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FOREWORD

. On April 13-14, 1972, University of Missouri-Columbia spon-
sored a conference on the "Legal and Educational Consequences of
the Intelligence Testing Movement: Handicapped and Minority Group
Children." This conference was the second in what is anticipated
to be a series of annual conferences focusing upon critical issues
relative to the education of exceptional children. The first con-
ference was held in 1971 and dealt with the "Categorical/Non-
Categorical Issue in Special Education." The topic of the 1972
Missouri Conference seemed an obvious choice in view of the emphasis
in the Titerature and the significant court decisions which have
been rendered in recent years relative to psychological testing,
special education placement, and the rights of all children to
appropriate educational services.

" The planners of this conference made every effort to include
as presentors individuals with experience and expertise appropriate
to the issues involved; to this end, their efforts were highly
successful. Most certainly, in the months and years ahead, there
will be ever-increasing activity in the field of special education
relative to the legal and educational implications of intelligence
testing; hopefully, this second Missouri Conference will contribute
to the initial thinking on the toepic.

Richard C. Schofer

Chairman

Department of Special Education
University of Missouri-Columbia
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PURPOSE OF CONFERENCE

The purpose of this conference was to involve representatives
from the fields of education and law in a consideration of the
significant educational and legal problems inherent in current
intellectual assessment practices as they affect the educational
placement of low achieving children from minority groups. The pur-
pose was not necessarily to come up with a prescription for

change, rather, the emphasis was on an attempt to articulate the
Tegal and educational consequences of existing special education
placement practices.

CONFERENCE DESCRIPTION

The conference was held over a two-day period and was struc-
tured to allow for a balance between formal input and interaction
among participants. ' To accomp11sh this the conference included
the following features:

1. Invited Papers. Six persons from the fields of law,
special education, sociology, and psychology were
invited to present formal papers. TheSe presenters
included Edwin Martin, Associate Commissioner, Bureau
of Education for the Handicapped, United States Office

' of Education; Richard J. Whelan, Chairman, Department
of Special Education, University of Kansas; J. McVicker
Hunt, Department of Psychology, University of I1linois;
Grant S. Nelson, School of Law, University of Missouri-
Columbia; Elwood L. Thomas, School of Law, University
of Missouri-Columbia; Jane Mercer, University of ’
California-Riverside.

2. Selected Papers. A "call for papers" was released and
resulted in the selection of four papers. These papers,
given on the second morning of the conference, included
presentations by Andy Fanta, University of Delaware,
Walter Higbee, Black Hills State College; Rosalyn Rubin,
University of Minnesota; Jerome Pauker, University of
Missouri-Columbia.

3. Reaction Papers. Following the presentations, two
reactors were invited to present their views of the
issues discussed at the conference. The first reactor
was John Kidd from the Special School District of
St. Louis County, Missouri, who spoke from the perspec-
tive of a suburban special edugation program. The
second was dJohn Johnson from the Washington, D.C.
Public Schools who reacted from the perspective of an
inner city special education program.

v



4, Small Discussion Groups.

Three times during the two day

conference the participants had an opportunity to parti-
cipate in small group discussions. These discussion
groups were led by Stephen Lilly, Bureau of Education
for the Handicapped, United States Office of Education;
Paul Retisch, University of Iowas; Marvin Fine,

. University of Kansas; Reuben Altman, University of
Missouri-Columbia and Marilyn Chandler, University of
Missouri-Columbia. The purpose of this feature of the
conference was to provide the audience with an opportu-
nity to discuss the issues and to interact with

presenters.

RATIONALE FOR CONFERENCE

The major issue of concern at this conference was the place-
ment of children into special education programs, particularly
when intelligence tests are used as the primary criterion. 1In
recent years the courts have decided several important legal
decisions related to this issue.
decisions has been that current tests for assessing intelligence
may be invalid when used with minority groups. The use of such
tests has resulted in a disproportionately large number of
minority group children being placed in special classes for the
mildly mentally retarded, mildly emotionally disturbed, and
learning disabied. The papers by Grant Nelson, Elwood Thomas,
and Andy Fanta discuss some of the legal aspects of our place-

ment practices.

The thrust of many of these

Since intelligence testing is one of the major points at
issue, several questions need clarification. What is the nature
of intelligence? What are the variables which complice: . the
process cf assessing a person's intelligence? What are (.Q.

tests and what do they measure?

What does a particular I.Q.

score mean? - What can be expected when we administer 1.Q. tests
to handicapped and minority group children? Information on
these points is néeded in any discussion of I.Q. based placement

practices in special education.

Papers by J. McVicker Hunt, Jane

Mercer, Jerome Pauker, Rosaiyn Rubin, and Walter Higbee discuss

these questions.

One of the unfortunate by-products of placing a child in a
special class is that it usually means he is assigned a Tabel
which may be perceived as being negative. Evidence i1s accumu-
lating that this negative label often leads to low expectations
for performance and results in a program that keeps the child
from functioning within his capabilities. This is particularly
unfortunate when we consider that many children may be
assigned this negative Tabel only because the procedures used
to assess the child's ability are innappropriate. Whelan's
paper presents a clear exposition on the problems associated

with the labeling process.

vi
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Clearly, some changes have to be made and these changes are
apt to disrupt the functioning of special education as we know it
today. Of particular interest here are three papers. John Kidd
presents the reaction of a suburban special education administrator
to the issues. John Johnson, an urban special education admini-
strator demands that we make changes. Jane Mercer offers sug-
gestions as to how schools can change their assessment procedure.

It is hoped that this conference and the papers presented in
this volume in some way contribute to a better understanding of
the issue and provide data for the change process.

vii
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HANDICAPPED CHILDREN’S RIGHT TO TREATMENT
Edwin W. Martin, Jr.*

A 1ittle over two years ago we began to emphasize in the
Bureau of Education for the Handicapped concepts that education
for handicapped children is a right to which they are entitled.

We tried to sharpen the distinction between such education as a
desirable program, as a kind and charitable type of program, as a
productive and cost-beneficial type of program, and viewing these
programs as intrinsic rights which cannot and should not be denied.
As our Bureau's program goes forward this year with planning for
1974 through 1978, it begins with the premise that the Federal
Government views the education of handicapped children as an
intrinsic right of these children. Furthermore, our posture must
be to do everything that we can to bring about the fulfiliment of
that right.

We are at an interesting point in time where it is clear to
see an intersection of forces on the problems of handicapped chil-
dren. The Congress has passed legislation strengthening Federal
education programs for handicapped children in almost every year
since 1965. The executive branch position at the Federal Tevel
has been strengthened with both the creation of the Bureau of
Education for the Handicapped and, last year, with the announcement
by the United States Commissioner of Education, Sidney P. Marland,
that education of the handicapped is a priority of the U. S. Office
of Education and that we will begin the effort to establish a
national goal of full educational opportunity for all handicapped
children by 1980. Paralleling these Federal Tegislative and
executive branch actions have been very similar kinds of activity
at the state level. 1In a recent count, literally hundreds of bills
affecting handicapped children and their education have been passed
in state jegislatures over the last two years, and more than eighty
of these were judged to be of major consequence. In addition to
this increased executive and legislative effort, we are seeing a
tremendously significant effort from the judicial branch of
government as well. In Bowman v. the Commonwealth of Pennsylvania,
it was alleged that certain Pennsylvania laws and practices were
unconstitutional under the Equal Protection Clause of the 14th
Amendment of the United States Constitution. In essence, the
Pennsylvania decision, now in final stages of being handed down by
a three judge Federal panel, means that the diagnosis of mental
retardation cannot be used as a reason for excluding a child from
educational programs. It also makes a tremendously significant
contribution in the area of developing procedures for identifying
the change in status of handicapped children. . ‘

Since the Pennsylvania case, there have been two additional
Federal court actions affirming the right of handicapped people to
appropriate treatment. In Alabama and in Mississippi the Federal

*Edwin W. Martin, Jr. is Associate Commissioner, Bureau of Education
for the Handicapped, U. S. Office of Education, Washington, D. C.
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Years ago in Alabama I heard a very able man, at that time i
a professor in a law school and also the president of a local ‘
bank, give a speech on the defense of the Supreme Court as an
institution. Besides being impressed with his courage, since the
Supreme Court was a very unpopular institution at that time in
Alabama, I was impressed with his analysis of ihe role and
importance of the Court in our system. 'Later, sihce I've Tived
in Washington, D.C., and had a chance to watch the operations of
the President and the executive branch, and of -the Congress, and
of the courts, I have become even more deeply impressed concerning
the role of the courts in protecting the essence of what we think
is the American way of 1ife. The late Justice Black had a very
interesting interview on television several years ago in which he
held that the frequently criticized decisions protecting the rights
of criminals represented to him a strict constructionist interpre-
tation of the protections of the Bill of Rights. In his elabora-
tion, he maintained that there was a conscious attempt on the part
of the framers of the Constitution to make it extraordinarily
difficult for the State the convict a man. He refated his argument
to the Fifth Amendment and various other Bill of Rights provisions.
In the essence of this argument, which came home so clearly to me,
is the intrinsic worth of a given individual and the necessity for
his being given very strong protections for his personal uniqueness
and for his unique rights. The general direction of all societal
organizations, governments, schools, and so forth, is to infringe
upon those uniguenesses and those individual rights. Obviously
some kinds of checks and balances are necessary for social
organization, but it must also be recognized that the predominate
trend in society is to bit by bit erode the unique rights of an
individual. From time to time there is expressed, in the press
and other places, the results of polls in which the general public
or high school students or others are asked a variety of questions
involving such things as: Should a communist be allowed to present
his position for overthrowing the basic nature of our democracy,
and so forth, and so on. To no one's surprise, and perhaps every-
one's horror, it is clear that most people do not subscribe to a
freedom of speech and each time stuch a poll is announced it
suggests a weakening of our concern for the kind of guarantees
that the Constitution and the Bill of Rights afford. I am not
veally affirming the adequacy of such procedures for measuring the
attitudes of the public, but it does seem clear to me that the
issue to be discussed in this conference is basic and fundamental.
It is the issue of the intrinsic rights of an individual and-his
uniqueness, and of the protections he is entitled to. Other things
that I believe underly our efforts to identify children are: 1.
Identification is relevant and germane to charting a positive
course of action for the education of that child; 2. Analysis is
unique and individualized to the ¢hild, and attempts to touch
multiple aspects of his uniqueness as a human being, and of the °
environment in which he operates; 3. The entire process in which
this identification takes place has as its highest concern the
rights of the child and his parents, which is the spirit of the
8i11 of Rights.

Martin 3

Judge described a state school for the retarded as a "warehouse
institution wholly incapable of furnishing treatment to the
mentally retarded" due to its atmosphere of psychological and
physical deprivation. One of the witnesses in this case had
testified that "residents who can talk, stop talking, and residents
who can walk, stop walking" as a result of the kind of care they
were receiving. Judges have already ordered emergency measures,
including such dramatic steps as hiring 300 additional resident
care workers within 30 days and hiring various professionals
without regard to Civil Service formalities; other measures
included removing all fire and safety hazards and taking steps to
improve the sanitation conditions relating to preparation of food
to improve health, etc.

In Ritchie v. Massachusetts, a Federal judge again followed a
pattern very similar to the previous case. Essentially, these
decisions are affirming the right of retarded citizens to a humane
physical environment, their right to an individual program of
habilitation and educational treatment, and their right to a staff
that can offer appropriate programs.

I cannot tell you how tremendously pleased I am to see these
human rights affirmed and how tremendously significant I think
they are for all Americans, not just for retarded persons and
their families. Out of this context of an affirmation of the
rights of children to an education, I think we must view the ques-
tion of the testing and identification of handicapped children as
a step forward in bringing them appropriate services. Throughout
the next two days, we will have the opportunity to hear, in
considerable detail, presentations by experts in the area of
psychological testing, sociological and multi-factor kinds of
assessment, and by professors of law and special education. ' Their
efforts will provide a much deeper analysis of the various concerns
and problems we are facing in considering legal and educational
consequences of intelligence testing. I want to share with you
some personal feelings and attitudes in relation to this topic.

We do not have a fully established Federal policy in this regard,
and I don't think that we are on the verge of having one. We are
aware, of course, of this jssue and through participation in
conferences such as this and through a variety of contacts with
people in special education and other professions, I can understand
full well what the foundations for policy should be. Meanwhile, I
think back to my own experiences as a clinician and teacher as I
come to terms with this area.

) The futility that I felt as a speech clinician was in attempt-
ing to come to terms with a psychological or medicai diagnosis.
Frequently, elaborate reports were available to us in which we were
bombarded with a mass of opinions concerning the appropriate labels
with which to describe the etiological factors related to a child's
speech problem and the proper terminology for describing his
condition. You might Tearn that he had a certain kind of person-
ality disorder, that his intelligence was within a certain range,
that his velopharyngeal competence was achieving such and such a
magnitude, etc. Having completed reading the report, we freguently
felt somewhat more secure in our professional roles. We now had in
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hand a thoroughly professional diagnosis. We then went back to
the task at hand, which was attempting to teach the child to say
an "s" sound more clearly or to teach him to be able to read a
word or solve an arithmetic problem.

I do not mean to be overly critical with regard to usefulness
of these kinds of test materials, but it is not realistic to ignore
what seems to be a widely held basic assumption of practitioners,
which is that many diagnostic materials are informative and
reassuring but provide no guidelines for a remedial attack.

To me, then, one of thé guideposts that must be considered as
we move ahead in developing appropriate kinds of testing is to
gather information which helps us program appropriately for a
child--which focuses on what he can do. Years ago Curt Lawin
emphasized the importance of ahistorical versus historical data.

We operated for some time in the speech clinic following our under-
standing of that precept and frankly minimizing a great deal of
formal testing which would have resulted in the child being
identified and placed on a waiting 1ist and, at some later point,
put into the program. One practical reason for doing this was that
the speech frequently changed by the time the treatment began. We
used to ask ourselves a rather simple-minded question which was
essentially, "Can the child perform the kinds of activities of

. which speech therapy is composed? Essentially ‘'can he play the
game?'" When we determined that he could, in combination with the
fact that his speech clearly was causing him difficulty, or causing
other people difficulty, that really was enough for us to begin.

As we went along watching him relate, we built the goals of therapy
on the kinds of things he could do where-we could extend his
strengths. Out of that climate of success and accompiishment we
reached out for other forms of behavior where change was desirable.
It was felt important, however, to have total material collection
available in the files to assure everyone of our professional integ-
rity, " We frequently gathered and developed formal measures as well.
It was not long before that time that I learned about a young adult
from a rural area of Alabama receiving a cleft palate treatment,

or a young cerebral palsied person who could be operating in the
program, recejving individual and group speech therapy, relating

to the clinicians and the social and recreational activities, and
in general, making a great deal of pregress. - If an intelligence
evaluation came to light which indicated that that youngster had

a 60 or 65 IG, it frequently had a disheartening effect on the
clinicians and, consciously or unconsciously, tended to affect
their, and my, aspirations for the youngster. ‘ ]

I recognize that what I open here is a broad and complicated
matter, one in which research evidence has been submitted and which
I am sure will be the continuing subject of investigation. And so
I raise it not as a matter of sophisticated analysis, but simply
to affirm that in the solution to this problem we must counter a
tendency to become increasingly academic, increasingly §oph1st1-‘
cated, increasingly refined, without carefully considering the
value of the grass roots, intuitive experience of teachers and
parents and peers. : :

Martin ) 5

I'm sure in the next two days you'll hear a great deal about
the necessity for individualizing the kinds of observations we
make on children for applying to them very careful and unique
analysis. I'm sure that we will hear about the need for having
multiple inputs in this analysis from people with a variety of
professional perspectives. I can predict, of course, that Jane
Mercer will talk with you about this kind of pluralistic assess-
ment and about the way children adapt in their environment as a
key ingredient of our identification of children. And I'm sure
that you will hear discussed fully the need for special language
adaptations as a response to problems of cultural diversity.

These and other suggestions for the development of more appropriate
testing wi’? fulfill one of the kinds of principles that has been
apparent in the court orders that I have mentioned to you. That
is, that the standards for identification of children for programs
must be high; it cannot be arbitrary. Increasingly, we will be
setting as our standards procedures which are consistent with what
the best of expert testimony recommends rather than what might be
seen as minimal standards. In addition to this best approximation
kind of standards development, the key for increasing success in
the area of placement 1ies in the development of the kind of due
process to which children and their parents are entitled. Let me
note for you in an informal style some of the key concepts in the
Pennsylvania- decision. )

First, the parents are entitled to receive notice in writing,
either through hearing or mailed to them, of proposed changes in
the status of the child; for example, from the regular education
program into a special education program. They may ask for a
hearing or waive it at that time. Within the next 15 to 30 days

_a hearing must be held mutually agreed upon as convenient by the

parents .and the schools, and the parents are entitled to legal
counsel at that hearing. Within twenty days following the hearing,
a decision must be rendered. Particularly interesting here is that
the hearing examiners, who in this case were representing the”
Secretary of Education in Pennsylvania, have really been picked by
mutual agreement between the State and the plaintiff's representa-
tive. They will be college and university and local education
persomiel from the special education field. Parents will be
entitled to examine the school records pertinent to their child

and to offer their own evidence and expert witness. They will be
able to compel the attendance of appropriate school employees at
this hearing and to have the right to cross-examine those

‘employees. They need to be informed by the school or organizations

which can be of help to them, such as the National Association for
Retarded Children. They are entitled to an independent evaluation.
at a Tocal clinic, including State-operated mental health clinics;,
which they can use to offer alternative analyses of their child's
behavior and abilities. They must also be informed of the proce-
dures for asking for hearings, if they wish to challenge the
school's recommendations. I think you can get a flavor from this
accounting of the sense of ,concern for the parents and for the
child and for the necessity of affording him full protection under
our system of laws and regulations.
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This is not going to be an easy problem to reso]ye; I think
we are in for some troubled and disturbing times. This process
may be marked by emotionalism, by frustration and bitterness.

Most certainly, we as professionals do not have perfect answers to
these problems. And so we must develop a climate of communication
and trust; we must operate out of spirit of equality and a spirit
of extra effort, to insure the rights of the child and his parents,
and to communicate that sense of commitment to them. ; 1gok
forward to the rest of this conference and to our continuing
activities as professionals in this area. I want to congratulate
pick Schofer, Ed Meyen, Bob Harth and others in the College of
Education and the School of Law, Missouri Law Enforcement
Assistance Council, and the University's Extension D1v1s19n,‘for
bringing this conference to fruition. The conference topic is
highly relevant and timely. I wish each of you good fortune and
good Tuck in your efforts to provide equal rights for handicapped
children.

B A ittt i

PSYCHOLOGICAL ASSESSMENT IN EDUCATION
AND SOCIAL CLASS?
J. McVicker Hunt*

Psychological assessment should guide teaching. It should tell
a teacher what kinds of assignments and curricular materials a given
child can utilize profitably to foster his psychological development
and to pick up the knowledge and skills which he must acquire in
order to adapt to his culture. The form of psychological assessment
now most prevalent in education fails utterly to do this.

Psychological assessment as we know it is based almost exclu-
sively on norm-referenced tests where the meaning of an individual
«child's performance comes from its position (percentile rank or
standard score) among those in the group on which the test was
standardized, or from the modal age of the children in the stan-
dardization group for which such performance is typical.

"Recent years have brought social rebellion against such assess-
ment practices and habit of thought upon which they are based.
People in various minority groups have objected strenuously to the
idea that an hour of performance in what they regard as an artifi-
cial testing situation can demonstrate and prove the inevitabie and
permanent inferiority of their children. They have objected loudly
enough to be heard. Within the educational and psychological pro-
fessions, moreover, these habits of thought about the IQ have Ted
both to disappointment and confusion when gains in IQ from special
educational programs disappeared shortly after the gainers were
returned to the home and school environments from whence they came.

This scheme of assessment, with its unfortunate educational
consequences and professional disappointments, is based, I believe,
on serious misconceptions about the nature of psychological devel-
opment and its causes. First of all, the scheme assumes that
intelligence is a kind of learning power or capacity for adaptation
(e.g., Spearman's--1904, 1923, 1927--g). ' It is this power which
is presumed to be measured by the IQ tests. It is supposed to
increase in essentially automatic fashion at an approximately con-
stant rate with age. This rate is given by the IQ. Second, this
rate is presumed to predict the ultimate level of competence which
the individual can expect to achieve because the scheme assumes
that the measured individual differences in this hypothetical power
are essentially fixed by the individual's heredity. Third, it
follows, as an automatic corollary, that the differences between
the average IQs for races and social classes are biologically
inevitable. So dogmatically strong have these habits of thought
in this scheme become in many people that they serve to motivate
questioning the validity of any evidence dissonant with them, and, .
for many years, they discouraged even the investigation of alter-

native conceptions of psychological development and of the

ISupported by USPHS Grants numbering MH K6-18567 and MH 11321
and by Grant SRS-0CD-CB203 from the Office of Child Development.

*J. McVicker Hunt is a Professor in the Department of Psychology
at the University of Illinois-Urbana.
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achievement of the cognitive abilities and motivations which would
Tead to a scheme of assessment which could, at least potentially,
serve to guide the teaching process (See Hunt, 1961).

What I wish to do today is to outline the historical origins
of the scheme of norm-referenced testing, to synopsize the evidence
which calls most convincingly into question the assumptions upon
which the scheme is based, to look briefly at the implications of
the interactionist's view of heredity and environment, and to out-
Tine alternative schemes for psychological assessment which, if
developed, could serve to guide the teaching process and would
encourage rather than discourage ingenuity in teaching.

Historical Origins

Inasmuch as Binet and Simon (1905) developed the prototype
for the IQ test in the course of studying the problem of mental
retardation among children in the public schools of Paris in order
to determine how "the intelligence of children may be increased

. . with instruction" (Binet, 1909, pp. 54-55), the purpose to
which the tests have been put is irgnic. Unfortunately, Francis
Galton had already taken what he considered to be, but were not,
implications from his Darwin's survival theory of species evolution
to set the conceptual trend with his book on Hereditary Geénius
(1869). Galton had also launched the measurement of individuai
differences in his anthropometric laboratory and published his
Inquiries into Human Faculty (1883). Although the many simple
tests of sensory and motor functions that Galton devised failed to
show any appreciable relationship to the criteria of genius in
which he was interested, his preconceptions about the role of
heredity were quickly applied to variations in the measures of the
more complex functions of “judgment, otherwise called good sense,
practical sense, initiative, the'faculty of adapting one's self to
circumstances" devised by Binet and Simon (1916) and found to be
roughly correlated with age. The IQ emerged when Wilhelm Stern
(1972) suggested dividing mental age (MA) by chronological age (CA)
to get the intelligence quotient (IQ) which more or less.following
the thought of the day, he-donsidered to be a fundamental trait in
which individuals differ.

Such a view was greatly reinforced by the influence of

G. Stanley Hall whose ambition it was to become "the Darwin. of the™”

mind," and whose faith in the doctrine of recapitulation led to
the assumption of predetermined development. Although Hall wrote
much, it is 1ikely that his influence endured more through the
profound effect he had upon his students than through any direct .
effects from his writings. Hall's students include a majority of
those names associated with the early development of intelligence

tests in America. They are H. H. Goddard {Ph.D., Clark University, -

1899), F. Kuhlman (Ph.D., Clark University, 1903), and L. M. Terman
(Ph.D., Clark University, 1905).  His students also include Arnold

Gesell (Ph.D., Clark University, 1906) who exploited the normative

approach to child development on the assumption that "the basic

configurations, correlations, and successions of behavior patterns

%re ditermined by the dinnate processes of growth called maturation"
1945) .

£
LR i e

Hunt : 9

Such are the historical origins of the assumptions on which
our dominant scheme of psychological assessment in education are
based. They are the teachings of our teachers. They grew out of
but were not necessarily implied by Darwin's survival theory of
the evolution of species. They are correct for the evolution of
species, but, as I shall show below (Plasticity and Heredity:
Implications of Interactionism), it is a serious mistake to apply
th$ principles of species evolution to the development of individ-
uals.

Revisions in the Conception of
Intelligence and Their Sources

Although I have never denied a primary role to heredity, I
have been in the business of revising these conceptions of inteili-
gence and of its origins for some time. A decade ago, in
Intelligence and Experience (Hunt, 1961), I tried to alter our
habits of thought about intelligence and the nature of cognitive
development with both evidence and argument. On the side of evi-
dence, I found and summarized a substantial 1ist of studies which
indicate that early and prolonged encounters with differing
environments can have tremendous effects. In other words, develop-
ment is not predetermined in rate and order. It is quite plastic.
On the side or argument, I contended, in view of this plasticity,
that IQs from tests of intelligence are valid only as a way of
assessing the rate of past acquisitions, and that they have very
Tittle validity as predictors of future IQs or the ultimate level
of competence to be achieved without knowledge of the circumstances
to be encountered. I suggested also that we should think of
intelligence as a hierarchy of learning sets, strategies of infor-
mation processing, concepts, and motivational systems and skills
which are acquired in the course of each child's ongoing informa-
tional interaction with his environmental circumstances. From the
several lines of evidence and argument, I suggested that readiness
is no mere matter of maturation that takes place automatically.
Rather, it is a matter of information-getting strategies, of con-
cepts and motivational systems achieved, and of skills acquired.
There I also introduced what I 1ike to call “"the problem of the
match" which I later elaborated (Hunt, 1963a, 1965, 1966). ' This is
a problem especially for parents and teachers and for all those who
would prepare circumstances to foster psychological development.in
the young. The nature of this problem is based upon the view that
adaptive growth takes place in, and only, or at least chiefly,
situations which contain for any given infant or child information,
models, and challenges just discrepant enough from those already
stored and mastered to produce interest and to call for adaptive
modification in the structure of his intellectual coping, his
beliefs about the world, and his motor patterns which are not
beyond his accommodative capacity at the time.

Despite the highly publicized arguments of Jensen (1969) and
Herrnstein (1971) to the contrary, a major share of the. theorizing
and investigating relevant to these views coming during the past
decade have served both to strergthen them and to suggest
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elaborations. An exception is Head Start which did fail to achieve
the highly unrealistic goals set for it in large part because the
kind of curriculum deployed in Head Start was unfitted for the
compensatory task set. Let me mention a few of these newer theo-
retical developments and bits of evidence. The decade brought
Humphreys' (1962a) demonstrative argument that tests of intelli-
gence are basically Tike tests of achievement. Both call upon
previously acquired percepts, concepts, motives, and skills. The
fact that tests of intelligence call for older acquisitions for
which the learning situations are more difficult to specify than
do achievement tests fails to destroy their basic similarity.
Moreover, Humphreys (1962b) has extended Ferguson's (1956, 16859)
explanation of the abilities derived from factor-analysis in terms
of positive transfer of training by showing how the various experi-
mental manipulations which have traditionally been used to study
the transfer of training can account for the obtained nodes of
intercorrelation among test scores. Such analyses provide a clear
theoretical basis for an important role of experience in the
development of intelligence as it has been traditionally measured
and statistically analyzed, but they provide parents and teachers
with Tittle in the way of guidance concerning how abilities and
interests build dynamically one upon another. In fact, the
statistical factors (Thurstone, 1935; Guilford, 1967) are of rela-
tively Tittle use in choosing the circumstances best calcylated

to foster the development of new abilities and motivation systems
in children.

My notion of the "problem of the match" and its Tater elabora-
tions (Hunt, 1963a, 1965, 1966) gives central importance to cogni-
tive acquisitions in other domains, and especially in those of
emotion and motivation. This notion has received considerable
empirical support. Several studies of attentional preference in
very young infants, done by my own group, lend support to the idea
that emerging recognitive familiarity motivates the maintenance of
perceptual contact with whatever is becoming recognizable (Hunt,
1970; Uzgiris & Hunt, 1970; Greenberg, Uzgiris & Hunt, 1970;
Weizmann, Cohen & Pratt, 1971). Moreover, the motivational
jmportance of what is becoming recognizable is less a stage of
psychological development than it is a phase in the. course of

" information processing. This is suggested by a sti11 tentatijve
finding that when infants nearly a year old are presented regularly
in tests of four minutes with pairs of patterns, one of which is
presented regularly test after test and the other intermittently
every seventh presentation, they come to Took longer at the regu-
Jarly presented patterns before they come te Took Tonger at the
intermittently presented ones (Hunt & Paraskevopoulos, in prepara-
tion). In the course of developing our ordinal scale of imitation,
Uzgiris and I (1966, 1968) observed that infants regularly show
pseudo-imitation of highly familiar gestural and vocal patterns
before they imitate unfamiliar ones. Moreover, our observations
indicate a great motivational significance for the match between
the model presented and previous acquisitions. Infants are
strongly motivated to imitate only models which challenge to a
proper degree their perceptual and cognitive grasp or their motor
skills. They become distressed and angry with models which call
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for ejther cognitive or motor adaptations beyond them. They with-
draw_in boredom from models which have become too familiar or too
simple to be challenging. An infant will imitate only what inter-
ests hym and only what he can understand. Thus, what he imitates
of a given model typically serves to show what he understands of
that model. ' o

Other bits of evidence supporting this view that cognitive
developments are of importance in other domains such as emotion
and motivation have come from investigations in other Tlaboratories.
The role of cognitive achievement in emotion has been illustrated
in a very recent study by Schultz and Zigler (1971). On the
assumption that a clown presented on a stationary condition would
be easier to accommodate perceptually than the same clown in motion
due to a difficulty in following contours, these investigators
predicted that such expressions of pleasure as visual fixation,
smiling, -and non-stressful vocalizing would occur earlier for the
stationary than for the moving condition. Their findings clearly
confirmed this prediction.

The role of cognitive achievement in motivation has been
illustrated in the findings of Zigler, Levine, and Gould (1967),
that children of school age appreciate and prefer cartoons near
the upper Timit of their comprehension. In my own theorizing,
(Hunt, 1965) I have suggested that the self concept may well be
the most important of cognitive constructs for the motivation of
achievement in school and in social behavior. It was especially
interesting to me, therefore, to find Katz and Zigler (1967)
suggesting that the disparity between the concepts of self and
jdea] self should be related to developmental maturity. The find-
ing of positive associations of both chronological age and 1Q with
the size of the disparities between self and ideal self lend
support to this contention that cognitive development is especially
important in motivation. In this same vein, Kohlberg and Zigler
(1967) have suggested that a child's concept of his sex role
results largely from having categorized himself as either male or
female early in development. Inasmuch as cognitive development
involves transformations of the mental constructions of a child's
environment, they have reasoned that both mental age and 1Q should
be positively correlated with maturity of social development.
Moreover, they have found mature trends in social development
coming early in children with IQs above average than in children
of average IQ.

Achievement and Motivational Autonomy

While such findings lend support to the theoretical contention
that developments within the cognitive domain are of importance for-
development in emotion and motivation, they alsoc raise questions.
A11 too seldom have the gains on tests of intelligence and achieve-
ment from various systems of compensatory education persisted after
the children returnad to the environments of their homes and stan-
dard schools. Recent experiences with the evanescence of the
effects of compensatory education are a case in point. One might
argue from the traditional view that these gains have been obtained
only in limited cognitive skills, and that their persistence awaits
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maturation of the organism as a whole. I question seriously such
an explanation because evidence which I shall synopsize shortly
suggests that anatomical maturation itself shows considerable
plasticity. I suspect that the failure of gains from many of the
prevalent systems of compensatory education to persist resides
rather in their failure to provide experiences which inculcate
ideal self-concepts that include professed ability to learn readily
along with pride in such learning. Such self concepts might well
yield autonomous striving.

It is very likely that autonomous striving has roots in very
early experience. Burton White (1971) has found the behavioral
patterns marking outstanding overall competence already present in
children by age three. Despite the evidences of greatest plastic-
ity during the first year (Greenberg, Uzgiris & Hunt, 1968; White,
1967), his observations have led him to emphasize importance of
the home-based education that occurs in the period between the
ages 10 months and three years. During the period from ages 10
months to three years, White notes, the burgeoning capacity for
infants' manipulation and locomotion puts stress on mothers, and
mothers differ in their means of coping sufficiently to make the
effects show prominently in the competence of their babies by age
three. Moreover, our own observations of the joy which infants of
only two or three months show in connection with making a mobile
sway by shaking themselves (Hunt & Uzgiris, 1964; Uzgiris & Hunt,
1970) and similar observations by Watson (1966, 1967) suggest that
the beginnings of the motivation to act upon the world to achieve
ends anticipated by the infant come very early indeed. Robert
White (1959) has characterized such motivation by the term "compe-
tence" and contended that it is associated with an emotion which
he terms "effectance." I have described a mechanism for such
motivation which is inherent in information processing and action
(Hunt, 1960, 1963b, 1965, 1971a, 1971b).

The importance of perceptual feedback to self-initiated action
in such early development was jllustrated in a study reported last
March by Yarrow, Rubenstein, and Pedersen (1971) at the Society for
Research in Child Development. This system of motivation, which
they termed "goal orientation” was assessed in infants at six
months of age by a cluster of items on the Bayley Scales. Promi-
nent among these were persistent and purposeful attempts to secure
objects out of reach. Their measure of goal orientation correlated
approximately +.4 with mothers' responsiveness to their infants'
expressions of distress. According to standard operant theory,
with its emphasis upon overt behavior, this contingency of maternal
response to such indicators of distress as crying should reinforce
the crying and make cry-babies. It did rot. In such young infants,
apparently the contingency of maternal response to crying reinforces
not the crying, but a hope of change in the circumstances. It
thereby contributes to the development of confidence on the part of
the infant that he can control his circumstances. Such may well be
the origins of that trust emphasized by Erikson (1950). Out of
such experiences of being able to change conditions in anticipated
ways through one's own action comes gradually, I suspect, a kind of
learning set which we (not the infant) might verbalize as: "If I
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act, I can get what I want and make interesting things happen." 1
contend that this Tearning set is basically cognitive in character.
It is a piece of knowledge about the relationship between an
infant's self-initiated efforts and what comes to him from his
world. If a child has tried and tried to no avail, he derives
another kind of learning set which we might verbalize as: "“Strug-
gling is useless.”™ Such a set must be corrected if the infant who
has acquired it is ever to achieve confidence and trust that he
can achieve his ends. Such confidence, I suspect, is an important
precursoy of developing that pride in achievement which motivates
competence.

We know exceedingly little about the successive landmarks in
the development of these learning sets and concepts with motiva-
tional significance. Because we have thought of cognition largely
in terms of such school skills as language, or reading, or number-
ing, our various systems of compensatory education have omitted
any attempt to provide corrective experiences designed to incul -
cate autonomous competence motivation. VYears ago, Andreas Angyal
(1941) emphasized in psychological development a general dynamic
trend toward increasing autonomy. We need to know more about the
kinds of experience which foster and hamper such motivational
autonomy.

Maturation and Experience

* In the various conceptions of development which have prevailed

during the last half century, learning and maturation have been
domains as separate as Kipling's East and West (and never the twain
shall meet). Since World War 1I, however, clear evidence has come
that informational interaction, especially with information through
the eyes, influences maturation within the central nervous system.
Most of these studjes have been inspired by the neuropsychological
theorizing of Donald Hebb (1949) or the neurobiochemical theorizing
of Helgar Hydén (see 1959). Riesen (1947, 1958) inspired by the
former, reported that rearing chimpanzees in the dark resulted not
only in behavioral deficiencies but also to diminish the number of
nerve cells and glial cells developing in their retinal ganglia by
adulthood. Then Brattgdrd (1952), inspired by the latter, reported
that rearing rabbits in the dark caused a paucity of RNA production
in their retinal ganglia as adults. Since then, a California group
has reported that thickness of the cerebral cortex and the level of
total acetylcholinesterase activity of the cortex, as well as rate
of adult maze-learning, are a function of the compiexity of the
environment during early life (Bennett, Diamond, Krech & Rosenzweig,
1964; Krech, Rosenzweig & Bennett, 1966). More recently, studies
of the effects of dark-rearing during early 1ife have been extended
through the visual system. Such dark-rearing produces a paucity

of both cells and glial fibers in the lateral geniculate body of
the thalamus (Wiesel & Hubel, 1963). Moreover, as a Spanish inves-
tigator, Valverde, and his collaborators have shown, dark-rearing
also decreases both dendritic branching and the number of spines
which develop on dendritic processes of the large apical cells of
the striate area in the occipital lobes in mice (Valverde, 1967,
1968; Valverde & Esteban, 1968). In a still unpublished study,
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Fred Volkmar, one of my own students, and William Greenough, have
demonstrated that Tow-level complexity in the circumstances encoun-
tered rather than the absence of light is responsible for very
substantial decreases in the branching of the dendrites of the
large apical cells in the striate area in the occipital Tobes of
rats. Such evidence indicates that there is considerable plastic-
ity in the maturation of the neuroatomical equipment for informa-
tion processing, and that variations in the maturation are
associated with variations in the environmental circumstances
encountered during development.

Spurious Factors in the Longitudinal Validity of the IQ

The evidences of plasticity in early development which I
described in Intelligence and Experience were sufficient to compel
me to relinguish all faith in the Tongitudinal validity coeffi-
cients for the IQ. It has not been sufficient for others. In
Intelligence and Experience, I distinguished criterion validity
(correspondence of the rank of an individual's score on an intelli-
gence test with his rank in that group in performance in school or
on a variety of jobs) from Tongitudinal validity (correspondence
between an individual's IQ from an early testing with his IQ from
a Tater testing) which I called their "predictive validity" (Hupt,
1961, p. 312). Moreover, I have said elsewhere that "the plastic-
ity which appears to exist in the rate at which human organisms
develop renders longitudinal prediction basically impossible unless
one specifies the circumstances under which this development is to
take place" (Hunt, 1969, p. 128). Yet, both psycho]og1sts.anq
educators ask almost routinely about the longitudinal predictive
value of those measures of development from our ordiqal scales
(Uzgiris & Hunt, 1966). It seems 1ikely that the failure of the
evidence for plasticity to be more widely convincing resides in
the fact that substantial correlations are regularly observed
between IQs based upon early testings and those based on later
testings widely separated in time. Bloom (1964) based much of his
discussion of stability and change in various traits on such evi-
dence. It has been presumed generally that the basis for the
existence of such correlations resides within the differing natures
of individuals and within their predetermined rates of development.
This, to be sure, is one source of the obtained correlations, but
I contend that there are at least two other sources of such corre-
Tation which are spurious for any such interpretation.

’ If the scores on tests of intelligence are based on past
achievements, as I believe Humphreys (1962a) has demonstrated,
then the correlation between successive testings must invelve a
part-whole relationship in which the size of the part from the
fipst testing approaches the size of the whole from the latter
testing as the time between testings decreases.(Humphreyg,'1962b).
The portion of any longitudinal validity-coefficient deriving from
this part-whele relationship is completely irrelevant to any

assumption of inherent stability in rate of individual development.

It is, therefore, spurious as an indicator of an inherent rate of
psychological development.
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) The second spurious factor in these Tongitudinal coefficients
is to be found in the consistency of the developmental impact of
home and neighborhood environment. The recent investigation by
Yarrow, et al. (1971) is relevant here. Pedersen, one member of
?his.team, reports that measures of home environments--social and
Tnanimate--which were based on merely two three-hour time samplings
taken a week apart showed correlations with various measures of
performance on the Bayley Scales ranging to above .5. The coeffi-
cient of .5 accounts for 25 percent of the variance in the measures
of infant performance at six months of age. If merely two three-
hour samples a week apart can represent the variations of impact
of environmental circumstances in the homes for the first half year
of the Tives of infants sufficiently well to account for 25 per-
cent of the variance in their test performances at six months, then
the consistency in the develcpmental impact of home environments

is much greater than we have ever conceived such consistency to be.
Whatever portion of Tongitudinal validity coefficients derives

from such consistency in the impact of home environment is also
entirely spurious as an indicator of the variations in the inherent
rates of maturation for individuals. These two spurious contribu-
tions, one from the part-whole relationship and the other from the
consistency of the developmental impact in the environment, sub-
tract substantially from the traditionally accepted import of
these observed longitudinal validity coefficients for the 1Q.
Moreover, the existence of such spurious components of these
coefficients renders more credible some of the investigative exam-
ples of variations in the IQ associated with encountering differing
sets of environmental circumstances.

Especially interesting is an example from a still unpublished
program of investigations under the direction of Professor R. F.
Heber of the University of Wisconsin. The first step in this
program was a survey of tested intelligence in the poorest census
district in the city of Milwaukee. In this survey, both the
mothers and the children of five or six in 500 families were
tested. The results show that 80 percent of the children with IQs
under 80 came from mothers with IQs under 80. Such a finding is
precisely what would be expected from the assumption that heredity
predetermines intelligence. But Heber and his collaborators did
not stop there, Instead, they selected a sample of 40 mothers
with IQs under 75 who also had infants aged under six months at
the time this portion of the program began. The 22 infants of a
randomly selected half of these 40 mothers served as controls who
had been tested repeatedly at the corresponding ages of the chil-
dren in a treated group. The 25 children of the other 20 mothers
viere given educational treatments by home visitors until they were .
six months old. At this point, they were taken to a day-care cen-
ter where each child was cared for by verbally articulate women
who had been trained to administer an educational program which
was designed to foster the development of confidence and of cogni-
tive and language skills. Heber and his collaborators have not
described the nature of this program in detail. The mothers of
these children in the treated group ‘also got some attention and
training, but it was not they who taught their children. The ,
results of the treatment show in a comparison of the IQs based on
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Stanford-Binet tests given when the children in the control and
treatment groups were 45 months old. Those in the control group
had an average IQ of 92, which shows in comparison with the
mother's IQ of 75 or less an unlikely degree of regression toward
the mean which may well have been based in part upon repeated
testing. Those in the treatment group averaged 128. However
evanescent this result may turn out to be, this difference of 36
points indicates that those receiving the day-care with educational
treatment have developed much more rapidly during their first 45
months than did those in the control group.

Another example which shows how large the environmental influ-
ence on the IQ from at least one kind of test can be appears in a
cross-cultural study by Wayne Dennis (1966). Dennis got the
Goodenough Draw-a-Man test given to samples of typical children,
aged between six and nine years, who were 1iving in normal family
environments. in some 50 cultures ovey the worid. The variations
in mean Draw-a-Man IQs for these samples ranged from a high of 124
to a low of 52. Mean IQs of 124 were found for suburban children
in America and England, for children of a Japanese fishing village,
and for Hopi Indian children. In ail of these four cultures, the
children grow up in almost continuous contact with representative,
graphic art. The low mean IQ of 52 came from a sample of children
in a nomadic Bedouin tribe of Syria, and the mean IG of 53 from a
nomadic tribe in the Sudan. It should be noticed that the Moslem
religion has been more effective in prohibiting contact with
graphic art than either Judaism or Christianity. Yet, even among
groups of Arab Moslem children, the mean IQs for the Draw-a-Man
test range from 52 for the Syrian Bedoufns who had almost no con-
tact with graphic art, to 94 for the children of Lebanese Arabs
in Beirut who see television and have considerable contact with
the graphic art of Western civilization. The Draw-a-Man IQ probably
calls for a less complex set of abilities as these are determined
by factor analysis than does an IQ derived from either the Stanford-
Binet battery or the Wechsler-Bellvue battery. For American chil-
dren, however, 1Qs from the Draw-a-Man test correspond about as
well with IQs from either of these two standard measures of
intelligence while IQs from the two standards correspond with each
other. It should be noted that the variation of 72 points in mean
Draw-a-Man 1Qs hoids for children reared in environmental circum-
stances which are typical for their various cultures. Moreover,
these 72 points of variation in mean IQs from such typical groups
of children fall only about 18 points short of the range of
individual IQs (that between 60 and 150) which includes all but a
small fraction of 1 percent of those individuals above the patho-
Togical bulge at the low end of the IQ distribution. Thus,
variation in the mean Draw-a-Man IQ associated with circumstaqces
of rearing have a "range of reaction" nearly equal to the variation
of individual IQs. Where the variation in individual IQs is
commonly attributed largely to genetic variation, this variation
in mean 1Q must be attributed to the differences in the cultural
environments. . . .

Highly significant even yet is the pioneering gtudy in this
domain by Skeels and Dye (1939). This study, to which Florence
Goodenough (1939) referred with derision, came about as the
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consequence of a "clinical surprise." Two residents of a state
orphanage in Iowa, one aged 13 months with a Kuhlman IQ of 46 and
the gther of 16 months with an IQ of 35, were committed to an
institution for the feeblemindad. They were committed not only
because of their low scores on the test; at 13 months the younger
one had made no attempt to stand even with assistance and he
displayed no manipulative or vocal play, and the older at 16
months could not walk even with help and could not vocalize or
play with mater1§1s. Both, therefore, appeared obviously feeble-
m]nded. At the institution, they were placed on a ward with moron
girls who ranged in age from .18 to 50 years and in mental age from
5 to 9 years. Some six months after this transfer Skeels, visiting
the wards, noted with surprise that these two children had shown

a remarkable degree of development. When they were tested again
with the KuhTman scale, the younger one had an IQ of 77, and the
older one an IQ of 87. At the end of a year on the ward, the
younger one had attained an IQ of 100, while the older one remained
at 88. From a discovery that the older and brighter girls on the
ward became very much attached to the children and would play with
them during most of their waking hours, and that attendants took
great fancy to the babies, brought them toys, picture books, and
play materlqls, came the fantastic plan of transferring mentally
retarded chTTdren from the orphanage nursery to an institution for
the feeb]em1nded in order to foster their development. A group of
13 with an average IQ of 64.3 and a range between 36 and 89, with
chrenological ages ranging from 7 to 30 months, were actually
transferred to such wards. After periods ranging between six
months for the youngest and 52 months for the 30-month-old young-
ster, these children were retested. A1l 13 showed a gain. The
gains ranged from a minimum of seven points to a maximum of 58
points. A1l but four showed gains of over 20 points. On the
other hand, 12 other babjes with a mean IQ of 87, an IQ range from
50 to 103, and an age range from 12 to 22 months were allowed to
remain in the orphanage. When these children were retested after
approximately corresponding periods, all but one showed a decrease
in IQ. One decrease was of only eight points, but the remaining
ten showed decreases ranging from 18 to 45 points, with five
exceeding 35 points. So long as the conditions that fail to foster
psychological development persist for but a short time, the essen-
tial piasticity characteristic of infancy permits considerable
Tmprovement when development-fostering circumstances are provided.
... Recently, after 25 years, Skeels (1966) has looked up the
iidividials who composed these groups. Those who were transferred
from the orphanage to the ward for moron women in the institution
for the mentally retarded he found to be average citizens in their
communities. Their children had an average I1Q of 105 and were
doing satisfactorily in school. These 13 individuals actually had
a median educational attainment of 12th grade, four had one or
more years of college work; one had received a bachelor's degree
and gone on to graduate school. At the time of follow-up, one of
those who remained in tpe orphanage had died in adolescence follow-
1ng continued residence in a state institution for the mentally
retarded; five continued as wards of state institutions; all but
one of the remaining six were employed in work calling only for
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the Towest of skills. One gleans from these studies that environ-
mental circumstances which persist over time can make a tremendous
difference.  The effects of circumstances are fairly readily
reversible early in 1ife, but as circumstances of a given kind
endure, their effects become more and more difficult to alter.

Race and Social Class Differences in IQ

Such evidences of large cumulative effects of prolonged
encounters with environments of differing development-fostering
qualities have clear implications for the inevitability of race
and class differences. The mean IQs of children of unskilled
laborers typically fall about 20 points below the mean IQs of
children of professional men (Anastasi, 1958, p. 517). Moreover,
the mean IQs for samples of Black children have typically been
found to fall about 15 points {one standard deviation) below the
means for white children (Shuey, 1966). These are descriptive
facts. Yet, as Anastasi has pointed out, they provide "no infor-
mation regarding the cause of these observed behavioral differ-
ences" (1958, p. 598). The existence of a 72 point range in mean
Draw-a-Man IQs associated with development in differing cultures

“suggests that class differences and race differences in mean IQ
could readily be accounted for through class variations in the
development-fostering quality of the environments encountered.

Intelligence testing, in fact, has always assumed approxi-
mately equal opportunity for learning, at least in typical
families. This past decade, however, has brought evidences of
Targe variations in the bagic nutritional requirements, in oppor-
tunities to acquire cognitive skills, in opportunities to develop
the motivational systems required for competence, and in the
opportunities to acquire those values and standards of conduct
required for 1ife in the mainstream of a complex organized society
(See Hunt, 1969, pp. 202-214). The fact that such opportunities
are lacking most often for children of the poor argues strongly
against the biological inevitanility of class and race differences.
Moreover, inasmuch as higher proportions of the various racial and
ethnic groups than of native white people are poor, one would

"expect to be able to explain at least a major share of the failure
of children from these groups to perform @t the standard level in
terms of the factors associated with poverty.

I have made this last statement repeatedly. I have based it
on the evidence and inferences I have been describing. Recently,
however, it has received stronger empirical support than anyone
has had any right to expect. In a study reported at the meetings
of the American Psychological Association, George W. Mayeske (1971)
described a special analysis of the data in the report on Equality
of Educational Opportunity by Coleman, et al. {1966) in order fo
determine the degree to which these differences among racial-ethnic
groups could be explained. Of the total variance among students in
their academic achievement, 24 percent was associated with member-
ship in one of six racial-ethnic groups (Indian, Mexican, Puerto
Rican, Negro, Oriental, or native White). From regression equa-
tions, he took into account the socioeconomic status of each family,
-the presence or absence of key members of each family, assessments
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. 82.7 and the Chicano children 84.5. From these latter come a major
. share of those who get into special education for the mentally
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of the aspirations for schooling by students and parents i
about how students might benefit from an educatiog, th: ;eg$l;e21
residence, and the achievement and motivational levels of the
students attend1pg the school. These are all environmental cip-
cumstances associated in varying degrees with membership in these
various racial and ethnic groups. When they were taken into
account in his statistical analysis this percentage of variance
dropped down to 1.2. This analysis was based on the achievement
scores for sixth-grade students, but similar results were obtained
for other grade levels and for each region of the country. Thus
the.effects of racial-ethnic group membership on the academic ’
ach1¢v9ment_1s almost complately confounded with a variety of
conditions in the past or present circumstances of the students.
Once these are taken statistically into account, race and ethnic
differences become miniscule.

It should be noted that such considerations detract nothing
from the cross-sectional validity of the IQ in terms of its capac-
1ty to predict the performance of children in standard schools.

In the terms of what I call "the problem of the match," standard
schools well achieve their educational purpose only in so far as
ch11drgn bring to the school those concepts, motivational systems,
and skills for information processing which standard schools take
for granted. This is another statement which I have been making
on the basis of the evidence and inferences which I have been
de§cr1b1ng. It too gets strong empirical support from recent
evidence reported by Jane Mercer (1971) at the American Psycholog-
ical Association. She found that Chicano children with high IQs
tend to (1) come from less crowded homes, (2) have mothers who
expect them to have education through high school or beyond, (3)
have fathers who were reared in an urban environment and who have
had at 1eas§ a ninth-grade education, {4) live in a family which
speaks English much of the time, and (5) come from families who
are buying their own.homes; and that Black children with high IQs
also come from families that have characteristics similar to those
of the modal configuration for the white community of Riverside,
Ca]lforn1a,.where»the study was done. She then used the finding:
from a multiple regression equation to group each Black and Chicano
child of the elementary school within the city of Riverside,
California, according to the degree to which his family conformed
to the modal configuration of the total comunity. Each child got
one point for each way in which his family background was 1ike -
that of the modal configuration. If his family had all five of
the modal characteristics, the child received a social background
score of 5, and correspondingly for 4, 3, 2, 1, and none of these
chgracter1§t1cs of the modal configuration. The IQs of Black
children w1th scores of 5 averaged 99.5 and 104.4. Those from
both.ethnlc groups with four points in common with the modal
configuration averaged 95.5. As the social background scores
decrease, tbe average IQ also decreased. Of those with no points
n common. with the modal configuration, the Black children averaged-

handicapped: Jane Mercer suggests an improvement in this standard
scheme of diagnosis which would take into account both IQ and the
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degree to wiich the characteristics of a child's family fail to
correspond with those of families typical of the dominant culture.
Most of such children who get into special education encounter
curricula geared merely to slowed rates of acquisition. What they
need is help in the acquisition of those “entry skills" and motives
taken for granted in standard schools. This term "entry skills"
T have Tearned from s collaborator, Girvin E. Kirk, who is expert
in stch analyses.
Plasticity and Heredity: Implications of Interactionism

In presenting the results of the cross cultural study of the
Draw-a-Man IQ by Wayne Dennis, I suggested that the 72-point range
in mean IQs is the best indication that we have of what genetists,
since the days of Waltereck (see Dunn, 1965), have termed the
“pange of reaction" or the "norm of reaction." - This is the dis-
tribution or range in measures of any phenotypic characteristic
from a given genotype which results from developing through inter-
action with diverse environments. It is a concept which should
be much more familiar to educators and psychologists. In their
concern with the relative importance of heredity and environment,
they typically concern themselves rather with indices of heritabil-
ity. Heritability is defined as the proportion of trait variance
within a given population which is determined by the genotypic
variation in that population. If one assumes additivity, the
variation in a population is the sum of the variances due to
heredity, to environmental variation, and to the interaction
between these. In human investigation, all these must be estimated
indirectly, and they are typically estimated from the correlations
between the 10s of individuals with varying degrees of kinship
ranging from identical twins reared together and apart, fraternal
twins, siblings, half-siblings, parents and children, cousins and
unrelated individuals (see e.g., Burt, 1957, 1966; Cattell, 1960;
Fuller & Thompson, 1960, Ch. 7; Huntley, 1966; Vandenberg, 1968;
Woodworth, 1941). These statistical estimates of heritability are
typically based on groups of individuals living within the range
of environmental variation of a given race and class who are
tested at a single time of their Tives. Even though such estimates
are averages which hold only for the population sampled, they often
are used as if they applied generally. The primary importance of
the heritability of any trait is to provide an estimate of the rate
of gain in measures of that trait from selective breeding, yet they
get used to make inferences about the educability of individuals.
The educability of an individual, in so far as it is dependent on
the 1Q, calls for solid evidence about the norm of reaction for the
1Q. But a statistical index of heritability, to quote Hirsch (1970,
p. 101), "provides no information about the norm of reaction.”

Those who find and point out the evidences of plasticity in
phenotypic measures of intellectual and motivational development
typically get tarred environmentalism. I wish to point out, how-
ever, that evidences of plasticity are not dissonant with a primary
role for heredity. Heredity is always primary. ~The genotype in
the fertilized ovum constitutes the starting point for any individ-
ual organism. The DNA in the genes contains the information which
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sets the main Tlines of development throughout 1ife. Yet i
information serves to determine nothing ?n an environmen%a%h$:cuum
Moreover, the information gets modified by variations in the '
env1ronmeqt§1 conditions encountered. The DNA is far from totally
predetermining. Development comes dynamically in the course of a
continuing process of interaction between the individual at any
given time and its environmental circumstances at that given time
This is the interactionist's theme song. The theme originated ’
with Johannsen, the Danish investigator, whose nane is now paired
with that of Gregor Mendel as fathers of scientific genetics. The
norm or range of reaction is a product of interacting fn the course
of development with different circumstances. For many of the
traits in which educators and psychologists are interested, the
range of reaction is great. Even so, heredity remains primary in
de?ermlp1ng the size of the differences between phenotypic measures
which will derive from a given genotype developing in any two sets
S{edkgierl?g ?nv;ronneqtaltﬁircumstances. One may put this princi-
e simply by sayin at the i ' g
o of Tontyon ying genotype determines the norm or
.Unfortunate1y, the statement in this form is scientifically
mean1qg]e§s because neither the genotype nor the ultimate norm of
reaction is directly measurable and knowable. . One can probably
best illustrate this principle concretely. Suppose, for example,
the existence of two pairs of identical twins, one pair typical,
or without pathology, the other mongoloid. Suppose that one twin
of each of these pairs were reared from birth in the Syrian tribe
of nomadic Bedouins for which Dennis found the mean Draw-a-Man IQ
to be 52. Suppose the other of each pair were reared in one of
the best suburban American homes where Dennis found the Draw-a-Man
IQ to average 124. Which pair of twins, the mongoloid or the
normal, would show the greater difference in IQ on the Goodenough
Draw-a-Man test at age 3, 8, or 12?7 I believe you will see imme-
diately that the difference to be expected for the normal pair
will be gons1derab1y‘great9r than that for the mongoloid pair. 1
have designated one pair as mongoloid here only in order to permit
recognition at birth of a pathological limitation on genotypic
potential. In principle, the same prediction should hold for pairs
which differ in potential within the normal range. Thus, hypothet-
ically at least, the genotype determines the amount of effect on

~ phenotypic measures which ongoing interaction in two differing

environments can have.

Despite the primary importance of heredity, the concern of
parents and educators is to utilize to the full advantage of chil-
dren ?hg1r individual norms of reaction. The heritability
coefficients are significant chiefly for those in animal husbandry -
concerned with selective breeding.. There is also a growing place ’
for genetic counseling in human meeting, but as educators we are
concerned with utilizing the norm of reaction which is substantial
in the case of human competence.

Toward a Revision of the Strategy of Assessment

The tests of intelligence are generally regarded as one of
the great monuments of achievement by modern psychology. Their

'
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widespread use so continually reinforces the conception of intelli-
gence on which they are based that it adds to the Q1ff1cu1ty of
revising that conception with any combination of dissonant ey1dence
and new conceptual alternatives. Yet, as I have already indicated,
intelligence testing has left many problems in psycho]og1ca1
deveiopment and education completely unsolved, and it has even
distracted attention from them. For three quarters of a century
these tésts have focused attention on comparative ass?ssments of
individual differences in a power (the IQ or Spearman s_g) or a
multiplicity or factored abilities (Thurstone,_1938;.Gu11ford,
1967). This focus; I believe, has distracted investigators from
attempting to see how in the various lines of psygho]qg1ca1_deve1-
opment the actual landmarks of ability and of mot1vat1on_bu11d_one
upon another. I believe this focus has also q1stracteq investiga-
tors from examining the nature of the successive learning sets
which enable and motivate a child to process information and to
solve problems at successive levels of complexity. Insteaq of
helping to tell teachers how to prepare the curricular environment
to foster the development of any given child, the scores from the
tests have tended to destroy even the motivation for ingenuity in
teaching. The saddest words in education, when applied to student
performance, are "as well as can be expected." Fortunately, at
least the beginnings of new strategies for the measurement of
Tearning and development are appearing. ] i

One of these new strategies consists ofhcr1ter1on-refgrenced
tests described by Robert Glaser (1963) of P1t?sburgh: Th1§
strategy derives from the hierarchical conception of intelligence
as it was suggested by Gagre's studies of adult problem-solving
(Gagfie & Paradise, 1961). Criterion-referencing may be contrasted
with the norm-referencing which is characteristic of the standard
test-batteries for both intelligence and achievement (Glaser, 1963;
Glaser & Nitki, 1971). In the traditional.norm-referenced test,
the performance of an individual acquires its meaning from some
index of its comparative rank among the scores describing the
performances of the various individuals in the representative group
on which the norms for the test are based. In the case of
criterion-referenced tests, on the other hand, the meaning of any
individual's performance derives directly from the behavioral goal
of the educational experience which has been provided for him. It
is this behavioral goal which defines performance.des1red of-the_
tested subject. His performance, in turn, determines the criteria
of success for the educational effort. This strategy of criterion-
referencing gives new meaning to the standard concepts of
reliability and validity for test scores (Popham & Husek, !969).
Reliability derives from examiner agreement, and Yal1d1ty is
inherent in the relationship between the examinee's performance
and the educational goal. Thus, this strategy also has the very
considerable advantage of focusing the attention and effort of
both teacher and student on the educational goal and of avoiding
the distraction which is almost inevitable from the interpersonal
comparisons involved in norm-referencing. 1t should be noted that
age and time figure not at all in this strategy of assessment.
Missing from such a strategy, however, 1s any deve]qpmentaT )
or educational frame of reference which can help guide the choice
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of learning experiences. One must wait for failure and then
search backward for its basis. This leaves teaching based too
completely upon clinical or intuitive skills.

A second new strategy consists of ordinal scales of psycho-
logical development. This strategy is at least illustrated by our
own ordinal scales of sensorimotor development in infancy (Uzgiris
& Hunt, 1966, 1968). These scales were inspired by Piaget's (1936,
1937) ‘observatijons of his own three children. They consist of
items based on sequential landmarks for six overlapping lines of
development through what Piaget has termed the sensorimotor phase.
Each of these landmarks consists of a specified behavior elicited
by a specified situation. Inter-observer agreement on the criter-
jon behaviors is typically abcve 95 percent. Test-retest
consistency for examinations conducted within 48 hours is typically
above 85 percent, and the great majority of changes which do occur
are upward on the scales.

Theoretically when a child shows the behavioral criterion for
one of these Tandmarks, it implies that he has achieved all of
those steps below it on that scale. Empirically, for the sample
investigated, the ordinality of the steps on the various scales as
indicated by Green's (1956) index of consistency range from a Tow
of .802, for the scale on the development of relating to objects,
to a high of .991, for the scale on the construction of operational
causality. For all but two of our six scales, Green's. index of
consistency is well above .9. These findings are based, however,
on bnly one cross-sectionally studied sample. The issue calls for
Tongitudinal studies? and, ideally, for longitudinal studies of
infants developing under environments which differ as radically as
possible. 1In some instances, the invariance of sequence implied
in ordinality is logically built in and is of trivial significance,
but in others its basis is not obvious. Contrary to the argument
of Mary Shirley (1931), however, such invariance of sequence need
logically imply no predetermined rate or even order of maturation.
It can just as readily derive from transformations of cognitive
Structure which are a function of the infant's informational
interaction with his environmental circumstances.  Presumably ‘
these interactjons produce developmental transformations which in
turn permit other, higher-order forms of informational interaction.

The sequential ordinality of steps in these scales provides
a novel strategy for the measurement of psychological development.
One can compare the development of two infants, regardless of their
ages, in terms of their positions on each of the scales. This
permits one to reverse the traditional strategy of measuring
psychological development. It permits making age the dependent
variable, which varies as a function of the kind of experience,

2Such a longitudinal study has recently been described by
Uzgiris (1972). Moreover, the use of these scales in various
orphanages and Parent-and-Child Centers for purposes of evaluation
of programs of experiential enrichment will yield data of relevance
to this issue of sequential invariance. ’
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instead of the independent variable implied in our traditional
concept of the IQ and of the novmative descriptions of Arnold
Gesell, et al. (1940). These sequentially ordinal steps permit
one to define successive levels of development in terms of success
on Tower steps on the scale and failure on those above. One can
then compare the means and variances of age for infants who have
Tived from birth under differing kinds of circumstances. The
variations in age permit one to compare the educational or
development-fostering quality of these differing circumstances.
Measures based on ordinal scales may have the additional value of
referring only to past experience and making no clains of persis-
tence in the rate of development.

Let me i1lustrate these points. Paraskevopoulos and I have
recently had examined with the scales of object permanence and of
both gestural and vocal imitation, all the children aged between
five months and five years who have lived from birth in one of two
Athenian orphanages with differing regimes of child rearing
(Paraskevopoulos & Hunt, 1971). The differing nature of these
regimes can most easily be specified in terms of the child-
caretaker ratio. In the Municipal Orphanage, this ratio is of the
order of 10/1. "At the Metera Baby Center, which attempts to be a
model institution for children, this ratio averages approximately
3/1 through the day. We also had examined some 94 home-reared
children from working-class families. The mean ages for the chil-
dren of the Municipal Orphanage lagged progressively for those at
successive levels of object permanence. Let me take, for example,
that Tevel at which children follow an object through one hidden
displacement, but not through a series of such displacements. The
mean ages of the children at this levél was 33.2 months at the. .
Municipal Orphanage, 21.8 months at Metera (note a difference
between mean ages of approximately a year), and 20.3 months for
those home-reared. David Schickedanz has been following the P
development of infants in a Parent-and-Child Center at Mt. Carmel,
ITlinois. There the mothers of poverty, who are also the caretakers,
have been taught how to foster early sensorimotor development. ‘Six
successive infants from these parents of poverty who have been
developing under this regime have now achieved this level of
following an object through one hidden displacement before they
were a year old. Their average age approximated 11.5 months. Here
the differing regimes of child rearing constitute the independent:
variable, and the ages of children at a functionally specified =%
level of development constitute the dependent variable.- The norm?
of reaction in age for this level of object construction must be
at least of the order of 21 months. :

Ordinal landmarks in development need imply no position on thé:
issue of whether psychological development is continuous or step-
wise. - We have identified more landmarks than the six sensorimotor

stages described by Piaget. Our scale of object permanence, for
instance, consists of 14 sequentially ordinal landmarks.. From the
evidence with which I am now acquainted, I believe that psycho-
logical development is continuous, and that the degree of:
consistency for measures of sequential ordinality are a function
of the range of iandmarks employed and of the developmental
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‘take for granted. 1 suspect they take for granted that children
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distances between them. This domain is wide open for i i
tion. The 1§ndm§rks which we have selected arg 1itt1e1;g$:t;ﬁ:n
f1rst.approx1mat1ons of what can ultimately derive from exploring
behavioral development with such a strategy. Our ignorance of
development from the standpoint of this hierarchical conception is
lmmense. Yet, if we are even to have a basis for guiding and
learning of ?he young in what Piaget has termed the preconcéptua]
phase,_I believe such a strategy must be extended upward from the
sensog;moﬁor]ghgse tgrgugh the preconceptual phase.
shou € noted that the examining operations i i

thg sequentially achieved landmarks in de8e1gpment gesggggg define
cr1§er!op-refereqced tests. In neither case does the meaning of |
an individual child's performance derive from comparison with the |
performance of others: In ordinal scales of psychological develop-
ment, howgver, thgre 1s no educational experience with a behavioral
goal to give meaning to the performance. Once the sequentially
achieved 1andmayks have been identified, the meaning of any child's
performance_der1ves from where that performance places him along |
the sgquentially ordinal scale. From the educational standpoint {
what is still missing from this strategy is solid knowledge of tﬁe
kinds of experience which promote the acquisition of each consecu-
tive pehav1ora1 landmark. Moreover, there is 1ittle experience

to guide us in uncovering landmarks through the preconceptual
phase: In the course of her own teaching of mothers and observing
of(ch]1dren, however, my colieague, Mrs. Earladeen Badger, is
glianing a number of clinical suggestions which are helpful. For
instance, once infants in their play with a shape-box have achieved
the Tevel whgre they put the blocks of varying shapes into holes
with appropriate shgpes without active experimentation but merely
from visual inspection, they can be happily interested in picture- :
mqtch1ng games. On the other hand, while they are still struggling l
with a rectangular block in a square hols or a square block in a '
circular hole, any attempt to introduce picture-matching games "
becomes a source of threat and distress. You can readily see how
igggagrggsdgre§ ca$ befhelpfu] in both devising and testing educa-

: ategies for fostering the psycholoqi

children with atynical backgrognds. prychological developmnt of

. . Potentially, there is at least a third strategy which might
yield 1nforma?ion_to use in the guidance of the teaching process.
It would consist in asking and determining what understandings,
what strgteg1es of information processing, what motor habits, and
what nnt1vat10na] interests are required before a child can respond
with productive accommodations to a given curriculum or teaching
situation. To make this potential strategy concrete, Tet me ask
what background acquisitions do kindergarten teachers implicitly
take for granted in those children coming to kindergarten? Let me
answer this question with some of the items which I suspect they

can process information about color, can understand color names,
and can.use these names in their own speech. I Suspect the same
for information about place which is typically couched in

prepositional terms, and for shape with the names of shapes and
for size with comparative terms. If we once knew what was taken
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for granted, it would not be difficult to design criterion-
referenced tests with which to determine whether a child has or

has not the expected skill in information processing. With respect
to color information, let me note that well over 90 percent of
four-year-olds from middie-class homes can both identify the main
primary colors when they are named, and about 80 percent can name
them when they are pointed to. Yet, less than 20 percent of the
four-year-old Head Start children from families of poverty have”
such mastery of the linguistic processing of color information.
This is a finding from a study which my colleague, Girvin Kirk, and
I now have underway.

Suppose we extend this strategy by asking yet other questions.
What motor abilities, symbolic 1inguistic skills, cognitive abili-
ties, and interests are required before a child can learn to read,
or can learn to read by each of the methods of teaching reading?
Let us repeat this question for numerical counting, for addition
and subtraction, and for multiplication. Do we have systematic
information on such matters that we can teach to prospective
teachers?

Although I am confident that the answer is negative, skillful
teachers have always made such diagnostic assessments of their
pupils intuitively. One has only to observe a master teacher,
such as Max Bieberman in mathematics, to glean that each pupil's
response to a problem is for the master a kind of diagnostic test.
The pupil's response serves him as a guide to the kind of illus-
tration or new question which can provoke understanding. Such
teaching is beautiful to watch, but it is now so completely an
intuitive art that it is impossible to communicate and teach to
those who would become master teachers. It is interesting to note
in passing that Bieberman's methods of teaching, as they are now
canned in textbooks, are less successful than he was as a teacher.

With the information required for these three new strategies
of psychological assessment, and with appropriate tests of the
criterion-referenced rather than the norm-referenced sort, we
could have a form of psychological assessment which would be teach-
able and which could guide the teaching process. ' Getting the
information about cognitive and motivational development, con-
structing the appropriate tests, and learning how best to teach--
how to provide experiences which foster each kind of development--
these are large tasks. Until we do them, however, assessment will
do 1ittle to guide the teaching process, and teaching will remain
an intuitive art. Moreover, in continuing as we are, what we
teach in colleges of education is about as 1ikely to damage as to
improve the lot of socially atypical children in our standard
schools.
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WHAT’S IN A LABEL? A HELL OF ALOT!
Richard J. Whelan*

The title of this document may seem to. be flippant, crude,
profane, catchy, provoking, enticing, relevant, 1rre1eyant, etc.
If it elicits such reactions, then at least one objective has
been attained. A title, be it one word or several, is a label,
and even though it is only a configuration of letters, it does
elicit reactions or meaning from those who view the label.

Di fferential reactions from people occur because of the differ-
ential historical experiences that affect meanings attached to
a label. Individuals with unique past experiences react uniquely
when presented the same stimulus pattern.’ Supposedly, most.
individuals would concur with this analysis by verbally agreeing
that a single label can elicit many di fferent meanings. They
would probably also support the notion that if individuals react
differently to a single label, then it would fo!1ow that it is not
appropriate to classify individuals who react di fferently with a
label that implies the absence of behavior di fferences among the
individuals so labeled. It has been observed that 1npra-d1ffer—
ences for a variable are often Targer for a group ass1gned a
specific label than inter-differences on ?he same variable for a
group that is assigned a different specific label. Therefore,
most educators and certainly all special educators, should be
cognizant of the fact that Tabels do not solve problems or pro-
vide knowledge. Indeed, labels often qetract_from efforts to
obtain knowledge relevant to the solution of important problems.
1f Jabels create problems, rather than solve them, what do
they mean and how are they learned? What are the consequences of
using labels? Are there alternatives to using 1abel§? 'These
questions pertain to human interaction and the humanistic under-
standing of human behavior. Specifically, and for the_cgntent of
this document, the questions are related to conceptualizing and
implementing educational services for_hand1capped children.
Several aspects of labeling are described. These aspects include
1abel meaning, label consequences, and label -alternatives.

Labeling

When a label is applied to an indiyidua1, or group of 1n¢1-
viduals, it actually functions to describe a complex interaction
process between the "1abeler" and "labelee." In human trans-
actions, labels are used to describe personal meaning, attitudes,
and feelings (0Osgood, Suci, and Tannenbaum, 1957) . Labels can
have neutral meaning (car), positive meaning (br1111ant), and
negative meaning (dumb). For examp1e,‘the Tabel "car gsua1]y
conveys an image of a hunk of metal, with wheels, that is usgd.to
increase range and speed of mobility. That meaning is relatively

*Richard J. Whelan is the Chairman of the Department of Special
Education at the University of Kansas.
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neutral, but the usage of cars can be negative in that pollution
is increased, or it can be positive as in when a car is used to
rush a child to a hospital for emergency medical treatment. Most
would agree that the Tabel "brilliant" represents positive status.
Who really objects to being called brilliant? Such a label can
often function to enhance appropriate pride and positive self
concept. However, to be Tabeled "dumb" conveys negative meaning
and functions to promote a negative self concept in the individual
so Tabeled. Brilliant is a status label; dumb is a stigma label.

Labels can be used to represent and assign values of status
and stigma to people, objects, and events. Labels are simplistic
representations of complex interactions. The process of assigning
labels may culminate in correct or erroneous usage of these
representations. If it is assumed that the correct use of labels
will have beneficial effects and that the incorrect use of Tabels
will have detrimental effects, then it is important to recognize
that these different effects are determined by the same process.
That is, the process of acquiring anu applying Tabels must be
identified and understood. From identification and understanding
of the Tabeling process, it may be possible to decrease the detri-
mental effects that incorrect usage of labeling exerts upon
individuals and human interactions. The process is neutral; it is
the individua” who uses the process in a facilitative or debilita-
tive fashion.

Label Meaning

Labels have meaning to those who use them and to those who
have been labeled. Meaning may be described as a product that
evolves from the relationship between labels (words, pictures)
and the object or event to which the Tabel is assigned (Osgood,
Suci, and Tannenbaum, 1957). Osgood, et al. designate Tabels as
signs and objects that are labeled as significates. The meaning
of meaning, therefore, is the discernment of conditions which are
necessary and sufficient for an environmental event which is not
a significate to become a sign of that significate. Significates
are usually observable events, and signs become related to sig-
nificates if they elicit the same idea or thought attached to
significates. A significate may be conceptualized as an uncondi-
tioned“stimulus which elicits meaning. A neutral stimulus such
as a word (Tabel), if it occurs contiguous with the significate
stimulus, may become a conditioned stimulus that elicits the same
meaning as the unconditioned stimulus. The conditioned stimulus
becomes the sign, and therefore acquires the meaning of the
significate. "Whenever something which is not the significate
evokes in an organism the same reactions evoked by the significate,
it is a sign of the significate." (Osgood, et al., p. 5).

The development of associations between signs and signifi-
cates, as described above, is a classical conditioning paradigm.
However, Osgood and associates believe that this paradigm is
inadequate to explain the process of acquiring meaning. A sign
(1abel), for example, may not €licit the same behavior reaction

as its significate (object). The label "ball" does not elicit the
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same behavior as actual contact or manipulation of a ball. A
label evokes similar, but not identical, behavior in comparison

to the behavior evoked by contact with the Tabeled object. A
young child may throw, kick, or handle a ball, but upon hearing
the label "ball" may only engage in a small replica of the actual
behavior by making a small movement of the arm as if the ball

were being tossed to another individual. The label "ball" elicits
similar behavior as handling a ball because it has become associ-
ated with those behaviors which occur in the presence of a round
object (ball). Labels, therefore, acquire the meaning of objects
and events because they represent those objects and events.
Attachment of meaning to a label is a function of an internal
representational mediation process (Osgood, et al., 1957). A sign
elicits a portion of the behavior that occurs in the presence of
its significate, and therefore, is representational of that
behavior. The representation aspect evokes an internal mediation
process that stimulates and elicits a variety of behaviors similar
to those which occur in the presence of the significate. Repre-
sentational mediation processes provide a more complete under-
standing of label meaning than classical conditioning by providing
a rationale for understanding that 1abels do not always elicit
the same reactions as their significates.

Label Learning

It has been documented that label acquisition is a crucial
aspect of developmental Tearning and self regulation of behavior
patterns (Allport, 1955; Luria, 1961; Piaget, 1963; Skinner, 1957) .
Children can learn to cope with a variety of environmental events
by using labels that enable rather exact discriminations and
differential behaviors. That is, a Tabel functions as a guide to
what emitted behaviors are needed whenever a specific situation
is encountered (Whelan and Jackson, 1971). Labeling is a behavior
that may be described (1abeled) as word responses under the con-
trol of stimulus and consequence environmental events (Staats,
1968). A child who says "hall" when presented with a ball obtains
a great many positive consequences from adults in the form of
smiles, physical contact, and verbal expressions of pleasure. In
time, a child discriminates that these consequences do not occur
when the label "ball" is said in the presence of a block or.any
other object. It also increased the probability that the child
will learn that the Tlabel "ball" is associated only with round
objects of varying size and usage. Labels are specific differen-
tjal word responses that occur in the presence of specific
stimulus situations. Other labels such as "dog," "cat," "mama,"
"daddy," etc., plus complete word sequences are learned in the
same manner. With such continuous learning experiences, a child
develops a lengthy and complex labeling repertoire.

Labels, and meanings attached to them, are acquired simulta-
neously. This acquisition process is crucial. for cognitive
development. Children who are successful in acquiring skills

necessary for the solution of complex problems have developed very
precise labels (vocal responses) for objects and events intrinsic

et
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to problem situations. These labels, plus the labe
the manipulation of Tabeled objects, fﬁnction to so}ieassgggﬁg o
problems and similar problems that may arise in the future
égﬁz:ﬁsévggig).] Eh;gughbtge process of interacting with environ-
; » labeling behaviors whi i i
such ;gterac?ions)are %eve1oped. ich describe the meanings of
Staats 1968) believes that labels acquire meani
function of environmental factors present ahen labelsngrgsagtached
to 1nd1v1dugls, objects, and events. A label may be associated
with an environmental event when it occurs. If that Tabel is used
in the future, gnd in isolation from the actual occurrence of the
1ab§1eq event, it can evoke a mental image (representational
mediation proces§) of the past event. The mental image associated
with Fhe label gives meaning to that label. For instance, if a
child's first encounter with a dog results in being bitteﬁ or
mauled, any situation which evokes a mental image of that encoun-
ter, €.g., the label "dog," may result in crying, ~linging to an
adult, and maybe the label phrase, "bad dog." The meaning of the
label. "dog" 1in this instance is very painful and negative, some-
thlng to be.avo1ded. In contrast, if a child's first experience
with a dog is pleasant, the label "dog" will evoke a mental image
5223 zgsdaoy ggd positive meaning. Labels, therefore, that are
escribe environmental events also i itd
or ne%agive, about those events. S0 convey meaning, positive
, In jvidua]s also learn to attach meaning to a Tabel wi '
any previous experience with the event assoc?ated with thg %ggg$
Ch1idrﬁn, as a function of watching TV, assign meaning to the '
Tabel "cowboy." This label may mean a totally corrupt man who
spends g]! of his time in Dodge City getting drunk, attacking
Tocal citizens, and getting bashed on the head, or shot, by the
town marshall. - "Cowboy," as a label, may be associated with a
cruel, worthless, and essentially negative person. Unless
children have read or heard about the true 1ife of present and
past gowboys,'this distorted meaning obtained from indirect
experiences will persist. The fact that most cowboys lead a
d}ff1cu1t 1ife, love their horses, do not “"tree" towns every
night, etc.,.wou1d not be Tearned unless additional information to
counteract distorted meaning is provided. A visit to a working
ranch, or an accurate TV documentary, would be needed to elaborate
upon and“correct the original inaccurate meaning of the Tabel
cowboy." - It would also be possible to convey that not all cow-
boys were, or are, white and that winning the West was possible by
the sk1]1ful contributions of black cowboys.

Ch1lqren and adults can also learn labels and their associ-
qteq meaning by hearing verbalizations expressed by other
1nd1V1QUa1s; For example, one may hear that Indians are "lazy,"
‘genetically prone to alcoholism," "enjoy only humor, and are not
serious about dajly problems," etc. Therefore, the label "Indian"
may convey a totally distorted meaning to an individual who has
never met an Indian, or who does not understand that social,
political, and economic conditijons can literally drive any indi-
vidual into behavior patterns similar to those described. It is
expected that non-Indians could form such inaccurate stereotypes
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from the label "Indian" because of limited knowledge or experience.
What is not expected, but what actually occurred, is that the
quoted phrases were expressed, in all seriousness, by several
Indians attending a workshop on improving Indian residential
schools, When one realizes that even some Indians do not under-
stand the forces that exert debilitative effects upon their
people, the magnitude of the effort needed to transform erroneous
meanings into correct ones becomes readily apparent. .

Labels are acquired through direct and indirect experiences
with environmental events. However, it is important to discern
that a Tlabel may be completely inappropriate to describe the ]
object or event. The label "Indian" is presently used to describe
a minority group because of historical error originally made by a
European sailor who really did not discover what was thought to be
discovered and, therefore, labeled the inhabitants incorrectly.
Over ‘time, and with usage, the label "Indian" has evoked a multi-
tude of meanings, positive and negative, among those who'haye
associated the 1abel with an individual, a group, or an indirect
description of a group. The Tabel will probably continue in use,
but the example does i1lustrate the +importance of assigning
correct labels. To allow a child to label a round object as
"block," when the common Tabel is "ball," will only lead to many
instances of fajlure for the child and will probably Tead to the
affixing of a stigma label such as dumb whenever a ball is ca]]edl
a block. The process of acquiring the labels "block," and "ball,’
as an association with a round object, is the same, but in one
aspect that association will lead to successful relationships with
the environment, and in the other will -lead to failure encounters.

A single label can also elicit a variety of meanings, and it
is important that children and adults discern this process.
Different people can use the same label to convey different mean-
ings, and individuals may also use the same label to convey ;
different meanings in different situations. .The 1qbe1 ”app]g
usually conjures a mental image of a red, juicy o@aect that is
very tasty. However, in a situation where an Indian may say that
not all white people are evil, another Indian may 1abe] his col-
Teague as an "apple." He is red on the outside but white on“the
inside. It is the Indian equivalent of the black "Uncle Tom" or
the "orec" cookie. When an Indian uses the label "apple,” it
would be important to know whether it means something ed3b1g, or
means an individual who does not appreciate or have realistic,
positive pride in Indian cultural custom and heritage. oo

The label and meaning acquired through direct anq indirect
contact with environmental events may be accurate or inaccurate,
positive or negative. In both instances, however, the acquisition
of a label and its meaning is through an identical process. Even
though discrimination between and among environmental events is
important for learning labels and the complex behavior labeled

"1abeling," the process of generalization also occurs. One nega-
tive experience, or hearing another individual describe a negative
experience, with an individual may elicit a dergga?ory or stigma
Tabel which is then generalized to all similar individuals. If
the experience is positive, the label may be one of status, and

]
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this in turn is generalized to all similar individuals. The
acquisition of labels and meanings requires fine discriminations,
but their application to people, objects, and events may not be
differential, and may, in fact, be quite general. That is,
discrimination represents only one aspect of Tearning to use
Tabels. Differential responses based upon specific discrimina-
tions are equally as important in learning the correct usage of
Tabeling behavior.

It can be discerned that an extensive labeling behavior
repertoire assists chitidren in learning to read, solve arithmetic
problems, and relate successfully to the school environment.
Competent teachers convey effective discriminative and di fferen-
tial use of labels and their meaning to children, which in turn
enables successful completion of school oriented tasks. It is not
difficult to associate successful reading behavior with a positive
approach reaction to the label "reading," nor is it difficult to
visualize a child failing in school physically avoiding the school
building or any verbal reference (1abel) to school. Labels such
as "arithmetic" and "spelling" can elicit negative meanings and
avoidance behaviors if a child fails in school, or such labels can
also elicit positive meanings and approach behaviors if a child
succeeds in school. The labeling process, whether it conveys
positive or negative meanings, is redundant and self-sustaining
unless efforts are made to decrease negative meaning experiences
and to implement opportunities to increase experiences which have
posttive meaning.

Labeling Consequences

In the descriptions of label meaning and label learning
processes several illustrations conveyed the positive and negative
effects of using labels. Labeling is used extensively in planning
and implementing instructional practices for school age children.
School is the business of children. Children are the Tegal cap-
tives of one of society's institutions, labeled "schools," and if
they are to be beneficiaries rather than the victims of school
experiences, then it is necessary to ensure that educational
labeling practices function in a positive rather than a negative
manner. :

Very complex behaviors are required of children when they
enter school. They must possess the competence and confidence to
leave home, establish new interpersonal relationships with indi-
viduals who represent a variety of roles (1abels), and acquire
knowledge that is thought to be related for successful societal
functioning. Children are expected to change from various stages
of dependent, unsocialized, self-centered behavior to points upon
a behavior continuum which represent degrees of independent,
socialized, and group centered behavior., Meeting these objectives
requires investment and commitment from children and teachers.

The business of children is school in which learning and growth
must progressively occur. The business of teachers is to prepare
the learning environment in such a way that when children interact
with it, learning and growth occur.

:
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The difficulty of making the business of children and
teachers functionally possible is best i]1ustrated by describing
an encounter with an eight year old girl who is labeled as
"normal® by the school and is not further labeled by anything more
onerous than "robin," the name of a status reading instruction
group. The child was asked to describe hew she would conduct.the"
classroom as a teacher. Comments such as."31tld9wn ?nd be quiet,
Wdon't talk," "keep the walking line straight,” "don't touch the
equipment,” etc., spewed forth at a b1gh frequency. Not one
comment was related to the joy of using newly acquired understand-
ings or to the positive enabling role that teachers are expected
to assume. The child was academically successful, but at what
price? Unfortunately, advanced achievement was_probab]y obtained
at the price of behaving under the control of escape and‘avo1dance
behavior principles. One learns to read in order'to‘aVO1d aver-
sive environmental events, rather than because.1earn1ng to read
enables procurement of quantitatively and qua]1tat1ve1y more
positive satisfactions from environmental Fransactlops. Just as
unfortunate is the suspicion that if aversive conditions are '
removed, progress in reading may terminate. That is, if a child's
only motivation to progress is to aveid punishment, removal of the
punishment threat creates a motivapiona] vo1d: In the_absence of
positive approach motivational variables reading behavior could
diminish.

b }f this process occurs with a "robin," what happens to a
child who is in the "sparrows," a stigma reading group? This
child can't escape aversive events with demonstrated competence
because of continuous failure. The child must endure, or perhaps
with repeated failure plus some "acting out" behavior, the
"sparrow" may lose the label of "normal," and obEa1n a new one
such as "mentally retarded," "learning disabled," or "emotionally
disturbed.” These labels imply internal, personal defect, rather
than inappropriate environmental arrangements anq transactions. A
new label may allow the child to escape from an inappropriate
aversive situation, but there is no guarantee.that a new ]eqrn1ng
environment arranged for children who are ass1gned.a spec1f1c .
label will be pleasurable or rewarding. The risk 1s_h1gh, for.ghe
child must cope with a new Tabel which may convey stigma and with
only a chance that the new learning environment will be more pgs1—
tive. To the regular and special class teacher, the 1abel, an
subsequent administrative decisions related to placement in a
different learning situation, may be accomp]1shed with the best
intentions, and with regard for the well being of the child.
Nevertheless, such decisions are often made without a thorough
analysis of eavironmental arrangements that could function to .
produce failure experiences and an attempt to change those,cog i-
tions in order to produce success experiences. In essence, the
conditicns are assumed to be correct and, thereforg, the problem
must reside within the child. A new label }s_app11ed, and theut
child is assigned to a situation where cqnd1t1ons are arranged do
remediate the internal defect. If remediation occurs, the chil
may be returned to the original learning environment 1n.the hope
that success will now be possible, even though the conditions
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which produced original failure have not been substantially
modified. - The child is modified to fit the conditions, which in
some instances is necessary. The crucjal and debilitative aspect
though is that Tearning conditions are rarely evaluted for possi-
ble modi fication. .

It should be noted that the Tabel, plus decisions made under
the rubric of that label, occur without the consent of the child,
and often without the parents' full understanding of the implica-
tions intrinsic to such decisions, especially the possibility of
detriment rather than benefit accruing to the child. In a very
real sense, a label functions to enable those who would "do good
work" to do it without the consent of those so labeled (Szasz,
1970). It is accomplished under the guise of being in the "child's
best interest," but the effect, whether it is positive or negative,
will be obtained without the consent of the individual to be sub-
jected to the supposed "good works." These practices are presently
being challenged by parents and educators who clearly discern the
explicit dangers involved in this usage of labels. Some of these
challenges are expressed in pleas for reform of instructional
practices, formation of child advocate procedures, and redress of
legitimate grievances against schools through the legal system.
Labels have positive and negative meaning, but it is specifically
those educational practices prescribed by stigma labels that are
being analyzed and changed in order to provide children a truly
equal opportunity for humanizing Tearning experiences.

' The March, 1972, issue of Exceptional Children contains the
statement that the aim of special education is "to emphasize the
education of the ‘special child' - rather than his identification
or classification." (p. 575). This aim was formulated in 1923, and
even though 49 years have passed, special educators are just now
beginning to realize that labels, particularly those that denote
defect or negative personal attributes, may not be necessary to
achieve this old, but relevant and very current, aim. Perhaps if
this aim had been prominently displayed for all special educators
to observe each day, the energies devoted to devising and using
labels could have been added to those energies expended on the
continuous quest for improved instructional practices. In any
event, this historical lesson must be understood and heeded by
special educators if past mistakes are to be avoided and discarded.

If past mistakes in regard to applying stigma labels are to be
understood, it is necessary to describe the process through which a
seemingly innocuous label can be subverted from.its original posi-
tive intent into one that functions to the detriment of an individ-
ual who has the dubious distinction of being labeled. It is
important to be cognizant that labels, or definitions, may serve
as guidelines which are thought to be functionally related to
subsequent behaviors. Given an exact label, it is reasonable to
assume that this will prescribe certain procedures when interaction
occurs with the object or person labeled. Unfortunately, labels
are usually not that precise, nor have they directed exact or

effective educational procedures.
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The most frequent misuse of labels is caused by .reification.
Simply stated, reification is a process which individuals use to
Tabel a behavior pattern, or individual, and then use the label to
explain the origin of the behavior pattern that is labeled. For
example, there are classical behaviors associated with the Tabel
"autistic" (Kanner, 1943; Rimland, 1964). The label functions as
a brief communication device to describe behavior. It circumvents
the necessity for Tisting all of the observed behaviors. There
should be agreement among those who use the label as to what
behaviors are being described, since accurate communication is
necessary in concerted planning of a program to assist a child
Tabeled "autistic" to acquire more organized behavior patterns.

At this juncture in the reification process, a Tabel has been
used correctly as a general description of behavior. However,
"autistic" is a label recognized by special educators as meaning
that prognosis is guarded and that intervention programs have not
been successful in changing the total behavior patterns associated
with the label. These are realistic meanings as long as they are
not extended to mean that a child so labeled is worthless and,
therefore, not worthy of concern or realistic assistance. The
guestion of why a child labeled "autistic" exhibits certain behav-
iors must arise in the planning of behavior change programs. If
that question Teads to formulation of procedures to change envir-
onmental conditions, rather than just change the child, then
appropriate behavior change procedures can be instituted. A1l too
often though the question is usually answered by saying "the child
behaves that way because he is autistic." The Tlabel that was
initially used to describe behavior has now been used to explain
the origin of behavior. A Tabel is merely a brief descriptive,
organizational device, and should not be used as an explanation.
If it is, the explanation is myth, fiction, and usually functions

to the detriment of the labeled individual.

It may be asserted that using labels to explain behavior need
not necessarily be detrimental. Reification leads to error, but
it is human to err, and people who err are at least attempting to
assist individuals lead a more productive 1ife. Stigma need not
be associated with error. However, many participants in a con-
cerned society are committed to planhing some form of assistance
for children who are labeled "autistic." Special educators are
among these participants. To err is not good or bad in isolation,

but practices designed to assist individuals change behavior on the
basis of error can be debilitative and result in stigmatizing those
individuals. If a Tabel is used to explain behavior, it follows
that behavior deviance must be due to some internal defect that
must be corrected. The label and the individual become fused.

There is no distinction between the label and the individual, thus,

the correction has to be focused upon the individual that is
labeled. The correction may involve medical procedures and manipu-
lation of several environmental variables. If the correction is
successful the e itistic child is made normal.

Unfortunately, using a label to explain behavior does not
automatically identify the exact internal defect or precisely
prescribe the correction to exorcise the defect. Heroic attempts

£




44 Proceedings in Special Education

have been made to assist autistic children, but to date an effec-
tive correction has not been discovered. These attempts must be
continued in the hope of eventually finding corrective solutions.
It is not the attempts that convey stigma but thg interpretation
of the results obtained from the attempts. For instance, the
absence of solution can confirm the original notion that the label
accurately explains the behavior. If solutions are so difficult
to dentify, the internal defect rationale must be accurate.
Therefore, the label "autistic," if assigned to other children,
explicitly conveys the meaning that the internal defect is probably
not correctable. ) )

When confronted by repeated failures to discover solutions to
complex problems presented by an autistic child, a special educator
may make one of three decisions. The first decision 1@v01ves the
belief that error existed in formulating and implementing behavior
change procedures plus the commitment to Tearn from the error py
designing di fferent procedures. Stigma, if it exists at all, is
assigned to the intervention procedures and not the child. That
is, the procedures did not fail because the child is autistic but
because the procedures were erroneous. A second decision or choice
is to give up in frustration. Again, the special educator may
assert that the procedures were wrong, but the_competence to devise
more effective methods is not present; stigma is not associated
with the child. The third decision is to not admit the existence
of error, incompetence, or frustration because to make such an
admission threatens personal self concept, esteem, image, and
integrity. Therefore, the blame for failure must be a§s1gngd to
the autistic child, and this functions to relieve the 1qd1v1dua1,
who attempted to provide assistance, of guilt, frustration, and
pain. Stigma is assigned to the child so that unwarranted status
can be maintained in another. ) )

Tt is the third decision which operates to sustain stigma
Tabeling and scapegoating. This decision initiates the process of
transferring burdens that threaten personal status or to others
who do not have the opportunity or power to refuse to accept that
transfer (Szasz, 1970?. A1T too often this choice is mage by
special educators, as exemplified by statements such as "the child
is brain injured and can't learn to count." Rather than admit
that the procedures used to teach counting were ineffective, it 1s
easier to assign blame and fajlure to the gh11d. The r1tua1 of
stigma labeling and scapegoating is not unique to special educa-
tors. It is a practice that has existed, and still persists, for
eons. "By sacrificing some of its members, phe community seehs to
'purify' itself and thus maintain its integr1ty_and.surv1va1.
(Szasz, 1970, p. 260). Handicapped chi]dren,.m1nor1ty group:
citizens, poor people, and those who behave-d1fferent]y, or have a
di fferent 1ife style, are the targets of stigma labeling.

Labeling and categorizing are essential to organizing efforts
to promote successful functioning in school and soc1et¥. This
process and the variety of meanings that emanate from it need not
vesult in labels of stigma. However, when the process does func-
tion in that manner it is vital that it be recggn1zed, term1nateq,
and changed to a process in which labels do guide efforts to assist
fellow humans in a positive manner. It must also be discerned that
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the perceived threats from the alienated, poor, and mihority groups
are projections, and denial of the threats to personal integrity
that many members of this society fail to recognize, and for which
moral responsibility is not assumed. Unless responsibility is
assumed for personal actions, the perceived threats from the alien-
ated, excluded members of society will become all too real. These
historically stigmatized and scapegoated members now realize that
it is not necessary to bear personal burdens, plus those assigned
to them by others. They are insisting on basic¢ rights to a liveli-
hood, education, and participation in a society of which they are
part, and from which they have been exciuded. This insiztence must
be recognized as just. but more important, must be provided,

The problems intrinsic to stigma labeling are global in their
ramifications and implications. Special educators and special
education are a part of those problems and, therefore, must contrib-
ute to providing correct solutions. It is not difficult to recog-
nize that one solution advanced to counteract the negative meaning
associated with presently used labels such as "emotionally
disturbed" and “"special class" is to merely change the label.

There may be some merit in this substitution strategy and indeed
this behavior is already apparent in educational dialogue. - Many
special classes that formerly would have been labeled "emotionally
disturbed” are now called "Tearning disabilities" even though
children assigned to these educational administrative units have
not ,changed ‘exhibited behavior patterns. Learning disabilities is
a label that has not yet acquired the social stigma associated with
the Tabel "emotionally disturbed," but in time, unless the label
functions to foster child educational progress, it too will acquire
stigma meaning. Different labels are also being applied to admin-
istrative instructional delivery systems. - For example, the label
"resource room" is being suggested as an alternative for the stigma
associated with the Takel "special class." However, when it is
discovered that one group of children .can spend up to five hours a
day in a resource room, it is difficult to discern the difference
between that system and the special class model. For a time, a

new label may function to remove stigma meaning, but unless the
instructional priorities change within the context of the new label
it will eventually be associated with stigma rather than status.
Changing a label, without actually changing teacher-pupil inter-
actions, is not only a misnomer, it is also basically debilitating
to children who supposedly have been offered new hope for needed
assistance. Euphemistic changes may be necessary and desirable,
but they may also operate to subvert efforts to promote relevant
changes in educational practices.

In order to conceptualize and illustrate the process of
stigma labeling, the label "autistic" was presented. Other Tabels
indicative of handicapping conditions could have been selected for
i1lustration purposes since the actual label is relatively unimpor-
tant.  The process of labeling is neutral; it is not inherently
positive or negative. For example, very few special educators
object to the use of such labels as "gifted," “"creative," "diver-
gent thinker," because these are labels of status, They are
assigned to children in the same manner as labels of stigma such as
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"emotionally disturbed” or "mentally retarded.” Gifted children
are usually quite responsive to instructional systems designed by
educators, i.e., they achieve in school related tasks. With
achievement, gifted children confer gracification upon the individ-
ual who labeled them since the Tabel was confirmed as true by the
subsequent achievement. If the 1abel is confirmed, and if the
achievement is valued, the label becomes associated with status.
The fact that gifted children tend to achieve in spite of, rather
than because of, instructional systems does not alter the labeling
process sequence. 'In comparison, mentally retarded childyen may
not respond as expected to instructional systems that have been
devised. Since effort, energy, time, and personal investment are
necessary to devise instructional systems, any failures to achieve
as expected must be caused by defects intrinsic to children. The
instructional system, by definition, has to have merit because it
is devised by competent professionals. A dilemma has been manu-
factured. To recognize that instructional efforts are ineffective
may be too painful and threatening to those who devised the
efforts. If this alternative is selected, the recipients who
failed become associated with a label of stigma, e.g., "mentally
retarded."

As previously roted, educators rely upon the use of labels,
status, and stigma to devise organization for instructional sys-
tems. The most ubiquitous techniques used for assigning labels
to children in special education programs are tests which are
designed to measure intellectual abilities (IQ). Historically,

. tests for intellectual abilities were constructed to assist educa-
tors in designing effective instructional systems. Application of
tests and test results, as was true in labeling practices, was not
always consistent with positive intent. In fact, test scores are
now used to assign labels which confer status, but more often they
confer stigma. An §Tlustration of this process is as follows. A
child is referred for intellectual ability testing because of
failure to progress when exposed to a group oriented instructional
system. If the child is a member of a minority group, does not
Know standard English, has not encountered test items supposedly
representative of common learning environments, or is a member of
a group not included in the test standardization procedures, an

1Q of 70 may be recorded and filed. On the basis of this single
score, an administrative decision for educational grouping labeled
"mentally retarded" can be implemented. Reification is completed
when it is asserted that this hypothetical child has a learning
problem and an IG of 70 because of an internal defect that is
1abeled "mental retardation.” 'Even though school performance may
improve and subsequent intellectual ability scores increase over
time, the Tabel "mentally retarded" may never be discarded.

Kagan (1971) asserts that extreme reliance upon intellectual
measures functions as a rationale for assumption of power by the
few over the many. It is similar to the conditions that existed
in the middle ages when power to govern or make decisions which
affected society was invested in those individuals who had the
highest amount of religiosity (the middle ages IQ). At the present
time, according to Kagan, the major power uynits in America, €.9.,
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government, business, military, confer membership in the i
;9 only the most 1nte]1jgent. Those who wield pEWer mzsieth;tz
igher amount of intelligence since that is thought to be a pre~
requisite for exerc1sipg control by the few over the many.
does not qeqy tha@ society must devise some realistic rationale
for the T1m3ted distribution of some attribute that guarantees
benevolent influence of the few by the many. He does challenge
however, the injustice intrinsic in using a hi "1y biased cultural
E@asure such as IQ as a realistic rationale. As examples of this
ias, Kagan cites the problems in making inferences about IQ level
from word meaning, problem solving items, analogies, arithmetic
skills, and missing elements. If the child being tested has never
been taught arithmetic skills, problem solution is not possible.
While word meaning, problem solving, analogous thinking, etc., are
important sk11]s,.the items that test these skills should havé the
probgb1]1?y of being familiar to, or exist in the environment of
the 1nd1v1dua] being assessed. To disprove the assertion that ’
ethnic or economically poor children are biologically inferior
g:gigrﬁlﬁiz $v1qegg?_zrom tgsts of memory span to indicate tha%
ariability is indivi .
ethniﬁ, e yartahi | AY ue to individual,- and not class or
sing a test of intellectual ability need not be detri
to organizing equal educational opportun¥ties. Test sgor£;m§2:a1
behavior samples that are obtained at a specific time, place, and
in the context of complex human-environmental interactions. The
d1regt1ons for administering a test, and the score subsequently
obtained, are essentially neutral phenomenon. It is only when
scores, wh1cb may pe correct or incorrect, are used to make deci-
sions regarding children that negative or positive results can
occur. There are many sources of testing errors besides biases in
the.tgst. An unskilled examiner, particularly one who is not
familiar with the effects of language or ethnic difference, may not
realize that the presence of a stranger, one with a different
languagg style or color, can negate motivation to perform as well
as poss1b1g. The effects of motivational variables on decreasing
or increasing test scores have been documented (Zigler and
Butterfield, 1968). An examiner may also note than an Indian
child who is being tested may keep his head lowered and not estab-
lish eye contact. This behavior could be interpreted as evidence
?:d$ggtlﬁ?i] prob%ems unless the examiner was aware that, in some
ures, lowerin i indicati
fdian cultur g of the head is an indication of respect
Test usage should not be discarded, but it must be revi
and 1mproved. Data from tests can be constructive in devigiigd
educational programs for children. Tests can also be used to
evalyatg the effectiveness of educational programs in attaining
realistic academic and social performance objectives. The neces-
sity fbr revising gnd utiTizing test scores in a more appropriate
manner is not confined to those that only measure intelligence.
Any type.of test, be it educational, social, vocational, efc., must
be administered and interpreted with competence if children are to
genef1t yather than become stigmatized from testing procedures.
ubstantial data to support this assertion has been documented and ,

Kagan .
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isseminated (Gallagher, 1972; Garrison and Hammi 11, 1971; Hammons,
?5%2; Jones, 2972; aacMi;1an, 1971; Ross, DeYoung and Cohen, 1971;
and Jackson, 1971).

whE1a$he2e are many consequences of using Tlabels; some promote
benefit and others foster detriment. The focus of this section
has been on the stigma that may become attached to Tabels, and
move importantly, to those individua1s.who are labeled. Most
special educators are oriented to prov1d1ng the best humanistic
educational opportunities for handicapped children. This orienta-
fion is laudable, but as was portrayed, can become distorted from ‘
original intent. Positive intent is not enough; it must be mQtCQﬁ
by observable practices. If special educators do not recognize the
dangers in stigma labeling and poorly goncg1ved or 1mp!emented
educational practices, other public units in society will focus
attention upon these dangers and prescribe legal remediation :
(Hobson v. Hansen, 1967). The legal system has begn, and will A
continue to be, used to alleviate injustices pyact1ced, often w1t]-
out awareness, by educators. At the present time, educators stil
have the opportunity to modify eduga@19na1 practices, but unless
meaningful, responsible action is 1n1t1§ted in the near future,

the freedom of educators to control action may pe o§v1ated by the
legal system. Recent reviews of the legal implications of educa-
tional practices (Ross, DeYoung and.Coheq, 1971; Whelan and
Jackson, 1971) indicate that there is still time for educators to
devise appropriate educational systems. Three important aspects
have emerged frem Titigation. These are as follows:

. sitive intent and motivation to provide quality'educatxonal
1 zgrvicgs for children are not enough. D1sgrepanc1gs between
intent and actual motivational practices will be_d1sallowed if
those discrepancies deprive some mﬂdmnoﬁbm1ccmm@?w
tional rights, among them the equal opportunity to participate
in educational activities that enable development of optimal
learning capabilities.

. If tests of intellectual ability or achievement are used for
? educational assessment purposes, the scores must not be biased
by incompetent test administration nor reflect differences
batween ethnic groups based upon artifacts of test construc-
tion. Test usage has not been declared illegal, except in
those instances where test scores are used for detriment rather

than for the benefit of children.

ional grouping for specific instructional purposes 1s
> Eggg??1oaoweger,pthgse gro%ps must not aperate to.deny equal
educational opportunity, assign organ1zat1ona1 stigma to those
in a specific group, deny basic cons§1tut1ona1 rights to
children or parents, or segregate children on the basis of

ethnic or economic unjqueness. ‘ .

i ; isi is It is now
The message in recent court decisions is very clear.
the respogsibi1ity of educators and sp§c1a1 educators to rgspond
to the message by matching humanistic intent with humanistic
gducational practices.
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Labeling Alternatives

The third question Tisted in the introduction to this document
concerns the issue of alternatives to labeling. As indicated,
labeling can serve positive ends if the ordering of means to attain
those ends does not result in stigma or detriment, rather than
benefit, for children. One proposed alternative is the special
education contract (Gallagher, 1972). This alternative does have
merit since it provides for accountability, and it can be recog-
nized as an extension of a rather common practice in special
education Tabeled "contingency contracting" (Homme, 1969). Sys-
tems, contracts, and instructional practices are impiemented by
individuals who may, because they lack adequate understanding, use
such devices to perpetuate and compound procedures which have in
the past been debilitating to handicapped children. In order to
return to the intent of the 1923 aim to emphasize education rather
than Tabeling, the present philosophy of special education must be
examined, reorganized, and revised. The statements which follow
represent ah initial attempt to approach the 1923 aim in terms of
philosophy and practices. If the statements have merit, they
should stimutate thihking, suggestions for change, and perhaps
utilization of some of the basic concepts. If the statements func-
tion in this fashion, their formulation will have been justified.

, Facilitative Education Programs]

Facilitative Education Programs are designed to assist school
personnel in organizing educational programs that can be imple-
mented to systematically provide instructional services based upon
individual pupil needs or unique learning requirements. These
programs are designhed to provide functional assistance and services
for pupils who have not progressed as anticipated in the areas of
academic and social behavior development within the learning
environment to which they have been assigned. Such programs pro-
vide facilitative learning environments for pupils whose academic
and social behavior progress has been limited by the nature of
past and present Tearning environments in which they have been
expected to function.

The provision and implementation of Facilitative Education
Programs for a pupil, or groups of pupils, is based upon the
rationale that a pupil's educational development or progress has
not been facilitated by past or present assignment to a .specific
and identifiable learning environment. This rationale and recog-
nition of such conditions does not assign total responsibility for
failure to achieve progress to either the pupil, teacher, or the .
administrative organization for the implementation of instructional
services. It does stipulate, however, that educational progress

T¢ontributions to the conceptualization of Facilitative
Education Programs were made by Dr. Patricia Gallagher and
Dr. Roger Kroth, Department of Special Education, University of
Kansas, and Mr. Gerald Carder, Division of Special Education,
Kansas State Department of Education.
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has not occurred in the learning environment or conditions within
which a pupil is expected to function. That is, the pupil-teacher-
learning environment interaction has not operated in a manner that
promotes expected and identifiable educational progress for the
pupil. It further stipulates the requirement for a systematic
delineation of those interaction patterns that have failed to
provide for pupil educational progress, and the formulation of ‘a
specific educational service program that can be expected to
facilitate the acquisition of academic and social behaviors neces-
sary for expected and desired educational progress.

Pupils who may require services from a Facilitative Education
Program can be described as those who exhibit behavior (academic
and social) excesses and deficits in the Tearning environment to
which they are assigned. Behavior excesses represent a class or
1ist of observabie behaviors -that interfere with pupil educational
progress in that the excessive display of such behaviors is incom-
patible with the acquisition of those skills and knowledge neces-
sary for progress in academic and social Tearning environments.

An example of a behavior excess is the pupil who frequently initi-
ates a physical struggle with another pupil in the classroom.
Another example of a behavior excess is the pupil who commits
frequent errors on an arithmetic assignment. Behavior deficits
also interfere with pupil educational progress. They represent a
class or list of observable behaviors such as infrequent interac-
tion with peers or withdrawal from interpersonal contacts and a
deficit between expected and actual performance in reading compre-
hension.

Whenever a pupil exhibits behavior excesses and deficits to a
marked extent and over a long period of time in a specific learning

~environment, it is important to initiate sufficient changes in the-
learning environment that will operate to reduce deleterious
behavior excesses and promote the acquisition .of those behaviors
(academic and social) which will decrease the extent of behavior
deficits. The chronic occurrence of behavior excesses and
deficits, as exhibited by a pupil, can be expected to interfere
with the educational progress of other pupils placed in the same
Jearning environment, will require an unrealistic expenditure of
teacher time devoted to an individual pupil in a group learning
environment, and will have a debilitative effect upon the educa-
tional progress of the pupil if assignment to the same learning
environment is continued.

Behavior excesses and deficits may be directly related to
inappropriate assignment to a classroom instructional group or
learning environment. That is, a pupil may exhibit excess or
deficit behavior in reaction to behavior or performance expecta-
tions that are not consistent with the pupil's level of educational
development or past opportunities to learn requisite skills. A
pupil should not be expected to perform a criterion task unless
skills needed to complete that task have been previously taught and
mastered. When behavior excesses and deficits occur, the learning
environment should be analyzed for purposes of identifying aspects
for change. A specific change in a present learning envivonment
may be sufficient to promote continued pupil educational progress,

Sk s
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or analysis may indicate that assigning the pupi i
different learning environment is %he %ost agpgo;rggt:nd22$;§§ly

Pupils who need the services of a Facilitative Education .
Program usually exhibit simultaneous or concurrent academic and
social behavior excesses and deficits. Assultative and overt
attacking verbal or physical behavior may represent a pupil's
attempt to avoid an academic task assignment that is too difficult
to complete, or one that the pupil believes would require too much
time and effort. In other instances it may be established that a
pupil has the requisite skills to complete an academic task ade-
quately, bup because the task requires sustained effort, the pupil
may behave in a manner designed to avoid interaction and completion
of the task: That is, such a pupil may only need facilitative
assistance in developing behavior self-regulation, and once this is
acquired can proceed to achieve academic progress without major
revision in pasks or materials presentations. The major purpose
of Facilitative Education Programs is to organize and design learn-
ing environments that will promote pupil educational behavior
(agadem1c and soc1a1) progress. Intrinsic to this purpose is the
gziiczlve_gg Eromot1ng many experiences and instances of pupil
re1aiiongAips.aSk (academic) completion and interpersonal (social)

A school system committed to the philosophy of idi
educational services for all pupils wi$1 recogn¥ze tﬁgoxegango
establish Facilitative Education Programs. These programs can
function to provide educational services that will promote success-
ful Tearning experiences for pupils by arranging Tearning environ-
ments that serve the unique needs or behavior characteristics of
the individual pupil and small groups of pupils. Establishing such
programs requires concerted efforts from administrators at all
governmental levels, teachers, teacher preparation personnel, and
community agencies. The educational benefits will be visib1é in
that many pupils will be enabled to progress as a result of parti-
cipation in Facilitative Education Programs.

Public School Facilitative Education Programs

The types of programs described ensure maximum administrati
and_1nstrugtioqa1 efficiency for changing Tearning environme;2:1¥§
assist pupils in attaining educational progress. Changing learning
environments should function to reduce or eliminate those behavior
excesses and deficits that interfere with pupil educational
progress. Such changes should produce congruity between pupils'
expectation of, and what is actually provided by, the environment
by designing facilitative education programs that ensure mutually . .
ben§f1c1a1 and productive transaction between pupils and the
environment 1n_wh1ch they function. Program types.are designed to
provide an administrative organization that facilitates the devel-
opment of a continuum of instructional services and learning
efivironments for a continuum of identifiable pupil educational
progress nee@s that require implementation of such services.
Learning environments are arranged to serve and meet variability
of pupil educational progress needs.
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A pupil may require any one or all of the program types at
various times. These program types are planned learning environ-
ments that will operate to promote the educational progress of
those pupils who are exhibiting behavior excesses and deficits when ‘
they are expected to function in presently assigned learning i
environments. For example, if the instructional services offered B
in a-regular class learning environment do not promote the educa-
tional progress of a pupil (or groups of pupi]s?, modi fication of
that learning environment may be instituted, or if needed, a
different type of learning environment can be arranged for the
pupil (or groups of pupils). K

Figure 1 is a schematic or graphic representation of Facilita-
tive Education Programs. Public schools which are committed to
promoting the educational progress of all pupils should plan. and
organize for the operation of one or all of the described program

types.
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This type of program is organized to deliver instructional
services to those pupils who require some changes in regular class ;
programs and/or assignment to another type of program for 2 maximum ;
of two hours per day. A consultant teacher may be assigned to one E
or several responsibilities. For example, this teacher may ke ;
assigned to one elementary school building for the purpose of !
assisting regular class teachers. This assistance may take the :
form of materials and task development for a pupil who requires i
extra assistance in order to maintain educational progress in a i
regular class setting. The consultant teacher may also advise |
regular classroom teachers on curricular and classroom behavior :
management procedures. Other consultant teachers may function on g
an itine.ant basis for pupils temporarily placed in hospital and !
home situations. For those pupils who exhibit severe or gross |
behavior excesses and deficits, it may be necessary to retain them
in home or hospital seitings until provisions for assignment to a
type of facilitative education program can be completed. In these
instances, a consultant teacher can provide pupil instructional
services and guidance to the parents and hospital staff members
during the interim planning period.

School districts should also plan and organize resource class-

room instructional services. A resource room should be equipped

with a variety of instructional media and materials. A consultant
teacher in cooperation with curriculum consultants.can ensure that

the resource classroom is equipped appropriately. This type of
facilitative education program should be flexible in the range of
instructional services provided to pupils with behavior excesses
and deficits. One pupil, or a small group of pupils, may leave

the regular classroom for specified periods of time each day in

order to receive instructional services from a consultant teacher :
who functions in the resource classroom. At other instances, the “
consultant teacher may assist. the regular classroom teacher by o
interacting with a pupil who has momentarily become deficient in o
application of self-control. At such times the consultant teacher o ‘Q
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could provide one to one teacher-pupil interaction until such time
as the pupil regains enough self-control to return to the regular
classroom environment.

For this type of Facilitative Education Program it is impor-
tant that the regular classroom teacher retain involvement and
responsibility for pupils. That is, the consultant teacher and
resource classroom provide services to the regular classroom but
do not function to replace it.

Small Group Classroom Services

There are some pupils who exhibit behavior excesses and :
deficits to an extent that neither regular classroom ncr consultant
teacher services can operate to provide facilitative learning
environments. These pupilis should be assigned to self-contained
small group classroom services.

In general, pupils should not be assigned to small group
classroom services until alternative service programs have been
implemented. Based upon the results obtained from these services,
a decision can be reached regarding pupil assignment. Consultant
teacher and resource room services should be initiated as a first
attempt to provide a Facilitative Education Program. If pupil
behavior progress is not noted within a reasonable amount of time,
assignment to a small group classroom should be implemented.

The teacher of this pupil group should use the services
offered by the resource room and should also maintain continuous
Tiaison communication with the regular classroom teacher. It can
be anticipated that pupils assigned to these groups will remain
there for several months or even a school year. However, the goal
for each pupil so assigned is to facilitate return to the regular
classroom whenever skills and behaviors necessary for successful
educational progress within that environment have been acquired.

A major purpose or function of small group classroom services
is to provide a pupil with systematic, organized, individualized
instruction experiences. This learning environment provides the
pupil with opportunities to experience successful functioning in
structured academic and social situations. As a pupil acquires
competencies in meeting expectations associated with a responsive
Tearning environment based upon individual pupil educational
progress needs, provisions for small group learning experiences
and projects may be implemented within the classroom. Whife
academic or task completion achievement is stressed, this occurs
concurrently with an emphasis on pupil acquisition of interpersonal
relationship competencies with peers and adults. That is, academic
and social relationship skills that are necessary for successful
functioning in regular classrooms are learned, acquired, and
applied in the small group classroom services.

Whenever possible, pupils assigned to the small group class-
room should participate with reguiar-classroom pupils in instruc-
tional activities. The criteria used to determine such participa-
tion should be based upon a pupil's progress of ability to function
successfully in an activity. When a pupil has progressed
sufficiently for consideration of return to a regular classroom,

ok
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giphgr the small group teacher or a consultant teacher should
initiate such arrangements with the regular classroom teacher.
Continuous monitoring of the return process is necessary to ensure
successful culmination.

Residential Center Facilitative Education Programs g

There are some pupils in public school programs who exhibit
severe behavior excesses and deficits and who do not achieve ﬁ
behavioral and educational progress even when assigned to public
school Facilitative Education Programs. In some instances the
parents of such pupils cannot or will not cooperate with school
personnel in implementing appropriate programs. If these condi-
tions exist, a pupil may be placed in a residential center treat-
ment program. Within the total coritext of treatment, many centers
provide an educational program. The goal of such total and
intensive programs is the same as that described for public school
Facilitative Education Programs.

Educational services provided in residential centers essen-
tially replicate those existing in public schools. Resource rooms,
tutorial instruction services, and small group classrooms are
usually available. It is important that residential center and
public school education parsonnel plan for the implementation of
extensive cooperztive Tiaison services. Consultant teachers from
both programs should function to facilitate the return of a
residential center pupil to regular education programs. The pupil
may continue to reside at the center for a variety of reasons but
may be able to function successfully in a public school operated
Facilitative Education Program. In addition, if a public school
district that is proximal to a residential center can provide small
group classroom services for pupils that reside in the district,
such arrangements should be organized. Figure 1 provides a graphic
display of this type of interagency cooperation.

Facilitative Education Program
Entry and Departure Procedures

As stated previously, the purpese of Facilitative Education
Programs is to provide learning environments and services that are
responsive to pupil educational progress needs. Before a pupil is
assigned to one of these program types, systematic assessment of
presenting problems and recommendations for specific educational
services should be instituted. In general, every effort should be
made to retain a pupii in the regular classroom environment by
changing that situation in a manner that facilitates pupil academic
and social behavior progress. For example, a consultant teacher
may be assigned to a regular classroom to assist the pupil and the
teacher in developing procedures that will function to maximize
retainment. Admission to other types of program services should
be determined on the basis of continuous evaluation of the effec-
tiveness of prior services in decreasing pupil excess and deficit
behaviors. The fimportance of clearly defined entry procedures
should be emphasized in organizing and implementing educational or
instructional services. ot
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Of equal importance is the delineation of a specified plan
for departure procedures from a type of Facilitative Education
Program. Each program type is designed to ensure maximum respon-
siveness of the learning environment to the unique academic and
social behavior progress needs of each pupil.

Continuous evaluation and analysis of pupil functioning within
a specified Tearhing environment should be the basis upon which
program entry and departure decisions are determined. For example,
if 1t is determined that a pupil assigned to a small group class-
room service has progressed to a level where additional progress
can best be facilitated by the regular classroom learning environ-
ment, then placement in that setting should be arranged. Subse-
quent and frequent evaluation of pupil functioning in that setting
would provide information to substantiate the presence or absence
of anticipated educational progress. If progress has not occurred,
then utilization of consultant teacher services should be consid-
ered. In order for the program types to be facilitative to pupil
requirements for instructional services, maximum flexibility in
utilization of service delivery systems must be implemented.

In order to provide the most effective organizational struc-
ture for administering Facilitative Education Programs, a committee
to function as child advocates and expedite effective entry and
departure procedures should be named and duly authorized to
function. Membership on the committee is as follows:

1. Director of Facilitative Education Programs or designated
staff member.

2. School psychologist or qualified replacement such as a
consultant teacher, or other staff qualified in assess-
ment, facilitative instructional procedures, and evalua-
tion as these competencies pertain to providing
appropriate instructional services.

3. Teacher of Facilitative Education Program to which pupil
may. be assigned.

4. Teacher of program types to which pupil is presently
assigned,

5. Staff from other service programs in the school, parent
organizations, and from a variety of community and state
agencies that can provide contributions to decisions
regarding pupil entry and departure in the total operation
of Facilitative Education Programs.

Reflections

This document has attempted to provide some understanding of
labeling practices and the consequences of such practices. To
elaborate upon these practices would be redundant. However, the
information contained in the description of Facilitative Education
Programs deserves comment. There is no guarantee that children
who are assigned the label "facilitative! will not become stigma-
tized in the same manner as they have by current labels. Perhaps
it is only necessary to assert that all educational endeavors
should be facilitative of pupil progress, but if Tabels do provide
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organization instead of chaos, it is doubtful if they can be
discarded. Labels must be used to provide beneficial educational
experiences and not as devices to excuse failures of individuals
or instructional practices. Verbal intent to implement quality
programs must be matched by responsible and accountable education-
ally oriented behavior. The crucial aspect, since it involves the
most important element in the educational process, children,; is
in what manner need for services is established and how these
services are provided in actual day to day learning transactions.
As is true with contracts, or systems, a philosophy of special
education is functional only if it promotes instructional services
that reflect its intent. A philosophy can be distorted to meet
personal or selfish ends, just as a behavior change technique
(conp1ngency contracting) can be used for detriment or benefit.
A ph11osoPhy, however, does provide a foundation for planning,
1mp1ement1ng, and evaluating what educational systems do for, to,
and with children. If the foundation is relevant and functional,
it should be reasonable to expect that educational practices which
emanate from it will promote children's educational progress.
Labels, be they philosophical labels, technique labels, etc., can
assist educators in this endeavor. However, labels must be the
servant of educational activities and not the master which dictates
practices to which children are exposed. For educators to commit
thgmse]ves to less than quality education, and to defend that
wh1gh s unequal education, is tantamount to irresponsibility, and
even more important, results in the neglect of those children who
are in need of, and deserve, the most effective educational program
available. 1In answer to the question, "What's in a label?" there
is indeed "a hell of a lot.” The continual quest must be to make
what's in a label function for the educational benefit of children.
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PLURALISTIC ASSESSMENT: A BASIS FOR
EDUCATIONAL DECISION MAKING*

Jdane R. Mercer*#*

Eight years ago we became interested in developing a measure
of adaptive behavior which would provide standardized data for a
representative population of persons 1iving in the community. We
were designing an epidemiology to study the distribution of mental
retardation in the population of a medium-sized American city
(population approximately 100,000) both from a traditional clinical
perspective and from a sociological perspective.

We planned to locate persons with the "symptoms" of mental
retardation, to count them, to describe them, and to calculate
prevalence rates for various subpopulations. We used two approaches
to case finding: a field study in which we contacted a representa-
tive sample of 6,907 persons under 50 years of age, and an agency
survey of 241 community organizations providing services to
retarded persons and their families.

For the field survey, we selected a representative sample of
3,000 housing units located within the city's limits, approximately
10 percent of the population. We screened all persons in each
housing unit under the age of 50 for possible mental retardation,
approximately 7,000 persons. In order to determine the "symptoms"
of mental retardation, we used the definition of the American
Association on Mental Deficiency in which a mental retardate is
defined as an individual who is subnormal in intellectual perfor-
mance and adaptive behavior when compared to his age peers. These
deficiencies may be related to biological abnormalities, but
evidence of organic involvement is not mandatory to an evaluation
as a mental retardate. Intellectual subnormality was operation-
alized by using the Stanford-Binet LM for older children and adults
and the KuhIman-Binet for young children.

*Data in this paper has been collected under the auspices of the
following grants: Public Health Service Grant ROl MH-20646-01
from the National Institute of Mental Health, Department of Health,
Education and Welfare; Public Health Service Research Grant No,
MH-08667, from the National Institute of Mental Health, Deépartment
of Health, Education and Welfare and Public Health Service General
Research Support Grant No. 1-501-FR-05632-02, from the Department
of Health, Education and Welfare, Socio-Behavioral Study Center in
Mental Retardation, Pacific State Hospital, Pomona, California;
Public Health Service Grant No. PH43-67-756; McAteer Grant No,
M8~14A and M9-14 from the California State Department of Education,
Office of Compensatory Education. The opinions and conclusions
stated in this paper by the author(s) are not to be construed as
officially reflecting the policy of the Department of Mental
Hygiene, State of California.

**Jane R. Mercer is an Associate Professor of Sociology at the
University of California at Riverside.
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Because there were no standardized measures of adaptive
behavior which were applicable to the general population of the
community, we developed a series of 28, age-graded, scales fer this
purpose. The.scales for young children contained many fitems
modified from the work of Gesell and Doll. The scales for school-
age children and adults consisted of a series of questions concern-
ing social role performance. From these two measures, we generated
a four-fold typology for screening the population in the field
epidemiology.

The typology defines mental retardates as those who fail both
the IQ test and the Adaptive Behavior Scales. This two-dimensional
definition of mental retardation generates a type of individual not
jdentified in one-dimensional taxonomies, those who fail the
intellectual dimension but pass adaptive behavior. Under a two-
dimensional definision, such persons are not mentally retarded
although they would be labeled as mental retardates under a one-
dimensional typology. We have called them the quasi-retardates.

A third group in the typology consists of those who pass the
intelligence test but fail adaptive behavior. We hypothesized that
this group would consist of behaviorally maladjusted persons.
However, this category is not of central importance in the epide-
miology and will not be discussed further. The fourth group are
those who pass both dimensions, the "normals."

There were two phases to the field survey. In the initial
interview, phase one, all members of each housing unit were
screened using the Adaptive Behavior Scales. Usually one respond-
ent answered for all members of each household. In most Cuwéds
the respondent was the spouse of the -head-of-household who answered
questions for those individuals in the housing unit to whom she was
related. Unrelated individuals ware individually interviewed.

In phase two, a subsample of the phase one sample was selected
for intelligence testing. This subsample was designed to select &
disproportionately large number of those persons in the population
who have a high risk of having the clinical symptoms of mental
retardation.

Conclusion 1: When we compared the characteristics of the
mentally retarded with the quasi-retarded, we found that the
clinically retarded came from significantly lower socioeconomic
levels; had parents with significantly less education; were more
Tikely to come frem families in which the head-of-household was
divorced, separated, or widowed; and were more likely to live in
deteriorated housing. On the other hand, the quasi-retarded were
more likely to come from homes in which English was spoken all the
time and in which the head-of-household was porn in the South. HWe
found that the guasi-retarded were more 1ikely to be Mexican-
American or Black than the clinically retarded and that they were
significantly more 1likely to be performing their educational,
occupational, and family roles in a manner indistinguishable from
the rest of the population. We concluded that a two~dimensional
definition of mental retardation is a viable concept worthy of
conceptualization because it does differentiate a group of persons
who show adequate social competence even though they score Tow on
an inteliigence test.
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Conclusion 2: A second question addressed by the study asked
whether it makes any difference which criterion 1Zve1 is usgd as
the cutoff for subnormal--the traditional criterion of the lowest
3 percent; the educational criterion of the Towest 9 percent; or
the AAMD criterion of the lowest 16 percent? We found that the
criterion level used is relatively unimportant for middle and upner
status Ang]gs. Their rates of clinical retardation were not ‘
ﬁgﬁqualli anrzas?d byMraising the cutoff level. .However, rates
f status Anglos, Mexican-Americans and B
inflated when the higher criteria were used. facks were greatly

We also found that rates of clinical retardation based on the
tr§d1t1oqa1 criterion more closely approximated rates from other
major epidemiologic studies of mental retardation than did rates
ba§ed on the educational or AAMD criteria. The traditional
criterion is also the criterion which most closely approximated the
actual rate of labeling in the community of Riverside as revealed
in the case register of persons nominated by the 241 agencies.
Ther@fore, we concluded that there is a significantly higher level
of diagnostic consensus among clinicians and researchers in the
field of mental retardation when the traditional criterion is used
than when ejther of the other cutoff levels are employed. :

We Tooked at the actual social-role performance of adults
screened in the field survey as "borderline retardates” and com-
pared their performance to that of persons identified as clinical
retqrdates at the traditional criterion level. We found that most
of those qdu]ts who failed only the educational or AAMD criteria
were filling the usual complement of marital, occupational, and
commgn1ty roles played by adults. Unlike those identified as
clinically retarded under the traditional criterion, there was

-1ittle in the role performance of the adult "borderline retardate"

that would warrant calling him éither subnormal or mentally defi-
cient. Therefore, we concluded that the traditional criterion
¢-proximates the actual labeling practices of the community and
proquge§ more convergence between clinical and social system
def1n1t!ons of deviance. At this criterion level persons are

1eas? 1ikely to be labeled as retarded who, as adults, will be able
to fill a normal complement of social roles.

Conclusion 3: Another question addressed by the epidemiology
was that of the relationship between sociocultural factors and
rates for ¢linical »<tardation. Both in the field survey and in
the §oc1q1 systeém survey of community agencies, persons from
ethnic minorities and lower socioeconomic levels were over-
represented among those identified as mentally retarded. Using a
two—@1mensional definition of retardation and adhering to the
traditional 3 percent cutoff Tevel reduced these disproportions
but did not completely eliminate them. »

Using data for Mexican-Americans and Blacks in the field
survey, we did a stepwise multiple reagression in which an
Tntelligence test score was used as the dependent variable and 18
soc1ocu]tura1 characteristics of the family were used as independ-
ent variables. It was possible to predict 37 percent of the
variance 1in Mexican-American scores from these sociocultural
factors and 27 percent of the variance in Black scores. When a
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similar analysis was done for elementary school children in the
Riverside Unified School District, 15 percent of the variance in
Full Scale WISC IQs of 598 Mexican-American elementary school
children could be accounted for by sociocultural characteristics
of their families. Nineteen percent of the variance in the Full
Scale WISC IQs of 339 Black children could be accounted for by
sociocultural background characteristics.

Mexican-American elementary school children who scored higher
on the WISC come from less crowded homes and have mothers who
expect them to have some education beyond high school. . They have
fathers who were reared in an urban environment (over 10,000 popu-
lation) and had a ninth grade education or more. They 1ived in a
family which spoke English all or most of the time and was buying
its home.

The primary variables for Black children were similar to those
found for Mexican-American children. Instead of overcrowding, the
size of family emerged as the most important single variable for
Blacks. Educational expectations for the child appeared as the
second most significant variable after the common variance with
size of family was taken into account. Marital status of the head,
socioeconomic index score for the occupation of the head-of-house-
hold, and whether the family is buying or renting its home appeared
in that order. Thus, the more a Black child's family resembled the
modal sociocultural configuration of the community, the higher the
child's score on the WISC.

The five most predictive background characteristics in the
multiple regression were used to form an index. Each child was
given one point for each of his family background characteristics
which were like the majority Anglo society on the five primary
sociocultural variables predicting Full Scale IQ for his group.
Each Black and Mexican-American element:ry school child was
assigned one of five groups according to the extent to which his
family background conformed to the modal configuration for the
total community of Riverside. The mean Full Scale IQ for that
group of Mexican-American children whose families were most 1ike
the dominant cultural configuration was 104.4. The mean Full
Scale IQ for the Black children whose homes most resembled the
modal cultural configuration of the community was 99.5.  Differ-

ences between both means and the national norms for the test can
be accounted for by chance. ’

On the other hand, those children in the group least Tike
the sociocultural mode for the community had a mean score almost
one standard deviation below the norms for the test. The 127
Mexican-American children with 0 or 1 characteristics of the
sociocultural modal group had a mean Full Scale 1Q of 84.5. The
47 Black children in that category had a mean Full Scale IQ of
82.7. The average child in the 0-1 group would run the risk of
being labeled as a borderline retardate.

Two major conclusions from this portion of the study,* the
¢linical epidemiology, are basic to our continuing research.
First, we concluded that. a one-dimensional diagnosis for retarda-
tion in which only an intelligence test score is systematically
used as the basis for evaluation is not equitable for persons
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Sociocultural Modality will be operationaiized using a series
of questions concerning the characteristics of the child's family
background. These questions will dinclude those found to be most
highly correlated with intelligence test scores and adaptive
behavior in the Riverside epidemiology plus others suggested by
related research. Each child will be classified into one of five
sociocultural groupings within his own ethnic group according to
the extent to which his family background approximates that of the
modal configuration of the community on the five characteristics
most highly correlated with clinical measures for his group. These
indexes, one for each ethnic group, will comprise the three socio-
cultural modality measures for the study. If a single index can be
developed which applies equally to all three groups, only one
series of norms will be developed.

Adaptive Behavior will be operationalized by means of an
Adaptive Behavior Inventory for Children (ABIC) which will use the
adaptive behavior scales of the Riverside epidemiology as the
basis for a more extensive and. refined scale directed at children
five through eleven years of age. ,

The working construct of adaptive behavior developed for the
earlier field survey corresponded closely to that of the AAMD but
incorporated the sociological concept of the social role as a
unifying focus (Mercer, in press).

When clinicians speak of social adjustment, social maturity,
or social competence, they refer to an individual's ability to
perform successfully in the social roles considered appropriate
for his age and sex. Therefore, adaptive behavior is conceptual-
ized as an individual's ability to play ever more complex social
roles in a progressively widening circle of social systems. As a
person matures, the behavioral standards of society become more
demanding and the number and complexity of social roles which he
is expected to play increases. His ability to cope with these
increasing expectations for social role performance constitutes
his adaptive behavior.

The individual's success in learning the roles expected of
him in the family, neighborhood, peer group, school, and community

is the basis upon which judgments of his social adequacy are made
by persons playing reciprocal roles in those systems. It is this
sort of judgment which is implied in legal codés describing a
feebleminded person as one who is "incapable of managing himself
and his affairs," as one who cannot make "proper adjustrents to
1ife for one of his chronological age," or as one who is not able
to assume "those responsibilities expected of the socially adequate
person." It is this kind of judgment, made informally and unsys-
tematically, which was systematized in our clinical epidemiology.

The construct of adaptive behavior for the Adaptive Behavior
Inventory for Children (ABIC) is conceptualized both as the
development of skills in interpersonal relations and as an expand-
ing, age-graded dimension in which the individual gradually
increases the number of social systems in which he participates

and the number and complexity of the voles he plays in those
systems. Thus, it incorporates the sociological concept of the
social role, described earlier, as a central construct. A child's
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REPEATED MEASURES OF 1Q AND ELIGIBILITY
FOR SPECIAL CLASS PLACEMENT

Rosalyn A. Rubin*

The use of intelligence test results as the majort1§1not the
sote criterion for spectal class placeient {0 F0 0 Cominents
retarded is predicated upon Th€ it e valid and
indivi administered by competent examiner valid )
12?}Zgﬁgall¥imates of the current and presumably potential intel

foning of children. ) .
1ectu?l igngLOtimgs basic questions have been ra1zgi.reg?rg;29
intelligence test validity, whether or not the tra Le%ﬁgi cone
cept of general ability remaizs v1ip;§t:: g$1lh?: genera1 ey
able tests can provide accurate esti S e heen con-
factor. Prior presentat1ons_at this confe ¢ e e etru-

i uestions regarding the rg]evqncy Jin
;éggzdnzlEquon one population in estimating the iap2i1$;iihozhe
members of another population. ZeiﬁirdgieggﬁtHggstsperformance

i inherent in assumption ¢ pre :
2211322?3 ;ndirect measure of inga?edggélég¥t1ggegigdigﬁgzzg:nand
tndividual's 1ife experiences and 1na ent
;Eg1:;gging in which the instggmenth;suggm;21i&:gﬁi%ona1 ”
1imitations regarding ) _
measuiigeaith minority rqcia] andtg2221ﬁagzoggznhi;?szietegird-
viewed. In addition serious questl been P e
i i these instruments in developing
ing the practical use of the s N e etarded.
i riculum and teaching strategies :
E;:gslrfu?t appeared in yegterdi%‘i Genirg} ﬁisilﬁginii ¥§1lc2:pt
in the small group discussions tha mos o s o general
1Q measures as reasonably accurate €s )
;Zﬁgg?rgbi$ity within the Eng]isg speaking white population on
i iginally normed. ) ) i
wh1chTﬁge¥sgi£etgr;%1Ch I wish to address myself in th;s piﬁzr is
not that of inelligence test val 14Ty Bey 3 Lt I Cheasure.
i s
question of whether these tests. re o bo tapping. ure
ment of whatever underlying varia : S
ici i i f confidence that repe )
we anticipate with a high degree o conf1dence e of years 1
measures of intelligence administered ov th fod o e aunl?
i s of comparable magn1§ude for the fvidual?
%;ﬁ13elgszﬁggethat resﬁlts of two d1ffe¥ezﬁi#éggky03:ida1gg;ggg
2 o ’
ual IQ tests administered to a grotp e o viduale
i i i g of indivi 5
of time will result in the same ran or ety o e measuring
ithi roup? The consistency or reliabl S
?;zzlnngisgis g necessary thoggg not sufficient foundation for
t i test validity. i )
the e%ﬁ2b12222i2§c3ﬁ of the IQ has been repeatedly 1nvest1%:ted
in the past. Major longitudinal studies such a; tag Sg:dgerthh
Growth Studies, the Fels Institute Study, and the Har

*Rosalyn A. Rubin is an Associate Professor at the University of
Minnesota.
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Study have reported results of repeated IQ measures administered
to groups of children over considerable periods of time. Test
scores of subjects in these studies have spanned most of the IQ
continuum although the distributions were typically skewed in a
positive direction. Results of these earlier studies suggest
that IQ scores of individuals beginning at approximately age four
tend to remain relatively stable over time. Nancy Bayley (1949)
found that correlations between 3 'and 4 year IQ tests and tests
at later ages ranged from .46 to .82, the size of the correlation
"depending largely on the elapsed time between tests." The
Tonger the time period between tests the lower the correlations.
However, what is frequently overlooked is that these same Tongi-
tudinal studies reveal that the scores of individual subjects do
indeed fluctuate over time, sometimes enormously. I will return
to this point a Tittle later.
The general effect of previous research findings has been to
Teave psychologists and educators reasonably well satisfied with
the consistency of scores obtained on individually administered
IQ tests. Most of us feel quite comfortable with instruments
such as the Binet and the WISC for both of which the Standard
Error of measurement is approximately 4.5 IQ points for the ages
at which these tests were administered in the present study. If

7

a child obtains a score of 105 on the WISC and we mentally acknow-
ledge (or even write in a psychological report) that the probabil-

ities are 2 out of 3 that his true score falls somewhere between
107 'and 109, this is satisfactory to all concerned since the
academic expectations and educational program for this child
would not be significantly altered were his "true" IQ eventually
found to be 100 or 110 rather than the initial 105.

However when one approaches this same topic with a different
frame of reference it appears that problems in this area have not
been totally resolved. In the present instance we are concerned
with the effects of establishing arbitrary cutting points on a
continuously distributed variable such as IQ which result in
classification of. individuals as mentally retarded or not. Lack
of equivalence of measuring instruments, regression toward the
mean, errors of measurement, and individual fluctuations in
scores all take on an added dimension of meaning when one focuses
upon their implications for individual children whose assignment
to specific educational programs, often for the duration of their
school careers, may depend upon one single test score out of all
the possible scores which the same individual might obtain
through repeated measurements over time or through measurement
with a different instrument.

Procedures and Results

" The present report is based on an analysis of 'IQ data ob-
tained through administration of the WISC and the Short Form of
the 1960 Stanford-Binet (L - M). These are the two most highly
regarded and widely used instruments for assessing children's
intelligence and are frequently used as the criterion measures
against which other tests seek to establish their own validity.
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i is based upon data opta1ned as part o o
Educalﬁzzaqeggqgow-up Project, a continuing prospec%;éeo¥ogg;ﬁg_
éinal study of the educational and bV, SCvencs (Balon
tal, perinatal and ear yc¢ S e in the

dy subjects are also particip

ett§1.511ggg%iabitgt¥ve Paoject for the Study of Cerebrg}szi32¥;
Ve %oq Retardation, and Other Neuro]og1ca1 anq Sensorﬁ' ;1 rder
Mincﬁi1dhood" which is a major 1nve§t1gat1on in 1% Te)1gf e
%ers (iné]uding the University of Minnesota Hospitals

antecedents of neurologicaily related chi]dhooq disorders.

. S ot
A total of 1,613 children born at Un1vgr§1t¥SognM12;,‘) a
Hospitals from 1960 through 1964 who were.sugaec s inc1$§ed i
Min?esota branch of the Collaborative Project wer
i 11ow-Up Stud " . )
the E%ﬂga§%32;1ngu1atiog is almost exc1u§1ge1y #96£3§) gnégiéts
and the socioeconomic index scores of families Ono%ic %ndex
closely approximate the distribution of soc1oec% o
scores of the urban poputation of the north geqtra]1y drawﬁ -
Although the Minnesota study sample was not 1ini }nation 2 ot
random fashion from the general popu]at1on, eégm o o1 Jan-
characteristics along the dimensions of 1Q, ? ’u$o1oqica1
uage development, school readiness, neonatal ne rologica s to
gbngrmalities, e proporgi%ﬂ Oftbé;tZa;g?golaeihase variables.
ja’ ality o e stu
Xgetﬁzsgggliétnigﬁe stﬁdy subjects ari aged seven through twelve
d in grades one througn SiX.
ane axilegzgl}gble s%udy subjects were administered the Short
Form of the Stanford-Bine

Tab1e1a S
s-B and WISC cores ]
for Total Educationa} Follow-Up Study Population

y when they reached the age of five.

t at age four and the WISC at age seven.

N = 909) wISC
5 Cumulative _ Cumulative .
1Q Freg. %age Freq. %age
2 100% - ;
12%-?50 6 99.7? 12 188?6%
131-140 35 99.0% 5 oo
121-130 88 95.2% 9 .
111-120 153 85.5% T o
gt %% 2%22 214 a1 .47;
- . 7.9%

g%—égo 130 21.4% ) —199 _____ 1z %
-------------------- 5.8%

71-80 49 7.1% ?g >

61-70 1 1.8? 0 0

51-60 5 .%A : °

50 & below 0 1.6

X 103.5 13.7

Sb 15.8 .

r = .600 (N = 909)

r = .281 (N = 65)

Rubin . .

IQ data are reported in Table 1 for the 909 Follow-Up Study
subjects who were administered both the four-year Binet and the
seven-year WISC. Most subjects born in 1964 had not yet been
administered the seven-year WISC at the time these data were
obtained. The scores for the total group were normally distrib-
uted on both the S-B and the WISC with a mean of 103.5 and a SD
of 15.8 on the Binet and a mean of 102.6 and a SD of 13.7 on the
WISC. The correlation between these two measures for the total
population was .60 which is comparable to previous findings of
.67 reported in the Titerature for the same instruments over a
similar age span (Schacter & Apgar, 1958) and .59 for repeated
testings with the S-B at these ages (Honzik, Macfarlane and
Allen, 1948).

In the state of Minnesota it is mandatory that schoo} dis-
tricts provide special instruction and services for school age
EMR children. The state guidelines for special education
(Minnescta Department of Education, 1963) specify that children
with IQ scoras in the range from 50-80 are eligible for EMR
special class placement while those with scores falling beyond
these Timits may be considered for trial placement under special
conditions. For this reason we analyzed our data separately for
those subjects who would legally be classified as EMR in Minne-
sota, their state of residence.

We then computed the correlation between Binet and WISC
scores for subjects who scored below 81 on the S-B. Within this
restricted range we obtained a correlation coefficient of .281.
This presents quite a different picture of the consistency of
test results from the overall correiation of .60 particularly
when one js concerned with classification of children at the
lower end of the continuum,

Surprisingly few studies have been done on the reliability
of either the 1960 Binet or the WISC with retardates (Baumeister,
1964; Himelstein, 1968) and even fewer studies (Rohs & Haworth,
1962) have been directed to a comparison of the Binet (LM) and
the WISC on a retarded population. Earlier investigations
summarized by Littell (1960) into the relationship between the
1937 S-B and the WISC utilizing mentally retarded children were
based upon subjects already placed in institutions or in special
school programs for the mentally defective. Therefore there is a
strong probability that only those individuals who consistently
functioned at a relatively low lTevel would have been included in
the study samples with a resultant reduction in the magnitude of
score changes from one test to another.

In the studies noted above the intervals between testing
periods were relatively brief and the subjects were considerably
older and duller (C.A.s up to 16 and mean Binet IQs from 56.3 -
62.5) than the subjects in the present investigation. A1l of
these factors may have contributed to the relatively high correla-
tions which they reported.
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Table 2
Discrepancy Scores
5-B 1Q minus WISC IQ
Discrepancy Total Pop. S-B ¢80 WISC <80
Scores (N = 909) (N =765) (N = 54)
31-35 2 0 0
26-30 14 0 2
21-25 33 0 2
16-20 54 0 6
11-15 100 1 7
6-10 126 0 10
1-5 149 1" 12
0 25 1 1
- 1-5 124 13 8
- 6-10 112 10 5
-11-15 69 8 1
-16-20 62 " 0
-21-25 22 1 0
-26-30 10 3 0
-31-35 3 3 0
-36-40 2 1 0
-40-55 ; 2 2 0
X 10.0 12.0 9.3
SD 7.4 10.6 7.0
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testing, si

underng1‘S1¥fwsgeameTbers of the group with initial Binet

into IQ levels we 2? zze these data without breaking them Zcores
than 12 of the tOtH%npogﬁ?gt;cgﬁ Seven subjects represent ess
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Table 4

Stanford-Binet 1Q Scores for Subjects

with WISC IQ Scores ¢80

(N = 54)

56-
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X = 73.5
Sp = 5.06

61-
65
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— 77 76- 8i- 8o~ 9l 96
gg 75 80 85 90 95 100 105
Stanford-Binet IQ Scores
s-B
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1
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Conversely when
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Rubin . "

Summary and Discussion

The fact that IQ scores do not remain absolutely constant
over time, particularly when obtained on different instruments,
does not come in the nature of a profound shock.to anyone who has
been exposed to introductory courses on tests and measurement.
We are constantly admonished to remember the SE of measurement
associated with all testing instruments. We are warned of the
treacherous phenomenon of regression toward the mean which has
confounded the results of all too many studies of populations
which initially were deviant on one or more characteristics.

What is graphically illustrated here is the effect of this
unreliability of scores, measurement errors, etc., upon the cate-
gorization of children as retarded or not retarded. In the
presence of an arbitrary cut-off point relatively minor fluctua-
tions in score can assume enormous significance. An individual
who scores 76 on an IQ test may be categorized as retarded even
though we are aware that there exists a reasonable possibility
that his "true" score is 81 or even higher,

A previous study reported in the Titerzture in which the
data were analyzed in a similar fashinn was conducted by Klapper
& Birch (1967) in which the WAIS was administered to 54 young
adults who had been tested 14 years earlier with the S-B (M) at
a Cerebral Palsy clinic. The initial 3-B scores for this group
ranged from below 50 to 120. The correlation between Binet and
WAIS scores for the entire group was .64 whereas the correlation
between these measures for subjects whose initial Rinet scores
fell between 75 and 89 was .31, . The obtained r of .31 for sub-
jects at this Tevel was not significantly different from zero
given the relatively 1imited size of their sample.

Klapper & Birch also analyzed the changes in absolute scores
for each individual and concluded that the "accuracy of score
prediction varied with the Tevel of the initial IQ . . . The
least stable individual scores were obtained when initial IQ was
between 50 and 89 and most particularly between 75 and 89 . . .
The greatest amount of change occurved in those children whose
initial IQ placed them in the mildly subnormal or borderline
normal range. These changes were largely in the direction of
improved levels of I1Q." This score range, 50 - 89 is where our
study subjects fell, and the area between 75 and 89 is one of the
most ambiguous in terms of educational programming and expecta-
tions on the whole continuum.  In the Berkeley Growth Study it
was found that between six and eighteen years of age the IQs of
almost 60% of the group changed 15 or more points and a third of
the group changed 20 or more points (Honzik et al., 1948).

The period from four to seven years of age is a crucial age
range for educational planning particularly in view of increasing
emphasis, upon early identification and early intervention to
prevent or ameliorate later cognitive and educational impairment.

Whether the observed discrepancies are due to differences i
the two measuring instruments, actual changes in abilities rela-
tive to the subjects age mates over time, regression toward the
mean, or any combinasion of these or as yet unidentified
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variables cannot be ascertained from the present data. Knowledge
of the exact source of these discrepancies is not actually
requisite to realization that IQ scores obtained through the
administration of instruments considered to be comparable may
fluctuate widely during the course of the early school years.

The foregoing data clearly indicate that long-term educa-
tional decisions, and categorization of children, based upon
single IQ test scores even though derived from the most highly
regarded instruments in the field administered by competent
examiners are not sufficiently consistent to warrant uncritical
reliance upon such data as determiners of differential educational

placement.
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THERE 1S MORE TO THE Q THAN MEETS THE I:
THE APPROPRIATE USE OF e
STANDARDIZED INTELLIGENCE TESTS*

Jerome D. Pauker®**
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need special educational attention. Standardized intelligence
tests such as the Stanford-Binet and the Wechsier Intelligence
Scale for Children still do that admirably well for U. S. schools,
and do it well regardless of the child's race, creed, culture,
religion, sex, or country of origin. A white, middle social class
girl, a black, Tow social class boy, a mainland Chinese classless
hermaphrodite, a blind and deaf child in the Kalihari sush--all
would probably do poorly in the average U. S. elementary school if
their scores . on the Standord-Binet or the WISC were Tow. The
problem is that many persons who should know better, or who should
be required to know better, would take the Tow IQ scores as
evidence of low intelligence. The very simple fact that IQ score
and intelligence are not the same often remains a piece of
information in a tests and measurements course which does not
trickle down into test score interpretation. This makes it very
easy, then, to blame the child or his parents' genes for his poor
school performance. The IQ score, by itself, does not tell if a
child can learn; it does predict reasonably well whether he will
Tearn in the typical U. S. school. ‘

Not only is the IQ score used as though it were the same as
intelligence, but it is also often used as though it were some-
thing static. We do nct necessarily use other scores in that way.
When we give a person a chronological age score of five years, for
example, we do not imply that he has Tost the ability to reach six.

“Norms" is another term that often gets left behind in the
tests and measurements course. The use of the norm to mean
"normal" is a legitimate definition if it is clear that this is one
of many possible definitions of normal and if the Timiting implica-
tions of this particular definition of normal are also clear.
Unfortunately, norms are often used in test interpretation in such .
a way that they imply all definitions of normal. This becomes all

the more urfortunate because it raises opposition to the use of

norms as scoring standards in cross-cultural work, and raises a
cry for both culture-specific norms and culture-specific tests.
The use of such tests could result in problems. = For example, if a
white, middle-class test such as the WISC were adapted to fit a
Sioux Indian culture, which test, or which of several tests, would
one use to test the child of a white father and a Sioux Indian
mother? The choice might be clearer if the family tived on an
Indian reservation (and if there were a clear Sioux Indian culture
on that reservation), but what if they 1ived off the reservation?
The fact that norms can be applied, as such, only to persons.
drawn from populations which are the same or similar to those from
which the norms were derived does not mean that scores based on
norms are devoid of meaning in any other populations. 5uch cross=
population or cross-cultural use can be justified if the following °
are assumed and understood: (1) that the test scores do not
necessarily have the same behaviors associated.with them in all
populations, or +in the same population under different circumstances;

“(2) that if similar behaviors are associated with the test scores

in more than one population, it dees not follow that the probabil-

ities of these behaviors will be the same in all populations or -

under all circumstances; and (3) that any hypothetical constructs,

.t

t

T

RIS

T peld e %




§ e A v T 1

78 Proceedings in Special Education

intervening variables, or other influences presumed to be under-
lying or affecting the test scores in one population or in some
circumstance will not necessarily be operative across all popula-
tions or in all circumstances.

Sti1l another problem in the interpretation of standardized
intelligence test scores is that the aspect of probability is not
given enough importance. We do not deal with absolute truths in
test score interpretation, we deal in probabilities, and the
implications of probabilities in intelligence testing seem as
difficult to get across as are the implications of probabilities
in weather reports. A ten percent chance of rain does not mean
that it will not rain. In fact, if it is an accurate prediction,
a ten percent chance of rain means that it will rain on an
average of one out of ten days on which the probability of rain
is ten percent. When one deals in probabilities, one tries to
better the odds by judicious weighting of other factors and one
pays close attention to the relative effects of being right and
wrong. Test results are used too often as though they signified
in themselves some direct, absolute, immutable general truth; this
may be the reason that test scores are relied upon too often to
make decisions and to provide causes and answers, instead of being
used as aids in decision-making and to provide information on
which to base appropriate further investigation.

Standardized intelligence tests have been used for a number
of purposes other than the prediction of school performance and
the evaluation of intelligence. They have been used, for example,
in job selection, the diagnosis of brain damage, the partial and
sometimes entire definition of mental retardation, the evaluation
of personality, and the diagnosis of mental disorder. The ways in
which such uses have been investigated have sometimes Teft much to
be desired. For example, one popular approach in research on
diagnosis is to select two types of children, give them the WISC,
find out how they ave different in test patterns, and then use
these patterns to try to identify these same types of children
among other children who are tested. This is just the opposite of
what we do in clinical work. We are not given children of a
certain type and asked to predict what their test scores will be
Tike; we get test scores and try to determine what the child is

like. The fact that test patterns derived from two groups of
children do not generally cross-validate when the patterns are
then used to identify similar children is not very surprising. If
we were to compare apples and bananas on a test of shape, we would
find them to be different and we would find that apples scored
high on the roundness scale. ' If our shape test were a valid one,
we would expect that if we were to take two new groups of apples

and bananas, they would again be differentiated by the test scores.

If, however, we were to use the test to diagnose everything round
as being an apple, then we might find ourselves in trouble when we
would try to bite into doorknobs and other vround things.

After having said all of this, I will now say that I still
advocate the use of standardized intelligence tests, provided that
we do more to let people know what standardized intelligence test
scores mean and do not mean, that we inform the general public
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It would be inappropriate and unethical to take these state-
ments and apply them to the next child who comes along with a WISC
Performance Scale IQ much higher than the Verbal Scale 1Q. These
statements came from the charts of University of Missouri Medical
Center patients who were referred for psychological evaluation and
who vary relatively widely in age as well as in other characteris-
tics. 1 do not know to what extent these statements might apply
to a six-year-old Chicano schoolboy in Los Angeles or to a ten-
year-old Columbia schoolboy or even to a ten-year-old boy in the
University of Missouri Medical Center, since T have not yet cross-
validated these findings and 1 do not know which statements might
be age-specific or might even appear again. It should be ciear
that we have here an example of the appropriate use of standard-
ized intelligence test scores in research, and the potential for
their misuse in practice. With additional appropriate research,
there is also the potential for appropriate use in practice.

I am also identifying groups of children who are very similar
across all the WISC subtests, who fit WISC profile types. The
preliminary results of an analysis of their charted statements
look very promising.

Another piece of research which I would 1ike to describe
briefly is an attempt to develop @ psychometric indicator of
acculturation and to use this measure to investigate the relation-
ship of acculturation to standardized intelligence test scores.

The -indicator of acculturation is a provisional scale of the
Missouri Children's Picture Series (MCPS). The provisional scale
has the name "Dominant White American Culture Scale."

The Missouri Children's Picture Series (Sines, Pauker, Sines,
1963) is an objective, non-verbal test of personality for children.

1t consists of 238 cards, each one with a picture on it. The child
is required to sort the cards into two piles: those which look
1ike fun to him and those which do not ook like fun to him. Test
responses are scored by counting for eight different scales. The
additional, provisional scale, the "Dominant white American Culture
Scale," is made up of 29 MCPS pictures to which black and white
schoolboys were found to respond differently. The nculture" Scale

items are scored in the white boy direction, SO that the higher the
score, the more the child is responding in the white direction.

The scores on this scale were then correlated with the WISC IQs of
two small samples of black boys and one small sample of white boys,
all school children in a suburban St. Louis elementary school in
which the ratio of blacks to whites is approaching 50-50.

To summarize the results briefly, the only correlation of
note was between the MCPS “Culture" scale scores and the WISC
Verbal Scale IQ scores of a group of 18 seven- to eight-year old
black boys. The correlation of .78 indicates that, for this
particular group of black boys, the more they were 1ike the middle-
class white children in their sorting of the pictures of the MCPS
weylture" scale, the higher was their score on the verbal part of
the standardized intelligence test.

These results suggest the possibility of the use of appro-
priate, measured, moderator variztles to make adjustments in the
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being wrong is greater than the 1mﬂobat?111tytofdbe:nggr;‘elr‘;‘gf);’;1 %g_&‘_the i DO BANANAS TELEPHONE?
: when the effects ?i biing%w;gggnzriolﬁgﬁéyatoal? If we do not ¥ Walter Higbee*
1 0 : ) i i
é~ person than the efferss ivection, then we may end up with e
5 make some moves 12ht2a§1%e22221 %Lg:cﬁégg’printed on them the 'y Two years ago the writer accepted the responsibility of i
a law which ﬁays . a. This test may be injurious to your future ‘ conducting some research on language processes of young Sioux i
sta%egeqt: 'Caution: 0TS o 4 Ind1ﬁn cEi]dren Tiving on the Pine Ridge Indian Reservation in b
well-being. ] bers, we dehumanize nim South Dakota. Preparatory to initiating the research project o
When ye characterhze 3ep?523?f?gdn$ﬂ zoing this only if we ! it was necessary to meet with a delegation from the Tribal Coﬁnc11 !
to a certain extent% ?ta ique can demonstrate the validity of ?, to get permission for the project. Following my presentation to i
have valid reasons og 1oar colleagues' satisfaction, but also to b this group, in which I outlined my method, talked about my statis- ,Q
the reasons not only to ho wi. | be most affected by it, and if i tical design, and speculated about the implications of the study, )
the satisfaction of thoiﬁ ws back again into human terms and . I called for questions. One of the members raised his hand and i
we can translate the number commented, "You say you're going to conduct another study of the i
humane practices. ' Sioux? Do you know what I think you should do when you finish i
REFERENCES i this one? I think it would be time to conduct another study. L5
This time you shou]d make a study of all the studies that have °
: ics of race and class. In been done on the Sioux, number them in chronological order begin- ~
Gottesman, I. 1. Cthte¥ 4'ang1ggﬁ::§1CA_ R. (Eds.). Social ning in 1890, compute the total cost involved, and publish this
Deutsch, M., Kadzﬁs thological Development. New York:  Holt, ; as a study in waste and futility." o
Class, Race, and Fsy - 1988 1151, : Since Custer's time the Sioux have been victims of over-
Rinehart and Winston, Inc., ’ ’ study. Anthropologists, sociologists, psychologists, and educa-
g 1ture assimilation measure, an - tors have lined Tibrary shelves from Berkeley, California, to
P Pauker, J. D. -Devﬁ1°p?§n§n221?e§iua1 performance. Paper presented , Geneva, Switzerland, with research reports on the descendents of
, its relations 1pncu1tura1 Factors in Mental Test Development, L Sitting Bull and Crazy Horse. This accumulated research has, for
in a et og Interpretation," a conference of the NATO | the most part, had negligible effect on improving the anthropolo-
ﬁ3p11§3§192033 on Human Factors in cooperation w%thltgenbul . gical, sociological, psychological, or educational "plight" of
vis u ‘s : i sta 3 5 the Sioux.
avis Lo hnical Research Council, ! . ‘ e SToux. )
Turkish ?3}?“t‘f$§ :22 lzcbe published under the editorship g Despite the objection raised at the Tribal Council meeting,
Turkey,b AR pand Drenth, P. J. D., 1972). ~ my research was initiated, conducted, and will soon be presented :
of Cronbach, L. J. _ t. In . ugqer the title, Psycholingyistic Characteristics of Sioux Indian k
. : thods in personality assessment. . | Children. Before it takes its place on our and other_1ibrary :
S1nesg J. O'B Agtu?géa; mepnggress ?n Experimental Personality ; shelves, we hope to be able to extract findings from it that will
kagzg;ch‘ Volume 3. Wew York: Academic Press, 1966. ; make significant contributions to the curricula for the Parent-
e . : ‘

) o Child Centers and Head Start Programs on the reservation. We have
. ines, L. K. The Missouri Child- determined, for instance, that on the I1linois Test of Psycholin-
J. 0., Pauker, J. D, and S » b 1963 e > JOT : . :
Stnes, is pi Séries (test). lowa City, lowa: Authors, ; : guistic Abjlities, young Sioux Indian children do demonstrate
ren's Picture intact basic memory processes on both the Visual and Auditory
‘ Sequential Memory subtests. We have noted, as have others, that
8 Indian children score especially well on the Visual Memory sub-
test which, interestingly, uses distinctly Indian-1ike designs on
‘ , - the memory test objects. We have also determined that these
o : Indian children have a great deal of difficulty responding to
b o Grammatic Closure and Auditory Association test items--items which
1% e call on language processes most closely related to the subtleties
T & and. intricacies of the English language.
LA Our suspicion that tests which include much Tanguage based
g ; ’ content may be biased against Sioux Indian children, many of whom
B8 , . E cone from Lakota-English speaking homes, was demonstrated rather
Y ‘ dramatically by one particular incident. I had employed a Lakota

} R ’ *Walter Higbee is a Professor at Black Hills State College in
, Spearfish, South Dakota.
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speaking Indian to assist me in working
children who might relate better to an Indian examiner.

attempting to tr

test items

di fficulty in translating
bananas telephone?" he sugges
transtation from English
item would come out something like this,

apple that g
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with some of the young
We were
anslate some of the ITPA Auditory Reception sub-

from English into Lakota. He had no particular
"Do dogs bark?" but when he came to "“Do

ted that in order to make a proper
to Lakota and then back to English the
"Does the yellow, oblong

rows in a distant land use the way of talking where

ropes are put between poles?”

Intrigue
that is used primarily
interested in the possibi
Binat or Wechsler, which are used for ¢
might include content that serves to penalize the bi
child. Further, 1 became interested in the specu
tests might include items that could be misinterpre

cultural confusion.
calling on my In
critical and penetr
Wechsler Intelligence Scal
because it is used extensively in South Da
children for eligibility for admittance to spect

programs.

General 1
America?"

and said,
and, of course, they are both wrong."
Following this initial discovery 0
confusion, we turned our attention T
of the WISC General Comprehension'subtest. As T ha 2
came up with several glaring examples of cultural misinterpretation.
For purposes
give the expected correct resp
that a Sioux Indian ¢
ional background.

response

nformation subtest. The item reads

d by this instance of language confusion on a test
for diagnostic purposes, 1 became further
1ity that tests such as the Stanford-
Tassification purposes,
Tingual Indian
1ation that such
ted because of

dian friend again, we arranged to take 3
ating look at particular items from the
e for Children. We chose the WISC
kota to classify Indian
al education
The first item we Tooked at was number nine from the
"Who discovered
My friend 1ooked at the suggested correct responses
"] see you have two choices, Columbus and Leif Ericson

£ rather definite cultural
0 an item-by-item consideration
d suspected we

of this presentation, 1 will give the WISC test item,
onse, and then give the possible
hild might present, and the suggested

justification of that response from his traditio

Item 1s

Item 2:

what is the thing to do when you cut your finger?

put a band-aid on it. Wash it with soap and water.
Nothing. (The Sioux warrior attitude of bravery m1ght be
stronger than the need to ask mother for a band-aid).

What is the thing to do if you lose & ball that belongs
to one of your friends?
Give him one of mine. Try to get it back. )
1 wouldn't have to do anything. (The concept "friend" in
Sioux is a very intimate concept. The Indian child might
not find it necessary to replace the toy because the act
of replacement might endanger the friendship). -

What would you do if you were sent to buy a 1oaf of bread
e any more?

and the grocer said he did not hav
Go to another 3tore.

Go homé. (There is only one store on the reservation).
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Item 6: Why is it better to bui
. ] uild a h i
%td1s'safer. It is more permgg22t?f Prick than of wood?
vat?gn? kRog;icéTﬂsggeare no brick houses on the reser-
o some Kind) | means an institution or an agency

Item 9: ¥2y.is it better to pay bills by check than by cash?
: dlz'iagﬁgQ IfT;s more convenient. '
- (The Indian child's father
gﬁ: have a check1ng account because there ?goggbgy oo
reservation) . ank on

Item 10: Why is it better to givé
0 gi i i
Xhan % adstreet beggaxg m?ney to an organized charity
more orderly way of givi
Toaey]%oe§ iy worthygpglggnToney. It assumes that the
[ would give it to the beggar. (The Indi i
! 4 : . (T ia
gg:gtl:y Egte closely w1§h the beggar, andnhgh;lg ﬁZCe
ught to be suspicious of organized charities).

Item 14: th should a promise be kept?
n agreement bet ' i (
Be agreerer etween two people is a contract and should
eople would laugh at you if idn’
! youdidn't.
ggeak promises are subject to ridicule. A%EEPSEEZ Wh9
e fear of harming the deity). ’ re e

The preceding examples should '

: i be sufficient ;
ggzgaﬁeiﬁ.gaas does exist on tests that are usgd Eg g$222$¥rate
N 1f zen. They also add to my suspicion that the de%on-
accom ]1sg d ESt bias with minority group children can be
1nte]gi ene esﬁ not by the analysis of global measures of
of subtgstciczags aguiqbscgges, nor by the more vefined analysis
items. 4 y the careful analysis of individual test

One last example should ser i

; — serve to emphasize thi i i
?;ngL?Seth;ou%hd§he Ceneral Informationpsubtest o}stE21u§§C §2;1e
celebrated o% t2e1ggu£€Legg gaTe?gcross item number 17, "What is
would a child be expected to : y?" He asked me, "At what age
: nswer that?" I repli
lggmaxguldbprobaply be appropriate for about a 12-;§grt2$5 thse
im grt et y saying, "Now, let me ask you something What is
Iportant sbout the date, December 297" I had to adnit that I
AR TR "Any 12-year old Sioux Indian child
Massacre. %ﬁ; ggg?t1sothe znn1versary.of the Wounded Knee
intelligence tests?" you ask us something 1ike that on your
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SPECIAL EDUCATION PLACEME! 'T:
£ THE FEDERAL CONSTITUTION

AND ITS IMPLICATIONS
Grant S. Nelson*

3 The current controversy and intellectual ferment over the

y placement of children in classes for the mentally handicapped,

e especially those to the educable mentally retarded, illustrates

B vividly, both from the educational and legal perspective, how
R commonly the reforms or innovations of a few years past become

L viewed in the contemporary setting as anachronistic and unjust.
While special classes for the development of the "exceptional
child" were once considered progressive and sensible, they are in
many contexts today perceived as "burial grounds" for substantial
numbers of children. Ross, DeYoung and Cohen, "Confrontation:
Special Education Placement and the Law," Exceptional Children,
Vol. 38, September, 1971, 5, p. 5. Where track systems were
developed as an arguably desirable method of developing

and stimulating each child's intellect to a maximum degree conso-
nant with the child's ability, such systems today are not only

: often considered educational suspect to many, but from a legal

i perspective, constitutionally defective as well. See e.g.,
Hobson 'v. Hansen, 269 F. Supp. 401 (D.C. 1967). Terminology such
as "exceptional," "special education," and “emotionally disturbed,"
while once considered neutral and humane, in mahy contexts today
are often perceived as harmful and invidious labeling.

More particularly, attacks on current placement practices are
focusing on the use of intelligence testing as a basis for the
assignment of children to special classes or tracks. for the
mentally retarded, classes that too often for many children repre-
sent a terminal status and the admission of defeat. While many of
the objections directed to these procedures would have equal
; application to children of all backgrounds, racial or economic,

e there is increasing concern and analysis being focused on the

» impact of such procedures on minority group children. . Of course,
educators, Tawyers and most laymen are probably familiar with the
substantial arguments that cultural bias in intelTigence testing
renders the result of such testing educationally suspect as to
members of certain minority groups such as the Blacks or Mexican-
Americans. On the other hand, it may well equally be argued that
such tests, notwithstanding cultural bias, are useful devises to
aid in evaluating a child's ability to cope with and adjust to

: the sophistication and compiexities of modern society which, after
i all, is probably permeated by cultural bias. In other words, such
. testing may well be of value if used with common sense in develop-
ing an educational program tailored to the needs of the individual
L , child and in fostering maximum development of that child's

‘ abilities. Yet the facts cannot be ignored. The use of ‘ .

i
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intelligence and achievement tests has. apparently resulted in
disproportionate numbers of minority group.children being assigned
to classes for the educable mentally retarded. One scholar, for
example, has suggestad that ever half of the children enroiled in
classes for the mentally retarded at the time of his study were
from minority group backgrounds. See Dunn, "Special Education for
the Mentally Retarded--Is Much of It Justifiable?", Exceptional
Children, Vol. 35, September, 7968, 5, p: 6. More importantly,
howcer, the claim is made that, once assigned to such classes,
students never reemerge and in all probability will remain
imprisoned throughout 1ife by Tabels attached to them very early
and perhaps prematurely in their development. Three commentators
have recently very succinctly delineated the pertinent arguments:

Special education programing is inadequate. Once
a child is placed in an educable mentally retarded class,
there is Tittle chance that he will leave it. Insuffi-
cient attention is given to the develcpment of basic
educational skills and retesting occurs infrequently,
if ever. Contributing further to the lack of upward
mobility is the student's poor self-image which is
reinforced by such placement and contributes to the self-
fulfilling. prophecy of low achievement.

The personal harm created by improper placement 1is
irreparable. Special class placement becomes a basic

» factor in a self-fulfilling prophecy, frequently rele-

gating the victim to an economic, educational and sccial:
position far below that which he has the ability to
achieve. The social stigma surrounding the Tabel
'mentally retarded' remains with the individual his
entire 1ife. Obtaining a job may be difficult if not
impossible and even if adequate employment is found,
the psychological damage created by improper placement
persists. Ross, DeYoung and Cohen, p. 6.

The main purpose of this paper is to explore the legal impli-
cations of this placement procedure. 1In this connection, primary
emphasis will be placed on the placement decisions, and assign-
ments made on the basis of testing, rather than on the validity of
the tests themselves. This is because the primary injury to the
child, if any, results more from the placement assignment than
from the test in and of itself.

From the legal perspective the situation described above gen-
erates at least two substantial questions of more than threshold
constitutional significance: (1) Is the Equal Protection Clause
of the United States Constitution violated by public school testing
and placement practices that have the effect of assigning a sub-
stantially disproportionate number of minority group children to
special classes for the mentally retarded? and ((2) Does the Due
Process Clause of the T14th Amendment require that a public school
child and his parents be afforded the opportunity for a hearing
before a child is assigned to such special classes? What follows
is an analysis of the above questions together with a consideration

v et e
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of the developing case law and its possible impact on current
practices in the special education area.

The Equal Protection Probiem

The United States Supreme Court has consistently held under
the Equal Protection Clause that racial classifications are con-
stitutionally suspect and that such classifications must be not
merely rationally related to a valid state objective, but must be
necessary to the accomplishment of an overriding state purpose.
See McGlaughlin v. Florida 379 U.S. 184 (1964); Loving V. Virginia,
388 U.S. 1 (1968). In other words, the burden is very heavily on
the state to justify racial classifications and, in effect, they
create a strong presumption of invalidity. However, the Supreme
Court applies the above principles normally only to state legisla-
tion, regulations, or practices that create racial categories on
their face or that are enforced on a racially discriminatory
basis. Where a state Jegislature's practices are neutral on their
face and neutrally enforced but discriminatory in effect, it has
generally been assumed that such legislation or practices do not
raise substantial Equal Protection Clause racial discrimination
issues.  An exception to this general notion may be found in
situations where a racially neutral regulation or practice has
discriminatory effect and there is a past history of Tegally
imposed racial discrimination. In Lane V. Wilson, 307 U.S. 268
(1939), for example, the Supreme Court struck down a racially
neutral Oklahoma voter registration rule where the effect was to
prevent substantial numbers of blacks from voting and prior voting
Jegislation on its face discriminated against blacks. See also
Meridith v. Fair, 298 F.2d 1696 (5th Cir. 1962). Moreover, there
are, for example, several cases where the federal courts have
disapproved the placement of black students in certain classes or
schools based on scores from achievement or aptitude tests. How-

ever, in these cases more than discriminatory effect was involved
because in each instance the school district involved had been
legally or dejure racially segregated prior to the landmark
desegregation decision in Brown v. Bd. of Education, 347 U.S. 483

(1954) and in ¢me instances the tests were appiied only to blacks.

In these cases, the courts simply believed that the testing
devices were used to achieve the result of racially separate
schools accomplished by the now invalid segregation laws. See
e.g., Green V. School Bd., City of Roanoke, 304 F.2d 118 (4th Cir.
1962); Singleton V. Jackson Municipal Separate School District,
419 F.2d 1211 (5th Cir. 1970). There was no suggestion, absent
the above special circumstances, that discriminatory effect alone
in placement resulting from a testing program would raise Equal
Protection problems. Much legislation that is neutral on its
face and uniformly applied hurts some groups in society more than
others. For example, the sales tax, although racially neutral on
its face, impacts more heavily on poor people. Does the fact
that a disproportionate number of poor people are black mean that
the sales tax is a violation of the Equal Protection Clause?
Since it is unlikely most courts would invalidate such measures.
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procedures constituting the "tracking" system in effect at that
time in the District of Columbia public schools had the effect of
discriminating against black students and were, therefore,
violative of the Due Process Clause of the Fifth Amendment. (In
this case the Due Process Clause is used as equivalent of the
Equal Protection Clause which in theory is applicable only to the
states). The track system then in effect was a form of ability
grouping under which students were divided in separate, self-
contained tracks ranging from "pasic" for the slow student or
academically retarded to "honors" for the gifted. The court
believed that the tests used to create the tracks were based on
white middle class values and did not relate to the Negro and
disadvantaged child. The court stated:

. . track assignment based on such tests relegated
Negro and disadvantaged children to the lower tracks
from which, because of reduced curricula and the absence
of adequate remedial and compensatory education, as well
as continued inappropriate testing, the chance of
escape is remote. Id., p. 407.

Under the circumstances, the court concluded that the tracking
system violated its ouwn premise because true ability was not
being reflected in the track system and that, therefore, "the
track system amounts to an unlawful discrimination against those
students whose educational opportunities are being 1imited on the
erroneous assumption that they are capable of accepting no more."
Id., p. 514. What Hobson seems to be saying is that tracking per se
s not bad, but that the testing meths -s used did not correctly
establish the members of the track. 1. 1s, if tests free of
culture bias were utilized, presumably no equal protection claim
would be present even if the effect of the test were to place
disproportionate numbers of certain racial or ethnic groups 1in
the Tower tracks.

Along similar lines as Hobson, the Federal District Court in
Spangler v. Pasadena City Board of Education, 311 F. Supp. 501
TD.C. Cal. 1970) noted the racially discriminatory effects of the
Pasadena interclass grouping practices which, in large measure,
were based on the results of intelligence testing considered by
the court to be racially discriminatory because of the emphasis
of such tests on verbal ability. The court, however, apparently
took no action because of the -delicate issues invo]ved.but urged
"the people of Pasadena to examine carefully the grouping
policies of the District." Id., p. 504.

commentators have also récently referred to cases where
class assignments have been challenged because testing devices
which assumed an understanding of English were used on children
who had predominantly Spanish speaking backgrounds. -See Ross,
DeYoung and Cohen, p. 8. These are relatively easy cases even
assuming that a very narrow equal protection viewpoint is
followed. In any event, the application of testing devices in
such a manner should probably be considered so irrational as to
violate the Due Process Clause of the 14th Amendment, which
requires that state regulations have some "pational basis."

A ik et it e
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What the foregoing recent cases do suggest is
tendency on the part of the courts to inva?gdate c1gsga§2§?g§;£gzg
or groupings that.resu1t in disproportionate numbers of minorit
group children being assigned to "slow" or "stigmatized" grou sy
ghered1t is concluded that the testing devices used are cu1tu$a11
iased or do not reflect the minority group child's true ability Y
: One recent federal case, however, suggests a standard, by )
analogy, to the effect that if racially disproportionate g;ouping
occurs as a result of a testing program substantial equal protec-
tion claims may yet exist even though the test is arguably
gg]ﬁg;aig{kungggs?d.sugn nggc?svIs Board of Examiners of the City
> . p. .D. N.Y. 197 inti
were respectively Black and Puerto Rican, br;&gﬁgoag1gég$;:fs o
challenging the coqstitutionality under the Equal Protection
g1ause of examinations prescribed and administered by a city
oard pf examiners to those seeking Ticenses for permanent appoint-
$ent to supervisory positions in the New York City school system
he court poted that the tests to a large extent called for the |
regurgitation of memorized material and that the application of

. the tests resulted in disproportionately fewer Blacks and Puerto

Ricans passing the examinations and becoming a princi
the case for white candidates. Thus, the cgurtpgggg}ﬁg;dtgﬁgtwao
the examinations in this case had the "de facto effect" of dis-
criminating against Blacks and Puerto Ricans and issued a pre-
Timinary injunction against their use. Perhaps more important
than the result in this case is the constitutional standard the
court engnc1§ted for such cases. "Such a discriminatory impact
is const1tut1ona11¥ suspect and places the burden on the Board to
show that the exag1natioqs C%E bekjustified as necessary to obtain
. possessing the skills and ifi i i
for successful performance of the duties ofqzﬁLLZTng}%ggng?ﬂU1Egd
g.h22$.D.See_also, Armstead v. Starkville Municipal Separate =
tc ool District, 325 F. Supp. 560 (N.D. Miss. 1971). Note that

he court would appear to treat an "effect" case as a traditional
race c1a§s1f1cat1on-case. In other words, even in the absence of
defects in the examination such as those mentioned above, the
court may be suggesting that where there is a substantiaf dis-
criminatory effect, the state must show that examinations are
neces$%ry.to]obtain'qua]ified principals.

e implications of applying the reasoning of the

case to our instant problem are substantial. %t is goug2$3?ethat
the Chance.court would hold that school authorities have a heavy
burden to justify use as such, of testing simply because the
results show a racja11y discriminatory effect. After all,
testing in and of itself is not objectionable, it is the decisions
made based.on the testing that cause problems. On the other hand
the reasoning of the Chance case might very well mean that schoo1,
author1t1e§ will be required to establish that where the place-
ment of §h11dren pased on intelligence testing results in minority
group children being placed, for example, in substantially dis-
proportionate numbers in classes for the educabie mentally
ritarded, such placement is necessary to the proper functioning
of the education system. In other words, school authorities may
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students.” 35 U. Chi. L. Rev. 583, 595 (1968). Finally, there
is some tendency on the part of some educators in very scholarly
and analytical articles, to place undue emphasis on the implica-
tion of cases filed, rather than those actually decided. There
is, after all, no 1imit on the imagination of plaintiff's Tawyers
in their claims for relief. Indeed, sweeping claims are often
made by lawyers for plaintiffs even though they are clearly
willing to accept a much more modest result.

The Procedural Due Process Problem

The Taw traditionally has treated any attempt to have a
person declared Tegally incompetent, either for purposes for
confinement or simply for purposes of the appointment of a legal
guardian, as a serious proceeding requiring most of the essential
attributes of due process.. It is almost universally accepted in
state statutory or constitutional provisions that such a deter-
mination of mental incompetency requires an opportunity for a
hearing with notice to the accused. In most instances, the
hearing provided for is judicial. Moreover, in many states a
Jjury trial is required on .the issue of mental incompetency.
generally, Alexander, Brubaker, Deutsch, Kovner, Levine,
Surrogate Management of the Property of the Aged, 21 Syracuse L.
Rev. 87, 94, 133-134 (1970). Indeed, the presence in most states
of at least minimal hearing requirements has meant that the
United States Supreme Court has had generally 1ittle opportunity
to consider whether the Fourteenth Amendment Due Process clause
requires some minimal type of hearing. Rather, it seems generally
assumed that some type of hearing is required as to the issue of
incompetency. See, e.g., Pearson v. Probate Court of Ramsey
County, 309 U.S. 270, 276-277 (1940).

As has been previously pointed out, in any determination
that a child be placed in "special education" or, in particular,
in any type of class for the mentally retarded, there is a strong
possibility that the placement may be terminal. The social
stigma associated with the label of "mentally retarded," aside
from its possibly being a self-fulfilling prophecy in some
instances, may very well permanently relegate the child so
labeled to an inferior economic and social status in 1ife. He
may very well be cut off from normal job opportunities and social
intercourse. In view of this probable substantial detrimental
impact on the child's future caused by such a placement determi-
nation, does the Due Process Clause of the Fourteenth Amendment
require that the child and its parents be afforded the opportu-
nity for a hearing before some impartial person or panel as to
the validity of such a proposed placement determination by school
authorities? Some educational scholars seem to intimate an
affirmative answer. See Ross, DeYoung and Cohen, p. 6.

An interesting case that may well have a bearing on this
problem is Wisconsin v. Constantineau, 91 S. Ct. 507 (1971). The
police chief of a small Wisconsin town, pursuant to a state
statute, caused a notice to be posted in all retail Tiguor stores
in the town that sales or gifts of liguor to Constantineau were
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forbidden for one year. The statute provided for posting without
notice or hearing as to any person who "by excessive drinking
produces certain conditions or exhibits such traits as exposing
himself or his family 'to want'" or becoming "“dangerous to the
peace" of the community. The United States Supreme Court noted
that the label or characterization given an individual by
"posting," though to some "merely the mark of illness, to others

. . . is a stigma, an official branding of the person." Id.,

p. 510. The Court held that under those circumstances, pracedural
due process requires notice and an opportunity for a hearing.

Few reasonable men would argue that hearing should be
required every time a child is retained or denied advancement in
the normal school setting. On the other hand, if the Constitution
requires the opportunity for a hearing before a person may be
labeled "an excessive drinker” and before a person may have a
guardian appointed for him based on incompetency, it does not
strain logic to suggest that a court may well conclude that a
child and his parents must be afforded the opportunity for a
hearing prior to the placement of the child in a clearly stigma-
tized class such as one for the mildly mentally retarded. The
placement decision may well have a much more adverse impact on
the child than the branding as an alcoholic would have on the
problem drinker. - Indeed, although I have not been able to
examine the final written opinion prior to pres¢nting this paper,
it is my understanding that a three judge federal court, in a
case entitled Bowman v. Commonwealth of Pennsylvania, has applied

procedural due process standards to placement determinations in
the mental retardation area. Note that the due process theory is
not tied to minority group discrimination and thus, if appticable,
the concept would apply to all children regardless of minority
group status. This is not to say that a full blown judicial
hearing would be required, but perhaps at least a hearing before
some disinterested party other than the school official making
the decision. Indeed, most school systems consult very carefully
with parents before such a decision is made; and there is
constant monitoring to make sure the decision was a correct one.
Some may even provide for a hearing. Whether the Supreme Court,
however, will apply procedural due process standards to special
education is open to question. In any event, where the parents
are not convinced by the school authorities’ conclusions, to pro-
vide for some minimal type of hearing before a third party may
well be a prudent policy to avoid such Due Process claims.

[Author's Note: It should be pointed out that in an appeal of the
Chance case, reported after the delivery of this paper, the Court

of Appeals for the Second Circuit affirmed the result reached by

the trial court, but specifically avoided an endorsement of the

trial court's "effect" reasoning. See 4 F.E.P. Cases 602

(Aprit 22, 1972). The Second Circujt analysis was more in line

with the traditional approach referred to in the first paragraph
~ of the Equal Protection section of the Paper.]

s

|
|
|

SV

e

Nelson
9
REFERENCES 5

:: E: C . B

Chance v, Board of Exanii .
: Xani i
203 (5.0 Ry ]97]n?rs of the City of New York, 330 F, Supp

of it justif; ‘ i
oI iable? Exce tional Children, Vol.

Green v. Schoo] . City
T Board, City of Roanoke, 304 F.2d 118 (4th iy
Griggs v. Duke Pawep Comganz, 91 S. Ct, gs56 (1971)

( C ), a e ) 08 -Zd

d~-Is much
35, June, 1968,

. James v, Valtierra, 4gp U.s. 137, 142 (1977)

Kurland, E ual Educational Opportunity:

tional Jurisprudence Undefined, 35 UThgh#i"ftngj ng;titu— )
: . R . 1968},

Lane v, Wilson, 307 u.s, 268 (1939)

Loving v. Virginia, 388 U.S. 1 (1968)
McGlaughlin v. Florida, 397 y.5. 184 (1964)

Mers R
eridith v, Faxr,k298 F.2d 1696 (5th Cir, 1962)
Palmer v, Thompson, 97 s. Ct. 1940 (1971)
Pearson v. Prob .
Mot ate Court of Ransey Countz, 309 u.s. 270, 276-277

Pittman v. Board
. of Educati :
287 W.Y.5.72d 551 (1967~ LoV City Sehool District,

Ross, S., DeYoun
s g, H., and Cohen, J .
Vaicition placenent and the 1w, Exanperiaiiol:  special
+ 38, September, 1971, p. & tonal Children,




M,..M,,“W"

Proceedings in Special Education

96
ct, 419 F.2d

Singleton v. Jackson Municipal Separate School Distri
1211 (5th Cir. 1970).

Smuck v. Hansen, 408 F.2d 175 (D.C. Cir. 1969).

Spangler v. Pasadena City Board of Education, 311 F. Supp. 501
(D.C. Cal. 1970).

stantineau, 91 S. Ct. 507 (1971).

Wisconsin v, Con

. 97
SPECIAL EDUCATION PLACEMENT:

THE LEGAL LIABILITY AND IMMUNITIES OF SCHOOLS
AND SCHOOL PERSONNEL
Elwood L. Thomas*

Professor Nelson has discussed with you some of the substan-
tive constitutional law principles which will be involved in
litigation arising from intelligent and achievement testing and
cpecial education placement procedures in the schools. As
Titigation develops in this area, it is most likely that the vast
majority of these suits will be based on the federal civil rights
statute 42 U.S.C.A. 1983 (hereinafter called Section 1983). As
has been pointed out, this federal statute can be the basis of a
civil action by any persen whose federal constitutional rights
have been violated by the utilization of a power or status created
by state Taw.

In this paper, I propose to discuss with you some of the
additional difficulties a plaintiff may encounter in bringing such
an action, even assuming that he can establish that in a testing
and placement procedure there in fact was a violation of his
federal constitutional rights. I would point out that the cases
I will be discussing will not actually involve school testing and
placement factual situations because lTitigation in this area is
only beginning to develop. We do not have significant case prece-
dent at this time in these particular types of cases on the prob-
lems 1 propose to discuss. What 1ittle 1itigation has developed
is at a level where it would not generally be Tooked upon by
courts or lawyers as furnishing any significant precedent. For
this reason it will be more useful to our discussion to Took at
more or Tess established precedent in other types of Section 1983
cases and censider the extent to which that precedent may offer
some prediction of how the decisions will develop with respect to
the particular problem under discussion; i.e., special education
placement in the schools.

In particular I.want to discuss the matter of immunity from
suit for various types of defendants under Section 1983. By use
of the term "immunity" I am referring to a principle of law which
for one or more of a number of policy reasons, provides that a
particular type of defendant will not be subject to suit under
the statute even though it is shown that his activities have been
such as to apparently bring him within the purview of the statute.
In other words, these are situations where the courts have
created an absolute defense for certain types of defendants in
certain situations.

. I wish to divide my discussion into two particular catego-
ries and to first discuss immunities which may be applicable
where the suit is against the school itself as an entity and to
then consider the matter of suits against individuals which
would include members of the school board, school officials such
as superintendents and principals, and of course people directly

*Elwood L. Thomas is a Professor of Law at the University of
Missouri-Columbia.
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involved in the testing and placement practices such as counselors,
teachers, and other testing personnei.

Within the above two categories, I will be discussing litiga-
tion where the plaintiff is asking for two different types of
relief. On the one hand, I will consider the matter of immunity
where the plaintiff seeks a court order prohibiting or requiring
certain specified conduct. This type of remedy, referred to as
equitable relief, is normally prospective in nature only. On the
other hand, I will also discuss immunity defenses where the
plaintiff in the litigation seeks money damages as compensation
for the deprivation of his constitutional rights.

A plaintiff is entitled to recover actual out of pocket
expenses under Section 1983, He can also recover a monetary
amount for such things as humiliation, embarrassment, and mental
suffering. Further, even if actual damage is not shown, nominal
damages are presumed and may be recovered. In a case where the

plaintiff can show a wrongful act by the defendant done intention-
ally and without just cause or reasonable excuse, the jury is also
entitled to award punitive damages. These are damages, not
dependent on any injury the plaintiff has sustained, but are
merely for the purpose of punishing the defendant. Unlike most
other 1itigation in Amevrican courts, the judge also has discretion
to allow the plaintiff attorney's fees as part of his judgment
against the defendant, provided the defendant's conduct was in
bad faith. Hill v. Franklin County Board of Education, 390 F2d
583 (6th Cir. 1968).

In considering first the matter of a suit against the school
district itself, the most important and basic case with respect
to immunity is Monroe v. Pape, 365 U.S. 167 (1961). In Monroe,
the plaintiff sued the City of Chicagoc and thirteen police
officers as individuals alleging that plaintiff's constitutional
rights had been violated in connection with an unreasonable
search of his home followed by arrest where he was held on an
open charge for more than ten hours. The City of Chicago moved
for a dismissal of the case against the city before any evidence
was offered on the ground that a governmental body could not be
sued under Section 1983. The c¢ity's particular argument was that

the statute (paraphrased) says:

Every person who . . . subjects . . . any citizen . . . to
the deprivation of any rights . . . secured by the

Constitution .

The city contended that they were not a "person" wjthin the mean-
ing of the statute and, therefore, no recovery could be had
against it. 1t supported this argument by citing the court to
the legislative history of Section 1983 which included two
amendments, ultimately defeated, which would have included
specific language in the statute to make a county, city, or
parish liable for any damages resulting from certain acts which
occurred within the boundaries of the governmentai unit. The
United States Supreme Court, in an opinion by Justice Douglas,
held that in view of the defeat of these amendments, "we cannot

. shall be liable to the party jnjured ...
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the proposition that a judge has absolute immunity from liability
for acts committed within his judicial jurisdiction. Like legis-
lative immunity, judicial immunity is absolute and applies even
when the judge is accused of acting maliciously and corruptly.
The rationale for judicial immunity is that the judge must be free
to decide all cases brought before him, even those which are so
controversial as to arouse the most intense feelings in the
lTitigants. If he is wrong, the parties may appeal, but he is not
and shotuld not be required to make these decisions under the fear
that unsatisfied 1itigants may hound him with titigation.
In Pierson v. Ray the police officers also asserted a claim
to immunity. Their claim was based on different rationale, i.e.,
that they had made the arrests in good faith believing the
statute to be constitutional and they should not now, after the
statute has subsequently been found to be unconstitutional, be
liable for damages under the statute. The Supreme Court held that
if in fact the officers acted in good faith, believing the statute
to be constitutional and made the arrests with probable cause, that
no action for damages would 1ie against them. It is important to
note two distinct features of this immunity; first, it is not an
absolute immunity as in the case of the legislative and judicial
immunity but is a qualified immunity only applicable if the
defendant in fact was acting in good faith. Second, it literally
injects a new element for recovery into Section 1983. Whare by
its terms, 1983 requires only a showing that the defendant
viclated the plaintiff's constitutional rights under color of law;
we now add the factor that certain defendants will not be 1iable
for damages if they act in good faith even though there is viola-
tion of the plaintiff's constituticnal rights. We will refer to
this immunity as the "good faith immunity." The rationale for
the doctrine is that if the defendant was doing what the law or
the rules and regulations of his job required him to do without
any reasonable basis for knowing that he is doing something which
will violate another's constitutional rights, then he should not
be held Tiable for damages. If this immunity applies and the

defendant acts in good faith, he is safe from damages’, ]
The question then is, to what extent will theSe immunities

extend to the school case and protect individual defendants,

- particularly in intelligent and achievement testing and special
education placement titigation. Initially, if you review the
rationale for the three immunity areas, 1 think you can envision
individuals in the school setting functioning in situations where
their duties include activities which involve characteristics
which would support the rationale for all three types of immunity;
Judicial, legisliative, and ministerial. For example, the school
board in the establishment of rules and regulations clearly
performs a legislative function. Can't you argue that in that

endeavor they need the same freedom from fear of Tjtigation as is -

afforded the legislator by legislative immunity? Further, the
school administrator who is called upon to decide upon the

expulsion of a student performs a quasi-judicial function; doesn't

he need the same freedom of decision as is afforded the judge by
Jjudicial immunity? In fact, when the testing counselor takes

¥
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This leaves then the "good faith" qualified immunity and its
availability to school personnel. Here, the case precedent
strongly favors the defendant. In McLaughlin v. Telendis, 398 Fad
287, {7th Cir. 1968), a suit for damages against the school super-
intendent personally, by non-tenured teachers who alleged they
were not rehired because of union activities, the court refused to
grant legislative or judicial immunity to the school superintendent.
However, the court stated that if the superintendent showed good
faith conduct he would be immune under the same rule which granted
immunity to the policemen in Pierson v. Ray. Likewise in Gouge v.
Joint School District No. 1, supra, the court recognized qualified
good faith immunity for individual members of the school board and
in Nelson v. Knox, supra, they afforded the individual members of a
city council the good faith immunity as a defense. These cases
clearly demonstrate the availability of the good faith defense to

individual school personnel involved in the testing and placement
process. v
In summary, it can be said that a plaintiff in this type of
case has two classes of potential defendants; the individuals and
the school as an entity. The plaintiff can obtain injunctive
relief for the future against either class of defendant without
serious difficuity in the form of immunity defense. On the other
hand, if the plaintiff seeks money damages he probably cannot
recover against the school as an entity because of governmental
immunity and his action for damages against the individual
defendants will probably alsc be unsuccessful unless it involves
a situation where the individual.acted in bad faith, i.e., he
ejther knew or should have known that the procedures he followed
and.the conduct he engaged in would deprive the plaintiff of
some constitutional right. It can be said to those engaged in
intelligent and achievement testing and special education place-
ment that if you act in good faith by keeping up to date on ‘
developing testing and placement procedures and make reasonably
good faith efforts to apply these in your day to day activities
that it is unlikely that & judgment for money damages would be
returned against you individually or against your school as an
entity. On the other hand, beth you and your school are always
subject to judicial review and prospective court order if your
activities, even in good faith and with the best of intentions,
should invade the protected perimeters of Section 71983.

A look to the future in this area calls for a few words of
caution. As one reviews the current legal literature with respect
to the matter of immunities in Section 1983 actions, it is reason-
able to predict that we may see & 1imiting of some of the
immunities and a resulting broadening of the situations in which
a defendant may be subjected to liability for money damages.

Many persons writing in the area at this time are of the view
that injunctive relief, which is nearly always prospective in
nature, simply does not motivate broad compliance with:procedures
to assure that constitutional rights will not be invaded. The
argument is that if the only serious threat of litigation is that
the court will tell you to change your procedures for the future,
the potential defendant is inclined to wait for the litigation
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THE TESTING MOVEMENT: SOME SELECTED SOCIAL
AND LEGAL POLICY CONSIDERATIONS*
A. L. Fanta**

The thesis of this paper is that we ought to avoid the estab-
Tishment of rules, regulations, and Tegal guidelines with regard
to the classification, measurement, and testing of exceptional
children in our school systems without first taking a deep and long
Took at the social processes lTeading to the establishment of future
policy in this area of educational activity. It is only by a
critical examination of these social processes that we can Tearn if
we are in fact being truly responsive to a social need or if our
efforts, no matter how well conceived, will ultimately contribute
to 111 will, social distrust, and educational problems of a greater
depth and scope than those we face today. It is to this process
that I will turn my analysis, and hopefully in the body of the
paper, in the course of sketching out the social processes involved,
the pitfalls to be cognizant of, as well as the benefits and
rewards that accrue, I will make a few cautious suggestions
regarding items I deem it advisable for us to consider.

Question of Power

UTtimately in this area we are dealing with questions concern-
ing power. The exercise of power always commits one to share
responsibility for the uses of such power in the broadest sense.
We call this social process cooperation. The special educator,
the user of technical educational skills, because of this coopera-
tion cannot escape identification with the social patterns of
political power that encompass and transcend his occupational
tasks.1 Sanford, in his study, points out that organized social
science is part of the Establishment from which its researchers
are usually drawn and from which research is often dependent for
financial support.2 In this context, we also know that the social

%I am indebted to Professor Claude Marks, Chairman of the Depart-
ment of Special Education, University of Delaware, for his

helpful suggestions and critical comments in the preparation of
this paper.

#%A, L. Fanta is an Assistant Professor, Sociology of Education,
University of Delaware.

TFor an interesting report concerning the field of psychology, .
see S. L. Halleck, "Therapy is the Handmaiden of the Status Quo,"
Psychologs Today, 1971, 4, 30-34, 98-100,

2N, Sanford, "Whatever Happened to Action Research?" Journal
of Social Issues, 1970, 26, 3-23.
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The question to which our remarks are addressed today, the
classification, measurement, and testing of children in our
schools, is a political question. The fact of increasing redress
being sought through the court structure, in this context,
recognizes it as such.8 The court is called upon to make social
policy from specific policy from specific cases. It could be
argued that the court works backward from our accustomed academic
patterns. We make social policy and apply it to individuals.

The former goes from the specific to the general, while the latter
goes from the general to the specific.?

Though we ought to both recognize and represent our political
positions when we are formulating broad social policy instead of
biding them as received clinical truths, the attractiveness not to
do so is overwhelming. A conflict, after all, requires oné to take
a stand. A problem, on the other hand, is something everyone can
be safely against, or most certainly favor the resolution thereof.
At this juncture we should state what it is that passes for the
resolution of a soctfal problem. This can best be done in this
instance by looking at our issue under discussion. The evolution
of standards of conduct (rules, perhaps even laws) with regard to
the classification and measurement of exceptional children is
really an extremely delicate and demanding task of determining how
conflicting interests can be accommodated with a minimum of

political explosive protest from any side.'V

I do not mean to suggest that there is anything inherently
wrbng with the application of expert skills, legal or educational,
to the formation and execution of social policy. What is disturb-
ing, however, is the idea that technical expertise can obviate or
circumvent the political issues inherent in supporting any given
social policy and can somehow avoid the painful act of taking sides
in these social conflicts that go by the name of social problems.
Let me be more specific by first being more general as we turn our

8Note how Taw courts deal with political questions, while
administrative tribunals deal with depoliticized issues of social
fact that fit a predetermined social policy. Efforts to set up
new administrative tribunals as well as efforts to. politicize
those in existence are both met with resistance. In the former
instance one has the record of opposition to "New Deal" government
regulation, while in the latter case one has the 'radicalization"
of government agencies proposed by the new left.

9This is most obviously seen in the school desegregation
cases. Here a right "won" by an individual inures to all in

similar circumstances. Thus, social policy is made which was basad
on individual decision.

10What after all 'do we mean when we say that something is
"hot" or "ripe for analysis" or "ready to break." I suggest that
we mean nothing other than the fact that it is ready for depoliti-
zation, a process preceding its entry into the profession.
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is no?sa what (substance) objection, but a when (procedural) objec-
tion.

In this context, it is illusory to see expanded social policy
of problem solving as making an inroad on an educational problem.
As we have shown, there are dynamic aspects to any policy, such
that it expands the problem, changes or transforms it, and
generates further problems. For example, in classifying and
measuring children we may be able to increase the effectiveness
of our educational intervention by developing specific materials,
media, and structure, but these changed social processes can create
problems in- the educational environment that will be reflected in
subsequent learning and conceptualization difficulties.’® These
subsequent difficulties could be either overt or covert. If in the
Tatter category, they would be subsequently "discovered" in the
process of perfecting social policy.

Social Process of Classifying Children

Let us now turn from general social policy considerations to

~ the social process of classifying children for special education
intervention. Since we are examining process, issues will be
disclosed only as a by-product of this process analysis.

The social policy of classifying children for special educa-
tion intervention is an effort to deal with the breakdown of
traditional ways of handling classroom distress. This distress
involves the difficulties of teaching children with pluralistic
backgrounds, children with social and mental differences, and
children with difficulties in Tearning and mastering classroom
materials and accepted or approved school behavior.

15Here I will suggest is where our initial efforts to estab-
Tish corrective measures will be found. Our activities will deal
with procedural matters for two reasons:

(1) our own value
commitment, and (2) an articulate client community that shares

these values but faults our procedures.

16For example, experimenter effects in the testing process

is an area commanding close examination. Stewart Page in his

study of social interaction and experimenter effects in a verbal
conditioning experiment found: "that experimenters behaved some-
what differently for positively biased as opposed to negatively
biased subjects." The study reveals that this means that an
individual reluctant to participate in a test, for whatever reason,’
receives negative sanction from the tester-and this sanction in
turn effects (damages) his performance. See Stewart Page, "Social
Interaction and Experimenter Effect on the Verbal Conditioning
Experiment," Revue Canadienne De Psychologie, Vol. 25, No. 6.,

December; 1971, p. 463 to 473. See also R. Rosenthal, Experimenter

Effects in Behavioral Research, Appleton Century-Crofts; 1966, and

N. Friedman, The Social Nature of Psychological Research, New York:
Basic Books, 1967.
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1 with the breakdown of these traditional
structures, however, social policy that further specifies standards
in measurement and classification techniques tends to encourage the
further weakening of these very structures that were initially
sought to be protected because the separation of children within
the school system can be and often is counterproductive to the
development of the traditions {patterns of interaction) necessary
for the healthy development of children--a strong family structure
located in a viable community. As Kuriloff states:

In this effort to dea

It is possible that many children, possibly even the
majority now that do have problems are more often
children involved in a disturbing chi]d—peer—teaching—
curriculum interaction, 1f so we should study the

interaction processes.

Trow, in an article concerning the function of school psychologists

in education reform, states that:

1t is now time for them (school psycho1ogists) to be
less preoccupied with their testing kits and report
blanks and to begin to take a leading part in deter-
mining educational policy in restructuring education

organization and in improving the pattern of instruc-
tion.

our efforts in dealing with educational policy, in
restructuring educational organization, all too often take the
form of increasing the number of individuals trained to deal with
the problem, in this instance developing, administering, an
reassessing the tests. This process reveals two things: (1
Initially, we reflect with academic nindsight that one of the
reasons the problem exists is because of a lack of trained
personnel in this part of our educational system. (2) The increase
in trained personnel will be a requisite to successfully managing
(solving) the problem of classifying fairly the children in our

school systems.

Concomitant with the above, but, ranked in order for clarity,
is the process which reviews the qualifications and experience o7
those experts currently dealing with the problem in the field, i.e.,

those persons classifying children for educational intervention. As
we all know, no review process is compiete (succrssfu1) without
measures for educating or re-educating the experts. Thus, training
or re-educating the educated often becomes the prime social process
Tn "dealing” with the social problem of Testing procedures and the

Moreover,

able Public Practice of Psychol-

75 3. Kuriloff, "Toward a Vi
Unpublished Doctoral disserta-

ogy: A Psycho—ecologica1 Model."
tion, Harvard University: 1970.

18w. C. Trow, "What Should be Expected of Psychologists in

Education Refcym" Journal of School Psychology 7, 1968-69, p. 64.
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ig?gizgdioigzggn1ng their use and app1ication.]9 I am not implyi
e press&rso much as-I am alluding to a kind of se1f-1ﬁdﬁén%
I oure’19ften'0f a subtle, creeping nature, that causg
us to pre inducinse ves with increased extensiveness educationall ;
vhile not, nduc %‘us w1ph the same degree of magnitude to be re v
tve to the cducational sues existing on the ofhe side (the
client.sigey of the dunc need2?1nt where our skills interact with

Professional Benefits

In Tlight of the above i
y { : _mentioned processes, a iti
5;2?2?1821$2a%0§h0$1d be discussed is the bene%itg ggdlﬁéogiganded
to special eﬁucatgoﬁs:;gy;:gi?qgr§es§ingtchi1dren that would accrue

C educati i

orderlto ?e br1ef.1 shall enumerate them ;2n$l1?33:?ss1ons. i
being : te2§ﬁ1tut1ona11y the ambiguity implicit in %he role of
g2 funci:OWOU1d be decreased. Certainty in terms of duties
e o tns, and curriculum development would be incre d.
ety ed, .he more we know, the better we would be ab to

Zur $dUCﬁt1ona1 policy. ¢ able to

. Teacher vulnerability vis-a-vis
. . 0 - a i

ggge$?$;n1st¥at1ve personnel would be dec?eggggf’ ?ﬁ§m¥21§¥ Srotps
et Ofwog1? be.obv19us and would be accelerated by thg promul-
e o g cy in this area. Thus, while not completely re
11tiga%ion siﬁes or the po§s1bi11ty of their being a threzt o$ov—
Htigatt ,Adm$ area in which law suits could be mounted would be
ra unfai} ; 1121i§rat1ve caprice, absence of standards, as well
as unfair zp ?.1qn of standards, vagueness of testing process
and use of agg;g ;£1§gc?§§sonn%1, if non-existent, would greatlyes’
solve the problem. As Dorigogazgf egally, Dut 0ot necessarily

It is possible to have a i
[ I poor social acti --
%Qagh$t5ﬁgzgtgga;r;§]does 2ot solve the pggbgggg;im
. reat ems of greater severity in ot
areas of social life--which e o
purports to b
adequate and sound scientific kgowledgg.28 based on

scienl?gié Egg ;e;ationship between social action programs and
knowledge 1s cg edge by no means automatically assumes that if the
o sge 18t rrect that the program will in fact work toward a
unfairness, ang zqggggméesi?ngtgig wgrds’ Cleaning up ambiguities

. . 1 cedures is not .
good social policy. In our instance I fear we migataziggigcg o

¢ituati i
ituation where due process is synonymous with justice. After all
; )

19
Short courses, semi
, seminars, workshops a
most common methods employed far such pErpoggsconferences are the

20
John Doris, "Science, Acti
R ohn D s e, Action, and Values i il9
etardatTon,‘ Journal of Special Eéucation, Vo1?n4faE;]1;] p. 162
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we are all acutely aware that a great issue lingers after the
constitutional safeguards have been meticulously provided for when
a man is condemned to death. That issue, of course, is capital
punishment. So, too, in our instant situation an issue of unusual
and cruel punishment by testing may exist after all developed due
process safeguards have been realized.

3. Professionalization and increased expertise among members
of the profession would multiply. Professionalization means
simply that a certain point of yiew is developed about the nature
of the problem solving process. 1 simple, practical, but never-
theless important measures such as additional jobs, both at the
teaching and graduate level would be developed and on the intel-
Tectual edge of the profession we can certainly envision merger
with other fields involved in the promulgation of social policy in
the testing area.22 However, it should be pointed out that the
inherent weakness in all social policy is that its effectiveness
js limited by the inevitable professionalization of services.

Though we have mentioned three professional benefits, not
without self-contained issues, from expanded social policy in
this -area, there also exist three 1iabilities, pitfalls, or what
1 choose to call evolving ambiguities. These are:

1. Will rule formulation with regard to testing and measure-
ment necessarily aid in the teaching of the student population
that is so classified? Perhaps we will be narrowing both the
kinds of -and quality of human interaction by and between the
teacher and the student. As testing becomes more "retevant and
sophisticated" to meet the "needs of the children" by locating
their "abilities," will not teacher training and preparation be
increasingly responsive specifically to these needs? The human
relationship of teacher-student can easily be transformed into a
functional relationship between expert and client.

2. Will the setting of our own house in order necessarily
nromote the kind of educational programs that will encourage
community development and family social health that will help us
alter an all too often endemic cycle that is innocently repeated
and professionally fostered by our social pathclogical view of
the world? i

3. Who will be responsible for the administration of the
expanded and sophisticated testing and measuring process? The
question involves the internal issue of testing as well.as the
external feature of all of the due process, hearing and notice
provisions. Clearly psychology is becoming more action oriented,

211 do not mean to imply that we all have uniform views
within the profession. There are obvious differences in theory
construction, methodology, and teaching styles. What I do mean
is that there is a distinction between these approaches and say
the recognition of political action outside the profession,
though allied with the profession.

22In this context, literature would be developed, added to,
read, and would perform a legitimating function to these new
academic combinations.
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and without too much difficult
: nuch y one can foresee academic
;gez?§1ng§ugggogls§2n§ fuﬁurehbetgeen school psycho1ogist¥a;:§re
o who should be responsible for testi
measurement.23 These professional di R o
=2 sputes would ra i
of accountability, as well as jssues of inte]1ectua]1:§a%3$:t1ons

regarding the philosophical nature of man and the teaching process

Philosophy, the Law, Social Science and Educational Policy

Philosophically the law is faced with i i

has two interacting concepts of man's ma11egb§%$¥;F1O$hgh$¥$sgne
emanates from our Puritan heritage while tha second is a philo-
;3&?%;21e2ﬁ?{ o;h$hﬁught tha? dates back to John Locke. The

‘ s ch sprang from a theological base, issued
coniept of man, who in God's image, creates his env? :
ghr?ug?.ict§ of will, This freedom to make what on;rggﬂigtout of
Lgek: ife is one of @he most.cherished of our ideals. The
thgtﬂigengt1on is rad1ga11y different. It consists of the notion
sy ug?ziﬁ;yggeb;sf??1egp§y slate; a tabula Rasa--something

S ed by various envi i i
I@ 1s;the formef goncept which often prevails ?gnﬁﬁthlhzglmglé.
minority communities and is exemplified in the following remark
of Stokely Carmichael when he says that Blacks: : e

« « . (M)ust begin to think of the black c i

- base.of organization to control institut?gﬁgn}ﬁytﬁZt
community. - Control of the ghetto schools must be
taken out of the hands of 'professionals' most of whom
have long since demonstrated their insensitivity to
the needs.and.prob!ems of the black child . . . Virtually
no attention is paid to the wishes and_demands of the
parents, especially the black parents.

Th2 Lockean concept of man domi i
nates the social sciences f
gShgg reason that the va]ug neutrality so frequently espouggdno
oids the honest recognition o: the ideological nature of the

problem solving process at interacti i
; ; .
levels. 'As Gouldner states: on as well as 1nsﬁ1tut1ona1

23c.
Simplistically the argument could be briefly st

2011025: The_special educators would argue that t%e; $§§$da;e in
Thpre er?nt1a1 position because of longer contact with the child
Thgy wgu d approach ?he matter in terms of developmental holism .
WOu13C ool psycholog1st on the other hand would argue that this.
woutd promote experimenter bjas and, in addition, by performing

e testing and measurement he would free the teacher for tea hir
and curriculum development. duties. €mns

24,
Stokely Carmichael and Charles V. Hami
The Poli ooty Larmichas 1 les V. am11t?n, Slack Power:
To6T e eration in America, New York: Vintage Book,
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A theory is conservative to the extent that it:  treats
. . institutions as given and unchangeable in
essentials; Proposes remedies for them soO that they
may_work better, rather than devising atternatives to
them, foresees no future that can be assentially better
Then the present, the conditions that already exist;
and, explicitedly or implicitly, counsels acceptance of
or resignation to what exists, rather than struggling
against it. (emp. supp.)

The Lockean perspective is also reflected intellectually in the
influence of modern psychology which has deve]oped into a science
of teaching_in eneral in such a manner as to be wholly emanci-
pated from the actual material to be taught. This emphasis on the
mastery of teaching, or technique, means that the teacher is a
passive person, 3 vessel kthrough which data is transmitted
(information processed) to an also passive student or client.20
It is alsc true that this process goes beyond technique, as
where technique and content become interchangeable, but this
focuses only on an inconsequential portion of the process. The
important feature to note here is that_inte11ectua1 olicy (aims
thereof, as well as means and subjects) hecomes social _polic
through the agency of institutional contacts and as @ result
these policies are separated from man-~the very subject upon whom

these same policies will eventually act.

The interaction between these two concepts of man, the
Puritan and the Lockean notions have given us in education some
paradoxical cituations. Let me mention one instance. One has,
for example, a situation where the education-researcher tries to
combine the concepts; individual freedom and the plasticity of
human nature. 0Often this combination is attempted nierarchicallys
that is, one on top of the other:

At worst, one has the freedom of the expert to design
mechanisms of social control for or over whomever his clients will
be. On the bottom strata one has the client-subject material
passively waiting new environmental factors that will shape (read
educate) him. In this hierarchical system we should note that

e

25A. Gouldner, The Coming Crisis of Western Sociologys
New York: Basic Books, 1970, p. 332.

26Educationa1 reaching machines, media included, also fit the
Lockean perspective in that the illusion of interaction (pressing
buttons, turning knobs, and simulated voice encounters) still
reveal a passive man reacting to pre-estab1ished environmental
stimuli. 1In this case the stimuli is pre-existing educational
programs.

271pstitutional contact implies interaction with Loth persons
and other institutions. This pa=rivity of modern man finds its
ultimate expression in the words \f Franz Kafka. See The Trial,
Modern Library Book, New York: Random House, 1957. The Castle,
London: Penguin Modern Classics, 1966.

commi i i
ommitment in any form from human Tife.”
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] N s apparent philosophi Tnconsi
social r S0P ical inconsisten i
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Col ety Educationo1Change the environment is rapidly beinas
erodec administratora policy makers (intellectual and socia?) d
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AR r Tof the relationship between social pr ;
a2 e soc?.1 he dilemma of 1ife in the technolo ? o%rams
e e ¢ na dpr_‘ocess of ﬁreating the institutiong1c;
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28
Negative legal activi
threate vity here would be that ivi
threa tﬂgg ?gsi?%ngg or alter the existing social SEEZ;;EZ t?at
chalTenging the uh1ona11y apprgved sources. Thus, a law s.trom
Hon procedurcs sc ?015 authority regarding studeﬁt c1asSg}'
Foon, rocecy andwou g be viewed in a negative manner becatsx1 1§a—
o e TR e
2. S eir
egal decision could be socially disrupt$32p;ﬁgea$ggirg;é'522?a1

processes involved in testin i
_ ing child i i i
feel threatened and the profgssionsrsﬂine12§1;n5t1tUt1on could

29
Thi i R

See R. K;‘iéiﬁiEEMEQt.1? an explicit functionalist viewpoint
IS innihs MErtO 5resg1a1 Theory and Social Structure G]encoé
retreatist, rebel, etc 957. Note how Merton's scheme (rituali
Eociai con%ro]. ftewgﬁ%é lgggst;tielﬁ o COHCEptualiZinS ;?t,

: - ! a e co s
behavior (the dey1ant) is, by definition, 2t231t3:a$hgog$V1ant

3phit1ip Slat
hand lip sr_puts the matter as follows: "
Comgu§2?r2r12n1ncregs1ng experimentation withogiﬁmungg 223 one
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industrialization with economic development, individual success
with consumption, and more importantly in our area of concern,

schooling with education, success in school

measurement, and due process with justice.
This process, this dilemma, as well as

assumptions regarding social need, has more

previously discussed phi]osophica] jmplications.
The process can and should be examined in terms of the

systems of proof available to and used by the professions of
special education on the one hand, and taw on the other. i ‘
tive overview would enable one to find out if there 1s @ L

focus.

compara
relationship between different systems of p

inherent in the respective socjal processes

Law has a theory of proof that is different from that of the
Without going into great

special educator's theory of proof.

detail the point to note is that modern social sci
did not develop in connection with the study of
Rather its beginnings were in mathematics and its

methods were brought to us through the physical sciences. The
special educator in trying to achieve scientific accuracy in the

neasurement and testing of exceptiogg] children faces a dilemma as
" He has a choice among a_ -

the law did.

a result of this vgystem of proof.

bewildering array of scientific instruments of varyl
Those instruments he finally selectss:

as well as the method of their use, are determined both by
These considerations are «

and immense versatility.

scientific and institutional policy.

often much too restrictive and 1imiting, and can in

ute to future difficulties.
- —

3]Not all social scientists recognize

this boundary, nov seek refuge within its perimeters.

C. W. Mills, The Sociological Imagination,
1959.

32u_ ., (0)ne must recognize that the soundness of the

rscientific knowiedge' upon which a given

‘purportedly rests may be quite independent of the soundness of

that program.” See dohn Doris, "Science,

Familiar Retardation," Journal of Special Education,

p. 162.

33Those who would counsel against an
process, the theory of proof in operation
gathering data are often "antique," react

maintaining socia process,
seeking tunction. requently. in or er t
Creates 1egal Fictions; and by the fact o
doctrines in fact become vehicles for soc

proceedings in special Education

The fact is not that the law lags behind in method, for

example, in prohibiting the polygraph test (sodium pentothal) as
means of determining the veracity of allegations; but rather the
fact to note is that the law is a tradition setting and tradition
and this process Transcends 1ts trut

BTN ST A A

with testing and

the institutional
dimensions than the

1t has an action
Tb1s
rqof, and what values 1

in fact exist. i

ientific theory
human behavior as

ng precision

fact contri5

the "legitimacy" of _u;g
See S
New York: Grove Press,

social action program

Action, and Values in .
Vol. 4, No. 2, |

examination of the legal
because the methods of
premature1y and emotion-

o function, the process
£ being fictions, these
ial change.
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In this context, it

of Droo Cy may well be that the i

gong abougaihzom§§h1gg to offer the special edligt;i th$htheory
e Sg b ? co]]ect1ng data upon which to Ba H 12 has
B veicay or cial action for a much Tonger time thaSe 135
e e s Ofs$g1a] sciences. A critical examinat'n *Feh
s methods o }nd1ng out on which of the many'sid;gn gf the
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the universities exciting, dynamic places where involved people
can turn on to fields of inquirg and where imagination is excited
and trust in youth reaffirmed.3

This latter suggestion focuses on the maintenance of certain
patterns of social 1ife as the key in dealing with the issue,
while the former reacts to the problem with policy measures that
change and alter these patterns as a requisite condition for the
operation of that social policy. Management, measuremernt and
trust are not so much inconsistent, but rather are confusingly
blended together to form the benevolent custodial care system that
characterizes many aspects of our modern world.

In the daily workings of our professions the doctrines with
which we are dealing surface as a legal expression of laissez
faire in terms of educational social policy and a no less vital
expression of individualism in terms of the scope of due process
in educational policy. Laissez faire may conceivably proceed from
a cherishing of individualist values, that is an arguable point
and not germaine to our discussion, but it should be distinguished
from individualism. Individualism is a social philosophy, while
laissez faire is a Tegal mandate.

In another sense, by viewing educational policy in laissez
faire terms we are discussing the establishment of individual
rights by authority, that is, by the establishment of authority.
For example, when the court in the Constantineau case established
the rights of the defendant to due process pretection (notice,
hearing, and appeal) it do so by authority, i.e., the authority of
the state to post such notice with regard to habitual drunkenness.

36The maintenance of these social processes is more than an
alteration of social structure. Traditions and social process
involve value questions encompassing the teaching-learning process,
including what should be taught. A course on how to cope with
problem x {passive view of man) is radically different from a
course where the sustaining traditions of inquiry and creativity
can lead to student conclusions {active view of man) that take
issue with the functional demands of the social order.

37See Thomas Szasz, Ideology and Insanism, New York: Double-
day-Anchor, 1989.

38)isconsin v. Constantineau, 400 U.S. 433, 27 L.Ed 515.
"Generalizations are hazardous as some state and federal administra-
tive pracedures are summary by reason of necessity of history. Yet
certainly where the state attaches 'a badge of infamy' to the
citizen, due process comes into play.” 518-519. See also Anti-
Fascist Comm. v. McGrath, 341 U.S. 123. "The right to be heard
before being condemned to suffer grievous loss of any kind, ' even
though it may not involve the stigma and hardships of a.-criminal

conviction is a principle basic to our society." p. 168.
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individual rights are concerned in that the procedures of these
developing social processes are unfair1x applied, denied, abused,
or for technical reasons, are not fair.40

We are Tiving in a period in which educational enterprise is
on the aggressive and the individualistic ideal sweeps everything
before it. As a resuit, the courts I feel are not Tikely to read
anything but individualistic philosophy into the constitutional
law. In this context I suggest that the meaning of American
education, its direction and the attendant rights, responsibilities
and duties of those concerned with its development will be most
securely found in the developing social processes and not in the
specific remedies sought in particular tegal cases.

AlTow me now to turn to some final items for consideration,
that hopefully contain both a strategy and content of relevance.
Initially, I suggested that we take a good hard look, a deep
breath, as it were, before moving in the area of establishing
standards; developing rules, even laws governing our conduct with
regard to testing and classifying children for educational inter-
vention. Then I endeavored to sketch the problem solving process,
showed how that process might be seen to operate in testing and
measurement, alluded to some anticipated professional benefits as
well as some Tingering ambiguities. Lastly, I placed the social
process in a philosophical perspective, compared and contrasted
Tegal and social scientific methods of proof and finally discussed
the legal process as it works with regard to both institutions
and individuals. In terms of this holistic perspective let me
offer a few cautious suggestions.

1. It is quite possible that the poor and the minority
groups will still not be treated fairly even with due process
protections simply because they will lack the political base
necessary for the entrance of ‘their views and desires regarding
education and schooling into the system. Politization of these
groups is not an answer because the politization is not self-
generative but rather reactionary in form (counterveiling insti-
tutional programs) and ultimately functional to the needs of those
making social policy. Thus, freedom in terms of a pluralistic
approach may not Tie in further organization.

4OIn the second Hobson v. Hansen case, 327 F. Supp. 844, such
was the case when the court ruled that disparit disparities in
pupil expenditures could not vary between schools in the District.
As the court said:

Notwithstanding contentions that discrepancies were
random, were due to technical reasons beyond defend-
ants control, and were inconsequencial, right to equal
educational opportunity was being denied and it would
be ordered that per pupil expenditures for teachers'
salaries and benefits in any elementary school not
deviate except for adequate justification, by more
than 5 percent from mean per pupil expenditure for
teachers' salaries and benefits at all elementary
schools in the District. n. #1, p. 844.

123

tion control in the pursuit of professi
Nor do I think they should do sg ; i
\ - I'do not think t i
%?oghﬁgs$g gg ;ggttgifpoggr ?hou1d be used, or how gﬁ: ?2?015298
i ectively u ' i
t1og Sh8$lq be ?hared before ¥t ?gddsggt rether hou the informe-
3. mately there exists a socia].the e i
ggi;?ﬁgngﬁoil]o?hihiisues we have discussedT %Ei?miggég ggat
0 g at unquenchable desire of ki
kind--in any categorization--B1a i Boor fancqa an-
t --Black, Chicano, poor, femal
youth, and handicapped; for 1ibe %' ’rospond to thi
dynamic social theme sa1e1 in"terms oF duy peahond to this
C T S ¥ in terms of due process righ
Institutional programs, and structural 1 b T4
changes wil
to fall fa( short of a most noble task thatgawaits]usegné {Sar,

o e e

T s Dt



124 Proceedings in Special Education

THE AGONY AND ECSTASY
OF BEING A SPECIAL EDUCATOR
John W. Kidd*

i do
one knows our business; everyone tells us what to
and hgxezg do it; the agony is in having to hear it fzomhthear_
Jawyers and the sociologists qnd the psychologists and. ihg
ents and the pupils and the aides; but the ecstasy 1is 13 e e
attention we get and the occasional nugget which crops up
a Jane Mercer or a Grant Nelson or an Elwood Thomas. [ shall
My fellow panelist, Dr. Johnson, has agfeed thztth i ﬁe
react to the content in Thursday's prgsgntat1ons an ae he -
shall react to today'sdcontentt1n adi;g;on to whatever gen
i i either desires to exp .
faed Ei?céligi M;rtin’s initial presentation here set the s%age
for the multi-faceted 1ook which has‘been given Eo th$ Cogpeguca-
topic of our conference which, I rem1nd you, is lega in
tional consequences of the inte111gence Eest1ng movement . éeé
handicapped and minority group ch11dren‘ Dr. Mart1ndrem&n
us of USOE's priority for education of the hanq1cap9e.. te cake
recognized the temptation 1n.tqe gacgt?gnce:ﬁi}Ed§:;t}§i81$1gence
the position that since special & uc 0, ncluding Tt oned.
testing, is something less than"perfect it should bandone
ed against this "throw out the babies with_
gstﬁleiglgegiTn In gimilar circumstances, others hayg qem1gged us
that mainstreaming of many of the children with special ne
i i owning. - )
prom1§eihgﬂéﬁtt2ﬁ;¥ g;. Mar%in implied that the imperfections anﬁ
bjases in tests, like other arenas and vehicles of po11qt1?q ch
as air and water and automobiles and proposed Alaskan pipelines,
1 ing up. )
need Br?aaxggarg Whelan's insight ye]at1ve to the nature and~
nurture of labels was a needed remlnder.. Pgrhaps I mgy OX§Eh
simplify his message by suggesting that it is notlﬁor % ?ébe]s
derogate people but people who derogate people. 1T our L
are to be changed, it should be for greater precision.

are to be abandoned, so will their subjects . . . the handicapped.

. . ba
i through symbols that the presence of'anyth1qg can

igk;gw?géged. I% isygnTy through 1abe1s @hat the hand1c?pp3d gfn

be the topic of communication, appropriation, and specia ﬁ ug -

tion. If mainstreaming them made sgnse, none of what has becom

: a1l education would have emerged.

spec1§ome of our critics, I think, have become gnamored of

change . . . any change. I suggest our cont1ng1qg ?gsgi}come
means to progress but not_as an end in 1 .

chang? azvg Tong awaited the opportunity to partake of the g1sdom

of Dr. J. McVicker Hunt. Tt was a rich offering th§t he made. .

It is presumptious of me to accept the role here which I did, It

*John W. Kidd is the Assistant Superintendent' at t:}.te Spec':ial
School District of St. Louis County, Rock Hill, Missouri.
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js audacious to pretend to the capacity to constructively react
to Dr. Hunt's paper.

Suffice it to say, I hope, that the analytical study of the
child as the basis for school curriculum, which he espouses, we
jmpatiently await. That intelligence testing falls short of this
ideal, there seems to be no doubt.

If this conference's first day had content which raised the
intellectual goose bumps of many educators present, it had to be
the scholarly summaries by Grant Nelson and Elwood Thomas of the
principles and procedures of applicable federal law. Perhaps
the written record of this conference will be held in greatest
esteem by more people due to the inclusion of their papers than
for any.or all the rest. How nice it would be, many of us must
have mused, if when we are sued these two could be our defense
attorneys.

Have we missed something here about the efficiency and
effectiveness of instruction being to some extent contingent
ypon **x homogeneity of the learners? No educator proposes
chance grouping such that a teacher's class consists of boys and
girls whose names were drawn from a hat . . . the hat containing
the names of all the pupils age 5 to 21, IQ 0 to 200, who reside
in the area served by her K-12 consolidated school., Yet some
educators denounce homogeneity of grouping. Whatever their pur-
pose, it certainly is not for the purpose of improving the
efficiency and effectiveness of the Tearning experiences of
children . . . just as some educators denounce where it happens
without the inconvenience of knowing what happens there.

Have we missed something else along the 1ine that public
school programs for the mentally retarded are being attacked
simultaneously for diametrically opposed purposes? One attack
we all expect and some have received demands for admitting more
children to such programs . . . more at the Tess able end . . .
younger both mentally and chronologically than is currently done
in most of the states; and more at the older and more able
end . . . beyond 16, 18, even beyond 21, and above IQ 68, 70, 75,
even in some states now to 85.

The other attack says that we have no right to classify,
homogeneously group, and/or specially program for "slow learning
children" as though they are handicapped. This plaintiff says,
"How dare you call my child retarded?" and the other says, "How
dare you deny that he is?"

It is heartening to me, and with this I close, that the only
public school system I know about which Titerally attempts to
operate the world's finest program for the mentally retarded
experiences rare criticism for mislabeling. This system not only
aspires to the highest quality program but is affluent enough to
implement it. These two ingredients may be present nowhere else.
In Tittle more than a decade this system has bought and built in
excess of $20 million worth of buildings and such without paying
a penny of interest, The point is that in that system, dozens of
boys and girls attend classes for the educable mentally retarded
by parental petition and State approval even though their meas-
ured intelligence significantly exceeds State standards. Demands
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" COMMENTARY
John L. Johnson*

My commentary will be geared toward the theme of this con-
ference. There have been leagal and educational consequences of
intelligence testing movement for all children, but probably more
markedly for handicapped and "minority" children. The rich body
of data generated and presented by this and other conferences is
ample evidence of the serious concern shared by professionals,
laymen, and parents on the one hand as individuals but seemingly
not of similar concern to institutions, schools, and professional
regulating bodies, including the political forces who maintain a
consequence laden status quo. It is ironic, in fact, that there
is such wide spread sympathy for the negative consequences of pro-
fessional IQ'ism but so 1ittle behavioral sc¢ience professional
action which is directed toward alleviating the negative cingss-
quences we all abhor. Rather, our behavior seems to be chatacter-
ized by a pseudo-scientific - "objectivity" stance which permits,
legitimizes and sustains the noxious practices of intelligence
testing, labeling, and stigmatizing of public school students.

Professionals, educators, psychologists, psychiatrists, and
others of us assembled for conferences such as this one, all bear
part of the responsibility and guilt for the accumulated incom-
petence, inaction, and ignorance which is inbedded deeply in the
intelligence testing movement, as a general jssue within the
scope of American educational practice. It is no wonder that the
law, the courts, and the legal profession have become the forces
which must be invoked if the rights of children are to be differ-
entiated from those of the institution and professions. This is
a serious ‘question of politics and one which few professionals have

the courage to confront in a political context. Rather, we convene,

discuss, generate data, present papers all in the hope that the
social condition we wish to change will do so as a result of what
we knew hest how to doj; that is convene, gather data, discuss and
present papers.

To illustrate my point, I cite for you two papers, neither of
which are popular, but both of which address the specific issue of
intelligence testing and race. Both are quite potent, and in my
own thinking each contributes a great deal to the issue of this
conference and both call attention to the underlying structure of
the issues in this conference. The first, "Racial Factors in
Intelligence--a Rebuttal, published in Transaction, June 1969,
clearly sets forth a position which brings environmental factors
into scrutiny when intelligence and IQ are discussed. Yet, few
professionals are willing to address the system of values and the
American-patriotic-white-nationalist ideologies which systemat-
ically relegates segments of the society to something called
"minorities," and then utilizes a pseudo-scientific mechanism such

*John L. Johnson is Associate Superintendent, Division of Special
Education Program, Washington, D. C. Public Schools.
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i maintain t i nd the
i igence testing and IQ to maintain the oppression, a
?;ag?%$l}1gg control environment and.behav1or. In the‘cgsedozothe
African-American, slavery was the1pr1Tiry miEZa?;sgh:tl;;:eof 0 e
i i igi culture ,
oppress and diffuse their original ulture and In the Stion were
native American, the Indians, outright w o deni -
the mechanism of oppression. Both peop]es su bura,
ati to hate themselves. In conventiona
gration and were taught Ives, I o e faa and
i language both are now designated a i d
iﬁﬁzeziéggil to ghegbigots' query about such factors as 1nte111
gence and IQ and its extensions into compensatgry educat1on,.va_
{ncluding the use of bankrupt notions such as "cultural d§pr1
tion" and the utilization of persons of the same race as hQ1 .
examiners. What is systematiga]}y repre%;:dw;?t2h3r8¥zgzign2§ g
i nt oppressive ideology 1n r
;gth%;l; 3gg§e ma?ﬂ concern is to JUStfo what the1( foreiatgers
did and the benefits of which they now enjoy. In this ﬁ?n ??sﬁe"
many Black professionais see the recent revival of the "IQ L or
as DuBois saw it in his Crisis editorial of 1920 (the secon paﬁ
I cite). "Race intelligence" was an instrument of_oppress1on]; in
as it ié now and its présant form is one of mechanisms for relie
i -generational guilt.
°f ]ngirigefrom this pgrspective that the conference papers on
i i ust be viewed. ) ) ) .
1nte]l;aggceH?gbee's research on the Sioux, his meeting w1?hd§hes
tribal leaéer, and his test results showang g}fferi?ﬁé?Lg:12k;;g
i emory and auditory closure and Rubin's
g:pzzigglngasuﬁés both contain data WQ]Ch answg;rfgﬁgu?gzg%ozitig
iri i ei rt comes n
empirical questions but'n>1ther re?gc TS e e 1y Shows the
jssue. Higbee's analysis of the W su Jtests clearly S on the
effect of socio-cultural and even physical en onhe
! ould be answered, but w111 repegted measure
gg;zt%ggiswwithout environménta] intervention, tell us anymore
} ow? . .
than giuizgwsnpaper on the difference between I1Q and 1nte111gepcei
I believe, was quite a humanistic approach, yet strgng]y-gmp1r;ggu%
His discussion of norms is extremely v§1u§b1e and h}S-notwgns
the static nature of certain characteristics was quite goo i 4
Mercer's presentation-on pluralistic ggﬁgismentetxe}?crgceiVEd
i i f disabiiity wer
adaptive behavior and her‘typo1ogy 0 : yell rece
i The notion of adaptive behavior,
by most conference participants. 2 fon of adaptT e D et s
from a socio-cultural context 1s an 1mpo_rj4 ) e A ey
icati i the Adaptive Behavior Inve s
the pubiication of her 1qventor1es, P e oy and
io-cultural Modality Index, and the Hea d
§g§a§$ﬁéﬁt Inventory. How, in fact, these new assessments will be
i 14 is a matter of serious concern. )
Ut1]1§§3c;i's work has an inte]lectua?ly.pyovocative char?ctﬁr, but
laced in the hands of those who now anlnister the §choo 5 tez 3
work, 1ike that of others, can be uti11z§d to maintain the s ? g
quo in educational ideology and to ideqt1fy new types o& §urpfu
populations within the context of gmerlggg S?gggt;g?idregTysge
us, with particular interests in educa K chldrers She
' k as a positive step toward re-consiru )
gizgigiangrdecisiog process. While pluralistic assessment re
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search will alleviate the present situation by which children are
labeled and assigned to inferior educational arrangements, we must
view it with caution, until the political cansequences become
overt.

The second element of this commentary has to do with special
education and the law. It relates specifically to Fanta's paper
dealing with the issue of power and social pracesses as imbodied
in the law. There has been no more significant educational change
agent than the development of this new authority for change in
values and attitudes. Fanta's very good analysis of the role
which social policy and law must take on to fill the void which
is left by the professional educators, Education is too important
a social policy to be left to educators alone, thus the law as
authority and as impetus for reform of all of education, regular
and special is a hope for the future. Recourse to Taw and the
courts is perhaps the only solution to the issues brought forth
at this conference. It has been, in fact, one of the significant
factors  in shaping public education in the District of Columbia.

I will, as requested, review the major points of two cases.

First, in Hobson v. Hansen, the court gave redress to Hobson
against the school system. Among other issues, the court prohib-
ited the placement of children into a tracking system of studies,
based mainly upon results of group administered ability and
intelligence tests on the grounds that such procedures were dis-
criminatory toward Negro students. In the decision, specific
notice was made of the particular methods used by the school
system to segregate whites from Negroes, i.e. ability and intel-
ligence tests results which relegated Negroes almost exclusively
to the lower educational track. In this system of grouping,
special education, per se, was not provided since the Tower or
basic track was a separate, stigmatizing unit. The irony of this
case is in its specific relationship to the need for conventional
special education. As long as tracking was policy there was no
established Department of Special Education and shortly after
tracking was eliminated Special Education was established in a
formal manner.

Second, in Hobson v, Hansen - II, the court gave redress to
Hobson against the school system ove the manner by which resources
(per pupil expenditures) were allocated in various sections of the
city of Washington. One need not think very long to know that
Blacks received the short end of the stick. The court ordered that
pe upil expenditures be equalized throughout the system to within
five percent of the city mean.  The school system was ordered in
the first stage of compliance to equalize teachers salaries, school
by school. This necessitated the shifting of teachers with low
salaries (i.e. relative experience) between schools who were above
and below the city wide average. This effort addressed, in
Washington, the age old problem wherein teachers in poor and Black
schools were mainly new and inexperienced. The second stage of
the court order has to do with supplies, special resources, and
sa forth. In the long run, theory would hold that such a step
would prevent a large share of the "special educatijon" need.be-
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cause as general education improves jts teaching and affords good
education for all, then there will be less need for special
arrangements. Time will tell. The major special education im-
plication is in the provision for equal opportunity for classes
of students, using fiscal resources -as a baseline variable,
although special education is growing by leaps and bounds and the
shifting of fiscal resources may coenstitute a future problem for
legal redress. ‘

The second case, and probably the most important is Mills vs.
the Board of Education. It addresses the problems of handicapped
children and is developed out of the same matrix of educational
neglect and noxious public educational policies which caused the
need for Hobson vs. Hansen. The one difference is that the D. C.
Board of Education and school administration have. entered into a
consent agreement, thereby recognizing the substance of the issue
and setting in motion a voluntary process for assuring the rights
of handicapped students. Mills vs. Board of Education provides

for the following:

A. That children were labeled "exceptional," as behaviorail
problems, mentally retarded, emotionally disturbed or
hyperactive, and denied admission to the public schools
or excluded from the school, with no provision tor
alternative educational placement or periodic review.

B. That the school system excluded, suspended, expelled,
reassigned, and transferred "exceptional" children
from regular public school classes without affording

due process of law. -

. It is noteworthy that all seven of the plantiff children for
whom the class action was established are Black. While this
factor is important, the class they represent is not limited by
race; rather when the precise description of their handicapped
condition is reviewed, they represent the range of problems to
which schools must "equalize" their educational programs.

The suit itself, provides for:

1. Free publicly supported education regardless of

~degree of physical, mental, or emotional disability.

2. Adequate educational services, suited to the child's
educational need. (underlining mine.)

3. A procedure for due process, including prior hearing
and periodic. review of the childs status, progress,
and the adequacy of any educational alternative.

4.  The possibility of a court-appointed master, to
assure adequacy of services to handicapped children.

One point 1n the suit, bears extrapolation. That is the due
process hearings and their implication for testing and Tabeling
procedures. Mills establishes a set of hearing procedures to be
developed out of the presumption that "among the alternative
programs of education, placement in a regular public school class
with appropriate ancillary services is preferable to placement in
a special school class.” It is worth citing verbatiim the nroposed
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hearing procedures, particulari i i i

0 Y . y that section invol
It fo]!ows. _(pltation: paragraph 13.e., Mills vs.vsng péggﬁgegg.
Education, Civil Action No. 1939-71). o

Whenever defendants take action regarding a child’
ggg:,rgeg1a}30; placement, or trangfer, gs dggllgbdegﬁce
sha]% bg ;olléwegf 13.c., above, the following procedures
1. Notice required herein before shall be gi i
writing by registered mai tor
guardian of tge child, ! £o the parent or
2. Such(ngtice shall:
a) describe the proposed action i il;

(b) clearly state the specific andncg;g?élé
reasons for the proposed action, including
the specification of any tests or reports
upon which such action is proposed;

(c) ggzg:%be.gqy a]ter?ative educationéi

unities available

y Fe?porary il on a permanent or

- Tnform the parent or guardian of iy
to opaect to the propgsed action dearlbht
hear1ng before the Hearing Officer;

(e) 1nform‘the parent or guardian that the
child is eligible to receive, at no charge

) the services of a federally or locally ’
funqed diagnostic center for an independent
med1ca13 psychological and educational
evaluation and shall specify the name,
address and telephone number of an appro-
priate local didgnostic center;

(f) inform the parent or guardian of the right
to be represented at the hearing by Jegal
counsel; to examine the child's school
records before the hearing, including any
tests or reports upon which the proposed
qct?on_may be based, to present evidence
including expert medical, psychological ’
and educational testimony; and, to confront
and cross-examine any school official,
emp]qyeg, or agent of the school district
or pub]gc department who may have evidence
upon which the proposed action was hased.

The issue this section rai
this s aises are of relevance to the con-
ference, that is, which of our procedures now in use (intelligence

~testing) and projected (pluralistic assessment) will stand the

test of due process? Which of our reasons for placem i
wh$n a parent represented by legal counsel quesgions igzmgj];hgg1d
wi 1 be our recourse when parents are able to prezent thefr own
expert medical, psychological, and educational testimony?

Those issues, perhaps this conference can address in its next
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session, for surely it cannot at this one.

I wish to conclude this commentary by citation of the words
of Julius Nyerere, from his paper, "Education for Self-reliance."
(In Resnick, I.N., Tanzania: Revolution by Education, pp. 49-70,
Longmans of Tanzania, LTD, 1968) The views expressea by Nyerere
are those many of us seek for they represent, I believe, a goal
which American education must seek.

The educational system...must emphasize cooperative endeavor,
not individual advancement; it must stress concepts of
equality and the responsibility to give service which goes
with any special ability; whether it be in carpentry, in
animal husbandry, or in academic pursuits. And, in particu-
lar, our education must counteract the temptation to
intellectual arrogance; for this leads to the well-educated
despising those whose abilities are non-academic or who have
no special abilities but are just human beings. Such
arrogance has no place in a society of equal citizens.

It seems to me that we must all be about reforming our think-
ing and our practices so that we can, in our educational systems,
whether by law or by political action, reach the lofty goal of a
society .of equal citizens. We, in special education must, of any
interest group, set aside our noxious Tabeling and intellectual
arrogance of intelligence testing for the good of the children,
and conferences without -action plans seldom accomplish that task.

-
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