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In order to understand learning and learning problems we
must have a brain-based understanding of intelligence. -

Summary of the Workshop

» This workshop is specifically designed to assist psychologists and others
who evaluate intelligence to better understand academic and social success
and difficulties. Understanding learning disabilities requires an
understanding of learning Abilities. Traditional 1Q (e.g., Wechsler and Binet)
has been widely used despite their limitations, especially regarding fair
assessment of diverse populations. Alternatives to traditional 1Q, and in
particular, the Cognitive Assessment System - Second Edition (CAS2;
Naglieri, Das & Goldstein, 2014) provides a neuropsycholgical approach to
intelligence based on A. R. Luria’s view of brain function. Research has
shown that the Planning, Attention, Simultaneous, Successive cognitive
processes the CAS2 measures detects problems those with specific learning
disability, Autism, and ADHD have. CAS2 is the most appropriate test for
diverse populations and research has shown that PASS constructs are directly
related to interventions.

Psychologists and Guidance Officers can now evaluate learning problems
accurately and diverse populations fairly and provide research based
interventions related to cognitive processing strengths and needs. In this
one day session, Dr. Naglieri will share information about these exciting new
opportunities that can greatly enhance the psychologist's ability to diagnose
and recommend interventions. Conclusions

The Case of Alejandro-
Discrepancy Consistency
Model example

From assessment to intervention

Conclusions

Introductions

» Introduce yourself to those at your table

» My interest in intelligence and instruction
» Initial degrees in psychology

» Experiences at UGA

» Need for evidence based interpretation

» My personal perspective on being a
researcher and test developer

» Why this topic?

Conclusions
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Topical Outline

Understanding tradition 1Q
» A brain-based view of abilities
» Cognitive Assessment System Second Edition
» Deciding Which Tests to Use
» Diagnosis of SLD
» Neurocognitive abilities and ADHD
» Neurocognitive abilities and ASD
» Final case studies

Conclusions
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CASE STUDY: ALEJANDRO
C.A. 7-0 GRADE 1
REASON FOR REFERRAL

» Academic:
» Could not identify letters/sounds
» October 2013: Could only count to 39
« All ACCESS scores of 1

» Behavior:
« Difficulty following directions
« Attention concerns
» Refusal/defiance

Conclusions




WISC-IV ASSESSMENT

Full Scale 1Q * 73
Processing Speed Index * 75

Working Memory Index |86
P ptual ing Index |79
Verbal Comprehension Index |75
!
40 60 80 100

Standard Score

Conclusions

WISC-IV SUBTESTS

Symbol Search | 1

Coding i 10
Letter- k ing d9

Digit Span el 6

Matrix Reasoning | 6

Subtest

Picture Concepts |l 5
Block Design | 9
Comprehension | 7
Vocabulary e 4
Similarities  ju— 6

Scaled Score Conclusions

110

Interpretation of CAS2 = §

90

80 —— msuc
Apply Discrepancy/Consistency - L
model for Alejandro

T.her.e. iS a Section 5. CAS2 Interpretive Worksheet

significant

difference PASS Scale Comparisons

Compare each PASS scale index score to the child's mean
PASS score using Tables A.1 and A.2 (Extended Battery) or
A3 and A4 [Core Battery) of the Interpretive Manual.

between the

Attention score of|
67 and the PASS e dmtue o
mean of 87.3 and| [pianning 102 148

yes
H Simultaneous, 96 8.8 no

the Attq_annon —_— e =

scores is well Successive |84 33 no

below Average [PAsSmen | 873 |

range Conclusions
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KTEA-II

Written Language Composite ‘ ‘ : ﬁB
Written Expression ‘ ‘ : 82
2 Spelling : : : 7
§ Math Composite ‘ ‘ ‘ 7
é Math Computation : : : 84
% Math Concepts & Applications 76
3 Reading Composite ‘ ‘ ‘ 79
Reading Comprehension ‘ ‘ ‘ 78
Letter & Word Recognition I I I ; 85
40 50 60 70 80 90 100

Standard Score

Conclusions

COGNITIVE ASSESSMENT

CAS PASS Scales WISC-IV Composite Index
| | Scores
Full Scale 83 7] |

Full Scale 1Q f 3
Successive 84 Processing Speed | 5
4 Index f
Simultaneous 6 Working Memory

|
4 Index ‘ 29
Perceptual Reasoning

Attention 67 79
i Index ] ‘

Verbal

Planni
anning ﬁloz Comprehension Index —!_”5
40 60 80 100 120 40 60 80 100 120
Standard Score Standard Score

Conclusions
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Discrepancy Consistency Model for SLD
for Alejandro

Discrepancy

between high
and low f N
RIOCESSINg Planning (102) &

scores  ——> significant Simultaneous (96) Significant
Discrepancy Discrepancy Discrepancy
between high
processing and
low achievement Math Word Attention (67) &
Consistency Problems (76), | successive (84)
between low Reading Comp
processing and (78)
low achievement

Conclusions




Wechsler Scale

» The Wechsler is the most widely used 1Q test

» Is it sufficient?

» Is the Wechsler detecting the cognitive
problem that leads to a specific learning
disability?

» Is Wechsler useful for instructional planning?

» What DOES it measure?

» Let’s review the history of Wechsler...

Conclusions

- B . Jack A. Naglieri, Ph.D. 13

Origins of Traditional IQ

» On that day same a group of psychologists
held a meeting in Harvard University’s
Emerson Hall to discuss the possnble

role psychologists
could play with the
war effort (Yerkes,
1921).

» Yerkes, Thorndike,
Seashore, Terman,
Otis and others...

Origins of Traditional IQ

» By July of 1917 they showed that the
Alpha and Beta tests could
- “aid in segregating and eliminating the
mentally incompetent, classify men
according to their mental ability; and
assist in selecting competent men for
responsible positions” (p. 19, Yerkes,
1921).
» Thus, July 20, 1917 is the birth date of
the verbal, quantitative, nonverbal IQ
test format. Conclusions

-~ Slidesby Jack A Naglieri, Ph.D.
m X (inaglieri@gmil.com) 7

Origins of Traditional 1Q

» April 6, 1917 is remembered as the day the
United States entered World War I.

T Y Eomof |+

e | The New ﬁnrk Times.

U S DF CLA RFS‘ WAR PACIFIC Bfl TTLE' W !BEAS
MANILA AREA BOMBED; 1,500 DEAD IN HAWAIL
HOSTILEPLA NES .SH:HTI‘D AT SA ’\f FRA “\'CIS(,O

» The goal was to find tests that
could efficiently evaluate a wide
variety of men, be easy to
administer and easy to score.

» The tests were tried out in a
study and the data analyzed by :
Woodworth, Thorndike (Chief
Statistician), Otis, and Thurstone

4
R. Woodworthions

m i

IQ’s Origins

ARMY MENTAL TESTS

» Yoakum & Yerkes
(1920) summarized the
methods used by the
{{;ﬁ military to
> classify people from
many backgrounds by
mental capacity  conclusions

Naglier, Ph.D. (naglieri@gmail.com)




1920 Army Testing

» Army Alpha » Army Beta
< Synonym- Antonym © Maze
- Disarranged - Cube Imitation
Sentences - Cube Construction
> Number Series - Digit Symbol
> Arithmetic Problems > Pictorial Completion
> Analogies > Geometrical
> Information Construction

Verbal & Nonverbal “onclusions

Army Alpha

»

- Quantitative

Verbal and Nonverbal

» Now you will take the /nformation subtest
from the original Alpha (Verbal) IQ test

» There will be 10 questions

» Write your answers to each question

» You will have 60 seconds...

» Ready?

» BEGIN

Conclusions

3 - 2
N

[5]&}’7.‘)“"‘ :rgrass—table green warm big ;
SAMPLES < fish—swims : : man— paper _ time walks  girl
1 day—night : : white— red blauk clear | pure
In cach of the lines below, the first two words are related to each other in some way. What
{ﬂu are to do in ench line is to see what the relation is between the first two words, and under-
ine the word in heavy type that is related in the samo way to the third word. - Bogin with No. 1 s
and mark as many sets a3 you ean before time is called, g
sl mark as ¢ Y 2
=T gun—shoots : : knife— ) 1 ‘1
—2 ear—hear play 2 8
—8  dress—woman R— Le... DeCK fﬂe[ 3 g
—+ handle—hammer : : kuois Rey  room  siee 4 =
& shoe—foot : : hat— coat nose hesd wila 5 &
~—% water—drink : : bread— cake coffee eat . pie i o
—7 food—man : : gasoline— gas oil i spark. 7 3
8 eat—fat : : st-nrw—thi- food Tread thirsty 8 @
—9 man—har bird=Ty insect worm 9
~10° go—come : : scll— leave .y . moncy  papaes. w0
~IT peninsula—land : ; bay— boats pay ucrm Matsachusetts
2 hour—minute : mnmtﬂ man — :‘]2
—48  abide—depart : over ho.ue ,"m; wade L T
){E Jummr} l‘ubrnar June— _h%[ May. month year. R )
~—15  bold—timid : : advance— proceed  refreat campaign soldier. . ... .. 15

Conclusions
The First IQ TEST: Alpha
1. Bull Durham is the name of tobacco
2. The Mackintosh Red is a kind of  fruit
3.The Oliver is a typewriter
4. A passenger locomotive type is the Mogul
5.Stone & Webster are well know engineers

6. The Brooklyn Nationals are called Superbas
7.Pongee isa fabric

8. Country Gentleman is a kind of corn

9. President during the Spanish War Mckinley

10. Fatima is a make of cigarete

c )
m: Psychological Examlnlng the United States Army (Yerkes, 1921, B"Qﬁfns
22

Army Mental Tests = Arithmetic on
WISC

TEST 2

Get the answers to these examples as quickly as you can.
Use the side of this page to figure on if you need to.

{1 How many are 5 men and 10 men?. . oAnswer (16 )
SAMPLES {2 Tt you walk 4 miles an hour for 3 houss, how far do you walk _Answer { 12 ) %
1 How many are 40 guns and 6 guns?. . ceieeoo... Answer (=) »]
2 If you save 36 a month for 5 months, how much will vou savel. .. o Answer (o)
3 1f 32 men are divided into squads of 8, how many squads will there be?. . Answer ( o, ) g
4 Mike had 11 cigars. He bought 3 more and then ked 6. How many ) ]
cigars did he have left?. .. ... .. L Answer (%)
5 A company advanced 6 miles and retreated 3 miles. How far was it then 5]
from its first position?. . . ) ) E
6 How many hours will it take a truck to go 48 miles at the rate of 4 mil(.) an - i
hour? .. Answer ( iy @
7 How many pencils can you buy for 40 cents af the Tate of 2 far 5 cents? . . Answer { ( )
<8 A regiment marched 40 miles in five days. The first day they marched o
miles, the second day 6 miles, the third 10 miles, the fourth 9 miles. How
many miles did they march the last day?. . . Answer ()
9 If you buy 2 packages of fobaceo at 8 cents each and a pipe for 55 .
miuch change should you get from a two-dollar bill?. . ... ... ... . Answer (| )
10 If it takes 8 men 2 days to dlg a 160-foot drain, how mam ‘men are needed to
digitinhalf aday?......ooovii i Answer (| )




BUT WAIT ! How do VIQ is Achievement

IQ and Achievement What does scared Someone who is glad is
- mean? (a) tall
Tests Differ? (The child answers (b) proud
orally) (c) happy
(d) alone

The TRUTH about 1Q and

achievement tests... T N
Vocabulary item Test Reading
presented orally by Vocabulary

*he examiner: Conclusions

Conclusions

VIQ is Achievement Quantitative Ability or Achievement?
" » “Neal had five marbles.» “How many stars are
fce?:ey bh;is P.efer' counted seventeen Then his mother gave there all together?”
and sold five lily pads at the PO"FL . him three more marbles.
H 5 There were frogs sitting How many marble did he
ow man on five of the lily pads, have then?”
books did he
Py and the rest were empty.
have left? A *
How many lily pads were *
empty?
Stanford-Binet 5t (@) 22 (b) 13 (c) 12
Ed. Quantitative Y
items Stanford Achievement i
Stanford-Binet 5

Wechsler Individual
Conclusions Achievement Numerical

Test Math item I-Bir
Quantitative ns

Quantitative Ability or Achievement? The Same Arithmetic Item!

» “Drinks and snacks * “If you bOUght both A AR REEEEEEEEEY ‘—‘" ‘3
cost money. Show me balls and you had o it 3z e
how much money this much money, e -0 -1 +4
these drinks and how much money T

' o v - would you have Stanford-Binet 5 Woodcock
w-oo |eft?" Quantitative Johnson-111
LI-=2 r\ 20 @ , Reasoning Achievement
w22 9ls'N d > Bl o P Math Fluency
ool ‘J “, m M = subtest

WIAT-1I
Numerical
|| Operations

WJ-111 ACH
Applied Problems

Stanford-Binet 5
Quantitative Reasoning

{




Ability or Achievement ?

Tests of Cognitive Abilities W—li

s Tests of Achievement WJ*
Tests 11-20 i

ended Test Book
Tests 13-22
Form A

Effect of Achievement in IQ

» There is under-representation of minorities in

gifted (Ford, 1998).

« Black, Hispanic, and Native American students by
50% to 70% (U.S. Department of Education, 1993)

The over-representation of minorities in

special education is a significant problem
(Naglieri & Rojahn, 2000).

This problem must be addressed by
elimination of test questions that require
verbal (e.g., vocabulary, information,
comprehension, similarities) and quantitative
knowledge

v

v

Conclusions

Army beta

»

Conclusions

Which is Ability and which is Achievement?

Test 14 Picture Vocabulary Test 1A Verbal Comprehension-Picture Vocabulary

Administration Overview
Scoring

Test 1B Verbal Comprehension-Synonyms Test 17A Reading Vocabulary-Synonyms

o Overview

\dministration Overview Administ

Test 178

ng Vocabulary-Antonyms

Test 1€ Verbal Comprehension-Antonyms
\dominr

on-Verbal Analogies | 1est 176

Admin

st ing Vocabulary-Analogies

Vocabulary by SES Aningful

ifferences
i E of

Betty Hast & Todd R,

Exposure to
words
increases
with
educational
level of
parents.

Conclusions

3

Army Mental Tests - WISC Digit Symbol

(Coding) & Mazes
_ TEST4
BREEEE KA

ENHEENENESuEI0 s

Test 7.—Digit Symbol

record sheet, points to blank below 2
mbol for 2 at top of page, writes in 4
ne way with the other parts of the
il, points to space below 3 in the td

Test 8.—The Maze =T

onstration maze (@), and with his penci . g

shortest way out. At critical points h ']‘_%:-&‘

| in wrong direction without marking, 9

tinues to work in the right direction b |——J
maze A, gives . pencil, points to st '___:I —‘_ |_

SR s




Army Mental Testing = WISC Picture
Completion

B Sl
g wed 785t}

Connecting the Army Alpha
& Beta with Wechsler

»

Conclusions

Origins of Traditional IQ

» In May of 1918 a
22 year-old
David Wechsler
arrived at Camp
Logan in Texas
to use the newly
developed Alpha igf
and Beta
(Yerkes, 1921,
p. 40)

Conclusions

Slidesby Jack A Naglieri, Ph.D.

Army Beta

» The Performance
tests on the Beta
are referred to as
nonverbal

Back to the Origins of Traditional

1Q

» One of the Enlisted men in the Medical
Corps trained in the School for Military
Psychology was the 22 year old DAVID
WECHSLER (Jan 12, 1896 - May 2, 1981)

AYArQ, KTECSON U . ... April, 1818,
Watlkins, Clarenca I’. ... November,
Weber, Chris 0. April, 1

» Wechsler, Dayid May, 19
Wells. Corneiius Novem

Werner, Helmzt
West, Robert W
Wesidott, Ralph
Whitchead, Guy

Conclusions

Slidesby Jack A Naglieri, Ph.D.
(jnaglieri@gmail.com) )

Army Testing Program?
ol Aectir_

» David Wechsler got an
idea...make a version of th: [
Army tests for use by
clinical psychologists

(inaglieri@gmail.com) 4




The Psychological Corporation Wechsler-Bellevue (1939)

Cattell, Thorndike and Woodworth all have portraits at corporate
headquarters of The Psychological Corporation (now Pearson) in
San Antonio, Texas. They were on the board of the and
instrumental in the formation of the company.

THE
WECHSLER-BELLEVUE
INTELLIGENCE SCALE

Fom
el o oy 226

S 4 Tou
DAVID WECHILIR

00000

Conclusions

m @

| A
- . -l ") t’d -
1952 ! - ' Verbal Nonverbal Intelligence?
» 1941 Chevy - . » Verbal / Nonverbal is a practical
» Sam Naglieri age 26 o P division

» Advantages of Verbal tests
-they correlate with achievement because
they have achievement in them
»Information, Vocabulary, Arithmetic
» Advantages of Nonverbal Tests
-they correlate with achievement without
having achievement in them
» Why NONVERBAL ?

Conclusions

T |
Antonino Mirenda - 1906 Antonino Mirenda - 1907

onclusions
“eannonin®

m hd




A. Mirenda Groceries
622 Ave X, Brooklyn, NY

® A-MIRENDA @

GROCERIES

- ]!

EA

Bond Bread

What a Nonverbal Test Measures

» nonverbal assessment describes the content
of the tests used to measure general
intelligence not a theoretical construct of
“nonverbal ability” (Bracken & McCallun,
1998)

» There is no assumption that nonverbal, as
opposed to verbal, abilities are being
measured

Conclusions

U

G e I"I e ral ab i I ity (Naglieri, Brulles & Lansdowne,

2009)

» General ability is what allows
us to solve many different
kinds of problems

» The problems may involve
* reasoning, memory,

sequencing, verbal and math
skills, patterning, connecting
ideas across content areas,
insights, making connections,
drawing inferences, analyzing
simple and complex ideas.

SN

Gifted Children Learn

Conclusions

1927 Army Testing

METHODS AND RESULTS 19

Men who fail in alpha are sent to beta in order that injustice

y reason of relative unfamiliarity with English may be avoided.

Men who fail in beta are referred for individual examination
by means of what may appear to be the most suitable and alto-
gether appropriate procedure among the varied methods avail-
able. This reference for careful individual examination is yet
another attempt to avoid injustice either by reason of linguistic

handicap or accid incident to group

» Nonverbal (beta) tests were intended to avoid
injustice by reason of limited educational
baCKground Conclusions

General Intelligence

» The meaning of general intelligence

« “we did not start with a clear
definition of general intelligence...
[but] borrowed from every-day life a
vague term implying all-round ability
and... we [are] still attempting to
define it more sharply and endow it
with a stricter scientific connotation”
(p. 53)".

« Intelligence Testing: Methods and
Results by Roudolf Pintner (1923) . cusions

U

Army Alpha and Beta

» The Army Alpha - Verbal and Quantitative
tests became the Verbal 1Q scale

» The Army Beta became the Performance IQ
scale (AKA Nonverbal)

» Did this mean Wechsler believed in Verbal
and Nonverbal intelligences?

Conclusions

Slidesby Jack A. Naglieri, Ph.D.
S (nagiei@gail on) )




Wechsler’s Definition

» Definition of
intelligence:

“The aggregate or
global capacity of
the individual to act
purposefully, to
think rationally, and
to deal effectively
with his environment
(1939)”

Conclusions

97 years later...

Summary

» WISC-V still has the

same Alpha subtests
« Similarities
» Vocabulary
« Information
 Arithmetic
« Comprehension

» These tests pose a
problem for those with
limited knowledge

Take Away Message

» It is time to consider options other than
traditional I1Q
» Wechsler Scales
« Stanford-Binet
« Woodcock-Johnson
- Differential Ability Scales
* OLSAT
* COGAT
» It is time to consider a view of ability that is
based on how the brain functions

Conclusions

What a Nonverbal Test Measures

wrote: “the subtests are different measures of

intelligence, not measures of different kinds of

intelligence” (p. 64). Similarly, Naglieri (2003)

further clarified that “the term nonverbal

refers to the content of the test, not a type of

ahility" (p. 2]. Wechsler (1975) included all of his
intelligence tests under the umbrella
term called general ability. He wrote
“... the attributes and factors of
intelligence, like the elementary
particles in physics, have at once
collective and individual properties”
(p. 138). Even though a test may have

or nonverbal, they can be combined
under the concept of general ability.

questions that are verbal, quantitative, s

Group Think...

»What is most surprising about
this information?

»What thoughts do you have?

»Your questions?

Conclusions

m l

Topical Outline

» Understanding tradition 1Q
A brain-based view of abilities
» Cognitive Assessment System Second Edition
» Deciding Which Tests to Use
» Diagnosis of SLD
» Neurocognitive abilities and ADHD
» Neurocognitive abilities and ASD
» Final case studies

Conclusions

- . Jack A. Naglieri,Ph.D. 60
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A Brain-based view of
ability called PASS

And their instructional implications

Conclusions

IQ defined by BRAIN function

» PASS theory is a modern way to define
‘ability’ based on measuring neurocognitive
abilities

> Planning = THINKING ABOUT THINKING

» Attention = BEING ALERT

>Simultaneous = GETTING THE BIG PICTURE

4 Successive = FOLLOWING A SEQUENCE

Conclusions

6

A Theory of Learning

Cognitive Assessment System: Redefining
28 Intelligence From a Neuropsychological
Perspective

Jack A. Naglieri and Tulio M. Otero

INTRODUCTION

PEDIATRIC
| Neuropsychology

FROM NEUROPSYCH|
TO ASSESSMENT

Andrew S. Davis

Learning and Intelligence (PASS)

» Teachers know a lot about instructional
methods

» But to help children learn, we have to know
HOW CHILDREN LEARN
- Difference instructional methods have different

learning demands

» We have to understand how the brain
functions to understand learning, and the
role of PASS learning styles

Conclusions

62

Brain, Cognition, & Intelligence

» The brain is the seat of abilities called PASS
» These neurocognitive processes are the
foundation of learning (Naglieri & Otero,

) Planning
Simultaneous — ( . ability
Naglieri, J. A. & Otero, T. processing Ability \ '
(2011). Cognitive y A/ \
Assessment System: »
Redefining Intelligence - 4
from A Neuropsychological -

Perspective. In A. Davis
(Ed.). Handbook of
Pediatric Neuropsychology
(320-333). New York:
Springer Publishing.

3

Successive
Processing Ability

Attention

More on PASS and its
Assessment
The Cognitive Assessment System

Jack A, Naglieri, Cara Conway

THEORY UNDERLYING
THE CAS

SS Defined

Cognitive
Assessment
System

Administration and
Scoring Manual

11



What is a Cognitive Process?

» How are the processes identified?
« Use factor analysis to discover ability?
 Assign new labels to traditional 1Q test subtests
« Use the experimental literature to define the
constructs of interest?
* Rely on neuropsychological constructs

Conclusions

- ]

What is a Cognitive Process?

» A specific cognitive process provides a
unique kind of function (ability)

» A variety of cognitive processes is needed
to meet the many demands of our complex
environment

» A variety of cognitive processes gives us
away of achieving the same goal using
different types of or different combinations
of processes (this is important for
intervention planning).

ﬁ

Conclusions

i 69

Ask Two questions

» What does the student have to know to
answer that question?
« That means knowledge (i.e. academic skills ) is
required
» What kind of thinking is required to answer
the question?
« This is neurocognitive processing required to
determine the answer
> A pure neurocognitive test requires little knowledge

Conclusions

- n

|

What is a Cognitive Process?

» The term cognitive process is a modern term
for concepts like ability or intelligence
» The term cognitive process describes a
foundational neuropsychologically identified
ability
» Cognitive processes lead to the acquisition of
knowledge and skills
» Skills, like reading decoding or math calculation,
are not examples of cognitive process
« these are sets of specific knowledge and skills
acquired and/or performed by the application of
cognitive processes ———

m 2

What is a Cognitive Process?

» We must assess ability and achievement
separately

» Assess achievement with tests that
adequately evaluate the domain of interest
(e.g., reading, math, etc.)

» Assess cognitive abilities using questions that
are as free of academic content as possible

Conclusions

m i

PASS For Teachers (www.kathleenkryza.com)

N/Z
Inhnite

pns

12



The Brain and Intelligence as PASS

PASS: A neuropsychological approach to
intelligence based on three Functional
Units described by A. R. Luria (1972)

Planning Attention Simultaneous &

p ” . Successive Processing
m::»:l ?.::v ;op'r::f:s':: St Fesiiz v itz Aty e
b and resistance to distraction

knowledge, intentionality. information

Directions for Items 1-10. These questions ask how well you decide
how to do things to achieve a goal. They also ask how well you think
before acting and aveid impulsivity. Rate how well you create plans and
strategies to solve problems.

During the past month, how often did you...

eve
Rardy
Sometines
Frequent,
Avays

1. produce a well-written sentence or a story? E CE
2. evaluate his or her own actions? (]
3 produce several ways to solve a problem? maa e en
4. have many ideas about how to do things? [
5. have a good idea about how to complete a task? mnh e R n

6 solve a problem with a new solution when the old one
did not work?

7. use Information from many sources when doing work? maEEa )
& effectively solve new problems? ] ]
9. have well-described goals? manEs e

10. consider new ways to finish a task?

Planning Raw Score
The average 18 year old as rated by a teacher gets a raw score of 30
Conclusions

o

SR Jack A Naglieri, Ph.D. 3

PASS Theory: Planning

» Planning is a neurocognitive ability that a
person uses to determine, select, and use
efficient solutions to problems
* problem solving
« developing plans and using strategies
« retrieval of knowledge
« impulse control and self-control
« control of processing

Conclusions

7

Time to do a test of Planning

» Now turn to the second page (PC2) in your
packet.

» Look at this page. We're different answers for
each letter. boxes at the top of the page. The
letter A has OX, the letter B has XO, the letter C
has OO (point to the XX), and the letter D has
XX.

» Fill in as many of the boxes on the rest of the
page as fast as you can, using the answers
shown at the top of the page

» You can do it any way you want. Let’s see how
many you can do. You will have 60 seconds.

» Ready, begin.

Conclusions

AN ”

Time to do a test of Planning

» You have a page called PC1 in your packet,
please find it.

» Look at the boxes at the top of the page. The
letter A has XX, the letter B has OX, the letter C
has XX (point to the XX), and the letter D has
00. These are the codes that correspond to
each letter

» Now look at the rest of the[gage where there
are the letters A, B, C, and D, but there are no
codes written under them. There are many
boxes for you to complete. Fill in as many of
these as you can, as fast asyou can, using the
answers shown at the top of the page.

» You will have 60 seconds. Ready? Begin.

Conclusions

7

Planned
Codes
x]o] [o]o] 0[]
» Child fills in the (al[8][c][o][A]
codes in the xb] plo|
empty boxes A1l 5 ]

» Children are
encouraged to

]

=l

=2

Bl
=] 5o/ He IR

el el He 5
mdlmd|mdln

think of a good [al[e]
way to o] o]
complete the [(a]lB]
page x[o] ola)

Conclusions

8

13



Planned
Codes Planned Codes 1
[B | [ D]
x]o] [o]9] o[X]
[al[e][c]|[o][a]
o XI0] [e1a XX| [T [T
» What is a good raireireiraire
planto | [g[X [XIo [T (T[T
complete this e lvelralee
page? X (@ (1 [T [T
» —_— — ——— ———
orientation OBE ﬁ i i i
Conclusions Conclusions
Planned Codes Page 2 Math Strategies. e

Note to the Teacher:
When we teach chil- SR Howmony »
dren skills by helping
them use strategies
and plans for learn-
ing, we are teaching
both knowledge and
processing. Both are
important.

=t = e =

Conclusions
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Can a 13 month old Plan? Age 19 mos: Knowledge & Planning




Knowledge and Planning Learning Curves

» Learning depends upon instruction and intelligence (PASS)

» At first, PASS plays a major role in learning

» When a new task is learned and practiced it becomes a skill
and execution requires less PASS

Role of Raleiat
Planning Knowle_dge
Maximum and | -
Use 7
Minimum <
Use I e
Novel Task Well Learned Task

Over time and with experience

Conclusions

POOR
PLANNING

SCHOOL FOR
THE GIFTED

Conclusions
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Instructions: This page has questions about how you think and feel. The answers you give can
help you understand if you have a Fixed or Growth Mind Set. Please read every question
carefully and circle the number under the word that tells how often you feel or think a certain
way.

1'am excited when | try something new.

| don't give up easily

Working hard will pay off

When things get hard | say "I CAN DO IT*
| never give up

When things are hard | keep trying

Effort makes all the difference

R

When my school work is hard, | keep trying.

9 | believe that I can learn from making mistakes

10 effort is more important than natural ability

11 | believe that I should be able to learn easily.

12 | give up when something is hard to learn.

13 | don't like to work on hard assignments

14 Hard work does not make a difference.

15 when things get hard | give up

16 1 give up easily

17 If | am not good at something from the start, | will never be good at it.
18 When | don't understand something I get frustrated and give up
19 You are born with certain talents and can't change that.

20 if | get stuck | quit.

Measure of Mindset (MOM) Naglieri & Kryza copyright © 2014

Conclusions
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PASS Theory: Planning

Planning

. Evaluate a task

« Select or develop a strategy to approach a task
« Monitor progress during the task

. Develop new strategies when necessary

Examples of classroovm problems related to Planning
© Using the same strategy evew if it is not effective
- Struggling with how to complete tasks
- Not monitoring progress during a task
- Misinterpretation of what is read

S

E., Helping Children Learn, 2003

> Start with
Awareness e
of thinking
about
thinking

Conclusions
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Dweck’s Mindsets

Fixed mindset: Growth mindset:
< Effort will not +# Enjoy effort and
make a difference process of learning
<+You either get it % You can always
or you don’t grow and learn

Conclusions

e
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Our Goal...

»EMPOWER

NOT

Conclusions

www.efintheclassroom.net

> Start with .
Awareness EEINTHE
of thinking
about
thinking

Conclusions
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STEP 3 - Share your ideas

Planning Lesson

Phrase of the week: What is your plan?

http://www.youtube.com/watch?v=bQLCZ0G202k

-

. What had to happen so that the people could dance together in
this video?

. What are the parts of a good plan?

. How do you know if a plan is any good?

. What should you do if a plan isn't working?

. How do we use planning in this class?

newN

Go to student learning log and create a plan for the week.

A Nation of Adults Like This?

Conclusions

Planning Lesson Student responses

» Q: What would you have to plan out?
» They had to learn the dance steps (knowledge)
* Someone had to start dancing (initiation)
« Permission from train station (planning)
» Q: What are the parts of a good plan?
 Think of possible problems (strategy generation)
» Organize the dance (organization)
« Practice the dance steps (initiation)
» Have a good idea of what to do (knowledge)

Conclusions
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Planning Lesson Student responses

Q3: How do you know if a plan is any good?

« Put the plan in action and see if it works (self-
monitoring)

« Give it a try (perhaps learn by failing)

Q4: What should you do if a plan isn’t working?
1.Fix it. (self-correction)
2.Go home ! (a bad plan)

Q5: How do you use planning in this class?
1.We don’t plan in this class

2.Mrs. XXX does all the planning in this class so you
don’t have to think about planning

Conclusions

TR o7

Step 1 - Talk with Students

How to Be Smart: Planning

When we say people are smart, we usually mean that they know a lot of informatien. But being
smart also means that someone has a lot of ability to learn new things. Being smart at leaming
new things includes knowing and using your thinking abilities. There are ways you can use your
abilities better when you are learning.

What Does Being Smart Mean?

One ability that is very important is called Pianning. The ability to plan helps you figure out how to
do things. When you don't know how to solve a problem, using Planning ability will help you figure
out how to do it. This ability also helps you contral what you think and do. It helps you to stop be-
fore doing something you shouldn't do. Planning ability is what helps you wait until the time is
right to act. It also helps you make good decisions about what to say and what to do.

Mindsets = Planning from PASS

» Planning is about how we do what we decide
to do

» We can decide to have a growth mind set and
think smart!

» Does teaching students to Think Smart and
use a Plan work?

Conclusions

T Jack A. Naglieri, Ph.D. 101

Encourage Planning

» Helping Children Learn ShRwEe VW
Intervention Handouts for Use in REEIgutROuI e iBIE:
School and at Home, Second '"‘”{:‘;"C‘,‘;"o.";:;‘:?‘:;.‘:.;“%
Edition
By Jack A. Naglieri, Ph.D., & Eric =
B. Pickering, Ph.D.,

» Spanish handouts by Tulio
Otero, Ph.D., & Mary Moreno,

Jack A. Naglieri

Ph.D. Eric B. Pic

Conclusions
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Step 1 - Talk with Students

How Can You Be Smarter?

‘You can be smarter if you PLAN before doing things. Sometimes people say, “Look before you
leap,” “Plan your work and work your plan,” or “Stop and think.” These sayings are about using
the ability to plan. When you stop and think about how to study, you are using your ability to plan.

You will be able to do more if you remember to use a plan. An easy way to remember to use a
plan is to look at the picture “Think smart and use a plan!” (Figure 1). You should always use a
plan for reading, vecabulary, spelling, writing, math problem solving, and science.

Do you have a favorite plan for learning spelling words? Do you use flashcards or go on the Inter-
net o learn? Do you ask the teacher or ancther student for help? You can learn more by using a
plan for studying that works baest for you.

It is smart to have a plan for doing all schoolwork.

Thlnk smart ‘When you read, you should have a plan. One plan is
to look at the questions you have to answer about
and use a plan!

the story first. Then read the story to find the an-
I figured out

swers. Another plan is to make a picture of what you
3
[
ﬂ Use a plan.

read so that you can see all the parts of the story.
When you write you should also have a plan. Stu-
dents who are good at writing plan and crganize their
thoughts first. Then they think about what they are
doing as they write. Using a plan is a good way to be
smarter about your work!

Winning Formula for Success

A Knowledge

Planning + & Skill — RESULTS!

Mindset Sets

\

|

Conclusions

T
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» Discuss children you have
seen or worked with who were
good and/or bad in Planning
as just defined
*What methods helped them
*What methods did not help

»Your thoughts

»Report to the audience

Conclusions

m— o

PASS Theory

» Attention is a basic neurocognitive ability
we use to selectively attend to some
stimuli and ignores others

- focused cognitive

activity
H Z>‘ Response ‘

« selective attention

* resistance to
‘Conclusion:

distraction

CAS2 Expressive Attention

n The child says the color not the word
» Score is time and number correct

RED BLUE YELLOW
YELLOW RED

RED  YELLOW YELLOW GREEN

BLUE RED BLUE
GREEN YELLOW YELLOW

Conclusions
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Directions for Items 21-30. These questions ask how well you pay
attention and resist distractions. The guestions also ask about how well
someone attends to one thing at a time. Please rate how well you pay
attention.

During the past month, how often did you...

[=] ( Frequently

(5] (sometimes |

21. work well in a noisy area?

2. stay with one task long enough to complete it?

2. not allow the actions or conversations of others to
Interrupt his or her work?

4. stay on task easily?

25, concentrate on a task until it was done?

26. listen carefully?

27. work without getting distracted?

28, have a good attention span?

29. listen to instructions or directions without getting off task?

30. pay attention in class?

EIE G E 5] vever

00 B L (rarey

= =)

ala@lal@

" odege

" aHetiobe

| edefen

" pOE0EHE O @6 G

l

The average 18 year old as rated by a teacher gets a raw score of 26
Conclusions
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Expressive Attention - Italiano

Conclusions

110

Expressive Attention - Korean
CAS

~ The child says the color not the word

Expressive Attention: 5-7 years

The child tells if the animal is large or
small, regardless of the relative size on
the page.

az il x5 L3

=2 = =g o

Lo 2 %2

22 mg  x=  wy

Conclusions
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Number
Detection

Find the “umbers tha: loox like this 125

Items 1 - 4 have
180 numbers on
each page

Each child is given
two pages

Targets appear at ﬂ/ 4 2
the top of the page
Score for targets

v

-

v

©

|l
2

[0 & &

found and _
1 3 &
. 4 8 =z
false detection —_— FRraT
4 B 1 § & 8 2 4 2 5 8 &
Conclusions
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v
. 1. A5 am, 1] .;‘/51,,;/ o
This B 3:30 pxe.) é 7
sheet has ' !:15 AM.
a strong '
Attention Y sehool
JR.Trent began studying at 5:00 Pu. and finished 1 hour
gemands and 22 minutes later. What time did he finish?
‘?“:I'?luse A622an. B 522pMm. C610em (D 6226w ) B
of the — 50
L 3. Maura began basketball practice at 3:00 . and . 3900,
similarity finished 50 minutes later. What time did she finish? g
of the A350rM. B30SAM. C405pM. D 450 am, :
) U
options 14. Lance fished from 6:00 . to 9:45 A How long lb(. } haar
did he fish? Y8 mih
A 3 hours B 3 hours and 15 minutes '

C 3 hours and 45 minutes D 4 hours and 45 minutes
Use the calendar for /- [
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PASS Theory: Attention

Attention
» Focus on one thing and ignore others
» Resist distractions in the learning environment

examples of classroom problems velated to Attention

- Trouble focusing on what is important N

- Diffioulty resisting distractions

- Diffioulty working on the same task for very long
- Unable to see all the detatls
- Providing lncomplete or partially wrong answers

E., Helping Children Learn, 2003

Frankie - Attention CW

» Referred by parents (at
age 11) after a history of
reading difficulties and
self esteem problems

» Cognitive Assessment System

» WJ-R, WRAT-3, PPVT-III

» Behavioral/Emotional

+ Devereux Scales of Mental
Disorders

» Self Concept

« Bracken Multidimensional Self
Concept Scale

Conclusions

17

Frankie

22 Severe Attention Problem with
poor academics and anxiety

Inattentive Type of ADHD

Conclusions

Frankie
Tests Score %tile
Letter-Word Id 81 10
Passage Comp 86 17
Word Attack 85 16
Spelling 83 13
Calculation 104 60
PPVT-III 111 82

Conclusions
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Frankie

» High level of anxiety

« he was too anxious to look
closely at the words, and he would
rather get the task completed and
move on.

« Frankie could not attend to the
details of the sequence of letters
for correct spelling, and the order
of sound-symbol associations

Figure 3.4. Frankie's self-portrait

118

-

Frankie [

20 usiM

PPVT-3 @ -
60

Calculation
SIM

PLAN

suc

Comp
Attack
Spelling
Word ID
ATT

60 80 100 120

Conclusions

TR 120
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Frankie Discrepancy Consistency Results

Discrepancy
between high

and low
processing \
scores /Plan (94), Sim (94),

) ignificant / '\ Significant
. Succ (92), Math 1\ '8

Discrepancy " piscrepancy Calc (104); PPVT-  \ Discrepancy

between high TTT-111 \ S

processing and ‘

low achievergent

//
81 (LWid),

A\
Consistency 86 (Comp), Cognitive -
between low 85 (WA), Weakness in

processing and
low achievemen

83 (Spelling) Attention (71)

q jT Conclusions

Frankie

» Attention Handouts

« Teaching Students About Attention (p.58)

« Overcoming Problems with Inattention (p. 67)

« Improving Attention (p. 76)

These handouts encourage the teacher and
Frankie’s parents to help him understand him
options for overcoming his attention
weakness

v

Conclusions

- Slidesby Jack A. Naglieri, Ph.D. (jnaglieri@gmail.com) .
™ A

Frankie

Help
Frankie
better
manage his
attention
problem

Who Should Receive Help with Ovey

How to Help a Child Overcome Problems with Inattention

Resources.

[

Frankie |

usIM

msuC

» Frankie has weaknesses in o
PASS & achievement which are
consistent with a Specific Learning
Disability

“... a disorder in one or more of the basic
psychological processes (Attention from

CAS)...[with an] impaired ability to...read,
write, spell...” (IDEA, 1997).

» Also - Inattentive Type of ADHD

Conclusions

m =

What Should Teacher s& Parents
do?

How to Teach Students to Attend

Think smart
and look
at the details!

LOOK sowen

students that learning requires attention to

Frankie - Intervention

» Level I: Help child understand the deficit
« Attention, resistance to distraction,
« Recognition of how the deficit affects daily
functioning
» Level II: Improve Motivation & Persistence
« Promote success via small steps
* Ensure success at school and at home

« Allow for oral responses to tests to circumvent
reading when possible

Conclusions

m =
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Frankie - Intervention

» Teach rules for approaching tasks
¢ Define tasks accurately
e Assess child’s knowledge of the problem
e Consider ALL possible solutions
e Evaluate value of all possible solutions
e Checking work carefully is required
e Correct your own test strategy (see
Pressley & Woloshyn, 1995, p. 140).

Conclusions
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Frankie - Intervention
ankie - Intervention | oG

underachieving

» Improve resilience and self-
esteem - see Goldstein & Mather’s |\l 00
book for suggestions i il

» Measure resilience in all students
who are experiencing learning e

problems

* 72-item DESSA to find specific areas of need

« Universal screening with 8-item DESSA-mini DESSA

DEVEREUX STUDENT
STRENGTHS ASSESSMENT
X-8TH GRADE

Mastropieri & Scruggs (1991)

» Mnemonics are strategies:
- for learning
< for improving memory

» Topics include:

- vocabulary, science, reading,
spelling, math

Frankie - Intervention

» Discourage passivity / encourage
independence
e Teacher should only provide as much
assistance as is needed
¢ Discourage exclusive use of teacher’s
solutions
¢ Child needs to correct own work

¢ Child needs to learn to be self-reliant
(Scheid, 1993).

Conclusions
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Frankie - Intervention

» Level Ill: Problem-Solving Strategies
1. Teach strategies that increase inhibition and
organization
> encourage the use of date books
> teach the child to count to 10 before answering
2. Teach strategies to increase the level of alertness
3. Teach other relevant strategies
» mnemonic devices (Mastropieri & Scruggs, 1991)
» reading or math strategies (Pressley & Woloshyn, 1995)

Conclusions
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Frankie

» Spelling
- Strategies for Spelling (pp.102-103)
» Segmenting Words for Reading/Decoding and
Spelling (p. 89)
» These are designed to help him perform
better when tasks require a lot of Successive
processing.

Conclusions
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Frankie - Use Planning Strength

201

Spede b

u
roem cna e damary

Haw to Teach Strategies for Spelling

» Discuss children you have
seen or worked with who were
good and/or bad in Attention
as just defined
*What methods helped them
*What methods did not help

»Your thoughts

»Report to the audience

Conclusions
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Directions for Items 11-20. These questions ask how well you see how
things go together. They also ask about working with diagrams and
understanding how ideas fit together. The questions involve seeing the
whole without getting lost in the parts. Please rate how well you
visualize things as a whole.

During the past month, how often did you... sl | E € B
2 3 13 (& 4
1. like to draw designs? LRORESEeE
12. figure out how parts of a design go together? [ MO G B A
13, classify things Into groups correctly? o @ a8 8 o
1. work well with patterns and designs? O 2 0 O
15. see how objects and Ideas are alike? o m B Bn
16. work well with physical objects? 0 O 2 3 R
17. like to use visual materlals? o nl Bl B
18. see the links among several things? | i R
19. show interest In complex shapes and patterns? ma S|
[ &

2. recognize faces easily?

e Y e

The average 18 year old as rated by a teacher gets a raw score of 31
Conclusions

Frankie - Use Planning Strength

» This strategy
helps him

organize the
sequence of
sounds and ,
Ietters thereby How to Teach Segmenting Words.
focus is
achieved

Segmenting Words for
Reading/Decoding and Spelling

PASS Theory

» Simultaneous processing is a basic
neurocognitive ability which we use to
integrate stimuli into groups
« Stimuli are seen as a whole
» Each piece must be related to the others
» Wechsler Nonverbal Scale
» KABC Simultaneous Scale

Conclusions
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PASS Theory

» Simultaneous
processing is
what Gestalt
psychology
was based on

» Seeing the
whole

h— =
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CAS2 Matrices

Child 3
selects
one of the
options
that best
completes
the matrix

3 4 5

W

Conclusions
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» Simultaneous
processing using
verbal content

» Who is this song
about?

My momma's daddy
was his oldest son.

Simultaneous Verbal Task

Conclusions
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Simultaneous Processing at Work!

Pickles | by Brian Crane

AUSE (TS TUNA,
ANG TONA VoA RBH! I

on:

143

CAS2 Verbal-Spatial Relations

e
)4 8

Rl 5 6

usions
- Which picture shows a boy behind a girl?

Numbers Nome lack 7~ Saret rumber_
from 1 to < Write the numbers | +o
100 {n order o .\
100 Y P
‘\0
) 2lalels]7 Ble]0
How is ... o L Rlils [l oz e
Simultaneous hatlalabdbs e N
processing S e [ 1 ng .
facilitated by this ) sl [gs ke |aZluplea |To
work sheet? StUd o sd 5546 57159 54|49
61162163 4] sl ¢67 |sbloa |[C
LT3 A5 9617278104 o
- \lsikeotes [z slee]og ol o
T

Simultaneous Processing at Work!

(&
MSALMON FSH" 7 AND
WCDMES WE QONT CALL
CHICKEN “CHICKEN BIRD"?

ED

HAVE NO \DEA. WHY DON'T
; ASK YOUR GRMPMJ

THEN HOW COME WE DON'T CALL
SALMON

KNow 16 Y00 CANTUNE A
QIAND, BT YOO CAFT TUNE A FISH.

Conclusions
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PASS Theory: Simultaneous

Simultaneous Processing

» Relate separate pieces of information into a group _le re my
» See how parts related to whole

» Recognize patterns

Exawples of classroom problems related to Simultaneo :
i b e 7y Low Simultaneous
- Diffleunlty comprenending text p Processing from
- Difflenlty with math word problems > ¢ A ,

o, o X & Helping Children Learn

+ Trouble recognizing sight words quickly »\5\

- Trouble with spatial tasks {

- often miss the overall idea

Conclusions

110

Jeremy Jeremy 90 o
» Likable social fifth grade student s 70
» Paid attention, worked hard e — &

» Sometimes he got confused 105 —
« Had problems finding his way at school 100

» Missed the main idea
« Integration of ideas was difficult

Score

90 —
« Trouble grasping new concepts
« Couldn’t pick out important parts of problems - B
« Did not use context cues o W_W —1
” L L
o
Math Reading Basic Math
—— Witing Smultineous reasoning  compre. ey cakuiafion Speling  Sucomssive  Attention

ns
hension

Figure 3.2, Jeremy's PASS and selected achisvemant scores 18

Jeremy Jeremy Srtory Grammar for Writing
» Story Grammar for Reading Comprehension » Story maps give
(p. 77) Jeremy a
» Story Grammar for Writing (p. 101) graphic way of
» Seven Step Strategy for Math Word Problems orlganlzamg
(Al relevant
information

Conclusions
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Jeremy Sy Pore o Wi Corposton |

» Story plans also ‘
help Jeremy see |
how text is or
can be ‘

organized

Group Think...

» Discuss children you have
seen or worked with who were
good and/or bad in
Simultaneous processing as
just defined
*What methods helped them
*What methods did not help
»Your thoughts
»Report to the audience Conclusions

Directions for Items 31-40. These questions ask how well you
remember things in order. The questions ask about working with
numbers, words, or ideas in a series. The questions also ask about
doing things in a certain order. Rate how well you work with things in a
specific order.

During the past month, how often did you... i S H "
LRUIRE E

31. recall a phone number after hearing it? o a A o
32. remember a list of words? o] [0 & [
33. sound out hard words? o Al A =]
34. correctly repeat long, new words? ]
35. remember how to spell long words after seeing them once? oia e an
36. imitate a long sequence of sounds? ] [
37. recall a summary of ideas word for word? SO TG
3. repeationgwordseaslty? [0 [ 2] [ [4
39. repeat sentences easily, even If unsure of their meaning? [

[

40. follow three to four directions given in order?

The average 18 year old as rated by a teacher gets a raw score of 27
Conclusions

—) 3 Jack A. Naglieri, Ph.D. 155

Jeremy

» Story maps also
help Jeremy see
how : ‘
information is
organized

PASS Theory: Successive

» Successive processing is a basic
neurocognitive ability which we use to
manage stimuli in a specific serial order
« Stimuli form a chain-like progression
« Stimuli are not inter-related

o oo

Conclusions

Word Series

The child
repgats a d 1. Wall-Car
series of words | ;  gpoekey
in the same
order the 10. Cow-Wall-Car-Girl
examiner says 11. Dog-Car-Girl-Shoe-Key
them
27. Cow-Dog-Shoe-Wall-Man-
Car-Girl-Key-Book

Conclusions

m =
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Sentence Repetition (ages 5-7) or
Sentence Questions (Ages 8-17)

» Sentence Repetition » Sentence Questions
- Child repeats - Child answers a
sentences exactly as question about a
stated by the statement made by
examiner such as: the examiner such
> The red greened the as:
blue with a yellow. > The red greened the
blue with a yellow.
Who got greened?

Conclusions

AN e
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Successive

The sequence
of the sounds is ﬁf ;
emphasized in ; nlss
this work sheet

Anmeate ?1/77[)/‘&9’ -
Fhados et orpem oo

m i

PASS Theory: Successive

Successive Processing
» Use information in a specific order
» Follow instructions presented in sequence

Examples of classroom problems related to Successive
- Trouble blending sounds to malke words CESSL

\(

- Difficulty remembering numbers tn order
- Reading decoding problems

o Di-(”-f'wuLta remembering wath facts whew they are taught using
rote learning (4 + 5= 9).

Naglieri, 3. and Pickering, E., Helping Children Learn, 2003

CAS?2

» Visual Digit Span subtest allows for a Visual
Auditory comparison

Visual-Auditory Comparison

Scaled
Score

Word Series

537 Visual Digit Span

Difference (ignore sign)
Circleone: .05 .10 NS

Conclusions
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Learning Math Facts

8+9=17
e
8+9=17
L

Conclusions

The Case of Larry - Age 8
Years 8 months

Linda M. Einhorn-Marcoux, M.A.,
Examiner & Intervention Instructor

Naglieri, J. A. (2006). Best Practices in Linking Cognitive Assessment of Students with
Learning Disabilities to Interventions in A. Thomas and J. Grimes (Eds.) Best Practices
in School Psychology (Fifth Edition). Bethesda: NASP.

Conclusions
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Case of Larry

» Larry is a third grader who was evaluated at
the request of his parents because of their
concern about his chronic problems with
spelling and written language

» Larry likes to read but he has spelling
problems

» Larry frequently confused the letters b and
d and often writes his numbers backwards
and reads words backwards (mop as pom)

» Larry says certain words within his
sentences out of order

Conclusions
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Lal‘ry 100 :IS’IL:N

90 —

80 msuc

» Low achievement test scores
« Letter Word Recognition 83

70

« Written Expression 81
« Word Attack 86
« Decoding Fluency 81

» Meets the definition of SLD
 “...adisorder in 1 or more of the basic psychological
processes involved in understanding or in using
language, spoken or written, which disorder may
manifest itself in the imperfect ability to listen, think,
speak, read, write, spell, or do mathematical
calculations.”

Conclusions
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110

1) 100 uPLAN
Larry’s PASS scores i
| ATT
80 l: usuc
70
Standard Difference
Score from Mean
Planning 100 -0.25 -
Simultaneous 119 18.75 Strength
Attention 98 -2.25 -
Successive 84 -16.25 Weakness
Mean 100.25
Successive
Attention | ]
Simultaneous | I
Planning : |
70 80 90 100 110 120 .
1sions
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Larry’s Problem with Successive

» Teach him to use his strength in Planning

PREP Intervention

» Larry attended nine one-hour sessions
three times a week over the course of
approximately 3 weeks

» During this time Larry received
individualized instruction designed to
improve the use of Successive processing
strategies.

» Larry completed several homework
assignments as a way of practicing the
various rules and skiYIs being taught

Conclusions
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How to Be Smart: Planning

When we say people are smart, we usually mean that they know a lot of information. But being
smart also means that someaone has a lot of ability to learn new things. Being smart at learning
new things includes knowing and using your thinking abilities. There are ways you can use your
abilities better when you are learning.

What Does Being Smart Mean?

One ability that is very important is called Planning. The ability to plan helps you figure out how to
do things. When you don’'t know how to solve a problem, using Planning ability will help you figure
out how to do it. This ability also helps you control what you think and do. It helps you to stop be-
fore doing something you shouldn't do. Planning ability is what helps you wait until the time is
right to act. It also helps you make good decisions about what to say and what to do.

Larry’s Problem with Successive

» Teach him to recognize sequences

How to Teach Successive Processing Ability

The first step in teaching children about their own abilities is to explain what Successive process-
ing ability is. In Figure 1 (which is included in the PASS poster on the CD), we provide a fast and

> simple message: “Think smart and follow the se-
Thlnk smart quence!” We should begin by helping children real-
ize that they have many different types of abilities
and fo"ow the and that Successive processing is one of them.
During appropriate times during the day, remind stu-
Sequence! dents to closely attend to the sequence of informa-
tion—when reading, presenting information in writ-
ten text, examining the sequence of letters when
Follow doing spelling, solving math equations, and so forth.
the order. We need to teach children to approach all of their
work with an understanding of how the information
is sequenced. Throughout the day, the teacher
Figure 1. A graphic that helps students understand Successive should do the following:
processng.
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Larry’s Problem with Successive

» Teach him to recognize sequences

How to Teach Successive Processing Ability

1. Teach children that most information is presented in a specific sequence so that it
makes sense.

2. Encourage children by asking, “Can you see the sequence of events here?” or “Did
you see how all of this is organized into a sequence that must be followed?”

3. Remind the students to think of how information is sequenced in different content
areas, such as reading, spelling, and arithmetic, as well as in sports, playing an instru-
ment, driving a car, and so forth.

4. Teach children that the sequence of information is critical for success.

5. Remind students that seeing the sequence requires careful examination of the serial
relationships among the parts.

Ben’s Problem with Successive

Using Plans to Overcome Anxiety

Graphic Organizers for
Gonnecting and Remembering Information

Another type of graphic organizer is a Venn diagram, which
uses circles 1o demonstrate how concepts are related. Figure
2 shows the same Information as Figure 1, but in the form of a
Venn diagram.

How to Teach Graphic Organizers

Graphic organizers are fairty simple to create. Thay need not
be resenved for factual information. They can be used for ac-
thvties such as exploring creative concepts, organizing writing,

T
1] \E; §§

S =

Larry’s Problem with Successive
» Teach him to use strategies

Chunking for Reading/Decoding

Segmenting Words for
Reading/Decoding and Spelling

Decoding a written word requires the person to make sense out of printed letters and word
How to translate letter sequences into sounds. This demands understanding the sounds that lef

represent and how letters work together to make sounds. Sometimes words can be segmy
Teach jnto parts for easier and faster reading. The word into is a good example because it contai
berer \words that a child may already know: in and to. Segmenting words can be a helpful strates
reading as well as speling.

= How to Teach Segmenting Words

Fing 1t

Souns

words is an effective sirateqy to haln read and spell By dividing the

Chunking & Spelling

DEDROd

and developing language skills. The following four steps can lusions
be used to create a graphic organizer:
Floure 3 O ord ot paenic erre 1 lact 400 that unly REad 10 Drpeont t tha child o

Chunking & Spelling

Larry’s Pre-Post skills scores

100 m » n ——PRE
% vio o\ |-=—posT
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70 &

+60 /\ A +50

s / \ +50 | |+60
o0 ]
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20 \
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Percent Correct

oifoy& ibeforee consonant -y+word  silent  tionvs. encevs.
oulow doubling  ending letters sion ance
Conclusions
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Larry’s Pre-Post skills scores

Weritten Expression

—#- Written Language
Composite
TOWL Writing
—= Word Attack

Decoding Fluency

Conclusions

75

Teach Children about their Abilities

T LW W F W
Helping Children Learn

Intervention Handouts for Use
in School and at Home paite

» Helping Children Learn
Intervention Handouts
for Use in School and at
Home, Second Edition ! o

.. edition
By Jack A. Naglieri, Ph.D., &
Eric B. Pickering, Ph.D.,

» Spanish handouts by Tulio
Otero, Ph.D., & Mary
Moreno, Ph.D.

» Discuss children you have
seen or worked with who were
good and/or bad in Successive
processing as just defined
*What methods helped them
*What methods did not help

»Your thoughts

»Report to the audience

Conclusions
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Four Ways to Think Smart!

Think smart
and use a plan!

1 figured out
how to do it!

Think smart and
look at the details!

. ==l

See how things fit together.

Step 1 - Talk with Students

How to Be Smart: Planning

When we say people are smart, we usually mean that they know a lot of information. But being
smart also means that someeone has a lot of ability to learn new things. Being smart at learning
new things includes knowing and using your thinking abilities. There are ways you can use your
abilities better when you are learning.

What Does Being Smart Mean?

One ability that is very important is called Planning. The ability to plan helps you figure out how to
do things. When you don't know how to solve a problem, using Planning ability will help you figure
out how to do it. This ability also helps you control what you think and do. It helps you to stop be-
fore doing something you shouldn't do. Planning ability is what helps you wait until the time is
right to act. It also helps you make good decisions about what to say and what to do.

Step 1 - Talk with Students

How Can You Be Smarter?

You can be smarter if you PLAN before doing things. Sometimes people say, “Look before you
leap,” “Plan your work and work your plan,” or “Stop and think.” These sayings are about using
the ability to plan. When you stop and think about how to study, you are using your ability to plan.

‘You will be able to do more if you remember to use a plan. An easy way to remember to use a
plan is to look at the picture “Think smart and use a plan!” (Figure 1). You should always use a
plan for reading, vocabulary, spelling, writing, math problem solving, and science.

Do you have a favorite plan for learning spelling words? Do you use flashcards or go on the Inter-
net to learn? Do you ask the teacher or another student for help? You can learn more by using a
plan for studying that works bast for you.

H It is smart to have a plan for doing all schoolwork.
Thlnk smart When you read, you should have a plan. One plan is
1 to look at the questions you have to answer about
and use a plan' the story first. Then read the story to find the an-

ther plan i mak Ire of wh:
T Tgured ok swers, Another plan is to make a picture of what you

read so that you can see all the parts of the story.
x
h Use a plan.

When you write you should also have a plan. Stu-
dents who are good at writing plan and crganize their
thoughts first. Then they think about what they are
doing as they write. Using a plan is a good way to be
smarter about your work!
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Step 1 - Talk with Students

How to Be Smart: Attention

When we say people are smart, we usually mean that they know a lot of information. But being
smart also means that someone has a lot of ability to learn new things. Being smart at learning
new things includes knowing and using your thinking abilities. There are ways you can use your
abilities betfer when you are learning.

What Does Being Smart Mean?

Attention is a very important ability that everycne has. Everything we do requires the ability to
focus on some things and ignore others. The ability to pay attention is what makes us able to
focus our thoughts on one thing and resist distractions. No one can learn without the ability to at-
tend. We cannot attend fo all the information our brain is receiving. In order to focus, we must re-
sist aftending to some things so we can focus on others. In school there is much to attend to and
many things that are distracting. Students hear others talking, a noise in the hallway, or the beep
of a computer; they see a flash of light from the window; and so forth. Schoolwork requires a lot
of focus of attention.

Step 1 - Talk with Students
How Can You Be Smarter?

You can be smarter if you carefully use your ability to attend. Remember to be aware of how well
you are attending. Be sure to notice if you are being distracted. If you are having a problem, do
something te help you pay attention. You will be able to do more if you remember to “Think smart
and look at the details!” (see Figure 1). Remember to think about how well you are attending
when you do your work.

It is smart to be aware of your level of attention. Also
remember to notice if you are being distracted. Ask
yourself, “Am | losing my ability to focus?” or “Am |

Think smart
getting distracted?” If so, change your seat, take a

and look
. short break, stand up and stretch, or do something
at the deta“s! to help you attend better. Remember that you can't

learn if you can't pay attention.

=~ You should remember that Attention can be dis-
rupted by loud noises or seeing something distract-
L Kat the details. ing. It is important to notice when your ability to at-
tend is good or bad. If you are having trouble

attending, figure out what you need to do to attend
Figure 1. Picture reminer to attend t the detais. better.

Step 1 - Talk with Students

How to Be Smart: Simultaneo!

When we say someone is smart, we usually mean that they know a lot of information. Yet, being
smart also means having a lot of ability to learn new things. Being smart at learning new things in-
cludes knowing and using thinking abilities. There are ways to use your abilities better when you
are learning.

What Does Being Smart Mean?

Simuftaneous ability is what you use to see how things fit together. This ability helps you see the
big picture. This ability is what helps you understand the meaning of a sentence and a story. It is
also very important for seeing patterns in numbers, word spellings, or themes in a story. It also
lets you judge distances. For example, when you throw a ball you have to judge the distance to
your target and how high you have to aim to get it there.

How Can You Be Smarter?

You can be smarter if you look to see how things are connected. Sometimes people say, “Get the
big picture.” This saying is about using your Simultaneous ability. When you stop and think about
lhow things fit together ta make the “big picture,” you are using your Simultaneous ability.

Step 1 - Talk with Students

‘You will be able to learn more if you remember to see patterns and themes in all you do. An easy
way to remember to da this is to look at the picture “Think smart and put the pieces together!”
(Figure 1). You should always use your ability to see how parts go together to make a whole when
reading; studying vocabulary, spelling, or sci-
ence; and solving math problems.

It is smart to use your ability to see the big
picture when doing all schoolwork. When you

Think smart
read, you should draw a picture of the charac-

and put the | :
- ters and story line. Use a series of drawings that
p eces tog et h e r! shows what happens in the story. Creatinga

story by using pictures is an excellent way to
LT
SN
PO |

See how things fit together.

organize the information. Simultaneous ability is
used when you do that, and it is a good way to
be smarter about your work!

‘You can improve your math skills if you use Si-
multaneous ability. Think about the problem, see

Figure 1. _Picture for remembering to sae the big picture.

what information is needed and what is not, fig-
ure out what is related to what, and use esti-

page 102

Step 1 - Talk with Students

How to Be Si Successive

When we say people are smart, we usually mean they know a lot of information. But being smart
also means that somecne has a lot of ability to learn new things. Being smart at learning new
things includes knowing and using your thinking abilities. There are ways you can use your abili-
ties bafter when you are learning.

What Does Being Smart Mean?

Successive ability is what you use to put information in order: It is what you use when you have to
remember the sequence of information, such as a telephone number. When you tie your shoe you
have to do all the steps in the right order. When you are sounding out a word you haven't seen
before, you are using your Successive ability to say the sounds in the correct order. When you
repeat a word you have never heard before, especially if it is in a different language, you are using
Suceessive ability. This ability also helps you put sounds together to say words, and words to-
gether to make sentences. Sequential ability is very important for reading, math, and all of your
subjects.

Step 1 - Talk with Students

How Can You Be Smarter?

You can be smarter if you pay attention to the sequences in which things must be done. There
are ways of making the sequence easier to remember. For example, group letters when spelling
words. Find out if writing the words 10 times each helps you. Do flashcards work better for you?
It is smart to find out how you learn sequences best and then o use what works best for you.
Thinking about the sequences of things is a good way to be smarter about your work!

Think smart
and follow the
sequence!

Remembering to
Follow the Sequence
Remember that sometimes when you are anxious,

tired, or just doing too many things at one time, you
might forget to lock at the order in which informa-

Follow
the order,

Figure 1. Pictura for ramembaring to follow the sequence.

tion is presented. When you see that you are not
using your Successive ability, say to yourself, “Think
smart and follow the sequence!” (see Figure 1).
Looking closely at the sequences of things will
make you smarter!
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Step 1 - How to Teach about
Planning

How Learning Depends.on Planning Ability

Haw to Teach Planning
Think smart
and use a plan!

Opearationalizing Basic
Psycholgoical Processes
using PASS Theo

CAS2 Development Goals
» CAS2

* New norms

- Strengthen reliability of the scales by modifying
subtest formats

« Improve factor structure

- Add/delete items

» Add a visual Successive subtest

« Add new scales beyond PASS

 Retain Administration format of
»Examiner demonstrates,
> Child does a sample
> Directions for remaining items is given
»>And opportunity to Provide Help is given

Conclusions

Topical Outline

» Understanding tradition 1Q
» A brain-based view of abilities
Cognitive Assessment System Second Edition
» Deciding Which Tests to Use
» Diagnosis of SLD
» Neurocognitive abilities and ADHD
» Neurocognitive abilities and ASD
» Final case studies

Conclusions

Jack A Naglieri, Ph.D. 188
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CAS?2 Y —

- Assessment

» Same 8 (40 o I e
minutes) or 12 (60 ||
minutes) subtest
versions

» PASS and Full Scales
provided (100 & 15)

CAS2 Scale and Subtest Structure
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CAS2 Online Score & Report CASZ Online Score & Report

http:/ /www.proedinc.com/customer/ProductView.aspx?ID=7277

CAS2: Online Scori

Report System (1-Year FULL SCALE

» Enter data at the Pase Subacrwtcn » Narrative report can
subtest level or enter be obtained in Word
subtest raw scores O or PDF

» Online program s o

converts raw scores to |
standard scores,
percentiles, etc. for all

< 7 Cognitive
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System
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Jack A Naglieri
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CAS2: Brief

»» Structure and features

Cognitive
Assessment
System: Brief

Examiner's Manual

Conclusions

CAS2: Brief S
Assessment

» Give in 20 minutes § T System: Brer
» Good for reevaluations q‘ e
» Yields PASS and Total
standard scores (Mn
100, SD 15)
» All items are different
from CAS2
« Planned Codes
« Simultaneous Matrices
« Expressive Attention
» New Subtest
« Successive Digits

Record For

(forward only)

o Wi i W

e a1 ot g 1 v s e, o
m =

CAS2: Brief Planned Codes &
Successive Digits

» Planned Codes has 8 items using numbers
not letters and has different patterns
» Successive Digits uses numbers (not words)

Directions for Reported Strategies:

After all item sets have been completed.with item Set 6 still shawing, say, Tell me how you did these. Indicate the pages in the Student Response
Booklet just completed by the examinee. If necessary, say, How did you complete the pages? You may biefly clarify the question, provided that you
give no examples. Record the examinee's reported strategies in the “Reported” column of the Strategy Checklist. as applied to each item set

Teauray "
g FORC Strategy Checklist
Timein | (Ohamber | {see pages Observed | eparted Descrpien of tategy e Sec

Seaonds | Comect) | 3-11)
< - L_Coted et 1o, op to et

2 Swdcoderto sl cn

Other:
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| Reportes | bns
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203

CAS2: Brief for Ages 4-18 years

y Cognitive Cognitive
Assessment Assessment
System: Brief System: Brief
S6coND EDmoN

Examiner's Manual

CAS2: Brief Simultaneous Matrices

Matrices

Administration Directions for the Remaining Items:
Age-based entry points: apply celing cefing of & basal of 2. needec)

Materials:
CASY: Brief Stimulus Book {op. 1-90§ 2 pencls

y Cognitive
Assessment
System: Brief

SECOND EDITION

[Directions for Examinees Ages 4-Tt
sho ook

at this page. There is 3 plece missing here.

CAS2: Brief Scale

» Expressive h = p 3
Attention » & =
(Stroop) used

» Big/Little a 3 A

animals (ages B <
4-7 years) YELLOW RED BLUE
» Color Words YELLOW YELLOW RED
(ages 8-18) BLUE YELLOW YELLOW
RED BLUE BLUE
YELLOW YELLOW BLUE  YELLOW

Conclusions
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CAS2: Rating Scale

Shcp ) For TEACHERS

14

Cognitive
Assessment
System: Rating Scale

Conclusions

AN

CAS2 Rating Scales (Ages 4-18 yrs.)

» The CAS2: Rating
measures behaviors

associated with B2 cornine

PASS constructs g
» Normed on a -

nationally 54 @

representative -

sample of 1,383 Szt

students rated by s

teachers —

CAS2 Rating Scales

» The CAS2: Rating

form contains 40
items

» 10 items for each
PASS scale

» PASS and Total e
scales are set to :
have a mean of o :
100 and standard s AlRInire
deviation of 15

N

Saction 3 PASS Scale and Total Score Summary ——————— T Saction & PASS Scale ———

CASZ Rating = [

i Wadasd

Scales

» The CAS2:
Rating Scale
scores can be
used as part of |

a larger

comprehensive

evaluation or

for

instructional sctons et s — .
planning =X N ==

Total Score

S iqure 2.3. Sample page 4 o Rating Form, completed for Tomy

Conclusions
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CAS2 Rating Scales

» The rater is given a description of what each
scale is intended to measure.
» This informs teachers about PASS

Directions for Items 1-10. These questions ask how well the child or adolescent decides how to do things to achieve a goal. They
also ask how well a child or adolescent thinks before acting and avoids impulsivity. Please rate how well the child or adolescent creates
plans and strategies to solve problems.

Directions for Items 11-20. These questions ask how well the child or adolescent sees how things go together. They also ask about
wiorking with diagrams and understanding how ideas fit together. The questions involve seeing the whole without getting lost in the
parts. Please rate how well the child or adolescent visualizes things as a whole.

Directions for Items 21-30. These questions ask how well the child or adolescent pays attention and resists distractions. The ques-
tions also ask about how well someone attends to one thing at a time. Please rate how well the child or adolescent pays attention.

Directions for Items 31-40. These questions ask how well the child or adolescent remembers things in order. The questions ask
about working with numbers, words, of ideas in a series. The questions also ask about doing things in a certain order. Please rate how well
the child or adolescent works with things in a speific order.

N

Lunuusun.

PASS: Across the Three Measures
CAS2 Rating Scale CAS2 CAS2 Brief

Items ask how well the child...
thinks before acting, creates Plgvyngﬂ ;9@95 Planned Codes
plans, uses ies to Planned Conl

Planning achieve a goal. Planned Number
can focus ion to one Xp! P ‘
thing at at time and resists  |Number Detection

Attention distractions. Receptive Attention
understands how parts i il Matrices ]
combine to make a whole and |Verbal-Spatial Rel.

Simultaneous |see the big picture. Figure Memory
works with numbers, words or|Word series Successive Digits ]
ideas that are arranged ina  |Sentence Repetition/Questions
specific series. Visual Digit Span

Conclusions
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PASS Comprehensive System

(Naglieri, Das, & Goldstein, 2014)

CAS2 Ratin, .
ol || cas2Brief || cAs2Core | CAS2Extended
4 subtests 8 subtests 12 subtests
(4 subtests) ( ) ( ) ( )
Total Score Total Score Full Scale Full Scale
Planning Planning Planning Planning
Simultaneous Simultaneous imul imull
Attention Attention Attention Attention
. ive ! .
Scales
Executive Function
Working Memory

Verbal / Nonverbal
Visual / Auditory

Conclusions
2
1

Topical Outline

» Understanding tradition 1Q

» A brain-based view of abilities

» Cognitive Assessment System Second Edition
Deciding Which Tests to Use

» Diagnosis of SLD

» Neurocognitive abilities and ADHD

» Neurocognitive abilities and ASD

» Final case studies

Conclusions

Jack A. Naglieri, Ph.D. 23

CHAPTER |

PSYCHOLOGICAL ASSESSMENT

BY SCHOOL PSYCHOLOGISTS:
OPPORTUNITIES AND CHALLENGES

OF A CHANGING LANDSCAPE

Jack A. Naglieri \

Resources

]
TINTELLIGENCE AND SPECIFIC
Bost hiemaBocks Dasbeses Joualh Masacioessed Mewsleters Sesatsands™ | EARNING DISABILITIES

PASS Comprehensive System

» At Tier 1 CAS2: Rating Scale can be
completed by a teacher and depending upon
those results...

» At Tier 2 the CAS2: Brief scale could be given
to inform instruction and for screening

» At Tier 3 the CAS2: Extended Battery could be
given for full evaluation of his neurocognitive
abilities

» This PASS Comprehensive System provides
three ways to learn about a student’s learning
strengths and weaknesses

Conclusions
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Ability Test Profiles

Do Students with SLD Have a Pattern of
Cognitive Strengths and Weaknesses?

This is essential for intervention planning

Conclusions

CHAFTER

SLD Profiles by 5
Ability Test

Assessment of Cognitive and
Neuropsychological Processes

Jack A Nacuum
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Naglieri & Goldstein (2011)

GROUP PROFILES BY ABILITY TEST

Because ability tests play such an important role in the diagnostic process, it is crucial
to understand the sensitivity each test may have to any unique characteristics of those
with an SLD or attention deficit. Clinicians need to know if an adolescent or adult
has a specific deficit in ability that is related to a specific academic learning problem.
There has been considerable research on, for example, Wechsler subtest profile analy-
sis, and most researchers conclude that no profile has diagnostic utility for individuals
with SLD or ADHD (Kavale & Forness, 1995). The failure of subtest profiles has led

some to argue (e.g., Naglieri, 1999) that scale, rather than subtest, variability should

2. Subtest profile analysis is
UNSUPPORTED so use scale
s| profiles instead

1. We need to know if intelligence
tests yield distinctive profiles

Test Comparison: Reading Decoding
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SLD Profiles on CAS i saos, oamae, 2010

Identifying Students
With Learning Disabilities:
Composite Profile Analysis
Using the Cognitive
Assessment System

Leesa V. Huang', Achilles N. Bardos’,
and Rik Carl D’Amato’

Abstract
The detection of cognitive patterns in children with learning disabilities (LD) has been a priority
in the idencfication process. Subtest profile analysis from traditional cognitive
harp eriticism for inaccurate identification and we

ment has

educational planning.
e, the purpose of this study is to use a new gen 4 tests with megaclus-
sis to augment diagnosis and the instructional process. The Cognitive Assessment System
uses a co scores, instead of subtest scores, are
used for profile analysis. Ten core profiles from a regular education sample (N = 1,692) and 12
profiles from a sample of students with LD (N = 367) were found. The majority of the LD profiles
were unique compared with profiles obtained from the general education sample. The implica-  Conclusions

tions of this study substantiate the usefulness of profile analysis on composite scores as a critical
element in LD determination. 23

porary theoretical model In which compo:

Johnson, Bardos & Tayebi, 2003

e ——

» “this study
suggests that the
CAS...yields
information that
contributes to the

DISCRIMINANT VALIDITY OF THE COGNITIVE
ASSESSMENT SYSTEM FOR STUDENTS WITH WRITTEN
EXPRESSION DISABILITIES

. . Judy A. Joh
differential Universty of Houton - Vickia
diagnosis of Achilles N. Bardos
University of Northern Colorado
students Kandi A, Tayebi

Sam Houston State University

suspected of
having a learning | e s
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.... ectly identified 83
members of their reapective group.

Ability & Achievement

» 1Q scores correlate about .5 to .55 with
achievement /ntelligence (Brody, 1992)

» But traditional tests have achievement in
them

» Naglieri (1999) summarized the correlations
between several tests and achievement

« The median correlation between each test’s overall
score and all achievement variables was obtained

Conclusions

9 CAS Profiles
115 105
85 -‘./.\_ &
75 75
65 65
Plan Sim Att Succ Plan Sim At Succ
105 105

95 \/—’ >

85 85 N

> -\_/\ .

65 65

Plan Sim  Att  Succ Plan Sim  Att Succ

Canivez & Gaboury (2010)

» “the present study e D A g DD
demonstrated the ; .
potential of the o r
CAS to correctly
identify students
who demonstrated
behaviors
consistent with
ADHD diagnosis.”
glcanivez@eiu.edu =

e s

Ability & Achievement (Naglieri, 1999)

WISC-IIl DAS WJ-R K-ABC CAS
FSIQ GCA Cog MPC ES

Median r .590 .600 .625 .630 .700

% of Var 35% 36% 39% 40% 49%

Increase over

WISC-III - 3% 12% 14% 41%

N 1,284 2,400 888 2,636 1,600

WISC-3: WIAT Manual Table C.1 ages 6-16; WJ-R Technical Manual; CAS

Interpretive Handbook; K-ABC Interpretative Manual; DAS Handbook.

Increase = (12, - r2,)/ r2, where r2; = WISC-3 WIAT correlation

Conclusions
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CAS and Achievement

Foanierad e e Lo Bor 1

Construct Validity of the PASS Theory and CAS: Correlations
With Achievement

Jack A. Naglieri and Johannes Rojabn
Ge Cniversiy

05 Copnitive Asssunes Sysen (CAS) ad the W Revised Tests of Achivement
(R were s e of 1,559 sudens ged sriigats wee ar o e
CAS standardoaton sample s loely represeted he o v e of mporan
e e coiain beween CAS Ful Sl sad the WIR.
Sl clite w1 71 for o Stndnd sad 70 o e Baic CAS By sores, rovicin evidence for
e comtc ey o e CAS. The CAS comelted it scevement v well ot b i st

age berween 5- 1o 13-year-olds. The 4 PASS scale scores cummiatively accounted fo ligkly more of he
R saaace ot CAS Fll Sl scre

These are many ways i which the validity of & theory of
cognitive sbility may be evaluated. Pchologists ofen atempt to
relste information sbovt  child's cogaiive characteitics o that

scademic achievement. This shared constet represeotation con-
tis 2 basic ype of consimer validity (Messick. 1995). I there

15 3 strong relatonshup berween the resuls of 3 copnitve by

demic schievemeat, e 3ssume that what-
playe an importnt role in academic

achievement. For mstance. subtess hike General Iformation arc

il the WISC-II Vossblsy aad Sisslariies subtets reqie
Knowledge of words, which s alo asessed by vocabulay or word
aualogy ests on. for example. the Stanford Achievement Test,
Ninth Edion (SAT’. 1995). The rik of citelar sessoning is
Gbious The recognition that this serlap i content s undesizble

1983) and the Nagheri Novesbal Abiliy

Conclusions

NAT. Nagler, 1997) i, Ph.D. George
Mason Univ, Fairfax, VA
22030, naglieri@gmu.edu

Evolution of 1Q (Goldstein, &
Naglieri, 2015)

Jack A Naglieri

Conclusions

AN Jack A Naglieri,Ph.D. 21

Hispanic ELL Students
with Reading Problems

Race Differences

Conclusions

Table 20.1 Mean score differences in standard scores by
Race & race on traditional 1Q and second-generation intelligence
tests

1Q -
(Naglieri, Test Difference
2015)

Traditional
SB-IV (matched) 12.6
WISC-IV (normative sample) 11.5
WI-III (normative sample) 10.9
WISC-IV (matched) 10.0
Second generation
KABC (normative sample) 7.0
KABC (matched) 6.1
KABC-2 (matched) 5.0
CAS2 (normative sample) 6.3

Brain-
based
PASS
measured
by CAS and
CAS2 is
most fair

CAS (demographic controls) 4.8

‘ CAS2 (demographi

controls) 4.3

dren’s Performance on the
»ns of the Cognitive

Assessment System

ck A. Naglieri

: Mason University

ilio Otero

Columbia College, Elgin Campus
Brianna DeLa
Mason University

Georg

Holly Matto

Virginia Commonwealth University

School Psychology Quarterly
2007, Vol. 22, No. 3, 432-448

This study compared the performance of referred bilingual Hispanic children
on the Planning, Attention, Simultancous, Successive (PASS) theory as mea-
sured by English and Spanish versions of the Cognitive Assessment System
(CAS: Naglieri & Das, 1997a). The results suggest that students scored similarly

on both English and Spanish versions of the CAS. Within each version of the
CAS, the bilingual children earned their lowest scores in Successive processing
regardless of the language used during test administration. Small mean differ

ences were noted between the means of the English and Spanish versions for the
Simultaneous and Successive processing scales; however, mean Full Scale scores
were similar. Specific subtests within the Simultaneous and Successive scales
were found to contribute to the differences between the English and Spanish
versions of the CAS. Comparisons of the children’s profiles of cognitive weak- pns

ness on both versions of the CAS showed that these children performed con-
sistently despite the language difference. -
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English Spanish CAS

Means, $Ds, d-ratios, Obtained and Correction Cortelations Between the English &
Spanish Version of the CAS (V= 55),
CASEnglish ~ CAS Spanish  d-ratio Correlations
Mean S0  Mean 5D Obtained Corrected
Planning 926 131 926 134 .00 .96 .97
Simultaneous 89,0 128 930 137 -30 90 93
Attention 948 139 951 139 02 98 .98
Successive 780 131 831 126 -40 82 .89
Full Scale 846 136 876 138 -22 96 .97

o

Conclusions

235

English Spanish CAS Summary

» The PASS cognitive weakness profiles on
both the Spanish and English versions of
the CAS were studied

» The percentage of children who had a
cognitive weakness on the English AND
Spanish versions of the CAS:

> Planning 92.7%
> Simultaneous 89.1%
> Attention 100%
> Successive 78.2%

Conclusions

Otero, Gonzales, Naglieri (2012)

P Piychalogy Press

» SLD B ;
and The Neurocognitive Assessment of Hispanic English-Language
PASS Learners With Reading Failure
Scores ) ) ) Tulio M. Otero ) ) .
Departments of Clinical Prychology and Schor Chicapo Schaol of Profesiomal Psychology

e PASS peos:
(M=§71, 5D

Naglieri, Rojahn, Matto (2007)

ScienceDirect I,,,ﬂmmCE

ELSEVIER

Hispanic and non-Hispanic children’s performance on PASS
cognitive processes and achievement

Hispanic Jack A. Naglicri *, Job
White ~

difference

on CAS Full

Scale 0f 4.8

hn, Holly C. Matto®

standard
score points
(matched)

m =

Otero, Gonzales, Naglieri (2012)

» “Fagan (2000) as well as Suzuki and Valencia (1997)
suggested that a cognitive processing approach like that used
in the CAS would avoid the knowledge base required to
answer verbal and quantitative questions found on most
traditional 1Q tests and would be more appropriate for
culturally and linguistically diverse populations. The results of
this studv support the assertion (p. 8).”

TABLE 2

Means, Standard Deviations, d Ratios, and Correlations Between the English and Spanish Versions of the.
Cognitive Assessment System (N=40)

CAS English CAS Spanish Correlations
CAS Subtests M SD M SD dratio Obtained Correcied
Scales
Planning 87 85 04 978 91
Simultaneous 134 1206 -0 86 95
Attention 848 L] -0.08 LIE 97
10.9 10.08 0.04 43 987
87 §1.10 94 -0.08 936 93 J

PASS neuropsychological
abilities in other languages

Conclusions
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Van Luit, et al (2002) Dutch

» 186 Dutch Children

Utility of the PASS Theory and
Cognitive Assessment System
for Dutch Children With

and Without ADHD

Johannes E. H. Van Luit, Evelyn H. Kroesbergen, and Jack A. Naglieri

Abstract

th ADHD. The sco;
ADHD. The finding

CAS in Italy

Multigroup Confirmatory Factor Analysis of U.S. and Italian Children’s
Theory of Intelligence as Measured by the

Performance on the PASS
Cognitive Assessment System

University of Virginia and Devereux Center for Resilient University of F
Children

Multi-Health Services, Toronto, Ontario, Canada

Why PASS works across race,
ethnicity, language, and culture

» It measures important basic neurocognitive
processes

» It does not measure ability by tests that
involve academic skills, that is no
* Vocabulary e Similarities
* Arithmetic ¢ Comprehension

» All traditional 1Q tests with verbal and
quantitative tests are contaminated by
knowledge

» IS VERBAL 1Q REAL?

Conclusions

m =

Van Luit, et al (2002)

TABLE 2
CAS Full Scale and Subscale Means and Standard Deviations for Dulch ADHD Group and Dulch Control Group
ADHD* Control® ADHD
Scale ] S0 '] i) 100

Planning 818 93 %56 105 95 1

Aftenfion 1] 106 1022 16 90 4

St ® w7 w2 w1 | 85 1

Successive 95 4 1030 130 80 -

Full Scale 5.7 128 & ¥ \\00 E,\“z
»z,?(\ & & &

NSNS “Pé'

&

CAS in Italy

» Full Scale standard scores using the US norms
were nearly identical between the two
countries.

Table 5

Means and SDs for Italian Children (N = 809) on the CAS Subtests and PASS and Full Scales Using U.S. Norms and d-Ratio|
Comparisons to U.S. Sample (N = 1,174), Matched by Age

Italian Us.
Subtests and scales M SD n M SD n F P d-ratio

CAS composite scales

Planning 1.7 134 809 1005 154 <01 -019

Simultancous 1030 139 809 JOLI 141 <0l

Atiention 142 137 89 1006 144 <0l

Successive 90 125 809 1005 145 0
(Full Scale 1009 1290 80 1005 148 13

Note. CAS = Cognit
Designations for d-ratios

ssment System: PASS = Planning, Attention, Simultancous, and Successive. US. sample Ns vary due|
follows: T = trivial (<.2), § = small (.2), M = medium (.5), and L = large (.8). For all F values the dfs af

for Speech Rate (1, 121

) and Sentence Questions (1,762),

Group Think...

» Discuss with the group what
implications these findings
have for your understanding
of the students you work with

»What is most surprising about
this information?

»What thoughts do you have?

»Report to the audience .

m i
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Take Away Message

» The brain-based approach to defining
important neurocognitive abilities is very
different from traditional IQ
« PASS vyield profiles for students with different

exceptionalities
« PASS yields the smallest race/ethnic differences
« PASS scales are useful for instructional planning
 PASS helps us better understand gender
differences

Conclusions

SLD & Basic Psychological

Processes
Connecting IDEA 2004 with practice

Conclusions

Hale, Naglieri, Kaufman, & Kavale (2004)

» In the US, the Federal definition of SLD is
« “...adisorder in 1 or more of the basic
psychological processes involved in understanding
or in using language, spoken or written, which
disorder may manifest itself in the imperfect ability
to listen, think, speak, read, write, spell, or do
mathematical calculations. (2004; IDEA)”
» Neither the IQ/achievement discrepancy
model used in the past nor RTI evaluates
basic psychology processes

Conclusions

Topical Outline

» Understanding tradition 1Q
» A brain-based view of abilities
» Cognitive Assessment System Second Edition
» Deciding Which Tests to Use
Diagnosis of SLD
» Neurocognitive abilities and ADHD
» Neurocognitive abilities and ASD
» Final case studies

Conclusions

m n Jack A. Naglieri,Ph.D, 248

Hale, Naglieri, Kaufman, & Kavale (2004)

Polioy Forum  Specific Learning Disability Classification
in the New Individuals with Disabilities
Education Act: The Danger of Good Ideas

Iamos B. Halo
Childron's Evaluation and Rohabilitation Contor, Albort Einstoin Collogo of Modicino
Jack A Nagliori

Conter for Cognitive Development, Gaorge Mason University

Alan'S. Kaufman

Yale Child Study Center, Yale University School of Medicine

Konneth A. Kavalo

Collogo of Education, Univorsity of lowa

Abstract

acy

‘Specific Leaming Disability Classification
intho With Disabilitios
Ed

usions

250

Discrepancy Consistency Model for

SLD
Naglieri, J. A. \ N, o
(2011). The - . ‘ %:\//
discrepancy/consistency Essent|a|s Essentia|s
approach to SLD of CAS Assessment || . Specific

identification using the
PASS theory. InD. P.
Flanagan & V. C. Alfonso
(Eds.), Essentials of
Specific Learning
Disability Identification

Learning Disability

Identification

Jack A. Naglieri

(145-172). Hoboken, NJ:
Wiley. 1999 2010

Conclusions

m n jack A Naglieri, Ph.D. jnaglieri@gmail.com 252
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Old Discrepancy Model for SLD
Discrepancy

between Full
Scale IQ and
achievement test

scores of some  significant

N Full Scale 1Q
magnitude Discrepancy
determined by
each State
Department of
Education Academic Skills

Weakness(es)
Conclusions

What is a ‘disorder in processing’

» Use the Discrepancy Consistency Model to
identify a “disorder in one or more of the
basic psychological processes”

- Identify a weakness with otherwise average or
above scores in basic psychological processes along
with academic failure

« A disorder should have two components
> A score on a multi-dimensional measure of processes

that is significantly lower than the student’s average

»>The low score(s) need to be at least below the Average
range (e.g., less than 90)

Conclusions

R 255

—
s

The Case of Rocky - RTI
Delayed the Comprehensive
Evaluation

From assessment to intervention

Conclusions

Discrepancy Consistency Model for SLD

Discrepancy
between high
and low
processing
scores ———> Significant
Discrepancy Discrepancy  /
between high
processing and
low achievement

Processing and \
/ Academic Strengths '\

Significant
'\ Discrepancy

C ist Academic Skills Cognitiye
onsistency Weakness(es) Processing
between low Weakness(es)

processing and
low achievement

a Conclusi
TT:. Consistent ‘ﬁ onclusions
1 — e Scores

What is a ‘disorder in processing’

~+significant Wk, Significant
125 Cognitive Wk Weakness
- Is low relative to

115 A the child’s mean
o score
105 g » Cognitive
$  Weakness
95 < =23
> Is a Significant
85 weakness and the

score falls in the
Low Average
range (80-89) or

Plan Sim Att Succ
lower

Conclusions

The case of Rocky

» Rocky! is a real child with a real problem
» He lives in a large middle class school
district
 a wide variety of services are available
» In first grade Rocky was performing
significantly below grade benchmarks in
reading, math, and writing.
« He received group reading instruction weekly and
six months of individual reading instruction from
a reading specialist
« He made little progress and was retained

Note: This child's name and other potentially revealing data have been changed to protect his identity.
Conclusions
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The case of Rocky

» By the middle of his second year in first grade
Rocky was having difficulty with
» decoding, phonics, and sight word vocabulary;
working with math problems that involve money,
addition, fact families, and problem solving
activities;
and focusing and paying attention.”

Conclusions
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WISC-IV and CAS

105 103 105 102
98
94
95 91 95
88
85 85
76
75 75
65 65
m Verbal C | Perceptual R M Planning | Simultaneous

WorkingM @ P Speed Attention W Successive

CAS

261

Discrepancy Consistency Model for SLD

Discrepancy
between high

and low / \
processing Processu:g
o / Strengths \
scores Significant / \ eio
/ e / (simultaneous = 102 '\ Significant

Discrepancy Discrepancy
between high

processing and

low achievement
Consistency
between low
processing and
low achievemen

& Attention = 98) Discrepancy

Processing
Weaknesses in
Planning (72)
and Successive
(76)

: ff Conelus

Academic Skills
Weakness(es)

~

The case of Rocky

» After two years of special team meetings and
special reading instruction he is now working
two grade levels below his peers and is
having difficulty in reading, writing, and math

» Rocky has failed to respond to intervention -
so what now?

« Identify him as having a learning disability?
» Give him more intensive instruction?

« What treatment would be appropriate?

« Do we know enough about him?

Conclusions

m =

The case of Rocky

» Rocky has a “disorder in one or more of the
basic psychological processes”

« Planning = 72

* Successive = 76

« Simultaneous = 100, Attention = 98

Rocky has documented academic failure

He has intra-individual differences in
cognitive processes that underlie his
academic problems

v v

Conclusions

M =

The case of Rocky

» Rocky meets the definition of SLD in IDEA

» He requires specialized instruction that takes into
account his learning needs

« Instruction should emphasize the use of strategies
and plans in all content areas

« Instruction should include ways to better work with
serial information

« Rote memory and phonics instruction are ill-
advised

Conclusions

m =
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The case of Rocky

Using Plans to Overcome Anxiety

| Graphic Organizers for
sy Connecting and Remembering Information

e - -

a9 owna Segmenting Words for
N e mation Reading/Decoding and Spelling

have.
Decf

f| 7 Graph o Chunking for Reading/Decoding
Newinf| into
Graphiq  wor
tiontoq read Reading/decoding requires the student to look at the sequence of the letters in words and
A g'e's['fi H stand the organization of specific sounds in order. Some students have difficulty with long s¢
mlgndt ol 0 quences of letters and may benefit from instruction that helps them break the word into sm.

Kinds of Seg| MOre Manageable units, called chunks. Sometimes the order of the sounds In & word is mor
ganize| into| easily organized if the entire word is broken into these units. These Chunks can be combine
. (Whaeg tool units for accurate decoding. Chunking for reading/decoding is a strategy designed to do th:
onewal _chu

» Does this method make sense?

»Does it help you understand
the problem and guide
instruction?

»What is most surprising about
this information?

»Report to the audience

Conclusions

Christopher

A Case study

Conclusions

The case of Rocky

» These children experience
- academic failure that may be exacerbated by poor
instruction, but it is not caused by it
« they may benefit from frequent progress
monitoring, but this is not enough
» They may do poorly in the regular classroom but
their problem is not an instructional failure
» They need instruction that is tailored to their
individual strengths and limitations in processing
» The only way to know is to carefully
evaluate the child’s basic psychological
processes

Conclusions

Topical Outline

» Understanding tradition 1Q
» A brain-based view of abilities
» Cognitive Assessment System Second Edition
» Deciding Which Tests to Use
» Diagnosis of SLD
Neurocognitive abilities and ADHD
» Neurocognitive abilities and ASD
» Final case studies

Conclusions

W Jack A. Naglieri,Ph.D. 268

Case of Chris - Is He ADHD?

> control problems (threw
pencil when frustrated)
- impulsive choices made

» Problems
- behavior problems
- impulsive & disorganized
- forgets assignments
© can’t stay on task » CBCL Externalizing =
= poor grades 68

» Clinical Observations - failure in control,
- anxious about testing impulsivity problems,

- used simple strategies arguing, attention—
- did sloppy work getting behaviors.

» Met DSM criteria for

ADHD Combined type
m—

Conclusions
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Case of Christopher (continued)

, WISC-IV (FS = 106)  -°

VC =114 PO = 102 105
WM = 96 PS = 94
» Achievement

- Reading = 106 95
- Comprehension = 117
- Word Attack = 108 90
- Dictation = 82

- Math = 100 £
- Applied Problems = 93 80
+ Calculation = 86 Plan  Sim At  Succ

100

Conclusions

B m

|

ADHD Characteristics

» ADHD children may have difficulty with
‘executive functions’ which has been
associated with the prefrontal lobes (e.g.,
Roth & Saykin, 2004)

» If ADHD is a failure of self-control within
the context of prefrontal lobe functions (see
Goldberg, 2001)

» then a connection between the disorder and
the PASS theory described by Naglieri and
Das (2005) based on A. R. Luria’s work can
be made

ﬁ

Conclusions
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Paolitto, 1999

10 » N = 66 (6-14 years)

105 CAS Results » All subjects met DSM-
100 101 IV criteria for ADHD

100 » No comorbid

% 9 diagnoses

Results suggest

%0i| 88 behavioral disinhibition
& and attention problems
are related to ADHD

80

Plan  Sim Att  Succ

|

Conclusions
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ADHD Characteristics

» ADHD “results from a failure in self-control”
(Barkley, 1998, p. 66)
» Symptoms:
« problems with inhibition of prepotent responses
which limits control of behavior
« lead to poor planning and anticipation
* poor organization
« impaired verbal problem solving and self-
directed speech, poor rule governed behavior
» problems developing, using and monitoring
organizational strategies;
« (Barkley, 2003).

Conclusions

m ”

ADHD Characteristics

» There is considerable research that suggests
that children with ADHD have a specific
profile of abilities on the Planning, Attention,
Simultaneous, Successive (PASS) theory
» Dehn, 2000; Paolitto, 1999; Iseman, 2005; Naglieri,

Goldstein, & Iseman, 2003; Naglieri, Salter &
Edwards, 2004; VanLuit, Kroesbergen & Naglieri,
2005

» A look at the research

Conclusions

m o

Milt Dehn (2000)

» Paper presented at 105
NASP (New Orleans,
4/2000)

» N=25
- Documented ADHD 96

No comorbidity o5t |94 [
21 males
- Ages 6-16

Not on medication on the 90{ 89 —

100

day of testing

Plan Sim Att Succ

85

Conclusions

m il
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Naglieri, Salter & Edwards (2001)

I | 0O ADHD
Conclusions

m— il

Iseman (2005)

. » 29 Children
with ADHD
o5 - » All attended
a special
school for
90 — — I

children

with severe
s X & I I learning

problems
80 P

Plan Sim Aftt Succ

Conclusions

m‘ x

Teaching Students to use
their Planning Ability

IT WORKS !'!

Conclusions

Naglieri, Goldstein, Iseman & Schwebach (2003)
» 25 Children 100 99

who - 97
» DS_M—_IV o) — g

criteria for

ADHD oot o |-
» All referred 87

for

evaluation 85" T N N

80
PLAN SIM ATT succ
Conclusions

m— il

Van Luit, Kroesbergen & Naglieri (2005)
» 20 Dutch 100
Children 953
» DSM-IV criteria 95¢] 7 g4 T 935"
met
(Hyper/Imp) E— . 873
» Age = 10.6 g5 e e
years (SD = 818
0.9) solt
75 o
PLAN SIM ATT succ

m‘ =

Encourage Planning

» Helping Children Learn mewEe W
Intervention Handouts for Use in REIguta@uileiBrE:
School and at Home, Second o Sehooland st Home. 3.
Edition ; 2ion
By Jack A. Naglieri, Ph.D., & Eric
B. Pickering, Ph.D.,

» Spanish handouts by Tulio
Otero, Ph.D., & Mary Moreno,
Ph.D.

Conclusions

m— i
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Step 1 - Talk with Students

How to Be Smart: Plannin

When we say people are smart, we usually mean that they know a lot of information. But being
smart also means that someeone has a lot of ability to learn new things. Being smart at learning
new things includes knowing and using your thinking abilities, There are ways you can use your
abilities batter when you are learning

What Does Being Smart Mean?

One ability that is very important is called Planning. The ability to plan helps you figure out how to
do things. When you don't know how to solve a problem, using Planning ability will help you figure
out how to do it. This ability also helps you control what you think and do. It helps you to stop be-
fore doing something you shouldn't do. Planning ability is what helps you wait until the time is
right to act. It also helps you make good decisions about what to say and what to do.

Step 1 - Talk with Students

How Can You Be Smarter?

You can be smarter if you PLAN before doing things. Sometimes people say, “Look before you
leap,” “Plan your work and work: your plan,” or “Stop and think.” These sayings are about using
the ability to plan. When you stop and think about how to study, you are using your ability to plan.

You will be able to do more if you remember to use a plan. An easy way to remember to use a
plan is to look at the picture “Think smart and use a plan!” (Figure 1). You should always use a
plan for reading, vocabulary, spelling, writing, math problem solving, and science.

Do you have a favorite plan for learning spelling words? Do you use flashcards or go on the Inter-
net to learn? Do you ask the teacher or another student for help? You can learn more by using a
plan for studying that works best for you.

It s smart to have a plan for doing all schoolwork.
‘When you read, you should have a plan. One plan is

Think smart
d I 1 to look at the questions you have to answer about
an use a p an- the story first. Then read the story to find the an-

B Another plan i mak ire of wh:
T igared ot wers, Another plan is to make a picture of what you

read so that you can see all the parts of the story.
1
[
ﬁ‘ Use a plan.

‘When you write you should also have a plan. Stu-
dents who are good at writing plan and organize their
thoughts first. Then they think about what they are
doing as they write. Using a plan is a good way to be

Mindsets = Planning from PASS

» Planning is about how we do what we decide
to do

» We can decide to have a growth mind set and
think smart!

» Does teaching students to Think Smart and
use a Plan work?

Conclusions

TR Jack A Naglieri,Ph.D. 25

Planning Facilitation in Math -

Naglieri & Gottling (1995)

» 4 boys with LD

» low / high planning 12

» 1 to 1 intervention 107

» Classroom math

» Instruction: planning
was facilitated

» Low group improved
more than high

A O ®

N
Baseline

Intervention
Intervention

0

e
&
>
—
o
3

Naglieri, J. A., & Gottling, S. H. (1995). A cognitive education
approach fo math instruction for the learning disabled: An
individual study. Psychological Reports, 76, 1343-1354.

Conclusions

N w7

smarter about your work!

Planning

Planning Facilitation for Math Calculation

Math calculation is a complex activity that involves recalling basic math facts, following proce-
dures, working carefully, and checking one's work. Math calculation requires a careful (ie., planful)
approach to follow all of the necessary steps. Children who are good at math calculation can
move on to more difficult math concepts and problem solving with greater sase than those who
are having problems in this area. For children who have trouble with math calculation, a technique
that helps them approach the task planfully is likely to be useful. Planning faciitation is such a
technique,

Planning faciitation helps students develop useful strategies to carefully complete math problems
through discussion and shared discovery. It encourages students to think about how they solve
problems, rather than just think about whether their answers are correct. This helps them develop
careful ways of doing math.

How to Teach Planning Facilitation

Planning faciitation is provided in three 10-minute time periods: 1) 10 minutes of math, 2) 10 min
utes of discussion, and 3) 10 more minutes of math. These steps can be described in more detail

Step 1: The teacher should provide math worksheets for the students to complete in the first
10-minute session. This gives the children exposure to the problems and ways to solve them. The R
teacher gives each child a worksheet and says, “Here is a math worksheet for you to do. Please hclusions

try to get as many of the problems comect as you can. You wil have 10 minutes.” Slight variations
on this instruction are okay, but do not give any additional information. 286

Naglieri & Gottling (1997)

Mathematics instruction and PASS cognitive

processes: An intervention study. Journal
of Learning Disabilities, 30, 513-520.

Math intervention for children with low
Planning

Conclusions
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Planning Facilitation in Math -
Naglieri & Gottling (1997)

» 6 females; 6 males; » Two regular teachers
(24% minority) gave instruction in

» Aged 9 to 12 years group setting

» Attended a private  » They did not know
school that the children's PASS
specializes in scores
treating children with » Teachers were
significant learning instructed in an
problems initial one-hour

» All met LD criteria session with weekly

follow-up

Conclusions
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Planning Facilitation in Math
Naglieri & Gottling (1997)

» Students were encouraged to
» determine how they did the pages
« verbalize and discuss their methods
* be self-reflective
» Teachers asked questions to facilitate
» How did you do the problems & why?
» What will you do next time?
» What did you notice on this page?

Conclusions

Planning Facilitation in Math -
Naglieri & Gottling (1997)

24

Number of math

2 problems

o correct in each
10 minute

18 / /K> period, by
group.

16 % ﬁ >

14 * | + Low Planning

124 ; ; :

Baseline Int 1-7 Int 8-14 Int 15-21

|

Conclusions
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Planning Facilitation in Math -
Naglieri & Gottling (1997)

» 28 Math work sheets constructed by
computer to match pages used in class

» Subtraction sheets -
54 problems; 6 rows X 9 columns; numbers
with 1 to 3 digits (no decimals); with and
without regrouping.

» Multiplication problems -
whole numbers by a two-digit number
ranging from 10 - 99; with and without
carrying

ﬁ\k " B 2%

Conclusions

Planning Facilitation in Math -
Naglieri & Gottling (1997)

» Students said:
» When | get distracted | move my seat
* | have to remember to borrow
« Ill do the easy ones first
« | do them row by row
« Keep the columns straight
« Be sure to do them right not just get it done

Conclusions
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Planning Facilitation in Math -
Naglieri & Gottling (1997)

Pre-Post % Change over Baseline , Students with low

80% planning scores
0% improved more
60%; than those with
SBil high planning

40%
30%
20%
10%

0%

scores (38 %
difference)

Low High

Conclusions

M =
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Planning Facilitation in Math -
Naglieri & Gottling (1997)

Pre-Post % Change over Baseline| » Students with low
80% planning scores
70%1 7| improved more than
60% T those with high
50%11 | planning scores (38%
40%(T] difference)
30%¢T] » Attention high / low
20%( | difference was small
10%1 | (19%)
0%

Conclusions
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Naglieri & Johnson (2000).

Effectiveness of a Cognitive Strategy Intervention
to Improve Math Calculation Based on the PASS
Theory. Journal of Learning Disabilities, 33, 591-

597.

Children with Cognitive
Weaknesses in PASS

Conclusions

Children with PASS Profiles

» 21 children with LD and mild mental
impairments

» Teachers followed Planning Facilitation
method described by Naglieri and Gottling
(1997, 1997)

» Students were given instruction that
facilitated the use of Planning

Conclusions
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Planning Facilitation in Math -
Naglieri & Gottling (1997)

Simultaneous high

/ low % difference Pre-Post % Change over Baseline

was small (4%) 80%
» Successive high / 70%
low % difference 60%
was slight (23%) 50%
" w
» Wechsler FSIQ 40%17 3| o 4 3o
. O v
high / low % 30%1] 5|8 ]
. d w
difference was 20% '—é 8|2 '—é 8
. 0, E Ol e £ o
slight (16%) 10%17|§| |2 il
0%
Low High
Conclusions
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JOURNAL OF LEARNING DISABILITILS
VOLUME 33, NUMBER 5, NOVEMBER / DECEMBER 2(k11, PACES 591-597

Effectiveness of a Cognitive
Strategy Intervention in Improving
Arithmetic Computation Based

on the PASS Theory

Jack A. Naglieri and Deanne Johnson

Abstract
The purpose of this study was to determine if an instruction designed to facilitate planning, given by teachers to their class as a group,
would have differential effects depending on the specific Planning, Attention (PASS) cognitive

of each child. A cognitive strategy instruction that encouraged planning was provided ta the group of 19 students with learning disabil-
ities and mild mental impairments. Al students completed math worksheets during 7 baseline and 14 intervention sessions. During the
intervention phase, students engaged in self-reflection and verbalization of strategies ahout how the arithmetic computation worksheets
should be completed. The sample was sorted into one experimental and four contrast groups after the experiment was completed. There
wwere four groups with a cognitive weakness in each PASS scale from the Cognitive Assessment System and one group with

weakness. The results showed that children with a cognitive weakness in Planaing improved considerably (large effect size of 1.4), in
contrast to those with a cogritive weakness in Attention (smal effect size of 0.3), Simultaneous weakness (aslight deterioration and effect

size of -0.2), Successive weakness (medium effect size of 0.41, and no cognitive weakness {small effect size of .2). These data showed that
children with a Planning weakness benefitted fram the instruction designed to help them be more plaful. Those childme who received
the planning-based instruction who were not low inplanning did not show the same level of improvement

Ustration of a Math Worksheet Used in this Study.
Name: | Page 1 | 2 12 5 1 2
Date: 2 12 14 10 3
+ + + + +
988 98,923 7,344 5 6 3 3 13
335 287 - 3,740 5 13 3 5 29
15 50 154
X 10X 2 X 68 5 18 24 25 13
11 1 3 3 g
864 99,979 9,424 11 5 6 3 e
+ 192 + 241 + 6,430
83,052 71,085 81,747 9 9 7 7
44,247 24,408 - 12,688 9 13 11 11
3 10 4 1 4
1304 934 1918 5 14 9 6 7




Children with PASS Profiles
»Nagllerl & Johnson (1998)

- Seven 10-minute Baseline sessions
< Fourteen 10-minute Intervention sessions
- Children completed math computation worksheets
that came from the curriculum
Children with a cognitive weakness in each of the
PASS areas were identified
- Cognitive Weakness = significant PASS ipsative
score and the weakness must be a score < 90.

°

Conclusions
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Children with PASS Profiles

# Correct Inter- % Effect
Baseline vention Change Size
No CW 26 29 ||- 11 0.2

Note: Total number correct for all 7 sessions. 7 baseline,
14 intervention sessions (intervention number correct was
weighted by .5). The % change = (Int - Base) /Base. Effect
sizes are averages across subjects using (mean Int -
mean Base) / SD baseline.

Conclusions
i

Jack A. Naglieri, Ph.D. George
- Mason Univ, Fairfax, VA
- 5 303 22030. naglieri@gmuedu
N

Children with PASS Profiles

# Correct Inter- % Effect
Baseline vention Change Size

Att 16 0.3
Suc 28 ll‘ 0.5
NoCW 26 1 l 0.2

Note: Total number correct for all 7 sessions. 7 baseline,
14 intervention sessions (intervention number correct was
weighted by .5). The % change = (Int - Base) /Base. Effect
sizes are averages across subjects using (mean Int -
mean Base) / SD baseline.

onclusmns

deck A, Naglerl LD Geo
— Mason Univ, Fairfax,
- 8 305 22030, naghen@gmuedu

Groups by PASS Weakness

Naglieri & Johnson (2000)

105
100
95
90
mP
85
A
80 HSm
75 M Sc
70
65
60
Low P Low Att Low Sim Low Suc All Low
Conclusions

m =

Children with PASS Profiles

# Correct Inter- % Effect
Baseline vention Change Size

Suc 28 39 -39 0.5
NoCW 26 29 I 11 0.2

Note: Total number correct for all 7 sessions. 7 baseline,
14 intervention sessions (intervention number correct was
weighted by .5). The % change = (Int - Base) /Base. Effect
sizes are averages across subjects using (mean Int -
mean Base) / SD baseline.

Conclusions

0
Jack A Naglieri,Ph.D. George
- Mason Univ, Fairfax, VA
~ 3 304 22030, naglieri@gmuedu
W

Children with PASS Profiles

# Correct Inter- % Effect
Baseline vention Change Size

Sim 33 29 =11 -0.2
Att 16 24 II‘50 0.3
Suc 28 39 39 0.5
NoCW 26 29 11 0.2

Note: Total number correct for all 7 sessions. 7 baseline,
14 intervention sessions (intervention number correct was
weighted by .5). The % change = (Int - Base) /Base. Effect
sizes are averages across subjects using (mean Int -
mean Base) / SD baseline.

Conclusions

Jack A, NaglelPFLDL George
— Mason Univ, Fairfax,
- 8 306 22030, naglverv@gmuedu
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Children with PASS Profiles

# Correct  Inter- % Effect
Baseline vention Change Size

Plan 10 25 M 142 1.4
Sim 33 29 -11 -0.2
Att 16 24 50 0.3
Suc 28 39 39 0.5
NoCW 26 29 11 0.2

Note: Total number correct for all 7 sessions. 7 baseline, 14

intervention sessions (intervention number correct was weighted

by .5). The % change = (Int - Base) /Base. Effect sizes are

%veralges across subjects using (mean Int - mean Base) / SD
aseline.

nclusions
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Jack A Naglieri, Ph.D. George
- Mason Univ, Fairfax, VA
~ 3 307 22030, naglieri@gmu.edu

A Cognitive Strategy Instruction
to Improve Math Calculation for
Children With ADHD and LD:

A Randomized Controlled Study

Jackie S. Iseman' and Jack A. Naglieri'

Abstract
The authors examined the effectiveness of cognitive strategy instruction
Successive) given by special education teachers to students with ADHD)
experimental group were exposed to a brief cognitive strategy instructi
development and application of effective planning for mathematical comp
standard math instruction. Standardized tests of cognitive processes 3
students completed math worksheets throughout the experimental pl
Johnson Tests of Achievement, Third Edition. Math Fluency and Wechsid
Numerical Operations) were adminstered pre- and postintervention, a
follow-up. Large pre—post effect sizes were found for students in the exp!
math worksheets (0.85 and 0.26). Math Fiuency (.17 and 0.09). and NufSSSS
AL | year follow-up. the experimental group continued to outperform
students with ADHD evidenced greater improvement in math works i
(which measured the skill of generalizing learned strategies to other si
when provided the PASS-based cognitive strategy instruction

Design of the Study

Experimental and Comparison Groups
7 worksheets with Normal Instruction

Experimental Comparison
Group Group

19 worksheets with

19 worksheets .
Normal Instruction

with Planning A

- Facilitation

Instructional Sessions

» Math lessons were organized into
“instructional sessions” delivered over 13
consecutive days

» Each instructional session was 30-40
minutes

» Each instructional session was comprised
of three segments as shown below

10 minutes | 10-20 minutes| 10 minutes

Planning (Metacognitive) Strategy
Instruction

» Teachers facilitated discussions to
help students become more self-
reflective about use of strategies
» Teachers asked questions like:
» What was your goal?
» Where did you start the worksheet?
» What strategies did you use?
* How did the strategy help you reach your
goal?
* What will you do again next time? S

ﬂé other strategies will you use next

10 minute Planning 10 minute
math Facilitation or math
worksheet Normal worksheet confiusions
S st

Student Plans

“My goal was to do all of the easy problems
on every page first, then do the others.”

“l do the problems | know, then | check my
work.”

v

v

» “I do them (the algebra) by figuring out
what | can put in for X to make the problem
work.”

» “I did all the problems in th
zone first.”

» “I try not to fall asleep.”
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Worksheet Means and Effect Sizes for the
Students with ADHD

O Baseline

[ Intervention

Raw Scores for Worksheets

Reminder

Normal Instruction Planning Facilitation

WIAT Numerical Operation Means and Effect
Sizes for Students with ADHD

=
g
<
o
el
9 O Baseline
§ [ Intervention
[}
3 Reminder
4 < .2 = no effect
.2 - .5 = small
Normal Instruction Planning Facilitation H= 485 v:\edlum
> .8 = large

Conclusions
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One Year Follow-up

At 1-year follow-up, 27 of the students were retested on
the WJ-111 ACH Math Fluency subtest as part of the school’s
typical yearly evaluation of students. This group included
14 students from the comparison group and 13 students from

the experimental group. The results indicated that the im-
provement of students in the experimental group (M = 16.08,
SD =19, d = 0.85) was significantly greater than the im-
provement of students in the comparison group (M = 3.21,
SD =18.21,d=0.09).

Conclusions
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W] Math Fluency Means and Effect Sizes for
the Students with ADHD

@
0.1
90 \\},Q 86.1

[y

<

o

=

[y

= 80

o

=

2 70

% O Baseline

L 60 O Intervention

$

g 50

") Reminder

3 < .2 = no effect

g% 2 - .5 = small
Normal Instruction Planning Facilitation 6 - .8 = medium

> &omllarges

m h

Iseman (2005)
» Baseline
i 70
Intervention o
means by 65 1] —Lowsim »
. 60 T - LowAtt
PASS profile o ||~ Lowsuc
» Different o
response to |, [ =
the same 10 /
intervention |ss
30 £ =
25 4/
20 T
Baseline Mean Intervention Mean
Conclusions
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Instructional Implications

» Planning Strategy Instruction is easily
implemented in the classroom

» The method yields substantial results within a
minimal of time (10 half-hour sessions over
10 days)

» Planning Strategy Instruction can be applied
in math as well as other content areas (e.g.,
reading comprehension)

Conclusions
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Winning Formula for Success

A Knowledge
Planning & Skill = RESULTS!
Mindset + Sets _

Topical Outline

» Understanding tradition 1Q

» A brain-based view of abilities

» Cognitive Assessment System Second Edition

» Deciding Which Tests to Use

» Diagnosis of SLD

» Neurocognitive abilities and ADHD
Neurocognitive abilities and ASD

» Final case studies

Conclusions

B Jack A Naglieri, Ph.D. 321

» Discuss children you have
seen or worked with who were
good and/or bad in Planning
as just defined
*What methods helped them
*What methods did not help

»Your thoughts

»Report to the audience

Conclusions
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Free Trial of the ASRS

» For a free trial go to AUTISM SPECTRUM
http://www.mhs.com RATING SCALES

- (ASRS")

E MHS Stk AL Slab LR AL

Autism Spectrum Rating Scales™ % . -
oo =4
THUM | would like to | l

Conclusions
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Three Resources by Goldstein &
Naglieri for ASD

AUTISM SPECTRUM

RATING SCALES
-~ (ASRS’) ‘
e ) Interventions for
@ y :\»cssnu“m of Autism Spectrum
- _AUTISM Disorders
ﬂg_ Y SPECTRUM | [
%S DISORDERS

%

Conclusions
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Autism Spectrum Rating Scales

usions

£
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Importance of a National Norm

» The way we calibrate a psychological test or
rating scale score has a direct impact on the
reliability and validity of the instrument

» The composition of the comparison and
characteristics of the group is especially
important whenever diagnostic decisions are
being made.

» What is the current state of the art?

Conclusions

Importance of a National Norm

Psychometric Issues and Current Scales
for Assessing Autism Spcctrum Disorder

Jack A. Naglieri
Kimberly M. Chambers

[he study of any psychological disorder is dependent upon the tools that

are used, these tools directly influence what is learned about the sub-

h as well as clinical practice. As in all arcas of science, what
depends upon the quality of the instruments we use and the
information they provide. Better-made instruments yield more accurate
and reliable information. Instruments that uncover more information rel-

cvant to the subject being examined will have better validity, and ultimately

m

Conclusions

Importance of A National Norm

Autism rating scales is
provided in the chapter by
Naglieri & Chambers in
Assessment of Autism
Spectrum Disorders
(Goldstein, Naglieri, &
Ozonoff, 2009)

» Psychometric issues for ?

Assessment of
AUTISM
SPECTRUM
DISORDERS

m
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TABLE 3.2.  Comparison of Essential ASD Rating Scale Ct
Representative  Scores

Behavior rating No.of  Age  Comparison standardization for total
scale items| range  fsample size Comparison sample sample scale
Autism 93 2-x Exact N Children with and without ASD, studies conducted No Raw
Diagnostic years | notgiven by B stered score
Interview— ./ We don’t know ) ..
Resied the ages of
Childhood 15 | Exact those In_ the No Raw
Autism Rating ages not pr comparison score
Scale (CARS) given
el ¢ group
Social 40| 4 200 A wide vaiety of mdiiduals [persons with autism, No Raw
Communication years atypical autism, Asperger syndrome, fragile X score
Questionnaire syndrome, Rett syndrome, conduct disorder,
(SCQ) language delay, mental retardation, and other

clinical diagnoses)
Social 65 4-18 1,636 Cases from five studies, combined into one sample No T score
Responsiveness years (74% white, 11% black, 11% Hispanic, 2% Asian,
Scale (SRS} 2% other

Importance of a National Norm

TABLE 3.2.  Comparison of Essential ASD Rating Scale Characteristics

Representative  Scores
Behavior rating No.of ~ Age | Comparison standardization  for total
scale items range | sample size | Comparison sample sample  scale
Autism 93 2-x | ExaceN | Children with and without ASD, studies conducted No  Raw
Diagnostic years | notgiven |by authors wh . score
nterview— We sometimes

evise ,
Ravied < don’t know the
Ghidhood 15 Bt | Lo |chiwent]  S42€ Of the No  Rav
Autism Rating ages not progra (see comparison score
Scale (CARS) iven
é group
Social 40 4w 200 | A wide variety of tdividuals {persons with autism, No  Raw
Communication years atypical autism, Asperger syndrome, fragile X score
Questionnaire syndrome, Rett syndrome, conduct disorder,
(SCQ) language delay, mental retardation, and other
clnieal diagnoses)

Social 65 4-18 | 1,636 | Cases from five studies, combined into one sample No T score
Responsiveness years (74% white, 11% black, 11% Hispanic, 2% Asian,
Scale (SRS) 2% other]

Importance of a National Norm
T

Representative’) Scores

TABLE 3.2.Comparison of Essential ASD Rating Scal - Nl@ nationally
representative

Behavior rating  No.of ~ Age  Comparison I

scale items  range  sample size Comp4 samples

Autism 93 2-x Exact N Childrer® mmn‘d;’!du([cd

Diagnostic years  notgiven by authors where interviews were administered

Interview— as part of routine initial clinical assessment and

Revised systematic research evaluations

(ADI-RI

Childhood 15 Exact 1,600 Children who were referred to the TEACCH

Autism Rating ages not program (see text)

Scale (CARS) given

Social 40 4-x 200 Awide variety of individuals (persons with autism,

Communication years atypical autism, Asperger syndrome, fragile X

Questionnaire syndrome, Rett syndrome, conduct disorder,
(SCQ) language delay, mental retardation, and other
clinical diagnoses)

Social 65 4-18 1,636 Cases from five studies, combined into one sample
Responsiveness years (74% white, 11% black, 11% Hispanic, 2% Asian,

Scale (SRS} 2% other|

standardization | for total
> sample scale
No Raw
score
No Raw
score
No Raw
score
No T score
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Importance of a National Norm
TABLE 3.2. Comparison of Essential ASD Rating Scale Characteristics Typlcal Iy
only raw ———

Behavior rating No.of ~ Age  Comparison scores are \l\\rii iion for total
scale items  range  sample size  Comparison sample q scale

- provided
Autism 93 2-x Exact N Children with and witho! No Raw
Diagnostic years  notgiven by authors where interviews were admnistered score
Interview— as part of routine initial clinical assessment and
Revised systematic research evaluations
(ADI-RI
Childhood 15 Exact 1,600 Children who were referred to the TEACCH No Raw
Autism Rating ages not program (see text) score
Scale (CARS) given
Social 40 4-x 200 Awide variety of individuals (persons with autism, No Raw
Communication years atypical autism, Asperger syndrome, fragile X score
Questionnaire syndrome, Rett syndrome, conduct disorder,
(SCQ) language delay, mental retardation, and other

clinical diagnoses)
Social 65 4-18 1,636 Cases from five studies, combined into one sample No T score
Responsiveness years. (74% white, 11% black, 11% Hispanic, 2% Asian,
Scale (SRS} 2% other)

Importance of a National Norm

» What is the problem with not having a
national norm?
« You don’t know how typical children perform

> Typical means a wide variety of individuals who vary
on important demographic variables

What is the problem with not having a

standard score like a T-score (mean of 50

and SD of 10)?

* You don’t know how similar a child’s behavior is in
relation to the norm

* Let’s look at some data ...

v

Conclusions
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Diagnostic Reference Groups

» | studied the differences between results
when using a nationally representative
sample versus a sample of children identified
as having Autism as a reference group

Raw score to standard score (T-scores)
conversion table was constructed based on
two different reference groups

 Children with ASD

» Nationally representative sample

v

Conclusions
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|

CARS2 (2010)

» Norms are not based on a sample of
individuals representative of the US
population.

Conclusions
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Diagnostic Reference Groups

» Naglieri, J. A. (2012). Psychological
Assessment by School Psychologists:
Opportunities and Challenges of A Changing
Landscape. In K. Geisinger & B. A. Bracken
(Eds.) APA Handbook of Testing and
Assessment in Psychology. Washington, D.C.:
American Psychological Association.

Conclusions
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Diagnostic Reference Groups

» The sample of children with ASD (N = 243)
were diagnosed with

» Autism (n = 137), Asperger Syndrome (n = 80), or
Pervasive Developmental Disorder-Not Otherwise
Specified (n = 26).

» comprised of individuals with a single primary
diagnosis made by a qualified professional (e.g.,
psychiatrist, psychologist) according to the DSM-
IV-TR (APA, 2000) or ICD-10 (WHO, 2007)) using
appropriate methods (e.g., record review, rating
scales, observation, and interview).

Conclusions

M =
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Diagnostic Reference Groups

» Total Raw Scores on the ASRS for 6-18 Year
olds rated by Teachers.

Mean SD N

Autism 157.1  47.9 137
Asperger's 123.1 42.4 80
PDD-NOS 1515 536 26
B)Total ASD Sample  129.1  46.9 243

Conclusions
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Diagnostic Reference Groups

» Total Raw Scores on the ASRS for 6-18 Year
olds rated by Teachers.

Mean SD N
Autism 157.1 47.9 137
Asperger's 123.1 42.4 80
PDD-NOS 151.5 53.6 26

Total ASD Sample 129.1 46.9 243
ll\lormative Sample 53.1 36.1 1,828

Raw Score ASD National
SCO re Comparison Comparison
. . 170 59 82 /7 Ao T\
Calibrations i p a [ ARaw )
160 57 20 Score of
=\ 155 56 78 90isaT
A Raw Score | 150 54 77 of 42
of 130isaT 145 53 75 | based on
of 50 based 140 52 74 ASD
on ASD o— 135 51 73 sample;
sample — 130 50 71 buta T
§ - 125 49 70 score of
_ 120 48 69 60 (1 SD
ARaw Score | ﬁé 2; 2(75 above the
of 80isaT 105 45 # national
of 40 based 100 m c3 | reference
onthe ASD 95 43 62 \_ 9group )
sample  ~ [[90 42 60 47—
T 71 59
[ s 40 57
75 38 56 :
70 37 55 onclusions

Diagnostic Reference Groups

» The sample, representative of the US
population, included males and females from
each of the four geographic regions of the US
and four racial-ethnic groups (Asian, Black,
White-Not Hispanic and Hispanic Origin aged
6 - 18 years.

» The N = 1,828 (See Goldstein & Naglieri
(2009) for more details about the normative
sample of the ASRS and those identified with
ASD.)

Conclusions
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Raw Score ASD National

S CO re Comparison Comparison
. - 170 59
Calibrations 5
160 57
155 56
A Raw Score | 150 54
of 130isaT 145 53
of 50 based 140 52
on ASD T~ 135 51

130 50
125 49

sample

120 48

. o 115 47
A Raw Score 110 26
of 80isaT 105 45
of 40 based 100 a4
onthe ASD 95 43
sample 90 42
\—/\ 85 41
D 40

75 38

onclusions

70 37 .

ASRS with GARS-2

Agein| Obt Corr GARS-2 ASRS
Rater | Years r r N M SD M SD

Parent |2-5 .83 .61 78 (100.9( 25.7 745 | 114
GARS

Teacher |2-5 .76 .41 53 (100.1| 30.5 75.3 | 12.7
Autism

Parent (6-18 .80 .63 104| 93.9 | 24.4 | 69.3 | 10.0
Index

Teacher |6-18 .82 .68

Note: GARS-2 standard scores are mean of
100, SD of 15; 80+ = concern.
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GARS-2 and ASRS

» N =115 with

clinical - Bl carszves cARs2Yes [
diagnosis: : ASRS No ASRS Yes
Autism (49%),

B

PDD-nos (12%),
Asperger (15%),
LD (12%),
ADHD (12%)
» GARS-2 mean =
87.4 (SD = 23.6)
» ASRS mean =
70.1 (SD = 9.9)

oo

(GARS-2 Teacher - Autism Index

o © ° B2 oo
3

s © o

B o

o g

T3
B cars2No  [EETE CL
ASRS No R . S
IR GARS2 No
o ASRS Yes

o

“© LY 60 n | s
ASRS Total Score - Teacher - T-score

-
~

S s

Importance of a National Norm

» Sample was stratified by

« Sex, age, race/ethnicity, parental education level
(PEL; for cases rated by parents), geographic region

« Race/ethnicity of the child (Asian/Pacific Islander,
Black/African American/African Canadian, Hispanic,
White/Caucasian, Multiracial by the rater

« Parents provided PEL of both parents
»>the higher of the two levels was used to classify the

parental education level of the child

« All raters completed the ASRS via the paper-and-

pencil or online methods.

Conclusions
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Importance of a National Norm

» Validity samples were collected
+ a single primary diagnosis was indicated
« a qualified professional (e.g., psychiatrist,
psychologist) had made the diagnosis
Criteria were made using DSM-IV-TR or ICD-10
Clinical samples include
»ASD (N = 580)
»>ADHD (N = 250)
»Communication Delay (N = 180)
»Developmental Delay (N = 140)
»Anxiety / Depression (N = 100)

Conclusions

-
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ASRS Standardization

Samples

»
Ages 2-5, 6-18 year groups

Conclusions

Importance of a National Norm

ASRS Standardization Samples by Age and Rater

Age Groups Parent Raters Teacher Raters
2-5Years _/ Nowai 320 320
6-11 Years = 480 480
12-18Years “———— 480 480

Sub Total n 1,280 1,280

TOTALN 2,560

Note: at ages 2-16 years there were 80 subjects (40 girls and
40 boys) per one year age group. At ages 17-18 there were 80
subjects (40 girls and 40 boys) across this two year interval.

Conclusions
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Do Children with ASD have
Difficulty in Attention?

Conclusions
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ASRS & Attention Difficulty

.
» Individuals with ASD have been %

described as having “diifficulties in 1
disengaging and shifting attention” | "\ i\
(p. 214) (see Klinger, O’Kelley, & Sage
Mussey’s chapter 8 in Assessment
of Autism Spectrum Disorders Savr
(Goldstein, Naglieri, & Ozonoff, P
2009) &m"‘f"‘
» We tested this hypothesis using the “
Cognitive Assessment System
(Naglieri & Das, 1997) e

Handhink

R s

A o

ASRS & Attention Difficulty

» the ASRS (6-18 Years) and Cognitive
Assessment System (CAS; Naglieri & Das,
1997) was administered to children
diagnosed with an ASD who were rated by a
parent (N = 45) or a teacher (N = 47)

» The CAS provides measures of
« Planning, Attention, Simultaneous, and
« Successive cognitive abilities

» PASS is based on A. R. Luria’s (1973) view of
major brain functions

Conclusions
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ASRS & Attention Difficulty

» Sample Description

Table 8.16. Demographic Characteristics of the CAS Validity Sample

1000 7 1000
110 (24) 110 (24)

Conclusions
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ASRS & Attention Difficulty

105

Sample of 6-18 Year-olds with ASD
100

95 \
90 e

85

—-ASRS

N

80 T T
Planning Simultaneous Attention  Successive

Conclusions

ASRS & Attention Difficulty

Table 8.17. ASRS and CAS Scores for Youth diagnosed with an ASD

Rater

Total Score Full Scale Planning | Simultaneous |  Attention Successive

M (&3 ) 808 033 959 BN 010
parent B3] [ 25 276 175 177 05

¥ 45 4 45 45 5 45

M 665 888 978 950 83 921
Teacher [JE 6 250 75 178 181 03

N 4 4 4 4 4 4
Note. ASRS T-scares have deviation of 10. The CAS standard score £ 100 and standard
deviation of 15
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Prichiatria dell'infanzia ¢ dell adolescenza (2009), vol. 76: 687-700 687

Processi cognitivi e Disturbi Specifici
dell’Apprendimento: il contributo diagnostico
del Cognitive Assessment System

FEvaluate the cognitive processes in the Spccfﬁc_Letlrn{rz‘q
Disorders: the Cognitive Assessment System diagnostical
contribution

Srerano Tapper, Francesca Venorrrr, Sara Carrocel

Summary The diagnosis of the Specific Learning Disabilities (SLD), commonly referred to as

discrepancy criterion, is often based on instruments which bave an important connection to both sions
learning and 1Q. Methods inspired by discrepancy criterion don't seem suitable to indicate in-
fia or 2o improve the ghilitics and of the subjects. The Planning, Attention, 354
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Figura 1. Profils cognitivo al CAS dell'intero campione.

VN O N NRDODO O ==
SISO QDN DG

J.J\

\

’e
] /
\

\

™
4l

. PIAN SIM ATT succ

ASRS & Attention Difficulty

105

100

. I
90 .7,\\/

/ % —-ASRS
85 N i-I-ADHD
80 T T T

Planning Simultaneous Attention  Successive

Conclusions

Autism and Asperger
Syndrome

ASRS preliminary findings

Conclusions

Differentiate ASD from
ADHD and SLD

Conclusions

Differential Diagnosis: ADHD vs ASD

ASD Profile ADHD Profile
CAS ASRS | CAS ASRS
13 70 | 13 T 7°
1 % 67 | 1 67
1 63 1 # 63
11 60 11 yam Ly
11 57 11 57
109 53 109 | 53
100 50 100 _| i |_lI50
9 47 9 47
9 43 goa/ i 43
\;,/ 1 40 7 40
8 37 8 37
7 1 P |

33 33
Plan Sim Att Succ SC UB SReg Plan Sim Att Succ SC UB SReg
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Average Autism Spectrum Rating Scale T-Scores for 6-18 Year
Olds Diagnosed with Autism and Asperger’s Syndrome

80
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Autism vs Asperger 6-18

Autism & Asperger’s

Effect Size Differences Between Autism Spectrum Rating Scale T-
Scores for 6-18 Year Olds with Autism and Asperger’s Syndrome

362

110 Descriptive Statistics and Comparisons Between
105 Individuals with Autism (n =20) and Asperger
Syndrome (n =23).

Mn D F Sig  d-ratio

PLAN Asperger 103.5 316 171 .20 040
% Autism 929 19.2
85 SIM  Asperger 101.0 153 333 .08 054

80 Autism 919 17.5
~+Asperger ATT  Asperger 86.9 17.7 0.30 .59 0.17

s &~ Autism Autism 839 188
70 SUC Asperger 98.3 157 246 .12 047

Plan Sim ATT suc Autism 883 256
Conclusions
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» Goldstein and Naglieri (2012) Conclusions
« Despite widely held belief that individuals with
Asperger’s have a better life outcome than those

with Autism (Klin, Sparrow and Volkmar, 2000), the
outcomes for youth with Asperger’s may be better
than those with Autism simply because their
symptom profile is milder and they develop
functional language at a much earlier age, typically
demonstrating the ability to use language to
communicate despite pragmatic problems.

e News,

Teachers

+—Autiom

- Asparger’s

Total Score OSM-V-TR Scale

ns

Autism & Asperger’s

» Goldstein and Naglieri (2012) Conclusions
» These data strongly support the decision by the
DSM-V committee to eliminate the Asperger’s and
Pervasive Developmental Disorder - Not Otherwise
Specified diagnoses and instead provide a single
diagnosis of Autism Spectrum Disorder.
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» ASRS means for ages 2-5 years were typically
somewhat higher for children with Autism
than those with Asperger’s syndrome
« Exception being Unusual Behaviors where the two

groups were similar

» ASRS means for ages 6-18 years were
consistently higher for children with Autism
than those with Asperger’s syndrome

» Both groups had their lowest scores on the
CAS Attention Scale

Conclusions

Workshop Conclusions

» From assessment to intervention

« Cognitive processing scores can be used to select research
based cognitive interventions based on a child's pattern of
cognitive and academic strengths and weaknesses.

* Research with children who have SLD shows that teaching
strategy use (Planning) has a significant effect on academic
performance in the classroom and on standardized tests

» We can teach children to better use their PASS
neuropsychological abilities

* This will improve their academic skills

* This will improve LIFE skills

* This will improve the child’s self confidence

Conclusions

— i Jack A. Naglieri, Ph.D. 260

Conclusions

Main Points and Implications

Conclusions
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