparison was made
between the mean WISC Full Scale scores and the K-ABC Mental Processing Composite
within the samples using a univariate signed-rank procedure. The results of these analyses

are presented in Table 5,
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Table 5
Comparison of Mean Scores on the Wechsler Scales and the K-ABC within black and

white samples

WISC K-ABC
M SD M Sp t p
Black 84.2 7.4 102.9 10.1 6.9 0.0001*
Vithite 24.0 11.1 97.4 9.5 1.7 0.1639

As can be seen from Table 5, the difference between the WISC Full Scale and the K-ABC
Mental Processing Composite within the black sample was found to he highly significant (f
= 86.9; p = 0.0001). This indicates that these measures do not yield equal estimates of

intellectual functioning for black leaming disabled children.

Hypothesis 4 is therefore confirmed. The d.lerence between WISC and K-ABC scores

was not significant for the white sampie.

‘the distribution of scores fur each graup on the measures are presented in Figures 3 and
4. Due fo the sample size and the inadsquate representation in all the cells, especially
within the extreme echelons of the scale, statistical analyses of the distribution could not

be performed.
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Figure 3
Biack Children’s infellectual functioning on the WISC and K-ABC.
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From an impressionistic viewpoint, it is clear that the K-ABC provides much higner
estimates of intelligence for the biack group than the WISC. 76% of the black children
were placed within the Average to High range using the K-ABC as opposed to 19% when
using the WISC. WISC scores placed the majority of black pupils in the Low Average
range {67%), while the K-ABC placed the majority in the Average range. Using the WISC,
the range of intelligence scores for the black subjects was from Exceptionally Low to

Average, while the range for the same group, using the K-ABC was Low Average to High.
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Figure 4
White Children's intellectual Functioning on the WISC and K-ABC.
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Within the white sample there was also an increase of pupils placed within the Average
range using the K-ABC (74%) rather than the WISC (53%). It is also noteworthy that the K-
ABC reduced the representation of white pupils within the lower ranges of the scale, yet the
relative distributions remained the same. That is, the Average accounted for the majority,
irrespective of the test used, and there were relatively few subjects in the lower and higher

extremes (normal distribution).

When compared with the distributions for the black subjects, the overrepresentation of
subjects in lovier extremes of the scale using the WISC is made clear. For the black
subjects the distribution of scores for the WISC were skewad towards the lower end of the
scale, while the distribution of K-ABC scores appeared to be more “normal.” This suggests
the fack of validity of the WISC for the black subjects, and the greater validity of the K-ABC.



42

Hypothesis § a): The range of teachers’ qualitative ratings of the black and white

pupils on an impressionistic view will not differ

Results certainly attest to the fact that the K-ABC provides higher estimates of intelligence
within disadvantaged groups, but the external validity of these results can only be
ascertained through & criterion measure. While the reliability and validity of the teachers’
ratings are in quastion, they provide a valuable external qualitative impression of pupils’

intellectual potential. Teachers’ ratings of black and white pupils are presented in Figure 5.

Figure 5

Teachers’ Ratings of Intellectual Potential
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Teachers’ ratings placed a higher percentage of white pupils within the lower ranges of
intellectual potential than black pupils. A igwer percentage of white than black pupils were
estimated to fali within the Average and High Average ranges of intelligence. Thus
hyﬁothesis § a) was only partially supported in that teachers’ ratings placed the majority of
both black and white pupils in the Average range. Differences in teachers’ ratings seemed
1o relate to the learning disabled nature of the current sampie, While the white pupils in the
sample probably meet the criteria for a classic specific learning disability, black pupils are
more likely to be classified as learning disabled due to a lack of adequate educational
opportunities, Thus teachers’ ratings of potential (“fluid intelligence”) are refiective of their

estimates of the children’s underlying ability if given adequate opportunities to achieve.
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Discrepancies in ratings may therefore be reflective of the discrepancies in previous

educational opportunities of the black and white subjects.

Hypothesis § b): Teachers’ gualitative ratings will be more closely related to the K-
ABC than to the WISC-R/IWISC-I1 1Q scores,

When teachers' ratings were compared to WISC and K-ABC scores they seemed to rejate
more favourably with K-ABC scores than WISC scores. These results are presented

graphically in Figures 6 and 7.

Figure 6
Teachers' Ratings of Intellectual Potential compared to Black Chiidren’s Inteileciual
Functicning on the WISC and K-ABC.
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Teachers’ ratings of the black pupils followad the distribution of K-ABC scores as opposed
WISC scores. 84% of black pupils were rated as having average intellectual potentia
which corresponded closely to the 76% placed in the Average range on the K-ABC, as
opposed to 19% placed in the Average range by the WISC.
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Figure 7
Teachers’ Ratings of Intellectual Potential Compared to White Children’s Intellectual

Functioning on the WISC and K-ABC.
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Teachers’ ratings of white pupils also seemed to correspond more closely with K-ABC
scores than WISC scores. 70% of the white children were reted as having average
potential which closely corresponded with the 74% falling within the Average range when
using the K-ABC. When compared to the teachers’ ratings the WISC seemed to
overestimate the proportion of white pupils falling within the lower ranges of intelligence,
with 32% falling within the Low Average range as compared to 18% based on teachers'’

ratings.

Hypothesis 5 b) was therefore supported.

Despite this strikirg evidence, only tentative conclusions can be drawn from these results.
Due to the inadequacies of the critericn measure, a statistical correlation could not be

peifarmed.
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5) DISCUSSION

5.1) Interpretation of Results

As suggested from the literature (Flanagan, 1995; Fourqurean, 1987; Naglieri, 1984) and in
the accordance with hypotheses, the results indicated that the Wechsler Scales provided
significantly lower measures of intelligence for the black sample than the white sample.
There was a 9.8-point difference in black/white performance on the WISC Full Scale which
corresponds closely with the 2-point difference found by Naglieri (1986) in his comparison
between a matched sample of black and white children. It is, however, speculated that the
black/white difference within the general South African population may in fact be larger and
closer to the 16-point difference found by Kaufman and Kaufman (1983). Since the cumrent
study focused on a relatively privileged black and white sample, results may be somewhat
distorted, as this sample is not representative of the socio-economic disparity between
black and white within the general South African population. The iearning disabled nature
of the sample, more particularly the whites, may also serve to further confound results.
Additional evidence is therefore needed to confirm the extent to which the groups differ on
the WISC. However, the current results provides an indication that there is probably a
difference between the performance of black and white South African children on the
WISC.

The difference between the scores on the K-ABC Mental Processing Composite did not,
however, discriminate on the basis of race, which would indicate that this scale is operating
in the same difficulty range for each group. Further, the fact that the K-ABC Mental
Protessing Composite was significantiy higher than the WISC Full Scale for the black
satudle, suggests that the twn tests do not provide equal measurements of intelligence for
black children. It would appear, in line with previous research (Flanagan, 1995;
Fourqurean, 1987; Naglieri, 1984; Nolan, Watlington & Willson, 1989) that the K-ABC may
provide a more equitable measure of intelligence in culturally, linguistically disadvantaged

communities.
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A gualitative analysis of the distribution of scores for both measures (see Figures 3 and 4)
revealed that the K-ABC provided higher indexes of intelligence for boih the black and
white sample, placing larger proportions of them within the higher ranges of the IQ scale
than the WISC. While this was expected within the black sample, it is notable that the
classification of many white children was alsc dependent on the measure used. Since
there is evidence that the ability test scores of children who are poor readers declines over
time, especially on verbal measures (Kline, 1998), the leaming disabled status of the white
sample may have negatively effected their scores on the WISC. As the K-ABC excludes
verbal reasoning tasks from its Mental Processing Composite, the 1Q scores of many of the
white children improved on this measure, although this improvement did not reach

significance.

Because the black children in the sample scored significantly lower on the WISC Verbal
Scale compared with their white counterparts, as well as on the subtests more closely
linked to leaming, it is likely that acquired knowledge and language factors expiain
differences in WISC IG scores rather than actual differences in intelligence. This concurs
with Kaufman and Kaufman’s (1983) finding that the Verhal IQ of exceptional samples
(learning disabled and culturally disadvantaged groups) are limited due to second-language
issues and school-related difficulties. The strong reliance on the English fanguage in the
Wechsler scales and the fact that the K-ABC is largely non-verbal is probably the primary
factor contributing to the K-ABC/WISC discrepancy.

Since factor analyses have shown the WISC-R verbal comprehension subtests and the
Arithmetic subtest to load on the same factor as the K-ABC Achievement subtests (Naglieri
& Dés, 1990; Kaufman and Mclean, 1987; Naglieri & Jensen, 1987) it is reasonable fo
assume that the lowered resuits of the black sample on the Verbal Scale are due to the
acquired knowledge components of this scale. Further examination of the results
coniirmed the above supposition, revealing that the primary difference of results within the
WISC Verbal Scale occurred within the acquired knowledge rluster of subtests (Bannatyne,
1971, 1974, cited in Kaufman, 1994). More specifically, the white sample parformed
significantly better or the Informaticn and Vocabulary subtests which form part of the

acquired learning cluster and contain a predominantly verbal base.
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Interestingly there was no difference between groups on the Arithmetic subtest which also
forms part of this cluster. This may be due to the lessened language component of this
subtest. Indeed, according to Flanagan (1995, cited earlier) linguistic bias in intelligence
tests such as the WISC-R may lower scores of children whose second language is English
despite conversational proficiency in English. Thus, within the current black sample,
expasure to private English medium schooling may have provided them with the gbility to
acquire sufficient knowledge in areas such as arithmetic, but not allow them to compensate

for residual second language difficulties in verbally dependent areas.

Since the results of this study confirm the hypotheses, offering some support for the use of
the K-ABC with black South African children, the question remains as io the predictive
validity of the K-ABC. In view of the fact that one of the shortcomings of the current study
is the lack of a validated criterion measure, only tentative conclusions can be drawn.
Teachers’ qualitative ratings of pupils intelligence do, however, provide some evidence as
to the legitimacy of the K-ABC as an alternative measure of intelligence. Based externally
on an impressionistic view, it is noteworthy that the range of teachers’ ratings differed only
slightly for the two groups. Interestingly, teachers tended to rate the black sample more
favourably than the white sample, placing fewer black children in the below average ranges
(see figure 5). In general, however, teachers rated the majority of black and white studenis
as having Average inteliectual potential {(“fiuid in zhigence”) which is certainly reflected in
their K-ABC MPC resuits.

When analyzed graphically (See Figures 6 and 7) it is clear that teacher's ratings tended to
correspond more closely with pupils’ scores on the K-ABC than the WISC, especially for
the Black pupils. This is further evident when pupils’ scores are compared to teachers’
ratings on an individual basis. For the two black pupils that teachers rated as having high
average intelligence, theit K-ABC scargs were within the High Average range, despite their
Low Average scores on the WISC. In this instance the WISC certainly appeared to
underestimate ability. Similarly, the only black pupil who scored within the Low Average
range on the K-ABC was identified by his teacher as having iower than average intellectuat

potential. This provides provisional evidence that the K-ABC is a more accurate and




48

equitable measure of intelligence, as apposed to the Wechsler scales which seem ‘o reflect

an overly negative view of functioning for black South African childrer.

The ratings for white pupils where more difficult to analyze on an individual basis, in that
the pattemn of correlation appeared to be more haphazard. Teachers’ ratings of individuals
sometimes related more closely to K-ABC scores than WISC scores and visa versa. As a
whole, however, when white pupils’ scores were analyzed together (See Figure 7),
teachers’ ratings certainly seemed to predict K-ABC scores more consistently than WISC
scores. Due to individual discrepancies and the lack of statistical corroboration, it was,
however, difficult to assess with certainty, which of the mieasures provided a more accurate
estiinate of intelligence in a group of children that have had the opportunity to acquire the
skills assessed in traditional measures of intelligenice. A detailed correlational analysis was
not possible in the current study due to the inadequacy of the criterion measure, although

this is an area requiring further research.

Overali, the results did provide some support for the utility of the K-ABC as an alternative

non-discriminatory measure of assessment, especially for black South African children.

5.2} General Implications of the Findings

Should the findings of the current study be corroborated by future research, the
implications for both assessment and education in South Africa may be far reaching.
Firstly, the current adhererice to traditionai methods of assessment may be seriously
questicned, with reference to a nondiscriminatory alternative. While there has been the
recégnition that conventional intelligence tests tend to misclassify disadvantaged groups,
the lack of a viable alternative has lead to the continuation of traditional testing techniques.
Practitioners have attempted to temper the negative effects of these discriminatory
techniques by contextualising resuits and interpreting scores based on their knowladge of
the situational determinants of intelligence. While this may lessen the misciassification of
individuals whose tests scores are lowered as a result of limited educational opportunities,

little is achieved towards the development of programs to remediate disadvantage.
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Since the K-ABC is based con the premise that assessment should provide a cognitive
profile of strengths and weakness in order to facilitate instruction, it recognizes the dynamic
nature of intelligence and therefore may be used as a toot to provide change in South
Africa (Kriegler & Skuy, 1998).

Ehould the K-ABC, or other such cognitive assessment measures, be embraced as the
oreferred methed of assessment in South Africa and internationally, this wili also constitute
a shift in traditional definitions of intelligence. No longer will infelligence embody the ability
to acquire knowledge, nut rather the ability to process and manipulate novel information
using appropriate cognitive sirategies. Definitions of intelligence will encompass the
concepts of potential and cognitive modifiability and therefore embody relevance for all
children (Skuy, 1995). If current definitions of intelligence are modified, this will encourage
educationalists “10 reflect on the purposes of education, and to radically transform the
components of what we teach, the canceptualization and methods of teaching itself, and
our approaches to assessment” (Skuy, 1995, p. 12). This will challenge current
achievement based models of education, in favour of process based models where the

focus is the teaching of thinking skilfs in order to promote autonomous learners.

Since cognitive based models of education are embedded within the need to recognize the
potential of all, they may provide the foundation to address the needs of a larga proportion
of individuals who are facing academic failure due to sociopolitical disadvantage in South
Africa. Assessment delineating cognitive strengths and weaknesses may ultimately
become an essential tool in the restructuring of educational philosophies and objectives in

South Africa and internationaliy.

5.3) Limitations of the Study

Due to the post hoc nature of this research, the researcher was unabie to control for some
of the confeunding factors in the research design. The fact that the current sample was not
representative of the general population is possibly the most noteworthy limitation. Firstly,

the sample was drawn from a relatively privileged group of black and white children, which
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is not reflective of the inequalities which exist between the black and white majority in

South Africa.

Secondly, the writer proposes that the difference.. in the nature of he black and white
sample may also have served to contrive resulfs suinewhat. The fact that the samples
were drawn from remedial schools which cater for learning disabled poptitations,
compiicated the conclusions that could be drawn from results. Due fo the inherent
structural disadvantage that black South African children are exposed to (discussad
earlier), they may be classified as learning disabled as a result of a lack of educational
opportunity rather than having an actual “deficit” as such (Kriegler & Skuy, 1996). The
white children in the sampie are more likely to meet the criteria for a classic leaming
disability. Because of these discrepancies, it is difficult to ascertain whether teachers’
ratings were accurate reflections of true potential and whether results are generalisable.,
Further research, with a larger, more representative sample, exploring the generalisability

of these rasults to other South African children warrants investigation.

Issues with regards to the actual research methodology were also somewhat compromised
due to the post hoc nature of the research. The samples were not randomly selected, but
rather selected on the basis of the availability of test data for individual subjects. Due to
these Ioose selection criteria, there were fairly large age discrepancies both between and
within the black and white samples. This may have affected the pupils’ scores on both the

WISC and the K-ABC and consequently the limited the validity of the comparisons made.

The interval between WISC and K-ABC administration was also not controlled. For some
pupils the interval between WISC and K-ABC administration was a few months while for
others the interval was a year or two. Since one of the tenets in the custent study is the
“fuidity” of intefligence, it is unclear the extent to which actual intellectual development as
opposed to test factors, influenced the differences in test parformance on the two
measures over time. More stringent controls were therefore necessary to ensure that the

mean time lapsed between WISC and K-ABC testing was standardized.




51

Finalty the fa~k of a quantitative and reliable criterion measure limited the conclusions that
could be made with regards to the results. Teachers’ ratings could only provide a
qualitative impression of external validity which needed to be clarified in order to enhance

the utility of the resulis reported.

'5.4) Sudgestions for further research and practice

Due to the limitations within the current study (identified above), it may be useful to
replicate the current findings, prior to extending the field of study. It would be futile to
further explore the utility of the K-ABC within the South African population, before
corroborating the evidence found within this study using a larger, more representative
sample and more rigorous research techniques. Once the validity of the current findings
have been estabiished more definitively, the opportunities for further research are

extensive.

While the present findings offer general and tentative support for the use of the K-ABC with
black South African children, more research is needed to ascertain the long and short term
predictive validity of these results. Such research needs to occur in the context of a
structured intervention program. Since a major goal of the K-ABC is the meaningful
translation of test scores to educational strategies, the instructional value of the
Simultaneous/Successive model is essential to the validity of the K-ABC. The extent to
which children 4re able to reach their intellectual potential through cognitively based
intervention programs will ultimately determine whether the K-ABC is a useful and viable
alternative intefligence measure for South African children. After all, assessment for
classification purposes is not sufficient to provide change in South Africa. More attention
should be given to researching the use of measures such as the K-ABC as a means of
enhancing teaching methods and promoting change which should be a fundamental aim of

assessment in South Africa,

Since the complexity of the K-ABC has baen called into question, with regard to ways in
which the subscales have been operationalized, attention shouid also be given to

researching the use of other measures derived from similar cognitive processing models
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{such as the Cognitive Assessment System [CAS]) to assess whether they provide more
comprehensive remedial information. Ultim. ely the aim should be to find the most

informative measure of assessment.

The relevance of these findings is particularly pertinent in exceptiorial and disadvantaged
groups which constitute the black sample in the curent study. Considering the fact that
learning disabled children are commonly identified based on discrepancies between scores
on ability tests such as the K-ABC or the WISC-R, and scores on achievement tests, the
extent to which these tests provide accurate measures of ability is essential to appropriate
intervention. The extent to which the K-ABC is able to correctly discriminate between and

within samples is therefore another relevant area for future research.

The present findings add to a body of literature establishing the utility of cognitively based
models of assessment within diverse population groups. The results indicate that the K-
ABC may be a useful aiternative to the WISC especially for black South African children.
Whether the K-ABC should replace the WISC as the primary measure of assessment in
South Africa with all populations, is a question which remains to be answered. The
implications of finding alternative measures of assessment go beyond the establishment of
better means of classification. In line with the aims of the K-ABC, appropriate measures of
assessment should provide the tools to initiate change. In the South African climate where
enormous structural changes are necessary to redress years of discriminatory education,
assessment geared towards practical solutions is essential to help generate educational

strategies to teach children more effectively.
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5.8) Summary and Concliusion

"Experts tuday may still want to follow a one-dimensional scale of merit or
intefligence. The measurement of merit, the quantitative as opposed to qualitative
method of study leads to simple assessinent of superiority and inferiority. Hence, it
justifies simple policies of opposition, of exclusion and oppression. These are all the
more dangerous in ignorant hands, for they contain an element of truth."

(Darlington, 1962, quoted in Das, 1992}

Indeed, the above quotation, represents the rationale for the current research, which is an
effort to identify a non-discriminatory measure of inteliigence as a step towards redressing

structural inequalities in South Africa.

The results obtained support the hypotheses that traditional measures of intelligence
provide much lower estimates of intelligence for black children than white children, thus
perpetuating perceptions of inferiority and discrimination. The K-ABC did not discriminate
on the basis of race therefore challenging these discriminatory myths. The findings imply
that the K-ABC, in its attempt to measure underiying cognitive processing, provides a more
equitable measure of intelligence for black South African children and appears to be a

useful alternative tn the Wechsler scales.

The preseht study only examined a small and exceptional sector of South African children.
In doing so, the generalisability of results was limited. Results did, however, provide
tentative evidence for uillity of the K-ABC wiich need to be corroborated within a larger,
more representative sample using mcie rigorous criterion measures. This poses a

challenge for future research.
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APPENDIX ONE

Table taken from Naglieri and Das (1990; p. 317).

Mean Factor Loadings of WISC-R and K-ABC Subtests from Three Studies

Subtest Factor 4 Factor 2 Factor 3
Gestalt Closure 16 45* 09
Triangles 19 60* 19
Matrix Analo jies 25 38 26
Spatial Memory 12 49* 22
Photo Series 20 50* 21
Hand Movements 10 22 44*
Number Recal 16 07 69*
Word Order 21 08 58*
Faces and Places 85" 17 16
Arithmetic 47* 26 36*
Riddles 65* 20 12
Reading/Decoding 56* 10 31
Peading/Understanding  65* 12 22
Information ©68* 21 18
Similarities 63~ 18 14
Arithmetic 35* 25 42+
Vocabulary 73 13 19
Cihmprehension 60* 22 14
Digit Span 17 09 e5*
Picture Completion 24 49* 09
Picture Arrangement 18 50" 09
Block Design 19 53* 14
Object Assembly 13 65* 10
Coding 05 31 23

Note - Average Fisher z loadings > .35 are starred
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APPENDIX TWO

Parent Occupation Levels

Adapted version of the scale proposed by Wamer, Meeker and Eells (1960) and revised by
Morris (1985).

Category One: Professional
Professional requiring graduate/post-graduate education (e.g., doctors, Iawyers, engineers,

accountants) and managing directors or owners of large companies.

Category Two: Lesser Professional
Lesser Professionals not necessarily requiring graduate education (e.g., primary school

teachers, nurses) and managing directors, directors or owners of smali companies.

Category Three: Skilled Clerical
Sales or administrative occupations (e.g., bookkeepers, supervisor °, representatives,

agents, senior secretaries).

Category Four: Skilled Manual
Manuaily skilled workers (e.g., artisans) and lesser clerical/sales/agministrative occupations

(e.g., receptionists, clerks, salespersons).

Category Five: Not Working
Parents who are absent either through death or divarce, ars unemployed temporarily, are

unable to work, or who are home executives.
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APPENDIX THREE

Teacher’s Ratings of intellectuai Potential

Please would the class teacher of each of the following children rate what they believe

instinctively hisiher intellectual potential is, in spite of his/her poor marks or low IQ scores,

Q Classification
69 and below Exceptionaily Low
70-79 Low
80-89 Low Average
90-109 Average
110-118 High Average
120-129 High
130 and above Exceptionally High
Tick the appropriate box:

Name Below ; 70-78 80-89 | 90-109 | 110-119{ 120- Above
69 128 130

———————
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APPENDIX FOUR

Nifferences between the WISC-R and the WISC-lil

1 he rationale for updating the WISC-R is cited as the need to update the norms. itis
recognized that intelligence tests tend to date over a period of time in that children tested
on tests with dated norms tend to perform better. Thus Average IQs appear to be higher
when referenced to an outdated sample than if current norms are used, and a child's actual
ability is inflated. A child's performance on the WISC-Ill will therefore be slightly lower than
on the WISC-R in accordance with the temporary sample. Wechsler (1991), when
comparing the mean Full Scale IQs (FSIQ) of the two scales, found that the WISC-lIl Full
Scale IQ is about 5 points less than the WISC-R Fuli Scale IQ . The WISC-Ill Verbal (ViQ)
and Performance Scales (PIQ) were found to be about 2 and 7 points lower than the
WISC-R Scales respectively, Wechsler presents a table of expected WISC-Ill scores for

equivalent WISC-R scores.

WISC-R WISC-IlI

1Q score ViQ PIQ FSIQ
55 50-56 46-53 47-54
70 65-70 60-67 63-68
85 81-84 76-81 78-82
100 97-89 91-94 ©4-96
115 111-114 106-108 108-111
130 126-129 120-124 122-126
145 140-145 134-140 136-141

Ranges are 85% confidence intervals (N=206)

(Wechsler, 1991, p. 90)

Despite slight expected differences in 1Q scores, there are substantial correlations between
the subtest scores and the scale scores on the WISC-R and WISC-ill. The Verbal Scale
and the Full Scale IQs are highly comrelated: r= .90 and r= 0.89 respectively. The
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correlation between the Performance 1Q scores are slightly lower although still high {+ =
0.81). Wechsler (1991) concludes that "the magnitude of these correlations provides
evidence that the WISC-lil measures essentially the same constructs as does the WISC-R"
(p. 89). ltis on the basis of this supposition that the WISC-R and the WISC-1il results are
equated in the present study. The possible differences in scores between the two

measures are not however disregarded completely and do form part of the analyses.
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