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My Background

u Interest in intelligence and instruction
U Experiences at UGA

U Test development

U Need for science to support practice
u Psychometrics

U My personal perspective on being a
researcher and test developer

u Evidence based interpretation
ta@ SELISNASyOS o0SAy3
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Meltzer (2010)
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content (or thewhat to
know), rather than on the
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does not address ?
metacognitive strategies
that teach students to

think abouthow they ]
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Why this Workshop on EF?

U Executive Function (EF) is the most
important ability we have, because it
provides usa way to decide how to do
what we choose to do to achieve a goal

U The best news is that EE&n be taught

u vlnstructiovn thzilt improves EF will aﬁgct
OKAf RNbByQa oAt AlE
and their social skills.

il Improving EF will changedaii dzZRS y 1 Q

5

Presentation Outline

Comprehensive Model &F
A Historical Perspective
A Definitions of Executive Function
u EF Behavior
U EF Ability (an intelligence)
U EF Social Emotional Skills
U EF Academic performance
U Research about EF as ability, behavior, and SE
U Think Smartk- EF Skills in the Classroom
AMore lesson plans for improving components of EF
U Conclusions
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The Curious Story d?hineasGage

W2Ky CfSA&aOK)Y
Gage: A Gruesome but True
| 0 2dzii .
about September 131848 &
26 year old PhineaGage

{ G2 NEB

Fleishman2o02, p 70)

U FromDamaisq1994)
article inScience

U The rod passed through
the left frontal lobe,
between the two
hemispheres, then to left
hemisphere

U The damage was to the
front of the frontal cortex
more than the back, and
the underside more than
the top
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Fleishman (2002
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More Specifically

Dorsolateral prefrontal
cortex

U The dorsolateral prefrontal 4"
cortex is involved with thy & 08 >

ability to plan, shift set, L ~1\\ A4 7 -
organize remember and ;/7 7
solve novel problems. LA =

U That is: planning and decision making, self
monitoring, self correction, especially when
responses are not wetkhearsed or contain
novel sequences of actions.

Before. . . & . . . After

U Beforethe accident U After the accidentis
WKS LJ23aasaaabiRytodireg &hers
balanced mind, was  Was gone, he had
seen as a shrewd, considerable trouble

smart business man,  Making decisions

very energetic and U Impairment in

persistent in (1) intellect,
executing all his (2) behavior,

LI I ya 27F 2 LISI)otiakemdfidhal
(p 59) (4) work
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9/21/2015



Frontal Lobes and Executive
Function(s)

What do we mean by the term Executive Function(s

11

Executive Function (S)

U In 1966 Luria first wrote
and defined the concept
of Executive Function (EF

U Hecredited Bianchi
(1895) andBekhterev
(1905) with the initial
definition of theprocess

1902 - 1977

12
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Executive Functions

u Elkhonon Goldberg
provides a valuable ¢

review of what the NEW
frontal lobes do EXECUTIVE

U Describes EF as the BR AIN
orchestra leader @ oo macomecon >

T | T A

nnnnnnnnnnnnnnnnnnnnnn

13

Goldberg (2009, p. 4)

Ua¢KS FTNRYyUGlIt tf20Sa
human, and as Luria stated, are they
I NB (0KS ZNEIy 2F OA

U Frontal lobes are about .
e b S RSN ICA TR s D
vision,selfawarenessand
awareness of others, success, ™.,
creativity, sex differences, sociz extsunive
maturity, cognitive developmen BRA|N

FYR £SENYAY3IXE ﬁ

U They make each one of us unic

14




What is Executive Function(s)

There is no formal excepted definition of EF

AWetypicallyfind avague general statement of EF (e.g.,

goakdirectedaction, cognitive control, tojplown
inhibition, effortful processing, etk

AOr a listing of the constructich as
9 Inhibition,
i WorkingMemory,
i Planning,
i ProblemSolving,
i GoalDirectedActivity,
i StrategyDevelopment and Execution,
1 EmotionalSelfRegulation,
1! YR Y2NBXodzi hxow! [[ X

15

Executive Executive
Functian Functiors
U EF has isanitary U EF hashree
construct (Duncan & components inhibitory
Miller, 2002; Duncan & control, set shifting
Owen, 2000). (flexibility), and
i EF isinidimensionalin working memorye.g.,
early childhood not Davidson, et al., 2006).
adulthood. U Executive Functians a
(i Both views are supported| ~ multidimensional
by some research (Miyak¢ ~ model (Friedman et al.,
et al., 2000) EF isumitary 2006)with
02y &l NHzOG X |o dAdepgndentbilities
partially different (Wiebe Espy, &harak
components 2008).

16
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Executive Function(s)

U Given all these definitions of EF(S) we
gl YGOSR (2 | RRNBa

Executive Functiah oK

Executivd-unctior?

U One way to answer the question is to
research the factor structure &F
behaviors

U Factor structure of the Comprehensive
Executive Function InventorCEFRI

17

CEF{Naglieri & Goldstein, 2012)

Compmhenlive
Executive
Functlon "*...Jf‘“
I - °
nventory Comprehensive
(5-15 Yea Executive
TEAC HER FORM Function
Inventory

ZEMHS ==

18
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CEFI Parent CEFI Teacher CEFI Self-
Rating Scale Rating Scale Rating Scale
(Ages 5-18) (Ages 5-18) (Ages 12-18)

N\ Y < 72 v/
] Y4 —
CEFI Full Scale (90 items)

Attention

Emotion Regulation

Flexibility

Inhibitory Control

Initiation

Organization

Planning

Self-Monitoring

Working Memory Y.

~

~

CoNoOR~WNE

-

19

EXPLORATORFACTORANALYSES

U Thenormative sample$or parents, teacher,
and self ratings wereandomly split into
two samples and EFA conducted using

Athe item raw scores N
A AR 2 CEFI Scales o
A)/A yS aolf ¢ Aention .O2 N
motion regulation
Flexibility

Inhibitory Control
Initiation
Organization

U ¢ K S é. I Y LJf glee\lgrr:./i'l[;iitoring

Warking Memaory

/

20
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CEFI Standardization Samples

U Sample was stratified by

ASex, age, race/ethnicity, parental education lev
(PEL; for cases rated by parents), geographic
region

ARacel/ethnicity of the child (Asian/Pacific
Islander, Black/African American/African
Canadian, Hispanic, White/Caucasian, Multi
racial by the rater

AParent (N=1,400), Teacher (N=1,400) and Self
(N=700)atings were obtained

21

ltem Factor Analyseg Part 1

Eigenvalue

90 Item factor 60 R o-Parents
analysis clearly *  \
: : Teacher —
indicted that ™7 "\ s
one factor was \

20 N
the best 10 \
solution 0 Ce—r  x n

Factor 1 Factor 2 Factor 3 Factor 4 Factor 5

Table 8.2. Eigenvalues from the Inter-ltem Correlations

Form
_Parent | 37 41 23 15
| Teacher 568 18 23 13 11 11 08

Self-Report 299 6.3 21 21 19 18 15
Note. Extraction nipal Axis Factoring. Only the first 10 eigenvalues are presented

22
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Item Factor Analyseg Part 1

Eigenvalue
EFAfor item groups:
Attention, Emotion 9 -
Regulation, ﬂ Parents
Flexibility, Inhibitory ~®-Teachers
Control, Initiation, Self
Organization,
Planning, Seff
Monitoring, and
Working Memory
scales

I\
\
\
\
\

O R, NWbOUUONO©
|

’—v—’ S ‘v:v* f o T m—

Factor 1 Factor 2 Factor 3 Factor 4 Factor 5

Table 8.4. Eigenvalues of the CEFI Scales Correlations

Form
Parent
Teacher
Self-Report
Nore. Extraction method: Png. g
EXPLORATORPACTORANALYSES
Table 8.6. Consistency of Factor Loadings Across Groups
GFZ‘:J? ‘ CEFI Form cc"::::fe':czf | / Nearly identi cal\
" - factor solutions
ender eacher 999
Self-Report 992 (A I— I— O N E
| Parent 996 FACTO R) by
Teacher 999
Self-Report 995 Gend er,
Parent 999 H
e - s Race/Ethnic, Age
Self-Report 995 and
G/ e o Clinicalltypical
Educational
Self-Report 976 status
24
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EXPLORATORPFACTORANALYSES

U Conclusions

AWnhen using parent (N = 1,40@acher {
= 1,400) or seltratings(N =700) based on
behaviors observed and reported for a
nationally representative sample (N =
3,500) aged 5 to 18 years Executive
Functionnot functionsis thebest term to

use

25

EF and its components

U Abilities, cognitive processes, and behavio

Executive
Function

Working Attention Emotion Inhibition
Memory 5 Regulation
)74 Z v 7 T Y N
Flexibility Impulse Contro| | SelfMonitoring Organization
Z v ] A
Planning SelfControl Initiation And more?

26
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Naglieri & Goldstein, 2012

U Executive Function isow you do what you
decide to do.

Select a Plan

Problem
Solved

Modify if
Necessary

27

9CcQa [SFENYyAy3 |/
U Learning depends upon instruction and intelligence (&EHR

U At first, intelligence plays a major role in learning

U When a new task is learned and practiced it becomes a 4
and execution requires less intelligence

Maximum Usel Role of EF Role of Knowledge A Skills

Minimum Use

Novel Well Learned

Task Task
\ Over time and with experience >

9/21/2015
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Executive Function Involves

& | 2ysudecidewhat i 2

RSYIl yRaX

Alnitiation to achieve a goaplanningand
organizingparts of a taskattendingto details to
notice success of the solution, keeping
information inmemory, havingflexibility to
modify the solution as information froself-
monitoring is received and demonstrating
emotion regulation(which also demands

inhibitory control) to ensure clear thinking so

that the task is completed successfully.

R2 ¢

29

Four Dimensions of EF

U Executive Function is the foundational

brain-based ability that is seen in the

behavior of students and their skills in SEL

and academic/work environments

Behaviors
that reflect
EF

Social-
Emotional
Skills that
reflect EF

Academic /

work Skills

that reflect
EF

Executive Function (Frontal Lobes)

30
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Presentation Outline

u Comprehensive Model &F
AHistorical Perspective
A Definitions of Executive Function
EF Behavior
U EF Ability (an intelligence)
U EF Social Emotional Skills
U EF Academic performance
U Research about EF as ability, behavior, and SE
U Think Smartk-- EF Skills in the Classroom
AMore lesson plans for improving components of EF
U Conclusions

31

A look at some EF Rating Scale

Sam Goldstein - Jack A. Naglieri
Editors

Handbook of

Executive

Functioning

From Handbook of
Executive Function
(Goldstein & Naglieri, 2014)

32
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Review of Rating Scales

Jack A. Naglieri and Sam Goldstein 4

psychometric issues have for the assessment and 27
Introduction the implications for interpretation of results will 28

be emphasized. Special attention will be paid 1o 29
In any field of scientific study the information we  scale development procedures, particularly meth- 30
obtain from research is directly related to the qual-  ods used to develop derived scores. The second 31
ity of the information we obtain from the tools we  section of this chapter will focus on rating scales 32
use. The better the tool, the more accurate and reli-  used to assess behaviors considered indicative of 33
able the information that is obtained. Ultimately, executive function. The overall aim is to provide 34
the validity of the tools used in science will be  an examination of the relevant psychometric 35

ues and the extent to which researchers and 36
ave confidenc

proportionate to the quality of the concepts being
evaluated. Ultimately, better tools are more effee-
tive for researchers and clinicians. The better the
tools used in research and clinical practice, the more
valid and reliable the decisions will be, the useful
the_infarmation_ohtained will he _and nitimataly_ Raliahility an

in the tools they 37
ssess executive function. 38

33

Psychometrics of EF Rating Scal

U Five published rating scales
were compared

Barkley Deficits
in Executive
Functioning Scale—
Children and
Adolescents
(BDEFS-CA)

Delis-Rating of Executive
Function (D-REF)

Auther(s): Dean C. Delis

A quick measure of an Individual's behaviors

related to executive function difficulties Russell A. Barkley

Comprehensive
E F Executive
Function
) 1% Inventory
8 2 B e — Sk A Naghe . S Gldsten, PO,

chavior Rating
. loventoryof = Exveutive Functior
Executive Fanctiog Self-Report Version

S

DL
2

_—
Provessional MANUAL
e —

P, AL AL

P4

F- Tochnica Manusl

34
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Standardizati D Ipti
Table 10.3 Number of items, age range. normative sample size, and percentages of normative sample by region, race/ethnicity, and educational level for the BRIEF, BDEFS,
D-REF. and CEFI
BRIEF- BRIEF BRIEF- BDEFS-CA D-REF D-REF D-REF CEFI- CEFI- CEFI-Self —
Parent Teacher Self-report (parent) parent teacher self report Parent Teacher report US Pop %
Sca
Nc 3 3 3 1 100 I
Ag 1118 6-17 5-18 518 11-18 518 518 12-18
Sta
Sa 1 1 1.40( A
Re.
Not 1 1 16 174
2 217
8 372
1
44 42
1 144 139
22( 212
6.0 56.5
1 4
283
3 28
18.1 17.6
_ 10.0 10.3
her reported in the manual do not sum to 100 %. D-REF values were

Importance of a National Norm

U What is the problem with scores based on a
sample that is not representative of the U.S.
populations?

A 2dz R2y Qi 1y26 K2g YdzO¥f
influenced by demographic variables
Al SGQa t221 i a2ys RI G

u | created norms for groups of children based
on parental education levels (PEL) to see just
how much influence this variable could have
on a standard score (Mean = 100, SD = 15)

36
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Importance of a National Norm

Calibration of Standard Scores (Mn = 100; SD = 15) Across Parental
Educational Levels for CEFI Parent Ratings.

Standard Scores
Raw Score <HS HS Grad Some Coll  Coll Grad National
230 96 9 8 85 90
235 97 9 9 87 91
240 98 9 0 88 92
245 Pprray| 95 92 |y 93
250 (100 ) % 93 o) 94
255 v - 97 94 ez 95
260 102 98 95 93 97
265 103 99 96 94 98
270 104 100 98 95 99
275 105 1 99 96 100
280 106 1 00 98 101
285 _10Z_[| 103 101 |88 102
290 (108 ) 105 102 (100) 103
295 1095 106 103 0T 105
300 110 107 105 103 106
305 111 108 106 104 107
310 112 109 107 105 108
315 113 110 108 106 109

37

CEFI and BRIEF

u The CEFI and BRIEF were compared usin
320 parent, teacher, and saifitings
U BRIEF yields T scores (50;10) scaled so tt
high scores indicate poor EF

AThese scores were converted to the 100 & 15
metric and inverted so that both tests have the
same scaling

U Group was diagnosed with ADHD

38

9/21/2015
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Areas Operationalized: CEFI vs. BRIEF

CEFI BRIEF
Emotion Control of emotions, staying calm when Emotional Modulate emotional
. dealing with small problems, reacting responses/mood appropriately

ReQUIauon with the right amount of emotion. Control

Flexibility Ability to respond appropriately to Shift Transition smoothly between or
changing or altered situations or different adapt to new activities/ situations;
people/circumstances problem-solve flexibly

Im pu Ise Restraining impulses, reactions, or Inhibit Control, delay or stop impulses/

Control behavior behavior

Initiate Willing exertion of physical or mental Initiate Begin activity; generate ideas; start
effort in pursuit of a goal new tasks

Memory Ability to store, retain, manipulate, & Worki ng Hold information in mind to
recall information Memory complete a task; sustain focus

Organization

Applying a structure or system for
arranging or classifying objects & tasks;
methodical and efficient behavior

Organization of
Materials

Clean up after oneself

Planning

Holding a mental representation of
intended action that guides behavior;
outline of steps to complete a task/solve
a problem

Plan/Organize

Anticipate future events; set goals;
develop steps; grasp main ideas;
think prospectively; follow a plan

Self/Performance
Monitoring

Ability to attend to & evaluate ongoing
behavior/outcomes to make necessary
corrections for successful goal
completion

Monitor

Check work; assess performance;
monitor effect of behavior on others

39

CEFI and BRIEF Means ADHD

ADHD

Effect

Form

. Parent
Teacher
Self-
Rating

CEFI

N Mn
57 81.9
51 87.4

32 90.2

SD
11.7
111

14.2

N
57
51

32

BRIEF

Mn SD
71.8 13.7 .79
71.2 237 .88

Size

86.7 15.9 .23

Note: Effect Sizes of .2 are considered small, .5
medium, and .8 large.

40

9/21/2015
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CEFI and BRIEF: ADHD

100 Average Range

95

0 /’
< 4

% / ~-CEFI
@

-=-BRIEF
80

75

70
Parent Teacher Adolescent Self
Report

41

Take Away Messages

U Sores are only as good as the tests we us

U The quality of the reference group can
make a huge difference in the conclusions
reached.

U Norms that represent a typical population
are needed for all assessment tools.

U Only scores based arationally
representative samples can provide the
accuracy and precision that we mustve.

42
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Comprehensive Executive

Function Inventory (CEFI)
Jack A. Naglieri

Function
Inventory

Sam Goldstein @: I Comprahersive

A rating scale designed to
measure behaviors
association with Executive
Function for ages-48
years rated by a parent,
teacher, or the child/youth.

43

CEFI Normative Samples

U 1,400 ratings by Parents for children ageti®
years

U 1,400 ratings by Teachers fonildren aged 5
18 years

U 700 ratings from the selfieport form for those
aged 1218 years

U There were equal numbers of ratings of or by
males and females

U Stratified according to the 2009 US Census b
racde/ethnicity, parental education, region, age
andsex

44
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CEFI Parent CEFI Teacher CEFI Self-
Rating Scale Rating Scale Rating Scale
(Ages 5-18) (Ages 5-18) (Ages 12-18)

Ny

a

v 7

CEFI Full Scale (100 items)
1. Attention 1. Consistency Index
2. Emotion Regulation 2. Negative
3. Flexibility Impression
4. Inhibitory Control 3. Positive Impression
5. Initiation
6. Organization
7. Planning
8. Self-Monitoring
9. Working Memory

~

45

CEFI Administration & Scoring

CEFI Administrati
& Scoring Method

|

:

Paper and Pencil

[

Administration

=

Online
Administration

J

I

I

Examiner enters
responses in MHS
Online Assessmen

Center:
Automated scoring
and report

Hand Scoring Usin
CEFI Record For

- N
Examiner enters

responses into CERF

Scoring Software
Program:

Automated scoring
and report

46
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CEFI Forms

u The Comprehensive

U TheCEFis completed by a
parent, teacher, or the

Executive Function

Inventory CEBImeasures
behaviorsassociated with
Executive FunctiorEf for

ages 5 to 1§ears.

child/youth.

u Each form yields Bull _
Scalescore and 9 separate \W orking Memory

content scales

CEFI Scales
Attention

Emotion Regulation
Flexibility
Inhibitory Control
Initiation
Organization
Planning
Self-Monitoring

47

CEFI Items by Scale

Table C.4. Attention (12 items)

Parent/Teacher ltem
During the past 4 weeks, how often did the

Self-Report ltem
During the past 4 weeks, how often did you...

child...

3. finish a boring task? finish a boring task?

. work well in a noisy environment? work well in a noisy environment?
21 waork well for a long time? work well for a long time?

25 concentrate while reading? concentrate while reading?

36 stay on topic when talking? stay on topic when talking?

Table C.5. Emotion Regulation (9 items

Parent/Teacher ltem

During the past 4 weeks, how often did the

Self-Report ltem
During the past 4 weeks, how often did you...

child...

10. control emotions when under stress? control emotions when under stress?

12. stay calm when handling small problems? stay calm when handling small problems?
42. find it hard to control his/her emotions? (R) find it hard to control your emotions? (R)
47. get upset when plans were changed? (R) get upset when plans were changed? (R)
64. wait patiently? wait patiently?

48

9/21/2015
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éCEFI Items by Scale

Table C.6. Flexibility (7 items)
Parent/Teacher Item
During the past 4 weeks, how often did the

child...
7. come up with a new way to reach a goal?

Self-Report ltem
During the past 4 weeks, how often did you...

come up with a new way to reach a goal?

come up with different ways to solve problems?

come up with different ways to solve problems?

45 have many ideas about how to do things?

Table C.7. Inhibitory Control (10 items)
Parent/Teacher ltem
During the past 4 weeks, how often did the

have many ideas about how to do things?

Self-Report ltem

During the past 4 weeks, how often did you...

child...
1. think before acting? think before acting?
19. find it hard to control his/her actions? (R) find it hard to control your actions? (R)
32 think of the consequences before acting? think of the consequences before acting?
38. maintain self-control? maintain self-control?
49, ?s;:e frouble waiting fo get what he/she wanted? have trouble waiting to get what you wanted? (R)

49

éCEFI Items by Scale

Table C.8. Initiation (10 items
Parent/Teacher ltem
During the past 4 weeks, how often did the

child...

Self-Report ltem

During the past 4 weeks, how often did you...

16. start something without being asked? start something without being asked?
30. start conversations? start conversations?
A 39. take on new projects? take on new projects?
| 40 need others to tell him/her to get started on things? | need others to tell you to get started on things?
L R) R)
1 | 55 take initiative? take initiative?
el | 5 annaar mativatad? annaar motivatad?

Parent/Teacher ltem

During the past 4 weeks, how often did the

Self-Report ltem
During the past 4 weeks, how often did you...

[
5. complete one task before starting a new one? complete one task before starting a new one?
13. organize his/her thoughts well? organize your thoughts well?
18. appear disorganized? (R) appear disorganized? (R)
27. complete homewaork or tasks on time? complete homework or tasks on time?
4. waork neatly? work neatly?
52. keep track of belongings? keep track of belongings?

50
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CEFI Items by Scale

Table C.10. Planning (11 items)

Parent/Teacher ltem

ltem#  During the past 4 weeks, how often did the

Self-Report Item
During the past 4 weeks, how often did you...

child...

9 prepare for school or work? prepare for school or work?
15. solve problems creatively? solve problems creatively?
22. do things in the right order? do things in the right order?
28. plan for future events? plan for future events?

Table C.11. Self-Monitoring (10 items
Parent/Teacher ltem
During the past 4 weeks, how often did the During th

child...

Self-Report ltem

e past 4 weeks, how often did you...

6 ask for help when needed? ask for help when needed?

14. fix his/her mistakes? fix your mistakes?

17. change a plan that was not working? change a plan that was not working?
29 learn from past mistakes? learn from past mistakes?

Table C.12. Working Memol
Parent/Teacher ltem
ltem#  During the past 4 weeks, how often did the

11 items

Self-Report Item
During the past 4 weeks, how often did you...

child...
4 forget instructions? (R) forget instructions? (R)
8 remember how to do something? remember how to do something?
23 forget instructions with many steps? (R) forget instructions with many steps? (R)
26 remember many things at one time? remember many things at one time?

4

One Factor and 9 Scales?

U NOTEEHRSs aunidimensional

concept

U Use the Full Scale to answe

iKS

j dzSadAzy

poorinEF2 NJ y 2 G K¢
U Use the 9 scales to identify
the specific groups of items
that represent 9 different
types of behaviors that can
be addressed by Interventio

CEFI Scales
Attention

Emotion Regulation
Flexibility
Inhibitory Control
Initiation
Organization
Planning
Self-Monitoring
Working Memory

-

52
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EZ=MHS
Free USe e run i cor
of CEFI:
http://inf

0.mhs.co

Gomprbensive I would like to ...
levuntory

sining

Pychametric Propertes = (Plesse spacity in Commarts)

Raias

y and ity

Learn More
- Lost Nama
= If you are interested in learning mare about the
m Ce I CEFI, ill outthe form to request information like:
« How this instrument compares to others g . .
« Progress Monitoring Schoo DistricOrganization
« Interventon Strategies
Ems Phans Humssr
« View case siudies, sample reports or items
« How to use an instrument Prafensd Cortast Method
Phone
+ Seting up trainings .
« Further questions or comments Courtry
State/Region iy

- Piease S¢

CommertsQuestions

Free Usef CEFI; mhs.comgéfi

@ Comprehensive Executive Function Inventory™ - CEFI - Moxilla Firefox [cl=@]=]
/1, Problem loading page 22 Comprehensive Executive Function In... x | +
& nfo.mhs.com c Lt
() BY == & & e t (== N. B. ey + £
Learn More I'would like to: (Check all that Apply)
View Samples tems
If you are interested in learning more about the CEFI, View Sample Reports
fill out the form to request information like View Case Studies

Speak with a Consultant
» How this instrument compares to others
Set Up Training

* Progress Monitoring First Name *
« Intervention Strategies

Last Name *
» View case sfudies, sample reports or items

s How fo use an instrument lama__ andlworkin a -
« Setfing up frainings - Please Select - &

School District/Organization *
e Further questions or comments

Email *

Phone Number *

Preferred Contact Methad *
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Comprehensive
E F Executive

Function

Inventory

(5-18 Years)

PARENT FORM
Tack A. Naglieri, PLD. & Sam Goldstein, PhD.

oniers Namenp: MEAGAA Tooaysowe 20123 01 | 05
]

o oomoen: 1996/ 12, 21
o =z
p— . 16,11 16

= =

parlene -

Maother

Examine:_PH

E M H Coppihe €013 e ot e, Alighs et
B A. 0 B 950 o o, Y L3500, 1.808456305

(E.'.omprghensive
EF | e
Inventory

(5-18 Years)
Parent Form

Jack A. Naglieri, Ph.D. & Sam Goldstein, Ph.D.

Interpretive Report

Youth's Name/ID:  Brittany Ambers
Age: 12years

Female

Noverrber 18, 1999

6

KH.S.

9/21/2015
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CEFI Interpretive Report

CEFI (5-18 Years) Parent Interpretive Report for Brittany Ambers Admin Date: 05/19/2012

About the Ratings

This section of the report provides an evaluation of the ratings provided by this rater. Item scores were examined
for consistency, negative impression, positive impression, and number of omitted items. This information can be
used to determine whether responses should be reviewed with the rater to explore possible reasons response
bias is indicated, and the amount of confidence one can have in the scores.

Description | Indicated | Not Indicated

Consistency 110

Negative Impression

Positive Impression 11

Standard Score 50 60 70 80 90 100 no 120 =130
Parcentile Rank & 1 e o™ 25™ s0™ 75™ 915 =og™
Scores

Consistency Standard Score = 110

Index Inconsistent response style is not indicated.

Negative Standard Score = 89

Impression Scale|Negative impression respense style is not indicated.

Positive Standard Score = 111

Impression Scale|positive impression response style is not indicated.

Number of Number of items Omitted = 0

Omitted Items None of the items were omitted.

57
-
CEFI Interpretive Report
CEFI (5-18 Years) Parent Interpretive Report for Brittany Ambers Admin Date: 05/19/2012
Overview of Results for Brittany Ambers
Scores in Relation to the Norm
Brittany Ambers’s results are provided in the graph below. ¥ Youth's Average
W::/lesr:;oew A?::roa\ge Ab::ge Average Avrelrge:;e Stperion S\X)esrvy;or
Full Scale 75
Attention | ]
Emotion Regulation :
Flexibility l =]
Inhibitory Control 72
Initiation =2
Organization 76
Planning | kL
Self-Monitoring :
Working Memory —l 71
Standard Score 50 60 70 ¥ 80 90 100 10 120 130 140 150
Percentile Rank i = 22 o™ 25M 50™ 75™ 9 98™ 99™  gg™
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CEFI Interpretive Report

CEFI (5-18 Years) Parent Interpretive Report for Brittany Ambers Admin Date: 05/19/2012
CEFI Results

Brittany Ambers’s Full Scale standard score of 75 falls in the Below Average range and is ranked at the 5th
percentile. This means that her score is equal to, or greater than, 5% of those obtained by youth her age in
the standardization group. There is a 90% probability that Brittany Ambers’s true Full Scale standard score is
within the range of 73 to 78. The CEF| Full Scale score is made up of items that belong on separate scales
called Attention, Emotion Regulation, Flexibility, Inhibitory Control, Initiation, Organization, Planning, Self-
Monitoring, and Working Memeory. There was no significant variation among the CEF| Scales. This indicates
that Brittany Ambers obtained similar scores on the separate scales. This also means that the Full Scale is a
good description of her executive function behaviors.

Brittany Ambers’s Initiation scale score describes how she begins tasks or projects on her own, including
starting tasks easily, being motivated, and taking the initiative when needed. Her standard score of 84 falls in
the Low Average range and is ranked at the 14th percentile. There is a 90% probability that her true Initiation
standard score is within the range of 78 to 93. Item score variability suggests that ratings for Brittany Ambers
were low on, for example, initiating conversations and putting plans into action.

Brittany Ambers’s Fle) ty scale score describes how she adjusts her behavior to meet circumstances,
including coming up with different ways to sclve problems, having many ideas about how to do things, and
being able to solve problems using different approaches. Her standard score of 80 falls in the Low Average
range and is ranked at the Sth percentile. There is a 90% probability that her true Flexibility standard score is
within the range of 74 to 92. Ratings for Brittany Ambers were low on, for example, using a different strategy
when another doesn't work.

Brittany Ambers’s Attentlop_s_q.a\e score reflects how well she can avoid distractions, concentrate on tasks,
and sustain attention. Her standard score of 79 falls in the Below Average range and is ranked at the 8th
percentile. There is a 90% probability that her true Attention standard score is within the range of 74 to 87.
Variability in item scores indicates that ratings for Brittany Ambers were low on, for example, finishing a
boring task, avoiding distraction and noticing details. (See the CEF/ Items by Scale section of this report for
additional low item scores.)
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Report

U General
Intervention
Strategies

are provided.

CEFI (12-18 Years) Self-Report Interpretive Report for Random2 Admin Date: 01/07/2013

Intervention Strategies

This section provides intervention strategies for improving upon the weaknesses identified by Low Average to
Well Below Average scores on the CEF| Scales. References for the sources of these strategies are provided at
the end of the Intervention Strategies section. (See CEFI ltems by Scale for a full list of items with below average
scores for item-level indicators of specific weaknesses.)

Framework for Implementing Intervention Strategies

The material on this page provides a general framework to follow when implementing the various specific
intervention strategies for the behaviors measured in the CEFI that may appear on subsequent pages of this
report

General Developmental Issues

A child’s developmental level should be taken into account when planning intervention strategies.

Utilize intervention strategies that initially include extemal controls, prompts and cues to help the child leam
and develop new skills.

Gradually remove external controls to promote internalization of new behaviors and explicitly encourage
children to develop and use their own strategies

* Encourage the child by explicitly communicating that change is possible with effort and motivation to achieve.
*  Carefully consider strategies to enhance generalization of new skills, across tasks, time, and seftings.

External Support

*  Structure the environment (e.g., cues, prompts), including the child’s schedule (e.g., create a consistent
routine with breaks and extra time for tasks) until internal control of behavior is mastered

Provide lists and charts that give specific suggestions for how to accomplish tasks and activities

* Encourage children to develop their own solutions to getting things done

Motivation

* Make use of natural motivations to encourage desired behavior.
* Promote positive behavior through reward and encouragement.

Internalization

* Provide feedback on the child’s performance and encourage self-monitoring_
* Teach awareness strategies (e.g., training in self-management and self-monitoring skills; the technique of
“self-talk”).

Skill Building

* Build a child’s vocabulary and language skills to help him/her gain control over successful expression of
his/her emotions and thoughts.

* Develop verbal mediation skills (e.g., verbal cues, questions, and discussion) to guide thinking and social

processes.

Provide meditation techniques to help improve self-control over attention, affect, and behavior.

Model behaviors that illustrate strategic problem solving, self-reflection, and thoughtful approaches to work.

9/21/2015
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CEFI (12-18 Years) Seli-Report Interpretive Report for Random2 Admin Date: 01/07/

Intervention Strategies for Attention

R e p 0 rt Helping a Child Overcome Problems with Inattention

First, help the child understand the nature of his or her attention problems, including

* Concepts such as attention, resistance fo distraction, and control of attention

l nte rve nt| O n * Recognition of how attention affects daily functioning

¢+ Recognition that the deficit can be overcome.

Stl'ategles an ¢ Basic elements of the control program.
. Second, teachers and parents can help the child improve his or her mofivation and persistence:
rovided for
p * Promote success via small steps.

each Of the 9 *+  Ensure success at school and at home

- Allow for oral responses to tests
C E F I Scal es - Circumvent reading whenever possible

* Teach rules for approaching tasks.
- Help the child define tasks accurately.
- Assess the child's knowledge of problems
- Encourage the child to consider all possible solutions.
- Teach the child to use a correct test strategy.

* Discourage passivity and encourage independence.
- Do not rely too heavily on teacher-oriented approaches.
- Require the child to take responsibility for correcting his or her own work
- Help the child to become more self-reliant.

* Encourage the child to avoid
- Excessive talking
- Working fast with little accuracy
- Giving up too easily
- Tumning in sloppy, disorganized papers

Third, teachers and parents should give the child specific problem-solving strategies.

* Model and teach strategies that improve attention and concentration
* Help the child to recognize when he or she is under- or over-attentive

Naglieri, J. A., & Pickering, E. B., Helping Children Learn: Intervention Handouts for Use at School and at Home, Secend Edition, 2010.
Baltimore: Paul H. Brookes Publishing Co., Inc. www. brockespublishing.com. Used with the permission of the publisher.
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CEFI Characteristics

u CEFlI is a strength based rating scale
U Items are positively worded
Aa Kl @S Yl ye ARSI a&a I o62dzi
U Calibrated using mean of 100 SD of 15
AEasier to compare to intelligence test scores
U Higher scores = more behavior related to EF
U Several different administration and scoring
options
u Empirically supported interpretation method
U Intervention suggestions provided

62
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Presentation Outline

u Comprehensive Model &F
AHistorical Perspective
A Definitions of Executive Function
U EF Behavior
EF- Ability (an intelligence)
U EF Social Emotional Skills
U EF Academic performance
U Research about EF as ability, behavior, and SE
U Think Smartk-- EF Skills in the Classroom
AMore lesson plans for improving components of EF
U Conclusions
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EF is a BraiBased Ability

U EFs an ability by virtue of its relationship t
the brain

U Because there is a relationship between
BRAIN FUNCTION and BEHAVIOR, behay
LSl f Ha oo BRS

u EF skills are the result of EF Abidihd well
practiced behaviors that reflect EF
ANot all abilities and not all behaviors invoEE

64
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A Theory of Learning

Cognitive Assessment System: Redefining
Intelligence From a Neuropsychological

28

Perspective

Jack A. Naglieri and Tulio M. Otero

INTRODUCTION

Pediatric neuropsychology has become an important field
for understanding and treating developmental, psychiat-
ric, psychosocial, and learning disorders. By addressing
both brain functions and environmental factors intrinsic
in complex behaviors, such as thinking, reasoning, plan-
ning, and the variety of executive capacities, clinicians
are able to offer needed services to children with a vari-
ety of learning, psychiatric, and developmental disorders.
Brain-behavior relationships are investigated by neurop-
sychologists by interpreting several aspects of an indi-
vidual’s cognitive, language, emotional, social, and motor
behavior. Standardized instruments are used by neurop-
sychologists to collect information and derive inferences
about brain-behavior relationships. Technology, such
as magnetic resonance imaging (MRI), functional MRI
(FMRI), positron emission tomography, computerized
tomography, and diffusion tensor imaging, has reduced
the need for neuropsychological tests to localize and
access brain damage. Neuropsychological tests however,

Handbook of

PEDIATRIC
Neuropsychology

Such tools should not o
cesses necessary for effi
also provide for the de
tions and address the qu

FROM NEUROPSYCH|
TO ASSESSMENT

Luria’s theoretical accot
perhaps one of the most
2008). Luria conceptuall
of brain-behavior relati
orders that the clinician|
the brain, the functional
syndromes and impairr
and clinical methods of
theoretical formulations! = =

lated in works such as Higher cortical functions in man (1966,
1980) and The Working Brain (1973). Luria viewed the brain
as a functional mosaic, the parts of which interact in dif-

Andrew S. Davis

Editor

Brain, Cognition, & Behavior

U The brain is the seat of abilities called PASS

U These abilities comprise what has been describe
as a modern view of intelligence (Naglieri &
Otero, 2011)

Naglieri, J. A. & Otero, T.
(2011). Cognitive
Assessment System:
Redefining Intelligence from
A Neuropsychological
Perspective. In A. Davis
(Ed.).Handbook of Pediatric
Neuropsychology (32833)
New York: Springer
Publishing.

Planning
ability

Simultaneous
processingAbility

Successive

Attention Processing Ability
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|IQ defined by BRAIN function

U PAS$heory is a modern way to define

Wl 0 A f Aciniliyence) Y !

u See

U Panning = THINKING ABOUT THINKING
U Attention = BEING ALERT
U Smultaneous = GETTING THE BIG PICT|
U Siuccessive = FOLLOWING A SEQUENCI

67

100 Years of Intelligence and 1Q

http ://www.jacknaglieri.com/cas2.html

Hundred Years of Intelligence
Testing: Moving from Traditional
1Q to Second-Generation

| sam Goldstein Intelligence Tests
Dana Princiotta
JackA. Naglieri
o Jack A. Naglieri

Handbook of
Intelligence

Evolutionary Theory, Historical Perspective,
and Current Concepts

7, is remembered as the day the
entered World War I. On that same
of psychologists held a meeting in
ersity’s Emerson Hall to discuss the
they could play with the war effort
). The group agreed that psycho-
logical knowledge and methods could be of
importance to the military and utilized to
increase the efficiency of the Army and Navy
personnel. The group| included Robert Yerkes,
who was also the president of the American

@ Springer

“Do not go where the path may lead, go instead where there is no path and leave a trail.”

—Ralph Waldo Emerson

Training School in Vineland, New Jersey, on May
28. The committee considered many types of
group tests and several that Arthur S. Otis devel-
oped when working on his doctorate under Lewis
Terman at Stanford University. The goal was to
find tests that could efficiently evaluate a wide
variety of men, be easy to administer in the group
format, and be easy to score. By June 9, 1917, the
materials were ready for an initial trial. Men who
had some educational background and could
speak English were administered the verbal and
quantitative (Alpha) tests and those that could not
read the newspaper or speak English were given
the Beta tests (today described as nonverbal).

20
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PAS Theory: Planning

} Planningis a neurocognitive ability that a
person uses to determine, select, and use
efficient solutions to problems
Aproblem solving
Adeveloping plans and using strategies
Aretrieval of knowledge
Aimpulse control and sekfontrol
Acontrol of processing

69

Planned Code&

70
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M at h Strate g I e f Nome __ Doubles and Near Doubles

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

l:‘\, / A
A =¥ 5
1 you know the sum of 8 + 8, how can you
@ find 8 + 97 I
fhrea hundred thirty-ive 335

PASS Theory

} Attention is a neurocognitive ability that
a person uses to selectively attend to
some stimuli and ignore others
Aselective attentio
Afocused cognitive

activity over time No Response
Aresistance to
distraction Response

Z> No Response

72
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Attention

e [
e [BHL2VR
This sheet AT
has a strong - .
Attention leave school D)

demands |/ Trent began studying at 5:00 rv. and finished 1 howr @, b tib /11
because of and 22 minutes later. What time did he finish? T

i A622am B 522pm. : /D 22k )
the S|m|Iarlty pM. C#6 WQ PM. ,D 6:22 pm. ﬁf‘
of the 1. Mavra began basketball practice at 3:00 pM. and 13 3_‘ JU )i,
: finished 50 minutes later. What time did she finish? ‘ ’
options A350PM. B 305AM  C 405em D 450 am, s
14, Lance fished from 6:00 am. to 9:45 am. How long Yy, «j_}'l-i‘i’ﬂ'f
did he fish? WL a4k
A 3 hours B 3 hours and 15 minutes

C 3 hours and 45 minutes D 4 haurs and 45 minutas

73

CAS2 o
" Cognitive

U CASZ Y|9|dS PASS ﬁk Assessment
and Full Scale scol 3.4 7171,
but ALSO Examiner Recod form,

Jack A Naglieni | P Das  Sam Goldstein

U Executive Function ... L e ——
which is the :
combination of a
Planning and
Attention subtests

u Also:Working
Memory, Verbal,
Nonverbaland a
Visual and Auditory
comparison

812 1314 =1 =T
Moetage Wb e Superin
EECS To-T1e TR =130

Figure 2.1. Completed pages of the Examiner Record Form for William.
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PASS Theory

U Simultaneousds a neurocognitive ability
a person uses to integratimuli into
groups
AParts are seen asvehole
AEachpiece of information is relatetb others

AVisual spatial tasks like blocks and puzzles on
the Wechsler Nonverbal Scale

AKABC Simultaneous Scale

7

Progressive Matrices

3 0| [O] [
) (O |O
| | 2

O (O] 10| [ [O

78
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VerbalSpatial Relations

Which picture shows a boy behind a girl?

NOme ock  Seret ramber_

NUMDErS \iite the numbers | 4o

from 1 to 10( '0° in order \B@&;@ﬁ
. S
How can EF be b lals)el7 sle)
brought to this , /ll b 40 s ¥ |17 el
Work sheet? i babd bs Heb7bdhali)
iy bl s 1 127 ) a0 HE
Use s (o gs WA Ly Zlug g | §o
Simultaneous |/ [], |o, [l [ss [ds |57 |58 [5a [do
processing to IFIAREE ié; ¢ leblsa |]0]
see that LRI A el 77765 1By
patterns A[&1fEajes %H\ §526|27led [z« 1V
S 10 O C T\ AL G 2
TR22\, Bighik Fumdred Chars \/ . S o s Comon
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Use EF to manage low Simultaneot

U How do you help a child with low
simultaneous ability?

U Teach students to USE Efhat is use

~ strategies

U What kinds of strategies could you use for
tasks that require seeing the whole?

81

Use EF

Graphic Organizers for

CGonnecting and Remembering Information

Remembering and relating information is a common part of learning and daily fife. Students are
often expected to learn large amounts of new and unfamilier information. Learning facts requires
the student to see how information is connected or related. Students often remember this infor-

maticn better if they see it graphically and understand how it relates to knowledge they already
have. Graphic organizers are designed to help students (and teachers) present and organize infor-
fion so it is easier to understand and remember.

Graic Organizers

New inforNgation is better remembered if it is connected to information the students already know.
Graphic crg¥gizers are visual representations of information that shows the links of new informa-
tion to other n®g and existing information. This makes the new information easier to understand
and learn. FurtheNgore, the visual nature of graphic organizers and the links they make help stu-
dents understand connections between information parts. For example, a graphic organizer
might be used to tea®yyoung children about different animals. A child learning about different

kinds of animals might dy know what a fish is. This knowdedge can be used to graphically or-
ganize whales, sharks, an®gclphins. They all live underwater, but sharks have gills and are fish,
{Whales and dolphins have oles and breathe air, so they are not fish.) Figure 1 represents

ene way to map this graphic;

Ocean
creatures
N
Dolphins Whales Sharks

/ |
\BDWhDES Gills

|
Fish

Figure 1. One kind of graphic organizer.

Another type of graphic organizer is a Vienn diagram, which
uses circles to 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 faidy simple to create. They need not
be reserved for factual information. They can be used for ac-
tivities such as exploring creative concepts, organizing writing
and developing language skills. The following four steps can
be used to create a graphic organizer:

Figure 1. Cre kind of gragtic arssnizer.

1. Select information that you need to present to the child

e —

{fwhich may be from a story, a chapter, or any concept)
2. Determine the key components that are necessary for the

child to learn.
poge 1 of2
i Chitdon Laar:Intervertion Handot fr U i Schoc! ac at Horme, Seccnd Exion, by Jack A, Nagies & £rc 8. Picken
~ Capahe & 2010 by P F Srackes Pkt Con e Al rna riiees, = 82
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and Remembering Information continued)

Figure 2. A Venn diagram used as a graphic organizer,

Create the graphic representation of the information. The illustration should include the
key concepts, concepts the child already knows, and the linkages between the con-
cepts.

Present the organizer to the child and discuss it to be sure he or she understands the
information and sees the connections.

9/21/2015
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Word Series

The child repeats a series of words in the
same order the examiner says them

1. Wwall-Car
2. Shoe-Key

10. Cow-Wall-Car-Girl
11. Dog-Car-Girl-Shoe-Key

27. Cow-Dog-Shoe-Wall-Man-
Car-Girl

85

Sentence Questiongages 817)

The child answers a question read by the
examiner
1. The blue is yellow. Who is yellow?

10.The red greened the blue with a yellow. Who used
the yellow?

20.The red blues a yellow green of pinks, that are
brown in the purple, and then grays the tan. What does
the red do first?

86
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Successive

The sequence
of the sounds
Is emphasized
in this work
sheet

Act iz ot -agpdzona -
Anmeate air;n/vS' i
T RS w et S

87

Use EF to manage losuccesive

t How do you help a child with low
Successive ability?

U Teach students to USE Efhat is use

strategies

U What kinds of strategies could you use for
tasks that require working with information

that is in a specifisequen@

88
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oo o0 o
Ability

U 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-

Th |n k Sm art guence!” 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
1 2 3 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 fOHOWing:

processing.

'EF strategies to overcome Successi\
‘weakness

for Reading/Decoding

Readi .
stand Segmenting Words for
| quenc
casily
units 1

Reading/Decoding and Spelling

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

represent and how letters work together to make sounds. Sometimes words can be segmen
Teach jnto parts for easier and faster reading. The word info is a good example because it contains
berer \words that a child may already know: in and to. Segmenting words can be a helpful strategy
Pl reading as well as spelling.

Lo How to Teach Segmenting Words

Find tt
Sounc

sounc S€QMenting words is an effective strategy to help students read and spell. By dividing the wg
seune INtO groups, students also learn about how words are constructed and how the parts are relel

9/21/2015
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Presentation Outline

u Comprehensive Model &F
AHistorical Perspective
A Definitions of Executive Function
U EF Behavior
u EF Ability (an intelligence)
EF Social Emotional Skills
U EF Academic performance
U Research about EF as ability, behavior, and SE
U Think Smartk-- EF Skills in the Classroom
AMore lesson plans for improving components of EF
U Conclusions
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Phineashad Social Emotional deficit

U Phineas had profound social emotional
problems after his injury to the frontal lobes

U Phineas is
Ainsulting
Aimpulsively say things
Auses vulgar language
AOF y Qi Yl ylF3aS KAa SyY2i
Ainconsistent in social situations
AR2SayQi NBO23IyAil S KS
Alooses control in interactions with others

92
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Frontal Lobes and Emotion

i Goldberg (2011, p 11617)
AGKS aSYLKI anaz,.

HE
studies of frontal lobe NEW
EXECUTIVE

syndromes was on cognitior
[intelligence] rather than on BRAIN

I FFSOG waz2oAl
AVOGSNE FTSg NB: Rz
attempted to merge
cognitive and emotional
aspects of frontal lobe
ReafdzyOlAzyQ

N

93

Social Emotional Skills: From
Conceptual to Assessment to
Instruction

94
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1 www.casel.org

About It Matte: hools Collaboratir

r 00000

| Goodsene ks Benefits of Social
| Social & Emotional Learning )
{0 the following STUDENT and Emotional
N GAINS
| + Conduct problems :
Joins. Nl M | carning
T ‘;:;';fg‘:'f;mi o + Emotional distress Social and emotional learning improves student
P Siisoct outcomes
S J * Posltive classroom
] behavior
1 + 11 percentile-point
1 ‘ gain on standardized
! ichiey tests.
| . S » READ MORE

All Invited Twitter Feed

Roger Weissberg to speak Oct. 20 in
Chicago

Collaborating

Districts Initiative
Collaborating Districts Initiative

CASEL orq: @BarefootBehvior Thanks for the
shout-out! We're very excited about this initiative
and what it means for the future of #SEL.

Roger Weissberg to speak nation-wide!
This is a national intiative to take social and ? on Oct. 20 at investiture of
emotional learning to scale in eight large 4 ' NoVo Endowed Chair of CASELorq: @yannleroux Do you mean the
districts. Three have already been selected. w Social and Emotional meta-analysis? Summary here http:/t.co
Five more will be selected by December Leaming. Public invited BXEEys Wil aricle dawnlosd ink at

bottom
2011. Poste

CASELorg: This article discusses benefits
students get from afterschool activities & what

» READ MORE they mean to overall school engagement 95
hitp:/A co/YDwdlcgl

» READ MORE

‘Social Emotional Skills

What is Social and Emotional Learning?

1 . The Collaborative for Academic, Social, and Emotional Learning (CASEL) describes
1 Flve key SEL as the process of developing the following five sets of core competencies in the
1 context of safe, caring, well-managed, academically rigorous, and engaging learning

SOCIaI‘ environments:
i Q| emotlona| ] Self-awareness—being able to accurately assess one's feelings, interests, values,
f \ % and strengths; maintaining a well-grounded sense of self-confidence
] Sk"ISfrom 2 Self-management—being able to regulate one’s emotions to handle stress,
CASEL control impulses, and persevere in overcoming obstacles; setting and monitoring
progress toward personal and academic goals; expressing emotions effectively

3 Social awareness—being able to take the perspective of and empathize with
| others; recognizing and appreciating individual and group similarities and
These are differences; recognizing and using family, school, and community resources

. 4 Relationship skills—being able to establish and maintain healthy and rewarding
1 In many relationships based on cooperation; resisting inappropriate social pressure;
preventing, managing, and resolving interpersonal conflict; seeking help when

stateand heeded

Iocal 5 Responsible decisi ki being able to make decisions based on
| consideration of reason, ethical standards, safety concerns, social norms, respect
1 Standards for self and others, and likely consequences of various actions; applying decision-

making skills to academic and social situations; contributing to the well-being of
one’s school and community.'
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In Goldstein & Brookes (2013)

Jack A. Naglieri, Paul A. LeBuffe,

and Katherine M. Ross

Introduction

The concept of resilience, like all psychological
constructs, must have certain characteristics in
order to be subjected to experimental testing so as
1o be effectively applied to benefit our constituency
A primary characteristic is that resilience must be
operationally defined in a way that is reliable
across time, subjects, and researchers. Once a
coneept is operationalized in a reliable manner,
then its validity can be examined. When we have
sufficiently operationalized the concept of resilience,
and there is evidence that it can be measured in

areliable and valid way., then application in clinical
and educational settings becomes possible. This
is an ideal sequence for the development tools
for testing new concepts, but it is not how many
concepts and tests used in education and psychol
ogy have been promulgated

In practice, there is great emphasis on helping
clients and pressure o implement new approaches
even if they have only been minimally tested. If
an idea appears logical and appears to help clients
then it seems reasonable to believe that the con
struct possesses validity, however ill-defined that
may be. Unfortunately, what seems logical and
consistent with clinical experience may not be
true, As noted by Garb (2003, p. 32), “Results

- _
Handbaok of
Resme'ﬁce in

Children

Secor

97

The DESSA Comprehensive System

U Universal screening with aniém,

strengthtbased behavior rating scale,
the DESSAnini for universakcreening and

ongoing progress monitoring

U 72-item DESSAoO find specific areas of

need

/4

-

DESSA-MINI
DEVEREUX STUDENT
STRENGTHS ASSESSMENT

K-8TH GRADE

A UNIVERSAL SCREENING
ano P
MONITORING S¥STEM
FOR SOCIAL-EMOTIONAL
comperencies

DESSA

DEVEREUX STUDENT
STRENGTHS ASSESSMENT

K-8TH GRADE

PaﬁILeBuﬁe & Valerie Shapiro
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http://www.centerforresilientchildren.org/

@eV@[@LIX Home | About Us | Testimonials | In The News | Newsletter | Contact Us

CENTER FOR RESILIENT CHILDREN

Overview » Infants & Toddlers » Preschool » School-Age » Adults »

Mental health experts speak out on the
importance of early childhood social and
emotional screening, and their success with the

°evereux Early Childhood Assessment Program. |

(Devereux

Watch the video!
CONTEN FON RSS'LITNT CHILDREN

INFORMATIONAL WEBINARS DCRC RESOURCES EVENT REGISTRATION DECA-P2 DOWNLOADS

sviet e & ;W
Assessment of
Social Emotional
Skills with the DESSA
DESSA St e
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The DESSA

U Based on resilience theory & SEL principle
described by CASEL

Aldentify socialemotionalstrengthsand needs of
elementary and middle school children (fo8K
grade)

A72 items and 8 scales

ACompleted by parents, teachers, and/or after
school / community program staff

ATakes 15 minutes to complete
AOnline administration, scoring and reporting

101

DESSA Scales

A DESSANorms for Self Awareness

the 8 scales and

the total (MN = Self Management

50, SD = 10) . Social Awareness
A 2,475 children,

grades K8 - Relationship Skills
A All 50 states i ;

included in sample ~ Decision Making

A Representative of

US Population Goal Directed Behavior

Social Emotional Personal Responsibility

Composite Optimistic Thinking
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STUDENT i = MiINI
(PESSA-MINI

DEVEREUX STUDENT STRENGTHS ASSESSMENT - MINI
(DESSA-MINI)

DEVEREUX STUDENT STRENGTHS ASSESSMENT = MINI
(DESSA-MINI)

(DESSA-MINI)
Jack A. NAGLIERI, PAUL A. LEBUFFE, AND VALERIE B. SHAPIRO

DEVEREUX STUDENT STRENGTHS ASSESSMENT - MINI

Gender

School/Os

‘This form describes a number of behaviors seen in some children. Read the statements that follow the
phrase: Duning the past 4 weeks, bow ofien did the child... and place a check mark in the box under-

itand fill in your new choice s shown to the right.

Trem #  During the past 4 weeks, how ofien did the child.

2 show appreciation of others?
4 teach another person to do something?
6.

seck out additional knowledge or information?
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http://nrepp.samhsa.gov

NREP SAMHSA's National Registry of
Evidence-based Programs and Practices

Home | About NREPP | Find an Intervention

NREPP is a searchable online registry of ir
interventions supporting mental health promotion,
substance abuse prevention, and mental health and
substance abuse treatment. We connect members of

the public to intervention developers so they can lea. -
how to implement these approaches in their
commun

NREPP is not an exhaustive list of intervention: .nd

inclusion in the registry does not constitute an
endorsement. Learn More >

News

New Intervention Summary Available - 10/24/2013
Read the newly posted summary for InsideOut Dad

Read more >

New Intervention Summary Available - 10/21/2013
Read the newly posted summary for Family
Expectations

Read more >

O sHaRE BOE

Reviews & Submissions | Learning Center | Contact Us

LinE o el Advanced Search  View All Interventions

Find an Intervention

self-regulation

Find interventions reviewed by NREPP.

-  subscrie |

Enter your email address to
receive monthly NREPP updates.

300th Intervention Summary Posted
SAMHSA's NREPP reached a new milestone,
publishing its 300th summary of an evidence-
based substance abuse or mental health
intervention. See the SAMHSA Bulletin for

more information about NREPP and this milestone.
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http://nrepp.samhsa.gov

i Research on this
intervention is
described and
published
references
provided

Descriptive Inform

Readiness for Disst

tion Ratings by Criteria (0.0-4.0 scale)

External reviewers independently evaluate the intervention's Readiness for Dissemination using three criteria:

1. Availability of implementation materials
2. Availability of training and support resources
3. Availability of quality assurance procedures

For more information about these criteria and the meaning of the ratings, see Readiness for Dissemination.

ementation g and Support

Resources

Quality Assurance
cedures
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Second Step Method for Teaching

Social Emotional Skills
Program Materials: K-3 Kits

Puppets Listening Rules
and Skills for
Pi el ving Steps e y
N\

Learning Cards

Teaching

Online Unit Cards Song CD Materials Binder
Resources

second A 32477
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Ken Merrell Strong Start

U Strong Start STRONG Kt
includes Social & START RS

Emotional learning
curriculum for
Kindergarten
through 12" grade

students |
M= ::m\..

fooeth WeMorrel ASomaI&Emotlonai
aniel ari
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Take Away Messages

u Social Emotional Skills are the result of ER
and what the person has learned in all
aspects of the environment

u Children CAN BE TAUGHT good, or bad,
social emotional skills

109

Presentation Outline

U Comprehensive Model &F
A Historical Perspective
A Definitions of Executive Function
u EF Behavior
U EF Ability (an intelligence)
u EF Social Emotional Skills
EF Academic performance
U Research about EF as ability, behavior, and SE
U Think Smart-- EF Skills in the Classroom
AMore lesson plans for improving components of EF
U Conclusions
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Construct Validity of the PASS Theory and CAS: Correlations
With Achievement

Jack A. Naglieri and Johannes Rojahn

George Mason University

The relationship among Planning, Attention, Simul and ive (PASS) ing scores of
the Cognitive Assessment System (CAS) and the Woodcock-Johnson Revised Tests of Achievement
(WJ-R) were examined with a sample of 1.559 students aged 5-17 years. Participants were part of the
CAS standardization sample and closely represented the U.S. population on a number of important
demographic variables. Pearson product-moment correlation between CAS Full Scale and the WJ-R
Skills cluster was .71 for the Standard and .70 for the Basic CAS Battery scores. providing evidence for
the construct validity of the CAS. The CAS correlated with achievement as well if not better than tests
of general intelligence. The amount of variance in the WJ-R scores the CAS accounted for increased with
age between 5- to 13-year-olds. The 4 PASS scale scores cumulatively accounted for slightly more of the
WI-R variance than the CAS Full Scale score.

There are many ways in which the validity of a theory of  achievement. For instance, subtests like General Information are
cognitive ability may be evaluated. Psychologists often attempt to  also included on individual achievement tests (e.g.. the Peabody
relate information about a child’s cognitive ch istics to that  Individual Achi Test—Revised: Markwardt. 1997). Sim-
child’s academic performance. Because cognitive ability and aca-  ilarly, the WISC-III Vocabulary and Similarities subtests require
demic achievement share a sionificant nortion of the same con- Inawlados nf warde which ic alen ascacead hv vacahnlan: ar ward

Table 3
Pearson Product-Moment Corvelations Between the CAS Basic Battery and Standard Barery
Full Scale Scores and the WJ-R Subscale and Clusier Scorves (N = 1,539
CAS Standard Battery subtests
Scale Planning  Sumultaneous  Successive  Attention
WI-R subtests
Letter-Word Identification A7 53 49 42
Passage Comprehension 43 .50 A7 .39
Calculation .50 47 .36 43
Applied Problems .49 .60 47 A4
Dictation .50 53 49 A4
Word Attack Al A8 A4 37
Reading Vocabulary 42 53 50 35
Quantitative Concepts 51 59 49 A4
Proofing 44 48 44 40
WI-R clusters
Broad Reading A8 35 .50 43
Basic Reading 47 54 49 42
Reading Comprehension A4 54 .50 .39
Broad Math 54 58 A5 A7
Basic Math .55 58 A6 A7
Math Reasoning 49 .60 A7 A4
Basic Writing .51 .55 A8 A5
Skalls Cluster 54 .62 .53 A8
Note. CAS = Coguitive Assessment System; WJ-R = Woodcock-Jolmson Revised Tests of Achievement.
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