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ABSTRACT

The purpose of this study was to analyze the errors made by four
year old Bilalian (Black) children to the stimuli which comprise the
Peabody Picture Vocabulary Test - Revised (PPVT-R) in order to generate
possible explanations forvthe.children's preferred ("incorrect")
responses in terms of language pattefns and reasoning processes.
Standardized administration procedures were disregarded; testing with
each of the 21 children began with Plate 10 and proceeded until six
"misses" occurred within eight consecutive responses. Each error,
along with the test publishers} stipulated ("correct") response and a
distractor, was queried in an attempt to ascertain the reason for the
child's Word-picturé linkage. All testing was electronically recorded.
Relevant“categorieé that emerged from the data were: experiential
indicafors, berceptﬁal indicaﬁors, symbolic substitutes, stipulated
responsés acquiréd through inquiry, and invalid indicators. Findiﬁgs
indicate‘that when Queried about their "érrors," the children expressed
logical and well-grounded reasoning ability, and‘that use{of the
PPVT-R among four year old Bilalian children as an indicator of intel-

1igen¢e may be doubtful.
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CHAPTER 1

INTRODUCT ION

The purpose of this study was to analyze the errors made by L
year old Bilalian children to the stimuli which comprise the Peabody
Picture Vocabulary Test - Revised (PPVI-R) in order to ascertain
whether the children's explénations of their own choices could pro-
vide an insight into whether the error was a function of faulty
knowledge, faulty reasoning, faulty test construction, cultural
differences, cultural deprivation, socioeconomic factors or any other
discernable pattern. Were children not judged to be educationally
different on the basis of standardized measuring devices, there would
be no need for such a study. Were judgments about native capacities
for learning not similarly made, there would again be no need for
such a study. However, as will be documented in this paper, such
judgments are ﬁade‘and the consequences are of extreme importance.

In this first chapter, the reader will find an introduction to
the testing controversy, an overview of the prevailing interpretations
of intelligence tests as they relate to the observed performance
differences between various ethnic and racial groﬁps, a summary of
test standardization problems and a review of educational placement
issues. The chapter ends with a statement of the purpose of the study,
its research questions, its‘importance, and its limitations.

The need for this study is based upon a firm belief that children

are very complex and .only by dealing with their multi-faceted complexity



2
can their behavior in a testing situation be meaniﬁgfully related to
their academic, social, or personal performance. The exposition of
this complexity starts with an ovérview of the controversy surrounding
the discrepancy between the tesﬁ performance of various groups and the

interpretations of the meaning of those discrepancies.

The Testing Controversy
The generalized observation £hat there is a definite and positive
relationship between the scores which students obtain on intelligence
tests and their familial social status or cultural background has
existed since the latter part of the nineteenth century (Eells, Davis,
Havighurst, Herrick & Tyler, 1951). The observation has spawned a
multitude of postulations and theories, been the product of voluminous

scientific writings, and has created more hot air than Puff the Magic

ngggﬂ. Whereas the foﬁus of the debate has changed with the passage
of time, the substéntive phenomena being observed~--group differences~-
“has not been altered. ‘

The cﬁrrent cohtroversy concerning standardized testing, and in
particular the applicabiliﬁy of such tests for the Bilalian (Black)
child, especially those from the economically exploited strata, has
intensified in receht years (Hillard, 1977; Reschley, 1978; Samuda,
1975). Perhaps the most fundamental, but frequently ignored, issue in
both current and previous debates of intelligence tests, is the use
- of such tests as part of a system for the allocation of social oppor-

tunities (Reschley, 1978; White, 1977). Williams (197L), Samuda (1975),



Stamples (1976), and Lawler (1978) have expressed a.profound con-
viction that the discrepancy in performance scores between the
economically exploited Bilalian child and his economically exploited
Caucasian age mates hés been interpreted to demonstrate the inferiority
of the former child. These inferences have led to differential treat-
ment, in school or on jobs, that has constituted a denial of opportunity.

Williams (1974) states that historically, when dne group of
people has wished to subjugate or exploit another group, the "super-
ordinate" group has dehumanized the "subordinate" group by ascribing
derogatory charactéristics to them. Terms such as animalistic,
savage, emotional, over-sexed, 1az&, unscrupulous, and crazy, have been
a few of those used. It was also necessary to impugn the subjects!
ability to determine their own destinies. The Bilalian-Caucasian IQ
controversy presents an analogous situation. When abpeople is labeled
consistently as beihg of low-intellect, the rights to life can and will
erode to nothing. Whereas Black (1971) asserts that the data derived
from the administration of, and research with, intelligence tests may
not be a cause of racist attitudes but rather a pervasive and convenient
reinforcer of previously esﬁablished negative attitudes towards
Bilalian peoplé, Kamin (1974) has similarly written,

the I.Q. test in America, and the way we think about it,

has been fostered by men committed to a particular social

view. That view includes the belief that those on the

bottom are geneﬁically inferior victims of their own

immutable defects. The consequence has been that the



I.Q. test has served as an instrument of oppression

against the poor--dressed in the trappings of science,

rather than poiitics. (pp. 1-2).

Ladner's (1977) assertion that labels become psychologically
harmful badges when attached to an individual and that the éffects
remain even if the label is removed at a later point in time, provides
a telescopic view of the highly functional impact of the labeling
process. Proponents of Ladner's position (Lawler, 1978; Mercer,

1973; Williams, 197hL) suggest that the labeling process and its legi-
timization through the manipulation of statistical data serves to
fﬁrther alienate the Bilalian and legitimize the economic and political
status quo. The labeled child is made to feel responsible for his/her
failures. Blaming the victim results in a negative self-concept

which may influence future undertakings, self-esteem, and subsequent
relationships and accomplishments (wright, 1975).

Finally, IQ test scores are powerful instruments in éhaping
teacher expectationéA(Rosenﬁhal, 1973), educational curricula (Mercer,
1971), future opportunities (Simmons, 1980), and life experiences
(williams, 197h4; Wright, 1975). In other words, the IQ test score
assimilates a "gaﬁe keeping effect" which is the chief element in
retarding the social mobility of the Bilalian and limiting his/her
share in the opportunities proffered by society (Samuda, 1975).

Intelligence tests are nothing but updated versions of

the old signs down South that read "For Whites Only."

Thus, we now have the reinforcement of racism through

the prestige of science. TWhile institutional racism



relies on an oppressive cluster of laws, customs and

practices that systematically support doctrines of

superiority and supremacy; scientific racism employs

a more techniéal discriminatory weapon, namely

intelligence tests. (Williams, 197h, p.. 34).
The implications of the testing controversy are indeed long-standing,
complex, and multi-faceted.

IQ: A Measure of Intelligence or Access

When you starts measuring somebody, measure him right,
child, measure him right. Make sure you done taken into
account what hills and valieys he come through before

he got to wherever he is.

- To Be Young, Gifted, and Black

Lorraine Hansberry

Is IQ a measure of intelligence, or simply a predictor of the
things that make for success in America? 1IQ is a symbolic representation
for a mathematical construct (Intelligence Quotient) popularized by
Terman in his 1916 revision of the Binet-Simon Scale (sattler, 197h).
The construct:is defived by the calculation of one's mental age by his
chronological age and multiplying by 100. In later years (Wechsler,
194l) proposed the idea of an IQ equivalent which is derived on the
basis of a deviation’score which was based on the idea of a deviation
quotient. More recently IQ has been given life and has developed into
an entity, interpreted as an innate capacity capable of being transmitted

through the genes (Jensen, 1969).



Despite the use of research into, and the construction of
"intelligence tests" there is neither consensus amoné psychologists
regarding a definitive statement of what intelligence is, nor a
single acceptable method of measuring it (Adler, 1979; Barnes, 1972;
Williams, 1971). The complexity surrounding the lack of a unified and
precise definition was readily seen at a 1921 symposium of thirteen
of America's most renowned psychologists, who, when asked for a defi-
nition of intelligence gave thirteen different answers (Sattler, 197h4).

Even today, educational psychologists, including Jensen, acknowl-
edge that the conception of the phenomena labeled intelligence remains
vague. Joseph (1977) classifies the definitions of intelligence
according to four different descriptors: (1) biological, (2)
educational, (3) faculty, and (4) empirical. Biological definitions
emphaéize the adjustment or adaptation of the organism to its environ-
ment. The biological definition is exemplified by the following:
"Innate, general cégnitive ability" (Burt, 1955). Educational
definitions emphasize learning ability. Intelligence is "the ability
té learn" exemplifies this position (cited in Joseph, 1977). Faculty
definitions emphasiie a faculty or capacity. Jensen's (1969)
definitions of intelligence as a 'capacity for abstract reasoning and
problem solving" exemplifies this category. Empirical definitions
emphasize the practical results of intelligence. Boringfs "intelligence
is what tests test" exemplifies this category (cited in Joseph, 1977).

An enormous amount of research has been done in an effort to evaluate



the relative merit of the definitions and theoreticél positions
cited above (Reese & Lipsitt, 1970).

Comparison of Bilalian and Caucasian cultural life styles has
generally been accomplished through psychometric (quantitative)
research. However, such research comparing Bilalian and Caucasian
children in terms of intelligence test scores (IQ) has never come to
terms with the distinctive properties and features of Bilalian life
(Cicourel, 197L).

Sociologists such as DuBois (1953) and Staples (1976) have pro-
vided extensive qualitative descriptions of the cultural knowledge
and social organigation that characterizes the everyday life of
Bilalians. Psychometric testing procedures are devoid of such
appraisals, hence the complexity and richness of the Bilglian culture
has been ignored and disregarded (Baratz & Baratz, 1970; Cicourel,

- 197hL). |

The concept of intelligence on which a given test is constructed
can be a basis for its validity or lack thereof (Barnes, 1972). The
concept determines the kinds of behaviors tapped by the various test
items. If the concebt is narrowly defined it may omit behavior that
is predictive of or related to performance on a given criterion. On
the other hand, if behaviors not included are also related and the
sample favors one group over another, then the test may well predict
accurately for the ohe group but not for the others (Barnes, 1972).

Dreger (1960) notes that to assume that intelligence test scores

derived from the academic type items used in the traditional scales



actually measure those areas of intelligence which individuals are
called upon to use in real life situations is naive. Similarly,
comparing the real life capacities of Bilalians and Caucasians on
the basis of such instruments would be equally naive.

In summary, the distinction must be made between the symbol and
the construct. Much of the research on intellectual differences
between Bilalian and Caucasian children is based on differences in
test scores or IQ (Deutsch, 196L; Semler & Iscoe, 1966). Thus the
difference in IQ score attainments between the above-mentioned
children suggests a difference in performance patterns not in innate
intelligence as implied by Wechsler, Terman, and Jensen (stodolosky
& Lesser, 1967). "!'Test inferiority' can not be equated with inferior
cognitive ability" (williams, 1973, p. 33).

Related Issues

Additional issues surrounding the IQ controversy are: (a) the
underrepresentaﬁion of members of non-white and/or economically
exploited groups within the standardization populations of intelligence
tests, and (b) the disproportionate number of members of nonwhite
and/or economically exploited groups within classes for the Educable
Mentally Handicapped.

Standardization Populations

Samuda (1975), Williams (1975), and Lawler (1978) have reported
the complete absence of Bilalian children in the standardization samples
of the original versions of the Wechsler Intelligence Scales for

Children (WISC), Stanford-Binet (S-B), and Peabody Picture Vocabulary



Test (PPVT). Wechsler (194}) céutioned that his adult test norms

were exclusively for the Caucasian population: "We have eliminated

the 'colored! [Bilalian] versus 'white' [Caucasian] factor by admitting
at the outset that our norms can not be used for the 'colored'
[Bilalian] populations of the United States (p. 107). Revision of the
WISC failed to produce a more representative sample. Standardization
of the WISC-R included only 165 nonwhite males and 165 nonwhite females.
Williams (1975) questioned Wechsler's definition of nonwhites; that

is, Bilalians, Native Americans, and Orientals. Mexican-Americans

and Puerto Ricans were characterized as either Caucasian or nonwhite
according to how the examiner perceived his/her ethnicity according to
skin color. Further, the use of 330 nonwhite children to represent
children of various socioeconomic levels and the cultural heritage
backgrounds of 33 million minority children is suspect. Moreover,
“although Bilalian children were included in the restandardization of
the WISC, S-B, and PPVT, their inclusion is not representative by
percentage, geographical location, age, sex, or socioceconomic attain-
ment. Further, Wright (1975) concludes that expansion of standardization
samples to include sﬁudents from ethnic groups having a variety of
different cultural characteristics may do nothing to reverse inequities
if test content remains representative of middle-class Caucasian ideals,
values, and culture.

Educational Placement

The use of IQ test scores in the placement of Bilalian and children

from other nonwhite and economically exploited groups, in classes for
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the Educable Mentally Handicapped has recently been challenged in

the courts (Diana vs. State of California, 1970; Larry P. vs. Wilson

Riles, 1979). Throughout the Larry P. opinion, IQ test results were
seen as the primary cause of overrepresentation of Bilalian children
in Educable Mentally Handicapped classes (Oakland, 1977).

Williams (1972) found that in St. Louis during the 1968-1969 aca-
demic year, Bilalian students comprised approximately 63.6% of the
school population, compared to 36.L% for Caucasian students. Of the
4,020 children in classes for the Educable Mentally Handicapped, 2,975
(763) were Bilalian as compared to 1,045 (24%) Caucasian students.

Thus, Bilalian children were being placed in classes for the Educable
Mentally Handicapped about three times as frequently as their Caucasian
counterparts. Scores derived from‘intelligence tests were the primary
basis for placement. Mercer (1973) studied the social process by which
a person becomes labeled as a mental retardate by the formal organi-
zations and found;ébout four times more Mexican-Americans and three times
more Bilalians were being labeled as mentally retarded than would be
expected from theirApercentages in the general population. Williams
(1974), Samuda (1975), and Lawler (1978) contend the use of IQ test
scores as a primary and/or sole variable in the educational placement

of Bilalian students frequently results in and legitimizes an educational
system built upon inequality.

Purpose of the Study - Statement of the Problem

The Peabody Picture Vocabulary Test - Revised (PPVI-R) is a

measure of receptive language and is routinely used in the assessment



11
of preschool children. Dunn and Dunn (198la) acknowledge the wide-
spread use of the PPVI-R as a measure of receptive language and
cognitive ability.

The present study examined the error response patterns of L year
old Bilalian preschoolers on the PPVT-R. The purpose of this study was
to generate an understanding of the Bilalian child's preferred responses
in terms of language patterns and reasoning processes in relation to
the test publishers! stipulatea ("correct!) answers.

Research Questions

This study addressed itself to the following questions:

l. What factors can be‘identified as being influential in the
fchild’s response pattern? Was the child attending to pictorial clues,
remembering life eXperiences, and so forth?

2. ‘Does the child, during interview, exhibit a functional or
working knowledge of the concepts being queried? Does the interview
elicit a taxonomy or classification system which approximates the
publishers' stipuiated ("correct'") answers?

3. What selection patterns can be established across children
and/or across "plates"?

Significance of the Study

The relationship between intelligence, language, and test per-
formance is ambiguous. Systematic investigations of the effects of
cognitive and language ability across age, sex, and/or race variables

upon intelligence test performance have produced differing results
\
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(Hardy, 1976; Hughes & Lesser, 1965; Southern & Plant, 1971). An
important aspect of this problem is the common usage of standardized
tests of intelligence to infer the Bilalian child's intelligence or
verbal capabilities without supporting evidence that this method is
adequate for the purpose (Neal, 1976; Rivers, 1978; Williams &
Rivers, 1972). A need exists to describe the actual production of the-
testing situation rather than assume correctness or incorrectness of
response patterns in order to more clearly ascertain the Bilalian
child's true range of cognitive and language capabilities.

Limitations of the Study

The size and description of the sample population was a limiting
factor. There were only 21 Bilalian children all of whom attended one
pafticular Head Start site in a midwestern city of approximately 77,000
people, and whose limited economic status may be inferred from national
Head Start guidelines as put forth by Royster, Larson, Ferb, Fosberg,
Nauta, Nelson,iand Takata (1978):

The Head Start program was implemented in the summer of

1965 as an attempt to provide preschool educational and

social services to poor and minority children. (p. 8).

Also, the limited time for data gathering and analysis necessarily
limited the cross-checking of the data for saturation of the wvarious
categories. This study can only be considered a first level analysis
of PPVT-R error patterns since, in the author's judgment, none of the

categories were saturated. Thus, this analysis is only intended to
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suggest some possible theoretical explanations of the error patterns
found during testing.

An additional and consequential limitation was the author's method
of inquiry. The inquiry process was frequently abrupt and incomplete.
The researcher suggests that any replication of this study should
attempt to fully elicit exact reasons for each child!'s selection of a
particular stimulus picture. A need for interrogative statements which
attempt to ascertain exact experiential and cognitive referents, and
the visual perception bases for the child's answers is indicated by the
data.

Definition of Terms

Bilalian

When a distinction need be made between racial groups, the terms
"plack" and "white" will not be used. The word Bilalian will refer to
"black" persons. The word Caucasian will refer to "white" persons.

Bilalian is an Islamic term for people of African descent born
in America, and iﬁ,is used in remembrance of the African slave named
Bilal, who was knowﬁ for his bravery and faith. ¥while Bilalian
generally refers to Muslims of African descent born in America, it need
not be used in conjunction with religion.

The author's motivation for‘inclusion of this referent is two-
fold: first, a review of the literature accents the variegated
terminology that has been assigned to people of African descent born in

America. "Colored," "Negro," "Afro-American," and the like are

reminders of enslavement and the lack of power that the Bilalian people
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have had in determining even the most concrete aspects of their
lives. Thus, the referent Bilalian emBodies a direction being taken
towards self-definition.

Second, although the term "black" ié widely accepted as representa-
tive of the people of African descent born in America, it is this
author's viewpoint that the reference to persons by "color" only serves
to strengthen racial stereotypes. One need only consult a dictionary
in order to perceive the negative and emotion-laden connotation
associated with this term.

" Quoted material employing the above-mentioned referents ("black,"
"Wegro," and so forﬁh) will Ee left intact; such terminology, however,
will be followed by the more preferred term--Bilalian--in brackets.

Economically Exploiﬁed

Since concepts‘are terms that convey value orientations as well
as perspéctives of éocial behavior, it is important to frame concepts
in terminology that is relevant to and respectful of one's social
empirical reality. When a distinction need be made between socioceconomic
levels, the term economically exploited will replace such euphemistic
terms as "economically diéadvantaged," "lower-class" and the like.

Preferred Response

Preferred response is that answer given by the child, either
spontaneously or through query, by pointing or verbalization. This

answer has been given no credit by the test publishers.

Stipulated Response

Stipulated response is the answer indicated by the test publishers

that is necessary to receive credit.
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CHAPTER 2

REVIEW OF THE LITERATURE

The observation that Bilalian children, particularly those from
economically exploited groups, taken collectively, tend to score
lower than their Caucasian counterparts on tests of ability is neither
recent nor unique (Dobzansky, 1973; Lawler, 1978; McNeil, 1975;
Mercer, 1973; Williams, i97h). Although the literature which attempts
to explain the just-cited observation is voluminous, three theoretical
positions appeér\to predominate: the heritability of intelligence
explanation, the cultural deprivationist explanation, and the cultural
difference explanation. A review of each explanation, with respect
to definition, arguments, and criticisms follows.

The Beginning of Intelligence Testing in America

With thevtransatlantic migration of the Binet scales into the
American psychological community in 1916, a transformation occurred
in both the philosbphy and the content of this test (Lawler, 1978;
Kamin, 197h). Goddard and Terman, the major transiators of the scales,
were leaders in the eugenics movement. According to Kamin (197L),
Goddard and Terman concluded that the scales provided a "fixed measure
of innate intelligence. The test could thus be used to detect the
genetically inferior, whose reproduction was a menace to the future
of the state" (p. 6).

The Americanized Stanford-Binet was, in Terman's view, parti-

cularly useful in diagnosing '"high grade'" deficiency, that is, "IQ
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scores" in the 70-80 range. That level of intelligence
is very, very common among Spanish-Indian and Mexican
families of the southwest and also among Negroes
[Bilalians]. Their dullness seems to be racial, or at
least inherent in the family stocks from.which they
come . . . the whole qﬁestion of racial differences in
mental traits will have to be taken up anew and by
experimental methods. The writer predicts that when
this is done there will be discovered enormously sig-
nificant racial differences in general intelligence,
differences which can not be wiped out by any scheme of
mental culture. (Terman, 1916, pp. 91-92).
Three of the more predominant methods of ascertaining "fixed-innate
intelligence" were through the study of racial chéraéferistics, such
as skin color lip thickness, the IQ scores of northern and southern

born "Negroes" (Bilalians), and the study of monozygotic (MZ) twins.

Heritability of Intelligence: Empirical Base

IQ and Racial Characteristics

Shuey (1966) presents arguments on the effects of bi-racial
ancestry upon the intelligence of children, and posits that other
variables being eqﬁal, the achievement of higher scores on intelligence
tests by bi-racial, as opposed to uni-racial, Bilalian children is
suggestive of the positive effects of the former's Caucasian anceetry.
Thus a positive correlation of intelligence and bi-racial ancestry

would appear to support a genetic view of intelligence.



17
Shuey also reports a pioneer study by Strong in the attempts

to correlate physical traits and intelligence among Bilalian students.
One hundred and twenty-two children were divided into "dark," "medium,"
and "light" groups following "inspection" of their skin color. Adminis-
tration of the Goddard Revision of the Binet-Simon resulted in Lli.2%
of the "1ight group" and 1L.L¥% of the "dark gfcup" obtaining scores in
the "retarded range" (pp. L56-57). Shuey further reports that
Klineberg found negligible relationships between "Negroid" (Bilalian)
traits and intelligence test scores. Correlating lip thickness, nose -
width and amount of black skin pigment with Pintner-Patterson scores
for 139 Bilalian children resulte§ in coefficients ranging from -.06
to -.12. These two exemplary studies canc and have been, criticized
along numerous methodological considerations, such as the "inspection
technique" for attaining genealogical ancestry and the lack of control
of moderator variables; clearly the results do nothing to substantiate
a genetic view of intelligence.

Transmigration Studies

The massive testing of recruits that accompanied World War I led
to the observation that northern born Bilalian recruits tended to
score higher than their sowthern born counterparts (Gilgen, 1979). The
explanation for the‘superiority of the northern born Bilalians centered
in the position thaf they had more ambition to use available edu-
cational and social opportunities because of their greater "admixture!

of Caucasian blood (Shuey, 1966). Shuey concludes that these studies
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neither prove nor disprove genetic theories of intelligence and have
done little to enhance the literature in this area.

Boylan and O'Meara (1958) investigated the differences in per-
formance on the Kuhlmann-Anderson and/or Primary Mental Abilities
Test between northern and southern born Bilalian children. Using the
student!s cumulative school files, the authorsvtabulated test scores
for 667 southern born and 1,201 northern born children. A comparison
of group means revealed scores of 9L.29 and 95.15 respectively.

Boylan and O'Meara speculated that selective migrafion characteris}ics,
such as ambition, of the southern born population may account for
the similarity in attainments.

Teahan and Drews (1962) compared the test scores of 50 Bilalian
children attending elementary and junior high schools in Lansing,
Michigan; of this population 26 were born and educated in northern
states, while the reﬁaining 2Ly students were born in southern states
and had lived in the North less than one year prior to testing. All
students had been referred to the school psychologist for intellectual
evaluation; students were judged and referred on the basis of below
grade level academic progress. Administration of the WISC revealed
the following full scale scores of 87.0L and 72.37 for the northern
born and southern born students, respectively. A 19.55 point difference
was noted between mean performance scores for the two groups, with
the northern born students achieving the higher scores. Teahan and
Drews indicated that their samples may not be representative of

Bilalians in general; and cautioned interpretation of nonverbal scores
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when "cultural deprivation" is suspected, especially with respect
to the southern born Bilalian.

Monozygotic (MZ) Twins

Kamin (197h) reported that there have been only four statistically
analyzed studies of separated monozygotic (MZ) twins. While numerical
discrepancies exist between the IQ correlations as reported by variqus
authors (Jensen, 1969), all studies agree that the correlation is sig-
nificant. The strong correlation found in MZ studies has been used
as the primary evidence supporting the postulation that IQ scores are
heritable.

Burt (1972) reported a correlation of .87 for 53 pairs of MZ
twins reared apart and a .92 correlation for 95 pairs of MZ twins
reared together. Testing procedures and precautions taken to ensure
the identical nature of these pairs was not discloéed in this article.
However, despite this lack of disclosure, Burt asserted that the
results obtained from these data are conclusive proof that "the concept
of>an innate, genérai, cognitive ability . . . though admittedly a
sheer abstraction, ié wholly consistent with empirical facts" (p. 188).

Further studies‘reported by Kamin (197h) and Taylor (1980) indicate

the following correlations:
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Table 1
I.Q. Correlations in Three Studies of

Separated MZ Twins

Study Number of Pairs Test Correlation

Sheilds 37 Dominoes and Mill Hill <17

Newman 19 Stanford-Binet 67

Juel-Nielsen 12  Wechsler-Belvue .62
(p- 35)'

In all of the studies cited in Tablerl, twin pairs were sought through
radio appeals asking for "identical twins brought up apart to come
forward in the interests of scientific research" (Taylor, 1980, p. 79).
The studies were conducted in England, Chicago, and Denmark, respec-
tively. ,In all but Newman‘s early pioneer study, zygosity was
establishéd on the basis of blood groupings, the ability to taste PTC,
color blindness, finger print patterns, and through visual inspection
of such characteristics as body build, eye color, and facial features
(Kamin, 197h4; Taylor, 1980).

According to Taylor, to estimate the heritability of intelligence
from the study of separated MZ twins, the researcher must ensure that
envirommental effects are held constant. The design, implementation,
and resulting conclusions of the above cited studies have been ques-
tibned for the following reasons: although virtually all of the 68

twin pairs across the three studies were indeed separated in some manner
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for at least some period, Taylor reports that nearly two-thirds
(Lh pairs) were reunited for some period prior to testing. Most of
the twin pairs were reared and educated in highly similar enviromments.
| Upon inspection, Taylor found that the IQ correlation for the twins
reared in similar environments is indeed high. In contrast, the IQ
correlation is quite low (.50 to .60) for subsémples of those twins
who were in fact reasonably separated according to the criteria of no
reunions, only moderate family relatedness, and minimal similarity
in social environments. In fact, "the mean intrapair I.Q. difference
for reasonably separated MZ twins tends to approach that of a general
population of biologically unrelated individuals reared apart" (p. 11).
Finally, much of Jensen's (1969) data are derived from the studies
of Burt. However, Rose and Rose (1978) report that when the Burt
studies were re—evaiuated by Professor Leo Kamin and Oliver Gillie,
journalist, much of the data correlations were discrepant and had been
invented by Burt. Both Taylor and Kamin conclude that the heritability
of IQ is not an estimatible quantity given the available methods and
data. There appears to be no compelling reason to postulate the
existence of any genes for intelligence.

Heritability of Intelligence: Theoretical Explanation

The review of MZ twin studies leads one to ask, what is herit-
ability? Heritabiliﬁy refers to the proportion of a given trait that
can be attributed to genetic factors (Deutsch, 1969; Jensen, 1969,
1973; Lawler, 1978). The theoretical construct of heritability has
been used to explain the variance in IQ scores between the Bilalian

and Caucasian child (Herrnstein, 1971; Jensen, 1969, 1973), When



22

used in the above context, heritability indicates,; in the form of a
number varying between O and 1.0, the degree that genetic make-up can
account for variation in intelligence (Jensen, 1973; Samuda, 1975).

The most recent version of this argument has been detailed by
Jensen (1969). Jensen (1973) contends that intelligence, as measured
by standardized tests, shows substantial heritability among Caucasians
from North America and Europe. Specific correlations vary according
to the population under study, but a correlation in the range of .80
| is generally reported in the literature (Jensen, 1969; Lawler, 1978;
Samuda, 1975). Although no known methodology exists for determining
IQ heritability amoﬁg Bilalians, Jensen (1973) asserted that if and
when techniques become available there is little reason to suspect
that IQ heritability could not also be estimated for Bilalians. Even
though heritability'is speculative at best, Jenseﬁ contends, a priori;
that the substantiéi heritability of IQ within the Caucasian popu-
lation makes it likély that the Bilalian population's lower average
"IQ" is caused by a genetic difference (Jensen, 1973; Joseph, 1977).
Conclusions

Jensen (1969) provides the reader with a comprehensive inspection
of the research tha# afforded his conclusions. Jensen has marshalled
evidence from various disciplines and researchers to support his
assumptions; however, his reliance upon "twin studies," especially
those researched by Burt, appears significant.' The most powerful
evidence for the heritability of IQ has been derived from correlational

studies of identical twins separated at birth and reared in completely
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separate and unrelated enviromments (Jensen, 1969; Kamin, 1976;
Lawler, 1978; Taylor, 1980). Jensen's argument is based primarily
upon the results of four such twin studies with correlations ranging
from .62 through .86. The high correlations have been interpreted
to evince the heritability of intelligence.
Criticisms

Various researchers (Cicourel, 197h; Deutsch, 19695 Dobzansky,
1973; Kamin, 1976; Lawler, 19783 Taylor, 1980) have criticized both
Jensen's a priori form of circular reasoning and the twin studies that
he has presented. First; Jensen's conclusions that the differences in
standardized test scores is caused by genetic differences 1s based
upon speculative'aseumptions and measurement techniques of the future
(Samuda, 1975). Second, Thomas and Stillen (1972) found that Jensen
has refused to acknowledge the differences in access to social oppor-
tunities that have characterized Bilalian life in America. dJensen
presented the assumption that a flagrant and absolutely central fact
of U. S. history can be treated as negligible in explainiﬁg differences
in IQ scores (Lawler, 1978). Third, Kamin (1976), Lawler (1978), and
Taylor (1980) presented evidence of unresolved procedural ambiguities
in the sampling, reﬁhion, upbringing, and reporting of the data from
the studies on twins. Finally, there is no buiit-in correlation between
IQ test scores and intelligence. The difference in and distinction
between both are critical. One must distinguish between a concept and
its measurement. However, Jensen uses the terms interchangeably, as

if the former was synonymous with and translatable into the latter.
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The Cultural Deprivationist Explanation

The cultural deprivationist explanetion hypothesizes that the
observed differences ip IQ scores between Bilalian and Caucasian
children is attributable to a combination of environmental effects
(Cole & Bruner, 1971; Deutsch, 1967; Williams, 1972). Childrearing
patterns and maternal linguistic behavior (Hess & Shipman, 1965);
paternal absence (Deutsch, 196kL); and unenriched backgrounds (Semler
& Iscoe, 1963; Southern & Plant, 1971)Aare among the factors most
commonly cited in the literature.

Maternal Language Interaction Patterns

Hess and Shipman (1965) investigated the effects of maternal
language interaction patterns upon the development of cognitive skills.
A total of 160 mothers representing various occupational levels were
interviewed, twice in the home enviromment and once in a clinical
situatioﬁ where they were observed in structured interaction situations.
Results revealed tﬁo types of family control: (a) status-oriented
control, in which behavior tends to be regulated in terms of role
expectancy, and (b)vperson-oriented control, in which behavior is
mediated by the charecteristiCS of the situation. Hess and Shipman
found that status-oriented systems were prominent in "lower-class"
families, whereas the person-oriented systems were more prominent in
middle-class familiee. The authors concluded that the homes which
emphasized person—oriented control would foster a greater cognitive
process since more opportunities exist in such an environment for

decision making on the part of the child. Although the Hess and Shipman
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study is frequently cited in the literature, the method of data
gathering, upon closer observation, appears suspect. The authors
obtained their data from questionnaires inquiring how the mother would
deal with several hypothetical situations. Perhaps a better indication
of family control systems could be derived from actual observation of

everyday interactions,

In a similar study, Jones (1972) interviewed mothers of school
age boys who had been equated on nonverbal IQ and rated on verbal
ability. Jones found thaﬁ the boys with low verbal ability were from
homes with a lower occupational level than the high verbal boys and
that there was less mother-child interaction in these homes. As in
the Hess and Shipman study, the use of reported data rather than first-
hand observation appears as a limiting feature of this study.

Paternal Absence

As part of a large scale longitudinal study, Deutsch and Brown
(196l) investigated the effects of environmental variables such as
socioeconomic status, preschool training, and presence 6f the father
in the home. A cross-sectibnal sample which included 543 urban public
school children stratified by race (Bilalian and Caucasian), grade
level (first and fifth), and socioeconomic status (high-medium-low)
was utilized. A total of 319 Bilalian and 22 Caucasian students were
administered the Lorge-Thorndike inteiligence test. Deutch and Brown
report significant‘differences in IQ scores between racial groups and
between socioceconomic levels, but not between the grades. In addition,

the authors report that father's presence and preschool attendance are
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positively correlated with higher test performanceAfor both groups
- of children. Deutsch and Brown concludé that their data on "family
cohesion" and "preschool experience' represents two possible environ-
mental modifiers of intelligence test performance that appear to account
for some of the differences found between ethnic groups. "The con-
clusion is inescapable that the Negro [Bilalian] group is a socially
deprived one, and that whatever other measures and functions are
sensitive to social effects will also reflect this deprivation" (p. 3k4).
The authors' findings of "social deprivation" and the implied relation-
ship to cognitive deficiency does not take into account the prevalence
of the extended family structure found within many Bilalian households,
and this factor may Be seen to limit the appiicability of Deutsch and
Brown's ‘conclusions.

Unenriched Backgrounds

Southern and Piant (1971) investigated differences in intellectual
and language functions of Bilalian, Mexican-Aﬁerican, and Caucasian
students. The Information and Comprehension sﬁbtests of the Wechsler
Preschool and Primary Scale of Intelligence (WPPSI), and the vocal
encoding and audiﬁbry vocal automatic subtests of the Tllinois Test of
Péycholinguistic ABilities (ITPA) were administered to 370 preschool
and 245 kindergartén children. Southern and Plant reported that means
on all variables were hierarchial with Mexican-American subjects earning
the lowest scores, Bilalian subjects earning the middle scores, and
Caucasian subjecﬁs garning the highest scores. The researchers

asserted that the above-cited results suggest that "young children from



27
disadvantaged [economically exploited] backgrounds display deficient
general intellectual and language abilities, which may be partly a
function of their specific racial or ethnic backgrounds" (p. 265).
Southern and Plant's findings must be viewed with caution; however,
since no control for socioceconomic status was employed.

Semler and Iscoe (1963) utilized the Wechsler Intelligence Test
for Children (WISC)‘and a paired-associates learning task in their
investigation of learning abilities between Bilalian and Caucasian
children. Subjects were 26 Bilalian and 26 Caucasian preschoolers
from the economicaily exploited and the middle-class strata, respectively.
Administration of the WISC was followed one week iater by administration
of a paired-associates learning task, which incorporated concrete
(objects) and abstract (pictures) similar and dissimilar associated
pairs. Reported findings included: mean WISC full scale scores of
82.9 and 110.5 for the Bilalian and the Caucasian children, respectively.
Paired—associaﬁes tasks appeared "more difficult" for Bilalian than
Caucasian children; especially on abstract tasks. Semler and Iscoe
note that differenceé in socloeconomic backgroﬁnds between the two
groups may limit thé generalizability of their findings.

The suitability of the WISC with a southern rural Bilalian popu-
lation was investigated by Young and Bright (195Li). Administration of
the WISC to 81 Bilalian students between the ages of 10 through 13
revealed full scale scores of 67.7h. The researchers questioned the
validity of the WISC scores since all children within the sample

appeared to be fUnctibning effectively in their own environment, even
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though the obtained scores indicated ability levels within the
retarded level. |
Environmentalist explanations have also been based upon observable
differences between socioeconomic enviromments (Adler, 1979). Deutsch's

Index of Cultural Deprivation is typical of research comparing

Bilalian and Caucasian enviromments. Deutsch's index was based on five
questions about patterns of family social interaction, such as how
often the child ate dinner with his parents. Deutsch (1967) found
that his index correlated inversely with IQ and school achievement for
both Bilalian and Caucasian childrén, independent of social class.
That is, the higher measured IQ score and level of school achievement,
the lower their attained index score. However, as Cicourel (1974)
notes, the combination of questions was so blatantly based upon the
middle-class concepﬁion of a good home life that it provides no infor-
mation at all abouttthe ways of socializing children that are valued
in the Bilalian community or the conceptual schemes that Bilalian
children learn to use in everyday life.

Language Studies: An Envirommentalist Explanation

John and Goldstein (196L) did an item analysis of children's
responses to the Peébody Picture Vocabulary Test (PPVT). The children
were LO "lower socioeconomic" Bilalians. Three clusters of words
were found to be particularly difficult: action words, Wordé related
to rural living, and words whose referrants may be rare in low-income
homes. The authorsvthought the poor performance on the PPVT was due
to a lack of opportunity to engage in active dialogue when learning

labels. John and Goldstein contrasted lower socioeconomic children's
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performance to their middle-class peers whom they thought received
more stimulating feedback when learning word referrants. John and
Goldstein contend that their‘results are supported by Berstein's
theoretical notions regarding the difference in language use between
lower socioeconomic énd middle socioeconomic individuals.

D'Angelo (1950) investigated the language development of 50
Bilalian and 50 Caucasian preschool children and compared the results
with those obtained on the Goodenough Draw-A-Man Test (Goodenough).
Language development was assessed by analyzing the electronically
recorded transcriptions of spontaneous speech productions. Findings
indicated no significant racial differences in mean IQ scores as
measured by the Goodenough. D'Angelo reported, however, that more
"mature sentence types" including longer utterances were more often
found within the Caucasian verbal productions; "imﬁature sentence
types," including inéomplete sentences and functionally complete but
structurally incomplete sentences, and functionally complete but
structurally incoﬁplete sentences were more often found within the
Bilalian verbal prodﬁctions.

The works of Bereiter and Englemann (1966) are based upon
cultural deprivatioﬂist languége studies such as those cited above,
In their research with L year old Bilalian children, Bereiter and
Englemann reported thét the children's communication was by gestures,
single words, and a series of badly connected words or phrases, such
as "™e got juice." Bereiter and Englemann's empirical findings have
produced sharp criticism from sociolinguists (Baratz & Baratz, 1970;

Dillard, 1972; Labov, 1969, 1970, 1972).



30
The research by sociolinguists (Barafz, 1973 Lébov, 1970;

Williams & Brantley, 1975) has clearly documented that black (Bilalian)
diélectical language has all of the characteristics which define
complex language structﬁreé. Classification of phrasing, such as 'Me
got juice," as illogical, is puzzling to Labov (1970). The phrase is
logical unless one interprets it to mean "the juice got him" rather
than '"he got the juice." If, on the other hand, the child means "I
got the juice," then this sentence form shows only that the child has
not learned the formal rules for use of the subjective form I and the
oblique form ME (Labov, 1972).

Pyemalion in the Classroom

In considering the theoretical bias of deprivationist theory,
the works of Rosenthal are pertinent. Rosenthal and Jacobson (1968)
selected an elemenféry échoollin a "lower=-class" neighborhood and
administered a nonverbal intelligence test to all of the students.
Eighteen classrooms participated with three classes at each grade level
from first through éixth. School records indicated that each class
was heterogeneously:grouped with children of below-average, and above-
average ability. After testing, 20% of the students from each class
were randomly selecfed and labeled "intellectual bloomers.'" The
researchers provided each teacher with a list of the bloomers and the
teachers were informed that these children could be expected to show
remarkable academic gains during the coming school year. WNo other form
of intervention wasvprovided. Testing occurred eight months later.

Results showed that the bloomers made an overall gain of four IQ points
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in excess of the gain demonstrated by the control-group. Moreover,
gains were noted regardless of ability level; that is, gain score
increases were obtained by‘éhildren termed less able as well as for
the high ability children. Thus, Rosenthal and Jacobson concluded
that teachers' expectations were influential in producing gain scores
and that these expectations benefited children from all levels. The
possibility that teacher expectations might be a factor in differential
pupil learning has been questioned since; attempts to replicate the
Rosenthal and Jackobson study have failed to produce similar results
(Persell, 1977).

_ Williams, Whitehead, and Miller (1971) investigated the degree to
which visual cues to a child's ethnicity will influence judgments of
a standard English speech sample. Four videotapes of a Bilalian, a
Mexican-American, ahd two tapes of a Caucasian chiid were presented to
i)y undergraduate edﬁcation majors. Fach tape was a 90 minute segment
showing a side view of a child assembling a plastic model car. The
child was describing his actions and discussing what he would do with
his new car. Two "ethnic guise" tapes of each of the minority group
children were prepéfed by using the audio tracks from the tapes made
by the Caucasian children. Thus, for each of the Bilalian and Mexican-
American children's:videotapes, there was his original version, then
two additional versions each with one of the Caucasian children's audio
| recordings dubbed in. Each subject viewed three tapes: a Bilalian
or Mexican-AmericanVthld's tape with dubbed-in audio track, a

Bilalian or Mexican-American child's tape in original form, and a -



32

- Caucasian child's tape. Videotape ratings were secured by means of

a semantic differential scale, devised by the authors. The results
showed that the "ethnic guise" audiotapes when paired with the video-
tape of a Bilalian or a Mexican-American child were rated more
nonstandard and ethnic than when paired with a Caucasian child's
videotape. Williams, et al. concluded that the videotape.image showing
the child's ethnicity affected rating of his 1anguége in the direction
of racial stereotyping expectations. The studies éited above demon-
strate the self-fulfilling prophecy; that is, expectation alone can
influence the behavior of others. The self-fulfilling prophecy
phenomena when used in conjunction with the lack of first-hand knowledge
about and investigation of the Bilalian child may help to account for

the cultural deprivationist bleak predictions for the Bilalian child.

- Conclusions

There was very iittle in the research literature derived from the
cultural deprivationist explanation that was complimentary to the
Bilalian child. Envirommental effects, such as maternal behavior,
paternal absence, and so forth, have been suggested as influencing IQ
test scores. Both the argument and its concomitant data bases are
questionable at best, and present a biased perspective (Baratz, 1974;
Labov, 1970; williams, 1972).

Criticisms
Exploitation of cultural background knowledée such as that obtained

by Deutsch's index has been criticized by Cicourel (197L). A high
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score on this index is supposed to show deprivation of opportunities
in which abstract abilities and a broad world-view might have developed.
However, Deutsch entirely ignores the fact that the children who scored
high on the cuitural deprivation index are able to give an account of
their lives that extends deep into the past. These accounts may well
be the equivalent in abstractness to that of the children who score
low in the cultural deprivation factor. In general, the use of reported
data (interview scales) rather than first-hand observation, implications
drawn from Caucasian middle-class life styles and applied to‘the
Bilalian child, and the lack of control for socioeconomic variables
within many of the reported studies appears to restrict and limit the

use of these findings to the Bilalian child.

The Cultural Difference Explanation
The cultural difference explanation maintainé that
differences noﬁed by psychologists in intelligence
testing,-in faﬁily and soclal organigzation, and in the
studies of thevblack [Bilalian] community are not the
result of pathology, faulty learning, or genetic inferi-
ority. These differences are manifestations of a viable
and structured culture of the black [Bilalian] American.
The difference model also acknowledges that blacks
[Bilalians] and whites [Caucasians] come from different
cultural backgrounds which emphasize different learning
experiences hecéssary for survival. Thus, to say that

the black [Bilélian] child is different from the white
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[Caucasian] child is not to say that he is inferior,

deficient, or deprived. One can bé unique and dif-

ferent without being inferior. (Williams, 1973, p. 3L).
The basic assumption of the cultural difference explanation has been
| fhat regardless of ethnic origin, children are similar in their basic
heeds; yet, distinctive cultural patterns remain.

Empirical Studies

Lesser, Fifer, and Clark (1965) examined the patterns among
’various mental abilities in young children from different social-class
; and cultural backgrounds. The patterns among five mental abilities

- (verbal ability, reésoning, number facility, word fluency, and spatial
conceptualization) were studied in first grade children from four
cultural groups in New York City (Bilalian, Chinese, Jewish, and Puerto
Rican), with each cultural group divided according to socioeconomic
levels. It was concluded fram thevfindings of this study that social
class and ethnic gréup membership have strong effects upon the level
of each of these five agbilities; that is, each eth?ic group studied
evidenced a different pattern of mental abilitiés, while social class
status affected the level of scores across the mental abilities scale.
In commenting upon Lesser, et al., Oakland (1977) notes that the dis-
tinction between the effects of ethnic group membership and the effects
of socioeconomic 1evé1 upon cognitive patterns is an important one.

The difference explaﬁation is represented by a number of linguists and
sociolinguists who have done extensive studies 6f divergént language

\
patterns. <
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Baratz (1970) assessed the language developmenf of a group of
5 year old Bilalian Head Start children. Speech responses to photo-
gfaphs depicting daily life situations and the Children's Apperception
Test (CAT) were analyzed, Baratz compared her data with examples of
restricted and elaborated codes and conéluded that the language
acquisition and development of her sample were neither delayed nor
illogical.

Anastasiow (1976) administered a sentence repetition task to 210
inner-city Bilalian grade school children. Results showed that the
~children altered the sentences to conform to the r?gularities of their
dialect. Further, the children tended to reconstruct fewer words as
they advanced in grade. Anastasiow concluded that although the
children did in fact change the sentence form to conform to their own
'1anguage, the sentence meanings were intact. |

Sentence repeﬁition tasks were presented to both Bilalian and
v Caucasian children by Genshaft and Hirt (197h4). The sentences were
presented to both‘groups of children in "standard" and "black dia-
~ lectical" English. bResults indicated that on standard English
- sentence presentations, both Bilalian and Caucasian children performed
equally well. On sentence presentations in black dialect, however,

the Caucasian children performed significantly worse.

Redefining the Social Situation

Labov (1970, 1972) marshalls convincing evidence to substantiate
his ascertain that black (Bilalian) vernacular language patterns are

logical and systematically structured. One example of Labov's
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approach was to conduct a standard interview with Bilalian grade
‘school children. Although the interviewer was a familiar neighbor-
hood local, the 8 year old interviewee's verbal behavior is terse
“and often monosyllabic. Since the interview occurred under relatively
favorable conditions (familiar location and familiar interviewer) the
child's responses are somewhat baffling. A second interview was con-
ducted with the following procedural changes: the interviewer
brought along potato chips and one ©f the child's best friends, taboo
words and subjects were introduced. Labov reports that under these
conditions the nonverbal child is competing with his friend and with
the interviewer to talk. Labov concluded that standard tests will not
come anywhere near measuring the above child's verbal capacity and
that the social sitﬁation is a powerful determinant of verbal behavior.
Conclusions
The cultural d%fference explanation was the first step away from
a deprivationiet inﬁerpretation of the test score differences between
Bilalian and Caucaeien childreh, and, as such, stood in stark contrast
to the envirommentalist studies of language outputs and the ensuing
inference of the diminished cognitive ability of the Bilalian child.
The studies of sociolinguists, such as Baratz and Labov, predominate
this explanation and esserﬁ that the dialectic language patterns used
by many Bilalian chilﬁren were indeed a logical and legitimate means
of communication. As Persell (2977) similarly concludes, differences

in language do exist but whether these differences reflect inferiority
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or results in cognitive deficits can not be inferred from any of the

existing research data.

In addition to being accepted as a legitimate ﬁeans of commumni-
kcation, the black (Bilalian) vernacular language has been cited for its
creativity and fluency. Clever verbal games and creative verbal
rituals such as "playing-the-dozens" and "signifying" are an integral
part of the culture of many Bilalian children (Kochman, 1972;
Somervill, 197L; Williams, 1971).

Criticisms

Valentine (1971) has argued that if one accepts the assump%iqn of
cultural uniqueness or difference, then the collective behavior of the
Bilalian community is more bi-cultural than different since sociali-
zation into both the dominant culture and the Bilalian culture occur
simultaneously. However, Valentine's position of bi-culturalism has
received counter-criticism as being an up?dated version of assimi-
lationist theory (Joéeph, 1977).

' .‘ Summary

Representativé research from each of the threé predominate
theoretical interpretations explaining the differences between Bilalian
and Caucasian childfen's scores on intelligence tests has been
presented. Although the studies within each interpretation have been
utilized as proof of the correctness of their position, oversights,
which 1limit the appiicability of each position, can be found. Thus,
as Cicourel (197L) céncludes, the truth or falsity of the interpretations

put forth by those espousing either a heritability of intelligence,
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cultural deprivationist, or cultural difference viewpoint can not
be demonstrated merely by finding that the observed data support the

expected conclusions.
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CHAPTER 3

METHODOLOGY |

In this chapter, the conceptual basis for the research strategy
employed, the procedures for gaining access to the children in the
study, the research site, the testing materials, the data gathering and

interview procedures, the process of deriving organizational categories
and their properties are sequentially presented. Readers who are
already familiar with the methodology of qualitative research may omit
the sections on qualitative methodology and begin with the section on
gaining access to the children.

Theoretical and Methodological Framework: A Dual Vision

Among social researchers in general there exists no one best
meﬁhodological approéch to the study of social phenomena. Frequently
in assessing methodlbgical approaches a duality is posited between
quantitative and qualitative methods. "Quantifiers" are Juxtaposed
against "describers"j "hard data" are positioned against "soft data';
the dichotomies are‘Virtually endless. Rist (1977) suggests that this
manner of polarization masks and reduces the complexities and nuances
of each research approach. Moreover, the "diaglectic and interaction
among all efforts to know and understand are obscured" (p. 42).

According to Morris (1977) the manner in which, a researcher
approaches the invesﬁigation of the empirical social world is to a
great extent dependeht upon her/his particular philosophical view of

the social world and human nature. Further, Denzin (1970) stated
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that each method reveals peculiar elements of symbolic reality and
accentuates one aspect of that reality rather than another.

‘Quantitative Methodology

What strategies are endemic to the quantitative and the quali-
tative methodological approach and how does applic%tion of a particular
set of techniques affect the researcher's perception of social reality
and symbolic meaning? Quantitative methodology seeks to apply an
'underlying empirical standard to a social phenomen&n (Cole, 1976;

Rist, 1977). The researcher employing quantitative techniques,
typically, defines a problems, states a hypothesis, selegts an approp-
riate research design to test the derived hypothesis for significance,
and discusses the results within a suitable theoretical framework.

The theoreticai constructs derived in the quantitiative manner

) :
are intended to "fit" reality. However, the typical researcher has
little primary or first-hand knowledge about the empirical world he
investigates;:therefore, his resulting conclusions frequently are based
upon preconceived or stereotypical images and notions (Blumer, 1970).
Thus the quantitati&e researcher's perception of social reality and
symbolic meaning may very well be at odds with ﬁeaning(s) assigned by
members of the world.under‘study.

Qualitative Methodology

Turning towards the qualitative approach one finds that the empha-
sis is quite different. Qualitative methodology is designed to gain
access into another's life-world. Filstead (1970) observes that

qualitative methodology allows the researcher to get close to the data,
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thereby letting the data speak for itself. Through use of the quali-
tative approach one seeks to obtain first-hand knowledge about the
empirical social world under study and to discower the day-by-day
routines and rituals of its members (Cole, 1976).

Numerous methodologiéal strategies have evolved within the
qualitative approach--participant observation, life history construction,
and unstructured interviews--to name a few (Bogdon, 1972). These
activities are cast in a framework which reveals the motives and
meanings within the context of the actor's daily life (Schwartz, 1979).
Schwartz also contends that qualitative methodologists! efforts to
reconstruct reality have their theoretical underpinnings within the
framework of symbolic interaction. The basic tenet of symbolic
interaction is that social phenomena can best be understood from the
actor's definition 6f the situation. Thus, symbolic interaction seeks
to know how the individual involved perceives and interprets social
reality and how this interpretation shapés his behavior. In order to
accomplish this feaf of knowing, the researcher must go beyond a
surface understandiﬁg of the situation and attempt to place himself in
the other person's‘shoes (Blumer, 1970).

The qualitative researcher thus seeks to interact with, observe,
and engage in the social environment under study. It is through this
direct involvement that the researcher attempts to' reconstruct the
actor's reality and bring forth the meanings which the actor has con-

ferred upon the situation.
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One of the major attempts to systematize qualitative methodology
was the "grounded theory" approach as put forth by Glaser and Strauss
(1967). Basically, “"grounded theory" is the "systematic discovery of
theory from the data of social research" (p. 2). The data gathered from
the ongoing social setting provide the underlying structure of theory.
From these data are generated categories which will’appropriately
reflect and explain the aspeéts of the situation under study.

Categories stand by themselves as conceptual elements of a theory
while properties are conceptual elements or aspects of a category
(Glaser & Strauss, 1967). Both categories and properties are concepts
indicated by the dafa and not the data itself. Categories are neither
mere labels nor the actual behaviors; although they acquire some level
of abstraction, they are to be representations of behavior (Glaser &
’Strauss, 1967). Inépection of the data begins by éoding each incident
in the data into as ﬁany categories of analysis as possible. Initial
coding attempts genéfate theoretical notions. Glaser and Strauss
stress the constaﬁt{comparison of each new incident included in a
category "with the previous incidents in the same and different groups
coded in the same category" (p. 106). This constant comparison of
incidents soon starts to generate theoretical properties of the
category; that is, the full range of "continua of the category." This
stage of category aﬁd property generation is emphaéized in this

research.
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Methodological Framework

Gaining Access

Bogdon (1972) states that while there appears to be differential
-access to organizations, the new researcher is often very surprised
as to how accessible most organizations are. Similarly, there is no
‘prescription for finding the correct entry into a new community. Fre-
‘qﬁently the researcher can count on a chain of introductions which
leads at least to the threshold of his group (Paul, cited in GCicourel,
196L). This researcher not only realized easy entry, but also experi-
enced genuine support, encouragement, and guidance during both the
entry and data gathering phases of this research.

Entry was essentially accomplisheq iﬁ two phases. First, after
analyzation of this‘author's research proposal and design ﬁith the
reéearcher's thesis‘committee and other professors, various testing
sites were discusséd. The feasibility of conducting and concluding
the research at a~pérticular site was judged accordingly: adminis-
trative willingnessito participate in a study, availability of subjects,
assurance of parental consent, and geographical acéessibility. A local
Head Start center sétisfied all of the above criteria.

Phase two was initiated by telephoning the.center's director,
informing her of my background and research quéstiéns, and my reasons
- for desiring to inciude her students in this study. The director was
friendly, knowledgeable of similar work in the field, and tolerant of

my nervousness. We concluded this initial conversation by scheduling
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a meeting for further discussion and clafification of the topic at
hand. During our next meeting, expressed areas of concern centered
around confidentiality of test results, procedures for securing
parental permission for testing, and the availability of the completed
thesis to faculty and adminiétrative personnel. Practical considerations
included the amount of time students would be involved in testing and
‘the selection of students for inclusion in the study. This latter
detail was executed through random selection of students for partici-
pation from/ihe entire population available. Copies of the letter of
’introduction, the original letter to the parents, and a folloﬁ—up
letter (to the parents) are contained in Appendices A, B, and G,
respectively.

Presentation of Self

As previously étated, qualitative methodology refers to those
research strategies.which allow the researcher to obtain first-hand
knowledge, to becomé close to the data under investigation. This
process necessitateévintimate involvement of the researcher. The
actual substantivevroles the researcher chooses obviously vary with
the research purposéé and setting (Cicourel, 196L). In this study
the researcher's rolé and intentions were explained at the outset of
the investigation.

My role as a researcher involved essentially two lines of com-
munication: indirect contact and direct contact. Indirect contact

was established with administration, staff, parents, and auxiliary
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personnel. This contact was instrumental in gaining entry, facili-
tating rapport, and obtaining permission to test. In all lines of
indirect contact, the researcher presented herself as a student
reéearcher which Lofland (1971) labels as "socially acceptable." After
an initial warming period, this author found acceptance of the research
project, genuine interest, and an attitude of helpfulness indicative |
of the individuals cited above. For example, in classrooms where the
initial return of parental permission slips was moderate, teachers
voluntarily made follow-up telephone calls to request their return.
High parental involvement was also demonstrated. WNo parent refused to
grant me permission to test and from the original 30 slips dispérsed,
only 2 were not returned.

Direct contact was established with the 21 students who participated _
in this research. As with the lines of indirect contact, the researcher

bpresented herself as a student researcher to the children. However,

~ the students tended to perceive my role as an authority figure rather

than as a learner. Comments such as "Ms. Coffey is my teacher" and
~ questions such as "Are you a teacher?," "Do you have any kids?" were
frequently noted.

To be effective the researcher has to expose ﬂerself/himself to
the subjects so they can become familiar with her/him, develop trust
in her/him, and feel at ease in her/his presence (Bogdon, 1972). The
ébove cited position was felt to be a necessary ingredient for more

effective and efficient data collection. This procedure was also

beneficial in breaking the ice and reducing test anxiety. All of the
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participants were cooperative and eager . "to do some work." Further,
many of the children who were not chosen for participation expressed
a desire to be included in the project. Two weeks were spent observing
and participating in classrpom routines and activities prior to testing.

The Research Site i}

: yAll testing was accomplished at a local Head Start preschool site.
Three different areas of the school were made available to the
researcher depending upon daily scheduling demands and services provided
by auxiliary personnel, such as the speech therapist or educational
interns from a nearby university.

The location most frequently used was a well trafficked hallway.
Two blackboards were provided to screen out disruptive visual stimuli.
However, since physical activities, such as trampoline exercises and
bicycie riding, were often conducted in the hallwaj, a high noise level
was sometimes evident. Teachers and teaching assistants were cognizant
of the need for a quiet atmosphere and were helpful in eliminating
unnecessary traffib. A brown wooden child-sized desk and two metal
chairs were also pro&ided. The most ideal testing situation was a
corner room used by the speech therapist; howevef, this room was often
unavailable. The room waé equipped with the same type of furniture as
found in the hallway and proved most suitable. Testing was also done

in the main office. A loudly ticking clock, ringing telephones, and

frequent visitors made this a less ideal area for testing.
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Time !

Testing was accomplished over a five-week period from February 16,
1981, through March 19, 1981. 1Individual testing ﬁas done with each
session lasting approximately 35 minutes.

Participants o

Twenty-one preschool children from a northeast Iowa, urban Head
Start site, were involved in this study. Data were collected on 11
females and 10 males, ranging in age from four years one month through
four years eleven months. Further demographic data were not available

to this researcher.

Test Materials

The Peabody Picture Vocabulary Test - Revised (PPVI-R) is an
’individually administered; norm-referenced test of receptive language
~or hearing vocabulary. The test was designed to be administered to
individuals from 2-1/2 to LO years of age and is available in two
parallel forms, designated Form L and Form M. Each form contains five
training items followed by 175 test items arranged, according to the
test publishers, in order of increasing difficultyli Each test item
has four black-and-white illustrations arranged in a multiple-choice
format.

The score sheet of the PPVT~R contains 175 words, each corresponding
to a particular page in the test booklet. The tesfer reads the stimulus

word to the child, and the child is instructed to select from four

pictures the one which”matches the word. The word and the four pictures
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are the stimulus inputs to the child. The child can either point to
the picture of his choice, or say its number. The indication of his

choice is his output. An example from the PPVI-R is provided below.

a a
rectangle \ right triangle
(1) - | (@
a a
star | square
3 (1)

Figure 1. Plate 27, Stimulus word (sw), square L. (Dunn & Dunn, 1981b).

PPVT-R scéres are derived from raw scores and can be reported in
any of the following four forms: standard score equivalents, percentile
"~ ranks, stanines, and age equivalents. Although the PPVT-R is a test
of receptive language, the scores from the PPVI-R afe often taken as
an indication of intelligence, especially for the younger child.

Authors (Dunn &‘Dunn, 1981a) report that the PPVT-R was stand-
ardized on l4,200 children, ages 2-1/2 through 18 years. Ethnic
representation, geographical location, and parental occupation were
based on population data from the 1970 U.S. Census. Although the test's

authors ensured that ethnic representation was in proportion to U.S.
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"fCensus figures, it is suspect whether 422 Bilalian and 1hL3 Hispanic

- children are representative across six, agé, and socioeconomic levels
of members from the aforementioned groups. Moreover, the proportion
of nonwhite to Caucasian subjects included in the standardization
population appears to favor the latter group and underrepresent the
former group. Further, the cultﬁral diversity of the group that the
authors termed Hispanic (M_exican—Ameriéan, Puerto Rican, Cuban, and
"other" Spanish heritage children) appears to have been disregarded by
this "Iumping" process. ‘

Due to the recency of publication, research data on the PPVT-R
were not available; In their revision Dunn and Dunn (1981a) have
retained a similar format and testing philosophy as was found in the
original PPVT. Thus it is hoped that by providing.the reader with a
review of related literature on the original Peabody instrument, an
overalleeeliﬁg for the test can be had. The following articles are
concerned with PPVT &alidity scores of Bilalian students, the effects
of item analysis upbh derived sdores, and the modification of testing
procedures. | |

Validity studies. Covin (1976) investigated the suitability of

the PPVT for a southérn Head Start population uéing the Wechsler
Intelligence Scales for Children (WISC) és the criterion for validity.
The WISC and PPVT wefe administered in counterbalanced order to 37
Bilalian preschoolefs. The Pearson product-moment correlation between

WISC full scale and PPVT scores for all subjects was .63. Mean IQ
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scores for all subjects were 63.59 for fhe PPVT ana 70.40 for the
WISC (full scale). Covin suggests that his findings are consistent
with previous researchers (Dilorenzo & Brady, 1968; Milgram & Ozer,
1967), and concludes that the PPV underestimates the IQ scores of
| young children such as those detailed above.
DiLorenzo and Brady (1968) compared PPVT and Stanford-Binet
(5-B) scores of 563 preschool Bilalian and Caucasian children pre-
dominately (85¢) drawn from the economicaliy exploited strata. Pearson
product-moment correlations revealed correlations between .78 and
.79. Despite high correlations the authors found an absolute difference
between means of 18.43 with the higher mean being derived fromrthe
S-B (S-B x = 93.68; PPVT x = 84.85). Also, gross differences in scores
ffor children receiving the same raw score and similar in age were
’ revealed. Dilorenzo and Brady (1968) note that a "Ll month old child
‘with a raw score of 28 receives an I.Q. score of 89 while a child,
one month older, ﬁith the identical raw score of 28 receives an I.Q.
of 76, a thirteen point difference" (p. 2h8).
Milgram and Ozer (1967) compared PPVT and S-B scores of 116
Bilalian Head Start students. The total sample was divided into
groups of 65 and 51 children; the former group was administered each
test once while the latter group was given each test twice. Mean
scores for all administrations reveal lower PPVT séores ranging from
a four month to a one year two month differential ﬁhen compared to

S5-B scores. Milgram and Ozer suggest that the lower PPVT scores may
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reflect a production deficiency due to "environmentél insufficiency, "
and cognitivé storage of fewer verbal items sampled by the PPVT.

The authors do note, however, that PPVT procedures mask reasons for
Sbtained errors. Milgram and Ozer conclude that "the relative
inferiority of the PPVT scores to the S-B scores may reflect a per-
vasive linguistic and cognitive deficit which more heavily penalizes
disadvantaged preschool children on the PPVT than on the S-B" (p. 78L).

‘Modification of Procedures

‘As part of a larger study, Rivers (1978) investigated the per-
formance of 200 economically exploited Bilalian childfen, ages six
through ten, on the PPVT and modified version (MPPVT). Testing was
accomplished in two phases: (1) of the total population, 100 children
'wére randomly selected and given the PPVT according to prescribed
standardization procédures. Verbal responses were elicited for items
missed by at léast 50% of this population. The MPPVT was constructed
using the elicited‘fesponses, and (2) a second sample of 100 children
was administered both the PPVT and MPPVT. Findings indicate sig-
nificant differenceé between the effects of the two test versions on
performance. Those éubjects who were tested with the MPPVT performed
significantly higher}than those who were administered the standard
version. |

Ali and Costelid (1971) investigated the effects of modifying
the PPVT administrative procedures on economically exploited Bilalian

pfeschoolers. The total testing population consisted of 108 subjects;
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52 were administered the PPVT while the‘remaining 56 subjects
received a modified version. The children were randomly assigned
to experimental and control groups. Modification of the PPVT was
accomplished in the following manner: (1) elimination of ceiling
levels, all children were gdministered 70 randomly selected items;
(2) establishment of a partial reinforgement schedule, regardless of
correctness or incorrectness of response, 100, 50, and 33.3% rein-
forcement was given for items 1-20, 21-LO, and L1-70, respectively;
and (3) elimination of variable instructions by the examiner,
instructions preceding each stimulus word were randomly assigned and.
printed on the MPPVT protocol. The total group was divided into two
Samplé‘pOPulations, consisting of 3L and 74 children, respectively,
with half of each sample receiving the PPVT while the remaining
children received ﬁhe MPPVT. Since no significant difference was found
between the two populations, the populations were combined for analysis.
Ali and Costello reported a mean six month mental age difference
between the MPPVT éﬁa PPVT scores favoring the former test. Results
suggest that the MPPVT positively influences test scores.

Ttem Analysis and the Effect Upon Derived Scores

Kresheck and Nibolosi (1973) investigated whether a statistically
significant.differenée in performance on the PPVT could be determined
between Bilalian and‘Caucasian children when matchéd for age and grade
level. The subjects‘were 50 Bilalian and 50 Caucaéian children from

low-middle economic status between the ages of five years six months
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and six years six months. A1l 100 subjebts were adhinistered Form Aj;
preséribed testing procedures were adhered. Test results indicated a
mean difference of 11 points between the two groups favoring the
Cauéasian children. An analysis of‘errors made per plate indicated
that some words, such as caboose, coach, and tumble were missed by a
large number of the Bilalian children, 31, 28, and 23, respectively.
Upon further analysis Kresheck and Nicolosi found that a large number
of the children consistently chose the same pictur; across these and
similar plates. Although the above finding appears significant, no
explanations can be made regarding the children's choices, since the
regearchers did not question the responses given. Krescheck and
Nicolosi suggest thaﬁ the next logical step is to investigate the
reésons underlying each response. Following such a procedure as men-
tioned may provide an explanation as to why the children chose each
item.

Neal (1976) investigated items of the PPVT to ascertain if verbal
responses to items missed indicated that the concept was familiar at
the same level of abstraction as the word in the PPVT, and to determine
those items on the PPVT which were missed disproportionately by either
Bilalian or Caucasiaﬁisubjects. Plates 10 through 85 were administered
to 50 Bilalian and 50 Caucasian children. The most frequently missed
iﬁems for each group were re-administered to all subjects to elicit
verbal responses. Anélyzation of results identifie§ 23 words as being
missed. Verbal respoﬁses of all children to those missed words indi-

cated that the concept was familiar at the same level of abstraction
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as the PPVT for 16 items and unfamiliar. for 3 items. Indications of
 differences across race and sex were noted for the remaining four
items. The findings suggest that a systematic set of criteria for
assessing the appropriateness of responses to stimulus words is
needed and that some of the stimulus words andvpictures need to be
re-evaluated.

Quantitative and qualitative differences in 79 Bilalian preschool
children's knowledge of action and object words as a function of social
class membership were invéstigated by Jerchmowicz, Costello, and Bagur
(1971). All children were administered the PPVT - Form A and a task
of expressive language. The expressive language stimuli were a set of
pictures (one picture and two cartoon strips) for which the child was
- instructed to provide a story. All children were tested individually
- by the same Bilalian examiner, the standard PPVT.pfotocol was employed
for the former test, while the latter task was electronically recorded.
Jeruchmowicz et al. findings appear significant to this present study.
On the PPVT there ﬁésva significant difference between the proportion
of errors on action.words and object words made by the lower socio~
_eConqmic group but nbt the middle socioeconomic group. Between group
anélysis indicates the lower socioeconomic groﬁp making significantly
more errors than the middle socioeconomic group. The preceding
findings were expectéd; however, the authors neither expected nor
could account for tﬂé results from the expressive ianguage task. In
comparing the two gréups‘éxpressive langnage samples, no significant

differences were found in the children's ability to orally produce
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action words and object words. The implications for the present
- study are tremendous and suggest that regardless of test scores, the
children performed conceptually in ways that were ﬂot recorded by the
test.
Conclusions
The PPVT is an individually administered, norereferenceé test of
receptive language. Scores from the PPVT have been extensively used
as an indicator of intelligence, especially with the younger child.
The studies presented in this review have primarily focused upon the
‘Bilalian child and use of the PPVT with Bilalian children. Studies
investigating PPVT validity, item analysis, aﬁd modificatidn of pro-
cedures have been reviewed. The conclusions from the reported research
indicate that PPVT vélidity is suspect among children from lower-income
. 'Bilalian families, modification of administrative pfocednres will posi-
tively influence score attainments, and standard PPVT procedures may
mask full ability of the youngér Bilalian child, especially those from
the economically ekploited strata.
Procédures
Although each child had been previously exposed to the interviewer,
scme time was spent before testing to familiarize the child with the
testing situation; té ascertain background infofmation, such as address,
siblings, favorite toys, and to minimize the effects of taping by |
having the child hear her/his own voice.
Test directions were standardigzed according’to published guide-

lines (Dunn & Dunn, 1981a). Plate number 10 was the starting point for
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all children. When a child did not give the test publishers' stipu-
lated ("correct") answer, she/he was questioned about her/his preferred
("incorrect") answer. Questioning also elicited information regarding
the stipulated answer and a distractor. A ceiling was established with
six errors out of eight consecutive questions. |

Data Gathering

The main purpose of the transéript analysis waé to show that the
children exhibit intelligent, conceptual performances involving back-
ground knowledge that isrnot measured by the recording devices and
measurement procedures provided by the standardized test itself. This
researcher generalized that regardleés of test scores, the children
would perform, conceptually, in ways that were not recorded by the test.
The discussion of stipulated ("correct") and preferred ("incorrect!)

. ansﬁers with the children is hypothesized to indicate that the children
~ have understandings of test items far in excess of those indicated by
their test scores. .

The Unstructured Interview

As previously stated, the aim of qualitative research is to under-
stand the real world from the perspective of the subjects under
~investigation. The essence of the qualitative research approach is to
‘describe subjective meaning.

The techniques used for deriving subjective meaning from the
empirical world are dependent upon the researcher's goals and the
social context under observation. The unstructured interview was most

‘consistent with the researcher's goals and the social phenomena under
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investigation. The researchef using the qualitative method formulates
generalized questions which guide his search, but has no preconceived
notions of what he expects to find. The interviewer does not know in
advance which questions are appropriate to ask, how they should be
worded so as to be non-threatening or unambiguous, which questions to
include or exclude to best learn about the topic under study. The
answers to these problemsfare seeﬁ to emerge from the interviews them-
selves, social context in which the interviews are conducted, and the
degree‘of rapport established (Schwaftz, 1979). In short, appropriate
or relevant questions are seen to emerge from the process of inter-
action that occurs between the interviewer and interviewee.

Lofland (1971)‘feels that success is contingent upon the skill
and sensitivity of the interviewer; that is, successful interviewing
is;dependent upon the existence of social competence. Successful
interviewing is not unlike carrying on unthreatening, self-controlled,
supportive, polite, and cordial interaction in everyday life. Schwartz
takes issue with Lofland, stating that interpersonal skills may be a
necessary but not sufficient condition. Schwartz suggests that the
following factors are influential: (a) the degree of knowledge and of
familiarity with theirespondent's life style, culture, and ethnic
customs, (b) co-membérship with the'respondent in certain social cate-
gories, such as race, sex, personality type, and so forth, and (c)
elusive characteristics arising out of the social context that defy

categorization.
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In any kind of interview therresponaent may not always say what
he means or mean what he says. However, unlike structured interviews,
in the unstructured interview the interviewer is face-to-face with the
respondent and has the advantage of being able to read nonverbal cues
or re-direct his line of questioning. In Short, this face-to-face
interaction lends itself to a greater degree of feedback, which can be
used as a way of evaluating the status of the respondent's accounts. -
Schwartz emphasizes that when all is said and done; the unstructured
>interview is one of the best methods available for:evaluating‘the
current intentions and behaviors of others.

Retention and Retrieval of Interview Data

Retaining and retrieving the information that the interview
provides are essential in order to categorize the ddata and establish
theoretical propositions. The researcher engaged in qualitative
research basically has three modes of retrieval at his disposal:
memory fieldnotés,‘énd electronically recorded observations. The
researcher's decisioﬁ to utilize either method will ultimately be
influeﬁced by the setting and the individuals under observation. The
researcher must weave the essence of the natural setting while obtaining
an accurate description.

The observational data for this study were electronically recorded.
"Tape recording allows the investigator to concentrate on the inter-
view without distracting the respondent (or himself) by taking notes

‘and still retain all that the respondent related" (Schwartz, 1979, p. L3).
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Data collection was accomplished during 21 individually recorded

sessions, with each session lasting approximately 35 minutes. A Sony
cassette recorder, model TC-66 was employed.

Generation of Categories

The actual data were derived from individual testing sessions with
21 youngsters., Each session was electronically recorded and lasted
approximately 35 minutes. Data collection was terminated when distinct
response patterns began emerging across test protocols. The data
from each electronicall& recorded session was firsJ‘transcribed by
hand and then typed. There were 120 ﬁages of single-spaced typewritten
notes, which became tﬁe basis fof~ana1ysis of the error pattern
derived from the PPVT-R. Initial data analysis involved reading and
re-reading the transcriptions.

The generationvof categories was accomplished by segmenting each
transcription whilelleaving a duplicated copy intact for reference to
the whoie framework.. . Seémeﬁtation was done on the basis of a complete
response to én individual plate. For instance, when a child made an
"error," she/he was éuestioned regarding her/his preferred answer, the
test publishers' stipulated ansﬁer, and a distractor. Thus, in each
instance thaf the child did ndt give the test publishers' stipulated
answer, responses were elicited regarding the conceptualization and

'perception of three of the four pictures on that plate. The following

transcription was derived from a segmented card.
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a man driving a car with its hood raised,

. , parts have been taken out of
a van the car and tools are laying

on the car. A man with a
towel hanging out of his back
pocket dregsed in g jacket it
learning over the car pre-
sumably trying to fix it.

(1) (2)
a man a valet standing beside an
putting gas into open car door with an attache
a car , case in hand

(3) (L)

Figure 2. PPVT-R, Plate 20, SW mechanic, (2). (Dunn & Dunn, 1981b).

Researcher's query (Q): Put your finger on the picture of the
mechanic. o

Child's response (R): Points to picture 3
Indicating picture 3 (Q) What is he doing?
(R) Putting gas in the car.

(Q) What.do we call him?

(R) A gas ténk man.

(Q) Look at piéture 2. Tell me agbout this man. What is he doing?
(R) Héis putting . . . he's fixing the car.
(Q) what do we;éall him?

(R) A fix-it man.

(Q) Look at picture li, what is he doingé
(R) He's putting that case in the car.

(Q) What do we call him?

(R) A case man that puts stuff in the car.
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Initially the transcriptions were read while listening to the
recordings from which they were derived. This process was beneficial
~in gssuring accuracy of transcriptions and noting affective tones and
verbal nuances. This process gf segmenting trahscriptions resulted in

approximately 237 observations, each of which was bonded onto indi-

vidual 5"x8" cards. Each card was coded as shown in Figure 3.

16 - 7 - 57
3 = 2 (mechanic)

Figure 3. Example of segmented transcription.
The codes in the left hand corner carry the following meanings:
16 - subject number
7 - tape number
57 - plate number
3 - preferred answer

2 - stipulated answer
(mechanic) - stimulus word

Then, taking all 237 cards, each card was read and analyzed for simi-
larities and differences between and across cards with regard to the
meanings and phenomena that appeared to be emerging. After several

"passes through" the cards, piles of like cards began forming. For
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example, in Plate 20, the child was asked to identify a "net,"
:observations a and b do refer to "netness":
(a) (Q) vhat about picture number ?

(R) A basket
(Q) What do you put in here?

‘

(R) It looks like it goes to a ball you stuck this
(indicating a pole-like projection) into a wall or
something and then it (indicating a ball) comes

" in and go out.
(9-L4-20 1-2 (net)
(v) (Q) Indicating picture 2, What do you do with this thing?

(R) Play basketball, like me.

(Q) vhat do you call this thing.

(R) A basketball hoop.
(15-7-20 3-2 (net)

These and similar observations were put into a pile which was labeled
"experiential indicators.”
" When asked to identify a "claw," observations referring to append-
ages were given:
(c) (Q) Indicating picture li, What is this a picture of?
(R) Hands.
(Q) Whose hands are those?

(R) Birds. :
(10-5-L5 2-1 (claw)

(d) (Q) vhat do we call picture L?

(R) Um, this is what he (points to picture 3, the bird)
~ walks on.

(Q) Do you have a name for that? What do you call that?
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(R) Foot.
(11~5-45 3-k (claw)

These and similar observations were labeled as symbolic substitutes.
Both observations referred to aépendages which coulg be synonymous
with "claw."

In this manner, all cards were read through ana sorted into like
* piles containing similar observations across both same and different
numbered plates. Thus, the label "experiential indicators" contained
observations from plates 18, 20, 4O, and so forth.

Cards containing transcriptions with multiple bossibilities were
duplicated and placed into the appropriate piles. For example,
observations a and b, noted above, were placed into a pile which was
subsequently labeledb"perceptual indicators." At the conclusion of
this process, five different categories had emerged. The categories
were: experiential indicators, perceptual indicators, symbolic sub-
stitutes, stipﬁlated responses acquired through inquiry, and invalid
indicators. |

Next, all observations within each category were read and re-read
again, looking for similarities and differences with regard to the
language and thought vprocesses. For instance s within the category
perceptual indicators, the researcher looked for the different ways
these observations had been perceived or mispercéived. The different
meanings distinguished in each category constituted the properties of
the categories. Some 263 observations contained in all the categories

and their properties had been sorted. Through this method of comparison
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and analysis definitions of the following categories and their

properties emerged..

Categories\and Their Properties
The final categories and their properties are: experiential
indicators, perceptual indicators, symbolic substitutes; stipulated
responses acquired:through inquiry, and invalid indicators.

(1) Experiential Indicators: pertains to knowledge derived from either

actual or vicarious participation in events, situations, and/or
activities.

Properties: (a) Accumulation of knowledge through direct
experience, specific reference is made to
an actual experience and/or to a similar
object.

(b) Accumulation of knowledge through indirect
experience. The child makes no direct
reference to self, yet somehow he communicates
that he "knows" what he is talking about or
describing.

(2) Perceptual Indicators: pertains to response discriminations which

can be accounted for through differences in visual perceptions.
Properties: (a) Labels ascribed through attention to details.
(b) Labels ascribed on the basis of visual similari-
ties.

(¢) Labels ascribed to ambiguous stimuli.



(3)

(4)

(5)
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Symbolic Substitutes: pertains to any equivalent, analogous,

figurative, or symbolic utterance substituted for the stimulus
expression.
Properties: (a) Labels which were accurate descriptors.
‘(b) Original labels which were descriptive of
the stimulus or its functional use.

Invalid Indicators: pertains to responses which demonstrate an

understanding of the task, yet do not provide an acceptable
alternative to the test publishers' stipulated ("correct)
response.
Properties: (a) The child offers no verbal response.
(b) The child states that she/he is unable to
answer inquiries.
(e) The child provides an inaccurate descriptor
for the stimulus.
"~ (d) Due to insufficient inquiry, the validity of
the child's response cannot be evaluated.‘

Stipulated Respdnses Acquired Through Inquiry: pertains to either

spontaneous or elicited correction of the discrepancy between
preferred and stipulated responses.
Properties: (a) Appropriate discussion and/éccurate labeling
of stimuli representing bo%h preferred and

stipulated responses.
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CHAPTER L

SUBSTANTIVE CATEGORIES

In Chapter L the emergiﬁé categories and their properties will be
presented. The analysis is directed towards ascertaining how the
students linked the publishers' stimulus (inputs) with their own
response (outputs). A comparison between the stimulus-response linkings
that the test publishers assumed to be correct and the child's alter-
native linkings is the point of most importance in the analysis. The
question arises that if the child's preferred alternative linkings
proceed in a legitimate and well-grounded manner from the given stimulus,
then, to what extent is his/her ability being masked by the PPVT-R's
assumed correct link.

The possibiliﬁy of "masked ability" is of great significance based
on Dunn and Dunn's (198la) description of the uses and purposes of the
PPVT-R. The authors described the test as wide-ranging and multi-
purposeful, that is, a measure of achievement, scholastic aptitude,
and a narrowly defiﬁed measure of intelligence. Although the PPVI-R
was designed prrnarily as a measure of rgceptive vocabulary, it takes
on the appearancevof an achievement test "since it shows the extent of
English vocabulary QCquisition" (p. 3). Fﬁrthermore, since vocabulary
is currently the best single correlate of school success and the
PPVT-R measures onejaspect of verbal ability--receptive language--then,

according to Dunn and Dunn, it follows that the PPVT-R can be used as
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a measure of scholastic aptitude. Finally, the PPVT-R'S use as a
narrowly defined measure of intelligence, especially with the preschool
child, is based upon its measurement of vocabulary. Inasmuch as the
PPVT-R is purported to proVide these numerous results, accuracy in
prediction would appear paramount. However, if the PPVT-R is found
suspect in accurately predicating children's reasoning process, then
its use may be called into question, especially as an indicator of
intelligence.

The discussion within this chapter will focus upon the PPVT-R's
use as an indicator of vocabulary and the subsequent use of this instru-
ment as a narrowly defined predictor of intelligence and scholastic
ability, especialiy among a Bilaliaﬁ preschool population. The data
will be discussed in the following five categories: experiential
indicators, perceptﬁal indibators, stipulated fespgnses QCquired through
inquiry, symbolid Substitutions, and invalid indicators. While the
‘categories are obviously interrelated for analytical purposes, each
category will be discussed separately.

Experiential Indicators: pertains to knowledge derived from either

actual or vicariousvparticipation in events, situations, and/or acti-
vities.
Properties: (a) Accumulation of knowledge through direct
experience, specific reference was made to an actual
experience and/or to a similar object.
(b) kAccumulation of knowledge through indirect experi-

ence. The child made no direct reference to self,
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yet somehow he communicated that he "knows" what
he is talking about or describing.

Discussion

The use of direct expegience appeared cruciallin the answers of nine
subjects across seven different plates. The child's application of his
experience in analyzing various stimuli is seen in the responses across
this category. Phrases such as "like me," and "I've seen one of these,"
and references to having seen other individuals perform acts or use
various objects depicted in the stimulus plates, led to the formation
of this category and its properties.

The transcripts of the following interviews demonstrated the
child's reliance upon actual experience or direct observation in formu-
lation of his/her response. Plates 20, 25, and 26 are presented below.

In Plate 20 the child is asked to put his finger on the picture of
"net." The stimuli and the responses from two different protocols are

given below.

a pressurized valve a net-like object with a
long thin projection
extending from the upper

’ left
(1) (2)

a small safe, door a rectangular shaped

slightly ajar thermostat found in many
newer homes

(3) (L)

Figure L. PPVT-R, Plate 20, SW net, (2). (Dunn.& Dunn, 1981b).
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In the first transcription the child pointed to picture three as

-the net. When questioned about his response, "What is that," he

described and labeled the stimulus as a "réfrigerafor" and spontaneously

talked about picture one. His description of picture two, the 'net"

is derived from his experience with a basketball net.

15-7-20
3 -2 (net)?

Indicating picture number three

(Q)
(R)
(Q)
(R)

()

(R)
()
(R)

Tell me about that. What is that? What do you do with that thing?
Cook. I get some milk out of it and band-aids.-
Do you have one of those things in your house?

For the fire. .The fire it's got-. . . you put some of the kool-aid
in it. (The first part of his answer is in response to picture one)

Let's go back to picture number three first. Now you put what in
here?

Band-aids and milk.
What do you call this thing?

"Mets" (somewhat indistingﬁishable) « « « Mets refrigerator.

Indicating picture number one

()

(R)
()

aAs

You say you have one of these things in your house, too. What
do you do with it?

Uh, put on the wall and make the fire go out.

What do you call that?

indicated in Chapter 3, the coding which precedgd each transcription

is interpreted as follows:

15 - subject number 3 - preferred response
7 - tape number 2 -~ stipulated response
20 - plate number (net) - stimulus word
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"(R) T want to talk about that (pointing to picture number two)

i

(Q) We're going to talk about that next, but what do you call this
thing that makes the fire go out?

(R) Shoo - shoo - ray

(Q) Is that your very own name for that?
(R) Shakes head indicating yes
Indicating picture number two

(Q) What do you do with this thing?

(R) Play basketball, like me.

(Q) What do you call this thing?

(R) A basketball hoop.

The remaining responses from this segment were also interesting.
Picture three was perceived as a "refrigerator." Again the child
alluded to direct experience as the basis for his decision. "I get some
milk out of it and Band-aids," "You put some kool-aid in it." Further,
the child excitedly began to describe picture one in the midst of his
initial response.‘ His response is descriptive of a fire extinguisher
found in his home, "for the fire, put on the wall and make the fire go
out," and he providés his own label, "shoo - shoo -ray." The visual
similarity of these pictures to the child's description must be taken
into account. Howe#er, the most salient feature of this transcript
is the child's knowledge of all three pictures, a knowledge that is
masked by the testiné procedures. |

In the next trahscript a different child's'ofiginal answer 1is
again picture three; When questioned, "Tell mé about this picture,"

he identified it as something that you got to put money in." Since he
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was aware of the function of this objecf, one can only speculate as
- to why he termed the safe a net. He may indeed be unable to verbalize
the appropriate label or since this is his first error, he may have
felt somewhat intimidated by the testing process and that he must use
the terminology provided by the résearcher. This latter interpretation
may be closer to the truth since only his first two errors followed
this pattern. The child's response to picture number two, "net," indi-
cated that it is similar to the one he has at home.

1-1-20
3 -~ 3 - (net)

Indicating picturé number three

(Q) Tell me about this picture.

(R) You got to put money in it.

(Q) Is that the net?

(R) Yeah.

(Q) So you puﬁ money in this. Okay. What do you call this thing?
(R) A net. |

(Q) A net, okay. Very good. What do you do with this net?
(R) Close it up.

Indicating picture number two

Q) what is this?

(R) A basketball thing.

(Q) A basketball thing, okay.

(R) 'Cause I got a basketball at home.
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In the preceding example the child identified the "net" according
to its likeness to his "basketball thing" at home. He provided the
researcher with the information”that he not only has seen this net at
home, he also used it when playing basketball. As in the first example,
“this segment is also placed in the perceptual indicator category,
because of its visual similarity to the type of net with which the child
is most familiar.

Of the eight children who missed plate 20, five identified the
picture in terms of its appropriateness as a basketball net. A look at
the interview transcripts shows that the first child has labeled and
provided a function for this picture based upon‘his perception and
experiential backgroﬁnd. The second child also provided a label, "basket-
ball thing" and informed the examiner of his knowledge base; that is,
he knows this objecttto be a net "'Cause I got a basketball at home."
| One can infer from his statement that the child‘has linked his "basket-
ball at home" to the basketball net or "basketball thing" that he used
when playing basketball.

The next transdription furthef illustrated the use of experiential
indicators. In Plate 25 the child is asked to put his finger on the
picture of "cage." The stimuli and the responses from two different

protocols are given below.



73
a four-sided barred pen v " a triangular roofed bird
or cage generally used house with a round opening
to house small animals and a long perch protruding
from the front

(1) (2)
a bee covered honey a triangular roofed dog house
frame or pen with an ?11iptical opening

(3) W)

Figure 5. PPVT-R, Plate 25, SW cage, (2). (Dunn & Dunn, 1981b).

The next two transcripts are particularly interesting and have
been cross-referenced in two categories, experiential indicators and
perceptual indicators. These two segments showed how the children's
perception of cage was based upon their experiential backgrounds. Each
child's knowledge of cage was further substantiated during a later
transcript (Plate 31) where each spontaneously identifies a bird cage.

In the first example, the child selected picture four as cage.
When asked, "What do we do with that cagé?" he correctly replied, "Put
animals in there." He further responded, "I've got a dog," and pointed
to picture four as depicting the type of cage that would be used to
contain his animal. The child's response to picture one, Dunn and
Dunn's stipulated ("borrect") answer, is a "baby bed." This reference
is based upon the visual similarity between what his younger sibling
sleeps in and the test publishers' illustration of a cage.

h-3-25
h -1 - (cage)

Indicating picture number four

(Q) What is that a picture of?
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(R) A cage. . 3

(@) Vhat do we do with that cage?

(R) Put animals in there.

(Q) Put animals in there. Have you ever had an animal?

(R) Say, I've got a dog.

(Q) You have a dog. What kind of a cage would you put him in? Show
me the place you would put your dog in.

(R) A dog house.
(Q) In a dog house. Do any of these lookilike a dog house?
(R) Points to picture number four
(Q) Number four, very good.
Indicating picture number one
>(Q) What do you call this thing up here?
(R) A baby bed.
(Q) A baby bed. Do you have a baby at home?
(R) Indicates yes |
(Q) what does he.sléep in?
(R) A baby bed.
(Q) Do any of these things look like what he sleeps in?
(R) Shakes head to indicate yes
(Q) Which one?
(R) Points to number one
Within the above éegment the child labeled, provided a function,
and then particularized his knowledge of cage. The child attempted to
 work within the limitétions of the stimuli provided; however, it appears

that the child has made a fine distinction between '"cage" and "dog house":
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(Q) What kind of cage would you put him [your dog] in?
(R) A dog house. |
(Q) Do any of these look like a dog house?
(R) Points to picture number four

Thus, the child has labeled, provided a functional use, parti-
cularized his experience, and distinguished "cage" from "dog house. "

Within the next transcript from Plate 25 we again find a child who
is capable of labeling, providing a function, and particularizing |
"cageness." He, too, has a younger sibling at home and referred to
picture number one as "a baby bed.: Picture number four was his

preferred response, picture one the stipulated answer.

6-3-25
b -1 - (cage)

Indicating picture number four

(Q) Have you ever seen anything like that before? What is that?
(R) A cage.

(Q) Wwhat would you put in there?

(R) A doggie.

(Q) Do you have a dog? Where does he stay?

(R) In a cage.

(Q) What does his cage look 1like? Does it look like anything on here?
(R) Indicates picture number four

(Q) Wwhat is that a picture of up here? (picture number one)

(R) A baby bed.

(Q) Do you have any babies at home?

(R) A baby.
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- (Q) His bed looks like which one of these pictureé?
(R) Points to picture number one

The ability of both children to distinguish "cage" is further
substantiated by their responses to Plate 31. The stimulus word is
'mest, " this part 6ffthe transcription refers to an oblong-shaped
wire bird cage which contains a bird resting on a perch.

h-3-31
2 ~ 1 ~ (nest)

(Q) What is this a picture of?
(R) A bird.

(Q) Where is that bird?

(R) In a cage.

6 -3-31
2 -1 ~ (nest)

(Q) What is that?
(R) A bird.
(Q) where is he?- What is he in?
(R) A cage.

In sunmary, a comparison of both children's responses to Plates
25 (cage) and 31 (net) produced the following results: first, in Plate
25 each child chose the dog house in response to the stimulus word
"cage." While both children initially labeled the dog house as a cage,
the first child provided the examiner with a subtle distinction between
his perception of dog house and cage. The children's elicited responses
to the test publishers' stipulated word~picture linking was baby bed.

This answer was indicative of the children's use of both experience and
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‘attention to detail and was based upon the perceived similarity between
the stimulus picture and the children's experience with a baby bed.
iFinally, the children's subsequent identification of a cage in Plate 31
was particularly puzzling and open’ to speculation. Whét cues enabled
the children to correctly identify the latter picture (Plate 31) and
not the former (Plate 25)?

4 final eicerpt which was typical of other transcripts in this
category is given below. In Plate 26 the child was asked to put his
finger on the picture of "tool." Picture four was the stipulated answer
and picture two was the child's preferred answer. The stimuli are

given below.

A kitchen utensil a nut and bolt
or tool - a colander
o) R (2)
a kitchen utensil an open-ended
or tool - a cutting wrench
board ) :
(3) | , (L)

Figure 6. PPVT-R, Plate 26, SW tool, (L4). (Dunn & Dunn, 1981b).

The child's response to picture number four drew upon his experi-
ence with tools; he reported "my daddy tore his up." He provided the
examiner with a label, "wrench" and a tool's function to facilitate work
or in the child's words "o fix something." His original or preferred

response again alluded to his experience and how he saw the tool used.



15 -7~ 26
2 -l - (tool)

Indicating picture number two

(Q)
(R)
()
(R)
(Q)
(R)
()
(R)
(Q)
(R)
(Q)
(R)
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Tell me about that tool. What kind of tool is that?

Uh . . . white.
What do we do with that tool?

Uh . . « fix the car.

Have you ever seen anybody use a tool like that?

Shakes head indicating yes

Who?

My uncle.

How does he use that to fix a car?
Uh, with the paper.

What part does he use to fix the car?

T don't know.

Indicating picture number one

Q)
(R)
(Q)
(R)

Tell me about this picture.
T don't know about that.
Have you ever seen one of those?

Shakes heéd indicating no

Indicating picture number four

(Q)
(R)
(@)
(R)

What is this a picture of?
My daddy tore his up.
What is that?

A wrench.

What is the name of this tool?
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"(Q) What do you do with it?
(R) Fix something. Fix the bird cage or the bird house.

The éhild's‘answers to picture four are particularly noteworthy.
He recollects this wrench from the numerous visually dissimilar wrenches
available--monkey wrench, socket wrench, and so forth. The child then
moved from a particular experience provided by his father to a broad
generalization of "toolness." The fact that the child does not select
picture four as a "tool" appears curious since he was able to label
and provide a functional use. Again the question needs to be asked,
how is it that the children can supply information about the correct
stimulus yet not make the word-picture linking that is seen as the
correct response by the test publishers?

Another factor which affected this category was the child's acqui-
sition 6f knowledgeAthrough indirect experience. The child made no
direct reference to‘self, yet he somehow communicated that he "knows"
what he is talking about or describing. Transcriptions from Platé 38
comprised the bulk 6f this property; of the six errors across this
Plate, four were contained within this property. The child was asked
to point to "délivefing," picture one is the stipulated response.
"Giving" was the term used by all six children in responding to the

inquiry. The stimuli are given below.
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a mail carrier handing a two children walking
package or some mail to a towards a building, one
small girl with her hands of the children appears
outstretched to have a book or folder
in hand
) (1) ®
a woman pushing a young three children reading
girl in a swing and selecting books from
a library area
(3) L)

Figure 7. PPVT-R, Plate 38, SW delivering, (1). (Dunn & Dunn, 1981b).

The responses obtained during the interview gain significance since
the same response was given across all six children. In order to pro-
vide a clearer view of the sameness of these responses only that portion

of three transcripts referring to picture one will be reproduced below.

36 - 6 - 38
L - 1 - (delivering)

(Q) ILook at picture one, what's happening here?

(R) Getting some mail.

(Q) Who is this person?

(R) The mailmén.

(Q) Wwhat is he doing?

(R) Giving the girl the mail.

The next example is taken from transcript

3-2-38 :

L -1 - (delivering)

(Q) What is this picture? Tell me the name of this picture.

(R) The mailman.
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(Q) Tell me about that picture.
‘(R) That's a lady mailman and she's giving a check to her.
The final illustration is taken from transcript
h-3- 38 :
h - 1 - (delivering)
(Q) What's happening up here?
(R) Mailman.
(Q) That's the mailman. Now what is he doing?
(R) Giving mail.

From the above segments we find that when questioned about the
stipulated response each child correctly described the scene and
accurately recounted what was taking place. All three children appeared
to have abstracted the essence of delivering, to give something to a
recipient7 Further, one child even particularized what was being given,
"she's giving a check to her."

Summary and Interpretations

The data from this category were examples of the children's use of
background experiences in responding to the stimuli; that is, each
child's reference point or rationale for responding was his/her own
particular set of experiences.

The data also indicated that despite selection of an '"incorrect"
stimulus picture, the children were able to conceptualize their preferred
choice and the test publishers' stipulated answer. That is, upon
inquiry the children provided labels for and gave the functional use of

the items queried. To illustrate: in transcription 1 - 1 - 20, the
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child is directed‘to find ™et." The child points to safe instead
of net; however, when queried about his preferrgd choice, the child
correctly identified the safe as something thaP "you . . . put money
in." The child’then related net to the "basketball thing" that he had
previously used. Thus, in the above example, although the child
pointed to safe rather than net, he was able to differentiate between
the two objects during inquiry.

The above example detailed the child's preferred ("incorrect")
choice, yet answers to the stipulated ("correct!) response indicated
an awareness of function and ability to label these objects also. -
Bxamples derived through query were "wrench" for "tool," "giving mail®
for "delivering," and "basketball hoop" for '"net."

Since, upon inspection, it appeared that the children were making
an "incorrect" word-picture linking, can one then infer that- the
children were unfamiliar with the concepts being tested? Can one further
assume that the children were unable to abstract and conceptualize the
ideas being tested? in view of the data presented, that is, the children's
use of appr0priate-1abels and their ability to provide functional uses
both for their preferfed ("incorrect") response and the stipulated
("correct") response, an affirmative answer to either question would
appear questionable.

Perceptual Indicators: pertains to response discriminations which

- can be accounted for through differences in visual perceptions.
Properties: (a) Labels ascribed through attention to details.
(b) Labels ascribed on the basis of visual similarities

to the child's preferred response
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(c) Labels ascribed to ambiguous stimuli.

Discussion

The examples from this category were of particular interest since
many of the stimulus-picture linkings that the test constructors
assumed to be correct were perceived in a totally different manner by
the children. The first exaﬁple was taken from Plate LL. The stimulus
word is "dripping"; picture two was the stipulated response. The
stimuli are presented below.

a shower head with three drops of water below

water coming out a faucet. The faucet handle

is round and has markings
extending around the surface

(1) (2)
a fountain generally a device generally used to
used to decorate parks water flowers and plants;
or other recreational water streaming from the
areas ' spout

3) | L)

Figure 8. PPVI-R, Plate Lli, SW dripping, (2). (Dunn & Dunn, 1981b).

An entire transcription from Plate Ll is given below and demon-

strates the child's use of pictorial details in formulating her response.

10 -5-14h
1l - 2 - (dripping)

Indicating piéture one

(Q) Wwhat is this?

(R) Shower.

(Q) A shower. Do you have a shower in your home?

(R) Shakes head indicating yes
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(R)
)
(R)
(Q)
(R)
(Q)
(R)
Q)
(R)

Q)

(R)

(Q)

(R)
(Q)
(R)
Q)

(R)

8L
What's happening with this shower? V
It's still on.
It's still on? Did somebody cut it off?
Shakes head indicating yes
And its still on? How did that happen?
I don't know.
Look down here at picture four, what is that a picture of?
Something you get water out of.
Something you get water out of. What do you use the water for?
To water your flowers.

To water your flowers. What about picture two. What is that a
picture of?

A watch.

A watch, okay. . Show me the part of the watch,'where is the watch
part?

Points to round head of the faucet
How would you put that watch on your arm? How would you wear it?
Tie it on your arm and don't take it off.

How would we tell time with that watch? which part would show us
the time? :

Points to round faucet head

In the above transcription the child accurately identified her

preferred choice, picture one, as a shower. During inquiry she provided

further elaboration but was unable to ascertain why the water continued

to flow from the shower head. Next she provided the researcher with a

description of picture four and gave the use of the stimulus picture;
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- that 1s, something used "to water your flowers." Hence the child's
response during inquiry established an accurate label for and des-
cription of picture one,:her preferred choice. Consequently one can
infer that even though the child selected picture one in response to
the stimulus word "dripping," she obviously had not conceptualigzed the
picture as such.

The child's attention to the details of picture two:led hef to
conclude that she was seeing "a watch." Thus it appeared that somehow
the child had totally apperceived the publishers' stipulated ("correct!)
stimulus picture. Whether the child was attending to ambiguous
details or the stimulus picture represented aé a type of faucet that was
unfamiliar to her was not elicited during the interview. In either case,
this researcher wonders if one can infer from her error that she has
not- conceptualized water dripping from a faucet. Moreover, the quan-
titative aspects of the child's answer indicates that she was "wrong';
the qualitativé aspects, on the other hand, provide the reader with a
look at the creativeness of her reasoning process.

Another example of this category was derived from Plate L8, one of
the most frequently missed plates across all of the children. Of the
21 children tested, 11 missed this plate, and of these 11, 6 children
saw "trees'" rather than a forest. Picture three was the stipulated

("correct") response.
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an aerial view of a farm

or ranch. The farm (ranch)
is situated in a valley with
mountains ranging on three
sides.

(1)

a vegetable garden
filled with cabbages

(2)

86

Figure 9.

many of the children who missed this picture in that most children

a small densely populated
area filled with trees

(3)

a waterfall

(L)

PPVT-R, Plate L8, SW forest, (L4). (Dunn & Dunn, 1981b).

The transcription which follows was typical of the responses of

selected the garden in response to the stimulus word, but upon inquiry

were able to provide either the correct label and/or a functional use

for garden. The aforementioned protocol is also representative of many

of the children's usage of the term "trees" as a descriptive label for

the stipulated response picture.

11 - 5 - 148
2 - 3 - (forest)

Indicating picture two

(Q)
(R)
(Q)
(R)
(Q)
(R)
(@

Where have you seen this before?
Um,.on TV.

Tell me about it. What is that?
Flowers.

Flowers. What do we call that?

We call them gardens.

What do we get out of gardens? We get flowers and what else?
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(R) Food.
(Q) Can you think of some kinds of foods we get out of gardens?
(R) Green beans.
Look at picture one, tell me about that picture.
(R) People live in there. |
(Q) What do we call that?
(R) Mountains.
(Q) Look down here at picture three, tell me about that picturé.
(R) Jungle.
(Q) Looks like a jungle. What's in that jungle?
(R) Animals.
(Q) vwhat's right here in that part of the picture that we see?
(R) Trees. '

In the,protocol presented above, the child has selected the garden
in response to the stimulus word "forest." The child's knowledge of her
preferred choice can be inferred from the label provided, the des-
criptive narrative given, -and a functional use supplied.

Looking at the child's response to picture three, one sees that she
provided a label, "jungle," and gave a description of what one is likely
to find in a jungle, Yanimals." The interview does not elicit whether
the child perceived some animals embedded within the gestalt of this
picture or whether the child was responding to a previous experience with,
or an expectation of,what one is likely to find in a mass of trees

similar to the ones presented in the stimulus-picture.
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Frequently children, especially the younger child, when presented
with a mltiple-choice framework, such as the PPVT-R, and when they
are unsure of the correct answer, respond to the item they know best.
Thus, perhaps all that can be said about this transcription is that
the child's preferred response was indicative of what she knew best.
However, the child's use of "jungle" containing "animals" and hér
attention to details ("trees") in describing the forest is a puzzlement
to this researcher. Questions which arose were: What does the
child's "error choice" really mean, since she apparently knew that a
"garden" was not the same as "jungle" or "forest"? Also, what were the
visual cues that the child was attending to in her verbal answer of
"Jjungleh?

Another factor which affected this category was the test publishers'
use of visually interchangeable or identical stimuli to elicit stipu-~
lated ("correct") answers. An example of this property was taken from
Plate 32. The stimuius word was "envelope'; picture two was the

stipulated response. The stimuli are shown below.

a trunk a fully addressed, stamped,
and postmarked envelope
(1) (2)
a saw a book
(3) (L)

Figure 10. PPVT-R, Plate 32, SW envelope, (2). (Dunn & Dunn, 1981b).
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The transcriptions from two diffefent protocols are reproduced
below. TWhen asked to find the envelope the child in this first
transcript pointed to picture one.

l-1-32
1 - 2 - (envelope)

Indicating picture one

(Q) Tell me about this picture.

(R) It is locked up.

(Q) 1It's locked ﬁp. Tell me some more.

(R) And it's going to be picked up.

Indicating picture two

(Q) Wwhat is this? ‘

(R) Mail.

(Q) Mail. Okay.

In the next transcription from Plate 32 a different chiid also indicated
that picture one was her response to the stimulus word "envelope."

6 -3-32
1 - 2 - (envelope)

Indicating picture one

(Q) Tell me about that picture. What is that?
(R) 4 suitcase.\

(Q) vhat do we do with that?

(R) Put clothes in it.

(Q) Have you ever had a suitcase like that?
(R) Shakes head indicating yes

(Q) Now what did you do?
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(R) Go to Milwaukee.
(Q) When you went to Milwaukee?
Indicating picture two
(Q) what is the picture over here?
(R) Mailman.
(Q) vhat do you do with this?
(R) You give it to someone.
(Q) How do you do that?
(R) You mail it.

In the above transcriptions both children selected the trunk
as their response to ﬁenvelope." In the first interview the researcher
did not direct the child to sufficiently elaborate upon her answer.
However, the 1atter child demonstrated that she could embellish her
response when provided with the opportunity. Although she confused
the,labei "suitcase" with "trunk," she did furnish the function, 'put
clothes in it," and particularized her knowledge and experience; that
is, she used a trunk when she went "to Milwaukee."

In analyzing the children's responses to the stipulated pictures,
their attention to pictorial details, such as the postmark, cancelled
stamp, and address on the envelope may have served to remind them of
"mail." However, that this picture is an envelope, presumably containing
a letter, is also evident. Thus, it appears that this picture may be
equally representative of.either "mail" or "envelope." If the picture's
word linking is interchangeable, then how does one evaluate the intelli-

gibility or appropriateness of the children's answers?
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The children's responses to ambiguous stimuli constitutes the
remaining property of this category. The researcher has defined
ambiguous stimuli as a pictorially faulty representation or less than
realistic portrayal of fhe object or situation that the picture repre-
sents. For instance, in Plate 20, the stimulus word is "net," and a
net-like object with a long thin projection extending from the upper
left is used as the stipulated ("correct") choice. Although there afe
various types of fishing nets one can argue that the narrow thin-like
projection extending from the -net bears little resemblance to the sturdy
handle found on many fishing nets. Lack of attention to even a minor
detail such aé this may lead to a misinterpretation of the entire
stimilus. Thus the pictorial context that elicited this child's des-
cription of net, "it looks like it [the net] goes to a ball you stuck
this [the long thin projection] into a wall or something and then it
[a basketball] comes in and go out," may be problematic.

An additional éxample is provided by Plate 21; the stimulus word
is "tearing" and is represented by picture four. The stimuli are

presented below.

a young girl dressed in a a young child with a dog
"western" outfit and biscuit in his hand appearing
twirling a lasso to command his dog to "sit"
1) (2)
a young boy getting a youngster with a divided
cookies from a cookie object in hand
jar
(3) | (L)

Figure 11. PPVT-R, Plate 21, SW tearing, (L). (Dunn & Dunn, 1981b).
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The responses from two different transcripts are given below.

The first child is asked:
(Q) Wwhat is happening in picture number four?
(R) Lady is letting the short things dry.
(Q) Did she just wash those? What is she doing with them now?
(R) Letting them dry off?
(19 -9 -21
1 -1l - (tearing)
The next child aléo perceives the object in the picture as an article
of clothing, namely a pair of shorts.
(Q) What is this child down here doing in number four?
(R) Look at thoée shorts.
(Q) What do you think he is going to do with those shorts?
(R) Put them on.
(18 ~8 - 21
2 - Ui - (tearing)

The stipulated ("correct") response picture was apparently meant
to illustrate a child tearing a piece of paper or cloth. One wonders
if the object that the child is holding is a piece of paper. Does the
square shaped and unlined surface remind the younger child of the kind
of paper with ﬁhich he may be familiar? Iikewise, if the object that
the child is holdingvdepicts é piece of cloth, then the lack of indi-
cation of texture or‘design may again be unfamiliar to the younger
child. Also, the lack of details, such as rough edges around the seg-

mented parts may be more reminiscent of a pair of shorts than torn

paper.
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Summary and Interpretations ‘

The perceptual indicator category was of particular interest
since many of the stimulus-picture linkings that the test constructors
assumed to be COrredt were perceived in a totally different manner by
the children. As the researcher analyzed the plates and transcriptions
across this category, two concerns arose. First, the test publishers'
use of visually iﬁterchangeable or identical stimuli as representative

of one and only one correct linking appears questionable. An example

was taken from Plate 32, the stimulus word is "envelope." Picture two
was the stipulated ("correct") answer and shows an addressed, stamped,
and postmarked envelope. The same stimulus can be appropriately linked
in two different manners. First, one could perceive an item that had
been processed by the post office, namely, "mail." On the other hand,
one could perceive this item as a paper container for a letter or
similar object, namély, “envelope." Thus the stimulus picture appears
equally representatiﬁe of both "mail" and "envelope."

This category aiso contained pictures with ambiguously depicted
stimuli. That is, pictures which may provide a less than realistic
portrayal of the objéct or situation that the picture represents. TFor
instance; in Plate 21, picture four, the child is asked to respond to
"tearing." Some of the characteristics associated with torn paper, such
as ragged edges, appéar to be absent from this picture. The stimulus

picture which two different children described as "shorts" appears to

have little to do with "tearing."
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Given the use of highly similar and ambiguoﬁs stimili, how
does one evaluate the correctness or inéorrectness of the responses
presented throughout the body of this section? If the child did rely
on pictorial clues or attention to detaiis to discern unclear stimuli,
then can conclusions about the children's intellectual ability be

made? These and similar questions are presented for the reader's con-

sideration.

Symbolic Substitutes: pertains to any equivalent, analogous, figurative

or symbolic utterance substituted for the stimulus expression.
Properties: (a) Labels which were accurate descriptors.
(b) Original labels which were descriptive of the
stimulus or its functional use.
Discussion

The use of synonymous words and phrases in describing various
objects and actions emerged as a particularly interesting category. The
.transcriptioné from Plates 3L, 19, and 10 which were typical of the
responses across this particular property are presented below. Within
each interview the child demonsﬁrates the appropriateness of his/her
‘answers and his/her ability to abstract the intended meaning from each
picture.

The first example is taken from Plate 3li; the stimulus word was
"pasting." Quadrant four, the stipulated answer, shows a hand holding
the applicator from a jar of glue or paste. This substance is being
applied to a page in what appears to be a picture album (Dunn & Dunn,

1981b). The stimuli are given below.
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a hand holding a a hand holding an oil can
feather duster i with a drop of oil being
squeezed onto a caster wheel
(1) (2)
a hand holding an a hand holding the applicator
eraser, erasing words from a jar of glue or paste.
from a page ' This substance is being
applied to a page in what
appears to be a picture album
3 (L)

Figure 12. PPVT-R, Plate 3L, SW pasting, (4). (Dunn & Dunn, 1981b).

The transcript of quadrant four which is given below shows that
the child has conceptualized the activity of bonding or joining some-
thing together and has provided the examiner with an appropriate
synonym for "pasting."

2-1-34
3 - L - (pasting)

Q) What.is fhis picture?
(R) He's gluing éomething.
The next transcription further illustrates the use of functionally
similar identifiers. AIn Plate 19 the child was responding to the
word "accident," the stimulus shows two trucks which have collided

resulting in extensive damage (Dunn & Dunn, 1981b).
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a broken-down ‘ " two trucks which have
picket fence o collided with each other
resulting in extensive
damage
(1) (2)
a pile of logs with a a baby chicken emerging
tree stump in the back- - from a cracked egg
ground ‘
(3) (L)

Figure 13. PPVP-R, Plate 19, SW accident, (2). (Dunn & Dunn, 1981b).

The query for this picture is presented below and is taken from
transcript

5-3-19
3 - 2 - (accident)

Indicating picture number two

(Q) Now what is this a picture of up here?

(R) Cars. |

(Q) Cars. what is with those cars? What's happening?

(R)/ " They crashed to it. |
- Dunn and Dunn's stimulus-word linking appears problematic, since
the'accidental5 unexpected, or unintentional nature of this collision
can only be inferred from the stimulus. However, the child's use of
"crashed to it" presents an accurate picture of the wreckage inasmuch
as it is explicit from this scene that the two trucks have crashed

into each other.
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Aﬂother child's ability to abstract the interided meaning from
the given stimulus is seen.again in the following transcript. The

specified word is "lamp"; the stimulus picture shows a table lamp.

a wagon : a garden hoe
(1) (2)

a long~haired mop ' a table lamp
(3) (L)

Figure 1. PPVT-R, Plate 10, SW lamp, (4). (Dunn & Dunn, 1981b).

The segments from two different transcriptions describing stimulus

four are given below.

19 - 9 - 10
1~ - (lamp)

(Q) Look over at picture number four. Tell me about that picture.
(R) A light.

(Q) What do w}; use @hat light for?

(R) To see. |

(Q) Wwhat do we call this thing?

(R) A light.

6-3-10
1-1L - (lamp)

(Q) what is this a picture of down here?
Indicating picture number four

(R) Light.

(Q) Do you have a light like this?

(R) Yes.
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(Q) Where is your light like that?
(R) In my room.

The above transcrlpts 1nd10ate that both children have identified
the "lamp" as a source of 111um1nat10n. The first child's use of the
indefinite article "a" preceding his response "a light" further par-
ticularizes and points out his reference to the specific stimulus in
picture four. The qﬁery did not direct the child in the second traﬁs-
cript to pro%ide the functional use of "light." However, when the first
child was asked, "What do we use that light for?" he replied, "to see.™
Even though he used a symbolic substitute, his ability to provide a
function for and label the device in picture four cannot be questioned.

Another éémponent of this category was the use of original labels,
that is, novel terminology supplied by the children to describe the
stimulus or itS~fuﬁctional use. The transcriptions from Plates 20,

57, and 52, which ﬁere typical of the responses across this particular
property, are presented beléw. The children use creative and imaginative
expressions to communicate their meanings. The use of attributes to
constitute meanlngs such as "f1x—1t~man" for "mechanic," and "picture
arounder™ for "frame" were examples of this category.

The following transcriptions demonstrate that both the child's
communication, and his ability to communicate are "masked" by PPVT-R
testing procedures. The first example was taken from Plate 20; the
stimulus word is "net." Quadrant two, the spécified answer, shows a
net-liké object with a long thin projection extending from the ﬁpper

left (Dunn & Dunn, 1981b). The section of the transcript referring to
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this picture showed the child's ability to label and provide the
function of the depicted object.

10-5-20
1 -2 - (net)

(Q) what about picture number two? What do we do with that?
(R) Catch fishes.

(Q) Catch fish with it, okay. What do we call it?

(R) Umm, a fishing basket.

The above excerpt shows how the child moved from a functional des-
criptor, "catch fishes," to a label, "fiéhing basket." In additon, the
child's use of "basket" to indicate a receptacle for the containment of
fish appeared -especially ingenious and insightful.

Another illustration of this category was taken from Plate 57, in
which the stimulus word was "mechanic." Quadrant two, the stipulated
answer, shows a car ﬁith its hood raised. Parts have been taken out of
the car and tools are 1aying on the car. A man with a towel hangiﬁg
out of his back pbckét dressed in a jacket with some type of emblem on
the back is leaning over the car presumably trying to fix it (Dunn &

Dunn, 1981b).
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a man driving a © a car with its hood raised,
van ) parts have been taken out of
' the car and tools are laying
on the car. A man with a
towel hanging out of back
pocket, dressed in a jacket,
is leaning over the car,
presumably trying to fix it

(1) (2)
a man putting gas a valet standing beside an
into a car open car door with an attache
case in hand
(3) (L)

Figure 15. PPVT-R, Plate 57, SW mechanic, (2). (Dunn & Durnn, 1981b).

Two separate interviews describing stimulus two are given below.

11 - 5 - 57
Ll - 2 - (mechanic)

(Q) Wwhat's happening in picture number two?
(R) He's trying to fix hisvcar.

(Q) What is he called?

(R) He's called the fix-it-man.

16 - 7 - 57

3 - 2 - (mechanic)

(Q) Look at picture number two. Tell me about this man. What is he
doing?

(R) He's putting . . . he's fixing the car.
(Q) what do we call him?
(R) A fix-it-man.
The children's selection of labelg appears to.be a deliberate

attempt to‘differentiate between a mere description, "fixing the car,"
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and specifying a job, "the fix-it-man." The former child's use of
the definite article "'the! fix—it-man" demonstrates her use of a job
class or title; the latter child accomplishes this same task through
the use of the indefinite article, "'a' fix~it-man." Thus both seg-
ments clearly demonstrate»each child's ability»to abstract the meaning
of mechanic; that is, a person who is skilled in repairing or restoring
something to proper condition or functioning, and appl&ing_this meaning
to a particular occupational role.

A final example is taken from Plate 52. The stimulus word is
"'vase." Quadrant three, which contains the stipulated response, shows

an unadé;ned vase without any flowers (Dunn & Dunn, 1981b).

a thermos a mason type jar with its
1id laying nearby
(1) (2)
an unadorned vase without a goblet
any flowers
(3) (L)

Figure 16. PPVI-R, Plate 52, SW vase, (3). (Dunn & Dunn, 1981b).
The child's interview is reproduced below.

11 -5 -52
2 ~ 3 - (vase)

(Q) Look at number three. What do you use that for?
(R) Put flowers in it.
(Q) vhat do you call that thing?

(R) A flower cup.
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Once again the child's transcription shows that she has con-
ceptualized the nature of a vase, something used to "put flowers in"j
and has provided her own imaginative label, "a flower cup.” Moreover,
this researcher can appreciate her ability to do so in view of the
ambiguous stimulus provided. Although the query did not ascertain her
reason for this unique label, one can speculate that either "flower
cup" is her terminology for every vase or that the child has combined
flower with cup since the stimulus more closely resembles a cup-shaped
vessel similar to the kind given as a prize or trophy. The latter view
may be the more accurate interpretation.

Summany‘and’Interpretations

The data from this category typified the children's use of symbolic
substitutions in their responses to many of the plates from the PPVT-R. |
The children's ability to provide meaning for fﬁe stimuli was apparent.
For instance, the use of "gluing" for "pasting" has direct reference to
the process of bonding something together. And the use of "the light"
for lamp points out the intended referrent. The child further provided
a functional use of>lamp, "to see," again substantiating his knowledge
of lamp.

Likewise, the éhildren's use of original labels which were often
both descriptive and functional points out their ability to derive
meaning from the stimulus pictures provided. Terms such as "fishing
basket" for fishing "net" demonstrate that the child has to some degree
abstracted meaning‘from the stimulué piéture, and has processed a

function of this object, and has been able to provide a label. The
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remaining examples, "fix-it-man" for "mechanic," and "crashed to it"
for "accident" are also illustrative of differenées in vocabulary
usage. Hence, the problem appeared to be one of vocabulary rather
than similarity in conceptualization or even a question of intellectual
ability.

Invalid Indicators: pertains to responses which demonstrate an under-

standing of the task, yet do not prdvide an acceptable alternative to
the test publishers' stipulated ("correct") response.
Properties: (a) The child offered no verbal response.
e (b) The child stated that she/he was unable %o
answer inquiries.
(¢) The child provided an inaccurate descriptor
for the stimulus.
(d) Due to insufficient inquiry, the validity of
the child's response cannot be evaluated.
Discussion
One of the factors affecting the invalid indicators category was
the children's use of inaccurate descriptqrs or labels when discussing
the stipulated ("cbrrect") response. Inaccurate descriptors show a
lack of underétanding about the word-picture association being queried.
A distinguishing characteristic of this category was the "incorrectness®
of the children's responses to both their preferred (original) answer
and the test publishers' stipulated answer. Other factors affecting
the invalid indicators Category were either the children's lack of a

verbal response or the children's indication that they were unable to
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elaborate upon what had already been séid ("1 don't know). One of
the most unfortunate factors affecting this category was the researcher's
inability to facilitate inquiry. The examiner's failure to obtain
clarifying responses or to draw out the children's stored knowledge
and experiences are characteristics of this property. Examples of the
data from,the invalid indicators category are provided in Téble 1.

Stipulated Responses Acquired Through Inguiry: pertains to either

spontaneous or elicited correction of the discrepancy between preferred
and stipulaféd responses.

Porperties: (a) Appropriate discussion and accurate labeling

of stimuli representing both preferred and
stipulated responses.

Discussion

| Oné of the most perplexing and curious factors revealed by the
data was the children's appropriate application of the test publishers'
stipulated ("correcth)'responses during inquiry. For instance, the
child is directed tbApoint to the picture of "net"; however, he points
to a picture that is not what the test pubiishers' have deemed as
appropriate (the child's preferred choice). ~ Yet, upon inquiry, the
child correctly identified both his preferred choice and the test
publishers' stipulated choice. The fact that this phenomenon occurred
again and again across various plates and across eleven of the twenty-
one children tested appeared to warrant its inclusion as a separate
category. This category was further refined by including only those

transcriptions in which the stimulus word was used exclusively in



Table 1

Examples of Invalid Indicators

Inaccurate
No Response Don't Know Descriptors Insufficient Inquiry
a)-3-24 811-5-33 ap-1-36 43-2-140
pr (2) st(3) pr (4) st(3) pr (2) st(1) pr (2) st(3)
sw (peeling) sw (hook) W (penguin)- sw (parachute)

Indicating picture 2
(Q) What is she doing
here?

(R) Making a cake.

(Q) what is she using?
(R) No response

Indicating picture 3
(Q) What is this a
picture of?

(R) A apple.

(Q) what's happening
to the apple?

(R) He cutting it.

(Q) Why is he doing that?

(R) No response.

Indicating picture

L

(Q) what do you do
with that?

(R) That hook is for
your clothes on it.
(Q) What do we call
that?

(R) I don't know.

(Q) Have you ever seen
one before?

(R) Shakes head indi-
cating no

Look at picture 3

(Q) what do we do
with that?

(R) I don't know what
we call it.

Indicating picture

2

(Q) Tell me about \\
this picture.

(R) He got long

legs.

Indicating picture
1

(Q) What is this?
(R) A whale.

Indicating picture 2
(Q) Tell me about that
picture.

(R) He going up the
parachute and he going
up to the air.

Indicating picture 3
(Q) Tell me about that
picture. What do we
call this picture?

(R) Cdtching the Pepsi
Parrot, that's what it
is. They go up in the
air with the Pepsi
Parrot.

80odes:

pr - preferred choice.

st - stipulated response.
sw = stimulus word.

o)
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defining or describing the stipulated stimulus picture. An addi-
tional factor in the establishment of this category was the child's
use of labels,” descriptors, and functions to describe the stipulated
answers. Thus, within this category, the child's usage of the afore-
mentioned variables must be in accord with the test publishers'’
intended usage.

Since the same phenomenon was observed both across the different
children and the various plates, the format of this section has been
altered. The reader will find that all of the interviews have been
grouped together,‘followed by a summary and interpretation section.

The first transcription was taken from Plate 16; the stimulus word
is "feather." Picture number one was the stipulated ("correct!)
response; picture number two was the child's preferred ("incorrect")

response. The stimuli are given below.

a feather a fin from a fish
1) < (2)

a pair of antlers a claw
(3) ()

Figure 17. PPVT-R, Plate 16, SW feather, (1). (Dunn & Dunn, 1981b).
12 -5-16
2 - 1 - (feather)
Indicating picture two
(Q) Good - where have you seen that before?

(R) A fish.
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(Q) Do you know what we call this part of the fish?
(R) A tail.
(Q) Yes, a tail.
Look at picture number four
(Q) what is that?
(R) A monster's leg.
(Q) What about number one, what is that?
(R) A feather. //
(Q) Where would we find a feather?
(R) On the grass.
(Q) What kind of animal has feathers?
(R) Birds have feathers.

The next interview was taken from Plate 28; the stimulus word was
"stretching." Picture number one was the stipulated response; picture

number four was the child's preferred response. The stimuli are given

below.

a young boy sitting up, a youngster tumbling
perhaps in bed, yawning on what appears to be
and stretching one arm a gymnastic made
above his head

(1) (2)
a young boy lifting a . a young girl jumping
bucket that appears to on a trampoline
be heavy

(3) (L)

Figure 18. PPVT-R, Plate 28, SW stretching, (1). (Dumn & Dunn, 1981b).
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1-1-28 ;
L - 1 - (stretching)

Indicating picture four
(Q) Tell me about that.
(R) This girl is jumping up in the air.

(Q) She's jumping up in the air. Tell me some other things. What
else can you tell me about that?

(R) Um . . . this (points to the trampoline)
Indicating picture Qﬁé

(Q) What is happening here?

(R) He's in bed and he's tired.

(Q) He's in the bed and he's tired. Okay. Tell me something else
about him. What would you call him doing?

(R) Stretching his arm out.
The third tranScription was taken from Plate 35; the stimulus word
was "patting." Plcture number one was the stipulated response; picture

number two was the child's preferred response. The stimuli are given

below.
a young girl patﬁing a young girl pouring milk
a dog - in a dish for a cat
(1) (2)
a young girl romping ' a young boy climbing a
through what appears to be fence
a small pond
(3) L)

Figure 19. PPVT-R, Plate 35, SW patting, (1). (Dum & Dunn, 1981b).



109

b -3-235
2 -1 - (patting)

Indicating picture number two
(Q) What is she doing there?
(R) Giving the cat some food.
(Q) She's giving the cat some food.
Indicating picture number one
(Q) Now what ﬂskthis a picture of over here?
(R) A dog.
(Q) A dog. What's happening with that dog? What is she doing?
(R) Patting him.
(Q) She's patting him, okay.
The next two transcriptions were taken from Plate 30; the stimulus
word was "tying." Picture number two was the stipulated response;

picture number one was the preferred response given by both children.

a young boy pulling a a young girl tying
wagon that has a wooden her shoe
box in it _
(1) (2)
a young girl either climbing a young girl who appears to
up or coming down a rope be uprooting a sapling
(similar to the device found
in many gymnasiums)
(3) - (L)

Figure 20. PPVT-R, Plate 30, SW tying, (2). (Dunn & Dunn, 1981b).

2-1-230 ;
1-2 - (tying)
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Indicating picture number one

@)
(R)
(Q)
(R)

Tell me about this picture.
The boy pulling it,
Um~hm, he's pulling it.

Then it's a wagon.

Indicating picture number two

(Q) what is this picture?
“(R) She's tying her shoe.
17 - 8 - 30

1 -2~ (tying)

Indicating picture number one

()
(R)
Q)
(Q)
(R)
Q)
(R)

Tell me about that picture. What's happening in that picture?
Somebody pulling uh wagon With a box in it.

He's pulling a wagon with a box in it. Sure he is.

what is she doing in picture number three?

She's climbing up the rope.

What's happening in picture number two?

Tying up her shoes.

The next interview was taken from Plate 37; the stimulus word

was "sewing." Picture number two was the stipulated response; picture

number three was the child's preferred response. The stimuli are

given below.
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a young child a young girl sewing
sweeping a pair of pants
(1) (2)
a young girl : a child putting a
wrapping a present ‘ container in what appears
to be a toy stove
N
( (3) L)

Figure 21, PPVT~-R, Plate 37, SW sewing, (2). (Dunn & Dunn, 1981b).

8 -L4 - 37
3 - 2 - (sewing)

Indicating picture number three

(Q)
(R)
(Q)
(R)
Q)
(R)
Q)
(R)
Q)
(R)
Q)
(R)
Q)
(R)

What is that? Tell me about picture number three.
A present.

Tell me about fhat present.

We put toys in-it.

What is-she doing with that present?

She got to&s in it.

What is this éhe has in her hands?

Wrapper.

What is she doing?

She's wraping that . « « present.

What is this girl doing here in picture number two?
Sewing.

What is she sewing?

Uh... uh,\pants.
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(Q) What is she using to sew?
(R) I don't know.
(Q) What is this stuff in her hand?
(R) Shoes, dress, clothes [sounds irritated, getting tired]
A final example of this category was taken from Plate 67; the
stimulus wozéfis "disagreement." Picture number one was the stipulated

response; picture number two was the child's preferred response. The

stimuli are given below.

two men appearing two young children sipping
to be in a dispute or a some type of refreshing
disagreement drink from a straw

(1) (2)
a beautician styling two men shaking hands
a woman's hair

(3) (L)

Figure 22. PPVT~R, Plate 67, SW disagreement, (1). (Dunn & Dunn, 1981b).
Wy -7 -67

2 ~ 1 ~ (disagreement)

Indicating picture number two

(Q) What are they doing up there?

(R) One going this and one going that way [indicating the drinking
straws ]

(Q) Ah, and what are they doing?
(R) Sucking.
(Q) What are they sucking on?

(R) Some pop.
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Look over here at picture number one.
(Q) What's happening here?
(R) Disagreement.
(Q) Vhat are‘they doing?
(R) Talking Tfan.
(Q) They ar?/talking. How are they feeling?
(R) Very bad. [emphasizes her words]

(Q) What do you think they are saying to each other? What do you
think they could be saying?

(R) Disagreeing.

(Q) What do you think he might be saying? Do you think that he is
using his soft voice or his loud voice?

(R) Loud voice.

Look down here at picture number three

(R) Combing her hair.

(Q) Combing her hair. What do we call her?

(R) A woman-combing her hair.

(Q) Does your mother go someplace and get her hair combed?
(R) Nope. |

Summary and Interpretations

The stipulated response acquired through inquiry was a parti-
cularly baffling category. Typically the children would select a
picture other than the stipulated response picture, yet during inquiry
the children would supply appropriate aﬁswers for both their original
choice (preferred chbice) and the test publishers' stipulated response.

The obvious question was if the children could cognize both their
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preferred response. and the publishers' stipulated response then why
would they choose an "incorrect" reSpbnse over a "correct!" response?

Blank, Rose, and Berlin (1978) suggest that a major characteristic
of the young child's style of dealing with the world is "his attraction
to salient impressions" (p. 15); that is, the physical properties of
the stimulus. Couid‘perceptual salience be a factor in explaining the
children's aforemehtioned testing behavior. In a conversation with
Dr. Clifford Highnam, Associate Professor of Speech Pathology, University
of Northern Iowa, the concept of perceptual salience was discussed as
it affects chiidren's test-taking behavior. Dr. Highnam asserted that
many children, especially the younger child, tend to point to the most
salient itém On‘the'page; that is, the item that most attracts their
attention. If the children in this study were in fact responding to
items that somehow were more attractive or attention geﬁting rather
than responding>to>the stimulus word input, then the issue of test-
taking ability rathér than cognitive ability must be recognized and
dealt with. |

Anastasi (1976) comments that the test-wise or test-sophisticated
child has deve;oped Self-confidence and better test-taking attitudes
partlj‘as a result of familiarity with common types of test items,
test administration procedures, and so forth. Waiting for insﬁructions
‘and providing the examiner with only what was asked for characterize
the test-wise child. On the other hand, the less test-wise child may
give tangential answers to questions or, on a test containing a

multiple choice format, point to any picture regardless of what he knows.
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The transcfipts/from this categorj indicate that the children
tested were able to labelAand/or to provide the functional usage of
both their prefé}red answers and the test publishers' stipulated
answers. These inE;rviews demonstrate that one can not automatically
infer that the child had not abstracted the meaning of the "correct'
answer; in other words, "incorrect" may not be as incorrect as it
appears. Thus;ythe,data from this category suggest a need to look
beyond the stimulus input-output patterns (linkings) provided by the
PPVI-R. The data further suggest a need for additional qualitative

research into the effects of perceptual salience and test sophistication

on the test scores of young children.

DISCUSSION AND IMPLICATIONS

The discussion.régarding the data presented in the various cate-
gories and the properties focused upon the test publishers' use of
the PPVI-R aé a measure of intelligence. Although this author's analysis
can be considered only a first level analysis of error patterns, certain
considerations and cautions. appear warranted when application of the
instrument's results'are used:as an index of intelligence.

Concéptually, the measure of intelligence has two potential
limitations. Harrisv(1963) has observed that concepts usually depend
on testing devices, therefore the meaning attached to a construct such
as intelligence rélies on the methods employed in the assessment of the
attribute. Consequehtly, "the less sophisticated or precise the measure-
ment device, the more likely are ﬁe to develop concepts that are gross

and ill-defined™" (p; 315). According to this theory, there may be
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attributes essentiai to a trait that are not being evaluated by an
instrument that purports to do so. Barnes (1972) pointed to a related
concern in a discussion centering around the defining of concepts such
as intelligence. He affirmed that if such a broad concept were
narrowly defined, important characteristics of behaviors predictive of,
or related té, performance on a given criteria could be omitted.

Sigel (1968) further argued that conventional intelligence tests
failed to provide sufficient information gbout the nature of intellectual
processes, especially the process by which an individual arrived at
the answer to intellectual problems. He emphasized that respondents
often did not share.common or conventional response systems because of
their differing social and cultural experiences and backgrounds.
Uncormon or unconventional responses may reflect the originality and
novel outlook of the respondent rather than a simple "lack" of knowledge.
Unfortunately,jmost étandardized intelligence tests do not provide the
examinee with an opbortunity to report and discuss the logic behind a
response. In this ménner, answers which have a logical basis of truth
or fact from the poiﬁt of view of the person being tested are considered
inappropriate.and wrong. In the construction of a test, right and wrong
answers are designatéd by the authors with no flexibility in the "right-
ness" or "wrongness" of responses analyzed.

Wohlwill (1980),:in a recent article which discusses mental growth
in childhood, emphasized that the measurement of intelligence was
multi-dimensional and cautioned that distortion was probable when

intelligence was expressed as a single quantitative index such. as IQ.
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Moreover, he stressed that a construct such as intelligence was not a
unitary trait(buﬁ a constellation of verbal, numerical, and other
types qf abilities which coﬁld not be subsumed under a- single construct
or assessed in teims of narrowly defined behaviors.

Efforts‘to/define intelligence reflect the wide range of inter-
pretations of its nature and‘aspects of its measurement. A4s stated in
the body of this paper, there is no consensus among psychologists or
researchers as to what intelligence really is. Bayley (1970) observed
that attempts to define intelligence ranged from orientations with a
genetic basis to more encompassing descriptions of the term as provided
by Wechsler. Wechsler's (194)) definition states that "intelligence is
the aggregate or global capacity of the individual to act purposefully,
to think fationally, and to deal effectively with his environment" (p. 3).
This orientation views intelligence as a broad, multi~dimensional
function, emphasiziﬁg the qualitatively changeable aspects of intelligence
and stressiné the many determinants which comprise this entity. The
multi-féceted naturé-and development of intelligence is postulated by
many theorists who view the single quantitative IQ score as 100
restrictive and cohfining to be seriously considered a measure of the
person's capabilities (Bayley, 1970; Bloom, 1976).

The data contaihed within the various categories such as the
children's usé of original and creative labels as reflected in the
symbolic subétitutes'category, the children's ability to correctly
" label and provide a function upon inquiry of the test publisher's
stipulated answers as reflected in the stipulated response upon inquiry

s

category, or the children's use of logical and experientially or
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perceptualiy’grounded reasoning as refiected in the experential
and perceptual indicator categories, exemplify many of the concerns
that have been alluded to by psychologlsts such as Wechsler (19hh),
Sigel (1968), Harrls (1963), Barnes (1972), and Bayley (1970).

In view of the hypothesis that intelligence is not a unitary trait,
nor can it be assessed through the evaluation of a narrow set of
standards or characteristics, the readerkis asked to consider usage of
the PPVT-R primarily a measure of receptive language rather than as a
measure of intellectual ability. Dunn and Dunn (1981a) state that
their test is not to be used as a "comprehensive test of general
intelligencé" (p. 2); However, it is interesting to note that they
mention the fact that the standard score yielded on the test is equivalent
to a deviation IQ and‘discuss within their chapters on reliability and
Validity the concept of "changes in IQ over time" (p. 57), and corre-
lation with individual tests of intelligence 'is presented in depth.
Although the authors qualify and caution the PPVT-R's usage as an
individual test of intelligence, there are frequent references to the
concept of intelligence.

The purpose of this summary was to review the relevant questions
and concerns surrounding the measuring of the construct of intelligence.
According to the authors, the PPVT-R is primarily a measure of receptive
language (Dunn & Dunn; 198la). Usage of the test as a narrowly defined
measure of intelligenée and as a measure of scholastic aptitude is

derived from its use as an evaluative measure of vocabulary. After
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reviewing the muiti-dimensionality 6f intelligence and surveying
literature that questions the qualitative aspects of responses that
are not éuerie@, the reader may begin to question the applicability
of the narrowly defined receptive language trait assessed by the
PPVT-R and carefully consider whether or not the standard score can be
equated with a deviation IQ. Further exploration of this issue may be
necessary as the PPVI-R manual presents information which may lead some

readers to believe that it can be used as an index of intelligence.



// 120

' REFERENCES

Adler, S; Poverty children and their language. New York: Grune &

Stratton, 1979.
Ali, F., & Costello, J. Modification of the Peabody Picture Vocabulary

Test. Developmental Psychology, 1971, 5, 86-91.

Anastasi, A. Psychological testing. New York: Macmillan, 1976.

Anastasiow, N. = Language patterns of poverty children. Springfield,

I1l.: Charles Thomas Publishers, 1976.
Baratz, J. A cultural model for understanding Black Americans. In

B. Cullinan (Ed.), Black dialects and reading. Urbana, Ill.:

ERIC/RCS and National Council of Teachers of English, 197h.
Baratz, S., & Baratz, J. BEarly childhood intervention: the social

science base of institutional racism. Harvard Educational Review,

1970, Lo, 29-50.
Barnes, E. Cultural retardation or shortcomings of assessment techniques.

In R. L. Jones (Ed.), Black psychologist. New York: Harper & Row,

1972.
Bayley, N. Development of mental abilities. In P. H. Mussen (ed. ),

Carmichael's manual of child psychology (Vol. 1). New York:

John Wiley, 1970.

Bereiter, C., & Engleman, S. Teaching disadvantaged children in the

preschool. Fnglewood Cliffs, N.J.: Prentice-Hall, 1966.



—~ 121

Blake, E. Test information as a reinforcer of negative attitudes toward

Black Americans. Proceedings of the 1970 Invitational Conference on

. Testing Problems. Princeton, N.J.: Educational Testing Service, 197l.

Blank, M., Rose, S., & Berlin, L. The language of learning: the preschool
years. New York: Grune & Stratton, 1978. |

Bloom, B. S. Stability and change in human characteristics. New York:

John Wiley, 1976.
Blumer, H. Methodological principles of empirical science. In N.

Denzin (Ed.), Sociological methods. Chicago: Aldine Publishing,

1970.

Bogdon, R. Participant observation in organizational settings. Syracuse,

New York: University Press, 1972.
Boylan, F., & O'Meara, R. Stereotype and inquiry concerning southern

born Negro pupils in Chicago. Journal of Educational Sociology,

1958, 3_2, 76-82.

Burt, C. The evidence for the concept of intelligence. British Journal

of Fducational Psychology, 1955, 25, 158-177.

Burt, C. Inheritance of géneral intelligence. American Psychologist,

)

1972, 27, 175-190.

Cicourel, A. Method and measurement in sociology. New York: The Free

Press of Glencoé52196h.

Cicourel, A. Language use and school performance. New York: Academic

Press, 197hL.
Cole, M., & Bruner, J. Cultural differences and inferences about

psychological processes. American Psychologist, 1971, 26, 867-876.




122

Cole, S. The sociological method. Chicago: Rand McNally College

Publ. [Co., 1976.
Covin, T. . Comparability of the Peabody and WISC scores among Black five

year olds. Psychological Reports, 1976, 38, 13L6.

D'Angelo; R. A comparison of white and Negro preschool children in

Goodenough IQ and language development. Unpublished Master's thesis,

Fordham University, 1950.

Denzin, N. Sociological methods. Chicago: Aldine Publishing, 1970.
Deutsch, M. Guidelines for testing minority group children. Journal of

Social Issues, 1964, 20, 129-1L5.

Deutsch, M. The disadvantaged child. New York: Basic Books, 1967.

Deutsch, M. Happenings on the way back to the forum: social science,

IQ and rare differences revisited. Harvard Educational Review, 1969,
3_9,: 523"557-
Deutsch, M., & Brown, B. Social influences in Negro-White intelligence

differences. Journal of Social Issues, 196L, 20, 2L-35.

Diana vs.. State Board of Education. C-70 37 RFP, District Court for

Northern California. February, 1970;

Dillard, J. Black English: its history and usage. New York: Random
House, 1972.
Di Lorenzo, L., & Brady, J. Use of the Peabody Picture Vocabulary Test

with preschool children. Psychological Reports, 1968, 22, 2L7-251.

Dobzhansky, T. Differences are not deficits. Psychology Today, 1973,

7, 97-101.

DuBois, W. E. B. The souls of Black folk (2nd ed.). New York:

Fawcet World Library, 1953.



123

Dunn, L;,‘& Dunn, L. Peabody Picture Vocabulary Test ~ Revised

(Forﬂ L, Series of plates). Circle Pines, Minn.: American
Guidance Service, 1981a.

Dunn, L., & Dunn, L. Peabody Picture Vocabulary Test - Revised

(Manual for Forms L & M). Circle Pines, Minn." American
Guidance Service, 1981b.
Eells, K., Davis, A., Havighurst, R., Herrick, V., & Tyler, R.

Intelligence and cultural differences. Chicago: University of

Chicago Press, 1951.

Filstead, W. Qualitative methodology. Chicago: Markham, 1970,

Genshaft, J., & Hirt, M. Language differences between black children

and white children. Developmental Psychology, 197k, 10, L5I-L56.

Gilgen, A. R. A profile of American psychology since World War II.

Unpublished manuscript, 1979. (Available from University of
Northern Iowa, Psychology Department).

Glaser, B., & StrauSs, A. The discovery of grbunded theory. Chicago:

Aldine Publ. Co., 1967.

Hardy, dJ. Pitfalls in the measurement of intelligence. Journal of
Psychology, 1976, 9L, L3-51.

Harris, D. B. Thé'éoncept of development. In D. S. Palermo & L. P.

Lipsitt (Eds.), Research readings in child psychology. New York:

Holt, Rinehart & Winston, 1963.

Herrnstein, R. IQ. The Atlantic Monthly, 1971, 228, L3-6L.

Hess, R., & Shipman, V. Early experience and socialization of cognitive

modes in children. Child Development, 1965, 36, 869-886.




Hilliafd; Asa. Classical failure and success in the assessment of

people of color. 1In M. Coleman (Ed.), Black children just keep on

growing. Washington, D.C.: Black Child Development Institute,
Inc., 1977.
Hughes, L. B., & Lesser, G. A comparison of WISC and Peabody scores

on Negro and white rural school children. American Journal of

Mental Deficiency, 1965, 69, 877-880.

Jensen, A. R. How much can we boost IQ and scholastic achievement?

Harvard Educational Review, 1969, 39, 1-123.

Jensen, A. R. Race, intelligence, and genetics: the differences are

real. Psychology Today, 1973, 7, 80-88.

Jeruchmowicz, R., Costello, J., & Bagur, S. Knowledge of action and
object words: a'comparison of lower- and middle-class Negro

preschoolers. Child Development, 1971, 42, L55-L6l.

John, V., &’Goldsteih, L. The social context of language acquisition.

Merrill-Palmer Quarterly, 196l, 10, 265-275.

Jones, P. Homé environment and the development of verbal ability.

Child Development, 1972, L3, 1081-1086.

Joseph, A. Intelligenée, IQ, and race - when, how and why they became

associated. San Francisco: R & E Research Associates, Inc., 1977.

Kamin, L. Heredity, intelligence, politics, and psychology. 1In A.

Block & G. Dworkin (Eds.), The IQ controversy. New York: Pantheon

Books, 1976.



N ‘ 125

Kamin, L. The science and politics of IQ. New York: Wiley & Sons,

1974,

Kochman, T. Rabpin’ and stylin' out: communication in urban Black

America. Urbana, I1l.: University of Illinois Press, 1972.

Krescheck, J., & Nicolosi, L. A comparison of black and white children's

scores on the PPVT. Language, Speech & Hearing Services in the

Schools, 1973, L, 37-LO.

Labov, W. Study of non-standard English. Washington, D.C.: ERIC

Reports, 1969.

Labov, W. The logic of non-standard English. In F. wWilliams (Ed.),

Language and poverty. Chicago: Markham, 1970.

Labov, W. Academic ignorance and black intelligence. The Atlantic,

1972, _2_2_2, 59"67.

Ladner, dJ. Labeling black children: social-psychological implications.

In M. Coleman (Ed.), Black children just keep on growing. Washington,
D.C.: Black Child Development Institute, Inc., 1977.

Larry P. vs. Wilson Riles. C-71-2270 RFP, District Court for Northern

California, 1979.

Lawler, J. IQ, heritability, and racism. New York: International

Publishers, 1978.

Lesser, G., Fifer, G., & Clark, D. Mental abilities of children from

different social-class and cultural groups. Monographs of the

Society for Research in Child Development, 1965, 30 (4, Serial

No. 105).



126

Lofland, J. Analyzing social settings. Belmont, Calif.: Wadsworth

Publ. Co., 1971.

McNiel, N. IQ tests and the black culture. Phi Delta Kappan, 1975,

57, 290-210.

Mercer, J. R. Sociocultural factors in the education of black and
Chicand children. The Peabody Journal of Education, 1971, gg,
188.

Mercer, J. R., & Brown, N. C. Racial differences in IQ: fact or

artifact? In C. Senna (Ed.), The fallacy of IQ. New York: The

Third Press, Joseph Okpaku Publ. Co., 1973.
Milgram, N., & Ozer, M. Peabody Picture Vocabulary Test scores of

pféschool children. Psychological Reports, 1967, 20, 779-78L.

Morris, M. An excursion into creative sociology. New York: Columbia

University Preés, 1977.
Neal, A. W. Analysis of responses to items on the Peabody Picture

Vocabulary Test aécording to race and sex. Journal of Educational

Research, March, 1976, 69, 265-267.

Oakland, T. Psycholbgical and educational assessment of minority

children. New York: Brunner/Mazel, 1977.

Paul, B. Cited by A. Cicourel in Method and measurement in sociology.

New York: The Free Press of Glencoe, 196l.

Persell, C. Educatién and inequality. New York: The Free Press, 1977.

Reese, H., & Lipsitt, L. Experimental child psychology. New York:

Academic Press, 1970.



127

Reschley, D. Nonbiased assessment and school psychology. Des Moines,

Ta.: Towa Dept. of Public Instruction, 1978.
Rist, R, On the relations among educational research paradigms: from
| disdain to detente. Anthropology & Fducation Quarterly, 1977, 8,
L2-L9.

Rivers, L. W. The influence of auditory-, visual-, and language-

discrimination skills on the standarized test performance of Black

children. Journal of Non-White Concerms, 1978, 6, 13L4-1L0.

Rose, H., & Rose, S. The IQ myth. Race and Class, 1978, 20, 63-7kL.
Rosenthal, R., & Jacobson, L. Teacher expectations for the disadvantaged.

Scientific American, 1968, 218, 19-23.

Royster, E., Larson, J., Ferb, T., Fosberg, S., Nauta, M., Nelson, B.,

& Takata, G. A national survey of Head Start gradunates and their
peeré. Cambridge,'Mass.: ABT Associates, Inc., 1978.

Samuda, R. Psychological testing of American minorities: issues and

consequences.. New York: Dodd, Mead, 1975.

Sattler, J. The assessment of children's intelligence. Philadelphia:

N. B. Saunders, 197h.

Schwartz, He Qualitative sociology: a method to the madness. New York:

Free Press, 1979.
Semler, I., & Iscoe, I. Comparative & developmental study of the learning

abilities of Negro & white children under four conditions. Journal

of Educational Psychology, 1963, 5L, 38-Lh.

Shuey, A. The testing of Negro intelligence. New York: Social Science

Press, 1966.



128

Sigel, I. How intelligence tests limit understanding of intelligence.

In E. D. Evans (Ed.), Children: readings in behavior and develop-

nent. New York: Holt, Rinehart & Winston, 1968.
Somervile, M. Language of the disadvantaged: toward resolution of

conflict. Journal of Negro Education, 197k, L3, 28L4-301.

Southern, M., & Plant. W. Differential cognitive development within
and between racial and ethnic groups of disadvantaged preschool and
kindergarten children. Journal of Genetic Psychology, 1971, 119,
259-266.

Staples, R. Introduction to black sociology. New York: McGraw-Hill,

1976.

Stodolsky, S., & Lessér, G. Learning patterns in the disadvantaged.

Harvard Educational Review, 1967, 3L, 5L6-593.

Taylor, H. The IQ game: a methodological inquiry into the heredity-

environment controﬁersy. New Jersey: . Rutgers University Press,
1980.
Teahan, J. & Drews, E.‘ A comparison of northern and southern Negro

children on the WISC. Journal of Consulting Péychology, 1962, 26,

292.

Terman, L. The measurement. of intelligence. Boston: Houghton Mifflin,

1916.

Thomas, A., & Sillen, S. Racism and psychiatry. ‘Secaucus, NoJdo:

Citadel Press, 1972.

Valentine, C. Déficit,‘difference, and bi-cultural models of Afro-

American behavior. Harvard Educational Review, 1971, Ql, 137-157.



129

Wechsler, D. The measurement of adult intelligeénce. Baltimore:

Williams & Wilkins, 19hkL.
White, S. Social implicatidns of IQ. In P. L. Houts (Ed.), The myth

of measurability. New York: Hart Publishing, 1977.

Williams, F., Whitehead, J., & Miller, L. Ethnic stereotyping and

judgment of children's speech. Speech Monographs, 1971, 38,

166"170 .
Williams, R. L. Black pride, academic relevance and individual achieve-

ment. Counseling Psychologist, 1971, 2, 18-22.

Mﬁlliams, R. L. Abuses and misuses in testing black children. In

R. L. Jones (Ed.), Black psychologists. New York: Harper & Row,

1972. ‘ <

Williams, R. L. On black intelligence. Journal of Black Studies,
1973, E, 29-39.
Williams, R. L. Scientific racism and IQ: the silent mugging of the

black community. Psychology Today, 1974, 7, 32-38.

Williams, R. L. Developing cultural specific assessment devices: an

empirical rationale. In R. Williams (Ed.), Eubonics: the true

language of black folks. St. Louis: Robert L. Williams & Associates,
1975.
Williams, R. L., & Brentley, M. Disentangling the confusion surrounding

slang, nonstandard English, Black English and eubonics. In R.

Williams (Ed.), Eubonics: the true language of black folks.

St. Louis: Robert L. Williams & Associates, 1975.



130

Williams, R. L., & Rivers, L. W. ' The use of standard versus non-

standard English in the administration of groups tests to Black
children. Excérpﬁ from a paper presented at the annual meetipg of
the Americaansychological Association, Honolulu, Hawaii, September,
1972.

Wohlwill, J. Cognitive development in childhood. In 0. G. Brim &

J. Kagan (Eds.), Constancy and change in human development.

Cambridge, Mass.: Harvard University Press, 1980.

Wright, B. Psychological tests and minorities. (NIMH Monograph,

U.S. Public Health Service Publication No. 017-024). Washington,
D.C.: U.S. Government Printing Offi¢e, 1975.
Young, F., & Bright, H. Results of testing 81 Negro rural juveniles

with the Wéchsler'Intelligence Scale for Children. Journal of

Social Psychology, 195k, 39, 219-226.



131
APPENDIX A

LETTER TO HEAD START DIRECTOR

To: Director, Head Start
From: Carole Coffey
Re: Research Project

I am Carole Coffey, graduate assistant and student at the University of
Northern Iowa, matriculating in the area of school psychology. I am
researching my thesis in partial fulfillment of the requirements for
the Degree Educational Specialist.

The literature is full of studies reporting lower test scores for low-
income Bilalian (Black) students as compared to their Caucasian
counterparts. Much of this data has been used to question the long-
term academic gains and effectiveness of pre-school programs such as
Head Start. I am proposing that we look at this data from a culture
specific perspective. That is, to get underneath the statistics and
ascertain the reason(s) behind a child's choice of an M"incorrect
response." The following procedure will be employed:

l. Administration of the Peabody Picture Vocabulary Test - Revised
(PPVT-R), a measure routinely used in psychological and clinical
evaluation, to Black four-year old preschool students.

2. Using each child's individual error pattern, tape record discussion
about reasons for picture selection. The students will also be asked
to provide labels for selected pictures.

3. A qualifative analysis of the data to ascertain error patterns will
be employed.

This study appears significant in the areas of test bias and long lasting
academic gains in pre~school children.

I am requesting the bpportunity to present further details of my research
and discuss the possibility of including students from your center in my
sample population.

I appreciate your tiﬁé and interest.

Sincerely,

/s/ Carole Coffey



132

APPENDIX B

LETTER TO PARENTS

February 10, 1981

Dear Parent or Guardian,

I am‘Carole Coffey, a graduate student at the University of
Northern Iowa. I am working on a research project which involves
children from the ages of 3% - l¥s. I will be showing the children
sets of four pictures and asking them to pick out one. I will then
question them agbout their choice. I ask for your permission to include
your child in this study. All testing will be done at Head Start and
will take about 20 minutes.

I sincerely thank you for your time and concern.

/s/ Carole Coffey

I give my permission for

to be included in the research study at Head Start.

X

.
(parent's signature)

(date)
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APPENDIX C

FOLIOW-UP LETTER TO PARENTS
February 28, 1981

Dear Parent or Guardian,

I am Carole Coffey, a graduate student at the University of
Northern Iowa. I recently asked your permission to include your child
in a study that I am doing at Head Start. I will be showing the
children sets of four pictures, asking them to pick one out, and ques=-
tioning them about their choice. All testing will be done at Head
Start and will take about 20 minutes. Please sign the bottom part of

" this form and have return it to his/her

teacher tomorrow.

I am sincerely thankful for your time and cooperation.

/s/ Carole Coffey

I give my permission for

to be included in thé study at Head Start.

(parent's signature)

(date)
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APPENDIX D

MOST FREQUENTLY MISSED WORDS

Table 2 presents high-miss errors both in terms of frequency
and commonness of response. The plate number, the total number of
children who gave incorrect responses to that plate, the most fre-
quently preferred response, and the number of children who gave that
response are shown in Table 2. All items were high-miss and
represent examples from within each of the five categories derived
from the data. Notable exceptions were special low-miss items, such
as Plates 10, 32, and 57, which are included because all of the

children's preferred responses were the same.
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Table 2

PPVT-R Error Analysis - Most Frequently Missed Words

Most Frequently , Preferred

Plate £ Stipulated Word? Preferred Response  Response
31 12 nest grass (léaves) 8
L8 11 forest trees 6
22 9 sail boat 8
20 8 net basketball thing 5
‘ or basketball hoop

L7 7 frame picture 5
38 6 delivering giving mail 6
28 5 stretching stretching 3
21 5 tearing tearing . 3
L3 L vegetablé carrot 3
Ll L dripping watch 2
10 3 Llamp light 3
32 3 envelope mail (letter) 3
57 3 mechanic : fix-it-man 3
25 2 cage baby bed 2
30 2 tying tying 2

@stipulated word--response provided by the test publisher as "correct."

referred response--child's ("incorrect!") response.
Y
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